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Abstract

This project investigated the development of reading interests of children aged 5 to 12
in both the UK and China, with the aim of supporting parents, teachers, librarians and

other literacy professionals in broadening children’s reading experience.

Study One explored the emerging gender, age, and cultural trends in children’s
reading interests. It also examined the relationships between children’s reading
interests, play interests, vocational interests and parents’ occupations. 288 British
parents and 301 Chinese parents participated in this study. Results revealed that only
British boys in Key Stage 2 (KS2, ages 7-11) showed a greater preference for
non-fiction than girls. In other Key Stages, neither British nor Chinese boys showed a
marked preference for non-fiction, and neither British nor Chinese girls showed a
marked preference for fiction. As such, this study challenged the long-standing myth
that boys prefer non-fiction while girls prefer fiction. This study also indicated that
children’s reading interests changed with age, and no cultural differences were found
between British and Chinese children. Moreover, no relationships were found
between children’s reading interests, play interests, vocational interests and parents’

occupations.

Study Two explored how parents’ perceptions of gender-appropriate reading materials
and gender-neutral parenting shaped children’s reading interests. A total of 228 British
parents and 194 Chinese parents participated. Results suggested that parents
positively perceived the gender-neutral parenting style, and they tended to encourage
their children to read counter-stereotypical books, particularly for daughters. However,

parents still preferred a traditional parenting approach.

Based on a sample of 129 British parents, Study Three explored how parental
involvement affected children’s reading interests through three dimensions:

engagement, accessibility and responsibility. Results suggested that mothers were



more involved in children’s reading than fathers, especially in “engagement”. The
study also found that engagement and responsibility significantly predicted children’s

reading interests, whereas accessibility did not.
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Chapter 1: Introduction

The National Literacy Trust reported that of the 76,131 children and young people
aged 8 to 18 in the UK, only 1 in 3 (34.6%) said they enjoyed reading in their free
time. This marked the lowest level of reading enjoyment since the question was first
asked in 2005. This was also the steepest year-on-year drop ever recorded, with an
8.8-percentage-point decline in reading enjoyment compared with 2023 (Clark et al.,
2024). Moreover, Twist et al. (2007) highlighted that, when compared with
international findings, children in England report lower levels of reading for pleasure
outside of school than children in many other countries. These findings are
particularly concerning, as they suggest a significant reduction in children’s
engagement with recreational reading, defined as reading undertaken freely,
voluntarily, and with delight (International Reading Association, 2018). Recreational
reading enables children to independently select reading materials according to their
interests, with the primary purpose of enjoyment rather than academic requirements
(International Reading Association, 2014). The decline in recreational reading is
problematic because reading for pleasure has been consistently linked to reading
achievement and other learning outcomes (e.g. OECD, 2011, 2019; Mullis et al., 2017;
2023; Cremin & Scholes, 2024). When reading is perceived primarily as a
compulsory school activity, children’s willingness to read independently may decrease,
which may negatively affect both their literacy development and broader learning
outcomes. Therefore, addressing this decline requires more than simply increasing the
availability of books, it also involves an understanding of children’s reading interests,
as access to materials that align with children’s genre preferences is more likely to
encourage engagement in recreational reading and foster a love of reading in their free

time.

According to Clark and Douglas (2011), children read a wide range of materials
beyond books, with text messages, magazines, websites, and emails being among the

most commonly used forms of reading. This highlights that children engage with



different genres and text types, and that reading interests may vary between
individuals. When reviewing the research literature on children’s reading interests,
one of the most common findings is that boys prefer non-fiction, while girls prefer
fiction (Simpson, 1996; Boraks, Hoffman & Bauer,1997; Doiron, 2003; Hopper, 2005;
OECD, 2011). However, some more recent findings argued that boys prefer fiction
over non-fiction (Merga, 2017; Scholes, 2021; Scholes, Spina & Comber, 2021; Coles
& Hall, 2002). Girls have also been found to enjoy non-fiction more than boys
(Williams, 2008; Scholes, 2021). These findings give rise to two questions: (1) Do
boys really prefer non-fiction, and do girls really prefer fiction? (2) What types of
genres do boys and girls actually enjoy? As such, more research is needed to explore
the emerging gender trends in children’s reading interests so that we can provide a

greater range of books for both boys and girls.

Age also makes a difference in children’s interests. Studies have shown that as
children grow older, their interests in some genres increase while their interests in
others decrease (Lauritzen & Cheves, 1974; Hall & Coles, 1999; Clark & Osborne,
2008). Another age trend in children’s reading interests is that as children become
older, so do their reading interests, with genre preferences shifting from a focus on
make-believe (fantasy, fairy tales, folktale, legend, myth or fable) to more realistic
perspective of the world (Purves & Beach, 1972; Boraks, Hoffman, & Bauer, 1997).
However, the increased availability of children’s books raises the question of whether
the age differences in children’s reading interests may have changed. Thus, more
research is need to enrich our understanding of the age trends in children’s reading

interests.

In contrast to gender and age, the likely impact of cultural backgrounds on children’s
reading interests seems to be minimal, as research findings suggested that globally,
boys prefer non-fiction while girls prefer fiction (OECD, 2011). Additionally, it is
universal that children’s reading interests change with social age or maturity

(Greenburg, Gilbert & Frederick, 2006; Topping, 2015). However, Sabri, Sadeghian



& Bahrak (2020) pointed out that what readers choose to read is closely related to
cultural background. Most of the studies on reading interests have been conducted in
Western countries, and relatively few cross-culture studies have examined how
cultural context may influence children’s reading interests. This raises the question of
whether children from different educational systems and family practices develop
reading interests in similar ways. In particular, it is important to consider what the
similarities and differences are in learning to read, and in parental support for learning
to read, between the UK and China, as these factors may shape children’s reading

experiences and influence their reading interests.

As Everson, Chang & Ross (2016) state, learning to read in the UK
emphasizes phonetic decoding (synthetic phonics), where children learn how letters
represent the sounds of the language and how these sounds can be blended together to
read words. Whereas, Chinese education focuses on character memorization, stroke
order, and Pinyin, requiring roughly 3,000 characters for primary literacy (Dong,
2014). These differences in literacy learning may lead to different reading experiences
for children, which may in turn influence the development of their reading interests
across cultural contexts. These differences are also reflected in parental support and
home literacy practices. In the UK, parents reading to children is reported as a
common family literacy practice (Formby, 2014). Beyond shared reading, parents
promote children’s reading engagement by ensuring access to a variety of reading
materials, maintaining their own book collections (Clark, 2011), setting up
literacy-targeted awards such as books or book vouchers (Clark and Rumbold, 2006),
and fostering reading for pleasure (Clark and Phythian-Sence, 2008). In contrast,
Chinese parents generally engage with their children primarily through reading aloud,
rather than incorporating discussion or interactive activities (Yang, 2016). Moreover,
Chinese parent-child reading tends to focus predominantly on books about education,
science, and habit-cultivation, while considerably less attention is given to books that
encourage aesthetic appreciation, visual thinking, or leisure and stress-relief reading

(Guangming Daily, 2023). This contrast suggests a broader difference in cultural and



educational priorities, with UK practices focusing on engagement and pleasure, while
Chinese practices emphasize academic development and skill acquisition, which may

consequently shape children’s reading interests.

Nevertheless, despite cross-cultural differences in approaches to parental support for
learning to read, in both the UK and China, parents value reading, reflecting a shared
recognition of the importance of reading in children’s early literacy, language, and
overall developmental outcomes (Xu & Gao, 2021; National Literacy Trust, 2025).
Furthermore, a recent UK-China knowledge exchange project on parent-child reading
highlighted that rather than assuming what children might want, parents and
practitioners should listen to children’s voices, and work towards creating reading
environments that encourage parents not only to read with their children but also to
enjoy the experience (Levy & Gao, 2026). This shared emphasis on parent-child
reading may result certain similarities in children’s reading interests across the UK
and China. Therefore, further cross-cultural research is required to address this gap in
the literature and to provide a more comprehensive understanding of how cultural

context affects children’s reading interests.

According to Edmunds & Bauserman (2006), children’s reading interests are closely
related to their individual interests. Therefore, it is reasonable to combine children’s
reading interests with their play interests and vocational interests. It seems logical that
if a child is interested in astronomy, then he or she will read more books about space
or planets and has an aspiration to be an astronaut or an astronomer. However, few
studies have combined children’s reading interests, play interests and vocational
interests and investigated the relationships between them. We also do not know
whether parents’ jobs have influences on children’s reading interests, play interests
and vocational interests. More comprehensive research is thus required to further
explore the possible relationships between children’s reading interests, play interests
and vocational interests, and to examine if parents’ occupations can affect children’s

reading interests, play interests and vocational interests.



Parents, as children’s first teachers and primary agents of socialization, nurture and
socialize children by providing “appropriate” models of boys’ and girls’ behaviour
(Eccles, 2015). When it comes to books, reading or storytelling, research has shown
that parents reproduce gender stereotypes by offering different books to boys and girls,
or telling stories to boys and girls with different themes (Pownall & Heflick, 2023;
Fiese & Skillman, 2000; Krafchicket al., 2005). However, exactly how parents’
perceptions of gender-appropriate behaviour can impact children’s reading interests
still remains to be explored. On the other hand, there has been an increasing
awareness of raising children without stereotypical gender norms (Brown, 2014). This
parenting style is often referred to as “gender-neutral parenting” or “gender-creative
parenting” (Martin, 2005; Rahilly, 2015). Still, however, girls are more likely to be
encouraged to fight stereotypes, while boys are more likely to be discouraged from
having interests that are regarded as feminine (Goodkind, 2009; Nandini, 2018). As
Gloria Steinem said, “I'm glad we've begun to raise our daughters more like our sons,
but it will never work until we raise our sons more like our daughters” (cited in
McGowan, 2018). These trends in parenting raise two questions: (1) Do today’s
parents tend to use a gender-neutral parenting approach? (2) Do today’s girls are more
likely than boys to be encouraged to fight against stereotypes? Especially that in
reading? These two questions propelled us into more studies to investigate
perceptions of gender-appropriate reading materials for boys and girls of today’s

parents and how these perceptions affect their children’s reading interests.

In considering many social and cultural factors that shape gender development,
education has gained much attention. Although research has shown that education
decreases gender inequality (Davis & Greenstein, 2009), little is known about how
parents’ education levels influence their perceptions of gender-appropriate behaviour

for boys and girls and how does this affects children’s reading interests.

Finally, parental involvement in children’s reading and its relationship with children’s

reading interests also waits more investigations. Parental involvement in children’s


https://www.sciencedirect.com/science/article/pii/S0001691825004238

reading has long been associated with children’s educational and literacy outcomes,
such as language comprehension, literacy development and reading achievement (Bus,
van Ijzendoorn & Pellegrini, 1995; Desforges & Abouchaar, 2003; Gest, et al., 2004).
However, little research has examined how parental involvement in children’ s
reading make a difference in children’s reading interests (Ortiza, Stowe, & Arnold,
2001). In addition, prior work in this area has focused extensively on maternal
involvement in children's literacy practices, little is known about the role of paternal
involvement in children’s reading (Clark, 2009). More research is needed to better
understand both maternal and paternal involvement in children’s reading, and to assist
us with unpacking the relationship between parental involvement in children’s reading

and children’s reading interests.

In view of the above-mentioned research gaps identified in research on children’s
reading interests, this dissertation sets out to address these concerns to further our
understanding of children’s reading interests and parents’ roles in shaping children’s
reading interests. Chapter 2 provides a literature review of existing research on
children’s reading interests and related issues. More specifically, this chapter begins
with an overview of research on children’s reading interests, play interests and
vocational interests. Then, this chapter illustrates parents’ socialization of gender in
children, gender-neutral parenting and their connections to children’s reading. After
that, this chapter reviews parental involvement and its relationships with children’s
reading interests. This chapter also details the theoretical frameworks used to guide
the assessment of children’s vocational interests (Holland's RIASEC model) and
parental involvement in children’s reading (Lamb and his colleagues’ theoretical
model of parental involvement). Finally, this chapter clarifies the problems, objectives

significance and research questions.

Between Chapter 3 and Chapter 5 is the main focus of this dissertation, which consists
of three studies in Chapter 3, Chapter 4, and Chapter 5 that are designed to assess the

development of children’s reading interests. Chapter 3 is about the first set of studies
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where the researcher conducted a cross-cultural investigation of children’s reading
interests, play interests and vocational interests in both the UK and China. Chapter 4
is about the second set of studies where the researcher explored parents’ perceptions
of gender-appropriate reading materials for boys and girls and how these perceptions
can shape children’s reading interests in both the UK and China. Chapter 5 is about
the third set of studies where the researcher investigated parental involvement in

children’s reading and its connection to children’s reading interests in the UK.

The last chapter, Chapter 6, summarizes the main findings and contributions from this
dissertation, discusses the limitations of this research project, and suggests directions

for future research.



Chapter 2: Literature review

Chapter 2 surveys existing literature and research studies that are pertinent to this
dissertation. Section 2.1 is a review of the literature on children’s reading interests,
play interests and vocational interests. Section 2.1.1 situates the discussion of reading
interest in this dissertation in the field of educational psychology, reviewing how the
study of reading interest relates to the broader study of “interest” in psychology,
examining the theoretical framework for structuring and elucidating interest-related
concepts. An understanding of the psychological underpinnings of behind theories of
interest is integral to the conceptualization of reading interest and other
interest-related concepts. On the basis of that, Section 2.1.2 defines reading interest
and highlights the key purpose of reading interest studies. Section 2.1.3 reviews the
literature on children’s reading interests, with a strong focus on the discussion of
gender, age and cultural trends in children’s reading interests. Section 2.1.4 and
Section 2.1.5 reviews literature on children’s play interests and vocational interests in
detail. Section 2.1.6 points out the research gaps in children’s reading interests,
highlighting the significance of finding out the emerging gender, age and cultural
trends in children’s reading interests. Section 2.1.6 also underlines the importance of
examining the link between children’s reading interests, play interests and vocational

interests, which is a brief summary of the rationale of Study One in this project.

Section 2.2 provides an overview of parents’ socialization of gender in children,
gender-neutral parenting style and their connections to children’s reading. Specifically,
Section 2.2.1 reviews literature on parents’ gender socialization in children by
offering “appropriate models” to boys and girls, and how parents shape children’s
gender-related beliefs and expectations through books. Section 2.2.2 is a literature
review of gender-neutral parenting style and how this parenting style can influence
children’s reading. Section 2.2.3 reviews how parents’ education levels can impact
gender equality and children’s reading. Section 2.2.4 clarifies the problems in existing

literature and points out research questions, which provides a brief summary of the



rationale of Study Two in this project.

2.1 Children’s reading interests, play interests and vocational interests

2.1.1 A psychological account of interest

As Silvia (2006) states, interest has fascinated psychologists from diverse areas of
psychology. Currently, the study of interest has a home in the psychology of emotion,
education, personality, vocation, motivation, development, aesthetics, text processing
and alike. This dissertation situates interest in the field of educational psychology,
though concepts and theories from other fields within the psychology of interest are
are drawn on to conceptualize interest-related concepts. Section 2.1.1.1provides a
brief  history of studies on interest, highlighting the connection between interest,
reading and learning. Section 2.1.1.2 offers a brief introduction of the “Person-Object
Approach to Interest” (POI) model, which lays out the framework of interest in this
dissertation. A sound understanding of the theoretical and psychological
underpinnings of interest is crucial to the conceptualization of reading interest and

interest-related concepts.

2.1.1.1 A brief history of reading interest

In the field of psychology, the study of interest has a long and complex history.
According to Silvia (2006), psychology’s oldest explorations of interest come from
the research on interest and learning in the field of educational psychology.
Traditionally, the study on reading interest (text-based interest) occupies a central
position in research on interest and its role in learning, as reading (text) is one of the
most common forms for learners to acquire information and gain knowledge. Indeed,
as early as the beginning of the 19th century, the German philosopher, psychologist,
the founder of pedagogy as an academic discipline, and one of the earliest educators
to look at education from a psychological perspective - Johann Friedrich Herbart
(1776-1841) noticed that there is a correlation between interest and learning. Interest
in learning can promote long-term storage of knowledge and provide motivation for

further exploration. Influenced by Herbart’s work, in the early 20th century, famous
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psychologists, such as John Dewey (1910, 1913), Felix Arnold (1910), and Throndike
(1935) devoted themselves to study interest in learning, thinking and motivation. At
that time, interest was regarded as the most important motivational factors in learning
and development (Krapp, 1999, 2002; Silvia, 2006). However, in the middle of the
20th century, with the rise of behaviorism, there was a significant decline in interest
studies (Krapp, 1999; Silvia, 2006). Educational psychologists turned their focus on
curiosity (Berlyne, 1960), attention (Deutsch & Deutsch, 1963), emotion (Izard, 1977),
intrinsic motivation (Deci, 1975; Hunt, 1965), and flow (Csikszentmihalyi, 1975).
Until the 1980s, inspired by findings on interest's important role in text learning,
educational psychologists showed a renewed interest in interest. Since then, studies on
interest have experienced a resurgence, and the influences of interest on learning,
motivation, and academic achievement have become a popular topic of great research

interest in the area of educational psychology (Krapp, 1999, 2002; Silvia, 2006).

2.1.1.2 Person-Object Approach to Interest (POI)

In the area of educational psychology, one of the most influential models of interest is
the “Person-Object Approach to Interest” (POI) (Krapp, 1999, 2002, 2007).
According to the “Person-Object Approach to Interest” (POI), interest can be
identified as “a content-specific motivational variable that can be investigated and
theoretically” (Krapp, 2007). More specifically, Renninger & Hidi (2020) explained
that interest is a content-specific motivational variable that describes two
characteristics: first, the engagement with specific content (e.g., geography, dancing,
football). Second, the motivation to continue to seek opportunities to engage with and
to further explore that content. In other words, interest is a motivational variable that
gives people the willingness and happiness to engage with a specific content rather

than stop doing it (Krapp, 2007; Renninger & Hidi, 2020).

2.1.2 Reading interest
Having investigated the psychological foundation for conceptualizing interest in

Section 2.1.1, Section 2.1.2 focuses on the conceptualization of reading interest. The
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key point of reading interest studies is also discussed.

2.1.2.1 Defining reading interest

As mentioned earlier in Section 2.1.1, psychology’s research on reading interest
originated from the research on interest and its role in learning in the area of
educational psychology (Hidi, 1990; Schiefele, 1991; Silvia, 2006). This dissertation
defines reading interest from an educational psychological view. Based on the
framework of the “Person-Object Approach to Interest” (POI) model (Krapp, 1999,
2002, 2007), reading interest can be defined as a motivational variable that gives
people the willingness and happiness to continue reading rather than put the reading
material down (Harackiewicz, Smith, & Priniski, 2016; Krapp, 2007; Renninger &
Hidi, 2020; Schiefele & Krapp, 1996).

2.1.2.2. Defining reading interest studies

After previous sections have examined the psychological bases of reading interest and
defined the term of reading interest, this section aims to distinguish the differences
between reading interest-related terms and emphasis the key point of a reading
interest study.

SE AN 1Y

When reviewing literature on reading interest, the terms “reading interest”, “reading
choice”, “reading preference”, “reading motivation” are often used interchangeably
and show up in the titles of numerous studies that attempt to find out about reading
interests. However, researchers have claimed that there are distinctions among these
terms (Clark & Phythian-Sence, 2008; Spangler, 1983; Ross, 2009). Thus,

distinguishing the differences in these terms can help to clarify what a reading interest

study is.

Clark & Phythian-Sence (2008) suggested that the term “reading choice” highlights
the importance of having a choice of books. Studies on reading choice explore

whether readers who can select books based on their interests are more likely to read
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and have better academic performances than those who cannot. Spangler (1983)
distinguished the differences between reading preference and reading interest. Studies
on reading preference focus on exploring readers’ attitudes towards reading. Whereas
studies on reading interest primarily concentrate on what the interests are. They often
deal with a particular genre or a certain topic. For example, an interest in science
fiction, or an interest in the topic of animals (Krapp, 2002; Schiefele & Krapp, 1996).
Likewise, Ross (2009) pointed out that the key question of research on reading
interest is to find out what readers want to read about, as expressed by a list of genres

or topics that readers read by preferences.

There is another distinction needed: “appealing factors” and “reading interest”. Ross
(2009) noted that in some studies, reading interest is seen as the elements in a text -
what some researchers call “appealing factors”, such as characterization, content, and
plot. These studies aim to examine what elements in a text that readers value when
choosing a book to read. While, as mentioned above, studies on reading interest are
primarily focus on exploring what genres of books that people prefer to read

(Spangler, 1983; Ross, 2009).

In addition, it also bears mentioning that research on reading interest pays special
attention to voluntary reading rather than assigned or required reading (Ross, 2009).
That is to say, this field of research is reader-centered, readers can read whatever they
want to read and there is no accountability in the form of reports, tasks or grades

(Cullinan, 2000; Krashen, 2004).

In light of the above mentioned, research on reading interest highlights to find out
about readers’ reading interests by analyzing what types of genres are most appealing

to readers (Spangler, 1983; Ross, 2009).

2.1.3 Research on children’s reading interests

Over the years, children’s reading interests have become a popular focus of inquiry
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both within the education community and beyond. Researchers have studied
children’s reading interests by a variety of methods, such as surveys, questionnaires
(e.g.,Vostrovsky, 1899; Lauritzen & Cheves, 1974; Snellman, 1993; Sturm, 2003;
Chiu, 2014; Majid, 2018), interviews (Stanchfield, 1962; Byers, 1964; Farris et al.,
2009; Becnel & Moeller, 2015; Wilhelm, 2016), library borrowing records (Moss &
McDonald, 2004; Galyani-Moghaddam & Taheri, 2021), and observations (Carnovsky,
1934, as cited in Ross, 2009; Morrow, 1983; Meganathan et al., 2020). Why, then,
have researchers been exploring children’s reading interests for such a long time? For
teachers, parents, and researchers, knowing children’s reading interests will allow
them to provide books that children are interested in. When children read books that
they like, their engagement in reading activities will be increased and this will help to
improve their comprehension skills and reading academic achievement. Librarians
found that research on children’s reading interests can help to weed outdated books,
ensure an updated library collection that is appealing for both boys and girls in all age
groups. For writers, understanding children’s reading interests can help them choose
what to write to attract more younger readers. Furthermore, knowing what genres of
books that children prefer to read can help publishers select what to publish and later
may guide on bookstores what to stock, which has a positive influence on book retail
industry. Section 2.1.3 surveys existing research relevant to this topic, examining the

gender, age and cultural differences in children’s reading interests.

2.1.3.1 Gender differences in children’s reading interests

When reviewing the research literature on gender-based reading interests of children,
one of the most common findings is that boys prefer non-fiction, while girls prefer to
read fiction However, some more recent findings suggest that this is no longer the
case. For example, Merga (2017) conducted a large scale study to investigate boys’
reading interests. By analyzing unpublished data from the 2015 International Study of
Avid Book Readers (n=1136) and the 2016 Western Australian Study in Children's
Book Reading (n=997), Merga found that boys favour fiction over non-fiction. Also in

Australia, a growing collection of studies have shown that boys prefer fiction than
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non-fiction (Scholes, 2021; Scholes, Spina &Comber, 2021). Another large sample
study in the UK also challenged the long-standing myth that boys prefer non-fiction.
Data from 8000 children (10- to 14-year-old ) in England has revealed that:

‘There is a common misconception that boys at these ages read non-fiction almost
exclusively. This is not borne out by the survey findings, although the overwhelming
majority (78%) of those few children who do choose to read exclusively non-fiction
are boys. But only 2% of children in our survey chose nonfiction as their exclusive

book-reading diet.” (Coles & Hall, 2002, p. 105).

It is also worth noting that although girls prefer fiction have long been documented,
some more recent findings argue that girls favour non-fiction than boys. For example,
Williams (2008) worked with 293 economically disadvantaged African American
children in Florida, age ranging from 8 to 12. She found that while both boys and girls
tended to read more fiction, girls preferred non-fiction more strongly than boys. This
may attribute to the relatively lower socioeconomic status of population. Similarly, a
more recent Australian study exploring reading enjoyment, reading frequency and
student achievement has also indicated that girls enjoyed non-fiction more than boys

(Scholes, 2021).

Although gender differences are typically found in children’s reading interests, still,
there are similarities between boys and girls in terms of their genre preferences.
Books about adventure and mystery have been consistently cherished by both boys
and girls and have remained popular for more than a century (Ashley, 1970; Seegers,
1936; McCarty, 1950; Carsley, 1957; Ashley, 1970; Greenlaw & Wielan, 1979; Bank,
1986; Kimmins, 1986; Snellman, 1993; Coles & Hall, 2002; Clark & Foster, 2005;
Majid, 2018; Aydin & Ayranci, 2018; Meganathan et. al., 2020). Fantasy, science
fiction, sports have also been associated with both boys’ and girls’ preferences across
time, and remain highly ranked among children’s reading interests, though not as

popular as mystery and adventure (Vostrovsky, 1899; Seegers, 1936; Smith, 1962;
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Stanchfield, 1962; Ashley, 1970; Lauritzen & Cheves, 1974; Kimmins, 1986;
Whittemore, 1992; Snellman, 1993; Boraks, Hoffman & Bauer, 1997; Coles & Hall,
2002; Sturm, 2003; Clark & Foster, 2005). Religion and poetry were the two least
popular genres (Seegers, 1936; Rudman, 1955; Lauritzen & Cheves, 1974; Chiu, 1984;
Whittemore, 1992; Snellman, 1993; Majid, 2018). However, Sturm (2003) found that
poetry was favored by both boys and girls, and even ranked in the third position in the
list of genres. A possible explanation is that in his study poetry stood by itself as a
genre, while in most studies, poetry has been classified as fiction. It is also interesting
to note that in earlier studies, few children mentioned they have a preference for
humor and horror (Grant & White, 1925; McCarty, 1950). Since the mid-20th century,
humor and horror have become popular by both boys and girls (Bank, 1986;
Whittemore, 1992; Simpson, 1996). In more recent studies, humor and horror usually
ranked in the top 5 preferences (Coles & Hall, 2002; Clark & Foster, 2005; Majid,
2018).

2.1.3.2 Age differences in children’s reading interests

Children’s reading interests have been found changed with age. Research has show
that increasing maturity brings an increase in interest in some kinds of reading
materials and a decrease in interest in others. For example, Lauritzen & Cheves (1974)
classified reading interests of 881 American children aged 7 to 12. They noted that
children shown more interest in mystery with maturity. In the UK, Coles & Hall (1999)
worked with 8000 children aged between 10, 12 and 14. The results have shown that
the 7-year-olds predominantly read books with animal characters, while from age 8,
children expressed more interest in books about science, mystery, sports and history.
Clark & Osborne (2008) also found that social age brings an increase in particular
genres. In their study, secondary school children have shown more interest in romance

than primary school children.

Another age trend in children’s reading interests is that as children mature, so do their

reading interests, with genre preferences shifting from a focus on make-believe
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(fantasy, fairy tales, folktale, legend, myth or fable) to more realistic perspective of
world. For example, Purves & Beach (1972) suggested that younger children prefer to
read make-believe stories, especially fantasy, while older children prefer to read
realistic literature, such as realist fiction, historical fiction, and non-fiction. This is
because as grow older, children tend to regard reading as a source of information.
Boraks, Hoffman, & Bauer (1997) conducted a survey to examine reading interests of
315 American school children in grades 3 to 5. They found that the third and the
fourth graders predominantly read fantasy, whereas children in the fifth grade show a

stronger interest in realistic fiction.

2.1.3.3 Cultural differences in children's reading interests

In contrast to gender and age, the likely impact of cultural backgrounds on children’s
reading interests seems to be minimal, as research findings show more similarities
than differences. Across countries, boys read more non-fiction while girls read more
fiction (OECD, 2011). Additionally, it is universal that children’s reading interests
change with social age or maturity (Greenburg, Gilbert & Frederick, 2006; Topping,
2015). Thus, one of the reasonable assumptions that researchers can make is that there
are no cultural differences in children’s reading interests based on gender and age.
However, Sabri, Sadeghian & Bahrak (2020) suggested that what people choose to
read is closely related to cultural background. Most of the studies on reading interests
are down in western countries and less cross-country studies have been carried out to
examine the differences based on reading interests. This pushes us to conduct more
research to fill in the research gap by examining how culture can impact reading

interests.

In summary, although previous research has provided some insights into the gender,
age and cultural trends in children’s reading interests, the increased availability of
children’s books might have changed reading interests of today’s children. Therefore,
more in-depth studies are still needed to extend the research findings, as this will help

educators, parents, researchers, librarians, writers and publishers build a connection
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between children’s reading interests and children’ literature.

2.1.4 Play interest

Section 2.1.4 provides a review of children’s play, identifying children’s play interests
based on the “Person-Object Approach to Interest” (POI) model (Krapp, 1999, 2002,
2007). This section then divides children’s play into seven patterns by integrating the

approaches to classify types of play.

2.1.4.1 Children’s play

Play is ubiquitous among children. Many educators and psychologists have pointed
out that play is really a child’s work, that’s how they learn all of their skills
throughout life (Mehta et al., 2020). As Susan Isaacs wrote, ‘Play is indeed the child's

work, and the means whereby he grows and develops’ (Isaacs, 1929, p. 9; cited in

Murray, 2021).

One of the most widely used definitions of play drives from the Play Strategy for
Scotland. In June 2013, the Scottish Government published Scotland’s first national
Play Strategy and Action Plan. This defined play as: ‘Play encompasses children’s
behaviour which is freely chosen, personally directed and intrinsically motivated. It is
performed for no external goal or reward and is a fundamental and integral part of
healthy development which seeks to improve play experiences for all children.” (Play
Strategy for Scotland, 2013). Similarly, Casey and Robertson (2019) explained that in
play children decide and control the content of their play, by following their own
instincts, thoughts and interests, with no influence from others, especially adults.
According to Meire (2007), play is something that children (individually or
collectively) choose to do because it is fun and enjoyable (Meire, 2007). So,
remember that children can play alone or with others. Whatever children choose to

play with, they do it because they want to, not because someone’s making them.

2.1.4.2 Defining play interest
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As discussed earlier in Section 2.1.1, this dissertation positions interest in the filed of
educational psychology. According to the “Person-Object Approach to Interest” (POI)
model (Krapp, 1999, 2002, 2007), children’s play interests can be understood as a
motivational variable that gives children the willingness and happiness to engage with
a specific object (e.g.: a toy doll, a toy car, or building blocks) or activity (e.g.:
playing football, swimming, playing chess, watching TV, or computer games) (Krapp,
1999, 2002, 2007; Renninger & Hidi, 2016; Harackiewicz, Smith & Priniski, 2016;
McHale, Crouter, & Tucker, 2001). Those objects or activities are usually selected by
the children themselves based on how they want to spend their time, with no influence

from others (Badri¢, Prskalo, & Matijevic, 2015; Purdon, 2018).

2.1.4.3 Types of children’s play

If you pay attention to your everyday life, you’ll notice that children play in different
ways. For example, children can engage in physically active play like playing football,
swimming, cycling or horse-riding. Also, children can enjoy more mentally active

play like singing, drawing, or playing games on computers or smartphones.

According to Meire (2007), play can be categorised by its form, its content or its
developmental function. Therefore, it is not surprising that there are various ways to
classify the types of play in the contemporary psychological literature. By combining
and integrating the approaches to classify play through literature, in this study, the
various kinds of play can be divided into seven types based upon the developmental
purpose. These types are commonly referred to as physical play, constructive play,

exploratory play, competitive play, pretend play, symbolic play, and object play.
p ry play. p play, p play, sym play. ject play.

2.1.4.3.1 Physical play

Physical play is the type of play that use physical movements to allow children to
exercise their bodies, using their large and small muscles. Physical play includes
indoor physical activities (e.g., playing construction toys, indoor obstacle course, or

balance beam) and outdoor physical activities (e.g., riding a bike, riding a horse,
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swimming, running, climbing or ball playing). Physical play encourages children to
develop gross and fine motor skills and to enjoy physical activity, which provides

lifelong benefits (Whitebread, 2012).

2.1.4.3.2 Constructive play
Constructive play involves manipulation of objects to create things. Examples include
building with blocks, Legos, or magnetic tiles, making a road for toy trains, or

constructing a fort out of couch pillows (Wardle, 2000; Park, 2019).

2.1.4.3.3 Exploratory play

Exploratory play, also known as investigative play, is the kind of play when children
use their senses to explore what happens when objects are manipulated. Examples
include mixing paint to find primary and secondary colours, spatial relations, or

numbers and patterns (Schulz & Bonawitz, 2007).

2.1.4.3.4 Competitive play

Children who enjoy competitive play are usually thrives on winning and being the
best. Video games such as shooting or driving games, often involve competition
between two or more players, are well-known activities for competitive play

(Bateman et al., 2011).

2.1.4.3.5 Pretend play

Pretend play, also known as dramatic play or fantasy play. when children dressing up
as princesses or superheroes, feeding a doll with a toy, pretending they are doctors and
give ‘patient’ an injection, or pretending they are shopping at a grocery store, it is a
pretend play/ dramatic play/ fantasy play. Through this type of play, children can
share their thoughts and ideas, and find a new way to express themselves by acting
out their feelings, which is beneficial for their social- emotional skills (Stagnitti &

Unsworth, 2000; Whitebread, 2012).
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2.1.4.3.6 Symbolic play

Symbolic play, also known as expressive play or creative play. This type of play is
about creating art, music, stories or even writing to express one’s creativity.
Examples include vocal activities activities (e.g.: signing, jokes, or rhymes), crafts
and arts (e.g.: painting, drawing, colouring, playing with playdough or clay), counting
signing and making music. Symbolic play enables children to express their feeling

and emotional needs, which may help to develop cognitive and emotional skills

(Whitebread, 2012).

2.1.4.3.7 Object play

Object play refers to playful use of any type of objects, such as dolls, building blocks,
puzzles, cars, kitchen or food toys. Sometimes, object play involves pretend play. For
example, a child pretends to be an astronaut with a toy rocket ship, or a child holds a
toy phone to his ear and pretends to talk. However, it is worth noting that object play
is different from pretend play. Object play is more focused on the object, its properties
and what can be done with it, rather than what it can represent (Smith & Pellegrini,
2013; Whitebread, 2012). Object play object play allows children to try out new
combinations while they interacting with objects or toys, which may help develop
social relationship and problem-solving skills (Whitebread, 2012; Smith & Pellegrini,
2013).

2.1.5 Vocational interest
Section 2.1.5 situates the discussion of vocational interest in this dissertation in the
field of vocational psychology. By using Holland's RIASEC Model (Holland, 1973,

1985, 1996, 1997) as a framework, this section provides a classification of vocations.

2.1.5.1 Interest and vocational
As Silvia refers (2006), apart from reading interest, vocational interest is also one of
the oldest topics in the psychology of interest. Since 1943, beginning with

Strong’s pioneering work, vocational psychologists have created a variety of methods
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to measure occupation interests, ranging from complex inventories to simple

card-sorting tests.

2.1.5.2 Defining vocational interest

In the field of vocational psychology, vocational interest is a crucial component of
personality. It is a relatively stable psychological disposition towards to a particular
activity, which reflects a person’s preference for certain career or job choice (Holland,

1997; Schermer, 2016; Etzel et al., 2019).

2.1.5.3 Holland's RIASEC Model

In the area of vocational psychology, there are various theories/models of vocational
interests have been developed. Among them, John Holland's RIASEC Model (Holland,
1973, 1985, 1996, 1997), which provides a framework for characterizing people and
working environments, has dominated both basic and applied aspects of vocational
psychology for several decades (Silvia, 2006; Stoll et al., 2017). The key assumption
of Holland’s RIASEC Model (Holland, 1973, 1985, 1996, 1997) is that people can be
categorized into six personality types: Realistic, Investigative, Artistic, Social,
Enterprising, and Conventional (RIASEC). Each personality type represents people’s
preferences for certain activities, their characteristics, skills, abilities, values, and,
most importantly, their interests. According to Holland (1997), people look for
environments that are compatible with their interests. In other words, when people
work where they feel valued, they will demonstrate more persistence, better

performance, and more satisfactions with their job.

2.1.5.3.1 Realistic (R)

Realistic people enjoy working with tools, machines, and their hands. They see
themselves as practical, mechanical and realistic. People who fall into this category
generally prefer to engage in hands-on or manual activities rather than social activities.
For example, realistic people enjoy working with concrete things (e.g., building,

plants or animals) more than dealing with people. Mechanic, electrician, engineer, and
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veterinarian are typical occupations that realistic people favour.

2.1.5.3.2 Investigative (1)

Investigative people are intellectual, analytical, and logical. They are good at
understanding abstract ideas and solving math and science problems. They prefer
scientific jobs, such as researcher, technician, science writer, medical technologist,

biologist, chemist and systems analyst.

2.1.5.3.3Artistic (A)

Artistic people are innovative, imaginative and creative. They value opportunities for
self-expression and imagination through artistic creation. People who fall into this
category have good artistic abilities. For example, they are good at creative writing,
drawing, painting, drama, crafts, and music. Writer, reporter, musician, painter and

interior decorator are common vocations s for artistic people.

2.1.5.3.4 Social (S)

Social people like to do things to help people and solving social problems. They are
good at teaching, training, counseling, nursing, providing information and giving first
aid. They see themselves as helpful, friendly, and trustworthy. They prefer interacting
with people rather than working with machines and tools. Teacher, nurse, counselor,

and social worker are common occupations for this type of people.

2.1.5.3.5 Enterprising (E)

Enterprising people value ambitious, persuasion, leadership, self-confidence, and
personal success. They enjoy activities that allow them to persuade others or influence
others. Typical enterprising occupations include sales, business executive and

manager, politician and public speaker.

2.1.5.3.6 Conventional (C)

Conventional people are organized and reliable. They prefer engaging in structured,
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organized and systematic activities, such as working with numbers and records.

Typical conventional vocations include accountant, banker, and secretary.

2.1.6 Statement of problem

The notion that boys prefer non-fiction and girls prefer fiction is a common belief
about children’s reading. However, some more recent research indicates this is no
longer the case. Given these mixed findings, this study aims to examine gender trends
in children’s reading interests, with the aim of supporting parents, teachers, librarians
and other literacy professionals in promoting children’s reading experience. In
addition, although previous research has provided some insights into the age and
cultural trends in children’s reading interests, the increased availability of children’s
books raises the question of whether the age and cultural trends in reading interests of
today’s children may have changed. Thus, a more in-depth study is needed to fill this
research gap by exploring the emerging age and cultural differences in reading

interests of today’s children.

Furthermore, according to Edmunds & Bauserman (2006), children’s reading interest
is closely related to their individual interest. Johnston (1999) also suggested that
children prefer books that are connected to their daily life. Thus, it is reasonable to
combine children’s reading interests with their play interests (free-time activities) and
vocational interests. It seems logical that if a child is interested in astronomy, he or
she will read more books about space or planets and has an aspiration to be an
astronaut or an astronomer. Again, if a child enjoys horse riding, he or she he will read
more books about horse, riding performance and equestrian skills, and will an aspire
to be an equestrian athlete or when grow up. However, little has been done to explore
the relationship between children’s reading interests and their play interests and

vocational interests. A more comprehensive study is thus required.

Building on previous research, in this project, Study One aimed to investigate the

reading interests of children aged 5 (from starting compulsory school) to 12 (the end
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of primary education and the beginning of secondary education) in both the UK and
China. The possible relationships between children’s reading interests, play interests,
and vocational interests were also examined. Furthermore, Study One also
investigated the influence of parents’ occupations on children’s reading interests, play

interests and vocational interests.

2.1.6.1 Reasons to study children’s reading interests, play interests and
vocational interests

Theoretical reasons

With the development of society, the range of books, recreational activities, and future
occupations available to children has become increasingly diverse. This raises the
question of whether new trends are emerging in reading interests, play interests and
vocational interests. Meanwhile, it is also worth examining whether the increased
availability of books may further influence children’s play interests and vocational
interest, as reading is an important source of collecting information and acquiring
knowledge (Noortyani, 2018). Therefore, it is important to explore how influential
this source of information is in shaping children’s play interests and vocational

interests.

Practical reasons

So, why are we concerned about children’s reading interests? For teachers, parents,
and researchers, one answer lies in the link between reading interest, reading
comprehension skills and academic achievement. Children’s exposure to reading
materials and engagement in reading activities have research-based evidence for
improving children’s reading comprehension skills (McGeown, 2015). These reading
comprehension skills, in turn, have been found to contribute to children’s academic
performance, since a crucial component of academic achievement in most school
subjects is the ability to read and comprehend text-based materials (Stamboltzis &
Pumfrey, 2000). Thus, knowing and being familiar with children’s reading interests

can help teachers, parents, and researchers increase children’s engagement in reading
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activities by providing books that children want to read. On the basis of that, teachers,
parents, and researchers can help children improve their reading comprehension skills
and eventually support them to achieve better academic performance. Teachers,
parents, and researchers have also found research useful in promoting reading for
pleasure in children. As teachers, parents, and researchers, we would probably hope
our children learn not only how to read, but they read more and love reading. Yet,
substantial children withdraw from reading when they find books less interesting
(Kauffman, 2005). Therefore, knowing children’s reading interests will assist teachers,
researchers, and parents in connecting children with books that they enjoy. When
children’s favourite books are available in schools or at home, they will have more
fun from reading and this may encourage children to become life-long readers
(Higginbotham, 1999). Librarians found that research on children’s reading interests
can help to weed outdated books, ensure an updated library collection that is
appealing for both boys and girls in all age groups (Sturm, 2003). For writers,
understanding children’s reading interests can help them choose what to write to
attract more younger readers (Ross, 2009). Furthermore, knowing what genres of
books that children prefer to read can help publishers select what to publish and later
may guide on bookstores what to stock, which has a positive influence on book retail

industry (Ross, 2009).

2.1.6.2 Reasons to explore reading interests of British children and Chinese
children

In many studies over the years and across various countries, boys have been shown to
read more non-fiction, while girls read more fiction (OECD, 2011). In addition, it is a
global phenomenon that children’s reading interests change with social age or
maturity (Greenburg, Gilbert & Frederick, 2006; Topping, 2015). As a result, it is
reasonable to make an assumption that there are no cultural differences in children’s
reading interests. If there are, then the UK and China will be good candidates to make
a comparison, since these two countries differ considerably in terms of culture and

educational systems. Therefore, in the first study of this project, I intended to explore
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reading interests of both British and Chinese children aged 5 to 12. This study
represents the first attempt to conduct a cross-sectional assessment of reading interests
across the compulsory schooling period, and the first attempt to compare two

countries that are quite different in culture and educational systems.

2.1.6.3 Research questions and hypothesis

The first study of this project aimed to explore the development of reading interest of
children aged 5 (from starting compulsory school) to 12 (the end of primary education
and the beginning of secondary education) in both the UK and China. On the whole,
there were three main foci in this study. First, this study investigated gender, age and
cultural differences in children’s reading interests in both the UK and China. Second,
as less research has combined reading interests, play interests and vocational interests
together, this study filled in the research gap by exploring the possible associations
between children’s reading interests, play interests and vocational interests. Third, this
study explored whether parents’ careers may influence their children’s reading

interests, play interests and vocational interests.

The research questions are:

1. What kinds of books are children interested in?

2. Are there gender, age and cultural differences in children’s reading interests?

3. Are there any relationships between children’s reading interest and their play
interests and vocational interests?

4. In what ways, if any, can parents’ careers influence children’s interest in reading,

play and future jobs?

Hypothesis
Gender prediction
On the one hand, because a great deal of research has shown that boys and girls enjoy

different types of books - with boys favouring non-fiction, particularly science &
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technology and sports; while girls favouring fiction, especially fantasy, fairy tales,
mystery, adventure and romance (Simpson, 1996; Boraks, Hoffman & Bauer, 1997,
Coles & Hall, 2002; Doiron, 2003; Majid & Tan, 2007; Sun && Majid , 2020), the
presenting study predicted that in general, boys prefer non-fiction, while girls prefer
fiction. On the other hand, research has shown despite the fact that boys favoured
non-fiction, they still liked fiction, particularly science fiction, adventure, mystery,
and comics (Harkrader & Moore, 1997; Coles & Hall, 2002b; Hébert & Pagnani,
2010; Manuel & Robinson, 2003; Merga, 2017). Therefore, this study predicted that
although boys prefer non-fiction, they enjoy fiction as well, especially in science,

adventure, mystery sports and comics.

Age prediction

This study also took age difference into account. According to previous studies, as
children grow older, their interests in some types of genres increase while their
interest in others decrease. Therefore, this study predicted that increasing maturity
brings an increase in interest in some kinds of reading materials and a decrease in

interest in others.

Another significant age trend in children’s reading interests was as children mature, so
do their reading interests, with genre preferences shifting from a focus on
make-believe (fantasy, fairy tales, folktale, legend, myth or fable) to more realistic
perspective of world (Purves & Beach, 1972; Boraks, Hoffman & Bauer,1997). Thus,
this study predicted that there would be a shift away from imaginative genres towards

realistic genres as children processed through grade levels.

Cultural prediction

Studies have shown that in contrast to gender and age, the likely impact of cultural
backgrounds on children’s reading interests seems to be minimal, as research finding
showed more similarities than differences. Across countries, boys preferred

non-fiction, whereas girls preferred fiction (OECD, 2011). Therefore, in this study, the
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reasonable assumption was there are no cultural differences in children’s reading
interests between British children and Chinese children based on gender. In both the
UK and China, boys prefer non-fiction and girls prefer fiction. In terms of age
differences in children’s reading interests, as it is universal that children’s reading
interests change with social age (Greenburg, Gilbert & Frederick, 2006; Topping,
2015), this study predicted that there would be no cultural differences based on age.In
both the UK and china, children’s reading interests were expected to change with

children’s increasing maturity.

The prediction of the relationships between children’s reading interests, play
interests and vocational interests

According to Edmunds and Bauserman (2006), reading interest is closely related to
other individual interests. Additionally, when a person develops an interest in
something, it would lead to an increase in behaviour related to that domain (Palmer,
Dixon, & Archer, 2016). In other words, it seems logical that if a child is interested in
science, he or she will read more books about science and has an aspiration to be a
scientist. Therefore, this study predicted that children’s reading interests, play

interests and vocational interests are correlated.

The prediction of the relationships between children’s reading interests, play
interests, vocational interests, and parents’ careers

Previous research suggested that what children choose to read was significantly
influenced by their backgrounds and environments (Sabri, Sadeghian & Bahrak,
2020). In addition, parents from different socioeconomic backgrounds interact with
their children in different ways, and these differences play a major role in children’s
development (Baroody & Dobbs - Oates, 2011; Bennett, 2012). Therefore, this study
predicted that parents’ careers have an impact on children’s reading interests,

free-time activities and vocational interests.
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2.2 Parents’ socialization of gender in children and gender-neutral parenting

Gender socialization begins early in childhood, with parents playing a crucial role in
shaping children’s gender beliefs and behaviors. Section 2.2 reviews literature on
parents’ gender socialization in children and gender-neutral parenting style,
assessing how parents’ stereotypical thinking about what is suitable for boys or girls
causes (part) of children’s reading interests, and examining the trends in parenting
style, with a focus on parents’ perceptions of gender-neutral parenting, and how this

parenting change may impact children’s reading interests.

2.2.1 Parents’ socialization of gender in children

Parents are often seen as primary agents of child socialization, holding significant
influence on child development (Maccoby, 1994). A parent-child relationship is
among the earliest and most enduring bonds in one's life. Children depend on their
parents since infancy for nurturing, supporting and direction. As primary caregivers,
parents play a crucial role in shaping children’s early experiences, beliefs, and
perceptions towards the world. This influence extends beyond providing direct care, it
also involves the transmission of cultural and social norms, including gender norms
and expectations (Halim et al., 2023). Section 2.2.1.1 provides a brief reviw of how
parents shape children’s gender-related beliefs and behaviours by offering models.
Section 2.2.1.2 reviews literature on how parents transmit gender beliefs and

expectations from books to children.

2.2.1.1 Parents’ gender-role modeling

As a primary and influential socializing agent of children, parents provide children
with their first lesson about gender by offering “appropriate” and “inappropriate”
behaviour for boys and girls (Eccles, 2015). Children are taught to act gender
-appropriate behaviour both explicitly and implicitly by their parents (West &
Zimmerman, 1987; Tenenbaum & Leaper, 2002). Children receive direct guidance on
“appropriate” behaviour for boys and girls, and they also see gender-appropriate

behaviour through role modelling and reinforcement by parents’ behaviour (Krishna
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et al., 2024). Moreover, parents convey and reinforced gendered messages through
everyday interactions, such as the toys they provided (e.g., toys cars, action figure,
construction, sports equipment, fighting and conquering for boys; dolls, dressing-up
toys, kitchen sets, art and craft for girls), the activities (e.g., boys play football,
basketball; girls play with dolls, participate in household chores) they encourage, the
social skills (e.g., technology for boys, childcare for girls) they teach, and gendered
language they use (e.g., calling a woman a “female doctor” or a man a “male nurse”,
implying that the profession is not typically associated with that gender) (Lytton &
Romney, 1991; Hussain et al., 2015; Zero Tolerance and the Care Inspectorate, 2018;
Boe & Woods, 2020; Nair et al., 2023).

2.2.1.2 Parents’ gender socialization and children’s book reading

While parents’ gender socialization influences the toys children play with, the
activities children engage in, social skills children develop, and the gendered language
children pick up, research also suggests that parents shape children’s beliefs about
gender roles and expectations through books. For example, by using a deductive
content analysis approach to explore the transmission and existence of gender
stereotypes in children’s books, Pownall & Heflick (2023) suggested that parents tend
to provide books to boys and girls that reflect traditional gender stereotypes. Fiese &
Skillman (2000) investigated how parents’ gender socialization can affect story telling.
They found that parents parents reproduce gender stereotypes by telling stories with
different themes to boys and girls. Krafchick et al. (2005) examined how gender in
parenting was addressed via books, they found that parents select books for children

that represent their own gender ideologies.

Although existing literature suggests that parents’ gender beliefs and expectations
influence the books that they select for children, and that these books offer models for
how children should “do gender”, little is know about how parents’ perceptions of
gender-appropriate behaviour can shape children’s reading interests. Scholars like

Krafchick et al. (2005) argued that more prior empirical studies should be carried out
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to explore the relationship between gender socialization and children’s books.

2.2.2 Gender-neutral parenting

One of the dramatic social transformations in most countries in the last several
decades has been in the entrance of more women into the labor force. There has been
a corresponding increase in adults’ endorsement of gender egalitarian attitudes
(Leaper, 2014). There is now more parents express egalitarian expectations for their
children and hold the awareness of raising children without stereotypical gender
norms (Brown, 2014). This parenting style is often referred to as “gender-neutral
parenting”,  “gender-creative  parenting”, ‘“gender-inclusive  parenting”  or
“gender-open parenting” (Martin, 2005; Rahilly, 2015). Section 2.2.2.1 offers a brief
discussion on the terminology of “gender-neutral parenting”. Section 2.2.2.2, Section
2.2.23, and Section2.2.2.4 then discusses the ways that parents can practice
gender-neutral parenting, the rise of gender-neutral parenting style, and pros and cons
of gender-neutral parenting style. Section 2.2.2.5 provides a quick review of how
gender-neutral parenting style can be related to children’s book reading, with an
emphasis on girls are more likely than boys to be encouraged to read

counter-stereotypical books.

2.2.2.1 What is gender-neutral parenting?

Gender-neutral parenting is a parenting style that parents raise their children without
imposing gender norms or steteotypes (Rahilly, 2015; Rahilly, 2022; Martinez, 2022).
This parenting approach encourages personal expression, equal opportunities, and
respect for individuality, allowing children to explore their own interests and pick
their own identities without being told that certain things are “for boys” or “for girls”.
By not limiting children to predetermined gender norms, gender-neutral parenting
aims to minimize the influence of traditional gender expectations and foster open
communication about gender and identity with children (Rahilly, 2015; Davies, 2020;
Chandel & Shanwal, 2024).
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2.2.2.2 How to practice gender-neutral parenting?

The key distinction between gender-neutral parenting and traditional parenting style,
is allowing children to explore interests and develop their identities freely. There are
various ways in which parents can practice gender-neutral parenting. According to
Gontcharova (2023), parents can create a gender-neutral parenting for children by (a)
choosing gender-neutral colours (not defaulting to pink for girls and blue for boys)
and decor for children’s rooms; (b) purchasing gender-neutral clothing for children,
look for brands that offer unisex styles, and giving children the freedom to choose
what they want to wear; (c) choosing a variety of toys and activities for children. This
means allowing children children to play with dolls, vehicles, kitchen sets and
building blocks equally. Moreover, allowing children to engage in any activities that
they are interested in, no matter it is football or dancing; (d) introducing children to a
wide range of books, media, and role models that include individuals of both genders
engaging in a range of activities; (e) using gender-neutral language to avoid gender
stereotypes. For example, using gender-neutral pronouns such as “they/them”. Again,
using roles like “police officer” instead of “policeman/policewoman”. If your child
receives a gendered complement, such as “strong like daddy” or “pretty like mommy”,

you might gently respond with “and strong like mommy too!”

2.2.2.3 Why gender-neutral parenting is becoming more popular?

During second-wave feminism, roughly dating from the 1960s to the 1980s, indices of
gender equality, such as women’s labour force participation, women’s educational
attainment, women’s representation and participation in politics and leadership, have
significantly improved (Daemyir, 2011; Boehnke, 2011; Thijs et al., 2017), and
evidence suggests that there has been a gradual shift in people’s gender beliefs,
moving away from traditional binary views of gender roles toward egalitarian views
of gender identities (Scarborough et al., 2019; Thijs et al., 2019). Alongside these
shifting norms, people have become more interested in challenging conventional
gender stereotypes, and have shown increasing openness and awareness of

nurturing gender diversity. As such, there was a surge of gender-neutral parenting
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(American Psychological Association, 2015). Over the last decade, the gender-neutral
parenting style has become more popular as the visibility and acceptance of LGBTQ+
communities increase, with more LGBTQ+ families sharing their experiences of
raising their children without gender, celebrities supporting their trans and non-binary
children, raising their children gender neutral, and a general growing awareness of the
impact of stereotypes and biases. These stories make people feel less alone in their
parenting choices and inspiring other parents to adopt a different parenting approach

(The Mother Baby Center, 2023).

2.2.2.4 Is gender-neutral parenting right for a family?

While more parents are adopting gender-neutral parenting style, however, it is still a
niche trend. According to BBC article, parenting author Molly Siever argues that
gender-neutral parenting remains a practice for a relatively small number of parents
and continues receive significant backlash, similar to what was seen in the early 2010s
(Savage, 2022). Logan, Heberle & Goldberg (2025) also pointed out that despite
increasing societal acceptance of gender diversity, gender-neutral parenting still faces
significant criticism and controversy, with opponents viewing it as a rejection of
traditional norms and a potential source of confusion for children. While proponents
highlight that the freedom and creatives that gender-neutral parenting offers, allowing
children to purse their interests and develop their identities without rigid gender
stereotypes (Choosing Therapy, 2023). However, critics argue it has negatives aspects
as well. For instance, adopting gender-neutral parenting may increase bullying risks.
Choudhury (2019) suggested that children who defy traditional gender stereotypes
may face bullying or jeers from their peers. Similarly, Grant et al., 2011 aslo
suggested that children who do not conform to traditional gender beliefs (e.g.,
transgender children, children whose gender expression is nonconforming) may
experience discrimination. Additionally, it is difficult for transgender children to fit in
with bigger peer groups and they may continue to be bullied later in their life across
several domains, including employment, healthcare, and legal system (Downing, 2013;

Downing & Przedworski, 2018; Rahilly, 2022).
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Since gender diversity is still a highly polarized and divided political topic, recent
sociopolitical backlash in the US has resulted in the ongoing stigmatization of gender
diverse groups (Goldberg & Allen, 2013; Parker & Brown, 2022). This debate
includes discussions of the experiences of trans individuals, gender development in
children, and the expectations placed on parents as they deal with these
developmental milestones. Given the potential risks that trans and gender
nonconforming individuals may take, parents who adopt gender-neutral parenting
practices should prioritize their children’s safety by preventing bullying and providing
the necessary support fpr children to express their identities (Chandel & Shanwal,
2024; Logan, Heberle & Goldberg, 2025).

2.2.2.5 Gender-neutral parenting and children’s book reading

With more parents opt gender-neutral parenting and cultivate a culture that celebrates
each child’s individuality, it seems logical that daughters and sons are more likely to
be encouraged to read counter-stereotypical books by their parents than before.
However, still, parents tend to treat daughter and sons differently in terms of
challenging the gender stereotypes (Goodkind, 2009; Nandini, 2018). For instance,
McHale, Crouter & Whiteman (2003) noted that parents are more flexible about the
activities they consider appropriate for daughter than sons. According to Leaper
(2014), in America, many parents encourage sport participation (a
masculine-stereotyped activity) in their daughters. In contrast, few parents encourage
their boys to play with dolls (a feminine-stereotyped activity). When it comes to book
reading, Pownall & Heflick (2023) found that although parents tend to choose books
that reflect traditional gender stereotypes for their children, they also attempted to
choose counter-stereotypical books for their daughter. However, there has been very
little research exploring whether girls are more likely than boys to be encouraged to

read books that fight against gender stereotypes.

Although previous research provides evidence that parents are more likely to
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encourage daughters to participate in counter-stereotypical activities, including
reading, some scholars have argued that parents are now more accepting of their sons’
cross-gender activities than they were in previous decades (Blakemore & Hill, 2008;
Wood, Desmarais & Gugula, 2002). Given these mixed findings, further studies
should be conducted to explore parents’ views of gender-neutral parenting style, to
examine whether parents treat daughters and sons differently, and how this relates to

children’s reading.

2.2.3 Parents’ education, gender equality, and children’s booking reading
Section 2.2.3 reviews how parents’ education can impact gender equality and how it
relates to children’s reading. Section 2.2.3 also points out the research gaps on parents’

education levels and children’s reading interests.

The role of education in promoting gender equality has long been part of the discourse
on education, gender and development. Existing research suggests that parents’
education increase gender equality through several mechanisms, including
promoting an egalitarian attitude toward gender within the family, providing access to
healthcare and economic resources for children, and fostering a more inclusive
understanding of gender roles for children to adopt (Davis & Greenstein, 2009). When
parents are more educated, they are more likely to challenge traditional gender
stereotypes, leading to greater acceptance of both boys and girls having equal
opportunities to purse their own interests (Keating& Baker, 2023). Fei & Li (2025)
explored the impact of parents’ education levels on parental gender preferences. They
found that mothers with a higher education level tend to have more equal attitudes
toward daughter and sons. Evertsson et al. (2009) investigated how gender inequality
varies by educational level in the Netherlands, Sweden, and the United States. Results
indicated that gender inequality is greater among the less educated in each of the three
nations, suggesting that parents’ education can reduce gender inequality. Likewise, by
analyzing data from the European Social Survey for 14 European countries, Garrido

(2020) suggested that education can reduce traditional gender norms in more than 11
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percentage points.

When taking into account factors that influence gender development in children,
education has always received considerable attention (Jha & Shah 2020). A series of
studies suggested that education decreases gender inequality, and parents who have
received higher education are more likely to breakdown traditional gender norms,
encourage their children to explore their individuality and participate in a range of
activities, regardless of gender. However, significant research gaps remain regarding
how parents’ education levels influence their perceptions of gender equality,
gender-neutral parenting, and how this affects children’s reading interests. Therefore,
further studies are needed to explore whether parents’ education levels can impact

their perceptions of gender appropriate reading materials for boys and girls.

2.2.4 Statement of problem
Section 2.2.4 is the statement of problem of Study Two in this projects, which
addressees the research gaps in parents’ perceptions of gender appropriate reading

materials for boys and girls and how it can shape children’s reading interests.

2.2.4.1 Research gaps

Parents are often seen as primary agents of socialization, nurture and socialize
children by providing “appropriate models” of boys’ and girls’ behaviour (Eccles,
2015). When moving focus to parent’s gender socialization and children’s book
reading, research suggested that parents transmit their gender beliefs by offering
different books, or telling stories with different themes to their daughters and sons
(Pownall & Heflick, 2023; Fiese & Skillman, 2000; Krafchicket al., 2005). However,
exactly how parents’ perceptions of gender-appropriate behaviour can impact
children’s reading interests still needs to be explored. Moreover, some parents are
championing gender-neutral parenting style to raise their children without gender
(Brown, 2014; Martin, 2005; Rahilly, 2015). Therefore, it is reasonable to assume that

parents who are more likely to opt gender-neutral parenting style tend to encourage
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their children to read books that challenge traditional gender stereotypes. In addition,
studies suggested that parents have differential treatment of daughters and sons.
Specifically, parents are more likely to encourage daughters to participate in
counter-stereotypical activities, including reading (Goodkind, 2009; Nandini, 2018;
Pownall & Heflick 2023 ). As such, it is interesting to know whether parents are more
likely to encourage their daughters to read books that fight against traditional

stereotypes.

Despite research suggested that parents who are more educated tend to hold an
egalitarian attitude toward gender (Davis & Greenstein, 2009), less is know about
how parents’ education levels influence their perceptions of gender-appropriate
behaviour for boys and girls, gender-neutral parenting style and how these perceptions
affect children’s reading interests. As such, in this project, the main goal of Study Two
was to explore how parents’ perceptions of gender gender-appropriate behaviour can

shape children’s reading interests in both the UK and China.

2.2.4.2 Research questions

The research questions are:

1. What are parents’ perceptions of gender-appropriate reading materials for boys and
girls?

(1) To what extent do parents’ gender, children’s gender and parents’ education levels
influence parents’ perceptions of gender-appropriate reading materials for boys and
girls?

(2) Is there an interaction effect between parents’ gender, children’s gender, and
parents’ education levels on parents’ perceptions of gender-appropriate reading
materials for boys and girls?

(3) Do parents feel more free to recommend any type of books to girls than boys?

(4) Are parents more likely to recommend books that they know to their children?

2. What are parents’ perceptions of selecting books for children?
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(1) When selecting books for children, what factors are affecting parents’ decisions?
(2) To what extent do parents’ gender, children’s gender and parents’ education levels
influence parents’ book selection behaviour for children?

(3) Is there an interaction effect between parents’ gender, children’s gender and
parents’ education levels on parents’ book selection behaviour for children?

(4) Do today’s parents feel more free to choose any type of books for girls than boys?

3. What are parents’ perceptions of gender-neutral parenting?

(1) To what extent do parents’ gender, children’s gender and parents’ education levels
influence parents’ perceptions of gender-neutral parenting?

(2)Is there an interaction effect between parents’ gender, children’s gender and
parents’ education levels on parents’ perceptions of gender-neutral parenting?

(3) Do today’s parents tend to use a gender-neutral parenting approach to raise their
children? Are parents of girls more likely than parents of boys to opt a gender-neutral

parenting approach?

4. What are parents’ perceptions of gender equality?

(1) To what extent do parents’ gender, children’s gender and parents’ education levels
influence parents’ perceptions of gender equality?

(2)Is there an interaction effect between parents’ gender, children’s gender and

parents’ education levels on parents’ perceptions of gender equality?

2.3 Parental involvement and children’s reading

One aspect of the family system that has received increasing attention from
researchers is parental involvement in raising their children, as parental involvement
plays a crucial role in child outcomes (Desforges and Abouchaar, 2003). When
moving focus to children’s reading, a large body of research suggested that parental
involvement has long been been associated with children’s educational and literacy
outcomes, such as language comprehension, literacy development and reading

achievement (Bus, van I[jzendoorn & Pellegrini, 1995; Desforges & Abouchaar, 2003;
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Gest, et al., 2004). Section 2.3 reviews literature on parental involvement, especially
that in children’s reading activities. Section 2.3.1 focuses on examining how mothers
and fathers are involved with their children in reading activities, and addressing the
unique influence of mother involvement and father involvement on child development.
Section 2.3.2 is a introduction of Lamb’s theoretical framework of parental
involvement, which offers the conceptualization of parental involvement through
three aspects: engagement, accessibility and responsibility. Section 2.3.3 review
literature on the relationship between parental involvement and children’s reading

interests, highlighting the research gaps in this topic.

2.3.1 Maternal and paternal involvement

2.3.1.1 Mother involvement and father involvement in children’s reading

When reviewing literature on parental involvement in children’s reading activities,
many scholars pointed out that what we know about parental involvement and child
outcomes is based on mother-child interactions or the involvement of parents as a
whole with mothers and fathers mixed-up (Clark, 2009; Baker, 2013; Grolnick &
Slowiaczek, 1994; Van Voorhis et al., 2013). It has been found that parents, mothers in
particular, engage in children’s reading activities and these mother-child interactions

contribute to children’s reading achievement (Sikio et al., 2016; Silinskaset al., 2013).

Traditionally, mother generally spend more time on childcare than father do.
However, with the changing outlook on fatherhood, fathers today spend more time
than before on child’s upbringing (Norman, et.al, 2023). Consequently, fathers’ unique
influences on children’s reading development have received more attention. For
example, McWayne et al. (2013) conducted a meta-analysis to explore father
involvement during early childhood, and they found that father involvement has a
moderate association with children’s early learning and development, even though the
moderate effect is relatively small. Xiao et al. (2020) investigated the relationship
between parent-child literacy teaching activities and preschool children’s reading skill.

Results highlighted the importance of father involvement in predicting children’s
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reading skills.

Despite the enormous importance of parental involvement attached to children’s
achievement, such as reading development and educational attainment (e.g., Varghese
& Wachen, 2016; Norman & Davies, 2023; Flouri & Buchanan, 2004; McBride,
Schoppe-Sullivan & Ho, 2005), few studies have explored the relationship between

parental involvement and children’s reading interests.

Moreover, according to Baker & Milligan (2013), both mothers and fathers spend
more time reading with daughters than sons. As such, it is reasonable to assume that
both mother and father tend to engage more with their daughters than sons in reading
activities. However, less research has been carried out to explore this topic. Therefore,
more research should be done to explore whether mothers and fathers are differently

involved with girls and boys.

2.3.1.2 Unique contributions of mother involvement and father involvement

The unique contributions of mother involvement and father involvement have long
been documented (Amato & Gilbreth, 1999; Bronte-Tinkew, et al., 2004; & Williams
& Kelly 2005). For example, Trama (2002) found that mother and father involvement
have different effects when children’s gender is examined, with mother involvement
affecting daughter’s academic achievement, and father involvements affecting son’s
academic achievement. Flouri and Buchanan (2003) examined the role of mother
involvement and father involvement in children’s well-being. Results showed that
father involvement had a strong effect on their children’s happiness. Moreover, the
relationship between father involvement and happiness was stronger for daughters
than for sons.Although these empirical evidence did not suggested how mother
involvement and father involvement can affect children’s reading interests, it pushes
us to conduct research to explore the unique contributions of mother involvement and

father involvement to children’s reading interests.
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Given existing literature on parental involvement has confirmed the unique maternal
and paternal contributions to child outcomes, it is therefore important to compare
mother and father involvement further. In addition, as research suggested that mother
involvement and father involvement have differential effects on daughters and sons, it
is essential to examine moderating effects of child gender when explore the impact of

parental involvement on child development.

2.3.2 Lamb’s model of parental involvement

As parental involvement has gained more attention, a perpetual concern is how
parental involvement should be defined. One of the most most influential model of
parental involvement was outline by Lamb and his colleagues In fact, Lamb’s
theoretical framework of parental involvement can be traced to his and his colleagues’
research on father involvement (Sheehan, 2014). According to Lamb and his
colleagues (Lamb, et al.,1985; Lamb, 2000), there are three dimensions of parental
involvement: engagement, accessibility and responsibility. Engagement is parent’s
actual one-on-one interaction with the child. Accessibility refers to that parent is
physically and mentally available, they engage with the child indirectly.
Responsibility is defined as parent takes responsibility for the child’s care and

arranging for resources to be available for the child.

2.3.3 Parental involvement and children’s reading interests

While parental involvement has long been known to be associated with children’s
reading achievement (Bus, van Ijzendoorn & Pellegrini, 1995; Desforges &
Abouchaar, 2003; Gest, et al., 2004), less research has been done to explore the
relationships between parental involvement and children’s reading interests. As far as
we know, only two studies has provided the empirical evidence on the associations
between parental involvement and children’s reading interests. By using Lamb’s
theory of parental involvement as framework, Zhu (2020) investigated how father
involvement can predict children’s reading interests. Results showed that children

spend more time reading a wider range of genres when their fathers involved more
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through three dimensions: engagement, accessibility and responsibility. Kraaykamp
(2003) noted that children were more likely to read a variety of genres (especially in
literary novels, romance fiction and suspense novels ) when their parents participated
more in reading activities with them. However, we still do not know how mothers and
fathers are involved in children’s reading activities and how it can influence children’s

reading interests through three aspects: engagement, accessibility and responsibility.

2.3.4 Statement of problem

2.3.4.1 Research gaps

It is often said that parents are children’s first teachers. Parental involvement in
children’s reading has long been documented to be associated with children’s
educational and literacy outcomes, such as language comprehension, literacy
development and reading achievement (Bus, van Ijzendoorn & Pellegrini, 1995;
Desforges & Abouchaar, 2003; Gest, et al., 2004). However, little research has
examined how parental involvement in children’ s reading make a difference in

children’s reading interest (Ortiza, Stowe, & Arnold, 2001).

On the other hand, many scholars like Clark (2009) noted that prior work in this area
has focused extensively on maternal involvement in children's literacy practices, and
little is known about the role of paternal involvement and how fathers affect their
children’s development. With the changing outlook on fatherhood, fathers today spend
more time than before on child’s upbringing (Norman, et.al, 2023). As a result ,
fathers’ unique influences on children’s development have received more attention.
Despite the enormous importance of father involvement attached to children’s
achievement, such as reading development and educational attainment (e.g., Varghese
& Wachen, 2016; Norman & Davies, 2023), few studies have explored the specific
influences fathers have on children’s reading interests. In addition, research suggests
that parents spend more time reading with daughters than sons (Baker & Milligan,
2013), but we do not know whether fathers impact their children’s reading interest

differently to mothers, or whether paternal involvement is particularly important for
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boys or girls, or whether maternal involvement is particularly important for boys or

girls.

2.3.4.2 Research questions and hypothesis
2.3.4.2.1 Research questions

1. How are parents involved in their children’s reading (through three dimensions:
engagement, accessibility and responsibility) ? Are mothers and fathers differently
involved with daughters compared to sons?

2. What is the influence of parental involvement in children’s reading on children’s
reading interests?

2.3.4.2.2 Hypothesis

First, although fathers are now more involved in their children’s upbringing than in
the past, mothers are still expected to override responsibility for their children’s
education (West et al., 1998; Fisher, McCulloch & Gershuny, 1999; Breiner, Ford &,
Gadsden,2016). Therefore, I hypothesized that fathers and mothers are differently
involved in children’s reading, with mothers being more involved than fathers.
Specifically, mothers are expected to score higher than fathers on all three dimensions

of parental involvement: engagement, accessibility and responsibility.

Second, as Baker & Milligan (2013) suggested that both fathers and mothers spend
more time reading with daughters than with sons, this study hypothesized that both
fathers and mothers are more likely to be involved with daughters than sons in reading

through three dimensions: engagement, accessibility and responsibility.

Third, according to Zhu (2020), the three dimensions of father involvement:
engagement, accessibility and responsibility, effectively predict children’s reading
interests. Kraaykamp (2003) also found that children were more likely to read if their
parents read more on their own, and children with library memberships tended to read

more books. These findings suggest that parental responsibility positively influences
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children’s reading interests. Therefore, this study hypothesized that all three
dimensions (engagement, accessibility and responsibility) of parental involvement in
children’s reading all contribute to predicting children’s reading interest, including

both reading frequency and reading amount.
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Chapter 3

Study One: Children’s reading interests, play interests and vocational interests

Chapter 3 reports on the first study conducted for this dissertation. Study One aimed
to explore children’s reading interests, play interests and vocational interests in both

the UK and China.

A total of 288 British parents and 301 Chinese parents participated in Study One.
They completed a questionnaire regarding their children’s reading interests, favourite
free-time activities and and career aspirations. Surveyed children’s ages ranged from 5
to 12-years-old, and the distribution of gender was 151 boys and 137 girls in the UK,
151 boys and 150 girls in China.

First, the researcher investigated children’s reading interests by identifying the types
of genres that children are interested in. The gender, age and cultural differences in
children’s reading interests were considered. Interestingly, results from the
independent samples t-test revealed that only British boys in Key Stage 2 (KS2, ages
7-11) preferred non-fiction more than girls. In other Key Stages, both British and
Chinese boys had no marked preferences for non-fiction, both British and Chinese
girls had no marked preferences for fiction. We conclude that boys may not prefer
non-fiction over fiction, and girls may not prefer fiction over non-fiction. As such, this
study challenged the long-standing myth that boys prefer non-fiction and girls prefer
fiction, which suggested that the range of boys’ reading interests (particularly fiction)
and girls’ reading interests (particularly non-fiction) may have been underestimated.
In terms of age differences in children’s reading interests, results indicated that
increasing maturity brings an increase in some genres while a decrease in others. The
findings did not show a movement away from the make-believe genre to a more
realistic genre as children grow older. Results also suggested that there were no
significant cultural differences in reading interest between British children and

Chinese children.
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Having examined the gender, age and cultural trends in children’s reading interests,
the researcher then linked children’s reading interests to “play patterns”, “vocational
interests” and “parents’ occupations”. Results suggested that there were no

correlations between children’s reading interests, play interests, vocational interests

and parents’ jobs.

3.1 Methodology
Section 3.1 is the methodology section that explains the research design, participants,

instruments, procedures, data analysis of Study One.

3.1.1 Design
A cross-sectional questionnaire design was used to gather information on children’s

reading interests, play interests, vocational interests and parents’ occupations in both

the UK and China.

3.1.2 Participants

3.1.2.1 The UK participants

The original UK study sample comprised 319 parents from England, Wales, Scotland
and Northern Ireland. Among these 319 parents, 48 parents were teachers or
researchers from the University of Essex, 250 parents were recruited from Prolific,
and 27 parents were recruited from the Colchester Library and the Clacton Library.
However, due to insufficient information, 31 responses to the questionnaire were
excluded. As a result, the UK sample included 288 parents. Surveyed children’s age
ranged from 5 to 12-years-old. The gender distribution of surveyed children was 151

boys (M =8.50 years, SD =1.89 years) and 137 girls (M =8.14 years, SD =2.02 years).

3.1.2.2 The Chinese participants
The Chinese participants consisted of 301 parents recruited from elementary and
secondary schools in China. The survey children aged between 5 to 12, including 151

boys (M = 9.47 years, SD =1.94 years) and 150 girls (M = 9.98 years, SD =1.96
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years).

3.1.3 Instruments

3.1.3.1 Selected book genres

In light of the variety of approaches that have been employed to categorize book
genres, it seems particularly important to set up the standard for the classification of
book genres. Thus, to begin this project, apart from reviewing published research on
reading interests, I also consulted with an experienced children’s librarian, and a staff
from Waterstones for recommendation. Subsequently, I established the criteria for the

classification of book genres (see Table 3.1).

Table 3.1: Book genres

Genres Sub-Genres

Fiction Adventure; Fantasy; Fairy Tales/Folktale/Legend/Myth/Fable;
Comics/ Graphic Novel/ Manga; Mystery; Humour; Horror; Romance;

Historical Fiction; Realistic Fiction; Science Fiction.

Non-Fiction Biography/Autobiography/ Memoir; How to Manual;

Education; Science & Technology; Sports; Religion.

Poetry Poetry stands itself as a genre.

3.1.3.2 Questionnaire
After establishing the criteria for the genres, I created the online questionnaire to
collect information about children’s reading interests, play interests, vocational

interests and parents’ occupations in both the UK and China.

The online questionnaire ran on PsyToolkit software (Stoet, 2010, 2017) and
contained three sections. The first section was used to collect children’s
demographical information (age, sex, school year, and country). The second section

was designed to ask parents to evaluate their children’s interests in each genre. Each
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item was answered using a 5-point Likert scales, ranging from very uninterested to
very interested. 1 is “Very uninterested”, 2 is “Uninterested”, 3 is “Neither interested
nor uninterested”, 4 is “Interested”, and 5 is “Very interested”. The third section asked
parents to answer questions about children’ s play interests, vocational interest as well
as parents’ occupations by asking “Please write down what activities does your child
like doing most in his or her free time?” “What does your child want to be when he or

she grows up?” “What job(s) do the father and mother have, if any?” respectively.

Note that the UK online questionnaire and the Chinese online questionnaire were
exactly the same. In addition, there were two versions of the questionnaire: Versionl
was for parents of children aged 5 to 8, and version 2 was for parents of children aged
9-12. The only difference was the exclusion of “Horror” and “Romance” in Version 1,

while these two genres were included in Version 2.

3.1.4 Procedure

3.1.4.1 The UK procedure

In the UK, only parents of children aged 5 to 12 were invited to participate in this
study. If they have more than one child aged 5 to 12, they were asked to select only
one (the one they understand best) and then to make the responses to the questionnaire.
Once parents have read the information sheet online and given consent to this study,

they could start the survey and complete the online questionnaire.

At the beginning of this study, 48 teachers or researchers whose children aged 5 to 12
from the University of Essex voluntarily took part in this survey. This can be seen as a
pilot study, and it confirmed the online questionnaire worked. After that, 250 parents
from Prolific and 27 parents from librarians (Colchester Library & Clacton Library)
were recruited to participate in this study. Initially, a total of 319 British parents
children aged 5 to 12 completed the questionnaire. However, due to the insufficient
information of the responses, 31 questionnaires were excluded from the analysis.

Therefore, 288 responses from British parents have been used for data analysis.
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3.1.4.2 The Chinese procedure

As in the UK, only parents of children aged 5 to 12 were recruited in China to
participate in this study. The information sheets were provided, and consent was
obtained from parents and school principals. In total, 301 Chinese parents completed

the online questionnaire.

3.1.5 Data analysis

Parents’ responses for children’s play interests, vocational interests, and parents’
occupations were read and reread, then coded for emerging categories. Both
descriptive and inferential statistical analyses were conducted to answer the research

questions.

3.1.5.1 How did I code children’s play interests

The question “What activities does your child like doing most in his or her free time?”
was set up to know children’s reading interests. Parents’ responses to this statement
are many and varied. For example, “Play with small imaginative toys”, “My child
likes to write stories, do arts and crafts”, “Watch TikTok videos and then create her
own dance routines and record them”, “Play Roblox or Minecraft”, “She likes playing
with her brother in the garden”, or “My childs favourite activity unfortunately is to
play games on their tablet and watch TV. We limit this activity but if given the choice

he would choose this activity over anything else”. Then, how to categories play?

As mentioned earlier, in this study, play can be categorised as seven types: physical
play, constructive play, exploratory play, competitive play, pretend play, symbolic play,
and object play. Table 3.2 shows the seven types of play and examples. I coded

children’s play interests according to this table.
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Table 3.2 Types of play and examples

Types Play

Examples

Psychical play

Playing football, swimming,climbing, ride a bike, riding a horse,

Constructive play

Building with blocks, Legos, magnetic tiles, making a road for toy trains,

constructing a fort out of couch pillows.

Exploratory play Mixing paint to find primary and secondary colours,
finding out spatial relations, exploring numbers and pattern.
Competitive play Video games such as shooting or driving games,

often involve competition between two or more players

Pretend play

Dressing up as a princess or a superhero, feeding a doll with a toy,
pretending they are doctors and give “patient” an injection,

pretending shopping at a grocery store, then, it is a pretend play.

Symbolic play singing, making jokes or rhymes, making stories, painting, coulouring,
making crafts, dancing.
Objective Play A child pretends to be an astronaut with a toy rocket ship,

A child holds a toy phone to his ear and pretends to talk.
*(Note that unlike pretend play, Object play is more focused on the object,
its properties and what can be done with it, rather than what it can

represent).

3.1.5.2 How did I code children’s vocational interests and parents’ careers

In this study, the question “What does your child want to be when he or she grows up?”

“What job(s) do the father and mother have, if any?” were used to know children’s

vocational interests and parents’ occupations.

As mentioned earlier, I adopted Holland's RIASEC Model (Holland, 1973, 1985, 1996,

1997) as a framework to categorise children’s vocational interests and parent’s careers.

According to Holland’s RIASEC Model, people can be categorized into six
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personality types: realistic, investigative, artistic, social, enterprising, and

conventional (RIASEC). Figure 3.3 shows the hexagon of Holland's RIASEC Model.

Figure 3.3: The Hexagon of John Holland's RIASEC Model

Conventional

Data driven;
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Secretary,
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Designer
Digital Creator

Ideally, relationships can be observed when a child’s reading interests, play interests,
vocational aspirations, and parents’ occupations are related to a similar theme. For
example, a child who prefers reading books about sports, enjoys physical play such as
football, aspires to become a football player, and has one or both parents workings as
a football player, coach, or athlete could be considered to show a clear consistency
across reading interest, play interest, and vocational interest. However, identifying
such relationships is not always straightforward, and simple matching is insufficient.
For instance, if a boy reports that he wants to become a policeman in the future, under
what conditions are his reading interest, play interest, and vocational interest related
to each other? Intuitively, when this boys likes to read books about policeman, and

enjoys role-playing as a policeman, the associations between his reading interest, play
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interest, and vocational interest is direct and explicit. Nevertheless, if this boys likes
to read adventure, and likes to write crime reports, or participates in physical activities,
these these interests may still be connected to the characteristics associated with
police work, as the books about adventure, crime reports and physical activities can
be connected to policeman’ characters. Therefore, careful coding and interpretation of
responses are particularly important. In the present study, children’s reading interests,
play interests, vocational interests, and parents’ occupations were compared through
repeated reading of responses, and the coding process was refined through several

rounds of review until all responses could be meaningfully categorized.

Table 3.4 outlines the coding scheme used for analyzing the responses. It serves as a
reference for identifying possible relationships between children’s reading interests,
play interests, vocational interests, and their parents’ careers. However, interpretations

should be made on a case-by-case basis.

The coding scheme used in this study was informed by Holland’s theory of vocational
interests, commonly known as the RIASEC model, which classifies interests into six
types: Realistic, Investigative, Artistic, Social, Enterprising, and Conventional
(Holland, 1997). This model has been widely used to examine the relationships
between individuals’ interests, activities, and career preferences, and is considered
useful for exploring consistency across different areas of development. In the present
study, Holland’s framework was adapted to analyse the associations between
children’s reading interests, play interests, vocational aspirations, and parents’
occupations. The assumption underlying this approach is that children’s preferences in
reading, play, and future careers may reflect similar underlying interest patterns.
Therefore, by grouping responses into the six RIASEC categories, it becomes possible
to examine whether children show consistent interests across different contexts, and

whether these interests are related to their parents’ occupational backgrounds.

Children’s reading interests were classified according to the genres of the books they
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preferred. For example, books about sports, how-to-manual, science & technology,
science fiction, biographies/autobiography/ memoir, realistic and historical fiction
were grouped under the Realistic category, while fantasy, poetry, humour, and fair
tales/folktale/legend/myth/fable were categorized as Artistic. Similarly, play interests
were coded based on the type of activity children most frequently reported, such as
physical play, constructive play, symbolic play, exploratory play, pretend play, or
competitive play, and each type of play was assigned to the corresponding category.
Children’s vocational interests and parents’ occupations were also classified using the
same framework. Occupations such as athlete, builder, farmer, soldier, electrician ,
mechanic, zookeeper, engineer and chef were coded as Realistic, whereas jobs such as
scientist, science writer, system analyst, medical technologist, chemist and biologist
were coded as Investigative, and careers such as singer, writer, or designer were
categorized as Artistic. Social, Enterprising, and Conventional categories were

assigned in a similar way based on the nature of the occupation.

The classification process involved repeated reading of the responses and several
rounds of coding in order to ensure that each response was assigned to the most
appropriate category. This approach allowed comparisons to be made across reading
interests, play interests, vocational interests, and parents’ occupations, making it
possible to explore whether consistent patterns could be identified within individual

casces.

Following this, the percentage of cases showing a “perfect match” across these
domains was calculated to assess the alignment of reading interests, play interests and
vocational interests within each child. Specifically, each child’s reading interests, play
interests, vocational aspirations, and parents’ occupations were first assigned to one of
the six RIASEC categories. A “perfect match” was defined as cases in which all four
domains were classified under the same category. For example, a child’s reading
interest, play interest, dream job, and at least one parent’s occupation all coded as

Realistic. The total number of children meeting this criterion was then divided by the



total sample size to obtain the percentage of cases showing perfect alignment.

54



Table 3.4: The matching of children’s reading interests, play interests, vocational interests and parents’ occupations

Children’s Favourite Genres

Children’s Favourite Play Activities

Children’ Dream Jobs

Parents’ Occupations

Sports
How to Manual
Science& Technology
Science Fiction
Biography/Autobiography/ Memoir

Historical Fiction, Realistic Fiction

Physical play: Football, Rugby, Swimming,
Horse-riding, Riding a bike, Climbing trees.
Constructive Play: Building with blocks, Lego,
or magnetic tiles; Making a road for toy trains.
Object Play: Play is more focus on the object
(material, animal, machine) and what can be done

with it, rather than what it can represent.

Realistic: Athlete, Builder, Farmer,
Soldier, Electrician, Mechanic, Zookeeper,

Engineer, Chef.

Realistic: Athlete, Builder, Farmer,
Soldier, Electrician, Mechanic, Zookeeper,

Engineer, Chef.

How to Manual;
Science & Technology;
Science Fiction; Historical Fiction,

Realistic Fiction; Education

Exploratory play: Mixing paint to find primary
and secondary colours; Spatial relations, Numbers

and patterns, scientific video games.

Investigative: Scientist, Science writer,
System analyst, Medical technologist,
Chemist, Biologist.

Investigative: Scientist, Science writer,
System analyst, Medical technologist,
Chemist, Biologist.

Fantasy; Poetry; Humour;
Fair Tales/Folktale/Legend/Myth
/Fable

Symbolic Play: Singing; Dancing, Painting,
Drawing, Colouring, Making crafts, Making jokes
or rhymes, Making clothes.

Pretend Play: Acting

Artistic: Singer, Dancer, Painter, Writer,

lustrator, Designer, Actor, Director.

Artistic: Singer, Dancer, Painter, Writer,

lustrator, Designer, Actor, Director.

How to Manual;
Science & Technology
Education; Adventure;Mystery

Pretend Play: Feeding a doll or a toy Teddy,
Pretending as a doctor or a nurse, Pretending as a

teacher; pretending as a policeman.

Social: Vet, Teacher, Teaching assistant,

Doctor, Nurse, Social worker, Policemen.

Social: Vet, Teacher, Teaching assistant,

Doctor, Nurse, Social worker, Policemen.

How to Manual; Science Fiction;
Science& Technology;
Biography/Autobiography/ Memoir

Competitive Play: Video games like driving or
shooting games, which involve competition

between two or more players.

Enterprising: Lawyer, Influencer,

Youtuber, Ploicymaker, Business owner.

Enterprising: Lawyer, Influencer,

Youtuber, Ploicymaker, Business owner.

How to Manual;Science Fiction;
Realistic Fiction;

Science & Technology

Object Play: Holding multiple objects, collecting
toy cars.

Exploratory play: Numbers

Conventional: Banker, Accountant

Secretary, Receptionist

Conventional: Banker, Accountant

Secretary, Receptionist
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3.2 Results
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Section 3.2 presents the findings of Study One, focusing on the gender, age and

cultural differences in children’s reading interests, and the relationships between

children’s reading interests, play interests, vocational interests and parents’

occupations.

Following the national curriculum in this study, the surveyed children were divided

into key stages for data analysis. Table 3.5 provides an overview of the Key Stages of

the national curriculum. In the UK, the national curriculum is organised into blocks of

years called “key stages” (KS). At the end of each key stage, the teacher will formally

assess children’s performances (UK Government, 2023).

Table 3.5: The key stages of the national curriculum

Key Stage Year Age of Assessment
Groups Children
EYFS Assessment of children’s starting points in language,
(Early Years Reception 4-5 communication, literacy and maths and teacher
Foundation Stage) assessments
Phonics test in Year 1
Key Stage 1 Yearl - 2 5-7 . .
National Tests in Year 2
Multiplication Tables Check (MTC) in Year4
Key Stage 2 Year 3 - 6 7-11 . .
National Tests in Year 6
Key Stage 3 Year 7 -9 11- 14
Year 10 Some children take GCSEs in Year 10
ear 10 -
Key Stage 4 1 14-16 Most children take GCSEs or other National Tests in

Year 11
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3.2.1 The UK results

Figure 3.6 : The UK sample size by key stage and gender

The UK Sample Size by Key Stage and Gender
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Figure 3.6 shows the distribution of the 288 surveyed British children by Key Stage
and gender. In total, there were 151 boys (M = 8.50 years, SD =1.90 years) and 137
girls (M =8.14 years, SD =2.02 years). 14 children were from EYFS, with 4 boys (M
= 5.00 years, SD = 0.00 years) and 10 girls (M = 5.00 years, SD = 0.00 years). In KS1,
there were 83 children, with 40 boys (M = 6.38 years, SD = 0.63 years) and 43 girls
(M = 6.30 years, SD = 0.67 years). There were 174 children in KS2, 95 of them were
boys (M =9.12 years, SD = 1.18 years) and 79 of them were girls (M = 9.29 years, SD
= 1.21 years). In KS3, there were 17 children, including 12 boys (M =11.83 years, SD
=0.39 years) and 5 girls (M = 12 years, SD = 0.00 years).

Figure 3.7 displays the sample size by year group and gender for each Key Stage,

which provides a more thorough picture of the distribution of the sample.
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Figure 3.7: The UK sample size by year group and gender in each Key Stage
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Table 3.8: Preferences for fiction and non-fiction of British children in EYFS, KS1, KS2 and KS3

EYFE (Age5) Key Stage 1 (Age 5-7) Key Stage 2 (Age 7-11) Key Stage 3 (Age 11-12)
Genre Mean
Boy(n=4) Girls(n=10) Boys(n=40) Girls(n=43) Boys (n=95) Girls (n=79) Boys (n=12) Girls (n=5)
Fiction 3.69 3.48 3.52 3.44 3.37 3.45 3.36 3.15
Non-Fiction 2.75 2.85 2.86 2.69 2.90 2.67 2.57 2.40

*Note: The left hand top panel shows the genre categories: fiction and non-fiction.

The right hand top panel shows British Children’s mean scores for fictional genres and non-fictional genres, by key stage and gender.



Table: 3.9 Genre preferences of British children in EYFS, KS1, KS2, and KS3

60

EYFE (Age5) Key Stage 1 (Age 5-7) Key Stage 2 (Age 7-11) Key Stage 3 (Age 11-12)
Genre Mean
Boy(n=4) Girls(n=10) Boys(n=40) Girls (n=43) Boys (n=95) Girls (n=79) Boys (n=12) Girls (n=5)
Adventure 4.50 4.30 4.05 4.26 3.98 4.33 4.17 3.60
Fantasy 4.25 3.90 3.95 3.93 3.79 4.43 4.50 3.40
FariyTales/Folktales/
Legend/Myth/Fable 3.50 4.20 3.53 4.23 2.89 3.82 3.67 3.00
Comics/Graphic
Novels/Manga 3.00 2.20 3.68 2.60 3.85 2.77 3.67 2.40
Mystery 3.25 3.10 2.95 2.65 3.29 3.59 3.25 3.60
Humour 4.25 4.10 4.00 4.21 4.07 4.00 3.58 3.40
Horror 2.57 2.52 2.67 2.20
(*n=61) (*n=58)
Romance 1.44 2.17 1.25 2.80
(*n=61) (*n=58)
Historical Fiction 2.75 2.80 2.70 2.81 3.05 2.95 3.00 3.40
Realistic Fiction 3.50 3.80 3.38 3.53 3.49 3.61 3.42 3.60
Science Fiction 4.25 2.90 3.50 2.77 3.51 3.13 3.75 3.20
Biography 2.00 2.40 2.40 2.23 2.57 2.54 2.58 2.00
How to Manual 3.00 3.10 3.03 2.93 3.29 3.09 2.83 2.60
Education 3.25 2.70 2.90 3.02 2.79 2.95 2.25 3.40
Science&Technology 3.75 3.50 3.78 3.60 3.94 3.48 3.67 3.20
Sports 2.75 2.30 2.93 2.02 2.89 1.85 2.42 1.60
Religion 1.75 3.10 2.15 2.33 1.94 2.10 1.67 1.60
Poetry 3.25 3.50 2.70 2.77 231 3.20 2.50 2.60
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3.2.1.1 Gender differences in British children’s reading interests

This study explored British children’s reading interests by analyzing their preferred
genres. Overall, there are three big categories of genres: fiction, non-fiction, and
poetry. There are eleven sub-genres for fiction: adventure; fantasy; fairy
tales/folktale/legend/myth/fable; comics/graphic novel/manga; mystery; humour;
horror; romance; historical fiction; realistic fiction; science fiction. There are six
sub-genres for non-fiction: biography/autobiography/memoir; how to manual;
education; science & technology; sports; religion. In this study, poetry stands itself as
a genre. In order to know what genres that children are interested in, parents of
children aged 5 to 12 were asked to evaluate their children’s interests in different
types of genres. Each item was answered using a 5-point Likert scales, ranging from
very uninterested to very interested. 1 is “Very uninterested”, 2 is “Uninterested”, 3 is
“Neither interested nor uninterested”, 4 is “Interested”, and 5 is “Very interested”.

Note that for children aged 5 to 8, horror and romance were excluded.

In order to determine children’s reading interests in fiction and non-fiction, I
calculated each child’s mean score for fictional genres and non-fictional genres. This
was due to the fact that parents were not specifically asked how much their children
enjoyed reading fiction and non-fiction. Figure 3.8 shows British children’s
preferences for fiction and non-fiction. Figure 3.9 demonstrates British children’s
preferences for each sub-genre. It can be seen from Figure 3.6 and Figure 3.7, there
were very few children in EYFS and K3, therefore only those in KS1 (boys=40,
girls=43) and KS2 (boys=95, girls=79) were further analyzed.

3.2.1.1.1 KS1 British children’s preferences for fiction and non-fiction

To determine if there are gender differences in children's interest in fiction and
non-fiction, an independent samples t-test was performed. Results indicated that there
was no significant difference in fiction between boys and girls in KS1(t (81) = 0.867,
p = 0.48). Data also revealed that there was no significant difference in non-fiction

between boys and girls in KS1 (t (81) = 0.994, p = 0.273).
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3.2.1.1.2 KS1 British children’s preferences for each sub-genre
When examining children’s preferences in each sub-genre, the results (see Figure
3.10.) showed that the top five most popular genres for British boys in KS1 were

adventure, humour, fantasy, science&technology and comics/graphic novel/manga.

Fairy tales/folktale/legend/myth/fable, science fiction, realistic fiction, and how to
manual were also favoured among British boys in KS1. This was followed by mystery,
sports, education, historical fiction, poetry, and biography/autobiography/memoir.

Religion was the least favoured genre.

The five most popular genres among British girls in KS1 were adventure, fairy
tales/folktale/legend/myth/fable, humour, fantasy, science&technology. These were
followed by realistic fiction, education, how to manual, historical fiction, science
fiction poetry, mystery, and comics/graphic novel/manga, with religion and
biography/autobiography/memoir ranking lower. Sports was among the least popular

genre.

An independent samples t-test was conducted to examine gender differences in
sub-genre preferences of KS1 British children. First, for fictional genres, results
showed that girls scored higher than boys in fairy tales/folktale/legend/myth/fable, t
(81) =-3.753, p < 0.01, suggesting that girls were more likely than boys to read fairy
tales/folktale/legend/myth/fable. A significant difference in comics /graphic
novel/manga between boys and girls was found, t (81) = 4.161, p < 0.01, indicating
that boys preferred comics /graphic novel/manga more than girls. There was a
significant difference in science fiction, t (81) = 3.006, p < 0.01, suggesting that boys

favoured science fiction more than girls.

For non-fictional genres, a significant gender difference was found for sports, t (81) =

3.699, p <0.01, indicating that boys preferred books about sports more than girls did.
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In this study, poetry stood itself as a genre, and was favoured by both KS1 boys and
KS1 girls, although it was not as popular as adventure, fairy
tales/folktale/legend/myth/fable, humour, fantasy and science & technology, and
comics /graphic novel/manga. No statistically significant differences were found in
preferences for poetry between KS1 British boys and KS1 British girls, t (81) = 0.545,
p=0.802.
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Figure 3.10: Genre preferences of British children in KS1 (Age 5-7)
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3.2.1.1.3 KS2 British children’s preferences for fiction and non-fiction

An independent samples t-test was conducted to see if there are gender differences in
KS2 British children’s preferences for fiction and non-fiction. Data indicated that
there was no significant difference in fiction between British boys and British girls in

KS2, t (172) = 0.310, p = 0.289.

A significant difference has been found in non-fiction between boys and girls in KS2,
t (172) = 0.970, p = 0.035, with boys’ mean score for non-fiction was 2.90 points,
SD= 0.71 points; girls’ mean score for non-fiction was 2.67 points, SD= 0.74 points,

indicating that British boys in KS2 were more likely than girls to read non-fiction.

3.2.1.1.4 KS2 British children’s preferences for each sub-genre

Figure 3.12 shows KS2 British children’s genre preferences of the 18 sub-genres. The
top ten popular genres by British boys in KS2 was humour, adventure, science &
technology, comics/graphic novel/manga, fantasy, science fiction, realistic fiction,
mystery, how to manual, and historical fiction. This was followed by fairy tales /
folktale /legend /myth / fable, sports, education, horror, biography / autobiography/
memoir, poetry. Religion and romance were the two least favoured genres by British

boys in KS2.

British  Girls in KS2 enjoyed fantasy, adventure, humour, fairy
tales/folktale/legend/myth/fable and realistic fiction most, followed by mystery,
science & technology, poetry, science fiction, how to manual, historical fiction,
education, comics/graphic novel/manga, biography/autobiography/memoir, horror,
romance, religion and sports. Similar to KS1 British girls, again, sports was among

the least popular genre.

An independent samples t-test was performed to examine gender differences in
preferences for each genre of KS2 British children. For fictional genres, first, there

was significant difference in adventure between boys and girls in KS2, t (172) =
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-2.938, p < 0.01, with boys’ mean score for adventure was 3.98 points, SD= 0.911
points; girls’ mean score for adventure was 4.33 points, SD= 0.593 points; indicating
that girls preferred adventure more than boys. Second, girls scored higher than boys in
fantasy, t (160.40) = -4.319, p < 0.01, suggesting that girls were more likely than boys
to read fantasy in KS2. Third, girls scored higher than boys in fairy
tales/folktale/legend/myth/fable, t(172) = -5.984, p < 0.01, indicating that KS2 British
girls have shown more interest in fairy tales/folktale/legend/myth/fable than KS2
British boys. Fourth, there was a significant difference in comics/graphic novel/manga
t (146.32) = 5.713, p < 0.01, between British boys and British girls in KS2, with boys
scored higher than girls, suggesting that KS2 British boys preferred comics/graphic
novel/manga more than KS2 British girls. Moreover, girls score higher than boys in
romance t (102.39) = -4.372, p < 0.01, suggesting than KS2 British girls preferred
romance than KS2 British boys. There was a significant difference in science fiction
between KS2 boys and KS2 girls, t (172) = -2.187, p < 0.05, with boys scored higher
than girls, indicating that KS2 British boys were more likely than KS2 British girls to

read science fiction.

For non-fictional genres a significant difference in science & technology between
gender in KS2 has also been found, t (145.52) = 2.691, p < 0.01, with boys scored
higher than girls, suggesting that KS2 British boys favoured science & technology
over KS2 British girls. There was a significant difference in sports between boys and
girls in KS2, t (160.61) = 2.691, p < 0.01, with boys scored higher than girls,
indicating that boys preferred sports more than girls in KS2 in the UK. Results also
revealed girls scored higher than boys in poetry, t (172) = 0.951, p < 0.01, suggesting
that British girls preferred poetry more than British boys in KS2.
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Figure 3.11: Genre preferences of British children in KS2 (Age 7-11)

Genre Preferences of British Children in KS2 (Age 7-11)
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3.2.1.2 Age differences in British children’s reading interests

As the number of responses in each Key Stage are varied widely, particularly, there
were very few British children in EYFS (14 children) and K3 (17 children), responses
of British children in KS1 and KS2 were used to compare children’s preferences
across ages. Hence, in order to explore the age trends in children’s reading interests, a
ranking list of children’s favourite genres were generated by selecting age groups
(Key Stage 1 and Key Stage 2) and gender (boys and girls) and calculating the mean

score of each genre (see Table 3.12).

Figure 3.12 is the ranking list of genre preferences of British children in KS1 and KS2.
for children in KS1, 16 types of genres were explored. For children in KS2, horror
and romanced were added for discussion, and therefore, there were 18 types of genres
for children in KS2. For British boys in KS1, the ten most popular genres were
adventure, humour, fantasy, science & Technology, comics /graphic novel/manga,
fairy tales/folktale/legend/myth/fable, science fiction, realistic fiction, how to manual
and mystery. For British boys in KS2 , the top ten popular genres were humour,
adventure, Science & Technology, comics /graphic novel/manga, fantasy, science
fiction, realistic fiction, mystery, how to manual and historical fiction. Science &
Technology ranked in the third position, while it was in the fourth position for boys in
KSI. Science fiction and realistic jumped from the seventh and the eighty position
into the sixth and the seventh position respectively. Historical fiction ranked in the
tenth position, which was not included in the top ten favoured genres by children in
KSI. It also can be seen from Table 3.12 that for British girls in KSI, the top ten
popular genres ranked as: adventure, fairy tales/folktale/legend/myth/fable, humour,
fantasy, science & technology, realistic fiction, education, how to manual, historical
fiction and science fiction. For girls in KS2, the ten most popular genres were fantasy,
adventure, humour, fairy tales/folktale/legend/myth/fable, realistic fiction, mystery,
science & technology, poetry, science fiction and how to manual. It is interesting to
note that the rank of realistic fiction rose from the sixth position to the fifth position.

Science fiction ranked from the tenth position to the ninth position. As a result, the
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data indicated that as children grow older, their interests in some types of genres

increase while their interests in other types of genres decrease.

Another age prediction in this study was as children grow mature, so do their reading
interests, with genre preferences shifting from a focus on make-believe to more
realistic perspective of world. To examine this assumption, I picked ten popular
genres to discuss. Among them, adventure, humour, fantasy, comics /graphic
novel/manga, fairy tales/folktale/legend/myth/fable, and mystery can be categorized
as make-believe of imaginative genres. Science & Technology, science fiction,
realistic fiction and how to manual can be categorized as realistic genres, as they are

more about realistic perspective of world.

One-way ANOVA has been conducted to examine the age differences in British
children’s preferences for make-believe/imaginative genres and realistic genres.
According to Table 3.13, significant differences have only been found in fairy
tales/folktale/legend/myth/fable, F (277.993, 7) = 3.604, p = 0.00 and mystery, F
(37.131,7) = 4.183, p = 0.000.



Table 3.12: Ranking list of British children’s favourite genres (KS1 and KS2)
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Key Stage 1 (Age 5-7)

Key Stage 2 (Age 7-11)

Rank

10

11

12
13
14
15
16
17
18

Genre
Boy (n=40) Girls (n=43) Boys (n=95) Girls (n=79)
Adventure Adventure Humour Fantasy
FairyTales/Folktales/Legend/Myth/Fable
Humour Adventure Adventure
Fantasy Humour Science &Technology Humour
FairyTales/Folktales/Legend/Myth/Fable
Science &Technology Fantasy Comic/Graphic Novels/Manga

Comic/Graphic Novels/Manga

FairyTales/Folktales/Legend/Myth/Fable

Science Fiction
Realistic Fiction
How to Manual

Mystery
Sports

Education
Historical Fiction
Poetry
Biograph/Autobiography/Memoir

Religion

Science &Technology

Realistic Fiction

Education
How to Manual
Historical Fiction

Science Fiction

Poetry

Mystery

Comic/Graphic Novels/Manga

Religion

Biograph/Autobiography/Memoir

Sports

Fantasy

Science Fiction

Realistic Fiction
Mystery
How to Manual

Historical Fiction

FairyTales/Folktales/Legend/Myth/Fable

Sports
Education

Horror

Biograph/Autobiography/Memoir

Poetry
Religion

Romance

Realistic Fiction
Mystery

Science &Technology
Poetry
Science Fiction

How to Manual
Historical Fiction

Education
Comic/Graphic Novels/Manga
Biograph/Autobiography/Memoir
Horror
Romance
Religion

Sports
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Table 3.13: British children’s preferences for make-believe/imaginative genres and realistic
genres (KS1 & KS2)

Genres Sums of df Mean Sig.
Squares Square

*Make-believe Genres

Adventure Between groups 3.759 7 0.537 0.86 0.558
Within groups 159.914 249  0.642
Total 163.673 256

Humour Between groups 7.704 7 1.101 1.48 0.228
Within groups 203.3 249 0.816
Total 211.004 256

Fantasy Between groups 9.934 7 1.419 1.376 0.216
Within groups 256.751 249 1.031
Total 266.685 256

Comics/Graphic/Novel/Manga Between groups 14.472 7 2.067 1.203 0.301
Within groups 427.793 249  1.718
Total 442.265 256

Fairy Tales/Folktale/Legend/Myth /Fable = Between groups 27.993 7 3.999 3.604 0.001
Within groups 276.256 249  1.109
Total 304.249 256

Mystery Between groups 37.131 7 5.304 4.183 0.000
Within groups 315.779 249 1.258
Total 352911 256

*Realistic genres

Science & Technology Between groups 5.952 7 0.850 0.750 0.630
Within groups 282.313 249  1.134
Total 288.265 256

Science fiction Between groups 14.263 7 2.038 1.548 0.152
Within groups 327.745 249 1.316
Total 342.008 256

Realistic fiction Between groups 3.201 7 0.457 0.465 0.859
Within groups 244.970 249  0.984
Total 248.171 256

How to Manuals Between groups 9.398 7 1.343 0.841 0.554
Within groups 397.365 249 1.596
Total 406.763 256
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3.2.1.3 British children’s reading interests, play interests, vocational interests and
parents’ careers

While comparisons based on gender and age were possible in this study due to the
feasibility of static analysis, the comparisons between children’s reading interests,
play interests, vocational interests and parents’ careers were problematic. The
responses to children’s play interests, vocational interests, and parents’ careers were
very varied and so direct comparison was difficult. However, after coding each
response to the questionnaire, calculating how many children’s reading interests
match their play interests, vocational interests, and parents’ careers are more
comparable. Thus, the percentages of how many children’s reading interests, play
interests, vocational interests, and parents’ careers are matched was calculated to
describe the possible associations between children’s reading interests, play interests,

vocational interests, and parents’ careers.

In terms of the perfect match between British children’s reading interests, play
interests, and vocational interests. Only 10 percent of British children’s reading
interests were aligned with their play interests and vocational interests, suggesting
that there were no relationships between British children’s reading interests, play

interests, and vocational interests.

When it comes to the the perfect match between British children’s reading interests,
play interests, vocational interests and parents’ careers. Only 10 percent of British
children’s reading interests, play interests, vocational interests, and parents’

occupations were perfectly matched.



73

Figure 3.14: The possible associations between British children’s reading interests, play

interests, vocational interests, and parents’ careers.

’ - 1% o

Parents'Careers

Vocational
Interest

Figure 3.14 shows the possible associations between British children’s reading
interests, play interests, vocational interests, and parents’ careers. First, let’s have a
look at the links between children’s reading interests, play interests, vocational
interests. Results shows that only 33 percent of British children’s reading interests
matched their play interests. Only 12 percent of children’s reading interests matched
their vocational interests. Only 34 percent of British children’s play interests matched
their vocational interest. It also can be seen from Figure 2.18 that only 1 percent of
children’s reading interests matched parents’ jobs. Only 14 percent of children’s play
interests matched parents’ jobs. Only 15 percent of children’s vocational interests
matched parents’ careers. All these results indicated that there were no relationships
between children’s reading interests, play interests, vocational interests, and parents’
careers have no influences on children’s reading interests, free-time activities, and

future jobs.
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3.2.2 The Chinese results

Figure 3.15 shows the distribution of the 301 surveyed Chinese children by Key Stage
and gender. In total, there were 151 boys (M = 9.47 years, SD =1.938 years) and 150
girls (M = 9.98 years, SD =1.961 years). Only 4 children were from EYFS, with 1
boys(M = 5.00 years, SD = 0.00 years) and 3 girls (M = 5.00 years, SD = 5.00 years).

Figure 3.15 : Chinese sample size by key stage and gender

Chinese Sample Size by Key Stage and Gender
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In KS1, there were 40 children, with 25 boys (M = 6.68 years, SD = 0.476 years) and
15 girls (M = 6.80 years, SD = 0.414 years). There were 186 children in KS2, 95 of
them were boys (M =9.46 years, SD = 1.287 years) and 96 of them were girls (M =
9.75years, SD = 1.465 years). In KS3, there were 71 children, including 30 boys (M =
11.97 years, SD = 0.183years) and 41 girls (M = 11.95 years, SD = 0.156 years).

Figure 3.16 shows the Chinese sample size by year group and gender for each Key

Stage, which offers a more complete picture of the distribution of the sample.
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Figure 3.16: Chinese sample size by year group and gender in each Key Stage
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Table 3.17: Preferences for fiction and non-fiction of Chinese children in EYFS, KS1, KS2 and KS3

EYFE (Age5) Key Stage 1 (Age 5-7) Key Stage 2 (Age 7-11) Key Stage 3 (Age 11-12)

Genre Mean

Boy(n=1) Girls(n=3) Boys(n=27) Girls(n=13) Boys(n=108) Girls (n=78) Boys (n=13) Girls(n=58)

Fiction 3.33 3.66 3.67 3.46 3.59 3.72 3.23 3.21
Non-Fiction 3.33 3.11 3.18 3.15 3.46 3.70 3.24 2.99




Table: 3.18: Genre preferences of Chinese children in EYFS, KS1, KS2, and KS3
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EYFE (Age 5) Key Stage 1 (Age 5-7) Key Stage 2 (Age 7-11) Key Stage 3 (Age 11-12)
Genre Mean
Boy(n=1) Girls(n=3) Boys(n=25) Girls (n=15) Boys (n=95) Girls (n=91) Boys (n=30) Girls (n=41)

Adventure 4.00 3.33 3.92 3.67 3.88 3.90 3.43 3.37

Fantasy 2.00 4.00 3.84 3.33 3.59 3.79 3.20 3.51
FariyTales/Folktales/

4.00 4.00 3.84 3.80 3.80 4.21 3.73 3.46
Legend/Myth/Fable

Comics/Graphic

Novels/Manga 4.00 3.33 3.52 3.93 3.87 4.08 3.37 3.05
Mystery 4.00 4.00 3.76 3.13 3.67 3.69 3.30 3.29
Humour 4.00 3.33 3.72 3.53 4.03 4.13 3.10 3.54

Horror 3.26 3.17 2.80 3.07
(*n=73) (*n=71)

Romance 2.70 2.77 2.37 2.68
(*n=73) (*n=71)

Historical Fiction 4.00 3.33 3.44 3.20 3.68 3.76 3.40 3.27
Realistic Fiction 2.00 3.33 3.16 3.07 3.35 3.69 3.03 2.90
Science Fiction 3.00 4.33 4.04 3.80 3.87 3.76 3.77 3.17

Biography 2.00 2.33 3.16 3.20 3.49 3.67 3.37 3.24
How to Manual 5.00 3.67 3.36 3.27 3.44 4.12 3.13 3.22
Education 3.00 3.67 3.08 3.07 3.48 3.76 3.27 3.15
Science&Technology 4.00 4.33 3.84 3.67 3.84 3.96 3.47 2.88
Sports 4.00 3.00 3.32 3.13 3.71 3.69 3.53 2.76
Religion 2.00 1.67 2.32 2.53 2.71 2.98 2.67 2.73
Poetry 5.00 3.67 3.40 3.47 3.81 4.14 3.43 3.22
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3.2.2.1 Gender differences in Chinese children’s reading interests

Table 3.17 shows Chinese children’s preferences for fiction and non-fiction. Table
3.18 demonstrates Chinese children’s preferences for each sub-genre. It can be seen
from Figure 3.15 and Figure 3.16, there were only 4 children in EYFS, therefore only
those in KS1, KS2 and KS3 were further analyzed.

3.2.2.1.1 KS1 Chinese children’s preferences for fiction and non-Fiction

To examine if there are gender differences in Chinese children's interest in fiction and
non-fiction, an independent samples t-test was performed. Results indicated that there
was no significant difference in fiction between boys and girls in KS1(t (38) = 1.104,
p = 0.277). Data also revealed that there was no significant difference in non-fiction

between boys and girls in KS1 (t (38) = 0.145, p = 0.885).

3.2.2.1.2 KS1 Chinese children’s preferences for each sub-genre

When examining children’s preferences in each sub-genre, results (see Figure 3.19)
showed that the top two most popular genres for Chinese boys in KS1 were science
fiction and adventure. Fantasy, fairy tales/folktale/legend/myth/fable,and
science&technology shared the third place. This was followed by mystery, humour,
comics/graphic novels/ manga, historical fiction, poetry, how to manual,
sports,biography/autobiography/memoir, and education. Religion was the least

favoured genre.

The most preferred popular genres among Chinese girls in KS1 were comics/graphic
novel/manga. Fairy tales/folktale/legend/myth/fable and science fiction tied for the
second place. Adventure and science&technology shared the third position. This was
followed by humour, poetry, how to manual, historical
fiction,biography/autobiography/memoir, mystery, sports, realistic fiction, education.

Again, religion was among the least popular genre.
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An independent samples t-test was conducted to examine gender differences in
sub-genre preferences of KS1 Chinese children. Surprisingly, no significant gender

differences have been found in each of the genre.
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Figure 3.19: Genre preferences of Chinese children in KS1 (Age 5-7)
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3.2.2.1.3 KS2 Chinese children’s preferences for fiction and non-fiction

An independent samples t-test was adopted to see if there are gender differences in
KS2 Chinese children’s preferences for fiction and non-fiction. Results indicated that
there was no significant difference in fiction between Chinese boys and Chinese
girls in KS2, t (15) = -0.917, p = 0.454. There was no significant difference in
non-fiction between Chinese boys and Chinese girls in KS2, t (15) =-1.262, p = 0.226,

either.

3.2.2.1.4 KS2 Chinese children’s preferences for each sub-genre

Figure 3.20 shows KS2 Chinese children’s genre preferences of the 18 sub-genres.
The top ten popular genres by KS2 Chinese boys were humour, adventure,
comics/graphic novel/manga, science fiction, science & technology, poetry, fairy
tales/folktale/legend/myth/fable, sports, historical fiction, mystery. Following, were
fantasy, biography/autobiography/memoir and education, how to manual. Same as

previous, realistic fiction was the least favoured genre.

Chinese Girls in KS2 enjoyed fairy tales/folktale/legend/myth/fable most. Then,
followed by poetry, humour, how to manual, comics/graphic novel/manga, science &
technology, adventure, science fiction, fantasy, historical fiction, education, mystery,
sports, realistic fiction, biography/autobiography/memoir, horror, religion. This time ,

romance was among the least popular genre.

An independent samples t-test was performed to examine gender differences in
preferences for each genre of KS2 Chinese children. In terms of fictional genres, there
was significant difference in fairy tales/folktale/legend/myth/fable between Chinese
boys and Chinese girls, t (184) = -3.239, p = 0.001, indicating that Chinese girls in
KS2 were more likely than Chinese boys in KS2 to read books about fairy
tales/folktale/legend/myth/fable. A significant difference has also been found between
Chinese boys and Chinese girls in KS2 in realistic fiction, t (184) =-2.412, p = 0.017,

suggesting that KS2 Chinese girls enjoyed realistic fiction more than KS2 Chinese
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boys.

For non-fiction genres, significant differences have been shown between KS2 Chinese
boys and KS2 Chinese girl in how to manuals, t (184) = -5.175, p = 0.000, education,
t (184) = -2.135, p = 0.034, and poetry, t (184) = -2.581, p = 0.01. These results
suggested that in KS2, Chinese girls liked how to manuals, education as well as

poetry than Chinese boys.



Figure 3.20: Genre preferences of Chinese children in KS2 (Age 7-11)
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3.2.2.1.5 KS3 Chinese children’s preferences for fiction and non-fiction

To examine if there differences between KS3 Chinese boys and KS3 Chinese girls in
fiction and non-fiction, an independent samples t-test was used. Consists with KS1
and KS2, results suggested that there was no significant difference in fiction between
Chinese boys and Chinese girls in KS3, t (69) = 0.096, p = 0.924. There was no
significant difference in non-fiction between Chinese boys and Chinese girls in KS2, t

(69)= 1353, p=0.181.

3.2.2.1.6 KS3 Chinese children’s preferences for each sub-genre

Figure 3.21 shows KS3 Chinese children’s genre preferences of the 18 sub-genres.
For boys in KS3, the popular genres were science fiction, fairy
tales/folktale/legend/myth/fable, sports, science & technology, adventure, historical
fiction and poetry. Religion and romance were the least favoured genre. The top ten
popular genres by KS3 Chinese girls were humour, fantasy, fairy
tales/folktale/legend/myth/fable,adventure, mystery, biography/autobiography/memoir,
poetry, how to manual, science fiction and education. Romance and religion were

among the most least favoured genres.

An independent samples t-test was performed to examine gender differences in
preferences for each genre of KS3 Chinese children. When it comes to fictional
genres, there was significant difference science fiction between KS3 Chinese boys
and KS3 Chinese girls, t (69) = 2.477, p = 0.016, indicating that Chinese boys in KS3

were more likely than Chinese girls in KS3 to read books about science fiction.

For non-fiction genres, a significant difference has also been found between Chinese
boys and Chinese girls in KS3 science & technology, t (69) = 2.337, p = 0.022,
suggesting that KS3 Chinese boys enjoyed books about science & technology more
than KS3 Chinese girls. There was a significant difference in sports as well between
KS3 Chinese boys and KS3 Chinese girls, implying Chinese boys in KS3 were more

likely than Chinese girls in KS3 to read books about sports.
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Figure 3.21: Genre preferences of Chinese children in KS3 (Age 8-12)

Genre Preferences of Chinese Children in KS3 (Age 8-12)
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3.2.2.2 Age differences in Chinese children’s reading interests
Results from figure 3.19, figure 3.20 and figure 3.21 indicated that for Chinese
children, increasing maturity brings an increase in interest in some kinds of reading

materials and a decrease in interest in other genres.

One-way ANOVA has been conducted to examine the age differences in Chinese
children’s preferences for make-believe/imaginative genres and realistic genres.
According to Table 3.22, significant differences have only been found in fairy science
fiction, F (5.877,1) = 6.442, p = 0.012, and how to manual, F (12.826, 1) = 13.053,
p=0.00, suggesting that there was no movement away from the make-believe genre to

a more realistic genre as children grow older.
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Table 3.22: Chinese children’s preferences for make-believe/imaginative genres and realistic
genres(KS1 & KS2& KS3)

Genres Sums of df Mean Sig.
Squares Square

*Make-believe Genres

Adventure Between groups 0.386 1 0.386 0.472 0.492
Within groups 241.116 295 0.817
Total 241.502 296

Humour Between groups 0.922 1 0.922 1.017 0.314
Within groups 267.26 295 0.906
Total 268.182 296

Fantasy Between groups 0.954 1 0.954 0.92 0.338
Within groups 305.74 295 1.036
Total 306.694 296

Comics/Graphic/Novel/Manga Between groups 0.287 1 0.287 0.276 0.599
Within groups 306.265 295 1.038
Total 306.552 296

Fairy Tales/Folktale/Legend/Myth /Fable =~ Between groups 2.042 1 2.042 2.528 0.113
Within groups 238.348 295 0.808
Total 240.391 296

Mystery Between groups 0.595 1 0.595 0.585 0.445
Within groups 300.24 295 1.018
Total 300.835 296

*Realistic genres

Science & Technology Between groups 1.472 1 1.472 1.442 0.231
Within groups 301.255 295  1.021
Total 302.727 296

Science fiction Between groups 5.877 1 5.877 6.442 0.012
Within groups 269.16 295 00912
Total 275.037 296

Realistic fiction Between groups 1.78 1 1.78 1.751 0.187
Within groups 299.884 295 1.017
Total 301.663 296

How to Manuals Between groups 12.826 1 12.826 13.053 0
Within groups 289.867 295  0.983
Total 302.694 296
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3.2.2.3 Cultural differences in reading interests between Chinese children and
British children

When examining cultural differences in children’s reading interests between the UK
and China, results indicated that only British boys in Key Stage 2 (KS2, ages 7-11)
showed a greater preference for non-fiction than girls, t(172) = 0.970, p = 0.035.
However, in other key stages, in both the UK and China, there were no significant
differences between boys’ and girls’ preferences for non-fiction, and no significant
differences between boys’ and girls’ preferences for fiction. Overall, these findings
suggest that no consistent cultural differences in reading interests were found between

children in the UK and China.

Another similarity in the reading interests of British and Chinese children was that, in
both the UK and China, adventure, humour, fairy tales/folktale/legend/myth/fable,
fantasy, comics /graphic novel/manga and science fiction were favoured by both

genders, whereas romance and religion were the least favoured genres.

Furthermore, results suggested that in both the UK and China, increasing maturity
was associated with an increase in some genres and a decrease in others. There was no
evidence of a shift from make-believe genres to more realistic genres as children grew

older.
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3.2.2.4 Chinese children’s reading interests, play interests, vocational interests
and parents’ careers

When considering the perfect match between British children’s reading interests, play
interests, and vocational interests, 28 percent of Chinese children’s reading interests
were matched with their play interests and vocational interests. This suggests that
there were no meaningful relationships between Chinese children’s reading interests,

play interests, and vocational interests.

Regarding the perfect match between Chinese children’s reading interests, play
interests, vocational interests and their parents’ careers, only 14 percent of cases
showed a perfect alignment. This suggests that parents’ careers had no impact on

children’s reading interests, play interests, and vocational interests in China.

Figure 3.23: The possible associations between Chinese children’s reading

interests, play interests, vocational interests, and parents’ careers
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Figure 3.23 illustrates the associations between Chinese children’s reading interests,
play interests, vocational interests, and parents’ careers. Results suggested that 31
percent of Chinese children’s reading interests were related to their play interests,
while only 20 percent matched their vocational interests. Forty percent of Chinese
children’s play interests matched their vocational interests. Only 3 percent of
children’s reading interests were aligned with parents’ careers, and only 10 percent of
children’s play interests were associated with parents’ jobs. Furthermore, 27 percent
of children’s vocational interests matched parents’ careers. These results were broadly
similar to the findings from the UK study, suggesting that there were no meaningful
relationships between children’s reading interests, play interests, vocational interests.
Moreover, parents’ careers appeared to have no impact on children’s reading interests

play interests, or future vocational aspirations.

3.3 Initial discussion of Study One
Section 3.3 summarizes the main findings and provides an initial discussion of Study

One.

3.3.1 Study overview

3.3.1.1 Gender differences and gender similarities in children’s reading interests
The primary purpose of Study One was to explore gender, age and cultural differences
in reading interests of children aged 5 to 12 (from the start of compulsory schooling to
the end of primary education and the beginning of secondary education in both the
UK and China). Based on previous studies, the gender prediction was that boys would

prefer non-fiction, while girls wold prefer fiction in both countries.

A surprisingly finding from this study was that only British boys in Key Stage 2 (KS2,
ages 7-11) showed a greater preference for non-fiction than girls. However, in other
key stages, in both the UK and China, there were no significant differences between
boys’ and girls’ preferences for either fiction or non-fiction, suggesting that boys had

no marked preferences for non-fiction, and girls had no marked preferences for fiction.
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Thus, this study joins the burgeoning body of research that contrasts with much
stereotyping about boys and non-fiction as well as girls and fiction (Merga, 2017;
Scholes, 2021; Scholes, Spina & Comber, 2021; Coles & Hall, 2002; Williams, 2008;
Scholes, 2021). These findings imply that the variety of books read by boys
(especially fiction) and girls (especially non-fiction) may have previously been

underestimated.

This may be explained by the increasing availability of books, which has resulted in a
greater diversity of both fiction and non-fiction books for children to choose from
(Merga, 2017). Another explanation may lie in preferences associated with age.
Research has shown that increasing maturity is associated with an increase in some
types of reading materials and a decrease in others (Norvell,1958; Moss & McDonald;
Clark & Osborne 2008). Therefore, it is understandable that children enjoy both
fiction and non-fition. This may also be due to the mainstream acceptability of
masculine fictional heroes, like Harry Potter, which attract both boys and girls to

engage more with these books (Merga, 2017).

When considering similarities in reading interests between boys and girls,
interestingly, results revealed that among the responses to different genres, poetry was
favoured by both boys and girls in both the UK and China. Although a great deal of
research has shown that poetry was generally not preferred by either gender (Chiu,
1984; Kimmins, 1986; Seegers, 1936; Snellman, 1993; Stanchfield, 1962), our
findings were consistent with Sturm’s study (2003), which found that poetry was
flavoured by both American boys and girls. A possible explanation is that, in this

study, poetry stood itself as a genre, which was included in one of the big categories.

Another interesting finding was the high ranking of humour. Humour often ranked as
among the top three genres, and for British boys in KS2 and Chinese girls inKS3,
humour ranked the first position. This ranking is markedly higher than what humour

has achieved in the past. In earlier studies, few children reported a preference for
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humor (Grant & White, 1925; McCarty, 1950). However, since the mid-20th century,
humor has become popular among boys and girls (Bank, 1986; Whittemore, 1992;
Simpson, 1996). In more recent studies, humor usually ranked within the top five
preferences (Coles & Hall, 2002; Clark & Foster, 2005; Majid, 2018) . These findings
imply that humour has become a popular genre by both genders with societal
development, which may be due to the increasing availability of books about humour
that appeal to children’s reading tastes. The high ranking of humour in this study may
also reflect the fact that children read for pleasure, and humour is a genre that

intended to amuse, make smile or laugh, thereby providing enjoyments and happiness.

Another surprising finding was the low ranking of sports. Many studies have
indicated that sports is one of the popular genres, particularly among boys (Simpson,
1996; Boraks, Hoffman & Bauer, 1997; Coles & Hall, 2002; Doiron, 2003; Majid &
Tan, 2007 ; Loh, Sun & Majid, 2020). However, in this study, sports ranked relatively
low, and surprisingly, sports was the least favoured genre among British girls in both
KS1 and KS2. This may be due to the fact that, compare to reading books about sports,

children prefer engaging in actual sports activities.

Regarding the least favoured genre, consistent with many previous studies (Bank,
1986; Chiu, 1984; Lauritzen & Cheves, 1974; Mitchell, 1993; Seegers, 1936;
Whittemore, 1992), our study also indicated that religion was the least popular genre

among both genders.

3.3.1.2 Age differences in children’s reading interests

Regarding age differences in children’s reading interests, results from both the UK
study and Chinese studies confirmed our hypothesis that increasing maturity brings an
increase in some genres and a decrease in others. These results are consistent with
prior research demonstrating that children’s reading interests shift with increasing
maturity. For example, Lauritzen & Cheves (1974) classified the reading interests of

881 American children aged 7 to 12 and observed that interest in mystery increased
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with age. Similarly, in the UK, Coles & Hall (1999) examined 8,000 children aged 7,
10, 12, and 14, finding that 7-year-olds predominantly read books about animal
characters, while children from age 8 showed greater interest in science, mystery,
sports, and history. Clark & Osborne (2008) also reported age-related trends, noting
that secondary school children demonstrated stronger interest in romance compared

with primary school children.

Another age-related prediction in this study was that as children mature, their reading
interests also develop, with genre preferences shifting from a focus on make-believe
(fantasy, fairy tales, folktale, legend, myth or fable) to a more realistic perspective of
the world. For instance, Purves & Beach (1972) reported that younger children tend to
prefer make-believe stories, particularly fantasy, whereas older children increasingly
favour realistic literature, including realist fiction, historical fiction, and non-fiction.
Similarly, Boraks, Hoffman, & Bauer (1997) surveyed 315 American school children
in grades 3 to 5 and found that third and fourth graders predominantly read fantasy,

while fifth graders exhibited stronger interest in realistic fiction.

However, results from one-way ANOVA revealed that there were no significant
differences between younger children and older children in terms of their preferences
for make-believe genres and realistic genres. As a result, the findings contradicted our
prediction. This may due to the age range of our sample. In our study, we compared
the reading interests of British children in KS1(aged 5-7 ) and KS2 (aged 7-11), and
Chinese children in KS1(aged 5-7 ) and KS2 (aged 7-11) and KS3 (aged 8-12). The
age differences between these groups were relatively small. On the other hand, this
may also be because children in our study were relativity young. As early as 1899,
Vostrovsky conducted a pioneering study on children’s reading interests in which she
worked with 1,269 American children aged 9 to 19. Vostrovsky highlighted the
significance of age sixteen, noting that from sixteen years old, both boys and girls
showed a greater interest in reading a wider variety of books (Vostrovsky, 1899).

Therefore, if old children had been included in our sample, the results might have



94

been different.

3.3.1.3 Cultural differences in children’s reading interests

This study explored cultural differences in reading interests between British children
and Chinese children. Interestingly, results from independent samples t-test revealed
that only British boys in Key Stage 2 (KS2, ages 7-11) preferred non-fiction more
than girls. In other Key Stages, both British and Chinese boys had no marked
preferences for non-fiction, both British and Chinese girls had no marked preferences
for fiction, suggesting that there were no significant differences between British
children and Chinese children in terms of their preferences for fiction and non-fiction.
Another similarity in reading interests was that, in both the UK and China, both boys
and girls enjoyed reading books about adventure, humour, fairy
tales/folktale/legend/myth/fable, fantasy, comics /graphic novel/manga and science
fiction, while romance and religion were the least favoured genres. These findings are
in line with previous research, indicating that, in contrast to gender and age, the
influence of cultural background on children’s reading interests is relatively minimal.
Research has consistently suggested that, globally, boys tend to prefer non-fiction
while girls tend to prefer fiction (OECD, 2011). Moreover, it is widely recognized that
children’s reading interests evolve with social age or maturity, with preferences
shifting as children develop cognitively and socially (Greenburg, Gilbert & Frederick,
2006; Topping, 2015). As such, compared with gender and age, the possible influence
of culture on children’s reading interests appears limited. Several factors may help
explain this. Despite cross-cultural differences in approaches to parental support for
learning to read, parents in both the UK and China value reading highly, reflecting a
shared understanding of the importance of reading for children’s literacy language
development, and overall outcomes (Xu & Gao, 2021; National Literacy Trust, 2025).
Furthermore, research based on a collaborative project between the UK and China
also highlighted that rather than making assumptions about children’s interests,
parents and practitioners engage with children’s voices to create reading environments

that encourage joint participation and enhance the enjoyment of parent-child shared
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reading (Levy & Gao, 2026). These trends in parent-child reading may foster
similarities in children’s reading interests across the UK and China. Taken together,
these findings suggest that universal developmental factors and similar family literacy
practices may act as a determinants of children’s reading interests than cultural

context alone.

However, further cross-cultural research is still needed to explore this issue in greater
depth, as Sabri, Sadeghian & Bahrak (2020) suggested that what children choose to
read is strongly associated with cultural background. Moreover, research suggests that
the ways in which children learn to read differ considerably between the UK and
China, particularly in terms of instructional approaches and parental support for
literacy development. According to Everson, Chang and Ross (2016), reading
instruction in the UK mainly focuses on phonetic decoding through synthetic phonics,
requiring children to learn phonemes. In contrast, literacy education in China places
stronger emphasis on memorising characters, learning stroke order, and using Pinyin,
with children expected to master around 3,000 characters in order to reach primary
literacy (Dong, 2014). Furthermore, there are also differences in the ways in which
parents support their children’s reading in free time between the UK and China.
Specifically, in the UK, parents focus on reading engagement and reading for pleasure,
while Chinese parents emphasize academic development and skill acquisition (Clark,
2011; Clark and Rumbold, 2006; Clark and Phythian-Sence, 2008; Yang, 2016;
Guangming Daily, 2023 ). These differences suggest that cultural and educational
contexts may result in children’s reading experience and influence their reading
interets. Therefore, more comparative studies are required to better understand how
cultural context interacts with gender, age, and parental support in influencing

children’s reading interests.
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3.3.1.4 Children’s reading interests, play interests, vocational interests, and
parents’ careers

Apart from children’s reading interests, this study also aimed to explore the possible
associations between children’s reading interests, play interests and vocational
interests. Edmunds & Bauserman (2006) referred to what children read related to
other individual interests, and when when a child develops an interest in something, it
would lead to an increase in behaviour related to that domain (Palmer, Dixon, &
Archer, 2016). Therefore, it is reasonable to explore if there are correlations between
children’s reading interests, play interests and vocational interests. However, results in
both UK and Chinese study suggested that there were no relationships between
children’s reading interests, play interests and vocational interests. Furthermore, this
study investigated if parents’ careers have an impact on children’s reading interests,
play interests and vocational interests. Based on previous research (Sabri, Sadeghian
& Bahrak, 2020; Baroody & Dobbs - Oates, 2011; Bennett, 2012), this study
hypothesized that children’s reading interests, play interests and vocational interests
are influenced by parents’ occupations. However, the results suggested that there no
relationships between children’s reading interests, play interests and vocational
interests and parents’ careers. This might be because every child is unique and may
have different ideas, aptitudes, and capabilities from their parents. Given this, it seems
reasonable that children's ideal careers differ from those of their parents. In addition,
this might also be due to the relatively small sample size of our study. If we conducted

a large-scale study, the findings may be different.

3.3.2 Strength of this study

This study explored reading interests of children aged 5 to 12 in both the UK and
China. This was the first attempt to make a cross-sectional assessment of reading
interests throughout the compulsory school, and it was a pioneering study to compare
children’s reading interests in two countries which are quite different in culture and

educational system.
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Although the results from this study did not show that there were relationships
between children’s reading interests, play interests, and vocational interests, as far as
we know, it was the very first attempt to combine these areas and investigate the

possible associations between them.

3.3.3 Limitations of this Study

3.3.3.1 Sample size

Considering it is difficult for children at a young age to complete the questionnaire,
only parents were invited to participate in this study. Although it provided some
insights of gender and age and cultural trends in children’s reading interests, the
results may be different if we ask children themselves to response the questions. In
addition, there were very few children in EFYS in both the UK (only 14 children) and
Chinese study (only 4) were involved in this study. As a result, the generalization of

the study was not enough.

3.3.3.2 Research design

Another limitation of this study is that it employed a cross-sectional design, which
prevented us from tracking changes in children’s reading interests over time.
Conducting longitudinal research would provide a more in-depth understanding of
how children’s reading interests develop across different age levels. It is hoped that

future studies can expand on this work to obtain additional insights.

3.3.3.3 Genre categories

Any study of children’s reading interests faces the challenge of overlapping genre
categories, as most books are across-genre writing. For example, Peter Pan can be
classified as either fantasy or adventure, books about religion can also be considered
fiction. Thus, distinguishing between the types of genres is often difficult. To
minimize this limitation in the presenting study, each genre was provided with a brief
description and book titles were given. Nevertheless, the issue of overlapping

categories still exits.
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3.3.3.4 Administration

In this study, I used open-ended questions to ask children’s play interests, vocational
interest and parents’ careers. Thus, it is hard to directly compare children’s reading
interests, play interests, vocational interest and parents’ careers. However, after coding
the data, calculating the percentages of how many children’s reading interests, play
interests, vocational interests, and parent’ careers are matched was more available.
Using percentage might not be the best way to examine the associations between this
ares, therefore it is hope that a more effective approach can be introduced to rectify

the method that I adopted in the presenting study.

3.3.3.5 Data analysis

This study explored cultural differences in reading interests between British and
Chinese children. Independent-samples t-tests indicated that only British boys in Key
Stage 2 (KS2, ages 7-11) showed a significantly preference for non-fiction than girls.
In the other Key Stages, no significant gender differences were found in preferences
for fiction or non-fiction in either country. Overall, the results did not provide clear
evidence of cultural differences between British and Chinese children in their

preferences for fiction and non-fiction.

Cross-cultural statistical comparisons were not conducted in the present study due to
several methodological considerations. First, the grouping of children differed
between the UK and China due to the limitations of sample size. In the UK, only data
from children in KS1 and KS2 were further analysed, whereas in China the sample
included children from KS1, KS2, and KS3. This resulted in non-equivalent age
groupings across the two countries, which limited the validity of direct cross-cultural
statistical comparisons. Second, the primary aim of this study was to examine gender
and age differences in children’s reading interests within each cultural context rather
than to test cross-cultural effects statistically. For this reason, independent samples
t-tests were used as a direct and appropriate method for comparing boys and girls

within each group. Although more complex analyses, such as ANOVA, could allow
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for the simultaneous examination of multiple factors including culture, age, and
gender, such analyses would require more comparable grouping structures across
samples. Future research could address these limitations by adopting more balanced
age groupings across countries and applying more advanced statistical analyses, to

enable clearer cross-cultural comparisons of children’s reading interests.

On the other hand, in this study, children’s reading interests, play interests, vocational
aspirations, and parents’ occupations were first coded using the Holland RIASEC
Model, providing a consistent classification scheme across all domains. Each child’s
responses were assigned to one of the six RIASEC categories (Realistic, Investigative,
Artistic, Social, Enterprising, or Conventional) based on the dominant of their reading,
play, and dream job, as well as parents’ occupations. Following this, the proportion of
children showing a “perfect match” across these domains was calculated by dividing

the number of qualifying cases by the total sample size.

A “perfect match” was defined as a child’s reading interest, play interest, vocational
interest, and at least one parent’s occupation all coded as the same categories (e.g.
Artistic). To ensure the reliability and accuracy of coding, responses were read and
recoded over multiple rounds, with ambiguous cases refined before final classification.
This approach provided an initial, quantifiable measure of the degree to which
children’s reading interests, play interests, vocational interests and parents’
occupations were aligned. Although the present study provides an initial exploration
of alignments across these domains, future research would benefit from applying
more sophisticated methodologies to more comprehensively capture the possible
associations between children’s reading, play interests, vocational interests and their

parents’ occupations.

3.3.4 Conclusion
This study draws attention to the potentially detrimental impact a continued insistence

on a male preference for non-fiction and a female preference for fiction can have,
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with a relationship between reading interests, reading achievement and school success
(Scarborough and Dobrich,1994). Consistently directing boys toward non-fiction and
girls toward fiction fosters the idea that this is a masculine or feminine standard,
which may become self-fulfilling but possibly harmful rather than being responsive to
a true gender-based preference. This study also filled the research gap by examining
the emerging gender trends in children’s reading interests, which suggested that boys
may not prefer non-fiction over fiction, and girls may not prefer fiction over fiction.
As such, this study offers parents, educators, practitioners and policy makers practical
suggestions on how to shape children’s love of reading and improve children’s
reading experiences by providing books that children want to read. Continuing to
promote the myth that boys prefer non-fiction and girls prefer fiction will limit both
boys’ and girls’ exposure to books (genres) that may appeal to them. Reading should

be a pleasant journey where both boys and girls can enjoy fiction and non-fiction.

This study also paid attention to the possible relationships between children’s reading
interests, play interests, vocational interests, and parents’ occupations. Although
results did not confirm the associations between these variables, they imply that every
child is unique and may have different ideas, aptitudes, and capabilities from their
parents. As parents, caregivers and educators, we should value children for who they
are, give them a voice and a platform to express what they aspire to, and support them

in becoming who they want to be.
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Chapter 4

Study Two: How parents can shape children’s reading interests?

Having explored the emerging gender, age and cultural trends in children’s reading
interests, as well as examined the possible associations between children’s reading
interests, play interests and vocational interests in both the UK and China in Chapter 3,
Chapter 4 reports on the second study that carried out for this dissertation, which
aimed to explore how parents’ perceptions of gender-appropriate behaviour and how

these perceptions affect children’s reading interests.

4.1 Methodology
Section 4.1 is the methodology section that explains the research design, participants,

instruments, procedures, and data analysis of Study Two.

4.1.1 Design

A 4 (book topic: football, princess/doll, gymnastics, fairy tales) x 2 (the sex of
character on book: male and female) design was used to explore parents’ book
recommendation behaviour for children, parents’ book selection behaviour for
children, and parents’ perceptions of gender-neutral parenting and gender equality in

both the UK and China.

4.1.2 Participants

4.1.2.1 The UK participants

In order to be eligible, Prolific participants needed to be residents of the UK and had a
child between the ages of 5 and 12 at the time of baseline recruitment. We sampled
UK participants on Prolific, balanced on gender (50% male and 50% female). The
original study sample comprised 232 parents from England, Wales, Scotland and
Northern Ireland. However, due to insufficient information, 4 responses to the

questionnaire were excluded. As a result, the sample included 228 British parents
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(male=114, female= 114) of children aged 5 to 12, as summarized in Figure 4.1 and
Figure 4.2. Surveyed British children’s age ranged from 5 to 12-years-old. The
distribution of the 228 surveyed children was 112 boys (M =6.33 years, SD =1.98

years) and 116 girls (M =6.27 years, SD =1.85 years), as summarized in Figure 4.3.

Figure 4.1: Sample size of British parents by age and gender

Sample size of British parents by age and gender
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Figure 4.2: Sample size of British parents by education level and gender
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Figure 4.3: Sample size of surveyed British children by age and gender

Sample size of surveyed British children by age and gender
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4.1.2.2 The Chinese participants

Initially, 205 Chinese parents participated in this study. After removing data from
those with incomplete questionnaires, 194 were ultimately included in the analysis. Of
these participates, there were 63 males and 131 females, as summarized in Figure 4.4
and Figure 4.5. Surveyed Chinese children were aged 5 to 12, including 98 boys (M
=9.23 years, SD =2.44 years) and 96 girls (M =9.41 years, SD =2.44 years), as

summarized in Figure 4.6.

Figure 4.4: Sample size of Chinese parents by age and gender

Sample size of Chinese parents by age and gender
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Figure 4.5: Sample size of Chinese parents by education level and gender
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Figure 4.6: Sample size of surveyed Chinese children by age and gender

Sample size of surveyed Chinese children by age and gender
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4.1.3 Instruments

104

This study distributed an online questionnaire to the participants on Prolific. The

questionnaire ran on PsyToolkit (Stoet, 2010) and was designed to explore

participants’ (1) book recommendation behaviour for children, (2)book selection
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behaviour for children, and (3) perceptions of gender-neutral parenting and gender
equality. Specifically, parents’ book recommendation behaviour for children relates to
how parents perceive gender-appropriate reading materials for boys and girls. Parents’
book selection behaviour for children relates to how parents perceive factors that are
affecting their book selection behaviour for their children. Parents’ perceptions of
gender-neutral parenting and gender equality can reflect to what extent do today’s

parents raise children without gender stereotypes.

The online questionnaire included four sections:

Section 1 (including 6 questions) collected the demographic information about parents
and their children (parents’ gender, parents’ age, parents’ education level, children’s

gender, children’s age and children’s school year).

Section 2 (including 8 questions) provided 8 pictures of book cover. Parents were
asked to indicate if they know these books and then rate how likely they are to
recommend these books to their children. Each item was answered using a 5-point
Likert scales, ranging from “Extremely Unlikely(1)”, “Unlikely(2)”, “Neither Likely
or Unlikely(3)”, “Likely(4)” to “Extremely Likely(5)”. The questions of section2
were set up to measure parents’ perceptions of gender appropriate reading materials

for boys and girls.

Note that the UK online questionnaire and the Chinese online questionnaire were the
same, except in Chinese online questionnaire, parents were asked to reply if they
understand English, as books covers that we chosen contains English characters.
Additionally, there were two versions of these 8 pictures of book covers. One was for
children aged 5 to 8, the other was for children aged 9 -12. These 8 pictures of book
covers could be divided into 4 subcategories by the topic of the book: football,
princess/doll, gymnastics, fairy tales and into 2 subcategories by sex of character on

book: male and female. These 8 pictures of book cover were ordered randomly. The 8
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pictures of book covers are illustrated in Table 4.7 and Table 4.8

Section3 (including 9 questions) was about parents’ book selection behaviour for their
child. Question 1 to question 7 were used to explore how parents perceive factors that
are affecting their book selection behaviour for their children. Each item was
answered using a 7-point Likert scales, ranging from Never to Every time. 1 was
“Never”, 2 was “Rarely”, 3 was “Occasionally”, 4 was “Sometimes”, 5 was
“Frequently”, 6 was “Usually” and 7 was “Every time”. Item with a higher score
represented had a greater influence on parents’ book selection behaviour for their
children. Question 8 “How much are the books your child prefers reading
stereo-typically typed to his(her) gender?” allowed us to know to what extent are
books that children prefer to read typed to his or her gender. This question was also
answered using a 7-point Likert scales, ranging from Never (1) to Every time (7).
Question 9 “How much do you feel pressured to choose books for your child that are
gender stereotypical?” enabled us to know to what extent do parents feel pressured to
choose books for their children that are gender stereotypical. This question was also
answered using a 7-point Likert scales, ranging from Never to Every time. However,

the scores needed to be reversed, namely “Never” was 7, “Every time” was 1.

Section 4 (including 7 questions) was used to investigate parents’ perceptions of
gender-neutral parenting and gender equality. Each item was answered using a 5-point
Likert scales, from Strongly Disagree to Strongly Agree. 1 was “Strongly Disagree”, 2
was “Disagree”, 3 is “Neither Agree Nor Disagree”, 4 was “Agree”, and 5 was
“Strongly Agree”. Parents with higher total score of each item represented that they

tended to use a gender-neutral parenting approach and valued gender equality more.
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Table 4.7: Book covers for children aged 5-8

Sex of character on book

Book topic Male Female
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Table 4.8: Book covers for children aged 9-12
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4.1.4 Procedure

4.1.4.1 The UK procedure

In the UK, only parents who have a child aged 5 to 12 were invited to participate in
this study from Prolific. If parents have more than one child aged 5 to 12, they were
asked to choose only one (the one they understand best) and then to complete the
online questionnaire that ran on PsyToolkit (Stoet, 2010). After reading the
information sheet online and given consent to this study, parents began to make

reposes to the online questionnaire.

4.1.4.2 The Chinese procedure

Similar to the UK study, parents in China were only allowed to participate in this
study if their children were between the ages of 5 and 12. If they have more than one
child aged 5 to 12, they were asked to select only one (the one they understand best)
to answer the questionnaire. The Chinese parents were recruited from preschools and
secondary schools with the approval of headmasters in mainland China. Parents have
received the information sheet and consent to this study before they start the study.
Once they read the instructions and give consent to this study, they began to complete

the online questionnaire.

4.1.5 Data analysis
In order to answer research questions, a repeated measures ANOVA was conducted to
examine hoe parents’ perceptions of gender appropriate behaviour for boys and girls

can shape children’s reading interests.

4.2 Results

Section 4.2 presents the findings of Study Two, focusing on the how parents’ gender,
children’s gender and parents’ education can impact on parents’ rating so of book
covers: book topics (football, princess/doll, gymnastics, fairy tales) and the sex of
characters on books (boy and girl). Parents’ perceptions of gender-neutral parenting

style and gender equality have also been taken into account.
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4.2.1 The UK results

4.2.1.1 British parents’ perceptions of gender-appropriate reading materials for
boys and girls

4.2.1.1.1 British parents’ ratings of book covers

Table 4.9 shows the descriptive data of British parents’ mean ratings of book covers.

Table 4.9: British parents’ mean ratings and SD of book covers

Book covers Mean SD N

Football (Male) 3.24 1.20 228
Football (Female) 3.54 1.10 228
Princess/Doll(Male) 2.52 1.20 228
Princess/Doll(Female) 3.00 1.27 228
Gymnastics (Male) 2.33 1.10 228
Gymnastics (Female) 2.57 1.29 228
Fairy tales (Male) 2.86 1.17 228
Fairy tales (Female) 3.65 1.15 228

4.2.1.1.2 British parents’ ratings of book topics and the sex of characters on
books

A repeated measures ANOVA was conducted to examine the effect of parents’ gender,
children’s gender and parents’ education levels on parents’ ratings of book covers:
book topics (football, princess/doll, gymnastics, fairy tales) and the sex of characters

on books (boy and girl).

The results from multivariate tests using Pillai’s Trace as a test statistic appear in
Table 4.10. The sphericity assumption was tested using Mauchly's test, which was
significant p<0.001 (see Table 4.11). Therefore, the degrees of freedom were

corrected using the Greenhouse-Geisser method (see Table 4.12).

Regarding British parents’ ratings of book topics, data from multivariate tests (Table
4.10) suggested that there was a significant main effect of British children’s gender on
British parents’ ratings of book topics, F (3, 214) = 12.924, p < 0.001. We observed a

significant interaction effect between British parents’ gender and British parents’
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education levels on British parents’ ratings of book topics, F (6, 430) = 3.158, p =

0.005.

Regarding British parents’ ratings of the sex of characters on books, table 4.12

revealed that there was a significant main effect of British parents’ gender, F (1, 226)

= 9.504, p = 0.002] on British parents’ ratings of the sex of characters. The main

effect of British children’s gender on British parents’ ratings of the sex of characters

was also significant, F (1, 226) = 55.453, p < 0.01]. We found a significant interaction

effect between British parents’ gender and British parents’ education levels on British

parents’ ratings of the sex of characters on books [F (2, 216) =4.934, p = 0.008].

British parents’ ratings of book covers, by parents’ gender, children’s gender and parents’

Table 4.10: Multivariate Tests

education levels

Source Value F Hypothsis df  Errordf P Partial n2

Topic*Parents’gender Pillai’s Trace  0.034 2.501 3 214 0.06 0.034
Topic*Children’s gender Pillai’s Trace 0.153 12.924 3 214 0 0.153
Topic*Parents’ education levels Pillai’s Trace  0.019 0.684 6 430 0.663 0.009
Topic*Parents’gender*Children’s gender Pillai’s Trace  0.002 0.175 3 214 0.913 0.002
Topic*Parents’gender*Parents’ education levels Pillai’s Trace  0.084 3.158 6 430 0.005 0.042
Topic*Children’s gender*Parents’ education levels Pillai’s Trace 0.017 0.615 6 430 0.719 0.009
Topic*Parents’gender*Children’s gender*Parents’

Pillai’s Trace  0.005 0.182 6 430 0.982 0.003
education levels
Sex of character*Parents’gender Pillai’s Trace  0.042 9.504 1 216 0.002 0.042
Sex of character *Children's gender Pillai’s Trace  0.204 55.453 1 216 0 0.204
Sex of character *Parents’ education levels Pillai’s Trace  0.021 2.339 2 216 0.099 0.021
Sex of character*Parents’ gender*Children's gender  Pillai’s Trace  0.006 1.269 1 216 0.261 0.006
Sex of character*Parents’ gender*Parents’

Pillai’s Trace  0.044 4.934 2 216 0.008 0.044
education levels
Sex of character*Children’s gender*Parents’

Pillai’s Trace  0.024 2.702 2 216 0.069 0.024
education levels
Sex of character*Parents’ gender*Children’s

Pillai’s Trace  0.012 1.303 2 216 0.274 0.012

gender*Parents’ education levels
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Table 4.11: Mauchly's Test of Sphericity
British parents’ ratings of book covers, by parents’ gender, children’s gender and parents’
education levels

o ) Mauchly's Apptox. )
Within Subjects Effect ] df P Greenhouse-Geisser Huynh-Feldt Lower-bound
W Chi-Square
Topic 0.659 89.467 5 0.000 0.841 0.895 0.333
Sex of character 1.000 0.000 0 1.000 1.000 1.000
Topic* Sex of 0.852 34.349 5 0000  0.903 0.962 0.333
character
Table 4.12: Tests of Within-Subjects Effects
British parents’ ratings of book covers, by parents’ gender, children’s gender and parents’
education levels
Type III
P Mean
Source Sums of df P Partial n2
Square
Squares
Topic*Parents’gender Greenhouse-Geisser ~ 11.222 2.522 4.45 2918 0.043 0.013
Topic*Children’s gender Greenhouse-Geisser ~ 63.197 2.522 25.063 16.431 0.6 0.071
Topic*Parents’ education levels Greenhouse-Geisser  6.706 5.043 1.33 0.872 0.5 0.008
Topic*Parents’gender*Children’s gender Greenhouse-Geisser ~ 0.905 2.522 0.359 0.235 0.839 0.001
Topic*Parents’gender*Parents’ education levels Greenhouse-Geisser ~ 25.837 5.043 5.123 3.359 0.005 0.03
Topic*Children’s gender*Parents’ education levels Greenhouse-Geisser ~ 5.776 5.043 1.145 0.751 0.587 0.007
Topic*Parents’gender*Children’s gender*Parents’ )
Greenhouse-Geisser  1.119 5.043 0.222 0.145 0.982 0.001
education levels
Error (Topic) Greenhouse-Geisser  830.792  544.658  1.525
Sex of character*Parents’gender Greenhouse-Geisser ~ 6.527 1 6.527 9.504 0.002 0.042
Sex of character *Children's gender Greenhouse-Geisser ~ 38.082 1 38.082 55.453 0 0.204
Sex of character *Parents’ education levels Greenhouse-Geisser  3.213 2 1.606 2.339 0.099 0.021
Sex of character*Parents’ gender*Children's gender ~ Greenhouse-Geisser  0.871 1 0.871 1.269 0.261 0.006
Sex of character*Parents’ gender*Parents’
Greenhouse-Geisser  6.776 2 3.388 4.934 0.008 0.044
education levels
Sex of character*Children’s gender*Parents’
Greenhouse-Geisser ~ 3.712 2 1.856 2.702 0.069 0.024
education levels
Sex of character*Parents’ gender*Children’s )
) Greenhouse-Geisser  1.789 2 0.895 1.303 0.274 0.012
gender*Parents’ education levels
Error (Sex of character) Greenhouse-Geisser  148.336 216 0.687
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Data from tests of within-subjects effects (Table 4.12) revealed that the main effect of
British parents’ gender on British parents’ ratings of book topics was significant, F
(2.522, 544.658) = 2.918, p = 0.043. However, data from multivariate tests indicated
that the main effect of British parents’ gender on British parents’ ratings of book
topics was not significant, F (2.522, 544.658), 2.501, p = 0.06. As multivariate tests
provide a more robust and conservative evaluation of overall effects, the multivariate
result was taken as the basis for interpretation, suggesting that there was no significant

main effect of British parents’ gender on British parents’ ratings of book topics.

Accord with the results from multivariate tests, results from tests of within-subjects
effects (Table 4.12) also suggested that the main effect of British children’s gender on
British parents’ ratings of book topics was significant , F (2.522, 544.658) = 16.431, p
< 0.001. The interaction effect between British parents’ gender and British parents’
education levels on British parents’ ratings of book topics was significant, F (5.043,

544.658) = 3.359, p = 0.005.

In terms of British parents’ ratings of the sex of characters on books, similar to the
results from multivariate tests, results from within-subjects effects (Table 4.12) also
confirmed that the main effect of British parents’ gender on British parents’ ratings of
the sex of characters on books was significant, F (1, 216) = 9.504, p = 0.002. The
main effect of British children’s gender on British parents’ ratings of the sex of
characters on books was significant F (1, 216) =55.453, p < 0.001. The interaction
effect between British parents’ gender and British parents’ education levels on British
parents’ ratings of the sex of characters on books was significant, F (2, 216) =4.934, p

=0.008.

4.2.1.1.2 British parents’ ratings of book topics
To further examine the effect of British parents’ gender, British children’s gender and
British parents’ education levels on British parents’ ratings of book topics, univariate

tests were performed.
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Results (see Table 4.13 and Table 4.14) indicated that the main effect of British

parents’ gender on British parents’ ratings of football books was not significant, F (1,

226) = 0.264, p = 0.608. The main effect of British parents’ gender on British

parents’ ratings of princess/doll books was not significant, F (1, 226) = 3.636, p =

0.058. The main effect of British parents’ gender on British parents’ ratings of

gymnastics books, F (1, 226) = 1.598, p = 0.208 was not significant. The main effect

of British parents’ gender on parents’ ratings of fairy tales was not significant, neither

F (1, 226) = 0.89, p = 0.347, suggesting that British fathers and British mothers

tended to have similar perceptions of football books, princess/doll books, gymnastics

books and fairy tales.

Table 4.13: Univariate Tests

British parents’ ratings of book topics, by parents’ gender

Sum of Mean
Topic df F P Partial n2
Squares Square
Football Contrast 0.259 1 0.259 0.264 0.608 0.001
Error 211.789 216 0.981
Princess/Doll Contrast 3.539 1 3.539 3.636 0.058 0.017
Error 210.209 216 0.973
Gymnastics Contrast 1.939 1 1.939 1.598 0.208 0.007
Error 262.134 216 1.214
Fairy tales Contrast 0.734 1 0.734 0.89 0.347 0.004
Error 178.192 216 0.825
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Table 4.14: Pairwise Comparisons
British parents’ ratings of book topics, by parents’ gender

95% Confidence Interval for Difference

Mean
) (I) Parents’ (J) Parents’ ) Lower Upper
Topic Difference Std. Error P
gender gender Bound Bound
(I-J)
Football Father Mother -0.105 0.204 0.608 -0.507 0.297
Mother Father 0.105 0.204 0.608 -0.297 0.507
Princess/Doll Father Mother -0.387 0.203 0.058 -0.788 0.013
Mother Father 0.387 0.203 0.058 -0.013 0.788
Gymnastics Father Mother 0.287 0.227 0.208 -0.16 0.734
Mother Father -0.287 0.227 0.208 -0.734 0.16
Fairy tales Father Mother -0.176 0.187 0.347 -0.545 0.192
Mother Father 0.176 0.187 0.347 -0.192 0.545

When moving focus on children gender, results (see Table 4.15 and Table 4.16)
indicated that British parents’ ratings of football books for boys (M=3.641, SD=0.141)
and girls (M=2.909, SD=0.147) were significantly different, F (1, 216) = 12.92, p <
0.001. British parents’ ratings of books about princess/dolls for boys (M=2.174,
SD=0.14) and girls (M=2.948, SD=0.147) were significantly different, F (1, 216) =
14.54, p < 0.001. British parents’ ratings of fairy tales for boys (M=2.8, SD=0.129)
and girls (M =3.317, SD=0.135) were significantly different, F (1, 216) = 7.652, p =
0.006. However, the differences between British parents’ ratings of gymnastics books
for boys (M=2.186, SD=0.157) and girls (M=2.601, SD=0.164) were not significant, F
(1, 216) = 3.347, p = 0.069. This means British parents were more likely to
recommend football books to boys than to girls. While British parents were more
likely to recommend books about princess, dolls and fairy tales to girls than to boys. It
is worth noting that despite British parents tended recommend football books to boys,
British parents of girls gave a relatively higher rating score to football books,
indicating that football books were also favoured by British parents of girls, although
not as popular as fairy tales. Similarly, although British parents tended to recommend
fairy tales to girls, fairy tales also received a higher rating score from British parents

of boys, suggesting that British parents were happy to see boys reading fairy tales.



Table 4.15: Univariate Tests

British parents’ ratings of book topics, by children’s gender
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Sum of Mean
Topic df F P Partial n2
Squares Square
Football Contrast 12.668 1 12.668 12.92 0 0.056
Error 211.789 216 0.981
Princess/Doll Contrast 14.15 1 14.15 14.54 0 0.063
Error 210.209 216 0.973
Gymnastics Contrast 4.062 1 4.062 3.347 0.069 0.015
Error 262.134 216 1.214
Fairy tales Contrast 6.312 1 6.312 7.652 0.006 0.034
Error 178.192 216 0.825

Table 4.16: Estimates
British parents’ ratings of book topics, by children’s gender

95% Confidence Interval

Children's gender Topic

Boy

Girl

Football

Princess/Doll

Gymnastics

Fairy tales
Football

Princess/Doll

Gymnastics

Fairy tales

Mean
3.641
2.174
2.186
2.8

2.909
2.948
2.601
3.317

Std. Error
0.141
0.14
0.157
0.129
0.147
0.147
0.164
0.135

Lower Bound
3.364
1.897
1.877
2.546
2.618
2.659
2.277
3.051

Upper Bond
3.919

2.45

2.494

3.055

3.199

3.238

2.924

3.584

Pairwise comparisons using Bonferroni correction (see Table 4.17) have also revealed

that there were no significant differences between British parents’ ratings of

gymnastics books for boys and girls (p = 0.064). In addition, British parents’ ratings

of football books, princess/doll books and fairy tales were significantly different

depending on children’s gender (p <0.01). Moreover, the gap between British parents’

ratings of books about princess or dolls for boys and girls was the biggest, followed

by football books, fairy tales and gymnastics books. This means British parents were

far more likely to recommend books about princess or dolls to girls than to boys, and

British parents were far more likely to recommend football books to boys than to
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girls.
Table 4.17: Pairwise Comparisons
British parents’ ratings of book topics, by children’s gender
95% Confidence Interval for Difference
Mean
) (DChildren's (J)Children's ) Lower Upper
Topic Difference Std. Error  p
gender gender Bound Bound
Q)
Football Boy Girl 0.733 0.204 0.000  0.331 1.135
Princess/Doll Boy Girl -0.774 0.203 0.000  -1.175 -0.374
Gymnastics Boy Girl 0415 0.227 0.069  -0.862 0.032
Fairy tales Boy Girl -0.517 0.187 0.006  -0.886 -0.149

Data from multivariate tests, F (6, 430) = 0.684, p = 0.663, and tests of
within-subjects effects, F (5.043, 544.658) = 0.872, p = 0.5 (see Table 4.10 and Table
4.12) suggested that the main effect of British parents’ education levels on British
parents’ ratings of book topics was not significant. However, data from univariate
tests (Table 4.18) indicated that British parents’ ratings of princess/doll books, F (2,
216) = 3.447, p = 0.034 and fairy tales F (2, 216) = 4.437, p = 0.013 varied depending
on British parents’ education levels. As multivariate tests are considered more robust
in repeated measures ANOVA analyses, the multivariate results were used as the
primary basis for interpretation. Therefore, overall, British parents’ education levels

did not have a significant effect on parents’ ratings of book topics.

Table 4.19 indicated that British parents with an upper secondary degree gave a higher
rating score to princess/doll books than parents with a below-upper secondary degree
(p = 0.042). British parents with a tertiary degree also gave a higher rating score to
princess/doll books than parents with a below-upper secondary degree (p = 0.009).
Similarly, fairy tales also received a higher rating score from British parents with an
upper secondary degree (p = 0.04) and British parents with a tertiary degree (p =
0.004) than British parents with a below-upper secondary degree. This means British

parents with an upper secondary degree (p = 0.04) and British parents with a tertiary
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degree (p = 0.004) were more likely than British parents with a below-upper

secondary degree to recommend books about princess/ dolls and fairy tales to their

children.
Table 4.18: Univariate Tests
British parents’ ratings of book topics, by parents’ education levels
Sum of Mean
Topic df F P Partial n2
Squares Square
Football Contrast 2.533 2 1.267 1.292 0.277 0.012
Error 211.789 216 0.981
Princess/Doll Contrast 6.709 2 3.355 3.447 0.034 0.031
Error 210.209 216 0.973
Gymnastics Contrast 0.759 2 0.38 0.313 0.732 0.003
Error 262.134 216 1.214
Fairy tales Contrast 7.321 2 3.66 4.437 0.013 0.039
Error 178.192 216 0.825

Regarding the interaction effect, both data from multivariate tests , F (6, 430) = 3.158,

p = 0.005 and within-subjects tests, F (5.043, 544.658) = 3.359, p = 0.005, suggested

that the interaction effect between British parents’ gender and British parents’

education levels on parents’ ratings of book topics was significant. This means British

parents’ ratings of book topics varied depending on British parents’ education levels.

British parents with an upper secondary degree and British parents with a tertiary

degree were more likely than parents with a below-upper secondary degree to

recommend princess/ dolls books and fairy tales to their children.



Table 4.19: Pairwise Comparisons

British parents’ ratings of book topics, by parents’ education levels
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95% Confidence Interval for Difference

Mean
Topics (Dparents’ education (J) parents’ education Difference Std.Error  p Lower Upper
levels levels Bound Bound
d-J)

Football Below upper-secondary ~ Upper-secondary -0.085 0.296 0.775 -0.668 0.499

Tertiary education -0.303 0.264 0.253 -0.823 0.218

Upper-secondary Below upper-secondary 0.085 0.296 0.775 -0.499 0.668

Tertiary education -0.218 0.172 0.207 -0.558 0.121

Tertiary education Below upper-secondary 0.303 0.264 0.253 -0.218 0.823

Upper-secondary 0.218 0.172 0.207 -0.121 0.558
Princess/doll Below upper-secondary ~ Upper-secondary -0.603 0.295 0.042 -1.184 -0.022
Tertiary education -0.689 0.263 0.009 -1.208 -0.171

Upper-secondary Below upper-secondary 0.603 0.295 0.042 0.022 1.184

Tertiary education -0.086 0.172 0.615 -0.425 0.252

Tertiary education Below upper-secondary 0.689 0.263 0.009 0.171 1.208

Upper-secondary 0.086 0.172 0.615 -0.252 0.425

Gymnastics Below upper-secondary ~ Upper-secondary -0.116 0.329 0.726 -0.765 0.533

Tertiary education -0.204 0.294 0.487 -0.784 0.375

Upper-secondary Below upper-secondary 0.116 0.329 0.726 -0.533 0.765

Tertiary education -0.089 0.192 0.644 -0.466 0.289

Tertiary education Below upper-secondary 0.204 0.294 0.487 -0.375 0.784

Upper-secondary 0.089 0.192 0.644 -0.289 0.466
Fairy tales Below upper-secondary ~ Upper-secondary -0.561 0.271 0.04 -1.096 -0.026
Tertiary education -.709 0.242 0.004 -1.186 -0.231

Upper-secondary Below upper-secondary 0.561 0.271 0.04 0.026 1.096

Tertiary education -0.148 0.158 0.351 -0.459 0.164

Tertiary education Below upper-secondary 0.709 0.242 0.004 0.231 1.186

Upper-secondary 0.148 0.158 0.351 -0.164 0.459
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4.2.1.1.3 British parents’ ratings of the sex of characters on books
Univariate tests were conducted to further examine the main effect of British parents’
gender, British children’s gender and British parents’ education levels on British

parents’ ratings of the sex of characters on books.

When performing multivariate tests, we found a significant main effect of British
parents’ gender, F (1, 226) = 9.504, p = 0.002, on British parents’ ratings of the sex of
characters. However, results from univariate tests suggested that the effects of
British parent’s gender on British parents’ ratings of both books with male
characters ,F (1, 216) = 3.261, p = 0.072, and books with female characters F (1, 216)
=305, p = 0.581, were not significant (see Table 4.20). Similarly, results from
pairwise comparisons also suggested that there were no significant differences
between British fathers’ and British mothers’ ratings of both books with male
characters and books with female character (see Table 4.21). The multivariate results
were then taken as the main criterion because multivariate statistics provide a more
conservative and reliable evaluation of effects in repeated-measures ANOVA designs.
As a result, the effect of British parents’ gender on British parents’ ratings of the sex

of characters was significant.

Table 4.20: Univariate Tests
British parents’ ratings of the sex of characters on books, by parent’s gender

Sum of
Sex of character df Mean Square  F P Partial n2
Squares
Male Contrast 1.868 1 1.868 3.261 0.072 0.015
Error 123.731 216 0.573
Female Contrast 0.193 1 0.193 0.305 0.581 0.001

Error 136.817 216 0.633
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Table 4.21: Pairwise Comparisons
British parents’ ratings of the sex of characters on books, by parents’ gender

95% Confidence Interval for

Difference
Mean
Sex of (I)Parents' (J)Parents’ Lower Upper
Difference Std. Error  p
character gender gender ) Bound Bound
Male Father Mother -0.281 0.156 0072 -0.588 0.026
Female Father Mother 0.091 0.164 0.581 -0.232 0.413

Univariate tests were also conducted to examine exactly how British children’s gender
influences British parents’ ratings of the sex of characters on book covers. Results
revealed that the main effect of British children’s gender on British parents’ ratings of
books with female characters was significant F (1, 216) = 17.87, p < 0.001. Whereas
the main effect of British children’s gender on British parents’ ratings of books with
male characters was not significant F (1, 216) = 1.743, p = 0.188 (see Table 4.22),
suggesting that overall, the main effect of British children’s gender on British parents’

ratings of books with female characters was significant.

Table 4.22: Univariate Tests
British parents’ ratings of the sex of characters on books, by children’s gender

Sex of Sum of Mean

character Squares a Square F P Partial n2

Male Contrast 0.998 1 0.998 1.743 0.188 0.008
Error 123.731 216 0.573

Female Contrast 11319 1 11319 17.870 0.000 0.076
Error 136.817 216 0.633

Data from British parents’ mean ratings of the sex of characters on books have shown
that British parents of boys gave a higher rating score to books with female characters
(M=2.716, SD= 0.113) than books with male characters (M=2.648, SD= 0.108) (see

Table 4.23). This was probably due to the topics we chose for this study. As books
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about princesses, dolls, gymnastics and fairy tales are usually stereo-typically typed to

female characters, parents then chose these books to their children.

Table 4.23: Estimates
British parents’ ratings of the sex of characters on books, by children’s gender

95% Confidence Interval

Children's gender Sex of character Mean
Boy Male 2.684
Female 2716
Girl Male 2.478
Female 3.409

Std. Error

0.108
0.113
0.113
0.119

2.472
2.493
2.256
3.175

Lower Bound

Upper Bond

2.896
2.939
2.701
3.643

Table 4.24: Pairwise Comparisons

British parents’ ratings of the sex of characters on books, by children’s gender

95% Confidence Interval for

Difference

Mean
Sex of (DChildren's (J)Children's Std. Lower Upper

Difference p
character gender gender ) Error Bound Bound
Male Boy Girl 0.206 0.156 0.188 -0.101 0.206
Female Boy Girl -0.693 0.164 0.000 -1.016 -0.693
Pairwise comparisons using Bonferroni correction (see Table 4.24) have also

suggested that British parents’ ratings of books with female characters were

significantly different by children’s gender (p <0.001). While British parents’ ratings

of books with male characters were not significantly different by children’s gender (p

= (0.188). This means British parents tended to choose books with female characters to

girls than to boys. However, the difference between British parents of boys and

parents of girls on the selections of books with male characters was not significant,

suggesting parents were happy to see girls read books with male characters.
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Despite data from multivariate tests F (2, 216) = 2.339, p = 0.099 and tests of
within-subjects effects, F (2, 216) = 2.339, p = 0.099 (see Table 4.10 and Table 4.12)
suggested that the main effect of British parents’ education levels on British parents’
ratings of the sex of characters on books was not significant. However, data from
univariate tests (Table 4.25) revealed that the main effect of British parents’ education
levels on British parents’ratings of books with male characters was significant , F (2,
216) = 3913, p = 0.021. Although Results from multivariate tests and tests of
within-subjects effects were not significant, univariate analyses were conducted to
explore differences across individual parent’s education level, which indicated that
British parents’ ratings of the sex of characters on books varied depending on British

parents’ education levels.

Data from pairwise comparisons (Table 4.26) indicated that British parents with an
upper secondary degree gave a higher rating score to books with male characters than
British parents with a below-upper secondary degree (p = 0.024). British parents with
a tertiary degree also gave a higher rating score to books with male characters than

parents with a below-upper secondary degree (p = 0.006).

Regard the interaction effect, as data from both multivariate tests and within-subjects
effects suggested that the interaction effect between British parents’ gender and
British parents’ education levels on parents’ ratings of the sex of characters on books
was significant F (2, 216) = 4.934, p = 0.008, suggesting that British parents’ ratings
of books with male characters varied depending on British parents’ education levels.
Parents with a higher education level were more likely than parents with a lower

education levels to recommend books with male characters to their children.



Table 4.25: Univariate Tests

British Parents’ ratings of the sex of characters on books, by parents’ education levels
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Sum of
Sex of character df Mean Square  F P Partial n2
Squares
Male Contrast 4.483 2 2.241 3.913 0.021 0.035
Error 123.731 216 0.573
Female Contrast 3.305 2 1.652 2.609 0.076 0.024
Error 136.817 216 0.633

Table 4.26: Pairwise Comparisons

British Parents’ ratings of the sex of characters on books, by parents’ education levels

95% Confidence Interval for Difference

Sex of characters (Dparents’ education (J) parents’ education ll\)/[ii;:rence Std. Error  p Lower Upper
levels levels Bound Bound
d-J)
Male Below upper-secondary ~ Upper-secondary -0.515 0.226 0.024 -0.961 -0.069
Tertiary education -0.565 0.202 0.006 -0.963 -0.167
Upper-secondary Below upper-secondary 0.515 0.226 0.024 0.069 0.961
Tertiary education -0.05 0.132 0.707 -0.309 0.21
Tertiary education Below upper-secondary 0.565 0.202 0.006 0.167 0.963
Upper-secondary 0.05 0.132 0.707 -0.21 0.309
Female Below upper-secondary ~ Upper-secondary -0.167 0.238 0.483 -0.636 0.302
Tertiary education -0.388 0.212 0.069 -0.806 0.03
Upper-secondary Below upper-secondary 0.167 0.238 0.483 -0.302 0.636
Tertiary education -0.221 0.138 0.112 -0.494 0.052
Tertiary education Below upper-secondary 0.388 0.212 0.069 -0.03 0.806
Upper-secondary 0.221 0.138 0.112 -0.052 0.494

4.2.1.1.4 Are British parents more likely to recommend books that they know to

their children?

A Spearman’s Rho correlation was used to examine whether British parents tend to

recommend books that they know to their children. Data revealed weak positive

significant results on book with male characters, rs (228) = 0.279, p < 0.001, football
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book with female characters rs (228) = 0.232, p < 0.001, princess/doll book with
female characters, rs (228) = 0.165, p = 0.013, gymnastics book with male character
rs (228) = 0.150, p = 0.023, gymnastics book with male character, rs (228) = 0.165, p
= 0.013], fair tales with male character, rs (228) = 0.148, p = 0.026], fair tales with
female character rs (228) = 0.155, p = 0.019. There was a positive no significant
results on princess/doll book with male characters , rs (228) = 0.123, p = 0.064. This
means in general, British parents tended to recommend books books that they know to

their children, however, this correlation was very weak.

4.2.1.2 British parents’ book selection behaviour for children

4.2.1.2.1 Factors that are affecting British parents’ book selection behaviour for
children

One of the goals of this study was to explore factors that influence parents’ book
selection behaviour for children. In order to explore factors that are affecting parents’
book selection behaviour for their children, we asked parents to answer how much are
the books they select for their children influenced by (1) online reviews,
(2)grandparents, (3)friends with children of the same age, (4) other children, (5)

teachers, (6) parents’ friends and (7) children’s gender.

Table 4.27 reports that in the UK, parents’ mean ratings of the seven factors that
influence parents’ book selection behaviour for their children. The average score of
each item revealed that teachers (M=4.08, SD=1.34) had the greatest effect on parents’
book selection behaviour for children. This was followed by child’s gender (M=3.71,
SD=1.64), friends with children of the same age (M=3.70, SD=1.30), other children
(M=3.57, SD=1.34), online review (M=3.18, SD=1.43), parents’ friends (M=3.04,
SD=1.31). Grandparents (M=2.54, SD=1.30) had the least impact on parents’ book

selection behaviour for children.
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Table 4.27: British parents’ mean ratings and SD of factors
that affect parents’ book selection behaviour for their children

Factors Mean SD N

Online reviews 3.18 1.43 228
Grandparents 2.54 1.30 228
Friends with children of the same age 3.70 1.30 228
Other children 3.57 1.34 228
Parents’ friends 3.04 1.31 228
Teachers 4.08 1.34 228
Child’s gender 3.71 1.64 228

4.2.1.2.2 British parents’ gender, children’s gender, and factors that are affecting
parents’ book selection behaviour for children

A multivariate analysis was conducted to examine the effect of parents’ gender and
children’s gender on parents’ ratings of factors that influence parents’ book selection
behaviour for their children. The results of Pillai’s trace as a test statistic appear in

Table 4.28.

Results from Table 4.28 revealed that in the UK, the main effect of parents’ gender on
parents’ ratings of factors that affect parents’ book selection behaviour for children
was significant, F (7, 210 ) = 182.16, p < 0. However, the main effect of children’s
gender on parents’ ratings of factors that affect parents’ book selection behaviour for
children was not significant, F (7, 210 ) = 0.842, p = 0.553. The main effect of parents’
education levels on parents’ ratings of factors that affect parents’ book selection
behaviour for children was not significant, neither , F (7, 210 ) = 0.842, p = 0.553. We
also observed a non-significant interaction effect between parents’ gender and
children’s gender parents’ ratings of the seven factors , F (14, 422 ) =1.69, p = 0.055 .
A non-significant interaction effect between parents’ gender and parents’ education
levels on parents’ ratings of the seven factors, F (14, 422 ) = 1.69, p = 0.055. A

non-significant interaction effect between children’s gender and parents’ education
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levels on parents’ ratings of the seven factors , F (14, 422 ) = 0.896, p = 0.442, and a
non-significant interaction effect between parents’ gender, children’s gender and

parents’ education levels on parents' gender on parents’ ratings of factors the seven

factor, F (14, 422 ) = 0.896, p = 0.563.

Table 4.28: Multivariate Tests
British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender, children’s gender and parent’s education levels

Effect Value F Hypothsis df  Error df P Partial 2

Parents’gender Pillai’s Trace 0.859 182.160 7 210 0 0.859
Children’s gender Pillai’s Trace 0.027 0.842 7 210 0.553 0.027
Parents’ education levels Pillai’s Trace 0.013 0.387 7 210 0.909 0.013
Parents’gender*Children’s gender Pillai’s Trace 0.106 1.69 14 422 0.055 0.053
Parents’gender*Parents’ education levels Pillai’s Trace 0.014 0.441 7 210 0.876 0.014
Children’s gender*Parents’ education

Pillai’s Trace 0.065 1.01 14 422 0.442 0.032
levels
Parents’gender*Children’s gender*

Pillai’s Trace 0.058 0.896 14 422 0.563 0.029

Parents’ education levels

Univariate tests were used to further examine exactly how parents’ gender, children’s
gender and parents’ education levels influence parents’ ratings of the seven factors

that affect their book selection behaviour for children.

Despite data from multivariate tests have shown that the main effect of parents’
gender on parents’ ratings of factors that affect parents’ book selection behaviour for
children was significant, F (7,210 ) = 182.16, p < 0 (see Table 4.28). However, results
from tests of between-subject effects (see Table 4.29) indicated that there was no
significant effect of parents’ gender on each factor. Data from univariate tests and
pairwise comparisons (see Table 4.30 and Table 4.31) also revealed that there was no
significant effect of parents’ gender on parents’ ratings of each factor. It is worth
noting that univariate analyses were conducted to explore differences across

individual parent’s gender, which indicated that British parents’ gender has no effect
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on British parents’ ratings of factors that affect parents’ book selection behaviour for

children.

Table 4.29: Test of Between-Subjects Effect
British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender, children’s gender and parent’s education levels

Type 111
Source Dependent variables Sums of  df Mean F P Partial 2
Squares Square

Parents’ gender Online reviews 4.045 1 4.045 1.998 0.159 0.009
Grandparents 0.374 1 0.374 0.225 0.635 0.001
Friends with children of the same age 0.609 1 0.609 0.361 0.549 0.002
Other children 0.992 1 0.992 0.54 0.463 0.002
Parents’ friends 0.005 1 0.005 0.003 0.958 0
Teachers 0.06 1 0.06 0.033 0.855 0
Child’s gender 2.1 1 2.1 0.78 0.378 0.004

Children’s gender Online reviews 0.182 1 0.182 0.09 0.764 0
Grandparents 0.001 1 0.001 0.001 0.98 0
Friends with children of the same age 0.912 1 0.912 0.54 0.463 0.002
Other children 1.758 1 1.758 0.957 0.329 0.004
Parents’ friends 2.605 1 2.605 1.483 0.225 0.007
Teachers 0.359 1 0.359 0.199 0.656 0.001
Child’s gender 1.523 1 1.523 0.566 0.453 0.003

Parents’ education levels Online reviews 7.794 2 3.897 1.925 0.148 0.018
Grandparents 19.528 2 9.764 5.887 0.003 0.052
Friends with children of the same age 4.366 2 2.183 1.292 0.277 0.012
Other children 1.207 2 0.603 0.328 0.72 0.003
Parents’ friends 1.902 2 0.951 0.541 0.583 0.005
Teachers 5.23 2 2.615 1.447 0.238 0.013
Child’s gender 14.42 2 7.21 2.68 0.071 0.024

Parents’ gender * Children’s Online reviews 0.084 1 0.084 0.041 0.839 0

gender Grandparents 0.506 1 0.506 0.305 0.581 0.001
Friends with children of the same age 0.485 1 0.485 0.287 0.593 0.001
Other children 1.226 1 1.226 0.667 0.415 0.003
Parents’ friends 0.14 1 0.14 0.08 0.778 0
Teachers 1.623 1 1.623 0.898 0.344 0.004
Child’s gender 0.124 1 0.124 0.046 0.83 0




Table 4.29: Test of Between-Subjects Effect (Continued)
British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender, children’s gender and parent’s education levels
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Type 111
Source Dependent variables Sums of  df Mean P Partial 2
Squares Square
Parents’ gender * Parents’ Online reviews 5.771 2 2.886 1.425 0.243 0.013
Education levels Grandparents 2.465 2 1.233 0.743 0.477 0.007
Friends with children of the same age 1.188 2 0.594 0.352 0.704 0.003
Other children 0.339 2 0.17 0.092 0.912 0.001
Parents’ friends 1.601 2 0.8 0.456 0.635 0.004
Teachers 4.631 2 2316 1.281 0.28 0.012
Child’s gender 5.11 2 2.555 0.95 0.388 0.009
Children’s gender*Parents’ Online reviews 2.661 2 1.331 0.657 0.519 0.006
Education levels Grandparents 1.579 2 0.79 0.476 0.622 0.004
Friends with children of the same age 1.793 2 0.896 0.531 0.589 0.005
Other children 0.111 2 0.056 0.03 0.97 0
Parents’ friends 5.18 2 2.59 1.474 0.231 0.013
Teachers 0.561 2 0.281 0.155 0.856 0.001
Child’s gender 2.264 2 1.132 0.421 0.657 0.004
Parents’ gender * Online reviews 4.92 2 2.46 1.215 0.299 0.011
Children’sgender* Grandparents 1.467 2 0.733 0.442 0.643 0.004
Parents’ education levels Friends with children of the same age 4.602 2 2.301 1.362 0.258 0.012
Other children 1.719 2 0.859 0.468 0.627 0.004
Parents’ friends 0.227 2 0.114 0.065 0.937 0.001
Teachers 0.375 2 0.187 0.104 0.902 0.001
Child’s gender 0.515 2 0.257 0.096 0.909 0.001




Table 4.30: Univariate Tests
British parents’ ratings of factors that affect parents’ book selection behaviour for their children,
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by parents’ gender
Sex of character Sum of df Mean P Partial n2
Squares Square

Online review Contrast 4.045 1 4.045 1.998 0.159 0.009
Error 437.331 216 2.025

Grandparents Contrast 0.374 1 0.374 0.225 0.635 0.001
Error 358.244 216 1.659

Friends with children Contrast 0.609 1 0.609 0.361 0.549 0.002

of the same age Error 364.874 216 1.689

Other friends Contrast 0.992 1 0.992 0.54 0.463 0.002
Error 396.842 216 1.837

Parents’ friends Contrast 0.005 1 0.005 0.003 0.958 0
Error 379.473 216 1.757

Teachers Contrast 0.06 1 0.06 0.033 0.855 0
Error 390.356 216 1.807

Children’s gender Contrast 2.1 1 2.1 0.78 0.378 0.004
Error 581.111 216 2.69

Table 4.31: Pairwise Comparisons

British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender
95% Confidence Interval for Difference
Mean
Lower Upper
Dependent variable (Dparents’ gender (J) parents’ gender Difference Std. Error  p
(w)) Bound Bound

Online reviews Father Mother -0.414 0.293 0.159 -0.991 0.163

Mother Father 0.414 0.293 0.159 -0.163 0.991
Grandparents Father Mother -0.126 0.265 0.635 -0.648 0.397

Mother Father 0.126 0.265 0.635 -0.397 0.648
Friends with children  Father Mother 0.161 0.268 0.549 -0.367 0.688
of the same age Mother Father -0.161 0.268 0.549 -0.688 0.367
Other children Father Mother 0.205 0.279 0.463 -0.345 0.755

Mother Father -0.205 0.279 0.463 -0.755 0.345
Parents’ friends Father Mother -0.014 0.273 0.958 -0.552 0.524

Mother Father 0.014 0.273 0.958 -0.524 0.552
Teachers Father Mother 0.051 0.277 0.855 -0.495 0.596

Mother Father -0.051 0.277 0.855 -0.596 0.495
Child’s gender Father Mother 0.298 0.338 0.378 -0.367 0.964

Mother Father -0.298 0.338 0.378 -0.964 0.367




Table 4.32: Univariate Tests
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British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by children’s gender

Sex of character Sum of df Mean P Partial n2
Squares Square

Online review Contrast 0.182 1 0.182 0.09 0.764 0
Error 437.331 216 2.025

Grandparents Contrast 0.001 1 0.001 0.001 0.98 0
Error 358.244 216 1.659

Friends with children Contrast 0.912 1 0.912 0.54 0.463 0.002

of the same age Error 364.874 216 1.689

Other friends Contrast 1.758 1 1.758 0.957 0.329 0.004
Error 396.842 216 1.837

Parents’ friends Contrast 2.605 1 2.605 1.483 0.225 0.007
Error 379.473 216 1.757

Teachers Contrast 0.359 1 0.359 0.199 0.656 0.001
Error 390.356 216 1.807

Children’s gender Contrast 1.523 1 1.523 0.566 0.453 0.003
Error 581.111 216 2.69

Table 4.33: Pairwise Comparisons

British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by children’s gender

95% Confidence Interval for Difference

Mean
Lower Upper
Dependent variable (Dparents’ gender (J) parents’ gender Difference Std. Error  p
() Bound Bound
Online reviews Boy Girl -0.088 0.293 0.764 -0.665 0.49
Girl Boy 0.088 0.293 0.764 -0.49 0.665
Grandparents Boy Girl 0.007 0.265 0.98 -0.516 0.529
Girl Boy -0.007 0.265 0.98 -0.529 0.516
Friends with children =~ Boy Girl 0.197 0.268 0.463 -0.331 0.724
of the same age Girl Boy -0.197 0.268 0.463 -0.724 0.331
Other children Boy Girl 0.273 0.279 0.329 -0.277 0.823
Girl Boy -0.273 0.279 0.329 -0.823 0.277
Parents’ friends Boy Girl 0.332 0.273 0.225 -0.206 0.87
Girl Boy -0.332 0.273 0.225 -0.87 0.206
Teachers Boy Girl 0.123 0.277 0.656 -0.422 0.669
Girl Boy -0.123 0.277 0.656 -0.669 0.422
Child’s gender Boy Girl 0.254 0.338 0.453 -0.412 0.92
Girl Boy -0.254 0.338 0.453 -0.92 0.412
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Accord with the results from multivariate tests, results from tests of between- subject

effects has also indicated that there was no significant effect of children’s gender on

each factor. Results from univariate tests and pairwise comparisons (see Table 4.32

and Table 4.33) also indicated that there was no significant effect of children’ gender

on each factor. This means parents who have a son and parents who have a daughter

had similar perceptions of factors that influence their book selection behaviour for

children.

Table 4. 34: Univariate Tests

British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ education levels

Sex of character Sum of df Mean F P Partial n2
Squares Square

Online review Contrast 7.794 2 3.897 1.925 0.148 0.018
Error 437.331 216 2.025

Grandparents Contrast 19.528 2 9.764 5.887 0.003 0.052
Error 358.244 216 1.659

Friends with children Contrast 4.366 2 2.183 1.292 0.277 0.012

of the same age Error 364.874 216 1.689

Other friends Contrast 1.207 2 0.603 0.328 0.72 0.003
Error 396.842 216 1.837

Parents’ friends Contrast 1.902 2 0.951 0.541 0.583 0.005
Error 379.473 216 1.757

Teachers Contrast 523 2 2.615 1.447 0.238 0.013
Error 390.356 216 1.807

Child’s gender Contrast 14.42 2 7.21 2.68 0.071 0.024
Error 581.111 216 2.69

Despite results from multivariate tests suggested that the main effect of parents’

education levels on parents’ ratings of factors that affect parents’ book selection

behaviour for children was not significant, F (7, 210 ) = 0.842, p = 0.553. However,

results from univariate tests (Table 4.34) revealed that the effect of parents’

education levels on parents’ rating of “grandparents” was significant, F (2, 216) =

5.877, p = 0.003.
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To further examine the main effect of parents’ education levels on parents’ ratings of
“grandparents”, we applied the results from pairwise caparisons. Table 4.35 indicated
that the ratings of “grandparents” between parents with a below upper secondary’s
degree and parents with a tertiary education’s degree were statistically significant (p =
0.003). This means when selecting books for children, parents with a below
upper-secondary degree were more likely than parents with tertiary education degree

to be influenced by children’s grandparents.



Table 4.35: Pairwise Comparisons
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British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ education levels

95% Confidence Interval for Difference

Dependent variable (Dparents’ education (J) parents’ education z[ii":rence Std.Error  p Lower Upper
levels levels Bound Bound
d-J)
Online reviews Below upper-secondary ~ Upper-secondary 0.45 0.425 0.874 -0.576 1.476
Tertiary education -0.034 0.38 1 -0.95 0.882
Upper-secondary Below upper-secondary -0.45 0.425 0.874 -1.476 0.576
Tertiary education -0.484 0.248 0.156 -1.081 0.113
Tertiary education Below upper-secondary 0.034 0.38 1 -0.882 0.95
Upper-secondary 0.484 0.248 0.156 -0.113 1.081
Grandparents Below upper-secondary ~ Upper-secondary 0.396 0.385 0.914 -0.533 1.325
Tertiary education -0.36 0.343 0.886 -1.189 0.468
Upper-secondary Below upper-secondary -0.396 0.385 0.914 -1.325 0.533
Tertiary education -756* 0.224 0.003 -1.297 -0.216
Tertiary education Below upper-secondary 0.36 0.343 0.886 -0.468 1.189
Upper-secondary 7156* 0.224 0.003 0.216 1.297
Friends with children =~ Below upper-secondary ~ Upper-secondary 0.009 0.388 1 -0.929 0.946
of the same age Tertiary education -0.315 0.347 1 -1.152 0.521
Upper-secondary Below upper-secondary -0.009 0.388 1 -0.946 0.929
Tertiary education -0.324 0.226 0.46 -0.869 0.222
Tertiary education Below upper-secondary 0.315 0.347 1 -0.521 1.152
Upper-secondary 0.324 0.226 0.46 -0.222 0.869
Other children Below upper-secondary ~ Upper-secondary -0.074 0.405 1 -1.051 0.903
Tertiary education -0.219 0.362 1 -1.091 0.654
Upper-secondary Below upper-secondary 0.074 0.405 1 -0.903 1.051
Tertiary education -0.145 0.236 1 -0.714 0.424
Tertiary education Below upper-secondary 0.219 0.362 1 -0.654 1.091
Upper-secondary 0.145 0.236 1 -0.424 0.714
Parents’ friends Below upper-secondary ~ Upper-secondary 0.012 0.396 1 -0.944 0.967
Tertiary education -0.204 0.354 1 -1.057 0.649
Upper-secondary Below upper-secondary -0.012 0.396 1 -0.967 0.944
Tertiary education -0.215 0.231 1 -0.772 0.341
Tertiary education Below upper-secondary 0.204 0.354 1 -0.649 1.057
Upper-secondary 0.215 0.231 1 -0.341 0.772




Table 4.35: Pairwise Comparisons (continued)
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British parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ education levels

95% Confidence Interval for Difference

Dependent variable (Dparents’ education (J) parents’ education z[ief?:rence Std.Error  p Lower Upper
levels levels Bound Bound
d-J)
Teachers Below upper-secondary ~ Upper-secondary 0.144 0.402 1 -0.825 1.114
Tertiary education -0.239 0.359 1 -1.104 0.626
Upper-secondary Below upper-secondary -0.144 0.402 1 -1.114 0.825
Tertiary education -0.383 0.234 0.308 -0.947 0.181
Tertiary education Below upper-secondary 0.239 0.359 1 -0.626 1.104
Upper-secondary 0.383 0.234 0.308 -0.181 0.947
Children’s gender Below upper-secondary ~ Upper-secondary 0.947 0.49 0.164 -0.236 2.13
Tertiary education 1.012 0.437 0.065 -0.043 2.068
Upper-secondary Below upper-secondary -0.947 0.49 0.164 -2.13 0.236
Tertiary education 0.065 0.285 1 -0.623 0.754
Tertiary education Below upper-secondary -1.012 0.437 0.065 -2.068 0.043
Upper-secondary -0.065 0.285 1 -0.754 0.623

4.2.1.2.3 How much are books children prefer reading stereo-typically typed to

their gender?

To better understand how gender stereotypical thinking of parents effect on parents

book selection behaviour for their children,we asked parents two more questions as

supplementary. The first question was “How much are the books your child prefers

reading stereo-typically typed to his(her) gender?”

Table 4.36: Frequency of British parental response to the question

“How much are the books your child prefers reading stereo-typically typed to his(her) gender?”

Response Frequency Percent
Never 17 7.5%
Rarely 27 11.8%
Occasionally 38 16.7%
Sometimes 51 22.4%
Frequently 47 20.6%
Usually 43 18.9%
Every time 5 2.2%
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When asked about how much books children prefer reading are stereo-typically typed
to their gender, few parents reported “every time” (2.2%) and “never” (7.5%). Around
a quarter of parents responded with “rarely” (11.8%). Most parents reported that
books their children prefer reading “sometimes”(22.4%), “frequently”(20.6%), and
“usually” (18.9%) typed to children’s gender (see Table 4.36). The results
demonstrated that for the majority of time, boys prefer “boy’s books” and girls prefer

“girls’ books”.

An univariate analysis was used to investigate the effect of parents’ gender and
parents’ education levels on parents’ ratings of the question “How much books
children prefer reading are stereo-typically typed to their gender”. Descriptive data

are shown in Table 4.37.

Table 4.37: Mean ratings of British parental responses to the question
“How much are the books your child prefers reading stereo-typically typed to his(her) gender?”
by parents’ gender and parents’ education levels

Parents' gender Parents’ education levels Mean Std. Error N

Father Below upper-secondary 5.50 1.225 6
Upper-secondary 4.42 1.301 26
Tertiary education 3.79 1.561 82
Total 4.03 1.543 114

Mother Below upper-secondary 5.00 1.477 12
Upper-secondary 3.78 1.734 18
Tertiary education 3.93 1.574 84

Total 4.02 1.613 114
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Table 4.38: Test of Between- Subjects Effects
British parental responses to the question
“How much are the books your child prefers reading stereo-typically typed to his(her) gender?”
by parents’ gender and parents’ education levels

Type 1II Sums of Mean

Source df F P Partial n2
Squares Square
Parents’ gender 2.768 1 2.768 1.164 0.282 0.005
Parents’ education levels 28.647 2 14.324 6.022 0.003 0.051
Parents’ gender * Parents’
6.01 2 3.005 1.263 0.285 0.011
education levels
Error 528.004 222 2.378 528.004 222

Results (Table 4.38) indicated that the main effect of parents’ gender on parental
responses to the question of “how much books children prefer reading are
stereo-typically typed to their gender” was not significant, F (1, 222) = 1.164, p =
0.282. While the main effect of parents’ education levels on parental responses to the
question of “how much books children prefer reading are stereo-typically typed to

their gender” was significant , F (2, 222) = 6.022, p = 0.003.

The interaction effect between parents’ gender and parents’ educations on parental
responses to the question of “how much books children prefer reading are
stereo-typically typed to their gender” was not significant, F (2, 222) = 1.263, p = 0.
285.
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Table 4.39: Pairwise comparisons
British Parental responses to the question
“How much are the books your child prefers reading stereo-typically typed to his(her) gender?”
by parents’ education levels

95% Confidence Interval for Difference

Mean
(Dparents’ education ii:la;rents education Difference Std. Error  p I];Z\;v;rl Eii:l
d-J)
Below upper-secondary ~ Upper-secondary 1.150 0.452 0.035 0.059 2.241
Tertiary education 1.389 0.404 0.002 0.416 2.363
Upper-secondary Below upper-secondary -1.150 0.452 0.035 -2.241 -0.059
Tertiary education 0.24 0.265 1 -0.399 0.879
Tertiary education Below upper-secondary -1.389 0.404 0.002 -2.363 -0.416
Upper-secondary -0.24 0.265 1 -0.879 0.399

Pairwise comparisons were performed to further explore the main effect of parents’
education levels on parental responses to the question of “how much books children
prefer reading are stereo-typically typed to their gender”. Results from pairwise
comparisons indicated that the ratings of the questions “How much are the books your
child prefers reading stereo-typically typed to his(her) gender” by parents with a
below upper-secondary degree and parents with a upper-secondary degree (p = 0.035)
and with a tertiary education degree (p = 0.002) were significantly different. This
means parents with a below upper-secondary’s degree were more likely than parents
with a upper-secondary degree and parents with a tertiary education degree to report
that books their children prefer reading are stereo-typically typed to children’ gender
(see Table 4.39).

4.2.1.2.3 How much do you feel pressured to choose books for your child that are
gender stereotypical?

The question “how much do you feel pressured to choose books for your child that are
gender stereotypical?” was set up to explore to what extent are parents feel pressured

to choose books for your child that are gender stereotypical. This question was also
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answered using a 7-point Likert scales, ranging from Never to Every time. But the
scores was reversed for accuracy, namely “Never” =7, “Every time”=1. Therefore, a
higher score represents that parents are less likely to feel pressured to choose books

that are gender stereotypical for their children.

Table 4.40: Frequency of British parental response to the question

“How much do you feel pressured to choose books for your child that are gender stereotypical?”

Response Frequency Percent
Never 99 43.4%
Rarely 56 24.6%
Occasionally 23 10.1%
Sometimes 27 11.8%
Frequently 14 6.1%
Usually 8 3.5%
Every time 1 0.4%

Table 4.40 suggested that very few parents reported that they “every time” (0.4%),
“usually” (3.5%), and frequently (6.1%) felt pressured to choose books for their
children that are gender stereotypical. Few parents responded with
“sometimes”(11.8%) and “occasionally” (10.1%) A round a quarter of parents
reported that they “rarely” (24.6%) felt pressured to choose books for their children
that are gender stereotypical. Almost half of parents demonstrated that they “never”
(43.4%) felt pressured to choose books for their children that are gender stereotypical.
This means most parents tended to choose books that are gender stereotypical for

children.

An univariate analysis was conducted to examine the effect of parents’ gender,
children’s gender and parents’ education levels on parents’ perceptions of how much

they feel pressured to choose books for their children that are gender stereotypical.

Table 4.41 indicated that the effect of parents’ gender, F (1, 216) = 0.081, p = 0.777,
children’s gender, F (1, 216) = 1.667, p = 0.198, and parents’ education levels, F (2,
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216) = 2.512, p = 0.083 on parents’ perceptions of how much they feel pressured to

choose books for their children was not significant.

We also found the interaction effect between parents’ gender and children’s gender, F
(1,216) = 0.053, p = 0.819, the interaction effect between parents’ gender and parents’
education levels, F (2, 216) = 1.525, p = 0.22, the interaction effect between children’s
gender and parents’ education levels, F (2, 216) = 0.027, p = 0.973, and the interaction
effect between parents’ gender, children’s gender and parents’ education levels, F (2,
216) = 0.057, p = 0.567, were not significant. This means parents ’ratings to the
question “how much do you feel pressured to choose books for your child that are
gender stereotypical” were not significantly influenced by parents’ gender, children’s

gender and parents’ education levels.

Table 4.41: Test of Between- Subjects Effects
British parental responses to the question
“How much do you feel pressured to choose books for your child that are gender stereotypical?”

by parents’ gender, children’s gender and parents’ education levels

Type 1II Sums of Mean
Source df F P Partial n2
Squares Square
Parents’ gender 0.174 1 0.174 0.081 0.777 0
Children’s gender 3.605 1 3.605 1.667 0.198 0.008
Parents’ education levels 10.867 2 5.434 2.512 0.083 0.023
Parents’gender* Children’s
0.114 1 0.114 0.053 0.819 0
gender
Parents’gender* Parents’
6.595 2 3.298 1.525 0.22 0.014
education levels
Children’s gender®* Parents’
) 0.117 2 0.058 0.027 0.973 0
education levels
Parents’ gender * Children’s
gender* Parents’ education 2.463 2 1.232 0.57 0.567 0.005

levels

Error 467.135 216 2.163
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4.2.3 British parents’ perceptions on Gender-Neutral Parenting and gender
equality

4.2.3.1 British parents’ perceptions on Gender-Neutral Parenting

The question “I am raising my child in a Gender-Neutral Parenting approach” was
set up to explore to what extent do parents adopt the Gender-Neutral Parenting

approach to raise their children.

Table 4.42: Frequency of British parental response to the question

“I am raising my child in a Gender-Neutral Parenting approach”

Response Frequency Percent
Strongly Disagree 82 36.0%
Disagree 61 26.8%
Neither Agree Nor Disagree 44 19.3%
Agree 38 16.7%
Strongly Agree 3 1.3%

Table 4.42 demonstrates that only 3 parents reported they “strongly agree”(1.3%)
with they are raising children in a Gender-Neutral Parenting approach. Few parents
reported with “agree” (16.7%) and “neither agree nor disagree” (19.3%). Most parents
replied with “strongly disagree” (36%) and “ disagree” (26.8%). This means most

parents were raising children in a traditional parenting style.



Table 4.43: Test of Between- Subjects Effects
British parental responses to the question

“I am raising my child in a Gender-Neutral Parenting approach”

by parents’ gender, children’s gender and parents’ education levels
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Type III Sums of Mean )
Source df F P Partial n2
Squares Square
Parents’ gender 1.502 1 1.502 1.163 0.282 0.005
Children’s gender 4.501 1 4.501 3.485 0.063 0.016
Parents’ education levels 9.281 2 4.641 3.593 0.029 0.032
Parents’gender* Children’s
0.355 1 0.355 0.275 0.601 0.001
gender
Parents’gender* Parents’
2.84 2 1.42 1.1 0.335 0.01
education levels
Children’s gender* Parents’
) 1.531 2 0.766 0.593 0.554 0.005
education levels
Parents’ gender * Children’s
gender* Parents’ education 0.807 2 0.403 0.312 0.732 0.003
levels
Error 278.971 216 1.292

An univariate analysis was adopted to examine the effect of parents’ gender,
children’s gender and parents’ education levels on parents’ perceptions of

Gender-Neutral Parenting approach.

Results from tests of between-subjects effects (Table 4.48) indicated that the effect of
parents’ gender on parents’ perceptions of Gender-Neutral Parenting approach was not
significant, F (1, 216) = 1.163, p = 0.28. The effect of children’s gender on parents’
perceptions of Gender-Neutral Parenting approach was not significant, F (1, 216) =
3.485, p = 0.063. However, the effect of parents’ education levels on parents’
perceptions of Gender-Neutral Parenting approach was significant, F (2, 216) = 3.593,
p =0.029.

We found the interaction effect between parents’ gender and children’s gender on

parents’ perceptions of Gender-Neutral Parenting approach was not significant, F (1,
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216) = 0.275, p = 0.601. The interaction effect between parents’ gender and parents’
education levels on parents’ perceptions of Gender-Neutral Parenting approach was
not significant, F (2, 216) = 1.1, p = 0.335. The interact effect between children’s
gender and parents’ education levels on parents’ perceptions of Gender-Neutral
Parenting approach was not significant, F (2, 216) = 0.593, p = 0.554. We also
observed (see Table 4.43) a non-significant interaction effect between parents’ gender,
children’s gender and parents’ education levels on parents’ perceptions of
Gender-Neutral Parenting approach was not significant, F (2, 216) = 0.312, p = 0.732.
To further examine the main effect of parents’ education levels on parents’ perceptions

of Gender-Neutral Parenting approach, we we applied the results from pairwise

caparisons.
Table 4.44: Pairwise comparisons
British parental responses to the question
“I am raising my child in a Gender-Neutral Parenting approach”
by parents’ education levels
95% Confidence Interval for Difference
(Dparents’ education (J) parents’ education Mean Lower Upper
levels levels Difference Std. Emor - p Bound Bound
d-J)

Below upper-secondary ~ Upper-secondary -0.126 0.34 1 -0.946 0.693

Tertiary education -0.556 0.303 0.203 -1.288 0.175
Upper-secondary Below upper-secondary 0.126 0.34 1 -0.693 0.946

Tertiary education -0.43 0.198 0.092 -0.907 0.047
Tertiary education Below upper-secondary 0.556 0.303 0.203 -0.175 1.288

Upper-secondary 0.43 0.198 0.092 -0.047 0.907

Interestingly, despite results from univariate tests suggested that the main effect of
parents’ education levels on parents’ perceptions of Gender-Neutral Parenting
approach was significant [F (2, 216) = 3.593, p = 0.029]. However, results from
pairwise caparisons indicated that the main effect of parents’ education levels on
parents’ perceptions of Gender-Neutral Parenting approach was not significant (see

Table 4.44). This suggests that the significant univariate effect does not translate into
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meaningful differences between individual groups, and interpretation should therefore
rely on the more conservative pairwise results. Therefore, that the main effect of
parents’ education levels on parents’ perceptions of Gender-Neutral Parenting

approach was not significant.

4.2.3.2 British parents’ perceptions on gender equality

British parents’ perceptions on “gender equality is important to me” and “gender
equality is important to my child”

Table 4.45 revealed that most parents reported they ‘“strongly agree”(44.3%) and
“agree” (39.9%) with the statement “gender equality is important to me”. Few parents

reported they “strongly disagree”(3.5%) and “ disagree” (3.1%) with this statement.

Regarding the statement “gender equality is important to my child”, table 37
suggested that few parents demonstrated that they disagree”(10.1%) and “ disagree”
(3.9%) with this statement. 42.1% of parents reported they ‘“neither agree nor
disagree”. 30.3% of parents and 13.6% parents reported they “ agree” and “ strongly
agree” respectively. Hence, we could say parents tended to value gender equality

towards both themselves and their children.



Table 4.45 : Frequency of British parental response to the question

“Gender equality is important to me” and “Gender equality is important to my child”
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Response Frequency Percent
Gender equality is important to me

Strongly Disagree 8 3.5%
Disagree 7 3.1%
Neither Agree Nor Disagree 21 9.2%
Agree 101 44.3%
Strongly Agree 91 39.99
Gender equality is important to my child

Strongly Disagree 9 3.9%
Disagree 23 10.1%
Neither Agree Nor Disagree 96 42.1%
Agree 69 30.3%
Strongly Agree 31 13.6%

Results from the Spearman’ s Rho correlation (see Table 4.46) suggested that there

was a positive correlation between parents’ responses to the question “Gender

equality is important to my child” and parents’ responses to the question “Gender

equality is important to my child’ (1s=0.562, p < 0.01). This means parents who value

gender equality toward themselves also value gender equality towards their children.

Table 4.46: Correlations

Correlations between British parental responses to “Gender equality is important to me” and

“Gender equality is important to my child”

Gender equality Gender equality
is important to is important to
me my child
Spearman's rho Gender is important to me Correlation Coefficient 1.00 0.562%%*
Sig. (2-tailed)
N 228 0.000
Gender equality is important to my
child Correlation Coefficient 0.562%* 1.000
Sig. (2-tailed) 0.000
N 228 228
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British parents’ perceptions on ways that can be applied to promote gender equality

Table 4.47 displays the frequency of parents’ ratings of ways that can be applied to
promote gender equality. The item “my child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels suits him(her) best, regardless of
gender” received most parents’ supports (48.2 % of strongly agree and 42.5% of
agree), suggesting that the from parents’ perspectives, the most effective way to raise
a child with gender equality was to give the child opportunity to choose the toys,
books, activities and clothing that he (she) feels suits him (her) best, regardless of
gender. It is also supported by parents that removing gender roles from household
chores (25.4% of strongly agree and 43% of agree), using a Gender-Neutral Parenting
approach (7.5% of strongly agree and 23.7% of agree) is helpful to gender equality.
Whereas the item “using language that avoids labeling gender is helpful to gender

equality” gain parents’ least support (10.1% of strongly agree and 20.2% of agree).



Table 4.47 : Frequency of British parents’ ratings of ways that can be

applied to promote gender equality
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Response Frequency Percent
Removing gender roles from household chores is

helpful for gender equality.

Strongly Disagree 11 4.8%
Disagree 15 6.6%
Neither Agree Nor Disagree 46 20.2%
Agree 98 43%
Strongly Agree 58 25.4%
Using language that avoids labeling gender is helpful

for gender equality.

Strongly Disagree 42 18.4%
Disagree 49 21.5%
Neither Agree Nor Disagree 68 29.8%
Agree 46 20.2%
Strongly Agree 23 10.1%
My child has the opportunity to choose the toys,

books, activities and clothing that he(she) feels suits

him(her) best, regardless of gender.

Strongly Disagree 3 1.3%
Disagree 1.3%
Neither Agree Nor Disagree 15 6.6%
Agree 97 42.5%
Strongly Agree 110 48.2%
A Gender-Neutral Parenting approach can avoid

gendered stereotypes when raising my child, which in

turn leads to gender equality.

Strongly Disagree 38 16.7%
Disagree 36 15.8%
Neither Agree Nor Disagree 83 36.4%
Agree 54 23.7%
Strongly Agree 17 7.5%
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British parents’ gender, children’s gender, parents’ education levels and parents’
perceptions on gender equality

A multivariate analysis was used to explore the main effect of parents’ gender,
children’s gender and parents’ education levels on parents’ perceptions on gender

equality. The results of Pillai’s Trace as a test statistic appear in Table 4.48.

Results from multivariate tests suggested that the effect of parents’ education levels
on parents’ ratings of items that are related to gender equality was significant, F (12,
424) = 2.183, p = 0.012. However, the main effect of parents’ gender on parents’
ratings of items that are related to gender equality was not significant , F (6, 211) = 1,
p = 0.427. The main effect of children’s gender on parents’ ratings of items that are
related to gender equality was not significant, neither, F (6, 211) = 1.345, p = 0283.
We also found a significant interaction effect between parents’ gender, children’s
gender and parents’ education levels on parents’ gender on parents’ ratings of items

that are related to gender equality.

Table 4.48: Multivariate Tests
British Parents’ ratings of items that are related to gender equality (question 2-7)

by parents’ gender, children’s gender and parents’ education levels

Source Value F Hypothsis df  Errordf P Partial n2

Parents’ gender Pillai’s Trace  0.028 1 6 211 0.427 0.028
Children’s gender Pillai’s Trace  0.037 1.345 6 211 0.238 0.037
Parents’ education levels Pillai’s Trace 0.116 2.183 12 424 0.012 0.058
Parents’gender* Children’s gender Pillai’s Trace  0.019 0.692 6 211 0.656 0.019
Parents’gender* Parents’ education levels Pillai’s Trace  0.066 1.198 12 424 0.282 0.033
Children’s gender* Parents’ education levels Pillai’s Trace  0.061 1.108 12 424 0.352 0.03
Parents’ gender * Children’s gender* Parents’

Pillai’s Trace  0.103 1.911 12 424 0.031 0.051

education levels
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Univatiate tests (Table 4.49) were performed to further examine the effect of parents’
gender, children’s gender and parents’ education levels on parents’ perceptions on
gender equality. Table 4.50 revealed that the effect of parents’ gender on parents’
ratings to each question was not significant. These results were accord with the results

from multivariate tests.

Different from the results on multivariate tests, results from univariate tests suggested
that the effect of children’ s gender on parents’ ratings of the question “ A
Gender-Neutral Parenting approach can avoid gendered stereotypes when raising my
child, which in turn leads to gender equality ” was significant F (1, 216) = 6.933, p =
0.009.

Results from multivariate tests also suggested that the main effect of parents’
education levels on parents’ ratings of the question “Gender equality is important to
me” , F (2, 216) = 8.274, p < 0.001, the question “Gender equality is important to my
child”, F (2, 216) = 6.322, p = 0.002, the question “Using language that avoids
labeling gender is helpful for gender equality”, F (2, 216) = 4.255, p = 0.015 was
significant. We also observed a significant interaction effect between parents’ gender,
children’s gender and parents’ education levels on parents’ gender on parents’ ratings

of the question “Gender equality is important to me” , F (2, 216) = 6.336, p =0.002.



Table 4.49: Test of Between- Subjects Effects
British parents’ ratings of items that are related to gender equality
by parents’ gender, children’s gender and parents’ education levels
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Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares

Parents’ gender 1.Gender equality is important to me 0.909 1 0.909 1.139 0.287 0.005
2.Gender equality is important to my child 0.003 1 0.003 0.003 0.958 0
3.Removing gender roles from household chores

0.556 1 0.556 0.519 0.472 0.002

is helpful for gender equality.
4.Using language that avoids labeling gender is

& angras g8 1.258 1 1.258 0.845 0.359 0.004
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.73 1 0.73 1.245 0.266 0.006
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.31 1 0.31 0.238 0.626 0.001
which in turn leads to gender equality.

Children’s gender 1.Gender equality is important to me 0.413 1 0.413 0.517 0.473 0.002
2.Gender equality is important to my child 0.002 1 0.002 0.002 0.965 0
3.Removing gender roles from household chores

2.116 1 2.116 1.978 0.161 0.009

is helpful for gender equality.
4.Using language that avoids labeling gender is

§ angtag g8 1.614 1 1.614 1.084 0.299 0.005
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.816 1 0.816 1.393 0.239 0.006
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 9.037 1 9.037 6.933 0.009 0.031
which in turn leads to gender equality.

Parents’ education 1.Gender equality is important to me 13.211 2 6.606 8.274 0 0.071

levels 2.Gender equality is important to my child 11.504 2 5.752 6.322 0.002 0.055
3.Removing gender roles from household chores
) ) 5.462 2 2.731 2.553 0.08 0.023
is helpful for gender equality.
4.Using language that avoids labeling gender is

& angtns ) s& 12.674 2 6.337 4255 0.015 0.038
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.229 2 0.114 0.195 0.823 0.002
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 6.924 2 3.462 2.656 0.073 0.024

which in turn leads to gender equality.




Table 4.49: Test of Between- Subjects Effects (continued 1)

British parents’ ratings of items that are related to gender equality
by parents’ gender, children’s gender and parents’ education levels
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Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares
Parents’ gender* 1.Gender equality is important to me. 1.82 1 1.82 2.28 0.133 0.01
Children’s gender 2.Gender equality is important to my child. 0.739 1 0.739 0.812 0.369 0.004
3.Removing gender roles from household chores is
0.29 1 0.29 0.271 0.603 0.001
helpful for gender equality.
4.Using language that avoids labeling gender is
& antas £& 0.005 1 0.005 0.003 0.955 0
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.205 1 0.205 0.35 0.555 0.002
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.514 1 0.514 0.395 0.531 0.002
which in turn leads to gender equality.
Parents’ gender* 1.Gender equality is important to me. 2.382 2 1.191 1.492 0.227 0.014
Parents’ education levels ~ 2.Gender equality is important to my child. 2.122 2 1.061 1.166 0.314 0.011
3.Removing gender roles from household chores is
1.062 2 0.531 0.496 0.61 0.005
helpful for gender equality.
4.Using language that avoids labeling gender is
& angras £e 0.667 2 0.334 0.224 0.8 0.002
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 1.028 2 0.514 0.877 0.417 0.008
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 3.754 2 1.877 1.44 0.239 0.013
which in turn leads to gender equality.
Children’s gender* 1.Gender equality is important to me. 1.714 2 0.857 1.074 0.344 0.01
Parents’ education levels ~ 2.Gender equality is important to my child. 2.015 2 1.007 1.107 0.332 0.01
3.Removing gender roles from household chores is
) 3.063 2 1.531 1.431 0.241 0.013
helpful for gender equality.
4.Using language that avoids labeling gender is
& anetns ) &8 2.052 2 1.026 0.689 0.503 0.006
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.238 2 0.119 0.203 0.817 0.002
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 3.417 2 1.709 1.311 0.272 0.012

which in turn leads to gender equality.




Table 4.49: Test of Between- Subjects Effects (continued 2)

British parents’ ratings of items that are related to gender equality
by parents’ gender, children’s gender and parents’ education levels

152

Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares
Parents’ gender* 1.Gender equality is important to me. 10.116 2 5.058 6.336 0.002 0.055
Children’s gender* 2.Gender equality is important to my child. 1.559 2 0.78 0.857 0.426 0.008
) 3.Removing gender roles from household chores is
Parents’ education levels ) 1.086 2 0.543 0.508 0.603 0.005
helpful for gender equality.
4.Using language that avoids labeling gender is
& angras £e 2.556 2 1.278 0.858 0.425 0.008
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 2.196 2 1.098 1.874 0.156 0.017
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 2.108 2 1.054 0.809 0.447 0.007
which in turn leads to gender equality.
Error 1.Gender equality is important to me. 172.438 216 0.798
2.Gender equality is important to my child. 196.518 216 0.91
3.Removing gender roles from household chores is
) 231.083 216 1.07
helpful for gender equality.
4.Using language that avoids labeling gender is
& nets ) &8 321.696 216 1.489
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 126.578 216 0.586
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 281.547 216 1.303

which in turn leads to gender equality.

We applied the pairwise comparisons to examine how children’s gender and parents’

education levels influence parents’ perceptions of gender equality. Results from

pairwise comparisons revealed that the effect of children’s gender on parents’ ratings

of the statement “A Gender-Neutral Parenting approach can avoid gendered

stereotypes when raising my child, which in turn leads to gender equality” was

significant (p = 0.009). Parents of girls were more likely than parents of boys to

support the statement “A Gender-Neutral Parenting approach can avoid gendered

stereotypes when raising my child, which in turn leads to gender equality”. This
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means girls were more likely than boys to be encouraged to fight for stereotypes

(Table 4.50).
Table 4.50: Pairwise comparisons
British parents’ ratings of items that are related to gender equality
by children’s gender
95% Confidence Interval for Difference

Mean
(DChildren’s gender (J) Children’s gender Difference Std. Error  p Lower Upper

@) Bound Bound
1.Gender equality is important to me.
Boy Girl -0.132 0.184 0.473 -0.495 0.23
2.Gender equality is important to my child.
Boy Girl -0.009 0.196 0.965 -0.396 0.378
3.Removing gender roles from household chores is helpful to gender equality.
Boy Girl -0.299 0.213 0.161 -0.719 0.12
4.Using language that avoids labeling gender is helpful to gender equality.
Boy Girl -0.262 0.251 0.299 -0.757 0.234
5.My child has the opportunity to choose the toys, books, activities and clothing that he (she) feels suits him (her) best.
Boy Girl -0.186 0.158 0.239 -0.497 0.125
6.4 Gender-Neutral Parenting approach can avoid gendered stereotypes when raising my child, which in turn leads to

gender equality.

Boy Girl -0.619 0.235 0.009 -1.082 -0.156

Results from pairwise comparisons (Table 4.51) indicated that the effect of parents’
education levels on parents’ ratings of the statement “Gender equality is important to
me” (p = 0.001) was significance. In specific, parents with a below-upper secondary
degree were less likely than parents with a tertiary degree to agree with the statement
“Gender equality is important to me”. In addition, the effect of parents’ education
levels on parents’ ratings of the statement “Gender equality is important to my child”
(p = 0.004) was significant, too. In specific, parents with a below-upper secondary
degree were less likely than parents with a tertiary degree to agree with the statement
“Gender equality is important to my child”. This means parents with a tertiary degree
valued gender equality both towards themselves and their children more than parents

with a below-upper secondary degree.
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Despite univariate tests suggested that the effect of parents’ education levels on
parents’ ratings of the statement “Using language that avoids labeling gender is
helpful for gender equality” , F (2, 216) = 4.255, p = 0.015 was significant. However,
results from pairwise comparisons revealed that the ratings of the statement “Using
language that avoids labeling gender is helpful for gender equality” between parents
with a below-upper secondary degree and parents with an upper secondary degree ( p
= 1), between parents with a below-upper secondary degree and parents with a tertiary
degree (p = 1), between parents with an upper secondary degree and parents with a

tertiary degree (p =0.07) was not significant.



Table 4.51: Pairwise comparisons

British parents’ ratings of items that are related to gender equality

by parents’ education levels
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95% Confidence Interval for Difference

Mean
(Dparents’ education (J) parents’ education Lower Upper
levels levels Difference Std. Emor - p Bound Bound
d-J)

1.Gender equality is important to me.

Below upper-secondary ~ Upper-secondary -0.589 0.267 0.085 -1.233 0.055
Tertiary education -0.899 0.238 0.001 -1.474 -0.324

Upper-secondary Below upper-secondary 0.589 0.267 0.085 -0.055 1.233
Tertiary education -0.31 0.155 0.141 -0.685 0.065

Tertiary education Below upper-secondary 0.899 0.238 0.001 0.324 1.474
Upper-secondary 0.31 0.155 0.141 -0.065 0.685

2.Gender equality is important to my child.

Below upper-secondary ~ Upper-secondary -0.505 0.285 0.234 -1.193 0.183
Tertiary education -0.821 0.254 0.004 -1.434 -0.207

Upper-secondary Below upper-secondary 0.505 0.285 0.234 -0.183 1.193
Tertiary education -0.316 0.166 0.175 -0.716 0.085

Tertiary education Below upper-secondary 0.821 0.254 0.004 0.207 1.434
Upper-secondary 0.316 0.166 0.175 -0.085 0.716

3.Removing gender roles from household chores is helpful to gender equality.

Below upper-secondary ~ Upper-secondary -0.278 0.309 1 -1.024 0.468
Tertiary education -0.533 0.276 0.164 -1.198 0.133

Upper-secondary Below upper-secondary 0.278 0.309 1 -0.468 1.024
Tertiary education -0.255 0.18 0.476 -0.689 0.18

Tertiary education Below upper-secondary 0.533 0.276 0.164 -0.133 1.198
Upper-secondary 0.255 0.18 0.476 -0.18 0.689

4.Using language that avoids labeling gender is helpful to gender equality.

Below upper-secondary ~ Upper-secondary -0.181 0.365 1 -1.061 0.699
Tertiary education -0.672 0.325 0.121 -1.457 0.113

Upper-secondary Below upper-secondary 0.181 0.365 1 -0.699 1.061
Tertiary education -0.491 0.212 0.065 -1.003 0.021

Tertiary education Below upper-secondary 0.672 0.325 0.121 -0.113 1.457
Upper-secondary 0.491 0.212 0.065 -0.021 1.003
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Table 4.51: Pairwise comparisons (continued)
British parents’ ratings of items that are related to gender equality
by parents’ education levels

95% Confidence Interval for Difference

Mean
(Dparents’ education (J) parents’ education Lower Upper
levels levels Difference St Bor Bound Bound
d-J)
5.My child has the opportunity to choose the toys, books, activities and clothing that he (she) feels suits him (her) best.
Below upper-secondary ~ Upper-secondary -0.136 0.229 1 -0.688 0.416
Tertiary education -0.122 0.204 1 -0.615 0.371
Upper-secondary Below upper-secondary 0.136 0.229 1 -0.416 0.688
Tertiary education 0.014 0.133 1 -0.307 0.335
Tertiary education Below upper-secondary 0.122 0.204 1 -0.371 0.615
Upper-secondary -0.014 0.133 1 -0.335 0.307
6.4 Gender-Neutral Parenting approach can avoid gendered stereotypes when raising my child, which in turn leads to
gender equality.
Below upper-secondary ~ Upper-secondary 0.265 0.341 1 -0.558 1.089
Tertiary education -0.188 0.305 1 -0.923 0.547
Upper-secondary Below upper-secondary -0.265 0.341 1 -1.089 0.558
Tertiary education -0.453 0.199 0.07 -0.932 0.026
Tertiary education Below upper-secondary 0.188 0.305 1 -0.547 0.923

Upper-secondary 0.453 0.199 0.07 -0.026 0.932
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4.2.2 The Chines results

4.2.2.1 Chinese parents’ perceptions of gender-appropriate reading materials for
boys and girls

4.2.2.1.1 Chinese parents’ ratings of book covers and the sex of characters on

books

Table 4.52 shows the descriptive data of Chinese parents’ mean ratings of book

Ccovers.
Table 4.52: Chinese parents’ mean ratings and SD of book covers

Book covers Mean SD N

Football (Male) 3.54 0.75 194
Football (Female) 3.44 0.81 194
Princess/Doll(Male) 3.42 0.81 194
Princess/Doll(Female) 3.42 0.87 194
Gymnastics (Male) 3.38 0.84 194
Gymnastics (Female) 3.52 0.86 194
Fairy tales (Male) 3.51 0.75 194
Fairy tales (Female) 3.40 0.89 194

A repeated measures ANOVA was conducted to examine the effect of parents’ gender,
children’s gender and parents’ education levels on parents’ ratings of book covers:
book topics (football, princess/doll, gymnastics, fairy tales) and the sex of characters

on books (boy and girl).

The sphericity assumption was tested using Mauchly's test, which was significant
p<0.05 (see Table 4.53). Therefore, the degrees of freedom were corrected using the

Greenhouse-Geisser method (see Table 4.54).
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Table 4.53: Mauchly's Test of Sphericity
Chinese parents’ ratings of book covers, by parents’ gender, children’s gender and parents’
education levels

Mauchly's Apptox. )
Within Subjects Effect df P Greenhouse-Geisser Huynh-Feldt Lower-bound
W Chi-Square
Topic 0.929 12.395 5 0.03 0.951 1 0.333
Sex of character 1 0 0 . 1 1 1
Topic* Sex of
0.978 3.669 5 0598 0.986 1 0.333
character
Table 4.54: Tests of Within-Subjects Effects
Chinese parents’ ratings of book covers, by parents’ gender, children’s gender and parents’
education levels
Type 111
Mean )
Source Sums of df F P Partial n2
Square
Squares
Topic*Parents’gender Greenhouse-Geisser  1.777 2.854 0.623 1.667 0.176 0.1
Topic*Children’s gender Greenhouse-Geisser ~ 2.882 2.854 1.01 2.704 0.048 0.016
Topic*Parents’ education levels Greenhouse-Geisser  4.093 11.417 0.359 0.96 0.484 0.022
Topic*Parents’gender*Children’s gender Greenhouse-Geisser  1.172 2.854 0.411 1.1 0.347 0.006
Topic*Parents’gender*Parents’ education levels Greenhouse-Geisser  5.993 11.417 0.525 1.406 0.163 0.032
Topic*Children’s gender*Parents’ education levels ~ Greenhouse-Geisser  1.191 11.417 0.104 0.279 0.991 0.007
Topic*Parents’gender*Children’s gender*Parents’
Greenhouse-Geisser ~ 2.159 11.417 0.189 0.506 0.904 0.012
education levels
Error (Topic) Greenhouse-Geisser  180.144 482363  0.373
Sex of character*Parents’gender Greenhouse-Geisser  0.017 1 0.017 0.051 0.821 0
Sex of character *Children's gender Greenhouse-Geisser  0.366 1 0.366 1.077 0.301 0.006
Sex of character *Parents’ education levels Greenhouse-Geisser  0.825 4 0.206 0.607 0.658 0.014
Sex of character*Parents’ gender*Children's gender ~ Greenhouse-Geisser ~ 0.39 1 0.39 1.149 0.285 0.007
Sex of character*Parents’ gender*Parents’
Greenhouse-Geisser  0.313 4 0.078 0.23 0.921 0.005
education levels
Sex of character*Children’s gender*Parents’
Greenhouse-Geisser ~ 3.655 4 0.914 2.69 0.033 0.06
education levels
Sex of character*Parents’ gender*Children’s
) Greenhouse-Geisser ~ 1.309 4 0.327 0.964 0.429 0.022
gender*Parents’ education levels
Error (Sex of character) Greenhouse-Geisser ~ 57.407 169 0.34
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Regarding Chinese parents’ ratings of book topics, data from multivariate tests (see
Table 4.54) suggested that in China, the main effect of children’s gender on parents’
ratings of book topics was significant, F (2.854, 482.363) = 2.704, p = 0.0048.

Regarding Chinese parents’ ratings of the sex of characters on books, table 4.54
revealed that the the interaction effect between Chinese children’s gender and Chinese

parents’ educational levels was was significant, F (4, 169) =2.9 , p = 0.033].

4.2.2.1.2 Chinese parents’ ratings of book topics

In order to examine the main effect off children’s gender on parents’ ratings of topics,
pairwise comparisons using Bonferroni correction was conducted (see Table 4.55,
Table 4.56). Results suggested parents of boys gave a significant higher score to
football books than parents of girls, while parents of girls gave a significant higher
score to princess/doll books than parents of boys. They also gave a significant higher

score to fairy tales than parents of boys.

4.55 Estimates
Chinese parents’ ratings of book topics, by children’s gender

95% Confidence Interval

Children's gender Topic Mean Std. Error ~ Lower Bound Upper Bond

Boy Football 3.692 0.093 3.509 3.875
Princess/Doll 2.406 0.094 2.221 2.591
Gymnastics 2.313 0.104 2.108 2.517
Fairy tales 3.013 0.087 2.841 3.186

Girl Football 3.099 0.091 2.92 3.279
Princess/Doll 3.099 0.092 2917 3.281
Gymnastics 2.586 0.102 2.385 2.788

Fairy tales 3.487 0.086 3.318 3.656




Chinese parents’ ratings of book topics, by children’s gender

Table 4.56: Pairwise Comparisons
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95% Confidence Interval for Difference

Children's ) ) )
Topic Topic Mean Std. Error  Sig. Lower Bound  Upper Bond
gender
Boy Football Princess/Doll 1.29 0.11 0.00 0.98 1.59
Gymnastics 1.38 0.12 0.00 1.06 1.70
Fairy tales 0.68 0.10 0.00 0.40 0.96
Princess/Doll ~ Football -1.29 0.11 0.00 -1.59 -0.98
Gymnastics 0.09 0.12 1.00 -0.22 0.40
Fairy tales -0.61 0.07 0.00 -0.79 -0.43
Gymnastics Football -1.38 0.12 0.00 -1.70 -1.06
Princess/Doll ~ -0.09 0.12 1.00 -0.40 0.22
Fairy tales -0.70 0.11 0.00 -1.00 -0.40
Fairy tales Football -0.68 0.10 0.00 -0.96 -0.40
Princess/Doll 0.61 0.07 0.00 0.43 0.79
Gymnastics 0.70 0.11 0.00 0.40 1.00
Girl Football Princess/Doll ~ -4.44 0.11 1.00 -0.30 0.30
Gymnastics 0.51 0.12 0.00 0.19 0.83
Fairy tales -0.39 0.10 0.00 -0.66 -0.12
Princess/Doll  Football 4.44 0.11 1.00 -0.30 0.30
Gymnastics 0.51 0.12 0.00 0.21 0.82
Fairy tales -0.39 0.07 0.00 -0.57 -0.21
Gymnastics Football -0.51 0.12 0.00 -0.83 -0.19
Princess/Doll ~ -0.51 0.12 0.00 -0.82 -0.21
Fairy tales -0.90 0.11 0.00 -1.19 -0.61
Fairy tales Football 0.39 0.10 0.00 0.12 0.66
Princess/Doll 0.39 0.07 0.00 0.21 0.57
Gymnastics 0.90 0.11 0.00 0.61 1.19

Results from pairwise comparisons also allow us to know if the scores that parents
gave to each topic were similar or different from on another. Results suggested that
football books received the highest scores from parents of boys, and this score was
significantly higher than the scores that they gave to princess/doll books (p < 0) ,

gymnastics books(p < 0), and fairy tales (p < 0).
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The score that parents of boys gave to princess/doll books was significantly lower
than football books and fairy tales(p < 0). In addition, gymnastics books received the
lowest score from parents of boys, which was significantly lower than the scores that
parents gave to football books and fairy tales (p < 0). Fairy tales received the second
highest score from parents of boys. This score was significantly lower than the score
that parents of boys gave to football books and fairy tales (p < 0). While, it was

significantly higher than the score that parents of boys gymnastics book (p < 0).

Parents of girls gave the highest score to fairy tales, which was significantly higher
than the score that they gave to football books and gymnastics books (p < 0).
Moreover, scores that parents of girls gave to football books and princess /doll books
tied for second place. Both were significantly higher than the scores that they gave to

gymnastics books (p < 0) and fairy tales (p < 0).

Same as parents of sons, parents of daughters also gave the lowest score to
Gymnastics books, which was significantly lower than the scores that football books,

princess/doll book and fairy tales received (p < 0).

4.2.2.1.3 Chinese parents’ ratings of the sex of characters on books
In order to further examine the the main effect of Chinese parents’ gender, Chinese
children’s gender and Chinese parents’ education levels on Chinese parents’ ratings of

the sex of characters on books, univariate tests were conducted.

Results from tests of within-subjects effects (see Table 4.54) indicated that the the
interaction effect between Chinese children’s gender and Chinese parents’ educational
levels on Chinese parents’ ratings of the sex of characters on book was significant, F
(4, 169) =2.9 , p = 0.03. However, results from univariate tests suggested that the
effects of Chinese children’s gender on Chinese parents’ ratings of both books with
male characters , F (1, 169) = 1.829, p = 0.178, and books with female characters F (1,

169) =3.57, p = 0.061, were not significant (see Table 4.57). In addition, results from



162

pairwise comparisons also suggested that the effects of Chinese children’s gender on

Chinese parents’ ratings of both books with male characters (p = 0.439), and books

with female characters (p = 0.491) were not significant (see Table 4.58), suggesting

that overall, the main effect of Chinese children’s gender on Chinese parents’ ratings

of books with both male and female characters were not significant.

Table 4.57: Univariate Tests
Chinese parents’ ratings of the sex of characters on books, by children’s gender

Sum of
Sex of character df Mean Square  F P Partial n2
Squares
Male Contrast 0.626 1 0.626 1.829 0.178 0.011
Error 57.825 169 0.342
Female Contrast 1.485 1 1.485 3.57 0.061 0.021
Error 70.318 169 0.416

Table 4.58: Pairwise Comparisons

Chinese parents’ ratings of the sex of characters on books, by children’ s gender

95% Confidence Interval for

Difference
) ) Mean
Sex of (DChildren's (J)Children's Lower Upper
Difference Std. Error  p
character ~ gender gender @) Bound Bound
Male Boy Girl 0.05 0.065 0.439 -0.078 0.178
Female Boy Girl -0.043 0.063 0.491 -0.167 0.08

Univariate tests were also conducted to examine exactly how Chinese parents’

education levels influence Chinese parents’ ratings of the sex of characters on book

covers. Results (see Table 4.59) revealed that the main effect of parents’ education

levels on parents’ ratings of the sex of characters on book covers was not significant,

F (4,179)=0.121,

p=0.975.



Table 4.59: Univariate Tests

Chinese parents’ ratings of the sex of characters on books, by parents’ education levels
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Sum of
df Mean Square  F P Partial n2
Squares
Contrast 0.17 4 0.042 0.121 0.975 0.003
Error 63.027 179 0.352

Table 4.60: Pairwise Comparisons

Chinese parents’ ratings of the sex of characters on books, by parents’ education levels

95% Confidence Interval for Difference

Sex of characters (Dparents’ education (J) parents’ education z[ii"?:rence Std.Error  p Lower Upper
levels levels Bound Bound
(-1)

Male Below upper-secondary ~ Upper-secondary -0.072 0.154 1.000 -0.502 0.358

Tertiary education -0.033 0.167 1.000 -0.499 0.433

Upper-secondary Below upper-secondary 0.072 0.154 1.000 -0.358 0.502

Tertiary education 0.039 0.142 1.000 -0.357 0.435

Tertiary education Below upper-secondary 0.033 0.167 1.000 -0.433 0.499

Upper-secondary -0.039 0.142 1.000 -0.435 0.300

Female Below upper-secondary ~ Upper-secondary 0.054 0.174 1.000 -0.431 0.539

Tertiary education 0.122 0.185 1.000 -0.395 0.639

Upper-secondary Below upper-secondary -0.054 0.174 1.000 -0.539 0.431

Tertiary education 0.068 0.158 1.000 -0.372 0.508

Tertiary education Below upper-secondary -0.122 0.185 1.000 -0.639 0.395

Upper-secondary -0.068 0.158 1.000 -0.508 0.372

Data from tests of within-subjects effects suggested that the main effect of Chinese

parents’ education levels on Chinese parents’ ratings of the sex of characters on books

was not significant, F (4, 169) = 0.607, p = 0.658 (see Table 4.54). Similarly, data

from pairwise comparisons (Table 4.60) also indicated that no significant differences

were found between any education-level groups of parents. As such, these findings

suggest that Chinese parents’ education levels did not significantly influence their

ratings of the sex of characters on books covers.

On the other hand, as Table 4.54 revealed a significant interaction effect between

Chinese children’s gender and Chinese parents’ education levels on Chinese parents’
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ratings of the sex of characters on books, F (4, 169) =2.9 , p = 0.033. However, data
from Table 4.60 indicated that Chinese parents’ education levels did not significantly
influence their ratings of the sex of characters on books. This suggests that in China,
although parents’ education levels alone did not influence ratings, its effect varied

depending on the gender of the child.

4.2.2.1.3 Are Chinese parents more likely to recommend books that they know to
their children?

A Spearman’s Rho correlation was used to examine whether Chinese parents tend to
recommend books that they know to their children. Results indicated that regarding
books with male characters, surprisingly, results indicated almost all negative
associations, football books with female characters, rs (194) = - 0.72, p < 0.001,
princess/dolls books with female characters rs (194) = - 0.332, p < 0.001, gymnastics
books with female characters, rs (194) = - 0.26, p < 0.001, fairy tales with female
characters, rs (194) = - 0.159, p = 0.277, football books with male characters rs (194)
=-0.333, p <0.001, Princess/dolls books with male characters rs (194) = - 0.274,
p < 0.001,gymnastics books with male characters, rs (194) = -3.40, p < 0.001, and
fairy tales with male characters, rs (194) = - 0.22, p = 0.06. These findings suggested
Chinese parents tend to recommend books to their children even though they don’t

about that books.
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4.2.2.2 Chinese parents’ book selection behaviour for children

4.2.2.2.1 Factors that are affecting parents’ book selection behaviour for children

Table 4.61: Chinese parents’ mean ratings and SD of factors
that affect parents’ book selection behaviour for their children

Factors Mean SD N

Online reviews 3.69 1.63 194
Grandparents 2.21 1.31 194
Friends with children of the same age 3.73 1.53 194
Other children 3.46 1.52 194
Parents’ friends 3.49 1.49 194
Teachers 4.38 1.70 194
Child’s gender 422 1.60 194

Table 4.61 shows that in China, parents’ mean ratings of the seven factors that
influence parents’ book selection behaviour for their children. The average score of
each item revealed that teachers (M=4.08, SD=1.70) had the greatest effect on parents’
book selection behaviour for children. This was followed by child’s gender (M=4.22,
SD=1.60), friends with children of the same age (M=3.73, SD=1.53), online review
(M=3.69, SD=1.63), parents’ friends (M=3.49, SD=1.49), other children (M=3.57,
SD=1.34), Grandparents (M=2.21, SD=1.31) had the least impact on parents’ book

selection behaviour for children.

4.2.2.2.2 Parents’ gender, children’s gender, and factors that are affecting parents’
book selection behaviour for children

A multivariate analysis was conducted to examine the effect of parents’ gender and
children’s gender on parents’ ratings of factors that influence parents’ book selection
behaviour for their children. The results of Pillai’s trace as a test statistic appear in

Table 4.62.



Table 4.62: Multivariate Tests
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Chinese parents’ ratings of factors that affect parents’ book selection behaviour for their

children, by parents’ gender, children’s gender and parent’s education levels

Effect Value F Hypothsis df  Error df P Partial n2

Parents’gender Pillai’s Trace 0.062 1.589 7 168 0.142 0.062
Children’s gender Pillai’s Trace 0.025 0.611 7 168 0.746 0.025
Parents’ education levels Pillai’s Trace 0.389 2.634 28 684 .00 0.097
Parents’gender*Children’s gender Pillai’s Trace 0.06 1.527 7 168 0.161 0.06
Parents’gender*Parents’ education levels Pillai’s Trace 0.196 1.262 28 684 0.167 0.049
Children’s gender*Parents’ education

Pillai’s Trace 0.195 1.255 28 684 0.172 0.049
levels
Parents’gender*Children’s gender*

Pillai’s Trace 0.241 1.565 28 684 0.033 0.06

Parents’ education levels

Results suggested that in China, the main effect of parent’s educational levels on
parents’ book selection behaviour for children was significant, F (7, 168 ) = 1.589, p
<0. The interaction effect between parents’ gender, children’s gender, and parents’
education levels on parents’ ratings of the seven factors was significant, F (28, 6684)
=1.55, p=0.033.

In order to examine exactly how parents’ gender, children’s gender and parents’
education levels influence parents’ ratings of the seven factors that affect their book
selection behaviour for children, Univariate tests were conducted. Results from tests
of between-subject effects (see Table 4.63) suggested that the parent’s education
levels significantly effect parents parents’ ratings of factors in terms of online review,
F=5.867, p <0. 01, friends with children of the same age, F= 4.336, p = 0.002, other
friend, F=5.246, p = 0.001, parents’ friends, F= 5.246, p < 0. 01, teachers, F=5.246, p

< 0. 01, child’s gender, F=5.246, p <0. 01.

The interaction between parent’s gender and children’s gender was significantly effect
on parents parents’ ratings of factors in terms of online review, F=4.141, p = 0. 043,

child’s gender, F=5.25, p <0. 023.



Table 4.63: Test of Between-Subjects Effect
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Chinese parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender, children’s gender and parent’s education levels

Type 111
Source Dependent variables Sums of  df Mean F P Partial 2
Squares Square

Parents’ gender Online reviews 7.181 1 7.181 3.386 0.067 0.019
Grandparents 2.171 1 2.171 1.284 0.259 0.007
Friends with children of the same age 4.124 1 4.124 2.032 0.156 0.012
Other children 0.691 1 0.691 0.336 0.563 0.002
Parents’ friends 0.491 1 0.491 0.285 0.594 0.002
Teachers 1.122 1 1.122 0.498 0.482 0.003
Child’s gender 0.24 1 0.24 0.105 0.746 0.001

Children’s gender Online reviews 1.17 1 1.17 0.552 0.459 0.003
Grandparents 1.163 1 1.163 0.688 0.408 0.004
Friends with children of the same age 0.533 1 0.533 0.263 0.609 0.002
Other children 0.996 1 0.996 0.484 0.488 0.003
Parents’ friends 0.046 1 0.046 0.027 0.87 0
Teachers 0.67 1 0.67 0.297 0.586 0.002
Child’s gender 1.53 1 1.53 0.671 0.414 0.004

Parents’ education levels Online reviews 49.773 4 12.443 5.867 0 0.119
Grandparents 7.767 4 1.942 1.149 0.335 0.026
Friends with children of the same age 35.197 4 8.799 4.336 0.002 0.091
Other children 43.18 4 10.795 5.246 0.001 0.108
Parents’ friends 68.431 4 17.108 9.921 0 0.186
Teachers 64.684 4 16.171 7.168 0 0.141
Child’s gender 32.657 4 8.164 3.583 0.008 0.076

Parents’ gender * Children’s Online reviews 8.783 1 8.783 4.141 0.043 0.023

gender Grandparents 0.865 1 0.865 0.511 0.475 0.003
Friends with children of the same age 4.843 1 4.843 2.387 0.124 0.014
Other children 1.318 1 1.318 0.641 0.425 0.004
Parents’ friends 0.142 1 0.142 0.082 0.774 0
Teachers 5.285 1 5.285 2.343 0.128 0.013
Child’s gender 11.969 1 11.969 5.253 0.023 0.029




Table 4.63: Test of Between-Subjects Effect (Continued)
Chinese parents’ ratings of factors that affect parents’ book selection behaviour for their children,

by parents’ gender, children’s gender and parent’s education levels
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Type 111
Source Dependent variables Sums of  df Mean F P Partial 2
Squares Square
Parents’ gender * Parents’ Online reviews 5.771 2 2.886 1.425 0.243 0.013
Education levels Grandparents 2.465 2 1.233 0.743 0.477 0.007
Friends with children of the same age 1.188 2 0.594 0.352 0.704 0.003
Other children 0.339 2 0.17 0.092 0.912 0.001
Parents’ friends 1.601 2 0.8 0.456 0.635 0.004
Teachers 4.631 2 2316 1.281 0.28 0.012
Child’s gender 5.11 2 2.555 0.95 0.388 0.009
Children’s gender*Parents’ Online reviews 2.661 2 1.331 0.657 0.519 0.006
Education levels Grandparents 1.579 2 0.79 0.476 0.622 0.004
Friends with children of the same age 1.793 2 0.896 0.531 0.589 0.005
Other children 0.111 2 0.056 0.03 0.97 0
Parents’ friends 5.18 2 2.59 1.474 0.231 0.013
Teachers 0.561 2 0.281 0.155 0.856 0.001
Child’s gender 2.264 2 1.132 0.421 0.657 0.004
Parents’ gender * Online reviews 4.92 2 2.46 1.215 0.299 0.011
Children’sgender* Grandparents 1.467 2 0.733 0.442 0.643 0.004
Parents’ education levels Friends with children of the same age 4.602 2 2.301 1.362 0.258 0.012
Other children 1.719 2 0.859 0.468 0.627 0.004
Parents’ friends 0.227 2 0.114 0.065 0.937 0.001
Teachers 0.375 2 0.187 0.104 0.902 0.001
Child’s gender 0.515 2 0.257 0.096 0.909 0.001

4.2.1.2.3 How much are books children prefer reading stereo-typically typed to

their gender?

The question “How much are the books your child prefers reading stereo-typically

typed to his(her) gender?” was used to understand how gender stereotypical thinking

of parents effect on parents book selection behaviour for their children.
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Table 4.64: Frequency of Chinese parental response to the question
“How much are the books your child prefers reading stereo-typically typed to his(her) gender?”

Response Frequency Percent
Never 20 10.3%
Rarely 8 4.1%
Occasionally 16 8.2%
Sometimes 65 33.5%
Frequently 37 19.1%
Usually 32 16.5%
Every time 16 8.2%

Table 4.64 shows that parents reported “rarely” (4.1%) for the least, followed by
“every time” (16%),  “occasionally ”(16%), “ never” ( 20%) “usually”(32%)
“frequently ” (37%). Most parents reported that books their children prefer reading
“ sometimes 7 (65%), suggesting that Chinese children tend to read books that

challenge traditional stereotypes.

4.2.1.2.4 How much do you feel pressured to choose books for your child that are
gender stereotypical?

The question “how much do you feel pressured to choose books for your child that are
gender stereotypical?” was set up to explore to what extent are parents feel pressured
to choose books for your child that are gender stereotypical. A higher score represents
that parents are less likely to feel pressured to choose books that are gender

stereotypical for their children.
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Table 4.65: Frequency of Chinese parental response to the question

“How much do you feel pressured to choose books for your child that are gender stereotypical?”

Response Frequency Percent
Never 99 43.4%
Rarely 56 24.6%
Occasionally 23 10.1%
Sometimes 27 11.8%
Frequently 14 6.1%
Usually 8 3.5%
Every time 1 0.4%

Table 4.65 suggests that very few parents reported that they “every time” (0.4%),
“usually” (3.5%), and frequently (6.1%) felt pressured to choose books for their
children that are gender stereotypical. Few parents responded with
“sometimes”(11.8%) and “occasionally” (10.1%) A round a quarter of parents
reported that they “rarely” (24.6%) felt pressured to choose books for their children
that are gender stereotypical. Almost half of parents demonstrated that they “never”
(43.4%) felt pressured to choose books for their children that are gender stereotypical.
This means most parents tended to choose books that are gender stereotypical for

children.

Table 4.66: Frequency of Chinese parental response to the question

“How much do you feel pressured to choose books for your child that are gender stereotypical?”

Response Frequency Percent
Never 85 43.8%
Rarely 8 4.1%
Occasionally 46 23.7%
Sometimes 43 22.2%
Frequently 8 4.1%
Usually 4 2.1%
Every time 194 100%

Table 4.66 shows that that very few parents reported that they “usually” (2.1%),
“frequently” (4.1%), and rarely (4.1%) felt pressured to choose books for their

children that are gender stereotypical. Few parents responded with
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“sometimes”(22.2%) and “occasionally” (22.7%) . Most parents reported that they
“never” (43.8%) felt pressured to choose books for their children that are gender
stereotypical, indicating that most parents tend to feel free when their children read

books that are gender stereotyped.

4.2.2.3 Parents’ perceptions on Gender-Neutral parenting and gender equality

4.2.2.3.1 Parents’ perceptions on Gender-Neutral Parenting

Table 4.67: Frequency of Chinese parental response to the question

“I am raising my child in a Gender-Neutral Parenting approach”

Response Frequency Percent
Strongly Disagree 8 4.1%
Disagree 38 19.6%
Neither Agree Nor Disagree 64 33%
Agree 68 35.1%
Strongly Agree 16 8.2%

Table 4.67 demonstrates that only 8 parents reported they “strongly agree”(4.1%)
with they are raising children in a Gender-Neutral Parenting approach. Few parents
reported with “strongly agree” (8.2%) and “neither agree nor disagree” (19.6%). Most
parents replied with “agree” (35.1%) and * disagree” (19.6%). This means most

parents tend to raise children with a traditional parenting style.
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Table 4.68: Test of Between- Subjects Effects
Chinese parental responses to the question
“I am raising my child in a Gender-Neutral Parenting approach”

by parents’ gender, children’s gender and parents’ education levels

Type 1II Sums of Mean )
Source df F P Partial n2
Squares Square
Parents’ gender 1.866 1 1.866 1.918 0.168 0.011
Children’s gender 0.938 1 0.938 0.964 0.327 0.006
Parents’ education levels 5.358 4 1.34 1.377 0.244 0.031
Parents’gender* Children’s
1.617 1 1.617 0 0.999 0
gender
Parents’gender* Parents’
4.014 4 1.003 1.031 0.393 0.023
education levels
Children’s gender®* Parents’
) 2.581 4 0.645 0.663 0.618 0.015
education levels
Parents’ gender * Children’s
gender* Parents’ education 6.042 4 1.511 1.552 0.189 0.034
levels
Error 169.317 174 0.973

An univariate analysis was used to examine the effect of parents’ gender, children’s
gender and parents’ education levels on parents’ perceptions of Gender-Neutral

Parenting approach. (see Table 4.68). However, no significant effect has been found.

4.2.2.3.2 Parents’ perceptions on gender equality
Parents’ perceptions on “gender equality is important to me” and “gender equality

is important to my child”

Table 4.69 revealed that most parents reported they “agree” (55.2 %) with the
statement “gender equality is important to me”. Few parents reported they “ disagree”

(4.1%) and “ strongly disagree” (3.1%) with this statement.

Regarding the statement “gender equality is important to my child”, Table 4.69 also
suggested that few parents demonstrated that they “strongly disagree” (2.1%) and
“ disagree” (4.6%) with this statement. 7.7 % of parents reported they “neither agree

nor disagree”. 35.1% of parents and 50.5% parents reported they and “ strongly agree”
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and ‘“‘agree” respectively, suggesting that parents tended to address gender equality

towards both themselves and their children.

Table 4.69 : Frequency of Chinese parental response to the question

“Gender equality is important to me” and “Gender equality is important to my child”

Response Frequency Percent
Gender equality is important to me

Strongly Disagree 6 3.1%
Disagree 8 4.1%
Neither Agree Nor Disagree 21 10.8%
Agree 107 55.2%
Strongly Agree 52 26.8%
Gender equality is important to my child

Strongly Disagree 4 2.1%
Disagree 9 4.6%
Neither Agree Nor Disagree 15 7.7%
Agree 98 50.5%
Strongly Agree 68 35.1%

Results from the Spearman’ s Rho correlation (see Table 4.70) indicated that there

was a positive correlation between parents’ responses to the question “Gender

equality is important to my child” and parents’ responses to the question “Gender

equality is important to my child” (rs=0.777, p < 0.01). This means parents who value

gender equality toward themselves also value gender equality towards their children.

Table 4.70: Correlations

Correlations between Chinese parental responses to “Gender equality is important to me” and

“Gender equality is important to my child”

Gender equality Gender equality
is important to is important to
me my child
Spearman's rho Gender is important to me Correlation Coefficient 1 0.777***
Sig. (2-tailed) 0
N 194 194
Gender equality is important to my
child Correlation Coefficient 0.777%** 1
Sig. (2-tailed) 0
N 194 194
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Parents’ perceptions on ways that can be applied to promote gender equality

Table 4.71 : Frequency of Chinese parents’ ratings of ways that can be
applied to promote gender equality

Response Frequency Percent
Removing gender roles from household chores is

helpful for gender equality.

Strongly Disagree 6 3.1%
Disagree 6 3.1%
Neither Agree Nor Disagree 13 6.7%
Agree 116 59.8%
Strongly Agree 53 27.3%
Using language that avoids labeling gender is helpful

for gender equality.

Strongly Disagree 4 2.1%
Disagree 11 5.7%
Neither Agree Nor Disagree 22 11.3%
Agree 117 60.3%
Strongly Agree 40 20.6%

My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels suits
him(her) best, regardless of gender.

Strongly Disagree 4 2.1%
Disagree 11 5.7%
Neither Agree Nor Disagree 18 9.3%
Agree 122 62.9%
Strongly Agree 39 20.1%

A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, which in

turn leads to gender equality.

Strongly Disagree 4 2.1%
Disagree 8 4.1%
Neither Agree Nor Disagree 30 15.5%
Agree 118 60.8%
Strongly Agree 34 17.5%

Table 4.71 displays the frequency of parents’ ratings of ways that can be applied to
promote gender equality. The item “my child has the opportunity to choose the toys,

books, activities and clothing that he(she) feels suits him(her) best, regardless of
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gender” received most parents’ supports (27.3 % of strongly agree and 59.8 % of
agree), suggesting that the from parents’ views, the most effective way to raise a child
with gender equality was to give the child opportunity to choose the toys, books,
activities and clothing that he (she) feels suits him (her) best, regardless of gender.
Using a Gender-Neutral Parenting approach (20.1% of strongly agree and 62.9% of
agree) also gained popularity by parents they think about ways that can promote
gender equality. Removing gender roles from household chores (27.3% of strongly
agree and 59.8% of agree) and Using language that avoids labeling gender (20.6 % of

strongly agree and 60.3 % ) were supported by almost the same amount of parents.

Whereas the item “using language that avoids labeling gender is helpful to gender

equality” gain parents’ least support (10.1% of strongly agree and 20.2% of agree).

Univatiate tests (Table 4.72) were performed to further examine the effect of parents’
gender, children’s gender and parents’ education levels on parents’ perceptions on
gender equality. Table 4.72 revealed that no significant effect has been found,
suggesting that parents’ gender, children’s gender and parent’s education levels may

not influence parents’ ratings of items that are related to gender equality.



Table 4.72: Test of Between- Subjects Effects
Chinese parents’ ratings of items that are related to gender equality

by parents’ gender, children’s gender and parents’ education levels
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Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares

Parents’ gender 1.Gender equality is important to me 0.051 1 0.051 0.06 0.806 0
2.Gender equality is important to my child 0.021 1 0.021 0.026 0.873 0
3.Removing gender roles from household chores
) ) 0.637 1 0.637 0.827 0.364 0.005
is helpful for gender equality.
4.Using language that avoids labeling gender is

& anetns ) £8 0.066 1 0.066 0.092 0.762 0.001
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.849 1 0.849 1.16 0.283 0.007
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.145 1 0.145 0.214 0.644 0.001
which in turn leads to gender equality.

Children’s gender 1.Gender equality is important to me 0.001 1 0.001 0.001 0.973 0
2.Gender equality is important to my child 0.059 1 0.059 0.073 0.787 0
3.Removing gender roles from household chores
) ) 0.042 1 0.042 0.055 0.815 0
is helpful for gender equality.
4.Using language that avoids labeling gender is

& angtns ) £& 0.219 1 0.219 0.307 0.581 0.002
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.117 1 0.117 0.16 0.69 0.001
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.516 1 0.516 0.763 0.384 0.004
which in turn leads to gender equality.

Parents’ education 1.Gender equality is important to me 0.814 4 0.204 0.241 0.915 0.006

levels 2.Gender equality is important to my child 0.621 4 0.155 0.193 0.942 0.004
3.Removing gender roles from household chores

2.342 4 0.585 0.76 0.553 0.017

is helpful for gender equality.
4.Using language that avoids labeling gender is

& angtas ] g8 3.238 4 0.809 1.134 0.342 0.025
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 2.614 4 0.654 0.893 0.469 0.02
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 1.606 4 0.401 0.594 0.668 0.013

which in turn leads to gender equality.
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by parents’ gender, children’s gender and parents’ education levels
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Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares
Parents’ gender* 1.Gender equality is important to me. 0.39 1 0.39 0.462 0.497 0.003
Children’s gender 2.Gender equality is important to my child. 1.119 1 1.119 1.393 0.24 0.008
3.Removing gender roles from household chores is
0.033 1 0.033 0.043 0.836 0
helpful for gender equality.
4.Using language that avoids labeling gender is
& angras £e 0.029 1 0.029 0.041 0.84 0
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 0.061 1 0.061 0.083 0.773 0
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.007 1 0.007 0.011 0.918 0
which in turn leads to gender equality.
Parents’ gender* 1.Gender equality is important to me. 2.838 4 0.709 0.841 0.501 0.019
Parents’ education levels  2.Gender equality is important to my child. 2.221 4 0.555 0.691 0.599 0.016
3.Removing gender roles from household chores is
0.493 4 0.123 0.16 0.958 0.004
helpful for gender equality.
4.Using language that avoids labeling gender is
& angras £e 1.654 4 0.413 0.579 0.678 0.013
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 5.315 4 1.329 1.816 0.128 0.04
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 0.987 4 0.247 0.365 0.833 0.008
which in turn leads to gender equality.
Children’s gender* 1.Gender equality is important to me. 3.979 4 0.995 1.18 0.321 0.026
Parents’ education levels ~ 2.Gender equality is important to my child. 3.839 4 0.96 1.194 0.315 0.027
3.Removing gender roles from household chores is
) 3.199 4 0.8 1.038 0.389 0.023
helpful for gender equality.
4.Using language that avoids labeling gender is
& anetis ) &8 1.794 4 0.449 0.628 0.643 0.014
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 3.607 4 0.902 1.232 0.299 0.028
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 1.787 4 0.447 0.661 0.62 0.015

which in turn leads to gender equality.
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Chinese parents’ ratings of items that are related to gender equality
by parents’ gender, children’s gender and parents’ education levels
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Type 111
Mean
Source Dependent variable Sums of df P Partial n2
Square
Squares
Parents’ gender* 1.Gender equality is important to me. 241 4 0.603 0.715 0.583 0.016
Children’s gender* 2.Gender equality is important to my child. 3.524 4 0.881 1.096 0.36 0.025
) 3.Removing gender roles from household chores is
Parents’ education levels ) 0.533 4 0.133 0.173 0.952 0.004
helpful for gender equality.
4.Using language that avoids labeling gender is
& angras £e 1.176 4 0.294 0412 0.8 0.009
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 1.117 4 0.279 0.382 0.822 0.009
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 3.689 4 0.922 1.364 0.248 0.03
which in turn leads to gender equality.
Error 1.Gender equality is important to me. 146.719 174 0.843
2.Gender equality is important to my child. 139.84 174 0.804
3.Removing gender roles from household chores is
) 134.094 174 0.771
helpful for gender equality.
4.Using language that avoids labeling gender is
& anetns ) &8 124.256 174 0.714
helpful for gender equality.
5.My child has the opportunity to choose the toys,
books, activities and clothing that he(she) feels 127.323 174 0.732
suits him(her) best, regardless of gender.
6.A Gender-Neutral Parenting approach can avoid
gendered stereotypes when raising my child, 117.635 174 0.676

which in turn leads to gender equality.
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4.3 Initial discussion of Study Two
Section 4.3 summarizes the main findings and provides an initial discussion of Study

Two.

4.3.1 Study overview

4.3.1.1 Parents’ perceptions of gender-appropriate reading materials

In the present study, we explored how parents perceive gender-appropriate reading
materials for boys and girls by examining parents’ perceptions of book topics
(football, princess/doll, gymnastics, fairy tales) and the sex of characters on book

covers (male,female), in both the UK and China.

Parents’ ratings of book topics

Regarding parents’ perceptions of book topics (football, princess/doll, gymnastics,
fairy tales), in both the UK and China, we found that the main effect of parents’
gender on parents’ ratings of book topics was not significant. This suggests that
parents’ gender did not significantly influence how they evaluated different types of
book topics. In other words, mothers and fathers showed comparable patterns in their

ratings across football, princess/doll, gymnastics, and fairy tales books.

In contrast, the main effect of children’s gender was significant in both cultural
contexts. Specifically, parents were more likely to recommend football books to boys
than to girls, whereas books about princesses, dolls, and fairy tales were more likely
to be recommended to girls than to boys. These findings indicate that parents’
evaluations of book topics varied depending on whether they had a son or a daughter,
suggesting that children’s gender may play a more influential role than parents’

gender in shaping parental book selection behaviour for children.

Interestingly, however, the results also revealed a degree of flexibility in parents’ book
selection behaviour. Although football books were more frequently recommended to

boys, parents of girls still gave relatively high ratings to football books. Similarly,
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while fairy tales were more often recommended to girls, parents of boys also
evaluated fairy tales positively. These patterns suggest that, although
gender-differentiated preferences remain evident, parents may be increasingly open to

cross-gender reading choices.

Such results are consistent with previous research suggesting that parents play a
crucial role in shaping children’s gender-related attitudes and behaviours. As primary
and influential socializing agents, parents provide children with their first lessons
about gender by defining what is considered “appropriate” and “inappropriate”
behaviour for boys and girls (Eccles, 2015). Research has also suggested that parents
shape children’s beliefs about gender roles and expectations through books. For
example, using a deductive content analysis approach to examine the transmission and
presence of gender stereotypes in children’s literature, Pownall & Heflick (2023)
found that parents tend to provide books to boys and girls that reflect traditional
gender stereotypes. Similarly, Krafchick et al. (2005) investigated how gender
ideologies are reflected in parenting through book selection and found that parents

tend to choose books that align with their own gender beliefs.

The observed flexibility in cross-gender book ratings may reflect the growing
recognition of gender-neutral parenting, defined as raising children without
imposing gender norms or stereotypes (Rahilly, 2015; Rahilly, 2022; Martinez, 2022).
This parenting style allows children to explore their own interests and pick their own
identities without being told that certain things are “for boys” or “for girls”. Over time,
this openness may contribute to reducing Over time, this could gendered limitations
on children’s literary engagement and support more inclusive and varied reading

experiences (Rahilly, 2015; Davies, 2020; Chandel & Shanwal, 2024).

The interaction effect between children’s gender and parents’ education levels on
parents’ book topic ratings was significant in the UK but not in China, indicating that

in the UK, the influence of parental education on book selection for children varied
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depending on whether the child is a boy or a girl. Specifically, British parents with an
upper secondary or tertiary degree were more likely than those with below-upper
secondary education to recommend books about princess, dolls, and fairy tales to their
children. This pattern suggests that higher parental education may reflect a more
egalitarian attitude toward children’s exploration of diverse stories. The lack of a
significant interaction in China may be attributed to the fact that the majority of
Chinese parents in the sample had only completed primary education. This low and
relatively homogeneous level of educational attainment reduces variability and may
limit the potential influence of parental education on their evaluations of book topics.
In contrast, UK parents have higher and more varied education levels, making it

easier to see these differences.

4.3.1.2 Parents’ ratings of the sex of characters on books

When it comes to parents’ perceptions of the sex of characters on books, results from
both the UK and China indicated that the main effect of parents’ gender was not
significant. In other words, fathers and mothers in both countries tended to evaluate
books with male and female characters similarly, suggesting that when parents select
books for children, parent’s gender alone did not strongly influence their perceptions

of the sex of characters on book covers.

In the UK, children’s gender has a significant influence on parents’ ratings of the sex
of character on books. Specifically, British parents’ ratings of books with female
characters differed significantly depending on whether the child was a boy or a girl. In
contrast, ratings of books with male characters did not differ significantly by
children’s gender. This indicates that British parents were more likely to recommend
books with female characters to girls than to boys. However, there was no significant
difference between parents of boys and parents of girls in their evaluation of books
with male characters, suggesting that parents were generally comfortable with girls
reading books with male characters. This pattern could be explained by parental

tendencies to treat daughters and sons differently in terms of challenging gender
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stereotypes (Goodkind, 2009; Nandini, 2018). In generally, girls are more likely to be
encouraged to challenge gender stereotypes. For example, according to McHale,
Crouter & Whiteman (2003), parents are often more flexible about the activities they
consider appropriate for daughters than for sons. Similarly, Leaper (2014) reported
that many American parents encourage daughters to participate in
masculine-stereotyped activities, such as sports, whereas few parents encourage sons
to engage in feminine-stereotyped activities, such as playing with dolls. When it
comes to book reading, Pownall & Heflick (2023) found that although parents
generally choose books that reflect traditional gender stereotypes, they also attempt to
select counter-stereotypical books for daughters. As such, these findings suggest that
parents may be more willing to challenge gender stereotypes for girls than for boys,
which helps explain why children’s gender significantly influences parents’ selection
of books with female characters in the UK. In contrast, in China, the main effect of

children’s gender on parents’ ratings of the sex of characters was not significant.

In the UK, the main effect of parents’ education levels on ratings of books with male
characters was significant. Parents with higher educational levels were more likely
than those with lower education to recommend books featuring male characters to
their children. This pattern may reflect the tendency of more educated parents to
encourage children to challenge traditional gender stereotypes and to encourage both
boys and girls having equal opportunities to purse their own interests (Keating&
Baker, 2023). Nevertheless, Chinese parents’ education levels did not significantly
influence their ratings of the sex of characters on books, this was probably due to the

low and relatively homogeneous level of educational attainment of Chinese parents.

In the UK, the interaction between parents’ gender and parent’s education levels on
parents’ ratings of the sex of characters on books was significant. Specifically, parents
with higher education were more likely than those with lower education to
recommend books with male characters to their children. This suggests that British

parents’ ratings of books with male characters varied depending on both their gender
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and educational levels. These findings also suggested that more educated parents,
whether mothers or fathers, are more likely to encourage children to read books that
challenge gender stereotypes. In China, however, although parents’ education
attainment alone did not influence their ratings on the sex of characters on books, its
effect varied depending on the gender of the child. This suggests that even in contexts
with generally lower education levels, education can interact with other factors to

affect parents’ evaluations of the sex of characters on children’s books.

Together with the important role of parents’ education levels in shaping their ratings
of book topics, these findings are consistent with prior research highlighting the role
of education in promoting gender equality. These findings are consistent with prior
research highlighting the role of education in promoting gender equality. Higher
parental education is associated with more egalitarian attitudes toward gender, greater
willingness to challenge traditional stereotypes, and a more inclusive understanding of
gender roles for children (Davis & Greenstein, 2009; Keating & Baker, 2023). In
conclusion, these results suggest that parents with higher education levels may not
only select a wider range of books for their children but also adjust their selection
according to whether the child is a boy or a girl, supporting children to have reading
experiences that are more inclusive and less constrained by traditional gender

stereotypes.

4.3.1.3 Are parents more likely to recommend books that they know to their
children?

A Spearman’s Rho correlation was conducted to examine whether parents tend to
recommend books they are familiar with to their children. In the UK, results indicated
that parents generally preferred to recommend books they knew, although this
relationship was very weak. However, in China, parents were more likely to
recommend books to their children that they themselves were not familiar with,
suggesting a different pattern in parental selection strategies between the two

countries. This reflects that a culture of reading is rooted in and influenced by the
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context of the local culture (Cortazzi & Jin, 1996; Jin & Coratazzi, 2006). As Hu
(2002) argued, China is a place where a strong tradition of reading and learning is
deeply embedded. Learning is often equated with reading books, since knowledge is
considered to be preserved in written texts. Traditional sayings such as “one can find
a house of treasure by reading books” reflect this cultural view of knowledge
acquisition. This cultural emphasis helps explain why textbooks and other written
materials are highly valued in China and why Chinese parents tend to encourage

children to read books beyond their own familiarity.

4.3.1.4 Parents’ book selection behaviour for children

This study examined factors that influence parents’ book selection behaviour for
children. Analysis of the mean ratings across seven factors affecting parental book
selection revealed that in the UK, teachers exerted the greatest influence on parents’
decisions. This was followed by child’s gender, friends with children of the same age,
other children, online review, parents’ friends, while grandparents had the least impact.
A very similar pattern was found in the Chinese sample. The average scores indicated
that teachers also had the strongest influence on parents’ book selection behaviour for
children. This was followed by child’s gender, friends with children of the same age ,
online reviews, other children, and parents’ friends. Grandparents were reported as
having the least influence. Overall, the findings from China closely mirror those of
the UK, suggesting that despite with different cultural contexts, when British and
Chinese parents selecting books for their children, educational input, as represented
by teachers, remains a central guide, children’s gender also play a key role in shaping
parents’ book selection behaviour, while family members such as grandparents play a
comparatively minor role. The primary influence of teachers on parents’ book
selection behaviour for children reflects the authority and professional status that
educators hold in both countries. Teachers are often seen as evaluation experts in
children’s literacy development and educational needs (Johnston, 1987), and therefore
parents tend to rely on teachers’ recommendations when selecting reading materials

for their children.
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The strong influence of children’ s gender suggests that gender remains a key factor
when parents’ interpret children’s interests and needs. This also suggests that in both
the UK and China, parent’s book selection or children may still be guided by gender
norms and expectations, particularly regarding what is considered appropriate for

boys versus girls ( Pownall & Heflick, 2023).

Across both the UK and Chinese samples, parents’ education levels emerged as a
significant factor influencing how parents select books for their children, while

parents’ gender and children’s gender did not.

In the UK, parents’ education attainment had a significant effect only on ratings of
“grandparents”. In China, parents’ education attainment had a much broader impact.
Specifically, parents’ education levels significantly influenced parents’ ratings of
several factors, including online reviews, friends with children of the same age, other
children, parents’ friends , teachers , and children’s gender. This suggests that, in the
Chinese context, educational background may play a more prominent role in shaping
how parents evaluate a broad range of influences on their book selection behaviour
for children (Fan, 2013). This may also be due to generally lower education levels of
Chinese parents in the sample, which could lead them to rely more heavily on external
guidance, such as teachers, friends, and online reviews, when selecting books for their
children. On the other hand, the consistency of these findings across the UK and
China highlights the role of parent’s education attainment in shaping parents’

decision-making regarding children’s reading.

The frequency of parental response to the question “How much are the books your
child prefers reading stereo-typically typed to his (her) gender” revealed that in the
UK, overall, boys preferred “boy’s books” and girls preferred “girls’ books”,
indicating that gender-typed reading patterns remain common. However, in China,
results suggested that Chinese children tend to read books that challenge traditional

stereotypes. Again, this may be attributed to the strong emphasis on texts books and
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other written materials, which are regarded as primary source of knowledge (Cortazzi
& Jin, 1996; Jin & Coratazzi, 2006; Hu, 2002). As a result, Chinese children appear to
engage with a wider range of books, including those that challenge traditional gender
stereotypes, rather than being limited to reading materials with conventional gender

expectations.

Although parents’ gender did not significantly influence their perceptions of how
stereotypically gendered their children’s preferred books were, parents’ education
levels again played an important role. In the UK, parents with below upper-secondary
education were more likely than those with upper-secondary or tertiary education to
report that their children preferred books that were strongly stereotyped base on
gender. This may suggest that higher parental education is associated with greater
exposure to or acceptance of less gender-typed reading materials, potentially
reflecting more egalitarian attitudes toward gender roles. Such findings are consistent
with prior research indicating that parents’ education promotes gender equality. For
example, Davis & Greenstein (2009) suggested that parental education increase
gender equality through several mechanisms, including fostering an egalitarian
attitude toward gender within the family, providing access to healthcare and economic
resources for children, and supporting a more inclusive understanding of gender roles
for children to adopt. More highly educated parents are more likely to challenge
traditional gender stereotypes, leading to greater acceptance of both boys and girls
having equal opportunities to pursue their own interests (Keating & Baker, 2023).
Similarly, Fei and Li (2025) found that mothers with higher education levels tend to
hold more equal attitudes toward daughters and sons. Evertsson et al. (2009) observed
that gender inequality is greater among the less educated in the Netherlands, Sweden,
and the United States. Garrido (2020) reported that education can reduce traditional
gender norms by over 11 percentage points across 14 European countries. Together,
these findings suggest that parental education not only influences the books children

read but also promotes more equal attitudes toward gender in parenting.
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In addition, in both countries, the interaction effect between parents’ gender and
parents’ educations on parental responses to the question of “how much books
children prefer reading are stereo-typically typed to their gender” was not significant,
suggesting that the influence of parents’ education on parental perceptions of

gender-typed reading preferences was consistent between mothers and fathers.

When asking “How much do you feel pressured to choose books for your child that
are gender stereotypical?” Almost half of parents demonstrated that they “never”
felt pressured to choose books for their children that are gender stereotypical, in both
the UK and China, indicating most parents tend to feel free when their children read
books that are gender stereotyped. This suggests that gender norms may still influence
the books parents choose for their children, which consist with previous finding that
parents tend to provide books to boys and girls that reflect traditional gender

stereotypes (Pownall & Heflick , 2023).

We also found the interaction between parents’ gender and children’s gender, parents’
gender and parents’ education levels, children’s gender and parents’ education levels,
as well as the three-way interaction among parents’ gender, children’s gender, and
parents’ education levels, were all non-significant. This indicates that parents’
responses to the question, “How much do you feel pressured to choose books for your
child that are gender stereotypical?” were not meaningfully influenced by their

gender, their children’s gender, or their educational background.

4.3.1.5 Parents’ perceptions on Gender-Neutral parenting and gender equality
In terms of parents’ perception of gender-neutral parenting, British parents.share a

pattern very similarly to that of Chinese parents.

First, in both the UK and China, the majority of parents responded  “strongly
disagree” or disagree” to the statement “/ am raising my child in a Gender-Neutral

Parenting approach”, indicating that most parents continue to follow a more
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traditional parenting style.

The main effect of parents’ gender, children’s gender and parents’ education levels on
parents’ perceptions of gender-neutral parenting approach was not significant.
Similarly, none of the interaction effects, including parents’ gender and children’s
gender, parents’ gender and parents’ education levels, children’s gender and parents’
education levels, or the three-way interaction among parents’ gender, children’s
gender, and parents’ education levels were significant. These results indicate that
parents’ perceptions of gender-neutral parenting were generally consistent, regardless

of parent’s gender, children’s gender, and parents’ educational background.

In both the UK and China, most parents reported that they “strongly agree” or “agree”
with the statement “gender equality is important to me” and “gender equality is
important to my child’. Results from the Spearman’ s Rho correlation suggested that
there was a positive correlation between parents’ responses to the these two
statements. This means parents who value gender equality toward themselves also

value gender equality towards their children.

Parents’ perceptions on ways that can be applied to promote gender equality indicated
that in both the UK and China, the most effective way to raise a child with gender
equality was to give the child opportunity to choose the toys, books, activities and
clothing that he (she) feels suits him (her) best, regardless of gender. In the UK, This
was followed by supporting the removal of gender roles from household chores and
adopting a gender-neutral parenting approach. In contrast, the strategy of using
language that avoids labeling gender received the least support. While in China, this
was followed by using a Gender-Neutral Parenting approach, removing gender roles
from household chores and using language that avoids labeling gender is helpful to
gender equality. The overall patterns indicates that parents across these two cultural
contexts similarly prioritize child choice as the key approach for fostering gender

equality, although the relative ranking of other strategies differed slightly. These
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findings are in line with previous studies suggesting that parents can promote

gender-neutral parenting through multiple approaches (Gontcharova, 2023).

The effect of children’s gender on parents’ ratings of the statement, “4 gender-neutral
parenting approach can prevent gendered stereotypes and promote gender equality,”
was significant. Specifically, parents of girls were more likely than parents of boys to
support this statement, suggesting that girls are more likely to be encouraged than
boys to engage with practices that challenge traditional gender stercotypes. This
finding aligns with previous research indicating that parents tend to treat daughters
and sons differently when it comes to challenging gender norms (Goodkind, 2009;
Nandini, 2018). For example, parents are generally more flexible in allowing
daughters to explore non-traditional activities, while sons are more frequently guided

toward stereotypically masculine roles (McHale, Crouter & Whiteman, 2003).

The effect of parents’ education levels on parents’ ratings of the statement, “Gender
equality is important to me,” was significant. Specifically, parents with a below-upper
secondary degree were less likely than those with a tertiary degree to agree with this
statement. Similarly, the effect of education level on parents’ ratings of the statement,
“Gender equality is important to my child,” was also significant, with parents holding
a below-upper secondary degree again less likely than those with a tertiary degree to
endorse the statement. These results indicate that parents with higher educational
attainment place greater value on gender equality, both for themselves and for their
children, compared to parents with lower levels of education. These findings agree
with prior research suggesting that educational can increase gender equality. Higher
parental education may lead a greater acceptance of both boys and girls to explore and
develop their own interests. (Keating & Baker, 2023; Fei & Li (2025); Evertsson et al.
(2009); Garrido (2020).

A very interesting finding from this study was that, in both the UK and China, parents

generally held positive perceptions of gender-neutral parenting. However, in practice,


https://www.thebump.com/author/natalie-gontcharova
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many still preferred traditional parenting styles when raising their children. This
preference may stem from the perceived advantages of conventional approaches.
While gender-neutral parenting allows children to purse their interests and develop
their identities without rigid gender stereotypes (Choosing Therapy, 2023), according
to Logan, Heberle & Goldberg (2025), despite increasing societal acceptance of
gender diversity, gender-neutral parenting still faces significant criticism and
controversy. Opponents see this parenting style as a rejection of traditional norms and
a potential source of confusion for children and may cause bullying. Similarly,
Choudhury (2019) suggested that children who challenge traditional gender
stereotypes may face bullying or ridicule from their peers. In addition, Grant et al.
(2011) found that children who do not conform to conventional gender norms, such as
transgender children or those with nonconforming gender expressions, are at higher
risk of discrimination. Furthermore, transgender children often struggle to fit in with
larger peer groups and may continue to face bullying later in life, which can extend
into multiple domains including employment, healthcare, and interactions with the

legal system (Downing, 2013; Downing & Przedworski, 2018; Rahilly, 2022).

4.3.2 Strength of this study

This study is a first attempt to conduct a cross-culture research to explore parents’
perceptions of gender-appropriate reading materials and gender-neutral parenting and
how these involvement can shape children’s reading interests. We found that although
gender-neutral parenting has gained popularity by parents’, and although girls are
more likely to be encourage to read books that challenge gender stereotypes, still,
however, parents are more likely to using a traditional parenting style to raise thief
children. Thus, this study added to literacy on exploring the fresh trends in parenting
and its impact on children’s reading interests. Meanwhile, it is also highlighting a
more diversity and harmony society where children can be who they wan to be.
Educators, policymakers, and government should be collaborate to find more

guidance for parents on how to positively adopt gender-neutral parenting to raise their

children.
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Another contribution of this study is that it explored how parent’s perceptions of
gender-appropriate behaviour can shape children’s reading interests. As far as we
know, little research has investigated this area. By choosing books with 4 dimensions
of topic (football, gymnastic, princess/dolls, fairy tales) and 2 dimension of the sex of
character (male, female), results suggested in both the UK, parents are more likely to
encouraging their children to read counter-stereotypical books than before. This
finding filled a research gap by adding some new trends in parenting and its

connection with children’s reading interests.

4.3.3 Limitations of this Study

The first limitations of this study is the sample size of parents. Parental education and
children’s socioeconomic background are important factors that influence children’s
reading and overall development, therefore we hypothesized that parents with
different education levels might deferentially influence their children’s reading
development. In our study, British parents generally had higher education levels, this
might be due to there were all invited from Prolific. While, Chinese parents had
comparatively lower education levels, the majority of Chinese parents in the sample
had only completed primary education. Because of this imbalance, we were unable to
directly statistically compare the influence of parental education across the two
cultures. Future research should include a larger and more balanced sample of parents
to better explore how variations in education and cultural context affect children’s

reading outcomes.

Second, the selection of books in this study was limited. We select 8 books covering 4
topics (football, gymnastics, princesses/dolls, and fairy tales) and featuring characters
of two genders (male and female) on the covers for parents to assess. This limited
range may not fully capture the diversity of children’s literature or its potential
influence on children’s reading interests. Future studies should include a broader

variety of genres and themes to provide a more comprehensive understanding of
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parental perceptions of gender-appropriate reading materials for boys and girls and

their impact on children’s reading interests.

4.3.4 Conclusion

Parents, as primary agents of socialization, nurture and socialize children by
providing “appropriate” models of boys’ and girls’ behaviour. This study explored
how parents’ perception of gender-appropriate reading materials and parents’ views of
gender-neutral parenting can have an impact on children’s reading interests. The
results indicated that today’s children, especially girls, are more likely to be
encouraged to read books that challenge traditional stereotypes. While boys are less
frequently encouraged to challenge gender norms, parents are generally supportive
when boys engage with books such as fairy tales. On the other hand, with the
increasing awareness of raising children without gender, parents are increasingly
willing to support their children in exploring interests beyond conventional gender
expectations, including reading. However, raising children without gender still facing

societal challenges and resistance. Therefore, educators, schools, communities, and
governments should work together to promote a more diversity recognition of gender
roles, and support parents to raise children with allowing them to pursue their own

interest and diversity.
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Chapter 5
Study Three: Parental involvement in children’s reading and its connections to

children’s reading interests

Chapter 5 reports on the third study conducted for this dissertation. Based on a sample
of British parents, Study Three aimed to explore the differences between fathers and
mothers in their involvement in children’s reading and to investigate how parental
involvement in children’s reading can affect children’ reading interests. It
hypothesized that fathers and mothers are differently involved in children’s reading,
with mothers involved more in children’s reading through all three dimensions:
engagement, accessibility and responsibility. In addition, it hypothesized that both
fathers and mothers are more likely to be involved with daughters than sons in reading
(through three dimensions: engagement, accessibility and responsibility). Finally, this
study hypothesized that all three dimensions (engagement, accessibility and
responsibility) of parental involvement in children’s reading positively predict

children’s reading interests.

5.1 Methodology
Section 5.1 is the methodology section that explains the research design, participants,

instruments, procedures, data analysis of Study Three.

5.1.1 Design
A 2 (parent: father vs. mother) x 2 (child: boy vs girl) x 3 (parental involvement:
engagement, accessibility and responsibility) design was used to explore if there are

differences between mothers and fathers regarding their involvement in children

reading through engagement, accessibility and responsibility.

5.1.2 Participants

Our sample was composed of 129 British parents (Male=65, Female=64) from
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Prolific. The surveyed children of participants aged 5 to 12, including 70 boys
(M=8.94, SD=2.35) and 59 girls (M=8.24, SD=2.43). Figure 5.1 shows the

distribution of children surveyed by age group and gender.

Figure 5.1: Distribution of children surveyed by age group and gender
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5.1.3 Instruments

Questionnaire

According to Lamb and his colleagues’ theoretical model of parental involvement,
engagement (parent’s actual one-on-one interaction with the child), accessibility
(parent is physically and mentally available, they engage with the child indirectly),
and responsibility (parent takes responsibility for the child’s care and arranging for
resources to be available for the child ) are the mechanisms through which parental
involvement influences child outcomes (Lamb, et al.,1985; Lamb, 2000). Based on
this model, I created an online questionnaire to collect information about parental

involvement in children’s reading.

The online questionnaire ran on PsyToolkit software (Stoet, 2010, 2017) and
contained five sections. Section 1 (4 questions) was used to collect the demographic

information about parents and children, including parents’ gender, children’s gender,
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children’s age, and children’s school year. Questions from Section 2, Section 3 and
Section 4 were used to explore the three dimensions of parental involvement

(engagement, accessibility, and responsibility). Specifically:

Section 2 investigated the first dimension of parental involvement, namely
“Engagement”. There is only one question in this section -“How often do you read
with your child?’ This question will allow us to know parents’ actual reading
interactions with their children. This question will be answered by using a 5-point
Likert scale, ranging from “Never” (1), “Rarely” (2), “ A few times a month ” (3),
“Several times e a week” (4) to “Every day”(5). Parents with a higher score tend to
have a higher level of engagement, and consequently, they are more likely to engage
in children’s reading. Considering the question of “How often do you read with your
child?”” may not be enough, so we also asked parents the question “Please tell us why
you read frequently or infrequently with your child.” as a complementary. This

question helped to better understand the frequency of parent-child reading.

Section 3 (5 questions) investigated the second dimension of parental involvement,
that is, “Accessibility”. In this section, parents will be asked to answer five questions
regarding their indirect involvement in children’s reading (parent is physically and
mentally available, merely providing support and resources). Each item will be
answered by using a 5-point Likert scale, ranging from “Never” (1), “Rarely” (2),
“ Sometimes ” (3), “Often” (4) to “Always”(5). Parents who achieve a higher score

tend to have a higher level of accessibility. Cronbach’s alpha for this test was .721.

Section 4 (9 questions) explored the third dimension of parental involvement, namely
“Responsibility” (parent takes responsibility for the child’s care and arranging for
resources to be available for the child ). Each item will be answered by using a
5-point Likert scale, from strongly Disagree to Strongly Agree. Parents with a higher
score are more likely to take the responsibility of children’s reading. Cronbach’s alpha

was .827 in this study.
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Section 5 explored children’s reading interest by investigating children’s reading
frequency of each genre. Parents will be asked to rate how often does their child read
a specific genre. A 5-point Likert scale will be used to score each item, ranging from
“Never” (1), “Rarely” (2), “ Sometimes ” (3), “Often” (4) to “Always”(5). The
surveyed children with a higher score in a particular genre, represents they read more

books about this type of genre.

5.1.4 Procedure

In the UK, only parents of children aged 5 to 12 were invited from Prolific to
participate in this study. If they have more than one child aged 5 to 12, they were
asked to select only one (the one they understand best) and then to make the responses
to the questionnaire. After reading the information sheet online and giving consent to

this study, parents began to complete the online questionnaire.

5.1.5 Data analysis

5.1.5.1 How did I measure children’s reading interests?

According to Ross (2009), the term reading interest points to a key question: what
kinds of genres give people sufficient pleasure that they choose to continue reading
rather than put the materials down? That is, reading interest refers: (1) a reader’s
interest in reading itself, as measured by the amount of time that a reader spends on
reading; (2) what a reader wants to read about, as expressed by a list of genres that the
reader reads by preference. Thus, in this study, reading interest was measured from
two aspects: (1) reading frequency - to measure how much time a child spends on

reading; (2) genre preference - to measure a child’s preference for each genre.

5.1.5.2 Statistical analysis
To examine the differences between father involvement and mother involvement in
children’s reading, a two-way repeated measures ANOVA was conducted with a 2

(parent: father vs. mother) x 3 (parental involvement: engagement, accessibility and
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responsibility) design.
An ANOVA analysis with a 2 (parent: father vs mother) x 2 (child: boy vs girl) design
was conducted to examine whether fathers and mothers are differently involved with

boys and girls in reading.

A regression analysis was performed to explore the relationships between parental

involvement in children’s reading and children’s reading interests.

5.2 Results
5.2.1Difference between father involvement and mother involvement in

children’s reading

Table 5.2: Means and standard deviations of the reported scores of the three
dimensions of parental involvement in children’s reading (N=129)

Parental involvement in children’s reading M SD

Father involvement in children’s reading

Engagement 3.63 1.08
Accessibility 4.35 0.47
Responsibility 3.93 0.52
Mother involvement in children’s reading

Engagement 4.06 0.87
Accessibility 4.44 0.54
Responsibility 4.08 0.60

Table 5.2 presents the means and standard deviations of each dimension of parental
involvement (6 item in total, including 3 from maternal reports and 3 from paternal
reports). To examine the differences between father involvement and mother
involvement in children’s reading, a two-way repeated measures ANOVA was
conducted with a 2 (parent: father vs. mother) x 3 (parental involvement: engagement,

accessibility and responsibility) design.

Mauchly's test indicated that the assumption of sphericity had been violated, ¥2 (2) =

27.044, p < 0.001. Therefore, degrees of freedom were corrected using Greenhouse -
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Geisser estimates of sphericity ( € = .838). Main effect of parental involvement was
statistically significant, F (1.676, 212.88) = 22.219, p < .001, np2 = .149. The
interaction between parents’ gender and parental involvement was not significant, F

(1.676,212.88) = 2.224, p =.12, np2 = .017.

Univariates tests indicated a significant simple effect of parents’ gender on parental
involvement in children’s reading, F (1, 127) = 8.216, p =.005, np2 = .061, suggesting
that in general, mothers were more likely than fathers to be involved in children’s
reading. A significant simple effect of parents’ gender on engagement F (1, 127) =
6.212, p =.014, np2 = .047, implying that mothers engaged more frequently with their
children than did fathers in one-on-one parent-child reading. However, the simple
effect of parents’ gender on accessibility was not significant, F (1, 127) = 1.164, p
= .283, np2 = .009. The simple effect of parents’ gender on responsibility was not
significant either, F (1, 127) = 2.492, p =.117, np2 = .019. The results confirmed the
hypothesis that mothers are more likely than fathers to be involved in children’s
reading through the dimension of engagement. However, the assumption that mothers
are more involved in children’s reading through the dimension of accessibility and

responsibility can not be confirmed.

To examine whether fathers and mothers are differently involved with boys and girls
in reading, an ANOVA analysis with a 2 (parent: father vs mother) x 2 (child: boy vs
girl) design was conducted. Table 5.3 presents the means and standard deviations of

each dimension of parental involvement by parent’s gender and children’s gender.

Results from univariate tests indicated that a main effect of parents’ gender on
parental engagement in children’s reading, F (1, 125) = 6.974, p =.009, np2 = .053.
While the main effect of parents’ gender on parental accessibility in children’s reading
was not significant, F (1, 125) = 1.1.21, p =.292, np2 = .009. The main effect of
parents’ gender on parental accessibility in children’s reading was not significant, F

(1, 125) = 2.188, p =.142, np2 = .017. These results consisted with our previous



199

findings that mothers are more likely than fathers to be involved in children’s reading

through the dimension of engagement.

Univariate tests also revealed that the main effect of children’s gender on all three
dimension were not significant, engagement, F (1, 125) =2.882, p =.0422, np2 = .000,
accessibility, F (1, 125) = 1.097, p =.297, np2 = .009, responsibility, F (1, 125) =0.503,
p =48, p2 =.004].

Furthermore, the interactions between parents’ gender and children’s gender on all
three dimension were not significant [engagement, F (1, 125) = 2.882, p =.092, np2
=.023, accessibility, F (1, 125) = .018, p =.894, np2 = .000, responsibility, F (1, 125)
=1.684, p =.197, np2 = .013, respectively.] That is to say, both fathers and mothers
were equally involved with boys’ and girls’ reading through all three dimensions:
engagement, accessibility and responsibility), and therefore, our hypothesis both
fathers and mothers are more likely to be involved with daughters than sons in reading

through all three dimensions was not confirmed.
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Table 5.3: Means and standard deviations of the reported scores of the three
dimensions of parental involvement in children’s reading by parents’ gender and
children’s gender (N=129)

Parental involvement in

children’s reading Parent Gender Child Gender M SD
Engagement Male Boy 3.78 0.99
Girl 3.45 1.18

Total 3.63 1.08

Female Boy 3.94 0.98

Girl 4.20 0.71

Total 4.06 0.87

Total Boy 3.86 0.98

Girl 3.83 1.04

Total 3.85 1.00

Accessibility Male Boy 4.31 0.45
Girl 4.39 0.51

Total 4.35 0.47

Female Boy 4.39 0.59

Girl 4.50 0.48

Total 4.44 0.54

Total Boy 4.35 0.52

Girl 4.45 0.49

Total 4.40 0.51

Responsibility Male Boy 3.90 0.56
Girl 3.96 0.49

Total 3.93 0.52

Female Boy 4.18 0.61

Girl 3.98 0.59

Total 4.08 0.60

Total Boy 4.03 0.59

Girl 3.97 0.54

Total 4.00 0.57
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5.2.2 The relationships between parental involvement in children’s reading and
children’s reading interests

When moving focus to the relationships between parental involvement in children’s
reading and children’s reading interests, this study predicted that all three dimensions

of parental involvement positively predict children’s reading interests.

As mentioned earlier, reading interest is often measured from two aspects: (1) reading
frequency - to measure how much time a reader spends on reading; (2) genre
preference - to measure children’s preference on each genre. Thus, in this study, a
child’s reading interest was assessed by two measures: (1) the score of children’s
frequency of reading outside of school that assessed children’s reading frequency, and
(2) the score of children’s reading frequency on each genre that assessed children’s

genre preference.

To examine the relationships between parental involvement in children’s reading and
children’s reading interests, multiple linear regression analyses were conducted. The
three dimensions of parental involvement (engagement, accessibility and
responsibility) in children’s reading, parent gender, child gender and child age were
used to predict children's reading interests (reading frequency and genre preference).
The assumptions of linearity, normally distributed errors, and uncorrelated errors were

checked and met for all multiple linear regression analyses.

5.2.2.1 Children’s reading frequency

The first multiple linear regression analysis assessed children’s reading frequency.
Parental engagement, parental accessibility, parental responsibility, parent gender,
child gender and child age were used as predictors of reading frequency. Table 5.4
represents the unstandardized and standardized coefficients, and multicollinearity of

the paths from all predictor variables to children’s reading frequency.

As it can be seen from Table 5.4, the entire group of variables significantly predicted
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children’s reading frequency, F (6, 122) = 7.58, p <0.001, adjusted R2 = 0.236. As
indicated by the R2 measure, a total of 23.6% of the variance in the children’s reading
frequency can be predicted by the predictors. Both parental engagement (f = 0.346, p
< 0.001) and parental responsibility (B = 0.288, p = 0.002) significantly predicted
children’s reading frequency, while prenatal accessibility did not (= - 0.084, p =
0.342). That is to say, when parents read with their children more often and had a
strong sense of responsibility on children’s reading, their children read more
frequently. The age of child also significantly predicted children’s reading frequency
(B = 0.17, p = 0.05), suggesting that older children read more often than younger
children. Whereas, the gender of parent (B = 0.108, p = 0.18) and the gender of child

(B=0.111, p = 0.16) did not significantly predict children’s reading frequency.

The formula of the model was: Children’s reading frequency = 0.898 + 0.42*parental
engagement - 0.031*parental accessibility + 0.062*parental responsibility

+0.261*parent gender + 0.27 * child gender +0.086 *child age.

Table 5.4: Multiple regression analysis summary predicting children’s reading
frequency from all predictor variables (N=129)

Unstandardized Coefficients

Standardized ) . .
) . . . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 0.898 0.943 0.952 0.343
Engagement 0.420 0.114 0.346 3.687 0.000 0.678 1.475
Accessibility -0.031 0.033 -0.084 -0.953 0.342 0.772 1.295
Responsibility 0.062 0.019 0.288 3.207 0.002 0.742 1.347
Gender of parent 0.261 0.194 0.108 1.348 0.180 0.937 1.067
Gender of child 0.270 0.191 0.111 1.413 0.160 0.971 1.030
Age of child 0.086 0.043 0.170 1.982 0.050 0.815 1.226
R2 0.272
AR2 0.236
F F (6,122) =7.580, P=0.000

Durbin-Watson 2.201
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5.2.2.2 Children’s genre preferences

Table 5.5 shows children’s genre preference for each genre. Similarly to our Study 1,
adventure, humour, fantasy, fairy tale/ folktale/ legend/myth/ fable, science fiction,
mystery and comics/Graphic Novel/ Manga were the top popular genres by both boys

and girls, while religion and was the least favoured gender by both boys and girls.

Table 5.5: Children’s genre preference for each genre (N=129)

Genre Child Gender N M SD
Adventure Boy 70 3.74 0.74
Girl 59 3.63 0.69
Fantasy Boy 70 3.36 0.84
Girl 59 3.61 0.89
Fairy Tale/ Folktale/ Legend/Myth/ Fable Boy 70 3.24 0.84
Girl 59 3.49 0.90
Comics/Graphic Novel/ Manga Boy 70 3.00 1.18
Girl 59 2.20 1.20
Mystery Boy 70 2.84 0.94
Girl 59 2.71 1.04
Humour Boy 70 3.53 0.79
Girl 59 3.10 0.94
Horror Boy 70 1.79 0.86
Girl 59 1.91 0.90
Romance Boy 70 1.47 0.74
Girl 59 1.83 0.94
Historical fiction Boy 70 2.77 1.02
Girl 59 2.56 0.93
Realistic fiction Boy 70 2.96 1.03
Girl 59 2.66 0.98
Science fiction Boy 70 2.93 1.01
Girl 59 2.37 1.07
Biography/Autobiography/ Memoir Boy 70 2.03 1.06
Girl 59 1.63 0.79
How-to-manuals Boy 70 2.23 1.02
Girl 59 1.85 1.06
Education & Study Guides Boy 70 2.80 1.22
Girl 59 2.53 1.24
Science & Technology Boy 70 291 1.07
Girl 59 2.24 1.07
Sports Boy 70 2.80 1.30
Girl 59 1.92 1.01
Religion Boy 70 1.89 1.14
Girl 59 1.76 1.10
Poetry Boy 70 2.09 1.03

Girl 59 2.36 1.05
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Multiple linear regression analyses were conducted to examine the relationship
between parental involvement in children’s genre preference. The three dimensions of
parental involvement (engagement, accessibility and responsibility) in children’s
reading, parent gender, child gender and child age were considered to predict

children’s preference for each genre.

Table 5.6 presents the prediction of children’s preference for adventure from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

Table 5.6: Multiple regression analysis summary predicting children’s Preference
for Adventure from all predictor variables (N=129)

Unstandardized Coefficients Standardized . . o
Collinearity ~ Statistics

Predictor Variable Coefficients t Sig. Tol VIF
B Std. Error Beta olerance
Constant 1.041 0.575 1.809 0.073

Engagement 0.026 0.070 0.037 0.376 0.707 0.678 1.475
Accessibility 0.038 0.020 0.174 1.903 0.059 0.772 1.295
Responsibility 0.041 0.012 0.328 3.525 0.001 0.742 1.347
Gender of parent 0.032 0.118 0.022 0.271 0.787 0.937 1.067
Gender of child -0.102 0.117 -0.071 -0.876 0.383 0.971 1.030
Age of child 0.018 0.026 0.059 0.668 0.506 0.815 1.226

R2 0.214

AR2 0.175

F F (6,122) =5.532, P=0.000
Durbin-Watson 1.815

The entire group of variables significantly predicted children’s preference for
adventure, F (6, 122) = 5.532, p < 0.001, adjusted R> = 0.175. As indicated by the R2
measure, 17.5% of the variance in the genre preference variable was explained by the
model. Parental responsibility significantly predicted children’s preference for
adventure (B = 0.328, p = 0.001), while parental engagement and (B = 0.037, p =
0.707) and parental accessibility (B = 0.174, p = 0.059) did not. This suggested that
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children whose parents took more responsibility on their reading would read more
adventure. For the demographic variables, parents’ gender (B = 0.022, p = 0.787),
children’s gender (f = - 0.071, p=0.38 ) and child age (B= 0.059, p= 0.506) did not

significantly predict children’s preference for adventure.

Table 5.7 shows the prediction of children’s preference for fantasy from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

Table 5.7: Multiple regression analysis summary predicting children’s Preference
for Fantasy from all predictor variables (N=129)

Unstandardized Coefficients Standardized

Collinearity ~ Statistics

Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 2.066 0.762 2.712 0.008

Engagement 0.057 0.092 0.066 0.619 0.537 0.678 1.475
Accessibility -0.007 0.026 -0.025 -0.253 0.801 0.772 1.295
Responsibility 0.018 0.016 0.120 1.183 0.239 0.742 1.347
Gender of parent -0.152 0.157 -0.088 -0.973 0.333 0.937 1.067
Gender of child 0.294 0.154 0.170 1.908 0.059 0.971 1.030
Age of child 0.046 0.035 0.128 1.313 0.192 0.815 1.226

R2 0.016

AR2 0.014

F F (6,122)=1.311, P=0. 257

Durbin-Watson 2.062

In this regression model, as P value = 0. 257 > 0.05, implying there is no enough
evidence to suggest that all the predictors could significantly predict children’s

preference for fantasy.

Table 5.8 shows the prediction of children’s preference form parental engagement,
parental accessibility, parental responsibility, parents’ gender, children’s gender and

children’s age. The entire group of variables significantly predicted children’s
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preference for fairy tales/folktale/legend/myth/fable, F (6, 122) = 5.01, p <
0.001,adjusted R? = 0.158. As indicated by the R? measure, 15.8% of the variance in
the genre preference variable was explained by the model. Parental engagement
significantly predicted children’s preference for fairy tales/folktale/legend/myth/fable
(B = 0.251, p = 0.012), suggested that children whose parents were more frequently
engaged in parent-child reading would read more books about fairy
tales/folktale/legend/myth/fable. However, parental accessibility (p = 0.042, p = 0.65)
and parental responsibility (B = 0.114, p = 0.23) did not significantly predict
children’s preference for fairy tales/folktale/legend/myth/fable. Parents’ gender (B = -
0.189, p = 0.026) and children’s age (B = - 0.071, p =0.029 ) negatively predicted
children’s preference for fairy tales/folktale/legend/myth/fable, while children’s
gender (B= 0.122, p = 0.142) did not significantly predict children’s preference for
fairy tales/folktale/legend/myth/fable. That is, fathers were more likely than mothers
to report that their children enjoy fairy tales/folktale/legend/myth/fable.Younger
children =~ were more likely than older children to read fairy

tales/folktale/legend/myth/fable.

Table 5.8: Multiple regression analysis summary predicting children’s preference
for Fairy Tales/Folktale/Legend/Myth/Fable from all predictor variables (N=129)

Unstandardized Coefficients

Standardized . . .
. . . . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 2.374 0.709 3.348 0.001
Engagement 0.219 0.086 0.251 2.553 0.012 0.678 1.475
Accessibility 0.011 0.024 0.042 0.454 0.650 0.772 1.295
Responsibility 0.017 0.014 0.114 1.206 0.230 0.742 1.347
Gender of parent -0.329 0.146 -0.189 -2.258  0.026 0.937 1.067
Gender of child 0.212 0.144 0.122 1.477 0.142 0.971 1.030
Age of child -0.072 0.033 -0.199 -2.212  0.029 0.815 1.226
R2 0.198
AR2 0.158
F F (6,122) =5.010, P=0.000

Durbin-Watson 1.950
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Table 5.9 shows the prediction of children’s preference for comics/graphic
novel/manga from parental engagement, parental accessibility, parental responsibility,

parents’ gender, children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for
comics/graphic novel/manga, F (6, 122) = 3.864, p = 0.001, adjusted R?>= 0.118,
indicating that 11.8% of the variance in the genre preference variable was explained
by the model. Only children’s gender (B = - 0.201, p = 0.001) has been found
significantly predicted children’s preferences for comics/graphic novel/manga,
suggesting that boys were more likely than girls to read comics/graphic novel/manga.
The all three dimensions of parental involvement did not significantly predict

children’s preference for comics/graphic novel/manga.

Table 5.9: Multiple regression analysis summary predicting children’s preference
for Comics/Graphic Novel/ Manga from all predictor variables (N=129)

Unstandardized Coefficients

Standardized ) . o
) ) ) . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 2.009 1.038 1.935 0.055
Engagement 0.025 0.126 0.020 0.196  0.845 0.678 1.475
Accessibility 0.058 0.036 0.153 1.625 0.107 0.772 1.295
Responsibility 0.004 0.021 0.017 0.182  0.856 0.742 1.347
Gender of parent -0.256 0.213 -0.103 -1.200 0.233 0.937 1.067
Gender of child -0.752 0.210 -0.301 -3.572  0.001 0.971 1.030
Age of child 0.066 0.048 0.127 1.378  0.171 0.815 1.226
R2 0.160
AR2 0.118
F F (6,122) = 3.864 P =0.001

Durbin-Watson

1.745
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Table 5.10 illustrates the prediction of children’s preference for mystery from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

Table 5.10: Multiple regression analysis summary predicting children’s
preference for Mystery from all predictor variables (N=129)

Unstandardized Coefficients Standardized . . o
Collinearity ~ Statistics

Predictor Variable Coefficients t Sig.

B Std. Error Beta Tolerance VIF
Constant -0.858 0.796 -1.078 0.283

Engagement 0.198 0.096 0.201 2.054 0.042 0.678 1.475
Accessibility -0.002 0.027 -0.005 -0.056 0.956 0.772 1.295
Responsibility 0.035 0.016 0.204 2.173 0.032 0.742 1.347
Gender of parent 0.248 0.164 0.126 1.515 0.132 0.937 1.067
Gender of child -0.029 0.161 -0.015 -0.182 0.856 0.971 1.030
Age of child 0.136 0.037 0.332 3.717 0.000 0.815 1.226

R2 0.204

AR2 0.165

F F (6,122) =5.221, P=0.000
Durbin-Watson 2.241

The entire group of variables significantly predicted children’s preference for mystery,
F (6, 122) = 5.221, p < 0.001, adjusted R? = 0.165, indicating that 16.5% of the
variance in the genre preference could be explained by the model. Both parental
engagement (3 = -0.201, p = 0.042) and parental responsibility (f = 0.204, p = 0.032)
significantly predicted children’s preference for mystery, while parental accessibility
(B = - 0.005, p = 0.956) did not. This suggested that children would read more
mystery when their parents were more frequently engaged in one-on-one parent-child
reading, and when their parents put more responsibility on children’s reading. For the
demographic variables, only children’s age significantly predicted children’s
preference for mystery, indicating that older children were more likely than younger

children to read mystery.
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Table 5.11 shows the prediction of children’s preference for humour from parental

engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

Table 5.11: Multiple regression analysis summary predicting children’s
preference for Humour from all predictor variables (N=129)

Unstandardized Coefficients

Standardized . . i
. . . . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 4.139 0.764 5.416 0.000
Engagement -0.066 0.092 -0.074 -0.710 0.479 0.678 1.475
Accessibility -0.025 0.026 -0.092 -0.941 0.349 0.772 1.295
Responsibility 0.026 0.016 0.166 1.665 0.098 0.742 1.347
Gender of parent 0.049 0.157 0.028 0.314 0.754 0.937 1.067
Gender of child -0.459 0.155 -0.259 -2.961 0.004 0.971 1.030
Age of child -0.052 0.035 -0.142 -1.489 0.139 0.815 1.226
R2 0.097
AR2 0.052
F F (6,122)=2.177, P =0.050
Durbin-Watson 2.193

The entire group of variables significantly predicted children’s preference for humour,

F (6, 122) = 2.177, p = 0.05, adjusted R?> = 0.052. As indicated by the R? measure, a

total of 5.2% of the variance in the genre preference was explained by the model.

Only children’s gender significantly predict children’s preference for humour (f =

-0.259, p = 0.004). This suggested that boys were more likely than girls to read

humour. The all three dimensions of parental involvement, namely parental

engagement, parental accessibility and parental responsibility did not significantly

predicted children’s preference for humour.

Table 5.12 shows the prediction of children’s preference for horror from parental

engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.
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Table 5.12: Multiple regression analysis summary predicting children’s
preference for Horror from all predictor variables (N=129)

Unstandardized Coefficients

Standardized . . .
) ) ) . Collinearity ~ Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant -0.345 1.462 -0.236 0.814
Engagement 0.070 0.115 0.088 0.610 0.544 0.735 1.361
Accessibility -0.046 0.030 -0.203 -1.537 0.130 0.866 1.155
Responsibility 0.015 0.020 0.102 0.752 0.455 0.818 1.223
Gender of parent 0.069 0.232 0.040 0.298 0.767 0.851 1.174
Gender of child 0.063 0.229 0.035 0.276 0.784 0.951 1.052
Age of child 0.204 0.101 0.264 2.013 0.049 0.881 1.135
R2 0.107
AR2 0.016
F F (6,122)=1.181, P=0.29

Durbin-Watson

1.821

In this regression model, as P value = 0. 29 >0.05, suggesting there is no enough
evidence to confirm that all the predictors could significantly predict children’s

preference for horror.

Table 5.13 shows the prediction of children’s preference for romance from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

In this regression model, as P value = 0. 603 >0.05, indicating there is no enough
evidence to suggest that all the predictors could significantly predict children’s

preference for romance.
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Table 5.13: Multiple regression analysis summary predicting children’s
preference for Romance from all predictor variables (N=129)

Unstandardized Coefficients Standardized ' ' o
Collinearity  Statistics

Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 1.026 1.409 0.728 0.469
Engagement 0.081 0.111 0.107 0.730 0.469 0.735 1.361
Accessibility -0.033 0.029 -0.156 -1.154 0.253 0.866 1.155
Responsibility 0.008 0.019 0.058 0.420 0.676 0.818 1.223
Gender of parent -0.041 0.223 -0.025 -0.184 0.855 0.851 1.174
Gender of child 0.372 0.220 0.217 1.688 0.097 0.951 1.052
Age of child 0.024 0.098 0.033 0.249 0.804 0.881 1.135
R2 0.072
AR2 -0.022
F F (6,122) =0.762, P =0.603
Durbin-Watson 2.211

Table 5.14 shows the prediction of children’s preference for historical fiction from
parental engagement, parental accessibility, parental responsibility, parents’ gender,

children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for
historical fiction, F (6, 122) = 4.181, p = 0.001, adjusted R? = 0.13. As indicated by
the R? measure, a total of 13% of the variance in the genre preference was explained
by the model. Both parental engagement (B = 0.322, p = 0.001) and parental
responsibility (B = 0.194, p = 0.044) significantly predicted children’s preference for
historical fiction. However, parental accessibility (f = - 0.108, p = 0.252) did not.
That is to say, children would read more historical fiction when their parents engaged
more in parent-child reading, and when their parents took more responsibility on
children’s reading. Parents’ gender (= 0.021, p = 0.808), children’s gender (= -
0.08, p =0.339) and children’s age (f = 0.123, p = 0.181) did not significantly predict

children’s preference for historical fiction.
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Table 5.14: Multiple regression analysis summary predicting children’s
preference for Historical Fiction from all predictor variables (N=129)

Unstandardized Coefficients

Standardized . . L
) ) ) . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 0.517 0.814 0.636 0.526
Engagement 0.326 0.098 0.332 3.320 0.001 0.678 1.475
Accessibility -0.032 0.028 -0.108 -1.152 0.252 0.772 1.295
Responsibility 0.034 0.017 0.194 2.031 0.044 0.742 1.347
Gender of parent 0.041 0.167 0.021 0.243 0.808 0.937 1.067
Gender of child -0.158 0.165 -0.080 -0.960  0.339 0.971 1.030
Age of child 0.050 0.037 0.123 1.347 0.181 0.815 1.226
R2 0.171
AR2 0.130
F F (6,122) =4.181, P=0.001
Durbin-Watson 2.103

Table 5.15 shows the prediction of children’s preference for realistic fiction from
parental engagement, parental accessibility, parental responsibility, parents’ gender,

children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for realistic
fiction, F (6, 122) = 3.788, p = 0.002, adjusted R? = 0.116. As indicated by the R?
measure, a total of 11.6% of the variance in the genre preference was explained by the
model. Parental responsibility (f = 0.203, p = 0.037) significantly predicted children’s
preference for realistic fiction. However, parental engagement (f = 0.17, p = 0.09) and
parental accessibility (f = 0.027, p = 0.773) did not significantly predicted children’s
preference for realistic fiction. This suggested that children would read more realistic
fiction when their parents had a strong sense of responsibility on children’s reading.
For the demographic variables, children’s age significantly predicted children’s

preference for realistic fiction (B = 0.228, p = 0.015), while parents’ gender (f = 0.014,



p = 0.872) and children’s gender

children read more realistic fiction than younger children.

Table 5.15 : Multiple regression analysis summary predicting children’s
preference for Realistic Fiction from all predictor variables (N=129)
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(B=-0.109, p = 0.2) did not, suggesting that older

Unstandardized Coefficients

Standardized . . .
) ) ) . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant -0.029 0.842 -0.034 0973
Engagement 0.174 0.102 0.173 1.710 0.090 0.678 1.475
Accessibility 0.008 0.029 0.027 0.289 0.773 0.772 1.295
Responsibility 0.036 0.017 0.203 2.105 0.037 0.742 1.347
Gender of parent 0.028 0.173 0.014 0.161 0.872 0.937 1.067
Gender of child -0.220 0.171 -0.109 -1.289  0.200 0.971 1.030
Age of child 0.096 0.039 0.228 2.471 0.015 0.815 1.226
R2 0.157
AR2 0.116
F F (6, 122) = 3.788, P=0.002
Durbin-Watson 2.167

Table 5.16 shows the prediction of children’s preference for science fiction from
parental engagement, parental accessibility, parental responsibility, parents’ gender,

children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for science
fiction, F (6, 122) = 4.313, p = 0.001, adjusted R?> = 0.14. As indicated by the R?
measure, 13.4 % of the variance in the genre preference was explained by the model.
Parental engagement (B = 0.221, p = 0.029) significantly predicted children’s
preference for science fiction. However, parental accessibility (B = - 0.002, p = 0.772)
and parental responsibility (f = 0.142, p = 0.982) did not.This suggested that children
would read more science fiction when their parents were more engaged in
parent-child reading. For the demographic variables, children’s gender (f = - 0.223, p
= 0.009) and children’s age (B = 0.216, p = 0.019) significantly predicted children’s

preference for science fiction, while parents’ gender ( = - 0.027, p = 0.747) did not.
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This suggested that boys were more likely than girls to read science fiction, and older

children were more likely than younger children to read science fiction.

Table 5.16: Multiple regression analysis summary predicting children’s
preference for Science Fiction from all predictor variables (N=129)

Unstandardized Coefficients

Standardized ) . o
) ) ) i Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 0.665 0.880 0.755 0.451
Engagement 0.236 0.106 0.221 2.214 0.029 0.678 1.475
Accessibility -0.001 0.030 -0.002 -0.023 0.982 0.772 1.295
Responsibility 0.027 0.018 0.142 1.488 0.139 0.742 1.347
Gender of parent -0.059 0.181 -0.027 -0.324 0.747 0.937 1.067
Gender of child -0.476 0.178 -0.223 -2.666 0.009 0.971 1.030
Age of child 0.096 0.040 0.216 2.371 0.019 0.815 1.226
R2 0.175
AR2 0.134
F F (6, 122)=4.313, P=0.001
Durbin-Watson 2.189

Table 5.17 shows the prediction of children’s preference for biography/autobiography/

memoir from parental engagement, parental accessibility, parental responsibility,

parents’ gender, children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for

biography/autobiography/ memoir, F (6, 122) = 3.26, p = 0.005, adjusted R? = 0.096.
As indicated by the R?> measure, 9.6 % of the variance in the genre preference was
explained by the model. Parental responsibility (B = 0.203, p = 0.039) significantly
predicted children’s preference for biography/autobiography/ memoir. However,
parental engagement ( = 0.114, p = 0.267) and parental accessibility ( =-0.102, p =
0.289) did not. This indicated that children whose parents put more responsibility on

their children’s reading would read more biography/autobiography/ memoir. Parents’
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gender (f = - 0.006, p = 0.941) and children’s gender (B = - 0.167, p =0.053)did not

significantly predict children’s preference for biography/autobiography/ memoir either.

However, children’s age (B = 0.216, p = 0.019) significantly predicted children’s

preference for biography/autobiography/ memoir, indicating that older children were

more likely than younger children to read biography/autobiography/ memoir.

Table 5.17: Multiple regression analysis summary predicting children’s
preference for Biography/ Autobiography/ Memoir from all predictor variables

(N=129)
Unstandardized Coefficients g, qardized . . o
. . ) . Collinearity ~ Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 0.368 0.811 0.454 0.651
Engagement 0.109 0.098 0.114 1.114 0.267 0.678 1.475
Accessibility -0.030 0.028 -0.102 -1.066 0.289 0.772 1.295
Responsibility 0.035 0.017 0.203 2.083 0.039 0.742 1.347
Gender of parent -0.012 0.167 -0.006 -0.074 0.941 0.937 1.067
Gender of child -0.321 0.164 -0.167 -1.952 0.053 0.971 1.030
Age of child 0.095 0.037 0.237 2.550 0.012 0.815 1.226
R2 0.138
AR2 0.096
F F (6, 122) =3.260, P =0.005

Durbin-Watson

2.078

Table 5.18 demonstrates the prediction of children’s preference for how-to-manuals

from parental engagement, parental accessibility, parental responsibility, parents’

gender, children’s gender and children’s age.

In this regression model, as P value = 0. 152 >0.05, implying there is no enough

evidence to suggest that all the predictors could significantly predict children’s

preference for how-to-manuals.
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Table 5.18: Multiple regression analysis summary predicting children’s
preference for How-to-Manuals from all predictor variables (N=129)

Unstandardized Coefficients Standardized

) ) ) i Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 1.670 0.921 1.813 0.072
Engagement 0.129 0.111 0.123 1.161 0.248 0.678 1.475
Accessibility -0.037 0.032 -0.116 -1.172 0.244 0.772 1.295
Responsibility 0.024 0.019 0.128 1.270 0.207 0.742 1.347
Gender of parent -0.144 0.189 -0.068 -0.760  0.449 0.937 1.067
Gender of child -0.328 0.187 -0.155 -1.757  0.081 0.971 1.030
Age of child 0.052 0.042 0.118 1.225 0.223 0.815 1.226
R2 0.073
AR2 0.027
F F (6, 122)=1.602, P =0.152

Durbin-Watson

1.836

Table 5.19 shows the prediction of children’s preference for education & study guides

from parental engagement, parental accessibility, parental responsibility, parents’

gender, children’s gender and children’s age.

In this regression model, as P value = 0. 091 > 0.05, indicating there is no enough

evidence to suggest that all the predictors could significantly predict children’s

preference for education & study guides.
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Table 5.19: Multiple regression analysis summary predicting children’s
preference for Education & Study Guides from all predictor variables (N=129)

Unstandardized Coefficients

Standardized ) ) o
) ) ) . Collinearity ~ Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 3.005 1.069 2.812 0.006
Engagement 0.040 0.129 0.032 0.309 0.758 0.678 1.475
Accessibility -0.050 0.037 -0.134 -1.356 0.178 0.772 1.295
Responsibility 0.034 0.022 0.158 1.574 0.118 0.742 1.347
Gender of parent -0.523 0.220 -0.213 -2.379 0.019 0.937 1.067
Gender of child -0.220 0.217 -0.089 -1.015 0.312 0.971 1.030
Age of child 0.040 0.049 0.079 0.821 0.413 0.815 1.226
R2 0.084
AR2 0.039
F F (6, 122)=1.871, P=0.091
Durbin-Watson 2.026

Table 5.20 shows the prediction of children’s preference for science & technology
from parental engagement, parental accessibility, parental responsibility, parents’

gender, children’s gender and children’s age.

The entire group of variables significantly predicted children’s preference for
science & technology, F (6, 122) = 3.933, p = 0.001, adjusted R?> = 0.121. As indicated
by the R? measure, 12.1 % of the variance in the genre preference was explained by
the model. Parental engagement (B = 0.246, p = 0.016) significantly predicted
children’s preference for science & technology, while parental accessibility (B = -
0.042, p = 0.658) and parental responsibility (B = 0.086, p = 0.373) did not. This
suggested that children would read more books about science & technology when
their parents were more frequently read with them. While parents’ gender (B = - 0.088,
p = 0.306) and children’s age (B = 0.123, p = 0.183) did not significantly predict
children’s preference for science & technology, children’s gender did (B =- 0.277, p =

0.001), indicating that boys were more likely than girls to read books about science



and technology.

Table 5.20: Multiple regression analysis summary predicting children’s

preference for Science & Technology from all predictor variables (N=129)
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Unstandardized Coefficients

Standardized . . .
. . . . Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 1.886 0.930 2.028 0.045
Engagement 0.275 0.112 0.246 2.443 0.016 0.678 1.475
Accessibility -0.014 0.032 -0.042 -0.443  0.658 0.772 1.295
Responsibility 0.017 0.019 0.086 0.895 0.373 0.742 1.347
Gender of parent -0.197 0.191 -0.088 -1.028  0.306 0.937 1.067
Gender of child -0.620 0.189 -0.277 -3.287  0.001 0.971 1.030
Age of child 0.057 0.043 0.123 1.338 0.183 0.815 1.226
R2 0.162
AR2 0.121
F F (6, 122) =3.933, P=0.001
Durbin-Watson 2.044

Table 5.21 shows the prediction of children’s preference for sports from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

The entire group of variables significantly predicted children’s preference for sports, F
(6, 122) = 4.77, p < 0.001, adjusted R? = 0.15. As indicated by the R? measure, 15 %
of the variance in the genre preference was explained by the model. Only children's
gender (B = - 0.330, p < 0.001) has been found significantly predicted children’s
preference for science & technology. However, other variables did not. This suggested
that boys were more likely than girls to read books about sports. In addition, parental
engagement (B = 0.159, p = 0.111), parental accessibility (p = 0.021, p = 0.822) and

parental responsibility (B = 0.123, p = 0.197) did not significantly predict children’s



preference for sports.

Table 5.21: Multiple regression analysis summary predicting children’s
preference for Sports from all predictor variables (N=129)
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Unstandardized Coefficients

Standardized . . .
) ) ) i Collinearity ~ Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 1.830 1.022 1.790 0.076
Engagement 0.198 0.124 0.159 1.606 0.111 0.678 1.475
Accessibility 0.008 0.035 0.021 0.226 0.822 0.772 1.295
Responsibility 0.027 0.021 0.123 1.297 0.197 0.742 1.347
Gender of parent -0.337 0.210 -0.135 -1.604 0.111 0.937 1.067
Gender of child -0.846 0.207 -0.338 -4.083 0.000 0.971 1.030
Age of child 0.032 0.047 0.062 0.687 0.494 0.815 1.226
R2 0.190
AR2 0.150
F F (6, 122) =4.770, P =0.000
Durbin-Watson 1.931

Table 5.22 shows the prediction of children’s preference for religion from parental

engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

The entire group of variables significantly predicted children’s preference for religion,

F (6, 122) = 3.668, p = 0.002, adjusted R?> = 0.111. As indicated by the R?> measure,

11.1 % of the variance in the genre preference was explained by the model. Parental

responsibility (B = 0.258, p = 0.009) significantly predicted children’s preference for

religion. However, parental engagement (B = 0.258, p = 0.009) and parental

accessibility (B = - 0.096, p = 0.311) did not, suggesting that children would read

more books about religion when their parents put more responsibility on children’s

reading. Parents’ gender

(B =-0.262, p = 0.002) also significantly predict children’
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preference for religion, while children’s gender (B = - 0.06, p = 0.478) and children’s
age (B = - 0.13, p = 0.162) did not, indicating that more fathers reported that their

children liked to read books about religion.

Table 5.22: Multiple regression analysis summary predicting children’s
preference for Religion from all predictor variables (N=129)

Unstandardized Coefficients Standardized

Collinearity ~ Statistics

Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 1.481 0.934 1.587 0.115

Engagement 0.163 0.113 0.146 1.443 0.151 0.678 1.475
Accessibility -0.033 0.032 -0.096 -1.017 0.311 0.772 1.295
Responsibility 0.051 0.019 0.258 2.665 0.009 0.742 1.347
Gender of parent -0.584 0.192 -0.262 -3.042 0.003 0.937 1.067
Gender of child -0.135 0.189 -0.060 -0.711 0.478 0.971 1.030
Age of child -0.060 0.043 -0.130 -1.406 0.162 0.815 1.226

R2 0.153

AR2 0.111

F F (6, 122) = 3.668, P =0.002
Durbin-Watson 2.234

Table 5.23 shows the prediction of children’s preference for poetry from parental
engagement, parental accessibility, parental responsibility, parents’ gender, children’s

gender and children’s age.

In this regression model, as P value = 0. 072 > 0.05, there is no enough evidence to

suggest that all the predictors significantly predict children’s preference for poetry.
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Table 5.23: Multiple regression analysis summary predicting children’s
preference for Poetry from all predictor variables (N=129)

Unstandardized Coefficients

Standardized . . L
) ) ) ) Collinearity  Statistics
Predictor Variable Coefficients t Sig. Tolerance VIF
B Std. Error Beta
Constant 0.472 0.903 0.523 0.602
Engagement 0.061 0.109 0.058 0.556 0.579 0.678 1.475
Accessibility -0.039 0.031 -0.122 -1.244 0.216 0.772 1.295
Responsibility 0.051 0.018 0.277 2.760 0.007 0.742 1.347
Gender of parent -0.104 0.186 -0.050 -0.563 0.575 0.937 1.067
Gender of child 0.293 0.183 0.140 1.599 0.112 0.971 1.030
Age of child 0.006 0.042 0.014 0.142 0.887 0.815 1.226
R2 0.89
AR2 0.044
F F (6, 122) =1.988, P=0.072
Durbin-Watson 1.892

In summary, among three dimensions (engagement, accessibility and responsibility)
of parental involvement, parental engagement and parental responsibility significantly
predict children’s reading interests in terms of both reading frequency and genre

preference, while parental accessibility did not.

Regarding the relationships between parental involvement and children’s reading
frequency, the results indicated that parental engagement (f = 0.346, p < 0.001) and
parental responsibility (B = 0.288, p = 0.002) positively predicted children’s reading
frequency. These findings suggest that children read more frequently when their
parents are more engage in read with them, and take greater responsibility for their

reading, even after controlling parents’ gender, children’s gender and children’s age.

When it comes to the relationships between parental involvement and children’s genre
preference, the results revealed that parental engagement positively predicted

children’s genre preferences for fairy tales/folktale/legend/myth/fable (f = 0.251, p =
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0.012), mystery (B = -0.201, p = 0.042), historical fiction (B = 0.322, p = 0.001),
science fiction (B = 0.221, p = 0.029) and science & technology (B = 0.246, p = 0.016).
Moreover, parental responsibility significantly predicted children’s genre preference
for adventure (f = 0.328, p = 0.001), mystery (B = 0.204, p = 0.032), historical fiction
(B=0.194, p=0.044), realistic fiction (B = 0203, p = 0.037),
biography/autobiography/memoir (f = 0.203, p = 0.039) and religion (f = 0.258, p =
0.009), even when parents’ gender, children’s gender and children’ age were

considered.

Therefore, our hypothesis that all three dimensions (engagement, accessibility and
responsibility) of parental involvement would predict children’s reading interests was
not supported. In this study, only engagement and responsibility significantly

predicted children’s reading interests.

5.3 Initial discussion of Study Three
Section 5.3 summarizes the main findings and offers an initial discussion of Study

Three.

5.3.1 Study overview

5.3.1.1 Are mothers and fathers differently involved in children’s reading?

This study proposes to conduct an analysis in the UK to explore the relationships
between parental involvement in children’s reading (through three dimensions:
engagement, accessibility and responsibility) and how it impacts children’ s reading

interests.

Historically, mothers have spent more time with their children than fathers, although
this has been changing with increased parental involvement in recent decades. (West
et al., 1998; Fisher, McCulloch & Gershuny, 1999; Breiner, Ford &, Gadsden,2016).
Therefore, this study first hypothesized that mothers and fathers wold be differently

involved in children’s reading activities, with mothers being more involved in
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children’s reading through all three dimensions: engagement, accessibility and
responsibility. A two-way repeated measures ANOVA with a 2 (parent: father vs.
mother) x 3 (parental involvement: engagement, accessibility and responsibility)
design was conducted to examine differences between father involvement and mother
involvement in children’s reading. The results suggested that, overall, mothers were
more likely than fathers to be involved in children’s reading. This finding is consistent
with previous studies suggesting that mothers still assume primary responsibility for
their children’ s education (e.g. West et al., 1998). Clark (2009) also noted that

mothers devote twice as much time as fathers to raising their children.

When examining how mothers and fathers are involved in with children across the
dimensions of engagement, accessibility and responsibility, the results showed that
mothers engaged more frequently with their children than fathers in one-on-one
parent-child reading, suggesting that mothers are more likely than fathers to be
involved in children’s reading through engagement. However, our assumption that
mothers would be more likely to be involved in children’s reading through the
dimension of accessibility and responsibility was not supported, as the simple effects
of parents’ gender on accessibility and responsibility were not significant. As such,
our first hypothesis that mothers and fathers are differently involved in children’s
reading through engagement, accessibility and responsibility can not be confirmed.
This may be explained by the changing outlook of fatherhood. Research has shown
that fathers today spend more time than before on child’s upbringing (Norman, et.al,
2023). Results from a Scottish survey (South Lanarkshire Home School Partnership,
2007) indicated that most fathers are engaged in educational activities with their
children. In terms of reading, 86% of fathers reported that they read books with their
children at home. According to Hurrell & Davies (2005), some fathers in the UK
spend the same amount of time as mothers on reading, playing, and talking with their
children. All these findings suggest that fathers of today are actively involved in
children’s reading activities. Therefore, in this study, no differences were found

between mothers and fathers in parental accessibility and parental responsibility when
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supporting children’s reading.

An interesting finding from this study was that parents were more involved in the
dimension of accessibility and responsibility than in the dimension of engagement,
suggesting that both mothers and fathers are more likely to act indirectly than directly
in reading activities. In other words, compared to having one-on-one reading
interactions with their children, such as reading with children, and reading to children,
parents prefer to support children’s reading when children ask for help. Parents are
also willing to take responsibility for their children’s reading and providing
reading-related resources to their children. This may be due to parents’ employment
status. According to Clark (2009), father involvement is associated with their
employment status, with unemployed fathers tending to read to their children more
than employed fathers. Thus, parents in this study may not have been able to offer
one-on-one reading interactions as much as they would like. Instead, they may have
been more likely to provide indirect forms of parent-child interactions in supporting

their children’ reading.

According to Baker & Milligan (2013), both fathers and mothers tend to spend more
time reading with daughters than with sons.Therefore, this study predicted that both
fathers and mothers would be more likely to be involved in reading with daughters
than with sons across three dimensions: engagement, accessibility and responsibility.
To examine whether fathers and mothers were differently involved with boys and girls
in reading, a two-way ANOVA with a 2 (parent: father vs mother) x 2 (child: boy vs
girl) design was conducted. Results suggested that the interactions between parents’
gender and children’s gender on all three dimension (engagement, accessibility and
responsibility) were not significant, indicating that both fathers and mothers were
equally involved in boys’ and girls’ reading through all three dimensions. Therefore,
our hypothesis that both fathers and mothers would be more involved with daughters
than with sons in reading across all three dimensions was not supported. This may be

because parents value reading. Children’s early interest in reading has been



225

consistently linked to later reading achievement and school success (Scarborough and
Dobrich,1994). Thus, parents may wish both their daughters and sons to develop a
love of reading, and may therefore spend time reading with both daughters and sons.
This finding may also be explained by parents’ increasing awareness of gender
equality. According to Li et al. (2024), parents promote gender equality by modeling
equal sharing of household and care giving duties, therefore, parents may be equally

involved in reading activities with both daughters and sons.

5.3.1.2 The relationships between parental involvement in children’s reading and
children’s reading interests.

When moving focus to the relationships between parental involvement in children’s
reading and children’s reading interests, this study hypothesized that parental
involvement can positively predict all three dimensions of parental involvement

positively predict children’s reading interests.

To examine the relationships between parental involvement in children’s reading and
children’s reading interests, multiple linear regression analyses were adopted. The
three dimensions of parental involvement (engagement, accessibility and
responsibility) in children’s reading, parent gender, child gender and child age were
considered to predict children’s reading interests (reading frequency and genre

preference).

Regarding children’s reading frequency, the results suggested that both parental
engagement and parental responsibility significantly predicted children’s reading
frequency, while parental accessibility did not. As such, children of highly involved
parents (through engagement and responsibility) tend to read more frequently,
suggesting that both direct and indirect parental involvement are positively associated
with children’s reading frequency. Therefore, parents should try to read with their
children, take responsibility for supporting their children’s reading, and provide books

that children want to read.
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It is worth noting that, in this study, children’s age significantly predicted children’s
reading frequency, with older children reading more often than younger children. This
may be because older children have higher baseline literacy skills than younger

children (Price & Kalil, 2018).

When considering the relationships between parental involvement and children’s
reading interests, Zhu (2020) suggested that all three dimensions (engagement,
accessibility and responsibility) of father involvement effectively predicted children’s
reading interests. In addition, Kraaykamp (2003) found that children tend to read a
variety of genres, especially literary novels, romance fiction and suspense novels.
when their parents are more involved in reading activities with them. Thus, this study
predicted that all three dimensions (engagement, accessibility and responsibility) of
parental involvement in children’s reading would contribute to predicting children’s
reading interests in terms of genre preferences. Results from this study indicated that
parental engagement positively predicted children’s genre preferences for fairy
tales/folktale/legend/myth/fable, mystery, historical fiction, and science fiction.
Moreover, parental responsibility significantly predicted children’s genre preference
for adventure, mystery, historical fiction, realistic fiction,
biography/autobiography/memoir and religion, even when parents’ gender, children’s
gender and children’ age were considered. Thus, our hypothesis that all three
dimensions (engagement, accessibility and responsibility) of parental involvement in
children’s reading would positively predict children’s genre preferences was not

supported.

5.3.2 Strength of this study

This study adds to the literature in important ways. First, in contrast to most previous
studies in this field that focused on the role of mothers, this study assessed both
mothers’ and fathers’ involvement in children’s reading. The findings suggest that

both maternal and paternal involvement contribute to children’s reading interests. The
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results also highlight the importance of parental engagement and parental
responsibility in promoting children’s reading interests. Second, this study filled a
research gap by exploring how parents are involved in children’s reading through the
dimensions of engagement, accessibility, and responsibility. The questionnaire

developed for this study may serve as an instrument for future research in this area.

This study also has practical implications for parent-child reading activities. The
findings indicated that mothers were generally more involved in children’s reading.
Considering the unique contribution of father involvement to child outcomes,
increasing fathers’ involvement in children’s reading may be beneficial in cultivating
children’s love of reading. To achieve this, teachers, educators, schools, and policy
makers should work together to enhance awareness of the significance of fathers’
roles in children’s reading. This is in line with the recent call highlighting that fathers
can make a difference in children’s education (Norman & Davies, 2023). In addition,
some fathers may not have sufficient time to engage in children’s reading due to their
employment status. Hence, it is importance to provide guidance with fathers on how
to balance work and life. Furthermore, schools could promote parental involvement
by inviting both mothers and fathers to parent-child events and encouraging

contributions from both parents in shared reading activities.

5.3.3 Limitations of this study

There were several limitations in this study. First, only British parents were invited,
which limits the generalisability of the findings. Future research should include more
diverse cultural contexts to examine how parents from different cultures are involved
in their children’s reading and how such involvement influences children’s reading

interests.

Second, although the questionnaire developed for this study may serve as a useful
measurement tool in future research, the dimension of parental engagement was

assessed using a single-item measure with unknown psychometric properties. As a
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result, the internal consistency reliability, namely Cronbach’s alpha, could not be
evaluated for this dimension. Additionally, parental accessibility did not significantly
predict children’s reading interests. Therefore, the validity of the questionnaire should
be further enhanced, and future research should consider using multiple items to
measure parental engagement and to explore the possible relationships between

parental accessibility and children’s reading interests.

Moreover, this study did not assess the quality of parental involvement in children’s
reading. Future research is therefore needed to examine the quality of parental

involvement in order to strengthen the robustness and interpretability of the results.

Additionally, qualitative methods, such as interviews, may provide deeper insights
into parental involvement in children’s reading. Future studies should consider
combining both qualitative and quantitative approaches to gain a more comprehensive

understanding of this topic.

5.3.4 Conclusion

This study explored parental involvement in children’s reading and how it can impact
on children’s reading interests (through three dimensions: engagement, accessibility,
and responsibility), based on the UK families. Results indicated that mothers are more
involved in children’s reading than fathers, especially in “engagement” (one-on-one
parent-child reading). It also found that parental engagement and parental
responsibility significantly predicted children’s reading interests. However, parental
accessibility did not significantly predicted children’s reading interests. These
findings added to the literature by showing the importance of both mother
involvement and father involvement in promoting children’s reading interests. This
study also assessed the diffident roles of mothers and fathers play in the development

of reading interests of their children.

These findings contribute to the literature by exploring the complementary roles of
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mothers and fathers in supporting children’s reading development and its influence on
children’s reading interests. While mothers may be more directly involved in
parent-child shared reading activities, fathers’ engagement and sense of responsibility
also play a meaningful role in shaping reading interests. The present study
underscores the importance of considering the multiple dimensions of parental
involvement, rather than simply the presence, accessibility of resources, or sense of

responsibility of reading in promoting children’s reading interests.

Future research is needed to examine parental involvement by using larger and more
diverse samples, including multiple-item measures for each dimension to improve
reliability, and combining quantitative and qualitative approaches to gain a deeper
understanding of how different forms of parental involvement influence children’s
reading interests. Such studies could inform educators, policymakers, and parents

about effective strategies to foster lifelong reading habits among children.
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Chapter 6
General discussion and conclusion

6.1 Summary of the main findings

This dissertation described a series of experiments that investigated the development
of reading interests of children aged 5 (from starting compulsory school) to 12 (the
end of primary education and the beginning of secondary education). The gender, age,
and cultural differences in children’s reading interests were examined in Study One.
Study One also explored the possible relationships between children’s reading
interests, play interests, vocational interests and parents’ occupations. Study Two
investigated parents’ perceptions of gender-appropriate reading materials and
gender-neutral parenting styles and how these parental perceptions can shape
children’s reading interests. Study Three explored parental involvement in children’s
reading and its effects on children’s reading interests. In this chapter, I summaries the
main findings from these three studies, highlight the significance of these studies,

innovation, limitations, and suggest potential directions for future research.

6.1.1 Summary: Study One

Traditionally, research on gender-based reading interests suggested that boys and girls
differ in their reading interests with boys preferring non-fiction and girls preferring
fiction books. However, some more recent findings suggest that this is no longer the
case. Given these mixed findings, this study collected evidence about gender trends in
children’s reading interests with the aim of supporting parents, teachers, librarians and
other literacy professionals in broadening both boys’ and girls reading experience.
This study also explored the possible associations between children’s reading interests,

play interests, vocational interests and parents’ occupations.

288 British parents and 301 Chinese parents took part in an online questionnaire
regarding their children’s reading interests. Surveyed children’s ages ranged from 5 to

12-years-old, and the distribution of gender was 151 boys and 137 girls in the UK,
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151 boys and 150 girls in China. To our surprise, the results revealed that only British
boys in Key Stage 2 (KS2, ages 7-11) tended to prefer non-fiction more than girls. In
other Key Stages, in both the UK and China, there was no significant differences
between boys’ and girls’ preferences for fiction or non-fiction, suggesting that boys
had no marked preferences for non- fiction, and girls had no marked preferences for
fiction. We conclude that boys may not prefer non-fiction over fiction, and girls may
not prefer fiction over non-fiction. As such, this study challenged the long-standing
myth that boys prefer non-fiction over fiction, which suggested that the range of boys’
reading interests may have been underestimated - particularly fiction. Thus, this study
joins the burgeoning body of research that contrasts with much stereotyping about
boys and non-fiction as well as girls and fiction. It implied that the variety of books
that boys read (especially fiction) as well as girls read ( especially non-fiction) could

have been underestimated.

This study also suggested that increasing maturity brings an increase in some genres
and a decrease in others. No significance differences between British children and
Chinese children in terms of their preferences for fiction and non-fiction have been
found. Therefore, we concluded that compare to gender and age, the possible
influence of culture on children’s reading interests the potential impact of culture on

children’s interest in reading in comparison to gender and age seems to be minimal.

Moreover, results from this study showed that there were no relationships between
children’s reading interests, play interests and vocational interests and parents’ careers.
This might be because every child is unique and may have different ideas, aptitudes,

and capabilities from their parents.

6.1.2 Summary: Study Two
Parents, as primary agents of socialization, nurture and socialize children by
providing “appropriate” models of boys’ and girls’ behaviour (Eccles, 2015). When it

comes to books, reading or storytelling, research has shown that parents reproduce
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gender stereotypes by offering different books to boys and girls, or telling stories to
boys and girls with different themes (Fiese & Skillman, 2000; Culhane & Bazeley,
2019). However, few studies have investigated how parents’ perceptions of

gender-appropriate behaviour can impact children’s reading interests.

According to Brown (2014), there has been an increasing awareness of raising
children free of gender stereotypes, which may changed the way parents raise their
daughters and sons. This parenting style is often referred to as “gender-neutral”
(Rahilly, 2015). In addition, girls are more likely to be encouraged to fight stereotypes,
while boys are more likely to be discouraged from having interests that are regarded
as feminine (Goodkind, 2009; Nandini, 2018). However, we do not know how parents’
perceptions of gender-neutral parenting style can have an impact on children’s reading
interests, and whether girls are more likely to be encouraged to read books that

challenge traditional stereotypes.

Moreover, Tokal et al. (2023) suggested that gender inequality is closely related to
education level and the traditional norms about the division of what to do are mostly
supported by individuals with a lower education (Edlund & Oun, 2016). Therefore, to
what extent do parents’ education levels influence parents’ perceptions of (1)
gender-appropriate reading materials for boys and girls, (2) selecting books for
children, and (3) “gender-neutral parenting” and gender equality have been

considered.

228 British parents and 194 Chinese parents participated in this studies, results
suggested in both the UK and China, parents hold a positive view towards
gender-neutral parenting style, however, parents prefer to adopt a traditional parenting
style to raise their children in actual life. Moreover, this study also suggested that
today’s parents tend to encourage their children to read counter-stereotypical books,

especially for girls.
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6.1.3 Summary: Study Three

Parents, often are seen as children’s first teachers. Parental involvement in children’s
reading has long been associated with children’s educational and literacy outcomes,
such as language comprehension, literacy development and reading achievement (Bus,
van [jzendoorn & Pellegrini, 1995; Desforges & Abouchaar, 2003; Gest, et al., 2004).
However, there is little empirical evidence on how parental involvement in children’ s
reading affect children’s reading interests. According to Lamb and his colleagues’
theoretical model of parental involvement engagement (parent’s actual one-on-one
interaction with the child), accessibility (parent is physically and mentally available,
they engage with the child indirectly), and responsibility (parent takes responsibility
for the child’s care and arranging for resources to be available for the child ) are the
mechanisms through which parental involvement influences child outcomes (Lamb, et
al.,1985; Lamb, 2000). Parent-child reading, which fall under the category of
education and instruction, which is likely to make a differences in children’s reading
outcomes. Previous research in this area has focused extensively on mother
involvement, and few research has explored the role of father involvement. More over,
little research has examined the impact of parental involvement on children’s reading
interests. Based on a sample of 129 British parents, this study explored how mothers
and fathers are involved in children’s reading and how parental involvement can

affect children’s reading interests.

Results from this study showed that mothers are more likely than fathers to be
involved in children’s reading, especially from the dimension of engagement,
suggesting that mothers are more involved in one-on-one parent-child reading
activities than fathers. This study also suggested that among three dimensions
(engagement, accessibility and responsibility) of parental involvement, parental
engagement and parental responsibility significantly predict children’s reading
interests in terms of both reading frequency and genre preference, while parental
accessibility did not. As such, this study highlight the important role of both mother

involvement and father involvement in cultivating children’s reading interests.
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6.2 Significance of this dissertation

Although this dissertation is concerned with the development of reading interests of
children, it first began with a psychological discussion on the most influential model
of interest that inform our understanding of reading interests. The discussion is crucial
as an sound of the psychological underpinnings of behind theories of interest is
integral to the conceptualization of reading interest and other interest-related concepts.
This dissertation then defined reading interest and addressing the key of a reading
interest - to explore genre preferences. This made the exploration of children’s reading

interests possible.

In this dissertation, Study One aimed to add to previous research work by exploring
the emerge gender, age, and cultural trends in children’s reading interests. In many
studies over the years and in various countries, boys have been shown read more
non-fiction while girls read more fiction (OECD, 2011). However, in this study, we
found that only British boys in Key Stage 2 (KS2, ages 7-11) preferred non-fiction
more than girls. In other Key Stages, both British and Chinese boys had no marked
preferences for non-fiction. We conclude that boys may not prefer-non fiction over
fiction, and girls may not prefer fiction over fiction. As such, the second contribution
of this dissertation is that it joins the burgeoning body of research that contrasts with

much stereotyping about boys and non-fiction, girls and fiction.

Third, Study One investigated the development of reading interests of children aged 5
(from starting compulsory school) to 12 (the end of primary education and the
beginning of secondary education) in both the UK and China, which could be seen as
the first attempt to make a cross-sectional assessment of reading interests throughout
the compulsory school, and the first attempt to compare two countries which are quite

different in culture and educational system.

Fourth, this dissertation presents the attempt to explore the possible relationships

between children’s reading interests, play interests, vocational interests and parents’
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careers. The research took carefully steps in coding children’s play interests,
vocational interests, and parents’ jobs. The seven patterns of play were based upon the
developmental purpose, and the six items of vocational interests were based on
Holland's RIASEC Model. Although results suggested that there were no relationships
between children’s reading interests, play interests, vocational interests and parents’
careers, these findings pushed us to conduct further research in this area. As reading is
an important source of collecting information and acquiring knowledge (Noortyani,
2018). It is worth to know how important this source of information is in determining

children’s play interests and vocational interests.

Fifth, do parents tend to use a gender-neutral parenting approach? Are girls more
likely than boys to be encouraged to fight against stereotypes? Especially that in
reading? These two questions propelled us into the second study where we explored
parents’ perceptions of gender-appropriate reading materials, gender-neutral parenting
style, gender equality and how these perceptions can shape children’s reading interests.
Results suggested that although parents tend to adopt a traditional parenting style to
raise their children, they are likely to recommend “boy books” to their daughters.
Although parents are more likely to encourage daughters than sons to read
counter-stereotypical books, they also happy to see boys reading “girl book”, such as
fairy tales. As such, we conclude that both girls and today’s boys are more likely to
read counter-stereotypical books than before. These findings may explain why there
are no gender differences in girls’ and boys’ preferences for fiction or non-fiction in
our first study. Also, these findings made clear how important it is for schools,
communities, governments, and other social agents to cooperate in order to created an
environment where children have the freedom to pursue their own interests and

identities without bullying.

The sixth contribution worth noting is the the focus of this desertion has on both
mother and father involvement in children’s reading. Prior work in this area has

focused predominantly on maternal involvement, little research have explored father’s
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role in children’s reading development. In line with previous research, Study Three of
this dissertation indicated that mothers are more involved in children’s reading than
fathers, especially from the dimension of engagement, highlighting the need of
guiding fathers on how to engage more in parent-child reading activities with their
children. Moreover, Study Three also suggested the importance of both mother
involvement and father involvement in predicting children’s reading interests,

especially from the dimension of engagement and responsibility.

The final contribution worth highlighting is the three questionnaires (children’s
reading interests, play interests, and vocational interests questioner; parents’
perceptions of gender-appropriate reading materials and gender-neutral parenting
style questionnaire; and parental involvement in children’s reading questionnaire )

that the researcher established may be utilized as instruments to explore related issues.

6.3 Limitations and future work
Having summarized the the contributions this dissertation makes in Section 6.1,
Section 6.2 details the limitations of this research project, and suggests potential

directions for future research.

The first point to be problematized in this project concerns the categories of book
genres used in Study One. Any study of children’s reading interests faces the problem
of overlapping categories of genres, as most of books are across-genre work. For
example, Peter Pan and Harry Potter can be classified as either fantasy or adventure.
Sometimes, books about religion can also be fiction. Therefore, it is difficult to
distinguish the types of genres. To minimize this limitations when performing Study
One, each genre was provided with a brief illustration and example book tittles,

however, this issue is still hard to avoid.

Second, in Study One, one of the aims was to explore the possible relationships

between children’s reading interests, play interests, vocational interests, and parents’
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occupations. Children’s reading interests, play interests, vocational aspirations, and
parents’ occupations were first coded using Holland’s RIASEC Model (Holland, 1973,
1985, 1996, 1997), ensuring a consistent categorization scheme across all domains.
Each child’s responses were classified into one of the six RIASEC categories
(Realistic, Investigative, Artistic, Social, Enterprising, or Conventional) based on the
dominant type of their reading, play, and future job, as well as parents’ occupations.
Following this, the proportion of children showing a “perfect match” across these
domains was calculated by dividing the number of qualifying cases by the total
sample size. In other words, the possible associations across these domains were
examined by calculating the percentages of how many children’s reading interests,
play interests, vocational interests, and parent’ careers are perfectly matched.
Although this approach provides an initial exploration of alignments across these
domains, it may not be the best way to assess this issue. Future research would benefit
from applying more sophisticated methodologies to refine the method that I adopted
and to more comprehensively capture the possible associations between children’s

reading, play interests, vocational interests and their parents’ occupations.

The third limitation of this research project was its administration and the absence of
self-reports from children. Study One aimed to investigate the development of reading
interests of children aged 5 to 12. Originally, parents of children aged 5 to 8 were
intended to complete the online questionnaire, while children aged 9 to 12 were
expected to complete the questionnaire by themselves. However, due to COVID-19
restrictions, collaborating with local schools was challenging, and the study ultimately
relied predominantly on parents recruited via Prolific. As a result, no self-report data
were collected directly from children. This may limit the accuracy of the findings, as
parents’ perceptions may not fully reflect their children’s actual reading interests.
Although it is possible that children’s responses might closely align with parental
reports, future research should include child self-report measures to provide a more

direct and reliable assessment of children’s reading interests.
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Fourth, cross-cultural statistical comparisons were not conducted in the present study
due to several methodological limitations. In this research project, both Study One
and Study Two relied on non-representative convenience samples in both the UK and
China, which limits the generalisability of the findings and reduces the comparability
of the samples across countries. Specifically, in Study One, the grouping of children
differed between the UK and China due to sample size constraints. In the UK, only
children in KS1 and KS2 were included in the analyses, while in China, the sample
also comprised children in KS3. Given these methodological constraints, Study One
only examined gender and age differences within each cultural context rather than
testing cross-cultural effects statistically. Independent-samples t-tests were therefore
used as an appropriate method to compare boys and girls within each group. This
resulted in non-equivalent age groupings across the two countries, which limited the
feasibility of conducting direct cross-cultural statistical comparisons. In addition, one
of the goals of study 2 was to explore how parents’ educational background
influenced their perceptions of gender-appropriate reading materials and
gender-neutral parenting. In this study, British parents were recruited from Prolific
and therefore generally had higher levels of education. However, the majority of
Chinese parents in the sample had only completed primary education. This low and
relatively homogeneous level of educational attainment reduces variability and might
limit the potential influence of parental education on their ratings of books. Moreover,
these differences in educational background between the two countries further limited
the validity of direct cross-cultural comparisons, as any observed differences could
reflect educational disparities rather than genuine cultural effects. Future research
therefore should include larger and more balanced samples to better explore how

variations in education and cultural context affect children’s reading interests.

The fifth limitation of this study concerns its cross-sectional design, which does not
allow for the examination of the development of children’s reading interests over time.
Longitudinal research would be necessary to track how children’s reading interests

change across developmental stages.
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Sixth, another limitation of this study is the absence of qualitative methods.
Qualitative approaches, such as interviews, could provide deeper insights into the
nature and development of children’s reading interests. In this study, all data were
based solely on parent-reported questionnaires, which may not fully capture children’s
own perspectives of their reading interests. Future research should therefore consider
adopting a mixed-methods design, combining both quantitative and qualitative
approaches, to achieve a more comprehensive understanding of children’s reading

interests.

The seventh limitation concerns the use of single-item measures with unknown
psychometric properties. In Study Three, parental involvement in children’s reading
and its influence on children’s reading interests were examined though three
dimensions: engagement, accessibility, and responsibility. However, the dimension of
parental engagement was measured using a single-item indicator, meaning that
internal consistency reliability (Cronbachs’ alpha) could not be evaluated for this
dimension. Future research should employ multi-item scales to assess these

dimensions of parental involvement.

A further limitation of this study is the lack of assessment of measurement invariance
across countries. The UK and Chinese samples differed in terms of age groups and
parental education levels, which makes direct cross-cultural comparisons challenging.
In addition, one of the key variables, parental engagement, was measured using
single-item indicator, which prevented testing measurement equivalence. The
questionnaires may also not have been validated for both cultural contexts. Although
the questionnaire was translated using a double-blind procedure and cross-checked, it
is not possible to achieve perfectly equivalent translations. Directly translating items
from one language to another can be challenging, as certain meanings may be
culturally dependent, potentially influencing how participants interpret and answer the
questions. Therefore, future research should recruit larger and more diverse

international samples to enhance generalisability and cross-cultural comparability.
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Additionally, employing interviews would allow researchers to gain richer insights
into children’s personal views and experiences regarding their reading interests.
Future research should also aim to ensure cross-cultural equivalence of questionnaires
through translation procedures. This could include forward and back translation, the
involvement of bilingual experts, and pilot testing with participants from each cultural
context to identify items that may be context-dependent or culturally bound. These
steps would enhance the validity and reliability of cross-cultural comparisons when
examining potential differences in the development of children’s reading interests

across countries.

6.4 Conclusion

The series of studies in this dissertation focused on the development of reading
interests of children aged 5 to 12. The findings contribute to a better understanding of
children’s reading interests, providing valuable insights for parents, teachers,
educators, librarians, publishers, and policymakers to select and provide books that
align with children’s genre preferences. Given that the National Literacy Trust (2024)
reported that the percentage of children and young people who described themselves
as enjoying reading in 2024 was at its lowest level since 2005, it is important that
parents, teachers, practitioners and policymakers are aware of the significant
contribution they can make to help foster a love of reading. This can be achieved by
reading with children, providing a wide range of books, and creating a stimulating
reading environment. Together, we can grow a generation of readers so that no child is

left behind.



241
References:

Amato, P, & Gilbreth, J. (1999). Nonresident fathers and children’s wellbeing: A
Meta-Analysis. Journal of Marriage and the Family, 61,557-573.

American Psychological Association (2015). Key Terms and Concepts in
Understanding Gender Diversity and Sexual Orientation Among Students.
https://www. apa.org/pi/lgbt/programs

Baker, C. E. (2013). Fathers' and mothers' home literacy involvement and children's
cognitive and social emotional development: Implications for family literacy
programs. Applied Developmental Science, 17(4), 184—197.

Baroody, A. E., & Dobbs-Oates, J. (2011). Child and parent characteristics, parental
expectations, and child behaviours related to preschool children’s interest in literacy.
Early Child Development and Care, 181(3), 345-359.
https://doi.org/10.1080/03004430903387693

Bateman, S., Mandryk, R. L., Stach, T., & Gutwin, C. (2011). Target assistance for
subtly balancing competitive play. Proceedings of the SIGCHI Conference on Human
Factors in Computing Systems, 2355-2364. https://doi.org/10.1145/1978942.1979287

Baumeister, R. F. (2010). Is There Anything Good About Men?: How Cultures
Flourish by Exploiting Men. Oxford University Press.

Bennett, S. J. (2012). The Development of Vocational Interests and Abilities in
Secondary School Aged Children. 367.

Blakemore, J. E. O., & Hill, C. A. (2008). The Child Gender Socialization Scale: A
measure to compare traditional and feminist parents. Sex Roles. 2008;58:192-2007.

Boe, J. L., & Woods, R. J. (2018). Parents’ influence on infants’ gender-typed toy
preferences. Sex roles, 79, 358-373.

Boehnke, M. (2011). Gender role attitudes around the globe: Egalitarian vs. traditional
views. Asian Journal of Social Science, 2011;39(1):57-74.
doi: 10.1163/156853111X554438

Boraks, N., Hoffman, A., & Bauer, D. (1997). Children's book preferences: Patterns,
particulars, and possible implications. Reading Psychology, 18(4), 309-341.
doi:10.1080/0270271970180401

Breiner, H., Ford, M., & Gadsden, V. L. (2016). National Academies of Sciences,

Engineering, and Medicine; Division of Behavioral and Social Sciences and


https://doi.org/10.1145/1978942.1979287

242

Education; Board on Children, Youth, and Families; Committee on Supporting the
Parents of Young Children; Parenting Matters: Supporting Parents of Children Ages
0-8. Washington (DC): National Academies Press (US); 2016 Nov 21. 2, Parenting
Knowledge, Attitudes, and Practices. Available from:

https://www.ncbi.nlm.nih.gov/books/NBK402020/

Bronte-Tinkew, J., Moore, K. A., Capps, R. C., & Zaff, J. (2006). The influence of
father involvement on youth risk behaviors among adolescents: A comparison of
native born and immigrant families. Social Science Research, 35(1), 181-209.
doi:http://dx.doi.org/10.1016/j.ssresearch.2004.08.002

Brown, C. S. (2014). Parenting beyond pink and blue: How to raise your kids free of
gender stereotypes New York:Ten Speed Press.
https://www.penguinrandomhouse.com/books/224618/parenting-beyond-pink-and-blu

e-by-christia-spears-brown-phd/

Bus, A.G., van [jzendoorn, M.H. & Pellegrini, A.D. (1995). Joint book reading makes
for success in learning to read: A meta-analysis of intergenerational transmission of
literacy. Review of Educational Research, 65, 1-21.

Coles, M., & Hall, C. (2002a). Children’s Reading Choices. Routledge.
https://doi.org/10.4324/9780203019849

Coles, M., & Hall, C. (2002b). Gendered readings: Learning from children’s reading
choices. Journal of Research

Cortazzi, M., & Jin, L. (1996). Cultures of learning: Language classrooms in China.
In H. Coleman (Ed.), Society and the Language Classroom. Cambridge, UK:
Cambridge University Press.

Clark, C., & Foster, A. (2005). Children’s and Young People’s Reading Habits and
Preferences. 94.

Clark, C . (2009). Why Fathers Matter to Their Children’ s Literacy. National
Literacy Trust.

Clark, C., Osborne, S. & Akerman, R. (2008). Young people’s self-perceptions as
readers: An investigation including family, peer and school influences. London:
National Literacy Trust.

Chandel, M., & Shanwal,V. K.(2024). Gender and Parenting: The possibilities in


https://www.ncbi.nlm.nih.gov/books/NBK402020/
https://www.penguinrandomhouse.com/books/224618/parenting-beyond-pink-and-blue-by-christia-spears-brown-phd/
https://www.penguinrandomhouse.com/books/224618/parenting-beyond-pink-and-blue-by-christia-spears-brown-phd/

243

Gender-Neutral Upbringing. South India Journal of Social Sciences, 22(2), 117-127.
https://doi.org/10.62656/S1JSS.v22i2.292

Chaplin, T. M. (2015). Gender and Emotion Expression: A Developmental Contextual
Perspective. Emotion Review, 7(1), 14-21.
https://doi.org/10.1177/1754073914544408

Choosing Therapy. (2023). Gender-Neutral Parenting: What It Is, Pros, & Cons.
https://www.choosingtherapy.com/gender-neutral-parenting/.

Choudhury,D. R. (2019). Gender-neutral parenting will help children develop higher
emotional intelligence. The Indian Express.
https://indianexpress.com/article/parenting/family/gender-neutral-parenting-will-help-
children-develop-higher-emotional-intelligence-6163595/.

Chiu, L.-H. (1984). Children’s Attitudes toward Reading and Reading Interests.
Perceptual and Motor Skills, 58(3), 960-962.
https://doi.org/10.2466/pms.1984.58.3.960

Clark, C. (2011). Setting the Baseline: The National Literacy Trust’s first annual
survey into reading - 2010. London: National Literacy Trust.

Clark, C. & Phythian-Sence, C. (2008) Interesting Choice: The (relative) importance
of choice and interest in reader engagement: London: The National Literacy Trust.

Clark, C., Picton, L., Cole, A. & Oram, N. (2024) Children and Young People’s
Reading in 2024. London: National Literacy Trust.

Clark, C., & Rumbold, K. (2006). Reading for Pleasure a research overview. The
National Literacy Trust.

Coles, M., & Hall, C. (2002). Gendered readings: Learning from children’s reading
choices. Journal of Research in Reading, 25(1), 96—108.

Cremin, T., & Scholes, L. (2024). Reading for pleasure: scrutinising the evidence base
— benefits, tensions and recommendations. Language and Education, 38(4), 537-559.
https://doi-org.uniessexlib.idm.oclc.org/10.1080/09500782.2024.2324948

Culhane, L., & Bazeley, A. (2019). Gender stereotypes in early childhood: A literature
review.The Fawcett Society.

Daemyir, A. (2011). Gender Diverse Parenting: A Primer. Global Comment,
https://globalcomment.com/gender-diverse-parenting-a-primer/


https://www.choosingtherapy.com/gender-neutral-parenting/.
https://indianexpress.com/article/parenting/family/gender-neutral-parenting-will-help-children-develop-higher-emotional-intelligence-6163595/.
https://indianexpress.com/article/parenting/family/gender-neutral-parenting-will-help-children-develop-higher-emotional-intelligence-6163595/.
https://doi-org.uniessexlib.idm.oclc.org/10.1080/09500782.2024.2324948
https://globalcomment.com/author/arwyn/

244

Davies, M. (2020). “Raising Theybies: Navigating within a Gendered World.”
Available at SSRN. https://papers.ssrn.com/sol3/papers.cfm?abstract id=3635055

Davis, S. N., & Greenstein, T.N. (2009). Gender ideology: Components, predictors,
and consequences. Annual Review of Sociology, 35 (2009), pp. 87-105,
https://www.annualreviews.org/content/journals/10.1146/annurev-soc-070308-115920

Desforges, C. & Abouchaar, A. (2003) The impact of parental involvement, parental
support and family education on pupil achievement and adjustment: A literature
review. London: Department for Education and Skills.

Doiron, R. (2003). Boy books, girls, books: Should we re-organize our school library
collections? Teacher Librarian, 30(3), 14-17.
Retrieved from http://www.teacherlibrarian.com/

Dong, H. (2014). A history of the Chinese language. London & New York: Routledge.

Downing, J. B. (2013). Transgender-Parent Families. In LGBT-parent families:
Innovations in research and implications for practice (pp. 105-115). New York, NY:
Springer New York. Doi: 10.1007/978-1-4614-4556-2 7.

Downing, J. M., & Przedworski, J. M. (2018). Health of transgender adults in the US,
2014-2016. American Journal of Preventive Medicine, 55(3), 336-344. https://doi.
org/10.1016/j.amepre.2018.04.045

Dwyer, C. A. (1973). Sex Differences in Reading: An Evaluation and a Critique of
Current Theories. Review of Educational Research, 43(4), 455-467.
https://doi.org/10.3102/00346543043004455

Eccles, J. S. (2015). Gendered Socialization of STEM Interests in the Family.
International Journal of Gender, Science and Technology, 7(2), 116—132.

Edmunds, K.M., & Bauserman, K.L. (2006). What teachers can learn about reading
motivation through conversations with children. The Reading Teacher, 59(5), 414-424.
Retrieved June 2, 2010, from ProQuest Education Journals. (Document ID:
989413821).

Everson, M.E., Chang, K., & Ross, C. (2016). Developing initial literacy in Chinese.
In S.C. Wang & J.K. Peyton (Eds.), CELIN Briefs Series. New York, NY: Asia
Society.

Evertsson, M., E, P., Mooi-Reci, ., Hermsen, J., Bruijn, J. D., &Cotter, D. (2009).

Is Gender Inequality Greater at Lower or Higher Educational Levels? Common


https://papers.ssrn.com/sol3/papers.cfm?abstract_id=3635055
https://www.annualreviews.org/content/journals/10.1146/annurev-soc-070308-115920
http://www.teacherlibrarian.com/

245

Patterns in the Netherlands, Sweden, and the United States, Social Politics:
International Studies in Gender, State & Society, Volume 16, Issue 2, Summer 2009,

Pages 210241, https://doi-org.uniessexlib.idm.oclc.org/10.1093/sp/jxp008

Fan, L. (2013). Textbooks research as scientific research towards a common ground
on issues and methods of research on mathematics textbooks. ZDM Mathematic
Education, 45, 765-777

Fei, Z., & Li, J. Y. (2025). Does education level impact parental gender preferences?
A comparative perspective on fathers and mothers in China. Acta Psychologica,
Volume 16, 257, July 2025, 105110.

https://doi.org/10.1016/j.actpsy.2025.105110

Fiese, B. H., & Skillman, G. (2000). Gender differences in family stories: Moderating
influence of parent gender role and child gender. Sex Roles: A Journal of Research,
43(5-6), 267-283.

https://doi.org/10.1023/A:1026630824421

Fisher, K., McCulloch, A. and Gershuny, J. (1999). British fathers and children.

Working paper. Essex: Institute for Social and Economic Research.

Flouri, E., Buchanan, A. (2003) . The role of father involvement in children’s later
mental health. Journal of Adolescence. 2003;26:63—78.
doi: 10.1016/s0140-1971(02)00116-1.

Formby, S. (2014). Practitioner Perspectives: Children’s Use of Technology in the
Early Years. National Literacy Trust, UK. Retrieved 10 December 2014, from
http://files.eric.ed.gov/fulltext/ED560655.pdf

Garrido, N. R. (2020). Can education reduce traditional gender role attitudes?
Economics of Education Review, Volume 89, August 2022, 102261.
https://doi.org/10.1016/j.econedurev.2022.102261

Gest, S. D., Freeman, N. R., Domitrovich, C. E., & Welsh, J. A. (2004). Shared book
reading and children's language comprehension skills: the moderating role of parental
discipline practices. Early Childhood Research Quarterly, 19(2), 319-336.
https://doi.org/10.1016/j.ecresq.2004.04.007


https://doi-org.uniessexlib.idm.oclc.org/10.1093/sp/jxp008
https://www.sciencedirect.com/journal/acta-psychologica
https://doi.org/10.1016/j.actpsy.2025.105110
https://psycnet.apa.org/doi/10.1023/A:1026630824421
http://files.eric.ed.gov/fulltext/ED560655.pdf
https://www.sciencedirect.com/journal/economics-of-education-review
https://www.sciencedirect.com/journal/economics-of-education-review/vol/89/suppl/C
https://doi.org/10.1016/j.econedurev.2022.102261
https://psycnet.apa.org/doi/10.1016/j.ecresq.2004.04.007

246

Goodkind, S. (2009). “You can be anything you want, but you have to believe it”:
Commercialized Feminism in Gender-Specific Programs for Girls. Signs: Journal of
Women in Culture and Society. https://doi.org/10.1086/591086

Grant, E., & White, M. (1925). A Study of Children. Teachers College Record, 26(8),
671-678.

Grant, J. M., Mottet, L. A., Tanis, J., Harrison, J., Herman, J. L., & Keisling, M.
(2011). Injustice at Every Turn: A Report of the National Transgender Discrimination
Survey. Washington: National Center for Transgender Equality and National Gay and
Lesbian Task Force.

https://transequality.org/sites/d efault/files/docs/resources/NTDS Report.pdf

Greenburg, D., Gilbert, A., & Frederick, L. (2006). Reading interest and behavior in
middle school students in inner-city and rural settings. Reading Horizons Journal,
47(2), 159-173.

Grolnick, W. S., & Slowiaczek, M. L. (1994). Parents' involvement in children's
schooling: A multidimensional conceptualization and motivational model. Child
Development, 65(1), 237-252.

Guangming Daily (2023). Parent - Child Reading: Growing Together in a Shared
Love of Books - A Survey and Reflection on the Current Status of Parent - Child

Reading in China.
https://news.cctv.com/2023/11/30/ARTIpyGWWxegM6sCPDo0708HK231130.shtml

Halim, M.L. D., Atwood, S., Osornio, A. C., Pauker, K., Dunham, Y., Olson, K. R., &
Gaither, S. E. (2023). Parent and self-socialization of gender intergroup attitudes,
perceptions, and behaviors among ethnically and geographically diverse young
children. Developmental Psychology, 59(10), 1933—-1950.

Hall, C. & Coles, M. (1999). Children s reading choices. London: Routledge.
Hall, K. J., & Lucal, B. (1999). Tapping into Parallel Universes: Using Superhero

Comic Books in Sociology Courses. Teaching Sociology, 27(1), 60-66.
https://doi.org/10.2307/1319247

Harkrader, M. A., & Moore, R. (1997). Literature preferences of fourth graders.
Reading Research and Instruction, 36(4), 325-339.
https://doi.org/10.1080/19388079709558247

Hébert, T. P, & Pagnani, A. R. (2010). Engaging Gifted Boys in New Literacies.
Gifted Child Today, 33(3), 36—45. https://doi.org/10.1177/107621751003300309


https://news.cctv.com/2023/11/30/ARTIpyGWWxgM6sCPDoo7o8HK231130.shtml
https://doi.org/10.2307/1319247

247

Hogan, C. P. (2010). Fictions and Feelings: On the Place of Literature in the Study of
Emotion. Emotion Review, 2(2), 184—195. https://doi.org/10.1177/1754073909352874

Holland, J. L. (1973). Making vocational choices: A theory of careers. Prentice-Hall.

Holland, J. L. (1985). Making vocational choices: A theory of vocational personalities
and work environments. Prentice-Hall.

Holland, J. L. (1996). Exploring careers with a typology: What we have learned and
some new directions. American Psychologist, 51(4), 397-406.
https://doi.org/10.1037/0003-066X.51.4.397

Holland, J. L. (1997). Making vocational choices: A theory of vocational personalities
and work environments, 3rd ed (xiv, 303). Psychological Assessment Resources.

Hopper, R. (2005). What are teenagers reading? Adolescent fiction reading habits and
reading choices. Literacy, 39, 113—120.

Hu, G. (2002). Potential cultural resistance to pedagogical imports: The case of
communicative language teaching in China. Language Culture and Curriculum, 15(2),
93-105.

Hussain, M., Naz, A., Khan, W., Daraz, U., & Khan, Q. (2015). Gender Stereotyping
in Family: An Institutionalized and Normative Mechanism in Pakhtun Society of
Pakistan. SAGE Open, 5(3). https://doi.org/10.1177/2158244015595258 (Original
work published 2015).

Hurrelll, K., & Davies, K. (2005). Time use and childcare. London. EOC

International Literacy Association (2018). The Case for Children’s Rights to Read.
Available at:
https://www.literacyworldwide.org/docs/default-source/resource-documents/the-case-
for-childrens-rights-to-read.pdf

International Reading Association (2014). Leisure Reading: A joint position statement
of the international reading association, the Canadian children’s book centre, and the
national council of teachers of English. Available at:
https://www.literacyworldwide.org/docs/default-source/where-we-stand/leisure-readin
g-position-statement.pdf



https://www.literacyworldwide.org/docs/default-source/resource-documents/the-case-for-childrens-rights-to-read.pdf
https://www.literacyworldwide.org/docs/default-source/resource-documents/the-case-for-childrens-rights-to-read.pdf
https://www.literacyworldwide.org/docs/default-source/where-we-stand/leisure-reading-position-statement.pdf
https://www.literacyworldwide.org/docs/default-source/where-we-stand/leisure-reading-position-statement.pdf

248

Jha, A., & Shah, M. (2020). Leveraging Education as a Tool to Achieve Gender
Equality — Strategies and Signposts.
https://blogs.lse.ac.uk/gender/2020/04/08/leveraging-education-as-a-tool-to-achieve-g
ender-equality-strategies-and-signposts/

Jin, L., & Cortazzi, M. (2006). Changing practices in Chinese cultures of learning.
Language, Culture and Curriculum, 19(1), 5-20.

Johnston, P. (1987). Teachers as Evaluation Experts. The Reading Teacher, 40(8),
744-748. http://www.jstor.org/stable/20199613

Keating, S., & Baker, C. R. (2024). Parental involvement and engagement in gender
equality and LGBTQI-inclusive education: a case study from Gender Equality Matters
in the Irish primary school context. Cambridge Journal of Education, 54(3), 357-375.
https://doi-org.uniessexlib.idm.oclc.org/10.1080/0305764X.2024.2358800

Kilner, J. M., & Lemon, R. N. (2013). What We Know Currently about Mirror
Neurons. Current Biology, 23(23), R1057. https://doi.org/10.1016/j.cub.2013.10.051

Kimmins, E. J. (1986). The Reading Interests of Emotionally Disturbed Boys Ages 11
to 15.

Kraaykamp, G. (2003). Literary socialization and reading preferences. Effects of
parents, the library, and the school. Poetics,Volume 31, Issues 3—4, 2003, Pages
235-257,ISSN 0304-422X, https://doi.org/10.1016/S0304-422X(03)00033-0.

Krafchick, J., Zimmerman, T. S., Haddock, S., & Banning, J. (2005). Best-selling
Books Advising Parents about Gender: A Feminist Analysis. Family Relations, 54(1),
84-100. https://doi.org/10.1111/§.0197-6664.2005.00008.x

Krishna, S., Thomas, T. M., & Sreekumar, S. (2024). Gendered parenting and gender
role attitude among children. Culture & Psychology, 0(0).
https://doi.org/10.1177/1354067X241285338

Lamb, M. E. (2000). The history of research on father involvement: An
overview. Marriage & Family Review, 29(2-3), 23-42.
https://doi.org/10.1300/J002v29n02 03

Lamb, M. E., Pleck, J. H., Charnov, E. L., & Levine, J. A. (1985). Paternal Behavior
in Humans. American Zoologist, 25(3), 883—894. http://www.jstor.org/stable/3883043


https://blogs.lse.ac.uk/gender/2020/04/08/leveraging-education-as-a-tool-to-achieve-gender-equality-strategies-and-signposts/
https://blogs.lse.ac.uk/gender/2020/04/08/leveraging-education-as-a-tool-to-achieve-gender-equality-strategies-and-signposts/
http://www.jstor.org/stable/20199613
https://doi-org.uniessexlib.idm.oclc.org/10.1080/0305764X.2024.2358800
https://doi.org/10.1111/j.0197-6664.2005.00008.x
https://psycnet.apa.org/doi/10.1300/J002v29n02_03

249

Lauritzen, & Cheves. (1974). Children’s Reading Interests Classified by Age Level.
The Reading Teacher, 27(7), 694-700.

Leaper, C. (2014). Parents’ Socialization of Gender in Children. Gender: Early
Socialization.

Levy, R. & G. J. (2026). Promoting parent-child shared reading: learning from a
UK-China knowledge exchange project. UCL Institute of Education Blog.
https://blogs.ucl.ac.uk/i0e/2026/02/26/promoting-parent-child-shared-reading-learnin
g-from-a-uk-china-knowledge-exchange-project/

Logan, M. T., Heberle, A., & Goldberg, A. E. (2025). ‘I want to support her but also
want to protect her’: The gendered parenting practices of LGBTQ+ parents," Children
and Youth Services Review, vol. 169(C).

Loh, C. E., Sun, B., & Majid, S. (2020). Do girls read differently from boys?
Adolescents and their gendered reading habits and preferences. English in Education,
54(2), 174-190.
https://doi-org.uniessexlib.idm.oclc.org/10.1080/04250494.2019.1610328

Lytton, H., & Romney, D. (1991). Parents’ differential socialization of boys and girls:
A meta-analysis. Psychological Bulletin, 10, 167—-196.

Maccoby, E. E. (1994). The role of parents in the socialization of children: An
historical overview (P615). American Psychological Association.
https://doi.org/10.1037/10155-021

Majid, S. (2018). Leisure Reading Behaviour of Young Children in Singapore. 27.

Majid, S., & Tan, V. (2007). Understanding the Reading Habits of Children in
Singapore. Journal of Educational Media, 13.

Manuel, J., & Robinson, D. (2003). Teenage boys, teenage girls and books:
Re-viewing some assumptions about gender and adolescents "reading practices.

Martin, K. (2005). William wants a doll. Can he have one? Feminists, childcare
advisors and gender-neutral child Rearing. Gender and Society, 19(4), 456-479.
https://journals.sagepub.com/doi1/10.1177/0891243204272968

Martinez, T. N. (2022). Gender Neutral Parenting: Raising a Generation Outside the
Gender Binary. Graduate Theses and Dissertations. Retrieved from
https://scholarworks.uark.edu/etd/4620


https://profiles.ucl.ac.uk/70179-rachael-levy
https://blogs.ucl.ac.uk/ioe
https://blogs.ucl.ac.uk/ioe/2026/02/26/promoting-parent-child-shared-reading-learning-from-a-uk-china-knowledge-exchange-project/
https://blogs.ucl.ac.uk/ioe/2026/02/26/promoting-parent-child-shared-reading-learning-from-a-uk-china-knowledge-exchange-project/
https://ideas.repec.org/a/eee/cysrev/v169y2025ics0190740924006182.html
https://ideas.repec.org/a/eee/cysrev/v169y2025ics0190740924006182.html
https://ideas.repec.org/s/eee/cysrev.html
https://ideas.repec.org/s/eee/cysrev.html
https://doi.org/10.1037/10155-021
https://journals.sagepub.com/doi/10.1177/0891243204272968

250

McBride B., A., Schoppe-Sullivan S. J., Ho, M. R. (2005). The mediating role of
fathers’ school involvement on student achievement. Journal of Applied
Developmental Psychology. 2005;26:201-206.

McHale, S. M., Crouter, A.C., & Whiteman, S.(2003). The family contexts of gender
development in childhood and adolescence. Social Development. 2003;12:125-148.

McCarty, P. S. (1950). Reading Interests Shown by Choices of Books in School
Libraries. The School Review, 58(2), 90-96.

McGowan, M. (2018). The Parent Trap: Equality, Sex, and Partnership in the Modern
Law Firm. SSRN Electronic Journal. https://doi.org/10.2139/ssrn.3237229

McWayne, C., Downer, J. T., Campos, R., & Harris, R. D. (2013). Father involvement
during early childhood and its association with children's early learning: A
meta-analysis. Early Education & Development, 24(6), 898-922.

Merga, M.K. (2017). Do males really prefer non-fiction, and why does it matter?
English in Australia, 52(1), 27-37. https://www.aate.org.au/documents/item/1246

Millard, E. (1997). Differently Literate Boys Girls and the Schooling of
Literacy—AbeBooks.
https://www.abebooks.co.uk/book-search/title/differently-literate-boys-girls-and-the-s
chooling-of-literacy/

Mitchell, M. (1993). Its Multifaceted Structure in the Secondary Mathematics
Classroom. Journal of Educational Psychology, Vol 85(3), Sep 1993, 424-436, 28.

Mohr, K. A. J. (2006). Children’s Choices for Recreational Reading: A Three-Part
Investigation of Selection Preferences, Rationales, and Processes. Journal of Literacy
Research, 38(1), 81-104. https://doi.org/10.1207/s15548430j1r3801 4

Motaghey, M., Ghanjal, A., Mastri Farahani, R., Ghabaee, M., Kaka, G., Noroziyan,
M., & Fadaee Fathabadi, F. (2015). Sex Differences in Neuroanatomy of the Human
Mirror Neuron System: Impact on Functional Recovery of Ischemic Hemiparetic
Patients.  Iranian  Red  Crescent  Medical  Journal, 17(8), €28363.
https://doi.org/10.5812/ircm;.28363

Mullis I, Martin M, Foy P, Hooper M. (2017). PIRLS 2016 international results in
reading. Chestnut Hill, MA: TIMSS & PIRLS International Study Center.

Mullis I, von Davier M, Foy P, Fishbein B, Reynolds KA, Wry E. (2023). PIRLS
2021 International Results in Reading. Boston College, TIMSS & PIRLS
International Study Center.


https://www.aate.org.au/documents/item/1246

251

https://doi-org.uniessexlib.idm.oclc.org/10.6017/Ise.tpisc.tr2103.kb5342

Nair, Sneha; McAllister, Christina; Pluff, Annina; and Mack, Katherine C. (2023)
"Gender Undone: Confronting Bias in the Nuclear Field," International Journal of
Nuclear Security: Vol. 8: No. 2, Article 13. https://doi.org/10.7290/ijns202270
Available at: https://trace.tennessee.edu/ijns/vol8/iss2/13

Nandini, S. M. (2018). Raising a Feminist Son - An Antidote with Reference to
Chimamanda Ngozi Adichi’s We Should all Be Feminists. National Seminar on
Transnational Feminism: Literature, Theory and Parctice.

Norman, H., and Davies, J. (2023). What a difference a dad makes. Paternal
Involvement and its Effects on Children ° s Education (PIECE) study. Leeds:
University of Leeds.

Norvell, G. W. (1958). The influence of age on reading preferences. In G. W.
Norvell, What boys and girls like to read (pp. 19-34). Silver, Burdett &
Company. https://doi.org/10.1037/14577-003

OECD (2011), “Do boys and girls have different reading habits?”, in PISA 2009 at a
Glance, OECD Publishing, Paris.
DOI: https://doi.org/10.1787/9789264095250-30-en

OECD (2011). Do Students Today Read for Pleasure? PISA in Focus, No. 8, OECD
Publishing, Paris.

OECD (2019). PISA 2018 results (Volume II): where all students can succeed. Paris,
France: OECD Publishing.

Ortiz, C., Stowe, R. M., & Arnold, D. H. (2001). Parental influence on child interest
in shared picturebook reading. Early Childhood Research Quarterly, 16, 263-281.

Palmer, D., Dixon, J., & Archer, J. (2016). Using Situational Interest to Enhance
Individual Interest and Science-Related Behaviours. Res Sci Educ, 23.

Park, J. (2019). The Qualities Criteria of Constructive Play and the Teacher’s Role.
The Turkish Online Journal of Educational Technology, 18(1).

Pownall, M., Heflick, N. Mr. Active and Little Miss Passive? The Transmission and
Existence of Gender Stereotypes in Children’s Books. Sex Roles, 89, 758-773 (2023).
https://doi.org/10.1007/s11199-023-01409-2

Prince, J., & Kalil, A. (2008)The Effect of Mother—Child Reading Time on Children’s
Reading Skills: Evidence From Natural Within-Family Variation. Child Development,


https://doi-org.uniessexlib.idm.oclc.org/10.6017/lse.tpisc.tr2103.kb5342
https://trace.tennessee.edu/ijns/vol8/iss2/13
https://psycnet.apa.org/doi/10.1037/14577-003
https://doi.org/10.1007/s11199-023-01409-2

252

Volume90, Issue6.
https://doi.org/10.1111/cdev.13137

Purves, A. C., & Beach, R. (1972). Literature and the reader: Research in response to
literature, reading interests, and the teaching of literature. Urbana, IL: National
Council of Teachers of English.

Rahilly, E. (2022). 'Well Duh, That's How You Raise a Kid'": Gender-Open Parenting
ina (Non)Binary World. LGBTQ+ Family: An Interdisciplinary Journal, pp.1-19.
doi:https://doi.org/10.1080/27703371.2022.2089309

Rahilly, E. P. (2015). The gender binary meets the gender-variant child: Parents’
negotiations with childhood gender variance. Gender & Society, 29(3), 338-361.
https://doi.org/10.1177/0891243214563069

Ross, C. S. (2009). Reading Interests. Cited In Book: Encyclopedia of Library and
Information Sciences, Third Edition (p. 4423-4432).
DOI: 10.1081/E-ELIS3-120043679

Sabri, N., Sadeghian, S. S., & Bahrak, B. (2020). A cross-country study on cultural
similarities based on book.pdf. Social Network Analysis and Mining (2020) 10:86.
https://doi.org/10.1007/s13278-020-00695-y

Savage, M. (2022). Some parents are championing ‘gender-creative’ parenting styles,
which are designed to let children pick their own identities later in life.

Scarborough, W., J., Sin, R., & Risman, B. (2019). Attitudes and the stalled gender
Revolution: egalitarianism, traditionalism, and ambivalence from 1977 through 2016.
Gender & Society, 2019;33(2):173-200. doi: 10.1177/0891243218809604.

https://www.bbc.co.uk/worklife/article/20220929-the-parents-raising-their-children-w

ithout-gender

Scholes, L. (2021). Year 3 boys’ and girls’ enjoyment for reading across economic
demographics in Australia. Implications for boys and students from lower SES

communities. International Journal of Inclusive Education.
DOI:10.1080/13603116.2021.1941319

Scholes, L., Spina, N., & Comber, B. (2021). Disrupting the 'boys don't read'
discourse: Primary school boys who love reading fiction. British Educational
Research Journal, 47(1), 163—180. https://doi.org/10.1002/berj.3685

Schulz, L. E., & Bonawitz, E. B. (2007). Serious fun: Preschoolers engage in more
exploratory play when evidence is confounded. Developmental Psychology, 43,
1045-1050. https://doi.org/10.1037/0012-1649.43.4.1045


https://srcd.onlinelibrary.wiley.com/toc/14678624/2019/90/6
https://doi.org/10.1111/cdev.13137
https://psycnet.apa.org/doi/10.1177/0891243214563069
https://www.bbc.co.uk/worklife/article/20220929-the-parents-raising-their-children-without-gender
https://www.bbc.co.uk/worklife/article/20220929-the-parents-raising-their-children-without-gender
http://dx.doi.org/10.1080/13603116.2021.1941319

253

Seegers, J. C. (1936). A Study of Children’s Reading. The Elementary English Review,
13(7), 251-254.

Sheehan, T. (2014). "The Effects of Paternal and Maternal Nurturance and
Involvement on Young Adult Academic Outcomes". FIU Electronic Theses and
Dissertations. 1506.

https://digitalcommons.fiu.edu/etd/1506

Sikid, R., Holopainen, L., Siekkinen, M., Silinskas, G., Lerkkanen, M. K., & Nurmi, J.
E. (2016). Maternal literacy teaching, causal attributions and children's literacy skills
in finnish-speaking and language minority families. [International Journal of
Educational Research, 77, 99—108.

Silinskas, G., Kiuru, N., Tolvanen, A., Niemi, P., Lerkkanen, M. K., & Nurmi, J. E.
(2013). Maternal teaching of reading and children's reading skills in grade 1: Patterns
and predictors of positive and negative associations. Learning and Individual
Differences, 27, 54—66.

Silvia, P. J. (2006). Exploring the psychology of interest. Oxford Univ. Press.
Simpson, A. (1996). Fictions and Facts: An Investigation of the Reading Practices of
Girls and Boys. English Education, 28(4), 268-279.

Smith, P. K., & Pellegrini, A. (2013). Play: Learning through play | Encyclopedia on
Early Childhood Development.
https://www.child-encyclopedia.com/play/according-experts/learning-through-play
Snellman, L. M. (1993). Sixth Grade Reading Interests: A Survey. 53.

South Lanarkshire Home School Partnership survey (2007). Accessed online April
2009 at
www.southlanarkshire.gov.uk/portal/page/portal/SLC_PUBLICDOCUMENTS/C
ORPORATE DOCUMENTS/Consultation Documents/301%20Father%20Figur
es%20Report%202007.pdf

Stagnitti, K., & Unsworth, C. (2000). The Importance of Pretend Play in Child
Development: An Occupational Therapy Perspective. British Journal of Occupational
Therapy, 63(3), 121-127. https://doi.org/10.1177/030802260006300306

Stanchfield, Jo. M. (1962). Boys’ Reading Interests as Revealed through Personal
Conferences. The Reading Teacher, 16(1), 41-44.

Stoet, G. (2010). PsyToolkit: A software package for programming psychological
experiments using Linux. Behavior Research Methods, 42(4), 1096—1104.
https://doi.org/10.3758/BRM.42.4.1096


https://digitalcommons.fiu.edu/etd/1506

254

Stoet, G. (2017). PsyToolkit: A Novel Web-Based Method for Running Online
Questionnaires and Reaction-Time Experiments. Teaching of Psychology, 44(1),
24-31. https://doi.org/10.1177/0098628316677643

Stoll, G., Rieger, S., Liidtke, O., Nagengast, B., Trautwein, U., & Roberts, B. (2017).
Vocational Interests Assessed at the End of High School Predict Life Outcomes
Assessed 10 Years Later Over and Above IQ and Big Five Personality Traits. Journal
of Personality and Social Psychology, 113. https://doi.org/10.1037/pspp0000117

Sturm, B. W. (2003). The Information and Reading Preferences of North Carolina
Children. 6, 30.

Sun, H. (2020). Research on interest reading recommendation method of intelligent
library based on big data technology. Web Intelligence, 18(2), 121-131.
https://doi.org/10.3233/WEB-200434

Simpson, A. (1996) Fictions and facts: An investigation of the reading practices of
girls and boys, English Education, 28(4), 268-279.

Tepper, S. J. (2000). Fiction reading in America: Explaining the gender gap. Poetics,
27(4), 255-275. https://doi.org/10.1016/S0304-422X(00)00003-6

UK Government. (2023). The national curriculum. GOV.UK.
https://www.gov.uk/national-curriculum

The impact of family involvement on the education of children ages 3 to 8: 4 focus on
literacy and math achievement outcomes and social-emotional skills. New York, NY:
Center on School, Family and Community Partnerships, MDRC.

Tenenbaum, H. R., & Leaper, C. (2002). Are parents' gender schemas related to their
children's gender-related cognitions? A meta-analysis. Developmental Psychology,
38(4), 615-630. https://doi.org/10.1037/0012-1649.38.4.615

The Mother Baby Center (2023). Why gender-inclusive parenting is becoming more
popular?
https://www.themotherbabycenter.org/blog/2023/05/gender-inclusive-parenting/#popu
lar

Thijs, P., Te Grotenhuis, M., Scheepers, P. (2017). The relationship between societal
change and rising support for gender egalitarianism among men and women: Results

from counterfactual analyses in the Netherlands, 1979-2012. Social Science Research,
2017;68:176—194. doi: 10.1016/j.ssresearch.2017.05.004.

Thijs, P., Te Grotenhuis M., Scheepers P., &Van den Brink, M.(2019). The rise in
support for gender egalitarianism in the Netherlands, 1979-2006: The roles of
educational expansion, secularization, and female labor force participation. Sex Roles,



255
2019;81(9):594-609. doi: 10.1007/s11199-019-1015-z.

Topping, K., J. (2015) Fiction and Non-Fiction Reading and Comprehension in
Preferred Books, Reading Psychology, 36:4, 350-387,
DOI: 10.1080/02702711.2013.865692

Trama, S. (2002). A study of academic achievement in relation to intelligence,
parental involvement, and children's motivational resources: Control understanding,
perceived competence, and self-regulation at upper elementary and secondary school
levels. Dissertation Abstracts International: Section B: The Sciences and Engineering,
62(10-B); p. 4822.

Twist, L., Schagan, I. and Hogson, C. (2007). Progress in International Reading
Literacy Study (PIRLS): Reader and Reading National Report for England 2006.
NFER and DCSF.

Van Voorhis, F. L., Maier, M. F., Epstein, J. L., Lloyd, C. M., & Leuong, T. (2013).

Wardle, F. (2000). Supporting Constructive Play in the Wild—Guidelines for
Learning Outdoors. Child Care Information Exchange.

West, A., Noden, P., Edge, A., & David, M. (1998). Parental involvement in education

in and outside of school. British Educational Research Journal, 24, 461-484.

Whitebread, D. D. (2012). The importance of play. 56.

Whittemore, S. (1992). READING INTEREST OF NORTH RIDGEVILLE HIGH
SCHOOL STUDENTS. 42.

Williams, L. M. (2008). Book selections of economically disadvantaged black
elementary students. Journal of Educational Research, 102(1), 51-64.
https://doi.org/10.3200/JOER.102.1.51-64

Williams, S. K., & Kelly, F. D. (2005). Relationships among involvement, attachment,
and behavioral problems in adolescence: Examining father's influence. The Journal of
Early Adolescence, 25(2), 168-196.

doi:http://dx.doi.org/10.1177/0272431604274178

Wood, E., Desmarais, S., Gugula, S. (2002). The impact of parenting experience on
gender stereotyped toy play of children. Sex Roles. 2002;47:39-49.

Xiao, N., Che, Y., Zhang, X., Song, Z. M., Zhang, Y. Y., & Yin S. Q. (2020). Father -


https://doi.org/10.3200/JOER.102.1.51-64

256

child literacy teaching activities as a unique predictor of Chinese preschool children's
word reading skills. Inf Child Dev. 2020;1 - 16.
https://doi.org/10.1002/icd.2183

Xu, Y. & Gao, J. (2021. A Systematic Review of Parent-child Reading in Early
Childhood (0-6): Effects, Factors, and Interventions. UCL Institute of Education,
London.

Yang, F. (2016). The Effect of Four Different Approaches to Parent-Child Reading on
Young Chinese Children’s Reading. International Journal of Education & Literacy
Studies, Vol. 4 No. 3; July 2016.

Zero Tolerance and the Care Inspectorate (2018). Gender Equal Play in Early
Learning and Childcare.

Zhu, X., Q. (2020). The Influence of Father Involvement on Children’s Early Reading
Interest. Journal of Chaohu University. Vol. 22 General Serial No.163, No.4 2020.
DOI:10.12152/j.issn.1672-2868.2020.04.023

West. C., & Zimmerman, D. (1987). Doing gender. Gender and Society, 1,125-151.


https://doi.org/10.1002/icd.2183

Appendix I :

Children’s reading interests, play interests, and vocational interests

questionnaire

English version

About your child

Please note: 1f you have more than one child aged 5 to 12, please choose only one.

Choose the one about which you know most in regard to reading interests.
1. Is your child a boy or a girl?

- Boy

- Girl

2. In which part of the UK does your child go to school?
- England

- Wales

- Scotland

- Northern Ireland

3. How old is your child?
- 5 years old

- 6 years old

- 7 years old

- 8 years old

- 9 years old

- 10 years old

- 11 years old

- 12 years old
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4. Which school year group is your child in?

- Reception
- Year 1
- Year 2
- Year 3
- Year 4
- Year 5
- Year 6
- Year 7
- Year 8

- Something else, please specify

About your child’s interest in Fiction

*Fictional genres for children aged 5 to 8:

Fiction is a genre where stories or characters are made up by the author.

258

5. For each of the fictional genres listed below, how would you rate your child's

interest in it?

Adventure (In an adventure story, the protagonist usually leaves everything he or she

knows, faces dangers and excitement along the way. For example, We're Going on a

Bear Hunt)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Fantasy (Fantasy often involves elements of supernatural power, like magic and

talking animals. For example, Alice's Adventures in Wonderland, How to Train Your

Dragon, Peter Pan, and Harry Potter.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested
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Fairy Tales, Folktale, Legend, Myth, or Fable (These books contain traditional

stories and sometimes have lots of versions. For example, Cinderella, Little Red

Riding Hood, and The Fox & The Crow.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Comics, Graphic Novel, or Manga (These books contain stories told in pictures. For

example, Dog Man, Marvel Comics, and Pokemon.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Mystery (Mystery often follows a crime, like a murder or a disappearance, but it

could be anything unexplainable. For example, The Deductive Detective, and The

Sherlock Holmes Children's Collection.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Humour (Humour is a genre of storytelling intended to amuse, make smile or laugh.

For example, Shh! We Have a Plan, and The Wonky Donkey.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Historical Fiction (Historical fiction is a genre where the stories take place in the past

and contain historical elements or facts. For example, Elisabeth and the Box of

Colours.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Realistic Fiction (Realistic fiction is a genre where the stories are made up, but they

could easily happen to real people and animals. For example, David Gets in Trouble,

and David Goes to School .)
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Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Science Fiction (Science fiction often deals with the impact of actual or imagined

science upon society or individuals. For example, Jurassic Park.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

*Fictional genres for children aged 9 to 12:

Fiction is a genre where stories or characters are made up by the author.

5. For each of the fictional genres listed below, how would you rate your child's
interest in it?

Adventure (In an adventure story, the protagonist usually leaves everything he or she
knows, faces dangers and excitement along the way. For example, We're Going on a

Bear Hunt, The Boxcar Children, and Holes.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Fantasy (Fantasy often involves elements of supernatural power, like magic and

talking animals. For example, Alice's Adventures in Wonderland, Harry Potter, Peter

Pan, and Charlotte’s Web.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Fairy Tales, Folktale, Legend, Myth, or Fable (These books contain traditional
stories and sometimes have lots of versions. For example, Cinderella, Little Red

Riding Hood, Grimm's Fairy Tales, and The Fox & The Crow.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested
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Comics, Graphic Novel, or Manga (These books contain stories told in pictures. For

example, Marvel Comics, Naruto, One Piece, Demon Slayer, and Pokémon.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Mystery (Mystery often follows a crime, like a murder or a disappearance, but it

could be anything unexplainable. For example, The Deductive Detective, and The

Sherlock Holmes Collection.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Humour (Humour is a genre of storytelling intended to amuse, make smile or laugh.

For example, Shh! We Have a Plan, and The Wonky Donkey, and Winger.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Horror (Horror is a genre of storytelling intended to create feelings of fear. For

example, The Creakers.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Romance (Romance often places its primary focus on the relationship and romantic

love between two people. For example, Pride and Prejudice, or Jane Eyre.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested

Historical Fiction (Historical fiction is a genre where the stories take place in the past

and contain historical elements or facts. For example, Elisabeth and the Box of

Colours, The Story of the Amulet, and When the War Came Home Number the Stars.)

Very uninterested

Uninterested

Neither interested nor uninterested

Interested

Very interested
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Realistic Fiction (Realistic fiction is a genre where the stories are made up, but they
could easily happen to real people and animals. For example, David Goes to School,

and Frindle.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Science Fiction (Science fiction often deals with the impact of actual or imagined
science upon society or individuals. For example, Jurassic Park, Journey to the center

of the Earth, and Twenty Thousand Leagues Under the Sea.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

About your child’s interest in Non-Fiction

Non-Fiction is about real people, animals, events, places, or things, and everything in
the stories actually happened.

6. For each of the non-fictional genres listed below, how would you rate your child's
interest in it?

Biography, Autobiography, Memoir (These books are about real people. For
example, Who Was Disney?)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

How-to manuals (How-to manuals books provide instructions and information about

how to do something. For example, crafts and cookbooks.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested
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Education & Study Guides (These books often include learning resources, with the
aim of providing assistance and support for children studying a particular course or

topic. For example, academic reference books.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Science & Technology (These literary genres are about nature, geography, animals,
technology, medicine, or other things your child learns in science class. For example,

The Magic School Bus.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Sports (Non-fiction sports books are about real players, real teams, and real events

related to sports.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

Religion (Religion books are central to the teachings of almost every given religion,

for example, Children'’s Bible.)

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested

About Your child’s interest in Poetry

Poetry is the rhythmic, condensed, linguistic expression of anything that can come

out of the human imagination.

7. How would you rate your child's interest in poetry?

Poetry

Very uninterested | Uninterested | Neither interested nor uninterested | Interested | Very interested




264

About your child’s favourite books
8. Please list one or more books your child enjoyed most reading in the past twelve
months:

- Enter book name (and optionally author's name if you know it)

About your child’s free-time activities and vocational interest
9. Please write down what activities does your child like doing most in his or her free
time.

- My child likes to do:

10. What does your child want to be when he or she grows up? (when he or she is
around 30 years

- My child wants to be:

About parents’ jobs

11. What job(s) do the father and mother have, if any?
If there is no father or mother, please enter NA.

If unemployed, enter unemployed.

- Father’s job(s):

- Mother’s job(s):
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Appendix II:
Parents’ perceptions of gender- appropriate reading materials and

gender-neutral parenting questionnaire

English version

Section 1: About you and your child

This section collects information about you and your child.

If you have more than one child aged 5 to 12, please choose only one.
1. My gender:

- Male

- Female

2. My age:
- My age is:

3. My education level:

- Primary school or below

- Secondary school up to 16 years

- Higher or secondary or further education (A-levels, BTEC, etc.)
- College or university

- Post-graduate degree

4. My child’s gender:
- Boy
- Girl

5. My child’s age?
- 5 years old
- 6 years old
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- 7 years old
- 8 years old
- 9 years old
- 10 years old
- 11 years old
- 12 years old

6. Which school year group is my child in?
- Year 1
- Year 2
- Year 3
- Year 4
- Year 5
- Year 6
- Year 7
- Year 8

- {other} Something else, please specify
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* For children aged 5 to 8

Section 2: Book recommendations for your child

This section of the survey provides some pictures of book covers.

Based on the pictures of the book covers, please indicate how likely you are to

recommend these books to your child.

1. Do you know this book?
- Yes
- No

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely

2. Do you know this book?
- Yes
- No

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely
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3. Do you know this book?

Fabrg ey

- No Written by Tosin €.
illustrated by TullipStudio

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely

4. Do you know this book?
The [
- Yes Gymnastics
Book  "aiun
-No e B

%

— e

Elfs Schlegel &
Claire Ross Dunn

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely




5. Do you know this book?

- Yes
- No
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Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely

6. Do you know this book?

- Yes
- No

HE WANTS TO BE A

PRIN

CESS

Written and [llustrated by Nicky Brookes

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely
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7. Do you know this book?
- Yes
- No

: GOMPETE LIKE
x [}H 10N

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely
8. Do you know this book? W \g‘w
- Yes W . %‘r
N T K a :
- No >—g{ LADYBIRD "*7)y

0

AVOURITE

Based on the picture, how likely are you to recommend this book to your child?</b>

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely
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* For children aged 9 to 12
Section 2: Book Recommendations For Your Child
This section of the survey provides some pictures of book covers.

Based on the pictures of the book covers please indicate how likely you are to

recommend these books to your child.

1. Do you know this book? I R B 28

) SOCCER'SKILLS
- Yes & TECHNIQUES

- No THE SSENTIALGUIDE FOR PLAVERS, CORGHES AN TS

K ¢

HUNDREDS OF TRAINING TIPS AND TECHNIQUES, WITH EASY.TO-FOLLOW.
INSTRUCTIONS DEMONSTRATED IN OVER 750 PHOTOS AND DIAGRAMS

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely

2. Do you know this book?
- Yes
- No

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely Unlikely Neither Likely Nor Unlikely Likely Extremely Likely




3. Do you know this book?

- Yes
- No
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Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely

4. Do you know this book?

- Yes
- No

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely




5. Do you know this book?

- Yes
- No

Giselle Potter
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Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely

6. Do you know this book?

- Yes
- No

INCREDIBLE
MOMENTS
-FROM -
WOMEN'S
FOOTBALL

T AR S

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely




7. Do you know this book?

- Yes
- No
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Based on the picture, how likely are you to recommend this book to your child?</b>

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely

8. Do you know this book?

- Yes
- No

o

A

'y

B

AND SCORE

OURNAL

GYMNASTIC
TRAINING |

. *

BOOK

Based on the picture, how likely are you to recommend this book to your child?

Extremely Unlikely

Unlikely

Neither Likely Nor Unlikely

Likely

Extremely Likely




Section 3: Book selection behaviour for your child

This section is about your book selection behaviour for your child.
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For each question, please select the response that most accurately describes you.

There are no right or wrong answers, only opinions.

1. How much are the books you select for your child influenced by online reviews?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time

2. How much are the books you select for your child influenced by grandparents?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time

3. How much are the books you select for your child influenced by friends with

children of the same age?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time

4. How much are the books you select for your child influenced by other children?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time

5. How much are the books you select for your child influenced by your friends?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time

6. How much are the books you select for your child influenced by teachers?

Never

Rarely

Occasionally

Sometimes

Frequently

Usually

Every time
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7. How much are the books you select for your child based on his(her) gender?

Never Rarely Occasionally | Sometimes | Frequently Usually Every time

8. How much are the books your child prefers reading stereo-typically typed to his

(her) gender?

Never Rarely Occasionally | Sometimes | Frequently Usually Every time

9. How much do you feel pressured to choose books for your child that are gender

stereotypical?

Never Rarely Occasionally | Sometimes | Frequently Usually Every time




285

Section 4: Your perspectives on “Gender-Neutral Parenting”

This section is about your views on the “Gender-Neutral Parenting” approach.
Gender-Neutral Parenting approach is raising a child without preconceived gender
norms.

For each question, please select the response that most accurately describes you.
There are no right or wrong answers, only opinions.

1. I am raising my child in a Gender-Neutral Parenting approach.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree

2. Gender equality is important to me.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree

3. Gender equality is important to my child.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree

4. Removing gender roles from household chores is helpful for gender equality.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree

5. Using language that avoids labeling gender is helpful for gender equality.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree

6. My child has the opportunity to choose the toys, books, activities and clothing

that he (she) feels suits him (her)best, regardless of gender.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
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7. A Gender-Neutral Parenting approach can avoid gendered stereotypes when

raising my child, which in turn leads to gender equality.

Strongly Disagree

Disagree

Neither Agree Nor Disagree

Agree

Strongly Agree
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3. fEAIE XA Y

- \lﬂe '
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Written by Tosin E.
Illustrated by TullipStudio
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Appendix II1:

Parental involvement in children's reading questionnaire

Section 1: About you and your child

This section collects information about you and your child.

If you have more than one child aged 5 to 12, please choose only one.

1. My gender:
- Male
- Female

- Prefer to self-describe

2. My child’s sex as registered at birth:
- Boy
- Girl

3. My child’s age:
- 5 years old

- 6 years old

- 7 years old

- 8 years old

- 9 years old

- 10 years old

- 11 years old

- 12 years old

4. Which school year group is your child in?
- Reception

- Year 1

- Year 2

301



302

- Year 3
- Year 4
- Year 5
- Year 6
- Year 7
- Year 8

- Something else, please specify

Section 2: Direct parental involvement in children’s reading
This section is about your one-on-one reading interactions with your child.
Please indicate how often you read with your child. There are no right or wrong

answers, only opinions.

How often do you read with your child?

Never Rarely A few times a month Several times a week Every day

Please tell us why you read frequently or infrequently with your child.

- I read with my child frequently because both of us enjoy parent-child reading.
- I read with my child frequently because he/she asks for it.

- I read with my child infrequently as he/she enjoys reading by himself/herself.

- I read with my child infrequently as he/she doesn’t like reading.

Section 3: Indirect parental involvement in children’s reading

This section is about your indirect reading interactions (parent is physically and
mentally available, merely providing support and resources) with your child.

For each question, please select the response that most accurately describes you.

There are no right or wrong answers, only opinions.
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1. When your child needs your support when he/she is reading, are you there for

him/her?

Never Rarely Sometimes Often Always
2. Are you available to spend time with your child in reading activities?

Never Rarely Sometimes Often Always
3. Can you meet your child’s needs for books?

Never Rarely Sometimes Often Always
4. Do you enjoy reading with your child?

Never Rarely Sometimes Often Always
5. Does reading help you to feel closer to your child?

Never Rarely Sometimes Often Always

Section 4: Parent responsibility in children’s reading

This section is about how you take responsibility for your child’s reading.

For each statement, please indicate how much you agree or disagree. There are no

right or wrong answers, only opinions.

1. I stress the importance of reading to my child.

Strongly Disagree Disagree

Neither Agree Nor Disagree

Agree

Strongly Agree




2. Iread at home and encourage my child to do so.
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Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
3. T'have a wide variety of reading materials for children around the house.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
4. 1spend time discussing with my child about the books we read together.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
5. I'take my child to visit the public libraries.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
6. I spend time with my child in bookstores.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
7. I purchase books for my child that he/she wants.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
8. I give my child books as a gift.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree
9. Tam aware of good books to share with my child.

Strongly Disagree Disagree Neither Agree Nor Disagree Agree Strongly Agree




10.1 encourage my child to set reading goals.
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Strongly Disagree

Disagree

Neither Agree Nor Disagree

Agree

Strongly Agree

*For children aged 5 to 8

Section 5: About your child’s reading interests

This section collects information about your child’s reading interests

Please indicate how often your child reads each following genre.

1. How often does your child read books about Adventure?

Never

Rarely

Sometimes

Often

Always

2. How often does your child read books about Fantasy?

Never

Rarely

Sometimes

Often

Always

3. How often does your child read Fairy Tales, Folktale, Legend, Myth, or Fable?

Never Rarely Sometimes Often Always
4. How often does your child read Comics, Graphic Novel, or Manga?

Never Rarely Sometimes Often Always
5. How often does your child read books about Mystery?

Never Rarely Sometimes Often Always




6. How often does your child read books about Humour?
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Never Rarely Sometimes Often Always
7. How often does your child read Historical Fiction books?

Never Rarely Sometimes Often Always
8. How often does your child read Realistic Fiction books?

Never Rarely Sometimes Often Always
9. How often does your child read Science Fiction books?

Never Rarely Sometimes Often Always
10. How often does your child read Biography, Autobiography, Memoir?

Never Rarely Sometimes Often Always
11. How often does your child read books about How-to manuals?

Never Rarely Sometimes Often Always

12. How often does your child read books about Education & Study Guides?

Never Rarely Sometimes Often Always
13. How often does your child read books about Science & Technology ?
Never Rarely Sometimes Often Always




14. How often does your child read books about Sports?
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Never Rarely Sometimes Often Always
15. How often does your child read books about Religion?

Never Rarely Sometimes Often Always
16. How often does your child read Poetry?

Never Rarely Sometimes Often Always




*For children aged 9-12

Section 5: About your child’s reading interest

This section collects information about your child’s reading interest

Please indicate how often your child reads each following genre.

1. How often does your child read books about Adventure?
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Never Rarely Sometimes Often Always
2. How often does your child read books about Fantasy?
Never Rarely Sometimes Often Always

3. How often does your child read Fairy Tales, Folktale, Legend, Myth, or Fable?

Never Rarely Sometimes Often Always
4. How often does your child read Comics, Graphic Novel, or Manga?

Never Rarely Sometimes Often Always
5. How often does your child read books about Mystery?

Never Rarely Sometimes Often Always
6. How often does your child read books about Humour?

Never Rarely Sometimes Often Always
7. How often does your child read books about Horror?

Never Rarely Sometimes Often Always




8. How often does your child read books about Romance?

309

Never Rarely Sometimes Often Always
9. How often does your child read Historical Fiction books?

Never Rarely Sometimes Often Always
10. How often does your child read Realistic Fiction books?

Never Rarely Sometimes Often Always
11. How often does your child read Science Fiction books?

Never Rarely Sometimes Often Always
12. How often does your child read Biography, Autobiography, Memoir?

Never Rarely Sometimes Often Always
13. How often does your child read books about How-to manuals?

Never Rarely Sometimes Often Always

14. How often does your child read books about Education & Study Guides?

Never Rarely Sometimes Often Always
15. How often does your child read books about Science & Technology ?
Never Rarely Sometimes Often Always




16. How often does your child read books about Sports?

310

Never Rarely Sometimes Often Always
17. How often does your child read books about Religion?

Never Rarely Sometimes Often Always
18. How often does your child read Poetry?

Never Rarely Sometimes Often Always

This section is about your child’s reading frequency outside of school

Please indicate how often your child reads books for pleasure outside of school.

How often does your child read for pleasure outside of school?

Never | Rarely

Once a

month

A few times a

month

Once a

week

A few times a

Week

Daily

This is the end of this survey. Thank you for your participation.
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