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ABSTRACT

The purpose of this study is to identify specific,
observable parental behaviors that are related to observable
child behaviors which have been found to be predictors of
later reading achievement. Eleven parental behaviors were
selected which formed a posited cognitive framework of
three major clusters: I. Begins at the child's develog—
mental level, II. Emphasizes material that is associated
with the known and comprehensible language of the child that
is concrete and experience-based, III. Involves the child
and therefore the child perceives the relevance and purpose
of the reading task. The sample consisted of 60 3%~ to
4%-year-old male and female children and their mothers. The
independent variables were the 11 parental behaviors
assessed by a behavioral code for use with tape recordings
of mother/child reading episodes taken iﬁ the homes.
Background information was collected from mothers using an
interview schedule. The dependent variables consisted of
children's performance on three predictors of reading
achievement--Alphabet Name Inventory, Peabody Picture
Vocabulary Test, Whole Word Recognition Test. An over-
lapping schedule for the coding was used by the investigator

and a naive coder, and for the testing, by two naive



testers. Rating reliabilities to estimate reliability

of the means of the various judges were: alphabet recog-
nition test = .98, Peabody vocabulary test = .85, cluster

I = .75, cluster II = 1.0, cluster III = .76. Multiple
regression analyses of the three clusters of the cognitive
framework and each of the dependent variables resulted in

a significant multiple R of .41 for the three clusters with
the alphabet recognition test: F = 3.76 (df, 3/56, Ef'05)7
R2 = .16. Stepwise regression of the three clusters with
+the alphabet recognition test revealed cluster III as the
major cluster: R = .28; F = 4.93 (df, 1/58; p<.05). Three
parental behaviors were predicted as behaviors of major
importance: (1) use of words and/or written material which
have considerable meaning to the child and which are
related to recent or continuous experiences, (2) provision
of rationale and information to child about the meaning of
written material, (3) use of gquestions about content of
written material in order to elicit verbalization from
child. Only the latter two emerged as the result of addi-
tional stepwise regression analysis on the individual
behaviors of clusters II and III. These two behaviors

with the vocabulary test yielded an R of .33, F = 3.63

(df, 2/57; p<.05), R2 = .1l1l. Anrother behavior of cluster
IIT~-provision of reading and writing materials and
instructions in their use-~-together with the use of

qguestions about content to elicit verbalization, yield



vi
significant R's with both the alphabet recognition and
vocabulary tests. Stepwise regression of 16 variakles from
the parent interview data revealed significant contributions
of several variables that were consistent with the signifi-
cant behaviors of clusters II and III described above.
Results are consistent with Flood's (1977) study on parental
styles in reading episodes and Durkin's (1966) investiga-
tion on early readers. In addition, this study provides a
finer-grained analysis of parental behaviors and a theo-
retical base which links the parental behaviors of the
posited cognitive framework of reading acquisition with
child behaviors on the measures of predicted reading

achievement.
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I. INTRODUCTION

CHAPTER I. INTRODUCTION AND STATEMENT OF THE PROBLEM

General Introduction

For many years researchers and educators have sought to
specify the prerequisites for learning to read. In search-
ing for explanations why some children learn to read without
apparent difficulty early in elementary school while others
do not, reading researchers have looked at children's
experiences at home prior to school entrance. Most of these
studies have focused on children who read early. A large
number of documented experiments and demonstrations suggest
that the young can be taught to read (Bereiter & Engelmann,
1966; Brzienski & Hayman, 1962; Fowler, 1962b, 1965; Moore
& Anderson, 1967; Rambusch, 1963), that some learn to read
on their own (Durkin, 1966; Torrey, 1973; Prendergast,
1969), and possibly that young children should be taught to
read long before they reach the age of six (Doman, 1965;
Jester, 1972).

Despite the fact that some educators and researchers
have acknowledged the existence of early reading, there has
been little systematic research into its causes. These
important questions remain seriously underinvestigated:

What specific factors in the home contribute to the success
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of early reading? Is there an environment that is conducive
to early reading? What is the role of the parent-child
relationship in early.reading? Durkin (1966, 1972) asserts
that young children do not learn to read by themselves.
Through parent interviews, several researchers (Briggs &
Elkind, 1973, 1977; Durkin, 1966; Koppenhaver, 1974; Leeds,
1974; Milner, 1951; Sutton, 1964) have discovered numerous
aspects of home "teaching" of reading. These aspects can be
briefly summarized as follows, and more detailed reviews of
the research can be found in Smethurst (1975) and Lapp &

Flood (1978):

Reading material of all sorts (books, magazines,
newspapers) available

Achievement motivation of parents

Provision of interesting experiences for the child

Availability of one or more persons to respond to
questions and requests related to reading,
writing and spelling

Availability of materials for writing

Displays of written words and numbers that related
to the children's interests (birthdays,
television programs, games)

Discussion, questions and answers, cause and effect
conversations--"tell me all about it"

Socio-economic family status (middle and upper-
middle class "advantaged" environment) based
on combination of income and occupation

Model of reading set by parents and other members
of family

Parents who take their children to the library

Media use

Someone who reads aloud to child

Opportunities provided for emphasis on verbal
development

Stimulation provided for intellectual growth

Brothers and sisters who read to the child

This body of research, although helpful in revealing
gross aspects of the "hidden curriculum”" of the home, leaves

open to question the specific behavioral practices of



parents linked to particular reading readiness skills
believed to be relevant to beginning reading. These skills,
basic to a successful start at reading, are thought to lay
the groundwork for reading. As the child grows from infant
to toddler, through the preschool level and into kindergar-
ten, he is developing a background of experience, refining
concepts and developing auditory and visual perception
(0llila, 1978). Children will be ready or teachable only if
we teach them to be ready or teachable (Jester, 1972).
Simply waiting for the child to mature and providing a rich
environment is not adequate. The quality of the help the
child receives from parents needs\to be analyzed in order to
identify specific parental behaviors that can be linked with
these prereading or readiness skills.

The following review of literature focused on parent-
child interaction and attempted to seek evidence for
specific behavioral practices of parents that appear to be
related to child behaviors (of preschool-aged children, 2-5
years old) believed to be predictors of later reading
achievement. Between these observable behaviors it was only
implied that theoretically there exist cognitive changes
that are a direct result of the parental behaviors and which

in turn directly affect the resulting child behaviors.



Theoretical and Practical Importance
of Learning to Read

Reading is important. It is so important that anyone
who has anything to do with reading instruction--classroom
teachers, aides, remedial teachers, supervisors, curriculum
directors, principals, professors, researchers, authors,
publishers--bears a serious responsibility to do his or her
very best (Durkin, 1978).

Almy (1967) views the process of learning to read as
one that both.reflects and contributes to progress in
intellectual development and draws several implications for
beginning reading instruction from Piaget's theories and
research. Scanning the literature on reading, one becomes
convinced that almost any aspect of a child's intellectual
performance correlates to some extent with reading achieve-
ment (Calfee et al., 1972). Yet, there have been few
articles in the leading psychological journals concerned
with reading. Just as B. F. Skinner bemoaned the "flight
from the laboratory," so there might be cause for concern
about the absence of learning psychologists from the class-
room. This situation is changing, and reading research
programs have been established in the last few years under
the supervision of hardheaded experimentalists such as
Eleanor Gibson, Harry Levin, Richard Atkinson, Harry
Silberman and Robert Glaser, to mention a few. In addition,
current research in human information processing, psycho-

linguistics and developmental cognitive psychology has



had considerable influence on the work on reading done by
Calfee et al. (1972).

Certain requirements of written language have so
impressed some theorists that they have argued that writing
has introduced a whole new mode to our repertoire of
intellectual skills (Goody & Watt, 1968; Havelock, 1976;
Olson, 1977). Smith (1977) discusses these requirements by
examining the different demands that written and spoken
language make upon their recipients. He hypothesizes that
writing, unlike speech, is largely independent of the con-
straints of time. The reader can not only attend. to several
words at a time, but can also select what those words will
be, the order in which they will be dealt with, and the
amount of time that will be spent on them. Another demand
related to a far more fundamental question than memory is
how we make sense of language in the first place--how lan-
guage is verified or how we confirm that the information
we are receiving is true, that it makes sense, or that we
understand the message correctly. For everyday spoken
language, the matter of verification usually lies in the
situation in which the utterance occurs. The ultimate
recourse to verifying what we read can only be back to the
text itself. With written language, difficult and possibly
unique skills are required in order to verify, dicambiguats
and avoid error. Specifically, Smith believes the skills
involve following an argument, looking for internal consis-

tencies and thinking abstractly. It might be objected that



spoken language is often as abstract, argumentative and
unrelated to the circumstances in which it is comprehended
as a scientific paper. But Olson (1977) claims that our
ability to produce and understand such spoken language is a
by-product of our being literate and only because of our
experience in reading, can we make sense of abstract speech,
which in its form is more like writing than everyday spoken
language.

We now know that learning to read has a reciprocal
impact on language development (Dale, 1976). Carol Chomsky
and others have collected evidence which demonstrates a
clear correlation between amount of exposure to reading,
both the child's own reading, and reading to the child by
adults, and linguistic development in the years five to ten.
In addition to advancing grammatical development, learning
to read affects language development in at least three other
domains. First, learning to read promotes an awareness of
language, an analytical ability that would be difficult to
instill in any other way. Second, it is the claim of lin-
guists such as Noam Chomsky and Morris Halle that the
phonology of English is highly systematic and predictable
and that this regularity aids in the extraction of meaning
from printed materials (e.g. derivational forms such as
"medicine/medical, telegraph/telegraphic, sign/signify,"
etc.). However, it may be the richness of the vocabulary
encountered in intermediate reading that may provide the

essential input for the child to develop the dual-level



representations of words posited by Chomsky and Halle--a
meaning-related level and a sound-related level. A third
way in which language is changed by learning to read is in
the domain of communication.. As Piaget first demonstrated,
the pervasive problem of egocentrism prevents children from
being very effective communicators in many situations. The
problem of egocentrism, of course, remains with us through-
out life, and nowhere is the problem more acute than in
writing. The effective writer must greatly expand the
information provided. Alternation between the roles of
reader and writer is probably the most valuable experience
one can have in developing the ability to get outside one's
own perspective (Dale, 1976).

The practical importance of learning to read may be
viewed in terms of the relationship between reading and
language just discussed. 1In education, the development of a
disposition to think and to reflect on experiences provides
an impetus towards the more effective use of skills and
greater understanding and appreciation of the knowledge and
facts that are acquired. Basic to the development of these
skills and attitudes is the development and use of language.
It can be seen not only as an objective for early childhood
education, but also as the major means through which other
objectives for education may be reached (Tough, 1977).
Reading is a prccess necessary to the mastery of all content

area learning (Lapp & Flood, 1978).



Implications for Parental Intervention
During the Preschool Years

Researchers who favar early intervention often assert
that the causes of reading failure can be found in germinal
stages in a child's first few years of life (DeHirsch et
al., 1966; Hallgren, 1950; Ingram, 1970; Owens et al.,
1968; Satz and Van Nostrand, 1973; Silver, 1971). The
potential efficacy of early identification and intervention
1s supported by Caldwell (1969) and is affirmed by Satz &
Van Nostrand (1973) when they reported that early childhood
is a time when the central nervous system is more plastic
and subject to rapid growth (Lenneberg, 1967), and a time
when the child is generally free of personality disorders
(Gates, 1968).

In the last few years, a broader knowledge base regard-
ing the general development of language ability in children
has also been developed. The research indicates that basic
language ability in children develops between birth and the
age of five or six (Menyuk, 1963). Such evidence suggests
that amelioration of reading difficulties in elementary
school children might best be accomplished through inter-
vention during the preschool years. It has been suggested
by Stevens & Orem (1968) that the natural time to introduce
the basic forms of language is early childhood, and later
it will be difficult for the brain to think and speak in
any but its native tongue or tongues. We have been misled

in limiting the child's language exposure to speech, they
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contend. If the child's brain can learn symbols through the
sense of hearing, they question whether it could do the same
through the sense of sight. After all, they feel, it is the
brain that learns language, not the ears or eyes. The
language facility of man is a part of his general intelli-
gence and is only incidentally related to the senses through
which he receives and expresses language forms. If the
brain can learn language through the ears, it could in a
parallel way master language through the eyes. If there is
a sensitive period where the brain is most receptive to
basic language forms, then this sensitivity must also be a
central process of human intelligence. So the language
aptitude of the young child is really a transitory condition
of the central nervous system which applies to all forms of
language, written or spoken. If the majority of children do
not learn to read the "natural way"--the way they learn to
talk--it can be that they are not being exposed to the
graphic symbols of reading.as they are to auditory symbols
of speech (Stevens & Orem, 1968).

This discussion does not imply that there is general
agreement over a critical period for the acquisition of
language; in fact, because of a lack of agreement, few
educators would hold to a theory of a critical period for
the spontaneous acquisition of reading. Yet, there is a
tangentially related theory suggesting that there may be a
critical period for the beginning of reading instruction.

This theory suggests that initial reading instruction should
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take place between four and six years of age, a time when
the child is rather sophisticated, having acquired most of
the rules of English syntax. When studying the cognitive
developmental processes, it seems that there is a limited
relationship between cognition, using Piaget's terminology,
and the acquisition of beginning reading. KXohlberg (1968)
has stated:

Learning the mechanics of reading and writing need

not depend heavily upon the development of new

levels of cognitive structure (categories of

relation), although it may depend on the develop-

ment of perceptual structure...Compared with
cognitive-structural transformations required

for development of spoken. language at age two or

five, the cognitive-structural requirements in

tving together spoken and written signs seems

modest. ..Because reading and writing (especially

reading) are relatively low-level sensorimotor

skills, there is nothing in the cognitive struc-

ture of the reading task which involves any high

challenge to the older child. In contrast, the

identification of letters and words...may be

challenging fun for younger children (pp. 103-

108).

Those who have tried in vain to instruct children to
read may refute Kohlberg's conclusions. It is clear that
learning to speak is, in principle, a less difficult task
than translating the spoken form to a written form of
language. Almost all children learn to speak, but many
children experience great difficulty when trying to learn
to read. Certainly, part of the problem may be a mismatch
between the child's cognitive development and beginning
reading instruction. Reading has traditionally been taught

when the child is six to eight years of age. This is the

time, according to Piaget, when the child is engaged in
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"concrete operations." White (1975) cites four contemporary
points of view concerning cognitive development which hold
the five to seven period to be important, each on its own
evidence and in its own terms (Piaget, the Russian
researchers typified by Luria, stimulus-response behavior-
ists such as the Kendlers and Reese, and Freud). Others
who have reported a major change in cognitive behavior at
this time are E. Gibson, B. White and J. Kagan. The
following factors may account for this major change:
general level of intellectual functioning and/or language,
improved organizational abilities, and changes in attention
(duration and fixation). The repetitive drills involved in
beginning reading may be interruptive. Therefore, beginning
reading instruction at an earlier age may be warranted, par-
ticularly if researchers discover that there is a lacuna in
cognitive development instruction at the age of four to
five. The argument may be made that impulsive, rapid
action is optimal for the young child whose ability to
record complex action is limited. For such a child, the
longer he waits, the less likely he is to retain the primary
sensory information. The proper training for this kind of
child may not be to restrain him forcibly from responding,
but rather to teach him cognitive skills which are essential
to efficient storage of information (Lapp & Flood, 1978).

There has long been opposition to teaching children to
read early, whether the teaching was done at home or not.

Several conclusions seem to have been well established by
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research and corroborated in the historic and descriptive
literature. No evidence has been found of harmful effects
of early reading on physical development or visual acuity
(Blanton, 1972; Durkin, 1966; Fowler, 1962a, 1965; Harrison,
1966; McKee, Brzienski, Harrison, 1966; Morrison et al,
1969). No evidence has been found of harmful effects of
nonprofessional teaching of reading to young children
outside schools on subsequent school achievement (Durkin,
1966; Fowler, 1962a, 1965). Psychological aftereffects of
early intensive instruction in reading are reported; such
cases as are available (Fowler, 1962a, 1962b). are con-
founded by other factors. It seems likely that early
readers who later show anxiety and difficulty with social
adjustment have in common: (1) very high intelligence and
(2) a history of parental pressure and intense tutelage in
very early childhood (Dolbear, 1912; Engelmann & Engelmann,
1966; Fowler, 1962b; Goertzel & Goertzel, 1962;
Hollingworth, 1942). Today, the controversy has moved from
"can children under six learn to read" to the following
questions: "Why should they read earlier?" and "What are
the benefits of early reading?" (0lilla, 1977).

Research findings, while often seriously marred by
design problems and faulty analyses, show that early read-
ing generally produces successful readers. Durkin's
six-year study on early readers in Oakland, California, and
New York City in 1966 concluded that early readers achieved

higher reading scores than their nonearly reading
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counterparts during their entire elementary school careers.
In a later study, however, she found that early readers who
had been trained in a special two-year preschool language
arts/reading program scored significantly higher than their
nonearly reading classmates on standardized reading tests in
grades 1 and 2, but the differences between the two groups
were not statistically significant in grades 3 and 4
(Durkin, 1974-75). She maintains that one very likely
explanation for the reversal is that the characteristics of
a family that fostered preschool reading ability would
continue to foster achievement, with or without an instruc-
tional program in school. An alternate explanation for the
reversal may be offered by reexamining the data. Durkin
analyzed her data in such a way that the phenomenon of
increased variance in the scores of the upper-grade students
was not taken into consideration. TIf this reanalysis of the
data is performed, it may show that the early readers did
outperform the nonearly readers even in the later grades
(Lapp & Floeod, 1978). Also of interest was her finding that
those children with IQs of 99 to 124 show an increasing
advantage over matched controls in reading achievement
(Durkin, 1966). They appear to have profited from. their
early start. The lower the child's intelligence quotient,
the greater seems to be the advantage of starting early.
This could mean that slower children need contact with

learning to read that is spread out over time. Instead of
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postponement of reading instruction, they need an earlier
start with it.

Other studies, qualified by some flaws in design and
analyses, report positive aftereffects of early reading.
Kindergarteners taught to read in the Denver Public Schools
were able to sustain their early achievement when the read-
ing program in subsequent years capitalized upon their early
starts (McKee, Brzienski & Harrison, 1966). Children who
were taught the Initial Teaching Alphabet (ITA) approach to
reading in kindergarten performed better at the end of the
second grade than children who were not taught to read until
first grade, using the same approach (Shapiro & Willford,
1969). Gray & Klaus (1970) found excellent results at the
end of the first grade for high-risk children who had par-
ticipated in intervention programs. After adjusting for
intelligence, Beck (1973) found that children who started to
read in kindergarten outperformed their nonearly reading
classmates in grades 1 through 5.

The preceding review of research seems to indicate
early reading as beneficial and may. justify the need for
early intervention for various reasons. Many researchers
agree that high-risk, potentially handicapped children need
to be identified when they are very young so the appropriate
programs can be established to remediate their problems
before they are overwhelming (Money, 1966); The Report of
the 1969 Task Force on Dyslexia and Reading Related Dis-

orders, U.S. Department of Health, Education and Welfare).



CHAPTER II. THEORETICAL ORIENTATION

Theoretical Basis For a Cognitive Approach
to Beginning Reading

The complex process of reading includes many types of
skills and abilities, from the making of simple associations
to the- complex analyses involved in critical thinking and
problem solving. Increasingly, students in the field of
reading instruction have come to the realization that in
order to grasp the fundamental nature of the reading act,
investigators must gain an understanding of the individual's
perceptual and cognitive skills (Raven & Salzer, 1971).
Students of reading can seek among the findings of various
cognitive theorists for insights and clues which may apply
to their problems of theory, research and practice.

Recent interpretations of the work of Piaget, current
studies of infant learning and new appraisals of earlier
studies of maturation and training lend considerable support
to a conception of reading in child development where it
is viewed as a more continuous process of reorganization in
which the reaching out for new experience is at least in
part dependent on what had gone before (Almy, 1967). These
works also point to the possibility that it might be
feasikle to discover ways to govern the encounters that

children have with their environments, especially during the
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early years of their development, in order to achieve a
substantially faster rate of intellectual capacity (Hunt,
1961). Bloom (1964), like Hunt, stressed the crucial impor-
tance of a child's early environment. He concluded that the
most rapid period for the development of many character-
istics=--including intelligence--is in the first five years
of life.

In a cognitive theory of learning, the learner is
viewed as active, both in terms of motivation and construc-
tion of knowledge. Learning is conceived structurally as
schemes or representations of experiences that become
highly differentiated as learning progresses (Piaget, 1963).
Piaget's theory offers a rationale and a. sequence of typical
experiences to help better understand child learning and to
help deal with children's inadequacies and give them a more
mature approach to learning. Most importantly, Piaget helps
us to examine the child's logical thinking ability, which
reflects the child's developmental progress. Each of the
major sequential stages of the child's developing intelli-
gence (sensorimotor, preoperational, concrete operational,
formal) has important implications for reading instruction
(Kirkland, 1978). One stage is followed naturally by the
next, and transition is marked by the presence of well-
defined behaviors of the former period and by the emerging
characteristics of the next (see Inhelder & Piaget, 1953,

and Piaget, 1963, for details of the theory). The first
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two stages, especially, have interesting implications for
beginning reading.

During the sensorimotor period (birth to two years,
approximately), it appears that manipulative experience
with a wide range of types of objects and materials appears
most important for the development of images and cognitive
growth.

The preoperational period is divided into two stages,
preconceptual (ages two to four) and intuitive (ages four
to seven). Although it seems logical to some that reading
instruction should accompany the rapid growth of language
that takes place for most youngsters in this stage, this
evolving language is based on the motor manipulation of the
previous period. Preoperational thought develops through
sensorimotor activities, not through language. For the
preconceptual phase child, language cannot be something
apart from objects and experience--the arbitrary nature of
language having yet made no impression on the child.
Thought processes are not sufficiently stabilized to permit
him to profit much from practice on conceptual skills of
any kind. Every event is new. The child thinks neither
deductively nor inductively, but "transductively," from
point to point making little or no differentiation concern-
ing the degree of relevance between pairs of observations.
It appears the child's thought processes would not appear
sufficiently stable to benefit from didactic instruction of

any kind. In the case of reading, there is no basis in
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Piaget's work for believing that the child from two to four
has an interest in written language, except as it may con-
stitute something interesting in the environment that merits
whatever attention the individual youngster may desire to
give it. Almy (1967) pointed out that the important
implications for reading instruction of Piaget's work at
the preoperational level relate to the necessity of provid-
ing many and varied concrete experiences, the sensory and
motor activities out of which concepts and complex thinking
may develop. Such opportunities will likely influence
ultimate reading achievement to a greater extent than
specific perceptual discrimination training offered in many
nursery schools and kindergartens.

It is during the intuitive phase (age four to seven)
that most children experience initial reading instruction.
The cognitive benchmark is conservation of substance, the
dawning realization that substantial change may take place
in a system without the alteration of fundamental
characteristics. This achievement at approximately age
seven marks, for Piaget, a major change in the style of
thinking on the part of the child as he moves from near-
total dependence on perception to a greater reliance on
thought to check what he sees. It may be this ability that
represents what most reading instruction programs require
and that its appearance constitutes "readiness."

The research on conservation and reading indicates a

relationship between the two (Almy, 1966; Briggs & Elkind,
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1973, 1977; Elkind, 1974; Roberts, 1976). Almy thinks that
there may be similar abilities involved in the performance
of conservation tasks and progress in learning to read.
Research has also shown that some training procedures can
teach a child to conserve (Almy et al., 1966; Bruner, 1966;
Elkind, 1969; Flavell, 1963; Lavatelli, 1970; Siegel et
al., 1968; and others). However, the research on conserva-
tion and reading is far from conclusive; although it does
point to directions for further research.

Of the abilities which contribute to the development
of conservation, reversibility and decentration appear to
have substantial significance for initial reading instruc-
tion. Reversibility is a mental activity which the
preoperational child cannot perform, and the inference
might be drawn that he should not be expected to succeed in
decoding-emphasis reading programs which require him to
connect graphemes to phonemes and then validate his
transformations. The characteristic of "centration" in the
preoperational. child's thinking refers to his inability to
consider more than one aspect of a situation at a time.
Yet, beginning reading programs continually require the
child to deal with words in two almost entirely unrelated
ways-—-as line puzzles to be remembered and deciphered and
as signifiers of meaning.

The preoperational, nonconserving child cannot attend
to states in transformation. In presenting the beginning

reader with upper- and lower-case letters, different type
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faces, manuscript and cursive writing, variations in the
rendering of particular alphabet letters, and all of these
in many different combinations and contexts, those respon-
sible for initial reading instruction constantly expose
children to transformed situations and expect them to
isolate the single common attribute which is the key to
solving the problem.

Neither can the preoperational child, since he lacks
all but rudimentary classification skills, successfully
engage in rule-learning and application. Downing (1966) has
noted that according to Piaget, the individual must create
his own rules, assimilating new experiences into his own
system and periodically accommodating by revising the system
when he sees that it no longer serves adequately. A reading
program based on rules of grapheme-phoneme relationships
would not fit the child's natural ways of thinking at this
developmental level. He may successfully memorize the
verbal formulas but will have difficulty classifying situa-
tions to which they are appropriate (Raven & Salzer, 1971).
To neglect providing many and varied concrete experiences in
the period of preoperational thought may later hinder the
adequate development of abstract thinking and may possibly
interfere with the development of reading comprehension
(Almy, 1967). Piaget and Vygotsky confirm each other's
finding that the progression is from concrete experience to
concept formation and that the ability to verbalize about

concepts develops out of experience in using them in thinking.
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Conceptual and Reasoning Abilities Specific
To The Task of Learning to Read

In recent years a fair amount of evidence has been
discovered that the development of concepts and reasoning
abilities which are specific to the tasks of learning to
read and write may be the most important foundation of
readiness for learning to read.

Vernon (1857) in her study on backwardness in reading
found that the fundamental and basic characteristic of
reading disability appears to .be cognitive confusion and a
lack of system. Vernon defines cognitive confusion as

follows:

The child with real reading disability...may
indeed have learnt that printed words have some
relation to spoken words; and, with a few simple
words, he has memorised the spoken word that
corresponds to a particular shape. But he does
not seem to understand why: it might be quite
an arbitrary association. He appears hopelessly
uncertain and confused as to why certain succes-
sions of printed letters should correspond to
certain phonetic sounds in words...To make this
association demands a particular type c¢f reason-
ing process...the fundamental trouble appears to
be a failure in development of the reasoning
process.

Vernon's conclusion indicates that reading involves "a
particular type of reasoning process" which must be of
greater importance in learning to read than the general
reasoning ability tested on conventional intelligence tests.
When this specific reasoning process fails to develop
adequately, the symptom, according to Vernon, is that the

disabled reader "remains in a state of confusion over the
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whole process." Vernon's use of the word "remains" is
significant in that it suggests that the normal development
of this "particular type of reasoning process" is a process
of clearing up an initial cognitive confusion about the
reading process and replacing it by an increasing "cognitive
clarity."

In the past ten years research has accumulated showing
that all children pass through this important stage of
initial cognitive confusion in learning to read. Fitts &
Posner (1967) reviewed the research on psychology of skill
development and found one universal characteristic, a "cog-
nitive phase," which must be mastered. According to them,
one must discover what the skill is used for--its function
and what are the important elements of the task to attend
to--the technical concepts.and jargon for talking and
thinking about the skill. Melnik (1975) stressed the
importance of orienting the learner so he will perceive the
learning task upon which he is to embark. How pupils
perceive the task will influence what they learn, how they
learn and what they retain. She feels that no one should
attempt to learn that which he does not first grasp in a
meaningful way.

Vygotsky's (1962) investigation of the problem of "the
tremendous lag between the school child's oral and written
language" led him to conclude that: (1) it is the abstract
quality of written language that is the main stumbling

block, and (2) the child has little motivation to learn
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writing when we begin to teach it because he feels no need
for it and has only a vague idea of its usefulness. He
pointed out that the essential difference between cognitive
functioning in written as compared with spoken language is
that written language demands conscious work because its
relationship to inner speech is different from that of oral
speech. Oral speech precedes inner speech in the course of
development, while written speech follows inner speech and
presupposes its existence (the act of writing implying a
translation from inner speech).

Independent confirmation of the importance of this
specific type of cognitive functioning is provided by Reid's
(1966) discovery that for her twleve 5-year-olds, beginning
reading was "a mysterious activity to which they come with
only the vaguest of expectancies" and that these children
had great difficulty in understanding such abstract tech-
nical terms as "word," "letter," "sound," etc.

Downing (1970a, b, 1971-72) replicated and extended
Reid's interview study, and his results provide the 1link
between Vernon's study on the backwardness in reading and
Reid's and Vygotsky's research on children's thinking about
reading. Vernon's "cognitive confusion" was found by
Downing to be the normal state of the young beginner in the
primary school. Several of Downing's 5-year-olds made
varying degrees of progress towards cognitive clarity about
the task of learning to read. This cognitive clarification

was particularly notable in five characteristics of their
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development. The more progress they made towards general
cognitive clarity: (1) the better they understood the
communication purpose of the written form of language; (2)
the clearer was their conception of the function of symbols;
(3) the nearer their concepts of linguistic segments, such
as "word" and "sound" approached those of the teacher; (4)
the better was their corresponding spontaneous command of
the abstract technical terminology of language or "reading
instruction register" (Downing, 1976); (5) the better they
understood the process of decoding alphabetic letters to
speech sounds and vice versa in encoding.

Taken together, the studies of Piaget, Vygotsky,
Vernon, Reid, Downing and others (Downing, Ollila & Oliver,
1975) provide evidence that a very important factor in
reading readiness is the child's development of concepts
and reasoning abilities which are specific to the skills of
reading and writing and to the tasks involved in learning
them.

Francis' (1973) investigation of 5- to 7-year-olds
confirms Reid's and Downing's findings about children's
difficulties in expressing understanding of the terminology
used in teaching reading and describes how increased reading
experience helps the children to resolve them. She
attributes the difficulties, however, not so much to the
abstract nature of the concepts, but rather, to the com-
plexity of learning to read. Partial correlation analysis

revealed that factors independent of a general ability to
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deal with abstract concepts were involved in learning tech-
nical vocabulary and that these were highly correlated with
the reading process. She speculates that many confusions,
such as "word" with "letter," "number" or "name" were only
reflections of the fact that the concept "word" is not very
clear cut in any case, and that they overlap in their
application and are somewhat ill-defined. Moreover, she
feels young children lack a consciously analytic approach to
speech and their notions of units in language appear to be
- derived from analysis of written forms as they learn to
read. Thus, difficulty in comprehending the technical
vocabulary of reading instruction appears to be an integral
part of the difficulty of learning to read, rather than a
separate conceptual difficulty. As long as terms are not
used inflexibly, arbitrarily or even inappropriately by
teachers, then their use may be the best means of helping
children to understand them--a challenge to find their
meaning--and a source of new insight into the forms of
spoken language.

Summary and Implications of the Cognitive
Approach for Beginning Reading

Case for Early Parental Intervention

Bloom (1964) and Hunt (1965) offer a rationale for
early intervention in children's cognitive development
whereby they are provided with optimal intellectual

challenges. Discovering these optimal challenges or



26
solving the "problem of the match" has also been the concern
of Bruner (1960) and Vygotsky (1963). Vygotsky's concept of
"the zone of potential development" for new learning
suggests that readiness for reading is a dynamic condition
depending upon flexible features of the child and flexible
features of the teacher and her methods and materials,
rather than some magical moment of cognitive readiness for
reading instruction. Bruner has attacked the postponement
of the teaching of many subjects on the ground that they
are too difficult. He asserts that:

The foundation of any subject may be taught to
anybody at any age in some form...The basic ideas
that lie at the heart of all science and mathe-
matics and the basic themes that give form to
life and literature are as simple as they are
powerful. To be in command of these basic ideas,
to use them effectively, requires a continual
deepening of one's understanding of them that
comes from learning to use them in progressively
more complex forms. It is only when such basic
ideas are put in formalised terms as equations
or elaborated verbal concepts that they are out
of reach of the young child, if he has not first
understood them intuitively and had a chance to
try them out on his own. The early teaching of
science, mathematics, social studies and litera-
ture should be designed to teach these subjects
with scrupulous intellectual honesty, but with
an emphasis upon the intuitive grasp of ideas
and upon the use of these basic ideas.

Bruner's words may apply with the greatest possible
force to the early stages of learning to read. Those who
keep this quotation in mind will be constantly aware that
reading readiness is a state of the teacher as well as of
the- child--we not only fit the child for reading, but also

fit the reading to the child (Downing & Thackray, 1971).
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Readiness, as Ausubel proposes, is "the adequacy of existing
capacity in relation to the demands of a given learning
task" (1959). Durkin (1978, p. 163) proposes one of the
most comprehensive concepts of reading readiness as was

articulated by Gates (1937) and stated by Ausubel (1959):

Readiness is a relationship between

Abilities of Abilities required
child ¢«—and—y to be successful
with beginning
reading
leads affected
to by
Interplay between Kind and quality
heredity and of
environmental instruction
factors

In summary, the preschool-aged child is ready for
parental intervention fostering beginning reading, given
that the relational nature of readiness is considered--the
child's particular abilities and the type and quality of
experiences and instruction offered. An approach to early
parental intervention in beginning reading that would
foster self-directing interest and curiosity and genuine
pleasure in intellectual activity need imply nothing like

the grim urgency which has been associated with "pushing"

children (Almy, 1949).
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Matching the Child and the Task

Implications for early reading experiences commensu-
rate with the child's stage of cognitive development and
preparatory for the next stage of growth emerge from the
Piaget- and Vygotsky-inspired research discussed earlier.

A "match" between the child and the task during the pre-
operational period of cognitive development necessitates a
cognitive approach that is: (1) concrete and based on
direct, relevant experiences; (2) in which the child is
active and involved in the process; and (3) in which the
child perceives a purpose for attending to written language.

An approach that is concrete and based on direct,

relevant experiences: In beginning reading instruction we

have been too preoccupied for too long with what children
cannot do. We have lost the significance of what they
already have going for them that we cah.build on. Children
are language users. They have learned without our help the
remarkable ability to use language (Goodman, 1976). A
child's language is the raw material for reading. It con-
tains the meaning the child knows and forms the base for
the necessary pairings a child makes between oral and
graphic symbols in learning to read. Using written language
which directly correlates with the language of thought and
speech about child-based experiences is the most beneficial
way to make this association between oral language and
print. Using relevant experiences encourages children to

discover that our thoughts can be expressed in "talk" and
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our talk can be expressed in print. In beginning reading,
then, we are striving to help the young child recognize
words in print which are already a part of the child's oral
meaning vocabulary (Schulwitz, 1977).

Difficulties arise when more abstract approaches are
used in beginning reading (grapheme-phoneme correspondence;
syllabic analysis of words, etc.) without the adequate
foundation of direct experiences. These experiences are
those which place the child in direct interaction with the
environment and require vivid use of feelings, senses and
perceptions (Schulwitz, 1977). The child must have the
actual experience first; then the child can be helped to
express and/or order the experience through language. The
experiences are the basis of the learning; language can
serve to enrich them. Isaacs (1965) warns that they must
be linked together:

Verbal communication can only become a source of

real knowledge and understanding where children

have already done so much living learning that

they can meet verbal explanations three~quarters

of the way (p. 11).

Involving children in direct experiences helps build a rich
experiential background that is essential not only for
sustaining interest but for building concepts, extending
vocabulary and establishing the rich oral language base
necessary to a successful beginning in reading. To

experience an event is to live through it, to participate

fully in it, to incorporate it and to use it to continue to
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learn. Experiencing a concept is also to try it out, to
test it (Herbert & Sancho, 1973).

An approach in which the child is active and involved

in the process: Learning, then, seems to start from the

child, from the schemes already available to the child.
Actions~--such as exploring, discovery, using new ways to
solve o0ld problems--all have an intrinsic interest for the
young child and are self-expanding (Kirkland, 1978). In the
years before "formal" reading instruction in elementary
school, children need to be involved in the reasoning pro-
cess in learning to read. Reading contains elements of
thinking such as sampling, constructing, testing and revis-
ing. According to Piaget the child must discover his own
errors in thinking in such a fashion that he, himself,
attempts to correct them. The adult cannot think for the
child nor can he impose adult answers on him. Given a
reading environment, a child may begin during the preschool
years to search for meaning in printed symbols, provided
there is not too great a gap between the schemas available
to the child and those demanded by thz2 situation. When he
confronts a word similar in configuration to one he has
already learned, he tends to assume it is the same until he
has learned to search the surrounding text or picture for
confirming or negating information (Almy, 1967). As written
language is heard and comprehended, hypothesis testing will
also help children develop an implicit understanding of the

particular characteristics of written language.
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The child learning to read, like the child learning to
speak, seems to need the opportunity to examine a large
sample of language, to generate hypotheses about the regu-
larities underlying it, and to test and modify these
hypotheses on the basis of feedback that is appropriate to
the unspoken rules that he happens to be testing. Experi-
ments have shown that even beginning readers look for and
use orthographic, syntactic and semantic redundancy in
written language (Smith, 1973). The beginning reader needs
to have the whole right from the beginning--language that is
treated by learners as if it were part of the concrete world
as long as it is involved in meanings that people are coping
with and trying to understand. It is when language is taken
away from its use, chopped up and broken into pieces, that
it becomes abstract and hard to learn (Goodman, 1976).
Given all the facts the child requires in order to synthe-
size sounds and words, and avoiding analysis as specified by
adults (e.g. decompositon of spoken words to sounds and to
letters, grapheme-phoneme correspondence, etc.), the child
is allowed to witness the ways in which written language——
words and texts--are constructed, thus reducing the
complexity of the task in the early stages and avoiding what
can virtually become a test situation when a child is
presented with a word and asked to read it. As the child
passes imperceptibly from a predominantly intuitive kind of
thinking towards a more analytical approach and acguires,

with increasing facility, powers of composition, association,
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identity and reversibility, he will be able to participate
in and finally carry out for himself a more rigorous
analysis of words (Roberts, 1975).

As for the use of metalinguistic terms or the "reading
instruction register" (e.g. "letter," "word," “"sound,"
"sentence," etc.) as discussed above, they, in fact, make
sense only when one is able to read. Their use and under-
standing, as revealed in the discussion, indicates progress
in the reading acquisition process and a gradual emergence
from "cognitive confusion" toward "cognitive clarity.”
Teaching children the definitions of such terms will not
make them readers, because until they can read--are actively
involved and immersed in the process--the terms will remain
entirely senseless to them. A child learns to read by
reading, and the teacher's role is to make reading easy.
This does'not mean by the use of simple material which can
be difficult because of its probable irrelevance and unpre-
dictability; rather, by helping children to understand any
written material that interests them--whether the help is
provided by the teacher, an aide, parent, another child or
tape recording--or simply by permitting children to make
errors and omissions without penalty and without the dis-
ruption of unwanted correction. The child's understanding
can be paced with increasingly varied and complex problems
so that the child becomes aware of his own error, rearranged
his information and moves gradually to a new synthesis

(Smith, 1977).
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An approach in which the child perceives a purpose for

attending to written language: Such an approach would stress

the importance of introducing children to reading with an
orientation to the meaning, use and purpose of reading
before beginning instruction on the mechanics of reading.

To do otherwise may invite "cognitive confusion" (Melnik,
1975). Frank Smith (1977) has often argued that reading is
not a matter of decoding but consists of bringing meaning to
print. He claims that one of the essential antecedents of
reading consists of the cognitive insight that written
language is meaningful. He regards insight as an implicit
decision that certain events warrant attention because they
are related to situations and intentions that the child can
make sense of and is interested in. Halliday (1973)
observed that children do not learn language independently
of its functions. Language to a child always has a use, and
the various uses could provide the child a clue to the
purposes underlying differences among utterances. A child
soon ignores sounds that do not seem to make a difference
(e.g. non-speech sounds). A similar insight--that
differences on a printed page have a function, that they are
meaningful--must also be the basis for learning written
language {(Smith, 1977). The reader is a user of language.
If we understand that language is always used in relation-
ship to meaning and communication and ideas, then we can
understand that people learn to read to the extent that

it is a functional kind of process. Writing, unlike speech,
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carries no meaning in the sense of a message when it is
begun spontaneously. There may be a moral here: that the
semantic, communicative function of writing should be
introduced in a simple way even before real written words
"are controlled by the child (Gibson & Levin, 1976).

It seems a reasonable hypothesis that the majority of
preschool children are as much immersed in written language
as in speech (e.g. wealth of print found on every household
product, on television commercials, comics, catalogs,
advertising fliers, street signs, store fronts, billboards,
supermarket and department stores). All of this print is
meaningful; it makes a difference. The question is whether
children who cannot yet read pay very much attention to all
this print. Smith (1977) postulates the only way in which
the child can acquire the important insight that differences
in print are meaningful is when a child is being read to or
observes print being responded to. This refers not only to
the reading of books or stories, but to occasions when a
child hears "that sign says 'stop,'" "that word is 'boy,'"
or "there's the bus for downtown." Television commercials
do the same for the child when they not only announce the
product's name, desirability and uniqueness in spoken and
written language, but they even demonstrate the product at
work. The important point is that in these cases no substi=-
tution could be made; the print is directly related to the
setting in which it occurs, just as is the spoken language

of the home.
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A Cognitive Framework of Reading Acquisition

A child's commitment to learn reflects an economic
decision made on the basis of perceived cost and return.

The problem is not only to make reading comprehensible for
the child, but also to make sure that the instruction makes
sense and is relevant to all of the child's concerns (Smith,
1977). There is evidence that language which represents the
language system of children is more comprehensible to them
than syntactic patterns that are unlike children's language.
Emphasis on meaningful, experience-based materials and
child~based techniques of working with children will help
them to learn to generalize, developing an abstract concept
needed at that child's particular level of intellectual
functioning (Kirkland, 1978).

A cognitive framework of reading acquisition conceives
of learning to read aS part of the process of language
development. It recognizes the close relationship among
reading, speaking, writing and listening. It realizes that
progress in reading is determined by the extent of the
child's experiences in all those language media, prior to
and during his early school years. A child cannot be
expected to deal with ideas or language in reading that are
much farther advanced than those he can speak or write
(Spache & Spache, 1977). If these hypotheses are valid,
they have significant consequences for preschool education.
Because of the emphasis placed on the idea of enrichment,

much effort has been directed at providing the child with
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more, new and, if possible, relatively abstract information;
the concept of enrichment is imbued with this meaning. By
contrast a cognitive framework suggests a more productive
initial effort might be the use of experiences that permit
the child to see, comprehend and perfect the language he
already possesses so that it becomes intimately related to
his perceptual world. This emphasis on the known and veri-
fiable (where the child fully perceives the referents) does
not exclude exposure to other rich speech patterns that are
vital. With more complex, non-verifiable language, we must
be aware that it may not be fostering the child's grasp of
language as a tool for structuring reality (Blank, 1973).

Within such a philosophical framework, books become a
resource tool rather than a basic device to teach children
to read. Books and other reading material help supply the
vicarious experiences, the depth of meanings for the words
which the child needs to express his ideas in oral and
written work. Learning to read according to a cognitive
framework can be interpreted as development in. thinking and
in expression of language (Spache & Spache, 1977).

In a cognitive framework of reading acquisition, the
level of language at which the beginner functicns is not
highly significant. He may be language-deprived or facile
in the use of words. His progress becomes an individual
matter with each child gradually developing a broader and

deeper skill with words and moving toward more complex
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language patterns which help convey his thoughts (Spache &
Spache, 1977).

In summary, a theoretically based cognitive framework
of reading acquisition was derived as a viable way to
evaluate research studies on home antecedents of early
readers. An attempt was made to search for specific
parental behaviors--used either intuitively or inten-
tionally~--which are related to child behaviors that are
believed to be predictors of later reading achievement.
This cognitive framework:

1. begins at the child's developmental level;

2. emphasizes reading material that is associated
with known and comprehensible language of the
child and that is concrete and experience-based;

3. involves the child in the process of deriving
the content of the material through verbal
expression and writing (if possible); the

child, therefore, perceives the relevance and
purpose of the reading task.



CHAPTER III. REVIEW OF STUDIES~--A SEARCH
FOR EARLY PARENTAL INFLUENCES ON
BEGINNING READING

Methodological Considerations

Correlation Fallacy

Many studies use some type of analyses to attempt to
establish some relationship between the effectiveness of
particular programs, techniques of beginning reading or
antecedents of reading readiness to various aspects of
reading achievement. Caution is advised when interpreting
results of such studies since correlational studies in
themselves do not give evidence of cause and effect. When
placed alongside the findings of the experimental compari-
sons, however, they can help illuminate causal relationships.
Despite certain advantages of initial efficiency (its role
in identifying causal processes, as a preliminary step to
causal processes, suggesting hypotheses that can profitably
be tested by experiment, contributing to the disconfirmation
of certain causal hypotheses), there are two major problems
in the interpretation of correlational research--the
directionality problem and the third variable problem.

The directionality problem refers to the fact that a
substantial correlation between two variables does not tell

us whether one is caused by the other, and in many
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correlational designs, this problem cannot be resolved.
There are, however, some relationships which can only be
conceptualized in one direction so the directionality of
relationship is not always impossible to determine (e.g.
high correlation between wealth and the purchase of expen-
sive food). the third variable problem refers to the
possibility that neither of the two variables involved in a
correlation produces the other. Rather, some unspecified
variable or process has produced the relationship.

The fact that causation cannot be inferred from
correlation, does not necessarily mean that a cause and
effect relationship does not exist. It merely means that
it is often impossible to obtain enough information to
indicate the specific nature and direction of this causal

relationship (Neale & Liebert, 1973).

Assessment of Prereading Skills

Several instruments have received particular attention
in evaluating the preschool child and are routinely used in
reading research designs. These range from intelligence
tests, measures of perceptual motor development to psycho-
linguistic factors (see Pikulski, 1974, for a review of
frequently employed measures). While many of these "readi-
ness" tests (developed and popularized throughout the 30s,
40s and 50s) have been currently revised; they are often
criticized because: (1) the competencies measured by the

tests are cften only tangentially related to reading;
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(2) visual discrimination tasks are often too complex; (3)
they do not adequately assess potential reading ability;
and (4) total readiness programs are built on the results
of diagnostic tests, the components of which may not have
measured later reading success (Lapp & Flood, 1978).

Although there appears to be no single, nice, clean
test that may accurately assess a child's reading readiness,
there may be a series of short tests that will sensitively
predict the potential of a child to be able to learn to
read. These predictors may be used as alternatives to the
standardized reading readiness tests that are often marred
by the internal problems mentioned above. Research in
recent years has suggested that a sensitive prediction of
children who will succeed at reading can be obtained by an
assessment of several prereading skills: alphabet recogni-
tion, whole-word recognition, vocabulary and visual
discrimination.

Alphabet recognition: Alphabet recognition is probably

the quickest way to predict reading success, and alphabet
recognition and discrimination are probably essential for
learning to read English (Barrett, 1965; Bond & Dykstra,
1967; Durrell, 1958; Jansky & DeHirsch, 1972; Silvaroli,
1965; Silverburg, 1968; Weiner & Feldman, 1963). However,
it should not be inferred from these studies that letter-
name knowledge will insure success in beginning reading.
Rather, the research indicates that most children who learn

to read knew the alphabet before they began reading and
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that alphabet recognition can be used as a useful, efficient
predictor of reading but not necessarily as an instructor of
reading (Chall, 1967; Samuels, 1970).

Barrett (1965) realized that the ability to recognize
letters of the alphabet may be a reflection of rich
experience with a variety of written materials which enable
children to learn to recognize letters, and this same rich
experience helps such children to become better readers
later. Chall (1967) suggests that perhaps the crucial
point is not that children must know all the letters before
they learn to read words, but instead that they should pay
~attention to the letters, and naming or sounding them helps
pay attention. In fact, interest in, and concern with,
letters among preschool children have been found to be
positively associated with early success in reading (Almy,
1949; Durkin, 1966). The importance of letters and letter-
sound knowledge appears to be more essential for success
in the early stages of reading than high intelligence and
good oral language, the latter two playing a larger role in
reading achievement when the reading-matter content begins
to tax the pupil's intellectual and language abilities and
when the child has more control over the "mechanics" of
reading. Failure, however, to master the first stage may
result in difficulty in reaching the second.

Chall (1967) speculates that an early knowledge of,
and interest in, letters may mark a new step in the child's

intellectual development. The alphabet is a code, an
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abstraction, perhaps the first that the child learns (valued
because adults value it). The child who can identify or
reproduce a letter engages in symbolic representation,
while the child who is working with a picture of an actual
object engages in iconic representation (from Bruner's modes
of learning, 1966). When the child engages in symbolic
representation, he is already practicing a higher form of
intellectual behavior. Perhaps early mastery of this first
step contributes to building the abstract attitude so
necessary in our highly scientific and automated world
(Chall, 1967).

Word knowledge: Several researchers have shown that

word recognition is highly related to reading. Gavel

(1958) and DeHirsch et al. (1966) found that recognition

of words that the child had been taught was highly predic-
tive of reading at the first-grade level. Examples of these
words include a child's. full name, or a date, or words

with special meaning for the child. Durrell (1956) suggests
as an alternative to reading readiness tests that we measure
the child's "learning rate" by teaching the child some words
and then seeing if he can remember them. He feels that a
child who can remember the words is ready for reading.

Vocabulary knowledge: Vocabulary has been found to be

the most frequently occurring component of IQ tests, which,
in turn, have been extremely predictive of later reading
success (Lohnes & Gray, 1972). Morgan (1960) and DeHirsch

et al. (1966) found a significant correlation between



43
performance on a picture-vocabulary test and reading
achievement. Performance on an oral vocabulary task and
possession of an extensive vocabulary were also found to be
related to prediction of reading success (Artley, 1948;
Loban, 1963; Robinson, 1963). DeHirsch et al. (1966) used
categorization, a third type of vocabulary task, which
directed children to provide a generic name for a cluster of
words. She found this test significantly correlated with
second-grade reading achievement. Jansky & DeHirsch (1972)
also found categorization to be related to later reading
achievement.

Visual discrimination: Visual discrimination has been

an extremely controversial predictor of reading. Although
most researchers now agree that visual discrimination of
nonalphabetic shapes and forms is probably not a worthwhile
method of prereading instruction, the gquestion of the
predictive value of visual discrimination ability continues
to be debated. Many researchers (Barrett, 1965; Bryan,
1964; DeHirsch et al., 1966; Wilson & Fleming, 1960) have
found that visual discrimination ability in young children
correlates extremely well with later reading achievement.
However, Calfee et al. (1972) and Olson & Johnson (1970)
were unable to demonstrate that wvisual discrimination was an

adequate predictor of reading achievement.
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Literature Search

This literature search was limited to and focused on
reports and studies in which there was evidence of. specific
behavioral techniques used by parents--intuitively or
intentionally, informally or formally--which were related
to child behaviors (of preschool-aged children) that may be
predictive in some way of later reading achievement. These
parental techniques were evaluated using the criteria of
the cognitive framework of reading acquisition delineated
in Chapter II.

Maternal Teaching Style Related to Child's Cognitive
Development

There is a dearth of research on parental behavioral
techniques specifically related to reading readiness. A
relevant starting point from which inferences could be drawn
were studies on maternal teaching style associated with a
child's performance on cognitive tasks.

Perhaps the best known and lengthiest studies of
mother-child interactions were carried out by Hess &
Shipman (1965, 1967, 1968) and Hess et al. (1968, 1969).
They followed a group of 163 black, middle~class pairs over
four years, starting when the children were 4 years old.
Families were selected from four different social class
levels, from professionals to welfare families. Initial
testing included parent interviews, standardized
intelligence tests, measures of cognitive functioning in

the child and observations of mother-child interaction in a
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structured problem-solving situation. The objective of
their study was to discover how teaching styles of the
mothers induce and shape learning styles and information-
processing strategies in the children.

Although very substantial and consistent differences
between social class groups in mother's teaching strategies
were found, more important than social class differences
was the fact that there were significant relations between
the mothers' teaching strategies and the child's cognitive
functioning. These relations held within social class
groups as well. The middle-class mothers represented a
teaching strategy in which they gave rationales with their
instructions, used more praise, oriented the child to the
task with more care, and gave more specific feedback to the
child. In their patterns of language usage, these mothers
gave protocols that were consistently longer in language
productivity, indicating more opportunities for labeling,
for identifying objects and feelings and providing adult
models who can demonstrate the usefulness of language as a
tool for dealing with interpersonal interaction and for
ordering stimuli in the environment. Regarding the quality
of language used by these mothers, there was a tendency to
use abstract words (when the name of the object is thought
of apart from the cases in which it is actually realized),
to use complex syntactic structures such as coordinate
and subordinate clauses, unusual infinitive phrases,

infinitive clauses and participial phrases. The use of
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complex grammatical forms and elaboration of these forms
into complex clauses and sentences provides a highly ela-
borated code with which to manipulate the environment
symbolically. This type of code encourages the child to
recognize the possibilities and subtleties inherent in
language not only for communication .but also for carrying
on high-level cognitive procedures.

These maternal behaviors with the child at four were
found to be useful or better than mother's IQ or social
class in predicting the child's school performance and
intellectual functioning in first and second grades.

In a design similar to the work of Hess & Shipman (but
with different measurements) the early work of Streissguth
& Bee (Bee, Nyman, Pytkowicz, Sarason & Van Egeren, 1968;
Bee, Van Egeren, Streissguth, Nyman & Leckie, 1969) involved
4~year-old children and their mothers: 76 pairs of lower-
class, black and white; and 38 pairs white, middle-class.
The mother-child pairs were observed in an unstructured
"waiting room" situation and in a structured problem-solving
situation. In addition, maternal interviews and 13
individual tests of various aspects of the child's cognitive
development were used.

Besides the social class differences that emerged,
the behaviors characterized by the middle-class mothers
were the use of more questions, more praise, less criticism,
less specific suggestions and less intrusion into the task.

Intellectual functioning of middle-class children was
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characterized by more persistence on a repetitive task; more
ability to take advantage and generalize from clarifying
instructions on a separate problem-solving task; less
impulsivity, both motorically and cognitively; more imita-
tive of an adult model. Some of the patterns of maternal
behaviors, especially those involving positive vs. negative
feedback and the use of questions rather than statements in
teaching, were related to successful cognitive performance
in the children on this battery of cognitive tests.

Although these two studies provide .support for the
hypothesis that maternal teaching style is related to cogni-
tive functioning in the child, a causal relation cannot
necessarily be inferred. The observed patterns of mother-
child interactions must, to some extent, represent mutual
adaptation. that has developed over the years of interaction.

Perhaps the most critical test for the relation
between mother-child interaction and resulting cognitive
development can be found in "intervention" studies, in which
attempts have been made to alter the child's development
by altering the mother's interactions with her child.
Positive results would provide some support for the
hypotheses that a causal relation exists between the two
variables. Striking demonstrations of change in children's
intellectual development as a result of home intervention
appear in two studies by Phvllis Levenstein (Levenstein &
Sunley, 1968; Levenstein, 1970). Her second study which

was an expansion of her first, included 54 children, 20 to
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43 months old. General and verbal IQ's of the three groups
of low-income preschoolers were compared before and after
exposure of the experimental group to seven months of
home sessions stimulating verbal interaction in mother-child
dyads. The carefully selected Verbal Interaction Stimulus
Materials (VISM) were the focus of eight kinds of verbal-
stimulation techniques by which the Toy Demonstrator (social
worker) modeled verbal interaction with the child:

l. Gave information (labels, form, color, size, etc.)

2. Described her own toy manipulation (building,
matching, etc.)

3. Elicited responses (questions, etc.)

4., Verbalized social interaction (invited, directed,
etc.)

5. Encouraged reflection (alternatives, consequences,
etc.)

6. Encouraged divergence (independence, curiosity,
etc.)

7. Engaged interest in books (fostering "representa-
tional competence" by eliciting verbalization
about illustrations, etc.)

8. Gave positive reinforcement (verbal support,
helping, etc.)

The experimental group had an average IQ gain of 17
points during the period, while the nonvisited group had
cnly a 2-point gain. This study nicely controlled for the
effect of visitor alone as well as for the Hawthorne
effect. While it may be concluded that the crucial ingre-
dient in the child's IQ gain was a change in the mother's
behavior toward the child, maternal behavior was not

actually measured either before or after the intervention.
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This leaves open to question whether the crucial factor was
the 30-minute weekly interaction with the Toy Demonstrator
and the VISM, or whether it was some change in the mother's

behavior toward the child both during and between visits.

Case Histories of Early Readers

Among the few studies having to do specifically with
home teaching of reading from which we can extract specific
behavioral techniques of parents, are case histories or
reports on individual early readers who came to the atten-
tion of psychologists or educators.

Lewis Terman (1918) reported on Martha, who at 24
months of age had a reading vocabulary of 200 words. She
was taught by her father, who was in every respect an
amateur as he had no background in either education or
psychology, and by his own statement had read no books on
the subject of early development or reading instruction.
This case was carefully studied and Martha's progress tested
by educators during her preschool period and afterwards--up
until the eighth grade. Her father kept records of his
techniques and under the sponsorship of Lewis M. Terman of
Stanford University, published a detailed case history of
his daughter's education. Terman followed Martha's academic
and medical history in grammar school and reported on her
later school adjustment and achievement in his Genetic
Studies of a Genius {(1947). According to Terman, Martha

was a superior reader with a consistent IQ of around 140

who appeared normal, medically and psychologically, and had
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made a successful adjustment to school or life. He reported
that apparently, at 1S months certain important concepts
developed, for Martha rather suddenly, in one month rapidly
mastered, first, all capital then the small letters. At
21 months and 10 days, with a reading vocabulary of 35 words,
she made some generalization to the effect "that these word
pictures represented thoughts" (Terman, 1918; p. 223). At
23 menths Martha "began to experience the mental pleasure
of reading," and had acquired a reading vocabulary of 150
words (p. 225). By 26.5 months, she had covered 4.5
primers, embracing a vocabulary of over 700 words. She
could read fluently and meaningfully, but her pronunciation
was less perfected.

Among the techniques reported by which she was
instructed were three important things: (1) large-lettered
words, (2) meaningfully associated with objects, (3)
repeated at frequent intervals. Martha's father first
taught her the capital letters. Otherwise, he followed a
sight-word method, employing play-oriented techniques and
fabricating simplified sentence charts.

Madame Cohan, a former primary-grade teacher, taught
Cindy, then 2%, to read forty of her "own words" printed in
manuscript on 4x6 inch cards (Cohan, 1961). Beginning with
words "baby" and "Cindy," Mrs. Cohan added two words per
day, until in a two-week period Cindy learned 29 words--
those which had considerable meaning to her and which were

related to her recent or continuous experiences. A few of
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the words were suggested by Cindy herself, and Mrs. Cohen
expressed doubt as to whether Cindy would have learned the
words as easily if they had been relatively remote from her
own experiences. It 1s interesting to note that Cindy's
interest in reading waned after a while. The learning
activity was mostly confined to working with word cards.

It appears Mrs. Cohan's primary concern was to investigate
the learning capacity of a 2%-year-old in a subject area--
reading--in which children Cindy's age are not often
instructed. No tests or follow-up data were offered.
Stderberg (1971) conducted an intensive investigation
on one child, a girl aged 2 years and 4 months, in which he
taught her Swedish using the Doman (1965) method.
Soderberg postulated that a child can learn to read at the
same age and in the same way that he learns to speak; he
attempted to f£ind out how this learning is accomplished,
particularly how the code is acquired. The Doman method
was used because it presents written material to a child
with a minimum of instruction and through the medium of the
spoken language. It made possible observations about how
a child discovers the correspondences between letters and
sounds, how he succeeds in interrelating the graphematic
and the phonematic systems--in "breaking the code"--which
is the necessary prerequisite if he is to attain full
reading ability. Also, this method is ideally for children

2 years old; i.e. they are then exactly in the middle of
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the period when, according to Lenneberg, the onset of speech
should take place.

Techniques used were the presentation (showing and
telling) of word cards denoting things and actions (nouns
and verbs, initially) familiar to the child; later, the
presentation of word cards derived from books (the com-~
plexity of the books was based on the complexity of the
child's spoken language); the presentation of these books
for the child to read and keep on her own bookshelf.

After five months of reading the cards and books
presented to her, this child began making spontaneous
efforts to read new cards by herself. Whereas initially she
was presented with one new card per day, during this active
period of spontaneous resading, her capacity for learning new
words greatly increased to about five new words a day and
later to ten. The "breaking of the code" was accomplished
within one year and two months, with the- time devoted to
reading every day varying between 5 and 30 minutes. She
could at this time read almost any new word presented to her
on a card (words were from books corresponding to her mental
capacity) . So&derberg concluded that through analyses of,
and comparisons between, these acquired words the child
gradually succeeded in breaking them up into smaller units--
first morphemes, later also graphemes--until she finally
arrived at a full knowledge of the graphophonematic
correspondences between the written language she was study-

ing and its spoken counterpart. This knowledge enabled her
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to "transform" any message in the written language she was
learning to the corresponding spoken message.

In an extensive monograph by Fowler (1962b), he
reported on a nine months' exploratory effort to teach his
2-year-old daughter, Velia, to read, experimenting with a
combination of methods in a trial-by-error but carefully
regulated approach. Stimulation averaged 30 minutes daily
and was freely immersed in dramatic play and family
routines. The use of whole, sight-word, memorization
approach predominated from beginning to end. Single word-
unit flash cards of varying types, sizes and styles were
used. In addition to words, phrase and sentence units of
lengths up to four words were presented in a similar
fashion, nearly throughout the training, but less frequently
and in fewer numbers. Criteria for the selection of
vocabulary were varied and included structural simplicity,
phonic factors, word meaning, interest to Velia and usage
frequency in the language, but choice often. represented a
compromise among several factors.

Measurements were obtained in a pretesting and post-
testing series and through daily observations and analyses
of Velia's progress in reading along various dimensions
which were recorded in a daily log. There was also a brief
follow-up report made on her progress over the subsequent 2%
yvears. The results of various tests of reading achievement
and related dimensions showed that Velia had acquired an

extensive repertoire of meaningful and out-of-context
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recognition vocabulary, entailing very fine discriminations
and a functional use of phonics. She had also learned to
read meaningfully a few two-, three- and four-word sentences
in isolated form and in preprimer contexts. Her fluency
and autonomy in reading texts remained in doubt.

While no single method used in training produced out-
standing results compared to any other, a number of
techniques appeared to be more efficient than others. Among
those producing more favorable results were isolated flash
card stimulus units as contrasted with picture-association
techniques at all levels of complexity and regardless of
other factors; play=-activity and indirect techniques (such
as locating a word in a group) as contrasted with neutral
and direct, "testing" types of demands to perform; “casual,"
easy, spontaneous and uncritical attitudes in the instructor
as contrasted with rigid, serious attitudes built on tension
or anxiety for the subject to succeed. The evidence was
unclear with respect to the relative effectiveness of
phonic techniques compared with whole word learning or of
contruction techniques against analytical technigues. All
four appeared to be of aid in mastering the various dimen-
sions of the reading process.

It is important to note that in psychological and
intellectual functioning at the time the experiment began,
Velia was found to be highly and broadly developed
intellectually. The Stanford-Binet and the Full Range

Picture Vocabulary Test both yielded scores of over 170.
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Other tests and observations found that she generally
offered promise of some success in learning to read,
including having mastered most of the letters of the
alphabet (capital and small). In other ways she had a
broad range of interests and skills and was normally
developed, emotionally integrated, and socially adjusted
except for some problems of over-seriousness and lack of
assertiveness in relation to peers.

Jane Torrey (1973) reported a well-documented account of
an early reader who seemed to have learned to read from
the writing in his environment-~television, library books,
and can labels, principally, according to his family.
John, a 5-year-old middle child in a. black family of five,
son of a trucker and hospital maid, lived in subsidized
housing in a crowded southern city. His mother reported
that he had not begun talking especially early, but that he
had been able to read almost from the time he could talk.
The- only plausible earthly source of instruction she was
able to mention was television commercials. He had known
all the commercials by heart and recited them as they
appeared on the screen. Torrey's own check on television
showed that an average of about 40 words per hour are
simultaneously shown and pronounced. On children's programs
a higher proportion of those words are labels on cans and
boxes. John's grandmother reported that her earliest
evidence of his reading knowledge came when he read labels

of cans in the kitchen. It seems possible, according to
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Torrey, that from commercials a child could get a start on
a basic vocabulary and make a. few inferences about phonics,
extend his reading knowledge through phonics, use the
redundancy of language in simple books, ask occasional
questions and be corrected by an adult. It seems altogether
possible that John could have directed his own learning,
with help from television, his sister's library books, and
perhaps occasional indirect help from adults and older
children in answer to his question.

Torrey suggests that reading for John seems to have
been learned but not to have been taught by anyone who was
consciocusly aware of teaching him. He appears to have asked
just the right questions in his own mind about the relation
between language and print and thus to have been able to
bridge the gap between his own language and the printed
form. Among Torrey's conclusions was the suggestion that
reading is learned, not taught. The key for learning to
read may be the child's asking the right guestions of his
environment, and the key question is, "How does something I
can say look in print?" or, vice versa, "What does that
print say?" Effective reading ultimately requires that
these questions refer to whole utterances, not to phonemes
and graphemes or even words. John's phonic knowledge and
his word attack skills were strictly subordinate to the task
of reading what is said. His errors suggested that he
expected to find in print the thing he would normally say,

that is, that writing to him was firmly understood as a
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natural alternate form of language. It was as though he
read, not the words, but the meanings, and then expressed
the same meaning his own way.

John had no more than average tested verbal ability
and perhaps even less than average cultural stimulation in
the direction of reading. The key factor in reading
therefore must be something else. Large vocabulary,
sophisticated thinking, accurate articulation of standard
English, active encouragement and instruction .in reading
skills, may very well help a child learn to read. However,
even a single case like John's shows that they are hot
indispensable; that is, neither success or failure in
reading can be predicted in individual cases from these

factors alone (Torrey, 1973).

Parental Interview Data

Parental interview data collected as part of more
extensive research designs often reveal some important
characteristics of parents and their early reading children.
While most of these studies report gross aspects of the home
environment (see Section I.A.), careful scrutinization of
the findings of two studies offers some parent-child
characteristics relevant to this paper.

Durkin (1966) published a monograph on children who
read early. The monograph is a detailed account of two

longitudinal studies of early readers in Oakland,

California, and New York City. The studies span six years,
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from 1958 to 1964. The type of parents that emerged from
these studies were those who spent time with their children
by reading to them, answered their questions and regquests
for help and who demonstrated that in their own lives that
reading was a rich source of relaxation, information and
contentment. The children were described as "pencil-and-
paper kids" who spent much time scribbling and drawing
and copying objects and letters of the alphabet.' They asked
questions about the spelling of particular words (the
initial request usually was "show me my name"). They had
a persistent interest in writing and spelling and sometimes
encouraged their parents or sibling to talk about sounds of
letters. The help given them was directed toward indepen-
dence in spelling rather than reading. These children had
"interest binges" where their interests were indulged in for
long periods of time, then suddenly discarded. Their
projects were usually sustained projects such as copying
names and addresses, making and remaking calendars, etc. A
common question they asked was, "what does that word say?"
Sources of interest in whole words were stories that were
read and reread to them by their parents or siblings, tele-
vision programs (commercials, quiz programs, weather
reports), and words in their environment (signs, food
packages, menus, records, cars, trucks).

As an extension of an earlier investigation, Briggs &
Elkind (1977) attempted to get a more detailed picture of

early readers and their families. Thirty-three early
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(before kindergarten) reading children and 33 matched
control children were given a battery of tests and their
parents were interviewed about 47 items dealing with demog-
raphy, parenting practices and child characteristics.
Factor analysis of the 47 scorable interview items yielded
5 factors that accounted for 38.5% of the variance.
Analysis of variance on the factor scores assigned to the
children suggested that parents' achievement orientation and
the environment of the home were more important than the
child's interest as motivation for early reading. Items
loading on the factor, Parent Achievement Orientation,
tapped parental initiative in providing reading and writing
materials as well as instructions in their use. On Family
Interest in Language (other significant main effect), the
items loading on this factor dealt with the child's interest
in words, parental help with writing, spelling and word

meaning, frequency of siblings reading to child and so on.

Reading Episodes Between Parent and Child

There is an extensive body of normative literature
suggesting that reading to young children enhances language
development (Bullock, 1975; Durkin, 1974; MacKinnon, 18959;
Templin, 1557) and is related to reading success (Almy,
1949; Brzienski & Hayman, 1962; Durkin, 1974). However,
there has been limited empirical research on the effects of
style of reading to young ' children and cognitive growth or

reading readiness. Reading episodes provide parents with



60
unique opportunities for verbal interaction with young
children. The data from the few studies available may offer
information on specific behavioral techniques of parents
that may be related to later reading success.

A successful parent training program reported by Swift
(1970) called "Get Set" took place in Philadelphia,
Pennsylvania. Seven mothers of children enrolled in a
preschool program for 3- to 5~-year-old children took part in
the first ten-week phase of an ongoing program. The average
educational level of the mothers was eighth grade, and five
of the seven were receiving welfare assistance. They had an
average of four children each, and only one was currently
married. The major aim of this pilot project was to assess
the efficacy of a special training program designed to
enhance the storytelling and communication skills of
poverty motﬁers with limited education. The method was to
focus upon aspects of maternal language and communication
which have been shown to be related to a child's success or
failure in school, as well as to deficits in cognition,
impulse control and thinking style.

Using preschool level books, an attempt was made to
develop techniques to aid in increasing the mothers'
verbalizations and to help the mothers to encourage their
children to do as well. The focus of training for all
mothers was upon lengthening and completing thoughts,
elaborating upon thoughts and ideas, and improving observa-

tional skills. Among the techniques taught to mothers were:
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describing the content of a book and a personal reason for
selecting it; discussing certain aspects of each book
following a reading; presenting simplified concepts that
were contained in the books; discussing what children like
and what a mother can do to help her child to like books;
following a reading, discussing whether or not a book was
liked and why. Mothers were also introduced to techniques
for observing their child's reactions (e.g. how they knew
whether or not their child "liked" a book). To aid their
observations and interactions with their children, specific
clues were presented both by the leader and the group
members: did the child name objects; did he want you to
read the story again; did he remember the story once it was
read; did he recognize the story when he saw it on televi-
sion, etc. An effort was also made to orient the mothers
toward verbal interaction behavior with their children.
Emphasis was given to understanding the indications of
specific aspects of child language behavior and how mothers
could respond. As the interest and involvement of the
mothers was gained, some stories were introduced speifically
with a question concerning lifelike situations involving
their children. The attempt was to use this method to help
the mothers to see some stories as having a relationship to
real life, and to use this realization as the impetus for
increasing meaningful discussion.

Although no attempt was made to relate the effects of

the mothers' training to cognitive or reading ability of
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their children, the results reported offer some important
implications for the type of specific parental behavioral
techniques of interest to this paper. 1In addition to the
development of the ability to tell stories, another signifi-
cant change reported by the mothers was an increased
perception of their role in the life, education and training
of their children, as well as of the children's dependence
upon them for help in coping with situations they encounter.
There was the development of an alertness to the behavior
of the children dramatized by comments concerning their
shift in perception of the meaning of that behavior. For
example, early in the program the constant questions of
their preschoolers were frequently dealt with as annoyances.
Later, one mother stated, "I think if you can suppress a
child's curiosity now at the age of three or four, they
won't have any later on..." (Swift, 1970, p. 366). The
change in perception of their ability to affect the lives
of their children appeared to coincide with changes in
feelings about themselves and about what was happening in
their own lives. The commented on their feelings of being
useful and needed. This study, which focused on the
"creation" of techniques is being followed by a more con-
trolled study of the impact of a training program for the
mothers upon the thinking and learning of their children.

Guinagh & Jester (1972) in conjunction with an

evaluation they conducted of two Parent Child Centers (PCC),
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developed an instrument to assess the quality of the mother-
child interaction. Data were obtained from two centers in
which participating families are classified as poverty
(under Office of Economic Opportunity Guidelines). The
final sample comprising both centers was made up of 33
black parent-child dyads and 17 white parent-child dyads.
Half the children were female and half were male. All of
the adults working with the children. were female. The
average age of the children in the analysis was 2 years and
11 months.

The instrument developed rated the parent-child inter-
action as the parent showed the child a story book (What Do
I Hear? published by the Whitman Publishing Company, Inc.;
Racine, Wisconsin). Items on this Parent as Reader Scale
(PARS) were selected to reflect dimensions of the mother-
child interaction assumed to be related to positive growth
in children. These items were sometimes based on research
data (Hess, Shipman, Brophy & Bear, 1968) and sometimes on
an intuitive hunch that they ought to be related to the
child's behavior. The Bayley Scales of Infant Development
or the Peabody Picture Vocabulary Test (PPVT) test was
administered to each child, depending on their age.

Directly following the administration of the intelligence
test, the tester handed the mother a book and asked her to
"Please show the book to your child." The PARS ratings
were made while the mother was following these instructions.

Following the PARS, the mother was interviewed concerning
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her attitude toward the PCC. After the session was con-
cluded the tester completed a rating scale regarding degree
of trust in the testing session exhibited by the youngster
(Trust Scale from BSID).

Results indicated a great deal of variability in the
way parents showed the book to their children, ranging from
very complete and thorough descriptions of the actions and
noises to be found in each photograph with an animated
reading of the words, to a rather perfunctory series of
questions or comments. The correlation coefficients
reported for the PARS with IQ was .30, and the PARS with the
measure of trust in the testing situation was .29, both
significant at the .05 level. It was noted that the quality
of the interaction measured by the PARS indicated that many
of the mothers had little experience reading to their
children and did not know how to use the book to maximize
their children's learning and enjoyment. The average
score obtained on the PARS was 28.7 (range 10 to 50) with a
standard deviation of 8.0. There is the possibility, how-
ever, that the mothers were under pressure to perform for
the testers.

An examination of the items in the PARS reveals a
number of parental behaviors that are relevant to the cog-
nitive framework set forth in this paper. There are ten
different rating scales with each scale having a possible
score of from 1 to 5, resulting in a possib’e range of

scores for the complete instrument of from 10 to 50:



65
l. How the book is introduced to the child

2. Language specificity of parent when talking
to the child

3. Type of verbal response the parent tried to
get from the child

4. Whether the parent read the book to the
child

5. How much the parents elaborated on the
pictures in the book (includes relating them
to the child's personal life experiences)

6. How much the parent elaborated on the sound
theme in the book

7. How much and what kind of feedback does the
parent give the child

8. How much pointing was used by the parents
when they showed their children the book

9. What is the emotional climate between parent
and child.

10. Does the parent seem to have a sense of humor
while reading to the child

The investigators stressed the simplicity of the
instrument making it possible to use not just to assess
mother and child dyads, but also as a springboard for
training parents how to read to their children with more
skill.

A study designed specifically to investigate the
relationship between parental style of reading to young
children and the child's performance on selected prereading
related tasks was reported by Flood (1977). Thirty-six,
3%~ to 4%-year-~old children attending seven different
preschools and representing four ethnic groups and three

socioceconomic levels were selected for this study. Parents



66
were visited in their homes and asked to read the children’'s

book Ask Mr. Bear by Marjorie Flack (1932) to their child.

The experimenters informed the parents that they were being
tape~-recorded and absented themselves during the reading
episode. The instructions were free form--parents were
simply asked to read to their children as they usually do.
Children were asked to participate in several prereading
tasks, representing five skill areas which researchers
believe are related to later reading success: alphabet
recognition, whole word recognition, vocabulary, visual
discrimination and recognition and reproduction of geometric
shapes. A single factor was generated from performance on
ten separate tasks. Score coefficients were computed and
each subject received a single prereading score. Fourteen
separate components of the parent-child reading episode were
selected for analysis. Correlational and stepwise regres-
sion analyses revealed the importance of six components of
the parent-child reading episode.

1. Total number of words spoken by the child

2. Number of guestions answered by the child

3. Number of questions asked by the child

4. Warm~-up preparatory questions asked by the
parents

5. Post-story evaluative questions asked by
the parents

6. Positive reinforcement by the parents
Flood suggested that the reading episode between parent and

child or teacher and child can be viewed as a cyclic
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entity, a model involving four steps which produces

effective results:

Step 1.

Step 2.

Step 3.

Step 4.

Children profit from preparation for
reading--warm-up questions.

Children need to be part of the process;
they need to speak, to ask and answer
questions, to relate the content of the
present story to past experiences. It is
possible that children may benefit from
probing, appropriately challenging guestions
during the. course of the story. (Flood
emphasized that this step is probably the
crux of the episode because it is through
interaction that children become stimulated
and involved. A brief pause for question-
ing or discussing or narrating enables
children to integrate the information which
has been read to them and, thereby, prepares
them  for the remainder of the story.

Caution was advised for parents to take
their cue from their children and avoid
overguestioning or overworking some stories.

The data suggest that positive reinforcement
during the episode is an effective component
in this process.

Post-story evaluative guestioning by parents
is beneficial for the child because it com-
pletes the cycle of the episode and helps
the child learn to assess, evaluate and
integrate.

In the interpretation of his data, Flood cautioned

that high performance on the prereading measure by children

with high verbal ability may indicate the function of

sources other than the reading episode. Also, he dis-

couraged parents from looking and hoping for extensive

verbal output from their child during the episode and from

believing that verbal interaction during the reading

episode will automatically produce successful readers.
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Summary and Implications From Review of Literature on
Early Parental Influences on Beginning Reading

Studies were reviewed to seek parental behaviors that
met the criteria of the cognitive framework of reading
acquisition. The studies reviewed fell into four cate-
gories: (1) maternal teaching style related to child's
cognitive development, (2) case histories‘of early readers,
(3) parental interview data, (4) reading episodes between
parent and child. Eliminating any overlap and extracting
only behavioral techniques used by parents in interaction
with their children (whatever the nature of the interaction
session), 11 parental behaviors emerged which conformed to
the evaluative framework. These behaviors were categorized
under the three elements comprising the cognitive framework:

A. Begins at the child's developmental level

1l. use of play-activity and indirect techniques as
contrasted with neutral and direct "testing"
types of demands to perform.

2. expression of casual, easy, spontaneous and
uncritical attitudes as contrasted with rigid,
serious attitude built on tension or anxiety
for child to succeed.

3. extent to which parent varies initial strategy
in response to child's behavior; observant of
child's reactions; taking cues from child in
order to respond with appropriately challenging
questions.

4. use of repetition.
B. Emphasizes reading material that is associated with

known and comprehensible language of the child and
that is concrete and experience-based

5. use of words and/or written material (often
suggested by child) which have considerable
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meaning to the child and which are related to
recent or continuous experiences.

6. provision of rationale and information to
child about the meaning of written material.

C. Involves child in the process of deriving the con-
tent of the material through verbal expression and
writing, if possible; the child therefcre perceives
the relevance and purpose of the reading task

7. use of guestions about the content of written
material in order to elicit verbalization from
child.

8. suggestion of different ideas in order to
encourage thinking.

9. allowance for independence and opportunity to
ask questions.

10. use of positive feedback and answers to child's
questions.

11. provision of reading and writing materials and
instructions in their use.

There appears to be a home environment conducive to
early reading, and a crucial part of that environment may be
{({but is not limited to) the 11 parental behaviors listed
above. Simply waiting for a child to mature or providing a
rich environment is not adequate. These studies suggest
that the gquality of the help the child receives from parents
makes a difference, and whether intentionally or intui-
tively, parents who practice these specific techniques may
be fostering related child behaviors that are believed to be
predictive of later reading achievement.

It is recommended that the delineation of these
specific parental technigques be followed by controlled

studies in an attempt to offer support and evidence for a
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link between these parental influences and child behaviors
conducive to successful beginning reading. These studies
could take various forms, ranging from intervention studies
(using the 11 techniques to devise a parent training program
using storytelling or interacting in various preschool
activities with their children, etc.) to observational
studies conducted in the home or lab using a behavioral code
to measure the parental techniques used during a variety of
parent-child interaction situations. Better assessment
instruments are needed for determining a preschool child's
readiness for reading. However, the use of the predictors
of reading achievement discussed offers a reasonable alter-
native. In longitudinal studies, standardized reading
achievement tests would be appropriate as the dependent
variable.

In view of the importance of reading and the merits of
beginning early, it appears that parents need help in
identifying specific practices (which some parents are
already intuitively using) that foster reading readiness.

It is believed that in the early years before formal
schooling, the child is in his most sensitive  period of
educational development. By exposing the young child to
reading, parents may accelerate his language development,
reduce the likelihood of his becoming a reading problem,
raise to some extent his performance level on intelligence
tests and perhaps even help in the creation of a superior

intellect of the highest order (Stevens & Orem, 1968).
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There is an additional consideration regarding the
importance of every parent giving serious consideration to
the merits of teaching his own child the fundamentals of
reading. The preschool period is the naturally absorptive
period when the child will learn easily and efficiently.
Later, the child may be faced with the typical public school
classroom where there are many secondary factors which may
actually retard reading development: problems of class
size, heterogeneity within the classroom, uncertified
teachers, teacher turnover, teacher training. Other prob-
lems include the neglect of special reading needs of certain
students, unjustified interruptions during reading sessions,
teachers' clerical duties, teachers' lack of understanding
of research findings (Stevens & Orem, 1968).

Furthermore, the increased self-esteem and perception
of the parents' ability to affect the lives of their
children that would occur as a secondary benefit, would
surely add to the quality of the parent-child relationship

in general.



CHAPTER IV. RESEARCH PLAN

General Description of Design

This study focused on the interaction of parents with
their preschool-aged children (3% to 4% years old). It
attempted to identify specific, observable parental behav-
iors that are related to.observable child behaviors which
have been found to be good predictors of later reading
achievement. It was only inferred that, theoretically,
there exist between these observable behaviors cognitive
changes that are a direct result of the parental behaviors
and which in turn directly affect the resulting child
behaviors; This study attempted to seek evidence and
support for only those observable parental behaviors which
met the criteria of the cognitive framework derived from the
review of literature on parental influences of early
beginning reading. This limitation does not exclude the
importance or necessity of other parental behaviors such as

attentional, motivational or social.

Guidelines and Framework

A theoretically based cognitive framework of reading
acquisition was derived from Piaget- and Vygotsy-inspired

research and a review of literature of early parental
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influences on beginning reading. This cognitive framework
consists of the three major categories under which 11
parental behaviors are listed (Chapter III.). These 11
observable parental behaviors comprise those proposed to be
related to observable child behaviors that have- been found
to be predictors of later reading achievement. These child
behaviors, based on the literature, tend to be good early
predictors of reading achievement, but it cannot be inferred

that they are reading readiness skills.

Empirical Perspective

The complex process of reading includes many types of
skills and abilities, from the making of simple associations
to the complex analyses involved in critical thinking and
problem solving. Research yields few, if any, conclusive
answers. It was not the intention of this study to deter-
mine what specific cognitive skills are prerequisite to
successful beginning reading nor to determine what reading
readiness is. Rather, the intention was to help reveal
what some important observable parental behaviors are that
relate to observable child behaviors believed to be

predictive of later reading achievement.

Predicted Outcome

Because of the paucity of research on parental
behaviors related to early beginning reading and the lack

of any theory which connects these behaviors to later
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successful reading, there were at least two possible out-
comes: (1) there will be no differences observed, roughly
analogous to a null hypothesis in a strictly experimental
setting; (2) there will be differences, and a prediction was
made based on the review of literature and theoretical
orientation of this study that the following would emerge as
the major parental behaviors of importance:

1. use of words and/or written material (often
suggested by child) which have considerable
meaning to the child and which are related to
recent or continuous experiences (Behavior
No. 5).

2. provision of rationale and information to
child about the meaning of written material
(Behavior No. 6).

3. use of questions. about the content of written
material in order to elicit verbalization from
child (Behavior No. 7).

These predictions were based on support from the following
studies reviewed: Bell et al. (1968, 1969); Briggs &
Elkind (1977); Cohan (1961); Flood (1977); Fowler (1962b);
Guinagh & Jester (1972); Hess & Shipman (1965, 1967, 1968);
Hess et al. (1968, 1969); Levenstein (1970); S&derberg

(1971); swift (1970); Terman (1918, 1947).



ITI. METHOD

CHAPTER V. GENERAL DESIGN

A description of the general design of the study
follows. A pilot study was conducted using this design but
with a small sample of seven mother/child dyads. Children
represented both sexes and were approximately 3% to 4% years
old. The main purpose of this study was to determine the
feasibility of various aspects of the experimental design.
Because of the small sample size, statistical analyses of

the data did not seem warranted.

Design of Main Study

The independent variables are the 11 parental behaviors
of the cognitive framework. The dependent variables con-
sisted of three predictors of reading achievement--alphabet
recognition, vocabulary, whole word recognition. These
data were examined using a regression approach. Subjects
consisted of 60 mother/child dyads. Children represented
both sexes and were approximately 3% to 4% years old. A
stepwise regression analysis was used for each of the
predictors (Kerlinger & Pedhazur, 1973).

In addition to looking at the basic predictions, there

were other sources of information available to help explain
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the data. Insofar as this study is exploratory in nature,
additional analyses of the data as they related to these
other factors seemed warranted: (1) nursery school
attended, (2) items on the parent interview schedule, (3)
analysis of separate parental behaviors that were combined
into their respective clusters.

To estimate reliability of measurement of coders and
testers, Winer's (1962) method of ANOVA was used. The sums
of squares were computed for between and within subjects,
between judges, residual and total. Mean squares were then
used in a formula derived from the correlation coefficient
to obtain an estimate of reliability of the mean of the

various judges.



CHAPTER VI. SUBJECTS

Pilot Study

Sampling Procedure

Names of all children between the ages of 3% to 4% were
obtained (request to school director) from the enrollment
records of one privately-owned, state-licensed nursery
school located in a northern, suburban area of Fresno,
California. It was decided to draw from just one school for
the pilot study in order to avoid depletion of the subject
pool from three other nursery schools (located in the same
general area) to be used for the main study. With the
approval of the school director, initial personal contact
was made with most of the parents when they brought their
children to school. A short, verbal introduction and
explanation was given about the study. A letter was
presented to each of the parents explaining certain details
of the study and requesting their participation and per-
mission to test their children (see Appendix A for letter).
The remaining letters were given to parents by school
personnel.

After one week, telephone inquiries were made by the
investigator to those parents who had not replied. From the

initial pool of 12 parents, 7 agreed to participate.
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Reasons given for nonparticipation were moving, babysitting
problems and a hectic schedule. Participants were all
cooperative, expressed interest in the study and said they
were glad to be included. Some expressed initial apprehen-
sion or slight nervousness but were quickly placed at ease
by the investigator. An informational meeting with
participants was promised at the conclusion of the main
study.

Mothers were contacted by telephone to arrange the 1-
to lk-hour home visit with the investigator. They were
requested to select a time of day when their child was
relaxed and free from distractions (presence of other
children, high interest activities, etc.).

Arrangements were made with the nursery school director
and teachers for the investigator to test the children
during school hours. Those children who were not currently
enrolled were tested by the investigator at home. A paper-
back storybock was presented to each child at the completion
of each testing session. If the testing was done in the
nursery school, the storybook was labeled with the child's
name and given to the teacher with assurance to the child
that he would receive it when school was over. This prc-
cedure was instituted to avoid conflicts with other

children who were not included in the study.

Characteristics of Pilot Sample

As shown in Table 1 the sample consisted of approxi-

mately equal distribution of children in terms of sex, age
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and the social classes represented. Social class was
measured by Hollingshead's Two Factor Index of Social
Position (see Appendix B for detailed description) and was
represented in this sample by only the top three of five

possible classes.

Table 1

Pilot Sample Categorized by Sex, Age, Social Class

Subject Sex Aged Social Class
1 M 3.10 IT
2 M 4.00 I
3 M 4.02 III
4 F 4.01 TIT
5 F 3.11 I
6 M 3.09 I
7 F 4,00 IT

Apge is given in years and months.

Mean age was 3.115; mean social class was 1.62 with a

standard deviation of .99.

Main Study

Sampling Procedures

Names of all children between the ages of 3% to 4%
years old were obtained (request to school director) from
the enrollment records of three privately-owned, state-
licensed nursery school/day care centers in a northern,
suburban area of Fresno, California. These nursery schools

were selected in order to get as representative a sample as
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possible of an area with a fairly homogeneous socioeconomic
class. In order to provide the investigator with an ade-
quate pool of subjects for random selection, the director of
the schools included children who were three to four months
under and over the requested age range. With the approval
of the director of each school, the investigator contacted
families--initially by letter (given to parents at the
school by either the investigator or school personnel or
mailed)--to explain the reason for the study, to get their
consent to participate and to obtain permission to have
their children tested (see Appendix A for letter). The
explanation given for the study was the investigator's
interest in improving the early years of schooling--improve-—
ment which depended upon increased knowledge about the
preschool and home experiences of their children.

After two weeks, telephone inquiries were made to those
parents who had not responded. Most consented to partici-
pate at that time. From the initial pool of approximately
100, 60 were to be randomly selected, an equal number of
children from each school and representing each sex. Random
selection was not possible since consenting parents from
each school depleted the subject pool. It was also neces-
sary to include children who were slightly outside the
range of 3% to 4% years old and who had dropped out from
summer enrollment. Various reasons were given by parents
for nonparticipation, including disinterest, babysitting

problems, lack of energy after work, busy schedule. The
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majority of telephone inquiries resulted in parental consent
and interest. Many stated they had simply forgotten to
return the permission form. Some had to be reassured that
the activities would be nonthreatening and would not involve
a great deal of their time. Confidentiality was stressed.
An informational meeting was promised at the conclusion of
the study. All parents indicated interest in attending this
meeting.

Mothers were contacted by telephone to arrange the 1-
to lk-hour hbme visit with the investigator. They were
requested to select a time of day when their child was
relaxed and free from distractions (presence of other
children, high interest activities, etc). Because many
mothers worked full time, a number of home visits were
conducted during evenings and on weekends. All mothers had
made arrangements to provide a room in the home that was
private and free from distractions. All mothers set aside
a sufficient amount of time for the home visit to allow
for an unhurried and relaxed atmosphere.

Two testers contacted the nursery schools to make
arrangements for a testing room and time to test the
children individually during school hours. Parents of
children who were not currently enrolled were contacted
and arrangements were made for either school or home
appointments. A paperback storybook was presented to each
child at the completion of each testing session. The tester

explained to the child that the book would be labeled with
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the child's name and left with his teacher for distribution
at the end of the school day. This procedure was instituted
in order to avoid conflicts with children who were not

included in the study.

Characteristics of Sample

Table 2 shows that the distribution of subjects was
equal in terms of school attended, and approximately equal
in terms of age and sex represented. Most subjects repre-

sented the upper half of Hollingshead's social classes.

Table 2

Frequency Distribution of Subjects? by
Age, Sex, Social Class

School Age Range@ Sex Social Class

1 2 3 3.4-3.11 4.0-4.8 F M I II III II V
20 20 20 31 29 35 25 5 16 31 8 0
aN = 60

bAge ranges represented in the study.

The mean age and mean social class were 4.01 and 2.7 with a
standard deviation of .8l, respectively. (See Appendix C
for complete characterization of individual subjects.)

Two subjects were eliminated and replaced in the study
when they were found to be untestable--one because of
inability to focus attention and remain with the task, and
the other because of withdrawal and noncommunication. during

the task. These subjects were thanked by the tester for
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"trying to play the game" and were given the reinforcement

for the task (paperback storybook).



CHAPTER VII. INSTRUMENTS

The instruments used were similar for both the pilot
and main studies. They will be described in detail as they
were used in the pilot study. Any modifications made to
them as a result of the pilot study will be subsequently

described.

Assessment of Independent Variable

1. Behavioral Code for Use With Reading Episode

(BCRE) ; Kunimitsu, V., 1979. The Parent as Reader Scale
(PARS) developed by Guinagh & Jester (1972) was used as the
basis for development of the investigator's own behavioral
code. The resultant instrument rates the occurrence of the
11 parental behaviors of the cognitive framework during a
reading episode between parent and child. Four of the 11
parental behaviors incorporated in the instrument were
components in Flood's (1977) study of parent-child reading
episodes. These four correlated significantly with the
children's prereading score (p<.05). The children’s book

selected was Ask Mr. Bear (1932) used by Flood (1977).

(See Appendix D for a sample of BCRE.)
Event sampling is used in the instrument, whereby the

story events are divided into 17 naturally occurring units.
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The occurrence of each of the 11 parental behaviors is rated
during each of these events. Event sampling allows for the
stream of behavior to be structured into natural units and
capitalizes on the temporal dependencies of specific mole-
cular units. Events may also have considerable generality
across settings, given that the subjects' behavior at a
particular time depends more directly on the event than the
setting (Campbell & Stanley, 1963; Johnson & Bostard, 1973;
Jones, 1973; Wiggins, 1973).

The occurrence of 11 parental behaviors are recorded
during each of 17 events sampled. These 11 behaviors are
combined into 3 clusters, depending upon the categories to
which the behaviors belong. For Cluster I (Developmental
Level) , the range of possible scores is 0-68; for Cluster II
(Concrete, Experience-Based, Known, Comprehensible), the
range is 0-34; for Cluster III (Child Involvement), the
range is 0-85. Cluster scores were used since they offer
greater reliability because they are based on several
scores.

Reading episodes provide parents with unique oppor-
tunities for verbal interaction with their children. They
provide the researcher with a relatively informal,
unstructured setting in which to observe and collect data
which may be representative of the guality of parental
"teaching style."

2. Parent Interview Schedule, Durkin (1966). This

was modified to limit information to the preschool-aged
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child. The interview provides family background information
on the gross aspects of home antecedents of early readers
that are believed to be important as evidenced by earlier
studies. It provides supplemental information and permits
a more comprehensive analysis of all the data obtained in

this study. (See Appendix for sample of interview.)

Assessment of Dependent Variable

1. Alphabet Name Inventory/Printed Upper Case and

Lower Case (ANI/PUC and ANI/PLC); Coller, A. & Victor, J.:

Early Childhood Inventories Project, Institute for Develop-
mental Studies, School of Education, New York University.
Individually administered inventories designed to evaluate
the child's ability to identify the 26 upper- and lower-
case letters of the alphabet. Each inventory consists of
two separate tasks--a nonverbal receptive and a verbal
expressive task. Number of correct responses are recorded
for both the verbal and nonverbal forms of the upper- and
lower-case inventories. Possible range of scores is 0-26
for each form of each inventory, with a total possible range
of 0-52 for each inventory. (See Appendix D for description
of instrument and sample of scoring sheet.)

2. Peabody Picture Vocabulary Test (PPVT); American

Guidance Service, Inc.; Circle Pines, Minnesota; 1965.
Designed to provide an estimate of a subject's verbal
intelligence through measuring his hearing vocabulary. The

scale may be given to any English speaking resident of the
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U.S. between 2 years 6 months and 18 years who is able to
hear words, see the drawings and has facility to indicate
"yves" and "no" in a manner which communicates. Information
on test standardization, reliability and validity are avail-
able in the 1965 expanded manual. Raw scores are recorded
and may be converted to intelligence. quotients using
standard score norms presented in. an accompanying table.
Standard scores have the advantage of enabling the examiner
to compare a subject's test score with scores made by other
individuals in his age group.

3. Whole Word Recognition Test (WWRT); Kunimitsu, V.,

1979. A test measuring the child's ability to recognize

three words (child's name and two words suggested by child)
after a one-hour interval between presentation and testing.
The possible range of scores is 0-6, using three words and

two orders of presentation. (See Appendix D for sample.)

Pilot Study Modifications

As a result of the pilot study, the following modifica-

tions were made to certain aspects of each instrument.

Behavioral Code for Use With Reading Episode (BCRE)

One more event was added to allow for post-story
comments, which changed the total number of events from 17
to 18. Behavior No. 4 (use of repetition) was limited to a
one-time coding to be done at the end of the entire reading
episode. This behavior was found to be difficult to code

for each event. Parents either took advantage of the



88
repetition built into the story by reading these sentences
with emphasis or they did not. This behavior did not seem
appropriate to sample during each event. The range of
possible scores were changed to 0-55 for Cluster I, 0-36 for

Cluster II and 0-90 for Cluster III.

Parent Interview Schedule

Questions about grandparents' occupation and birthplace
were eliminated because they seemed irrelevant. Several
questions on "Parental Attitudes" and "Preschool Teaching
and Learning" were revised because they needed to be more
open ended or required clarification in wording. Questions
regarding parent and child reactions to the reading episode
(whether the reactions were typical or unnatural) were added

to the end of the interview.

Alphabet Name Inventories (ANI/PUC and ANI/PLC)

The group scoring sheet accompanying the instrument was
discarded and individual scoring sheets were devised. A
"comments" section was added to the scoring sheet for
indicating the child's test behavior. Instruction was also
given to terminate testing after five consecutive errors.
The lower-case inventory was eliminated for the main study
because the test had to be terminated for the first four
subjects. These subjects also became restless and either
reluctant or careless in their guessing when they were
unable to identify the lowercase letters. It was decided

that the test was anxiety-provoking, and there appeared to
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be enough variability among subjects in the upper-case

inventory to warrant elimination of the lowercase test.

Whole Word Recognition Test

One more word was added to the recognition criteria
since most of the subjects were able to recognize three
words without apparent difficulty. The total possible range
of correct responses correspondingly changed to 0-8, using

four words with two orders of presentation.



CHAPTER VIII. PROCEDURE

The general procedure was similar for both the pilot
and main studies. A description of the general procedure
follows. Any deviations for the pilot study or modifica-
tions as a result of the pilot study are subsequently

listed.

Home Setting

Mothers were visited in their homes by the investigator
and were asked to read the story to their child. They were
informed that they would be tape recorded. Instructions
were to locate a comfortable place to read and to read the
book as they usually do, so that it would be an example of
how mother and child normally act during storytelling. The
investigator absented herself during the reading episode so
they would be more comfortable.

Prior to.the reading episode, the first part of the
Whole Word Recognition Test (WWRT) was administered to the
child (See Appendix D for detailed instructions) in the
same room with the mother unobtrusively present. In order
to allow for a one-hour interval before the recognition
phase of the test, the parent interview was conducted
following the reading episode (see Appendix D for interview

schedule). If the child decided to remain in the same room
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during the interview, books were provided by the investi-
gator to occupy him during that time. Immediately following
the interview the WWRT was completed with the child. If
the interview took longer than one hour, it was momentarily
stopped to allow for the completion of the WWRT. The inter-
view was then resumed when the WWRT was finished. Parents
were requested to refrain from discussing the visit with
other participants who had not as yet been visited so that
"it would be the same experience for everyone." They were
also asked to remind their child that a friend of the
investigator's would be going to their school soon to "play

some games" with them.

Laboratory Setting

Two testers randomly selected an approximately equal
number of children to be tested. Testing was administered
at the child's nursery school in a private room with child-
sized table and chairs. Instructions to the nursery school
staff were to select the child during a time of transition
from activity to activity and to avoid taking a child away
from a high interest activity or directly after a nap. The
tester introduced herself and, if necessary, allowed some
time to make the child feel at ease and comfortable. The
Peabody Picture Vocabulary Test (PPVT) was administered
first, followed by the Alphabet Name Inventory Printed
Upper Case (ANI/PUC). The nonverbal form of the ANI/PUC

was administered before the verbal form. (See Appendix D
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for detailed instructions.) During the testing the child
was continually encouraged with such comments as, "You are
playing the game so well," "This is fun," or "Keep up the
good work." Testers were instructed to be friendly but
businesslike and to refrain from commenting on or reinforc-
ing any silly behavior. If at any time during the testing
the child requested a break or that the test be discon-
tinued, it was complied with. Any discontinued testing was
resumed at a later time or date when the child was
cooperative. If at any time during the testing the child
asked why he was doing these games, the tester answered,

"to help us learn more about how children play these games."
At the conclusion of testing, the child was allowed to

select a paperback book to keep. Comments made were, "Thank

you for playing all these games with me. I know they took

a long time, so I want to thank you by giving you something.

Which one of these books would you like to have for your

very own?"

Coding and Retesting

A1l 60 of the reading episodes were coded by a naive
coder who was trained by the investigator. For reliability
purposes, 21 of these episodes were then randomly selected
and independently coded by the investigator. All the WWRT
sheets were scored by the investigator.

Retesting of the PPVT and ANI/PUC was done at the end
of initial testing for reliability purposes. The two naive

testers used an overlapping schedule for a total of 18
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children from all three nursery schools (selected from sub-
jects who were currently enrolled and present during the

retesting days).

Diversions From and Modifications to General Procedure

Home Setting

At the conclusion of the home visit, the parents were
asked to comment on. any ideas or opinions they may have
about any aspect of the visit. Probes were used such as,
"As a whole how do you feel about what we did today," "Was
there any part of the visit that you would like changed,"
"Was there any part that you did not feel comfortable with?"
Most parents said they surprisingly enjoyed the visit very
much and felt very comfortable once they got started. Some
commented on being aware of the tape recorder but very
quickly forgetting about it when they got into the story.
All said they were very interested in attending the infor-
mational meeting at the conclusion of the study. A few
parents expressed some feelings of discomfort when answering
particular questions about their child in his presence.

Most parents felt that because the reading episode used a
new book, there was not as much discussion and involvement
between mother and child as with a familiar book. The
following changes in procedure were made for the main study:

1. During the interview, if the child insisted on
being present and listening, the personal questions (regard-

ing child's personality) were left until the end of the
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interview when the parent and/or the investigator were able
to distract the child long enough to complete the guestions.

2. Instructions for the reading episode were changed
to "Go through the story at least two times or as many
times as you want to. It is not necessary to read word-for-
word if that is not what you usually do." It was emphasized
that the investigator was interested in the storytelling
being "as natural as possible." Parents were also told
to take as long as they wished and that there was ample

tape on the recorder.

Laboratory Setting

The investigator tested all subjects for the pilot
study. Approximately half of the subjects were not cur-
rently enrolled in nursery school and were tested at home
during the home visit. After a short breaﬁ and snack
following the conclusion of the WWRT, the PPVT and ANI/PUC
and PLC were administered and the reinforcement given.
Since all of the first four subjects tested were unable to
identify at least five lower-case letters, the ANI/PLC form
of the test was eliminated from the study.

None of the children in the pilot sample were retested
for reliability. One child was retested because during
the first testing session, he was highly distractable, very
prone to guessing, exhibited position responses and scored
very low.

The investigator coded all the reading episodes and

scored all the tests for the pilot study.



III. RESULTS, DISCUSSION AND CONCLUSION

CHAPTER IX. RESULTS

Pilot Study

Test Data
The means and standard deviations in Table 3 show

large variability in the distribution of scores.

Table 3

Mean, Standard Deviation and Range for
BCRE, WWRT, PPVT-Raw, PPVT-IQ, ANI/PUC2

Tests Mean S.D. Range
BCRE 47.25 20.84 Co - 187
byWRT .73 .33 Co - 1
PPVT-Raw 43.75 19.70 d24 - 61
PPVT-IQ 97.50 39.92 d74 - 127
ANI/PUC 24.75 17.80 CQo - 52

Note: N = 7

4BCRE = Behavioral Code for Reading Episode, WWRT =
Whole World Recognition Test, PPVT-Raw = Peabody Picture
Vocabulary Test-Raw Scores, PPVT-IQ = Peabody Picture
Vocabulary Test-IQ Scores, ANI/PUC = Alphabet Name Inven-
tory/Printed Upper Case.

bscores for this test are given in percentages because
of difference in total number of criterion words presented
to subjects.

CrPossible range of scores.

drRange of scores for sample.
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As shown in Table 4 the predicted relationship between
scores for the parental behaviors (BCRE) and each of the
predictors of reading achievement (WWRT, PPVT, ANI/PUC) was

not apparent for this very small pilot sample.

Table 4

Scores for BCRE, WWRT, PPVT-Raw, PPVT-IQ,
ANI/PUC2 by Subjects

Subject BCRE bywrT PPVT-Raw PPVT-IQ ANI/PUC
1 73 .63 49 110 24
2 54 .67 24 74 10
3 67 1.00 56 120 29
4 50 1.00 61 127 51
5 38 1.00 54 117 50
6 43 .50 48 109 6
7 53 1.00 58 123 28

@BCRE = Behavioral Code for Reading Episode, WWRT = Whole
Word Recognition Test, PPVT-Raw = Peabody Picture Vocabulary
Test-Raw Scores, PPVT-IQ = Peabody Picture Vocabulary Test-
IQ Scores, ANI/PUC = Alphabet Name Inventory/Upper Case.

bscores for this test are given in percentages because
of the difference in total number of criterion words
presented to subjects.
The BCRE scores were very low for all subjects, considering
the possible range of 0-187. This is one of the reasons
why the total BCRE scores are reported instead of the three
cluster scores that make up the BCRE. Inspection of Table 4

reveals some relationship between the dependent variables

WWRT, PPVT and ANI/PUC.
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Parent Interview Data

Scores for the BCRE, WWRT, PPVT and ANI/PUC were cate-
gorized into ranges indicating three levels of test
performance--low, medium, high. Frequency distributions for
each of these tests were then cross tabulated with data from
those interview items that displayed some variability among
subjects.

On the BCRE, more parents who scored high (exhibited
the specific behaviors) had children who watched television
less hours per week than those children whose parents scored
low. More of these high-scoring parents reported having
children who showed a preschool interest in learning to
read. More of these parents were also those who reported
someone using specific techniques of reading with their
children which included reader/child involvement, and some-
one giving help to their children with identification of
words, printing, word meanings, identification of numbers,
identification of letters and spelling, but not with sounds
of letters. More parents who scored low on the BCRE
indicated that their child's response to the reading epi-
sode was not normal. Various reasons given for these
unnatural response were: new book used, child's distraction
by tape recorder, child's concern over whereabouts of
investigator and when she would return to the room.

More high-scoring than low-scoring children on the three
predictors of reading achievement--WWRT, PPVT, ANI/PUC--

watched less hours of television per week; had someone who
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read to them using specific techniques which included
reader/child involvement; had someone who read to them
every day; "read by themselves every day; showed preschool
interest in learning to read; had someone who. helped with
identifying words, printing, sounds of letters, word mean-
ings, identifying numbers, identifying letters and spelling.
More high-scoring than low-scoring children on the WWRT and
PPVT but not ANI/PUC were those who displayed behaviors
that indicated an interest in words and printing or

spelling.
Main Study

Test Data

The descriptive data in Table 5 shows the large vari-
ability in the distribution of most of the scores.
Particularly notable are the low scores for Clusters II
and III of the Behavioral Code for the Reading Episode
(taking into consideration. the possible ranges for these
clusters) .

The estimates of reliability of the average of the two
ratings made on each subject in the reliability samples are:
ANI/PUC = .98, PPVT = .85, Cluster I = .75, Cluster II =
1.0, Cluster III = .76. (See Appendix E for summary tables
of the Analysis of Variance and calculations for the
correlation coefficient for each of these variables.) One
interpretation of this reliability is that if the experiment

were to be repeated with another random sample of two
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Table 5

Mean, Standard Deviation and Range Scores for Clusters
I, II, III of BCRE and ANI/PUC, PPVT, WWRTZ

Range Scores

Test Mean S.D. Range Min. Max. Possible
I 39.70 2.99 17 35 52 0-55
II 1.80 2.32 11 0 11 0-36
III 20.45 9.49 49 4 53 0-90
ANI/PUC 25.13 19.61 52 0 52 0-52
PPVT 47.02 10.69 46 20 66 5-146
WWRT 3.98 2.15 8 0 8 0-8

Note: N = 60

ar = Developmental, II = Concrete, III = Involvement;
BCRE = Behavioral Code Reading Episode, ANI/PUC = Alphabet
Name Inventory/Printed Upper Case, PPVT = Peabody Picture
Vocabulary Test, WWRT = Whole Word Recognition Test.
judges, but with the same subjects, the correlation between
the mean ratings obtained from the two sets of data on the
same subjects would be approximately as listed above for
each variable. This interpretation assumes that the
variance due to differences between the mean ratings made
by the judges is part of the error of measurement and does
not represent a systematic source of variation (Winer,
1962) .

The three clusters of the Behavioral Code for the
Reading Episode (BCRE) are described below as a reference
to use throughout this analysis. The individual behaviors
that are encompassed by each of these clusters are described

at the end of Chapter III:
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Cluster I - Begins at the child's developmental
level; Behaviors No. 1-4.

Cluster II -~ Emphasizes reading material that is
associated with known and comprehen-
sible language of the child and that
is concrete and experience-based;
Behaviors No. 4 and 5.

Cluster III - Involves child in the process of
deriving the content of the material
through verbal expression and writing,
if possible; the child therefore per-
ceives the relevance and purpose of
the reading task; Behaviors No. 7-~11.

As shown in Table 6, the only multiple R which yielded

a significant F (p<.05) was the regression of the three
cluster variables of the BCRE with the alphabet recognition

test (ANI/PUC).

Table 6

Multiple Regression of Three Cluster Scores of
the BCRE With ANI/PUC, PPVT, WWRT&

Dependent Mult. 5 Std.

Variable Mean S.D. R R Error df F

ANI/PUC 25.13 19.61 .41 .16 18.37 3,56 3.76%*
PPVT 47.02 10.69 17 .03 10.81 3,56 .58
WWRT 3.98 2.15 .36 .13 2.05 3,56 2.79

Note: N = 60

@BCRE = Behavioral Code Reading Episode, ANI/PUC =
Alphabet Name Inventory/Printed Upper Case, WWRT = Whole
Word Recognition Test.

*P<.05

The overall contribution of the three cluster scores to the

variance of ANI/PUC was .16, as indicated by the R2 value.
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Examination of the stepwise regression analysis shown
in Table 7, reveal regression coefficients (B values) for
Clusters I and II that, taken together with their corre-
sponding standard errors, warrant caution when interpreting
the data. Cluster III correlates most highly with ANI/PUC,
and when entered first in the stepwise regression equation

was significant at the .05 level with an F of 4.93 (d4f,

1/58).
Table 7
Stepwise Regression of Clusters I, II, III
of BCRE With ANI/PUCZ
Step Mult. R2 Simple Std. Error
Var.2 Ent. R R2 Change r B B
ITT 1 .28* .08 .08 .28 1.20 .36
I 2 .41 .17 .09 -.01 -2.54 1.31
IT 3 .41 .17 .00 .01 -0.44 1.47

Note: N=60

ar = Developmental Level, II = Concreteness, III =

Involvement, BCRE = Behavioral Code Reading Episode, ANI/
PUC = Alphabet Name Inventory/Printed Upper Case.

*p<.05

The prediction that parental behaviors No. 5, 6 and 7
would emerge as those of major importance is partially
shown by the data in Table 8. Behaviors No. 5 and 6 make
up Cluster II, which revealed problems in interpretation.

Behavior No. 7 belongs to Cluster III, which was signifi-
cantly related to ANI/PUC. Separate analyses were done for

the several behaviors belonging to Clusters II and III.
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Table 8
Means, Standard Deviations and Range

Scores for Behaviors No. 5, 6, 7, 8,
9, 10, 11 of BCREZ

Range ScoresP

Behaviors Mean S.D. Range Min. Max.
5 .95 1.52 8 0 8

6 .85 1.47 7 0 7

7 9.05 4,09 18 0 18

8 .61 1.35 6 0 6

9 7.95 4,18 17 0 17

10 1.85 1.86 8 0 8

11 .67 2.01 12 0 12

Note: N = 60

4BCRE = Behavioral Code Reading Episode.

Ppossible range of scores for all behaviors is 0-18.

The descriptive data in Table 8 show large variability
in the distribution of scores for all behaviors No. 5
through 11 which make up Clusters II and III of the BCRE.
Behaviors No. 5, 6, 8, 10 and 11 exhibit low scores when
compared with the possible range of scores for these
behaviors.

Examination of the simple correlations between the
individual behaviors of Clusters II and ITII with the three
dependent variables as shown in Table 9 reveals behavior
No. 7 as being most highly correlated with the dependent
variables ANI/PUC and PPVT, but not with WWRT. Although the
correlations are very low, additional stepwise regression

analyses were done on the following behaviors with the



Table 9

Simple Correlations Between Behaviors No. 5 Through 11
of BCRE With ANI/PUC, PPVT, WWRTAQ

Dependent Variables Behaviors of BCRE

ANI/PUC PPVT  WWRT 5 6 7 8 9 10 11
ANI/PUC 1.00 .53 .44 .03 -.02 .37 .02 .14 .07 .17
PPVT .53 1.00 .16 -.08 .15 .33 -.13 -.09 -.05 .07
WWRT .44 .16 1.00 ~-.06 -.16 .05 .07 .11 -.10 .13
5 .03 ~-.08 -.06 1.00 .20 .42 .50 .42 .48 .26

6 -.02 .15 -.16 .20 1.00 .33 .03 .14 .49 .15
7 .37 .33 .05 .42 .33 1.00 .14 .54 .35 .21

8 .02 -.13 .07 .50 .03 .14 1.00 .21 .31 .10

9 .14 -.09 .11 .42 .14 .54 .21 1.00 .42 .16
10 .07 -.05 -.10 .48 .49 .35 .31 .42 1.00 .33
11 .17 .07 .13 .26 .15 .21 .10 .17 .33 1.00

Note: N = 60

3BCRE = Behavioral Code Reading Episode, ANI/PUC = Alphabet Name Inventory/
Printed Upper Case, PPVT = Peabody Picture Vocabulary Test, WWRT = Whole Word
Recognition Test.

€E0T
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related dependent variables: behaviors No. 7, 9, 11 with
ANI/PUC and PPVT; behaviors No. 6 and 7 with PPVT; behaviors
No. 9 and 11 with WWRT.

The stepwise regression analysis of behaviors No. 7, 9
and 11 with ANI/PUC as shown in Table 10, resulted in a
multiple R of .39, significant at the .05 level with an F of
3.38 (dr, 3/56). The R? indicates a contribution of .15 to
the variance of ANI/PUC for the sample. A shrunken R% of
.04 was calculated because of the positive bias introduced
by the post hoc selection of variables from the larger set
of seven potential variables (see Cohen & Cohen, 1975 for

discussion and equation).

Table 10

Stepwise Regression of Behaviors 7, 9
and 11 of BCRE With ANI/PUCZ

Step Mult. 5 R2 Simple Std. Error
Beh. Ent. R R Change r B B
7 1 .37 .14 .136 .37 1.93 .71
11 2 .38* |15 .009 .17 1.03 1.23
9 3 .39% |15 .006 .14 -0.47 .69

Note: N = 60

@BCRE = Behavioral Code Reading Episode, ANI/PUC =
Alphabet Name Inventory/Printed Upper Case.

P<.05

Inspection of the B coefficients and corresponding standard
errors for behavior No. 9 indicates that caution is

warranted in the interpretation of the data. The R? and
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Rz—change values characterize behaviors 7 and 11 as showing
mutual redundancy in accounting for the variance of ANI/PUC.

Stepwise regression of the same behaviors No. 7, 9 and
11 with PPVT, as shown in Table 11, resulted in a multiple
R of .47, significant at the .01 level, with an F of 5.24
(df, 3/56). Overall contribution of these variables to the
variance of PPVT for the sample is given by an R2 of .22
and a shrunken R2 of .12. As shown in the results of the
stepwise regression analysis of these same variables with
ANI/PUC, behavior No. 9 exhibits B coefficients and
corresponding standard error values that require caution in

interpreting the data. Examination of the R2

values for
behaviors 7 and 11 also reveals some redundancy in account-

ing for the variance of PPVT.

Table 11

Stepwise Regression of Behaviors 7, 9 and
11 of BCRE. With PpVvT2

2

Step Mult. 2 R Simple Std. Error
Beh. Ent. R R Change r B B
7 1 .33** 11 .110 .33 1.42 .37
9 2 LAT7%k% 22 .117 -.09 -1.00 .36
11 3 LAT*E 22 .000 .07 .14 .65

Note: N = 60

4BCRE = Behavioral Code Reading Episode, PPVT = Peabody
Picture Vocabulary Test.

**Ef.Ol
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The stepwise regression analysis of behaviors No. 6
and 7 with PPVT shown in Table 12 resulted in a multiple
R of .33, significant at the .05 level, with an F of 3.63
(d£, 2/57). The R? indicates an overall contribution of
these two behaviors to the variance of PPVT for this sample
of .11, and a shrunken R2 of -1.00. Comparison of the R2
and R2-change values between behaviors 6 and 7 indicates
considerable redundancy of the two behaviors with respect

t0 the variance of PPVT.

Table 12

Stepwise Regression of Behaviors No. 6 and 7
of BCRE With PPVT2

Step Mult. RZ Simple Std. Error
Beh. Ent. R R2 Change r B B
7 1 .332%* .110 .110 .33 .83 .35
6 2 .336* .112 .002 .15 .35 .96

Note: N = 60

4BCRE = Behavioral Code Reading Episode, PPVT = Peabody
Picture Vocabulary Test.

*p<.05

The stepwise regression analysis of behaviors No. 9 and

11 with WWRT resulted in a nonsignificant F.

Parent Interview Data

Dummy variable coding was done to 16 items of the

interview data. These 16 variables and their abbreviations
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are described below to use as a reference throughout the

analyses of this data:

SOC = Social Class (I = highest, V = lowest)
TV = Hours of television watched per week
by child
TECH = Child's exposure to techniques of reading
which include parent/child involvement
PAREAD = Parents who read every day to child
CHILDRD = Children who "read" every day
PRE-INT = Children reported to show preschool interest
in reading
BEH-INT = Children who display interest in reading,
written words, and printing or spelling
H.WD = Child's exposure to help with identifying
words
H.PRNT = Child's exposure to help with printing
H.SOUND = Child's exposure to help with sounds of
letters
H.MEAN = Child's exposure to help with word meanings
H.NUM = Child's exposure to help with identifying
numbers
H.LETT = Child's exposure to help with identifying
letters
H.SPELL = Child's exposure to help with spelling
RES.NORM = Child's response and behavior reported by
parent as normal during reading episode
SEX = Sex of child (1 = female, 0 = male)
Multiple regression analysis of the 16 variables with

each of the dependent variables--ANI/PUC, PPVT, WWRT--

resulted in a significant R for only one. ANI/PUC yielded

an R of .63 with an F of 2.37 (df, 13/46, p<.05). Overall

contribution of these 16 variables to the variance of
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ANI/PUC is indicated by an R2 value of .40. Examination of
the stepwise regression analyses of these 16 variables with
each of the dependent variables reveal some significant
relationships between the individual variables with each of
the dependent variables.

Table 13 displays the results of the stepwise regres-
sion analysis of the interview variables with ANI/PUC.
Inspection of the B coefficients and their corresponding
standard errors suggest caution in the interpretation of
several variables--TV, BEH-INT, H.MEAN, SOC. Examination of
the R® values and monitoring of the R2—change values between
the variables reveal the largest change in contribution from
H.SPELL to PAREAD, and a small change from PAREAD to TECH,
indicating more mutual redundancy between PAREAD and TECH.

The R?

-change values for the remaining variables (eliminat-
ing those suggesting caution in interpretation) indicate
almost complete redundancy in contribution to the wvariance
of ANI/PUC. When only variables H.SPELL, PAREAD and TECH
are entered in the stepwise regression analysis, the
resultant multiple R is .58, with a significant F of 9.79
(df, 3/56, p<.001). Overall contribution to the variance of
ANI/PUC as indicated by R2 for the sample is .34, with a
shrunken R% of .09 (based on post hoc selection from 16
potential variables).

The results of the stepwise regression analysis of the

16 interview variables with PPVT is shown in Table 14.

Examination of the B coefficients with their corresponding
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Table 13

Stepwise Regression of 16 Interview
Variables With ANI/puc?

Vari- Step Mult. R Simple Std. Error
ablebP  Ent. R R? Change r B B
H.SPELL 1 .47%*%x 22 218 .47  18.02 5.43
PAREAD 2 .57%*%* 32 105 .39 7.36 6.17
TECH 3 .59%*%%* 34 020 .29 9.43 6.48
TV 4 .61 .37 .023 .00 -0.08 0.06
RES .NORM 5 .61 .38 .008 .13 3.43 5.49
H.PRNT 6 .62 .38 .007 .28 4.85 5.88
BEH-INT 7 .62 .39 .006 .20 -4.05 5.56
H.WD 8 .63 .39 .006 .19 5.43 9.01
H.MEAN 9 .63 .40  .005 -.01 -5.11 9.06
H.SOUND 10 .63 .40 .00l .19 2.11 6.56
SEX 11 .63 .40 .00l .13 0.87 5.31
soc 12 .63 .40  .000 .24 -0.34 3.09
CHILDRD 13 .63 .40 .000 .21 0.62 5.64

Note: N = 60

8ANI/PUC = Alphabet Name Inventory/Printed Upper Case

bOnly 13 variables met the criterion of F to enter

***P< 001

corresponding standard errors reveal variables SOC, TV,

PRE-INT, CHILDRD, SEX and H.WD as warranting caution in

interpretation. Inspection of the R2

2

values and monitoring
of the R“-change values for each of the variables (eliminat-
ing those warranting caution in interpretation) suggest some
mutual redundancy among variables PAREAD, H.MEAN, H.SOUND,
H.SPELL, TECH, RES.NORM and almost complete redundancy

among variables H.PRNT, BEH-INT in contributing to the
variance of PPVT. When only variables PAREAD, H.MEAN,

H.SOUND, H.SPELL, TECH and RES.NORM are entered into the
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Table 14

Stepwise Regression of 16 Interview
Variables With ppvT@

Vari- Step Mult. R2 Simple Std. Error
ableP Ent. R R2 Change r B B
soc 1 .31** .10 .10 -.31 ~-1.12 1.77
PAREAD 2  .40** .16 .06 .31 2.41 3.53
H.MEAN 3 .44** |19 .03 .15 6.25 5.15
TV 4 .47**% 22 .03 -.12 -0.07 0.03
H.SOUND 5 .50** .25 .03 .29 5.45 3.72
H.SPELL 6 .53*% .28 .03 .25 5.23 3.10
TECH 7 .55** 31 .03 .29 6.11 3.68
RES .NORM 8 .58** .33 .03 .17 4.93 3.17
PRE-INT 9 .59 .35 .02 -.06 -6.64 5.44
CHILDRD 10 .60 .36 .00 .06 -1.89 3.27
H.PRNT 11 .60 .36 .00 .19 1.46 3.34
SEX 12 .60 .36 .00 -.02 1.28. 3.10
BEH~-INT 13 .60 .36 .00 .10 0.98 3.34
H.WD 14 .60 .36 .00 .14 -0.85 5.37

Note: N = 60

appyr

Peabody Picture Vocabulary Test

bOnly 14 variables met the criterion of F to enter

**p<. 01

stepwise regression equation, the resultant multiple R is
.58, with a significant F of 3.16 (df, 3/51; p<.01l). Over-
all contribution to the variance of PPVT as indicated by R2
for the sample is .33, with a shrunken R2 of .08.
Examination of the stepwise regression analysis of the
16 interview variables with WWRT yielded a significant F
when only variables H.SPELL, CHILDRD and TV were entered
into the equation. Results yielded a multiple R of .35 with

an F of 2.56 (df, 3/56, p<.05). Overall contribution of
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these variables to the variance of WWRT is indicated by an
R? for the sample of .12, with a shrunken R? of -0.20.

Table 15 shows the stepwise regression of these variables
and reveals some mutual redundancy in the contribution of
these variables to the variance of WWRT, as indicated by the

R2 and R2-change values.

Table 15

Stepwise Regression of H.SPELL, CHLDRD
and TV With WWRT2

Vari- Step Mult. 5 R? Simple std. Error
ables Ent. R R Change r B B
H.SPELL 1 .28% .08 .08 .28 .97 .56
CHLDRD 2 .32% .10 .02 .19 .76 .57

TV 3 .35% .12 .02 .19 .01 .01

Note: N = 60

AWWRT = Whole Word Recognition Test

*P<.05

Other Data

The effect of school as a systematic source of variance
appears to be ruled out by the véry low correlation of
school with WWRT, PPVT-Raw, PPVT-IQ, ANI/PUC. They were

-0.25, -0.01, .06 and .00, respectively.



CHAPTER X. DISCUSSION

Pilot Study

The results of the pilot study show that the predicted
relationship between the specific parental behaviors and
the three predictors of reading achievement was not found.
This finding as well as the great variability in the
distribution of scores can possibly be attributed to the
very small sample size. It should also be noted that the
extreme values contributed by one subject (whose test
performance was characterized by high distractability and
proness to haphazard guessing) may account for some of the
great variability exhibited. The relatively low scores for
all parents on the reading episode parental behaviors would
seem to indicate a problem with the instrument. This
problem was somewhat alleviated for the main study by a
revision in the instructions to parents for the reading
episode. Parents were subsequently asked to "go through
the story at least twice." This revision, in most cases,
resulted in a more reasonable number of opportunities for
the behaviors to occur. The apparent relationship between
the three predictors of reading achievement would indicate
some value in retaining all three as dependent variables

for the main study.
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The parent interview data revealed some relationships
that are consistent with and lend tentative support to
Flood's (1977) study on reading episodes and extend
Durkin's (1966) study on early readers. The finding that
more high-scoring than low-scoring children were read to
by someone who demonstrated reader/child involvement agrees
with Flood's important components of the reading episode--
post story evaluation, warm-up questions and total number
of child's words. In addition, this reader/child involve-
ment technique appears to be related to high parental
reading episode scores in this study. The interest in
reading and help from parents in various aspects of read-
ing which characterized the early readers in Durkin's study
appear to characterize the high-scoring children and the
high-scoring parents in this study.

The finding that more high-scoring parents had children
who watched less hours of television per week may suggest
other more important sources of influence on their
children. Added support can be taken from the finding that
the high-scoring children were those who watched less hours
of television per week. These children were reported by
parents as showing a preschool interest in learning to
read. This perceived interest in reading could possibly
affect the nature and quality of experiences these parents
would expose their children to. In general agremeent with
this suggestion are the findings that these parents were

those whose childrern were exposed to specific techniques of
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reading which included reader/child involvement; exposed to
someone who helped with- identifying words, printing, woxrd
meanings, identifying numbers, identifying letters and
spelling. A possible explanation for the lack of help with
sounds of letters given to these children may be the
association of "sounds of letters" with phonics training,
and all parents reported their aversion to forcing reading
instruction on their children.

These tentative findings, although analyzed nonstatis-
tically because of the small sample size, appeared to
justify a finer-grained analysis of parental behaviors as
encompassed in this study. The use of a larger sample size
and modifications to the test instruments and procedure as a
result of this pilot study appeared to offer promise for

the main study.

Main Studz

Results of the present. study suggest that certain
specific behaviors of the cognitive framework of reading
acquisition are associated with predictors of reading
achievement. Some of these relations will now be reviewed

in more detail.

Test Data
The three behaviors that emerged as being significantly
related to the alphabet recognition and vocabulary tests

were behaviors No. 6, 7 and 11 (No. 6 related only to

vocabulary). This finding is partially consistent with the
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prediction of behaviors No. 5, 6 and 7 as the three that
would emerge as those of major importance. The significant
behaviors represent Clusters II and III to which the
predicted ones also belong.

The mutual and almost complete redundancy found among
these independent variables is understandable when the
content of the behaviors are examined. The provision of
information or explanation to the child (behavior No. 6},
use of questions about content to elicit verbalization
(behavior No. 7), and provision of reading and writing
materials and instructions in their use (behavior No. 11)
exhibit considerable overlap in terms of child's exposure
to parental speech. It was expected that the measures of
parental behaviors would have allowed for a much finer
analysis in which more of the crucial behaviors would have
emerged in a more distinctive and pronounced way. It was
also expected that the significant behaviors would account
for a larger proportion of the variance of the dependent
variables than was indicated by the resultant R? values.

The findings are very supportive of Flood's (1977)
study in which parental involvement in terms of warm-up
preparatory questions and post-story evaluative guestions
were important components of the parent-child reading
episode. The findings extend Flood's study in that the
three behaviors that were found to be significant are more
specific than Flood's regarding the type of information and

questions provided by parents. These behaviors are also
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applicable to any situation in which there is parent-child
interaction.

The great variability in the scores for all the
measures as well as the very low scores for the parental
behaviors, suggest that improvement in the sample selection
and the BCRE may offer more promising results. Preschool
children are usually experiencing their first major
separation from parents and home when they are attending a
nursery school/day care center. While undergoing this
adjustment to a group situation, some of these children may
find a test situation more stressful than others and there-
fore-exhibit atypical responses. If these unusual responses
account for the large variability in the scores, it may be
worthwhile to select a sample on the basis of certain
criteria that would include a level of social-emotional
maturity. Teachers could be provided with a rating scale
prior to random selection from a pool of children who met
the criteria.

The BCRE still appears inadequate as a stimulus for
the parental behaviors to have maximum opportunity to occur.
One possible recommendation for improvement would be to
instruct parents to "try your best to teach the story to
your child" and to inform them that their child would be
tested (using a game approach) on various aspects of the
story following the reading episode. This task change
would provide maximum opportunity for the crucial behaviors

to occur (e.g. using concreteness, relating to known and
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comprehensible experiences) and thereby permit a more finer
and pronounced distinction between the behaviors that
emerge. This increased opportunity for maximum representa-
tion of the scores on the BCRE may also yield higher R2
values, thereby indicating higher overall contribution of
the variables to the variance of the dependent variables.

A subsequent decrease in the error variance of the dependent
variable may also decrease or eliminate some of the low or
negative B coefficients and their correspondingly high
standard errors that signified caution in interpretation of
the data associated with them.

The Whole Word Recognition test did not appear to be a
useful measure in this study. Perhaps freedom in the
child's selection of words allowed for the introduction of
extraneous factors. The investigator noted some word
choices based on whatever activity the child had previously
been engaged in or something in the room or on the inves-
tigator that was spontaneously noticed by the child, rather
than on something that was special to the child. As part
of the suggested revision to the BCRE, the WWRT could
comprise the "test" after the reading episode task. The
child could be asked to choose three words (in addition to
his name) from the story. This procedure would provide
for more uniformity across subjects' word choices, while
still allowing for words that would be relevant to the

child.
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Although the parental behaviors encompassed by Cluster
I (Developmental Level) of the cognitive framework did not
emerge as a significant contributor to the variance of any
of the dependent variables, they cannot be dismissed as
unimportant. Inspection of the individual scoring sheets
for the BCRE revealed almost no variability in behaviors
No. 1, 2 and 4, suggesting that they are poor predictors
but probably necessary to the cognitive framework since
they were highly exhibited by all parents. It appears that
the sample as a whole was characterized by parnets who, in
their storytelling, were play-oriented, casual, spontaneous
and uncritical and used repetition effectively.

The findings indicated experimenter effects to be
minimal. The lower between judge reliability for two of
the clusters in the BCRE suggest the need for closer
monitoring during coding. Perhaps there should be verifica-
tion checks after every five to ten reading episodes are
coded, with review sessions if necessary, until convergence

between judges is obtained.

Interview Data

As with the test data, the alphabet recognition and
vocabulary tests appeared to be most useful as predictors
of reading achievement in this study. The significant
contributions made by most of the 16 interview variables
were expected, based on Durkin's (1966) investigation in

which her early readers were characterized by these
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variables. Most of these behaviors are also consistent with
the parental behaviors of the posited cognitive framework
of reading acquisition and the theoretical orientation upon
which it is based. The technique of parent/child involve-
ment and parental help with identifying words, word
meanings, sounds of letters, spelling, printing are in
agreement with certain parental behaviors of Clusters IT
and III of the cognitive framework that relate to provision
of information or explanation (behavior No. 6) and provision
of reading and writing materials and instructions in their
use (behavior No. 11).

The significance of RES.NORM as a contributing factor
is indicative of the importance of a child's normal response
to the testing situation. The mutual redundancy of many of
the variables can probably be interpreted as a tendency for
parents who provide one or two of the specified kinds of
help to also provide all the others related to the reading
task.

The variables implying caution in interpretation may
be suggestive of behaviors that are not good predictors
because they appear to be present in almost the entire
sample. A review of the interview schedule disclosed a
sample that appears to be characterized by an interest in
the provision of reading materials in the home, children
who "read" by themselves almost every day and who are
perceived by their parents as showing a preschool interest

in learning to read. The variables indicating the
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provision of help with identifying letters and numbers
were never entered into the stepwise regression equations
because they failed to meet the criterion F to enter.
These particular behaviors were found to be exhibited by
all the subjects. The implication can be drawn from this
finding that although these behaviors may not appear to be
good predictors for this sample, they may nevertheless
be necessary to the cognitive framework.

The tendency for SOC, TV and SEX to be trivial
predictors may be interpreted as support for the minimal
effects of social class and sex. An alternative interpre-
tation is that the lower values for SOC and TV would be
expected to be more significantly related to the dependent
variables (Social Class I = highest, as opposed to Social
Class V = lowest; least number of hours of watching tele-
vision per week was related to higher dependent variables

scores in the pilot study).



CHAPTER XI. CONCLUSIONS

The present study suggests that the cognitive frame-
work of reading acquisition may be useful in delineating
specific parental behaviors that appear to be related to
child behaviors such as alphabet recognition and knowledge
of vocabulary which are believed to be reliable predictors
of reading achievement.

Behaviors that represent the first component of the
cognitive framework (I. Dealing with the child at his
developmental level) were found to be characteristic of the
sample. as a whole and suggest the importance of these
behaviors and their necessity to the cognitive framework.
O0f the three behaviors that emerged as those of major
importance, two were predicted. They were: (1) the provi-
sion of information or explanation about meaning, (2) the
use 0of questions about content to elicit verbalization. The
third was the provision of reading and writing materials.and
instructions in. their use. These three behaviors represent
the remaining two major components of the cognitive frame-
work (II. Emphasizes reading material that is associated
with known and comprehensible language of the child and is
concrete and experience-based; III. Involves child in the

process of deriving the content of the material through

verbal expression and writing, and the child therefore
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perceives the relevance and purpose of the reading task).
Furthermore, these three behaviors were supported by the
results of the parent interview data analyses.

The failure of one of the behaviors of the cognitive
framework to appear as a major contributor as predicted,
can be attributed to certain aspects of the instrument that
was used with the reading episode. This behavior is
described as the use of words and/or written material
(often suggested by child) which have considerable meaning
to the child and which are related to recent or continuous
experiences. Based on the theoretical orientation of this
study, the review of literature and the recommendations for
revisions to the reading episode instrument, further
attempts to provide substantial evidence for this parental
behavior as being crucially related to predictors of
reading achievement seem justified.

This study, exploratory in nature, has not only
supported those in the literature review which have dealt
with influences of early parental behaviors on beginning
reading, but has extended them by providing a theoretical
basis which link the parental and child behaviors and by
providing a finer-grained analysis of these parental
behaviors. Although this finer-grained analysis did not
yield all the crucial behaviors of the cognitive framework
as distinctly and prominently as had been predicted, it
did lend support to some of the newly-identified variables

and delineated those that would merit further
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experimentation (belonging to components II and III).
Future research with a focus on explanation rather than
prediction should provide for apriori hierarchical ordering
which reflects causal hypotheses rather than a stepwise
regression approach (see Cohen & Cohen, 1975, for descrip-
tion of causal approaches to multiple regression
correlation).

The Whole Word Recognition Test, although not as
useful in this study as the other predictors of reading
achievement, demonstrated some promise. With the suggested
revisions, it may prove to be a better predictor of reading
achievement.

It appears that early parental intervention during the
preschool years (3% to 4%) in the form of providing informa-
tion and explanations to the child, questioning the child
about content to elicit verbalization and providing help
with reading-related activities (printing, identifying
words, spelling, meanings of words, identifying numbers and
letters, sounds of letters) may be beneficial as influencers
of successful beginning reading. It should be emphasized,
however, that these behaviors need to be exhibited in a
manner consistent with and appropriate to the child's
developmental level--an atmosphere that is play-oriented,
casual, spontaneous and uncritical. It is speculated that
future research may also provide evidence for the importance
of the use of words and/or written materials (often

suggested by the child) which have considerable meaning to
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the child and which are related to recent or continuous
experiences.

These conclusions should be viewed against certain
limitations of the study: (1) random selection of subjects
was not possible, (2) the Behavioral Code and Whole Word
Recognition Test were newly devised and untested for
reliability and validity, (3) the behavior of some of the
children warranted concern about the reliability of their
scores, (4) the sample represented the upper half of

Hollingshead's socio-economic scale.
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1232 €. Vartikian Avenuas
Frasna, Califcrnia 93710
June 14, 1979

Osar Parents:

Over ths past slsven ysars I have uorked in the iald of child
developaent in varicus capacitiass, including preschaal taacher,
co=ounar/directar/administratar of tuo local, privata nursecy
schoals and Asaistant Profassor of child development in the
Oepartment of Home Ecanomics at California Stata Univeraity of
Frasno. Currsntly, I am complating uark for my Ph.0. dagrse in
Oevelopmaental Psychology with the Bsychalsgy Ospartmant of the
University of Hawaii. For my dissertaticn topic I have chosaen
to focus my intarast sncs mors an tha ycung child.

This is a raquest far vour cooperation in helping ae ta conduct

a stydy on impraving the early years of schoaling for cur children.
A pleagant and asaningful praschool sxpariancs for your child and
sthers is a concarn ue shars. Gatting to know your child battar
-in- the home and at school through this systamatic study will
hopefully bs mutually ben-ficial and informative.

Ths succass aof this study d-pcnds upen gaining in!armat;nn an sone
of the praschool child!'s sxperiences in school and at homs. Only
with your help could [ cbtain the necassary information uith uhich
to complaeta: this astudy,

Your conassnt will involve you in the follouings

1) Home visit (mothsr and child anly) = ons saession
lasting approximataly 1 to 1% hours with yau and
your child, during which thers will bes an intzr—
visw with yau, a short "game® uithr your child,
and 3 play ssssian betugan you and your child.

2) Schoo) visit (child only) = a visit during uhich
your child will play in a fsw games with an adult.
These gamas yill he fun for your child and will
conaist of identifying picturss and othar nursercy
schoal type activitiaes.

3) Shazing session (all parsnts) = a get-tagsther at
the canciusion of the study at uhich time I will
be glad to shars the rssults of the study uith you.
Questionas and ansuers uill be selcomed.

All informatiom obtainad in this study uill be haeld in the strictast
of confidence. Names will not ba usgd in tha ragort aor in any
discussion of tha study and will ramain anonymous,
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Kunimitsu. study ==

Please call ma if you uwould like to discuss the study further. I
will be glad to clarify or ansuer any quastions you may have. In
ordaer to finalizs my plans and begin scheduling thas visits, I would
graatly appreciate racsiving your rassponss ta this request within
tuo ueeks ( Friday, June 29, 1979).

Just detach and return the bottom section of this page uwith yocur
ansuer. A self-addressed, stamped envelope has baen anclcsaed far
your cenvqenianca.

I look foruard to meeting and uworking with you soon.

-

Sincarasly yours,

Vivian Y. Kunimitsu
(Phaonas 439=8730)

PLEASE RETURN BY FRIDAY, JUNE 29, 1979

I do do not consaent to participata in thias study to—be
conductad by Vivian Y. Kunimitsu in conjunction with har dactoral
program uwith the Paychology Oepartment at the University of Hawaii.

(If you da not wish to participata, plesase, may 1 knou the rtaasan
why?

Mothar!s Name Fathar's Name

Child's Name Agsas years months
Addrass Zip

Phaone No. I can usually bs contactad by

phane in the: morning aftarnoon svehing
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August B. Hollingshead
(Copyrighted 1957)

Occupational Scale (7 Positions)

Executives and proprietors of large concerns and major
professionals;

Managers and proprietors of medium concerns and minor
professionals;

Administrative personnel of large concerns, owners of
small independent businesses, and semiprofessionals;

Owners of little businesses, clerical and sales workers,
and technicians;

Skilled workers;
Semiskilled workers;
Unskilled workers.

Factor weight for occupation = 7

Educational Scale (7 Positions)

Graduate professional training (persons who completed
a recognized course which led to the receipt of a
graduate degree);

Standard college or university graduation (individuals
who had completed a four-year college or university
course leading to a recognized college degree);

Partial college training (individuals who had completed
at least one year but not a full college course);

High~school graduation (all secondary-school graduates,
whether from a private preparatory school, public high
school, trade school, or parochial high school);

Partial high school (individuals who had completed the
tenth or eleventh grades but not the high-school
course) ;

Junior high school (individuals who had completed the
seventh, eighth, or ninth grades);



130

7. Less than seven years of school (individuals who had
completed less than seven grades irrespective of the
amount of education received).

Factor weight for education = 4

To calculate the Index of Social Position score for an

individual, the scale value for occupation is multiplied by

the factor weight for occupation, and the scale value for

education is multiplied by the factor weight for education.

Sum the two scores.

The social-class position of an

individual or of a nuclear family is determined by locating

the range to which the total computed score belongs, and

noting its corresponding social class position.

Range of Computed Scores

11

18

28

44

61

17

27

43

60

77

Social Class

I

IT

IIT

Iv

A detailed description of the Two Factor Index and its

determination can be obtained from August B. Hollingshead,

Two Factor Index of Social Position (copyrighted 1957),

privately printed, 19265

Yale

Station,

New Haven,

Connecticut.
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List of Subjects by School With Sex, Age,
Social Class and Test Scores?
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Ss Soc. BCRE PPVT ANI/
No. Sex Age Class I ITI IIX WWRT RAW PUC
School 1 1 M 3.11 IT 37 0 8 2 52 48
2 F  4.00 III 42 2 18 5 49 8
3 F 3.11 IV 40 0 22 2 54 47
4 M 3.10 II 39 3 19 2 41 0
5 F  4.00 IIT 38 1 20 6 55 35
) 6 F  3.10 IT 37 0 25 5 57 52
7 F  4.00 II 39 1 22 1 54 7
8 F 3.08 IIT 40 3 42 3 50 43
9 M 3.1l IV 42 2 8 0 30 13
10 F  3.10 IV 37 0 12 4 41 8
11 F  3.07 II 35 0 17 4 47 41
12 F  3.11 IITI 36 1 13 5 58 50
13 M  3.08 II 37 1 13 3 33 0
14 M 4.00 IIT 41 7 27 2 22 7
15 M 4.02 IITI 39 0 18 2 51 7
16 M 3.08 IITI 38 3 17 3 54 44
17 M 3.10 I 41 1 31 5 45 19
18 M  4.00 II 38 0 15 4 52 46
19 M 3.09 IITI 35 0 10 3 62 19
200 M 4.01 III 44 7 33 3 41 10
School 2 21 F  3.11 IV 40 0 25 5 22 1
22 F  3.11 III 41 2 28 6 41 52
23 M 4.05 IIT 42 1 31 g8 48 45
24 F  3.08 IIT 41 0 11 1 46 3
25  F  3.10 II 38 0 19 3 52 48
26 F  3.06 IIT 37 0 15 2 30 0
27¢ F  3.06 III 37 0 15 5 20 3
28 F  4.08 III 35 0 15 6 58 43
29 F  3.04 IIT 42 2 29 4 45 32
30 F  3.05 IIT 36 0 7 7 38 2
31 F 4.05 II 37 O 7 60 45
32 M 4.03 III 38 1 12 2 46 3
33 F 4.06 III 37 0 5 7 35 4
34 F  4.07 III 38 0 19 5 52 26
35 M 3.11 IV 36 0 16 7 42 43
36 F  4.03 III 37 0 17 8 58 50
37 M 4.08 IIT 39 0 17 6 34 42
38C F  4.03 II 42 4 34 3 35 27
39¢ F  4.03 II 42 4 34 3 44 30
40 F  3.11 III 42 5 12 0o 21 0
School 3 41 F  4.03 I 41 0 30 7 51 52
42 M 4.05 II 40 2 17 5 54 12
43 M 3.08 I 41 4 31 2 60 40
44 F  4.06 IV 45 3 31 2 46 21



List of Subjects by School With Sex, Age,
Social Class and Test Scores@ (Continued)
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Ss Soc. BCRE PPVT ANI/
No. Sex Age Classb I II III WWRT RAW PUC
School 3 45 F 3.09 IT 39 0 23 6 45 7
(Cont.) 46 P 4.03 IITI 52 11 53 8 56 52
47 F 4.03 IIT 40 1 14 3 50 8
48 M 4.00 1T 45 2 29 2 53 7
49 F 3.11 III 40 1 6 2 58 44
50 M 4,02 IT 41 6 23 2 63 5
51 F 4.07 I 40 7 20 4 66 52
52 F 3.09 I 41 2 30 8 53 52
53 F 3.10 ITI 44 6 23 3 50 8
54 M 4.00 ITI 43 2 32 3 50 44
55 M 4.02 III 42 1 17 3 40 4
56 M 3.10 IIT 41 2 23 2 54 18
57 M 3.11 v 37 2 17 5 54 9
58 M 3.09 III 39 3 21 8 55 50
59 F 4.06 Iv 37 0 8 3 42 1
60 M 4.02 IT 42 2 24 2 46 19
ABCRE = Behavioral Code Reading Episode, WWRT = Whole

Word Recognition Test, PPVT-Raw

Test, ANI/PUC =

b
Social Position

Crwins

Peabody Picture Vocabulary
Alphabet Name Inventory/Printed Upper Case

Determined by Hollingshead's Two Factor Index of
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Behavioral Code For Use With Reading Episode
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Explanation of Parental Behaviors
For Use With Behavioral Code

Ve Y. Kunimitsu 5/79

EXPLANATION OF PARENTAL SEHAVIGRS
(BEHAYIORAL CODE FOR USE WITH REARDING £PRISGDE)

I. OEVELOPMENTAL LEVEL (cluster)

1. 1Is play-crisntad (as opposed to neutral, demanding or
"tasting®)

Examples:

"This is going to be fun."

"ihat an intarssting atory.®™

Readsr acts out or dramatizas any part of -the-story
{makes animal sounds, varies facial exprsssions,
varise intonation, imitatss characters, astc.)
Avgids reading uworde-for-ward in a dull, monatonous
BAnNner.

2. Is casual, sasy, 3spantanecus, uncritical (as cppoasd ta
tanss, serious, rigid; as opossd ta being critical of
child*s comments. or gqueations) :

Ex3mglgss
Parsnt ssatad in a raslaxed positicn wuith childe.
Barent smilass, laughs, uses uords of pgraisa.

3. la2 rgsgensivae; varias tehavior depending on child's
© reactions=.

Gxamplags .
Stops questioning if child doas not want to raspond.
Trias ta gain child's intarast with various tactics

if child appears to be distractad ar disintarsstad.
Pauses if child wishes to slou down the story.
_Speeds up story if child vants it to go fastar.
Avoids foreing child inta a pattarn of bmhaviar that
the chiild clearly rejects.

4., Usas raepatiticon
©  Examgloss

Repeacs welds, phToccs, zaniznscs

Repsats ideas

Takaes advantaqe of major stary linaes by cspeating
them with esphasis,

TGoad marning a a « Can you give me somathing

far my mother’s birthday??"

*Thank you, but she has some __(sugqestion) o7
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Explanation of

Parsntal.Bshaviors -2 May, 1979
tLat's see uhlf us can find then," said the (3nimal) .
RAnd so Oanny and the _(animals) all hoppad
[ o) along until they met i .

1. CONCRETE, EXPERIENCE-S8ASED, KNOWN, COMPREHENSIBLE (cluatar)

Se Uses words understood by child; relates stary ta3 child’'s
cun life sxperiasncss.

Egggg;gsx

anges uards in story ta simplify aor helg child's
understanding.

Relatas any part aof story ta something perscnal to
childe

"Oanny loaks sg said. 0c you fael sad sometimes, too?®
"Remssber your hirthday party?®

"Mommy had a birthday. 00 you rsmamber chat ue gave
has?"

"1 vonder uhsat ue should give maomay far her birthday?®
"That hen looks just like the cne us saw at the farm.”
"Can you skipg liks Qanny?®

Miould you be: scarsd of Mr, Sear, toca?*

"0c you think that mommy uwould liks that far hexr
birthday pressnt, tso?™

8. Glves information ar aexplanation about the meaning—e?- the
story. (Voluntary information; not in reasponse ta question.)

Expands or axtands sentancas ar phrasaes to clarify o
dafine the meaning cf the story contant.

"Animals don't reselly talk, but ue liks ts pratsad—chey
do in stariass.?

The gocas’s Poathers ars stuffad into a bag to maks a
nica, saft pillay.”

"Goats have milk just like cou'’s do."

MJool is the fur from the sheep. It grows back aftar
it is shaved aorf."

III.. CHILD INVOLVEMENT (cluatsr)

7. Queations child about content ts elicit verbalization,
(sliminats all quastiona that relata story contant to
child's cun oxperisncss as is coversd in Qehavior—Noe=-37

sx;gg;’s:
wondgr what this stary is about?%
"ihy da you think Janny looks so sad?? -
MNhat do you think _(animal) has for Qanny's mathaerc?”
"0g you think Oanny's mather would lika (guggestion)
for her birthday?®
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Explanation of
Parsntal Bshaviors J- May, 1979

g.

9.

"Oo yau think Oanny uwill aver find a present far his
mathor?®

Reader pauses scastimes sc child can f1ill in csrtain
parts of the story.

:...skippnd along until they net ‘EiﬁsEE o

Sa Qanny and the ause and the

all hopped alang'..—sa-ﬂ_)-

"ihy do- you think they all said 'no’ uhen Oanny said
to ask fir. Sear?”

"Can ycu guass ubat Mr. 8sar is going to tall Danny
t0 give his moca?®

Mihat part of the story did you like best? Uuhy?"
"Uas thers any part yau did not lika? Why?*

Suqgests difforsnt ideas to ancourage thinkinge
(goes beyond simply refasrring or ralating to child's
gsrsanal axperiances as in Sshavior Na. 53 suggests
idsas that may lasd ts problam soclving ar sther
activitias-unich may invalve the child in planning;
thlllsidll& go beyand the imnmsdiata cantant of the
story

§§§£g;ga=

Maybe ue can plan to visit the library and you can
chcose anogther book like this,?”

"You can pratand to be Canny and I'll be all the
i:ina%:.(encnu:aging dramatization of the stary

tar

"Sometizes it's fun ts draw or paint a picturs about
hou the stary mekas you fael or something about the
story.” -

TMaybe us could plan a trip o the farm sometime.”
"1f e played a rscord, you could think aof diffarant
Jays tg skip, trot and gallop lika Danny and the
animals did.” (encouraging crsative movement)

MJhat if no cne had an idea for Oanny? UWhat would he
da?7%

"Suppose ha gave that to his mother and sna alrsady
had ona?®

Allous child ts aak gquaestions and maka cosments,

1 H

Pauses or hesitatss and listans uher child has a
question or makas a comment.

Gives child time every naow and thsn t8 make comments
or ask questions uhile rsading.

283

Respands ta child’s questions or comments uith soms
ansuar or statament that is partinent to the
question or commsnt. (mars than "uh huh,” "momm,”
"yas,” "mo,” ar nod af head.)



Explanatisn of
Psrental 8Sshaviors -4 May, 1979

il.

®Yzz, Oznny dass lock sad.”

®Yss, they ars all frisnds.”

"You may bs right. Thsy do look scarsd.”

"It sesms that way By his smils."”

"l can see uhy you think that, BECaAUSCL.csccee"”
"Oh, I know why you said that, bBecause of....”

Allcus child to hold/look at book: shows child how to
"raad® Book. (rssponds to child's gquestions or

valuntsers information about lattsrs, sounds, words,

spelling)

e -

Srops sook up in front of childe
Allous child ta hold any pgart af book.
Allous child to turn pagaes.
Points ta uords ar maves fingar alaong sentancs
uwhils rasading,
Socunda cut latters, spgells gut ugrds or racitas
cartain lattars.
“Sge, that says hen, i £ No*
"That's 2 3.7

139
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B. Parent Interview Schedule

Vivian Y. Kunimitau 6/79

PARENT INTERVIEW SCHEDULE

Name: Oata:

I, FAMILY SACKGROUND

Father
8irthplace: Ue3e Forsign hosn
Elsmsntary schoal graduata? vyes no
High schioal? yas no
College? yes ng
Graduata wark? yes no
Gecupations
Mather
Birthplaca: U.Se _____ Forsign borm _
Elementary schoal graduata? yes ng
High schoal? yso no
Callegs? yas no
Graduate: wark? yes no
Occupgatians
(If homesaker) Sofore marriage?,
0id you aver uant ts hscome a tascher? vyes ng
II. HGQME
Mexbarship
Any adulte® athar than parsnts? yes ng

Wha?




Parsnt Intarview Schedule
Kunimitsy, 2=

Sublingss (Nusher) (Age)

Qlder brother(s):

141

8/79

Younger hraothar(s):
Older sistsr(s):
Younger sistar(s):
(Total): —
Lanquags
fMonolingual Second language (if any):
8ilingual. Spokan By:
Whens
I1I. SUBJECT*
8irthplacse: Data:
At uhat age did child begin to walk? Talk?
baforw: ane yesr. before one year_____
about one year ____ ahoyt one year
about 18 mos. _____ about 18 msos. ____
about Z years ____ about 2 years _____
latsr —— Iatasr —
Is child left=handsd or right-handed? Laft Right
Coss he do differsnt things with diffarant handa? yes___ no___

I 30, explain:

Uhat illnessss has child had? (list, uith ages and durations)

Ha®s child ever had problems with his ayes? vyes

no

- If so, explaing

Have ycu sver had ta take him to an sye doctar?
If so, explein:

yas

Cass ha sver complain abgut his syes nocu? yes '

ne

If 3o, explaint

*Quring intarviaw, use subject's name in placs of "child.”
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Parsnt . ntarcview Scheduls
Kunimitsu 3= 6/713

Praschool Blay

WUhen playing, how much anergy doss child have compared t3 childrsn
his aqge?

- B0T® than averags
average
less than averszge
In uhat types of activitiss doss child do especially well?
cutdoor, active qamss
work uith tools; building
fine handucrks arct
quiat gamse; checkers, cards, atc.
papgsr and pencil
sther (3peeify):

Whan no athesr children ars availatble, uhat doea child u=ually do ta
gecugy his tias?

looks at bocks, magazines, stc.
seikes things uilth hands

works uitiy pager and pesncil

plays uith toys, balls, etc.
Jatchea tslevision

tris® to get am adult’s attention
loafs arcund, wandering what ta do
ather (specify):

doss child usually play?

chilrasn his oun ags

youngsr childrsm

glder childrsn

siblings

d plays uith gther childrun, what do they usually da?

slay active gamas

play gquiet games

make things

play school

play witty books, scissors, crayens, pagsr and pencil, atc.
ather (specify):

£
g
111
3

&

When ch

[T



Parent F1tervisu 3chedulas -l 6/79
Kuniaitsu
Ocss child presfer to spend time uith adults or with children?
adults
children
bath
likss ta spend time alane
Oces child like to play alone? yes______  no______
If sa, uhat doss hs do?

IVve SIBLING RELATIONSHIPS

How does child compars uwith (brother) and/or (sistar) in academic or
intasllectual ability? )
battar
same
lass abls
Qg the children camgets uith sach cther? yes ne

Oescribes

_ Ve SCHOOL
Nursery School
0igd child attand another nurssry school? yas no
I* sg, faor how lang?
How long has child attanded this nurssrcy schoal?
3 yearas
2 years
L year
lass: (give tima)
youy send child ta nursery schacl?
he nsedsd to be uith ather children
-1 werked
ather childrsn uars qoina
it is 2 gouod pgrsparation for school
gther (specify)

3
5

[T
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Parsnt latsrview Schedula -5 6/79
Kunimitsuy

Hou daoes child bsnefit from nurssry schaeol?

learned to play with ather children

learned scngas, rchymes, gamss, 9tc.

develaped interest in rsading, printing (alphatet, numbers)
lesarned to relats to other adult

lsarned how to behave in school sstiing

other (specify):

Ooss child ever sy he uants ta stay homa? yas no
If so, how aftsn?

snly in the beginning

intarnittantly

most af the tinse

Oces child watch any nurury-school-kindnrgnrtan-cyp- progras on
talavision? yee

1 sg, uhat dows he laazn fraoa thea?

VT, OTHER ACTIVITIES

Caes child attand any school aother than this nursecy scheal? yes_ _no__
If so, describes

0id child uatch talavision before starting nursery school? yes__no__
If 30, how oftan?

S or fauar hours per ueek

§=10 hours per usek

1l=iS hours par usek

16=20 hours psr usek

21-=25 hours per uwesk

2S or mors hours per ysek

Ars you auars of any valuable learnings child acgquirsd from watching
talevision? vyes no uncsrtain

What ars thess laarnings?

~--l -—4 doea —l---n& ul’ Sodn caamey 3 o onem b

v -y e wee

intasrsst in laarning ta print
knoulaedge about history, scisnce, atce
ather (specify)
Qoes your child go ta the library? yes ng

If 30, how oftan?
oncs a ysek
snes evury tuc uaeks lasa oftan
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Parsnt Intarview Schedula

Kunimitsu e 5/79

Oa ygu taks out books from ths library? yas no

Oces ycur hustand? yas: no

0o you rsad mors than the average adult? yes no

Does your hustand? yes: no

0id you or anybody elss read to child befors he startad schaool?
yes____no____ If yes, uwha?

If so, could you tsll me how this rsading uas done? Techniguae(s) Uwau?
told him vords he asked about

checkad his comprshension of the story
e Puointad cut ugrds uhila reading
~ discusssd picturas
ather (spacify)
Oc you still read ta him? yas ng
If 30, houw af'tan?
avery day
—— COupls times a wesk
— Llass aftan
—— Whe@n he asks for it
Doss your hushand still rsad to him? vyaes no
1f 30, houw oftan?
avery day
—— COUPle timsa 3 usek
— L0828 ofisn
when he asks for it
Does child raad at home? yas ng
If sa, how oftan?
avary day
— COupla times a uesk
—— L3838 oftsn

Uhat kinds of rsading matarials are aveilabla to child?

- basal rsaders
uworkBocks
library boaoks
Goldam books
caloring books
alphabet books
picturs hooks
othor (spscify):

[T
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Ffarsnt Ir.carview Schedule
Kunimitsu - &/79

VII. PARENTAL ATTITUDES

Ars you sstisfied uith ths job the schools ars doing in teaching
seading? yes no Uhy ar why not?:

How do you fsel about pa:anga ; thlp with things like rsading to- i
child? vyes no

(yes)

if he is intarestad
gives him a good start in school
other (specify):

he'll be in school long aengugh

it might mix him up uhen he gets ta schaaol
it might iessen his intarsat in =chool
tzaching resquirss sgscial training

ather (3pscify):

VIII. PRESCHOOL TEACHING AND LEARNING

0a you think yaur child showa any prsschoal intarast in laarning ts reaa?
(1] na .

What do you think ars scme off the things that your child doas that make
yaou fsel that he has an interest in lsarning ts rsad?

being raad to at hose

intarast in printing

intarast in.su-lling

talasvision copmercials

curigaity about urittan vords
intarast in yord meanings

availapility of readisg matarials
availlability cf pager and pencils
availability of blackboard

uanting to keep up with older siblings
vanting ta dao homework with siblings
school work brougnt homs Gy siblings
other (specify):

<

#This and the next tua questions ere askad only if parant says their
child showsd preschool intarsst in reading.
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Barant (ntarvigu Schedula
Kunimitsu -ge 6/79

At what age did child first shau this preachsol intarsst in laarzning
ts rsad?

baforas 2 ysars
abgut 2 years
about 3 years
— ACUE 4 years
0id you ar anybody else give child praschool help wuith resding?
yas ng
»If so, at uhich age?
bafore 2 years
about 2 years
abeyt 3 years
ahout 4 years
If not, uity not?

Uould you tall me uhether you or anybady alas gave child the fallcuing
kinds aof help?

Identifiad ucrds? yas na
Helped uith printing? yas no
Discussed scunds of lattars? yen no
Oiscussed meanings of usrds? yas no
Idantifiad numbers? yas. ne
Identiflad lattsr namea? yas. ng
Helpad with spelling? yas no
Could. you tall me tha rgassn(s) uhy you think thase various kinds—e#- halp
—— to taech him tz csad wers given?
— 3 kaap him occupiad
— 50 ansusr hia queations
—— 3ther (specify):

Who uers the pecple uha gave child most of the preschool help with
things liks the identification af nuabsrs and lettars and words, or
with printing and spelling, and so an?

mother
fathar
brother
sistar
other rslatives (specify):
Priend (specify):

>’

his and the next twuo questions- wers askad anly if help was givane
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Parant [--tarview Scheduls
Kuninitsu e 6/79

0o you thinik reading cught ts ba taught only by a trained person?
yas no Why or why not?:

Do you have any sgecial concerns atout a child's sarly ability in
rsading? yes ne '
If sg, uhat ars they?

think it would lsssen his intarsst in school

think it would make him averly confident

think the uay he lesarned might ba diffarent from hou he
would be taught in school

athez (specify):

1X. SIBLINGS ANG REAOING

0id any of the older children in your family learn tz raad hafore
they atartad schaal?® yas ne
It sa, aspecify:

0 you give any of the alder children in the family help at home wuith
their school uark? yes ne

Dows child listan and uatch uhila you give the help? yas____ no____
I 3a, how cfton?

all af the time

scma gf the time

very infrequently

Xo PERSONALTTY CHARACTERISTICS

Ouring this intarview you hava uassd many diffsrent uyords 5o dascrihe
your child, Nouw ['d liks to %2y *a gaet a total picturs aof hime
Could yau tall me again the uords that best describe your child?

1P scmsbody glse uere to taks care of your child, what would yau fsel
vas especially important for her to knou about him?

#Ask only iF thers is a child in the family uho is clder than the
rasaarch 3ubjact.
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Parsnt -itarvisu Schadulas
Kunimitsy -10= §/79

Ocss your child have any charactaristics which he shoued as an
infant, and uhich he atill shows?

I have a liat of vords uhich might or might not describe yocur child.
If a uword does dascribe him accuratsly, would you put a check™in
front of it? If a2 uord doas not describs yocur child, lsave thas
spacs blank, ’

good. ssmary
persistant
curicus
competitive
perfsctionistic

Would you laak cver the list again? If thers i3 any uord in the list
which is an abaclutsly perfact descriptian of your child, would yu
put a doubles check in frant af that ward?

Have you ever participatsd in a study like this befaore? vyas ne.

I so, please briafly describe it to mes

0id yau faal comfaortabls uhen ycu wusrs raading the story tas your
ehildT vas no Uhy?

0o yau fasel that the uay ysy raad thae stary is a typical examplas
of houw you normally do i&? yas no

Cammenta:

0g you fsael your child respondsd ta your starytalling in his normal
uay?

Comments:
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C. Description of Alphabet Name Inventory/
Printed Upper Case

Alphabet Name Inventory/Printed Upper Case (ANI/PUC)

The ANI/PUC is an individually administered inventory
designed to evaluate the child's ability to identify
the twenty-six upper-case letters of the alphabet.

The ANI/PUC consists of two separate tasks--a nonverbal
task. and a verbal task. In the nonverbal receptive
task, the child is presented with 26 arrays of four
letters each. The child is asked to point to specific
letters present in each array as they are named by the
administrator. The first 13 letters asked for are
those which occur most frequently in words typically
used to teach initial reading and spelling skills.

Each array contains two relatively high frequency
letters ard two relatively low frequency letters. The
distractor letters are both visually and aurally

highly discriminable from the critical letter. Familiar
pictures are systematically placed among the nonverbal
items to draw the child's attention to all positions

in the arrays.

In the verbal expressive task, the child is presented
with each letter one at a time and is asked to name it.
The nonverbal task is administered first, followed by
the verbal task.

Alternate forms of the nonverbal task have been
developed to aid in the evaluation of guessing and
positional response set behaviors. If accurate diag-
nostic information is desired for very young children,
both nonverbal forms should be administered. The two
forms of the ANI/PUC differ only in the arrangement of
the numerals in the same array. In Set B, position 1
contains the numerals that were in position 3 in Set A.
Positions 1, 2, 3, 4 in Set A become, respectively,
positions 3, 4, 1, 2 in Set B.
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Alphabet Name Inventory/Printed Upper Case
Administration Diagram

IJSTITUTE FOR DEVELOPMENTAL STUDIES
New York University
Schogl of Education
Washington Square
New Yark, New York 10003

EARLY CHTTDHOSD INVENTCORITES FROJECT

ALZHABET NAME INVENIORY: ZRINTED UPFER CASE (ANI: 2UQ)

Az individuglly Administered Inventooy Experinencal {orm FL
for Prskindergartac and Xindaergarten

Principally developed by:
Xarlen Lefren and Judy Joimson
and
Project Directors:
Alan R. Collar

and
Jack Viccox

NCT TQ ZE DUPLICATED, CIRCULATED, (R QUOTED WITHOUT PERMISSION.



P = Procedure

L = Laaguaga

(&) Place tha child at tabla.
of child.

(L) ™E ARE GOING TO PIAY A GAME WITH PICTURES.

152

ALDHABET NAME LNVENZUXY: ZRINIED UFFER CASE

SAMPTE TTEMS - NON-VERBAL TASK

Place page ii of thae taest booklat in frenmt

I GOING TO YAME QNE OF

THESE PICTURES, AND I WANT YCU T0 20 YQRUR FINGER ON (SHOW ME, FIMD,

POINT TO) THE PICTURE THAT I NAME.”

@frer tha first picture it is

also permissiblc to say, "NOW childts name, POT YOUR FINGER QN THE
(2.3 SMAKE), etc.” I

@) Name the picrure to which tha child mist point.

‘If child responds
%I

@) TTIAT's am, THAT
IS CALLED A (9.8,

cup .

(F) Procced to next
sample item, ete.

' SAMPIE - ITEMS
i
i Aii  cup 3id  dog
! Addd snake| Biili <£ish
!'A dv lhouse} B iv sihoe
, A v baook Bv turcla
!

Aviii shixrt} DBviii rabbit
l A ix boy B ix flower
i

If child does not;
resoond 2

paying attentiosn,
sces the samplae
item, ete.

@} If nacessary, repeat
the dircerions. AT
YOIR FINGER ON THE

(e.g., CUB)."
-or-

Encourage the timid child,
91 BET YOU :NOW THE RICHD
ANSWER."

]If the child stild
does not answars:

b
Treat as an incorrect
responsc. follow the
procedure in the noxt
calumn., Omit tha ward
NQ".

554

child responds

Incorrectly:

B \

T
NO, THIS IS A
PICTURE OF A
(a.g., FISID.
T YRR FINGER
A THE (e e s
cug .vv

=

child still responas

incorrectlv:

(03]

fan)

i
Boint to the
correct stimuius
choice.
"TIIS IS TIE (e.g.,
CUp) . KOW YOU IUT
YOUR FINGER ON THE
(e.g., CUD).”

Procead to the next
sampla item, etc.

PROCEED TO TEST ITCS ON PAGE L OF BOOKLET
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T = Procedure WMNVMORY:UWO:CA‘O(Pmﬁ)

i&mnistracion Diagram
NON-VERBAL EVALUATIVE TASK

(L] "NOW WE ARE GULNG TO PLAY THE SAME XIND QF GAME, EXCEPT THIS TIME THERE

WILL BE LETTERS INSTEAD OF PICIURES,™»
(® Turn to page l.

(L} "PUT YOUR FINGER ON. (OR SHOW ME, FIND POINT T0) THE (e.g. D.7

If child makes a responsa=
correct or incorrect:

(L)Mnk.mcmtr 93]
@ Turn to page 2.

9]
Adoinister the latters in the
following order for both sat
A and Set 3.
©
Section L Section 2
1. T WM. u
ta.aA 15. X
3.1 6. W
4. H .G
S. L 18. 8 ®
6. R 9. F
7. C 0. M
., 8. P a. J
‘3.0 2.Y
10. E 23. X
1l. N 4. Z
12. § 25. Vv
13.D 26. Q

If child doas not respand:
»

Make sure he is paying attantion, nears
the quasticn, etg.

If necassary repest: "PUT YOUR FINGER
ON THE (e.g. 'L")."

aQ

Encourasge the timid child: "I BET
YOU XNOW THE RIGHT ANSWER," atc.

-I£ the child s3till doas oot
answers

~=

" Ireat as ag incorvrect respouse.

*In order to Keep the child interested in the task, sample items have been
included in varicus garts of the inventory. Wwhen d.enl..ng with any additional
sets of samples (i.e. Section 2, Seat A; and Sections L and 2, Set B), therwe
is no need to repest "We are go.f.ng to play a3 gaoe...". Sinply ask the child

to put his fingar on the item you nams.

SCORE NON=VERBAL TASK

PROCEED _TO VERBAL TASK




D a Procaina
L = Language

P} Sot the dial so that the ivvows corvespond ko ike lines of wheel #l.

ATGCED NRE IMNENTAIY';
M i

CRINTED UPPIR CAGE

1 :
ad=iatstpatlon Diargran

VER2AL EVALIANVIVE TASK

tha sa=a proceduve for wheel § 2).

) F'M GOING TO SHOW YOU SOME IETTERS,

ITE enild vespondJ
correetlys

(L) (ake no corvient.

() Twn dial in a
clockvise diree-
tion to expose tha
next ited, ato.

Infnister the letters in
he following avdexs

u:-el#l

)N S)D
10 61
)R' 7) L
YT o8)

cel #§2
) Q 9)
) B 6)
)y d 2)
) G 9)

9) P 13) 8
10) B ‘
11} ¢

14 A {

9) B
10) 2
11) X :
130 i

13) ¥

TR<P

Tt child nispronowicas tha

latter or rasponds zhincticallyjl
v

(L) "¥ES TUAT'S TIE SOLND YOU
MAKE ©ITH THE IETTER, BUT WHAT
IS TUE NAE OF TMIS IZTIEA?
WIAT 18 THIS IETTER CiLLEDZ"

(F) 1If tha child still mispro-
nounces tha letter, score it
as Incovrect.

If child responds with g word
using the letter (e.g., "rag"
for W;

(L) “YES TIUIS IETTER IS PART OF
TIE VORD (E.G. RAG) BUT WHAT I8
THE NAME OF THE IETTER, UIAT IS
TUE IETTER CALIED?"

() If tha child stildl responds
with a word, scove tha item as
incqrreect.

TE child responds with) "elrcle’
for p, "ana[‘ for I, or| "cross"
|for K3 | r

[ 2
(1) | *¥ES T|ITS IETTER JODKS LIKE A
5 TUE NAME

(C CI[\C E) BUT ‘lls’l
OF T)IE LETTER? |

1

() [ 1€ thuit:hild vena tt thae sars

resppnse, cqore §t o3 ppoaeeit.

If child docs not
respond

4
(¥) Hake sura he has heard
thae instrvuctions, is paylng
aktantion, ata.

(1) If necessavy, point to
the letter and repeats “TELL
2 FHE NAME OF TIIS LETTER,Y

-apr-~

(1) Encourays the timid childg

Y BET YOU KNOW TIE NAME OF
THIS IETTER," ata.

(AEtor adninistoring whual {§l, follow

THIS TI'Z T KWANT YOU TO TELL E T)ME BAME OF TIE IETTER,.®

l" the child raspo
Incoyractlys

v
(1) Maka no commai

(¥) Turn dial in.
clockuisa divectio
to exposa tha next
item, ata.

IIf child still g_‘oaea not _ansvery)

(?) Treat as incorreat responsa.

20



Kunimitsu 6/79

Exparimanters

CHILDYS NAWE___ Sex

yra, wanthe Datey Locationy___

DATE OF BYRTH AGE

ALPHABET NAME INVENTORY: UPPER CASE SCORING SHEET

GRAND TOTAL SCOREs ___

]

=

e

5

|\

5

Mopverbal Task* et

: 2

1j2]3]a|sfe]7]a]ofro|n jr12 i3 Jra|as|rafarfrafreofan]|21 |22]23 |24 |26 |26 T;tm%%
T{ajifujrfafjclejole{w|sfoful«|ulajalefn]alv]x]z|v|a forey,}
T 1T : _ Q<
00

H 3

- ot

=R

Q K

<

0\,

' g

a ak¥ 8 o]

o5

Uheel #1 Wheel #2 a8

Total’ -

nlotajlrjoluilelufelelclals fajalolalnlv]c]ulv]ziajulrF Copract a
a Ty

e

S s == == === 5= mg
Q

o0

1]

(0]

COMMENTSs (Child's behavior, attention spen, tendency to gueas, ate,)

#urite in child'e ansuer. Stop after 5 consecutive misaedq.

GST
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5x8% unhita indax carda,
unruled

WHOLE WORD RECOGNITION TEST

¥. Kunimitsu §/79

L - uide-tippad falt pen,blk, -
1 - alphabat ahert ) fleu Ehart - Seasion Ong
P « Pfocedura
L » Language
3 lﬂt gﬂg ;[g _4Ath
(P) Record child's name, data, (L) “1 HAD -
time hagan on scoring shaet, ] =
PLAYING o]
(L} wchildl o 1 HAVE A GAME THIS =
T0 PLAY UTTH You, HERE 1S GAME ®
YOUR SEAT," WITH =
YouR 0
(P) Placa child at tabla. Place WORDS, :j, ?L
ons caerd in front of child WELL 0
and tester, FINISH g
: THE came . O
(L) WTELL ME YOUR NAME AND 1 UWJLL (L) “CAN YOU VELL ME ANOTHER WORD Repeat LATER. 50
URITE ¥T OOUN ON THIS CARD,M T0 URITE OOUN?Y all NOouw T . pQ
(urite Pull neme using upper fromptares A WORD YOU LIKE af NEED TD R E
and lauar caee letters in the A FAVORITE WORD coluan PUT THE ﬂ-d:
size ae epecified on alphabet A UORD YOU KNOU 2 CARDS [
chart) (yrite word on card as befare) AUAY o
DECAUSE =
(P) As you urite the name, say (P) As you urite tha uord, say I HAVE 3
each lJetter cut loud, each latter out loud, ' ?gﬂETHlNG g
R vou
(L) “THIS UORD IS YOUR NARE (L) “THIS IS VOUR WORD _pord % & YOUR o
cn%[d'a nggg“ {point to word) (paint ta word)"I'LL READ IY MOTHER
TTLL READ IT NOU child's pampg)V NOW yord “ 75 DOLY
(L) “NOU IT7'S VOUR TURN TO READ 1T, (L) “NOW IT'S YOUR TURN TO HEAD (P) Record
HERE, HOLD THE CARD & READ YOUR IT. HERE, (HOLD THE CARD & time
NAME,% (If child hesitatas, READ YOUR UORD.% (use ended
use promptaers) YCAN VOU SAY YOUR prompters if neceseary) and
NAME child's a?¥ MHSAY YOUR child's
AME UITH NE dis pa M uords
uhile pointing to uord) on
(P} Uait for chi)d'é raesponsa (P) uati for child'e response > :ﬁ:;:ng
(L) ©“NOU LET'S PUT THIS UORD AUAY (L) “NOW LEY'S PUT THIS WORD MAY

AND GO ON UITH THE GAME Y

AND 60 ON UITH THE GARME,Y

9¢T1



f w» Pracedure
L = Languaga

WUHOLE WORD RECOGNITION TEST

flou Chart - Sessjop Juag

V. Y. Kunimitsu §/79

" lsat

4th

&th

(?) Heve scoring sheet on table
auay from child®s claar
vieu. Fill in time hegan,

(L) “chi)d's pema, REMEMBER
OUR UORAD GAME WE PLAYVED

EAALIER WITH YOUR WORDS?
LEYYS FINISH IT NOu,Y

(L) “HERE ARE VOUR UORDS AGAIN,
NOU I'M GOING YO n;x THEN
Up.Y (ehufflg them

(L) “NOu, CAN YOU TELL ME UHAT
THIS WORD $AYS?® (hold up
card & polnt to uard, havg
other cards in pile, face
doun on tabla)

(v) (1f child heaitates or
looka puzzled, prompt)
“JUST GUESS WUHAY YOU THINK
IT SAYS.¥ (ualt for s
rasponas)

(L) (¥r child seke 1f ha is
right, say) YTHAT UAS A
GOOD GUESSF or “YOU ARE
PLAVING THIS GAME WELL,®

(P) Record word end response aop
scarlng eheat uhile saylng
HUERY Gaapv
I¢ child acks uhat you area
uriting, sey “I'H URITING
THE UORD UE JUST PLAYED UITH
S0 ] UON'T FORGET, M

(P) Put card feca doun on bottom
aof plia,

2nd ard

(L) vuERE IS voum REPEAT
OTHER WORD Y ALL
(take top card oF

from pile) COLUNN

REPEAT THE REST
OF coLupN )}

N 4 A 4

(L)

YLET'S PLAY 1T
AGAIN. 1%L
HIX UP YOUR
UORDS AGAIN,®

AEPEAT THE
REST OF COLUMN
]

(L) “THAT uas

(r)
(r)

FUN PLAY-
ING UITH
YOUR WORDS,
HERE, You
MAY KEEP
THESE
CARDS , »

Record tims
endad,

Later,
finish tha
acaring
shest,

LST
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WHOLE WORD RECOGNITION TEST

Sen Shaant
Nama$ Catas
Session 1: Began Ended __________ Total Time
Sessicn 2: Gdegan Ended __________ Total Time
OROER 1 gRrRo
Word Rasponse WYord Response

GRANQ TOTAL CORRECT =

Record %% for corrsct rasponse. Record the uord given by
child for urong rasponsa.

Rgcord tatal number af corract rasponses in gach csiumn.

Racord grand tuvtal of corrsct rasponsaes.



APPENDIX E

SUMMARY TABLES FOR ANALYSIS OF VARIANCE
AND CORRELATION COEFFICIENTS FOR
RELIABILITY SAMPLE
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Table 16

Analysis of Variance For ANI/PUCa

Source of Variation SS af MS
Between people 7799 17 458.76
Within People 177 18 9.83
Between Judges 4 1 4.00
Residual 173 17 10.18
TOTAL 7976 35

4ANI/PUC = Alphabet Name Inventory/Printed Upper Case

o= 1 - MSw.people  _ , _ _9.83 _ .98
2 MS .
between people 458.76
Table 17
Analysis of Variance For PPVT?@
Source of Variation Ss af MS
Between people 2950 17 173.53
Within people 467 18 25.94
Between judges 25 1 25.00
Residual 442 17 26.00
TOTAL 3417 35

ppyr = Peabody Picture Vocabulary Test

M5 people =1 - -25.94 _ o.35

r/a = 1 -
2 173.53

MSbetween people



Table 18

Analysis of Variance For Clust=r I of BCRE®
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Source of Variation Ss af MS
Between people 218 20 10.90
Within people 57 21 2.71
Between judges 18 18.00
Residual 39 20 1.95
TOTAL 275 41
dcluster I = Developmental Level, BCRE = Behavioral
Code Reading Episode
MS
r,=1- w.people - ; . _2.71 _ 4 75
MSpetween people 10.90
Table 19
Analysis of Variance For Cluster II of BCRE®2
Source of Variation ss daf MS
Between people 13133 20 656.65
Within people 49 21 2.33
Between judges 2 1 2.00
Residual 47 20 2.35
TOTAL 13182 41
@cluster II = Concreteness, BCRE Behavioral Code
Reading Episode
MS
r, = 1 - w.people -1 .00

MSbetween people
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Table 20

Analysis of Variance For Cluster III of BCRE®2

Scurce of Variation SS df MS
Between people 1854 20 92.70
Within people 471 21 22.43
Between judges 98 1l 98.00
Residual 373 20 18.65
TOTAL 2325 41

dcluster III = Involvement, BCRE = Behavioral Code
Reading Episode

MS

w. people =1 - 22.43 = 0.76

r. =1 -
MSpetween people 92.70
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