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ABSTRACT
This studvy examines the influence of home. classroom and book-read'ng
conditions on emergent and early readers’ developing literacy abilities,
The study. done with 60 grade t children from the inner-citv and more
affiuent areas of Montreal uses complex multivariate designs to assess
how these three conditions influence children's developing 1i1teracy
abi1l1ties. Results indicate that variations in the home environment and
children’s interactions with print have a significant effect on book and
code knowledge and print awareness before school 1nstruction. The
combined effect of the classroom and home environments have a
si1gnificant 1nfluence on print awareness and reading fluency. After 4
months of 1nstruction children improve significantly 1n book and code
knowledge, print awareness, accuracy and fluency. Across classrooms,
children differ 1n print awareness, fluency and word-reading accuracy.
Assisted and unassisted reading conditions with an unfamiliar, patterned
book 1ndicate that use of strategies changes as a function of time and
assistance given,
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RESUME

Cette étude examine 1'1nfluence du fover, de la classe et des conditions
de lecture sur 1’aptitude de lecture et d'ecriture parmis les lecteurs
emergeants et nouveaux. L’étude, effectuée avec 60 enfants en premiére
année, habitant le centre-vilie et les quartiers aisés Montréal utilise
différents dessins complexes afin d'établir de quelle fagon ces trois
influences conditionnent 1'aptitude d’aliphabétisation des enfants. Les
résultats indiquent que les variations du milieu familial et du contact
des enfants avec le texte imprime produisent un effet consiaeérable sur
les connaissances des enfants du livre et du code bien avant
1"1nstruction scolaire. Les effets combinés des milieux scolaires et
familiaux Jouent un role important quant & la conscience de 1'écrit et
1'aisance de lecture. Aprés quatre mois d’instruction, on note un réel
progrés des enfants portant sur leurs connaissances du texte imprimé et
du code, ainsy que leur conscience de 1’écrit, leur alsance et aptitude
de Jecture. L’aptitude des enfants varie d'une classe a4 1’autre quant a
leur conscience de 1’écrit, Teur alsance et leur exactitude de lecture.
Les conditions de lecture différentes, assistées et non assistées,
utilisant un texte peu familier, 1ndiquent que 1’utilisation de

stratégie varie en fonction du temps et de 1'aide donnés.
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INTRODUCTION

Since 1952, parents, literacy researchers and early childhood
educators have been interested 1n the course of early reading
development. In recent years, considerably more research has been done
on li1teracy before formal schooling and this has led to the concept of
emerging literacy.

The emergent and early reader 1s primarily distinguished by the
environmental conditions which surround and define a child’s opportunity
to become and be literate. At the time a child enters grade t s/he
moves from spending more time at home to spending more time at school
where literacy opportunities can be experienced. Overall, the time
available for participation in literacy learning opportunities may
greatly i1ncrease or remain essentially the same. What should not occur
15 a total decrease 1n participation 1n literacy events because the home
opportunities should stay about the same and formal schooling can be
added to whai the home already provides. While some research has
supported this portrayal of the young chi1ld’s changing literacy
environment, no previous studies separate the combined influence of home
and classroom environments from the home environment alone. Moreover,
previous research on teaching reading typically provides no account of
how a class of children may systematically differ in their prior-to-
school emergent literacy knowledge and literacy experiences. There is
no research on how these previously-learnt experiences 1nteract with the
grade 1 teacher's beliefs and practices. The 1nteraction between
children’s experiences and teacher beliefs may influence specific
reading apilities but not others which in turn may differentially relate
to students’ performance on standardized reading achievement tests.

Finally, children’s knowledge of reading must be used in reading
books to make progress in schools that primarily depend on books to
deliver the curriculum content in all subjects. Only a small body of
research on emergent and early readers .eparates out the influence of
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the conditions for reading which children experience at home and at
school on students’ growth in reading ability.

Thys study 1s designed to assess the preceding i1ssues 1n terms cf
the influences of the home, home and classroom, teacher and students’
own perceptions of reading on students’ reading knowledge, strategies
and development. The second purpose 1s to determine the relationships
of assisted and unassisted conditions for reading a patterned book to
students’ reading knowledge and use of their reading knowledge as
emerging and early readers as well as to performance on end of grade 1
achievement test scores.
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LITERATURE REVIEW
Emergent Literacy in the Home

Awareness of print in the environment is triggered off early in
life in a process kncwn as emergent literacy. Emergent literacy
represents the beginnings of reading and writ.ing and according to Teale
(1987) should be thought of as the 1iteracy development and learning
which goes on before formal school participation. Hall (1987)
summarizes the appropriateness of the term "emergent"” bacause it is a
gradual process which takes place over time. Although responsibility
for making sense of print rests with the child, literacy development
occurs in a context which supports and facilitates enquiry, respects
performance and provides opportunities for engagement in real literacy
acts. Adult, child and environmental factors play a role in literacy
development.

Expert views (Mason & Allen, 1986), ethnographic research (Heath,
1980), observations of literacy activities in different families
(Taylor, 1983), case studies of young children (Cohn, 1981: Haussler,
1985) and reviews of research (Teale, 1986a) arrive at compatible
conclusions about the importance of literacy experiences in the child’s
family and community which shape the emergent reader’s knowledge of
print. There are however, variations in the quality and frequency of
literacy activities, the amount of involvement of adults and children
with print-related materials and the behaviour patterns shown during
literacy activities. Consequently, some environments appear to be more
conducive to facilitating and promoting a meaningful understanding and
awareness of literacy (Clark, 1976; Durkin, 1966; Hiebert, 1981; Teale,
1986b). Children are at a literacy advantage when they are included in
all sorts of family activities (Harste, Woodward & Burke, 1984). Within
homes where children are surrounded by literacy activities, children
develop concepts about reading and print early in life prior to entry
into grade 1 (Brown & Briggs, 1986; Haussler, 1985; Johns, 1980; Lomax &
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McGee, 1987; Mason & McCormick, 1981).

Since factors within and outside the home environment as well as
child and adult characteristics influence children’s literacy knowledge
before school participation, it is important to consider what elements
in the homes have been studied 1n previous research and the relationship
which these factors have on children’s emergent literacy.

The next section deals with the factors within the home which
influence emergent literacy and later reading development.

The Home Environment

Broa f 1
of the Home Environment

There are a variety of studies that have treated the relationship
of home factors to global measures of achievement including reading
achievement. It is important to distinguish those studies which
directly assess reading in terms of specific skills from those which
focus on global achievement measures where it is more difficuit to infer
what is being influenced.

A review of the literature between 1952 and 1988 shows that there
are 32 studies showing relationships between the home and children’s
abilities and scholastic attainment. Of those 32 studies, 16 evaluate
the relationships of the home and specific reading ability in contrast
to others which asses other abilities (Blatchford, Burke, Farquhar,
Plewis & Tizard, 1985; Briggs & Elkind, 1977; Clark, 1976; Durkin, 1966;
Hewison & Tizard, 1980; Lopez & Holmes, 1983; Mason, 1980; Moon & Wells,
1979; Plessas & Oakes, 1964; Price, 1976; Schnur & Lowrey, 1986; Sutton,
1964; Walker & Kuerbitz, 1979; Wells, 1981, 1982, 1985).

There appears to be a broad interest in children's abilities
including children’s emergent reading abilities and the }iterature
demonstrates that studies have been done in Peru (Barber, 1988), Morocco
(Wagner & Spratt, 1988), and with cross-cultural groups (Bacon &
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Ichikawa, 1988; Chen & Uttal, 1988).

There also has been a variety of age groups involved 1n the
studies assessing the impact of home on achievement. For example,
several studies (Dave, 1963; Dyer, 1967; Marjoribanks, 1972, 1977;
Mosychuk, 1969; Wolf, 1964) 1investigating the relations between family
environment and cognitive performance have been done with 1i-year old
children from Australia, America, Canada and Trinidad. Kifer’s (1977)
cross-cultural study was done with 10 and 14-year olds. Bradley and
Caldwell (1987) examined the relationship between early home scores and
cognitive scores of children at 1, 2, 4.5 and 11 years of age.
Interestingly, none of these studies have looked at children entering
grade 1 and at a later time in grade 1.

Characteristics of the home environment which have been looked
into, include socio~economic status, family size, birth order, sibling
separation, crowding in the home, ethnic origin, gender, parental
Titeracy and maternal invoivement (Blatchford et al., 1985; Nuttall,
Nuttall, Polit & Hunter, 1976; Sheldon & Carrillo, 1952).

Parental Edycation and Socio-economic Status

It is interesting to note that in some studies, socio-economic
status and the parents’ level of education are reported to be poor
predictors of one’s reading ability. Harste et al., (1984) believe that
knowing the child’s sex, race, level of parental income, parental
educational level or where the child lives are poor predictors of what
the child knows and can do in terms of literacy, especially since some
upper-class children have very poor literacy-learning environments.
These views appear to be substantiated empirically. From the
percentages reported by Durkin (1966) in her findings from parental
interviews it appears warranted that there is no simple connection
between early reading and the socio-economic status of a family. From
her study with British families and their early readers, Clark (1976)
concludes that it is crucial to explore the parents’ perceptions of
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education and the support and experiences they provide by measures far
more sensitive and penetrating than social class, father's occupation
and education of the parents. Teale (1986b) concludes that his
observations of low-income chiidren provide evidence for the contention
that virtually all children i1n a 1iterate society have numerous
experiences with written language before they evar get to school. He
suggests that these findings should urge a "reconsideration of
traditional wisdom”, which insists that children from low socio-economic
backgrounds come to school with a dearth of literacy experience. The
results of naturalistic observations of low-income families (Teale,
1986b) suggest that economic circumstances need not restrict the amount
of richness or literacy experiences for preschool children. Taylor
(1983) argues that there may be sharp contrasts between middle-class
homes where print is noticeably absent and working-cliass homes
"Jittered” with papers and books. Such findings and beliefs suggest
that controlling for variables such as sex, ethnicity or socio-economic
status are not as important as the value parents attribute to education,
the print available in the home and especially parent and child
interactions with the forms of print that are available.

Of particular relevance and interest to the present study are
those studies reporting the impact of the home environment on early
reading attainment with children from kindergarten thrcugh Grade 3 level
(Blatchford et al., 1985; Briggs & Elkind, 1977; Clark, 1976; Durkin,
1966; Hewison & Tizard, 1980; Lopez & Holmes, 1983; Mason, 1980; Moon &
Wells, 1979; Morrow, 1983; Plessas & Oakes, 1964; Pricae, 1976; Schnur &
Lowrey, 1986; Sutton, 1964; Walker & Kuerbitz, 1979; Wells, 1981, 1982,
1985). The remainder of this section will be devoted to these and other
studies which are especially relevant to the influence of the home on
Titeracy.
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tor n tribyte to t Print Environment in the Ho
ilability of Print 1n t
The young child develops literacy in the everyday contéxtis

of the home and community. Several studies and repotts (McCormick &
Mason, 1986: Strickland & Morrow, 1989; Teale, 1936b) have indicated the
importance of a print-rich environment and the benefits it will have on
attempts at beginning reading, interest in reading, vocabulary
development and ability to make sense out of print.

The notion of a print-rich environment includes books as well as
other varieties and sources of print. Recipe books, newspapers, TV
guides, magazines, mail, letters, cheques, cards, posters, directions
for medical prescriptions, the telephone book, instructions for
operating devices or setting up games and print on clothes are but some
of the diverse forms of printed material which may be found in
practically every household.

Based on insights provided by researchers and teachers, Teale
(1986b) proposes that one aspect of a positive home environment is the
availability of a variety of reading and writing materials and books,
including children’s magazines. Responses to a questionnaire completed
by parents from different socio-economic status (McCormick & Mason,
1986) indicate that parents who strongly support reading activitias
provide a rich print environment by their daily reading, provision of
several alphabet books for the children as well as a vast number of
children’s books. Strickland & Morrow, (1989) suggest that parents
ought to make children aware of surrounding print by pointing out
familiar labels, information on food boxes, vitamin bottles and
detergent containers. In addition, adults should read newspapers,
magazines and novels where they can be seen by children. They could
also bring home, work-related materials and inform the youngsters the
purpose for reading such work.

Admittedly, the quantity of print available in homes differs and
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this is related to the opportunities which children have to intaract
with print. In our Western culture, print has so subtly parmeated our
lives that it is virtually impossible to eliminate 1t from any home
environment. While the presence of print cannot be ignored in terms of
home characteristics that effect the opportunity for children to be
literate, other factors may be equally important or at least interact to
moderate the relationship of this condition to children's participation
in reading.
Accessibility of Print

Surrounding children with different sources of print is not enough
to get youngsters interested in print. Literature and printed material
must be placed somewhere where the child can see it and interact with
it. To 1instill in young learners enaugh curiosity and interest to urge
them towards using print or making sense out of 1t, the printed material
must be easily accessible. Teale, Estrada and Anderson (1981) observe
that presence and salience of literacy materials are not necessarily
synonymous. In one of the families they were studying, the large number
of literacy materials available for the target child were kept 1n a box
in the bottom of the closet. In another family, although the target
child was exposed to a more limited array of materials, they were "in
the child’s way” so that in this prominent place, the child was reminded
of 1i1teracy events in which her participation was possible. This
implies that it may not only be the variety of kinds of print in the
home which influence children’s developing literacy abilities but the
frequency with which children interact with this print.

Opportunity to engage in language events is as important as
availability of printed material. If parents and children are
constantly "tripping” over books, pens and paper, children and adults
alike will be involved naturally in print-related activities. On the
basis of literacy activities in a number of families, Harste et al.,
(1984) report that creative and concentrated use of a small guantity of
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readily accessible material has greater benefits than stored quantities
of little-used literacy materials.

hildren’ H s' Int s with Print

In studying the influence of the home on children’s developing
literacy abilities, it is important to consider children’'s 1nteractions
with print within their immediate environment. This 1S necessary
because the amount of print in the home and accessibility alone do not
determine whether children do interact. Factors which may influence
children’s interactions with print, hence their developing literacy
abilities include: (a) the time spent by children in print-related
activities; (b) the nature of the activities they participate in;
(c) who initiates the activity, children or adults or peers, and (d)
whether children participate actively or just observe literacy
enactments. A review of studies led Teale and Sulzby (1989) to conclude
that children, "construct their knowledge about print and strategies for
reading and writing from their independent explorations of written
language, from interacticns with parents and other literate persons and
from their observations of others engaged in literacy activities” (p.
5). Previous research has considered children’s interactions
with print. Through items on a structured parental interview, Briggs
and Elkind (1977) assessed the behaviour of target children on the basis
of the child’s interest in learning to read, the age when this interest
was shown, the frequency with which the child was read to and the time
spent by the child in watching television, Moon and Wells (1979) too,
refer to the child’'s interest in literacy. This interest was measured
on the basis of parental interviews and transcribed recordings of
spontaneous verbal interaction. Parental responses in all sequences of
conversation initiated by the child were classified and scored according
to inappropriate or null responses and richness of interaction.
Children’s interest in 1iteracy was not significantly related to early
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reading (Briggs & Elkind, 1977) or later reading attainment (Moon &
Wells, 1979). These non-significant results may be due to 1naccurate
parental reports of their chi1d’s preferences for certain activities
(Briggs et al., 1977; Moon et al., 1979) or to the fact that recordings
were stopped at 6:00 p.m. excluding possible pre-bedtime story
activities (Moon et al., 1979). The fact that child-interest 1n Moon et
ai.’s (1979) study was not significantly correlated to earlier or later
reading attainment, 1ncluding preschool knowledge of literacy, reading
accuracy, reading comprehension, and word recognition suggests that this
variable 1s not a useful one.

It may be important for researchers to distinguish between those
factors which are related to the children’'s interactions and interest in
print activities and those factors which are related to the home
environment. Some studies look at children’s interactions with print as
an aspect of child interest (Briggs et al., 1977; Moon et al., 1979).
Others confound the issue by using it as a factor 1n the home
environment (Mason, 1980). Children's interests n print may commence
with the amount and accessibility of print in the home environment but
factors such as asking to have books read and reread are closely linked
to children’s experiences and interactions with print.

The amount and quality of knowledge which children acquire may
vary depending on who initiates the activity and the amount of i1nterest
and participation shown during the actaivity.

Story Reading in the Home

Being read to plays a special role in the opportunity for literacy
deveiopment of the young child (Teale, 1986a). Studies which identify
characteristics of early readers or their pre-reading experiences
(Durkin, 1966; Morrow, 1983; Plessas & Oakes, 1964; Sutton, 1964)
identify being read to as a characteristic feature of home 1ife which
distinguishes early readers from non-early readers. The particular
quality of the story-reading activity helps children develop interest
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and ski11 in literacy (Teale, 1981). Stein’s (1983) review of the
literature 1ndicates that during the story-telling process, children
acquire functional, structural and goal-structure knowledge. In
addition, through stories, children are exposed to different cuitural
attitudes and values (Teale, 1986a). From this view, other literacy
events such as reading the mail or looking at the TV guide are not
likely to yleld the same benefits as story reading.

Feitelson’s and Goldstein’'s (1986) data with Israel: families
confirm that during storybook reading at home, the verbal interaction of
the adult and child is a skil1ful attempt to bridge the gap between the
children's experiences and the text. Parents adjust their interaction
styles to their children’s level of communicative competence. They read
books to their children in qualitatively different ways (Teale, 1986a).
In this advantageous position of having one adult addressing and
interacting with one chi1ld, individualized styles of interaction are
used. Reading style, questioning techniques and providing information
are adapted according to the child’s level of competence. In this
highly supportive environment, children develop a general idea of the
nature of a story (Snow, Nathan & Perlmann, 1985).

In a study on preschocoiers’ questions during reading aloud at
home, Yaden Jr., Smolkin and Conlon (1989) conclude that there is a wide
variety of questions asked during story reading. They range from
questions about pictures and chapter headings to queries about the
bibliographic information on the title page, the story, plot and
characters. It therefore seems that reading to children and interacting
with children in assisted reading contexts promote children’s knowledge
about books and story genre. Through child-parent interactions with
story-reading it would appear that children are made aware of the story
comprehension process.

Through home observations, Holdaway (1979) comes to the position
that in the natural setting with significant others, the child develops
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“positive associations with the flow of story, language and the physical
characteristics of books". By having books read to them, it would
appear that children acquire particular forms of knowledge such as the
functions and uses of written language and the functional and structural
story knowledge. They develop concepts about print, books and reading;
learn about forms of ‘laiyuage and genre and devalop strategies for
reading and writing.

Observations of Literacy Enactments
urces of i n ther t . Children also

appear to learn to read just as they learn to talk: by experiencing
language in use and having access to people using print in appropriate
ways. Hall (1987) suggests that no child would ever learn to read by
being locked up in a library. On the contrary children prepare for
reading and writing in the same way they pretend or act out many of the
adventures they see in the adult world (Smith, 1989). By simply
observing their parents, older peers and television role models,
children model their early literacy btehaviour on what they perceive in
their environment and by participation in activities such as story-
reading and other sorts of literacy activities.

Activities other than story reading influence children’s literacy
knowledge. Results from Hiebert’s (1980) study with 3 to 5-vaar olds,
show that home teaching activities but not modelling was one of three
measures which best accounted for differences in children’s performance
on a print awareness measure, namely letter discrimination. Hiebert
(1980) argues that failure of modelling and teaching to relate
significantly to other measures of print awareness (visual and auditory
discrimination) may be due to difficulties in designing reliable and
vaiid instruments which assess the effects accurately or "tap aill
crucial dimensions”. Furthermore, the similarity among the parents’ own
reading and teaching activities in the particuiar study could have
accounted for less variation in children’s performance. Therefore
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model1ing may be an important variable but careful scrutiny is necessary
when it 1s assessed.

Role models. Role models need to involve the developing reader in
various activities. Children discover and invent literacy as they
participate actively 1n a literate society (Goodman, 1984)., This
happens through informal and playful activities such as baking cookies,
paying bills, going shopping, being read stories and simply playing.
Through natural events involving literacy activities children learn
about reading and writing. Through explorations of written language and
from observing the literate practices of others, young children
construct their understandings of, and skill, in reading and writing.
In this process, social interaction with parents and other 1literate
persons plays a key role (Teale, 1986a). Adults and children engage in
these interactive processes for mutual pleasure. For the adult it can
be an opportunity to get away from the "mundane interactions of running
the home", whereas the child feels secure with the cusplete attention
being given to them.

Goodman and Goodman (1979) insist that learning to read is
natural. They qualify this statement by adding that learnin3 naturally
does not imply that the process of reading will "unfold in an
environment free of obstructive intrusions”. Teaching children to read
is not putting them into a "garden of print leaving them unmolested".
Harste et al., (1984) refer to such participation and involvement as
"inclusion” arguing that including children in all sorts of sprees,
outings, excursions and daily common place activities around the home
are all beneficiai. In addition to modeiling, parents may have a
greater influence on their children’s interest in literacy if they
themselves engage in their own print-related activities.

If children are to make sense out of printed material and see
variations in the functions and uses of print, they have to observe
activities in their environment that involve reading or writing. They
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need role models. As Hiebert (1981) concludes from her study of
preschool children's print awareness, youngsters need to see adults
engage in reading activities using print for various meaningful
purposes. This saems to be a reasonable conclusion especially if
parental involvement and their interest in print-related activities is a
more important variable than socio-economic status, as has been argued
previously (p. 6).

Parents’ reading activities. Researchers are in agreement about
the role of parental involvement in children’s early reading
development. Data and personal beliefs concur that parental interest
and involvement in literacy activities is one way to foster and
encourage interest in children. Children cannot have models if parents
do not engage in reading activities for themselves or in activities
which involve children’s print.

Some sources report that good readers tend to come more often from
homes supported by professional and managerial fathers (Briggs & Elkind,
1977; Schnur & Lowrey, 1986; Sheldon & Carrillo, 1952) where parents
have attained higher levels of education (Morrow, 1983). This finding
has also been reported in studies with subjects from different cultures
(Barber, 1988; Wagner & Spratt, 1988). Yet structural variables such as
parental education and prestige of father’'s occupation exert their
influence indirectly (Kalinowski & Sloane, 1981). Attitudes, values and
literacy objectives held by the parents, both with regard to themselves
and their children are more clearly related to educational achievement.

A study of British children (Moon & Wells, 1979) showed that
attainment in reading at age 7 was strongly predicted by knowledge of
literacy on entry to school, which was in turn predicted by parental
interest in literacy. Other studies consistently report significant
differences between the reading habits of well-educated and less wall-
educated parents (Durkin, 1966; Morrow, 1983; Wells, 1985). Parents who
value reading and their role in educating their children, read to their
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youngsters daily or regularly. Such a significant finding is reported
in studies involving white and Afro~Caribbean parents in Britain
(Blatchford et al., 1985), American children from urban and suburban
areas (Morrow, 1983), in one Peruvian sub—group as compared to two other
groups (Barber, 1988), and within Moroccan lower-middle class subjects
(Wagner & Spratt, 1988).

Since parents are the first teachers whom children meet, the
literacy development of young children depends to a great extent on the
literacy environment at home. Thomas' (1985) interviews with parents of
early readers led her to conclude that the children in her study did not
learn how to read solely by their personal interaction with print but
also through social interactions and contexts set up by the parents and
grandparents. Strickland and Morrow (1989) suggest that parents ought
to be receptive, responsive and supportive about their children’s
literacy activities. Parental help given 1in response to children’s
queries and requests for assistance lead to a child’'s early reading
ability (Durkin, 1966). Responsive adults are accountable for
children’s success at reading (Clark, 1976). Yet this implies that
children also must be responsive to the opportunities parents provide to
interact with print.

Because previous research is indirect in the kind of role-
modelling that can occur, there appears to be a need to clarify the
degrees of parental involvement in role modeliing. The many naturally-
occurring literacy events provide parents and adults with opportunities
to engage themselves in print-related activities and simuitaneously act
as role models for young children. Parents and adults involve chiidien
differently during a literacy activity. The adults may be the only ones
engaged in some activity where the children are passive observers.
Children become more engaged in a literacy event going on when they are
made aware of the print in the environment. This is achieved in the
daily, natural setting within the home. When parents and adults choose
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reading materials suitable for children and directly model how reading
ought to be done, children become more invoived. Finally, children
become active participants when their role models invite them to
cooperate in a shared literacy event.

child-Initiated Activities

The importance of having adults who act as role models as well as
participate actively in literacy activities cannot be undermined.
However, literacy learning in early childhood can evolve naturally
without adults among children who make deliberate efforts to engage in
print-related activities. Children are unconsciously interacting with
print during common practices in daily 1iving. Clay (1982) suggests
that some children are fascinated by big words on billboard
advertisements, on television or on a packet of breakfast cereal. Words
in favourite storybooks may be recognized by some children and others
spend time trying to write their name or letters to relatives. The
importance of assisting children who push their parents, peers or other
adults into helping them to read, is supported by the results of a
British study with working—class children (Hewison & Tizard, 1980). In
this study, the factor which was most strongly associated with reading
success was whether or not the mother regularly heard the child read.
This result put emphasis on the importance of child-initiated print-
related activities.

Based on their observations, Harste et al., (1984) report that it
is safer for parents to provide the “key conditions for children to go
exploring” and have materials readily accessible, rather than make
deliberate attempts to teach children. They conclude that when this
natural free-flow type of approach is ignored and deliberate attempts
are made to teach some particular aspect of language, "1iteracy
disasters" may occur. This can happen when parents set out to formally
teach letter names, the alphabet or similar school-like reading and
writing tasks.
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Summary

It is evident that the nature of the interaction of children with
print during various print-related activities is not determined
exclusively by adults or children. Within any home environment, both
adults and children have opportunities to initiate various activities.
Therefore any study must be able to account for adult and child
initiated activities and the interactions which go on between the two
parties.

Besides assessing the home-environments and print interactions
within these environments, the amount and accessibility of print
available in the home must be taken into consideration. The quantity of
print sources as well as the use made of the available materials
contribute to the richness of the print environment in the home.

Having reviewed the studies which established the importance of
child and adult involvement in literacy activities, as well as the
necessity of having rich-in-print home environments to assist emergent
readers’ development of literacy knowledge, it is of equal importance to
assess how the studies were conducted. Methodological constraints
influence interpretations of research outcomes. The methods used to
study the relationship of the home on reading achievement will be
discussed in the next section.

Methcdology Used to Study the Home Environment

Various methods have been used to study relationships between
factors in the home environment and their effect on reading achievement.
Naturalistic observations in the presence of an observer (Snow et al.,
1985; Teale et al., 1981; Teale, 1986b) have been analyzed. Even
naturalistic observations without any observer present have yielded
significant data (Wells, 1982) although the limitations of such a method
have been acknowledged. Use of questionnaires and interviews seems to
be a more widely spread approach.

Twenty-one studies which assessed literacy in the home used some
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type of questionnaire, or structured interview, with one or both parents
of the primary caregiver of the target children in the study, to obtain
information about characteristics of the family, demograghic
information, parental education, the parents’ view of their role in
education and their literacy habits. Appendix A summarizes the use made
of questionnaires and interviews as a variable in studies of children’s
emergent literacy ability.

The studies in Appendix A deal almost exclusively with the
influence of the home environment on reading achievement. Children’s
interactions with this environment within the home setting are either
neglected completely (Bacon & Ichikawa, 1988; Barber, 1988; Blatchford
et al., 1985; Dolan, 1983; Lopez & Holmes, 1983; Morrow, 1983: Schnur &
Lowrey, 1986; Sheldon & Carrillo, 1952) or treated as an issue
independent of the home environment (Moon & Wells, 1979; Plessas &
Oakes, 1964; Price, 1976; Welis, 1981, 1982). In other studies an
unbalanced reference is made to the home environment and children’s
interactions (Briggs & Elkind, 1977; Sutton, 1964) in favour of the
former.

There seem to be conflicting views in deciding whether children’s
requests for storybook reading and children’s interest in literacy are
characteristics of the home environment (Durkin, 1966; Mason, 1980) or
of children’s self-motivating interactions with print (Briggs & Elkind,
1977; Moon & Wells, 1979). Indeed, reading books to children is a
contributory factor of a rich print environment. As Wells (1985)
argues, parents’ ways of interacting with children in relation to books
seems likely to be influenced by their own attitudes to reading and
writing. Secondly, the form and content of interactions between
children and parents change over the course of the child’s development.
Possibly, even the quality of the process or the parents’ motivations
for specific interactions and feelings for their children will change
over time. Consequently some questionnaire items may be sensitive to
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certain abilities and home-related issues but not to others (Kalinowski
& Sloane, 1981). Indeed there appears to be a need for more precise
measures to look at specific home environment and 1iteracy knowledge
relationships.

Appendix B shows how previous researchers, from 1952 to 1988, have
classified factors as being either indicative of a child and a
significant other's interactions during a literacy event or of the print
environment in the home. None of these studies have looked at the
combined effect of the home environment and children’s interactions
within it, on specific multiple measures of literacy knowledge.

Assessment of reading. 1In dealing with the influence of the home
on educational achievement, ten out of twenty studies assessed reading
using a standardized reading test (Bacon & Ichikawa, 1988; Barber, 1988;
Dolan, 1983; Durkin, 1966; Hewison & Tizard, 1980; Morrow, 1983; Sheldon
& Carrillo, 1952). Generally these tests assessed children’s knowledge
of letters, words and reading comprehension. Other skills and abilities
which have been assessed (Blatchford et al., 1985; Wagner & Spratt,
1988) include word matching, sentence, paragraph and maze comprehension.
Standardized achievement tests were also used in studies which were
directed at determining characteristics of early readers. In such
studies (Briggs & Elkind, 1977; Durkin, 1966; Schnur & Lowrey, 1986;
Sutton, 1964) the early readers were identified from non-early readers
on the basis of an achievement test score. Some studies made use of a
battery of tests in order to identify (a) characteristics of early
readers (Briggs et al., 1977), (b) the influence of the home on learning
to read (Moon et al., 1979), as well as (c) the antecedents of early
educational attainment (Wells, 1981, 1982). Within this series of
studies, some specific abilities were studied such as children’s
knowledge about titeracy, reading accuracy and word recognition,
auditory closure and sound blending.

There is an apparent absence in the existing research on studies
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which focus on specific developing literacy abilities of children and
how the home environment and children’s interactions within this
environment influence children’s literacy abilities prior to formal
instruction. Serious attention must be given specifically to those
abilities which are required of children for participation in formal
schooling. The drawback of using reading achievement test scores lies
primarily in the global and gross estimates provided. First, they do
not indicate what span of literacy knowledge is entailed in literacy
development; secondly, achievement measures are not sensitive to how
l1iteracy knowledge is used strategically in explaining how literacy
development occurs.

Qutcomes of the studies. Most of the results reported in the
studies (shown in Appendix C) are strictly related to factors in the
home which made some contribution to the children’s performance on
reading tests. There are only two studies (Moon &t al., 1979; Wells,
1981, 1982) which directly correlate factors in the home to student
literacy ability and, the factors in home and students’ literacy ability
to subsequent literacy achievement. Therefore these studies will be
looked at in some detail.

In a study with British children (Moon & Wells, 1979), preschool
knowledge about literacy as assessed by Clay’s (1972) concepts about
print and letter identification, was significantly related to parental
verbal interaction (r.51, p<.01) and parental interest in literacy as
derived from an interview (r.77, p<.01) and as derived from transcribed
recordings (r.70, p<.01). The correlations of preschool knowledge of
1iteracy to children’s interest in literacy were lower (from the parents
interview r.27 was not significant; from the transcribed recordings
r.43, p<.05). However, preschool knowledge about literacy correlated
significantly to reading tests administered 2 years later (r.79 with a
test for reading accuracy; r.78 with a reading comprehension test and
L£.70 with a word recognition test). There were no significant
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correlations between these reading tests and children’s interest in
literacy (range from r.20 to r.40) although significant correlations were
obtained between these reading tests and parental interest (r.56 to r.69).

Thus, from the preceding study one can conclude that parental
interest in literacy intercorrelates highly with all of the tests of
children's reading ability. That the children’'s own interest in
literacy did not correlate significantly to later reading attainment was
an unexpected result. What is also important to the present study, is
the highly significant relationship between children’s preschool
knowledge of literacy and tests for accuracy, word recognition and
comprehension. In fact, it appears that knowledge is more important
than observations for interest and participation through surveys and
qualitative day-to-day aobservations of parent-child interactions. This
suggests that there is a need to look at developing abilities such as
book and code knowledge and word accuracy as they are influenced by the
home and how they interrelate to each other and to other abilities.

In another study with British children (Wells, 1981, 1982), the
children’s interest in literacy, as reported by the parents just before
the children started school at the age of 5, correlated significantly
with a set of tests (English Picture Vocabulary test; Neale Analysis of
reading ability including accuracy and comprehension, and a test of
number operations) administered 2 years later (r.49, p<.01). The
children’s interest in literacy just before entering school was also
significantly correlated with teacher assessments (on social adjustment;
oral and written language ability; number work and logical concepts;
physical development) when the children were 7 years old (r.63, p<.001).
The span of the child's concentration in literacy activities as reported
by parents prior to the children beginning school was also significantly
correlated to the tests administered at age 7 (r.69, p<.001).

Therefore, contrary to Moon’s and Wells' (1979) study, children’s
interactions with literacy were significantly correlated to their
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achievement. In addition, environmental characteristics such as the
number of books owned by the child, parental interest shown in li1teracy
in a preschool interview and the amount of parents’ reading (as reported
by parents after children had been in school for 2 years) were all
significantly correlated to the set of tests administered at age 7. Of
greater interest to the present study was the significant correlation
hetween the knowledge of literacy test administered on entry to school
(derived from tests constructed by Clay, 1972) and the tests
administered at age 7 (r.79, p<.001). This finding highlights the
importance of looking at book and code knowledge as a developing
literacy ability prior to entry into school. What is lacking in these
studies is the interactive effects of environmental characteristics,
parent-child interaction with texts and children’s literacy knowledge as
they apply to independent literacy activities.

In yet another study (Wells, 1985) with the same subjects but with
data collected from naturalistic observations in the absence of a
researcher, listening to stories at home as they were read or told from
a book, was significantly associated to knowledge of literacy (using the
Mann-Whitney test and calculated with the combined scores on concepts
about print and letter identification, from Clay, 1972) (p<.025) as well
as to reading comprehension (using the comprehension subscore from the
Neale test) at age 9 (p<.05). It is interesting to note that looking at
books was not significantly associated either to knowledge of literacy
or to reading comprehension.

Two other studies with British children indicate significant
positive correlations between parental characteristics and children’s
achievement in reading. In one study (Blatchford et al., 1985) parental
teaching of reading correlated significantly (r.22, p<.01) to a set of
reading tests. (The total score was derived from the sum of the
concepts-about-print test, adapted from Clay, as well as word-matching,
letter identification and word reading tests). These were administered
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to children before they left the nursery class and prior to entering the
infant school. In the second study with 7 and 8-year old children from
working-class environments (Hewison & Tizard, 1980), the factor which
was most strongly associated with reading success, was whether or not
the mother heard the child read. This was identified in the study as
the “coaching” factor. It is reported that 36X of the variance in
reading scores (r = .61) was accounted for statisticaliy by the factor
of "coaching”.

Several conclusions can be drawn from the results of previous
studies. First, book and code knowledge referred to as knowledge of
literacy appears to be the only developing literacy ability which has
received some attention. But as will be discussed later, the influence
of the home environment combined with children’s interactions on other
developing literacy abilities needs to be conceptually distinguished and
researched. Second, these studies (Blatchford et al., 1985; Hewison &
Tizard, 1980; Moon & Wells, 1979; Wells, 1981, 1985) all indicate that
several parental factors and aspects of the home environment are
correlated to reading achievement. This suggests that it is desirable
to look at factors in the home. Third, the conflicting results between
the two studies which looked at children’s interest in literacy (Moon &
Wells, 1979; Wells, 1981) suggest that how interest is defined may lead
to different interpretations of its relationship to emergent literacy
ability. Finally, none of these studies looked at the home environment
and the children’s and adults’ interactions with print as two
interactive variables developing along a continuum. Al1 prior studies
clearly have separated the two, or only focused on some aspect of the
home. Thus, there is an apparent need for more studies with entering
school children to clarify the influence that home environmental factors
and children’s interaction with print have on developing literacy
abilities.

Before concluding this section on methodological approaches used
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to study the home, three caveats are worth mentioning. Since surveys,
interviews and questionnaires are a common feature of studies which
yield data related to the home, in analyzing parental responses, it
ought to be remembered that analysis is based on what parents were able
to report and even on what they were willing to report (Durkin, 1966).
This is especially relevant when interviews are done and parents may
detect some desirable way of responding to the researcher. Second,
caution has to be exercised when interpreting rasearch findings based on
parental reports and natural observations. Results could be restricted
to specific samples or cultures under study; hence generaiization is not
always warranted. Third, correlational studies are most commonly used
to establish relationships between the home and achievement. As Teale
(1984, 1986b) suggests, the survey studies are limiting in this respect
because 1inks between the environment and children’s growth in literacy
knowledge are interpreted to exist but are not specifically tested.

More importantly, to be able to attribute the progress in reading
development to factors in the home enviromnment, one must look intc the
effect which school participation has had on the developing reader.

Moon et al., (1979) and Wells (1981, 1982) demonstrate that a
relationship between home factors and some aspects of literacy knowledge
of emergent readers exists. However, one must be cautious of these
results because the investigators did not separate the effect of school
participation from home participation on students’ literacy knowledge.
Looking into homes and parent-child interactions require detailed
examination.

Thus, most studies in Appendix C have ignored the influence of the
classroom on reading development, treating the classroom as though it
has no influence on ability growth when in fact it seems 1ikely that it
does. When children start attending school, the home does not stop
having an influence on attainment. Children’s academic attainment may
in fact be a result of the combined influence of the home and classroom
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environments. In this view, both environments continue to effect the
child’s literacy growth simultaneously. Therefore, it would clearly
appear to be valuable for researchers to look at (a) the influence of
the home environment including children’s interactions with print on
emergent and early reading abilities, (b) the combined influence of the
home and classroom on these abilities, and (c) the extent to which the
classroom environment contributes more than the home to various aspects
of literacy knowledge. Moreover, both quantitative and qualitative
differences which are observed have to be related in some meaningful
way.

Developing Literacy Abilities

The developmental theoretical perspective (Brown, Bransford,
Ferrara & Campione, 1983) suggests that reading is a multidimensional
construct in which readers make use of a number of processes
simultaneously, and changes occurring in one dimension may be jointly
related to changes in other dimensions. Hence, developmental reading
models (Aulls, 1982: Holdaway, 1979) propose that there is a need to
look at an array of basic literacy knowledge such as book knowledge,
print awareness and code knowledge, as they develop and gradually
interact to change the literacy ability of early readers. Children’s
strategicness and fluency are interrelated knowledge resources which
start developing immediat2ly as children are exposed to varied reading
contexts.

Print Awareness

In previous studies (Moon & Wells, 1979; Wells, 1981; 1982, 1985)
book and code knowledge has been selected as a primary literacy abiiity
toon which the home has an influence. Print awareness has also been
identified as an early developing literacy ability but the influence
which the home environment may exert on children’s environmental print
awareness has been a neglected feature of the environmental print




Literature Review

26

studies. Several studies have been done with American children
(Goodman, 1983; Goodman & Altwerger, 1981; Harste et al., 1984;
Hiebert, 1978; Masonheimer, Drum & Ehri, 1984) as well as Australian
subjects (Goodall, 1984). The studies were directed towards the amount
and/or type of context cues children make use of in trying to read print
as well as the nature of the miscues. In all but one study (Masonheimer
et al., 1984) age is reported as the factor which contributes to
developmental changes in children’s print awareness. Goodman's &
Altwerger’s, (1981) study with 3, 4 and 5-year old preschoolers revealed
that the older the child, the greater the frequency of appropriate
responses given when identifying the printed names of various items.
Three~year olds had fewer exact responses and they made use of non-print
information more often than the older groups when this was available.

In the absence of supportive context, 5-year olds made more print-
related responses than the two younger groups. In Hiebert's (1978)
study, the 3-year olds made more errors than the 4-year olds in
identifying stimulus words.

In one study (Masonheimer et al., 1984) reading skill rather than
age was seen as the determining factor which reduces children’'s
dependence on context cues. Hence, the most salient issue raised in
these studies deals with whether children focus their attention on the
print itself or the surrounding, available cues. None of the studies
has tried to record or establish empirically whether the home
environment and children’s print awarensss are related in any way.
Several informal activities within the home may be expected to

contribute favourably to children’s increased print awareness. Examples
of these activities include encouraging children to read signs in the
external environment, going to the grocery stores, reading
advertisements on magazines and newspapers and directing children’s
attention to print on bottles, packets and cartons.

Indeed, since differences on preschoolers’ knowledge of print
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awareness have shown up as a result of age or reading ability, there is
evidently a need to include print awareness as a developing literacy
ability in the multidimensional process of reading. If, as has been
claimed and empirically shown, the home environment has an influence on
reading skills, it will be useful to determine whether different
categories of home environments coupled with children’s interactions
with print, will differentially influence children’s print awareness.
Moreover, it would appear to be a valuable contribution to the existing
research base to test whether the combined home and classroom
environments have a significant influence on print awareness when
children reach school age and are veing exposed to formal instruction
for the first time.

Eluency

Children at the initial stage of reading development are not
reading consistently in word groups but primarily focus on word-by-word
reading (Aulls, 1982). Readers who slowly build up a body of words they
can accurately and automatically recognize in varied print contexts also
may be concentrating on grarheme-phoneme correspondences without
integrating semantic or syrtactic information. They may or may not have
to be taught strategies which help them break away from word-by-word
reading in order to get access to higher levels of syntactic and
semantic cues. As they learn to focus on phrase groupings, and with
reading material where most of the words are accurately read, children
may become consciously aware of the active search for meaning involved
in the reading process.

Fluency is trainable (Allington, 1983a) and it can be improved by
allowing children to read and reread familiar material (Clay, 1978). If
the reading material includes vocabulary and phrase structures which
represent children’s own natural language (Aulls, 1978; Clay, 1978), it
allows children to use a rich language context from which to predict the
information that follows.
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Strategies

As children increase their awareness that reading is a meaning-
making process, they may instruct themselves or require instruction in
the use of strategies which improve word reading accuracy and
comprehension. Results of the studies indicate that some reading
behaviours of poor readers appear to be comparable to those of beginning
readers (Leslie, 1980; Myers & Paris, 1978; Paris, Lipson & Wixson,

1983; Paris & Myers, 1981). Therefore, it seems reasonable to infer
that if poor readers can be taught how to compensate for the
comprehension disruptions that occur during reading by being taught
strategies (Aulls & Graves, 1986) then, young readers too would benefit
from such strategy instruction. On the other hand, there is no existing
research which has demonstrated that prior to formal schooling, young
readers do not begin to develop their own strategies for dealing with
unknown words, fil1ling up meaning gaps or going beyond word-by-word
reading.

Few studies have examined possible use of strategies which young
children might adopt on their own initiative as they gain reading
proficiency. Two studies (Biemiller, 1970; Weber, 1970) analyzed the
type of miscues which first grade children made throughout their first
school year. Biemiller (1970) observed a shift in children’s miscues as
they gained reading proficiency. Initially, first graders were likely
to substitute words that fit the sentence contexts. Later, children
were more likely to omit words or substitute words that were graphically
similar. At the end of the year children’s miscues included
substitutions that were graphically similar and compatible with sentence
meaning. Weber (1970) observed a shift in substitution miscues from
dependency on contextual appropriateness to confusions based on graphic
similarity.

Studies with a New Zealand population have led Clay (1978, 1979,
1982) to recommend actions on the part of teachers as they monitor
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closely children's knowledge and strategic action. Clay (1982) argues
that in the first two years of instruction, the child learns strategies
that maintain fluency, others that explore detail, some strategies which
increase understanding and others to detect and correct errors. She
believes that it is desirable to alter the child’s reading behaviour
from less adequate to more adequate responding by training them on
reading tasks rather than training visual perception or auditory
discrimination as separate activities. In her diagnostic survey, she
recommends using books where children are initially 90% accurate in
pronouncing words. This result ought to improve with rereadings. This
assists children’s predictions and self-correction strategies. Clay
(1982) also observes the relationship between children’s initial fluency
in reading to the child’s strategy of creatively reconstructing and
recreating text. However, this “"fluency"” gives way to word-by—-word
reading as the child integrates grapho—-phonic skills to read words,
point to them and move across the page in a conventional way.

Holdaway's (1979) informal observations with young children at
home and at school as well as his developmental reading model support
Clay’s (1982) conclusions. He argues that there are essential
strategies necessary for handling language. These include seif-
correction and confirmation, the ability to use the context, the ability
to understand language sequences, logical arrangements, and the ability
to understand language without any assistance from immediate sensory
context. Holdaway (1979) agrees with Clay (1982) that some involvement
of memory for text seems necessary in the development of automatic
functioning. This allows rapid predictions as deliberate attention is
given only to a few verbal items. A child needs to feel assured of
his/her success in dealing with a familiar text which has been read
several times. In this literacy context, self-correction becomes a
meaningful strategy.

Reading is not merely made up of independent sets of knowledge.
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Literacy knowledge has to be integrated into strategic action to result
in efficient reading (Aulls, 1982; Holdaway, 1979). Developmental
models of reading, the beliefs and recommendations expressed by
researchers and a few studies done with grade 1 children indicate that:
(1)  Accuracy, strategicness and fluency are interrelated reading
abilities.

(2) An integrated use of strategies, where children focus on
combined contextual, grapho-phonic, syntactic and semantic
cues, increases word accuracy.

(3) An increase in word accuracy assists fluency as children
learn to focus on phrases and groups of words rather than
individual words. This can be achieved if children are
reading meaningful and familiar texts where they are not
burdened with the frustrations of decoding new words.

(4) Fluent reading increases with repeated exposure to the same
text and material which draws on the children’s existing
vocabulary knowledge.

(5) Fluent reading is achieved when strategies have been
properly used. As fluency increases the need to rely
heavily on strategies decreases. This is not to say that
fluent readers stop reading strategically but because of
higher level of strategic processing, strategies are used
unconsciously.

(6) Although children appear to make use of some strategies on
their own certain sirategic routines may have to be formally
taught.

There clearly exists a need for studies to look into these
literacy abilities (fluency, accuracy, and strategicness) as they
develop prior to formal instruction. It will be useful to find out
whether various combinations of the opportunity to experience print and
parent-child interactions with print resources have a significant and
differential influence on any of these abilities; how 1ndividual
children’s use of, or performance on, these abilities changes when the
classroom environment is combined with their home environment, and the
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degree to which the classroom environment alone is responsibie for any
literacy knowledge and strategic changes which occur. In addition,
there may be a relationship between these three abilities and the extent
of book, code and print knowledge, which children already have.

To date studies which have dealt with early reading development
either focused on the development patterns and interrelationships of a
single literacy ability, such as concepts about print (Johns, 1980;
Lomax & McGee, 1987) or print awareness (Hiebert, 1981) or on several
abilities such as print awareness and concepts about print (Goodman &
Altwerger, 1981). However, in Goodman & Altwerger (1981), print
awareness and concepts about print were treated separately rather than
components of a multiple construct. Only a general reference was made
to the nature of their relationship. No quantitative data were reported
but it was stated that "in general, the more print aware children are,
the greater their understanding of book handling" (p. 27).

None of the studies which investigate how the home predicts school
performance assess reading as a set of multiple dependent variables.
Only two studies look at how children’s knowledge, specifically book and
code knowledge, is related to their reading comprehension and word
accuracy (Moon & Wells, 1979; Wells, 1981). Moreover, there is
generally a striking poverty of studies which report empirical data
describing how young children’s initially developing literacy abilities
are related to their reading comprehension and the meaning which they
make out of the reading process.

summary

The research and conclusions about emergent literacy as it is
related to the home environment and the influence it has on early
scholastic attainment, indicate that 1iteracy and reading develop:

(1)  in the presence of print;

(2) when print is easily accessible and used constantly;
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(3) where role models are available. (They use print for their
own needs as well as provide opportunities to involve
beginning readers in meaningful interaction with print);

(4) where stories are frequently read and reread;

(5) where adults are responsive to children's questions and
growing interest in various print and reading contexts;

(6) where literacy activities evolve naturally without any
external pressure.

Evidently the potential for vatiation within homes on any one of these
factors is a very realistic consideration and undoubtedly one which
cannot be ignored. Therefore, rather than strictly discuss dichotomies
in the environments, it is more sensible to look into variations along a
continuum.

Clearly, the type of home environment and children’s interactions
with the environment are not independent factors. From a review of the
research of the issues related to home influences on young children’s
print-related development, Hiebert (1986a) argues that there is a need
to look at the contributions of both parents and children in creating
print-related experiences in the home. Due to the interactive nature of
this process the exact contribution of both parents cannot be singled
out. Studies on print-related experiences in the home, “need to be
guided by an interactive model in which both parent and child are seen
to influence the interaction” (p. 149). To have as complete a picture
as possible of how growth in literacy develops, it is essential to focus
on the combined ef7ect of both dimensions. Given the complexity and
interrelatedness of both dimensions it is quite naive to look at strict
dichotomies. Studying different combinations of home environments and
children’s varying interactions within these homes is a sensible
approach since each dimension influences the other.

As Teale argues (as reported in Teale et al., 1981) print which
surrounds the child, the way it is organized by people other than the
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children and the realization that children actively process this print,
are all matters of equal importance. Thus, looking into children’s
literacy development within the home, prior to and during the initial
stages of formal instruction, implies looking into the children’s
interactions with the opportunities available. Children within any type
of home environment have a choice: they can either respond
enthusiastically to print material and literacy-related activities or
they can show a more subdued and moderate interest. Here too lies a
continuum along which children’s interactions can vary.

Some aspects of emergent literacy seem to have obtained little or
no attention in previous research studies: (a) how the home environment
influences specific reading outcomes or even knowledge leading to
reading, such as knowledge and use of strategies which children may be
developing in their informal and natural involvement with print, and
(b) the extent to which the home environment contributes to children’s
print awareness and book and code knowledge has not been a major concern
of previous research, in spite of several studies conceptually
describing children’s development of print awareness and concepts about
print. There clearly appears to be a need for studies to separate out
the influence of the home environment on

(1) reading strategies,

(2) increased awareness of print in the environment;

(3) the growth in word accuracy;

(4) the development of book handling and code knowledge, and
(5) the onset of fluent reading as children are helped to shift

their attention from word-by-word reading to reading in
phrases.



Literature Review

34

The Classroom Environment and Its Influence on Early Reading

The second most influential environment in the emergent reader’s
development is provided by the primary school wn particular, and the
individual teacher’s classroom. Based on the conclusions and findings
of previous research on the continuity and discontinuity between home
and early childhood education environments, Silvern (1988) suggests that
it is impossible to deal with environments in terms of a dichotomy, such
as a good or bad environment. Defining characteristics in the home
environment which can be enhanced in the school to iron out
inconsistencies between the two environments, has a positive influence
on children’s development. Bond and Dykstra (1966-1967); Hiebert
(1988); Morrow (1982, 1983); Morrow and Weinstein (1982); Slaughter
(1988); Stahl and Miller (1989) and Taylor, Blum and Logsdon (1986) have
looked into various environmental characteristics in the classrooms and
the effects which these characteristics have on beginning reading.

Bond and Dykstra (1966-67) gave emphasis to the importance of
instructional methods which combine positive features o different
approaches. From their study comparing basal, phonic and i.t.a.
programmes, they concludz that irrespective of the programme utilized
some students experienced difficulty. Hence, no one programme is seen
as distinctly better in all situations that it should be used
exclusively, Stahl and Miller (1989) support these conclusions by the
research synthesis they carried out comparing the whole language/
language experience approach to the basal method 1n kindergarten and
first grade classrooms. They conclude that whole language/language
experience approaches and basal reader approaches have almost equal
effects on beginning reading achievement. The former may be better for
teaching functional aspects of reading such as print concepts and
expectations about reading. More direct approaches might be more
adequate for students to master word recognition skills essential for
effective comprehension.
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Slaughter’'s (1988) study was designed to find out the how and
extent to which remedial, supplementary and regular classroom teachers
used a whole language model rather than a conventional skills model for
instruction in reading and writing. Her ethnographic study of the orai
and written language development of high risk children in kindergarten,
first and second grades led to the conclusion that conventional and
whole language classrooms can contain elements of whole language
instruction or of direct teaching.

Morrow (1982, 1983) and Morrow and Weinstein (1982) focused on the
physical arrangement of the class library and how design changes in this
setting encourage children to take a greater interest in literature and
hence interact with books more frequently. The studies were carried out
in kindergarten classrooms (Morrow, 1983; Morrow et al., 1982) as well
as in a sample of nursery rooms through grade 2 classrooms (Morrow,
1982). The results indicate that exposing children to rich literary
settings in class increases their use of literature at all ages.

Taylor et al., (1986) designed their study to discern and describe
the language and print-rich characteristics of kindergarten classrooms
which made use of a specifically designed curriculum as well as to
determine the effect of implementation of this curriculum on children’s
reading-related achievement. Children who had been exposed to a
language and print-rich environment performed significantly better on
written language awareness tests and three of its subtests (the aural
word boundaries test, the metalinguistic interview test and the rye-
rhinoceros test) than children who had not been exposed to similar
environments. A language and print-rich environment was characterized
by (a) use of language units larger than a word, including language that
was child composed; (b) print which was prominently displayed and
integrated in the curriculum; (c) print which was accessible and clearly
visible to the child; and (4) print which served to generate later
activities or relate to earlier activities.
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Hiebert’'s (1988) review of previous research focuses on the
discrepancy which exists between formal reading instruction 1n
kindergarten programmes and children’s literacy accomplishments and
mechanisms for literacy acquisition prior to instruction. She concludes
that within the school framework, instruction fails to capitalize on
children’s prior knowledge. Since children are not required to make use
of their knowladge of written language which they have previously
acquired from signs and storybooks, they appear to be unknowledgeable
about reading and writing. Therefore, Taylor et al’s., (1986) results
appear to be important in light of the review done by Hiebert (1988).

Teaching programmes, teachers’ individual practices, their
teaching materials and the physical design of the classroom are all
major factors which influence children’s learning. There are variations
and differences within each of these factors. The various characteristic
features of each factor affects children differently depending on the
children’s prior knowledge and the use they make of this knowledge.
Certain programmes, materials and practices may be effective for some
children but not for others. Therefore, rather than identifying the
optimal characteristics of the ideal environment, researchers might do
well to determine how well the approach, materials and programme that
teachers enact fit the population they have to work with.

The Teacher’s Role

A review of the literature led Anderson, Hiebert, Scott and
Wilkinson (1985) to report that factors relating to the skill and
effectiveness of the teacher are accountable for about 15% of the
variation among children in reading achievement at the end of the school
year. Roehler, Duffy and Meloth (1984) support other studies which
conclude that what the teacher does to directly instruct makes a
difference in student reading achievement. Goodman (1977), McKenzie
(1977), Duffy and Roshler (1986) believe that effective teachers are
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those who in their instructional decision-making are led by their
professional knowledge rather than let themselves be "dominated by the
classroom environment” or follow directions 1ike a "trained technician”.
From their study on different reading programmes, Bond and Oykstra
(1966-67) conclude that rather Lnan expect a panacea in materials it is
more realistic to train better teachers of reading. Such a conclusion
came about as a result of the amount of variability in student learning
obtained among classrooms using the same reading materials. However,
this result is not unexpected because teachers are constantly dealing
with students whose prior knowledge varies; hence the 1ikelihood of
variation among student learning in spite of the same reading materials.
Raesearch still has to investigate the influence of different home
environments on children’s prior knowledge. This is important
especially in the early months of grade 1 because what each child makes
of any one lesson does not depend entirely on the teacher’s skill and
effectiveness in dealing with different knowledge distributions but also
on the child’s prior knowledge and the use made of this knowledge.
Several studies (Rupley & Logan, 1985; Wing, 1989; Bawden, Buike
& Duffy, 1979; Buike & Duffy, 1979) report and indicate how differences
in teachers’ conceptions of reading influence their teaching practices
and instructional decisions which in turn affect students’ reading
perceptions and achievement. In Wing’'s (1989) study, classroom
observations and interviews with directors and children of two nursery
schools were conducted. In the school which associated reading and
writing to individual skills that children had to master, where reading
tasks focused on letter sounds and writing tasks on formation of shapes
and letters; where the director of the school believed that children
were ready to read and write “when they [could] hold a pencil correctly,
hear differences between sounds and show an interest in language”
(p. 65), there was a tendency for children to consider reading and
writing as figuring out letters and forming letters and words. 1In
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addition, the children described that psople learn to read and write by
direct instruction, practising and copying.

In the nursery school where the policy was one of children
learning through discovery and self-construction of knowledge, where
opportunities were provided for exploration, experimentation and
manipulation of materials, where the director believed that children
learnt to read and write "in much the same ways as they learn to speak -
by playing around...experimenting...discovering rules and developing
complexities” (p. 66), the reports of the children’s interviews showed
that these children were more iikely to describe reading as reading
stories or looking at books. They tended to see writing as making up
stories or drawing.

Rupley and Logan (1985) conducted a study about elementary
teachers’ beliefs about reading. Teachers who held content-centered
reading beliefs, which are related to basal readers and linear types of
approaches four reading instruction, had significant positive
correlations with reading behaviours which were decoding oriented,
focusing on sounds represented by vowel and consonant combinations.
Student-centered teachers whose reading beliefs were associated with
natural language or whole language approaches obtained negative
correlations with decoding oriented outcomes. Teachers whose reading
beliefs were student-centered had significant positive correlations with
reading behaviours which reflected comprehension as well as auditory
recognition of word-meaning. These findings suggest that teacher
beliefs may be reflected in their classroom practice and the type of
reading experiences they provide for their students. Research in grade 1
classrooms has yet to consistently determine whether teacher beliefs and
their philosophy about reading coincide with their classroom teaching
and how these beliefs and their enactments influence students’ growth in
developing literacy abilities. The results of surveys with teachers and
field studies in elementary classrooms (Bawden et al., 1979) led the
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authors to conclude that although the instructional practices of most
teachers reflected their reading conceptions, it was not possible to
state that the instructional decision-making in reading is exclusively
guided by reading conceptions.

Research indicates that teachers should draw on both student~ and
content-centered belief systems. They ought to tailor their method of
instruction to suit the needs of the students and the particular concept
being taught. However, in the daily management of the classroom,
teachers appear to oversimplify their approach and adopt one belief
system or teaching method. However, research has yet to demonstrate
whether different beliefs and teaching methods have a different impact
on specific reading outcomes such as print awareness, book and code
knowledge and children’s use of strategies in their development as
readers. Research is also needed to evaluate the differential effects
of teaching on combinations of these variables used to describe patterns
of literacy knowledge growth. Studies are needed to deal explicitly
with the extent of variance of a teacher’s influence on different
reading abilities, Finally, although teachers may put emphasis on
different abilities or combinations of abilities, similar results could
still be obtained by their students on achievement tests. This is also
a critical issue since changes in individual reading knowledge measures
may be far less important than the fact that sets of knowledge change
and these sets may best account for performance on achievement tests.

Ihe Class Library

Creating and setting up an effective print environment in class
has been shown to have its merits. In dealing with home and school
correlates of early interest in literature (Morrow, 1983), the
classroom’s understudy were rated for their literary environment. The
teacher’s daily literature activities and the physical design
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characteristics of the library corner within the classroom were taken
into corsideration. Statistically significant differences are reported
concerning the class enviranment of children having high interest in
literature as opposed to low-interest children. Eighty-one percent of
the high-interest children came from classrooms where literature
programmes were rated as good or excellent. Teachers in these classes
emphasized regular planned literature activities and provided space for
well-designed library corners. Eighty-two percent of the low-interest
children came from classrooms where the literature environment had been
rated as fair or poor,

Morrow and Weinstein (1982) provide data from 13 kindergarten
classes to report a significant increase in use of literature when books
and physical props used in the literature programme were made accessible
to children. The researchers concliude that in spite of agreement among
educators, that early exposure to literature is beneficial, apparently
many kindergarten classes do not have a regular literature programme or
well designed 1ibrary corner.

Morrow’s (1982) study in 30 nursery rooms, 37 kindergartens, 32
first grade and 35 second grade classrooms, observations and interviews
revealed that nursery and kindergarten classes had library corners with
physical characteristics more closely matching the recommendations of
educators, such as Huck (1976), than first and second grade classes. In
addition, an “"unexpected finding" was reported: teachers did not read to
children daiiy. This result has also been reported 1n an earlier study
(Hall, 1971) dealing with the literature experiences provided by
cooperating teachers. From the 84 student teachers’ responses to a 38-..
item questionnaire, it was concluded that 52.4X of teachers did not read
daily to children. In addition, 76.2% of the teacher selections for
reading aloud did not reflect a planned literature programme and time
for indepe::jent reading was provided only when assigned work had been
completed in 50% of the classes. Daily reading to children as well as
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independent silent reading have been highly recommended (Teale, 1986a)
as these activities assist children in increasing functional and
structural knowledge of stories (Stein, 1983). In addition, by being
read to, children are exposed to print-related concepts and book-
handling rules. Their attention is focused on the print, and through
teacher modelling they can be assisted in becoming strategic readers.

The results of a study with second, fourth and sixth graders
(Fisher & Hiebert, 1990; Hiebert & Fisher, 1990) in literacy-based and
skills-oriented gprcgrammes, nave shown that students in whole~language
classrooms spend more time on literacy tasks which are more cognitively
complex. Students in the integrated literacy programme had a role in
shaping their casks as well as shared interpretations of text materials
and literacy experiences. Children in the whole language classes had an
influence in deciding what literacy task to work on. The positive
effect of such decisions is seen in the time spent by students selecting
a book for personal reading and in the number of books which children in
the integrated literacy programme read as compared to the children in
basal programmes.

Story Reading in the Classroom

Classroom observation (Rhodes, 1981) and a review of previous
research (Bridge, 1986) have underlined the importance of story telling
and book reading to young children as a beneficial way for children to
sort out important features of stories and written language. Both
Rhodes (1981) and Bridge (1986) have suggested the use of predictable
books as part of the beginning reading instruction. Such books attract
children to reading and at the same time facilitate the teacher’s work
in achieving a number of goals.

Rhodes (1981) believes in the natural language of predictable
books as well as the content and vocabulary used. Such books reflect
what children know about their world and language. Children can use
this knowledge to develop word recognition strategies while reading.
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Predictable books are helpful in building sight vocabulary and
assisting fluent reading (Bridge, 1986). As children get hooked on the
rhythmic pattern of the stories, they take an interest in the books and
engage in several rereadings. This induces active involvement and the
notion of success in each child as they feel good about their ability to
read a book from cover to cover. They also develop a familiarity with
book language and learn to use the strategy of content clues to figure
out unfamiliar words. Consequently, emphasis is on i:eaning rather than
sounding out words.

Meaningful Language ard Print Activities

The results of a study with 124 kindergarten students from six
classrooms (Taylor et al., 1986) indicate that young children, even
those from homes where exposure to a literate environment is not likely
to occur, can develop important pre-literacy skills when the right
environment is provided in the classroom. The results further indicate
that children learn best in a language- and print-rich environment,
characterized by many opportunities to observe, try out and practice
literacy skills in genuine communicative situations. Thus, these
characteristics appear to correspond to those found to be conducive to
emergent literacy in the home environment.

Based on several research findings reiated to early reading
acquisition, Taylor (1986) makes several suggestions concerning the
setting up of a print-rich environment in class. A rich body of
written-language examples and facilities for children to encounter print
in many different contexts ought to be available. She further suggests
that print should be meaningful to the child. 1In order to achieve this
meaningfulness, print has to be functional for children. This implies
setting up an environment where one must get information from print in
order to know or do something. The way teachers structure children’s
interaction within the print-rich environment hes a marked influence on
the acquisition of literacy concepts. The environment set up by the
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teacher needs to be flexible ard fluid enough for children to discover
knowledge about written language, help children integrate literacy
experiences into thei~ existing conceptual frameworks and allow frequent
and independent interactive access to meaningful written language.

n - ichot

Most suggestions and advice concerning an ideal classroom
environment and the changes which are brought about in children’s
reading and writing experiences are not based on empirical research.
Hemming (1985) and Avery (1985) report how they encouraged and fostered
"exploration with language” and "group-sharing activities” respectively
in their grade 1 classrooms. Goodman and Goodman (1983) suggest that
teachers can transform the classroom into a literate place, richer than
a supermarket, home or gas station. In such an environment, children
know that they are constantly involved in reading and writing.
Vellender's (1989) observations of her grade 1 students show how
children can discover ways of pursuing literacy when given a chance to
build on and re-organize what they already know. Furnas (1985) explains
how her kindergarten children were able to benefit from reading and
writing because their participation in adult processes gave the children
control over their own learning. Yet, none of these five articles
include data to support teachers’ claims about what environmental
characteristics lead to what changes in children’s literacy development.

Hiebert's (1988) review of studies of children’s literacy
accomplishments and the mechanisms for literacy prior to formal reading
instruction, and literacy experiences in early childhood settings led
her to conclude that contexts of formal reading instruction emphasize
forms of literacy (such as letter naming practice and letter-sound
matching exercises) whereas preschool literacy acquisition emphasizes
functions (writing messages, listening to stories and direct involvement
of children). Evidence provided by analyses of textbook materials and
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classroom observation indicates that the majority of kindergarten
children’s school-reading experiences are more likely to consist of
practising letter naming and letter-sound matching on worksheets than
listening to stories and writing messages. Consequently, because the
teacher’s demands in class do not require children to use their prior
knowledge acquired during their pre-literacy experiences, children
appear to lack knowledge about print. This is a clear example of
Silvern’s (1988) notion of discontinuity between the home and classroom
environments. Research on emergent literacy shows that young children,
"avidly learn about written language in their home environments"
(Hiebert, 1988). This led Hiebert to recommend that these home
experiences ought to be extended to the classroom environment in order
to allow the classroom experiences to build on children's prior
knowledge.

Data collected in Durkin’'s (1987) classroom observation study of
reading instruction in 42 kindergarten rnlassrooms indicate that 70.9% of
the time spent on reading activities went to topics related to phonics.
Behaviours such as "explaining what it means to read" and “"showing or
discussing usefulness of reading ability" were never observed in 233
class observation hours of reading and reading-related activities.
Other behaviours such as explaining language of instruction, showing the
relationship between the spoken and written word and showing left-to-
right, top~-to-bottom orientation of the text were observed for 3 or 2
minutes - a mere 0.02% or 0.01X of the total time in classrooms. These
results clearly indicate that teachers do not put much emphasis on
developing literacy abilities. They are more concerned with the
mechanics of reading rather than with children’s growth and
understanding of the functions of reading. It appears that kindergarten
teachers may fail to find out what prior knowledge children have; and
therefore, they do not provide the children with relevant experiences
where they can make use of their available literacy knowledge.
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The studies where the classroom environment has been observed,
primarily involve kindergarten classrooms. In addition, Hiebert (1988)
reports that although studies are being undertaken to study classrooms
in which curriculum and instruction are derived from emergent literacy
research, only one (Taylor et al., 1986) has beer described
comprehensively so far. This clearly suggests th@ need for more studies
with grade 1 children which look at what the home environment has
contributed to children's developing literacy knowledge and how the
classroom environment relates to or makes an impact on c..anges in
children’s reading growth, particularly the growth of multiple literacy
abilities. It is important for research to establish how the grade 1
classroom environment can influence and alter children’s multiple
developing literacy abilities because reading books and print in the
environment is not an activity which can be carried out without using
multiple knowledge resources. The onset of a particular knowledge
resource does not depend on the complete development of other resources.
Reading is meaningful because it is the product of the use of combined
literacy knowledge resources which are used simultaneously (Aulls, 1982;
Stanovitch, 1990).

Summary
There appears to be a dichotomy between the empirical data

provided by targe scale research findings and opinion, beliefs or
suggestions brought forward by educators and researchers as a result of
observations of individual children or single classrooms. Teacher
educators and researchers of emergent and early readers are in agreement
about the benefits of a rich-print environment, the informal yet
meaningful acquisition of literacy in preschool years and the need for
teachers to acknowledge and utilize this preschool knowledge before
leading children into more formal methods of reading instruction
(Bissex, 1984; 1985; Clark, 1976; Harste et al., 1984; Hiebert, 1986b;
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Teale, 1986a; Watson, 1985). VYet classroom research consistently
indicates that many teachers generally disregard children’s prior
literacy knowledge and, from the time children are registered in
kindergarten programmes, conventional and skills-oriented reading
programmes are most often implemented (Durkin, 1987; Hiebert, 1988).

In spite of the assumed and researched benefits of daily reading at home
(Snow et al., 1985; Teale, 1981; Yaden Jr. et al., 1989) and in school
(Bridge, 1986; Johns, 1984; Rhodes, 1981), classroom observational
research shows it typically is not a daily event in the classroom (Hall,
1971; Morrow, 1982). In addition, although research indicates that
attractive arrangements of class libraries would stimulate children to
use different sources of literature these arrangements appear not to be
widely implemented in many of the classrooms observed (Morrow, 1982,
1983; Morrow & Weinstein, 1982).

Research is needed to assess the effects of variations in the
teaching programmes, approaches and materials on literacy abilities of
grade 1 children. There is an absence of studies describing the
correspondences among characteristics of classroom environments in grade
1 and what reading outcomes may be influenced by them over time. To
date, only one study (Taylor et al., 1986) has looked into the effects
of language- and print-rich classrooms on reading achievement. 1In the
study, with kindergarten children, literacy ability was described by
using three separate measures of literacy knowledge:

(1) A written language awareness test made up of four subtests
measuring children’s linguistic awareness and concepts about
print.

(2) Boehm test of basic concepts which measures beginning school
children’'s knowledge of frequently needed basic concepts.

(3) Metropolitan readiness tests which measure basic prereading
skills (auditory, visual and language).
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There does not appear to be any classroom instructional research
which describes the relationship of conditions of instruction to changes
in literacy ability, or growth, on the basis of multiple categories of
literacy knowledge which are analyzed simultaneously. The absence of
multiple criteria prevents a close look at potential differences in
grade 1 classroom environments that correspond to changes in some
aspects of students’ reading ability but not others. The following
reading knowledge would appear to provide a valid description of the
range of knowledge categories useful to emergent and early readers:

(a) prior literacy knowledge (Hiebert, 1988; Taylor et al., 1986);

(b) book handling, knowledge of code and print awareness (Clay, 1978);
(c) reading fluency (Aulls, 1982; Allington, 1983a); (d) the strategies
which children need and adopt to make sense out of text and move towards
fluent and accurate reading (Myers & Paris, 1978); and (e) global
reading comprehension. Equally important is the necessity for classroom
research which attempts to make some assessment of the combined
influence of the home and classroom environment on children’s literacy
growth. Studies are needed to explicitly highlight those changes in
grade 1 children’s multiple literacy abilities which result from the
interaction between the classroom environment as set up by the teacher
and the home environment and children’s interactions within it. This
research is necessary to define (a) what literacy abilities are
influenced by the home environment prior to school entry, (b) what
characteristics of the home environment may be adopted and used
effectively in the classroom, and (¢) where teachers can be most
effective with changes in the literacy abilities of the developing
reader.

Research and reports which attend to preschool literacy within the
home environment (Clark, 1984; Doake, 1985; Haussler, 1985; Smith,
1989; Strickland & Morrow, 1989; Taylor, 1983) mostly conclude with
recommendations and suggestions for a print-rich environment in class.
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They describe what could constitute such an environment without
providing details about how teachers actually go about creating,
implementing and maintaining such an environment. Teachers are advised
to provide all sorts of printed material in the school classrooms to
extend children’s existing literary knowledge. On the other hand,
studies which do look into the classroom environment in some detail,
simply acknowledge that when literacy-related experiences are lacking in
the home environment, the school can provide experiences which assist
children in their acquisition of literacy (Taylor et al., 1986). In one
study (Morrow et al., 1982), the influence of the home environment on
children’s preschool literacy knowledge as well as how the teacher and
children can capitalize on this existing knowledge to construct a
literacy environment in a classroom are ignored completely. This
implies the need for further studies which look at the combined effects
of the home and classroom environments on changes in literacy abilities
of the emergent and developing reader.

Conditions of Reading
One aspect of reading which cuts across both home and classroom
environments is the child’s interaction with books. Of particular
importance are the conditions under which this reading and interaction
take place because these conditions may influence not only the child’s
motivation to read but also the child’s ability to generate strategies
and make use of his/her prior knowledge.

Assisted Reading Prior to Formal Instruction
The benefits of parents reading and rereading books in the home
with their children have been dealt with by several researchers (Doake,
1985; Holdaway, 1979; Taylor & Strickland, 1986; Teale, 1981, 1986a;
Wells, 1985).
In highly assisted reading conditions where the adult reads
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stories to a child, and where adult and child engage in repeated
readings, the child is becoming equipped with an immense amount of
knowledge. As Taylor and Strickland (1986) conclude from their
observations of shared family readings, through these experiences
children develop a sense of how stories are constructed and written.
They broaden their own view of the world and increase their vocabulary.
They engage 1n language play that centers on the sounds of language as
well as become sensitive and aware of language patterns which are not
part of everyday speech. Holdaway’s (1979) observations with children
in homes lead to the conclusion that the reading-like play which the
children engage in, subtly develops into picture-stimulated, page
matched and story complete attempts of reading. As a result of this
reading-1ike behaviour children begin to self-direct, self-monitor and
self-correct their own learning-to-read strategies. Doake (1985)
observed in his research that four participatory strategies seem to
develop as children increase their familiarity with certain stories.
Indecipherable mumble reading used to accompany the adult reader,
develops into cooperative reading which is done partiy in unison, partly
with one reader’s voice slightly ahead sf the other and partly with one
reader reproducing the story alone. The third and most frequently
adopted strategy is completion reading where th: adult reader pauses at
various parts of the story, inviting the child to complete the sentence
or phrase. The fourth strategy, referred to a. echo reading, is
demonstrated when children repeat a phrase or sentence immediately after
it has been read to them. In such highly cued and assisted reading
conditions, children are actively involved in learning-to-read
strategies. As they listen to stories, participate in their
reproduction, retrieve them in a reading-l1ike bshaviour and focus on the
print, children are preparing the foundations for prediction and self-
correcting strategies. They are also learning how to group words and
phrases rather than insist on reading individual words. Hence, they are
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progressing toward more fluent unassisted reading.

Unagsisted Reading Prior to Formal Instruction

Children appear to make use of some strategies even when placed in
unassisted reading conditions. In Sulzby’s (1985) study with 24
kindergarten, American children who were invited to _ad one favourite
or familiar book at the beginning and at the end of the year, of the
children who were able to engage in the holistic print-governed attempts
at storybook reading where the child “"seems to have it all together and
{1s] reading from print” (p. 472), there was a distinction between those
who read with 'strategies imbalanced’ and those who ‘read
independently’. The former type of reading was characterized by
insufficient integration or strategic flexibility. This was
demonstrated if the reader had a tendency to ignore unknown words
excessively, made substitutions from his/her repertoire, sounded out
words excessively, often left "nonsense” words uncorrected or relied on
the predicted or remembered text, rather than the written text. Sulzby
(1985) argues that a child who reads with imbalanced strategies seems to
"know about all the parts of reading”, but is over dependent upon the
use of a preferred strategy and less likely to try other strategies.

The amount of self-regulation exhibited by a child and the
flexibility with which s/he could make self-corrections were the two
features which distinguished children who read independently from those
who had imbalanced strategies. According to Sulzby (1985), independent
readers can either read word perfectly or make several miscues.

However, they have a wider range of l1iteracy knowledge. Children who
read independently, utilized substitutions for words which were not
recognized or which the child decided not to bother with, were less
text-bound and yet more accurate in reproducing the wording and the
author’s intended meaning. These knowledge resources show evidence of
predicting and confirming strategies. In Sulzby’s (1985) sample, of 24
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children, only one child was reading independently at the beginning of
the kindergarten year and one child was reading with imbalanced
strategies. By the end of the kindergarten year, three children were
reading independently and two were reading with imbalanced strategies.
During the year at school, the children had received no formal
instruction in reading and writing. By the end of the school year, 10
of the 24 children’s favourite storybook reading attempts wcre governed
by print; 12 children formed stories which were picture governed. Of
these 12, 7 children used written language-1like renderings and 5 used an
oral language-like style to read the story. It is interesting to note
that at the beginning of the year, 4 children did not form stories
although their attempts were picture governed. There were no children
in this category at the end of the year. Two children refused to read
or depended on assistance.

Clearly children who are reading in assisted and unassisted
reading conditions have the potential to develop one or more reading
strategies. However, there still has to be empirical research to look
into the strategies which children use to cope with reading in different
reading conditions. In Sulzby’s (1985) study, the children were asked
to "read” to an adult from familiar or favourite books. Therefore, the
variance in each child’s degree of familiarity with their text may have
differentially affected the observable strategies. Sulzby’s (1985)
criteria make sense for the emergent reader who has no social obligation
to read but is 1likely to do so with well-rehearsed books. However, for
the child who enters grade 1 these criteria will not satisfy the new
social expectations set for the children by teachers’ decisions about
what to read.

Hence, studies that look into the strategies which children use in
their attempts to read an unfamiliar text when they are not given any
adult assistance are also needed. It is also sensible to study the
strategies which children use when they are repeatedly reading the same
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text and have been given adult assistance. Clearly then there 1s a need
for studies designed to i1nvestigate emergent and early readers’ use of
the different strategies under both of these different reading
conditions. To do so would require studying the same children prior to
and after formal school instruction in order to find out how and when
they are likely to acquire their knowledge and use of book reading
strategies.

Assisted Reading as Part of Formal Instruction
Repeated reading in classrooms has been suggested to be an
essential aspect of class instruction (Al1lington, 1983a; Aulls, 1982;
Herman, 1985) as it is one technigue which enables readers to segment

written discourse into meaningful “chunks” or phrases for optimal
processing. However, before children can go beyond word-by-word
reading, they have to be taught prediction strategies, strategies which
confirm these predictions and active sampling strategies which assist
the children to decide whether they should dwell on an unknown word or
ignore it and still preserve the meaning or syntax of the entire
sentence (Aulls, 1982).

Once children are familiar with the preceding sentence level
processing strategies, they appear to begin to go beyond word reading.
In the classroom, this can be facilitated by frequent rereading of
material where the majority of words are known (Allington, 1983a; Aulls,
1982). As Herman (1985) has shown in her study with eight, less-able,
non-fluent, intermediate-grade students, who were asked to choose five
stories to practice repeatedly, accuracy and the number of acceptable
miscues improved significantly between the 1nitial reading of Story 1
and the initial reading of Story 5.

One study with third graders (0'Shea, Sindelar & 0’'Shea, 1985)
showed significant increases in fluency as the number of repeated
readings increased. The researchers suggest that there is an optimal
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number of rereadings because after four readings, 83% of the fluency
increase between one and seven readings is achieved. What 1s
interesting to note in the 0'Shea et al., (1985) study, is that although
the readers who had been cued to fluency read faster, they comprehended
less than those readers who had been cued to comprehension. 0’'Shea et
al., (1985) thus conclude that increasing fluency is a less efficient
means of assisting comprehension than formally telling children to read
passages carefully. This suggests that in addition to repeated
readings, techniques such as cueing are useful to help children improve
fluency and comprehension simultaneously.

In a study (Dowhower, 1987) designed to investigate the effect of
two repeated reading procedures (read along or independent practice)
with familiar and unfamiliar passages, rate, accuracy, comprehension and
prosodic reading, that is reading in meaningful phrases, were
significantly improved by repeated reading practice regardless of the
training procedures with second-grade children who had a good decoding
ability but below-average reading rate. Gains made with repeated
readings on familiar passages were transferred to the unfamiliar,
similar passages. Prosodic reading was most facilitated by the read-
along procedure. Thes:z results support not only the importance of
repeated readings, with young children but also the provision for
assistance and support of an aduit.

Studies which have dealt specifically with grade 1 children and
their changing patterns in their reading miscues did not provide
repeated reading opportunities (Biemiller, 1970; Weber, 1970). 1In
Weber’s (1970)) study, which took note of changes in performance over
time, both good and poor readers used their knowledge of linguistic
structures to bear on the identification of words. Although there was a
slight decrease in grammatical appropriateness throughout the year, many
of the substituted miscues that were appropriate to the preceding
grammat ical context were also graphically similar to the written waord.
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There was an 1ncrease in omission miscues and a decrease 1n insertion
miscues over time. Two further strategies, regressions and failure to
respond to a word without prompting were not 1ncluded 1n the study.

Similar strategies were observed in Biemiller’'s (1970) study.
Non-respaonse errors, where the child stopped reading before a word which
was presumably unknown, substitutions, insertions, omissions and self-
correction were observed over the first year. By the end of grade 1,
there was an increase in the number of miscues which were both
graphically and contextually constrained.

Although the early Weber (1970) and Biemilier (1970) studies have
made a contribution by describing how grade {1 children’s attention
typically changes from using purely contextual knowledge to making use
of the contextual and grammatical constraints to identify words in
reading passages, neither study was designed to describe how variations
in reading conditions contribute to emerging readers’ use of different
strategies. In Weber’s (1970) study, data were collected from different
pre-primers, basal series and supplementary materials while observers
were present for each small group lesson between December and June.
Thus, there is no evidence of repeated readings with material which is
familiar to the children. 1In Biemiller’s (1970) study data were
collected from observations of oral reading in classroom settings and
observations of oral reading in an individual test given at the end of
the year. The individual test consisted of four reading passages of
varying difficulty which children t:ad to go through successively. Thus
children’s changes in strategy-use over repeated readings of the same
text over time was not an issue. In addition, both studies focused on a
specific behaviour and ignored several other strategies such as use of
phonetic cues/sounding out words, attempts at recreating a text,
rereading of previous words or phrases, children's look backs or look
forwards to try and identify unknown words and any use made of pictures.

If repeated reading has a differential influence on (a) the
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knowledge and strategies that children develop as is suggested by
observations done with children prior to their attending school (Doake,
1985; Heldaway, 1979), and (b) their reading fluency (Allington, 1983a,
1983b; Aulls, 1982; Dowhower, 1987; 0’Shea et al., 1985) and accuracy
(Dowhower, 1987; Herman, 1985), there is clearly a need for studies to
investigate how children's strategies and word accuracy change with
formal instruction in grade 1 when assisted reading conditions are
provided. It would appear to be of special value to parents and grade 1
teachers to find out whether children adapt their use of strategies
according to the amount of help given and whether changes in this
assistance alters the children’s reading performance.

Conclusion

The emergence of literacy and the development of literacy
abilities in the beginning reader are influenced by several conditions,
namely the home, classroom and assistance given during book-reading
activities.

Research on emergent readers and early readers in grade 1 and
later primary grades, provides evidence that various home environmental
characteristics correlate to reading abilities or reading achievement
test scores. Empirical research has little to say about the
relationship between home environmental conditions and the reading
growth of emergent or early readers. Previous research has not
attempted to separate the relationship of home characteristics on the
reading ability of emergent readers before entering grade 1 and for the
same early readers as they progress through formal instruction in grade
1. Research on emergent readers prior to entry into grade 1 has seldom
assessed the correlation between home environmental factors and the
emergent reader’s literacy knowledge of print in the environment, books
and other typical printed material in the home. €Existing research
suggests that emergent readers’ literacy knowledge is more highly
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correlated to subsequent reading achievement in grade 1 and some home
environmental characteristics. Thus, there is reason to question the
influence of home factors on grade 1 reading growth and children’s
literacy knowledge.

The 1nfluence of home characteristics on grade 1 children’s
reading ability is a joint function of both the home and the classroom
environments. Without accounting for the home and classroom factors
which influence children’s emergent Titeracy knowledge upon entering
grade 1 and how literacy knowledge changes 1n grade 1, it 1s not
possible to separate what literacy knowledge the child brings to the
classroom and what new knowledge the child acquires from the classroom.

Although considerable research has been reported on the
kindergarten and grade 1 classroor environment and its relatronship to
children's reading achievement, with some reference to specific reading
abilities, no research has used multivariate analyses of the effects of
the classroom environment on reading ability as a complex construct.
Such studies are necessary to discern which factors 1n classrooms are
associated with particular kinds of reading ability and whether these
factors interact with specific types of home environmental factors.

Prior research has shown that the teacher has a larger effect on
grade 1 reading ability than does any particular reading programme or
reading apprcach. In addition, some dimensions of classroom
environments related to teaching ability appear to be unaffected by a
reading programme or specific approaches to teaching reading. It 1s
important then to treat the teacher as a primary independent variable 1n
the classroom environment who effects the kinds of literacy
opportunities which children experience in grade 1. The teacher 1s
responsible for integrating resource materials, the classroom activities
and the children’s interactions and participation in rich and meaningful
experiences. These classroom characteristics can only be derived from
qualitative observations of classroom lessons, teacher interviews and
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descriptions of the physical environment in the classrooms as has been
done by Taylor et al., (1986).

At home and at school, children’s opportunity to read books and
their participation in reading books or other materials depends upon
their own efforts and the assistance they are given by an adult or peer.
Classroom observations have assessed the positive influence of patterned
books and children’s literature. Yet, no studies have been done to
assess variance 1n students’ observed reading abilities as they attempt
to read alone and when given adult assistance. Since previous research
in the home and classroom environment show positive correlations between
children’s daily opportunities to read, write and engage 1n other
literacy acts and their reading ability, 1t follows that differences in
students’ reading performance in assisted and unassisted conditions will
enable educators to determine what assistance is most beneficial for
students’ reading growth.

This study attempts to contribute to our understanding of
conditions related to er:rgent and early reading development by studying
the influence of home, teacher and classroom factors as well as the type
of book-reading situations. Tne study is designed to bridge several of
the gaps currently existing in the research literature related to
understanding how these factors correlate with the reading growth of the
emergent reader and the transition from the home to the school, on the
way to becoming an early reader by the end of grade 1.



Purpose

58

PURPOSE OF STUDY

The purposes of the study were derived from a thorough review of
the research and expert opinion regarding the environmental conditions
that nurture emergent and early reading. The study focused on the
influence of the home and the combined effects of the home and classroom
on literacy abilities related to school achievement. The primary focus
of the study was to find out how (a) the home alone, (b) the combined
effects of the home and classroom environment and (c) the classroom
environment alone i1nfluence developing literacy abili1ties of children 1n
grade 1. The secondary focus of the study explored the differential
influence of book reading conditions on children’'s use of strategies and
word reading accuracy upon entering grade 1 and 4 months later. It was
of particular interest to see how children responded to assisted and
unassisted reading conditions when attempts were made to read an
unfamiliar, patterned book.

The broad purpose of this study 1s to examine stable conditions 1n
emerging readers’ lives. The home, the classroom and book-reading
conditions appear to influence children's opportunity to acquire
literacy knowledge and use it.

While researchers have studied the home environment or the
classroom environment’s influence on the emergence of reading ability,
the methods used and the measures of reading prevent a clear description
of what sorts and range of knowledge are fostered due to different home
conditions and how children with different sorts of knowledge actually
change during grade 1. This requires a muitivariate approach within a
developmental framework. The point here 1s not how much home and
classroom conditions independently influence the emergent reader but how
different combinations of home and classrocom environments jointly
influence the typical child’s development in reading ability.

Finally, every child must cope on his/her own to become a reader.
Some children are more fortunate than others in the type and amount of




Purpose

59

assistance gtven to them as emerging readers. Therefore, assisted and
unassisted book-reading opportunities play a significant role 1n what
changes reading ability and in assessing the zone of potential growth as
a reader. Few studies of emerging readers have closely analyzed how the
typical emerging reader, sampled from a broad distribution of SES,
linguistic and ethnic groups fare 1n assisted and unassisted book-
reading settings. Doing so offers a more precise description of what
knowledge changes by specifying when it can be used and who can use it
under assisted and unassisted conditions.

The following specific research questions flow from the primary
and secondary focii of the study and are based on the quantitative or
qualitative methods described in the methodology chapter.

Home

To what extent do the combination of home environmental context and
children’s interactions with print have a differential influence on
their literacy ability prior to formal instruction 1n grade 1?

To what extent do children’s views on reading have an i1nfluence on their
performance on literacy abilities as a set, prior to formal instruction?
Home and Classrooms

To what extent do the child’s preschool literacy experiences in
combination with formal instruction in grade 1 influence their growth in
literacy ability?

To what extent do children’s views on reading have an influence on their
performance on literacy abilities as a set, following school
participation?

For children with a Codet+ perception of reading, is there a significant
relationship between children's literacy abilities 4 months after formal
instruction and the Gates-MacGinitie Reading Achievement Test scores
obtained at the end of grade 1?
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School Classrooms

Do teachers’ classrooms have a differential influence on iiteracy as
measured by five literacy abilities?
Conditions of Reading

Before formal instruction, 1s there a significant difference 1n the
fregquency of strategies used and word accuracy as a result of students
reading 1n an unassisted or assisted reading condition?

After school participation, 1s there a significant difference 1n the
frequency of strategles used and word accuracy 1n an unassisted and
assisted reading condition?

Does a significant and stable relationship exist between the number of
words read accurately and the use made of strategies?

Does the variation 1n the amount of help given 1n the assisted and
unassisted reading conditions 1nfiuence word accuracy and strategy use
to the same degree”

Does a significant relationship exist between children’s use of
strategies and accuracy of words read (a) when students enter grade 1,
and (b) after they have been exposed to 4 months of school instruction?

Strategies and Word Accuracy "1 an Unassisted Reading Condition

To what extent does the home environmental context in combination with
children’s 1interactions with print have a differential 1influence on
children’s use of strategies and word accuracy 1n an unassisted reading
condition, prior to school participation?

To what extent does the home environment, combined with the classroom
environment, have a differential influence on children’s use of
strategies and word accuracy 1n an unassisted reading condition?

Is there a significant change in children’s use of strategies and word
accuracy in an unassisted reading condition over the first 4 months of
school?
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Strategies and Word Accuracy 1n _an Assisted Reading Condition

To what extent do the home environmental context and children's
interactions with print have a differenti1al 1nfluence on children’s use
of strategies and word accuracy 1n an assisted reading condition prior
to formal school participation?

To what extent does the home environment combined with the classroom
environment have a differential influence on children’s use of
strategies and word accuracy 1n an assisted reading condition?

Is there a significant change 1n children’'s use of strategies and word
accuracy 1n an assisted reading condition over the first 4 months of
school?
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METHODOLOGY
Design of the Study

In order to address the hypotheses associated with the primary
purpose of the study, multivariate factorial analyses were used. Here
the independent variablies were the home environment combined with the
children’s 1nteractions with this print prior to formal instruction, the
combined influence of home and classroom environments, individual
teacher beliefs and practices and children’s beliefs about the reading
process. The dependent variables were book and code knowledge, print
awareness, use of strategies, accuracy, fluency and reading achievement
scores. In order to contextualize individual teacher effects on early
readers qualitative methods were used to interview teachers about their
beliefs and to describe their enactment of curriculum as process through
which children experience literacy opportunities.

The secondary purpose of the study was to test the influence of
assisted and unassisted reading conditions on emerging and early
readers’ literacy ability. Multivariate and correlational analyses were
used to test the differential effects of reading conditions. The
dependent variables were the different strategies such as use of
phonetic cues, ignoring words, rereadings, and pictorial use. Details

of the overall design are shown in Figure 1.

Subjects

The participants in this study came from an available sample. A
letter briefly explaining the study and requesting parental consent was
sent to parents of grade i children 1n six classrooms, attending four
different schools which had agreed to participate 1n the study. These
letters were given by each teacher to their children. The children were
instructed to pass them on to their parents.

Of the 65 consent forms which were returned, 60 children were
allowed to participate in the study. Five children who had been allowed




{ Subjects

Time

Procedures

Grade One Children

Weeks I -4

Sept. 14 - Oct. 12

Protest ==——————{ie-

3-4 months
—-——’

later

wWeeks 5-8

Week 9

3 mon'rns

later

Post-test

Jan. 15 - Feb. 9

May 14

Standardized

! Achlevement Test

Measures

+ Home Environment Question
» Childten's perceptions
of reading
* Book and code knowledge
» Print awareness
¢ Unassisted reading
¢ Assisted reading
» Teacher interviews

Variables

Statistical
Analysis

¢ Book and Code knowledge

* Print awareness
¢ Unassisted reading
* Assisted reading

¢ Chilcren'’s perceptions

of reading

* Classroom observations

* Gates-MacGinitie
Reading Test:

* Vocabulary

« Comprehension

Level A, Form 2

Print Groups
¢ School Environment
» Time
+ Reading Conditions

» Home Environment / Interaction with

¢ Book and Code Knowledge

» Print awareness

¢ Perceptions

» Strategies and Strategcness in

s Accuracy
s Fluency

an assisted and unassisted
reading condition

¢ Cormelations
» Multivadate Analysis with repeated dependent variables
» One-way multivariate analysis
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to participate were excluded because they were repeating grade 1. They
were excluded because they had already been exposed to forma)
instruction in reading. One classroom was a split grade t and 2.
Although seven Grade 2 children and their parents showed an i1nterest in
the study, they were not included 1n the research. The final sample for
the study was made up of 32 boys and 28 girls. At the beginning of the
study, irn mid-September, their ages ranged from 6 years, 0 months to 6
years, 11 months with a mode of 6:1 and a mean of 6:5. In four of the
six classrooms, less than 50% of the class population participated.
Table 1 shows the number of children participating from each class and
school as well as the percentage represented from each c¢lass population,

Since the number of children participating from each class was
rather small, the teachers were asked to complete some information about
all their students to find out whether the sample was representative of
its class population. Teachers rated every student on a 5-point scale
for each of the following categories: range of vocabulary, co-
operativeness, willingness to work, global ability and positive
attitude. A score of t indicated poor performance whereas a score of 5
showed excellent performance on the behaviour to which the score had
been assigned. A total score for each child was obtained by adding the
scores for the five categories. Thus, the minimum total score possible
was 5 and the maximum was 25. Table 2 shows the means of the total
scores for each classroom, the range of total scores and the number of
children participating in the study, who scored above, at, or below the
average in their respective classes.

These data indicate that the average child participating in the
study was rated by the teacher as being above or just above the class
mean 1n the five attitudes and abilities mentioned earlier. To this
extent, the sample of children represented in this study are
representative of the complete population available in each of the six
classrooms.
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Table 1
nd Percenta f Chil articipati th fro
Classroom
Boys Girls Total % of Class

Class 1 7 4 1 68.8%
School A

Class 2 6 4 10 37.0%

Class 3 5 6 11 47.8%
School B

Class 4 4 1 5 21.7%
School C Class § 5 5 10 37.0%
School D Class 6 5 8 13 68. 4%
Total 32 28 60
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Table 2
Teagher Ratings of Children’s Attitudes and Abilities
Means Range Above(& just Average Below(& just
above below
average) average)
Class 1 22.0 16-25 3 (1) 2 2 (3)
Class 2 14,85 9-18 5 (3) 0 2
Class 3 17.09 12-25 7 0 3 (1)
Class 4 15.95 9-25 2 0 3
Class 5 16.81 12~-22 5 (2) 0 3
Class 6 17.95 13-24 6 (1) 0 5 (1)

28 (7) 2 18 (5)
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Measures and Procedures
Several measures were used in the study to assess the independent
and dependent variables. An overview will be provided here which will
be elaborated on subsequently.

Overview of Measur in_the Stud

The home environment was assessed through a questionnaire which
was to be compieted by the parents or guardians of the children. Clay’s
(1978) Sand test was chosen to measure the children's book and code
knowledge. An environmental print awareness test as used by Harste et
al., (1984) was administered to establish children’s print awareness.
Children’s strategicness, use of strategies and frequency of strategy
use, were assessed under two different reading conditions (a) an
unassisted condition, and (b) an assisted condition with a predictable
text. A semi-structured interview was held with each child concerning
the children’s perceptions about reading. This interview was modelled
on work done by Goodman and Altwerger (1981), Interviews with the
teachers as well as classroom observations were used to obtain
information about the classroom environment. Observations usually
lasted for at least 1.5 hours. These observations were done in the
second phase of the study, after all the literacy ability data had been
collected. Finally, the Gates-MacGinitie reading tests were
administered at the end of the school year to find out which of the
preceding dependent measures would best correlate to reading
achievement.

Overview of the General Procedures Followed in the Study
Data for the study were collected at three different stages over
the scholastic year. Phase 1, or the pre-test stage was undertaken
between mid-September and mid-October. It was essential to start early
in the school year to prevent the school environment and classroom
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instruction from confounding children’s preschool perceptions and
knowledge of reading acquired at home. Every school was visited once
every four days so that the same tests were being administered to the
children in each of the six classrooms at approximately the same time.

puring this phase, the tests were administered in the following
sequence:

(1) The semi-structured interview - children's perceptions about
reading;

(2) book and code knowledge - Sand test;

(3) environmental print awareness test;

(4) reading in an unassisted condition;

(5) reading in an assisted condition with a predictable text.

The second phase of the study or post-test stage was done four
months after the pre-test between mid-January and the first week in
February. The same procedures and sequence of measures applied at the
pre-test phase for administering the tests were adhered to in the post-
testing period. The only exception was the semi-structured interview
with the children, which, in the post-test phase was administered as the
last measure. Since children’s perceptions of reading are those most
likely to change gradually, it was measured last.

The schools were visited for the third time during the third and
fourth week in May when the standardized achievement test was
administered. This was the only measure done with groups of children
rather than individuals.

A random procedure was used in each phase of data collection to
select indjvidual children to be assessed. By using a random selection
procedure for testing students, no child was always the first or last to
do a test. In this way, the influence of test order was controlled.

Depending on the availability of space in the four schools, tests
with individual children were done in (a) a room adjacent to the
classroom, (b) the hallway, or (c) a corner of the classroom away from
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the centre of activity. Whenever audiro-tape recordings were necessary,
they were always done in rooms other than the class.

The following subsections provide details of each measure and the
procedures which were used 1n their administration.

The Home Environment Questionnaire Measure

To assess the availability and richness of print in the home as

well as children’s interaction with print, a 34-item questionnaire was
devised for this study based on surveys used in previous work (Mason,
1980). Twenty-six questions were related to the type of printed
material available 1n the home as well as parental activities involving
the use of print. Items dealt with the availability of newspapers,
books and magazines, visits to the library, access to books and
accompanying tapes, and whether reading is a past~time of the adults in
the family. The remaining e’~“t jtems dealt with the parents’
perception of their children’ nteraction with print. Ewvidence of
interaction with print was ‘. 1ed by questions which reflected
children’s direct involvement with printed material. These included
questions about the child’s interest in books; whether the child asks to
be read to as well as whether s/he asks to have favourite books re-read
and the behaviours s/he shows while being read to. Attempts made by the
child at reading Tabels, packages and brand names or comments about une
mail were alsc questioned.

Several items required yes/no answers. Some gquestions had three
or more alternative answers. For several items it was possible to
circle a combination of responses and parents were instructed about
this. A copy of the questionnaire is included in Appendix D.

Scores of 0, 1 or 2 were assigned for each item. The responses to
the items classified as 'yes’ or *no’ received a score of 2 or 0. For
those items with categories such as ‘often’, ‘sometimes’, ‘never’, or
‘regularly’, ‘occasionally’ and 'rarely’, scores of 2, 1 or 0 were
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assigned. These scores were summed and the total reflected a moderate
or rich print environment and a moderate or rich (active) interaction
with print. The highest score for the "richness of print” measure was
52. Scores at or above 35 were considered tc 1ndicate a rich print
environment. Scores of 33 or less made up the moderate print
environment. The maximum score on the "interaction with print” 1tems
was 16. Scores which ranged from 11 to 16 were considered as indicating
a rich or active interaction with print. Scores of 10 or lower were
classified as an 1ndication of moderate i1nteraction with print. The
upper and lower 1imits for the "richness of print” and "interaction with
print" 1tems were 35 to 51 and 33 to 10 for the "richness of print”
items and between 11 to 16 and 5 to 10 for the "interaction with print”
items.

To establish face validity of this measure, the questionnaire was
given to a class of research methods students 1in Graduate school. They
were asked to complete the questionnaire and note the time 1t took them
to do so. They also were then instructed to re-read the gquestions and
indicate whether any items were syntactically unclear or semantically
ambiguous. One of the items was ambiguous and had to be reworded.

Minor changes were suggested to improve the syntax of some i1tems. This
included changes such as referring to the target child as “your child”
rather than “"the chi1d”. The questionnaire was also given to some
parents with young children. No changes were suggested by these
parents. Most respondents took about 10 minutes to answer the
questicnnaire. Inter-rater reliability was established at .81 for
scoring the richness of print in the environment i1tems and .75 for
scoring the children’s interaction with print i1tems.

To eslablish content val,dity of the i1tems on the guestionnaire, a
Pearson’s correlation coefficient was calculated between a child's score
on the 26 1tems dealing with thc richness of print 1n the home
environment and the score on the eight items related to the children's
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interaction with print. The obtained correlation (r = .23, p<.04)
suggests that the two measures are measuring different dimensions of the
home environment but are not entirely independent.

Pro for the Administration of the H

Environment Questionnailre
Fifty-seven children participating 1n the study were given a copy

of the questionnaire to give to their parents. Three parents had
indicated 1n the consent form, their unwillingness to fill out the
questionnaire although they gave permission for their children to
participate in the study. Of the 57 guestionnaires sent to parents, 56
were returned.

The 56 questionnaires were categorized into one of four groups.
The groups were created out of the possible score combinations for the
interaction with print and the print environment test score. The four
groups are:

1 Rich envirorment-rich interaction for children whose print
environment score was at or above 35 and whose interaction
score was at or above 22.

(2) Rich environment-moderate interaction for children whose
print environment score was at or above 35 and whose
interaction score was 10 or less.

(3) Moderate environment-rich interaction for children whose
print environment score was at or below 33 and whose
interaction score was at or above 11.

(9 Moderate environment-moderate interaction for children whose
print environment score was at or below 33 and whose
interaction score was 10 or less.

The number of children in each group was 22, 14, 10 and 10 respectively.

ok ode Knowle asur
To examine first grade children’s knowledge of print-related
concepts, Clay's (1978) test, entitled Sand was selected. In this
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concepts-about-print test, the researcher reads an 1llustrated book to
each child 1ndividually.

The test consists of 24 i1tems which deteimine 1f the child
understands print-related concepts such as rules of directionality,
differences between letters and words, use of punctuation,
jdentification of word and letter ordering 1in sentences and words, and
so on. Each question is scored right or wrong giving a range between 0
and 24. These raw scores can be converted to stanine scores with a
range of 1 to 9.

Clay (1978) reports a reliability of .95 with 5- to 7-year olds
and concurrent validity of .79 with 6-year old New Zealand children.
With American subjects, Johns (1980) reports a reliabiiity of .82 using
the KR formula 20 and an odd-even split of 1tems. 0Oay and Day (1979)
report a test-retest reliability of .86 and .89 for kindergarten boys
and girls respectively. In a further administration of the test when
the children were at the beginning of first grade, the test-retest
reliability coefficient was .75.

Procedqure for the Administration of the ‘'Sand’ Test
Children were told that their assistance would be required in

reading the story. The book was then presented and the researcher
started reading the text. The items which make up the test were asked
immediately as the relevant part of the story was read. No child had
any difficulty in understanding the instructions. The sime presentation
of the Sand test was maintained during the pre-test and post-test
sessions of the data collection.

The Environmental-Print-Awareness Test Measure

This test was based on work done by Harste et al., (1984). Four
products were selected to assess children’s knowledge of print in the
environment. The products were a 2X Sealtest milk carton, a box of
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Cheerios cereal, a McDonald's cup and a Crest toothpaste box. These
products were selected because of their availability in the home (milk,
cereal and toothpaste), 1n the environment outside the homes
(restaurants, logos), on the shelves of grocery stores as well as on TV
adverts. Thus all products were assumed to be within children’s
experiences.

A scoring system was devised to identify whether children (a) have
prior knowledge relevant to print, (b) use this prior knowledge to make
sense out of print, (c) use prior knowledge to make sense out of the
object. Depending on whether children demcnstrated prior knowledge
their responses were scored as ‘1’ or '0’. When children referred to
the 1niti1al letters of a word or mentioned letters and words, their
responses received a score of *1’, as they indicated that children have
prior knowledge relevant to print. If children spelt the whole word or
part of it, a score of ‘1’ was also assigned for their use of prior
knowledce, Evidence that children used prior knowledge to make sense
out of the object was provided by references made to colour cues, shapes
of boxes, physical properties of the packages and references to the
pictures on the package. This scoring procedure was applied to the
responses given to the *wo sets of questions in Condition 1 and 2. A
maximum of 12 points could be obtained - three features of prior
knowledge for each of the four products.

To score responses in Condition 3, scores of '1’ of ‘0’ were
assi~~ed depending on whether a child could:

(1 read print as a sensible whole word,

(2) read letter/sound correspondences to produce a sensible word,
or

(3) read print producing the correct whole word,

(4) read letters and sound out the correct word.

A maximum of 8 points could be obtained. Categories (1) and (2)
and (3) and (4) are mutually exclusive. If a child read the word
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correctly for any product, scores were assigned to the latter two parts
of the scoring system. If words were not precisely read, scores could
be assigned only depending on the sensibility of the word produced or
the letter/sound correspondences made. For example, reading "crest” as
"crist” received a score of 2 for reading print as a sensible whole word
and for reading letter/sound correspondences to produce a sensible word.
A response of “"cat” for "crest” got a score of 1, just for reading print
as a sensible whole word. No score was given for reading letter/sound
correspondences.

The total maximum score which could be obtained on this measure
was 20. The inter-rater reliability for the scoring procedure of this
measure was established at .95.

Procedure for the Administration of the Environmental-Print-
Awareness Test

This task was administered under three conditions. In Condition
1, the children were shown the actual package. Three questions
accompanied this first condition: (a) What do you think this says?

(b) what things help you to know what it says? (c) Tell me some of the
things you know about this.

In Condition 2, the graphics were detached from the package,
retaining only the name of the product in its typical coloured context.
The children were shown cards, about 1icm by 6.5cm on which the graphics
had been pasted. Two questions were asked 1n the second condition:

(a) What do you think this says? (b) What things help you to know what
it says?

In the third condition, the children were shown the word 'milk’,
‘Cheerios’, ‘Crest’, and 'McDonalds’ written on four separate cards of
equal measurement. The words were handwritten. The only question asked
in this condition was, "What do you think this says?”

This individually administered test lasted between 10 and 15
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minutes. Each chi1ld was shown one package at a time and asked the first
set of questions. This was followed by presenting each card with the
graphics and the questions accompanying Condition 2. Ultimately the
handwritten cards with the last question were asked. The products and
cards were presented in random order to reduce the possibility of the

ch1ld memorizing the names across conditions.

eqi Strateqij i Upassi 1
1ste in ndi

The purpose of the unassisted and assisted reading condition was
to find out whether children use strategies in reading a text, which
strategies they make use of, the frequency with which each strategy is
used and whether children adapt their strategies according to the
reading condition. An unfamiliar text was deliberately chosen. The
text selected was Wind by R. Bacon (1984). Only 3 out of the sample of
60 children participating 1n the study said they had seen the book in
the school library or had a copy of it at home.

The book was selected because it had a long enough sentence on
every two pages. This enabled the researcher to score the children’s
reading fluency. Secondly, the story had a repetitive pattern and a
rhyming couplet. Such predictable books encourage children to
participate 1n reading (Rhodes, 1981). The same text was used in both
reading conditions. The unassisted reading exercise preceded the
assisted reading measure.

r for i i
The scoring system used for the unassisted and assisted reading
conditions was identical although procedures for administration
differed. These procedures will be exptained subsequently. There are
differences in the type of strategies which could be used in each
measure. Some strategies were relevant to the unassisted exercise only,
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Others, such as pictorial use, could be used solely 1n the assisted
condition.

Use made of the following strategies in the unassisted reading
condition was coded and analyzed:

(1) reread previous sentence/looked back:

(2) wait and see/looked forward;

(3) ignored words and read on;

(4) reread first few words on same page;

(5) predicted accurately (deleted words);

(6) predicted sensible alternative (deleted words):

(7) phonetic cues;

(8) self-correction;

(9) memorized text or parts of it;

(10) recreated text.

The rationale underlying the importance of the strategies observed
during this study are described 1n Aulls and Graves (1986). Two types
of scores were obtained on these ten strategies. Irrespective of the
number of times each strategy was used, a score of '1’ or ‘0’ was
assigned depending on whether a child used a particular strategy. The
second score gave a number from ‘0’ to ‘10’ which 1ndicated how many of
the strategies were used. Again, this composite score did not take
frequency of occurrence 1nto consideration.

A score for use of ‘memorized text’ could be assigned only for
children who attempted a deleted word after the assisted reading
exercise. Evidence for using such a strategy was provided if children
went through the manuscript turning the pages properly but “reading”
parts of the story which occurred elsewhere in the book. The strategy
whereby text was "recreated” (Clay, 1978) was avident when children went
through the manuscript “"reading” an entirely different story which they
made up as they turned the pages of the book.

With the exception of these two strategies, the preceding eight
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strategies were also scored for frequency of use. “Looking back" and
"look1ng forward” were scored 1f the child actually turned the page
backwards or forwards. In scoring the frequency of ignored words, the
number of words which were not read were added. An “accurate” and
"sensible alternative prediction” could only yield a maximum score of 8
because these two strategies were related directly to the deleted words
in the manuscript version of the text. Use of phonetic cues was
considered valid for any attempts made at reading any word in the book
using the same initial letter as the printed word. The total score for
frequency of use of phonetic cues was combined from two sub-scores:

(1) single attempts for a word using initial letter/sound symbol

correspondence, such as ‘see’ for ‘sand’;

(2) repeated trials for the same word, such as, ‘thr-th-thrug’

for ‘through’.

The number and percentage of words read accurately in the
unassisted reading exercise were also calculated.

The same procedures were applied to score the assisted and
unassisted readings. However, there were some differances in the
strategies observed. Use of the following six strategies was only
observable in the assisted reading condition:

(1) pictorial use;

(2) phonetic cues;

(3) rereads previous phrase or words;

(4) look back;

(5) took forward;

(6) ignored words.

Evidence that a child was making use of pictures to read a story was
clearly provided when reference was made to some illustration on a
particular page which did not have its corresponding referent in print.
A score from '0' to '6' indicated the number of strategies used during
the assisted reading. Scores of ‘1’ or ‘0’ indicated whether the
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strategy was used. Frequency of use of each strategy theoretically
could yield an unrestricted score. Since the look back and look forward
strategy categories were never observed during the assisted reading
condition they had to be eliminated from later analysis. The number and
percentage of words read accurately 1n the assisted reading condition
also were calculated. A modified version of the Aulls (1978) fluency
scale was used to rate children's reading fluency. Children's readings
were classified i1nto one of three categories depending on whether they
were reading in phrases, reading i1n some phrases and some word-by-word
reading, or reading word by word.

Some scores were generated from the ones which have been
described. A total score for children’s overall strategicness was
computed by adding the frequencies of all the strategies used in both
reading conditions. This was done separately for the pre- and post-test
phase of the study. A total score was also obtained for the strategies
which were common to both reading conditions. The combined frequency of
use for the ‘rereadings’, ‘phonetic cues’' and 'i1gnored words’ strategies
from the unassisted and assisted reading conditions ytelded common pre-
test and post-test total scores. In addition by collapsing over time
and/or reading condition, more derived scores were obtained for these
three strategies.

Scores for accuracy of word :eading were also derived by taking
into account (a) time (pre and post) irrespective of the reading
condition, (b) condition of reading (assisted and unassisted)
irrespective of time, and (c) time and condition simultaneously, to
generate a global accuracy score.

Proced for the Un t A ) it
The Unassisted Reading Condition

In the unassisted reading condition specific words were deleted
(Arrocha, 1985; Aulls & Graves, 1986) and children were presented with a
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handwritten version of Wind. There were no illustrations and every
sentence was written on an individual page. The seven separate pages
and title page were bound together. Therefore children were told that
this was a book with a story about wind.

Ei1ght words were deleted 'n all. Two verbs, two adverbs, a common
noun, a preposition, an adjective and a definite article were omitted.
No words were deleted from the first page. One word was deleted on each
of four pages and two words were deletsd on the other two pages. The
position of the deleted word changed on each page. The first and only
deletion on page 2 was at the very end of the sentence. The children
were thus assisted by having all the text on page 1 and 2 before
attempting to complete the first deletion. In addition they were helped
by a consonant cluster, "bl..."” with which the word commenced. Four
deletions between pages 3 and 6 made up a repetitive phrase, "Feel the
wind blowing...". This phrase occurred at the beginning of every
sentence on each page. The four words were deleted 1in succession over
pages 3 to 6 so that words had to be filled in the first, second, third
or fourth position. In addition, on pages 4 and 5, the last word 1n the
sentence was deleted. These two missing words rhymed with the last word
on the first line of the text. The final and only deletion occurring on
page 7 came at the end of the first line, immediately following the
repeated phrase (See Appendix E).

Prior to the unassisted reading task, children were i1nvolved in a
practice example to ensure that they understood what was expected of
them. A simple story had been made up and written 1n the same way as
the Wind text. Children were told that this book was a story which had
some words missing. The researcher then proceeded to ruvad the title of
the made~up story, read the first page and modelled how the deleted
words on the second and third pages could be completed. When it was
clear that children understood that they had to insert a word where
there was a blank, the manuscript version of Wind was presented.
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The title and two readings of the first page were read to each
child. From the second page onwards, the children were not given any
assistance. If help were requested, the children were told to pretend
that they had got the book from the library and were trying to read 1t
by themselves. When children 1ound page 2 difficult, they were
instructed to try the next page. In instances where a child showed
signs of frustration or anxiety, or even suggested that they wanted to
stop, the session was terminated and the session using the original,
unmutilated, predictable text was 1introduced.

Those children who failed to complete the unassisted condition
session in their first attempt were offered the possibility of trying 1t
a second time following the assisted reading measure Once again, the
first page was read twice to the child and then they continued to read
unassisted by the researcher. Some children who found this task beyond
them, accepted to complete the deletions on the condition that the
researcher read the text. If a child refused to attempt a deleted word,
even when the researcher read the text, the session was concluded.

While children were reading, the researcher took down detailed
notes of all that was said and read, noting the behaviour and comments
made by the child.

The Assisted Reading Conditijon

Reading n an assisted condition was done in three stages. A
first reading was done by the researcher alone followed by a reading by
the researcher and child together. Finally, the child had to try
reading the text alone. During this last reading every child was audio-
tape recorded. The children were therefore led from a cued to an uncued
si1tuation. Use of the 1l1lustrated text was made 1n this condition. The
children were i1nformed about the procedures for this session prior to
any reading. Most children wanted to hear themselves after the
recording and the researcher complied with this. If the task became
overwhelming or a child expressed the desire to stop, the session was




Methodology
81

terminated immediately.

Children's Perceptions-of-Reading Measure

Children’s perceptions of reading were obtained from individual
interviews. A list of the questions asked during the interview 1s found
in Appendix F. Operational definitions of beliefs about reading
categories were derived post-hoc by the constant comparison method
(Glaser & Strauss, 1980) to enable classification of children’s beliefs
about reading. Resulting categories of beliefs about what reading is
were code, meaning, content or situation oriented. In the majority of
cases, children’'s beliefs were made of a combination of these
categories.

Code-oriented beliefs are those where responses included
references to letters, sounds of letters, words, word order, mention of
the alphabet and pictures. A meaning-oriented definition is one where
children specified the importance of reading and understanding the
words, reading with a purpose, generally to acquire information and
improving one’s knowledge. 1In a content-oriented belief, children
specified titles of books, refarred to stories and other printed
material such as papers, newspapers, name tags, names on buildings such
as churches and schools, graffiti and so on. A situation-oriented belief
was one which specified instances when, where or why reading was engaged
n, such as reading for fun, before going to bed or when playing school.

Having classified the children’s beliefs under one of the four
categories generated by the constant comparison method, the responses
were then grouped according to whether they were (a) code oriented - C,
(b) non-code oriented - NC, or (c) a combined orientation which brought
together code and non-code perceptions - C+, Children’'s beliefs were
not classified depending on the response to one particular question. By
reading through the entire interview the emphasis of each child’s
orientation was Judged to be a more reliable estimate of their reading
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heliefs,
Inter-rater reliability for the classification of children’s

perceptions was estabiished at .80. Frequencies for questions which
required yes/no answers were also calculated.

Procedures for the Administration of Children’s
Perceptions-of-Reading Questionnaire
A semi-structured interview based on Goodman and Altwerger (1981)

was carried out with each child to assess children’s concepts of
reading. In the {irst session of data collection this measure was the
first one to be administered in order to get accurate and reliable
responses of children’s perceptions of the reading process befare the
classroom environment would have any influence. Secondly, by having it
as the first measure, there was no possibility of the children’s
responses being influenced by questions asked 1n other measures. In the
second part of the study, this interview was done at the end to gain on
time and maximize on any changes in children’s perceptions of reading
and print.

Nine questions were asked during the pre-testing phase and 14
questions made up the interview at the post-test phase of the study.
The questions asked at both stages of the study were considered as
important in assessing children’s concepts of reading and more
susceptible to change. Any changes which would have occurred in these
perceptions over 4 months would be 1dentified.

Responses to questions were recorded while the child was talking.
When a vague response was gtiven, probe questions were used to assist
children clari1fy their answers. For example, when children failed to
respond to, "What do you think reading is? What 1s reading?” they were
asked to pretend that thi1s question was being asked by a spaceman who
had never seen anyone read, In this way they were in a position where
they could explain how or what reading 1s all about.



Methodology

83

The Gates-MacGinitie Reading Test

This standardized reading test was selected as a measure to
indicate which of the dependent variables used to assess children’s
knowledge about reading, would correlate with their reading achievement
at the end of grade 1. It has not been used to promote or encourage use
of standardized tests because such tests do not provide a complete or
accurate result of the real knowledge which children have about reading.
However, at present, standardized tests provide the only available norms
against which children’s achievement can be rated. This test was
selected over other similar tests because test validity and reliability
have been established on Canadian populations.

The Canadian version of Level A, Form 2 of the Gates-MacGinitie
(1980) was administered to 35 children of the original sample of 60.
Two teachers found objections to subjecting their children to such 1
test hence, their classrooms were not revisited. Three children were
absent on the day of the test from two of the four classrooms revisited.

The test has two components: a vocabulary and a comprehension
test. The former consists of 4% multiple-choice 1tems. Children are
required to find the word that names the picture. The comprehension
test, which is made up of 40 items involves choosing the picture that
goes with the text. Kuder-Richardson formula 20 reliability coefficient
is reported at .91 for the vocabulary test and .92 for the comprehension
test. Test validity is claimed on the basis of the appropriateness of
the vocabulary selected for the particular grade level, avoidance of
nonsense words and avoidance of homonyms as distracters. The passages
for the comprehension test were specially written to maintain a high
level of children’'s interest while providing a range of difficulty in
vocabulary and structure particularly appropriate to children in early
grades.

The test may be adwinistered to groups of 10 to 15 children. In
this study, the group size for test administration ranged from 7 to 13,
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depending on the classroom. Directions and instructions suggested 1n
the Teacher’s Manual were strictly adhered to.

Jeacher Interviews and Classroom Observations

Teacher Interviews
Teacher interviews, as well as classroom observations yielded

i

information concerning the classroom environment. Structured interviews
were carried out with a provision for topics or issues raised by the
teachers. A1l teachers were administered the same set of questions but
additional information was obtained depending on how t=2achers responded.
Interviews with the teachers were recorded at a time which was
convenient for them, usually during lunch break. Teachers were asked
questions related to their teaching of language arts, how they introduce
reading to children at the beginning of the year as well as the
modifications made during the year. Questions concerning use of the
school and class libraries, books and other sources of printed material
were also 1ncluded. Teachers were asked to identify the type of
environment which, in their opinion, helps children become better
readers. Methods which they frequently use to promote reading growth in
their classroom were also identified. A list of the questions asked
during the interview is found in Appendix G.
c 0 vati

Classroom observations were included in the study to provide
evidence of the classroom environment and the reading instruction which
children were exposed to. Long hours of observation were not possible
owing to the timetables of each classroom. A rotating five day
schedule, lessons for music, art, gym and French, having only half the
class with the regular teacher while the other children were engaged in
another part of the school building, were all constraints which
restricted observations. Each of the six classrooms was observed for a
minimum of 1.5 hours during a reading/language lesson. Detailed field
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notes were taken of conversations, explanations and activities which
went on during the lesson. The duration and changes 1n activities were
also recorded. Ffinally, the physical arrangement of the room as well as
available teaching aids were described.

Data from intarview responses and field notes were analyzed
according to the categories devised by Stahl and Miller (1989). For the
purpose of the study the classrooms have been identified as following a
traditional approach or a whole language method. All s1x classrooms
could be categorized on the basis of characteristics observed 1n each
room. Classrooms rated as following a whole language approach are those
which (a) emphasize the children’s own language through experience
charts or through invented spelling, (b) are child-centered rather than
teacher-centered, (¢) emphasize use of trade books rather than basals,
(d) teach phonics/decoding lessons as the need arises rather than in
isolation. Of the six classrooms observed, five could be categorized as
following a whole language approach according to the above-mentioned
specifications. In one classroom, there was greater emphasis on
teacher-centered activities, basal readers were widely used and phonics
lessons were regularly done. Thus, the classroom followed a traditional
approach.
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RESULTS
This chapter introduces the results which are organized according
to the general rationale of the study, as addressed i1n the 1iterature
review and the specific questions outlined in the purpose of the study.

Home

In order to test the hypothesis that the combination of home
environmental context and children’s interactions with print have a
differential influence on five literacy abilities prior to formal
instruction 1n grade 1, a 1 X 4 multivariate analysis of variance was
conducted. Table e shows the means and standard deviations for the
literacy abi1lities dependent variables. An overall multivariate
Hoteliings test at .4956 showed no significance E(3, 140 = 1.54,
p<.098).

As the literacy abilities under study are not 1ikely to have
developed equally by the time children are about to start formal
reading, further analyses were conducted on combinations of th~ five
Titeracy abilities of interest in order to identify those which are
sensitive to the home environment and print interaction at this point in
time. This approach is necessary to fit a developmental framework of
reading. Within such a framework, reading cannot be vonceived of as a
unidimensional construct.

To test the hypothesis that the combination of home environmental
context and children’s interactions with print have a differential
influence on book and code knowledge and print awareness prior to formal
instruction, a 1 X 4 multivariate analysis of variance was conducted.
The means and standard deviations for the two literacy variables are
indicated 1n Table 3. An overall multivariate Hotellings test at .4185
was significant F(2. 100 = 3.49, p<.004). Univariate tests (Table 4)
indicate a significant effect for book and code knowledge F(3, 52 =
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Means anrd Standard Deviations for the Literacy Abilities Prior to Formal

Instruction

Rich-Rich Rich- Moderate- Moderate-
Moderate Rich Moderate

Literacy Abilities X SD X SD X sD X SD
Book and Code 15.96 3.06 14.21 2.12 14.30 2.36 11.80 2.44
Print Awareness 14.46 3.16 14,43 4.24 11.80 4.73 10.70 4.08
Strategicness 33.50 17.01 33.64 22.44 33.90 22.69 26.50 15.49
Accuracy 62.00 32.60 51.64 32.15 43.40 21.49 39.00 29.29
Fluency 1.27 0.83 .86 0.54 0.90 0,32 0.80 0.42
Note: Rich-Rich = Rich environment-Rich interaction

Rich-Moderate = Rich environment-Moderate interaction
Moderate-Rich = Moderate environment-Rich interaction
Moderate-Moderate = Moderate environment-Moderate Interaction
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Table 4

Univariate Analysis for Two Literacy Abilities for the Home Group Main
Effect Prior to School Instruction

Univariate Analysis of Variance

Source of
Variation Variables DF MSHyn MSError F

Home Environ-
ment Book & code 3,52 40.32 6.87 5.87
Interaction
Groups Print awareness 3,52 45.75 15.28 2.99

002

.039
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5.87, p<.002) and for print awareness [(3, 52 = 2.99, p<.039). This
result 1ndicates that there 1s a statistically significant difference
between one or more home groups and children’s performance on both book
and code knowledge and print awareness. In order to determine which
group was significantly different, a Scheffé post-hoc test was done
(Table 5).

For the book and code knowledge variable there was a significant
difference between the performance of children from a rich environment-
rich 1nteraction group as compared to the children 1n a moderate
environment-moderate i1nteraction group (critical difference value 2.69,
F3, 52). There are no other significant differences among any other
groups on this variable. A Scheffé post-hoc text for print awareness
(Table 6) showed no significant difference between any two groups
(critical difference value 4,02, F3, 52). However, the difference 1in
means between the rich environment groups of children and the moderate
environment-moderate interaction children approach statistical
s1gnificance.

In order to test the hypothesis that the combination of home
environmental context and children’s interactions with print have a
differential influence on book and code knowledge, print awareness and
accuracy prior to formal instruction in grade 1, a 1 X 4 multivariate
analysis of variance was conducted. The means and standard deviations
are shown in Table 3. An overall multivariate Hotellings test at .4381
F(3, 146 = 2.37, p<.016) was significant. Univariate tests (Table 7)
indicate significance for book and code knowledge F(3, 52 = 5.87,
p<.002) and print awareness F(3, 52 = 2.99, p<.039). There was no
significance for accuracy.
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X

Moderate-
Rich

1.66
0.09

X

Moderate-
Moderate

4.16%
2.41
2.50

Table 5
Book and Code Knowledge: Absclute Value of Differences Among Means
(MSerror = 6,87, p=4, n =22, 14, 10 10).
X X
Rich-Rich Rich-
Moderate
Rich-Rich X 15.96 - 1.75
Rich-Mod X 14,21 -
Mod-Rich X 14,30
Mcd-Mod X 11,80

*p<.05

Note: Rich-Rich = Rich environment-Rich interaction
= Rich environment-Moderate interaction
Mcderate~Rich = Moderate environment-Rich interaction
Moderate-Moderate = Moderate environment-Moderate interaction

Rich-Moderate

-2
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Table 6

Print Awareness: Absolute Value for Differences Among Means (MSerror =
15,28, p =4, n = 22, 14, 10, 10).

X X X X
Rich—-R1ich Rich- Moderate- Moderate-
Moderate Rich Moderate
Rich-Rich X 14.46 - 0.03 2.66 3.76
Rich-Mod X 14.43 - 2.63 3.73
Mod-Rich X 11.80 - 1.10
Mod-Mod X 10.76 -

Note: Rich-Rich = Rich environment-Rich interaction
Rich-Moderate = Rich environment-Moderate 1nteracticon
Moderate-Rich = Moderate environment-Rich i1nteraction
Moderate-Moderate = Moderate environment-Moderate interaction
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Table 7
Univariate Analysis for Three Literacy Abilities for the Home Group Main

Effect Prior to School Instruction

Univariate Analysis of Variance

Source of
Variation Variables DF MSHyp MSError F

Home £nviron-

ment Book & code 3,52 40.32 6.87 5.81
Interaction
Groups

Print awareness 3,52 45.75 15.28 2.99

Accuracy 3,52 1543.79 915.99 1.69

.002

.039

.182
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In order to test the hypothesis that the combination of home
environmental context and children’s i1nteractions with print have a
differentral 1nfluence on bock and code knowledge, print awareness and
fluency prior to formal instruction 1n grade 1, a 1 X 4 multivariate
analysis of variance was conducted. Means and standard deviations are
shown 1n Table 3. An overall multivariate hotellings test at .4537 F(3,
146 = 2.45, p<¢.012) was signmificant. Univariate tests (Table 8)
indicate significance for book and code knowledge F(3, 52 = 5.87,
p¢.002) and print awareness F(3, 52 = 2,99, p<.039). There was no
significance on the fiuency measure.

In order to test the hypothesis that the combination of home
environmental context and children’s interactions with print have a
differential influence on book and code knowledge, print awareness and
fluency prior to formal instruction in grade 1, a 1 X 4 multivariate
analysis of variance was conducted. Means and standard deviations are
shown 1n Table 3. An overall multivariate Hotellings test at .4780 E(3,
143 = 1.90, p<.039) was significant. Univariate tests (Table 9)
indicate that book and code knowledge F(3. 52 = 5.87, p<.002 and print
awareness F(3, 52 = 2.99, p<.039) were significant.

This series of hypothesis on literacy abilities confirms that at
the beginning of grade t, prior to formal 1nstruction, the combined home
environment and children’s interaction with print have an influence on
two of the five developing literacy abilities. While accepting that
reading growth 1s a multidimensional construct, as 1s to be expected,
not all abilities are sufficiently developed at the time children are
about to start school.

In order to test the hypothesis that children’s views on reading
have an influence on their performance on five literacy abilities prior
to formal i1nstruction a 1 X 3 multivariate analysis of variance was
done. An overall muitivariate Hotellings test at .2169 EF(2, 104 = 1.13,
p<.349) was not significant.
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Table 8
Univariate Analysis for Three Literacy Abilities for the Home Group Main

Effect Prior to _School Instruction

Univariate Analysis of Variance

Source of
Variation Variables DF MSHyp MSError F P

Home Environ-

ment Book & code 3,52 40.32 6.87 5.87 .002
Interaction
Groups
Print awareness 3,52 45.75 15.28 2.99 .039

Fluency 3,52 0.80 0.40 2.03 .122
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Table 9

Univariate Analysis for Four titeracy Abilities for the tome Group Main Effect

Prior to School Instructicn

Univariate Analysis of Variance

Source of
Variation Variables DF MSHyp MSError F P
Home Environ- Book & Code 3,52 40.32 6.87 5.87 .002
ment
Interaction
Groups Print awareness 3,52 45.75 15.28 2.99 .039

Accuracy 3,52 1543.79 915.99 1.69 .182

Fluency 3.52 0.80 0.40 2.03 .122
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Home and Classrooms
In order to test the hypotnesis that children’s preschool

experiences 1n combination with formal instruction in grade 1 influence
their growth in literacy ability, a 2 X 4 repeated measures multivariate
analysis of variance was done. Mean differences and standard deviations
for a group main effect are in Table 10. An overall multivariate
Hotellings test at .5825 F(3, 140 = 1.81, p<.C38) indicates a
significant group effect for the difference in children’'s performance on
literacy abilities prior to and fcllowing formal instruct.ion.

Univariate tests (Table 11) indicate a significant group effect for
print awareness F(3, 52 = 3.92, p<.013) and fluency E(3, 52 = 3.54,
R¢.021).

In an overall multivariate analysis for the effect of time, school
participation collapsed across groups shows significance at Hotellings
3.62 E(1, 48 = 34,77, p<.000). Pre- and post-test means and standard
deviations for the entire sample for the set of literacy variables are
in Table 12. Univariate tests indicate that the difference 1n time is
associated with four abilities: book and code knowledge EF(1, 52 =
102.19, p<.000), print awareness E(1, 52 = 13.13, p<.001), accuracy E(1,
52 = 119.86, p<.000) and fluency E(1, 52 = 16.13, p<.000). These
results are recorded in Table 13.

In order to determine whether the correlations are not related or
to establish their independence from one another, correlations were done
among each of the measures of literacy ability for the whole population
(Table 14). These correlations indicate that the dependent variables
are reasonably independent of one another and in most cases
significantly related., The table also indicates that all variables are
significantly correlated to accuracy. Strategicness is significantly
correlated to accuracy only. The remaining variables - fluency, baock
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Table 10
Mean Difference and Standard Deviation for the Set of Literacy Abilities Prigr
to and Following Instruction

Rich~Rich Rich- Moderate- Moderate-
Moderate Rich Moderate
Literacy Abilities

X Diff SO X Diff SD X Diff SD X Diff SD

Book & Code 2,23 1.82 2,00 2.39 3.40 2.59 5,30 2.67
Print awareness 1,96 3.86 1.43 3.23 2.40 4.48 1,60 2.46
Accuracy 30.23 19.47 37.21 21.95 36.50 25.10 24.50 17.30
Fluency 0.55 0.86 0.64 0.75 0.30 0.48 0.10 0.32
Strategicness 0.68 19.04 -2.57 24.75 -2.10 24.76 -1.40 10.50

Note: Rich-Rich = Rich environment-Rich interaction
Rich-Moderate = Rich environment-Moderate interaction
Moderate-Rich = Moderate environment-Rich interaction
Moderate-Moderate = Moderate environment-Moderate interaction
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Table 11
Univariate Analysis for the Set of Literacy Abilities for the Home Group Main

Effect Prior to and Following Instruction

Univariate Analysis of Variance

Source of
variation Variables OF MSHyp MSError F p
Home Environ-
ment Book & code 3,52 38. 41 14.84 2.59 .063

Groups

(Post/Pre)
Print awareness 3,52 88.73 22.63 3.92 .013
Strategicness 3,62  311.22 319.14 0.98 .412
Accuracy 3,52 3404.66 1469.73 2.32 .08%

Fluency 3,52 2.66 0.75 3.54 021
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Table 12

Pre- and Post-Test Means and Standard Deviations of the Literacy Abilities for
the Entire Sample

Pre-Test Post-Test
X SD X sD
Book & Code 14.48 2.95 17. 41 3.26
Print Awareness 13.30 4.12 15.14 3.94
Accuracy 51.98 30.83 84.05 29.01
Fluency 1.02 0.65 1.46 0.83

Strategicness 32.36 18.99 31.36 12.65
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Table 13

Univariate Analysis for the Set of Literacy Abilities with Time as a Main
Effect

Univariate Analysis of Variance

Source of Variables DF MSHyp MSError F P
Variation
Time Book & code 1,52 263.68 2.58 102.19 ,000
Print awareness 1,52 86.01 6.55 13.13 .001
Accuracy 1,562 26030.47 212.17 119.86 .000
Fluency 1,52 3.98 0.25 16.13 .000
Strategicness 1,52 45,83 212.38 0.22 .644
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Table 14
Correlation Matrix for the Set of Literacy Abilities Prior to Formal
Instruction
Book & Code Print Strate- Accuracy Fluency
Knowledge Awareness gicness
Book & Code - 0.56%%xx% 0.18 0.60xxx 0.49%x%
Print
Awareness - 0.17 0.49%xx 0.24x
Strate-
gicness - 0.41%x 0.14
Accuracy - 0.70%%xx%
Fluency -

xp<.03 *xp<¢.001 xxxp<, 000
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and code knowledge and print awareness are correlated with one another
but the correlations are somewhat lower than those with accuracy.

For the total population, correlatiuns among the five literacy
variables 4 months after formal instruction (Table 15) show a similar
pattern to the correlations obtained prior to instruction in that the
variables are still relatively independent of one another or not
related. There are also some noteworthy relationships which appear to
be related to participation in schooling.

Print awareness is correlated to all the other variables. It is
especially noteworthy in these patterns that there is a significant
correlation between print awareness and strategicness (r .25). There is
a notable pre- and post-test increase in the magnitude of the
correlation between print awareness and accuracy (r .49 to r .68).
Strategicness is no longer significantly correlated to accuracy but 1t
is significantly correlated to print awareness. The correlations of
book and code knowledge as well as the correlations of fluency to the
other variables have remained stable. These patterns will be returned
to 1n the discussion section.

An overall multivariate Hotellings test (.6119) for the
interaction effect between school participation and home group indicates
significance E(3, 140 = 1,90, p<.027). Table 16 shows the pre-~ and
post-test means and standard deviations for the four environment-
interaction groups.

Univariate tests (Table 17) indicate a significant i1nteraction
effect associated with book and code knowledge F(3, 52 = 5.25, p<.003).
This indicates that there is a statistically significant difference in
the means of one or more of the home environment-interaction groups from
the beginning of the school year and after instruction over 4 months.
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Table 15
Correlation Matrix for the Set of Literacy Abilities After Formal
Instruction

Book & Code Prant Strategic- Accuracy Fluency

Knowledge Awareness ness
Book & Code - 0.48%x%x 0.04 0.74%x%xx 0.54xxx
Print Awareness - 0.25% 0.68*xx 0.40*x
Strategicness - 0.17 -0. 11
Accuracy - 0.67%%xx%
Fluency -

*p<,03 ¥xp<, 001 ¥x%p<,000
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Pre- and Post-1¢ 3t Means and Standard Deviations of the Set of Literacy Abilities for the Four Environment-

Interaction Giroups

Literacy
Abilities

Kook & Code

't int
Awatr ene«ans

Strategicness

ACCUracy

t luency

Rich-Rich Rich-Moderate
X sh X sp X SD X

15.96 3.05 18.18 3.03 14.21 2.12 16.21
14.46 3.16 16.41 3.10 14.43 4.24 15.86
33.50 17.01 34.18 14.49 33.64 22.44 31.07

62.00 32.60 92.23 26.13 51.64 32.15 88.86

127 0.83 1.82 0.91 0.86 0.54 1.50

Note- Rich-Rich = Rich environment-rich interaction
Rich-Moderate = Rich environment-moderate interaction
Moderate-Rich = Moderate environment-rich 1nteraction

Moderate-Moderate = Moderate environment-moderate interaction

SD

Moderate~Rich

X

SD

X

3.64 14.30 2.36 17.70

3.28 11.80 4.73 14.20

12.47 33.90 22.69 31.80

30.24 43.40 21.49 79.90

0.

94

0

.90

0.32

1

.20

3

sSD

.71

4.39

9.66 26.50 15.

28

0

.05

.42

X
11.80 2
10.70
39.00 29.

0.80 0

Moderate-Moderate

4.

.42 0

SD

.44 17.

08 12.

49 25.

29 63.

X SD
10 2.47
30 4.81
10 10.31
50 27.48
.90 0.32
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Table 17

Univariate Tests for the Set of Literacy Abilities for Group X Time

Interaction Effect

Univariate Analysis of Variance

Source of
vVariables Variable DF MSHyp MSError F P
Group X Time Book & code 3,52 13.56 2.58 5.25 .003
Print
Awareness 3,52 1.06 6.55 0.16 .921
Strategic-
ness 3,52 18.42 212.38 0.09 .967
Accuracy 3,562 202.42 217.17 0.93 .432

Fluency 3,52 0.36 0.25 1.47 .235
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In order to determine which of the different group means was
significantly different, a Scheffé post-hoc test was computed on the mean
difference scores (Table 18). The moderate environment-moderate interaction
group was significantly different from the other three groups (critical
difference value 1,24, E3, 52). Also, the moderate environment-rich
interaction group was significantly different from the rich environment-
moderate 1nteraction group. This pattern of results suggests that children
with moderate home environments show greater improvement 1n book and code
knowledge when school participation interacts with the home environment.

To test the hypothesis that children’s views on reading have an
influence on their performance on five literacy abilities after formal
instruction a 1 X 3 multivariate analysis of variance was done. An
overall multivariate Hotellings test at .3142 F(2, 104 = 1,63, p<.107)
was not significant.

In order to test the hypothesis that literacy ability scores,
after 4 months of formal instruction for children with a Code+
perception of reading, are correlated to their end of the year scores on
an achievement test, Pearson’s coefficient correlations were computed
(Table 19).

Strategicness has no significant correlation to either the
vocabulary, the comprehension or the combined score on these two tests.
The remaining four literacy abilities are all significantly correlated
to the veccabulary, comprehension and total score. Of these four
literacy abilities, fluency has the lowest correlations with the
achievement test and its components. The majnitude of the correlations
between the achievement test scores and print awareness are greater than
the correlations obtained with the fluency variable. The magnitude of
the correlations between book and code knowledge and the achievement
scores are greater than the correlations obtained with word accuracy,
more specifically between the comprehension scores and word accuracy.
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Table 18

Book and Code Knowledge nteraction: Group X Time): A ute val for
Differences Among Mean Differences (MSerror - 2.58, p = 4, n = 22, 14, 10, 10)

X X X X
Rich~ Rich- Moderate- Moderate-
Rich Moderate Rich Moderate
Rich-Rich X D1ff 2.23 - 0.23 1.17 2.97%
Rich-Mod X Diff 2.00 - 1.40% 3.30%
Mod-Rich X Diff 3.40 - 1.90%
Mod-Mod X Diff 5.30 -
xp<,05

Note: Rich-Rich = Rich environment—-Rich interaction
Rich~-Moderate = Rich environment-Moderate interaction
Moderate-Rich = Moderate environment-Rich interaction
Moderate~-Moderate = Moderate environment-Moderate 1interaction
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Table 19
Correlations between the Set of Literacy Abilities after Formal Instruction
and Scores on an End-of-vear Achievement Test for Children with a Code+

Perception of Reading

Vocabulary Comprehension Total
Book & Code 0.72%x 0.77*x 0.77%x
Print Awareness 0.60%x 0.64%% 0.64%x
Strategicness -0.10 0.09 -0.01
Accuracy 0.76xx 0.84xx 0.83%x
Fluency 0.57% 0.57% 0.59%

xp <.001 xxp <,000
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Classrooms

In order to test the hypothesis that teachers have a differential
influence on literacy as 1t is measured by the five literacy abilities,
a 1 X 6 multivariate analysis of variance was done. The means and
standard deviations for the five variables for children 1n six
classrooms are 1n Table 20. An overall multivariate Hotellings at .8866
E(5, 242 = 1.72, p<.021) was significant.

The univariate analyses (Table 21) indicate that significance 1s
associated with print awareness F(5, 54 = 3.30, p<.011), accuracy F(5,
54 = 3.98, p<.004) and fluency E(5, 54 = 3.11, p<.0158). A Scheffé post-
hoc test was computed to find out which classroom/s differed from the
others 1in the children’s performance on print awareness (Table 22). On
the print awareness ability (critical differenca value 4.18, E5, 54)
Class 1 was significantly different from Class 6. Class 2 was
significantly different from Class 6. Class 3 was significantly
different from Class 6. A second Scheffé post-hoc test was computed
(Table 23) to find out which classroom/s differed from the others 1n
children’'s accuracy of word reading. On the accuracy variable (critical
difference value 27.97, E5, 54) Class 1 differed from Class 5. Class 1
was also significantly different from Class 6. Class 3 was
significantly different from both Class 5 and Class 6.

The third Scheffé post-hoc test (Table 24) was computed to find
out which classroom/s differed significantly from the others in
children’s fluency in reading in an assisted conditicn. On the fluency
measure (critical difference value .83, E5, 54) Class 5 differed
significantly from both Class 1 and Class 3. In addition Class 3 was
significantly different from Class 6.

It is interesting to note that Class 1 and Class 3 are
consistently and significantly different from Class 5 and Class 6 on
these three literacy abilities. This pattern will be taken up in the
discussion section.
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Table 20
M f an viations for t t of Literacy Abilities Classroom

Peiformance After Instruction

Literacy
Abilities Class Class Class Class Class Class
1 2 3 4 5 6
Book & X 18.27 15.90 18.64 17.60 17.80 15.38
Code
Knowledge SD 3.26 3.38 3.14 3.51 2.66 3.66
Print X 17.09 16.30 16.46 15.60 13.30 12,00
Awareness
SD 3.08 3.62 2.42 3.65 4.67 4,56
Strategic- X 36.36 30.70 30.45 29.80 26.90 29.77
ness
SD 11.27 12.79 15.15 9.52 10.42 14.94
Accuracy X 101.10 80.40 101.00 82.60 71.00 63.54
SD 12.86 30.49 24,11 38.32 31,05 23.33
Fluency X 1.82 1.50 1.91 1.40  0.90 1,08

SO 0.87 0.97 0.94 0.89 0.32 0.28




Table 21

nivariate Analysi

for th

f

Effect After Formal Instruction

iter Abilities for

Results

IRR|

ssroom_Main

Source of

variation Variabies

Classroom

Book &
Code

Print
Awareness

Strategic—
ness

Accuracy

Fluency

Univariate Analysis of Variance

DF

5,54

5,54

5,54
5,54

5,54

MSHyp

19.90

47.

102.

19

56

2719.20

1.

73

MSError

10.77

14,28

167.69
683.62

0.56

1.85

3.30

0.61

3.98

3.1

. 119

.01

.691
.004

.015
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Table 22
Print Awareness: solute vValue for Differen Among Means After Formal
Instruction (MS error = 14.28: p = 6; n= 11, 10, 11, 5, 10, 13)
X X X X X X
¢cl.1 ¢cl. 2 ¢1.3 ¢Cl.4 cCl.5 1. 6
cl. 1 X 17.09 - 0.79 0.63 1.49  3.79 5.09%
¢1. 2 X 16,30 - 0.16 0.70  3.00 4.30%
C1. 3 X 16.46 - 0.86  3.16 4.45%
cl. 4 X 15.60 - 2.30 3.60
¢l. 5 X 13.30 - 1.30
¢l. 6 X 12,00 -

xp ¢.05
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Table 23
Accuracy: bsolute Value for Differences among Means after For

Instruction (MS error = 683,62, p, = 6, n =11, 10, 11, 5, 10, 13)

X

>|
>
>
>\
>|

cl. 1. C1. 2 cl. 3 Ci. 4 Cl. § Cl. 6

Cl. 1 X 101.10 - 20.70 0.10  18.50 30.10%  37.56%
Cl. 2 X 80.40 - 20.60 2.20  9.40 16.86
C1. 3 X 101.00 - 18.40 30.00%*  37.46%
Cl. 4 X 82.60 - 11.60 19.06
Cl. § X 71.00 - 7.46
Cl. 6 X 63.54 -

xp <.05
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Table 24
Fluency: Absolute Value for Differences Among Means After Formal
Instruction (MS error = ,5568, p = 6, n = 11, 10, 11, 5, 10, 13)
X X X X X X
Cl. 1Cl. 2 C1.3 C1.4 C1.5 Cl. 6
c1. 1 X 1.82 - 0.32 0.09 0.42 0.92% 0.74
Cl. 2% 1.50 - 0. 41 0.10  0.60 0.42
¢l. 3 X 1.91 -~ 0.51  1.01% 0.83%
Cl. 4 X 1.40 - 0.50 0.32
cl. 5 X 0.90 - 0.18
Cl. 6 X 1.08 -

*p <.05
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Conditions of Reading

In order to test the hypothesis that children’s use of strategies
differs according to the reading condition prior to formal instruction,
a1l X 2 multivariate analysis of variance was done. An overall
multivariate Hotellings test at 2.2198 E(1, 56 = 29.82, p<.000) was
significant. Table 25 shows the means and standard deviations for three
strategies and accuracy of words read in an assisted and unassisted
reading condition. Univariate tests (Table 26) i1ndicate a significant
difference in the frequency of words i1gnored Z(1, 59 = i3.37, p<.000),
frequency of phonetic cues used F(1, 59 = 10.99, p <.002) and 1n the
number of words read accurately F(1, 59 = 109.58, p <.000).

In order to test the hypothesis that children’s use of strategies
differs according to the reading condition after formal instruction, a 1

X 2 multivariate analysis of variance was done. An overall multivariate
Hotellings test at 7.3275 FE(1, 56 = 102.59, p <.000) was significant.
Table 27 shows the means and standard deviations for three strategies
and accuracy of words read in an assisted and in an unassisted reading
condition, following formal instruction. Univariate tests (Table 28)
indicate a significant difference in the frequency of rereadings F(1, 59
= 6.23, p <.015), phonetic cues used F(1, 59 = 58.53, p <.000) and
number of words read accurately F(1, 59 = 386.93, p <.000).

In order to determine whether students make adaptations i1n the use
they make of strategies and change in the number of words which they
read accurately, correlations were carried out, collapsed over time and
conditions. It would be expected that the correlations would be high if
children were unaffected or did not adapt to the condition under which
reading takes place. Correlations among the three strategies and word
accuracy used in both reading conditions at two points 1n time are shown
in Table 29. As shown in Table 29, there are moderate or low
correlations between the use made of several strategies and word
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Means and Standard Deviations for Accuracy and Strategies Used in Both

eading Conditio rior to Fo truction
Ignores Rereads Uses Accuracy
Words Phonetic
Cues
X SD X sD X SD X sD
Condition 1
Unassisted
Reading 3.97 6.09 0.77 1.13 7.87 9.65 16.18  13.91
Condition 2
Assisted
Reading 8.15 7.86 0.48 1.05 4,77 7.38 34.28 18.84
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Table 26

Univariate Analysis for Strategies and Word Accuracy for the Reading

Condition Main Effect Prior to School Participation

Univariate Analysis of Variance

Source of
vVariation Variables DF MSHyp MSError F P

Condition Ignores
Words 1,59 525.01 38.25 13.73 .000

Rereads 1,59 2.41 1.12 2.15 .148

Uses
Phonetic
Cues 1,59 288.30 26.23 10.99 .002

# of Words
Read
Accurately 1,59 9828.30 89.69 109.58 .000
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Table 27
M t r i for A St i Used in Both
Reading € itions Aft ma t i0
Ignores Rereads Uses Accuracy
Words Phonetic
Cues
X ) i3 SD X SD X SD
Condition 1
Unassisted
Reading 3.37 3.96 0.80 1.30 12.60 9.69 31.53 14.72
Condition 2
Assisted
Reading 3.83 4.38 0.38 1.04 4.23 3.66 51.40 15.56
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Table 28
Univariate Analysis for Strateqies and Word Accuracy for the Reading
Condition Main Effect after School Participation
Univariate Analysis of Variance
Source of
Variation Variables DF MSHyp MSError F P

Condition Ignores
words 1,59 6.53 13.23 .49 .435

Rereads 1,59 5.21 0.84 6.23 L0185

Uses
phonetic

cues 1,59 2100.03 35.88 58.53 .000

# of words
read
accurately 1,59 11840.53 30.60 386.93 .000
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Correlation Matrix for the Total Use of Three Strateqies and Agcuracy

Accuracy Uses Phonetic
(Pre-Post) Cues(Pre,Post)
¢ G ¢, G

Accuracy - 0.41%%xx

Uses Phonetic
Cues -

Ignores Words

Rereads

xp <.054 *¥p <.008

Ignores Words Rereads
(Pre, Post) (Pre,Post)
Cy» C2 Ci ¢
-0.21% 0.31%x
-0.10 0.33%xx

- 0.11

-

xkxp <.005 **x¥xp <.000
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accuracy and between pairs of strategies. Accuracy 1s significantly
correlated to phonetic cue use and rereading. It 1s significantly but
negatively correlated to words ignored. Phonetic cue use 1s also
significantly correlated to rereadings. It 1s 1nteresting to note that
the strategy of ignoring words is not significantly correlated to other
strategies. The pattern in this set of correlations suggests that
children’s use of strategies and accuracy of word reading are sensitive
to the reading condition.

In order to determine the relationship between the use of
strategies and accuracy of word reading in an assisted as well as in an
unassisted reading condition, correlations were done, collapsed over
time (Table 30 and Table 31 for the unascisted and assisted conditions
respectively).

In an unassisted reading condition, the i1gnored words strategy 1s
not significantly correlated to any other strategy or to word accuracy.
In the same reading condition, the rereading strategy 1s signifaicantly
correlated to the number of words read accurately and to phonetic cue
use.

In an assisted reading condition, rereading 1s not significantly
correlated to accuracy of words read or phonetic cue use. Thus, with
more context available, children need less rereadings. While there is
no correlation between phonetic cue use and words ignored 1n an
unassisted reading condition, there is a significant but negative
correlation between these two strategies in an assisted reading
condition. Phonetic cue use is significantly correlated to accuracy of
words read in both the unassisted and assisted reading conditions. The
negative correlation between phonetic cue use and ignored words and the
positive correlation between phonetic cue use and accuracy in the
assisted reading condition suggest a tendency for children to make use
of either phonetic cues or to ignore words. This concurs with Sulzby’s
(1985) definition of the "strategy-imbalanced” reader who sporadically
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Table 30
Correlation Matrix for the Three Strategies and Accuracy in an
Unassisted Reading Condition
Accuracy Uses Phonetic Ignores Words Rereads
(Unassisted Cues (Unassisted (Unassisted (Unassisted
Reading) Reading) Reading) Reading)
Accuracy - 0.35% -0.03 0.37*x
Uses Phonetic Cues - 0.11 0.43*xx
Ignores Words - J.01

Rereads -

* p <.003 *x p <.002 xxxp <,000




Table 31
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Correlation Matrix for the Three Strateqies and Accuracy 1n_an Assisted

Reading Condition

Accuracy
Uses Phonetic
Ignores Words

Rereads

Accuracy
(Assisted
Reading)

Cues

Uses Phonetic
Cues (Assisted
Reading)

0.30%x

xp <.011

Ignores Words Rereads
(Assisted (Assisted
Reading) Reading)
~0.18 0.1
-0.32%x 0.01

- 0.19

x%p <.007
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shows that s/he has some control over neglected strategies. These
patterns will be discussed further in the discussyon section.

To determine the consistency of students’ use of strategies and
word accuracy in an unassisted and assisted reading condition (Table 32)
their performance on each variable across conditions were correlated.
The highest correlation was obtained for the number or words read
accurately in an assisted and in an unassisted reading condition (r
.85). The lowest correlation was obtained between i1gnored words in an
assisted reading condition and the ignored words 1n an unassisted
reading condition (r .27). Highly significant but moderate correlations
were obtained for phonetic cues used in assisted and unassisted reading
conditions (r .53) and rereading in both reading conditions (r .46).
Thus, the number of words read accurately appears to be more stable over
conditions of reading. There is greater variability among the magnitude
of the correlations for the three strategies. The low correlations
obtained for phonetic cue use (r .53), rereadings (r .46) and words
ignored (r .27) suggest that these strategies are related to the
rereading condition with the ignoring words strategy being most
sensitive to changes in reading conditions.

To determine 1f children’s word accuracy and use of stirategies at
the beginning of school is generalizable to their word accuracy and use
of strategies after schocl participation, correlations for the three
strategies and word accuracy prior to and following formal instruction
(Table 33 and Table 34 respectively) were done.

Prior to formal instruction, there is no significant correlation
for the 1gnored words strategy and any of the other strategies. Nor
does the ignored words strategy correlate with accuracy of words read.
Rereading correlates significantly with phonetic cue use and accuracy of
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Table 32

Correlations Between Unassisted and Assisted Reading Performance in Word

Accuracy, Use of Phonetic Cues, Words Ignored and Rereading

Accuracy Uses Phonetic Ignores Words Rereads
(C; to C)) Cues (Cy to C;) (C, to C,) (C, to Cy)
Accuracy 0.85%x
Uses Phonetic Cues 0.53*%x
Ignores Words 0.27%
Rereads 0.46%%

xp <.018 xxp <.000
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Table 33

Correlation Matrix for the Three Strateqies and Accuracy at the Pre-Test

Stage
Accuracy Uses Phonetic Ignores Words Rereads
(Pre-test) Cues (Pre-test) (Pre-test) (Pre-test)
Accuracy - 0.45%%xx -0.03 0.33%x
Uses Phonetic Cues - -0.08 0.27%
Ignores Words - 0.19
Rereads -

*p <.017 xxp <.005 *x%p <.000




Table 34
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Correlation Matrix for the Three Strateqies and Accuracy at the Post-Test

Stage
Accuracy Uses Phonetic Ignores Words Rereads
(Post-test) Cues(Post-test) (Post-test) (Post~test)
Accuracy - 0.27xx -0.27%xx 0.21%
Uses Phonetic Cues - -0.13 0.36%%x%x
Ignores Words - -0.1

Rereads

xp ¢,05 xxp <,019  *xxp <.018 xxxxp <,002
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word reading. Phonetic cue use correlates significantly with both
accuracy of words read and rereading. There is no significant
correlation between phonetic cue use and ignored words. The number of
words read accurately correlates significantly to phonetic cue use and
rereading. It does not correlate significantly with ignored words.

This pattern of correlations prior to formal instruction is very
similar to the pattern of correlations obtained among the same three
strategies and accuracy of word reading after school participation
(Table 34). There are however some exceptions.

There is a significant negative correlation between words ignored
and the number of words read accurately. Ignored words do not correlate
significantly either with phonetic cues or with rereading. Although
other significant correlations after formal instruction are the same as
the significant correlations prior to schooling, the magnitude and
significance of the correlations are different. There is a decrease in
the significance and magnitude of the correlations between accuracy and
phonetic cue use as well as accuracy and rereading. The magnitude and
significance of the correlation between the phonetic cues and rereading
increases. These results suggest that as children increase their
accuracy, they tend to rely on these three strategies less often.
Secondly, over time, children who reread more tend to make more use of
phonetic cues.

tegies and Word-Accur i n i Reading Condition

In order to test the hypothesis that there is a differential
influence of the levels of home environment and children’s interactions
on children’s use of strategies and word accuracy in an unassisted
reading condition, a 1 X 4 multivariate analysis of variance was done.
An overall multivariate Hotellings test at .7120 E(3, 128 = 1.13, p
<.322) showed no significance. Thus, the combination of hume
environment and children’'s interactions do not have a significant
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influence on word accuracy or the strategies which children use 1n an
unassisted reading condition prior to formal 1instruction.

In order to test the hypothesis that the home environmental
context and participation 1n school have a differential 1influence on
children’s use of strategies and word accuracy in an unassisted reading
condition, a 1 X 4 multivariate analysis of variance was done. An
overall multivariate Hotellings test at .7421 F(3, 128 = 1.17, p <.273)
was not significant. This suggests that the home and classroom
environment combined do not hive a significant effect on children’'s word
accuracy or on strategies in an unassisted reading condition after 4
months of school participation.

In order to test the hypothesis that there 1s a differential
influence on word accuracy and the strategies which children use 1n an
unassisted reading condition before and after formal instruction, a 2 X
4 repeated measures mulitivariate analysis of variance was done. In an
overall multivariate analysis for the home environment-interaction group
main effect a Hotellings of .7135 £(3, 128 = 1.13, p <.319) was not
significant.

An overall multivariate analysis for the main effect of time,
school participation collapsed across home environment-interaction
groups shows significance at Hotellings 2.4559 F(1, 44 = 12.01, p
<.000). Table 35 indicates the means and standard deviations for the
pre- and post-test scores of the eight strategies and word accuracy in
an unassisted reading condition. Univariate tests (Table 36) indicate
that there are significant changes in accurate prediction E(1, 52 =
10.68, p <.002), phonetic cue use F(1, 52 = 6.04, p <.017) and the
number of words which children read accurately F(1, 52 = 111.79, p
<.000).

As has been explained 1n the procedures section, some children
were able to predict accurately after repeated readings of the text or
when assisted by the researcher. Therefore a biserial correlation was
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Means and Standard Deviations far Strategies

Unassisted Reading Condition
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Predicts
Accurately

Uses Phonetic
Cues

# of Words Read
Accurately

Looks Back
Looks Forward
Ignores Words
Rereads

Predicts Sensible
Alternative

Self Corrects

>|

2.57

8.34

17.09
0.11
0.09
4.00

0.75

1.30
0.07

Pre-Test

SD

1.75

9.81

13.95
0.37
0.35

6.09

1.09
0.26

>\

3.36

13.16

32.32
0.07
0.09
3.50

0.79

0.89

0.16

Post-Test

SD

1.78

9.73

14,19
0.32
0.35
4.01

1.26

0.85
0.46
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Table 36
Univariate Analysis for Strategies Used 1n an Unassisted Reading Condition for

the Main Effect of Time

Univariate Analysis of Variance

Source of
vVariation Variables DF MSHyp MSError F P
Time Looks Back 1,52 0.02 0.13 0.16 . 687
Looks Forward 1,52 0.001 0.10 0.01 .916
Ignores Words 1,52 1.14 29.21 0.04 .844
Rereads 1,52 0.02 1.31 0.02 .892
Predicts
Accurately 1,52 18.10 1.69 10.68 .002
Predicts
Sensible
Alternatives 1,52 2.93 1.10 2.65 .109
Uses Phonetic
Cues 1,62 421.70 69.82 6.04 .017
Self Corrects 1,52 0.10 0.14 0.74 .393

# of Words Read
Accurately 1,52 5636.40 50.42 111.79 .000
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done on the scores obtained on accurate prediction and the child’s
attempt at reading in the unassisted condition. No significance
resulted between the number of words accurately predicted and the method
of presentation (r .53, p <.10 for children who tried reading text alone
immedtately or gave up altogether; r -.02, p <.10 for children who tried
the unassisted attempt after the assisted reading or who requested
researcher’s help). This implies that the significant change in the
particular strategy of accurate prediction is a true significant effect
of time and 1t is not confounded by the interactions between the
researcher and the individual students in the unassisted reading
condition.

Table 37 indicates the mean difference and standard deviations for
the two strategies and word accuracy which changed significantly over
time. The greatest change occurred in the number of words read
accurately.

An overall multivariate test for the interaction of the home
environment groups with time, at Hotellings .7287 F(3, 128 = 1.15, p
<.294) was not significant. This result as well as the non-significant
group main effect suggest that the home environment has no influence on
strategies which children use in an unassisted reading condition.

St ' ord- r in an Assisted ing Condijtio

In order to test the hypothesis that the home environment in
combination with the children’s interaction has an influence on
children’s use of strategies and word accuracy in reading a predictable
text in an assisted reading condition prior to formal instruction, a 1 X
4 multivariate analysis of variance was done. An overall multivariate
Hotellings test at .4364 F(3, 140 = 1.36, p <.177) was not significant.
This implies that no home environment-interaction group has any
significant effect on word accuracy or on the use of any one or more
strategies which were observed in the assisted reading condition.
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Table 37

Mean Differences (Post-Pre) and Standard Deviatjons for Significantly Changed

Strategies and Accuracy in an Unassisted Reading Condition

variables Pre-Test Post Test X Diff
X ) X SD X Diff SD
Accurate
Prediction 2.57 1.75 3.36 1.78 0.85 1.96
Phonetic
Cues 8.34 9.81 13.16 9.73 4.73 11.59
Word

Accuracy 17.09 13.95 32.32 14.19 15.35 10.90
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In order to test the hypothesis that the home environment and
school participation have a significant influence on children’s use of
strategies and word accuracy in reading a predictable text in an
assisted reading condition, a 1 X 4 multivariate analysis of variance
was done. An overall multivariate Hotellings test at .5249 F(3, 140 =
1.63, p <.072) was not significant.

In order to test the hypothesis that there is a differential
influence on the word accuracy and strategies which children use in an
assisted reading condition before and after formal instruction, a 2 X 4
repeated measures multivariate analysis of variance was done. An
overall multivariate analysis for the effect of group, home environment-
interaction collapsed over time was significant with Hotellings .6100
F(3, 140 = 1.90, p <.028). Table 38 shows the mean differences and
standard deviations for the four observable strategies and accuracy in
word reading for each home environment-interaction group. Univariate
tests (Table 39) indicate significance for pictorial use F(3, 52 = 4,90,
p <¢.004). The mean difference (post-pre) and standard deviations for
the pictorial use strategy in each home environment-interaction group
are in Table 40. It is interesting to note that in three groups, there
was a reduction in the use made of pictorial cues. The moderate
environment-moderate interaction group remained stable over time.

To determine which group was significantly different on its use of
pictorial cue use, a Scheffé post-hoc test was done with the mean
differences for each group (Table 41). No significant difference
(critical difference value 1.87, E3, 52) was found between any two
groups. This implies that although school participation reduced the
frequency of pictorial use for three of the four groups (rich
environment-rich interaction; rich environment-moderate interaction;
moderate environment-rich interaction) the magnitude of the difference
was not great enough to show up significantly between any two groups.
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Mean Differences (Post-Pre) and Standard Deviations for Four Home

Environment-Interaction Groups for the Strategies and Word Accuracy in

an Assisted Reading Condition

Variabies

Pictorial Use

Uses Phonetic
Cues

Rereads
Ignored Words

# of Words Read
Accurately

Rich-Rich
X Diff SD
-1.93 1.63
0.73 6.11
-0.05 2.24
-5.14 7.83
15.056  13.87

Rich-

Moderate
X Diff SD
-0.71 1.49
-1.07 9.56
-0.07 0.62
-4.71 8.02
19.14 16.21

Moderate-

Rich
X Diff SD
-1.20 2.04
-2.50 10.86
0.00 1.33
-4.10 9.88
18.60 16.75

Note: Rich-Rich = Rich environment-Rich interaction
Rich-Moderate =

Moderate~Rich = Moderate environment-Rich interaction

Moderate—Moderate

Rich environment-Moderate interaction

Moderate-
Moderate

X Diff SD
0.00 2.00

-0.30 2.63
0.10 0.32

-2.60 6.75

16.10 12.48

Moderate environment-Moderate interaction
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Table 39

Univariate Analysis for the Home Group Main Effect in an Assisted Reading

Condition
Univariate Analysis of Variance
Source of
variation Variables DF MSHyp MSError F P
Home, Pictorial Use 3,52 16.25 3.31 4,90 .004
Home &
Classroom Uses Phonetic
(Post/Pre) Cues 3,52 48,46 41.20 1.66 .18
Rereads 3,52 2.37 1.01 2.34 .084
Ignores Words 3,52 22.91 44,62 0.51 .675

# of Words Read
Accurately 3,52 1056.83 479.78 2.20 .099
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Table 40

Mean Differences and Standard Deviations for the Pictorial Use Strategy for

Each Home Environment-Interaction Group

Pre-test Post-test Difference
Pictorial _ _ -
Cues X SD X SD X Diff SD
Rich-Rich 1.91 1.63 0.68 1.17 -1.23 1.63
Rich-Mod 0.93 1.64 0.21 0.43 -0.71 1.49
Mod-Rich 2.50 1.65 1.30 1.587 -1.20 2.04
Mod-Mod 2.50 2.12 2.50 2.17 0.00 2.00

Note: Rich-Rich = Rich environment-Rich interaction
Rich-Moderate = Rich environment-Moderate interaction
Moderate-Rich = Moderate environment-Rich interaction
Moderate-Moderate = Moderate environment-Moderate interaction
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Table 4,

Pictorial Use: Absolute Value for Differences Among Mean Differences (MS
error = 3.31, p = 4. n=22. 14, 10, 10)

X X X X

Rich-Rich Rich- Moderate-  Moderate~

Moderate Rich Moderate
Rich-Rich X Diff -1.23 - -0.52 -0.03 1.23
Rich-Mod X Diff -0.T1 - -0.49 0.71
Mod-Rich X Diff -1.20 - }.20

Mod-Mod X Diff  0.00 -

Note: Rich-Rich = Rich environment-Rich interaction
Rich-Moderate = Rich environment-Moderate interaction
Moderate-Rich = Moderate environment-Rich interaction
Moderate-Moderate = Moderate environment-Moderate interaction
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In an overall multivariate analysis for the effect of time, school
participation collapsed across groups indicates significance, with
Hotellings 1.9333 F(1, 48 = 18.56, p <.000). The means and standard
deviations for the pre- and post-test scores for accuracy and the four
observable strategies in the assisted reading condition are shown 1n
Table 42. Univariate tests (Table 43) indicate significant effects for
pictorial use F(1, 52 = 10.23, p <.002), words ignored F(1, 52 = 13.16,
p <.001) and number of words read accurately F(1, 52 = 68.42, p <.000).

Table 44 indicates the mean difference and standard deviations for
the two strategies and word accuracy which changed over time. As was
the case in the unassisted reading condition, the greatest change in the
assisted reading condition from the pre-test to the post-test phase of
the study occurred with the number of words which were accurately read.

An overall multivariate test for the interaction for the home
environment-interaction group with time, at Hotellings .1355 F(3, 140 =
.42, p <.971) was not significant.
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Table 42

Pre-and Post-test Means and Standard Deviations_for the Four Strategies and
Word Accuracy in an Assisted Reading Condition

Pre-test Post-test
X SO X SD
Pictorial Use 1.88 1.79 1.00 1.54
Uses Phonetic Cues 4.86 7.60 4,38 3.72
Rereads 0.43 1.04 0.41 1.08
Ignores Words 7.96 7.56 3.57 4,22

4 of Words Read
Accurately 34.84 19.17 51.73 15.77
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Univariate Analysis for Strategies and Word Accuracy in an Assisted Reading

Condition for the Main Effect of Time

Source of
vVariation

Time

Variables

Pictorial
Use

Uses
thonetic
Cues

Rereads

Ignores
Words

# of Words
Read
Accurately

Univariate Analysis of Variance

DF

1,52

1,52

1,52

1,52

1,52

MSHyp

15.567

15.60

0.0005

432.22

7487.93

MSError

1.562

29.76

1.22

32.83

109.44

10.23

0.52

0.0004

13.16

68.42

.002

.472

. 985

.001

.000
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Table 44

Pre-test Means, Post-test Means, Mean Differences and Standard Deviations for

Significantly Changed Strategies a cur ] sjsted Reading Condition
Pre-test Post-test Difference
X ) X SD X Diff SD

Pictorial Use 1.88 1.79 1.00 1.54 -0.87 1.73

Ignores Words 7.96 7.56 3.57 4,22 -4,32 8.19

# of Words Read
Accurately 34.84 19.17 51.73 15.77 17.12 14.89
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DISCUSSION
The discussion w11l deal with the findings related to (a) the
influence of the home environment on emerging l1iteracy abilities, (b)
the cumulative effect of the home and classroom on the developing
abilities of early readers, (¢c) the effects of the classroom
environment, and (d) the effects of unassisted and assisted book-reading
conditions on children’'s use of strategies.

The Influence of the Home Environment

As previous 1investigators have assumed, the home does have an
influence on some early 1iteracy abilities which are relevant to formal
instruction 1n grade 1. Results indicate that prior to formal
instruction, interactions with print in the home differentially
influence book and code knowliedge and print awareness. These findings
concur with previous research. Print awareness has been reported
(Harste et al., 1984) as being infiuenced by parent-child interactions
with print within the home. Factors 1n the home such as parental
interest, promotion of 1iteracy and parental provision of resources for
development of literacy influence children’s book and code knowledge
(Moon & Wells, 1979; Wells, 1981, 1982, 1985). However, the results of
the present study extend the findings of previous research because the

home environment was not assumed to be a function of either the
characteristics within the home or the parent-child interactions with
print but as a function of both factors. This result supports this
assumption and previous suggestions (Hiebert, 1986a; Teale, 1981) that
children learn from the print in the home environment when 1t is used in
activities by significant others as well as when children interact with
and process print on their own. Therefore, emergent readers who
actively 1nteract with print and are immersed in a rich print

environment perform significantly better on book and code knowledge and

print awareness than children who interact moderately with a moderate
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print environment.

To further explore what particular features of the home
environment are associated with the book and code knowledge and print
awareness differences, an tem by 1tem post hoc analysis of the parent
survey was done. A1)l items were used for this description. What
follows 1s a specific comparison of the features of the home environment
for the rich print-rich 1nteraction group of child~>n and the moderate
environment-moderate interaction group of children. Availability of
print sources, parental and child reading activities, parental and child
enrolments 1n public libraries and involvement with environmental print
will be discussed.

There are differences in the accessibility and availability of
print sources in the rich-rich homes and moderate-moderate homes.
Newspapers are bought daily in 10X of the moderate home environments and
20% of the parents report buying magazines regularly. In rich-print
environments, 54.5% of the parents report buying newspapers daily and
63.6% buy magazines regularly. Availlability of books is a further
distinguishing factor between the two groups of children. Eighty-two
percent of the rich-rich group have access to tapes and accompanying
books, 30% of the moderate-moderate group have these resources. About
54.5% of the former group have a subscription to a child’s magazine in
comparison to 10X of the moderate-moderate group. Parents of children
in a rich-rich group report that they buy books for both adults and
children (81.8%). In addition, 95.5% of their children own alphabet
books; 68.2% own three or more such books. An equal number (40%) of
parents of children in a moderate-moderate group report buying books for
children only or for both adults and children. The remaining 20% never
buy books. Although 80X of parents in the moderate-moderate group
report that their children have alphabet books, only 10X own three or
more such books; 50% of these children have two alphabet books and 20%
do not have any.
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Parental and child reading activities in rich-rich homes differ
from those of parents and children in moderate-moderate families. Fifty
percent of the parents who provide a moderate print environment report
that reading is one of their pastimes. Eighty-six percent of parents 1n
rich-print environments report reading as a pastime. Of this group of
parents, 54.5% report that they read everyday whereas 31.8% read three
to four times a week. The moderate-moderate group of parents engage in
reading twice or less every week (70%) or three to four times a week
(30%). In response to the frequency with which children are read to,
68.2% of children in rich-print environments are read to five times or
more per week; 80% of the children i1n moderate environments are read to
occasionally, once or twice a week. Within these families 40% of the
mothers :1ead to the children. In the rich environment group 90.9% of
the answers indicate that both parents read to the children. Parents
who surround their families with a rich-print environment are more
likely to spend time listening to their children read and 50% do so
"sometimes” whereas 45.5% do so "often”. In the moderate-print
environment families, 40% of the parents never listen to their children
read and 50% do so “sometimes”. While being read to, 27.3% of children
in the rich-rich group just sit back and listen; 60% of the moderate-
moderate group demonstrate this behaviour. Only 20X of the latter group
take a more active role of pointing to pictures or words and turning
pages. Children with a rich-rich background are more 11ikely to engage
in multiple behaviours (59.1%) while being read to. Differences 1n
children’s interest in literature are apparent in their requests to have
books read and reread. Children in rich-print environments with which
they interact actively are reported as asking to be read to often
(72.7%) as well as request to hear the same stories reread often
(72.7%). Twenty-seven percent make these requests sometimes but none of
the parents report that their children never ask to be read to or hear
favourite stories again. Of the moderate-moderate group of children 20%
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never make a request either to be read to or to hear their favourite
story reread; 60% and 50% respectively do so sometimes whereas 20% often
ask to be read to and 30% ask for rereadings often.

There is a sharp difference in parental enrolments at public
libraries: 100% of the rich-rich group of parents report that they are
members. Twenty-three percent go every week and 27.3% go every two
weeks. Eighty percent of the parents of the moderate-moderate group are
not members of a public library. Ten percent go every two weeks and 20%
report going irregularly. Not surprisingly, these differences are
reflected in whether or not a child has a 1ibrary membership. €£ighty-
six percent of the rich-rich group of children but only 10% of the
moderate-moderate group are members of libraries.

Finally, parental activity and children involvement with print at
grocery stores varies too. Parents of the rich-rich group of chiildren
report that they often write up a shopping list (72.7%) and their
children often help with selecting products (59.1%). They often try to
read brand names aloud (45.5%). Some parents of the moderate-moderate
group never write a shopping list (50%). They report that 80% of their
children sometimes help to pick and choose products but 50% of the
children never try to read brand names aloud. Forty percent do so
somet imes.

7o discern the consistency and extensiveness of the differences
between rich environment-rich interaction children and moderate
environment-moderate interaction children and to explore further
differences in the book and code knowledge and print awareness of
emergent readers, items were selected from the concepts—-about-print
measure and environmental print-awareness measure.

The results of the book and code measure indicate that children
coming from a rich home environment with which they interact actively
perform better on a number of items than children from a moderate home
environment with which they interact moderately. 1Initial consideration
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has been given to differences on 1tems relevant to book knowledge. A1l
children 1n the rich-rich interaction group knew that print and not
pictures convey the message. They were able to point to the starting
word on the top left side of the page and accurately reported or showed
left to right movement when asked for directionality. Almost all the
children in this group (95.5%) knew where to point to when the first
line of text was read. In comparison 20X of children in a moderate-
moderate environment failed to distinguish that print and not pictures
conveys the message; 20% of the children in this group failed to show
knowledge of directionality and 30X were unable to show the researcher
where to start reading. Word-by-word pointing was not achieved by 90%
of the moderate-moderate group of children and by 59% of the rich-rich
group. Whereas 95.5% of the rich-rich group succeeded in indicating the
first and last part of the story, only 50X of the moderate-moderate
group could respond correctly to this item. Comparisons of the results
of code-knowledge items revealed differences between the two groups of
children. Differences arise 1n children’s knowledge of punctuation
marks. When questioned about the function, name or use of a question
mark, 63.6% of the rich-rich group of children and 10% of the moderate-
moderate group gave a satisfactory reply. Children with rich
environments and rich interactions were better informed about the full-
stop (77.3%) and comma (31.8%) in comparison to children from moderate-
moderate backgrounds (full-stop, 30%) and (comma, 0%). There are also
differences in children’s letter concepts. When asked to show one
letter and two letters, 95.5% of the rich-rich group did so successfully
in comparison to 80% in the moderate-moderate group. Similarly, 86.4%
of the better children were able to point to a first and last letter in
any word as compared to 60% of the moderate group of children.
Responses to the environmental print-awareness test 1ndicate that
there are differences in children’s knowledge of print environment at
the emergent literacy stage. Ten percent of children in the moderate
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environment-moderate interaction group were able to read print and
letters accurately for all four words in the context-free condition of
the environmental print-awareness test. In contrast, more children from
the rich environment and rich interaction group were able to read words
accurately 1n a context-free situation. Twenty-three percent read all
four words correctly and 9.1% read three words. Whereas 13.6% of the
children in the rich-rich group failed to read print correctly for any
word, 50% of the children in the moderate-moderate group did not succeed
in reading any word accurately.

There are also differences in children’s prior knowledge relevant
to print and the use they make of this prior knowledge to maks sense out
of print. Children from a rich environment-rich interaction group
showed evidence of having prior knowledge more often than children from
a moderate-moderate background. Fifty percent of children in the rich-
rich environment had prior knowledge for all four names of the products
used in this measure; 22.7% of the children in this group had prior
knowledge for three brand names. In contrast, 40X of children in the
moderate group had prior knowledge for all four names but none (0%)
scored accurately for three products. Whereas 10X of children in the
moderate-moderate group failed to show that they had prior knowledge for
any brand name, only 4.5% of children in the rich-rich group fall into
the same category.

There is an even bigger difference in the use which children from
different groups make of their prior knowledge relevant to print. Nine
percent of children in th3 rich-rich group use their print knowledge for
all four brand names. Eighteen percent use their knowledge for three of
the four products. None of the children in the moderate-moderate group
use their prior knowledge for three or four brand names. In fact, 50%
of the children in this group do not use prior knowledge relevant to
print for any of the brand names. On the other hand, 22.7% of children
in the rich-rich group never used their prior knowledge. A1l children
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1n both groups used their prior knowledge to explain the functional use
of the packaged products. For example, all children knew that the
Cheerios box 1s a cereal box although not everyone was able to read the
specific brand name.

Evidently, there are differences between the two groups of
children in their book and code knowledge as well as their print
awareness. These differences appear to be related to environmental
characteristics in the home and children’s interactions with the
available print. More children from a moderate environment-moderate
interaction group had difficulty in locating the beginning of the story,
the first word at the top left side of the page, the first and last part
of the story and identifying letters. They also lacked the ability to
point to words while the researcher read the story. These results are
not surprising given the limited opportunities provided in their homes.
The moderate-moderate group of children are not read to frequentiy and
are not likely to ask for stories to be read or favourite ones to be
reread. They are less likely to participate actively in story-reading
activities with an adult than the children in the rich-rich group.

The inability of children from moderate-moderate groups to use
their prior knowledge relevant to print in the print-awareness measure,
appears to be related to the children’s lack of involvement with
environmental print in grocery stores as well as the absence of
activities such as making up grocery lists. In addition, homes with
less print resources available for children to interact with appear to
contribute to a limited knowledge of print. Although these 1nferences
cannot be confirmed by previous empirical research, the data from the
parent survey appear to reinforce the expectations that a rich
environment with which children interact actively assists children in
their emerging literacy abilities.

The overall results follow the developmental theory of reading
which views reading as a multidimensional construct. Moreover, it has
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implications for what knowledge children bring to formal instruction 1n
grade 1 from different home environments. At the beginning of the
school year, when children must rely on the prior knowlaedge which they
have acquired from their home experiences, their set of literacy
abilities are not equally developed. Book and code knowledge and print
awareness were found to be most advanced abilities due to the
availability of different sources of printed material and the
interactiuvns which parents and children engage in when utilising the
available print. Before participation in grade 1 instruction, there
does not seem to be a significant variance among the children on the
other abilities (strategicness, fluency and accuracy). This suggests
that typically the home literacy experiences in which children have been
involved are not adequate enough to result in notable differences.
However, one must not infer that children do not possess strategicness,
fluency and accuracy before starting school. Al1 the children
participating in the study used some strategic behaviour and all
children read some words accurately during the assisted and/or
unassisted reading condition. Most children’s reading was word-by-word
reading (76.7%) and some childran (13.3%) could not be classified at all
because they merely recognized some words. Five percent of the children
were already reading fluently and a further 5% were reading partly in
phrases and partly words. Hiebert (1988) has inferred from a review of
studies that there is a gap between what teachers emphasize and what
children know. This led her to conclude that teachers should capitalise
on children’s prior knowledge. The data in this study suggest that
prior to instruction children vary on book and code knowledge and print
awareness as a result of differences in their home environment.
Therefore teachers ought to build on these forms of knowledge.
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The Cumulative Effect of the Home and Classroom Environment

wWhen the effects of school participation are combined with the
influence of the home environment, there are some significant
differences in the performance of the four home environment-interaction
groups on some of the children’s developing abilities. The home and
classroom environment in combination influence the development of two
dependent variables - print awareness and fluency. The greatest change
in the performance on print awareness occurred within the group of
children who had a moderate print environment at home with which they
interact actively. This suggests that the classroom may only extend the
range of print experiences for those children who were ready to and did
make the most of the moderate print environment they were offered at
home.

The fact that the fluency of reading increases for all four groups
of children following 4 months of participation in grade 1, concurs with
Allington's (1983a) hypothesis that children with a varied background of
reading experiences can understand for themselves that fluent reading 1s
a major goal. In all six classrooms participating in the study there 1s
evidence from field notes and teacher interviews of (a) teachers either
modelling syntactic and intonation cues to indicate how words are
grouped during reading, or (b) teachers allowing the children to
simultaneously listen and follow along while the teacher read aloud.
Both methods have been recommended (Aulls, 1982) to improve fluency.
Also all six teachers encouraged daily book reading or studying of
vocabulary. Thus, there appears to be a meaningful and sensible change
in fluency ability when the classroom provides these conditions
regardless of home conditions.

The largest fluancy gains were made with the two groups which had
a rich home environment. This supports Durkin’s (1974-1975) assertion
that children who have been read to, primarily by parents, have a
distinct advantage when learning to read. 1In the present study, data
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obtained from parental responses to the i1tem on the questionnaire
related to frequency of reading indicate that 42.9% of children from a
rich environment were read to five times or more a week and 17.9% of
children in this type of environment were read to three or four times a
week. In comparison, only 5.36% of children in moderate environments
are read to five times or more a week and a further 5.36% are read to
three or four times a week. Some 25% of the children in moderate print
environments are read to occasionally, once or twice a week.

Irrespective of the type of home environment or amount of
interaction with the print available, school participation has a
significant effect on most of the developing literacy abilities measured
in this study between the time children enter grade 1 and the fourth
month of school. Over this time, emergent readers’ print awareness,
book and code knowledge, accuracy and fluency significantly change.
These changes concur with previous researchers’' findings who report
differences in the print awareness responses of children at the ages of
3, 4 and 5 years (Goodman & Altwerger, 1981; Hiebert, 1978); age-
related increases in knowledge of print-related concepts (Clay, 1979),
and an increase in word accuracy as more time is spent in reading
(Dowhower, 1987; Herman, 1985) coupled with a change from word-by-word
processing to grouping of words in phrases (Aulls, 1982). In previous
research, the increase in word accuracy was observed after 7 weeks for
second-grade transitional readers (Dowhower, 1987) and over 3 months for
eight, less-able, nonfluent intermediate-grade students (Herman, 1985).
Thus, the results of the present study extend the previous findings,
related to word accuracy and fluency, to grade 1 children who have been
in school for 4 months.

The preceding results further indicate that preschool development
is not the only time span when children show truly significant literacy
growth., The initial months of formal grade 1 instruction appear to be
at least equally formative in terms of children’s development of
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literacy abili1ties as a multivariate construct. This puts a greater
onus on teachers, school administrators and educators to ensure that
facilities for a print-rich environment are provided with multiple
opportunities for children to 1nteract regularly with print 1n the
environment. Children’'s growing awareness of print has 1ts roots 1in
home and community preschool experiences. However, equally mportant
developmental changes are going on in the classroom in children's use of
old knowledge and rapid acquisition of new knowledge. This growth 1n
1iteracy knowledge assists optimal and efficient use of different
abilities 1n order to facilitate the meaning-making process of reading.

As was mentioned in the results chapter on p. 102, there are
significant and somewhat different patterns of correlations among
literacy abilities prior to and following formal instruction. Following
instruction, print awareness 1s significantly correlated to all other
abilities 1ncluding strategicness. Over time, there 1s an 1ncrease only
in the magnitude of the correlations between print awareness and fluency
and print awareness and word accuracy. The greatest change occurred in
the relationship of print awareness to accuracy of word reading. After
school participation, 49% (r .68) of the variance in children’s word
accuracy is accounted for bv their print awareness knowledge. Prior to
instruction only 25% of the variance (r .49) n children’s accuracy in
word reading was accounted for by print awareness knowledge. These
results suggest that a sustained exposure to a wide variety of print-
related experiences in different contexts affects children’s awareness
of the availability of strategies which they can use, their accuracy of
word-reading and their fluency in reading a text.

The significant correlation between print awareness and
strategicness suggests that, as a result of their improvement in print
awareness, children tend to increase their use of strategies. However,
this increase in strategicness does not have a significant relationship
to word accuracy. In fact the significant relationship which exists
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between accuracy and strategicness when children begin school, is lost 4
months later. This relationship was brought about by a small proportion
of children who were already more accurate and consequently were more
strategic. The non-significant relationship between strategicness and
word accuracy after instruction implies that an increase in word, letter
and sound knowledge enables some children to predict accurately and read
on. Hence as children grow in their code knowledge, use made of
strategies to break the code 1s less needed and to some extent
restricted. As children become more aware of the full meaning context
available, they appear to make more efficient use of strategies in
maki1ng meaning beyond decoding.

The relationship between word accuracy and fluency accounts for
49% of the variance both before (r .70) and after instruction (r .67).
This result, suggests that accuracy and fluency are stable reading
factors for the emergent and the eariy reader. As children become more
accurate 1n word reading, their fluency increases. This result supports
the findings of research done with second-grade children (Dowhower,
1987) and 1ntermediate-grade students (Herman, 1985). Children who are
not constrained to direct their attention on word-by-word deciphering,
probably focus on groups of words and phrases, thus improving the rate
of fluent processing (Aulls, 1982).

The higher correlations obtained between book and code knowledge
and fluency, as compared to the relationship between print awareness and
fluency, 1mply that the avaiiability of meaningful and whole books is a
more powerful environment for promoting fluency 1n reading books than is
responding to print n the environment. Unlike accuracy of word
reading, fluency depends on children’s unique auditory and visual
experiences with meaningful, whole text. Accuracy, unlike fluency, can
be achieved when reading 1solated words as well as with words in a
context. This explains the highly significant correlations between
accuracy and print awareness and accuracy and book and code knowledge,
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both before and after school participation.

As predicted by Aulls' (1982) developmental model of reading
acquisition, over time there 1s an increase n the magnitude of the
correlations among the 1iteracy abilities. This 1s due to the
integration among the set of developing variables. This integration of
abi1lities 1mplies that formal instruction should create a balance
between teaching words 1n 1solation and providing entire contexts for
the children to obtain meaning out of reading. Since fluency 1s related
to word accuracy, texts which contain words with which children are
familiar ought to be widely used. Word-reading accuracy 1s 1increased by
the availability of both familiar text and words 1n i1solation which are
brought to children’s attention as a means of enhancing their
envirgnmental print awareness. Thus, as Hiebert (1988) argues, children
should be required to make use of the functional knowledge they have
acquired prior to formal instruction 1n functionally meaningful
situations.

Book and code knowledge was the only ability which changed
significantly as a result of the interaction of the home environment and
classroom participation. The children in the moderate environment-
moderate interaction group were significantly different from the other
three groups in their book and code knowledge after 4 months of grade 1
instruction. The book and code knowledge of the moderate environment-
rich interaction group was also significantly different from the rich
environment-moderate interaction children. This suggests that children
who have been exposed to fewer book handling experiences at home make up
for these deficiencies within the classroom environment. Children 1n
home environments with moderate print facilities have limited exposure
to book and code knowledge. Based on the parent responses about
activities in the home, there 1s clear evidence that children 1n
moderate print environments lack essential experiences with books.

There are 5.36% of children in moderate environments who are never read
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to. There 1s no symilar case for children 1n a rich environment. Of
the parents who provide a rich-print environment, 60.7% report that both
parents read to their children. Within the moderate environments, 16.1%
of parents report that both adults read to their children. In homes
which support rich-print environments, 25.0% of the children often read
to their parents. In contrast, only 3.57% of children 1n moderate home
environments often engage 1n reading when their parents are nearby.,
Similarly, availability of tapes with accompanying books are
predominantly found in rich home environments (48.2%) but are not as
accessible 1n moderate environments (19.6%). In rich home environments
35.7% of the children have a subscription to a chi11ld’s magazine as
compared to 3.57% of children from a moderate environment who have
similar subscriptions. Of the books bought in the homes, 51.8% of
parents 1n rich home environments and 19.6% of parents 1n moderate
environments report buying books for both adults and children; 3.57% of
parents who provide moderate print environments never buy any books. Of
the ch1ld-owned books, 42.9% of children in rich-print environments have
three or more alphabet books. Within moderate home environments, 7.24%
of children have three or more alphabet books. More parents in rich
home environments report that their child is a member of a library
(55.4%). Within the moderate environment, only 7.14% of children are
members of a library.

Clearly, children coming to school from rich~in-print home
environments have had more opportunities to interact with print and
become knowledgeable about concepts of print and book handling
procedures., Thus, it 1s not surprising that the greatest changes on the
book and code knowledge ability show up with children from moderate home
environments after 4 months of school instruction. Access to the school
11ibrary, opportunities to read to teachers and other children, reading
along with the teacher, providing supplies of interesting books 1n the
classroom and encouraging children and their parents to buy books are
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all activities which were observed 1n the classrooms under study. Such
activities (a) compensated for the dearth of experiences which some
children missed out on at home and (b) reinforced the literacy
experiences and extended the literacy knowledge of those children who

had opportunities to interact with a varied array of sources of print.

Differences Among Classroom Environments

As has been discussed, the different combinations of the home
environments and print interactions, the combined effects of the home
and classroom environments and the effect of time all have a significant
influence on the development of literacy abilities. When home
conditions are collapsed over all analyses there also are significant
differences in the children’s performance on some literacy abilities due
to the 1ndividual classroom environments set up by each teacher.

On the si1x classrooms 1n the study, Class 5 would be categorized
as following a traditional approach whereas Class 1, Class 3 and Class 6
could be rated as following a whole language approach (according to
Stahl & Miller, 1989) as outlined 1n the methodology chapter. Class 2
would also fall into the whole tanguage category.

Differences n childi =n’s print awareness, accuracy of word
reading and fluency are associated to specific classrooms. The children
in Classes 1, 2 and 3 are significantly better on the print awareness
measure than children 1n Class 6. On the accuracy measure, the children
in Class 1 and Class 3 are significantly better than the cl.ildren 1n
Class 5 and Class 6. On the fluency measure, children 1n Class 5 are
significantly poorer than the children 1n Class t and Class 3. In
addition, children 1n Class 6 are significantly poorer than children 1in
Class 3 1n fluency performance. Children 1n Class 6 perform more poorly
on three literacy abilities than children in other classes. Word
accuracy and reading fluency appear to be more closely associated to
differences among classrooms than other literacy abilities. More
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specifically, Class 1 and Class 3 children are higher 1n word accuracy
than children 1n Class 5 and Class 6. Class 3 children are higher than
Class 5 and Class 6 children on fluency. Class 1 children are higher
than Class 5 children but not significantly different from Class 6
children on fluency. Therefore we might expect that the conditions in
Class 1 and Class 3 are more alike 1n terms of promoting fluency and
word accuracy than Class 5 and Class 6.

It 1s interesting to note that in this study whereas the home
environment groups differed significantly on book and code knowledge,
teachers have a differential 1nfluence on children’s environmental print
awareness. In Classes 1, 2, 3 and 6, the children’s attention 1s
directed to captions, signs and logos, just as it would be in the
environment outside the home and school. Daily written directions for
the day’s schedule (Class 1 and Class 2), putting up theme-related
captions such as, "Bears, bears, bears” (Class 3), having messages with
instructions such as "No empty milk cartons in the garbage bin" or "The
Reader’s Special Chair” (Class 6), or getting the children to think of
“places where reading can be done" and "objects where print can be
found” (Class 1 and Class 2) are all activities and messages which alert
the children’s attention and help them to focus on print. The wide
range of print-related experiences offered in these classrooms as
referred to by the teachers during interviews 1nclude:

stories, poems, songs, calendars, newspapers. All kinds of

books - picture puzzles with words...word puzzles, crossword

puzzles, computer writing..Just about everything there is.
(Teacher Class 3)

...the stencil for Math, anything...well, to me anything
that they’ve written...the calendar is printed material,
charts are printed material, they’'re being bombarded with it
continuously. ...newspaper cuttings can be a homework
assignment...to find something that they'd 1ike to share.
(Teacher Class 1)

magazines, newspapers, they have the videos, film, words on
film strips; stencils, they have blackboards charts, a
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variety,
(Teacher Class 2)

Well, they have those books, they have the names all over,
they learn each other’s names and how to spell them and all
the other things which I hang up all over the place...and I
cut out things that I see on The Gazette, mostly the fridge
door page...all of that (points to nursery rhyme charts) 1s
from the math books because each new unit has a nursery
rhyme...the directions for them to follow in the math
books...the science book...the religion book...the social
studies, the calendar...they read things even on their
pencils.

(Teacher Class 6)

From the teacher responses given in these four classrooms, as well
as the rich-print environment which was actually observed, 1t seems that
the significant difference on the print awareness variable could be
attributed to some characteristic beyond the teacher’s control. Earlhier
in the discussion (p. 151) it was reported that when the home and
classroom environments were combined, children from a moderate home
environment but active interaction were the ones who i1mproved most
significantly on print awareness. Of the children who make up this
moderate environment-rich i1nteraction group, 60% were 1n Class 6. On
the other hand 72.7% of the children with a rich-print environment at
home and rich interaction were 1n Class 1, 2 or 3. In addition, 92.9%
of children with a rich home environment but moderate interaction were
in Class 1, 2 or 3. These data suggest that although teachers try to
provide as rich an environment as they possibly can, they are
constrained by the home background of their students i1n the degree to
which they can influence the children.

Even though research (Bond & Dykstra, 1966-67; Stahl & Miller,
1989) has proved otherwise, people persist in c¢lawmming that certain

approaches will lead to more uniform results 1n children’s literacy and
reading development. However, these expectations are not substantiated
by the data 1n this study because children’s literacy and reading
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development are not solely influenced by the reading programme used in
the classroom. Given the findings of the present study, 1t appears that
the development of early reading with reference to specific 1iteracy
abili1ties 1s influenced by the prior knowledge which children acquire
from the opportunities provided within their homes, their interaction
with print yn the home environment and the environment which teachers
create for the students in the classroom. The children 1n Class 1, 2
and 3 were surrounded by a rich-print environment at home. The
teachers’ contribution to these pre-existing experiences created
s1gnificant differences between these children and the children who had
moderate environments at home, with which they interacted actively and
who were steadily accumulating new print experiences from their
classroom environment in class 6.

The preceding differeinces 1n the home environments may also
restrict teachers in the type of reading material they provide children
when they start school or even constrain them to use specific teaching
methods. Such differences 1n sources of material provided, or the
emphasis given in the classroom, may contribute to differences in
children’s accuracy of word-reading and fluency. The teacher in Class 6
reported that at the beginning of the school year, her children are:

reading only from the stuff that they are writing...I'm
reading other things from authors but they’re usually
reading their own stories and then like little rhymes...
that is the first kind of material that 1s written by
somebody else that they would really ... 'cos I find it’'s
hard for them to pick up something that they’re not familiar
with at all, you know, and to Just read it like that and I
mean the population that I get here, unless, they’ve been
taught at home, which you know, some of them are, you know,
but the majority is just mostly what they get from school.
(Teacher Class 6)

Similarly, the teacher in Class 5 (where 50% of the participating sample
came from moderate home environments and moderate interaction) believes
that her group of children, "don’t have too much background”. Thus, she
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uses basal readers because "some parents don’'t read to their children at
home. So some children’s parents depend on a basal reader”. When ashked
about the kinds of materials from which children read at the beginning
of the year, she explains:

In September, not very much...I have a picture about say a

leaf and inside there's written, "the leaves turn yellow,

red” and all that...So I make them read that, ...then I

write the same thing down on the board and then I give them

a leaf to write on and they write that, copy that down...

(Teacher Class 5)
There was a significant difference in the observed and reported
introductory approaches of these two teachers. The former makes
children use their own written materials. So children are actively
involved 1n adult-like processes of reading and writing (Hemming, 1985).
They are also using their prior knowledge. The teacher 1n Class 5 does
not immerse children in such a meaningful situation and prefers
beginning reading by isolated vocabulary instruc*ion.

Children 1n Class 3 were reading "aimost exclusively” from books
from the first day of school. They are given one book a day, every day
all year round. Children n Class 1 are exposed to a variety of
materiais. However, they too predominantly read from what they write.
In response to the question about the kinds of materials children read
from at the beginning of the year, the teacher 1n Class 1 replied:

Everything, the reading books, library bocks, papers.
Mostly, what they write 'cos I find unti1l you actually start
writing...reading is done by writing. They go hand n hand;
you cannot divorce them.

(Teacher Class 1)
These different approaches used by teachers in their attempts to immerse
children in literacy arise partly from environmental constraints outside
the class and are partly due to the teacher’s beliefs about her
students. Such variation may be accountable for significant differences
in children’s performance and achievement on both the accuracy and
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fluency abilities.

There are other notable qualitative differences 1n classroom
environments of the four teachers which contribute to different levels
of achievement 1n these two abilities. Given the conclusions thus far,
the development of both accuracy and fluency is highly dependent on the
amount of reading material which chiidren are exposed to, the diversity
of print and the opportunities which children have to interact with
these sources. In response to the question of how reading 1s introduced
to the children all teachers referred to books. However, there was a
distinction among the teachers on how books were used and what aspects
were focused on. The teachers in Class 1 and Class 3 immediately
provide books for the children to start reading. The teacher in Class 1
said she tries:

to 1mmerse them in a literate envi -onment, pictures, books,
stories, labelling; all that represents their world. I
break down each one; you become conscious of listening,
speaking, reading and writing, trying to keep a balance
hetween the four modalities; always keeping it whole,
keeping it relevant and meaningful to their own world as
much as possible.

(Teacher Class 1)

The teacher in Class 3 starts with books:

a very simple book with the same sentence on each page with
one word different and the word that’'s different would be
represented by the pictures, for example, the book might be
called "Fruit”, I have an orange, I have an apple...Then the
next day, they would get another book, all year round and I
give it to them on the very first day of school.

(Teacher Class 3)

The teacher in Class 5 provides a more limited exposure by choosing to

focus on a limited number of words.

First we show the book and we discuss the pictures in the
book and then... I choose certain vocabulary from the book

. I write them on the board and we read them, we sound
them out, the first sound, the last sound, what they hear 1in

the middle and so on ... two words, three words a day and
then they practise 1t at home and then we use it in a
sentence...

(Teacher class §)
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The teacher 1n Class 6 starts off by reading to the children but
encourages children to experiment with written and spoken language:

Most of the time I have been reading to them 11ke everyday,
a few times a day and I always... if I say things, I write

the word on the board and ... let them associate the word,
the spoken word with print ... and I try to let them do a
Tot of scribbling you know, experimenting with print so that
they w11l sort of transfer back and forth ... I just sort of

try to get them into listening to the stories first. First,
I just tell stories.

(Teacher Class 6)

The children in Class 1 and Class 3 nitially are provided with richer
experiences as well as more opportunities to interact with print. This
may account for their children’s greater achievement on accuracy of word
reading and fluency compared to the children in Class 5 and Class 6. In
addition, the way teachers conduct the reading lesson at the beginning
of the year, the degree to which children are 1nvolved and the methods
used to promote reading growth differ among these classes.

In Class 1, the teacher draws on the four components of reading,
1istening, speaking and writing during a typical reading lesson. There
are no drastic modifications to this pattern but as the teacher
explains:

You really do more or less the same - writing increases,
reading increases, ability to sit st111 and listen to one
another increases and as they (children) become more
confident and know what the expectations are, they know
they're writing for a purpose.

(Teacher Class 1)

In Class 3, the teacher’s typical reading lesson consists of a varied
range of activities. The children, individually read aloud the book
that they had taken home to a mother that comes in daily to help the
teacher. While this is being done, the class is engaged in reading a
selection or selections of poetry, songs, chants or bits of prose.

I would say, "Who can find me a space between words?; who
can find me a letter? who can find me a word that ends in a
letter or that they know how to read?; or who can find me a
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word that ends in a letter or that begins with the letter?;
or a selection of letters in the middie?” Anything, also
punctuation we talk about and then another part of the
reading lesson would be writing where they would write
either an event that happened to them or they would try to
write words underneath the pictures; I give them a
selection of pictures and just write the word underneath.
(Teacher Class 3)

Both these teachers believe that there is nothing in particular which
they emphasize more than anything else to make children aware of print.
In fact they argue that children make sense of different concepts of
print when they are ready for it. Hence they acknowledge variation
among the development of the children in class.

A sharp contrast is provided in the way the teacher in Class 5
conducts her reading lesson, Her focus is vocabulary,

I do very limited vocabulary, just enough. I don’t want to
force them down with too many. I do just a Timited... then
we use it in a sentence on a flashcard. I use flashcards
for vocabulary; first I do the vocabulary with the

flashcards, then I pick up sentences from the reader ... We
also have little ... eh the vocabulary all cut up and then
they have to put it in a sentence, then they read their
sentence.

(Teacher Class 5)

The teacher admits that of the things she does in class to make children
aware of print, she believes that the vocabulary, the emphasis on
initial letters and sounds and pointing to and sounding every word so
children become aware of each word, are the most important features of
print awareness. One of the methods used frequently to promote reading
growth in this classroom is a matching exercise involving pictures and
words or phrases that go with the illustrations.

The teacher in Class 6 encourages a read along method, "like an
oral cloze ... letting them predict what the cover ... the title 1s and
then what they expect in that story from the title”. This teacher
promotes reading growth through a combination of reading and writing:

It's kind of two-way thing. The writing is helping the
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reading, the reading helping the writing and I never can
figure out,... I can’'t have 1t separated .. 1t sort of just
flows in and out ... or through.

(Teacher Class 6)

The teacher in Class 1 sees an opportunity to promote reading growth
through any activity. She emphasizes that she “capitalises on the
children’s experience, both vicarious and primary” and this leads to
their talking about or sharing an experience. She insists on taking the
children’s world i1nto account:

taking where they’re at and taking their own experience and
relating literature ... you read a story to feel ... you
don’t read a story because you want to check comprehension
or because you want to find the main idea or you don’'t want
the sequence ... You want to use it as a relation to an
experience.

(Teacher Class 1)
The teacher in Class 3 encourages reading growth by reading 1tself,
because as she explains, her philosophy is that children learn to read
by reading. She acknowledges that children at this young age may not
find reading “"enthralling”. Therefore she encourages them to
participate in a reading activity by rewarding them with a sticker every
time they read a book. Eventualily they get a prize after reading a
determined number of books.

It seems then that several factors in the classrooms of the
teachers of Class 1 and Class 3 influence their students’ accuracy and
fluercy. Their philosophy of immediately involving children in
meaningful reading, capitalizing of children’s prior world knowledge and
making use of literature to assist children to relate and share their
experiences, putting emphasis on skills such as word knowledge, letter
identification, sounds of letters and other concepts about print in a
casual manner while reading selections of poetry, prose or songs,
encouraging them to read books and other printed material daily are all

factors which help children improve their accuracy and fluency.
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Ch1ldren are also exposed to a range of materials which increases their
vocabulary and their opportunities to 1dentify words in different
contexts. In addition, there 1s evidence, from observations and from
the teacher interviews that the teachers in both these classrooms read
to their children daily.

The atmosphere 1n Class 3 is one which naturally draws children
1nto literacy activities. The day begins with the children and teacher
discussing and reading a book selected by one of the children. The
teacher reads the book at this time. Later, one chi1id 1s chosen to be
reader of the day. S/he has to read a book of her/his choice to the
class. Mothers come 1n daily to hear the whole class i1ndividually read
a book that had been taken home the day before. Children co-operate at
the computer, writing up their own stories without any assistance from
the teacher. Creative writing 1s encouraged by the work children do 1n
their journals.

In Class 1, children are exposed to story-reading by the teacher;
they are engaged 1in journal writing about twice a week; they are given
a varied range of assignn. 3 which involve looking up information 1in
different sources (such -= 1 newspapers), questioning and filling out
information about differe, Jpics such as their parents’ favourite
books as chiidren; brain-storming sessions about particular topics where
children contribute their own 1deas; and having to read notices and
si1gn-up 1f they are interested 1in Joining in an activity, such as using
the computer during lunch time. Children 1n this classroom are al<o
allowed to visit the 1ibrary freely aside from the scheduled time on the
timetable, when they have completed their school work,

In Class 6, the children are exposed daily to journal writing
which encourages their invented spelling. They are read to by the
teacher daily, several times a day. The books are discussed and
children are given the opportunity to predict both the title and
development of the story. Predictable texts are used initially to




Discussion
167

encourage children to participate and read along with the teacher. They
are encouraged to choose several books from the class library to take
home and read. These books are not a substitute for books from the
school Yibrary. Children collaborate in pairs or g cups of three and
write stories on the computer. At least once a week, all children are
given an opportunity to read a book of their own choice to the class.
In addition, they all read their journal story to the teacher daily.
The teacher responds 1n writing and in this manner children respond
back, When children are reading books, the teacher places no emphasis
on accurate decoding of each word and possibly this explains why the
children i1n Class 6 are significantly different 1n fluency only when
compared to the children 1in Class 3.

The differences between Class 6 children and the children 1n Class
1 and Class 3, on the accuracy measure may be cdue to a greater concern
by the children themselves with an exact reading of what 1s printed.
There are differences 1n children’s level of confidence in their own
abilities and the way the teacher deals with the children in giving them
confidence 1n themselves as readers affects what childien think of the
reading process.

It 1s not surprising that 1n Class 6, where the teacher provides
opportunities for children to predict and where she prailses thase
efforts by telling the children that they are already reading, even on
the first day of school, after 4 months of school instruction, 76.9% of
the children 1n this class believe (as estimated from the reading-
perceptions interview) that everyone 1n their class 1s a good reader.

In contrast, 90.3% of the children 1n Class 1 and 63.6% of the children
in Class 3 believe that not everyone in their class 1s a good reader.
(Secondary data related to the classroom practices and how they
influence children’s beliefs about reading are provided in Appendix H).

The teacher 1n Class 3 explained that her goal 1n language arts 1n
grade 1 was to make children feel pnsitive about themselves 1irrespective
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of their level of reading ability. It is interesting to note that
during the children’s 1nterview about their perceptions of reading, some
children 1n this class 1denti1fied whether ocher children were better
readers than themselves by referring to the level at which they were
reading.

Since the children in these three classrooms are provided with a
stimulating and rich reading programme, 1t seems that the significant
differences which arise on their performance 1n the print awareness,
fluency and accuracy abilities are due to the different home
environments which they experience before coming to school. 1he
characteristics of rich-in-print home environments and the time factor
are i1nteractive features which affect the development of literacy
ab111ties and reading achievement,

The lower standard of achievement in Class 5 on the accuracy and
fluency abilities may be due to both the home environment and the
experiences which the teacher provides. The teacher 1n this class
insists on providing children with 1imited vocabulary, 1imiting the
number of books they can take from the library (only one book a week 1s
allowed) and making use of basal readers to encourage parent-child
interaction at home. The activities 1n the class are almost exclusively
conducted with the whole group. Thus, all the children are engaged in
doing the same thing at the same time. Individual attention 1s given
when the teacher goes round the class to correct the children’s work.
Reading activities generally follow the modelling patterns provided by
the teacher. Whether reading poems, rhymes or from theme-related
charts, the teacher generally reads a sentence or phrase and then asks
the children to repeat it several times. Children’s i1ndependent reading
between activities was not observed 1n this classroom. This activity
was especially noted 1n Class 6.

It therefore seems reasonable to conclude that what the teacher
does to promote reading growth as well as the type of population which
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constitutes the class are both factors which contribute to between
classroom differences 11n children’s performance on various literacy
abil1ti1es. These results sugqgest that teachers should be aware of the
children’s home environment as well as the range of experiences they
have been exposed to. By knowing what children already know about
T1iteracy and literacy contexts, teachers can be 1n a better position to
select activities which are relevant to the child’s world and which
direct the children to reinforce previous learning, modity 1t where
necessary and accommodate new 1nformation which extends her/his
developing abilities. [Indeed, as has been reported 1n previous research
(Anderson et al., 1985) and 1n pedagogical books (Duffy & Roehler,
1986), the teacher's decision-making and planning influence children's
reading achievement. Of equal importance, this study shows that given
the distribution of home environments 1n a class, the teacher’s
decisions abnut what to teach and through what experiences, will not be
equally beneficial to all children. Ideally the teacher’s decisions
should optimize the fit between the classroom and the range of

children’s prior home experiences and literacy knowledge.

Changes in Children’s Perceptions of Reading

As documented 1n a previous study (Robinson, Lazarus & Costello,
1983) children’'s perceptions about reading which are formulated before
children come to school, can be and are modified through the teacher’s
instruction.

In the present study, children’s perceptions of reading did not
have a significant 1nfluence on their literacy abilities either at the
beginning of the school year or 4 months later. However, about 50% of
the chi1ldren had changed their perception of reading over the first 4
months at school. In five classes, there were approximately the same
proportion of changes: 60% of the children changed their perception in
Class 2, Class 4 and Class 5. In Class 3 and Class 6, 45.5% and 53.6%
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respectively of the children participating changed their perception of
reading. The least number of children who altered thetr perception were
in Class 1 (27.3%). Most of the changes were from a code to a code+
perception of reading. The least number of changes occurred from a cude
to a non-code perception. None of the perceptions were specific to any
home grouping and chi-square analysis of the relationship between
children’s home environment i1nteraction and their perceptions of reading
prior to and following schcol participation were not significant (F2, 3
= 10.46, p <.10 and F2, 3 = 3.07, p ¢.80). Tables indicating the
children’'s perceptions of reading before and after school participation
for different home groups as well as for the combined home and classroom
group are shown 1n Appendix I. A commentary of the children’s
perceptions of reading for each orientation is 1n Appendix J.

For the children who had a code+ orientation i1n Jdanuary and were
in the four classrooms revisited for the achievement test 1n May, there
were highly significant correlations between their literacy abilities 1n
January and their end-of-the-year scores on the achievement test
measuring their vocabulary and comprehension. This tmplies that
children with a broader perception of reading have developed
substantially 1n their 1iteracy abilities to influence their end-of-the-
year dchievement sco es. Although the result must be interpreted
cautiously because of the small sample number, it suggests that children
should be assisted 1n developing a wide rather than narrow perspective
of the reading process. Their definition of reading should not mereily
be restricted to the code. Nor should they be encouraged to pay
attention solely to the functions and purposes of reading as perceived
by children in the non-code group. Teachers should provide
opportunities for children to increase their awareness of both aspects
of reading trying to estabiish a balance between their knowludge of
letters, sound-symbol correspondences, conventions of reading and the
meaning-making process which is essential to use reading in different
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centexts.

The correlation of the greatest magnitude was between the word
accuracy and the comprehension subscore of the Gates-MacGinitie
achievement test. This supports the notion that children whose
perception of reading constitutes both code and non-code orientations
focus on word decoding, the related grapho-phonic, semantic and
syntactic constraints as well as full use of supporting context cues.
The highly significant correlations between four of the literacy
abilities (print awareness, book and code knowledge, accuracy and
fluency) and the scores on the achievement subtests imply that 1t 1s
meaningful to look at children’s developing literacy abilities to get an
accurate estimate of the knowledge needed to perform tests traditionally
designed to place children along a normal distributiron of vocabulary and
comprehension performance scores which reflect achievement of reading
competency. Assessing reading only on the basis of an achievement test
masks changes 1n reading knowledge or literacy growth and differences 1in
children’s individual abilities prior to and during formal schooling.
Teachers need to find out about children's abi1lities and their progress
1n sets of knowledge which reflect the integration of their developing

literacy ability which ultimately become the development of a mature
reader.

Use of Strategies and Accuracy of Word-Reading
in Unassisted and Assisted Reading Conditions
In this study, strategicness was measured as an i1ndex of the

number of kinds and use of all strategies. Although strategicness does
not correlate significantly to the vocabulary and comprehension
subscores of the achievement test, this is not to be taken as an
indication that strategicness 1s not an important ability. It 1s
essential to take into consideration the demands required by the tests.
In the vocabulary exercise, children had to i1dentify the correct word
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out of a set of four to match a picture. In the comprehension test,
children had to read two sentences or a sentence and a question related
to etther one specific picture, a set of four or a series of four
pictures. Thus, children had a limited context and too short a text to
make use of several reading strategies. This result suggests that
strategicness and use made of strategies rely on task demands and the
conditions of reading. Since strategic reading 1s a characteristic
which distinguishes good and poor readers as early as grade 2 (Paris &
Myers II, 1978; Paris et al., 1983) and poor readers 1li1ke young readers
need to be taught strategies, 1t was the purpose of this part of the
study to focus on children’s developing reading strategies as they are
inf Tuenced by the reading condition, and their association with
experiences 1n the home environment and the classroom environment on

children’s development of strategies.

Overall Influences of Reading Conditions

Prior to formal instruction, children appear to be able to adapt
the strategies they use 1n reading according to the amount of assistance
they are given. Children perform significantly differently on the
amount of words ignored, the use they make of phonetic cues and their
accuracy 1n word reading in an unassisted and in an assisted reading
condition. In an unassisted reading condition chiidren appear to focus
their attention more 1ntentiy on every word., In this situation, when
they are not assisted by an illustrated text or by an adult’s reading of
the text, children get the meaning of the story primarily by focusing on
the words and using phonetic cues. Since they are unassisted, they
expect that they have to read every word to find out what the story is
about. In spite of the fact that they do not ignore many words and they
make use of phonetic cues, they do not have a high level of reading
accuracy. On the contrary, in a highly assisted reading condition, when
children have a predictable text to read and they are assisted by
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pictures, a repetitive phrase as well as opportunities to hear the text
reread, they can afford to i1gnore more words, make use of less phonetic
cues and be more accurate 1n their word reading. Following 4 months of
formal instruction, they make use of more phonetic cues 1n an unassisted
reading condition but sti111 read more words accurately 1n an assisted
condition.

These findings suggest that over 4 months, with exposure to
reading at school and at home as well as to opportunities for assisted
and repeated readings, children become more accurate readers, they
ignore fewei words than they did prior to instruction and they rely on
their own resourcefulness to sound out words when little help 1s
available.

Irrespective of the assistance given during reading, the number of
words read accurately is dependent on both the use made of phonetic cues
and rereadings. If children i1gnore words, results indicate that they
are not as accurate at word reading. In an unassisted reading
condition, the number of rereadings and phonetic cues used are both
influential on the number of words which are accurately read. In
comparison, because children have had the opportunity to hear the text
being reread, the reading strategy is no longer necessary and the data
show 1t is not significantly correlated to accuracy of word reading 1in
an assisted condition. Similarly, 1n this reading condition there is a
tendency for children who use phonetic cues not to ignore words. If
words are 1gnored, phonetic cues are not being made use of.

Accuracy of word reading 1s a stable feature of both the emergent
and early readers’ literacy knowledge. Therefore 1t 1s not dependent on
the assistance given during reading. Conditions of reading have a
greater influence on strategies than accuracy. There 1s greater
variability in the relationship of each strategy across conditions. The
ignored words strategy is most affected by the condition of reading.

The low correlation between ignored words 1n an ass sted and in an
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unassisted reading condition (r .27) implies that use made of this
strategy 1s altered and adapted according to reading condition. There
1s less variability 1n the use of phonetic cues and number of rereadings
across conditions, which suggests that although these two strategies are
sensitive to changes 1n the reading condition, they are more stable than
the 1gnored words strategy.

Prior to formal instruction accuracy of word reading 1s
signi1ficantly related to phonetic cue use and number of rereadings.
These same significant correlations are found after school
participation. However, following 1nstruction, children who 1gnore
words when reading are not 1ikely to be reading words accurately, This
is reasonable to expect as accuracy of word reading can only be attained
if attempts at decoding are made by rereading previous sentences or
using phonetic cues.

The overall pattern of relationships between accuracy of word
reading and the three strategies (phonetic cue use, rereading, ignoring
words) suggest that accuracy of word reading, which 1s stable across
reading conditions, is dependent on phonetic cues and rereadings.
Ignoring words does not positively influence accuracy of word reading.
Only after 4 months of formal instruction do children in an unassisted
reading condition significantly make different use of rereadings. This
strategy helps students focus on the possibility that an immediately
preceding sentence might contain a familiar word that anticipates one
whose form is unfamiliar in the current sentence (Aulls & Graves, 1986).
This strategy is accompanied by decoding with the aitd of phonetic cues.
Rereadings are not required in an assisted reading condition in which a
predictable book is used. Children who have heard the book being read
twice and who have participated 1n one of these two readings, can easily
learn some phrases of the book. In this condition the language of the
text is more familiar to the children. Consequently their word accuracy
appears to increase.
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The Association of Reading Conditions with Home

and Classroom Environments

The different home environments, and the experiences which
children have within them, have no significant influence on children’s
use of strategies or accuracy of word reading 1n an unassisted reading
condition prior to and following instruction. This implies that
strategicness and use of different strategies 1n these conditions 1s not
developing as a result of specific environmental-i1nteraction
experiences. Secondly, at the beginning of the school year, children
from every home environment make use of some strategies which they
consider suitable for the particular demands of the task. The combined
effect of the home and classroom environments does not have a
significant influence on children’s use of strategies i1n an unassisted
reading condition. This suggests that school participation combined
with the variations in home experiences will have no effect on
children’s use of strategies because children who are unassisted in
their reading, still have to rely on the effectiveness of the strategies
they themselves adopt. Since there were no significant differences

attributable to the home environment or the combined home and classroom
environment, it appears that children improve their use of some
strategies in an unassisted reading condition as a function of
development rather than as a consequence of a specific environment.

In an unassisted reading condition time has an influence on two
strategies: (a) accurate prediction, and (b) phonetic cues used, as well
as word accuracy. Prediction has been claimed to be one of the basic
strategies which has to be developed early (Aulls, 1982) 1f children are
to decide for themselves whether the words they predicted make sense 1n
a given context. Through an increase in their participation of reading
activities, children 1increase their accuracy in syntactic ordering of
words and phrases. Consequently, they increase their ability to make

accurate predictions. The use of phonetic cues appears to i1ncrease as
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children learn to focus their attention on the grapho-phonic elements to
try and pronounce a word. They make more attempts at sounding out the
words, matching the letters and their corresponding sounds. They can
use one trial for a word or several repeated trials until they either
give up completely or feel satisfied with their attempts. Ffinally, the
increase in accuracy of word reading over time appears to be best
explained by the greater awareness of print which children 1n this study
developed and their immerstion in a print environment.

In an assisted reading condition, over time there are significant
reductions in the pictorial cues strategy and number of ignored words.
There 1s a significant increase in the number of words read accurately.
These results suggest that as children receive assistance in reading
from a predictable text, as well as from an adult, they learn to focus
their attention on print and not the pictures. In addition, as they
increase their vocabulary knowledge, thus improving their accuracy of
word reading, they do not have to ignore words.

Although in an assisted reading condition, the different home
environments and the experiences of the children in these homes alone do
not have any significant influence on the strategies which children use,
the combined classroom and home environments have a positive effect on
the use children make of pictorial cues. Three groups of children (rich
environment-rich interaction, rich environment-moderate interaction,
moderate environment-rich interaction) reduce their dependency on this
strategy. The moderate environment-moderate interaction group of
children remain stable in their use of picture cues. This result would
suggest that for these children with a deficit in their experiences and
limited interaction with print, pictorial cues are still important even
after 4 months of school 1instruction. This result concurs with previous
research findings (Samuels, Begy & Chen, 1975-1976) about word-
recognition speed and strategies of less skilled and highly skilled
fourth grade readers. The more fluent readers were faster in word
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recognition, superior 1n ability to generate a target word given context
and minimal cues from the target. The results of the earlier and the
present study suggest that children who have different knowledge and
experiences depend on context cues to a different degree. The result of
the study with grade 1 children suggests that teachers may neecd to put
more emphasis on the print as the salient factor which relays the
author’s intended message.

Post—-Hoc Results

Several findings warrant consideration that are outside the
developmental framework used to analyze the children’s reading
strategies in this study. These results were not statistically tested
but emerged during the process of abserving children’s behaviours 1n the
unassisted reading condition. Children’s confidence and readiness to
read a patterned book without any assistance appear to change over the
first 4 months in grade 1. These results are developmental and are
related to results reported by Sulzby (1985) with kindergarten children.

At the beginning of the school year, when children were presented
the task of reading an unfamiliar, patterned book, 45% agreed to do so
without hesitation; 18.3% read through the text without assistance from
the researcher after they had completed the assisted reading task
whereas 31.7% accepted to complete the deleted words 1in the unassisted
reading condition when the researcher read the remaining text. Five
percent of the children refused to try reading the book. When this
activity was presented after 4 months of instruction, 91.7% of the
children attempted to read the book immediately; 1.7% read the text
following the assisted reading activity and 6.7% completed the deleted
words while the researcher read the text.

Children’s efforts at completing the text without assistance do
appear to vary in other ways as well. At the beginning of the school
year 63.3% were able to read through the entire text; 21.7% started




Discussion
178

reading but gave up and 15% could not read at all. In their reading
attempts, some children showed evidence of memorizing the text or parts
of it (16.7%) and others recreated the text making up a story as they
went through the pages (40%). After 4 months of school instruction,
86.7% of the children in the study read through all the text; 1.7%
started reading but gave up and 11.7% could not read at all. Whereas
none of the children memorized the text, 25% recreated their own story
while reading. These results also extend Sulzby’s (1985) findings. In
Sulzby’s (1985) data, changes 1n children’'s reading from the beginning
to the end of the year included more print-governed reading attempts,
more 1ndependent reading, a reduction in the picture-governed stories
and a decrease in refusals and/or dependent reading. One important
difference between Sulzby’s results (1985) and those 1n this study was
the choice of the text which children read. Whereas the kindergarten
children were allowed to read from a book of their own choice, the
children in the present study were all given the same unfamiliar,
patterned book. Children who are constrained to read a particular text
might be more wary 1n their attempts at reading when compared to

children who are free to read any text.

Summary of Findings

The primary and secondary hypotieses of this study were supported
by the results. The home environment and children’s print interactions
within it have a significant influence on two developing literacy
abilities namely book and code knowledge and print awareness. The home
and classroom environment make significant contributions to one of these
two literacy abilities and one new one: print awareness and fluency.
Over time, all children develop significantly in four of the set of five
developmentally-based literacy abilities (print awareness, book and code
knowledge, accuracy and fluency) after collapsing over the home and
classroom environments., Within the classroom environment, variations in
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classrooms due to the teacher’s choice of curriculum content and
enactments of this curriculum, coupled with differences 1n children's
prior knowledge and 1ts use, differentially influence the children’s
performance on various literacy abilities, namely, print awareness,
fluency and word accuracy. However, in looking at differences across
classrooms, it seems that the teachers are somewhat constrained by the
family background of the children. Although children’s perceptions of
the reading process, as operationally defined i1n this study, do not
influence their aown literacy abilities, the teacher has an 1nfluence on
their perceptions. There 1s no fixed pattern revealing how children
alter their perceptions. Changes 1n perceptions of reading do not
appear to be limited to one of the two classroom approaches to reading
1nstruction observed in this study or to a specific teacher.

Finally, assisted and unassisted reading conditions have an
influence on children’s use of strategies and accuracy of word reading.
Although accuracy of word reading is facilitated and mmproved in
assisted reading conditions, 1t is a stable ability 1n children’s
performance on tasks when they are assisted and when they are not
assisted., The use made of different strategies tends to vary more with
changes 1in the reading condition than does accuracy of word reading.

These findings as a whole suggest the mmportance of environments
1n the home and in the classroom which (a) encodrage children’s
interaction and participation 1n meaningful literacy activities, (b)
make use of different sources of printed material, (c) provide
opportunities for active invoivement and i1nteraction between adults and
children in 1iterate activities, and (d) acknowledge and make use of
children’s prior knowledge by treating children as 1ndividuals who all
have the potential tc develop literacy abilities but who show variations
in the rate at which these abilities develop.
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Limitations of this Study

There are some liratations 1n the study which ought to be
mentioned. This was an exploratory study which looked at the complex
factors wnhich make up the home and children’s 1nteractions with print
within these homes. Although the parental responses to the various
items on the questionnaire were quite consistent, in future, a more
refined item categorization ought to be developed to provide more
accurate distinctions between children who 1nteract actively with print
and those who interact moderately. Parental perceptions of what events
a child participated in "often” or "sometimes™ may vary greatly.

Probably, the biggest l1imitation in this study 1s the sample size
especially when broken down 1nto the four home environment-intaraction
groups. The samnle number 1n the four groups ranges from 22 to 10. It
would have been desirable to have had an equal number of children 1n all g
the groups ard a larger overall sample size. However, because
recruiting subjects depended on parental cons nt, the size of the sample
wn the study could not be controlled by the researcher., 1In five of the
classrooms visited there was a good proportion of parents who did not
even return the permission form. To ensure that this had not been due
to factors such as their inadvertently misplacing the letter, or the
chi1ld’s forgetting to take the letter home, a second letter was sent out
to the parents of children 1n two classrooms but there was still no
significant change in the response of the parents. Teachers mentioned
seve,al reasons for this low response. It could have been due to
{a) lack of interest, (b) parents not checking their child’s school bag,
(c) the child may have forgotten to give the letter to his/her parents,
(d) the parents themselves were illiterate or had a limited working
knowledge of English, hence their unwillingness to participate, and
(e) the overwhelming number of letters, circulars and messages sent to
the parents from school. Some of these letters simply get tossed aside
especially if taken home by two or more children in the same household.
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Whereas none of these valid justifications can be controlled for by the
researcher, 1t st111 remains 1deal to have a greater sample to ensure

reliable generalization.

Overall Conclusion
The overall conclusion of this study clearly suggests that
(a) opportunities within the home and classroom for children to interact
and get 1nvolved with print and (b) the assistance, encouragement and
support given to children when reading whole and meaningful books are
necessary and powerful conditions that influence both a child’s emergent

and early literacy development.
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APPENDIX A

1in Studies Ione Between 1952 and 1988

Sheldon & Carryllo (1892)

Relati1on of parents, home and certain
developmental characteristics to
childien’s reading ability .

New York - 15t to 12th grader: 10% of
all students 1n 8 participat ing schools
4?1 gquestionnaire. teturned of 844 sent.

knvironmental history, developmental
hi<tory, emot 1onal development,
educational history, physical growth,
hcalth.

Progressive Reading

'est  Reading Vocab
Reading Comprehen

lotal Reading Score

Results from Questionnasre whichi was
sent home (free response type) (Parents’
meeting prior to recelving
questionnailre).

Descriptive statistics (means, range,
frequencies, percentages).

Az position of child 1n family moves
from 1st to 5th child, good readers
decrease Good readers increase with an
Iinctease 1n the number of books at home

Good readers had parents with h:gher
level of patental education attainment

Good readers had fathers who were
professionals or had a managerial
position.

Sutton (1964)

Readlness for reading at the
kindergarten level .

134 KG children - Muncie, Indiana White
population, icading teadiness - 46
achieved 1eading level, B8 did nou

Home environment, pe*sonality
characteristics of kids (Returned by
all 46 parents of readers, returned by
60 parents of non-readers).

Teachers’ observations of children's
qualities Teachery’ estimation of
parental attitude and involvement,

Atticle reported as "digest of graduate
studies* Therefore 1t seems some
observations of children in class were
done as well as reports of teacher's
observations.

Descriptive statistics (percentages and
raw scores).

Readers en)oyed an adult reading to
them They were read to at earlier age
Classi1fied as more conscious and able to
concentrate Had better memoriles, were
mote self-reliant There were positive
correlations bhetween a child’'s success
in the beginning reading and parental
interest 1n <chool progres~

Plessas & Qakes (1964)

Prereading experiences of selected
early readers.

20 1st graders from a distract
adjacent to Sacramento, California
Subjects chosen on bavi1n of <cores.

Pre 1st grade 1eading activities
Children’'s personal interest n
reading Early teaching of rcad:ng.

California Reading Test to determine
reading achievemenl and dentify
sample for study.

Answers reported 1h questionnailre.

Raw Scoras - & of responses to each
1tem on the questionnailre,

All early - :aders were read to
extensively They were read to at
ki1ndergarten, 19 children were read
to daily., 5 children were read to

several times daily All wer e
reported [ having a per-onal
tnterest tn reading All pa‘d
attention to wigns on trips, a-red
questions obout letler., word and
numbers
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Handwritten 1nterview~

- family background

- early reasdere’ chararterystic
- early reading ability

rate framary Feading Te~te
Tadte rdvanced Primar, keading Test
Lates bPeading Survey

Interview, Reported,

Medran, range, correlation between
1eading achi vement and 1ntelligence
Froquencie | Percentagers .

Source of direct help for 21 children
wdr a4 parent For 24 others 1t was
combination of people IMirect help
included talking about sounds of letters,
1dentifying  words, playing -chool
Indirect help was more varied Sibling
help was part of a combination of
source, of direct help

furdbin (13«1-13¢1

‘hildren who Fead »a1i, (19snk)

16+ 1dentified eat ly reader - For
Iinterviews purpases 3¢ selected 1 e , 20
early and 30 nonearly readers OR
~auza 1anv, T Negroe New York City.

Data reported considered 1mportant if
there was a 0% difference o1 mote
between r1e.pence frequencie- given by
parents of earlyv v, non-early readere.

Tescher Rating S-ale
-Bender Vicual Mostor Gestalt Te-t
-Minnecota Test- for C(reative Thinking

Feport s made up with te.earcher’ =
1mpres -jons,
Interview: Reported,

Median, range, cotrelation between
recading achievement and i1ntelligence

% differences between patents of early
and non-early reader s.

More mot her s of early readers
weie college graduates, tead more often
than the average adult More early

teaders were 1ead to at home before
~chool Mothers of early readers thought
parents <hould help with skills ke
teading, early readers participated 1n
quiet games and liked to play alone
From TV Lhey developed curi1osity about
written word-

Price (137¢!

How thirty-seven qitted children
learned to read

Palm BReach tlorida

27 6th graiders, 1% Sth grader-, 11
4th grader: - 1n gitted progr imme

6% {37) que-tionnatte were returned
by parent: .

Questicnnailres <ent to piarente to
gaitn  anformation  about pre chood
experlences of children

- methed used to teach chitd

- where child learned t-~ tead

Responses of que tionnatte K]
teported by parent |

Raw scores,

Gifted children were taught by (1)
phonics (21 «ight word- or (3)
combination Almost all were read to
from birth By age 6 they could wirite
the alphabet from memory, read .ight
words, read preprimer level book:

Most  of the children (28) wete
reading when they entered | U qrade



Brigg and Flkind (1971)

Charactetristics of Parly keaders,

66 {33 each 1n experim and  control
gt oup) Fnlering kindergarten City
school district and smaller suburban
district.

Questionnalre made up of 47 1tems

patents’ occupation, education, reading
to children, direct teaching, # of
children 1n family Chi1ld behaviour
a se >ed by play, preference., and
interest .

Hattery of tests Picture ambiguity,
prcture integration, picture
cxploration, creativity test, self-
concept scale, Bender visual motor
Ge.talt Kansans Reflective Impulsivity

Draw a person, WISC ma-er, concept
g " secsment kit, Illinos ., test of
Poycholinguistic Ability.

fe<t 1ng of children
quectionnatire to parents,

"Administered®

Factor Analy~i<

AHOVA for individual i1tem- which did not
load on any of 5 major factor« 1n the
que tionnatte - ANOVA for each test
with r1eader/control, <ex and locat jon as
independeont variablee,

Walker and kuerbit - (1979)

kReading to preschooler« a+» an aid to
cuccessful beginning reading.

Midland-Michigan available sample ‘Total
n = 36 Selected from Grade 1 and 3 (Cr
1 chosen from 4 scholastic years) on
ba 14 of 4cores on SAT.

Informat ton about story-time experiences
of childien prior to kindergarten.

Kesult s on questionnailre.

¢la <1fred children 1nto 3 groups based
on questicnnailre recponces, %5 from
frequency re ponse-, Chi ~quare, T-test
for non-i1ndependent mean ..

v -7

Moon and Well~ (1979)

The 1nfluence of home on learning to
read.

Bristol-Enagland From 18  choole

20 made up the expcrimental group

31 made up the control group (5
children entering same <chool clas.s
at  same time a< each experimental
chitd Selected according to
teacher's assessment of cla ¢« ability
range

2 Interviews, (a) dat age S -
concerned with child’< 1interest in
literacy during 2 yrs priotr Lo
school entry (3 to 5 yre ) (L} at
age 7 - Home 1nfluences during fir .t
2 yrs of schooling (5-7), Provision
of resources, teaching of literucy,
parental attitude to education.

Tape recordings & Transcripl . for 2
yrs before school.
- Parent/child verbal 1nteraction.

Interviews with parent« when children
were S and 7 yrs  old

Regular recordings of <pontancou
conversaticn at home between 3 144 %
yrs

Assescment~ of reading at S yr & |/
yrs.

Cotrrelational.
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Froovrded

Hewtr on and Tizard (1980)

l'arental Involvement and Keading
At tarnment |
1o Bratash J and 8-year-old  worbking

cla +,

structuted Interview
- tiome background
At t 1tudes to school
tatental help with reading at home

{1} Assersed mother’s willingne~s to
chat to child 1n different phyaical
crrcumstances

() Mother s  willingne« to answer
drflicult awkward que<tion-,

(3) Scores on standardired reading te t
(NLER) and wiscC.

Stundardized Teonts,
farental interviews,

Ma<on (19H0)

Wwhen do children begin to tead? An
exploration of four-year-old children's
letter and word teading competencies.

Amer 1can mid-western city, 3R children
at Univer—ity-operated preschool Middie
and upper-middle cla.. Second sample
30 chaildren .

Sample 1 filled que.tionnaire twire
(sept, May) Sample ? - once

27 1tems What  children knew about
letters and word«, u'e 1n play, support
to children's 1ntere t 1n reading,

thildren’s test~ measuring word and
letter knowledge, word-leatning ability,
interest n reading, tecall of
previously ~learned woids, ability to
verbalize distinction between class &
~ubclass, of object- (e g flower and
rose).

Responses of questionnalre  sent  to
parent e

thildren 1ndividually tested 1n room
other than playroom.

Wwells (1981, 1982)

Some anteccdents of carly educat tonal
attainment.

Britain (Bristol)

3?2 children (15 month, old at
beginning of study up lo 7 year
longitudinal study.

Interviews with patent: when children
were approximately 5 and 7 year old.

feacher assessments,
Tests administeted 1n firt and 1xth
terms at school.

Retrospectaive analy. of

longitudinal data

- observations

- recordings of spontaneous

conversation i1n homes

- recordings 1n clarsroom
administration of tests at

University
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Aut hos lope  and Holmes (1983} Dolan {(1983) Morrow (1931)
Ctady Maternal involvement and academic Predict1on of reading achievement and Home and school correlates of early
ucce . for kindergatten pupil . elf-esteem from  an index of home Interest 11 literature.

educat 1on environment.

mp e Mothers, and teacher< of 115 entering 83 (7nd, 4th, 6th graders) Most ly 21 kindergarten cla«wses 1n urban and
kindergarten children Predominant 1y black ,d1< advant aged, Amer 1can children. ~uburban areas Total 11é children,

white, affluent «uburb of Cleveland, 58 each in high- and low-interest
Ohio. groups.,

it (4 Interview & de twice, <econd time to Home erducat 1on enviionment 319 guestions Questionnaire to determine children’

Tnterview/ check mother '« intentions and with 4 dimen 1one (a) Parents’ knowledge activities at home.

e ton involvement over «chool year. and intere it n <chool-related Characteristi1cs of parent and family

INERK artivitien, {(b) Parent.® cupport of 1i1fe.

academic achievement, (¢} Opportunities
for & quality of intetaction between
patent & child on ~chool-related
activities, (d) parents’ beliefl in use
of schooling for children’s future.

Ivar w00 f imily school «social project data fot Relat ive cli~ standing. Rating of literature 1n cla. |
Other educat1onal level of mother, gtandardi ed achievement 1n reading. TOBE 2 language tect<s for children.
o (lacsroom  behaviout inventory (CRI) 3 self-e~tecem mea utes, pragnostic form filied by teacher
Ichi graded each child (A-+) on language Index of <tudent’ posttive affectave regarding social, emotional phy tcual,
kill., ¥ concept, reading ot readines:, tesoutces, general school behaviour, languaqge
health, teacher '« percepton of arts skill development.

academic succes',

Pvaidencs bat a der1ved from mterviews with guestionnaire read Lo parents 1n therr Parent questionnalre,
brocr el mother 5 and teacher | home« , could tead and tespond privately Teacher evaluation.
leacher '35 ratings. Class obsetrvations,
Tests.
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lterehool  Niteracy-related actraitae

e qucces i ¢ choals

Britatn - 12 children observed at 3
month intetvals, between 1 1/4 - 3 172
yte - knglish was the first lang-

uage of all participants. All of the
(hildien were brought up at home.

Interview with  parents just Ftefore
Children started attending wchool,

i ecording: of child at home,

Pecording: of child no observer precent

Patent upplied  contextual detarl-
1iter.

Grhnur B Lowrey (19H6)

< ome chatacter1 Lac of precociou:
1eades

Amer rcan {South Western US) Sample
chowen from voluntect~ responding Lo
newspaper adverticement 24 cha ldien (1
black, 1 hispanic) Soc1o  economic
environment Heavily inductrioali-ed.

45 jtems developed by investaigators,

TERA (lest of tarly Reading Ability to
en ute .ubjects could read before formal
instructron).

Quest jonnaltle responses.

Rlatchford, Burke, tatrqubar, Plewic,
& lizard (198%)

Fducat jonal achievement 1n the infant
<chool the influence of  ethnic
origin, gender and home on entiry
skills,

British (277 childien) 106 whose
parents were of Afro-car tbbean
origin Il had white patents

tnlering rzception ciacs from nur.ery.

Subsample used measurer of current
patental teaching at home, parental
theor 1es about educational .ucce .,
woc1o-demographic factor .

pPreschool tests tarly keading
Ski1lls (1) adaptation  »of Clay
concepts-about -print, (2) wWord
matching, (3) letter identificatyon,
(4) word 1eading

Ear ly mathemat 1cal Vil 4
subtests)

Writing {7 subtect«).

Homes visited for inteirview
Testing done by 4 Jauthot and 3
psychologist ..




1gqnifarantl, a

o durated parert

teslatyonshayp

t4l¥ arcompanying book reading ani

emrr g cendencte s f jlamtitrable atems
11 e ponzes o ocpon o ended ptem

treguently rr~ o1 ind he lp ~«1th
pient i f1qati-n ~1 ~r1tten wor i

meanina, Occa-ponally providedhelp with

printing % ~uni of letter<, nevet

prcvided help with name 2f letter
Father - tend te work an profe. 1ons ot
Filled occupation Mot her pramaril,
houewife ‘hiliren preferred ando-y
wctivitie , reading-redated actaivitae

Hit 1 wide variet, »f rteadiny miterial

Shy ~qua e
- T-test
- Uorrelations
Multiple kegte  1°n Ao’y g

Atrong act cocuat i o1 e with
mother = gquiliticatan frrent al
te: hing, in languile  reaiong and
writing were all related to St N
ubte t3 Patrent 3l 10w n
ejucation role ot taimil, retle ted
in children’~ «k1l1l1  on hoey 1 oentany

tarent = wh~ tdentifacd ertoan
familtie . with et

charactery tice hid vheldten with
higher total te t core




Wagner and Spratt (198K)

interaernerational literacy effect of
parent gl literacy  and  attistude on

childrent: teading dc hievement n
Morocco,
M roccan - 350, b-lyear oldy lower—

middle clacc.
Urban and rural fi1eld.ite,

Socindemographic factor«

Attitudinal  curvey - 30 que tions
tegaraing attitudes about  development
tnd  educuatinn of children Al .o &

me tacognitive quer t1on -,

levt  of children® reading atnlitie
durainrg 5 year - of primary chool {(lLettet
Fnowluige, word decording, word picture
mitching, rentence mare, patagraph
complet 10on)

A ¢ r*ment 1n  vyi 1 of children’-
metacognit tve beliefs,,

hour interview {(urually with mother),
Feading omre (<tandardized 7 cope:
of  everal tecte of reading ka1l

Racon and lchikawa (1988)

Maternal expectations, clas room
cxper ience, and achtievement among
kindetgarten children in the United

States and Japan.

Sendal (Japan}

Minneapolils, St Paul Metropolitan area
(U s ) JHH children from ecach cily

12 ubjecty. from each of 24 kindergarten
cla,.e .

Fxpectation & belicef-, about
kindergarten experience .

Varous teachings, 10 preparation for
chool.,

Intetview: with mother |

Math te t,
Reading te o,

Interview:

- tn  4ite  observations  to  arsess
characteri1ticc of classrooms

- Activities of both teachers and
chiidien

Barber (1988)

The 1nfluence of family demographice
and parental teaching practiaicen on
Peruvian children’s academic
achievement .

1201 Peryvian children (6-8 yrs) (9-
12 yrs) Coast

Highlands

Jungle

- Family demographice

- Descriptions of home

- Daily Iife of chald

- Patental expectation for child
- Parental teaching practice

keading te<t/math Achievement te
baced on Peruvian curticula,

-Physical a.pect: of child'c home
envitonment

- Parental teaching «tyle

- Interview with parent .

- Observation/k of t irget 1tem
available 1n home

- Parental teaching <tyle rated by
mmterviewsr  arcording  te fstent
de cription of teaching 1tuastion
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More re-cutces avarlible an utban

imp tandec g inrteas e an educatioral level acros” Japane e binderagarten children achieve

Fetared . gqenerat 1on’ rban parents expected bett ot in math  te-t  than American than tural homes children 1n more

Mo Ligher 1esels of educaticn  Children’s ~hiliten H- {i1fferences 1n reaiing. ent 1ched ervitonment: obtained highet
reding lrwvels were significzantly test scores {tmath & reading?
relsted to parental education level 1n thildren with literate prrent
1 t, 3td and Sth year FParents’ role in obtained higher te«ct <cores Parent.
~hi1lA educatior ansortated with 1n Lima {children di1d better hered
~h1ld’- characteristics  of a geood apent more time with chiliten, belped
reader Mot her *r educational a-p:iration with work, tead more tregquent iy to
for the ~hild was nignificantly related them, taught children lettert
to the child’s characterictics-of-a-
anod-tearler ccore
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Study /Aut hot

Sheldon &
carrillo
(1952)
Sutton
(1964)

Study with
Kindergarten
children

Ple a &
Oakes (1964}
1t atade
children

Durkin
(1966)

P'rice {(19/n)
Specgoal
populat ton
“g1{ted
children~

APPENDIX B

Aspect., of Home Fnvironment and/or Child Interest Studied 1n Previous Research

Home Lnvironment

Number of books 1n home,
Fducation level of father.
Occupational status of father.

SKES; Parental interest 1n school
Brothers and sisters who read to target
children; adult reading to target
childten,

Reading to chiid and attempts to teach
child to read

Direct help by parents- talked about
counds of letters, identified words for
children, played school with subjects.

Inditect help- read to child, bought

book<, basal readers, reading workbooks.
Helped subject with printing, spelling,
word meanings.

Melhods used to teach children,

C(hi1td‘~ Interest

Early readers 1n the habit of asking
questions about words.

Use of books 1n play,

Attention to signs, Questions about
words, letters, numbers.

Pretends to read. Liked reading 1n grade
1,

Fager to keep up with older siblings
Interested 1n learning to prant.
Curious about TV adverts Interested 1in
learning to spell. Curious about outdoor
signs Desire to read correspondence
from out of town relatives.

Knowledge of alphabet by si1¢i .. Wrote
alphabet from memory; read sight words,
read pre-primer level books,

Pre-Selected By Researchers or Derived
from Results

Factors selected by researchers.

Home factors selected by tesearcher.
Child’s interest der1ved from
questionnaire responses,

Factors derived from repotts of
parents,

Factors de’ 1ved from respon<e . during
1nterviews,

Items on questionnaire pre-<elected
by researcher,

-




traazs .
t 1y ooon 3
(1977)

bt e 1Nl

Fan degagrten

nridrer

Wiaslbkrer L
Fuer bt

(1979)

fre choaler
csperenTs

4o & owell-

(1979)
Cubpe ot
from pre -

rhosling

pepe followed
o ountal oage
!

He wit on &
P st d
t19:40) ! R
yeat o ld
~hildren

M1 e (19H0)
children at
1 pre <hoaol
centte

feere 3 roorronment

farent seeupsticn Humber of b1 Vdren
in family T[irect teaching teairna to
rhildren by <1kling~ Farental edu~aticn

famil, interert in language - dealt with
~h11 i interest 1r words, parental help

w1th writing, -pelling, word meaning

Story reading.

- Frequency of reading

- Talk related to ctorie,, pirctures
erplanations

Farental interest and promotion of
literacy.

pParental provision of resources for
development of literacy.

parental teaching of literacy.

teneral parental attitude to education.

Mother hearing child read.
Cnaching children.

Parental help with reading.
Attitudes to school.

Support for reading
lumber of alphabet books available,

library visits; frequency of reading to
child, <ubscription to child magazine,

tory records, asks to have books reread;
a<k. to be read Lo, outings with parents;
1V actavity.

_hotd Intere-t
hiid intere-t 1n leitning to read
a3e =f ~hceina this interest;fregquenc,

witn whi~h child =wa" 1eal to.

Frequency of child requests for

reading,

Child i1nterest tn literacy.

Maming of letters, printing
reading and decoding word~.

“tory -

letters;

Pre-Selected or Derived Factors
Fre-selected tacter by, re-earcher

Home factors  and child intere t
factors were treated  epartatel,,

Factors pte- elected tor
questionnalre.

Pre-celected 1tems discus ed over twe
interviews and spontancou tetbal
intetacticn,

Pre-selected for trerscatch purpo ¢ .

Pre-selected for re~carch purpo ¢ .




Study /Aut hot

Wil (19K,
1982)
thirlidren
I ol lowed
f rom

pre choool
Lo age 7
Lhope &
Holme«q
(1983)

kindergarten
children

Dolan (1983)
nd, 4th,
eth agrader.,

Home Environment

ttom 1t 1nterview amount of mother
talk pre-«peech, mother working, number
of books owned by child, parent-child
talk about school, parents’ expectations
about school, parents’ interest 1n
literacy, prefer informal instruction

2nd interview. amount of parents’
reading, parents’ views on 1mportance of
literacy, knowledge of child’s
activities 1n school, parents’ visits to
«chool; patents’ views on own role in

educataion; amount of help given;
satisfaction with child’s progress;
child’s position in family; class of
famly background.

Mothers”’ interest, participation and
involvement 1n kindergarten programme,
help given with phonics or sight words,

Home Fnvironment Education Index

(a) parents’ knowledge and 1nterest 1n
school-related activities, (b) parental
support for academic actaivities, (c)
opportunity for and quality of
interaction belween parent and child on
school -related 1ssues, (d} parents'
belief 1n use of schooling.

Child Interest

Pre-Selected or Derived Factors

Pre-selected for research purpo«e

chi1ld’s intere«<t 1n adult actavities,
TV, literacy, concenttration in literacy,
Pre-selected for research.
Pre-selected for research.
Yo ¥ Yo
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Derived tac

Fre-select~d

Fryectations, fre-selected for

insolsement,

Pre-selected for

de mographic-,  descriptions

cspectat 1ons
home quality measured by
.uch as book-~,

toys and newspapers.

environment,
availability of objects
s lectricaty,




Study/Author

She ldon & Carrnilio
(195%™

Sutton (1964)

le o f oake  (1964)
Tarkin (1966)

Prtice (1974)

Briag & Fikind (1977)
Writker * huerbat (1979}

APPENDIX C

Purpose, Results and Assessment of Reading llone Between 1952

and 1988

Purpose of Study and Results Obtained
Relati1onship of parents, home and some  developmental
characteristics to children’s reading ability

Descr ibe homes of good readers.

Reading readiness.
Characteristics of early readers described,

Prereading experiences of selected early readers.

Characteristics of early readers.

Descriptions of home factors for early and non-ecily treaders,
statistically significant difference achieved and maintained by
early readers over 3 vyears Advanced achievement specially
pronounced for early readers who were doubly promoted.

Gifted childern’s learning-to-tead procedure.
Describes features as obtained from questionnaire frequencies,
children taught through phonics, sight words or a combination.

Identification of early readers’ characteristics, early readers
were super1or on auditory closure and sound blending (subtests of
psycholinguistic ability test), chi1ld 1nterest 1n learning to read
fai1led to discriminate between early and non-early readers,

Influence of reading to pre-schoolers on beginning reading; story
reading at home positively contributes to reading success.

Assessment of Reading

Progressive Reading Test {reading vocabulary,
reading comprehension, total reading score).

GCates Test after 4 months of school to
distinguish early from non-early readers,

EBarly readers assessed by California Reading
Test,

Gates primary reading tests, Gates advanced
primary reading tests (werd recognition,
paragraph reading), Gates reading survey
(reading vocabulary, ievel of comprehen<sion),

Giftedness judged on IQ and whelher Lhey were
reading 2 years above grade level.

Gates vocabulary and comprchension tests u-ed
to 1denti1fy early readers,

Picked scores from Standard Achievement Te-t:,
for third grade scores and Stanford
Achievement Tests for first grade score.,
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~f heome <n learning t:s tean “1gn:ficant

correlations

hatween pre ~hotl bn-agledge -f liverac, ani reading a--urac,

reading ~:

child intere t an 1y
knzwleage <f literar, h-me rarental related factcr:
1, to children' . re-ult~- on reading abilits,

greschocl
sorrelated

Coaching -
363 ~f wvar
cnaching,

rprehen 1°n w2t d re~-gnrtaTn,
teracy nzi' zorrelated  -1an

s1gnifirant

hildren and effect of m:ther hearing ki
ran~e 1n reading .=2re ar~ounted for sta

tficantl, te

tead
ty ti1—atly by

Developmental per«pective of pre-reading instruction

Letter ¥nowledge,

letters, p

rinting lett_rs, spelling, ~cunding out le

naming, alphabet recitation, recognition of

tters all

significantly correlated to word-readine level in Sept. and Mavg
asking for words to be read correlated to word-readin: level in

Sept. only

f.anguage
attainment
range of
concentrat
range of

reading, t

development and antecedents of early
signifirant correlation between tests

educatonal
at age 7 and

chitd artaivities, child i1ntere~t 1n literacy, child

1on 1n literacy, number of books owned by

chi1ld, child

language function Significant correlations between

hetr knowledge of child'< activities al s

of help given, class of family background all
cortelated to tests at age J,

Potential
behaviours
Helping w
ability,

Predict 10n

impact of several different maternal

entering school test- and tests at age 7 Amount of parent

chool, amount
significantly

involvement

on teachers‘ perception. of academic performance

1ith sight words negatively associated

with reading

of reading achievement from the home educational

envitonment. The home educational 1ndex was a

predictor

of relative and standardi~ed achievement .

signtficant

Azge “sment of Feading

Freschool knowledge of literacy mea uted by
concept < about praint telay ! letter
tdenti1tication, word recgnitien te t
(Larvert, Neale Arcuracy & tomprehe von Te v

Standardi-ed tests - Scuthgate keading Tect I,

word reading level,

Oon_child entry to :chool racting-out ' te
for oral comprehension, question and an wer
test based on an orally presented tony,
Fnglish picture vocabulary te<t, knowiedge of
literacy, visual and motor coordination te t
At _age 7 English picture vocabulary te t
Neale Analysis of Reading Ability (Accuracy ¢
Comprehension) .

Mother helping chi1ld with phonic o1 taht
words, teacher grades on language  hill
reading ot readiness.

Stanford Achievement Te.t,



“t udy /Aut hot

Morrow (1983)

Well (19u%)

Sechnur ¢ lowrey (1986)
Blatchfotrd, Rurke,
Farquhar, Plewis, hirard
RENLY]

Wignet ¢ Spratt (1988)
Ricon & 1Tohikawa (198R)

purpose of Study and Results Obtained

Asses.ing childien’s interest in literature and home and school
environments and behaviours of kindergarten children of high-or
low—1nterest 1n literature; descriptions of home characteristics
for both group- of children, Significant difference on scores of

high-interesc/low-1nterest children,

Which activities are strongly associated with progress 1n early
stages of learning to read 1n school? which activities help child
cope with oral language demands 1n school? Listening to stortes
significantly associated to knowledge of Jiteracy, reading
comprehension and teacher assessment of oral language.

To ident i fy common environmental and/or developmental
characteristics 1n a sample of carly readers Strong i1nteraction
between precocious reader and his/her mother. Home-based mothers
Onset of some developmental events lightly accelerated for
precocious readers,

Influence of parents on children’s skills i1n literacy and numeracy
on entry to infant school, parental teaching of reading (that 1s
specific or incidental frequency of reading with children) was
signficiantly correlated to reading subtests.

Effects of patental attitudes and values on children’s literacy
acquisition and school achievement , overall test scores
significantly related to parental education level across grades 1,
3, 5, parental attitudes (positive attitude re parental teaching
reported 1nvolvements of parents, progressive views of family)
related to reading achievement,

Mf{ferences 1n maternal expectations and classroom experiences of
Japanese and American kindergarten children, no significant
differences on reading scores between Japanese and American
children, parental expectations of kindergarten exper:iences
differed.

Assessment of Reacing

TORBE 2 Language fTest, Percentile score on
Standardi-ed reading readiness te-t,

Concepts about print.Letter tdentification
Comprehension subscore (from Neale test).

Test of Early Reading Ability (TERA} given to
ensure children read prior to formal
instruction,

Adaptaticon of Clay‘s concepts about prant,
word matching, word reading, letter
1dentification.

Letter knowledge, word decoding, word-picture

matching, sentence, maze, patagraph
comprehension .
Letter and word recognition, reading

comprehension.,
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furc~ ¢ ¢ 3tudy, and ke uir tratned
Are reliation bet ween  dem-graphic  characteri-tics, parental
pra~tice~ ani a~hie ement Ayt ~ome manifested 1n 1ndigencu=

fami1lies in three Hifferent location 1n Peru”

Feritise ~orrelation betweem home qualit, and reading achievement
-esre, children with literate patent- obtained hicher sceores,
parent al «teaching «tyle: verbal method of teaching new -“kills
reculted 1n higher scores on achievement teste, home quality had
direct effect on parent teaching behaviour and parental help with
sch20l work and with achievement In one of the 3 groups parental
teaching ~tyle and parental help with home work were toth
independent and ponsitive predictors of achievement.

Asses:iment of kead:ing

Feading test (1) letter: and word .
telecting a picture described by a4 wotd,
readina cemprehenzion,

(I
(1



o

APPENDIX D

The following 1s the questionnaire which was sent to the parents
at the beginning of the school year. These qguestionnaire 1tems Jook
into (a} the type of print available and opportunities which parents
provide 1n the varicus homes and (b} the children’'s interactions with
praint.

Print in the home environment

1a Do you buy/receive newspapers? Yes No Sometimes

1b How often do you buy/receive them? once or twice a week
3 or 4 times a week
everyday

2a Do you receive/buy any magazines? Yes No

2b If answer to (2a) 1s yes, 1s 1t: rarely
occasionally
regularly

3a Is reading one of your pastimes? Yes No

3b If answer to (3a) is yes, do you read: twice or less a week
3 to 4 times a week
everyday

3¢ If answer to (3a) 1is yes, who reads
at home? mother only
father only
both parents

4 Do you bring ‘paper work' from office/
job~location to complete/review at home? never
rarely
often
everyday
5a Do you read to your chi1d? Yes No
5b How often is your child read to? occasionally

once or twice a week
3 to 4 times a week
5 times or more
5¢ If answer to (5a) is yes, who reads
to your child mother only
father only
both parents

others
6ax If answer to (5a) is yes, does your
child ask guestions when read to? very few
some

constantly




6b*

9%

10a*

10b*

1

12

13a
13b

13c

14a
14b

15a

If answer to (5a) 1s yes, when you read

to your child, does s/he

Do you read with your chi1ld? (Child does

the reading while you are nearby)

Does your chi1ld have access to tapes
and books with accompanying tapes?

Does your child show an 1nterest in
books? (Child goes to books without
being told to.)

Does your child ask to be read to?

Does your child ask to have favourite
books reread?

Does your child have a subscription
to a chi1ld’s magazine?

Does your child bring books home
from school?

Do you buy books?
If (13a) is yes, are they for adults,
children or for both?

If (13a) is yes, do you buy them

Does your child own alphabet books?
If (14a) 1s yes, how many does s/he
have?

Are you (adults) members of a public
library?

sit back and listen
help to turn pages
point to pictures
point to words

never
somet imes
often

Yes No

Yes No

never
somet imes
often

never
somet imes
often

Yes No

never
somet 1mes
often

Yes No

books for adults
books for children
books for both
occasionally

often

Yes No

1 2 3 or more

Yes No




15b

15¢

16a

16b

16C*

16e

17a

17b

18a

18bx

Items marked with an asterisk (*) denote the items which are related to

If (15a) 1s yes, how often do you go?

Is your child a member of this or
any hibrary?

Do you take your child with you when
you do the shopping?

Do you usually make up a shopping list?

If (16c) 1s ‘sometimes’ or ‘often’,
how does your child know what to
choose?

Does your child try to read aloud
labels, packages, brand names?
Please state one example.

Does your child watch television?

In an average week, how much time does
your child spend watching TvV?

Are you concerned ebout how many
hours your child spends watching Tv?
Is mail opened in your child’s
presence?

Does your child comment about the

mail - bills, letters, cards?

If yes, please state an example.

once a week
every 2 weeks
every 3 weeks
once a month
irregulariy

Yes No

never
somet imes
often
never
somet imes
often

never
somet imes
often

Yas No

1-2 hours daily
2-3 hours daily
3o

r more hours daily

Yes No

Yes No
Somet imes

Yas No
Somet imes

children’s interactions with print in the home environment




APPENDIX E

Deleted version of Wind (R. Bacon, 1984).

1. Feel the wind blowing by
Lifting kites up to the sky.
2. Feel the wind blowing through
chasing clouds across the bl (1)
3. (2) the wind blowing free
stirring white caps on the sea.
4, Feel {(3) wind blowing fast
whipping sand and papers (4)
5. Feel the (5) blowing strong
tossing leaves and grass (6)
6. Feel the wind (7) hard

flinging rubbish round the yard.

7. Feel the wind blowing (8)
soft, then softer t111 it's gone.

Deleted words: (1) blue (2) Feel (3) the (4) past (5) wind
(6) along (7) blowing (8) on




SION OF WIND USLED IN AN UNASSISTED READING CONDITION
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by Ron Bacon

el the wind Howing by
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- feel the wind hard
H'mging rubbish  round the yard.

b

Feel the wind blowing

soft then softer fill its gone.
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APPENDIX F

The following questions made up the interview which was carried

out with children to look into their perceptions ot reading. The nine
1tems marked with an asterisk (%) were asked at the beginning of the
school year, that 3is at the pre-test stage of the study as well as four
months later, at the post-test phase of the study. The five unmarked
1tems were only asked at the post-test phase of the study.

3%

4x

1%

8x

10x

11%

12%

13%

Are there some things you like about reading? Yes No
What are they?

Are there some things you do not 1ike about

reading? Yes No
If yes, what are they?

Is reading hard for you? Yes No
why?
Do you think you are a gond reader? Yes No
why?
Do you see your parents reading at home? Yes No

why do they read?

Do mummy and daddy read to you? Yes No
Did they read to you last year? Yes No
Do you read at home? Yes No
Do you have to have a book to read? Yes No
Explain.

Do you think reading is important? Yes No
Why?

What things does a person have to learn to be
a good reader?

Is everyone a good reader? Yes No
Who is a good reader in your class?

(Name child)
How do you know 1s a good
reader?

Why do you think some children have trouble in
reading?

What do you need to learn to be a better reader
than you are now?




14%

Many people think reading 1s one of the most
important things 1n school. What do you think
reading 1s?




APPENDIX G

Teacher Interview

The following 11st of questions made up the teacher interview.

1.

2.

5a.

5b.

10.

1.

How do you introduce reading to beginners?

How would you typically conduct a reading lesson at this time of
year? Do you make modifications to this as the year goes aiong?
What are they? Please tell me about a few that come to mind.

(Use as probe not as a question)

wWhat are the different forms of reading that children do? For
example: reading in small groups with you directing, or reading
aloud together, or having children read 1n pairs or silently to
themselves.

Is it possible for you to monitor what each child 1s reading? How
often? In what ways?

What kinds of materials do your children read from at the
beginning of the year?

Does this change as the year goes along?

Does the school board require you to use certain school books?
How do you meet the requirement?

How do you usually manage the c¢lass during a typical week 1in the
language arts? For example, do you put children 1n small groups
or paired work or do you usually just work with the group as a
whole?

Depending on whether teacher relies on basal or not:

(No basals used) - Where do you get the books for kids from?
Is 't a problem getting books during the
year?

(Basals used) - Other than using a basal, do kids read
from other books? Where do you get books
from?

Do your children use the school library? When (during the year)?
How often?

Do you encourage children to: a) take books home?
b) bring books?

what forms of printed material are children exposed to over the
year? Could you list specifically a whole array that is used?




12.

13.

14.

15.

16.

0f the things you do, what do you think are the most important in
helping children become aware of print? (If teacher asks for
clarification of print awareness, interpret 1t ac: words, letters,
sound-symbol correspondence, differences between white spaces and
typed print that make up letters on a page.)

What kind of environment do you create across the year which helps
your children be better readers?

Or

What elements in your class environment help your children become
better readers?

What methods do you use frequently to promote reading growth 1n
this class? (For example, language experience or reading through
writing.)

Do you have a personal view of what reading is? Would you tell me
about it if you do? (If they don’t respond at all: Would you
define what reading is? Or: What is your own definition of
reading?)

What are your most important goals for children in language arts
in grade 17

Is there anything else you feel I should know to understand your
teaching?




APPENDIX H

Children’s responses to items on the perceptions-about-reading interview
before and after formal instruction.

Table H-1

Children’s Perceptions of the Difficulty of Reading Prior to Formal

Instruction

Yes No A little,
Somet imes,
not very
Class
Raw %X of % of Raw % of % of Raw & of % of TOTAL
Score class cat. Score class cat. Score class cat,
1 0 0 0 6 54.5 20.7 5 45.5 25 11 100X
2 3 30 27.3 3 30 10.3 4 40 20 10 100%
3 1 9.1 9.1 6 54.5 20.7 4 36.4 20 11 100X
4 0 0 0 2 40 6.9 3 60 15 5 100%
5 3 30 27.3 4 40 13.8 3 30 15 10 100%
6 4 30.8 36.4 8 61.5 27.6 1 7.7 5 13 100%

TOTAL 1 1008 29 100% 20 100X 60




Table K-2

Children’s Perceptions of the Difficulty of Reading Following Formal

Instruction

Yes No A little,
sometimes,
not very
Class
Raw X of % of Raw % of ¥ of Raw % or % of TOTAL
Score class cat. Score class cat. Score ciass cat.
1 4 36.4 23.5 2 18.2 7.7 5 45.5 29.4 1 100%
2 4 40 23.5 3 30 11.5 3 30 17.6 10 100%
3 1 9.1 5.9 7 63.6 26.9 3 27.3 17.6 11 100%
4 2 40 11.8 1 20 3.8 2 40 1.8 5 100%
5 3 30 17.6 5 50 19.2 2 20 11.8 10 100X
6 2 15.4 11.8 8 61.5 30.8 3 23.1 17.6 13 100%

TOTAL 16 1008 26 100X 18 100% 60




Table H-3

Children’s Perceptions of Themselves as Readers Prior to Formal Instruction

Yes No A Iittle bit,
somet imes,
don't know
Class
Raw % of X of Raw % of % of Raw % of & of TOTAL
Score class cat. Score class cat. Score class cat.
1 8 72.7 17 2 18.2 33.3 1 9.1 14,3 11 100%
2 7T 70 14.9 1 10 16.7 2 20 28.6 10 100%
3 11 100 23.4 0 0 0 0 0 0 1 100%
4 4 80 8.5 0 0 0 1 20 14.3 5§ 100%
5 7 70 14.9 2 20 33.3 1 10 14.3 10 100%
6 10 76.9 21.3 1 7.69 16.7 2 15.4 28.6 13 100%

TOTAL 47 100% 6 100% T 100% 60




Table H-4

Children’s Perceptions of Themseives as Readers Following Instruction

Class

TOTAL

% of % of Raw
Score class

3
2

% of % of
Score class cat.

Somet imes,
Sort of,
Don't know

Raw % or % of
Score class cat.

3 27.3
1 10

1 9.1
1 20

1 10

1 7.7
8

37.5
12.58
12.5
12.5
12.5
12.5

100%

TOTAL

"

10

11

10

13

60




Table H-5

Children’s Responses to the Question "Do_you have to have a book to read?”

Prior to Formal Instruction

Class
Raw
Score
1 4
2 1
3 6
4 3
5 8
6 10
TOTAL 32

Yes

X or % of

class cat.

36.4 12,50
10 3.13
54.5 18.75
60 9,38
80 25

76.9 31.25

100%

Raw

Score class cat.

5

7

20

No Uncertain

% of % of Raw

45.5 25 2
70 35 2
36.4 20 1
20 5 1
20 10 0
7.69 5 2

100% 8

% of % of

Score class

18.2

20

9.1

20

15.38

cat,
25

25

25

100%

TOTAL

H
10

1

10

13

60




Table H-6

Children’s Responses to the Question "Do you have to have a book to read?”

Following Formal Instruction

Yes No Uncertain
Class
Raw X of % of Raw % of % of Raw % of % of TOTAL
Score class cat. Score class cat. Score class cat.
1 0 0 0 8 72.73 29.63 3 27.3 30 N
2 0 0 0 8 80 29.63 2 20 20 10
3 3 27.3 13.04 8 72.73 29.63 0 0 0 1
4 3 60 13.04 1 20 3.70 1 20 10 5
5 8 80 34.8 0 0 0 2 20 20 10
6 9 69.2 39.1 2 15.38 7.41 2 15,38 20 13

TOTAL 23 100% 27 100% 10 100% 60




Table H-7

Children’'s Responses to the Question, "Is everyone a good reader?' Prior to

Formal Instruction

Yes No Don’t Know
Class

Raw % of % of Raw % of % of Raw % of % of TOTAL

Score class cat. Score class cat. Score class cat.
1 4 36.4 13.3 5 45.5 20 2 18.2 40 11
2 5 50 16.7 4 40 16 1 10 20 10
3 5 45,5 16.7 5 45.5 20 1 9.1 20 "
4 5 100 16.7 0 0 0 0 0 0 5
5 4 40 13.3 5 50 20 1 10 20 10
6 7 53.85 23.3 6 46.15 24 0 0 0 13

TOTAL 30 100% 25 100% 5 100%




Table H~8

Children’s Responses to the Question “Is everyone a good reader?” Foliowing

Formal Instruction

Yes No Don’t Know
Class

Raw % of % of Raw % of % of Raw % of % of TOTAL

Score class cat. Score ciass cat. Score class cat.
1 1 9.1 5.26 10 90.9 27.03 O 0 0 1
2 3 30 15.8 6 60 16.22 1 10 25 10
3 2 18.2 10.5 7 63.6 i8.92 2 18.2 50 11
4 2 40 10.5 3 60 8.11 O 0 0 5
5 1 10 5.26 8 80 21.62 1 10 25 10
6 10 76.9 52.63 3 23.1 8.1 0 0 0 13

TOTAL 19 100% 37 100% 4 100% 60




APPENDIX 1

Table I-1

Relationship Between Children’s Home Environment Interaction and Their

Perceptions of Reading Prior to Formal Instruction

Rich Env. Rich Env. Mod. Env.
Rich Int. Mod. Int. Rich Int.

Code 6 4 2
Code+ 13 9 7
Non-Code 3 1 1
TOTALS 22 14 10

Note: Rich Env. Rich environment

Rich Int. = Rich interaction
Mod. Env, = Moderate environment
Mod. Int. = Moderate interaction

Mod. Env,

Mod.

2

10

Int,

TOTAL

14

33

56




Table I-2

Relationship Between Children’'s Home Envircument Interaction and Their

Perceptions of Reading Following Schoul Instruction

Rich Env. Rich Env. Mod. Env. Mod. Env.
R-ch Int. Mod. Int. Rich Int. Mod. Int. TOTAL

Code 1 0 2 3 6
Code+ 18 11 7 6 42
Non-Code 3 3 1 1 8
TOTALS 22 14 10 10 56

Rich environment
Rich interaction
Moderate environment
Moderate interaction

Note: Rich Env.
Rich Int.
Mod. Env.
Mad. Int.

oo




Table I-3

Distribution of Children's Perceptions of Reading Prior to Formal Instruction

by Home Environment—-Interaction Group and Class

Non-Code Code Code+
Class Class Class
1 2 3 4 5 6 1 23 4 5 6 1 2 3 4 5 6
Rich Env. 0 1 1 1 0 O 0 12 0 1y 2 5 2 4 2 00
Rich Int.
RichEnv. 0 0 1 0 O O 1 20 1 0 O 2 4 3 2 00
Mod. Int.
Mod. Env. 0 0 O 0 O 1 1 00 0 1 O 1 00 O 1 5
Rich Int.
Mod. Env. 0 0 O 0 3 1 0O 00 1 0 1 1 00 0 3 0
Mod. Int.
Note: Rich Env. = Rich environment
Rich Int. = Rich interaction
Mod. Env., = Moderate environment
Mod. Int, = Moderate interaction




Table I-4

Distribution of Children’s Perceptions of Reading Following Formal

Instruction by Home Environment-Interaction Group and Class

Rich
Rich

Rich
Mod.

Mod.
Rich

Mod.
Mod.

Note:

i
Env. )
Int.
Env. 0
Int.
Env. 0
Int.
Env. 0
Int.
Rich Env.
Rich Int.
Mod. Env.

Mod. Int.

Non-Code Code

Class Class
2 3 4 5 6 1 2 3 4
1 1 0 0O 0 0 10
2 10 0O 0 0 0 O
0 0 0 0 1 0 0 ¢ O
0O ¢6 0 10 0 0 0 O

Rich environment
Rich interaction
Moderate environment
Moderate interacticn

H a1

Code+

Class
2 3 4 5
4 3 5 3 1
3 4 3 1 0
2 0 0 0 1t
i 0 0 1 2
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APPENDIX J

The following are excerpts from the chiidren’s interviews which

indicate code, non-code and code+ perceptions of reading The examples
are taken from the responses given prior to formal instruction at the
beginning of the school year and after formal 1instruction, four months

later.

Code perceptions in September

O X

O3

Class i

What things does a person have to learn to be a good reader?
To read something - sound out words.

What do you think reading 1s?
Reading is words and some are good words and some are bad.
{Chyid 1D 10)

Class 2

What things does a person have to learn to be a good reader?
I don’t know.

What do you think reading is?
We're putting all the words together.
(Chald ID 16)

Class 3

What things does a person have to learn to be a good reader?
You have to learn that you know your letters and stuff like that.
You have to know letters and... like... ah ... the words.

What is reading?

It’s like 1f you like get a book and you like start reading. You

can read it.

But what 1s reading?

It’s a pretty hard thing to answer, you can't really answer that

because reading is that 1f you 1ike I can’t really answer that.
(Ch11d ID 23)

Class 4

What do you think reading 1s?
You say the words and reading the letters and you could spell and
talking to somebody and reading the a, b, ¢’s.

(Chy1d 1D 34)
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Class &

what do you think reading 1s?
If you don’'t know how to read you have to get more books.
But what 1s reading?
Read.
How?
Know some letters.
what do you do when you read?
You put them together and you make a word iike you put J-e-t and
1t spells ‘jet’.
(Ch1ld 1D 40)

Class 6

What do you think reading 1s?
Reading 1s something that you read to somebody. You read out loud
to a person. We read in our normal voice,
what would a spaceman who has never seen anyone read before, look
at when reading?
Look at the letters.
Why are the letters important?
So you can lock at them and know what words say.
(Child ID 48)

perceptions in September

Class 1

What things does a person have to learn to be a good reader?

Have to know what it says, what you’re reading. You have to spell
it out to read it, what it says. You have to know what the baook
is called and you have to know what the book 1s about.

why do you think some children have trouble in reading?
Because they don’t know what the letters are and they don’t know
what 1t says.

what do you need to learn to be a better reader than you are now?
The rest of the things, the things that I'm trying to read,
example if it’s a street sign. The only street sign I can read is
*Stop’, it’s red and it has white letters.

What 1is reading?
It’'s something so you know what it’s supposed to mean; you have
to know what the letters mean.

(Child 1D 1)
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Class 2

What things does a person have to learn to be a good reader”
Learn how to read.
But how did you learn?

Someone told me the story and then I keep on reading.

Why do you think some children have trouble 1n reading?
'Cos they don’t k.ow how., Sometimes they don’t get stories very
often. Usually they get stories and don’'t know how to read.

what 1s reading?
. Well, looking at the book, looking at the letters and the
words ...

(Ch11d ID 18)
Class 3

Why do you think some children have trouble in reading?

Well, sometimes they never, there’s a word there and they never
heard it before so they need help in reading 1t ... Sometimes 1t’s
very hard to read and write.

wWhat do you need to learn to be a better reader than you are now?
I think I have to look on when walking, look at the words on
stores and then at books which sometimes have the same words, to
remember them.

What do you think reading 1s?

I think reading 1s something that has lots of words and you have

to try to get them both stuck to... if there’s a whole word you

don't know, cut off one word, if you know that word say 1t, then

cut off the other, put them together and then you stick them

together and you get 1t right, then you get to know the word.
{Chi1d ID 27)

C S 4

What things does & person have to learn to be a good reader?
To be a good reader you have to have no pictures.

What do you need to learn to be a better reader than you are now?
I have to have no pictures and you have to spell out to be a good
reader instead of looking at pictures.

What do you think reading 3is?

Looking at a book and 1instead of having picture books ... It’s
Tike you read to yourself sometimes, and sometimes you read to
someone else when you don't know how to read ... Sometimes you
could look at picture books and sometimes you could look at
reading books. Scmetimes they have pictures and reading and some
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only pictures but some grown-up books have only writing instead of

pictures.
(Child ID 35)

Class 5

What things does a person have to learn to be a good reader?
Be listening at the teacher and we make what the teacher say.

what do you need to learn to be a better reader than you are now?
We listen to teacher what her say, then we read at the book.

What do you think reading 1s?

Reading is to read the words and listen to teacher and ask her to

say words we don't know and after we read 1t and read 1t all the

time and after we listen to teacher again and then we go to lunch.
(Chy1d 1D 39)

Class 6

What things does a person have to learn to be a good reader?

You have to read books; look inside them, learn the words and you
have to think how to read li1ke when I read a book and I forget
something I think and I say it back; I know it and I can say it.

What is reading?
Reading is you say words that’s in a book and you look at the
pictures anu you think how to say and you think what the words
say. Even 1f you get a book you always have to start reading 1t
at home or at school and I read with my mother and I learn how to
read 1t and my brother he reads with me too and my brother tells
me to read the whole book by myself.

(Child ID 55)

Non—Code Perceptions in September

e

o0

Class 2

What things does a person have to learn to be a good reader?
They have to practise a lot and try to remember the things in case
the book was thrown out and ripped.

What do you need to learn to be a better reader than you are now?
Read a Tot of days and practise a lot, practise reading more days
not just 3 days like 4, 5, 6 or the whole week and you keep the
next week. Like you take one week the whole week reading. Maybe
read everyday or practise on the globe - read letters on the globe
and read different words 11ke Manitoba and Packland.

What do you think reading is?
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You could get better every day, you read every day or 1f you read
a magazine or something or if you read in your head or just
sitting quiet and reading a story. You don't always nave to talk
and read, you can Just read it 1n your head and you could play
football and read about football and get better that way.

what things does a person have to learn to be a good reader”

To read books ... They go on practising ... When my papa comes he
reads stories to me too.

what do you need to learn to be a better reader than you are now?
I keep on practising, take my books and reading and reading ‘'Stop’
signs and other signs.

What do you think reading is?
It’s reading a book; learning how to read.
How?
We take a book and read it.
{Ch11d ID 31)

Class 4

What things does a person have to learn to be a good reader”
The people that are reading the books to the children then 1t will
be a good thing to do, know how to read.

What do you think reading is?
Reading books by yourseif and reading it with your mum. Wwe read
the books.
How?
In your memory you can start reading. On the first day of school
you pick up a reader and then you know how to read.

(Ch11d ID 37)

Class 5

what things does a person have to learn to be a good reader?
School.

what do you need to learn to be a better reader than you are now”

Sometimes I read Cinderella. I look at Cinderella and Snow White.
I love Snow White.

What do you think reading 1s?

Like reading a book. We read (moves head from side to side) 1t.

How would you explain reading to someone who has never seen a

book?

That’s funny.

Wwhat do you do with 1t?

Read it and (moves head in direction from left to right).
(Ch11d ID 44)




Class 6

R: What things does a person have to learn to be a good reader?

C: Need to learn from some people, our brothers every day to be a
good reader. Reading or writing and make good pictures and make a
11ne without how do you say that ... make straight lines.

R: What do you need to learn to be a better reader than you are now?

C: Mothers learn us to read and brothers and fathers and when we get

big 1f we have a brother we can tell the brother to one day can
learn you how to read I’11 tell some people to heip me read.

what do you think reading 1s?

Reading 1t’s good and to learn people how to read.

How would you explain reading to a Martian?

I'11 learn him how to read.

How?

Like tell my brother how to read and explain it in yard.
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Class 3
R: wWhat things does a person have to learn to be a good reader?
C: Well, they have to know what the words are and they have to

concentrate and they need quiet,

R: What do you need to learn to be a better reader than you are now?
C: Well, I should sound out the letters and do them the proper way,
like not fool around.

R: What do you think reading is?

C: I don’t know. Well, I will say reading is when somebocdy opens up
a book and they have to sound the words out 1f you want to know
how to read.

(Child ID 22)

Class 6§
R: What things does a person have to learn to be a good reader?
C: To know words; to say the sounds.
R: Why do you think some children have trouble in reading?
C: Because they don’t know the sounds of letters.
R: What do you need to learn to be a better reader than you are now?
C: To see the sounds of the letters.
R: What do you think reading is?
C: I don’t know.
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How would you explain 1t to someone who has never seen reading”
Words.

(Child ID 45)
Class 6

why do you think some children have trouble 1n reading”?

Because maybe they don't know some words and the teacher could
tell them.

What do you need to learn to be a better reader than you are now?
Reading words and very good.

What do you think reading 1s?

Learning to read very good.

What do we do when we read?

We read like we are good readers ’'cos when we learn you can
explain some words to the people and when we learn better you can
read to the people that are poor.

(Child ID 57)

Perceptions in January/February
Class 1

Why do you think some children have trouble in reading?

I don’t know. I don't have an 1dea. ...Well, you don't know what
the word is, they don’t know how to ... they know how to spell 1t
but when they put the word together they don’t know what 1t means
I guess.

What do you think reading 1s?
Smart, I guess important, good for you.
How would you explain reading to a spaceman who has never seen
anyone reading before?
This is a hard one. Well, you see reading 1s letters. Guess
he’1l say what letters are. They’'re marks on paper that look like
and I'11 have a piece of paper that shows all of them and then
between these two fat pieces of cardboard there are these pieces
of white paper that have letters on them, letters make words;
words make sentences; sentences make stories, I guess. No,
sentences make chapters; chapters make stories and so on.

(Ch1d ID 4)

Class 2
Do you have to have a book to read?

No because you can read on a street, you can read in a magazine,
you can read in a book, you can read cards.
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What things does a person have to know to be a good reader?
Your 23, b, ¢’s.

What do you need to learn to be a better reader than you are now?
Sound out the words as best as you can.

what do you think reading 1s?
When you read books when you sound out letters.
(Ch11d 1D 13)

Class 3

Do you have to have a book to read?
No.

What can you read without a book?

A newspaper, a catalogue, a magazine.

What things does a person have to learn to be a better reader?
They have to learn how to read the words, they have to practise.

What do you think reading is?
It’s important.
How would you explain reading to a spaceman?
Like you could give him a book and he could try reading. You
could explain it to him. ... Talk to him about reading... I don’t
Know.

(Child ID 24)

Class 4

Do you think reading is important? wWhy?
Yeah. If there's something written on a medicine jar and you
couldn’t read it you wouldn’t know what to do.

Why do you think some children have trouble in reading?
Because they don't know their alphabet very well,

What do you think reading is?
One of the most important things n school. ...A book, a book and
your mind, brain.
How would you explain reading to a spaceman?
Show him a book and tell him to read it.
What if he doesn’t know?
Ask someone to read it for him.
How do yguy read?
I basically just look at a book and read the words.
(Child 1D 36)

Class 5

What things does a person have to iearn to be a good reader?
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To practise reading.

Why do you think some children have trouble 1n reading”
Because they're learning.

what do you need to learn to be a better reader than you are now”
How to read with my sister helping.

wWhat do you think reading is?
Learning.

About what?

words.

(Chh1d ID 43)

Class 6

Do you have to have a book to read?

No. We could use paper or a letter or a piece of paper with some
writing on.

Do you think reading is important? Why?

Yeah. The commercials think 1t’'s 1mportant but I don’t think 1t’'s
really important. If you can’t read a crossing guard and a sign
you don’t know what 1t said maybe 1f ... reading 1s little bit
important because if grandma sends you a letter and you grow up
and you don’t know how to read and you have to go all the way to
someone’s house to know what this word 1s. But 1f you go to
school and learn how to read we don't need to go to all that
trouble.

What things does a person have to learn to be a good reader”
He has to learn how speliings are and how to read 1t.

What do you need to learn to be a better reader than you are now?
I don’t know. VYou have to read every day and you don’t know any
words and your father reads them for you and then you recognize
the words If your father reads "all you can do” then you
recognize it and you read 1t. (The child got up and went to get a
book from the class 1i1brary to show the researcher how she would
recognize a word "by” 1n two places).

wWhat do you think reading 1s?
Well, when I was young, I used to think 1t's a piece of garbage
but now I recognize that you don’'t know how to read, 1t's really
hard for you to try to read.

(Ch11d ID 54)
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Class 1

What things does a person have to learn to be a good reader?
What words meant and stuff; how to read words.

Wwhy do you think some children have trouble 1n reading?
'Cos they don’t know the words, so they wouldn't think it made
sense.

what do you think reading 1s?
Something to do ... I don’t know what I mean by that.
(Child 1D 9)

Class 2

what things does a person have to learn to be a good reader?
To learn how to read books.

What things do you have to learn to be a better reader than you
are now?
To read a lot.

What do you think reading is?
Good to learn.
(Child ID 21)

Class 3

What things do you have to learn to be a good reader?
Starting on easy books, you have to practise them and then some
time when you finish practising them you get really good.

why do you think some children have trouble 1n reading?
Because they didn’'t practise it very hard and because they just
didn't read the whole story.

What do you think reading is?
Because if you didn’t know how to read it means you couldn’'t drive
because you wouldn't know what signs meant on the street.

(Child ID 18)

Class 6

What do you think reading is?

Yeah, it is important. Some things are sad and things are happy
and the books are around us.

If someone came in a spaceship and asked you, “What are you
doing?” how do you explain reading to him?

I1'd say, "You have to, if you have a book, you have to bring it



home and practise 1t everyday”.
what are we doing when we are reading?
We put feelings in 1t that’s sad or happy.
(Child ID 54)




