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ABSTRACT 

ThlS studv ex.amlnes the lnfluence of home. classroom and book-read'ng 

condltlons on emergent and early readers' developlng llteracy abllltles. 

The studv. done wlth 60 grade 1 chl1dren from the lnner-cltv and more 

affluent areas of Montreal uses complex multlvarlate desIgns to assess 

how these three condltlons lnfluence chl1dren's develoPlng llteracv 

abllltles. Results lndlcate that vanatlOns ln the home enVlronment and 

chl1dren's lnteractl0ns wlth prlnt have a slgnlflcant effect on book and 

code knowledge and prlnt awareness before school lnstructlon. The 

comblned effect of the classroom and home enVlronments have a 

slgnlflcant lnfluence on prlnt awareness and readlng fluency. After 4 

months of lnstructl0n chl1dren lmprove slgnlflcantly ln book and code 

knowledge, prlnt awareness, accuracy and fluency. Across cl assrooms , 

children dlffer ln prlnt awareness. fluency and word-readlng accuracy. 

Asslsted and unasslsted readlng condltlons wlth an unfamlllar, patterned 

book lndlcate that use of strategles changes as a functlon of tlme and 

aSslstance 91ven. 
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RESUME 

Cette étude examlne l'lnfluence du foyer. de la classe et des condltlons 

de lecture sur l'aptltude de lecture et d'ecrlture parmlS les lecteurs 

emergeants et nouveaux. L'étude, effectuée avec 60 enfants en premlère 

année, habltant le centre-vllle et les quartlers alsés Montréal utlllse 

dlfférents desslns complexes ~fln d'établlr de quelle façon ces trolS 

lnfluences condltlonnent ~'aptltude d'alphabétlsatlon des enfants. Les 

résultats 1ndlquent que les varlatlons du mll1eu famlllal et du contact 

des enfants avec le texte lmprlme produlsent un effet consloérable sur 

les connalssances des enfants du 11vre et du co~e blen avant 

l'lnstructlon scolalre. Les effets comblnés des mll1eux scolalres et 

famlllaux Jouent un raIe lmportant Quant à la conSClence de l'écrlt et 

l'alsance de lecture. Après quatre mOlS d'lnstructlon, on note un réel 

progrès des enfants portant sur leurs connalssances du texte imprlmé et 

du code, alnSl que leur conSClence de l'écnt, leur alsance et aptltude 

de lecture. L'aptltude des enfants varle d'une classe à l'autre quant à 

leur conSClence de l'écrlt, leur alsance et leur exactltude de lecture. 

Les condltlons de lecture dlfférentes, asslstées et non asslstées, 

utlllsant un texte peu famlller, lndlquent que l'utlllsatlon de 

stratég12 varle en fonctlon du temps et de ,'alde donnés. 

; i ; 
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Introduc~lon 

INTRODUCTION 
Since 1952, parents, llteracy researchers and early Chl1dhood 

educators have been lnterested ln the course of early read1ng 

development. In recent years, cons1derably more research has been done 

on llteracy before formal sChool1ng and thlS has led to the concept of 

emerg1ng llteracy. 

The emergent and early reader 1S prlmarl1y d1stlngulshed by the 

envlronmental condltlons WhlCh surround and def1ne a Ch11d's opportunity 

to become and be l1terate. At the tlme a Chl1d enters grade 1 s/he 

moves from spendlng more tlme at home ta spending more tlme at school 

where 11teracy opportunltles can be exper1enced. averall, the t1me 
available for partlclpat10n ln llteracy learn1ng opportunltles may 

greatly lncreaSé or remaln essentially the same. What should not occur 

lS a total decrea~e ln partlcipatlon ln literacy events because the home 

opportunltles should stay about the same and formal school1ng can be 

added to wha~ the home already provldes. Whlle some research has 

supported thls portrayal of the young Chlld's changlng llteracy 

envlronment, no preVlOUS studles separate the combined influence of home 

and classroom enVlronments from the home enVlronment alone. Moreover, 

preVlOUS research on teachlng reading typically provides no account of 

how a class of chlldren may systematlcally dlffer ln thelr pr;or-to

school emergent literacy knowledge and literacy experlences. There is 

no research on how these prevlously-learnt experiences lnteract with the 

grade 1 teacher's bellefs and practices. The lnteractlon between 

children's experiences and teacher beliefs may influence speclflc 

reading aoilities but not others which in turn may dlfferentlally relate 

to students' performance on standardlzed reading achievement tests. 

Flnally, children's knowledge of reading must be used in reading 

books to make progress in schools that primarily depend on books to 

deliver the currlculum content in al1 subjects. Only a sma'l body of 

research on emergent and ear1y readers ~eparates out the influence of 
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the condltlons for readlng which chlldren experlence at home and at 

school on students' growth ln readlng ablllty. 

ThlS study lS deslgned to assess the precedlng lssues ln terms ~f 

the influences of the home. home and classroom, teacher and students' 

own perceptions of readlng on students' reading knowledge, strategies 

and development. The second purpose lS to determlne the relatl0nshlps 

of assisted and unasslsted cond,tlons for reading a patterned book ta 

students' reading knowledge and use of thelr readlng knowledge as 

emerging and early readers as well as to performance on end of grade 

achlevement test scores. 
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LITERATURE REVIEW 
Emergent Literaey in the Home 

Awareness of prirlt ln the environment is triggered off early in 

l ife in a process kncwn as emergent 1, teracy. Emergent li teraey 

represents the beglnnlngs of reading and wriling and according to Teale 
(1987) should be thought of as the literacy development and learning 

whieh goes on before formal schoo1 participation. Hall (1987) 
summar; zes the appropr1 ateness of the tenn .. emergent" because i t i s a 
gradual process whieh takes place over time. Although responsibility 

for making sense of print rests with the chi1d, literaey development 

oecurs in a context which supports and faci1itates enquiry, respects 

performance and provides opportunities for engagement in real literacy 

aets. Adu1t, ehild ~nd environmenta1 factors play a role in literaey 

development. 

3 

Expert views (Mason & Allen, 1986), ethnographie research (Heath, 

1980), observations of literaey aetiv1ties in different families 

(Taylor, 1983), case studies of young chi1dren (Cohn, 1981; Haussler, 

1985) and reviews of research (Tea1e, 1986a) arrive at compatible 
conclusions about the importance of literacy experiences in the ehild's 
family and community whieh shape the emergent reader's knowledge of 

print. There are however, variations in the quality and frequeney of 

literacy activities, the amount of involvement of adults and chi1dren 

with print-related materials and the behaviour patterns shown during 

literacy activities. Consequently, sorne environments appear to be more 

eondueive to faeilitating and promoting a meaningful understanding and 

awareness of 1iteraey (Clark, 1976; Durkin, 1966; Hiebert, 1981; Tes1e, 

1986b). Children are at a literaey advantage when they are ineluded in 

al1 sorts of fam11y activities (Harste, Woodward & Burke, 1984). Within 

homes where children are surrounded by l1teraey aetivities, ehildren 

develop concepts about reading and print early in life prior ta entry 
into grade 1 (Brown & Briggs, 1986; Haussler, 1985; Johns, 1980; lomax & 
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McGee, 1987; Mason & McCormlck, 1981). 

Since factors withln and outslde the home envlronment as well as 

child and adult characteristics lnfluence children's literacy knowledge 

before school participation, it is important to conslder what elements 
in the homes have been studied ln previous research and the relatl0nship 

which these factors have on children's emergent 11teracy. 
The next section deals with the factors within the home WhlCh 

influence emergent literacy and later reading development. 

The Home Environment 

The Broad SCODe of Research Treating Characterlstlcs 

of the Horne Environment 
There are a variety of studies that have treated the relationship 

of home factors to global measures of ach1evement including readlng 

achievement. It is important ta dlstingu;sh those studies which 

directly assess reading in terms of specifie sk,11~ from those whieh 

focus on global achievement measures where it is more d,fficult 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 scholastie attainment. Of those 32 studies, 16 evaluate 

the relatlonships of the home and specifie reading ab1lity in contrast 
to others which asses other abilities (Blatchford, Burke, Farquhar, 
Plewis & Tizard, 19'5; Br1ggs & Elkind, 1977; Clark, 1976; Durkin, 1966; 

Hewison & Tizard, 1980; lopez & HOlmes, 1983; Mason, 1960; 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 ch11dren's ab11it1es 

ineluding children's emergent reading ab11ities and the literature 

demonstrates that studies have baen 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 ln the 

studies assessing the impact of home on achievement. For example, 
several studles (Dave, 1963; Dyer, 1967; Marjoribanks, 1972, 1977; 
Mosychuk, 1969; Wolf, 1964) lnvestlgating the relations between family 

environment and cognitive performance have been done with 11-year old 

children from Australia, Amerlca, Canada and Trinidad. Kifer's (1977) 

cross-cultural study was done wlth 10 and 14-year olds. Bradley and 
Caldwell (1987) examined the relatlonship between ear1y home scores and 

cognltive 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 Jater time in grade 1. 

Characteristics of the home environment which have been looked 

into, include socio-econamic status, family size, birth arder, sibling 
separation, crowding in the home, ethnie origin, gender, parental 

literacy and maternal involvement (Blatehford et al., 1985; Nuttall, 

Nuttall, Polit & Hunter, 1976; Sheldon & Carrillo, 1952). 

parental Edycation and Socjo=econornic Statys 

5 

It is interesting ta note that in seme stud1es, soeio-economic 
status and the parents' level of education are reported ta be poor 

predictors of one's reading abiJity. Harste et al., (1984) be1ieve that 

knowing the child's sex, race, level of parental income, parental 

educational level or where the ehild lives are poor predictors of what 

the child knows and can do in terms of 1iteracy, especia11y since sorne 

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 fram parental 

interviews it appears warranted that there is no simple connection 

between early reading and the socio-econom1c status of a family. From 

her study with British families and their early readers, Clark (1976) 

concludes that 1t 1s crucial to explore the parents' perceptions of 

-
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educatl0n and the support and experiences they provlde by measures far 

more sensltlve and penetrating than soclal class, father's occupatlon 

and education of the parents. Teale (1986b) concludes that h1S 

observations of low-lncome chiidren provide eVldence for the contention 

that virtually all children ln a l1terate soclety have numerous 

experiences with written language before they evar get ta school. He 
sU9gests that these findings should urge a ureconsideration of 

traditional wisdom" , WhlCh insists that chlldren from low socio-economic 

backgroUtlds come to school with a dearth of 1 iteracy experümce. The 

results of naturalistic observations of low-income familias (Teale, 

1986b) suggest that econom;c clrcumstances need not restrlct 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-class homes 
"littered" with papers and books. Such findings and beliefs suggest 

that controlling for variables such as sex, ethnlclty or socio-economic 

status are not as important as the value parents attribute to education, 

the print available in the home and especial1y parent and child 
interactions with the forms of print that are ava11able. 

Of particular relevance and interest to the present study are 
those studies reporting the impact of the home environmant on early 

reading attainment with children from kindergarten through Grade 3 level 

(Blatchford et al., 1985; Briggs & Elkind, 1977; Clark, 1976; Durkin, 

1966; Hew;son & Tizard, 1980; Lopez & Holmes, 1983; Mason, 1980; Moon & 
Wells, 1979; Morrow, 1983; Plessas & Oakes, 1964; Pric9, 1976; Schnur & 

Lowrey, 1986; Sutton, 1964; Walker & Kuerbitz, 1979; Wells, 1981, 1982, 

1985). The remainder of this section will be devoted to thase and other 

studies which are especial1y relevant to the influence of the home on 

1 iteracy. 
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Factors wh1ch Contrlbyte to the Prjnt EnVlronment in the Home 

Ayailabl1ity of Print ln the Horne 

7 

rhe young child develops literacy in the everyday conte~ts 

of the home and commun,ty. Several studies and reports (McCormick & 
Mason, 1986; Str1ckland & Horrow, 1989; Teale, 1986b) have indicated the 

lmportance of a print-rich environment and the ~~nefits it will have on 
attempts at beginnlng reading, interest in reading, vocabulary 

development and abillty to make sense out of print. 

The notlon of a print-rich environment includes books as wel1 as 
other varietles and sources of print. Recipe books, newspapers, TV 

guides, magazines, mall, 1etters, cheques, cards, posters, directions 

for medical prescriptions, the telephone book, instructions for 
operating deVlces or setting up games and print on clothes are but sorne 

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, 
inc1uding children's magazines. Responses to a questionnaire completed 

by parents from different socio-economic status (McCormick & Masan, 
1986) indicate that parents who strongly support reading activities 

provide a rich print environment by their da11y reading, provision of 

several alphabet books for the children as well as a vast number of 
children's books. Strick1and & Morrow, (1989) suggest that parents 

ought to make children aware of surrounding print by painting out 

familiar labels, information on food boxes, vitamin bottles and 
detergent containers. In addit'jon, adults should read newspapers, 

magazines and novels where they can be seen by children. They could 
also bring home, work-re1ated materials and infonm the youngsters the 

purpose for reading such work. 
Admittedly, the quantity of print ava11able in homes differs and 
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this is related to the opportunitles which children have to lntqract 

with print. In our Western culture, print has 50 subtly pAfwdated our 

lives that it is virtually impossible to elimlnate lt from any home 

environment. While the presence of prlnt cannot be ignored in terms of 

home characteristics that effect the opportunlty for children to be 

literate, other factors may be equal1y lmportant or at least interact to 

moderate the relationshlp of this condition to children's participation 

in readlng. 

Accessibility of Print 

Surrounding children with different sources of prlnt 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 lnstill in young learners enough curioslty and lnterest to urge 

them towards using prlnt or making sense out of lt, the printed material 

must be easily accessible. Teale, Estrada and Anderson (1981) observe 

that presence and salience of literacy materials are not necessarl1y 

synonymous. In one of the familles they were studYlng, the large number 

of literacy mater1als avallable for the target child were kept ln 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 1n this prominent place, the child was reminded 

of "teracy events in which her partlclpation was possible. This 
implies that it may not only be the variety of kinds of print in the 

home wh1ch influence children's developing literacy ablllties but the 

frequancy with which children interact with this print. 

Opportunity to engage in language evants is as important as 

availability of printed ~aterial. If parents and children are 

constantly "tripping" over books, pens and paper, chlldren and adults 

alike will be involved naturally in print-related activitles. On the 

basis of literacy activities in a number of families, Harste et al., 

(1984) report that creative and co~centrated usa of 8 small quant1ty of 
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readily accessible material has greater benefits than stored quantities 

of little-used literacy materlals. 

Ch;ldren's and HOme Hembers' Interactions w;th Prlnt 

In studying the influence of the home on children's developing 

literacy abilities, it is important to consider children's lnteractions 

with print with1n their immedlate envlronment. This 15 necessary 

because the amount of print in the home and accesslbility alone do not 

determine whether children do interact. Factors which may lnfluence 

children's interact10ns with print, hence their developing 11teracy 

abilities include: (a) the time spent by children in print-related 

activities; (b) the nature of the activities they particlpate in; 

9 

(c) who initiates the activity, chl1dren or adults or paers, 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 wrlting fram their independent exploratlons of written 

language, fram interactiuns with parents and other literate persons and 

fram their observations of others eng8ged in literacy activities" (p. 

5). Previous research has considered ch1ldren's interactions 

with print. Through items on a structured parental interview, 8riggs 

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 shawn, the frequency with which the child WB5 read to and the time 

spent by the child in watching televis10n. Moon and Wells (1979) tao, 

refer to the child's interest in 1iteracy. This interest was measured 

on the basis of parental interviews and transcr1bed recordings of 

spontaneous verbal interaction. Parental responses in a'1 sequences of 

conversation initiated by the child were classified and scored according 

ta inappropriate or null responses and richness of interaction. 

Children's interest in literacy W8S not significantly related to early 
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reading (Brlggs & Elkind, 1977) or later reading attalnment (Moon & 

Wells, 1979). These non-slgnlficant results may be due to lnaccurate 

parental reports of their Chlld's prefp.rences for certaln activlties 

(Briggs et al., 1977; Moon et al., 1919) or to the fact that recordln9s 
were stopped at 6:00 p.m. excluding posslble pre-bedtlme story 

activlties (Moon et al., 1979). The fact that Chlld-lnterest ln Moon et 

ai.'s (1979) study was not signiflcantly correlated to earl1er or later 

reading attainment, lncludlng preschool knowledge of literacy, readlng 

accuraci, reading comprehenslon, and ward recognition suggests that this 

variable 1S not a useful one. 

It may be important for researchers to distinguish between those 

factors which are related ta the children's interactions and lnterest 1n 
print activities and those factors which are related to the home 

environment. Sorne studies look at children's interactlons with prlnt as 

an aspect of child interest (Brlggs et al., 1977; Moon et al., 1979). 

Others confound the issue by using it as a factor ln the home 

environment (Mason, 1980). Chl1dren's interests ln print may commence 

with the amount and accesslbil1ty of print in the home environment but 

factors such as aSking to have books read and reread are closely linked 

to children's experlences and interactions with prlnt. 

The amount and qua1ity of knowledge which chl1dren acquire may 

vary depending on who initiates the activity and the amount of lnterest 

and participation shown during the actlvity. 

story Reading jn the~ 
Being read to p1ays a special ro1e in the opportunity for literacy 

deve10pment of the young chi1d (Tea1e, 19860). Studies WhlCh identify 

characteristics of ear1y readers or their pre-reading experlences 

(Durkin, 1966; Morrow, 1983; Plessas & Oakes, 1964; Sutton, 1964) 

identify baing read to as a characteristic feature of home life which 

distinguishes early readers fram non-early readers. The part1cular 

qua1ity of the story-reading activity helps children develop interest 
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and Sklll in 11teracy (Tea1e, 1981). Stein's (1983) reVlew of the 

literature lndicates that during the story-te111ng process, chl1dren 

acqulre functiona1, structural and goal-structure knowledge. In 

addition, thraugh storles, chi1dren are exposed to different cultural 

att,tudes and values (Teale, 1986a). From thlS Vlew, other literacy 

events su ch as readlng the mail or looking at the TV gUlde are not 

1ikely to y,eld the same benefits as story reading. 

11 

Felte1son's and Goldsteln's (1986) data with Israell familles 
confirm that during storybook reading at home, the verbal interaction of 

the adu1t and ch,ld is a sk,lful attempt ta brldge the gap between the 

children's experlences and the texte Parents adjust their interaction 

styles ta their children's leve1 of communicative competence. They read 

books to their chi1dren in qua1itatlvely dlfferent ways (Tea1e, 1986a). 

In thlS advantageous posltion of having one adult addresslng and 

interacting with one Chlld, individualized styles of lnteraction are 

used. Readlng style, Questioning techniques and prov,ding information 

are adapted 3ccording 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 preschoolers' questions during reading aloud at 

home, Yaden Jr., Smolkln and Conlon (1989) conclude that there is a wide 

varlet y of questions asked during story readlng. They range fram 

questions about pictures and chapter headings to queries about the 

bibliographie 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 
comprehensl0n process. 

Through home observations, Holdaway (1979) comes to the position 

that in the natural setting with s1gnificant others, the child develops 
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"positive associations with the flow of stocy, language and the phys;cal 

characterlstlcs of books". ey hav;ng books read to them, it would 

appear that childrpn acquire particular forms of knowledge such as the 

functions and uses of written language and the functlonal and structural 

story knowledge. They develQP concepts about print, books and read1ng; 

learn about forms of lanyudge and genre and dev~lop str3tegles for 
ceading and wrlting. 

Observations of Literacy Enactments 

Sources of assistance other than story readiog. Children also 

appear ta learn to read Just as they laarn to talk: by experiencing 

language in use and having access to people using print in approprlate 

ways. Hall (1987) suggests that no child would ever learn ta read by 

being locked ~p 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 liter~':y behaviour on ~hat 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 frorn Hiebert's (1980) study with 3 ta 5-vaar olds, 

show that home teaching activities but not modelling was one of three 

measures which best accounted for differences in children's perfonmance 

on a print awareness measure, namely letter discrlmination. Hiebert 
(1980) argues that failure of modelling and teaching to relate 

significantly to other measures of print awareness (visu~l and auditory 

discrimination) may be due ta difficulties in designing re11able and 

valid instruments which assess the effects accucately or "tap 811 

crucial dimensions". Furthermore, the similarity amang the parents' own 

reading and teaching activities in the particular study could have 

accounted for less variation in children's perfonmance. Therefore 
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modelling may be an important variable but careful scrutiny is necessary 
when it lS assessed. 

Role models. Role models need to involve the developing reader in 
various activities. Children d1scover and invent literacy as they 
participate actively ln a literate society (Goodman, 1984). This 
happens through informal and playful activities such as baking cookies, 
paying bills, go;ng shopping, being read stories and simply playing. 
Through natural events involving 1iteracy activities chi1dren 1earn 
about reading and writing. Through explorations of written language and 
from observing the literate practices of others, young children 
construct their understandings of, and skil1, in reading and writing. 
In this process, social interaction with parents and other 1iterate 
persons plays a key roJe (Tes1e, 1986a). Adu1ts 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 cC"'lplete attention 
being given to them. 

Goodman and Goodman (1979) insist that 1earning to read is 
natural. They Qual1fy this statement by adding that learnin~ naturally 
does not imply that the process of reading wi 11 "unfold in an 
environment free of obstructive intrusions". Teaching chi1dren to read 
is not plItting 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 a11 sorts of sprees, 
outings, excursions and da11y comman place activities around the home 
are al1 beneficial. In addition to model11ng, parents May have a 
greater influence on their children's 1nterest in literacy if they 
themselves engage in their own print-related activltles. 

If children are to make sense out of prlnted material and see 
variations in the functions and uses of print, they have to observe 
activities 1n the;r environment that fnvolve read1ng or writing. They 
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need role models. As Hiebert (1981) concludes fram her study of 
preschocl children's peint awareness, youngsters need ta see adults 
engage in reading act;vities using peint for various meaningful 
purposes. This saems ta be a reasonable conclusion espec;ally if 
parental involvement and their interest in print-related activities is a 

more important variable than socio-economic status, as has baen argued 
previously (p. 6). 

parents' readjng act1vjtjes. 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 net 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 fram different cultures 
(Barber, 1988; Wagner & Spratt, 1988). Vet structural variables such as 
parental education and prestige of father's occupation exert the;r 

influence indirectly (Kalinowski & Sloane, 1981). Attitudes, values and 
literacy objectives held by the parents, bath with regard to themselves 
and their children are more clearly related ta educat1anal ach1evement. 

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 
1nterest in 1 iteracy. Other studies consistent ly report s1gnif1cant 
differences between the reading habits of wel1-educated and less well
educated parents (Durkin, 1966; Morrow, 1983; Wells, 1985). Parents who 

value reading and their role in educat1ng their children, raad to the1r 
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youngsters da; ly or regularly. Such a signifieant finding is reported 

in studies involving white and Afro-Caribbean parents in Britain 

(Blatchford et al., 1985), Americt\n children fram urban and suburban 

areas (Morrow, 1983), in one Peruvian sub-group as compared ta two other 

groups (Barber, 1988) J and within Moroeean lower-middle class subjects 

(Wagner & Spratt, 1988). 

Since parents are the fi rst teachers whom children maet, the 

l iteraey development of young chi ldren depends to a great extent on the 

literaey environment at. home. Thomlls' (1985) interviews with parents of 

early readers led her to conclude that the chl1dren 1n her study did not 

1earn how to read solely by their personal interaction with print but 

also throu9h social interactions and cantexts set up by the parents and 
grandparents. Stri ck land and Morrow (1989) suggest that parents ought 

ta be receptive, responsive and supportive about their children's 

literacy activities. Parental help given 1n response to children's 

Queries and reQuests for assistance lead to a chi ld' s early reading 

ab il i t y (Du rk ; n, 1966). Respons i ve adu l ts are accountab 1 e for 

children's suceess at reading (Clark, 1976). Vet this implies that 

chi ldren also must be responsive to the opportunities parents provide to 
1 nteract wi th print. 

Because previous research is ind1 rect in the k1nd of role-

mode 1 1 ing that can oceur, there appears ta be a need ta clarify the 

degrees of parental involvernent in role madelling. The many naturally

occurr1ng 1 iteraey events provide parents and adults wi th opportunit ies 

to engage themselves in pr1nt-related act 1vities and simultaneously act 

as rale models for young children. Parents and adults involve chiidren 

different ly during a 1 iteraey act ivity. The adults may be the only ones 

engaged in soma activity where the chlldren are passive abservers. 

Chi ldren become more engeged in a l1teracy event gaing on when they are 

made aware of the print in the enviranment. This 1s achieved in the 

daily, natural setting within the home. When pat'ents and adults ehoose 
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reading materials suitable for childrer. and directly model how reading 

ought ta be done, children become more involved. Finally, ch,ldren 
become act i ve part ici pants when the; r ra 1 e mode 1 s i nv i te them ta 

cooperate in a shared literacy event. 

Child-Initiated Actjyitjes 

16 

The importance of having adults who aet 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 da1ly living. Clay (1982) suggests 

that some children are fascinated by big words on billboard 

advertisements, on television or on a packet of breakfast cereale Words 

in favourite storybooks may be recognized by soma 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 ta 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 assoc1ated with reading 

succes~ 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 

1s safer for parents to provide the Mkey conditions for ch11dren to go 

exploring" and have materials readily accessible, rather than make 

deliberate attempts to teach ch1ldren. They conclude that when th1s 

natural free-flow type of approach is ignored and deliberate attempts 

are made to teach sorne part icular aspect of language, "literacy 

disasters" may occur. This can happen when parents set out to fOnlal1y 

teach letter names, the alphabet or simi1ar school-1ike reading and 

writing tasks. 
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Symary 
It is evident that the nature of the interaction of children with 

print during various print-related activities 1s not determined 
exclusively by adults or children. Within any home environment, both 
adults and chi ldren have opportunit ies to init iete various aet ivit ies. 

Therefore any study must be able to account for adult and child 
initiated activities and the interactions which go on between the two 
part ies. 

Besides assessing the home-environments and print interactions 
within these environments, the amount and accessibility of print 
available in the home must be teken into consideration. The quantity of 
print sources as well as the use made of the eval1able 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 literecy activities, as well as the 
necessity of having rich-in-print home enviror.ments 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 

di scussed ir, the next sect i on. 
Methcdology Used to Study the Home Eoy1ronment 

Various methods have been used to study relationships between 
factors in the home environment and their effect on reldiog achievement. 
Natural1st1c observations in the presence of an observer (Snow et al., 
1985; Teale et al., 1981; Tea1e, 1986b) have been enalyzed. Even 
naturalistic observations without any observer present have yielded 
5ignificant data (Wells, 1982) although the limitations of such a method 
have been acknowledged. Use of questionnaires and interviews seems to 
be a more wid~ly spread approach. 

Twenty-one studies which assessed literacy in the home used soma 

= 
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type of questionnaire, or structured interview, with one or bath parents 

of the primary caregiver of the target children in the study, to obtain 
infanmatian about characteristics of the family, demogra~h1c 
information, parental education, the parents' Vlew of their role in 

education and their literacy habits. Appendlx 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 wlth the 

influence of the home environment on reading a~hievement. Children's 

interactions with this environment within the home setting are e1ther 
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; Wells, 1981, 1982). In other studies an 

unbalanced reference ;s made ta the home environMent and children's 

interactions (Br199s & Elkind, 1977; Sutton, 1964) in favour of the 
former. 

There seem ta be canflicting views in deciding whether children's 
requests far storybaok reading and ch1ldren's interest in literacy are 
characteristics of the home environment (Durkin, 1966; Mason, 1980) or 

of children's self-motivating interactions with print (Brig9s & Elkind, 

1977; Moon & Wells, 1979). Indeed, reading books to children 15 a 

contributary 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 ta reading and 

writing. Secondly, the fonm and content of interactions between 

children and parents change over the course of the ch1ld's development. 

Passibly, even the Qua11ty of the process or the parents' .ativations 

for specifie interactions and feelings for their children will change 
over time. Consequently seme questionnaire items may be sensitive to 
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certain abilities and home-related issues but nat ta athers (Kalinawski 

& Sloane, 1981). Indeed there appears ta be a need for more precise 
measures ta look at specifie home enviranment and literacy knowledge 
relatianships. 

Appendix B shows haw prev;aus researchers, fram 1952 ta 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 
environ~ent in the home. None of these studies have looked at the 
combined effect of the home env;ronment and children's interactions 
within it, on specifie multiple measures of l1teracy knawledge. 

Assessment of reading. In 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 & T1zard, 1980; Morrow, 1983; Sheldon 
& Carrillo, 1952). Generally these tests assessed children's knowledge 
of letters, wards and read1ng comprehension. Other skills and ab1l1t1es 
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 (8r1ggs & E1kind, 1977; Durkin, 1966; Schnur & Lowrey, 1986; 
Suttan, 1964) the early readers were 1dentified from non-early readers 
on the basis of an achievement test score. Seme studies made use of a 
battery of tests in arder to ident1fy (a) characterist1cs 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 th1s series of 
studies, sorne specifie ab11ities were studied such as children's 
knowledge about literacy, readin9 accuracy and ward 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 ta those 
abillties which are reQuired of children for particlpation in formal 

schooling. The drawback of using reading achievement test scores lies 
primarily in the global and gross estimates provided. First, they do 

not indicat.e what span of literacy knowledge 1s ental1ed in 1 iteracy 
development; secondly, achievement measures are not sens1tlve ta how 
literacy kno~11edge is used strategically in explaining how literacy 
development occurs. 

Qutcoroes of the stu~. Most of the results reported in the 
studies (shawn in Appendix C) are strictly related ta 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 dnd students' literacy abi1ity 

to subsequent literacy achievement. Therefore these studies will be 
looked at in seme 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, g<, 01) and parental interest in 1 iteracy as 
derived fram an interview (r,77, Q<.01) and as derived fram transcribed 
record1ngs (r,70, Q<,01), The correlations of preschool knowledge of 

literacy to children's interest in literacy were lower (from the parents 
interview r.27 was not significant; fram the transcribed recordings 

~.43, ~<.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 

r.70 with a word recognition test). There were no s1gnificant 
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correlations between these reading tests and childran's interest in 
literacy (range fram ~.20 to ~.40) although s1gnificant correlations were 
obtained between these reading tests and parental interest (r.56 ta r. 69). 

Thus, from the preceding study one can canclude that parental 
interest in literacy intercorrelates highly with al1 of the tests of 

children's reading ability. That the children's awn 1nterest in 
literacy did not correlate s1gnificantly ta later reading attainment was 
an unexpected result. What 1s alsa important to the present study, is 
the highly significant relationship between children's preschool 
knawledge of literacy and tests for accuracy, ward recognition and 
comprehension. In fact, it appears that knowledge is more iMportant 
then observations for interest and participation through surveys and 
qualitative day-to-day observations of parent-child interactions. This 
sU9gests that there is a need to look at developing ab11it1es 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 schoel at the age of 5, correlated signif1cantly 
w1th a set of tests (Eng11sh Picture Vocabulary test; Nesle Analysis of 
reading ability including accuracy and comprehension, and a test of 

number operations) administered 2 years later (r.49, Q<.01). The 
children's 1nterest in literacy just before entering school was also 
s;gn1f1cantly correlated with teacher assessments (on social adjustment; 
oral and written language ab11ity; number work and logical concepts; 
physical development) when the children were 7 years old (r.S3, Q<.OO1). 

The span of the child's concentration in literacy activities as reported 

by parents prior ta the children beg1nning school was a1so significant1y 
correlated to the tests adna1n1stered at age 7 (r.69, g<.001). 

Therefore, contrary to Moon's and Wells' (1979) study, ch11dren's 
interactions with literacy were sign1ficantly 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 l1teracy 

in a preschool interview and the amount of parents' reading (as reported 
by parents after children had been in school for 2 years) were a11 
significantly correlated to the set of tests administered at age 7. Of 

greater interest to the present study was the signif1cant correlat10n 
hetween the knowledge of l1teracy test administered on entry to school 
(der;ved from tests constructed by Clay, 1972) and the tests 

administered at age 7 (~.19, Q<.001). This f1nding h1ghlights the 

importance of looking at book and code knowledge as a developing 

literacy ability prior to entry into school. What is lacking in th.se 
studies is the interactive effects of environmental character1stics, 

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 seme subjects but with 

data collected from naturalistic observations in the absence of a 
researcher, listening to stories at home as they were read or to1d from 

a book, was significantly assoc1ated to knowledge of literacy (using the 
Mann-Whitney test and calculated with the combined scores on concepts 

about print and letter identification, fram Clay, 1912) (Q<.025) as wall 

as to read1ng comprehension (us1ng the comprehension subscore fram the 

Neale test) at age 9 (Q<.05). It is interesting to note that looking at 
books was not s1gn1ficantly associated either to knowledge of literacy 

or to reading comprehens1on. 
Two other studies with British children indicate significant 

positive correlations between parental characterist1cs and children's 

achievement in reading. In one study (Blatchford et aL, 1985) parental 

teach1ng of read1ng correlated signif1cantly (r.22, Q<.01) to a set of 
reading tests. (The total score was derived fram the SUI of the 

concepts-about-print test, adapted from Clay, as wall as word-match1ng, 

letter identification and word reading tests). These were admin1stered 
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te children before they left the nursery class and prier ta entering the 
infant school. In the second study w1th 7 and 8-year eld children from 
working-class env1ronments (Hewison & Tizard, 1980), the factor which 
was most strongly a5sociated with reading succe5S, wa5 whether or not 
the mother heard the child read. This was identified in the study as 

the "coaching" factor. It i5 reported that 36X of the variance in 
reading scores (r = .61) was accounted for statistical1y by the factor 

of "coaching". 
Several conclusions can be drawn fram 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 w1th 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 1ndicate that 
several parental factors and aspects of the home environment are 
correlated to reading achievement. This suggests that it is desirable 
ta 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 the se studies looked st the home environment 
and the childran's and adults' interactions with print as two 
interactive variables developing along a continuum. All prior studies 
clearly have separated the two, or only focused on SOMa aspect of the 
home. lhus, there is an apparent need for more studies with entering 
school children ta clarify the influence that home anvironmental factors 
and childran's interaction with print have on daveloping litaracy 

abil ities. 
Befora 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 WhlCh 
yield data related to the home, ln analyzlng parental responses, lt 

ought to be remembered that analysis is based on what parents were able 

to report and ev en on what they were will1ng to report (Ourkln, 1966). 

This is especially relevant when interviews are done and parents may 
detect some des1rable way of responding to the researcher. Second, 

caution has to be exercised when interpreting research findings based on 
parental reports and natural observations. Results could be restricted 

to specific samples or cultures under study; hence generalization 1s 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 limltlng ln this raspect 

because links between the environment and children's growth in literacy 

knowledge are interpreted to exist but are not specifica"y tested. 
More importantly, ta be able to attribute the progress in reading 

development to factors in the home environment, one must loo~ into 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 sorne aspects of literacy knowledge 

of emergent readers exists. However, one must be cautious of these 

results because the invest1gators did not separate the effect of school 

participation from home participation on students' literacy knowledge. 

Looking into homes and parent-child interactions requira detailed 

examinatian. 
Thus, most studies in Appendix C have 19nored the influence of the 

classroom on reading deve10pment, treating the cllssroOM 8S though 1t 

has no influence on ability growth when in fact it seems likely 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 resu1t 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 w1th 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 contr1butes more than the home to various aspects 
of literacy knowledge. ~oreover, bath quantitative and qualitative 
differences which are observed have to he related in seme meaningful 
way. 

DeyeJoo1ng Literacy Abilit1es 
The developmental theoret1cal perspective (Brown, Bransford, 

Ferrara & Campione, 1983) suggests that readin9 is a mult1d1mensional 
construct 1n wh;ch readers make use of a number of processes 
simultaneously, and changes occurring in one dimension may be j01ntly 
related to changes in other dimensions. Hence, developmental reading 
models (Aulls, 1982: Holdaway, 1979) propose that there 15 a need to 
look at an array of basic literacy knowledge such as book knowledge, 
print awareness and code knowledge, as they develop and gradualJy 
interact to change the literacy ability of early readers. Children's 

strategicness and fluency are interrelated knowledge r,sources which 
start developing 1mmediât~'y as children are exposed to varied reading 
contexts. 
print Awareness 

In previous stud1es (Moon & Wells, 1979; Wells, 1981; 1982, 1985) 
book and code knowledge has been selected as a pr1mary literacy ability 

,,;:>on which the home h8S an influence. Print awareness has .1so been 
identif1ed as an early develop1ng literacy ability but the influence 

which the home environment may exert on children's env1ronmental print 
awareness has baen a neglected feature of the environmental print 
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studies. Several studies have been done with American ehildren 

(Goodman, 1983; Goodman & Altwerger, 1981; Harst~ et al., 1984; 
Hiebert, 1978; Masonheimer, Drum & Ehri, 1984) as well as Australian 
subjeets (Gooda11, 1984). The studies were direeted towards the amount 
and/or type of context eues ehildren make use of in trying ta read print 

as well as the nature of the miscues. In al1 but one study (Masonheimer 

et al., 1984) 1ge is reported as the factor which contributes to 

deve10pmental changes in children's print awareness. Goodman's & 
A1twerger's, (1981) study with 3, 4 and 5-year old preschoolers revealed 

that the older the ehild, the greater the frequeney of appropriate 

responses given when identifylng the printed names of various items. 
Three-year 0105 had fewer exact responses and they made use of non-print 

information more often than the older groups when this W8S avai1able. 

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., 198.) reading skil1 rather than 

age was seen as the determining factor which reduces children's 

dependence on context eues. Henee, the most salient issue raised in 
these studies deals with whether ch11dren focus their attention on the 

print itself or the surrounding, available eues. None of the studies 
has tried ta record or establish empirica11y whether the home 

environment and ch11dren's print awareness are related in any way. 

Several informal activities wi~hin the home may be expected to 

contribute favourab1y ta children's increased print awareness. Examp1es 

of these activities include encouraging children ta read s1gns 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 pr1nt 
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awareness have shown up as a result of age or reading ability, there 15 

evidently a need to include print awareness as a developing literacy 
abi11ty in the multidimens10nal process of reading. If, as has been 
cla1med and empirically shown, the home environment has an influence on 
reading skil1s, it will be usefu1 to determine whether different 
categories of home environments coupled with children's interactions 
with print, will differentia1ly influence ch1ldren'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 hdve a s;gnificant influence on print awareness when 
children reach school age and are being exposed to formal instruction 
for the first time. 
fluency 

Children at the initial stage of reading development are not 
reading consistently in word groups but primarily focus on word-by-word 
reading (Au'ls, 1982). Readers who slowly build up a body of words they 
CAn accurately and automatica11y recognize in varied print contexts a1so 
may be concentrating on graçheme-phoneme correspondences without 
integrating semantic or syntactic information. They may or may not have 
to be taught strategies which help them break away fram word-by-word 
reading in order to get access to higher levels of syntacti~ and 
semantic eues. As they learn to focus on phrase groupings, and with 
reading material where most of the words are accurately read, chlldren 
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 ch;ldren to read and reread familiar mater;al (Clay, 1978). If 
the reading material includes vocabulary and phrase structures which 
represent child .. t.n's own natural language (Aulls, 1918; Clay, 1918), it 
allows children to use a rich language context Tram 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, Llpson & Wixson, 

1983; Paris & Myers, 1981). Therefore, it seems reasonable to infer 

that if poor readers can be taught how to compensate for the 

comprehension disrupt;ons 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 fonnal schooling, young 

readers do not begin to deve10p their own strategies for dea1ing wlth 

unknown words, fi1ling 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 (1910) 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 1ike1y 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 wlth sentence 

meaning. Weber (1970) observed a st,ift in substitution miscues from 

dependency on contextual appropriateness to confusions based on graphie 

simi1arity. 
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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close1y children's knowledge and strategie action. Clay (1982) argues 
that in the first two years of instruction, the child learns strategies 
that maintain fluency, others that explore detai1, seme strategies which 
increase understanding and others to detect and correct errors. She 
believes that it is deslrab1e to alter the child's reading behaviour 
from 1e5s 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~ accu rate in 
pronouncing words. This result ought to improve with rereadings. This 
assists children's predictions and self-correction strategies. Clay 
(1982) a1so observes the relationship between children's initial fluency 
in reading to the child's strategy of creatively reconstructing and 
recreat ing 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 1n 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 se1f
correction and confirmation, the ability to use the context, the ability 
to understand language sequences, loglcal arrangements, and the ability 
to understand language without any assistance fram immediate sensory 
context. Holdaway (1979) agrees with Clay (1982) that sorne involvement 
of memory for text seems necessary in the development of automatic 
functioning. This al10ws rapid predictions as deliberate attention is 
given only to a few verbal items. A child needs to feel assured of 
his/her suc cess in dealing with a familiar text which has been read 
severa1 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 strategie action to result 
in efficient reading (Aulls, 1982; Holdaway, 1979). Developmental 

models of reading, the baliefs and recommendations expressed by 

researchers and a few studies done with grade 1 children indicate that: 

(1) Aecuraey, strategieness and fluency are interrelated reading 
abilities. 

(2) An integrated use of strategies, where ehildren focus on 
eombined contextual, grapho-phonie, syntactic and semantie 
eues, increases word accuraey. 

(3) An increase in ward aecuraey ass;sts fl'Jency as chi ldren 
learn to focus on phrases and groups of words rather than 
individual words. This can be aehieved if children are 
reading meaningful and familiar texts where they are not 
burdened with the frustrations of decoding new words. 

(4) Fluent reading inereases with repeated exposure to the same 
text and material which draws on the children's ex;sting 
vocabulary knowledge. 

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

(6) Although ehildren appear to make use of some strategies on 
their own certain strategie rOtAtines may have to be formal1y 
taught. 

There elearly 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 experienee print and 

parent-child interactions with print resources have a signifieant and 

differential influence on any of these abilities; how lndividual 

children's use of, or performance on, these abilities changes when the 
classroom environment ;s combined with the;r home env1ronment, and the 
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degree to which the classroom enVlronment alone ;s responsible for any 
literacy knowledge and strategie changes whieh oceur. In addition, 
there may be a relationship between these three abilities and the extent 
of book, code and pr;nt 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. 21). 

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 ;s 
generally a str1king 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. 

SyOlDary 
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 literacy and reading develop: 

(1) in the presence of print; 

(2) when print 1s 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 meanlngful interaction with print); 

(4) where storles 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. 
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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 bath parents and children in creatlng 

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 eombined efreet of both dimensions. Given the complexity and 

interrelatedness of both dimensions it is qUlte naive to look at strict 
dichotomies. Studying different combinations of home environments and 

ehildren's varying interactions within these homes 1s 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 1s organ1zed by people other than the 
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children and the real1zation that children actively process this print, 
are a11 matters of equal importance. Thus, looking into children's 
1iteracy deve10pment within the home, prior to and during the initial 
stages of formal instruction, imp1ies looking into the children's 
interactions with the opportunities availab1e. Chi1dren within any type 
of home environment have a choice: they can either respond 
enthusiastica11y to print material and literacy-related activities or 
they can show a more subdued and moderate interest. Here too lies a 
continuum a10ng which children's interactions can vary. 

Some aspects of emergent literacy seem to have obtained 1ittle 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 te 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 fram word-by-word reading to reading in 
phrases. 
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The Classroom Environment and Its Influence on Early Reading 

The second most influential environment in the emergent reader's 
developrnent is provided by the primary school ln 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 imposslble to deal with environments in terms of a dichotomy, such 

as a good or bad environment. Defining characteristics in the home 
environrnent which can be anhanced 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 c1assrooms 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 0 different 

approaches. From their study comparing basal, phonie and i.t.a. 
programmes, they concluda that irrespeettve of the programme utilized 

sorne students experienced difficulty. Hence, no one programme is seen 

as distinct1y better in a11 situations that it should be used 

exclusively. Stahl and Miller (1989) support these conclusions by the 
researeh synthesis they carried out comparing the whole language/ 

language experience approach ta the basal method ln kindergarten and 
first grade classrooms. They conclude that whole language/language 

experience appraaches and basal reader approaches have almost equal 

effects on beginning reading achievement. The former may be better for 

teaching funetional aspects of reading such as print concepts and 

expectations about reading. More direct appraaches might be more 

adequate for students to rnaster word recognition skills essential for 

effective comprehension. 



. , 
Literature Review 

35 

Slaughter's (1988) study was designed ta 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 oral 
and written language development of high risk children in kindergarten, 

first and second grades led ta the conclusion that conventional and 

whole language classrooms can contain elements of whole language 

instruction or of direct teaching. 
Horrow (1982, 1983) and Horrow and Weinstein (1982) focused on the 

physical arrangement of the class library and how d~sign changes in this 
setting encourage children ta take a greater inte~est in literature and 

hence interact with books more frequently. The studies were carried out 
in kindergarten classrooms (Horrow, 1983; Morrowet 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; Cc) print which W8S 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 forma 1 reading instruction ln 
kindergarten programmes and children's literacy accomplishments and 

mechanisms for literacy acquisitlon prior to lnstruction. She concludes 

that within the school framework, instruction fails to capitallze 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 sorne 

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 Bole 

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 amang 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), McKenz1e 

(1977), Duffy and Boehler (1986) believe that effective teachers are 
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those who in their instructianal decisian-making are led by their 

professlonal knowledge rather than let themselves be "dominated by the 
classroom environment" or follow directions like a "trained technician". 

From their study on different reading programmes. Bond and Oykstra 
(1966-61) conclude that rather than expect a panacea in materials it 1s 

mare realistic ta 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 likelihood of 
variation among student learning in spite of the same reading materials. 
Research 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, 1919; Buike & Ouffy, 1919) 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 skil1s 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 [couldJ hold a peneil correetly, 
hear t1ifferences between sounds and show an interest in language" 

(p. 65), there was a tendency for children to eonsider reading and 
writing as figuring out letters and forming letters and words. In 
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addition, the children described that people learn ta 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 ta read and write .. in much the same ways as they learn ta speak -

by playing around ... experimenting ... discovering rules and developing 
complexities" (p. 66), the reports of the children's interviews showed 

that the se children were more likely ta describe reading as reading 

stories or looking at books. They tended ta 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 ta basal readers and linear types of 

approaches for reading instruction, had significant positive 

correlations with reading behaviours which were decoding oriented, 

focusing on sounds represented by vowel and consonant combinat ions. 

Student-centered teachers whose reading beliefs were assoclated with 

natural language or whole language approaches obtained negative 
correlations with decoding oriented outcames. 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 thei r students. Research in grade 

classrooms has yet to cons;stently determine whether teacher baliefs and 

their philosophy about reading coincide with their classroom teaching 

and how these beliefs and their enactments inflUQn~9 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 lnstructional decision-making in reading is exc1usively 
guided by reading conceptions. 
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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 specifie reading outcomes such as print awareness, book and code 
knowledge and children's use of strategies in the;r development as 
readers. Research is a1so needed to evaluate the differential effects 
of teaching on combinat ions of these variables used to describe patterns 
of literacy knowledge growth. Studies are needed to dea1 explicit1y 
w;th the extent of variance of a teacher's influence on different 
reading abilities. Fina11y, although teachers may put emphasis on 
different abilities or combinat ions of abilities, similar resu1ts could 
still be obtained by the;r students on achievement tests. This is a1so 
a crit;cal issue since changes in individual reading know1edge measures 

may be far 1ess important than the fact that sets of know1edge change 
and these sets may best account for performance on achievement tests. 

Character;st1cs of the Rich-in-Pr1nt Classroom Environment 
The Class L1brary 

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 

c1assroom's understudy were rated for their l1terary environment. The 
teacher's daily literature activit1es and the physical design 



Literature Review 

40 

characteristic5 of the library corner wlthin the classroom were taken 

into co.'sideration. Statistically significant differences are reported 

concerning the class environment of children having high interest ln 

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 ln these classes 
emphasized regular planned literature activities and provided space for 

well-designed library corners. Eighty-two percent of the low-lnterest 

children came from classrooms where the literature environment had been 

rated as fair or poor. 
Horrow 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 conclude that in spite of agreement among 

educators, that early exposure to literature is beneficial, apparently 

many kindergarten classes do not have a regular 1iterature programme or 

well designed library 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 a1so been reported ln an earlier study 

(Hall, 1971) dealing with the 1iterature experiences provided by 

cooperating teachers. From the 84 student teachers' responses to a 38-~A 

item questionnaire, it was concluded that 52.4' of teachers did not read 

daily to children. In addition, 76.2~ of the teacher selections for 

reading aloud did not reflect a planned l1terature programme and tlme 

for indepel:Jent reading was provided only when assigned work had been 

completed in 50' of the classes. Daily reading to chi1dren as well as 
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independent silent reading have been highly recommended (Teale, 1986a) 
as these actlvities assist children in increasing functional and 
structural knowledge of staries (Stein, 1983). In addition, by being 
read ta, ch,ldren are exposed to print-related concepts and book
handling rules. Their attention is focused on the print, and through 
teacher model1ing they can be assisted in beeoming strategie readers. 
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The results of a study with second, fourth and sixth graders 
(Fisher & H,~bertt 1990; Hiebert & Fisher, 1990) in literacy-based and 
ski l ls-orienteà ~~cgrammes. have shawn that students in whole-]anguage 
classrooms spend more time on literacy tasks wh1eh are more cognitively 
complex. Students in the integrated lit~raey programme had a role in 
shaping their ~asks as well as shared int~rpretations of text materials 
and literaey experiences. Children in the whole language classes had an 
influence in deciding what literaey task ta work on. The positive 
effect of such decisions is seen in the time spent by students selecting 
a book for persona] reading and in the number of books which children in 
the integrated literacy programme read as compared ta the children in 
basal programmes. 
Story Reading jn 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 ta 
sort out important features of staries and writtan language. Bath 
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 voeabulary used. Such books reflect 
what children know about their world and language. Ch11dren 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 chl'dren set hooked on the 
rhythmic pattern of the stories, they take an interest ;n the books and 

engage in several rereadings. This induces active involvement and the 
notion of success in each chi1d as they feel good about their abl1ity to 

read a book from cover to cover. They a1so develop a familiarity wlth 
book language and learn to use the strategy of content clues to flgure 

out unfamiliar words. Consequent 1 y, emphasis is on îi:eaning rather than 
sounding out words. 

Meaningfu1 Language ard Print Actjyities 

The resu1ts of a study with 124 klndergarten students fram six 
classrooms (Taylor et al., 1986) indicate that young children, even 

those fram homes where exposure ta a literate environment 1s not likely 

to occur, can develap important pre-literacy skills when the right 

enviranment is provided in the classroom. The results further indicate 

that children learn best in a language- and print-rich environment, 
character1zed by many opportuniti~s to observe, try out and practice 

literacy skills in genuine communicative situations. Thus, these 

characteristics appear ta correspond to those found to be conducive to 
emergent literacy in the home environment. 

Based on several research findings related to early reading 

acquisition, Taylor (1986) makes several suggestions concerning the 
setting up of a print-rich env;ronment ;n 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 chi1d. In order to achieve this 
meaningfulness, print has to be functional for children. This imp11es 

setting up an environment where one must get information fram print in 

order ta know or do something. The way teachers structure children's 

interaction within the print-rich environment h~s a marked influence on 

the acqui s 1 t i on of 1 i te racy concepts. The en', i ronment set up by the 
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teacher needs to be flex ible a"d fluid enough for chi ldren to discover 

knowledge about written language, help children integrate l iteracy 

experiences into the;''" existing conceptual frameworks and allow frequent 

and independent interactive access to meaningful written language. 

Research and pract1ce - A Oichotomy 

Most suggestions and advice concerning an idea l classroom 

env;ronment and the changes which are brought about in chi ldren's 

reading and writ ing experiences are not based on empi rical research. 

Hemming (1985) and Avery (1985) report how they encouraged and fostered 

"exploration w;th language" and "gt'oup-sharing activities" respectively 

in their grade 1 classrooms. Goodman and Goodman (1983) sU9gest 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 1iteracy when given a chance to 

build on and re-organize what they already know. Furnas (1985) explains 

how her kindergarten chi1dren were able to benefit fram rEiading and 

writing because theïr participation in adult processes gave the chi ldren 

control over thei r own 1earn; ng. Vet, none of these five articles 

i ne l ude data ta support teachers' cl a ims about what env i ronmenta 1 

characteristics lead to what changes in children's literacy development. 

Hiebert's (1988) rev1ew of studies of children's literacy 

accomplishments and the mechanisms for literacy prior ta formal reading 

instruction, and literacy experiences in early chi ldhood settings led 

her to canclude that contexts of formal reading instruction emphasize 

forms of 1 iteracy (such as letter naming pract 1ce and letter-sound 

matching exercises) whereas preschool literacy acquisition emphasizes 

functions (writing messages, listening ta 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 ta conslst of 

practising letter naming and letter-sound matching on worksheets than 

listening to stories and writing messages. Consequently, because the 

teacher's demands in elass do nct require children ta 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 

env;ronments. Researeh on emergent literacy shows that young children, 

"avidly learn about written language in the;r home environments" 

(Hiebert, 1988). This led Hiebert to reconwnend 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 colleeted in Durkin's (1987) classroom observation study of 

reading instruction in 42 kindergarten r.lassrooms indicate that 70.9' of 

the time spent on reading activities went to topies related to phonies. 

Behaviours sueh as "explaining what 1t means to read" and "showing or 

discussing usefulness of reading ability" were never observed in 233 

class observation hours of reading and reading-rel ated act ivit ies. 

Other behaviours such as explain1ng language of instruction, showing the 

relat ionship 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 O.OUI of the total time in classrooms. These 

resu 1 ts cl ea r 1 y 1 nd i eate that teaehe rs do not put much emphas i s on 

developing literacy abilities. They are more coneerned w1th the 

mechanics of reading rather than with children's growth and 

understanding of the funct ions of read1ng. It appears that k1ndergarten 

teachers may fai 1 ta f1nd out what prior knowledge chi ldren have; and 

therefore, they do not provide the ch1ldren with relevant experiences 

where they ean make use of the1 r avai1able 1 iteraey 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 fram emergent literacy 
research, only one (Taylor et al., 1986) has bee~ described 
comprehensively 50 far. This clearly suggests the nesd 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 enviranment relates ta or makes an impact on ~.Ianges in 
children's reading growth, particularly the growth of multiple literacy 
ab1lities. It 1s important for research to establish how the grade 1 

classraom enviranment 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 partic~lar ~nowledge 
resource does not depend on the complete developrnent of other resources. 
Reading is meaningful because it is the product of the use of cornbined 

literacy knowledge resources wh;ch are used simultaneously (Aulls, 1982; 

Stanovitch, 1990). 

Symrnary 
There appears to be a d1chotomy between the empirical data 

provided by large 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 ernergent 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 fonmal methods of reading instruction 
(Bissex, 1984; 1985; Clark, 1916; Harste et al., 1984; Hiebert, 1986b; 

• 
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Tea1e, 1986a; Watson, 1985). Vet classroom research conslstently 

indicates that many teachers genera11y disregard children's prlor 
literacy know1edge and, from the t;me children are reglstered in 
kindergarten programmes, conventional and skills-orlented readlng 
programmes are most often implemented (Durkin, 1987; Hiebert, 1988). 
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In spite of the assumed and researched benefits of dai1y reading at home 
(Snow et al., 1985; Teale, 1981; Vaden Jr. et al., 1989) and in school 
(Bridge, 1986; Johns, 1984; Rhodes, 1981), classroom observational 
research shows it typica11y is not a daily event in the classroom (Hal" 

1971; Morrow, 1982). In additlon, although research indicates that 
attractive arrangements of c1ass 1ibraries would stimulate children to 

use different sources of literature these arrangements appear not to be 
wide1y imp1emented in many of the classrooms observed (Horrow, 1982, 

1983; Morrow & Weinstein, 1982). 

Research is needed to a~sess the effects of variations in the 
teaching programmes, approaches and materials on literacy ab1lities of 
grade 1 chi1dren. There is an absence of studies describing the 
correspondences amang characteristlcs of classroom environments in grade 
1 and what reading outcomes may be influenced by them over time. To 

date, on1y one study (Taylor et al., 1986) has looked into the effects 

of 1anguage- and print-rich classrooms on reading achievement. In the 

study, with kindergarten chi1dren, 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 
chl1dren'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 grawth, on the basis of multiple categories of 
literacy know1edge 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 ta 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 hand11ng, knowledge of code and print awareness (Clay, 1918); 
(c) reading fluency (Aulls, 1982; Allington, 1983a); (d) the strategies 
which children need and adapt to make sense out of text and mave towards 

fluent and accu rate reading (Myers & Paris, 1918); and (e) global 
reading comprehension. EQually important 1s the necessity for classroom 
research which attempts ta make some assessment of the combined 
influence of the home and classraom environment on children's literacy 
growth. Studies are needed to explicitly high1ight 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 abi1ities 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 (c) 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; Ooake, 1985; Haussler, 1985; Smith, 
1989; Strickland & Morrow, 1989; Taylor, 1983) mostly conclude with 
recommandations and suggestions for a print-rich environment in class. 
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They describe what could canstitute such an environment withaut 

praviding details about haw teachers actual1y go about creating, 

implementing and maintaining such an environment. Teachers are advised 

ta provide a11 sorts of pnnted material in the school classraoms ta 

extend children's existing literary knowledge. On the ather hand, 

stud i es wh; ch do look i nta the cl assraom env i ranment ; n some deta 11 • 

simply aCknowledge that when l iteracy-related experiences are l ack i ng in 

the home environment, the schaol can provide experiences which assist 

children in their acquisition of literacy (Taylor et aL, 1986). In one 

study (Harrow et al., 1982), the influence of the home environment on 

children' s preschool l iteracy knowledge as well as how the teacher and 

children can capitalize on this existing knowledge to construct a 

l iteracy environment in a classroom are 19nored completely. This 

implies the need for further studies which look at the combined effects 

of the home and classroom environments on changes in 1iteracy abilities 

of the emergent and deve10ping reader. 

Conditions of Reading 

One aspect of reading which cuts across bath 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 ta read but a1so the child's ability ta generate strategies 

and make use of his/her prior knowledge. 

Assisted Reading prior to Forma1 Instryction 

The benefits of parents reading and rereading books in the home 

with their children have been dealt with by several researchers (Ooake, 

1985; Holdaway, 1979; Taylor & Strickland, 1986; Teale, 1981, 1986a; 

We 11 s, 1985). 

In high1y 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 becaming equlpped with an immense amount of 
knowledge. As Taylor and Strickland (1986) conclude fram 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 ln 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 ta 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-like behaviour children begin to self-direct, self-monitor and 
self-correct their own learning-to-read strategies. Ooake (1985) 
observed in his research that four participatory strategies seem to 
develop as children increase their familiarity with certain staries. 

Indecipherable mumble reading used ta accompany the adult reader, 
develops into cooperative reading which 1s done partly in unison, partly 
with one reader's voice s11ght1y ahead of the other and partly w1th one 
reader reproducing the story a10ne. The third and most frequently 
adopted strategy is complet ion reading where th'! adu1t reader pauses at 
various parts of the story, inviting the child to complete the sentence 
or phrase. The fourth strategy. referred to St. echa 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 active1y involved in learning-to-read 
strategies. As they listen ta staries, partic1pate in their 
reproduction, retrieve them in a reading-like behaviour and focus on the 
print, children are prepar;ng the foundations for prediction and self
correcting strategies. They are a1so learning how to group words and 
phrases rather than insist on reading individual wards. Hance, they are 
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progressing toward more fluent unassisted reading. 

Unassisted Reading Prior to formal Instryction 
Children appear to make use of some strategies ev en when placed in 

unassisted reading conditions. In Sulzby's (1985) study with 24 

kindergarten, American children who were invited to ~~d one favourite 

or familiar book at the beginning and at the end of the year, of the 

chi1dren who were able to engage in the holistic print-governed attempts 

at storybook reading where the chi1d "seems to have it al1 together and 

[is] reading from print" (p. 472), there was a distinction between those 
who read w;th 'strategies imbalanced' and those who 'read 
lndependently'. The former type of reading was characterized by 

insufficient integration or strategie f1exibility. This was 

demonstrated if the reader had a tendency to ignore unknown words 
excessively, made substitutions from hisjher repertoire, sounded out 
words excess i ve 1 y, often 1 eft "nonsense" words uncorrected or re 1 i ed on 
the predicted or remembered text, rather than the written text. Su1zby 

(1985) argues that a child who reads with imbalanced strategies seems to 

"know about a11 the parts of reading", but is over dependant upon the 

use of a preferred strategy and less likely to try other strategies. 
The amount of self-regulation exhibited by a chi1d and the 

flexibility with which sjhe 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 m;scues. 

However, they have a wider range of litaracy knowledge. Childran who 
read independently, utilized substitutions for words which were not 
recognized or which the child dec1ded not to bother with, were less 

text-bound and yet more accu rate in reproducing the wording and the 

author's intended meaning. These knowledga rasources show evidance of 

predicting and confinming strategies. In Sulzby's (1985) sampla, of 24 



" 

Literature Rev;ew 

51 

children, only one child was reading independently at the beginn;ng 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 read1ng with imbalanced strategies. 
Ouring 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 wore governed 
by print; 12 children formed stories which were picture governed. Of 
these 12, 7 children used written language-like renderings and 5 used an 
oral language-like style ta read the story. lt is intRresting to note 
that at the beginning of the year, 4 children did not form staries 
although their attempts were picture governed. There were no children 
in this category at the end of the year. Two ch1ldren 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 fram fami li ar 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 like1y to do so with wel'-rehearsed books. However, for 
the child who enters grade 1 these criteria will not satisfy the new 
social expectations set for the ch1ldren by teachers' dec1s1ons about 
what te read. 

Hence, studies that look into the strategies which children use in 
their attempts to read an unfam1liar text when they are not given any 
adult assistance are a1so needed. It is a1so 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 lS a nead 

for studies designed ta lnvestigate emergent and early readers' usa of 

the different strategies under bath of these different readlng 

conditions. Ta do sa would require studYlng the same children prlor ta 

and after formal schoal lnstruction in arder ta find out how and when 

they are likely ta acquire their knawledge and use of book readlng 

strategies. 

Assisted Reading as Part of Formal Instruction 

Repeated reading in classrooms has been suggested ta be an 

essential aspect of class instruction (Allington, 1983a; Aulls, 1982; 

Herman, 1985) as it ;s one technique which enables readers ta segment 

written discourse inta meaningful "chunks" or phrases for optlmal 

processing. However, before children can go beyond word-by-word 

reading, they have ta be taught predlction strategles, strategles which 

confinm these predictions and active sampling strategies which assist 

the children ta decide whether they should dwell on an unknown ward 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 ta begin ta go beyond ward reading. 

In the classroom, this can be facilitated by frequent rereading of 
material where the majority of words are known (Al l ington, 1983a; Aulls, 

1982). As Herman (1985) has shawn in her study with eight, less-able, 

non-fluent, intermediate-grade students, who were asked ta choose five 

staries ta practice repeatedly, accuracy and the number of acceptable 

miscues ;mproved significantly between the lnit;al reading of Story 1 

and the initial reading of Story 5. 
One study with third graders (O'Shea, Slndelar & O'Shea, 1985) 

showed significant increases in fluency as the number of repeated 

readings increased. The researchers suggest that there 1s an optimal 
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number of rereadings because after four readlngs, 83% of the fluency 

increase between one and seven readings is achieved. What lS 
interestlng ta note in the Q'Shea et al., (1985) study, is that although 

the readers who had been cued to fluency read faster, they comprehended 
less than thase readers who had been cued to comprehension. O'Shea et 

al., (1985) thus conclude that increaslng f1uency is a less efficient 

means of assistlng comprehenslon than formal1y te11ing children to read 

passages careful1y. This suggests that in addition to repeated 
readings, techniques such as cueing are useful to help children improve 

fluency and comprehension slmultaneously. 

In a study (Dowhower, 1987) designed to investigate the effect of 

two repeated reading procedures (read a10ng or independent practice) 

with fami1iar and unfamiliar passages, rate, accuracy, comprehension and 

prosodie reading, that is reading in meaningful phrases, were 
significantly improved by repeated reading practice regard1ess 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 pass~ges were transforred to the unfamiliar, 

similar passages. Prosodie reading was most facilitated by the read

along procedure. The~s results support not only the importance of 
repeated readings, with young children but a1so the provision for 

assistance and support of an adult. 

Studie~ which have dealt specifically with grade 1 chlldren and 

their ehanging patterns in their reading miscues did not provide 

repeated reading opportunities (Biemi11er, 1910; Weber, 1910). In 

Weber's (1910» study, whieh 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 

grammatical context were a1so graphically simi1ar to the written word. 
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There was an lncrease in omisSlon mlscues and a decrease ln insertlon 

miscues over time. Two further strategies, regress;ons and fallure to 
respond to a word without prompting were not lncluded ln the study. 

Similar strategies were observed ln Blemlller's (1970) study. 
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Non-response errars, where the child stopped reading before a word WhlCh 

was presumably unknown, substitutions, insertions, omissions and self

correction were obseived over the first year. By the end of grade 1, 

there was an increase in the number of miscues which were bath 

graphically and contextually constrained. 

Although the early Weber (1970) and Biemil1er (1970) studies have 

made a contribution by describing how grade 1 children's attention 

typically changes from using purely contextual knowledge to maklng use 

of the contextual and grammatical constraints to identlfy words in 

reading passages, neither study was designed to describe how varlations 

in reading conditions contribute to emerging readers' use of dlfferent 

strategies. In Weber's (1970) study, data were collected fram different 

pre-primers, basal series and supplementary materials whlle observers 

were present for each small group lesson between December and June. 
Thus, there ;s no evidence of repeated readings with material which is 

familiar to the children. In Biemiller's (1970) study data were 
collected fram observations of oral readlng in classroom settings and 

observations of oral reading ln an indivldual test given at the end of 

the year. The individual test consisted of four readlng passages of 

varying difficulty which children ~~ad to go through successlvely. 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 

specifie behaviour and ignored several other strategies such as use of 

phonetic cues/sounding out words, attempts at recreatlng 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 plctures. 

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; Hc1daway, 1979), and (b) their reading fluency (Allington, 1983a, 

1983b; Aulls, 1982; Dowhower, 1987; O'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 

teaGhers to find out whether chlldren 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 correldte to reading abilities or reading achievement 

test scores. Empirical research has little to say about the 

relat;onship between home environmental conditions and the reading 
growth of emergent or early readers. Previous research has not 

attempted to separate the relationship of home charactcristics on the 
read1ng ab11ity 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 1s more highly 
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correlated ta subsequent readlng achievement in grade 1 and some home 

enviranmental characteristics. Thus, there is reasan ta questlon the 

influence of home factors on grade 1 reading growth and children's 

literacy knowledge. 
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The 1nfluence of home characterist1cs on grade 1 chlldren's 

reading ability is a joint function of bath the home and the classroom 

enviranments. Without accounting for the home and classroom factors 

which influence children's emergent literacy knowledge upon entering 
grade 1 and how literacy knowledge changes ln grade 1, it lS not 

possible to separate what literacy knowledge the child brings ta the 

classroom and what new knowledge the Ch1ld acqu1res from the classroom. 

Although considerable research has been reported on the 

kindergarten and grade 1 classroorr, environment and its relatlonshlp ta 

children's reading achievement, w1th some reference ta speciflc reading 

abilities, no research has used mult1var1ate analyses of the effects of 

the classroom environment on read1ng abillty as a complex construct. 

Such studies are necessary ta discern which factors ln classrooms are 

associated with particular kinds of reading abillty and whether these 

factors interact with spe~ific types of home env1ronmental factors. 

Prior research has shown that the teacher has a larger effect on 
grade 1 reading ability than does any part1cular readlng programme or 

reading apprcach. In addit10n, some dimensions of classroom 
environments related ta teaching ability appear ta be unaffected by a 

reading programme or specific approaches to teaching reading. It lS 

important then ta treat the teacher as a primary independent variable ln 

the classroom environment who effects the kinds of literacy 

opportunities which children experience ln grade 1. The teacher lS 

responsible for integrating resource materials, the classroom actlvities 

and the children's interactions and participation in rich and mean1ngful 

experiences. These classroom chai'acteristics can only be derlved fram 

qualitative observations of classroam 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). 
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At home and at school, children's opportunity to read books and 

their partlcipation 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. Vet, no studles have been done to 
assess variance ln 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 dally opportunities to read, write and engage ln other 

literaey aets and their readlng abllity, lt 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 understandlng of 

conditions related to e"'~rgent and early reading development by studying 

the lnfluence of home, teacher and classroorn 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 fram the home to the school, on the 

way to becomlng an early reader by the end of grade 1. 
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PUR POSE OF STUDV 

The purposes of the study were derlved from a thorough reVlew of 

the research and expert oplnlon regardlng the envlronmental condltlons 

that nurture emergent and ear1y readlng. The study focused on the 

lnf1uence of the home and the comblned effects of the home and classroom 

on 1iteracy abilities re1ated te schoel achlevement. The prlmary focus 

of the study was to find out how (a) the home a10ne, (b) the comblned 

effects of the home and classroom environment and (c) the c1assroom 

environment alone lnfluence developlng literacy abllltles of children ln 

grade 1. The secondary focus of the study explored the dlfferentlal 

influence of boek readlng condltions on children's use of strategles and 

word reading accuracy upon enterlng grade 1 and 4 months 1ater. It was 

of particular interest to see how chlldren responded to asslsted and 

unassisted reading conditions when attempts were made to read an 

unfamiliar, patterned book. 

The broad purpose of this study lS to examlne stable conditions ln 

emerging readers' llves. The home, the classroom and book-readlng 

conditions appear to influence children's opportunlty to acquire 

literacy knowledge and use it. 

Whlle researchers have studied the home environment or the 

classroom environment's influence on th~ emergence of read1ng ability, 

the methods used and the measures of reading prevent a clear descrlptlon 

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 requlres a multivarlate approach wlthln a 

developmental framework. The point here 1S not how much home and 

classroom conditlons independently influence the emergent reader but how 

different combinat ions of home and classroom environments JOlntly 

influence the typical Chl1d'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 
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asslstance glven to them as emerging readers. Therefore, assisted and 

unasslsted book-reading opportunitles play a significant role ln what 
changes readlng abil1ty and in assess1ng the zone of potential growth as 
a reader. Few studles of emerglng readers have closely analyzed how the 
typieal emerging reader, sampled from a broad dlstribution of SES, 

linguistic and ethnie groups fare ln assisted and unasslsted book
reading sett1ngs. Doing 50 offers a more precise description of what 
knowledge changes by specifYlng when it can be used and who can use it 
under assisted and unassisted conditions. 

The following specifie research questions flow from the pr1mary 

and secondary focii of the study and are based on the quantitative or 

qualitat1ve methods described ln the methodology chapter. 

t!2!n!: 
To what extent do the combination of home environmental context and 
children's interactions with print have a differential influence on 
their literacy ability priar ta formal instruction ln grade 1? 

To what extent do children's views on reading have an lnfluence on their 
performance on literacy abllities as a set, prlor to formal instruction? 

Home and Classrooms 
Ta what extent do the child's preschool literacy experiences in 

combinat ion with formal instruction in grade 1 influence their growth in 
literacy ability? 

Ta 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 Code+ 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 dlfferent1al 1nfluence on l1teraCy as 

measured bv f1ve llteracy abl11t1es? 

Condlt10ns of Readlng 
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Before formaI 1nstructl0n. lS there a s1gn1flcant d1fference ln the 

frequency of strateg1es used and word accuracy as a result of students 

readlng ln an unasslsted or asslsted readlng condltlon? 

After school partlclPat10n, lS there a slgn1f1cant dlfference ln the 

frequency of strateg1es used and word accuracy ln an unass1sted and 

asslsted read1ng cond1t1on? 

Ooes a slgnlf1cant and stable relat10nshlp eXlst between the number of 

words read accurately and the use made of strategles? 

Does the var1atlon ln the amount of help glven ln the ass1sted and 

unasslsted read1ng cond1tlons 1nfiuence word accuracy and strategy use 

to the same degree? 

Does a slgnlflcant relatl0nsh1p eX1st between chlldren's use of 

strategles and accuracy of words read (a) when students enter grade 1, 

and (b) after they have been exposed to 4 months of school 1nstruct10n? 

Strateg1es and Word Accuracy 'Il an Unass1sted Read1ng Cond1tlon 

To what extent does the home envlronmental context ln comblnat1on wlth 

chl1dren's lnteract10ns wlth prlnt have a d1fferent1al lnfluence on 

chl1dren's use of strategles and word accuracy ln an unasslsted read1ng 

condltion, prlor to school part1c1patlon? 

To what extent does the home envlronment, comblned wlth the classroom 

envlronment, have a dlfferent1al lnfluence on ch1ldren's use of 

strategles and word accuracy ln an unasslsted readlng condltlon? 

Is there a slgnlf1cant change ln chlldren's use of strateg1es and word 

accuracy ln an unasslsted readlng condltlon over the flrst 4 months of 

school? 
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Strategles and Word Accuracy ln an Asslsted Readlng Condltlon 

To what extent do the home envlronmental context and chlldren's 

lnteractlons wlth prlnt have a dlfferentlal lnfluence on chlldren's use 

of strategles and word accuracy ln an assisted readlng condltl0n prlar 

to formal school partlclpatlon? 

Ta what extent does the home environment comblned wlth the classroom 

environment have a dlfferentlal 'nfluence on ch,ldren's use of 

strategles and ward accuracy ln an asslsted readlng condltlon? 

Is there a slgnlflcant change ln ch,ldren's use of strategles and ward 

accuracy ln an asslsted readlng condltlon over the flrst 4 months of 

school? 
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In arder ta address the hypotheses assoclated wlth the prlmary 
purpose of the study, multivarlate factorial analyses were used. Here 

the independent variables were the home environment comblned wlth the 

children's lnteractions wlth thls prlnt prior to formal lnstructlol., the 

combined influence of home and classroom environments, lndivldual 

teacher bellefs and practlees and ehildren's bellefs about the readlng 

pracess. The dependent variables were book and code knowledge, prlnt 

awareness, use of strategles, accuracy, fluency and reading ac~ievement 

scores. In arder to contextualize indivldual teacher effects on early 

readers Qualitatlve methods were used to interview teachers about their 

beliefs and ta descrlbe their enactment of currlculum as process through 
which children experience literacy opportunities. 

The seeondary purpose of the study was to test the influence of 
assisted and unassisted reading conditions on emerging and early 

readers' literacy ability. Multivariate and eorrelatl0nal analyses were 

used ta test the differentlal effects of reading conditlons. The 

dependent variables were the different strategies such as use of 

phonetic eues, ignoring words, rereadings, and pictorial use. Details 

of the overall design are shown in Figure 1. 

Subjects 

The participants in thlS study came fram an avallable sample. A 

letter briefly explaining the study and requesting parental consent was 

sent to parents of grade 1 children ln six classrooms, attending four 

different schaols which had agreed to partic;pate ln the study. These 

letters were given by each teacher to their chlldren. The chl1dren were 

instructed ta pass them on to thelr parents. 

Of the 65 consent forms which were returned, 60 children were 

allowed to participate in the study. Five children who had been allowed 
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to partlcipate were excluded because they were repeatlng grade 1. They 

were excluded because they had already been exposed to formal 

instruction in readlng. One classroom was a Spl1t grade 1 and 2. 

Although seven Grade 2 chlldren and their parents showed an lnterest ln 

the study, they were nct lncluded ln the research. The final sample for 

the study was made up of 32 boys and 28 glrls. At the beglnnlng of the 

study, ir. mid-September, their ages ranged fram 6 years, 0 months to 6 

years, 11 months wlth a mode of 6:1 and a mean of 6:5. In four of the 

six classrooms, less than 50% of the class population partlclpated. 

Table 1 shows the number of children partlclpatlng fram each class and 

school as well as the percentage represented fram each class populatlon. 

Since the number of chlldren participatlng fram each class was 

rather small, the teachers were asked to complete some informatl0n about 

all their students to flnd out whether the sample was representatlve of 

its class population. Teachers rated every student on a 5-point scale 

for each of the followlng categories: range of vocabulary, co

operativeness, willingness to work, global abillty and posltlve 

attitude. A score of 1 indicated poor performance whereas a score of 5 

showed excellent performance on the behaviour ta WhlCh the score had 

been assigned. A total score for each child was obtained by addlng 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 partlclpating ln the 

study was rated by the teacher as being above or just above the class 

mean ln the five attitudes and abilities mentioned earller. Ta 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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Number and Percentage of Children participat;ng ln the Study from Each 

Classroom 

Boys Girls Total , of Class 

Class 1 4 11 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 21.1' 

School C Class 5 5 5 10 37.0~ 

School 0 Class 6 5 8 13 68.4' 

Total 32 28 60 
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Table 2 

Teacher Ratlngs of Children's Attitudes and Abilitles 

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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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 Measyres Used in the Study 
The home environment was assessed througn a questionnaire which 

was to be completed 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 envlronmental print awareness test as used by Harste et 

al., (1984) was adminlstered to establish chlldren'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 Cb) an assisted condition with a predictable 

texte A semi-structured interview was held with each child concerning 

the chi1dren's perceptions about reading. This interview was mode11ed 

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 1east 1.5 hours. These observations were done in the 

second phase of the study, after a11 the literacy abi1ity 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. 

Oyeryiew of the Genera) procedyres Eollowed 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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in~truction from confoundlng children's preschool perceptions and 

knowledge of reading acquired at home. Every school was vislted once 
every four days 50 that the same tests were belng adminlstered to the 
children in each of the six classrooms at approxlmately the same time. 

During this phase, the tests were admlnlstered in the following 

sequence: 
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(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 conditlon with a predictable text. 

The second phase of the study or post-test stage was do ne 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, WhlCh, 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 thlrd and 

fourth week in May when the standardized achievement test was 

administered. This was the only measure done with 9rou~s of children 

rather than individuals. 
A random procedure was used in each phase of data collection to 

select individual 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 arder was controlled. 
Oepending on the availability of space ln the four schoals, tests 

with individual children were done in (a) a raom adjacent ta the 

classroam, (b) the hallway, or Cc) a corner of the classroom away fram 
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the centre of activity. Whenever audlo-tape recordlngs were necessary, 
they were always done in rooms other than the class. 

The fo110w;ng subsections provlde details of each measure and the 
procedures which were used ln their adminlstration. 

The Home Envlronment Questionnaire Measure 
To assess the avai1abi11ty and richness of print in the home as 

we'1 as children's lnteraction wlth print, a 34-item questionnaire was 
devised for this study based on surveys used in previous work (Mason, 
1980). Twenty-slx questions were related to the type of printed 

materia1 avai1able ln the home as well as parental activities involving 
the use of print. Items dealt with the availability of newspapers, 

books and magazlnes, ViSltS to the library, access to books and 

accompanying tapes, and whether readlng is a past-time of the adults in 
the family. The remaining e;~~t items dealt with the parents' 

perception of their childr~n' nteraction with print. Evidence of 

interactlon with print was 'f led by questions ..,hich reflected 

children's direct involvement with printed material. These included 

questions about the child's interest in books; whether the child asks ta 
be read ta as well as whether s/he asks ta have favourite books re-read 

and the behaviours s/he shows while being read ta. Attempts made by the 

child at read i ng l Abe 1 s, packages and brand names or cooments about t,1e 

mail were a1so questioned. 

Several items requlred yes/no answers. Some questions had three 

or more alternative answers. For severa' items it was possible ta 
circle a combinat ion of responses and parents were instructed about 

this. A copy of the questionnaire i5 includea in Appendix O. 

Scores of 0, 1 or 2 were assigned for each item. The responses to 

the items classified as 'yes' or 'no' recelved a score of 2 or O. 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 prlnt enVlronment and a moderate or rlch (actlve) lnteractl0n 

with print. The highest score for the "f1chness of prlnt" measure was 

52. Scores at or above 35 were consldered te lndlcate a rlch prlnt 

environment. Scores of 33 or less made up the moderate prlnt 

envlronment. The maXlmum score on the "lnteractlOn wlth pnnt" ltems 

was 16. Scores WhlCh ranged fram 11 to 16 were consldered as lndlcatlng 

a rlch or actlve interactl0n wlth print. Scores of 10 or lower were 

classified as an lndlcatian of moderate lnteractlon wlth prlnt. The 

upper and lower limlts for the "richness of print" and "lnteractlOn wlth 

print" ltems \.fere 35 to 51 and 33 to 10 for the "rlchness of pnnt" 

items and between 11 to 16 and 5 to 10 for the "interactlon wlth pnnt" 

items. 

To establish face valldity of thlS measure, the questlonnalre was 

given to a class of research methods students ln Graduate schoal. They 

were asked to complete the questl0nnalre and note the tlme lt taok them 

to do 50. They also were then instructed ta re-read the questlons and 

indicate whether any ltems were syntactically unclear or semantlcally 

ambiguous. One of the items was ambiguous and had to be reworded. 

Minor changes were suggested to improve the syntax of sorne ltems. ThlS 

included changes such as referrlng to the target chi ld as "your chi ld" 

rather than "the Chlld". The questionnalre was also glVen to some 

parents with young chlldren. No changes were suggested by these 

parents. Most respondents took about 10 mlnutes to answer the 

questicnnalfe. Inter-rater rpliabi11ty was establlshed at .81 for 

scoring the richness of print 'n the environment ltems and .15 for 

scoring the chlldren's interaction wlth print ltems. 

To establish content val ,dity of the ltems on the questionnalre, a 

Pearson's correlatlon coefficlent was calculated between a child's score 

on the 26 ltems dealing with th~ richness of prlnt ln the home 

environment and the score on the e;ght items related to the children's 
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interaction with print. The obtained correlation Cr. : .23,12<.04) 

suggests that the two measures are measur;ng different dimensions of the 
home environment but are not entlrely independent. 

Procedure for the Administrat 19n of the Home 

Envlronment Questionnalre 

Fifty-seven children partic;pating ln the study were given a copy 

of the questionnaire to glve to their parents. Three parents had 
indicated ln the consent form, thelr unwll1ingness to fill out the 
questionnalre although they gave permission for theïr children to 
partlcipate ;n the study. Of the 51 questionnaires 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 env;ronment test score. The four 
groups are: 

(1) Rich envi ronment-rich interact 10n for chi ldren who se 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 nt 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 
interact ion score was at or aboya 11. 

(4) Moderate envlronment-moderate interaction for children whose 
print environment score was at or bplow 33 and whose 
interaction score was 10 or less. 

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

Book and Code Knowledge Measure 

To examine fifst grade chlldren's knowledge of print-related 
concepts, Clay's (1978) test, entitled ~ was selected. In this 
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each Chlld lndlvidually. 
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The test conslsts of 24 ltems which determine lf the Chlld 

understands prlnt-related concepts such as rules of dlrectionallty, 

differences between letters and words, use of punctuatlon, 

identification of ward and letter ordering ln sentences and words, and 

50 on. Each questl0n is scored rlght or wrong glvlng a range between 0 

and 24. These raw scores can be converted to stanlne scores wlth a 

range of 1 to 9. 

Clay (1978) reports a reliablllty of .95 wlth 5- to 7-year olds 

and concurrent validity of .79 with 6-year old New Zsaland chl1dren. 

With American subJects, Johns (1980) reports a reliablllty of .82 uSlng 

the KR formula 20 and an odd-even split of ltems. Day and Day (1979) 

report a test-retest rellablllty of .86 and .89 for klndergarten boys 

and girls respectively. In a further admlnlstratlon of the test when 

the children ~ere at the beglnnlng of flrst grade, the test-retest 

reliabll,ty coefficient was .75. 

Procedure for the Adminlstratlon of the 'Sand' Test 

Children were told that thelr assistance would be requlred in 

reading the story. The book was then presented and the researcher 

started reading the text. The ltems which make up the test were asked 

immediately as the relevant part of the story was read. No Chlld had 

any difficulty ln understandlng the instructions. The 53me presentation 

of the Sand test was malntained during the pre-test and post-test 

sessions of the data collection. 

raa Envlroomental-Print-Awareness Test Measyre 

This test was based on work dons by Harste et al., (1984). Four 

products were selected to assess children'3 knawledge of prlnt ln the 

environment. The products were a 2~ Sealtest milk carton, a box of 
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Cheerl0s eerea1, a MeDonald's eup and a Crest toothpaste box. These 

products were se1ected because of their aval1abl1ity ln the home (milk, 

cerea1 and toothpaste), ln the environment outside the homes 

(restaurants, logos), on the she1ves of grocery stores as we11 as on TV 

adverts. Thus al1 products were assumed to be within children's 

experlences. 
A scorlng system was devised to identify whether children (a) have 

prior know1edge relevant to prlnt, (b) use this prior knowledge ta make 

sense out of print, Cc) use prior knowledge to make sense out of the 

abJect. Depending on whether children demonstrated prior knowledge 

thelr responses were seored as '1' or 'Q'. When children referred to 

the lnltlal letters of a ward or mentioned letters and words, their 

responses recelved a score of '1', as they indicated that children have 

prior knowledge relevant ta print. If children spelt the whole word or 

part of it, a score of '1' was a1so assigned for the;r use of prior 

knowled~e. EVldence that chlldren used prior knowledge to make sense 

out of the obJect was provlded by referenees made to colour eues, shapes 

of boxes, physical properties of the packages and references ta the 

pictures on the package. This scoring procedure was applied ta the 

responses g1ven to the ~wo sets of questions in Conditlon 1 and 2. A 

maximum of 12 points could be obtained - three features of prior 

know1edge for each of the four products. 
To score responses in Condition 3, scores of '1' of 'Q' were 

ass;-~ed depending on whether a Chl1d could: 

or 

(1) read print as a sensible whole word, 

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

(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 asslgned to the latter t'lolO parts 

of the scoring system. If words were not precisely read, scores could 

be asslgned only dependlng on the sensibllity of the ward produced or 

the letter/sound correspondences made. For example, readlng "crest" as 

"crist" recelved a score of 2 for readlng pnnt as a senslble whole word 

and for readlng letter/sound correspondences to produce a senslble ward. 

A response of "cat" for "crest" got a score of 1, Just for readlng print 

as a sensible whole ward. No score was given for reading letter/sound 
correspondences. 

The total maXlmum score which could be obtalned on thlS measure 

was 20. The inter-rater reliability for the seorlng procedure of thlS 

measure was established at .95. 

Procedure for the Admlnistrat;on of the Environmental-Prlnt

Awareness Test 

Thl s task was admini stered under three condi tians. In Condlt ion 

1, the children were shown the actual package. Three questions 

accompanied thls first condltlon: (a) What do you thlnk thlS says? 

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

things you know about thlS. 

In Condition 2, the graphies were detached from the package, 

retaining only the name of the product in its typlcal coloured context. 

The children were shown cards, about 11em by S.5cm on which the graphies 

had been pasted. T'lolO questlons were asked ln the second condltlon: 

(a) What do you think thls says? (b) What thlngs help you to know what 

it says? 

In the third condition, the children were shawn the word 'milk', 

'Cheerios', 'Crest', and 'McDonalds' written on four separate cards of 

equal measurement. The words were handwrltten. The only questlor. asked 

in this condltlon was, "What do you thlnk this says?" 

This individually administered test lasted between 10 and 15 

----------~-~------------------
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mlnutes. Each Chlld was shown one package at a time and asked the first 

set of questlons. This was followed by presenting each card with the 

graphies and the questlons accompanying Condition 2. Ultimately the 

handwrltten cards wlth the last question were asked. The products and 

cards were presented in random order to reduee the posslbility of the 

Chlld memorlZlng the names across condltions. 

Strategies and Strategjcness jn an Unassisted and ln an 

Asslsted Reading Condition 

The purpose of the unassisted and assisted readlng condition was 

ta find out whether children use strategies ;n reading a text, WhlCh 

strategies they make lise of, the frequency w;th WhlCh each strategy is 

used and whether chlldren adapt their strategies accordtoa to the 

reading condltlon. An unfamlliar text was deliberately chosen. The 

text selected was ~ by R. Bacon (1984). Only 3 out of the sample of 

60 chlldren partlcipating 10 the study said they had sean 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 

rhymlng couplet. Such predictable books encourage children to 

participate ln read1ng (Rhodes, 1981). The same text was used in both 

reading conditions. The unasslsted reading exercise preceded the 

assisted reading measure. 

Scoring Procedures for the Two Reading CQndltions 

The scoring system used for the unassisted and assisted reading 

conditions was identlcal although procedures for administration 

differed. These procedures will be explained subsequently. There are 

differences in the type of strategies which eould be used in each 

measure. Some strategies were relevant to the unassisted exerr.ise only. 
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Others, such as pictorial use, could be used solely ln the asslsted 
condit lOn. 

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

(1) reread previous sentence/looked back; 
(2) wait and see/looked forward; 

(3) i gnored words and read on; 

(4) reread flrst few words on same page; 

(5) predicted accurately (deleted words); 

(6) predicted sensible alternatlve (deleted words); 
(7) phonetic eues; 

(8) self-correction; 

(9) memorlzed text or parts of it; 

(10) recreated text. 
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The rationale underlying the importance of the strategies observed 

during this study are described ln Aulls and Graves (1986). Two types 

of scores were obtained on these ten strategles. Irrespective of the 

number of times each strategy was used, a score of '1' or '0' was 

assigned dependlng on whether a Chlld used a partleular strategy. The 

second score gave a number fram '0' to '10' WhlCh lndicated how many of 

the strategies were used. Again, this composite score dld not take 

frequency of occurrence lnto consideratlon. 

A score for use of 'memorized text' could be asslgned only for 
children who attempted a deleted ward after the asslsted readlng 

exercise. Evidence for using such a strategy was provided if chlldren 

went through the manuscript turning the pages properly but "reading" 

parts of the story WhlCh occurred elsewhere ln the book. The strategy 

whereby text was "recreated" (Clay, 1978) was evident when chlldren went 

through the manuscript "readlng" an entlrely dlfferent story WhlCh they 

made up as they turned the pages of the book. 

With the exceptl0n of these two strategies, the preceding eight 
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strategies were a1so scored for freQuency of use. "Looking back" and 

"looklng forward" were scored lf 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 

"senslble alternatlVe predictlon" could on1y yie1d a maximum score of 8 

because the se two strategles were re1ated direct1y to the de1eted words 

in the manuscript verSlon of the text. Use of phonetic cues was 

consldered val1d for any attempts made at reading any word in the book 

uSlng the same initial letter as the printed word. The total score for 

frequency of use of phonetic eues was combined fram two sub-scores: 

(1) single attempts for a word using initial letter/sound symbo1 
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 accurate1y in the 

unassi5ted reading exercise were a150 calcu1ated. 

The same procedures were app1ied to score the assisted and 

unassisted readings. 

strategies observed. 

However, there were sorne differences in the 

Use of the fol1owing six strategies was only 

observable in the assisted reading condition: 

(1) pictorial use; 

(2) phonetlc eues; 

(3) rereads preVlOUS phrase or words; 

(4) look back; 

(5) look forward; 

(6) i gnored words. 

Evidence that a chi1d wa~ making use of pictures ta read a story was 

clearly provided when reference was made to some illustration on a 

particular page which did not have its correspondlng referent in print. 

A score fram 'Q' to '6' indicated the number of strateg1es used during 

the assisted reading. Scores of '1' or 'Q' indicated whether the 
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strategy was used. Frequency of use of each strategy theoretically 

could yie1d an unrestricted score. S10ee the look back and look forward 

strategy eategor1es were never observed durlng the ass1sted read1ng 

cond,tion they had to be e1iminated fram 1ater analys1s. The number and 

percentage of words read accurate1y ln the ass1sted readlng condlt1on 

a150 were ca1cu1ated. A modified verSlon of the Aulls (1978) flueney 

sca1e was used to rate chl1dren's readlng fluency. Chl1dren's readlngs 

were classlfied lnto one of three categories dependlng 00 whether they 

were readlng in phrases, readlng ln some phrases and some word-by-word 
reading, or readlng word by ward. 

Some scores were generated from the ones which have been 

described. A total score for chlldren's overall strateglcness was 

computed by adding the frequencies of al1 the strateg1es used ln both 

reading conditlooS. This was done separately for the pre- and post-test 

phase of the study. A total score was a1so obtalned for the strategles 

which were commao to both reading conditlons. The combloed frequeney of 

use for the 'rereadings', 'phonetic eues' and ',gnored words' strategies 

from the unassisted and assisted readiog cond1tlons ylelded common pre

test and post-test total scores. In addition by co11apslng over time 

and/or reading condltion, more derlved scores were obtained for these 
three strategies. 

Scores for accuraey of word lead1ng ware a1so derlved by taklng 

ioto account (a) time (pre and post) irrespective of the read1ng 

condition, (b) condition of readlng (assisted and unasslsted) 

irrespective of time, and (c) time and condition slmu1taneously, ta 

generate a global accuracy score. 

Procedyres for the UoassJsted and ASslsted Reading CooditlOO 

The Unassi~ted Reading Cood;t10n 

In the unassisted read1ng condition specifie words were deleted 

(Arracha, 1985; Au11s & Graves, 1986) and ehildren were preseoted with a 
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handwrltten version of Wind. There were no illustratlons and every 

sentence was wrltten on an indlvidual page. The seven separate pages 

and title page were bound together. Therefore children were told that 

thlS was a book wlth a story about wlnd. 
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Elght words were deleted ln a11. Two verbs, two adverbs, a common 

noun, a preposition, an adjectlve and a definite article were om,tted. 

No words were deleted from the first page. One word was deleted on each 

of four pages and two words were delet'~d on the other two pages. The 

position of the deleted ward changed on ea~h page. The first and only 

deletion on page 2 was at the very end of the sentence. The ch,ldren 

were thus asslsted by having all the text on page 1 and 2 before 

attempt1ng ta complete the flrst deletion. In addition they were helped 

by a consonant cluster, "bl ... " with which the word conrnenced. Four 

deletlons between pages 3 and 6 made up a repetitlve phrase, "Feel the 

wlnd blowlng ... ". This phrase occurred at the beglnning of every 

sentence on each page. The four words were deleted ln successl0n over 

pages 3 to 6 50 that words had to be fil1ed in the first, second, third 

or fourth posltion. In addition, on pages 4 and 5, the last ward ln the 

sentence was deleted. These two missing words rhymed with the last ward 

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 fOllow;ng the 

repeated phrase (See Appendlx E). 
Prior ta the unassisted readlng task, children were lnvolved in a 

practice example to ensure that they understood what was expected of 

them. A simple story had been made up and written ln the same way as 

the ~ text. Children were told that this book was a story which had 

sorne words missing. The reseal-cher then proceeded to r\:jad 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 ~ was presented. 
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The tltle and two readings of the first page were read to each 

child. From the second page onwards, the chlldren were not glven any 

assistance. If help were requested, the chlldren were told ta pretend 

that they had got the book fram the llbrary and were trYlng ta read lt 

by themselves. When chlldren lound page 2 dlfflcult, they were 

instructed to try the next page. In lnstances where a Chlld showed 

signs of frustration or anxlety, or ev en suggested that they wanted to 

stop, the seSSl0n was terminated and the seSSlon uSlng the orlg1nal, 

unmutilated, predlctable text wes lntroduced. 

Those chlldren who falled ta complete the unasslsted conditlon 

seSS10n in thelr flrst attempt were offered the posslblllty of trYlng lt 

a second time followlng the asslsted readlng measure Once agaln, the 

first page was read tWlce to the Chlld and then they contlnued ta read 

unasslsted by the researcher. Some chlldren who found thlS task beyand 

them, accepted to complete the deletlons on the condltl0n that the 

researcher read the text. If a Chl1d refused ta attempt a deleted word, 

even when the researcher read the text, the seSSlon was concluded. 

Whlle chl1dren were readlng, the researcher took down detalled 

notes of al1 that was sald and read, notlng the behavlour and comments 

made by the Chl1d. 

The Asslsted Readlng Condltion 

Reading ln an assisted condltl0n was done ln three stages. A 

flrst reading was done by the researcher a10ne followed by a readlng by 

the researcher and Chl1d together. Flnally, the Chl1d had to try 

readlng the text a10ne. Durlng thlS last readlng every Chl1d was audio

tape recorded. The chl1dren were therefore led from a cued to an uncued 

sltuatlon. Use of the lllustrated text was made ln thlS conditl0n. The 

children were lnformed about the procedures for thlS seSS10n prl0r to 

any reading. Most chlldren wanted to hear themselves after the 

recordlng and the researcher complled wlth thlS. If the cask became 

overwhe1ming or a Chlld expressed the desire to stop, the seSSlon was 
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terminated immediately. 

Chl1dren's Perceptlons-of-Reading Measure 

Ch,ldren's perceptlons of reading were obtained from ind;vldual 

interviews. A list of the questlons asked durlng the lntervlew lS found 

in Appendix F. Operatlonal deflnltions of beliefs about readlng 

categories were derlved post-hoc by the constant comparlson method 

(Glaser & Strauss, 1980) to enable classlficatlOn of children's beliefs 

about readlng. Resultlng categories of bellefs about what readlng is 

were code, meantng, content or situatIon onented. In the maJor; ty of 

cases, children's beliefs were made of a combination of these 

categories. 

Code-onented bellefs are those where responses included 

references to letters, sounds of letters, words, word order, mention of 

the alphabet and pictures. A meamng-oriented definition is one where 

children speclfled the lmportance of readlng and understanding the 

wards, readlng wlth a purpose, generally ta acquire informatlon and 

improv i ng one' s knowledge. In a content-oriented bel ief, chi ldren 

speclfied titles of books, refarred to stories and other printed 

materlal su ch as papers, newspapers, name tags, names on buildings such 

as churches and schools, graffitl and 50 on. A s/tuat/On-oriented bellef 

was one which speclfied instances when, where or why readlng was engaged 

ln, such as reading for fun, before going ta bed or when plaYlng school. 

Having classlfied the children's beliefs under one of the four 

categories generated by the constant comparison method, the responses 

were then grouped accordlng to whether they were (a) code oriented - C, 

(b) non-code orlented - Ne, or (c) a combined orlentation WhlCh brought 

together code and non-code perceptions - Cf. Chlldren's beliefs were 

not classified depending on the response ta one particular question. By 

readlng through the entire intervlew the emphasis of each child's 

orientation was Judged to be a more rel1able estimate of their reading 
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ryeliefs. 

Inter-rater rel1abl11ty for the clasSlficatlon of chl1dren's 

perceptions was estab1ished at .80. Frequencles for questions which 

required yes/no answers were a1so calculated. 

Procedures for the Admlnlstratlon of Chl]~ren's 

Perceptions-of-Reading Questlonna1re 
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A semi-structured lnterv1ew based on Goodman and Altwerger (1981) 

was carried out wlth each child to assess chl1dren's concepts of 

reading. In the first seSSlon of data col1eGtl0n this measure was the 

first one ta be adm1nistered in arder ta get accurate and re11ab1e 

responses of children's perceptions of the readlng process before the 

classroom environment would have aoy influence. Secondly, by havlng it 

as the first measure, there was no posslb111ty of the chlldren's 

responses being lnfluenced by questions asked ln ather measures. In the 

second part of the study, this interview was done at the end to galn on 

time and maximize on any changes in chlldren's perceptlons of reading 

and print. 

Nine questl0ns were asked during the pre-testlng phase and 14 

questions made up the interv1ew at the post-test phase of the 3tudy. 

The questl0ns asked at bath stages of the study were consldered as 

important in assessing chlldren's concepts of reading and mon· 

susceptible ta change. Any changes WhlCh would have accurred in these 

perceptions over 4 months wauld be ldent1f:ed. 

Responses ta questl0ns were recorded wh1le the Chlld was talking. 

When a vague response was glven, probe questions were used to ass1st 

chi ldren clarlfy their answers. For example, when chlldren falled to 

respond to, "What do you think reading is? What lS readlng?" they were 

asked ta pretend that thlS question was belng asked by a spaceman who 

had never seen anyone read. In thls way they were ln a posit10n where 

they could explain how or what reading lS all about. 
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Th'=! Gates-MacGlnltle Reading Test 

Thl s standardlZed readi n9 test was selected as a measure to 

indicate which of the dependent variables used to assess chlldren's 

~nowledge about reading, would correlate with their readlng achlevement 

at the end of grade 1. It has not been used to promote or encourage use 

of standardized tests because such tests do not provlde a complete or 

aceurate result of the real knowledge which ehi ldren have about readlng. 

However, at present, standardlzed tests provide the on1y avallable norms 

against which children's achievement ean be rated. ThlS test was 

selected over other similar tests because test val,dlty and rehab,l1ty 

have been est~bli~hed on Canadlan populations. 

The Canad ion ve rs 10n of Leve l fi.. , Form 2 of the Gates-MacG i nl t , e 

(1980) was adminlstered to 35 children of the original sample of 60. 

Two teachers found obJections to subjecting their chlldren to such 1 

test hence, thei r classrooms were not revis ited. Three ehl1dren were 

absent on the day of the test from two of the four classrooms revlsited. 

The test has two camponents: a vocabul ary and a comprehens lOn 

test. The former consists of 45 multiple-choiee ltems. Chlldren are 

required to find the word that names the pie~ure. The comprehenslOn 

test, which is made up of 40 items involves choosing the plcture that 

goes wlth the text. Kuder-Richardson formlJla 20 rel iabll1ty coefficlent 

is reported at .91 for the vocabulary test and .92 for the camprehenslon 

test. Test validity is claimed on the basis of the approprlateness of 

the voeabulary selected for the particular grade level, avoldance of 

nonsense words and avoidance of homonyms as distracters. The passages 

for the comprehension test were speclally written to maintaln a hlgh 

level of children's interest while providing a range of difficulty in 

vocabulary and structure particularly appropriate to chlldren in early 

grades. 

The test may be Cldiii1nistered to groups of 10 to 15 chi ldren. In 

this study, the group size for test administration ranged fram 7 ta 13, 
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the Teacher's Manual were strictly adhered to. 

Teacher Intervlews and Classroom Observat 1 ons 

Tescher Interviews 
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Teacher interviews, as well as classroom observat lons yielded 

informatlOn concerning the classroom environment. Structured interviews 

were carned out with a provision for topies or issues raised by the 

teachers. 14.11 teachers were administered the same set of questions but 

add i t; ona 1 i nform3 t i on was obta i ned depend i ng on how taachers responded. 

Interviews with the teachers were recorded at a t;me which was 

convenient for them, usually during lunch break. Teachers were asked 

quest ions re lated to the; r teach; ng of language arts, how they introduce 

reading to children at the be:.linning of the year as well as the 

modifications made during the year. Questions concerning use of the 

school and c1ass 1ibraries, books and other sources of printed material 

were a1so lnc1uded. Teachers were asked to identify the type of 

envi ronment which, in the; r opinion, helps chi ldren become better 

readers. Methods which they frequently use te promete reading growth in 

theH c1assroom were a1so identified. A list of the questions asked 

during the interview is found in Appendix G. 

Classroom Observations 

Classroom observations were ineluded in the study ta provide 

evidence of the classroom environment and the reading instruction which 

chi ldren were exposed to. Long hours of observation were not possible 

owing ta the timetables of eaeh classroom. A rotating five day 

schedule, lessons for muslc, art, gym and French, having enly half the 

class with the regular teacher while the other children were engaged in 

another part of the school bui lding, were a11 constraints which 

restricted observations. Eaeh of the six c1assrooms was observed for a 

minimum of 1.5 hours dunng a reading/language lesson. Detai led field 
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notes were taken of conversations, explanations dnd actlvltles which 

went on du r; ng the l esson . The du rat lOn and changes 1 n act 1V 1t 1 es we re 

a150 recorded. Finally, the phY51cal arrangement of the room as well as 

available teaching alds were described. 

Data from interview responses and fleld notes were analyzed 

according to the categories devised by Stahl and Mll1er (1989). For the 

purpose of the study the classrooms have been identified as following a 

traditional approach or a whole language method. All 51X classrooms 

could be categorized on the basis of characteristics observed ln each 

room. Classrooms rated as followlng a whole language approach are those 

which (a) emphasize the children's own language through experience 

charts or through inve~ted spelling, (b) are ch,ld-centered rather than 

teacher-centered, (c) emphasize use of trade books rather than basals, 

(d) teach phonics/decoding lessons as the need ar1ses rather than ln 

isolation. Of the six classrooms observed, five could be categorlzed as 

following a whole language approach accord1ng to the above-mentloned 

specifications. In one classroom, there was greater emphasis on 

teacher-centered activities, basal readers were w1dely used and phonlcs 

lessons were regularly done. Thus, the classroom followed a traditional 

approach. 
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RESULTS 

ThlS chapter introduGes the results WhlCh are organlzed according 

to the general rat/anale of the study, as addressed ln the Ilterature 

reVlew and the speclflc questions outllned in the purpose of the study. 

!:!.Q[]m 

In order to test the hypothesis that the combination of home 

environmental context and children's interactions with print have a 

differential lnfluence on five literacy abi1ities prior to formal 

instruction ln grade 1, a 1 X 4 multivar1ate analysls of variance was 

conducted. Table e shows the means and standard devlations for the 

l iteracy ab, 1 it les dependent variables, An overall multivariate 

Hotel;ings test at .4956 showed no signiflcance f(3, 140 = 1.54, 

Q< .098). 

As the literacy abilities under study are not likely to have 

developed equally by the time children are about to start formal 

reading, further analyses were conducted on combinat ions of tr~ five 

llteracy abilities of interest in order to identify those which are 

sensitive to the home env1ronment 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 ~oncelved of as a 

unid;mens;onal construct. 

To test the hypothesis that th~ combination of home environmental 

context and children's interactions with print have a differential 

influence on book and code knowledge and print awareness prior ta formal 

instruction, a 1 X 4 multivarlate analysis of variance was conducted. 

The means and standard deviations for the two literacy variables are 

indicated ln Table 3. An overall mult1variate Hotellings test at .4185 

was slgnlficant E(2. 100 = 3.49, Q<.004). Univariate tests (Table 4) 

indicate a significant effect for book and code knowledge f(3, 52 = 
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Table 3 

Means é\.I'd Standard Deviations for the llteracy Abilitles Pnor to Formal 
Instruction 

Rich-Rich 

Literacy Abilities x so 

Book and Code 15.96 3.05 

P r i nt AWa reness 14.46 3.16 

Strategicness 33.50 17 .01 

Accuracy 62.00 32.60 

Fluency 1. 27 0.83 

Rich
Moderate 

X so 

14.21 2.12 

14.43 4.24 

33.64 22.44 

51.64 32.15 

(J.86 0.54 

Moderate
Rich 

x so 

14.30 2.36 

11.80 4.73 

33.90 22.69 

43.40 21.49 

0.90 0.32 

Note: R1Ch-Rich = Rich environment-Rich interaction 

Moderate
Moderate 

-
X so 

11.80 2.44 

10.70 4.08 

26.50 15.49 

39.00 29.29 

0.80 0.42 

Rich-Moderate ~ Rich environment-Moderate ;nteractlon 
Moderate-Rich = Moderate env;ronment-Rich interaction 
Moderate-Moderate = Moderate environment-Moderate Interactl0n 
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Tab le 4 

UnlVarlate Aoalysls for Two Literacy Abl11tles for the Home Group Malo 

Effect Prlor to School Instructlon 

Univariate Analysis of Variance 

Source of 
VarJat ion Variables OF MSHy., MSError F 

Home Env 1 ron-
ment Book & code 3,52 40.32 6.87 5.87 

Interactl0n 
Groups Pri nt awareness 3,52 45.75 15.28 2.99 

88 

P 

.002 

.039 
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5.87, Q<.002) and for print awareness [(3, 52 = 2.99, Q<.039), ThlS 

result 1nd1cates that there lS a statlst1Cnlly slgnlflcant dlfference 

between one or more home groups and chlldren's performance on both book 

~nd code knowledge and prlnt awareness. In order to determ1ne WhlCh 

group was slgnlflcantly dlfferent, a Scheffé post-hoc test ~as done 

(Table 5). 

For the book and code knowledge var1able there was a slgnlf1cant 

dlfference between the performance of children from a rlch enVlronment

rlch lnteract10n group as compared to the children ln a moderate 

environment-moderate lnteractlon group (crlt1cal difference value 2.69, 

[3, 52). There are no other slgnlflcant dlfferences among any other 

grnups on thlS varlable. A Scheffé post-hoc text for pr1nt awareness 

(Table 6) showed no S1Qnlflcant dlfference between any two groups 

(critical dlfference value 4.02, f3, 52). However, the dlfference ln 

means between the rlch enVlronment groups of chlldren and the moderate 

envlronment-moderate 1nt.eractlon children approach statlstlcal 

slgnificance. 

In order to test the hypothesls that the comblnatl0n of home 

envlronmental context and chlldren's interactions wlth prlnt have a 

differential lnfluence on book and code knowledge, pr1nt awareness and 

accuracy prlor to formal 1nstruct10n in 3rade 1, a 1 X 4 mult1varlate 

analysls of variance was conducted. The means and standard devlatlons 

are shown in Table 3. An overall multlvarlate Hotelllngs test at .4381 

[(3, 146 = 2.37, Q<.016) was slgnlficant. Un1varlate tests (Table 7) 

indicate significance for book and code knowledge E(3, 52 = 5.87, 

Q<.002) and print awareness [(3, 52 = 2.99, Q<.039). There was no 

sign1ficance for accuracy. 
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Tab le 5 

Book and Code Knowledge: Absolute Value of Dlfferences Among Means 

(MSerror = 6.87. P = 4. n = 22. 14. 10 10). 

- -
X X X X 

R1Ch-Rich Rich- Moderate- Hoderate-
Hoderate Rich Moderate 

Rich-R1Ch X 15.96 1. 75 1.66 4.16* 

R1Ch-Mod X 14.21 0.09 2.41 

Mod-Rich X 14.30 2.50 

Mcd-Mod X 11.80 

*12<.05 

~: Rich-Rich = Rich environment-Rich interaction 
Rich-Moderate = Rich envlronment-Moderate interactl0n 
Moderate-Rich = Moderate envlronment-Rich interaction 
Moderate-Moderate = Moderate environment-Moderate interaction 
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Table 6 

Prlnt Awareness: Absolute Value for Olfferences Amans Means (MSerror = 

15.28. p = 4. n = 22. 14. 10. lOlo 

x X 
-
X X 

Rich-R1Ch R1Ch- MOderate- Moderate-
Moderate Rich Moderate 

R1Ch-R1Ch X 14.46 0.03 2.66 3.76 

R1Ch-Mod X 14.43 2.63 3. 7~ 
-Mad-Rich X 11.80 1. 10 

Mod-Mod X 10.76 

Note: Rich-R1Ch = Rich environment-Rich interactlon 
Rich-Moderate = Rich enviranment-Moderate lnteractlon 
Moderate-Rich = Moderate environment-Rich lnteraction 
Moderate-Moderate = Moderate environment-Moderate lnteractl0n 
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Table 7 

Unlvarlate Analysls fOE Three Llteracy Abllltles for the Home Group Maln 
Effect Prlor to Schoel Instructlon 

Source or 
Variation 

Home Env; ron-
ment 

Interaction 
Groups 

Variables 

Boek & code 

Print awareness 

Accuracy 

Univariate Analysls of Variance 

OF MSHyp MSError F 

3,52 40.32 6.87 5.81 

3,52 45.75 15.28 2.99 

3,52 1543.79 915.99 1.69 

P 

.002 

.039 

.182 
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In order to test the hypothesls that the comblnatlon of home 

environmental context and chlldren's lnteractl0ns wlth prlnt have a 

dlfferent 1 al lnfluence on book and code knowledge, prlnt awareness and 

fluency prlor ta formal lnstructlon ln grade 1, a 1 X 4 multlvarlate 

analysls of varlance was conducted. Means and standard devlatl0ns are 

shown ln Table 3. An overall multlVarlate ~fotelllngs test at .4537 [(3, 

146 = 2.45, Q<.012) was slgnlflcant. Unlvarlate tests (Table 8) 

lndicate s,gn,f,cance for book and code knowledge [(3, 52 = 5.87, 

Q<.002) and prlnt awareness [(3, 52 = 2.99, Q<.039). There was no 

slgnlficance on the fiuency measure. 

In order to test the hypothesls that the comblnatlon of home 

environmental context and chlldren's lnteractlons wlth prlnt have a 

dlfferentlal lnfluence on book and code knowledge, pr1nt awareness and 

fluency prlor to formal lnstructlon ln grade 1, a 1 X 4 mult1varlate 

analysls of varlance was conducted. Means and standard devlatlons are 

shown ln Table 3. An overall multlvarlate Hotelllngs test at .4780 [(3, 

143 = 1.90, g<.039) was s1gniflcant. UnlVarlate tests (Table 9) 

lndlcate that book and code knowledge [(3. 52 = 5.87, Q<.002 and pr1nt 

awareness [(3, 52 = 2.99, Q<.039) were slgnlflcant. 

This serles of hypothesls on 11teracy abl1lt1es conflrms that at 

the beglnning of grade 1, prlor to formal lnstructlon, the comblned home 

environment and chlldren's lnteractlon wlth prlnt have an influence on 

two of the five developing llteracy abllltles. Wh11e acceptlng that 

reading growth lS a multldlmenslonûl construct, as lS ta be expected, 

not al1 abllltles are sufficlently developed at the tlme chlldren are 

about to start schoo 1. 

In order to test the hypothesis that chlldren's Vlews on readlng 

have an influence on thelr performance on flve 11teracy abllltles prior 

to forma1 lnstruction a 1 X 3 multivarlate analysls of varlance was 

done. An overall muitivarlate Hote111ngs test at .2169 f(2, 104 = 1.13, 

Q<.349) was not slgnificant. 
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Table 8 

Unlvarlate Analysls for Three Llteracy Abl1ltles for the Home Group Maln 

Effect Prlor to School Instructlon 

Univarlate Analysls of Varlance 

Source of 
Varlatlon Variables OF MSHyp MSError F 

Home Env 1 ron-
ment Book & code 3,52 40.32 6.87 5.87 

Interact lon 
Groups 

Prlnt awareness 3,52 45. 75 15.28 2.99 

Fluency 3,52 0.80 0.40 2.03 

P 

.002 

.039 

.122 
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Table 9 

Univarlate Analysls for Four Llteracy Abilities for the Home Group Maln Effect 

Prlor to School Instruction 

Univanate Analysls of Variance 

Source of 
Vari at ion Variables OF MSHyp MSError F P 

Home Environ- Book & Code 3,52 40.32 6.87 5.87 .002 
ment 

Interact ion 
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 arder to test the hypotnesis that children's preschool 
experlences ln comblnatlon wlth formal instruction in grade 1 influence 

their growth in literacy abillty, a 2 X 4 repeated measures multivariate 

analysls of varlance was done. Mean differences and standard deviations 

for a group maln effect are ln Table 10. An overa11 multivarlate 

Hotelllngs test at .5825 E(3, 140 = 1.81, Q<.038) indicates a 
significant group effect for the difference in children's performance on 

1iteracy abilities prior ta and fc110wing forma1 instruction. 

Univariate tests (Table 11) ind1cate a significant group effect for 

print awareness f(3, 52 = 3.92, Q<.013) and fluency f(3, 52 = 3.54, 

Q<.021). 

In an overall multivariate analysis for the effect of time, school 

participation collapsed across groups shows significance at Hotellings 

3.62 E(l, 48 = 34.77, Q<.OOO). 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 ln time i5 

associated with four abilities: book and code knowledge f(1, 52 = 
102.19, Q<.OOO), print awareness f(1, 52 = 13.13, Q<.001), accuracy E(1, 

52 = 119.86, Q<.OOO) and fluency E(1, 52 = 16.13, Q<.OOO). These 
results are recorded in Table 13. 

In order to determine whether the correlations are not related or 

ta establish their independence From one another, correlations were done 

among each of the measures of literacy aDility for the whole population 
(Table 14). These correlations indicate that the dependent variables 

are reasonably independent of one another and in ma st cases 
significantly related. The table also indicates that all variables are 

significantly cor:'elated ta accuracy. Strategicness is significantly 

correlated ta accuracy only. The remaining variables - fluency, book 
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Table 10 

Mean Difference and Standard Deviation for the Set of Literacy Abl11tles PrlQr 
ta and Fallawlng Instruction 

RiCh-Rich Rich- Maderate- Maderate-
Moderate Rich Maden-te 

Literacy Abilities 
X Diff SO X Diff SO X Oiff SD X Diff 

Book & Code 2.23 1.82 2.00 2.39 3.40 2.59 5.30 

Print awareness 1. 96 3.86 1..43 3.23 2.40 4.48 1. 60 

Accuracy 30.23 19.47 37.21 21. 95 36.50 25.10 24.50 

Fluency 0.55 0.86 0.64 0.75 0.30 0.48 0.10 

Strategicness 0.68 19.04 -2.57 24.75 -2.10 24.76 -1.40 

~: Rich-Rich: Rich environment-Rich interaction 
Rich-Maderate = Rich environment-Moderate interactl0n 
Moderate-Rich = Moderate envlronment-Rich interaction 
Moderate-Moderate = Moderate environment-Moderate interaction 

SD 

2.67 

2.46 

17.30 

0.32 

10.50 

• 
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Table 11 

Unlvariate Analys;s for the Set of Liter~cy Abl1ities for the Home Group Main 
Effect Prlor to and Following Instruction 

Univariate Analysis of Variance 

Source of 
Variatl0n Variables OF MSHyp MSError F P 

Home Environ-
ment Book & code 3,52 38.41 14.84 2.59 .063 

Groups 
(Post/Pre) 

Pri nt awareness 3,52 88.73 22.63 3.92 .013 

Strategi cness 3,52 311.22 319.14 0.98 .412 

Accuracy 3,52 3404.66 1469.73 2.32 ,Oê~ 

Fluency 3,52 2.66 0.75 3.54 .021 
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Table 12 

Pre- and Post-Test Means and Standard Oevlations of the Llteracy Abl11tles f~ 

the Ent 1re Sample 

Pre-Test Post-Test 

X SO X SO 

Book & Code 14.48 2.95 17.41 3.26 

Pr;nt 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 

St rateg i cness 32.36 18.99 31. 36 12.65 
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Table 13 

Unlvarlate Analys;s for the Set of Literacy Abilities wlth Time as a Main 

Effect 

Univariate Analysis of Variance 

Source of Variables OF MSHyp MSError ~ 

Variation 

Time Book & code 1,52 263.68 2.58 102.19 

Pri nt awareness 1,52 86.01 6.55 13.13 

Accuracy 1,52 26030.47 212.17 119.86 

Fluency 1,52 3.98 0.25 16.13 

Strategicness 1,52 45.83 212.38 0.22 

P 

.000 

.001 

.000 

.000 

.644 

• 
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Table 14 

Correlation Matrix for the Set of Llteracy Abllitles Prior to Formal 
Instruction 

Book & Code 

Print 
Awareness 

Strate-
gicness 

Accuracy 

Fl uency 

Book & Code 
Knowledge 

*.Q<.03 

Prlnt Strate
Awareness gicness 

0.56*** 0.18 

0.17 

**.Q<.OO1 

Accuracy Fluency 

0.60*** 0.49*** 

0.49*** 0.24* 

0.41** 0.14 

0.70*** 

***.Q<.OOO 
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and code knowledge and prlnt awareness are correlated wlth one another 

but the correlatlons are somewhat lower than those wlth accuracy. 
For the total population, correlations among the five literacy 

varlables 4 months after formal instructlon {Table 15) show a slmilar 

pattern to the correlations obtained prior to lnstructlon ln that the 

varlables are still relatively independent of one another or not 
related. There are also some noteworthy relatienships which appear to 

be related to participation in schooling. 

Prlnt awareness is correlated te all the other varlables. It is 

especially noteworthy in these patterns that there is a signlficant 

correlation between print awareness and strategicness (L .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 lt 

is slgnificantly correlated ta print awareness. The correlations of 

book and code knowledge as well as the correlations of fluency to the 

ether variables have remained stable. These patterns will be returned 

to ln the discussion section. 
An overall multivariate Hotellings test (.6119) for the 

interaction effect between school partlcipation and home group indicates 

significance f(3, 140 = 1.90, Q<.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 lnteraction 

effect associated with book and code knowledge f(3, 52 = 5.25, Q(.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 beginn;ng of the school year and after instruction over 4 months. 
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Table 15 

Correlatl0n Matrlx for the Set of Llteracy Abl11tles After Formal 

Instruct lOn 

Book & Code Prlnt Strategic- Accuracy Fluency 
Knowledge Awareness ness 

Book & Code 0.48*** 0.04 0.74*** 0.54*** 

Print Awareness 0.25:t 0.68*** 0.40** 

Strateg;cness 0.17 -0.11 

Accuracy 0.67*** 

Fluency 

*12<.03 **12<·001 ***Q< .000 
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Iclble 16 

\'1 e- ,:lnd f'osl-1(_~t Means and Standard DevIatIons of the Set of Literacy Abilities for the Four Environment-

Inlerclcllon GloupS 

\, Ilel dey 
I\b 1 1 1 l 1 C"; 

x 

RJch-RIC1: 

sn x 

Rlch-Moderate 

SO x SO x 

Moderate-Rlch Moderate-Moderate 

SO x so x so x so x so 

\look f. l'ode lS.Q6 3.05 18.18 3.03 14.21 2.12 16.21 3.64 14.30 2.36 17.70 3.71 Il.80 2.44 17.10 2.41 

1'1 1 nl 
'\\-.'.1 1 enC";'; 14.46 3.16 16.41 3.10 14.43 4.24 15.86 3.28 Il.80 4.73 14.20 4.39 10.70 4.08 12.30 4.81 

SlIJleglcne~~ 33.5U 17.01 34.18 14.49 33.64 22.44 31.07 12.47 33.90 22.69 31.80 9.66 26.50 15.49 25.10 10.31 

l'l,ru 1 dC). 62.0() 32.60 92.23 26.13 51.64 32.15 88.86 30.24 43.40 21.49 79.90 28.05 39.00 29.29 63.50 27.48 

luC'ne'y 1?1 0.83 1.82 0.91 0.86 0.54 1.50 0.94 0.90 0.32 1.20 0.42 0.80 0.42 0.90 0.32 

tJole' RICh-RIch = Rich environment-rich Interaction 
l, 1 ch-Modcr-ate = RICh envlronment-moderate interact ion 
Modelale-Rlch = Moderate environment-rich Interaction 
Modclalc-Modeldte = Moderate environment-moderate InteractIon 

~ ~ 
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Univarlate Analysls of Variance 

Source of 
Variables Variable OF 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 3,52 202.42 217.17 0.93 .432 

Fluency 3,52 0.36 0.25 1. 47 .235 
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In arder ta determlne WhlCh of the dlfferent group means was 

slgnlflcantly dlfferent, a Scheffé post-hoc test was computed on the mean 

dlfference scores (Table 18). The moderate envlronment-moderate lnteraction 

group was slgn1flcantly dlfferent from the other three gl'Oups (crltlcal 

dlfference value 1.24, [3, 52). Also, the moderate envlronment-rlch 

lnteractl0n group was significantly dlfferent from the rlch enVlronment

moderate lnteraction group. ThlS pattern of results suggests that chlldren 

wlth moderate home enVlronments show greater improvement ln book and code 

knowledge when school participation lnteracts with the home envlronment. 

Ta test the hypothesis that children's views on reading have an 
lnfluence on thelr performance on five literacy abilitles after formal 

instructlon a 1 X 3 multivarlate analysis of variance was done. An 

overall multivariate Hotellings test at .3142 f(2, 104 = 1.63, Q<.107) 

was not s;gnificant. 

In arder to test the hypothesis that literacy ability scores, 

after 4 months of formal instruction for children with a Code+ 

perceptlon of reading, are correlated to their end of the year scores on 

an achlevement 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 remainlng four literacy abilities are a11 significantly correlated 

ta the vccabulary, comprehension and total score. Of these four 

literacy abilities, fluency has the lowest correlations wlth 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 know1edge 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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Tab le 18 

Book and Code Knowledge (Interactlon: Group X Tlme); Absolute Value for 

Differences Among Mean Dlfferences (MSerror - 2.58. P = 4. n = 22. 14. 10, 10) 

Rich-Rich X Dlff 2.23 

Rich-Mad X Diff 2.00 

Mod-R1Ch X Diff 3.40 

Mod-Mod X Dlff 5.30 

R1Ch
Rich 

Rich
Moderate 

0.23 

Moderate
R1Ch 

1.17 

1.40* 

*12<.05 

Note: Rich-Rich = Rich environment-Rich interaction 

x 

Moderate
Moderate 

2.97* 

3.30* 

1.90* 

Rich-Moderate = Rich environment-Moderate lnteraction 
Moderate-Rich = Moderate envlronment-Rlch interaction 
Moderate-Moderate = Moderate envlronment-Moderate lnteraction 
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Table 19 

Correlatlons between the Set of Llteracy Abllitles after Formal Instructlon 

and Scores on an End-of-year Achlevement Test for Children wlth a Codet 

Perceptlon of Readlng 

Vocabulary Comprehension Total 

Book & Code 0.72** 0.77** 0.77** 

Prlnt Awareness 0.60** 0.64** 0.64** 

Strateglcness -0.10 0.09 -0.01 

Accuracy 0.76** 0.84** 0.83~* 

Fluency 0.57* 0.51* 0.59* 

*Q <.001 **.Q <. 000 
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Classrooms 

In arder ta test the hypotheslS that teachers have a dlfferential 

influence on literacy as lt is measured by the five literacy abllltles, 

a 1 X 6 multivariate analysls of varlance was done. The means and 

standard deviations for the flve varlables for Î.hlldren ln SlX 

classrooms are ln Table 20. An overall multlvarlate Hotelllngs at .8866 

E(5, 242 = 1.72, Q<.021) was significant. 

The univariate analyses (Table 21) lndicate that signlflcance IS 

associated with prlnt awareness E(5, 54 = 3.30, Q<.011), accuracy E(5, 

54 = 3.98, Q<.004) and fluency E(5, 54 = 3.11, Q<.015). A Scheffé post

hoc test was computed ta find out which classroom/s differed from the 

others in the chlldren's performance on prlnt awareness (Table 22). On 

the print awareness ability (critical dlfferenca value 4.18, E5, 54) 

Class 1 was significant1y different fram Class 6. C1ass 2 was 

signlficantly different fram Class 6. Class 3 was si~nlflcantly 

different from Class 6. A second Scheffé post-hoc test was camputed 

(Table 23) ta find out which classroom/s differed fram the others ln 

children's accuracy of ward reading. On the accuracy varlable (critical 

diffet'ence value 27.97, E5, 54) Class 1 differed fram C1ass 5. Class 1 

was a1so signlficant1y dlfferent fram Class 6. Class 3 was 

signiflcantly different fram both Class 5 and Class 6. 

The third Scheffé post-hoc test (Table 24) was camputed ta flnd 

out which classroam/s differed slgnificantly fram the others in 

children's fluency in reading in an assisted condlticn. On the fluency 

measure (crltical diff~rence value .83, E5, 54) Class 5 dlffered 

significantly fram bath Class 1 and Class 3. In add,tlon Class 3 was 

significantly different fram Class 6. 

It is interesting to note that C1ass 1 and Class 3 are 

consistently and significantly different fram Class 5 and Class 6 on 

these three 1iteracy abilities. This pattern will be taken up in the 

discussion section. 
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Table 20 

Means and Standard pevlations for the Set of Literacy Abilities by Classroom 

performance After Instructjon 

Llteracy 
Abilities Class Class Class Class Class Class 

1 2 3 4 5 6 

Book & X 18.21 15.90 18.64 11.60 17.80 15.38 
Code 
Knowledge 50 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 

50 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 

50 11. 27 12.79 15.15 9.52 10.42 14.94 

Accuracy X 101.10 80.40 101.00 82.60 11.00 63.54 

SO 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 
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Table 21 

Univariate Analysls for the Set of Literacy Abilitles for Classroom Ma,n 

~fect After Formal Instructlon 

Univariate Analysis of Variance 

Source of 
Variation Variables OF MSHyp MSError F P 

Classroom Book & 
Code 5,54 19.90 10.77 1.85 • 119 

Print 
Awareness 5,54 47.19 14.28 3.30 .011 

Strategic-
ness 5,54 102.56 161.69 0.61 .691 

Accuracy 5,54 2719.20 683.62 3.98 .004 

Fluency 5,54 1.73 0.56 3.11 .015 
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Table 22 

Print Awareness: Absolute Valye for Differences Amans Means After Formal 

Instruction (MS errar = 14.,28: D = 6: n = 11. 10. 11. 5. 10. 13) 

x x 

Cl. 1 Cl. 2 Cl. 3 Cl. 4 Cl. 5 Cl. 6 

Cl. 1 X 17.09 0.79 0.63 1.49 3.79 5.09* 

Cl. 2 X 16.30 0.16 0.70 3.00 4.30* 

Cl. 3 X 16.46 0.86 3.16 4.45* 

Cl. 4 X 15.60 2.30 3.60 

Cl. 5 X 13.30 1.30 

Cl. 6 X 12.00 

*12 <.05 
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Accuracy: Absolyte Value for Olfferences among Means after Forma) 

Instruction (MS error = 683.62. p. = 6. n =, 11. 10. 11. 5. 10. 13) 

x- X X X X X 

Cl. 1 Cl. 2 Cl. 3 Cl. 4 Cl. 5 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 

Cl. 3 X 101.00 18.40 30.00* 37. 46* 

Cl. 4X 82.60 11.60 19.06 

Cl. 5 X 71.00 7.46 

Cl. 6 X 63.54 

*12 <.05 
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Table 24 

Fluency; Absolute Value for Differences Among Means After Formal 

Instryction (MS error : .5568. p : 6. n : 11. 10. 11. 5. 10. 13) 

- X X X- X X X 

Cl. lCl. 2 Cl. 3 Cl. 4 Cl. 5 Cl. 6 

-Cl. 1 X 1.82 0.32 0.09 0.42 0.92* 0.74 

Cl. 2 X 1. 50 0.41 O. la 0.60 0.42 

-Cl. 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 

*~ < .05 
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Condltions of Readlng 

In arder ta test the hypothesls that chl1dren's use of strategles 

differs accordlng ta the readlng condition prior ta formal lnstructlon, 

a 1 X 2 multivariate analys;s of varlance was done. An overall 
multlvariate Hotellings test at 2.2198 E(1, 56 = 29.82, Q<.OOO) was 

significant. Table 25 shows the means and standard devlations for three 
strategies and accuracy of words read in an assisted and unassisted 

reading condition. Un;variate tests (Table 26) lndlcate a slgniflcant 

difference in the frequency of words 19nored E(1, 59 = i3.37, Q<.OOO), 

frequency of phonetlc cues used E(l, 59 = 10.99, Q <.002) and ln the 
number of words read accurately E(l, 59 = 109.58, Q <.000). 

In order to test the hypothesis that children's use of strategies 

differs according ta the reading condition after formal instruetlon, a 1 

x 2 multivariate analysis of variance was done. An overall multivarlate 

Hotellings test at 7.3275 E(l, 56 = 102.59, Q <.OOQ) was significant. 

Table 27 shows the means and standard deviations for three strategles 
and accuracy of word~ read in an assisted and in an unassisted reading 

condition, following formal instruction. Univariate tests (Table 28) 

indicate a significant differenee in the frequency of rereadings E(l, 59 

= 6.23, Q <.015), phonetic eues used E(1, 59 = 58.53, Q <.000) and 

number of words read accurately f(l, 59 = 386.93, Q <.000). 

In order to deter~ine whether students make adaptatlons ln the use 
they make of strategies and change in the number of words whieh 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 conditlon under which 

reading takes place. Correlations among the three strategles and word 

aceuracy ~sed in both reading conditions at two points ln time are shawn 
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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Table 25 

M~s and Standard Oevlations for Accuracy and Strategies Used in Both 

Reading Conditions Pnor to Forma] Instryction 

Ignores Rereads Uses Accuracy 
Words Phonet ;c 

eues 

X SO X 50 X 50 X SO 

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 

r 
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Table 26 

Univariate Analysis for Strategles and Word Aeeuracy for the Readlng 

Condition Main Effeet Prior to School Participatlon 

Univariate Analysis of Variance 

Source of 
Variation Variables OF MSHyp MSError F P 

Condition Ignores 
Words 1 t 59 525.01 38.25 13.73 .000 

Rereads 1 t 59 2.41 1. 12 2.15 .148 

Uses 
Phonetic 
eues 1,59 288.30 26.23 10.99 .002 

tt of Words 
Read 
Accurately 1,59 9828.30 89.69 109.58 .000 
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Table 27 

Means and Standard Deviations for Accyracy and Strategies Used in Both 

Readlng Conditions After Formal Instructjon 

Ignores Rereads Uses Accuracy 
Words Phonetic 

eues 

-x SO X 50 X 50 X 50 

Condit ion 1 
Unassisted 

Reading 3.31 3.96 0.80 1. 30 12.60 9.69 31.53 14.72 

Condit ion 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 Strategies and Word Accuracy for the Reading 

Condition Maln Effect after School participation 

Univariate Analysis of Variance 

Source of 
Variation Variables OF MSHyp MSError F p 

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

Rereads 1,59 5.21 0.84 6.23 .015 

Uses 
phonetic 
eues 1,59 2100.03 35.88 58.53 .000 

• of words 
read 
aceurately 1,59 11840.53 30.60 386.93 .000 
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Table 29 

Correlation Matrix for the Total Use of Three Strategies and Accuracy 

Accuracy 

Uses Phonetic 
Cues 

Ignores Words 

Rereads 

Accuracy Uses Phonetic 
(Pre-Post) CuesCPre,Post) 
Cl' C2 Cl' C2 

0.41**** 

Ignores Words 
(Pre, Post) 
Cl' C2 

-0.21* 

-0.10 

Rereads 
(Pre,Post) 
Cl' C2 

0.31** 

0.33*** 

0.11 

*g < .054 **Q <.008 ***g <.005 ****g <.000 
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accuracy and between pairs of strateg1es. Accuracy 15 slgnif1cantly 

correlated to phonet1c eue use and rereading. It lS slgn1f1cant1y but 

negatively correlated to words ignored. Phonet1c eue use lS a1so 

significantly correlated to rereadings. It lS 1nterest1ng to note that 

the strategy of ignoring words is not significantly corre1ated to other 

strategies. The pattern in this set of correlat1ons suggests that 

children's use of strategies and accuracy of word reading are sensit1ve 

to the reading condit10n. 

In order to determine the relationship between the use of 

strategies and accuracy of word reading in an assisted as we1l as in an 

unassisted reading condition, correlatio~s were done, collapsed over 

time (Table 30 and Table 31 for the unas~lsted and ass1sted condit1ons 

respect i ve 1 y) . 

In an unassisted reading cond,t1on, the 19nored words strategy lS 

not signiflcantly correlated to any other strategy or to word accuracy. 

In the same read1ng eondltion, the rereadlng strategy lS sign1flcantly 

correlated to the number of words read accurately and to phonetic eue 

use. 
In an assisted reading condition, rereading lS not significantly 

correlated to accuracy of words read or phonet1c eue use. Thus, with 

more context available, children need less rereadings. Wh11e there is 

no correlation between phonetic cue use and words ignored ln an 
unassisted reading condition, there is a significant but negat1ve 

correlation between these two strategies in an assisted readlng 
condition. Phonetic cue use is significantly correlated to accuracy of 

words read in both the unassisted and assisted reading condltions. The 

negative correlation between phonetic eue use and ignored words and the 

positive correlation between phonetic eue use and accuracy in the 

assisted reading condition suggest a tendency for children to make use 

of either phonetic eues or to ignore words. This concurs w1th Sulzby's 

(1985) definition of the "strategy-imbalanced" reader who sporadieally 
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Table 30 

Correlatlon Matrix for the Three strategles and Accuracy in an 

Unasslsted Reading Condition 

Accuracy Uses Phonetic Ignores Words 
(Unassisted Cues (Unassisted (Unassisted 
Reading) Reading) Reading) 

Accuracy 0.35* -0.03 

Uses Phonetic Cues 0.11 

Ignores Words 

Rereads 

* 12 < .003 ** 12 <.002 ***12 <.000 
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Rereads 
(Unass; sted 
Reading) 

0.37** 

0.43*** 

G.01 
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T ab 1 e 31 

Correlation Matrix for the Three Strategles and Accuracy ln an Asslsted 

Reading Conditlon 

Accuracy 

Uses Phonetic Cues 

Ignores Words 

Rereads 

Accuracy 
(Assisted 
Reading) 

Uses Phonetic 
eues (Assisted 
Reading) 

0.30** 

*12 <.011 

Ignores Words 
(Assisted 
Reading) 

-0.18 

-0.32** 

**Q <.007 

Rereads 
(Assisted 
Reading) 

O. 11 

0.01 

0.19 
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Ta determine the consistency of students' use of strategles and 

word accuracy in an unassisted and assisted reading condition (Table 32) 

thelr performance on each variable across conditions were correlated. 

ihe hlghest correlation was obtained for the number or words read 

accurately in an asslsted and in an unassisted reading condltion (L 

.85). The lowest correlation was obtained between 19nored words in an 
asslsted reading condition and the ignored words ln an unassisted 

reading conditl0n (L .27). Highly significant but moderate correlations 

were obtalned for phonetic eues used in assisted and unassisted reading 

condltions (r .53) and rereading in both reading conditions Cr .46). 
Thus, the number of words read accurately appears ta be more stable over 

conditions of readlng. There is greater variabillty among the magnitude 

of the correlations for the three strategies. The low correlations 

obtained for pnonetic cue use Cr .53), rereadings (L .46) and words 
ignored (L .27) suggest that these strategies are related to the 

rereading condition with the ignoring words str&tegy being most 
sensitive to changes in reading conditions. 

To determine lf children's word accuracy and use of strategies at 

the beginnlng of school is generalizable to their word accuracy and use 

of strategies after school participation, correlations for the three 

strategies and word accuracy prior ta and following formal instruction 
(Table 33 and Table 34 respectively) were done. 

Prior to formal instruction, there is no significant correlation 

for the 19n0red 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 eue use and aeeuraey of 
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Table 32 

Correlations Between Unassisted and Assisted Readlng Performance ln Word 

Accuracy. Use of Phonetic eues. Words Ignored and Rereading 

Accuracy 
(C, to Cl) 

Accuracy 0.85** 

Uses Phonetic 
Cues (C, to C2) 

Uses Phonet;c Cues 0.53** 

Ignores Words 
(C, to C2) 

Ignores Words 0.27* 

Rereads 
(C, to C2) 

Rereads 0.46** 

*p <.018 **Q < .000 
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Table 33 

Correlation Matrlx for the Three Strategles and Accuracy at the Pre-Test 

Accuracy Uses Phonetic 
(Pre-test) eues (Pre-test) 

Accuracy 0.45*** 

Uses Phonetic eues 

Ignores Words 

Rereads 

*Q <.017 **12 < .005 

Ignores Words 
(Pre-test) 

-0.03 

-0.08 

***Q <.000 

Rereads 
(Pre-test) 

0.33** 

0.27* 

0.19 
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Table 34 

Correlation Matrix for the Three Strategies and Accuracy at the Post-Test 

Accuracy Uses Phonetic 
(Post-test) Cues(Post-test) 

Accuracy 0.27** 

Uses Phonetic Cues 

Ignores Words 

Rereads 

*Q <.05 **Q <.019 ***Q <.018 

Ignores Words 
(Post-test) 

-0.27*** 

-0.13 

****Q <.002 

Rereads 
(Post-test) 

0.21* 

0.36**** 

-0.11 
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word reading. Phonetie eue use correlates signlfleantly with both 

accuraey of words read and rereading. There is no signifieant 
correlation between phonetic eue use and ignored words. The number of 

words read accurately correlates slgnlficantly to phonetic cue use and 
rereadlng. It does not correlate significantly with ignored words. 

This pattern of correlations prior to for~al instruction ;s very 

similar to the pattern of correlations obtained among the same three 
strategies and accuraey of word reading after school participatlon 
(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 accuraey and 
phonetic eue use as well as accuracy and rereading. The magnitude and 

significance of the correlation between the phonetic eues 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 eues. 

Strategies and Word-Accuracy in an Unassisted 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 .1120 f(3, 128 = 1.13, Q 

<.322) showed no s;gnificance. Thus, the combination of hl.Îl~~ 

environment and children's interactions do not have a significant 
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In order ta test the hypothes;s that the home environmental 

context and particlpat;on ln school have a differentlal lnfluence on 

children's use of strategles and word accuracy ln an unasslsted readlng 

condition, a 1 X 4 multivariate analysis of varlance was done. An 

overall multivariate Hotellings test at .7421 [(3, 128 = 1.17, Q <.273) 

was not signif;cant. This suggests that the home and classroom 

environment combined do not h~ve a slgnlficant effect on children's word 

accuracy or on strategies ln an unassisted reading conditlon after 4 

months of school particlpation. 

In order ta test the hypothesis that there 1S a differential 

influence on ward accuracy and the strategies which chlldren use ln an 

unassisted reading condition before and after formal instructlon, a 2 X 

4 repeated measures multivarlate analysis of variance was done. In an 

overall multivariate analysis for the home environment-lnteraction group 
main effect a Hotellings of .7135 E(3, 128 = 1.13, Q <.319) was not 

significant. 

An overall multivariate analysis for the maln effect of t,me, 

school participation collapsed across home environment-;nteraction 
groups shows signlficance at Hotellings 2.4559 [(1,44 = 12.01, Q 

<.000). Table 35 indicates the means and standard devlations 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 predlction [(1, 52 = 
10.68, Q <.002), phonetic cue use E(1, 52 = 6.04, Q <.017) and the 

number of words which chlldren read accurately E(1, 52 = 111.79, Q 

<.000). 

As has been explained ln the procedures sectlon, some chlldren 

were able ta predict accurately after repeated readings of the text or 

when assisted by the researcher. Therefore a biserlal correlation was 
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Table 35 

Means and Standard Oevlatl0ns for Strategies and Word Accuracy in an 

Unassisted Reading Conditlon 

Pre-Test Post-Test 

X SO X SO 

Predicts 
Accurately 2.51 1. 75 3.36 1. 78 

Uses Phonet i c 
eues 8.34 9.81 13.16 9.73 

tt of Words Read 
Accurately 17.09 13.95 32.32 14.19 

looks Back 0.11 0.37 0.07 0.32 

looks Forward 0.09 0.35 0.09 0.35 

Ignores Words 4.00 6.09 3.50 4.01 

Rereads 0.75 1.12 0.79 1. 26 

Predicts Sensible 
A lternat ive 1.30 1.09 0.89 0.85 

Se l f Corrects 0.07 0.26 0.16 0.46 
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Table 36 

Univariate Analys;s for Strategies Used ln an Unasslsted Readlng Condltlon for 

the Main Effect of Time 

Un;var;ate Analys;s of Variance 

Source of 
Variation Variables OF 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 
eues 1,52 421. 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 accu rate prediction and the child's 
attempt at rear.lng in the unasslsted condltion. No significance 
resulted betwe€n the number of words accurately predicted and the method 

of presentation (r .53, Q <.10 for children who tried readlng text alone 

lmmedlately or gave up altogether; r -.02, Q <.10 for children who trled 

the unassisted attempt after the assisted reading or who requested 
researcher's help). This implles that the significant change in the 

particular strategy of accurate prediction is a true significant effect 
of tlme and lt 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 

enVlronment groups with tlme, at Hotellings .7287 E(3, 128 = 1.15, Q 

<.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. 

Strategies and Word-Accyracy in an Assisted Reading Condition 

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 fonmal instruction, a 1 X 

4 multivariate analysis of variance was done. An overall multivariate 

Hotellings test at .4364 E(3, 140 = 1.36, Q <.177) was not significant. 

This implies that no home enviranment-interactian group has any 

significant effect on ward 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 Devlatlons for Slgnlflcantly Changed 

Strategies and Accuracy in an Unassisted Readlng Condition 

Variables Pre-Test Post Test X Oiff 

SD x SO X Diff SO 

Accurate 
Prediction 2.57 1. 75 3.36 1. 78 0.85 1. 96 

Phonetic 
eues 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 enVlranment and 

school partlcipatl0n have a signlficant lnfluence on children's use of 
strategies and word accuracy in reading a predictab1e text in an 
asslsted reading condition, a 1 X 4 mu1tivariate analysis of variance 
was done. An averall multlvariate Hotellings test at .5249 f(3, 140 = 

1.63, Q <.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 conditlon before and after formal instruction, a 2 X 4 

repeated measures multivariate analysis of variance was done. An 
averall multivariate analysis for the effect of group, home environment

interactlon co1lapsed over time was significant with Hotellings .6100 

f(3, 140 = 1.90, Q <.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 E(3, 52 = 4.90, 

Q <.004). The mean difference (post-pre) and standard deviations for 

the pictorial use strategy in each home environment-lnteraction group 

are in Table 40. It is interesting to note that in three groups, there 

was a reduction in the use made of pictoria1 eues. 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 do ne with the mean 
differences for each group (Table 41). No significant difference 

(critical difference value 1.87, f3, 52) was found between any two 

groups. This imp1ies 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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Table 38 

Mean Differences (Post-Pre) and Standard Deviations for Four Home 

Environment-Interdction Groups for the Strategies and Ward Accuracy ln 

an Assisted Reading Conditlon 

Rich-Rich 

Variables 
X Oiff SO 

Pictorial Use -1. 93 1. 63 

Uses Phonetic 
eues 0.73 6.11 

Rereads -0.05 2.24 

Ignored Words -5.14 7.83 

.. of Words Read 
Accuratel y 15.05 13.87 

Rich
Moderate 

X Oiff SO 

-0.71 1.49 

-1.07 9.56 

-0.07 0.62 

-4.71 8.02 

19.14 16.21 

Moderate
Rich 

X Oiff SO 

-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 = Rich environment-Moderate lnteractlon 
Moderate-Rich = Moderate environment-Rich interaction 

Mode rate
Moderate 

X Oiff SO 

0.00 2.00 

-0.30 2.63 

0.10 0.32 

-2.60 6.75 

16.10 12.48 

Moderate-Moderate = Moderate environment-Moderate interaction 
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Table 39 

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

Condition 

Univariate Analysis of Variance 

Source of 
Variation Variables OF 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 Oeviatlons for the Plctorial Use Strategy for 

Each Home Envlronment-Interactlon Group 

Pre-test Post-test Difference 
Pictorial 
eues x so X SD X Diff SO 

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. 57 -1.20 2.04 

Mad-Mad 2.50 2.12 2.50 2.17 0.00 2.00 

Note: Rich-Rich: Rich environment-Rich interaction 
Rich-Moderate : Rich environment-Moderate interactlon 
Moderate-Rich = Moderate environment-Rich interactlon 
Moderate-Moderate : Moderate enviranment-Maderate interactlon 
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Table cff 

Plctorlal Use: Absolute Value for Differences Among Mean Differences (MS 

e r ro r = 3. 31, P = 4, n = 22, 14. 10. 10) 

Rich-Rich X Diff -1.23 

Rich-Mod X Oiff -0.71 

Mod-Rich X Diff -1.20 

Mod-Mod X Diff 0.00 

x 

Rich-Rich 

X 

Rich-
Moderate 

-0.52 

X 

Mode rate-
Rich 

-0.03 

-0.49 

Note: R1Ch-Rich = Rich environment-Rich interaction 

X 

Moderate-
Moderate 

1. 23 

0.71 

1.20 

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 multivarlate analysis for the effect of tlme, school 

partlcipatlon collapsed across groups indicates signiflcance, wlth 

Hotellings 1.9333 E(1, 48 = 18.56, Q <.000). The means and standard 

deviations for the pre- and post-test scores for accuracy and the four 

observable strategies in the assisted reading condltion are shown ln 

Table 42. Un;var;ate tests (Table 43) indicate slgniflcant effects for 

pictorial use [(1, 52 = 10.23, Q <.002), words ignored [(1, 52 = 13.16, 

Q <.001) and number of words read accurately [(1, 52 = 68.42, Q <.000). 

Table 44 lndicates the mean difference and standard deviatlons for 

the two strategies and word accuracy WhlCh changed over time. As was 

the case in the unassisted reading conditlon, 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 E(3, 140 = 
.42, Q <.971) was not s;gnificant. 
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Table 42 

Pre-and Post-test Means and Standard Oev, at;ons for the Four strategies and 

Word Accuracy in ao Assisted Reading Condition 

Pre-test Post-test 

X SO X SO 

Pictorial Use 1.88 1. 79 1.00 1. 54 

Uses Phonet i c eues 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 

If of Words Read 
Accurately 34.84 19.17 51.73 15.77 
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Table 43 

Univarlate Analysls for Strategies and Ward Accuracy in an Assisted Readlng 

Condit ion for the Mai n Effect of lime 

Univariate Analysls of Variance 

Source of 
Variat ion Variables OF MSHyp MSError F P 

Time Pictorial 
Use 1,52 15.57 1. 52 10.23 .002 

Uses 
~"honetic 
eues 1,52 15.60 29.75 0.52 .472 

Rereads 1,52 0.0005 1. 22 0.0004 .985 

Ignores 
Words 1,52 432.22 32.83 13.16 .001 

1 of Wards 
Read 
Accuratel y 1 t 52 7487. 93 109.44 68.42 .000 
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Table 44 

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

Significantly Changed Strategles and Accuracy ln an Assisted Reading Condition 

Pre-test Post-test Difference 

X 50 X 50 X Diff 50 

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 
Accuratel y 34.84 19.17 51.73 15.77 17.12 14.89 

r 
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DISCUSSION 

The dlScussion wlll deal with the flndlngs related to (a) the 

influence of the home enVlronment on emerglng llteracy abllltles. lb) 

the cumulative effect of the home and classroom on the developlng 

abilities of early readers, (c) the effects of the classroom 

envlronment, and (d) the effects of unasslsted and asslsted book-reading 

conditlons on children's use of strategles. 

The Influence of the Home Env1ronment 

As previous lnvestlgators have assumed, the home does have an 

influence on some early l1teracy abllities which are relevant to forma 1 

instruction ln grade 1. Results indicate that prlor to formal 

instructlon, interactions with print ln the home dlfferentlally 

influence book and code knowledge and print awareness. These flndings 

coneur with previous researeh. Prlnt awareness has been reported 

(Harste et al., 1984) as belng influenced by parent-child interactlons 

with print withln the home. Factors ln the home sueh as parental 

interest, promotion of l1teraey and parental prov;slon of resources for 

development of l;teracy influence children's book and code knowledge 

(Moon & Wells, 1979; Wells, 1981, 1982, 1985). However, the results of 

the present study e~tend the flndings of previous research because the 

home env;ronment was not assumed to be a functlon of either the 

characteristlcs within the home or the parent-child interactions wlth 

print but as a funetion of both factors. This result supports thls 

assumption and previous suggestions (Hiebert, 1986a; Teale, 1981) that 

ehildren learn from the pr;nt in the home environment when lt is used in 

activities by signifieant others as well as when ehildren interact with 

and process print on their own. Therefore, emergent readers who 

actively lnteract with pr;nt and are immersed in a rich prlnt 

environment perform significantly better on book and code knowledge and 

print awareness than ehildren who interact moderately wlth a moderate 
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pr1nt enV1ronment. 
To further explore what particular features of the home 

enV1ronment are associated with the book and code knowledge and print 
awareness d1fferences, an ltem by ltem post hoc analysls of the parent 

survey was done. All items were used for this description. What 

follows lS a speclfic comparison of the features of the home envlronment 
for the rlch prlnt-rich lnteraction group of child~~n and the moderate 

environment-moderate lnteraction group of children. Availabllity of 

print sources, parental and child reading activitles, parental and child 

enrolments ln public libraries and involvement with envlronmental prlnt 

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 10% of the moderate home enVlronments and 

20% of the parents report buying magazines regularly. In rich-prlnt 

environments, 54.5% of the parents report buying newspapers daily and 

63.6% buy magazines regularly. Aval1ability of books ;s a further 

dlstinguishing 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 10% of the moderate-moderate group. Parents of chl1dren 

in a rich-rich group report that they buy books for both adults and 

children (81.8%). In addltion, 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 buy;ng books for 

children only or for both adults and children. The remaining 20~ never 

buy books. Although BO% of parents in the moderate-moderate group 

report that their children have alphabet books, only 10% 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 readlng actlvlties in rlch-rich homes dlffer 

from those of parents and chlldren ln moderate-moderate famll1es. F1fty 

percent of the parents who prov1de a moderate pnnt enVlronment report 

that read1ng is one of theH past1mes. E1ghtY-S1X percent of parents ln 

rich-print environments report read1ng as a pastlme. Of thlS group of 

parents, 54.5% report that they read everyday whereas 31.8% read three 

to four t imes a week. The moderate-moderate group of parents engage in 

reading tWlce or less every week (70%) or three to four tlmes a week 

(30%). In response to the frequenc.y with WhlCh chlldren are read to, 

68.2% of chlldren in rlch-print enVlronrnents are read to flVe tlmes or 

more per week; 80% of the children ln moderate enVlronments are read to 
occasionally, once or twice a week. Withln these famllles 40% of the 

mothers 1 ead ta the children. In the rlch enVlronment group 90.9% of 

the answers indicate that bath parents read ta the chlldren. Parents 

who surround thelr families with a rlch-print enVlronment are more 

likely ta spend time listenlng to thelr children read and 50% do sa 
"sometimes" whereas 45.5% do 50 "often". In the moderate-prlnt 

environment families, 40% of the parents never listen to theH chlldren 

read and 50% do 50 "samet imes". While belng read ta, 27.3% of chlldren 

in the rich-rich group just sit back and liaten; 60% of the moderate

moderate group demonstrate this behaviour. Only 20% of the latter group 

take a more active role of painting to plctures or words and turning 

pages. Children with a rlch-rich background are more l1kely ta engage 

in multiple behaviours (59.1%) while being read to. Dlfferences ln 

children's interest in literature are apparent in their requests to have 

books read and reread. Chlldren in rich-print environments with which 

they interact actively are reported as aSking to be read ta 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 thei r chi ldren never ask ta be read to or hear 

favourite staries again. Of the moderate-moderate group of ch1ldren 20% 
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never make a request either to be read to or to hear thelr favourite 

story reread; 60% and 50% respectively do 50 sometlmes whereas 20% often 
ask to be read to and 30% ask for rereadings often. 

There is a sharp difference in parental enrolments at public 

librarles: 100% of the rlch-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 publlC 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 library membership. Eighty

six percent of the rich-rich group of children but only 10% of the 
moderate-moderate group are members of libraries. 

Finally, part'ntal activity and children il'volvement with print at 

grocery stores vdries too. Parents of the rich-rich group of children 

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 mode rate-mode rate 

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 

chi ldren never try to read brand names aloud. Fort y percent do so 
sometimes. 

io 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 fram the concepts-about-print 

measure and environmental print-awareness measure. 

The results of the book and code measure indicate that children 

coming fram a rich home environment with which they interact actively 

perform better on a number of items than children fram a moderate home 

environment with which they interact moderately. Initial consideration 
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has been given to dlfferences on ltems relevant ta book knowledge. All 
children ln the rich-rlch interaction group knew that print and not 

pictures convey the message. They were able ta pOlnt ta the startlng 

ward on the top left slde of the page and accurately reported or showed 

1eft ta right movement when asked for dlrectlonallty. Almost all the 

children in this group (95.5') knew where to pOlnt to when the first 

1ine of text was read. In comparison 20' of children in a moderate

moderate environment failed ta distingulsh that print and not plctures 

conveys the message; 20% of the children in this group fal1ed to show 

knowledge of dlrectl0nality and 30% were unable to show the researcher 

w,ere to start reading. Word-by-word pointlng was not achleved by 90% 

of the moderate-moderate group of children and by 59% of the rlch-rlch 

group. Whereas 95.5% of the rlch-rich group succeeded in indlcatlng the 

first and 1ast part of the story, only 50' of the moderate-moderate 

group cou1d respond correctly ta this item. Comparlsons of the results 

of code-knowledge items revealed differences between the two groups of 

children. Differences arise ln children's knowledge of punctuatlon 

marks. When questloned about the function, name or use of a questlon 

mark, 63.6% of the rich-rich group of children and 10% of the moderate

moderate group gave a satisfactory reply. Children with rlch 

environments and r;ch interactions were better 1nformed about the ful'

stop (77.3%) and comma (31.8%) in comparison to chlldren fram 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 twa letters, 95.5% of the rich-rich group did 50 successfully 

in c~mparison ta 80% in the moderate-moderate group. Slmilarly, 86.4' 

of the better children were able to point ta a flrst and last letter in 

any word as campared ta 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 al1 four words in the context-free condltion of 

the environmenta1 print-awareness test. In contrast, more children fram 

the rich environment and rich interaction group were able ta read words 
accurately ln a context-free situation. Twenty-three percent read all 
four words correctly and 9.1% read three words. Whereas 13.6% of the 
chi1dren in the rich-rlch group failed ta read print carrectly for any 

word, 50% of the chlldren in the moderate-moderate group did not succeed 
in reading any word accurate1y. 

There are also differences ln chi1dren's prior know1edge relevant 
to print and the use they make of this prior knowledge to makê sense out 
of print. Chi1dren fram a rich environment-rich interaction group 
showed evidence of having prior know1edge more often than children fram 

a moderate-moderate background. Fifty percent of children in the rich

rich environment had prior know1edge for al1 four names of the products 
used in this measure; 22.7% of the chi1dren in this group had prior 

knowledge for three brand names. In contrast, 40% of children in the 

moderate group had prior know1edge for a11 four names but none (0%) 

scored accurately for three products. Whereas 10% 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 5ame category. 

There is an even bigger difference in the use which children fram 
different groups make of their prior knowledge relevant to print. Nine 
percent of chi1dren in th! rich-rich group use their print know1edge for 

a11 four brand names. Eighteen percent use their know1edge for three of 

the four products. None of the chi1dren in the moderate-moderate group 

use their prior know1edge for three or four brand namas. In fact, 50% 

of the chi1dren in this group do not use prior knowledge relevant to 

print for any of the brand names. On the other hand, 22.7% of ch11dren 

in the rich-rich group never used their prior knowledge. All children 
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ln bath groups used their prlor know1edge ta exp1aln the functlonal use 

of the packaged products. For examp1e, al1 chlldren knew that the 

Cheerlos box lS a cereal box although not everyone was able ta read the 
specifie brand name. 

EVldently, there are differences between the two groups of 

ehlldren in their book and code know1edge as well as their prlnt 

awareness. These differences appear ta be related ta envlronmental 

characteristics in the home and ehildren's interactions wlth the 

availab1e print. More chlldren fram a moderate environment-moderate 

interactlon group had difflculty in locating the beglnnlng of the story, 

the first ward at the top 1eft side of the page, the first and 1ast part 

of the story and identifYlng letters. They also lacked the ability ta 

point ta words while the researcher read the story. These results are 

not surprising given the limited opportunitles provided in their homes. 

The moderate-moderate group of ehildren are not read to frequently and 

are not likely to ask for staries 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 fram moderate-moderate groups to use 

the;r prior knowledge relevant to print in the print-awareness measure, 

appears to be related ta the children's lack of involvement with 

environmental print in grocery stores as well as the absence of 

activ;ties such as mak;ng up grocery lists. In addition, homes wlth 

less print resources available for children ta interact with appear to 

contribute to a limited knowledge of pr;nt. Although these lnferences 

cannot be confirmed by previous empirical research, the data from the 

parent survey appear to reinforce the expectatl0ns that a rlch 

env;ronment 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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implicatlons for what knowledge chlldren brlng to formal instructlon ln 
grade 1 from dlfferent home environments. At the beginning of the 
school year, when children must rely on the prlor knowledge WhlCh they 
have acquired from their home experlences, their set of l,teracy 

abilities are not equally developed. Book and code knowledge and print 

awareness were found to be most advanced abllities due to the 
availab,lity of different sources of printed material and the 
interacti0ns which parents and children engage in when utilising the 

available prlnt. Before participatlon in grade 1 instruction, there 

does not seem to be a signiflcant variance among the children on the 

other abilities (strategicness, fluency and accuracy). This suggests 

that typical1y the home literacy experiences in which children have been 
involved are not adequate enough ta result in notable differences. 

However, one must not infer that children do not possess strategicness, 

fluency and accuracy before starting school. All the children 

participating in the study used some strategie 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 chi ldr~n (13.3') could not be classified at all 
bec au se the y 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 

When the effects of school partlcipation are comblned wlth the 

influence of the home environment, there are some slgn1f1cant 

differences ln the performance of the four home environment-1nteractlon 

groups on some of the children's develop1ng abll1t1es. The home and 

classroom environment in combination 1nfluence the development of two 

dependent variables - pr1nt awareness and fluency. The greatest change 

in the performance on print awareness occurred with1n the group of 

children who had a moderate print environment at home wlth Wh1Ch they 

interact actively. This suggests that the classroom may only ex tend the 

range of print exper1ences for those children who were ready ta and did 

make the most of the moderate print environment they were offered at 

home. 

The fact that the fluency of read1ng increases for all four groups 

of children following 4 months of participation in grade " concurs wlth 

Allington's (1983a) hypothesis that children wlth a varied background of 

reading experlences can understand for themselves that fluent read1ng lS 

a major goal. In all six classrooms participating ln the study there 1S 

evidence from field notes and teacher interviews of (a) teachers e1ther 

modelling syntactic and intonation cues to lndicate how words are 

grouped during reading, or (b) teachers allow1ng the children to 

simultaneously listen and follow along wh11e the teacher read aloud. 

Both methods have been recommended (Aulls, 1982) to 1mprove fluency. 

Also al1 six teachers encouraged daily book reading or studY1ng of 

vocabu1ary. Thus, there appears to be a meaningful and sens1ble change 

in fluency ability when the classroom provldes these conditions 

regard1ess of home condltions. 

The largest fluancy gains were made with the two groups WhlCh 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. In the present study, data 
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obtained from parental responses to the ltem on the questlonnaire 

related to freQuency of reading indicate that 42.9% of ch11dren from a 
rich enV1ronment were read to five times or more a week and 17.9% of 
children in this type of envlronment were read to three or four t1mes 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 t1mes a week. Some 25% of the children in moderate print 

environments are read to occasionally, once or tw;ce a week. 
Irrespectlve of the type of home environment or amount of 

interaction with the print ava11able, school participation has a 

significant effect on most of the developing literacy abilities measured 

ln thls stUdy between the time children enter grade 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 

(Oowhower, 1987; Herman, 1985) coupled with a change from word-by-word 
processing to grouping of words in phrases (Aulls, 1982). In previous 
research, the increas~ in word accuracy wa~ observed after 7 weeks for 

second-grade transitional readers (Oowhower, 1987) and over 3 months for 

e1ght, 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 preced:ng results further indicate that preschool development 
is not the only time span when children show truly signifi~ant 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 ab111t1es as a multivarlate construct. Th1S puts a greater 

onus on teachers, school adminlstrators and educators to ensure that 

facilities for a pr1nt-r1ch enV1ronment are provided w1th multlple 

opportunities for children to 1nteract regularly w1th prlnt ln the 

env1ronment. Ch11dren's growing awareness of print has lts roots ln 

home and community preschool experiences. However, equally 1mportant 

developmental changes are going on in the classroom in ch11dren's use of 

old knowledge and rapid acquis1tion of new knowledge. This growth ln 

literacy knowledge asslsts optimal and efflc1ent use of different 

abilities ln order to facllitate the mean1ng-maklng process of readlng. 

As was ment10ned ln the results chapter on p. 102, there are 

significant and somewhat d1fferent patterns of correlatlons among 

literacy abilities prior to and followlng formal 1nstructlon. Following 

instruction, prlnt awareness lS slgnif1cantly correlated to a11 other 

abilities lncludlng strategicness. Over tlme, there lS an lncrease only 

in the magn1tude of the correlatlons between prlnt awareness and fluency 

and print awareness and word accuracy. The greatest change occurred in 

the relatl0nshlp of print awareness to accuracy of word readlng. After 

school particlpation, 49' (r .68) of the variance in children's word 
accuracy is accounted for bv their print awareness know1edge. Prior to 

instruction only 25' of the variance (r .49) ln chl1dren's accuracy in 

word reading was accounted for by prlnt awareness knowledge. These 

results suggest that a sustained exposure to a wlde varlet y of pr1nt

related experiences in different contexts affects ch11dren's awareness 

of the availability of strategles which they can use, their accuracy of 

word-reading and their fluency in read1ng a text. 

The signif1cant correlat10n between print awareness and 

strategicness suggests that, as a result of their lmprovement in print 

awareness, children tend to increase their use of strategies. However, 

this increase in strategicness does not have a significant relationsh1p 

to word accuracy. In fact the significant relationship Wh1Ch exists 



OlScusslon 

154 

between accuracy and strateglcness when children begin schoal, is last 4 

months later. This relationshlp was brought about by a small proportl0n 

of children who were already more accu rate and consequently were more 

strategic. The non-signiflcant relatlonship between strateglcness and 

word accuracy after lnstruction lmplies that an lncrease in ward, letter 

and sound knowledge enables sorne chlldren to predict accurately and read 

on. Hence as chlldren grow in their code knowledge, use made of 

strategles to break the code lS less needed and tn some extent 

restricted. As children become more aware of the full meaning context 

available, they appear to make more efficient use of strategies in 

maklng meanlng beyond decodlng. 

The relatlonship between word accuracy and fluency accounts for 

49% of the variance bath before (L .70) and after instruction (r .67). 

ThlS result, suggests that accuracy and fluency are stable reading 

factors for the emergent and the early reader. As children become more 

accurate ln word readlng, their fluency increases. This result supports 

the flndlngs of research done with second-grade chlldren (Oowhower, 

1987) and lntermediate-grade students (Herman, 1985). Chlldren who are 

not constralned to dlrect thelr attentlon on word-by-word declpherlng, 

probably focus on groups of words and phrases, thus lmprovlng the rate 

of fluent processlng (Aulls, 1982). 

The hlgher correlatlons obtalnpd between book and code knowledge 

and fluency, as compared to the relationship between prlnt awareness and 

fluency, lmply that the avallablllty of meanlngful and whole books is a 

more powerful enVlronment for promoting fluency ln reading books than is 

responding ta prlnt ln the enVlronment. Unlike accuracy of word 

readlng, fluency depends on chlldren's unique auditory and vlsuol 

experle~ces wlth meanlngful, whole text. Accuracy, unllke fluency, can 

be achleved when reading lsolated words as well as with words in a 

context. This explalns the hlghly slgnlficant correlations between 

accuracy and print awareness and accuracy and book and code knowledge, 

• 
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both before and after sehool partlclpatl0n. 

As predicted by Aulls' t1982) developmental model of readlng 

aequlsltlon, aver tlme there 15 an lncrease ln the magnltude of the 

correlatlons among the llteracy abll1tles. ThlS lS due ta the 

lntegratlon among the set of developlng varlables. ThlS lntegratl0n of 

abllitles lmplles that formal lnstructlon should create a balance 

between teaching words ln lsolatlon and providlng entlre contexts for 

the chlldren to obtaln meanlng out of readlng. Slnce fluency 15 related 

to word aecuracy, texts WhlCh contaln words wlth which chlldren are 

famlllar ought ta be widely used. Word-readlng accuracy 15 lncreased by 

the availablllty of both famlllar text and words ln lsolatlon WhlCh are 

brought to children's attentlon as a means of enhanclng thelr 

envlronmental prlnt awareness. Thus, as Hlebert (1988) argues, chlldren 

should be requlred to make use of the functlonal knowledge they have 

acqulred pr1ar ta formal instructlon ln functlonally mean1ngful 

situations. 

Book and code knowledge was the only ablllty whleh changed 

slgnlflcantly as a result of the lnteractlon of the home envlronment and 

classroom partlclpatlon. The chlldren ln the moderate envlronment

moderate lnteraction group were slgnlflcantly dlfferent from the other 

three groups ln thelr book and code knowledge after 4 months of grade 1 

lnstruction. The book and code knowledge of the moderate enVlronment

rlch interactlon group was a1so slgnlflcantly dlfferent from the rlch 

envlronment-moderate lnteractlon children. ThlS suggests that chlldren 

who have been exposed to fewer book handllng experlences at home make up 

for these deflclenc1es w;th1n the classroom env;ronment. Chlldren ln 

home enVlronments with moderate pr1nt facllltles have llmlted exposure 

to book and code knowledge. Based on the parent responses about 

activlt,es in the home, there lS clear eVldence that chlldren ln 

moderate prlnt environments lack essentlal experlences wlth books. 

There are 5.36% of children in moderate envlronments who are never read 
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ta. There 15 no Slm11ar case for children ln a rlch enVlronment. Of 

the parents who provlde a rlch-prlnt environment, 60.7% report that bath 

parents read ta thelr chlldren. Wlthin the moderate envlronments, 16.1% 

of parents report that both adults read to thelr chlldren. In homes 

WhlCh support rlch-prlnt envlronments, 25.0% of the chlldren often read 

to thelr parents. In contrast, only 3.57% of chlldren ln moderate home 

envlronment5 often engage ln readlng when their parents are nearby. 

Slmllarly, avallabl1lty of tapes wlth accompanying books are 

predomlnantly found in rich home envlronments (48.2%) but are not as 

accessible ln moderate envlronments (19.6%). In rlch home environments 

35.7% of the chlldren have a subscrlptlon to a Chlld's magazine as 

compared to 3.57% of children from a moderate envlronment who have 

slmilar subscrlptlons. Of the books bought in the homes, 51.8% of 

parents ln rich home envlronments and 19.6% of parents ln moderate 

envlronments report buying books for both adults and chlldren; 3.57% of 

parents who provlde moderate prlnt enVlronments never buy any books. Of 

the Chlld-owned books, 42.9% of children in rich-prlnt enVlronments have 

three or more alphabet books. Wlthin moderate home envlronments, 7.24% 

of chlldren have three or more alphabet books. More parents in rich 

home envlronments report that their child is a member of a 1lbrary 

(55.4%). Wlthln the moderate environment, only 7.14% of children are 

members of a llbrary. 

Clearly, children comlng to school from rlch-in-prlnt home 

environments have had more opportunitles to interact wlth pr1nt and 

become knowledgeable about concepts of prlnt and book handling 

procedures. Thus, it 1S not surprlsing that the greatest changes on the 

book and code knowledge abllity show up wlth children from moderate home 

enVlronments after 4 months of school instruction. Access ta the school 

l1brary, opportunities ta read to teachers and other children, readlng 

along wlth the teacher, provldlng suppl les of interesting books ln the 

classroom and encourag1ng children and their parents to buy books are 
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all actlvltles WhlCh were observed ln the classrooms under study. Such 

actlvltles (a) compensated for the dearth of experlences WhlCh sorne 

children mlssed out on at home and (b) relnforced the llteracy 

experlences and extended the llteracy knowledge of those chlldren who 

had opportunltles to interact wlth a varled array of sources of prlnt. 

Differences Amang Classroom Environments 

As has been dlscussed, the dlfferent comblnatlons of the home 

envlronments and prlnt lnteractlons, the comblned effects of the home 

and classroom enVlronments and the effect of tlme all have a slgniflcant 

lnfluence o~ the deve10pment of 'lteracy abl11tles. When home 

condltions are col1apsed over all analyses there a150 are slgnlflcant 

differences in the chlldren's performance on some 1iteracy abllities due 

to the lndlvldual c1assroom envlronments set up by each teacher. 

On the SlX classrooms ln the study, Class 5 would be categorlzed 

as followlng a traditional approach whereas Class 1, Class 3 and Class 6 

could be rated as followlng a whole language approach (accord1ng to 

Stahl & M1ller, 1989) as outllned ln the methodology chapter. Class 2 

would also fall 1nto the whole language category. 

Olfferences I~ Chlldl ~n's prlnt awareness, accuracy of word 

readlng and flueney are associated to specifie classrooms. The chlldren 

in Classes 1, 2 and 3 are signiflcantly better on the prlnt awareness 

meaSllre than children ln Class 6. On the accuracy measure, the chlldren 

in Class 1 and Class 3 are signiflcantly better than the ct.lldren ln 

Class 5 and Class 6. On the fluency measure, chlldren ln Class 5 are 

slgnificantly poorer than the chlldren ln Class 1 and Class 3. In 

addltion, chlldren ln Class 6 are slgnlflcantly poorer than ch1ldren ln 

Class 3 ln fluency performance. Chlldren ln Class 6 perform more poorly 

on three literacy abilities than chlldren in other classes. Word 

accuracy and reading fluency appear to be more closely assoclated ta 

differences among c1assrooms than other literacY abilltles. More 
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speclflcally, Class 1 and Class 3 chlldren are higher ln ward accuracy 

than chlldren ln Glass 5 and Class 6. Class 3 children are hlgher than 

Class 5 and Class 6 chlldren on fluency. Class 1 children are higher 

than Class 5 chlldren but not signlficantly different from Class 6 

chlldren on fluency. Therefore we mlght expect that the conditlons in 

Class 1 and Class 3 are more a1lke ln terms of promotlng f1uency and 

ward accuracy than Class 5 and Class 6. 

It 15 lnterestlng to note that in th15 study whereas the home 

environment groups differed slgnificantly on book and code know1edge, 

teachers have a dlfferentlal lnfluence on children's envlronmental print 

awareness. In Classes 1, 2, 3 and 6, the chi1dren's attention lS 

directed ta captlons, slgns and logos, Just as lt would be ln the 

environment outslde 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), havlng messages with 

instructlons such as "No empty milk cartons in the garbage bln" or "The 

Reader's Speclal Chair" (Class 6), or getting the children ta thlnk of 

"places where reading can be done" and "objects where pnnt can be 

found" (Glass 1 and C1ass 2) are al1 actlvities and messages which alert 

the children's attentlon and he1p them to focus on prlnt. The wide 

range of print-re1ated experlences offered in these classrooms as 

referred to by the teachers during interviews lnclude: 

stories, poems, songs, calendars, newspapers. Al1 kinds of 
books - picture puzzles Wltl1 words ... word puzzles, crossword 
puzzles, computer writing .. Just about everything there is. 

(Teacher Glass 3) 

... the stencil for Math, anythlng ... wel1, to me anythlng 
that they've wrltten ... the calendar is printed material, 
charts are printed material, they're being bombarded with it 
continuous1y •... newspaper cuttings can be a homework 
assignment ... to find something that they'd like to share. 

(Teacher Class 1) 

magazines, newspapers, they have the videos, film, words on 
film strips; stencils, they have b1ackboards charts, a 
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var1ety. 
(Teaeher Class 2) 

Well, they have those books, they have the names al1 over, 
they learn each other's names and how to spell them and all 
the other th1ngs which l hang up all over the place ... and 1 
eut out things that 1 see on The Gazette, mostly the fr1dge 
door page ... all of that (polnts to nursery rhyme charts) lS 
from the math books because each new unlt has a nursery 
rhyme ... the directions for them to follow ln the math 
books ... the SClence book ... the religion book ... the soclal 
stud1es, the calendar ... they read thlngs even on thelr 
pencils. 

(Teacher Class 6) 
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From the teacher responses given in these four classrooms, as well 

as the rich-prlnt environment whleh was actually observed. lt seems that 

the signif;cant dlfference on the print awareness varlab1e could be 

attributed to sorne characterlstic beyond the teacher's control. Earller 

in the discussion (p. 151) it was reported that when the home and 

classroom envlronments were comblned, children from a moderate home 

enVlronment but active lnteraetlon were the ones who lmproved most 

signlfica~tly on prlnt awareness. Of the chlldren who make up thlS 

moderate envlronment-rich lnteraction group, 60% were ln Class 6. On 

the other hand 72.7% of the children wlth a rich-pr1nt enV1ronment at 

home and r1ch 1nteraction were ln Class 1, 2 or 3. In add1tlon, 92.9% 

of ch1ldren with a rich home enV1ronment but moderate 1nteractlon were 

in Class 1, 2 or 3. These data suggest that althaugh teachers try ta 

provide as rich an environment as they possibly can, they are 

constrained by the home background of the1r students ln the degree ta 

which they can lnfluence the children. 

Even though research (Bond & Dykstra, 1966-67; Stahl & Miller, 

1989) has proved otherwise, people perslst in clalmlng that certain 

approaches will lead to more unifonm results ln chl1dren's literacy and 

reading development. However, these expectat1ans are not substantlated 

by the data ln this study because children's literacy and reading 
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development are not solely lnfluenced by the reading programme used in 

the classroom. Glven the flndings of the present study, 1t appears that 

the development of early readlng w1th reference ta speclfic l1te racy 

ab11ltles 15 lnfluenced by the prior knowledge which children acquire 

from the opportunitles pravlded withln their homes, their lnteraction 

with prlnt ln the home envlronment and the enV1ronment WhlCh teachers 

create for the students in the classroom. The children ln Class 1, 2 

and 3 were surrounjed by a rich-pr1nt envlronment at home. The 

teachers' contributlon to these pre-existing experiences ereated 

slgnlfieant differences between these children and the chlldren who had 

moderate environments at home, w1th whieh they interacted actively and 

who were steadily accumulating new print exper1ences from their 

classroom enV1ronment ln ~lass 6. 

The preceding d1fferellees ln the home enVlronments may also 

restriet teachers in the type of reading material they prov1de ehildren 

when they start school or ev en constrain them to use specif1e teaehing 

methods. Such dlfference5 ln sources of material provided, or the 

emphasls given in the classroom, may contribute to dlfferenees in 

ch1ldren's accuracy of word-readlng and fluency. The teacher in Class 6 

reported that at the beg1nning of the sehool year, her children are: 

readlng only from the stuff that they are wrlting ... I'm 
reading other things from authors but they're usual1y 
readlng their own staries and then like 1ittle rhymes ... 
that i5 the first kind of material that lS written by 
somebody e1se that they would really ... 'cos 1 find it's 
hard for them to pick up someth1ng that they're not familiar 
with at al1, you know, and to Just read it like that and 1 
mesn the population that 1 get here, un1ess, they've been 
taught at home, whieh you know, some of them are, you know, 
but the majority is just mostly what they get from sehool. 

(Teacher Class 6) 

S,milarly, 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 tao much background". Thus, she 

• 
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uses basal readers because "sorne parents don't read to thelr chlldren at 

home. Sa sorne chlldren's parents depend on a basal reader". When asl<.ed 

about the klnds of materlals fram WhlCh chlldren read at the beglnnlng 
of the year, she explalns: 

In September, not very much ... I have a plcture about say a 
leaf and lnside there's wrltten, "the leaves turn yellow, 
red" and a 11 that. .. So l make them read that, ... then l 
wrlte the same thlng dawn on the board and then l glve them 
a 1eaf to wrlte on and they wrlte that, copy that down ... 

(Teacher Class 5) 

There was a slgnlficant difference in the observed and reported 

introductory approaches of these two teachers. The former makes 

chi1dren use their own written materlals. So chlldren are actlvely 

lnvo1ved ln adu1t-1lke processes of readlng and wrltlng (Hemmlng, 1985). 

They are a1so using thelr prior knowledge. The teacher ln C1ass 5 does 

not immerse children in such a meaningful sltuation and prefers 

beginning reading by iso1ated vocabu1ary lnstruc+lon. 

Chi1dren ln C1ass 3 were readlng "a1most excluslVely" from books 

fram the flrst day of school. They are glven one book a day, every day 

a11 year round. Chlldren ln C1ass 1 are exposed to a varlet y of 

materlals. However, they too predomlnant1y read from what they wrlte. 

In response to the question about the kinds of materla1s chlldren read 

from at the beginning of the year, the teacher ln C1ass 1 replled: 

Everythlng, the reading books, 1ibrary b00ks, papers. 
Most1y, what they write 'cos l find untl1 you actual1y start 
writlng ... reading is done by wrlting. They go hand ln hand; 
you cannot divorce them. 

(Teacher Class 1) 

These different approaches used by teachers ln thelr attempts to lmmerse 

children in 1iteracy arise part1y from envlronmenta1 constralnts outslde 

the c1ass and are part1y due to the teacher's be1lefs about her 

students. Such variation may be accountable for slgnlflcant dlfferences 

in chi1dren's performance and achievement on both the accuracy and 
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fluency ab1lities. 

There are other notable qualltatlve differences ln classroom 

environments of the four teachers which contribute to dlfferent levels 
of achievement ln these two abllities. Given the concluslons thus far, 

the development of both accuracy an~ fluency is highly dependent on the 

amount of reading material which chi ldren are exposed to, the diversity 

of prlnt and the opportunlties which children have to lnteract with 
these sources. In response to the question of how readlng 15 1ntroduced 

to the ch11dren al1 teachers referred to books. However, there was a 

dlstinct10n among the teachers on how books were used and what aspects 

were focused on. The teachers in Class 1 and C1ass 3 immediately 

provide books for the ch11dren to start readlng. The teacher ln Class 

said she tries: 

to 1mmerse them ln a literate envi 'onment, pictures, books, 
stories, labe11ing; all that repr~~ents their world. 1 
break down each one; you become conscious of listening, 
speaking, reading and writing, trying to keep a balance 
~etween 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 slmple 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", 1 have an orange, 1 have an apple ... Then the 
next day, they would get another book, al1 year round and 1 
give it to them on the very flrst day of school. 

(Tea~her 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 ... 1 choose certain vocabulary from the book 
... 1 write them on the board and we read them, we sound 
them out, the flrst sound, the last sound, what they hear ln 
the middle and so on ... two words, three words a day and 
then they practise lt at home and then we use it ln a 
sentence ... 

(Tescher class 5) 
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The teacher ln Clas~ 6 starts off by readlng ta the children but 

encourages children ta experlment wlth wrltten and spoken language: 

Most of the tlme l have been readlng ta them llke everyday, 
a few times a day and l always ... if l say thlng~, l wrlte 
the ward on the board and ... let them associate the ward, 
the spoken ward wlth prlnt ... and l try ta let them do a 
lot of scrlbbllng you know, experlmentlng wlth print sa that 
they wlll sort of transfer back and forth ... 1 Just sort of 
try ta get them lnto listening ta the storles first. Flrst, 
l just tell staries. 

(Teacher Class 6) 
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The children in Class 1 and Class 3 lnitlally are provlded with rlcher 

experiences as well as more opportunities ta interact with prlnt. ThlS 

may account for their children's greater achlevement on accuracy of ward 

reading and fluency compared to the children in Class 5 and Class 6. In 

addition, the way teachers conduct the readlng lesson at the beginnlng 

of the year, the degree ta which chlldren are lnvolved and the methods 

used to promote reading growth differ among these classes. 

In Class 1, the teacher draws on the four components of readlng, 

listening, speaking and writing durlng a typical reading lesson. There 

are no drastic modlflcations ta this pattern but as the teacher 

explains: 

You really do more or less the same - writlng lncreases, 
reading increases, ability to sit stl11 and listen ta one 
another increases and as they (chlldren) 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 conslsts of a varied 

range of activities. The children, individually read aloud the book 

that they had taken home to a mother that cornes in daily ta help the 

teacher. While this is being done, the class is engaged in reading a 

selection or selectlons of poetry, sangs, chants or bltS of prose. 

l would say, "Who can find me a space between words?; who 
can find me a latter? 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 wlth the letter?; 
or a selectlon of letters in the mlddle?" Anythlng, also 
punctuatlon we talk about and then another part of the 
reading lesson would be writing where they would wrlte 
elther an event that happened to them or they would try to 
write words underneath the pictures; 1 glve them a 
selectlon of plctures and Just write the ward underneath. 

(Teacher Class 3) 
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Both these teachers believe that there is nothing in particular which 

they emphaslze more than anything else to make children aware of print. 

In fact they argue that chlldren make sense of diTferent concepts of 

prlnt when they are ready for it. Hence they aCknowledge vr.rlatlon 

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 ;s vocabulary. 

1 do very lim1ted vocabulary, Just enough. 1 don't want to 
force them down with too many. 1 do Just a 1imited ... then 
we use it in a sentence on a f1ashcard. 1 use flashcards 
for vocabulary; first 1 do the vocabu1ary with the 
flashcards, then 1 pick up sentences fram the reader ... We 
also have little ... eh the vocabulary al1 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 1mportant 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 w i th the ill ust rat ions. 

The teacher in Class 6 encourages a read along method, "like an 

oral cloze .•. letting them predict what the cover •.. the title lS and 

then what they expect in that story from the title". This teacher 

promotes reading growth through a cambination of reading and writing: 

It's kind of two-way thing. The writing is helping the 
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reading, the readlng helplng the wrlting and 1 never can 
figure out, ... 1 can't have lt separated .. lt sort of Just 
flows in and out ... or through. 

(Teacher Class 6) 
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The teacher in Class 1 sees an opportunlty to promote readlng growth 

through any activity. She emphaslzes that she "capltallses on the 

children's experience, both VlcarlOUS and prlmary" and thlS leads to 

their talking about or sharing an experience. She lnsists on taklng the 

children's world lnto account: 
taking where they're at and taklng the~r own experlence and 
relating literature ... you read a story to feel ... vou 
don't read a story because vou want to check comprehenslon 
or because you want to find the main idea or Vou 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 readlng growth by reading ltself, 

because as she explains, her philosophy is that children learn to read 

by reading. She acknowledges that chlldren at this young age may not 

find reading "enthralling". Therefore she encourages them to 

participate in a reading actlvity by rewarding them with a sticker every 

time they read a book. Eventually they get a prize after reading a 

determined number of books. 

It seems then that several factors ln the classrooms of the 

teachers of Class 1 and Class 3 influence their students' accuracy and 

fluenc). Their philosophy of immediately involving chlldren in 

meaningful reading, capitalizing of children's prior world knowledge and 

making use of literature to assist chlldren to relate and share thelr 

experiences, putting emphasis on skills such as word knowledge, letter 

identification, sounds of letters and other concepts about prlnt ln a 

casual manner while reading selections of poetry, prose or songs, 

encouraging them to read books and other printed materlal daily are al1 

factors which help children improve their accuracy and fluency. 
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Ch11dren are a1so exposed to a range of materlals WhlCh 1ncreases their 

vocabulary and thclr appartunlt1es to ldentify words ln d1fferent 

contexts. In add1tion, there lS evidence, fram observat10ns and fram 

the teacher 1ntervlews that the teachers ln both these classrooms read 

to the1r ch1ldren daily. 

The atmosphere ln Class 3 is one which naturally draws children 

1nto literacy act1vltles. The day begins with the children and teacher 

d1scuss1ng and r€~dlng a book selected by one of the chlldren. The 

teacher reads the book at thls time. Later, one Chlld lS chosen to be 

reader of the day. S/he has ta read a book of her/hls cholce to the 

class. Mothp.l-s come ln dally to hear the whole class lndividually read 

a book that had been taken home the day before. Chlldren co-operate at 

the computer, wrlt1ng up thelr own stories without any asslstance from 

the teacher. Creatlve wrltlng lS encouraged by the work chlldren do ln 

the1r Journals. 

In Class 1, children are expos~d to story-reading by the teacher; 

they are engaged ln journal writlng about tWlce a week; they are glven 

a varied range of asslgnh. :; which involve looklng up informatlon ln 

dlfferent sources (such -, l newspapers), questionlng and filling out 

1nformat10n about d1ffere. JplCS such as thelr p~rents' favourite 

books as ch11dren; brain-storming seSSlOns abaut particular tOP1CS where 

chi1dren contrlbute their own ldeas; and havlng ta read not1ces and 

slgn-up 1f they are interested ln Jainlng ln an activity, such as uSlng 

the computer during lunch tlme. Ch11dren ln th1S classroom are al~o 

allawed ta V1Slt the library freely aside from the scheduled time on the 

tlmetable, when they have completed their schaol work. 

In Class 6, the chlldren are expased dally ta journal ~riting 

which encourages the1r invented spell1ng. They are read ta by the 

teacher da1ly, several times a day. The books are dlscussed and 

ch11dren are glven the opportunlty to predict both the title and 

development of the story. Predictable texts are used initially to 
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encourage chlldren to particlpate and read along wlth the teacher. They 

are encouraged ta choose several books from the class llbrary ta ta~e 

home and read. These books are nat a substltute for books from the 

school llbrary. Chlldren collaborate ln palrs or gl oups of three and 

wrlte stones on the computer. At least once a week, all chlldren dre 

glven an oppartunlty to read a book of thelr own chOlce to the class. 

In addltlon, they a11 read thelr Journal story to the teacher dally. 

The teacher responds ln wrltlng and ln thlS manner chlldren respond 

back. Y/hen chlldren are readmg books, the teacher places no emphas1s 

on accu rate decod1ng of each ward and posslbly thlS explalns why the 

ch11dren ln Class 6 are slgnlflcantly d1fferent ln fluency only when 

compared to the ch1ldren ln Class 3. 

The dlfferences between Class 6 chlldren and the chlldren ln Class 

and Glass 3, on the accuracy measure may be (lue ta a greater cancern 

by the ch 11 d ren themse 1 ves Wl th an exact read, ng of what 1 s pr 1 nted. 

There are differences ln chlldren's level of confldence in theH own 

abll1tles and the way the teacher cteals wlth the ch1ldren ln glvlng them 

confldence ln themselves as readers affects what chlld:en th1nk of the 

reading process. 

It lS not SUrprlS1ng that ln Glass 6, where the teacher provldes 

opportunlt1es for chlldren to predict and where she pralses these 

efforts by te 11 i ng the ch 11 dren that they are al ready read 1 ng, even on 

the flrst day of school, after 4 months of school instructlOn, 76.9% of 

the children ln this class belleve (as estlmated from the readlng

perceptions intervlew) that everyonfl ln thelr class 15 a good reader. 

In contrast, 90.3% of the chlldren ln Class 1 and 63.6% of the chlldren 

ln Glass 3 belleve that not everyone ln thelr class 15 a good reader. 

(Secondary data related ta ~he c;lassroom practlces and how they 

influence chl1dren's bellefs a~out readlng are provlued ln AppendlX H). 

The teacher ln Class 3 explalned that her goal ln language arts ln 

grade 1 was ta make chi'dr~n feel posltlve about themselves lrrespect1ve 
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of thelr level of readlng abl1lty. It is lnterestlng ta note that 

dUrlng the chl1dren's lntervlew about thelr perceptl0ns of readwg, sorne 

chlldren ln thl S class ldent 1 fled whether ac.her Chll dren were better 

readers than themselves by referrlng to the level at WhlCh they were 

readl ng. 

Swce the chlldren ln these three classrooms are provlded wlth a 

stimulatlng and rlch readlng programme, lt seems that the s1gnlficant 

dlfferences WhlCh anse on theH performance ln the prlnt awareness, 

fluency and accuracy abllltles are due ta the dlfferent home 

envlronments WhlCh they experlence before comlng to school. lhe 

characterlstlcs of nch-ln-pnnt home enVlronments and the tlme factor 

are lnteractlve features WhlCh affect the development of 11teracy 

abllltles and readlng achlevement. 

The lower standard of achlevement ln C1ass 5 on the accuracy and 

f1uency abllltles may be due to bath the home environrnent and the 

expenences WhlCh the teacher pravldes. The teacher ln thlS c1ass 

lnslsts on provlding chlldren wlth llmited vocabulary, 11mltlng the 

number of books they can take from the llbrary (0nly one book a week lS 

a1lowed) and maklng use of basal readers to encourage parent-child 

lnteractlOn at home. The actlvlties ln the class are almost excluslVely 

conducted wlth the whole group. Thus, a11 the chlldren are engaged in 

dOlng the same thlng at the same tlme. Indlvldual attentlon 15 glVen 

when the teacher goes round the class to correct the chlldren's work. 

Readlng actlvltles generally follow the modelllng patterns provlded by 

the teacher. Whether read i ng poems, rhymes or from theme- re 1 ated 

charts, the teacher genert. 11 y reads a sentence or phrase and then asks 

the chlldren to repeat it several tlme~. Chlldrl3n J s lndependent reading 

between actlvltles was not observed ln thlS classroom. ThlS act1Vlty 

was especlally noted ln 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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COllstltutes the class are both factors WhlCh contnbute to between 

classroom dlfferences ln chl1dren's performance on varl0US llteracy 

abllltles. These results suggest that teachers should be aware of the 

chl1dren's home envlronment a~ well as the range of expenences they 

have been exposed to. By knowlng what chl1dren already ~now about 

llteracyand llteracy contexts, teachers can be ln a better posltlOn to 

select actlvltles WhlCh are relevant to the Chlld's world and WhlCh 

dlrect the chl1dren to relnforce preVl0US learnlng, modlty lt where 

necessaryand accommodate new lnformatl0n WhlCh extends herjhls 

developlng abl1ltles. Indeed, as has been reported ln prevlOUS research 

(Anderson et aL, 1985) and ln pedagoglcal books (Ouffy & Roehler, 

1986), the tea':her's declslOn-maklng and plannlng lnfluence chlldren's 

readlng achlevement. Of equal lmportance, thlS study shows that glVen 

the dlstrlbutlon of home envlronments ln a class, the teacher's 

decisions about what ta teach and through what experlences, '1011" not be 

equally beneflcial to a11 chlldren. Ideally the teacher's decls10ns 

should optlmlze the flt between the classroom and the range of 

chlldren's prl0r home experlences and literacy knowledge. 

Changes in Children's Perceptions of Readlng 

As documented ln a prevlOus study (Roblnson, Lazarus & Castello, 

1983) children's perceptlons about readlng WhlCh are formulated before 

chlldren comn to school, can be and are modlfled through the teacher's 

lnstruct lon. 

In the present study, Chl ldren' s percept 10ns of readlng dld not 

have a slgnlflcant lnfluence on thelr llteracy abl1ltles elther at the 

beglnning of the school year or 4 months later. However, about 50% of 

the chlldren had changed theH perception of readlng over the flrst 4 

months at schüol. In flve classes, there were approxlmately the same 

proportl0n of changes: 60% of the chlldren changed thelr perceptlon ln 

Class 2, Cla~,s 4 and Class 5. In Class 3 and Class 6, 45.5% and 53.8% 
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respectlvely of the chlldren partlclpatlng changed thelr perceptlon of 

readHlg. The least number of chlldren who altered thel r perceptlon were 

ln Class (27.3%). Most of the changes were from a code to a code+ 

perceptlon of readlng. The least number of changes occurred from a ~ude 

to a non-code percept 1On. None of the percept lOns were spec ifl c to any 

home grouplng and chl-square analysls of the relatlonshlp between 

chtldren's home envlronment lnteractlon and thelr perceptlons of readlng 

prlor to and followlng school partlclpatlon were not s1gnlflcant (E2, 3 

= 10.46, Q (.10 and [2,3 = 3.07, Q <.80). Tables lndlcatlng the 

children's perceptlOns of readlng before and after school particlpatlon 

for dlfferent home groups as well as for the comblned home and classroom 

group are shown ln Appendlx 1. A commentary of the chlldren's 

perceptlons of readlng for each orlentatlon is ln AppendlX J. 

For the chlldren who had a code+ orlentatl0n ln January and were 

in the four classrooms revlslted for the achlevement test ln May, there 

were hlghly slgnlflcant correlatlons between thelr llteracy abllltles ln 

Januêry and thelr end-ùf-the-year scores on the achlevement test 

measurlng thelr vocabulary and comprehension. ThlS lmplles that 

chlldren wlth a broader perceptlon of readlng have developed 

substantlally ln thelr llteracy abllltles to lnfluence thelr end-of-the

year dchlevement sco es. Although the result must be interpreted 

cautiously because of the small sample number, it suggests that children 

should be asslsted ln developing a wlde rather than narrow perspectlve 

of the readlng process. Thelr deflnltl0n of readlng should not merely 

be restricted to the code. Nor should they be encouraged to pay 

attention solely to the functl0ns and purposes of readlng as perceived 

by children in the non-code group. Teachers should provlde 

opportunltles for chlldren ta increase their awareness of both aspects 

of reading trylng to establ1sh a balance between their knowl~dge of 

letters, sound-symbol correspondences, conventlons of reading and the 

meaning-making process wh1ch ;s essential to use readlng in different 
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The correlatlon of the greatest magnltude was between the ward 

accuracy and the comprehensIon subscore of the Gates-MacGlnltle 

achlevement test. ThlS supports the notlon that chlldren whose 
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pe rcept 1 on of read 1 n9 const 1 tutes both code and non-code 0 r'l entat lons 

focus on ward decodlng, the related grapho-phonlc, semantlc and 

syntactlc constralnts as well as full use of supportlng eontext eues. 

The hlghly slgnlflcant correlatlons between four of the llteracy 

abilltles (prlnt awareness, book and code knowledge, accuracy and 

fluency) and the scores on the achlevement subtests lmply that lt lS 

meaningful to look at chlldren's developlng llteracy abllltles to get an 

accurate estlmate of the knowledge needed to perform tests tradltlonally 

deslgned to place chl1dren a10n9 a normal dlstrlbutlon of vocabulary and 

comprehenslon performance scores WhlCh reflect achlevement of readlng 

competency. Assess1ng readlng only on the basls of an achlevement test 

masks changes ln readlng knowledge or l1teracy growth and dlfferences ln 

chl1dren's indlvldual abilities prl0r ta and durlng formal schoollng. 

Teachers need ta fi~d out about chlldren's ab11ltles and thelr progress 

ln sets of knowledge which reflect the integratlon of their developlng 

literacy abllity wh;ch ultlmately become the development of a mature 

reader. 

Use of Strategies and Accuracy of Ward-Reading 

in Unassisted and Assisted Reading Conditions 

In thlS study, strateglcness was measured as an lndex of the 

number of kinds and use of a11 strategies. Although strateglcness does 

not correlate significantly to the vocabulary and comprehenslon 

subscores of the ach1evement test, th,S is not ta be taken as an 

indication that strategicness lS not an important abll1ty. It lS 

essential to take into cons1deratian the demands requlred by the tests. 

In ttle vocabulary exercise, children had ta ldentify the correct ward 
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out of a set of four to match a plcture. In the comprehenslon test, 

chlldren had ta read two sentences or a sentence and a questlon related 

to elther one speclflc plcture, a set of four or a serles of four 

plctures. Thus, chlldren had a limited context and too short a text to 

make use of several readlng strategles. This result suggests that 

strateglcness and use made of strategles rely on task demands and the 

condltlons of readlng. Slnce strateglc reading lS a characterlst'c 

WhlCh dlstlngulshes good and poor readers as early as grade 2 (Parls & 

Myers II, 1978; Pans et al., 1983) and poor readers llke young readers 

need to be taught strategles, lt was the purpose of this part of the 

study ta focus on chlldren's developlng reading strategies as they are 

lnfluenced by the readlng condltlon, and their assoclatlon wlth 

experlences ln the home enVlronment and the classroom environment on 

children's development of strategles. 

Overa]l Influences of Reading Conditions 

Prlor to formal lnstructlon, children appear to be able to adapt 

the strategles they use ln readlng accordlng ta the amount of assistance 

they are given. Chlldren perform slgnlficantly differently on the 

amount of words 19nored, the use they make of phonet;c eues and thelr 

accuracy ln word readlng ln an unassisted and in an asslsted reading 

condltlon. In an unasslsted reading condition chlldren appear to focus 

thelr attentlon more lntently on every word. In this situatlon, when 

they are not asslsted by an illustrated text or by an adult's reading of 

the text, chlldren get the meaning of the story primarlly by focusing on 

the words and uSlng phonetlc cues. Since they are unassisted, they 

e~pect 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 eues, they do not have a high level of reading 

accuracy. On the contrary, in a highly asslsted reading condition, when 

children have a predlctable text to read and they are assisted by 

------------------------------------------------~ 
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plctures, a repetltlve phrase as well as opportunltles to hear the text 

reread, they ~an afford to 19nore more words, make use of less phonet1c 

eues and be more accu rate ln thelr word reading. Followlng 4 months of 

formal 1nstruction, they make use of more phonetlc eues ln an unasslsted 

reading cond1t10n but stlll read more words accurately ln an ass1sted 

condition. 

These f1ndings suggest that over 4 manths, w1th expasure ta 

readlng at school and at home as well as to opportunit1es for asslsted 

and repeated read1ngs, chlldren become more accu rate readers, they 

ignore fewer words than they did prior to 1nstruction and they rely on 

their own resourcefulness ta sound out words when llttle help lS 

available. 

Irrespectlve of the ass1stance glven durlng read1ng, the number of 

words read accurately is dependent on both the use made of phonet1c eues 

and rereadings. If children 19nore words, results lnd1cate that they 

are not as aecurate at ward readlng. In an unasslsted readlng 

cond1tlon, the number of rereadlngs and phonet1c eues used are both 

influentlal on the number of words which are accurately read. In 

comparlson, because eh1ldren have had the opportunlty to hear the text 

being reread, the reading strategy is no longer necessary and the data 

show 1t is not slgnif1cantly correlated to accuracy of word readlng ln 

an assisted condition. Slm1larly, ln thls read1ng cond1tlon there is a 

tendeney for ehlldren who use phonetic eues not to ignore words. If 

words are 19nored, phonetic eues are nat be1ng made use of. 

Accuracy of word read1ng 1S a stable feature of both the emergent 

and early readers' literacy knowledge. Therefore 1t lS not dependent on 

the assistance glven durlng readlng. Cond1t10ns of reading have a 

greater lnfluence on strategles than accuracy. There 15 greater 

variability ln the relationshlp of each strategy across condlt1ons. The 

ignored words strategy is most affected by the conditlon of readlng. 

The low correlation between ignored words ln an ass sted and in an 

• 
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unasslsted readlng condit10n (r .27) 1mplles that use made of this 

strategy 15 altered and adapted aeeordlng to readlng condltion. There 

lS less varlab,11ty ln the use of phonet;c cues and number of rereadings 

across cond,tlons, WhlCh suggests that although these two strategles are 

senslt;ve to changes ln the readlng condltlon, they are more stable than 

the 19nored words strategy. 

Prior to formal 1nstruetlon accuracy of word readlng 1S 

slgn1ficantly related to phonetlc eue use and number of rereadlngs. 

These same slgn1ficant correlations are found after school 

partlcipatlon. However, followlng lnstruction, eh1ldren who 19nore 

words when reading are not likely to be readlng words aceurately. This 

is reasonable to expect as aecuracy of word readl~g can only be attained 

if attempts at decodlng are made by rereading prevl0us sentences or 

using phonetic cues. 

The overall pattern of relat10nships between accuraey of word 

read1ng and the three strategies (phonetie cue use, rereading, ignoring 

words) suggest that accuracy of word reading, which 1S stable across 

read1ng eondltlons, ;s dependent on phonetie eues and rereadlngs. 

Ignoring words does not positlvely influence accuracy of word reading. 

Only after 4 months of formal instruction do children in an unass1sted 

readlng condlt10n significantly make different use of rereadings. This 

strategy helps students focus on the poss1bil1ty that an immediately 

preceding sentence might contain a familiar word that anticipates one 

whose form i5 unfamiliar in the current sentence (Aulls & Graves, 1986). 

ThlS strategy is accompanied by decoding wlth the ald of phonetic eues. 

Rereadings are not required in an asslsted reading condition in which a 

predietable book i5 used. Children who have heard the book being read 

tWlce and who have participated ln one of these two readlngs, can easlly 

learn sorne phrases of the book. In thlS condit1on the language of the 

text is more familiar to the children. Consequently their word aecuracy 
appears to increase. 
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The dlfferent home env1ronments, and the experlences Wh1Ch 

children have wlth1n them, have no slgnlf1cant 1nfluence on chlldren's 

use of strateg1es or accuracy of ward readlng ln an unasslsted read1ng 

cond1t1on pr10r to and follow1ng 1nstructlon. Th1S lmpl1es that 

strategicness and use of different strateg1es ln these condlt1ons lS not 

developing as a result of spec1f1c environmental-1nteractlon 

experiences. Secondly, at the beglnnlng of the school year, chlldren 

from every home enV1ronment make use of some strateg1es WhlCh they 

cons1der suitable for the particular demands of the task. The combined 

effect of the home and classroom enV1ronments does not have a 

slgniflcant 1nfluence on children's use of strateg1es ln an unassisted 

reading cond1tion. Th1S suggests that school partic1pat1on comb1ned 

with the var1at1ons in home experiences will have no effect on 

ch1ldren's use of strateg1es because ch1ldren who are unasslsted in 

their reading, still have ta rely on the effectiveness of the strategies 

they themselves adopt. Since there were no slgn1ficant dlfferences 

attributable ta the home environment or the comblned home and classroom 

environment, it appears that children improve the1r use of sorne 

strategies in an unassisted readinq condit1on as a funct10n of 

development rather than as a consequence of a speclf1e environment. 

In an unassisted reading condit1on t1me has an lnfluence on two 

strategles: (a) aecurate pred1ctlon, and (b) phonetle eues used, as well 

as word accuracy. Predictlon has been claimed to be one of the baS1C 

strategies which has to be developed early (Aulls, 1982) lf children are 

to decide for themselves whether the words they predlcted make sense ln 

a given cantext. Through an increase in thelr partielpatlon of reading 

activities, children lnerease their accuracy in syntactlc orderlng of 

words and phrases. Consequently, they inerease thelr ablllty ta make 

accu rate predictions. The use of phonetic eues appears to lncrease as 
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children learn to focus their attentlon on the grapho-phonie elements to 

try and pronounce a word. They make more attempts at sounding out the 

words, matchlng the letters and their eorresponding sounds. They ean 

use one trlal for a word or several repeated trials until they elther 

give up completely or feel satlsfled with their attempts. Finally, the 

increase in accuracy of word readlng over time appears to be best 

explalned by the greater awareness of print which children ln thlS study 

developed and thelr lmmerS10n in a print envlronment. 

In an assisted readlng condition, over time there are slgnlficant 

reductions in the plctorlal cues strategy and number of ignored words. 

There lS a signlflcant increase in the number of words read aecurately. 

These results suggest that as chlldren recelve assistance in reading 

from a predictable text, as well as fram 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 aceuracy 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 eues. 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 

limlted interaction with print, pictorial eues are still important even 

after 4 months of school lnstruction. This result concurs with previous 

research findings (Samuels, Bagy & 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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recognltlon, superlor ln abllity to generate a target word glven context 

and minimal eues from the target. The results of the earller and the 

present study suggest that children who have d1fferent knowledge and 

experiences depend on context eues to a different degree. The result of 

the study with grade 1 ehlldren suggests that teachers may nee~ to put 

more emphasls on the print as the salient factor which relays the 

author's intended message. 

Post-Hoc Results 

Several findings warrant consideration that are outslde the 

developmental framework used to analyze the ehildren's readlng 

strategies in this study. These results were not statlstically tested 

but emerged during the process of observlng children's behaVlours ln the 

unassisted reading conditlon. Children's confidence and readlness 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 chlldren. 

At the beginning of the school year, when children were presented 

the task of reading an unfamiliar, patterned book, 45% aqreed to do so 

without hesitation; 18.3% read through the text without assistance fram 

the researcher after they had cornpleted the asslsted readlng task 

whereas 31.7% accepted to complete the deleted words ln the unassisted 

reading condition when the researcher read the rema1nlng text. Five 

percent of the children refused to try readlng the book. When thlS 

actlvity was presented after 4 months of instructlon, 91.7% of the 

children attempted to read the book 1mmediately; 1.7% read the text 

following the assisted reading activity and 6.7% completed the deleted 

words whlle the researcher read the text. 

Children's efforts at completing the text wlthout asslstance do 

appear to vary in other ways as well. At the beginnlng of the school 

year 63.3% were able to read through the entire text; 21.7% started 
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reading but gave up and 15% could not read at al1. In thelr reading 

attempts, sorne ch11dren showed evidence of memor;z;ng the text or parts 

of it (16.7%) and others recreated the text mak1ng up a story as they 

went t~rough the pages (40%). After 4 months of school lnstruction, 

86.7% of the chi1dren ln the study re~d through al1 the text; 1.7% 

started readlng but gave up and 11.7% cou1d not read at al1. Whereas 

none of the ehi1dren memorized the text, 25% recreated their own story 

wh11e reading. These resu1ts a1so extend Sulzby's (1985) flndlngs. In 

Su1zby's (1985) data, changes ln chlldren's reading fram the beginning 

to the end of the year included more prlnt-governed reading attempts, 

more 1ndependent reading, a reduction in the plcture-governed stories 

and a decrease in refusals and/or dependent reading. One lmportant 

difference between Sulzby's results (1985) and those ln this study was 

the choiee of the text which children read. Whereas the kindergarten 

ehi1dren were al10wed to read from a book of their own choiee, the 

children in the present study were al1 glven the same unfaml11ar, 

patterned book. Chi1dren who are constrained to read a particular text 

m1ght be more wary ln the1r attempts at reading when compared ta 

children who are free ta read any text. 

Summary of Findings 

The prlmary and secondary hypotheses of this study were supported 

by the resu1ts. The home environment and children's print interactions 
within it have a slgnificant influence on two developing literacy 

abllities namely book and code knowledge and print awareness. The home 

and classroom enV1ronment make significant contributions ta one of these 

two literacy abi1ities and one new one: print awareness and fluency. 

Over time, a11 chlldren develop slgnlficantly in four of the set of five 

developmentally-based literacy abilities (pr1nt awareness, book and code 

knowledge, accuracy and fluency) after col1apsing over the home and 

classroom enVlronments. Within the classroom environment, variations in 
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classrooms due to the teacher's cholce of currlculum content and 

enactments of thls currlculum, coupled wlth dlfferences ln chlldren's 

prlor knowledge and ltS use, dlfferentlally influençe the chlldren's 

performance on varlOUS llteracy abllltles, namely, prlnt awareness, 

fluency and word accuracy. However, ln looklng at dlfferences across 

classrooms, it seems that the teachers are somewhat constralned by the 

fam1ly background of the chlldren. Although chlldren's perceptlons of 

the readlng process, as operatlonally def1ned ln th1S study, do not 

lllfluence thelr own llteracy abillties, the teacher has an lnfluence on 

the1r perceptlons. There lS no f1xed pattern reveal1ng how ch1ldren 

alter their percept10ns. Changes ln perceptions of readlng do not 

appear to be lim1ted ta one of the two classroom approarhes to readlng 

lnstruction observed in th1S study or to a speclf1c teacher. 

Finally, asslsted and unasslsted readlng cond1t10ns have an 

influence on ch1ldren's use of strategles and accuracy of wurd readlng. 

Although accuracy of word readlng is fac1lltated and 1mproved ln 

assisted readlng conditions, 1t is a stable ab1l1ty ln chlldren's 

performance on tasks when they are asslsted and when they are not 

ass1sted. The use made of different strateg1es tends to vary more w1th 

changes in the readlng condlt1on th~~ does accuracy of ward readlng. 

These find1ngs as a whole suggest the 1mpartance of envlronments 

ln the home and in the classroom Wh1Ch (a) encourage ch11dren's 

interaction and participation ln meanlngful llteracy act1v1tles, (b) 

make use of dlfferent sources of pr1nted mater1al, (c) prov1de 

opportunities for &ct1ve involvement nnd 1nteractlon between adults and 

children in llterate act1v1tles, and (d) aCknowledge and make use of 

ch11dren's prlor kno~ledge by treatlng children as 1nd1v1duals who al1 

have the potential te develop llteracy ab1l1t1es but who show var1at10ns 

in the rate at which these ab,11t1es develop. 
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Limitations of this Study 

There are sorne llr,ltat lons ln the study WhlCh aught ta be 

mentioned. ThlS was an exploratory study WhlCh loo~ed at the comple< 

factors WhlCh make up the home and chlldren's lnteractlOns wlth pnnt 

within these homes. Although the parental responses te the v~rleus 

items on the questlonnalre were qUlte con31stent, ln future, a more 

reflned item categorlzatlon ought to be developed ta provlde more 
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accu rate dlstlnctions between children who lnteract actlVely with prlnt 

and those who interact moderately. Parental perceptlons of what events 

a child particlpated ,n "often" or "sometimes" may vary greatly. 

Probably, the blggest llmltatlOn in thlS study lS thFl sample SlZe 

especla1ly when broken down lnto the four home envlfonment-lntsractlan 

groups. The 5al""')le number ln the four groups ranges From 22 to 10. It 

would have been desl rable to have had an equa l number of chlldren 1 n a11 

the groups ar,d a larger overall sample SlZe. However, because 

recruitlng subJects depended on parental cons nt, the size of the sample 

"In the study could not bs contro11ed by the researcher. In flVe of the 

classrooms vislted thsre was a good proport10n of parents who dld not 

even return the perml ss ion form. Ta ensure that th 1 s had not been due 

to factors such as thelr inadvert~ntly misplaclng the letter, or the 

Chlld's forgetting to take the letter home, a second letter was sent out 

ta the parents of Chl Idren ln two classrooms but there was stlll no 

s;gni-fi('ant change ;;"1 the response of the parents. Teachers ment10ned 

seve:al reasons for th1S low respanse. It coulLl h&ve been due ta 

(a) lack of ;nterest, (b) parents not check1ng thelf Chlld's schaol bag, 

(c) the child may have fargotten ta give the letter to h1s/her parents, 

Cd) the parents themselves were ill1terate or had a lim1ted worklng 

knowledge of English, hence their unw1l1ingness to partic1pate, and 

(e) the overwhelming number of letters, circulars and messages sent to 

the parents from school. Sorne of these letters slmplv get tossed aside 

especia'ly if taken home by two or more children in the same household. 

r' 
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Whereas none of these valld justlficatio'1s can be controlled for by the 

researcher, lt st111 remalns ldeal to have a gre'\ter sample to ensure 

rellable generalization. 

Overa 11 Cone 1 us ion 

The overall conclusl0n of this study cleariy suggests that 

(a) opportunltlEs withln the home and classroom for children to intAraet 

and get lnvolved wlth pnnt and (b) the assistance, encouragement and 

support given to ehildren when reading whole and meanlngful books are 

neeessary and powerful conditlons that lnfluence both a child's emergent 

and early literacy deve1opment. 
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l'Dt a 1 Head 1 ng Scor e 

Hcsults {rom Quest.lonnalte Whlch was 
,>ent home (free re"pon"e type) (Parents' 
mf'etlng prlor to recelvlng 
que<.llonna 1 re). 

DescrIptive statlstlcs (means, range, 
frequeneles, percenlagesl. 

A; poc;;ltlon of Chlld 111 famtly movC""i 
from l"t to :'th chi Id, good reddel S 

deerease ~ood readers Increase wilh an 
InCle""e ln the number of books at home 
l,ood readers had parente; wlth h:gher 
level of pdrent,,1 educatIon attdlnmcnl 
Good reaclers had fathers who were 
professlon"le; or had a manager laI 
1'0"1\ Ion. 

SuLton Il q(4) 

Head,nes,> for reddlng at the 
klndergdrten level 

134 Kc; chi Idlen - Munele, Indiana WhIte 
populdllon. lCddlng r~ddlne<:;(i 46 
achleved leddlng level, HH dld no~ 

1I0me enVlronment, pc'"onallly 
characterl';ll<""" of klds IRelurned by 
ail 46 palenl" of readers, returned by 
6n parents of non·r~dders). 

Teachers' ohserv"tlons of chlldren's 
qUd 11 t 1 l", 'l'l'ache!!.' est 1 matI on of 
pdrentdi dtl,tude .Incl Involvemenl. 

~Itlcle reported as 'dlge~t of graduate 
sludles' Thelerore It seems some 
observallons of chlldren ln class were 
done as weil a,> reporl" of teacher's 
observatIons. 

Descllptlve statlstles (pereenlages and 
raw "cores). 

Readp[q enJoyed an adult read,ng to 
lhem They were read lo al earller age 
Classlflcd as more eonsclous and dble to 
concentr"le ffad belter memorles, welc 
more ;clf-rellant Therewere poslllve 
cotrel"llon" belween a chlld's '>"cee"s 
ln lhe beglnnlng readlng and pdrent .. ll 
Interest ln 'chool progles r 

• 

Plessas & Oakec; (19b4) 

Preread,ng experlenccs of selecLed 
early readels. 

;>0 lc;t gr aders from d ,ll,>l r Icl 
adjacent tc~ Sacramento, C..lII fornJa 
SubJects cho~en on ba· ......... of <~cor e~. 

Pre Ist grade teadlng actlvltles 
Chlldren's persona 1 Intereqt ln 
readlng Early leachlng of re~~!ng. 

CallfoTnla Reading Tesl to delC'lmlne 
Tead 1 ng ae h 1 evement dncl 1 rlenl 1 fy 
sample for sludy. 

Answers report.ed 1 n que<;t. lonna l' C .. 

Raw Sco!""s - • of r esponses lo each 
Item on the questionnaIre. 

AlI edrly - .. ade,,, were read la 
exlenslvely They were read to al 
l<Indergarten, 19 chlldren were read 
to da,Iy, <.; chl!dlen w<'rc redcl lo 
several lImes ddlIy AIl weI'" 
reported IS h"vlng a per',ond! 
Interesl ln readlng AIl pd·ri 
attenllon \0 slgn<, on tripS, a-~ed 

'1ue<;t 10",! "bout 1 eller'" word' .Jnri 
number,: 
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'n'III n,Il nq 
,~f 1 .1 pd 1 r 

Ifr,mr 

..-... 

f J' ..... Ir ! r 1 1 -:. .... - l -:. .. l 

h loir"n .. h'J r'?"1 r ,r J, 1°,- , 

l'~""I..!tJrr' l'ipn·_lflrf1~ ~..Jrl" r~.Jlr:r"'" 
(_"dJfr:rnld (f)aJ.-I.3n'i, ; ... '_.;tu.-:::!-l.Jn ...... Il 
tJ"qlrJ', 11 rlr!'ntal~. 

fiJn,j~rJtt~n Inter\J~W~ 

fdmllf bdr~gr0unoi 
rJtl, rr>d1~r<>' ChJrdrtr:rl':tl'::' 
p..Jrly tf2'ddJn? abl11l'y 

, JI,.- f r Jmary fJPr.dlng Te.-t< 
'.,jt f ;·rj'hlnr-::!'d. f'T lm.)r T f.-ndrilng Te.,t 
' .. Jt(>< pndriJngSutvl?,' 

JntOfvIPW, ~pport~d. 

MerJldn, range, rot rC}..Jt Ion belwC'pn 
rndrltnq drhl vempnt dnd InleJ]lqcnrp 
J r pqur~nc Je, Per ccnt .Jq'f'H .. 

JOLJlC~ of direct hclp fOI )1 c-hlidren 
w'"" .. pdrenl ror 74 other'; Il w ... s 
cr:>mbJnatlon of people DIrect help 
Inrlud"d lal",ngabout sounds of letters, 
Irl"nllfYlng word~, r1dYIng ',rhool 
fndllecl help Wd'; more vdlled 51bllng 
help Wéo', pa,t of a combinat Ion of 
~OUICC. of direct hcfp 

r '.JI Ir- ln (1:::-:: 1 - 1 ~~ , ! 

'hlIJren .. ho Fe.d ".111, (I Q ,,"1 

IL.,=, l.:!f?nllflf"'t-1 c..lll .. !€?.l-1t?r' F01 

Int€"fVH?"" ruri='o'~es JO '~electpd 1 e , ~n 

e.'ll I, apd 30 non-e.ll l, reader, ,'R 
',dU:" I.W'-, tl"gloe rie.., )Clk l.'Il ... 

Pdt..l [('>Ç"lortcri c2In;lderc>d Impcrtdnt If 

the'" "'d; d ;Il~ dlff"lcn('e 01 maIl' 
be t ",,~en r f:! ~r'0n< p f J ('qu("'nr 1 e' 01 ven br 
Pdl(,>'1t .. of ('..:lI 1\ \ ~ non-€'dr ly tC..ldcr'·. 

leJc~er R~llna S-al'" 
,Apndel VlrUdl M'lOI Gr~t~lt Terl 
,Mlnnerot.l 1e;t - fnl lledllve 1hlnklng 

Pepor!~ m.vie UF 
Imp~r><) ·Jon<~. 

IntptVlt"l"'" rh'r'0r t cd .. 

WI! h JC' .. c.3tchcr'~ 

Median, lange, correlat Ion belween 
rp.ldlng .3Chlev~ment dnd Inl~111gencc 
~ dlffcl<,nrer; between palen!'; of e," Iy 
.:1nrl non-Pdt Iy rC.ldPJ ~. 

Mote motherc; of <,atly IPader,; 
wele college gradnates, ,e .. d more oflen 
thdn lhe average adult More edrly 
I<,adelc; were lead to dt home before 
',chool Molh"t~ of e.Jtly teadel'; lhought 
pdrenlo; ';houfd help Wilh sklll,; Ilke 
leadlng, "dlly readerc; paltIClrdted ln 
qUlel game'; and llked lo play alone 
rrom 1V lhey developed cUllor;lly about 
wr 1 llen WOI d, 

4 \ 

l'lice IIQ'", 

How thllt\-~even 
le ... rned to read 

al t teJ .'tll 1 cil t'n 

Palm Re~ch 1-101 Idd 
;: 6th gl ... iel", 1-< "lh Cil dt'I', II 
4th at.ldet' ln alttùi p,,'>lI'nvTl.' 
;b~ "311 qup-tlonn.llll' Iol'I,' 1l'luIIH',j 
b) l'''' r ent! • 

,-)u('~tlC"nn..llr~~ ~('nt tl,. ... J'trt"nt' t~ .. 

gdln Infolmat 10n .Il,,'ul l'Il' ,'he'e'l 
rxpellencrs of chllJlrn 

m"thcd uc;ed to !" ... d, chllcl 
, .. hele chi Id 1 ....... , n.'d l' 1 t' t.l 

r.J~<;(:'onsipc.:; of quc> t J l'nn~ll t f' .1 
'''rorted by p~l('nl • 

Haw c::;C"orer.. 

Glfted Chlldlpn W<,I<, laught b y 'Il 
rhonlc!'> (21 "Ight WOI')" 01 (.11 
comblndllon Almo,;t ail weI" 1",.Hi ID 
ftom bnlh Ry ..IgP b lh .... y could WI Ilf' 
the alphabet from memoly, I(,dd ',Jqhl 
words, redd prepr Imer I"v(' 1 book' 
Most of the chlldl<!n (Ill) weI" 
leadlng when they ent<'l .... d 1 t aldel .... 

1>-- -
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Il, 1 '1g dno ~ 1 k 1 nd (1 '1//) 

(hJtJclet 1',lIC" of l'dt Iy l'PJ(I<'I' .• 

bh (13 edch ln oxpel lm Jnd ronllul 
g'oup) Fnlerlng klnclerqart~n LIt Y 
.rhool ol'.lr Ict and <;m,dler r;uburhan 
dl"ttlcl. 

tl(H". t 1 on na 1 re made up of 1/ J tem'. 
pd t enl!~' occupallon, educat Ion, reddlng 
la chlldren, dllect leachlng, of 
ehlldren ln famlly ChI Id hohavloul 
d <;(' ."d by play, pl efcrence ~ ,md 
Int ore,>l. 

HdttE"ry of t('~ls Prcture dmblgulty. 
plrlure IntegratIon, plctulo 
C'x!,lorallon, crC'allvlly le .. t, "clf
concepl !";cdle, Render vl,>ual motor 
C("~tdll Kan<;:dns Reflecllve Impu1c;lvlly 
PrJW il perr.;on, WIse ma~e""". concept 
.J-.c .......... ment kil, I111nol le~t of 
l'<,ychollngul'illc Ablllly. 

IC" 1 Ing of chlldrC'n "Admlnl',lered" 
qlU .... ··t lonndlre le p.:Jr.enlr;. 

... .Jctor An,JIY"'l~ 

I\fI(lV/\ for Indlvldudl Item'- whlch dld not 
1 a.ld on any of S ma Jar f .>clor '. 1 n the 
quI' 1 1 onn,11 r e ANOVA fOI o.>ch te ,t 
wllh 1 ('"der leontrol, '-ox .>nd loc.>t Ion as 
In(~('t'rnd~nt vdrlab10 t -. 

W .. lkel .. llld "u('rhlt' (1'1/'1) 

1<(',ldlng to plc~chooler', a' • .ln dld lo 
• \J( re·.·.ful hcglnnlng reddlng. 

Mldl .. nd-Mlrhlg.>n av,i1ldbl.., ·,.>mple '(olal 
n =]h S<,lerted from Grdde 1 and 3 (Gr 
1 rllo~('n from 4 schold,>t le year,,) on 
bd' 1'. of ',corc'; on SAT. 

lnfolOldllon auoul ';lory-t Im(' exp!'! 1 en Ce .. 
of chlldr~n prlo' la klndergarten. 

"c,>ults on quosllonnalre. 

( 1.> '01 f lod rhlldren Into 3 group'; ba~ed 
on que<.tlonndlle rc'-ponr('H:;, 'i'., from 
frequcnry re pun;("-, ChI ~qu.>ro, T-lest 
for non-Indepondcnt mcan ,. 

~-." 

Moon and Wpllr (Iq/q) 

The InflUenCe of hnm(' on learnlng lo 
read. 

Hrl"tol-Enqldnd .rom IH rhool~ 
20 made up the oxperlment .... 1 group 
'lI made up the conlrol grau!, (S 
chlldrcn enler Ing ',dme ';choOI CId','; 
dl " .... me lime d'- ('Jch ",xpf>t1m('nt .. 1 
rhl Id Selerl,..d .... rrordlng ta 
te .... cher·!"; J"',es',menl of CId' dblilly 
rdnge 

2 Intervl2W,>, (..1) dl dge ':> 
concerned wllh chlld" Inlere';l ln 
Illeracy dur lng 2 yr" pr 101 ID 
"chool enlry (3 to S y"- 1 (U dl 
age 1 - Ho",e Influence'; dutlng f" .1 
2 yn; of 5choollng (S-II, l'rovlr;lon 
of rc.,ourc~s, tcachlng of IltCIJry, 
parental altitude 10 education. 

Tape reCOT(Jlngs &- Tran~c-r Ipl ~ fot ) 
yrs before school. 
- Parcnt/chlld verbal Intf>!,rct IOn. 

InterView,> wilh parenl< when c),lldrC'n 
were 5 and 7 yrs old 
f(egu]ar r(·cordlng<. of ".ponl .. HIC()U 

convcr~allcn al homebetween 11'1 'J 
yr., 
A~se .. smenl~ of rCddlng dl '> yr " 
yr!";. 

COI relallond 1. 

... .of 

, 
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"II r' 

(Itt t 1 

(l11"'r 
IIr t 1 

" l ,i ~ fi 

r ,\ toi.," 

Il,'w, on dnn '1 17 11 <1 (1 qHfll 

l'drrntal lnvolvr~crlt dnd 
AI I~,nmcnt 

11111 

ri .. 
III ,t ",h 1 .md il-YCd' -01 ci 

,t ,IJrtlJted IntervIew 
llom,.. bdckqround 
At t llu<!,..> la ",-hool 

!<(">ddlnq 

worJ.-lng 

I~r(>ntal help w,lh rcad,ng al home 

III A~~e' ~c<! mothcr'~ w,II,ngne-q La 
,-h"t to chlld ln <llfrcrenl phy, .. cal 
c- 1 t cum·,tancc~ 
()) Molhe-t'!, wllllngnc'~' la dn'-;WC'r 

dlfrlculL dwkward que·,LloO' .• 
(Jl Score'; on :.landaJdl~~d ICddlng lp L 
(NIEPI and wIse. 

(~t..Jnddrd17cd Tc·>l~. 

'''II "nt aIl nt crv 1 ew·;. 

M .. ',on (1 qHf) 1 

Wh"n do chlldr<>n brq,n la ,,,ad? An 
"'''ploration nf fOllr -y ..... r-old ,-hlldr(>n"; 
I,,[lpr Jnd wocd rPddlng competcnclE's. 

Amer Irim mld-wc';l"rn c,ty. )f! chlldren 
dl Unlvcr"lty-a!'etdlC'd pler;chool Middle 
and up[w!-mlddl(> ,-1 .. ,. C;,..cond ,>amplc 
311 chlldr(>n • 

Samplp 1 f ,lIed que'.! lonnd 1 cc lw,re 
(Spp!, MdY) Sdmrlc? - ollce 
71 Item'; Whd! chlldrpn kncw abouL 
letlers dnd wOld·., u'e ln pLJy, ';Ul'pOlt 
ta chi Idren"; Intcr(>'! ln r(>adlng. 

(h,ldrpn'~ ler;L- mpar;urlng Wald and 
Iptter knowledg(>, wOld-ledrnlng ablllty. 
Intl>res! ln readlng. r eCJI 1 of 
prevlaur;ly -le.lcned ward", dbll !ty la 
vprba,117C" dl·.t tnCllon be-twccn cla· ... ~ & 

-ubcl,,·.·, of abJecL- «' 9 flow('1 and 
ro';e). 

k(>'~pon~e<; of qu(>~t tonna 1 r e fient ta 
pdrenl' •• 
lill Idrcn Indlvldually l(>',led ln room 
olher thdn pldyroom. 

Well« (lqRt, IqHn 

Sorne anlec<dent<; of ('dr ly ... du"'dl,on,,1 
atta!nment. 

Bnlaln (Br ISloI) 
)7 chlldren (1':> monlh. old 
beglnnlng of qtudy up la 1 yeal 
I~nglludlndl ~t~dy. 

,,1 

InLerVleW., wlLh parent' when c-hlldren 
wcre dpproxlmately '> an,1 1 y,..,1! 01<1. 

feachpI as~e~Gmenlr.. 

'lests ddmlnlstered ln f,r·t and ,xlh 
terms at ·;chool. 

ReLrospectlve "n •• ly·,r o[ 

longItudinal data 
- observatIons 
- recordings of spontaneous 
conversatIon ln hom~s 
- recordlnç<,; ln cla .... .-;roorn 
- adminlstr~tion of test .. at 
Unlver',lty 

1 
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1",1''' .. md 1101 me; (1 q fi) \ 

Molf (>1 n..JI Involvemf">nt ..Incl .tr..JdpmlC' 

ur(~~, r or klndc'g.1I1 "n l'UI'II 

Mol her " ,md leachC', '; of 
k 1 nde! g." l "n ch! 1 d, "n 
Whllf', drr lu .. nl ',uhurb 
()hlo. 

II'> ("'ni l'! 1 ng 
"!pd0mlnclntly 

of Llcveldnd, 

IntprVI("'W d,ne 
chl'rk moll,C'! 

lWlr:f? • t?rond t Ime 10 

.:Ind l" 1 nt ent Ion', 

Involv"m"nl ovcr ';chool YC'd'. 

1 .m,ly school ',orl .. tl p,olC'rl <i ... t" for 
"ducdllondl levcl ::>f molhe!. 
l 1.., ',.oom behdvl<.AlI Inv"nlo.y (llll) 

lrh, g'Jd"d e.:Jrh rhlld (A-t) on Iclnguclgc 
klll" • concepl, .e"dlng o. rCddlne';', 

h<,.IIlh, lcachp!", pP!rcpllOn of 
dr..J(icmlc ~ucce·i'-. 

[ldt" d,,! Iv('d f!om Interview' Wilh 
m(."1t her dnd tC.J.C'hcr • 

[la I.ln (1 <Jill) 

"rC"'dtrt Ion of reddlnq 
plf-e.tpprn fr0m ...sn 

pduc .Illon pnvllonment. 

.Jchl{"vC'mpnl 
Ind"x of 

and 
hom<, 

)'-,1 Und, 41 h, bth q!ddC'r") Mo"lly 
b 1 .trk ,d l' "dv,lIlt "CjC'cl, Am"l 1 r.m ch 11drl'n. 

lIomf' f'duc.J\lon .. n\'llonnOl'I1\ J'l qU""llon" 
wilh 4 dl","n 1011' (cl) l'clr,,"t',' kl1owlC'dqe 
clnd Int"IC',t ln ·rhool-,C'I ... led 
clrllvlt 'l"" (b) l'd,''nl,' "upporl of 
dCdcJ,"'mlC <3chlpvC'mpnl, (C) ()pportunltl('H"; 

for & qUJillty of IntC"t.Jcllon bc-twecn 
pcll~nl & ch,ld on ~chool-relaled 
det 1 v Il 1 C", , (d) l'a r t'ni ,;' !>f' 1 1 ~ fIn !J',e 
of ';rhoollllg for chlldrC'n", fulure. 

HelaI ,ve rll~" ';tand,ng. 
Sldnda,dl ,,,cl ,lchl<,vC'mpnl ln 'C'dcllng. 
3 '.elf- .. ~lpem mea u,e';. 
Ind<,x of ',ludf'nl' pO';ll've' .. ffC'rllve 
t e'~our rcr; .. 

(lue.;tlonnalre rCdd Lo palcnt'; ln thelr 
hom,,', couin !ead and ,C";pond p' Ivalely 
1 Ccl che, 's r"llng". 

." 

o 

Morrow (1'l\3) 

Ilome and sehool cOllpl ... t,,; of C'dt Iy 
,ntere'>l l' 1,lc,alul"· 

)1 klnderg3rlcn ela',';C", ln u,bdn dnd 
'.uburban .l'Cd'; TotJI lIb rhlld,el1, 
'>A Ccl ch ln hlgh- clnd low-1111C',e';1 
group'>. 

Que·:;t tonnai te lo detctmlnp rhllciren' 

.let IVllles ,lt home. 
Lharaclc, ,,;1 Ir" of paIent "ncl f ... m,ly 
Il fe. 

Rdtlng of lilerdlute ln rld ... 
TOH!: 2 ldnguage lC',-I'; fn, rh,ld."n. 
[I,,,gnosll<' form 1IIIed hy l",rI,,·, 
t<,gdrdlng SOCIal, "mol Ion ... 1 phy Ir ... 1. 
gPl1eral !chool bC'havlou" Idllgll<lqC 
arls sklll developmcnl. 

Parent quesllonnalre. 
Teacher e~alu~l,on. 
Class obse, vat Ions. 
Tcsls. 

~:., 

• 
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APPBIIDIX B 

A"pecl'> of lIome Fnvi ronmenL and/al Chi Id lnlere!;l Sludled Ln Prevlou~ Re'iearch 

Home l:nvJ ronmenl 

Number of books ln home. 
Fducallon level of father. 
Ikcupallonal ~lalus of falher. 

S~:S; Parenlal Inlerest ln school 
IIrothers and sl~ters who read ta 
dllidren; adull readlng la 
rhlldren. 

target 
t .. lrgel 

H""d.ng la chi Id and altempts lo teach 
dll 1 d ta rt>ad 

~ help by parenls' lalked aboul 
'ound" of letlers. Idcnllfled words for 
chlldren. played school Wllh subJects. 
Indllecl help' read to chtld, bought 
book';, basal ,,:.aders, readJng workbooks. 
lIelpcd subJecl wllh prlnllng, spelllng, 
Wald meanlngs. 

Melhod~ used la teach chlldren 

(hlld"- Inlere"l 

Early redder" ln the 
que"llon'; about ward' .. 

Use of books .n play. 

habll of asklng 

Altenllon ta slgns, Questions about 
word';, lellel s, number!':. 
l'relends la read. 1,Iked readlng ln grade 
1. 

Eager ta keep up wllh aIder slbllngs 
lnleresled ln learnlng lo prlnl. 
Curlous about TV adverts Interested ln 
learnlng la spell. Curlous about ouldoor 
slgns De~lre Lo read correspondence 
from out of lown relatIves. 

Knowledge of alphabet by SI<,1 c. Wrote 
alphabet from memory; read slght words, 
read pre-pr Imer level books. 

'" ..,f 

r-

Pre-Selected Ry He~earchers or Derived 
From Results 

Factors selected by researcher~. 

Home factor s sel ected by r e·;earcher. 
Chlld's InleresL derlved from 
questlonnalre respon .. e ... 

Factors derlved from report.. of 
parenls. 

Factors de- Ived from re~pon',e, dur Inq 
Inlervlews. 

Items on quest lonnal re prc-"clf'rlcd 
by researcher. 

':-
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(1979) 
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l"rrn' ::,.- .... Ur'.Jtl=n UIJfTlr r r s( ::~,lliro('n 
ln f..jlf111 , ' rllr'C?-:t tr'3chln:l f.Pdi'n~ to 

..... hll,Jr(_n bj' lcllng~ F..Jl p ntal t:-::lU-cttlcn 

f ,,"'II. ln'er .... ' t ln Llng'J .. qe - c!Pdlt "'lth 
'hlll" lnt<!re·,t Ir ",,,,rds, parental help 

hlth NrJllng, rp~111ng. w0r~ m~anlng 

Story <"ad 1 ng. 
- ~requ~ncy of readlng 

1dlk related to rtorle,. 
eypldndtlon' 

plctures 

f'drental Inter'Ost and promotion of 
lilerdey. 
Pdrental prOVIsion of re~ources for 
development of llteraey. 
Parental teaehlng of lileraey • 
(~neral parental dllllude lo education. 

Molh .... r hcatlng Chlld read. 
C0drhlng ehlldren. 
l',Jt<:>nlal hplp wllh readlng. 
lItlllude .. to sehool. 

Support [or readlng 
flumber of alphabel book,> aval lable, 
llhrary Vlslls; frrqueney of re"dlng lo 
ehlld, ~ub~erlpllon to ehlld magazine, 

tory records, asks to hav'O' book .. reread; 
il' k, lo be read lo, oullng~ Wilh parenl~ 
lVactlvlly. 

_ h' 1 i I nt_'"'l ('-t 

III Id lnt-(>r~~t ln lr>Ul11nq t~ rcJ.cl 
..3Jf.:> ::f ..... h~ ... ln.) t hl ~ Int~[IË'~-t; ftequenc .. 
... 1 'n ... h l .... ~ c-~ t l J ..... ...) - 1 ('..J 1 t c .. 

F ,equenc\ of chI Id ,eque"l" fOl -tor,
re.ldlng. 

Chi Id lnter"",- ln Iltf".3ry. 

Namlng of letter'>, pllntlng lette,,'; 
read 1 ng and decod lng wor d',. 

rlc-Scl<:>çleJ or n~r!ved FJctors 

r,c-scl~rtcd t.l:10' 
ff0mc f~~t0tS dnJ 
f..l ... -tC'I~~ ..... C'tC" lt ...... ,lt("d; 

b .. t C-f' .. lI cht."'t 
Chlld Intt.""tt."" 

t"'r .. 11 .. 1' ,-.1 .... 

F.3cloIS pt c- ~ 1 f' ...... - t (' ,i t C' t 

quest tOnnaI t e· 

f're-r-(l'lect~d Itcm~ dl<';CU' ~d ......... \("1 tw ....... 
1 nter Vl~W('; and ~-r('\nl ,Ha"C"U '. f..'t t" Il 

lnteldctlcn. 

l're-selectC''d fOI te_-~ ... tlrh pUtr .......... (" .. 

Pre-~electC'd fOl r(>''--("..1I("h PUIPO t. ..... 
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1982) 
l h r 1 d r "n 
1 n 1 1 (1 W co (l 
f rom 
f,r p chaool 
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(l983) 
~ r nd"l g.lllen 
c1l1ldrcn 

1",1..1n IIqA31 

lltcl. 4t h. 
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Home EnVI ronmenL 

Irom l~.l Int.ervlew ..tmount of mother 
l.t1k pre-"peech, mOlh,,! Wo!k1ng, nuor!> .... ! 
of book'; owned by ch! lei, pdlenl -,hl Id 
t.llk ..rboul ,>chool, parent·;, "xp",L.ltlon·; 
about ,>chool, parents' Intere,t ln 
IrLer .. cy, prefer Informai I""tructlon 
2nd Interview. amount of parents' 
readlng, parents' vlews on Importance of 
) Ileraey, knowledge of child's 
aet IVIlles ln sehool, parenls' Vlslls to 
<,chool; patents' Vlews on own role ln 

educatlon; amount of help glven; 
',at Israel Ion wlth ehlld's progressi 
ehlld's positIOn ln [amlly; c1ass o[ 
famlly background. 

Mothers' lnterest, partiCIpatIon and 
1 nvo 1 vement 1 n k 1 nder garten programme, 
help glven wllh phonies or sight words. 

Home Fnvlronment EducatIon Index 
(a) parents' knowledqe and Intere'>t ln 
·;che.ol-relaled acllvltles, (b) parental 
qupporl for academlc acllvltles, (cl 
opportunlty for and quallty of 
InteIactlon belween parent and chlld on 
<;chool - related Issues, (d) parents' 
bellef ln U~e of '>choollng. 

Chlld Intcre"t 

Lhlld' .. Jntere"·t ln aciult dcllVltlcs, 
'IV, Illetclcy, concenlldllon ln Iltelùcy. 

.... _ t 

Pre-Selecled or Derived Factors 

Pre-~clected for rc~cdrch purpo··c 

Pre-selected for research. 

Pre-selected for research. 

Ir,....- -; 
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rjtmrY:Jrdphlrr-, deSç'flptlons of home. 
cl"l,.. Iife of the Chllr:l. parental 
n;f'r-,:tdtlon') for the Chlld, SES, 
ph,rlral a~pects of the home 
"nvlronment. home qUdllty measured by 
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, }prf r lClty, toyo; and newspapers .. 

.h, li' - Irtere't rIc-s(·lcct .. d. .... .,r {~r 1\.(,",.:i f-.L:-t ... 't 

f re-sea)('ct,"d f('ll le~t."dIch. 

rle-~electpd for r~ ~~rçtl. 
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APPBHDIX C 

l'urpo,,e, Rc,-;ults and 1Ir;"csr;ment of ReadIng \lone Between 1952 and 1988 

Purpo,;c of St udy and Re';u 1 t,-; Obta 1 ned 

Relatlonshlp of parents, home and som" 
charactcrlstlcs ta chlldren's readlng ablllty 
lJescrlbe homes of good readers. 

Reading readlness. 
Characterlstlcs of early readcrs descrlbed, 

Prereadlng experlences of selected early readers. 

Characlerlstlcs of early reader". 

developmental 

IJescrlpllons of home factorr; for early and non-ei't Iy readers, 
slallstlcally slgnlflcant d]fference achleved and mdlnt.alned by 
ear 1 y r eader S over 3 year<; IIdvanced ach 1 evement "pec 1 il 1 1 Y 
pronounced for carly readers who weIe doubly promoted. 

Glfled chlldetn's !earnlng-to-read ptocedure. 
Ile<;cllh",r; featurer; as obtalned ftom questIonnaIre frequencles, 
chlldren taught through phonlcs, slght words or a comblnatlon. 

IdentIficatIon of early readers' charactetlSllcs, carly readers 
Were ,;uper lor on audltory closure and sound blendlng (sublests of 
psychollngulstlc abrlrty lest), chlld Inlerest ln learnlng to read 
Called ta dlscrlmrnate between carly and non-early readers. 

Influence of readlng to pre-schoolers on beglnnlng readlng; story 
readlng dt home pO~lllvply contrlbutes lo teadlng sucees!;. 

"" • .11 

IIssessment of ReadIng 

ProgressIve ReadIng Test (readlng vocabulary, 
read 1 ng comprehens 1 on, tota 1 r ead 1 ng ';COI e) , 

Gate" Test after 4 months of school to 
dl<;tlngul5h early Crom non-early leader';, 

Early readers assessed by Calrfotnla Heaolng 
Test. 

Gates pr rmary read r ng le<:ls, Gate'1 advanced 
prlmary readlng tests (wold lecognltlon, 
paragraph readlng), Gate'; .eadlng !>urvC'y 
(readlng vocabuldry, ;evel of comprchen<.>lon). 

GI ftednes~ Judgcd on 10 and Whelhf'l Lhey Wel(' 
readlng / years above grade level, 

Gates vocabulary and comprchen"lon tcst<; u~ed 
to Identlfy early rcaders, 

Plcked scores Crom Standard Achrevemenl 1'C".l'. 
for thlrd grade :>core'; and Stanfold 
Achlevement Tests for (lr~t grade score~. 

... 
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Infl'Jç:n r ,? -:f hc.fT1 r ::;.n l~.:trnln'J t: rpd:~ -lonlrlC:Jnt -:: ..... rrelitl_"'n-
b("twrnn rrr -h .... _~ 1 I"n"î.NJ~--j';J4? --:f l If I?f3C" dni r~ i11n'J' .;i- .... ljf..l:- t 

rr:<.t11"1J -:rrrtPhr-n l'-rl ",,:ri r nr -.,Jr. 1tl::n. 
(_hl 1-:3 Int~rr f ln Iltt::!rac,' n:' :')rr~13te-i -l.:lnlflr..Jntl. te' 
r-re •• hfy-_I J..n: .... ln'l':J p sr Ilter..J'! 's-lTlf.:' l"'..Jr~nt.31 rcI..lted f.JC"tCI ~ 
-::-0tt"-ldt~.-j -;l~Jilfl"-dntl:r to chll-iren' ~ re-ult.- en re.1dlng ablJlt' ... 

(odrhln. '-hlldren "ni effect 0f m:ther hp.lr Ing -l'l' l''..ld 
3~'" c:f V..jIl..3n r l? ln readlng ,-:--:r-: .Jrr:;.unt_e.:i f':H ~t.3t 1 t }'-.]11 ... D\ 
cCI..Jr:-hlng. 

Ile '1 p 1 "pm<>nta 1 perr;pe.-tlve 0f rre-readlng Inr;truct Ion 
Lell"r rnowlcrlge, ndmlng, alf'h.lbet re.-ltallon, rpcognltlon of 
lettels, prlnttng lett_,~, spe!llng, ~0undlng out !cttcrs aIl 
signiflcantly correlated to wnrd-readine level ln Sepl. and Mav; 
as~lng for word~ to be read correlated to word-rpadln, level in 
Sept. only. 

I~ngu.lge devplopmenl .lnd anlereienLs of early educallon.ll 
aLtillnm"nl olgnlfl'-..lnt corr,,!.,tlon belw"en te"<L, al age 7 and 
I.lnge of Chlld .]r:-tlVlllr.!3, chili Inlcre .... t ln 11teracy, Chlld 
roncent.ratJon ln Ilterdcy. nUmbE'1 of l"Ooks owne-d by Chll~* chI Id 
rdnge of l.lnquage funcLlon Slgnlflcant correlation', bctween 
enterlng r;c>'ool test' ann le',l., dt age 7 Amounl of p.llent 
."adlng, thell ~nowlcngp of chlld'r drtlvllleS at schoal, .lmount 
of help glven, rIas" of fdmIly bdckglound aIl slgnlflc.lnlly 
carlelaled ta le~t~ at age ~ 

PCltent.lal impart of ;evf?/al olffercnt m..Jternal Invo]vement 

behaVlour'> on leachpr';' pelcpptlon'> of academlc pcrform,mce 
lIelplng wllh r;lghl word'; negdllvely a<;soclaled wllh readlng 
dbIllly. 

f'redlcl Ion of 
t-n'lIIOnmeut. 

rrddlng achlcvpmpnl 
rhe homp educdt lon..ll 

flom t he home 
Index W..l>; a 

prerlictol of rcldLlve .,nr! "t..Inddldl'"d dchlevemenl. 

educallonal 
"lgnl flC..lnt 

~~se-sm~nt cf Fe~d1n~ 

f'reo.:;ch00] knowledgt" C'f 11tet .. l,"-~\ mt. .... 1 Ult:'d t"''t 
conc€'!'tc: ..lb0ut !,r Int le I-1t' le'ttt'! 
Ident Il /':.ltl<:'n, wê'ld IL'C'\llllt 1,'n lt, t 
IL~rvpr). Nedlc ArCUrdC} & l~~f~tct" .. 10" 1r t 

St ..lWl.u d l'cd test" - Sout hO.I' e f,., hl. ncl 1 t" t (. 

W21d IPddlng levpl. 

(ln chrld ~ntry to !chool 'dct Ino-<,ut '; tf' 1 
fOI oTal comprehensIon, quC'~~t Ion ..lnd ,111 \ .. t'f 
lest based on iln or all)o pr ('~~nt cd t <''l, • 
Fngllsh plctuIe vocabulary tc·~t. kn0wl~dQP of 
Iiteracy, visudi and mutol coolcllndt IC'n l,' l 
At age 7 èngllsh plcture vocdbuld!y Il' t, 
Neale An.llY·'ls of ReadIng Ablll t Y (Ac-rUI Ir\ 1 

Compl ehens Ion) • 

Mothel helplng chi Id wlth phonlc' (" 
word<;, te..lehel gldde'; on l.tnqu,lq" 
reddlng or readlnes<;. 

St,mfold Achlevement Tc',t. 

lohl 
~. Il 

....- -



'olucly/flut h,-" 

M,,"ow (l Q H)) 

W"ll ( IQflS) 

;,-hnu, 1 t,'jw,ey (l'Hlb) 

"l~ll("hrntd, Burke, 
J''''1l1hll, 1'1('w,'-, 1'7ard 
1 l'lit', ) 

WIcH\(" l ~pl<llt tlQHRl 

Il,,011 ~ (, h,k.ow..1 (IQBRI 

-

Purpor;(' of Sludy ... nd Her;ult', obl3lne<! 

"";seS'.lng chllrlten"; Inlere',l III l,le'3lure and home and r;chool 
envltonmenls and behdv,ou, ,; of k ,ndergd'len chrldr('n of h,gh-or 
lOW-lnterest ln 11telc.lture; d~ .. cr 'pt Ion'; of home characlet l~t les 
for bolh group'- of c-h.ldren. Significant difference on scor('" of 

hlgh-inlere~l/iow-Interesl Chlldren, 

Whrch acllv,tles are strongly assoc.ated Wllh progress rn early 
slages of learnlng to read rn school? Whrch act.vrtre~ help chrld 
cope wilh oral language demand~ ln sLhoo!? Llstening to storles 
51gnlflcantly assoclated lo knowledge of lileracy, readlng 
comprehensIon dnd leacher ar;sessmenl of olal language, 

To .dent.fy common env.ronmental and/or developmental 
characlerlstlcs ln a sample of early readers Strong lnteractlon 
belween precoclous reader and hls/her mother. Home-based mothers 
Onset of some developmenld! events llghtly accelerated fOI 
precoclous readers. 

Influence of parents on chl]dren'~ skllls rn llteracy and numeracy 
on entry to ,nfant school, parentdl teachlng of readlng Ithat .s 
specI[lc or Incldenlal frequency of readlng wrth chlldren) was 
slgnflclanlly correlated to readlng subtests. 

Effecls of patentai attrtudes and valuer; on chlldren's lrteracy 
acquls.tron and school achrevement, overall test scores 
srgnrf.cantly related to parenl"l educatron level actoss grades l, 
3, ~, parental attrtude~ (positive dttltude re parenlal teachlng 
reported rnvolvemenl<; o[ parent<;, progressive Vlew~ o[ [amlly) 
related to readlng achrevement. 

[)Ifference~ rn maternaI expectatrons and classroom experlences of 
Japanese and t'lmerlcan Klndergarten chlldren, no slgnl{lcanl 
dlrfelcnces on readlng scores between Japane<;e and t'lmerlcan 
chlldren, parental expectatlons of krndergdrlen experlences 
d.ffeted. 

........, 

"'s~es~ment of Reaèrng 

'l'OnE 2 Language Test, Pet cent Ile scor e on 
StandardJ7ed readlng readrne',~ t(>'.t. 

Concepts about prlnt.Letter IdentIfication 
Comprehensron subscore ({rom Neale test). 

Test of Early ReadIng Abllrty (TERA) glven to 
ensure chlldren read prror lo forma] 
rnstructlon. 

AdaptatIon o[ Cla,"s concepts about 
word matchlng, word readlng, 
IdentIfIcatIon. 

pr lnl, 
lelteT 

I,etter knowledge, word decodrng, wotd-prrlure 
matchrng, sentence, maze, pdtagraph 
comprehension. 

better and word 
compcehens Ion, 

recognltlon. rCddlng 

" 

tiiit 
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APPENDIX 0 

The followlng 15 the questlonnalre WhlCh was sent to the parents 
at the beglnn1ng of the school year. These Quest10nna1re 1tems look 
1nto (a) the type of prlnt ava,lable and opportun1t,es WhlCh parents 
prov1de ln the varlOUS homes and (b) the chlldren's lnteractlons with 
pr 1 nt. 

1a 
1b 

2a 
2b 

3a 
3b 

3e 

4 

5a 
Sb 

5e 

Print in the home environment 

Do you buy/recelve newspapers? 
How often do you buy!reeelve them? 

Do you recelve/buy any magazines? 
1 f answe r to (2 a ) l S yes, l S l t : 

15 reading one of your pastimes? 
If answer to (3a) is yes, do you read: 

If answer to (3a) is yes, who reads 
at home? 

Do you brlng 'paper work' frcm office/ 
jOb-location to eomplete/review at home? 

Do yau read ta your Chlld? 
How often is your child read to? 

If answer ta (Sa) 1s yes, who reads 
te your chi ld 

If answer ta (Sa) is yes, does your 
ehild ask questions when read te? 

Ves No Somet imes 
once or twiee a week 
3 or 4 times a week 
everyday 

Ves No 
rare 1 y 
occasionally 
regu 1 arl y 

Ves No 
twiee or less a week 
3 to 4 times a week 
everyday 

mather only 
father only 
bath parents 

never 
rarel y 
aften 
everyday 

Ves No 
accasionally 
once or twiee a week 
3 to 4 tirnes a week 
5 t imes or more 

mother only 
father only 
both parents 
others 

very few 
some 
constantly 
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: 

6b* 

7 

8 

10a* 

10b* 

11 

12 

13a 
13b 

13c 

14a 
14b 

15a 

If answer to (5a) lS yes, when you read 
to your Ch11d, does s/he 

00 you read w1th your ch,ld? (Child does 
the read1ng wh11e you are nearby) 

Ooes your Ch11d have access to tapes 
and books wlth accompanylng tapes? 

Ooes your child show an lnterest ln 
books? (Child 90es to books w1thout 
being told to.) 

Ooes your child ask to be read to? 

Ooes your child ask to have favour1te 
books reread? 

Ooes your child have a subscription 
to a Ch1ld's magaz1ne? 

Ooes your child bring books home 
fram schoo l? 

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

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

Ooes your child own alphabet books? 
If (14a) lS yes, how many daes s/he 
have? 

Are you (adults) members of a public 
library? 

Slt back and 11sten 
Ile 1 P ta tu rn pages 
pOlnt to plctures 
pOlnt to words 

never 
somet1mes 
often 

Ves No 

Ves No 

never 
sometimes 
often 

never 
somet1mes 
often 

Ves No 

never 
sometlmes 
often 

Ves No 

books for adults 
books for ch1ldren 
books for both 
occas;onally 
often 

Ves No 

2 3 or l'DOre 

Ves No 



15b If (15a) 1S yeso how often do you go? 

15c Is your Chlld a member of this or 
any l1brary? 

16a Do you take your Ch11d w1th you when 
you do the shopp1ng? 

16b Do you usually make up a shopping llst? 

16c* If (16c) lS 'somet1mes' or 'often', 
how does your Ch11d know what to 
choose? 

16e Ooes your child try to read aloud 
labels, packages, brand names? 

Please state one example. 

17a Ooes your ch1ld ~atch television? 

17b In an average week, how much time does 
your child spend watching TV? 

Are you concerned ebout how many 
hours your child spends watching TV? 

18a Is mail opened in your child's 
presence? 

18b* Ooes your child comment about the 
mail - bills, letters, cards? 

If yas, please state an example. 

once a week 
every 2 weeks 
every 3 weeks 
once a month 
1rregularly 

Ves No 

never 
somet1mes 
often 
never 
sometimes 
often 

never 
samet imes 
often 

Yas No 

1-2 hours da11y 
2-3 hou rs da il y 
3 or more hours dally 

Yes No 

Yas No 
Sometimes 

Yos No 
Sametimes 

Items marked with an asterisk (*) denota the items which are related to 
children's interactions with print in the home environment 
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APPENDIX E 

Deleted verSlon of Wind (R. Bacon. 1984). 

1. Feel the wlnd blowlng by 
Llftlng kltes up to the sky. 

2. Feel the wlnd blowlng through 
chaslng clouds across the bl ____ __ 

3. (2) the wlnd blm/lng free 
stlr'lng white caps on the sea. 

4. Feel (3) wlnd blowlng fast 
whlpplng sand and papers (4) 

5. Feel the (5) blowlng strong 
tossing leaves and grass (6) 

6. Feel the wind (7) hard 
flinglng rubblsh round the yard. 

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

( 1 ) 

Deleted wat'ds: (1) blue (2) Feel (3) the (4) past (5) wlnd 
(6) alang (7) blowing (8) on 
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Wind 

by. Ron Bacon 
. 

Fee \ the wind blowing by 

lifting kàes up to -the sky 

re.d the Wihd blowin9 through 

e,ha 5 ing clouds across the ----.-b:.L--1 -

2.. 



__ the w'lnd b\ow',ng free 
· stlt'r'lng white tdps on the seo, 

3. 

Fee wind blow'mg fd5t 
,whlpping sand and popers __ 

lf-. 

Fee \ the, 610wing stron9 

t05sing \ea'les and gros5 --

5. 



: Fee \ the wind hard 
f\inging rubbish round the yard. 

Fee 1 the wind b\owing .--
soft, then 50fter, til 1 if 5 gone. 

1. 
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APPENDIX F 

The follow1ng quest10ns made up the 1ntervlew WhlCh was carrled 
out with children to look 1nto the1r perceptlons ot readlng. The n1ne 
1tems marked w1th an asterlsk <*) were asked at the beglnnlng of the 
school year, that 1S a1 the pre-test stage of the study as well as four 
months later, at the post-test phase of the study. The flve unmarked 
ltems were only asked at the post-test phase of the study. 

2 

4* 

5 

6 

9 

Are there sorne th1ngs you l1ke about reading? 
What are they? 

Are there sorne th1ngs you do not like about 
reading? 
If yes, what are they? 

Is reading hard for you? 
Why? 

Do you think you are a gOQd reader? 
Why? 

Do you see your parents reading at home? 
Why do they read? 

Do mummy and daddy read to you? 
Oid they read to you last year? 

Do you read at home? 

Do you have to have a book ta read? 
Explain. 

Do you think read1ng is 1mportant? 
Why? 

10* What things does a persan have ta learn to be 
a good reader? 

11* Is everyone a good reader? 
Who ;s a good rp~der in your class? 
(Hama child) 
How do you know _________ _ 
reader? 

1S a good 

12* Why do you think sorne children have trouble in 
reading? 

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

Ves No 

Ves No 

Ves No 

Ves No 

Ves No 

Ves No 
Ves No 

Ves No 

Ves No 

Ves No 

Ves No 
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14* Many people thlnk readlng 15 one of the most 

important things ln scheol. What de yeu thlnk 
readlng 15? 



1 
APPENoIX G 

Teacher Interview 

The following llSt of questlons made up the teacher lntervlew. 

1. How do you 1 ntroduce readl ng to begl nners? 

2. How would you typlcally conduct a readlng lesson at thlS tlme of 
year? Do you make modlficatlons ta thlS as the year goes along? 
What are they? Please tell me about a few that come ta mlnd. 

3. (Use as probe not as a questlOn; 
What are the dlfferent forms of readlng that chlldren do? For 
example: readlng ln small groups wlth you dlrectlng, or reading 
aloud together, or having chlldren read ln palrs or sllently ta 
themselves. 

4. 1s it posslble for you to monltor what each chlld 15 readlng? How 
often? In what ways? 

5a. What klnds of materials do yoûr chlldren read fram at the 
beglnning of the year? 

5b. ooes this change as the year goes along? 

6. ooes the school board reQUlre you to use certain school books? 
How do you meet the reQuirement? 

1. How do you usually manage the class durlng a tYPlcal week ln the 
language arts? For example, do you put chlldren ln small groups 
or palred work or do you usually just work wlth the group as a 
who le? 

8. oepending on whether 
(No basals used) -

(Basals used) 

teacher rel les on basal or not: 
Where do you get the books for kids fram? 
Is lt a problem gettlng books durlng the 
year? 
Other than uSlng a basal, do klds read 
fram other books? Where do you get books 
fram? 

9. Do your children use the school library? When (durlng the year)? 
How often? 

10. Do you encourage children ta: a) take books home? 
b) bring books? 

11. What forms of printed material are children exposed ta over the 
year? Could you list specifically a whole array that 1s used? 
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12. Of the th1ngs you do, what do you th1nk are the most 1mportant ln 
help1ng children become aware of pr1nt? (If teacher asks for 
clar1f1catlon of print awareness, 1nterpret 1t a~: words, letters, 
sound-symbol correspondence, differences between wh1te spaces and 
typed prlnt that ~ake up letters on a page.) 

13. What k1nd of enV1ronment do you create across the year which helps 
your ch11dren be better readers? 

Or 

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

14. What methods do you use frequently ta promote readlng growth ln 
thlS class? (For example, language experience or reading through 
writlng.) 

15. Do you have a personal Vlew of ~hat reading is? Would you tell me 
about it if you do? (If they don't respond at a11: Would you 
define what reading ;5? Or: What is your own definition of 
reading?) 

16. What are your most important goals for chi1dren in language arts 
ln grade 1? 
Is there anything else you fee1 1 shou1d know to understand your 
teaching? 
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APPENDIX H 

Chl1dren's responses ta ltems on the perceptlons-about-readlng lntervlew 
before and after formal instructlon. 

Table H-1 

Children's Perceptlons of the Oifficulty of Reading Prlor to Formal 

Instruct ion 

Ves 

Class 

No A little, 
Sometimes, 
not very 

Raw % of % of Raw % of % of Raw % of % of 
Score class cat. Score class cat. Score class cat. 

TOTAL 

0 0 0 6 54.5 20.7 5 45.5 25 11 100% 

2 3 30 27.3 3 30 10.3 4 40 20 10 100% 

3 9. 1 9.1 6 54.5 20.7 4 36.4 20 11 100% 

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 11 100% 29 100% 20 100% 60 
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Tab 1 e H-2 

Children's Perceptl0ns of the Olfflculty of Readlng Followlng.Formal 

Instructlon 

Yes No A little, 
sornetimes, 
not very 

Class 
Raw t of ~ of Raw ~ of ~ of Raw % or % of TOTAL 
Score class cat. Score class eat. Score class eat. 

4 36.4 23.5 2 18.2 7.7 5 45.5 29.4 11 100% 

2 4 40 23.5 3 30 11.5 3 30 17.6 10 100% 

3 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 11.8 5 100~ 

5 3 30 17.6 5 50 19.2 2 20 11.8 10 100~ 

6 2 15.4 11. 8 8 61. 5 30.8 3 23.1 17. 6 13 100% 

TOTAL 16 100% 26 100~ 18 100% 60 

• 



Table H-3 

Chlldren's Perceptions of Themselves as Readers Prlor to Forma1 Instryctlon 

Ves No A llttle bit, 
sometimes, 
don't know 

Class 

Raw % of % of Raw % of % of Raw % of % of TOTAL 
Score class cat. Score class cat. Score class cat. 

8 72.7 17 2 18.2 33.3 9.1 14.3 11 100% 

2 7 70 14.9 1 10 16.7 2 20 28.6 10 100% 

3 11 100 23.4 0 0 0 0 0 0 11 100% 

4 4 80 8.5 0 0 0 20 14.3 5 100% 

5 7 70 14.9 2 20 33.3 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% 7 100% 60 
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Table H-4 

Children's Perceptlons of Themselves as Readers Followlng Instruction 

Ves No Sometimes, 
Sort of, 
Don't know 

Class 

Raw % of % of Raw % of % of Raw % or % of TOTAL 
Score class cat Score class cat. Score class cat. 

5 45.5 11.4 3 27.3 37.5 3 27.3 37.5 11 

2 7 70 15.9 2 20 25 10 12.5 10 

3 10 90.9 22.7 0 0 0 9.1 12.5 11 

4 3 60 6.8 1 20 12.5 20 12.5 5 

5 7 70 15.9 2 20 25 10 12.5 10 

6 12 92.3 27.3 0 0 0 7.7 12.5 13 

TOTAL 44 100% 8 100% 8 100% 60 
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Table H-5 

Chlldren's Responses ta the QuestlOn "Do you have ta have a book ta read?" 

Prlor ta Formal Instructlon 

Yes No Uncertaln 

Class 
Raw % or % of Raw % of % of Raw % of % of TOTAL 
Score class cat. Score cl ass cat. Score class cat. 

4 36.4 12.50 5 45.5 25 2 18.2 25 11 

2 10 3.13 7 70 35 2 20 25 10 

3 6 54.5 18.75 4 36.4 20 9.1 12.5 11 

4 3 60 9.38 1 20 5 20 12.5 5 

5 8 80 25 2 20 10 0 0 0 10 

6 10 76.9 31. 25 7.69 5 2 15.38 25 13 

TOTAL 32 100% 20 100% 8 100% 60 

'1 
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Table H-6 

Chlldreo's Responses ta the QuestlOo "Do vou have ta have a book ta read?" 

FolloW10g Formal InstructlOO 

Class 

2 

3 

4 

5 

6 

TOTAL 

Yes No Uocertaio 

Raw % of % of Raw % of % of Raw % of % of 
Score class cat. Score class cat. Score class cat. 

0 0 0 8 72.73 29.63 3 27.3 30 

0 0 0 8 80 29.63 2 20 20 

3 27.3 13.04 8 72.73 29.63 0 0 0 

3 60 13.04 1 20 3.70 20 10 

8 80 34.8 0 0 0 2 20 20 

9 69.2 39.1 2 15.38 7.41 2 15.38 20 

23 100% 27 100% 10 100% 

TOTAL 

11 

10 

11 

5 

10 

13 

60 



Table H-7 

Ch,ldren's Responses ta the Questlon, "Is everyone a good reader?' Pnor ta 

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 cl ass cat. 

4 36.4 13.3 5 45.5 20 2 18.2 40 11 

2 5 50 16.7 4 40 16 10 20 10 

3 5 45.5 16.7 5 45.5 20 9.1 20 11 

4 5 100 16.7 a 0 0 0 a 0 5 

5 4 40 13.3 5 50 20 10 20 10 

6 7 53.85 23.3 6 46.15 24 0 a 0 13 

TOTAL 30 100% 25 100~ 5 100!t 
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Table H-8 

Chlldren's Responses to the QuestlOn "Is everyone a good reader?" Followlng 

Formal Instructlon 

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. 

9. 1 5.26 10 90.9 27.03 0 0 0 11 

2 3 30 15.8 6 60 16.22 10 25 10 

3 2 18.2 10.5 7 63.6 18.92 2 18.2 50 Il 

4 2 40 10.5 3 60 8. 11 0 0 0 5 

5 10 5.26 8 80 21.62 1 10 25 10 

6 10 76.9 52.63 3 23.1 8. 11 0 0 0 13 

TOTAL 19 100% 37 4 100% 60 



APPENDIX l 

Table 1-1 

Relatlonshlp Between Chl1dren's Home Envlronment Interactl0n and Thelr 

Perceptl0ns of Readlng Prlor to Formal Instructlon 

Code 

Codet 

Non-Code 

TOTALS 

Note: Rich Env. = 
Rich Int. = 
Mad. Env. = 
Mad. Int. = 

R1Ch Env. 
R1Ch Int. 

6 

13 

3 

22 

R1Ch Env. 
Mod. 1nt. 

4 

9 

14 

Rich enVlronment 
Rich interactlon 
Moderate env;ronment 
Moderate interaction 

Mod. Env. 
R1Ch Int. 

2 

7 

10 

Mad. Env. 
Mod. Int. 

2 

4 

4 

10 

TOTAL 

14 

33 

9 

56 
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Table I-2 

Relatlonshlp Between Ch,ldren's Hom~ EnvlrC':lment Interactlon and Thelr 

Rich Env. Rich Env. Mad. Env. Mad. Env. 
R",ch Int. Mad. Int. R1Ch Int. Mad. Int. TOTAL 

Code 0 2 3 6 

Code+ 18 11 7 6 42 

Non-Code 3 3 1 8 

TOTALS 22 14 10 10 56 

Note: Rich Env. = Rich environment 
Rich Int. = RIch interaction 
Mad. Env. = Moderate environment 
Mad. Int. = Moderate interaction 



.... 
Table 1-3 

01stnbut;on of Chlldren's PerceptlOns of Readlng PrlOr ta Formal InstructIon 

by Home Envlronment-1nteractlon Group and Class 

Non-Code Code Codet 

Class Class Class 
2 3 4 5 6 2 3 4 5 6 2 3 4 5 6 

R1Ch Env. 0 1 0 0 0 2 0 2 5 2 4 2 0 0 
Rich Int. 

Rich Env. 0 0 0 0 0 2 0 1 0 0 2 4 3 ') 0 0 
Mad. Int. 

Mad. Env. 0 0 0 0 0 0 0 0 0 0 0 0 1 5 
Rich Int. 

Mad. Env. 0 0 0 0 3 0 0 0 0 1 1 0 0 0 3 0 
Mad. Int. 

Note: R1Ch Env. = Rich environment 
Rich Int. = Rich interactlon 
Mad. Env. = Moderate envlronment 
Mod. Int. :; Moderate interaction 



Table 1-4 

Dlstnbut lon of Chlldren's Perceptlons of Readlng Followlng Formal 

Instructlon by Home Envlronment-Interactlon Group and Class 

Non-Code 

Class 
2 3 4 5 6 2 

Rich Env. 1 0 0 0 0 0 
Rich lnt. 

R1Ch Env. 0 2 0 0 0 0 0 
Mad. lnt. 

Mad. Env. 0 0 0 0 0 1 0 0 
Rich lnt. 

Mad. Env. 0 0 0 0 0 0 0 
Mod. lnt. 

Note: R1Ch Env. = Rich environment 
Rich Int. = Rich interaction 
Mod. Env. = Maderate environment 
Mad. lnt. = Moderate interaction 

Code 

Class 
3 4 5 6 2 

0 0 0 4 3 

0 0 0 0 3 4 

0 0 2 0 

0 0 3 0 0 

Cadet 

Class 
3 4 

5 3 

3 1 

0 0 

0 1 

5 6 

1 2 

0 0 

1 4 

2 2 
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APPENDIX J 

The follaw1ng are excerpts fram the ch11dren's lntervlews WhlCh 
1ndlcate code, non-code and cadet perceptlons of readlng The examples 
are taken from the responses glven pr10r to formal 1nstructl0n at the 
beglnnlng of the school year and after formal lnstructlan, four months 
l ater. 

Code perceptions in September 

Cl ass 1 

R: What things does a persan have to learn to be a good reader? 
C: To read sornethlng - sound out words. 

R: What do you th1nk read;ng 151 
C: Reading is words and sorne are good words and sorne are bad. 

(Ch l 1 d ID 10) 

Cl ass 2 

R: What things does a persan have to learn ta be a good reader? 
C: 1 don't know. 

R: What do you think reading is? 
C: We're puttlng a11 the words together. 

(ChlldID16) 

Class 3 

R: What thl ngs does a person have to learn ta be a good reader? 
C: You have to learn that you know your letters and stuff llke that. 

You have to know letters and ... like ... ah ... the words. 

R: What;5 reading? 
C: It's like lf you llke get a book and you 11ke start read1ng. You 

can read it. 
R: But 'Ilhat 1 s read 1 n91 
C: It's a pretty hard thing to answer, you can't really answer that 

because reading is that lf you like 1 can't really answer that. 
(Chlld ID 23) 

Class 4 

R: What do you think reading 15? 
C: You say the 'liards and reading the letters and you could spell and 

talking to somebody and reading the a, b, c's. 
(Chl1d ID 34) 



CJass 5 

R: What do you thlnk readlng lS? 
C: 1 f you don' t know how to read you have to get more books. 
R: But what lS reading? 
C: Read. 
R: How? 
C: Know sorne letters. 
R: What do you do wh en you read? 
C: You put them together and you make a word l1ke you put J-e-t and 

, t spe 11 s t Jet' . 
( Ch, 1 d ID 40) 

Class 6 

R: What do you th1nk reaolng 1S? 
C: Read1ng 1S something that you read to somebody. You read out loud 

to a person. We read in our normal voice. 
R: What wou1d a spaceman who has never seen anyone read before, look 

at when readlng? 
C: Look at the letters. 
R: Why are the letters 1mportant? 
C: So you can look at them and know what words say. 

Code+ perceptions in September 

Class 1 

(Child ID 48) 

R: What things does a person have to learn to be a good reader? 
C: 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 book 
is cal1ed and you have to know what the book lS about. 

R: Why do you think sorne chi1dren have trouble in reading1 
C: Because they don't know what the letters are and they don't know 

what ,t says. 

R: What do you need to learn to be a better reader than you are now? 
C: The rest of the things, the things that l'm trying to read, 

example if it's a street sign. The on1y street sign 1 can read is 
'Stop', it's red and it has white 1etters. 

R: What i s readi n91 
C: It's someth1ng so you know ~hat it's supposed to mean; you have 

to know what the letters mean. 
(Child ID 1) 



1 
Class 2 

R: What trll ngs does a person have to learn to be a good reader'~ 
C: Learn how to read. 
R: But how dld you learn? 
C: Someone told me the story and then l keep on readlng. 

R: Why do you thlnk sorne chlldren have trouble ln readlng? 
C: 'Cos they don't K.lOW how. Somet1mes they don't get stones very 

often. Usually they get storles and don't know how to read. 

R: What 15 read1ng? 
C: ... Well, look1ng at the book, look1ng at the letters and the 

words ... 
(Chlld ID 18) 

Class 3 

R: Why do you think sorne children have trouble ln readlng? 
C: Well, sametimes they never, there's a word there and they never 

heard it before 50 they need help in reading lt ... Somet1mes lt'S 
ve ry ha rd to read and wn te. 

R: What do you need to learn ta be a better reader than you are now? 
C: l think l have to look on when walklng, look at the words on 

stores and then at books which sometimes have the same words, to 
remember them. 

R: Whal do you think readlng lS? 
C: l think reading lS somethlng that has lots of words and you have 

to try to get them both stuek to ... if there's a whole word you 
don't know, cut off one word, if you know that word say lt, then 
eut off the other, put them together and then you stlck them 
together and you get lt rlght, then you get to know the ward. 

(Chlld ID 27) 

Class 4 

R: What things does a person have to learn to be a good reader1 
C: To be a good reader you have to have no plctures. 

R: What do you need to learn ta be a better reader than you are now? 
C: 1 have to have no plctures and you have to spell out to be a good 

reader instead of looking at pictures. 

R: What do you think reading 1S? 
C: Looking at a book and lnstead of havlng plcture books ... It's 

like you read to yourself sometimes, and sometimes you read to 
sameone else when you don't know how to read ... Sometlmes you 
could look at plcture books and sometimes you could look at 
reading books. Sometimes they have pictures and readlng and some 

-



only plctures but sorne grewn-up books have only wrltlng 1nstead of 
plctures. 

(Chi ld ID 35) 

Class 5 

R: What th1ngs does a person have to learn to be a good reader? 
C: Be listenlng at the teacher and we make what the teacher say. 

R: What do you need to learn to be a better reader than yeu are now? 
C: We llsten to teacher what her say, then we read at the book. 

R: What do you thlnk readlng lS? 

C: Reading is to read the words and llsten to teacher and ask her to 
say words we don' t know and after we read 1 t and read l t a 11 the 
time and after we listen to teacher again and then we go to lunch. 

(Chl1d ID 39) 

Class 6 

R: What thlngs does a person have to learn to be a good reader? 
C: You have to read books; look lnslde them, learn the words and you 

have to th1nk how to read llke when l read a book and 1 forget 
somethlng l think and l say it back; l know it and l can say it. 

R: What is reading? 
C: Reading is you say words that's in a book and you look at the 

pictures anù you think how to say and you think what the words 
say. Even lf you get a book you always have to start reading lt 
at home or at school and 1 read with my mother and 1 learn how to 
read lt and my brother he reads wlth me too and my brother tells 
me to read the whole book by myself. 

(Chi ld ID 55) 

Non-Code Perceptions in September 

Class 2 

R: What things does a persan have to learn ta be a good reader? 
C: They have ta practise a lot and try to remember the th1ngs in case 

the book was thrown out and rlpped. 

R: What do you need to learn ta be a better reader than you are now? 
C: Read a lot of days and practise a lot, practise readlng more days 

not just 3 days 11ke 4, 5, 6 or the who1e week and you keep the 
next week. Llke you take one week the whole week reading. Maybe 
read everyday or practlse on the globe - read letters on the globe 
and read different words llke Manitoba and Pack1and. 

R: What do you think reading is? 
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C: You could get better every day, you read every day or lf you read 

a magazlne or somethlng or lf Vou read ln your head or Just 
slttlng qUlet and readlng a story. You don't always nave ta talk 
and read, you can Just read lt ln your head and you could play 
footba 11 and read about footba 11 and get bet ter that way. 

R: What ~h1ngs does a persan have to learn to be a good reader" 
C: To read books ... They go on pract1s1ng ... When my papa cornes he 

reads stor1es ta me tao. 

R: What do you need to learn to be a better reader than you are now? 
C: l keep on pract1s1ng, take my books and readlng and read1ng 'Stop' 

signs and other slgns. 

R: What do you think read1ng is? 
c: It' S read1 ng a book; 1 earni ng how to read. 
R: How? 
C: We take a book and read i t. 

(ChlldID31) 

Class 4 

R: What things does a person have to learn ta be a good reader? 
C: The people that are reading the books to the chi ldren then 1t W1 1 1 

be a good th i ng to do, know how ta read. 

R: what do you think reading is? 
C: Reading books by yourself and reading it w1th your mum. we read 

the books. 
R: How? 
C: In yeur memory you can start readlng. On the first day ef schoel 

you pl ck up a reader and then you knew how te read. 
(Chlld ID 37) 

Class 5 

R: What th1ngs does a persen have ta learn te be a good reader? 
C: School. 

R: What do you need ta learn te be a better reader than you are new? 
C: Sametimes l read Cinderella. 1 leok at Cjnderella and Snow Whlte. 

1 love Snow Whlte. 

R: What do you think reading lS? 
C: L ike reading a book. We read (meves he ad from slde ta slde) 1t. 
R: How would you explaln reading ta someone who has never seen a 

book? 
C: That' s funny. 
R: What de you do with ,t? 
C: Read it and (moves head in direction fram left ta right). 

(Ch,ld ID 44) 
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Class 6 

R: What thlngs does a persan have to learn to be a good reader? 
C: Need ta learn fram some people, our brathers every day ta be a 

gaod reader. Readlng or wr,ting and make gaad pictures and make a 
l,ne wlthout haw do you say that ... make straight lines. 

R: What da you need ta learn to be a better reader than you are now? 
C: Mothers learn us ta read and brothers and fathers and when we get 

big ,f we have a brother we can tell the brather to one day can 
learn you haw ta read l'11 tell some people ta help me read. 

R: What da you thlnk reading lS? 
C: Read,ng lt's gaad and ta learn people how ta read. 
R: How wou1d you explain readlng to a Martian? 
C: l' 11 1earn him haw to read. 
R: How? 
C: Like tell my brather how to read and expla;n it in yard. 

Code Perceptions in JanuarY/February 

Class 3 

R: What thlngs does a person have to learn to be a goad reader? 
C: Well, they have to know what the words are and they have to 

concentrate and they need quiet. 

R: What da you need to 1earn 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 foo1 around. 

R: What do you think readHlg ;s? 
C: 1 den't know. Wel1, 1 will say reading is when somebody opens up 

a book and they have to sound the words out lf you want to know 
how to read. 

R: 
C: 

R: 
C: 

R: 
C: 

R: 
C: 

(Chi ld ID 22) 

Class 5 

What things does a person have te learn to be a good reader? 
To know words; to say the sounds. 

Why do you think some chlldren have trouble ln reading? 
Because they don't know the sounds of letters. 

What do you need to learn to be a better reader than yeu are now? 
To see the sounds of the letters. 

What do you think reading is? 
1 don' t knew. 
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R: How would yau expla,n ,t to sameone wha has never seen read,ng~ 
C: Words. 

lCh,ld ID 45) 

Class 6 

R: Why do you thlnk sorne chl1dren have trouble ln read,ng" 
C: Because maybe they don't know sorne words and the teacher could 

tell them. 

R: What do you need ta learn ta be a better reader than you are now? 
C: Reading words and very good. 

R: What do you th1nk readlng 151 
C: Learning ta read very good. 
R: What do we do when we read? 
C: We read l1ke we are good readers 'cos when we learn you can 

explaln some words to the people and when we learn better you can 
read ta the people that are poor. 

(Chi ld 10 57) 

Code+ Perceptions in January/February 

Çlass 1 

R: Why do you think some ch1ldren have trouble in reading? 
C: 1 don't know. 1 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 lt 
but when they put the word together they don't know what lt means 
1 guess. 

R: What do you think read,ng 151 
C: Smart, 1 guess important, good for you. 
R: How wou1d you exp1ain reading to a spaceman who has never seen 

anyone reading before? 
C: This is a hard one. Well, you see reading ,s letters. Guess 

he'll say what letters are. They're marks on paper that look like 
and 1'11 have a piece of paper that shows al1 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 staries, 1 guess. No, 
sentences make chapters; chapters make staries and 50 on. 

(Ch,ld ID 4) 

Class 2 

R: 00 you have to have a book to read? 
C: 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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R. What thlngs does a person have to know to be a good reader? 
C: Your ~, b, c's. 

R: What do you need to learn to be a better reader than you are now? 
C: Sound out the words as best as you cano 

R: What do you thlnk readlng lS? 
C: When you read books when you sound out letters. 

(Chlld ID 13) 

Cl ass 3 

R: Do you have to have a book to read? 
C: No. 
R: What can you read wlthout a book? 
C: A newspaper, a catalogue, a magazine. 

R: What thlngs does a person have to learn to be a better reader? 
C: They have to learn how to read the words, they have to practise. 

R: What do you thlnk reading is? 
C: It' s important. 
R: How would you explain reading to a spaceman? 
C: Like you could give him a book and he could try reading. You 

could explain it to him .... Talk to him about reading ... l don't 
know. 

(Child ID 24) 

Class 4 

R: Do you think reading is important? Why? 
C: Yeah. If there's something written on a medicine Jar and you 

couldn't read it you wouldn't know what to do. 

R: Why do you think some children have trouble in reading? 
C: Because they don't know their alphabet very well. 

R: What do you think reading is? 
C: One of the most important things ln school .... A book, a book and 

your mind, brain. 
R: How would you explain readlng to a spaceman? 
C: Show him a book and tell him to read it. 
R: What if he doesn't know? 
C: Ask someone to read i t for hi m. 
R: How do Y2Y read? 
C: l baslcally just look at a book and read the words. 

(Child ID 36) 

Cl ass 5 

R: What thlngs does a person have to learn to be a good reader? 

-



C: To practlse reading. 

R: Why do you thlnk sorne chlldren have trouble ln readlng? 
C: Because they're learmng. 

R: What do you need ta learn ta be a better reader than you are now~ 
C: How ta read wlth my slster helplng. 

R: What do you think readlng is? 
C: Learnlng. 
R: About what? 
C: Words. 

(Chlld ID 43) 

Class 6 

R: 00 you have ta have a book to read? 
C: No. We could use paper or a letter or a plece of paper wlth sorne 

writing on. 

R: 00 you thlnk readlng is lmportant? Why? 
C: Yeah. The cemmercials thlnk lt'S lmpertant but l den't thlnk lt'S 

really lmportant. If yeu can't read a crosslng guard and a 51gn 
you den't knew what lt said maybe lf ... readlng 's llttle blt 
,mportant because if grandma sends you a letter and you grow up 
and yeu don't knew how to read and you have to go all the way te 
semeone's heuse to know what thlS word 1S. But,f you go to 
school and learn how ta read we don't need to go ta all that 
trouble. 

R: What thlngs does a persen have to learn to be a good reader? 
C: He has to learn how spellings are and hew te read ,t. 

R: What do you need to learn to be a better reader than you are now? 
C: 1 don't know. You have to read every day and you don't know any 

words and your father reads them for you and then you recognlze 
the words If your father reads "all you can do" then you 
recognlZe it and you read lt. (The child got up and went te get a 
book fram the class l1brary to show the researcher how she would 
recogn; ze a werd "by" ln two places). 

R: What do you think readlng lS? 
C: Well, when 1 was young, l used to th1nk lt's a plece of garbage 

but now 1 recognize that you don't know how to read, lt's really 
hard for you to try to read. 

(Ch,ld ID 54) 
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Non-code Perceptlons ln January/February 

Cl ass 1 

R: What thlngs does a person have to learn to be a good reader? 
C: What words meant and stuff; how to read words. 

R: Why do you thlnk sorne chlldren have trouble ln readlng? 
C: 'Cos they don't know the words, so they wouldn't th,nk ,t made 

sense. 

R: What do you thlnk readlng lS? 
C: Somethlng to do ... 1 don't know what 1 mean by that. 

(Chi ld ID 9) 

Class 2 

R: What things does a person have to learn to be a good reader? 
C: To learn how to read books. 

R: What thlngs do you have to learn to be a better reader than you 
are now? 

C : T 0 read a 1 ot . 

R: What do you think reading is? 
C: Good to learn. 

(Chi ld ID 21) 

Cl ass 3 

R: What thlngs do you have to learn to be a good reader? 
C: Starting on easy books, you have to practise them and then some 

tlme when you finish practising them you get really good. 

R: Why do you think sorne children have trouble ln reading? 
C: Because they dldn't practlse it very hard and because they Just 

didn't read the whole story. 

R: What do you think reading is? 
C: 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. 

R: 
C: 

R: 

C: 

(Chi ld ID 18) 

Cl ass 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? 
l'd say, "You have to, if you have a book, you have to bring it 



home and pract 1 se 1 t everyday". 
R: What are we dOlng when we are readlng? 
C: We put feelings ln lt that's sad or happy. 

(Chl1d ID 54) 
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