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" X f Abstract

The study endeavéured tq understdnd and describe the . «
acquisition of litency among. six elementary' school . ’
. children by examninq their readng achievenant patterns

over a five year period. It” explored the cognitive. S

‘social, and affective factors which infiuenced these

. pat; s of achievement. Since ‘the research focussed on

- ridiyiduals, a case 'study approach was used.

. he six children who comprised the sample - Ol

/e reprai ed an'avaraqe range -of abnity as assessed by two

measyres of genen% ,intelngenca, At the, .end of grade 2

these children were relatively ccmparahle i~ reading
compte}?nsion as . measured by ‘the CTBS - comprehanaion
. " . subtesb, However by the end of qrada 4 they could raadily

- be dxv.\ded into an able-and a _less able group‘ based on,

(.'l‘BS comprehensxon scores. By the end of the sixth grade, \
- differences between t.ha two groups had .widenad
considerably. I’he able and less able group of readers Y TS
\included three phildun each. The research was ‘concerned ] 4
,‘. with: the development of these diffnrancasv in reading
e . O, ;;iﬁ'iity “%nd “the factors which cynt‘tibu'ted to them, /
A Thraa‘ data sources were uvailabla to the study.
Thgy were (a) the SESA dnta rf:L].es, (b) school records and '
\[__) data collected by ‘the - presant invastlgntor.
Quant1tativa datn .such as standardized taﬁt scores and
*" qunligi_tative dat.:a- Eg.ach as 1ntomution /gleaned tron A
questionnaires and interviews were both ihcluded. The use




'concepts, expressed ‘moré confa.den

of m\lltiple data -sources, the availabznty of various®

typea of data, and the 1ongltudina1 dlmensicn of the study
allowed the cons%ction of a comprehensxve readi_ng

achievement profile for each student.

The results showed that the able and less able,

.readers differed on many cognitive, social, “and affectwe

factors yrd@oh are relatéd to reading, and "that these
aitevences ineiuedced ‘their patteins of, réadfng'
achievement. The able readers decoded more Efflcf.ently,
cuuld better discern relatlonships _among textual| ideas,
were hettan able to maka inferénces, made .more effective
use ,of munltorihg and “flx-up"‘strategies, and “had more

extensive vocabulagles than tha less able reaﬂers. In

additsiun, the stronger readers had more pnsitive
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cope with school work, had mnre .pogitive and realstlc,

and, watched less television than the weaker children.  _ _

The reseatch tecoqniz'ed that nany factors

influencing reading achmvemsnt are® beyond the control of

. the -school. However, 4nstructional practices which result

in long  term negatl’e effects . on..reading - achievement
‘should be recoqnized and avoided. e 'Conversely, praccidss

whlch have been shown to have positive effects should be

' -fostered. Encounters with print shouwld be successful and

pleasant -and chlldtén should learn to read in a siipportive

. <7
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and rlsk ltea enviramnent.
extensively from matarials geared to their abilities and
interests.

Finally - the study recoqnized the need for'n
comprehensive . theory of reading enconpassinq uny
understandinqs and supported by a d!versity of research
and research‘ methodologxes.
underscond by teachers so that it may qu'ide teaching

practices. s

G o g A . i
Children’ should read

Such a theory should be’
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CHAPTER I

THE BASIS FOR COMPARISON OF ABLE AND
LESS ABLE READERS

The initial chapter has several purposes. First, it
describes the Structure of Elementary School Achievement
(SESA) = study carried out at Memorial University of :
Newfoundland during the four-year period 1982-1986, in

order-to provide the necessary background to the present

study. Second, the problem to be investigated is stated,

and the purposes of the study discussed. Third, this: *
A : =

chapter presents a brief outline of the research

strategies to be employed. Finally, the significance of

the present study will be considered. v

Background to’ the Study: The Structure of
Elementary School Achievement:(SESA)

The present study relied heavily on the SESA study.

‘Subjects were selected from among “the projéct

participants, and SytanEive; W WAES SWde of the
information gathered throughout the duration of the study.

The SESA study W8% carried out under the direction of
Professor Jeffrey Bulcock at the Institute for Educational
Research .and De%lopment de nemoﬂal University, and was

funded by the Social Studies and Humanities Reaearch

| - . ',"‘
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Council of Canada. It was longitudinal in design and
, followed children from the beginning of grade 2 to the end
1uf grade 4. Two over'l'appinq three year studies were
\ . . ~carried out with the second study semving to validate the
\ first. The study vas conducted over the four year period’
1982-1986. The sample si/\fcr the initial study was 217
"~ children; an additional 111 ‘were involved in the
valtdation study. Two school boards and eleven schools ‘in
the St. John's area participated. The children in the
% initial study were in grade 6 when th ub-sample for the $
present study was chosen. - )
3 A large amount of information was llected on each
subject. The focus of the dath‘collection was twofold.

1', It identified the _information‘ processing )

N . strategieé used by c‘hildren an\‘i measured - the

% ] relative effedts of these on the acc‘;uisiticn of
= T literacy. % —

i 2. It identified significant aspects of the chila’s
learning environment, and calculated the. effect
of this environment on the child’s acquisition’
of language and mathe'niatics proficiency.

The present .study focussed on the literacy aspects of the
b data. The next sgctior{s describe the fcur_types of
instruments and nethods .used to ‘assess ,achkievem_ent and

. information p‘rouessi_nq strategies: (a) standardized

test"s, (b) informal tests and assessments, (c) the i)i;rent

ﬁuestionnaira, and (d) .the student questionnaire.




Standardized Tests

Two standardized tests were used. The Canadian Test
of ,Basic s).tills (cTBS) was administered in the fall and
spring of each year of the study. The subtests of
\Jinterest to theé present study are the vocabulary .and
comprghensicn_subtests. “The Canadian Cognitive Abilities
Test \(CCAT) was aqministered when thg ;_:hildren were in ,
grade 3, the second year of the study. This is & widely .
used group intelligence test, which assesses children’s

verbal, non-verbal and quantitative abilities.

Informal Tests and

In addition to these standardized tests, informal
regding'inventories were ‘administered in the fall and
s;;ring ‘of wach of the three fears of the study. After

“readers read a"graded passage orally, they were asked to .
relﬁ, as much of the passage as possible. This retelling
along with the use ‘et probe questions was ,used \:or help
establish the children’s instructional levels. .This is—

) the level at which children find reading a challenge but
-can> handle. it confortably with; teact{er guidance and
instruction.  The general guideline for imstructional
level materials is 95% word recognition and 70%
‘comprehension. Although this formula is somewhat

c 'in that it does not account for such factors




structuXe, generally passages which were ﬂnal){séd for both
the SESA study and the present study were those which
presented some difficulty for the children, but were not
so difficult that a frustratioh level of performance
- occurred. T O
: The oral readinq was taped, and as - -later analysed
using a miscue analysls. YThis pmcedure is based on the
work of Goodman and Burke (1973). It involves examining
"errors" in oral reading ar:d determining to which of three

. cueing system‘s (grapho-phonetic, syntactic, or.semantic)
X &

readers are responding when' they deviate from thg .text.

For example, a‘miscue which is similar to .the driginal

ward in appearance and sbund, s\ugh s_golls for dollar, -

may indicate that the reader has been -atfentive to the
‘ visual and sound aspects of the word. . This is the grapho-
phonetic cueing s}:stem. . on ' the * other hand,  the
substitution of a synonym.. for the original text word, ,SFéh
as saying woods for forest, indicates attention to what
fits in the sentence and nmakes sense. These are the
synt_:actic a‘nd semantic cueiné systems. " Goodman (1976)

hypothesized, and it is generally aécéptqd, that

serious than mere mispronunciations or substitutions’ of
words with similar meanings. 5

t . The oral retelling of the §assa?e was analysed in two

. o . ‘
ways. A discoprse ".analysis = attempted gn determine

-~ ‘deviations which change the meaning of the text are more
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qualitatively how the child was ‘processing the prlhted
information.  Beebe (1985) desdribed the processes on
which this analysis is based. #

As a reader- reads he abstracts or - selects
information from the text which he assimilates
into his already existing repertoire of
knowledge, so that he can compare his own
interpretation. of the passage. In performing
this operation researchers believe that readers
transform, reproduce and reconstruct text
information .during -reading - which is then
reflected .in the retelling’ of what they have
read. (p. 30) i

Discourse analysis of oral retellings typically involves
<

dividing the ryetelling into clauses, and then. analy'sinq

‘each clause by cémparing its content to that of the text.

Recalled items may be Clas,sif;ed as - (a) verbatim, (b)
syntheslzed or summarized, (c) 1n£erred, or (d) erroneous.

Verbatim recall is }xactly 1like, of almost exactly

like, the text. A clause that is elassified as’

syxitthesize\i or summarized_ means .éhat the reader has
attempted to incorporate the new mate‘rial intd his yrasent‘
knowledge framework,‘ and _ié r.el;tinq ideas together in!’:o a
manageable form., The inference category indicates that
the reader is f1111nq in the details of the .story from his

own background knnwledge. Erroneous information mdica\:es

\that the reader has not understood, or has nét |recalled

accurately. 7
Story grammar analysis assessed what the_¢hild had

recalled of the episodes which ~constitute atoa's

structure. ' A typical story grammar consists n/f a number
. N P .




of episodes whic,h include a setting a;|d a series of evenr:s

which lead up to a goal. Some children are able to recall

z'm,;ly initiating or concluding events, while others recall

' 'the episodes in isolation withqutvi'»eing able to discern

the causal or other links between them. According to

Hasinoff (1986) this procedure is problematic because man‘y

\ ’ stories simply do not fit the preScnbed pattern. This
’ L] . analysls was not considered in the present study.

.. An inferencing ity test was designed for use in

the SESA study. Hasinoff (1986}, described the test as

o consisting of a picture stimulus with probe questions

desighed to elicit three broad cated@kies of inferences:

informational, causal,  and evaluative. These three

categories were hypothesized to constitute a hierarch_& of
inferepcing. Tnformational ipferen‘ces v‘are“at the bottom
= of the hierarchy and answer i‘mpl’ici‘t:— questions:  Who?
What? or Where? Causal inferences answer the questions:
/ How? or Why? They, .establish causes, moti_vations’ and
ccndii{inns., Evaluatiyé inferences are\\based on the
reader’s Vp'riorv ._knawledgé about .events, éctions, and

objects referred to imn a text (or picture). They, require

the reader to make value judgments. For the purposes of

S the pPresent stuﬂy these categories were not considered.

The \:ast results - were analysed on the basis of whether or

/ ‘not .an appropnate inference vas made.




The second category' of infoma\tlpn‘gathered,by the

SESA researchers perta;‘med to the learning anvironlenf,_s of
the children which provide the context for the develo;ment
of literacy. Two questiorinaires’yere developed to assess
+ them. One was completed by pa,r’ents, and the other. by
children. These questio’nnaires are presented as

Jppendices A and B., ®

Parent Ques ire

The first questionnaire, completed by parents of

participating students, investigated the social

environment of the hone.- Four dimensloﬁs of honme
background” were ‘identifieq as belnq'lnfluential in khe
achievement of elementary school children. Bulcock (1986)
described each of.these dimensions and provided the
theoretical tramework and purposes for the inclusion of
each in the questionnalre. :
The' fiyst of these dimensions was' labelled the
v "expectatxons structure of the home". ;. Knowledge of what

expectations parents have £0r their children with regard

to completiori of chores, eaucation, and initiative taking,

should help predict how these chxldren will respond to the
expectatlons of schooling. The SESA study wanted to know
it -parents held inigh or mod,asf? expgccations for their
children, the hypothesis being that'<children whose parents
held realistic .expaccations for then would be likely to

experience. the most success at school.




The reinforcement structure of the home was studied
to ascertain the degree of pemiss;.veness with regard to
rule enforcemént. The st{udy was aiso_ ir\\teres,ted .in the
degree to which negative sanctions were used, fo ensure
that children confornmto “family rules. . The inclusion of
this dimension of home background was based on the theory
that conformity to rules is best learned through
socialization processes which guide the actions of
children through a need to gain acceptance and status in
the eyes of others; particularly parents. The motivation
to conform is,ﬂinternalized, anci coercion through use of
ped;tive sanctions is \mnecessary:. . \1/

The study of the rolé model structure of the home was
G 66 “he premise that despite ‘media and school
influences, pare‘nts are 'still ;:he most .impnrtan‘t
socializers ‘af childyeén. The queét{onnaire investigated
the relative dominansé of mother and father as role
fiodsTw, ‘testihy the hypothesis  that parity ~8f
responsibility between mother and father .fo'r t_‘t\le
socializing of children fosters effective transmission of
social knowledge, social roles, and compl?x patterns of
behavior.

Finally the opportunity structure of the home was.
invgstigated. The fanmily was viswed as a structure of
opportunities for _learning. Questions were asked ftr;

establish the extent to which families expose their
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games, and B\ravel. \

children \o learninq aids such as bqoks, educational

5
St uestionnaire \ 3 Y '
The second questionnaire designed to ataiis learning

envlranments was administered to participating students in

the third year of the study. Hasinoff ° (1935\ described

the Quality of School Life quest}ohnaire as a 47 item
paper-and pencil instrument. ,Students indicated the
degree to which they agreed with the statements ;‘)resented
by checking items of ; scale ranging Erom "definitely
agree" to "detlmtaly disagree"

The ‘questxunnaxre .probed the - quality of the

chlldren s experiences a school. Hasinoff' identified

v

adventure, \r"opportunlty,J 1dent1ty, and ététus as Eour
slgnlfxcant‘ feature‘é\ of school 11fe for children. In
addition, the quéstionnaire also explored students’
positive and negative feeliigs towards school and their
place in ‘'it, a;ixq the -students’ perceptions of teacher
roles and bef\avior\\s. The examination of these aspects of
school llfe was based on \:he theory that success in school
w11\1 probably depend not only on cognltive development but
on ' the degree to 'which schools provide 'personal
fulfillment for students. )

In r_he aggregate a cbnsxderable amount of information

was avallable from the sEsA files. The present stud_y




selected data pertinent to its particuilar purposes, and

carried out additional assessments o extend and

supplement existing facts. Additional inKormation from

hese three’

school records Wwas also considered.

informatxon sources provided the data base for the present

. ‘ study. i o ' \

i Statement of the Problem

Understanding how children become readers is the :
8 /
& _focus of a large body of research. Recent research}/“views

reading as an interaction between reade® and 'text.

Various models ;f the readinq‘ process ' have beén proposéd
to. explain this i;teragticn and, indirectly, to explain ,
7 the acquisition of reading ability.

' one sugh class of models is based ‘on the studﬂf
psycholinquis):‘ics. Smith (1971) and Goodman (1376). were
major advocates of this view of 'the reéding process. The &
term "top-down" is often used to describe these n'\odelsl.
Gan&rally they propose a‘concept—driven approach tog

reading whereby a child ubes his vorla knowlgdge\ and his

linguistic knowledge to prédict the message encoded in -
print. He then tests h)s pradlctxans by selectively ’
sampling the prmt. = S
A seognd class of models is the text-driven or
"boccom-up"\ class. G_enerally, in this viev‘d of the reading N

process, the text is decoded -first, then meaning ‘is
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attached to it. The child is taught a hierarchy of skills
in’ learning to read. The automaticity theory of reading
proposed by LaBerge and Samuels (1974) is one example of
the bottom-up class of models. In this model the fluent
reader is so proficient at decoding that this aspect of
rgadijg becomes aut}:ma_ti:, thus freeing cognitive capacliy

;Sp“ attends to” the higher A order processes involved in
Hhprenension, — .

A
A third class of models is termed interactive. In a

theory proposed by Stanovich (1980) the proficient reader
makes selective use of both top-down and bottom-up
processes.  Fluent readers process print directly and
automatically until something in the text presents a
‘decodifhg or a meaning problem. They then turn to
- processes such as use of .phonics to facilitate decoding,
or the examination of context to discover the meaning of a
pérticular word .
" In investigating” how children become readers, one
traditional approach has been to focus on single 'aspects
~of the reading - process suchrphqpolnéical awareness,
wo/rg71;”,0gnition;.'"Géca}:};iar;(, or some aspect of
cnmprehgnsion such as inferenc’e‘-maxinq. These cognitive
processes associated with reading have _been examined to
see vhoi'l they develop in children, and how ‘they contribute

to the development of skilled readiqg.
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Another traditional focus of research has been on the
social and affective factors which have been hypothesized
to influence reading achieveme‘. Thus, factors such as
sdtlo-economic status, home environment, instructional .
& methods, motivation and self concept have been studied to P
ascertain their role in the development of reading
ability. In the aqqregat;,_gx}ese lines of research have

- resulted in an extensive body of knowledge about Ehe it

making. of a reader.

While typical patterns etk to exist; 4t cannck
be assumed tl"lat the processes involved in learning to read
/ — and the factors which influence the development'éf these -
_« processes, operate in all children in the same way.' wt .
%, can be assumed, however, that within a given individual
they' will operate in complex and unique ways. >

The present study examined the relationships between

the cognitive processes of reading, social and affective ——

influences on reading, and reading achievement in

individual children. A_small sample of six children who

participated in the SESA study was selectdd. ALl six<=

" children scored within the normal range on a qeneral/
: intelligence measure. At the end of grade 2, which ‘wa o 7

) the first year of participation in the SESA po ¢

six children scored' at or below gradé/&e’l on the CTBS

compgehension test. By the end of grade 4, the final year i

"~ Of the SESA study, CIBS scores indicated the emergence of
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an able and a less able group of readers. That is, three
children had progressed to the point where they were
scoring above grade level while the other three children
were still scorijg below grade level. The study focussed
on these two gfoups of children in the hope of
understanding why. some children who start out as low
aversse esdere ponkine “Loibe wesk rasdars wiile others
make significant progress and end up .as proficient
readers. °

" An indepth, longitudinal analysis of the ?atte}n of
\ reading achievement for..these in ividial children was
undertaken. This andlysis-éxamined cognitive, Soeial and

affective

ctors,” and traced the complex relationships

‘among Ehem. This approach allowed comparisons betweén the

The study focussed on-two aspgcts of the childfen’s

acquisition of reading ability: . -

1. The large differerices in reading ability which exist
among children who are comparable on a general

intelligence measure. ¥

2. The cognitive, social and affective factors which

contribute to these differences. ‘

s
\d \

"

i i — =
able and less able readerh to be made. - e

e
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Research: Strategies
I i
This research adopted a case study approach, a method
of inquiry which has seldom been used by researchers in

5) claimed that The

the ﬂeld of reading. Johnson
Rg_aging Be§e§; h _Quarterly had never published a slngle
case study in' its entire hlstory This is in contrast to
recent work in the area of writing. ‘Donald Gx:aves, a
leader in research into wn.t;mq, based much of his wcrk on
case studies which examined in deta11 how the wrn:xng

process operated - in. young ehildren. N

Johnson strongly “advocated the use of the case gtudy
method in! reading reséarch wheh he wrote that ;xseful
understahdinq (of rqadzng disability) can only emerge fz’Qm
an inu;grated examination .of the cognitive, social, .and
pereq{é’g history of Ei‘e indi*dual" (p. 185)s It seems
logicdl that this approach could be equally. useful in
attempting to understand the'rea‘ding development of any
cnila. ' : o '

In the pre:

» .
ent refearch, the -case study included an
indepth analysis' of the reading abilities.of each of the
six children who constituted the case base. A holistic

persp‘;ectiva wis adopted; tha":’jé information from-'as many

led in order to construct an

accurate and reliable description of each ghild's pattern

of achievement over a five year period. The study was

guided by theories and models of reading development and

\




15
by research into factors which are believed to be related
to achievement in reading. It is based on the premise
that an indepth and longitudinal study of the complexities
of reading behavior and development _in a small number of
children is a viable means of adding to our understanding
of the acquisition of literacy.

These cas¢ studies constituted a comprehensive
pProfile of reading achievement for each of the children
who comprise the study’s sample. These profiles contained
information -about the cognitive processes of reading which
was based on both quantitative and, gualitative data.
Quantitative data was obtmined from an examination of
stsndagalsed: Cant Bobres Svar a fiva year period.
Qualiltative information was based on an analysis of the
children’s performance on informal reading inventories

3 s - .
over the same period, and on information available from
- .

questionnaires and interviews involving parents, ‘teachers, *

ahd the children. The-profiles also examined the social
and affective factors which seemed to have had a strong

influence on each child’s pattern of achiévement.-

Information gleaned from interviews and questionnaires

completed by parents and children formed the basis of this
> N
part"0$ the analysis.
Finally, based on the information included in the

profiles, the study compared the more ab‘le readers with

‘the less able readers. It attempted to isolate factors
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common to each group which may contribute to an
understanding of why one group of children read well, and
“find reading useful- and satisfying, while another, group

find reading difficult and frustrating.

significance of.the Study

The acquisition of literacy~has been, and continues
to be, one of the major aims of schooling. It is
generally agreed that children who do not learn to read
well in the primary and elementary grades are likely to
have difficulty with the subject material taught at the
junior high and senior high school levels. This is
particularly significant in the province of Newfoundland
and ‘Labrador ‘where a high dropout .rate is of great
concern. In. fact, academic failure was given as the
primary cause of leaving schcoL.early by the 1985 study
entitled Leaving Early which was commissioned to
fnvestigate enls: proslen:, Theve ds w hiesd, to understand
how elementary school children achiéve in basic areas such
as reading, and to identify factors which influence this
- achievement. The Structure of Elementary School
Achievement (SESA) study, carried out by the Institute for
Educational Research and Development over the four year
;:eriod 1982-86, was a response to'this need. The present
study was based . on the SESA work, and shared that

response.
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It is a frequent complaint that research in education
concerns itself with laboratory types of situations which
are far removed from the concerns of the practising
teacher. Another complaint is that large -scale studies
report statistical products such as test scores, or group
means, or significant differences, but have little to say
about the individuals and processes underlying such
products. The SESA study was concerned with real children
in real learning situations. It.investigaced the reading
process using detailed qualitative mephods such as miscue
analysis and discours‘e analysis. The prese?;t study, using
a sub-saml.:»le selected from SESA participants*~“&nd using
data from the SESA files, had the sape focus. In
uddition,_by using a case study method of inquiry, the,
present research adopted a l:olistic and individual
perspective, reflecting the holistic and individual
perdpeciive essential 6 good teaching.

In the field of—reidipg the amount of research has
been very extensive and sometimes contradictory. It is.
frequently difficult to fit diverse theories and
individual research findings into some coherent whole.
The case study provided the opportunity to axamine’many of
the cognitive processes of reading and many of the f'actors
which ih{luenéad these processes as they oIerate- in an

indjividual child. Thus, it provided the framework for
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synthesizing some of the theory and some of the research
findings. % .y

The prlesent study involved the comparison of al_ale/and'
less able readers. The reason one child reads well, whilé
another who seems equally able based on intelligence
measures lags behind; is the basis of much research fn
reading. It is also a practical problem faced by all
teachers. Any light which may be shed on this problenm is
significant, Attributing the differences between able and
\less able readers to one factor, regardless of how
powerful, is too simplistic an answer to such a complex
question. The case study allowed comparisons to be made
on the hasis of nultiple factors and the
interrelationships.anong them. )

In summaby, the present study may be significant
because of what was being investigated. Reading ability
is a crucial factor in the present and ‘future' School
success of children, and Eliffe:‘;ries between able and less
able readers is a pra::t:ical conéern of classroom teachers.
Secondly, the study may be significant because of the
method of ingyiry. The case study has a holistic and

individual point of view, and is a means of synthesizing

some of the vast amount, of research in reading.

\
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CHAPTER II

REVIEW OF THE LITERATURE

The literature review is concerned with ~fa‘ctors
associated. with 'reading achievement. There is an
extensive body of research’ literature in this area, and
this review therefore is subdivided into two s'ecuorﬂs,
reflecting the two areas of interest of the SESA study.
Litez;él:ure dealing with the cognitive processes of reading

is reviewed first. These cognitive factors include b{\arﬂ

level ‘and text level processes. The review then-examines
. .

B - . .
some social and affective ~influences on reading

achievement, inc_luding social and motivational factors,
B

and explores how these affect the @acquisition of literuéy,_

The natuyre of the present study guided the -literature

review jin twg ways. First, an attempt was made to

" integrate and synthesize research findings to reflect the

holistic perspgctﬁle 'necess?ry in a case study approach.

-Studies that recognize the complex interplay among factors

which may contribute to the reading achievement‘ of
in.dividuals were e?(gmir;ed. Second, while few st\léies deal
directly with ‘the problem stated for the present study,
many‘ studies deal with differences between able and léss

able readers.: These studies were examined to provide a

useful starting point for an inquiry into why some

children achieve well in reading ‘while other‘s do not.
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carr (1931)) ma‘de a strong case for abandoning single

factor theories to account for achievement in reading when
he wrote: -

Curre;t data indicate that no component skill

can explain a sufficient amount of- individual

variation in reading performance to warrant a

single factor theory. This suggests that a

synthesis will have to be undertaken. (p. 74)

He concluded that single factor theories are really too
simple to work.

-Stanovich (1986) agreed with Carr’s position ‘and
extended it,‘His view was that good and poor readers have
been compared on so many single cognitive tasks, and so
many significant ('iiffex:encesv and ‘correlations have been
found, that it is difficult to ‘understand what all’ the
empirical  gvidence means.  He claimed that ‘the vast
literature on individual differences’ in - the cognitive
processes of reading can only. be understood if the
observed relationships can be classified on' the basis of
certain’ questions.  He listed five questions about

performance linkages.

1. /Do they reflect a causal relationship?
2. Are théy developmentally limited? "

~ . ;
3. Are/they-the result of some third variable?

4. Do they enter into a relationship of reciprocal
* E
causation? :
5. Are .they consequences of the individual‘s

reading 'level or reading history?
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This classification scheme demands that attention be paid
to the interrelaticnshipé of the factors which relate to
reading achievement. It is not enough to isolate a factor
which seems related to reading without considering ;:he
comp{ex sets' of relationships connected with that factor.

This seems a particularly worthwhile approach-to take in
w .

-.an indepth: study of an individual’s reading achievement,

where these kinds of interrelationships may best be

observed. -

Cognitive Pa‘ctcy;zs Related to Reading:
Word Level Processes

In the top-down models of'reading, processing at the -

word level is downplayed.. The view is that fluent readers

pay minimal attention to grapl 3 ic <cues ( '

1976) . Smi‘.th (1971) believed that the- skilled l‘leader
selectively ;amples‘ the viéual text in order to confirm
hypotheses based on the redundancy or predictability
inherent in the syntaqtic and semantic structure of the
printed text.

In light of these popular theories- Stanovich (1982)
asked if-  word-level pro@essing is important“ in Fluent
reading. Hg cited eye—mc‘:vement» research by Ehrlichv and

Raynor’ (1981) as evidence that fluent readers do sample

text rather thoroughly. The vast majority of words are

fixated\,' and very little word-skipping seems to occur.

.
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This indicated that Word level processing is impbrtant in
skillet:.i reading. - » ‘\

Stanovich (1995) defined word recognition as “that
process of extracting enough information from word units
so that a location in the'mental lexicon is activated thus
resulting in_semantic information becoming available to
the consciousness" (p. 486). This definition establishes
a relationship between word recognition and meaning.

Many studies have provided empirical evidence for a
link between fast efficient word recognition and reading
achievement. Biemiller (1977-78) found that younger and

less ablé elementary school children needed more time tor

read letters; words out of context and text than did older
-~

and more able  children. . Juel (1980) concluded thatgas .

* readers become more skilled, they read in a predominately

text-c}riven fashion because they are more able to idsnt_ify
words quickly and effortlessly. Evidence from Perfetti,
Hogaboam, -and Goldman (1979) &uggested \that the
developmen}: of rapid, etfortless, word identificati led

to the development of skilled reading comprehension.

Phonological Recoding and Word Recognition

Stanovich (1986) cl’aimnd that growing evidence points
to phonological awareness as the. ."primary specific
mechanism" (p. 362) 1eac§3,ng to 'good ' word recognitisn
ability. Lomax (1982) agra\?d and wrote that "Proficiency

¢
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in phonological skills is important for the development of

word recognition ability, which in turn is a significant

-contributor to the )} ion of X di

(p. 342). Studies by -Share, Jorm, Maclean and Matthews
(1984) and by Tunmer and Nesdale (}985) have concluded
that phonological awareness is the most powerful predictor
of initial reading acquisition.

Perfetti (1984) posited that phonological awarepess
allows the child to successfully match units of print with
units of sound. The ability to use the alphabetic
principle allows the child to recognize words which are in
his4 spoken vocabulary but which he has not previously
encountered in print. Thus he achieves independent access
to' print. This initial independence provides positive
~reading eiperiences} for the chilad which  in turn
contributes to the further development of phnnnloqical
skills, and initiates' “the development cf\ a, visual and

orthographic m}an‘s of recognizind more and more words.

e =
‘- Ehri and Wilce (1985) agreed ‘with this view. In their

opinion, the abi‘lity to translate symbol into sound is an
important first step in the development of more efficient
and more diversified reading gkill’s. Some assessment of a
child’s pl;onolcgical awareness ma}} ber an important issue
in explaining his present level of achievement.

In summary, initia’l phonological awareness gives the

" beginning reader independent access ‘to print, which
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centrib/étes to the develppment of fast and. efficient
methods of recognizing words. This, in turn, facilitates
comprehension. These ideas are somewhat consistent with
the automaticity theory of LaBerge and Samuels (1974).
‘According to this . theory, once word recognition becomes
automatic, the reader no. longer needs to allocate
conscious attention to it, and he can then devote most of
his cognitive attention to higher level inter-word and
inter-sentence relationships which facilitate
comprehension. In ‘fact, nost wodels of reading

development, whether or not they accept the ide;ﬂ of

automaticity in .word recognition, agree that the reader .

needs to allocate attentional capacity to comprehension.
If word recognition is overly demanding of the reader’s
* dttentional capabiby; ~Hajhbhe #ay welisbe a5 :poor
comprehender. g ) ' e~

These ideas led to the characterization of the fluent
reader as one who processes print thoroughly, but needs to
use little processing capacity to do so; thus freeing
attentional resburces for comprehension (Stanovich, 1986).
The Tees:able veld r, like the beginner, remains "glued to
print" (Chall, 1983). For this reader decoding is so
dema?uiing t;f attentional capacity, that little is left for

comprehension.

*
This brief discussion of phonological decoding has

done 1little to indicate the complex influence initial’
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phonological awareness may have on later reading ability.
As alrea;iy indicated the ability tp wuse-: phonological
information to decode words is important primarily in the
early stages of reading acquisition. "However, that is not
to say that its influence is limited to this vstage.

Stanoyich (1986) wrote: %
~
It is apparently important that the prerequisite
phonological awareness and skill at spelling to
sound, mapping be in place early in the child’s
development because their absence can initiate a
causal chain of escalating negative side
effects. (p. 364) t

One such negative side effect is the difference in

the amounts of reading practice able and 1less able
children receive in the initial’ stages of learning to
read. Biemiller (1977-78) wrote that:

There appears to be a potential vicious circle
in which initial . slow reading.may lead to’
reduced opportunities for practice which ‘in turn
reduces opportunities both for extracting
intraword structure and possibly for increasing
general Ldennficat;on speed. (p 250)

Allxngton (1980) found that good readers read considerably

more words of connected text than did poor readers during
¢

instructional time. One can assume similar differences in
but of school reading. If reading practice is important
to the development of more efficient word recognition
skill‘s, th;n the disadvantage of the' less able child is
apparent. ‘

Furthermore, before long the 1less able child is

.
likely 'to be into materials which are too difficult for
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him. Thés leads to frustration and lack of motivation.
Stanovich (1986) suggested that the combination of-lack of
practice, deticidht decoding skills, and unrewardingearly
reading experiences lead to less involvement in reading
activities. When the development of automaticity and
speed in word recognition is delayed, it further hinders
reading for meaning. Stanovich refers to this cyclical
situation as a “"downward spiral" in which the less able
child is caught up in an ever-gidening network Sf negative
effects on reading achievement.

-conversely, for the child who is initially able to
gain access to print via phonological recoding, the spiral
is upward and the ever-widening effects are positive.

" These are the "Matthew effects" referred to by Stanovich

" in which the rich get richer and the poor get poorer. It
seems important that these complex networks of effects be
considered in a study which seeks to understand why one
child progresses well in reading while another lags in the
development of reading ability.

.
te: ects on Wo: tio !

A discussion of word level processes must consider
the role of context. in facilitating ongéinq word
recognition. Stancvich (1986) described research- in this
area as “fraught with confusion" (p. 366). The early

psycl.wlinguists such as Smith (1971) believed that more
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Lo - - .
 2ble readers brought more semantic amd syntactil knowledge

to the text, and were thus able to make more effiient use
of semantic and syntactic context to aid word recognition

than were their less able counterparts. It was assumed

that the less able readers would rely more heavily on' the

grapho-phonetic cueing system to identify words.

However, in the process of testing these hypotheses:

there is considerable empirical evidence to-_support the

idea that less skilled readers do indeed use contextual

information to facilitate word recognition when it is

available to them; that is, when the reading material is

within their reading capacity. An early study by Weber

(1970) found that poor readers do use context to help then

identify words, and that most of their miscues wé;e

contéxtually appropriate. " Juel (1980) found tha’t: good

readers were identifying words visually and directly,
- -

while the poor readers paid more attention to the context

to help them. Perfetti, Goldman, and Hogaboam -(1979) .

found that use of context in word recognition is not a
-major source of difficulty for poor readers.

The Perfetti, Goldman, and Hogaboam study, however,
pointed out .an apparent paradox in its conclusions. . The
same fluent readers who seemed to make little use of
context in word recognition .were better able than poor
readers to complete cloze items correctly, a task which

depends on efficient use of. context to predict missing
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words. This kind of evidence led Stanovich (1986) to

" differentiate between use of centext in word recognition

andAse of context in the service of comprehension.
Fluent readers do not seem to use context clues in ongoing
word recognition, probably because their direct, context-
free processing of print is so efficient.  However, it
seems evident that good readers are quite able to make
good use of context in extracting meaning from the printed
page. By adopting this distinction, some of the opposing
research findings in the area of context use gan be
reconciled. -N-

Theori?s such- as the interactive-compensa‘tory model
proposed by Stanovich (1980) seem to agree that both gooa
and poor readers éré equally able to make use of context
in word recognition. However, 'in the compensatory model,
the more fluent reader uses context for this purpose only
when ‘words are unfamiliar or very difficult to decode. Tt
seems that flexibility in the use of the cueing systems is
characteristic of éood readers.

The preceding di'scussion assumed that the poor reader
can make use of the available context. In real life
situatiéns, unfortunately, the décoding task.is often so
“difficult for t;he poor reader that it renders the context
inaccessible to hin. Reading then becomes the meaningless
task of ‘pronounci\ng one word after another, Stanovich

(1986) explained the phenomenon of the wordfcaller in the

\
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following way. While the d-caller may 1y
decode words, it is possible that this is so demanding of
cognitive capacity that the context is rendered dseless
and comprehension breakdown occurs. It is not that this
reader is over-reliant on decoding .and igncr;s meaning;
rather his decoding skills .are not developed enough to
allow him to’ gain access to the context which will allow
" him to decode untamili;r words and to comprehend.

To place context effects on word recognition within
the classificutio; framework suggested by Stanovich
(1986), it s;ems that - use of context td aid word
recognition is characteristic of beginning _readers\wl’s
have not developed direct word processing skills. *‘hls
gives it a developmental dimep'sion. It also seems to be a.
consequence of the - reader’s present level of realling
skifl/ If the reader can rapidly and accurately decode
the v'ordswdxrectly, he has no need to rely on context ta
help him identify them. _ It can also be rglated to the
difficulty of the material, because even -the most fluent
readers may resort to context to help work out unfamiliar
and difficult-to-decode words. Fitting the process of’
contexf use into a developmental framework, and examining
how it M9y relate to other reading processes, allows for a
more coﬁplete understanding of how this proces's ia‘

operating }n the readin“g( of an individual child.
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Cognitive Processes Related to Reading:
N Text Level Processes

Text level .processes may be eguated with
comprehension. G'ettinq meaning from print is the

essential skill of reading. It involves the ability to

nd understand the inter-word and inter-sentence
relationships in the text, the ability to recognize and
“Understand the structure of stories and, expository téxt,
and the ability to integrate text information with present
world knowledge. The reader must construct his own mental
"repres‘entation of the message inherent in the text.
,‘ Brooks, Arnolc}, and Iacabbo +(1977) expla;ned
/ comprehension in 'Piagetian terms. The child relate‘s new
information to his previous knowledge base in an
assimilation type of process. When new concepts arise
which result in a change in the child’s present
representation of the 'world, the process is -much 1like
Piag.et's idea of accommodation.

The study by Brooks et al. (1977) -considered
comprehension to be a "process to be facilit?ted, not a
skill to be taught", (p. 152). Golinkoff (1975) agreed
with t_:his process view of comprehension., She wrote that
“skilfed readers’ clgarly.treat reading as a process
through .which to gain information about eveg' and

relations in the world" (p. 654).
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Comprehension in reading goes beyond the simple
decoding of the message. Brooks et al. (1977) explained

that while skills such as visual discrimination, word

récognition} and visual verbal coordination are necessary

for comprehension, they are not suffigient for it to
occur. Golinkoff (1975) agreed with this view when she
wrote the following:

L

Clearly reading comprehension requires an
active, attentive, and -selective reader who, to
some extent, operates independently of text to

extract meaning from: it. Inadegpate reading
comprehension seems to imply beingflomewhat of a
slave to the actual. printed word. . 656)

Stanovich (1982) suggested that poor readers exhibit

" comprehension deficits independent of decoding

deficiencies.  Studies of listening comprehension which

"‘eliminate the decoding factor,' have shown that listening

comprehension differences can acc’ount for a p;u‘,tion of the
variance in reading .ability. Studies by Curtis (1980) gnd
Berger (1978) supported this idea. Furthermore, these
studies supported tl;\e idea that comprehension ability,
apart from decoding ability, accounted £for® larger
proportions of the variance in reading ability as the
reading task become more complex. Leven”(1973) found that

some readers have trouble comprehending materials made up

of words which\ they can accurately decode. Cloze studies
indicated that poor readers fade less appropriate guesses
A\

of missing words'in context than good readers, although




32

both group’s were able to decode 'the context presented.
" Perfetti et al. (1979) also found this difference in good
and poor readers. e

Stanovich (1982) concluded that there is mounting
evidence to in;iicate genera‘lized _ comprehension
difficulties in poor readers, separate from decod‘inq
skills, but perhaps related to a general lack of
linguistic awareness. This has led to the suggestion that
comprehension strategies‘ such as self—questio!’ninq, text-
scanning, use of imaéery, and’ comprehension monitoring be
taught explicitl; to these students. E

This general discussion of comprehension, emphasizing
the importance of cognitive ahd lihguistic abilities in
the. process of 'reading, leads, to a discussion’of three
comérghension related topics; namely inferencing,

monitoring and vocabulary. Inferencing is an essential

ompr ion skill writers of texts do not state
the full intent of the message. explicitly. The reader has
to fill in the gaps from his own repertoire of world
. knowledge. Comprehension monitoring permits readers to,
recogn'i«ze gaps in understanding and to make efforts to
remedy this situation. Vocabulary is an important aspect
of comprehension because it serves to label the‘cnncepté
which make up the individual’s knowledge base. These

topics are discussed in the following three sections.-




B Inferencing
A conceptualization of the comprehension process
>based on recent theory and empirical evidence assumes the
importance of an individual’s personui knowledge 3

structure. This knowgge, already stored in mémory, is

referred to as "schema by Anderson and Peatson (1984).
Schema is defined as an abstract knowledge structure. The
descriptor "abstract" is used because, in the opinion of
' v these theorists, this knowledge summarizes what is known ,
about a variety of cases that differ in many particulars.
One’s knowledge structure, for example, abstracts the
N ' essential elements of the concept "dog": Yet dogs of many
. different sizes, shapes, “and colours can fit into the

general concept. The knnwlédge is structured in that it

\ represents relationshlps among its component parts. In /
(\ schema theory as applxed to readinq, comprehensmn/rsﬁ/
as an active endeavour in which readérs select infomatinn . g
provided by the text and integrate it into their existing .
repertoire of knowledge (schema) so that they are al:;le.to
. form their own nmental representation of the textual
message. .
Recent theory in reading has stressed the role of
prior knowledge in reading comprehension. Lipson i1982)
wrote:) % 2
When we say that ;ndividuals~ have goo’d /
comprehension of text 'we generally mean -that

they have successfully integrated the #
information from text with their existing _ -
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knovledge, and also that: they have learned any
new information presented. (p. 243)

Bransford (1972) made the point that good comprefhiension
goes beyond the literal processing of the text
information. He _argued tha(-: "Subjects do.not simply
interpret and store the neanings of sentences per se.
Rather subjects create semantic products that are a joint
function of input information and prior knowlgdge" (p.
718). langer (1984) also emphasized the importance of
pr‘iox‘ knowledge. In her view, the knowledge and

_experience an individual brings to the reading task is a

critical factor in readlng comptehensj.onf o

/;Ail_d}mn"lﬂr Pearscn -(1984) made the pou\t that
“wrlters of texts assume that they sharn mutual xnfomatiun
“witn the readers of those texts and that: the reader has
some schema for what they aré wriring. They assume that
their readers can accurately infer mu;h of the information
being communicated and, thérefore, omit it from the text.
In fact, a text which assumed no inferencing ability on
the part of the reader would have to be so detailed that

“it would be pedantic and boring. When, in fact, writer

and reader share a commén knowledge base or schema,
comprehension is greatly facilitated.

Several empirical studies have supported and extended

these ideas and, thereby,. have contributed to what we

understand about the inferencing ability of individuals.

Arnold and Brooks (1976) investigated the role of




35
appropriate background knowledge to the 1listening
comprehension of children. Their results indicated that
in the presence of appropriate background knowledge,
children generated more inferences and were able to make
more verbatim recall statements than when appropriate
background knowledge was scint. In short, comprehension
and recall were facilitated by appropriate background
information. s 5

Lipson (1982) ~found that prit;r );nowledge had a
powerful effect on inferencing. ability. In fact, Lipson’s
elementary school subjects used their prior knowledge to
ansver questions, even when it was contradicted by the
text.  This led Lipson to conclude that background
knowledge needed to be corregt in order to facilitate
,cnmprehension of the textual message. Thus, the quality
of the sources of background information becomes
important.

Background knowledge is not a dichotomous
proposition, either existing or not. Lipson (1982) argued
that "young readers with limited experiences would posSess
schemata that are based on fragmented information or
mistaken understandings" (p. 245). This partially
explains why older children are able to mike more and

better xng\ex.-encés than' younger onesi  Older children

simply have more el and ta.
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Alvermann, Smith, and Readence (1985) investigated

the effects' of competing beli‘efs on text comprehensign,,

and the role of text in changing ill-defined or inaccurate

prior knowledge. Her results were compatible with those
of Lipson. She found that the supjects rarely used text q

to update their own knowledge especially when the text

intomation and thelr own ihformation were <n conflict.

Alverisnn suggested that 6Efforte OGUGHE o BE made—to-
assess the students’ preconceived ideas, especially if it

is perceived that they may be at variance with the text.

She further suggested that children be taught the
_ importance of text in chariging preconceived ideas.

langer (1984) developed a  prereading activity

designed to help children draw out and elaborate existing
) knowledge. Her results shoved -that such a procedure

raised the comprehension 1levels of high and gverage

achievers, but did not help low achievers. She concluded

that these children needed direct instruction in passage
‘related concepts because they seemed _to lack appropriate |
background knowledge altogether. .

The whole. area of schema and inference-making is very

complex, yet it is an, important area to consider i

study of the reading 'achievement __chixdren.

relationships betveen prior knowledge, inference-making - .
§ and reading achievement are likely to be quite

~complicated. They are also likely to be related to other
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factors such as home environment and to the richness of
the linguistic experiences at home andvat school. One may
speculate on possible Matthew effects. Very 1likely
reading contributes to the development ’0( many concepts.
' The child who has had early success in reading will read
more extensively and will cohsequently know more. This in
turn makes the comprehension of new texts easier for him,
and the spiral continues. These kinds of
interrelationships must be traced to truly understand an
individual’s achievement im reading.
o

mwmm ’ N
. ‘ {
Pitts (1983) claimed that self-monitoring is very

important in the comprehension process. ..She argued that
"A vital component of reading comprehension is the ability
“to judge the quality of one’s understanding. This
awareness is a metacognitive skill called comprehension
monitoring" (p. 516). Paris and Myers (1981) agreed with
this opinion. They wrote "Reading comprehension involves’
many pert’:eptual. and cognitive skills, but a major

component is the ‘ability to monitor one’s level of

understanding le reading” (p. 5). These latter authors

refer to the proceSs of monitoring as a kind of "mental

pulse éaking". . "
Many studies have concluded that self-monitoring

whilé reading is a differentiating factor between good and
; ~
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[poor readers. Weber (1970) noted that good comprehenders,
compared to the less able, corrected twice as many errors
that distorted meaning. This suggests an awareness on the
‘part of good readers of the semantic constraints of
language, and an awareness of a lack of sense and meaning.

Golinkoff (1975) suggested that poor comprehenders
may not selt-n:onitor because they may have unconventional
- standards about what is acceptable in language. This idea
seems to support the notion of a general iack of
linguistic awareness on the part of poor readers to which
Stanovich (1982) attributes many of their comprehension
failures. Paris and Myers (1981) linked poor monitoring
to a limited perception of the goal of reading. The poor
‘comprehen_dex; may well view the goals of reading to >be
dacodlr}:q:' and pronouncing, rather than mak}ng meaning.
Pitts. (1983) liAsted four basic types of monitoring
failures: (a) failure to understand particular words,
.\(h) failure to understand particular sentences, (c)
failure to grasp relatio?ships between sentences, and
(d) - failure to upderstand how the text fits toqeiher as a
coherent whole..‘ This 1list suggests that monitoring
failure can 9é/<:ur at all levels of the reading process,
from the individual’word to the extand‘ed text. :
Pnrj,s/ and Myers (1981) suggested that the initial
evaluation of one’s own comprehension ans::ers questions

such as (a) "Does this naKe sense?", (b) "Do I understand
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this word?" and (c) "Do these ideas fit in with what I
know already?" These gquestions emphasize active
interaction with the text.

The good comprehender, upon finding W gap in_his
understanding, recruits "fix-up" strategies. These
strategies, in order of efficiency have been suggested
both by Pitts (1983) and by Paris and Myers (1981). They
are: (a) to ignore and read on, (b) to change reading
rate, (c) to suspend judgment until later, (d) to form
tentative hypotheses and make a guess, (e) to reread, angd
(f) to, consult an expert source such as a teacher or a
dictionary. ' Paris and. Myers found that use of these
st.%ategies correlated highly with gooar reading
com;;rehension. '

August, Glavell, and Clift (1984) conducted a study
which examined cnmprah;nsion monitoring of extended text.
They created inconsistent stories by omitting a page of
the text, -and found that skilled fifth grade readers
correctly reported the missing page significantly more
often than tfxeiryless skilled classmates. . Having
controlled for intelligence, differences in decoding
ability, and differences in gist recall, these authors
concluded that the poorer readers were not .monitoring for
meaning. Oon the ba‘sii of these results the authors
speculated that some of these less skilled readers may not

be able to sufficiehtly integrate text in order to detect

7 ) ey
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problems. Others may integrate and reconstruct text
information but make tentative hypotheses.which are not
supported by text, and as a result are led to believe that\
the text is consistent. In either case cuﬁ\preher}sion‘
suffers. ’
A _study by Garmer and Kraus (1982) compared the
monitcrir;q peffomance of * good and poor comprehenders.
They interviewed seventh-grade subjects about their
approach to reading comprehension. Two weeks later they
asked them to read two narrative passages. One of these
stories had incvonsistem:ie's in one sentence, and the other
had inconsistencies across five sentences. Information
from the interviews revealed that good  comprehenders
provided more meaning-getting reéponseé to questx‘.ons about
the reading process than ‘poor comprehenders whose
responses focussed on decoding—and pronouncing words. In
the reading aspect of the ;tudy the good comprehenders
detected the inconsistencies, but the poor comprehenders
were unsuccessful in d;:ing this. These results seem to
indicate that if children believe that the essential ski_ll
in reading is getting meaning, they will focus on -x;\eaning
when they read. ) If children believe that reading is
pronouncing words, they will concentrate on words and -
1gnor; meaning.
) Waggoner 69—53_) reviewed . several studi;s involving

self-monitoring of text <for meaning. Many of these
- e
|

o~
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studies used interviews and self repﬂ/rt methods tlo gather
information about monitoring. Waggoner agreed that these
studies have helped to identify strategies used to monitor
comprehension, and to confirm significant x;elationships
between knowledge and use of such strategies and reader
age and proficiency. However, she pointed out possible
drawbacks of such methods of gathering information.
Children may be unaware of a strategy they do use, and so
may not report it. @n the other hand, they may report a
strategy they have been drilled on, bit do not use.
Waggoner cautioned that these studies " need ot;:er
confirming eviéenca.

Comprehension monitoring does seem to be an important
factor contributing to .good comprehension and good
achievement in reading. Children who do not self-monitor
may have a limited perception ,of reading that does not
include meaning. They may be deficient in linguistic
awareness, and may not be adept at integra®ing
information. The ability to be cognizant of gaps in
understanding may well be an Llfortant difference between

able and less able readers.

Vocabulary
Vocabulary knowledge has consistently been shown té
correlate strongly and positively with reading ability.

Anderson and Freebody (1981) wrote that "an assessment of
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the number of meanings a reader knows enables a remarkably-
accurate prediction of this individual’s ability to
comprehend discourse" (p. 77). Beck, Perfetti, and
Mckeown (1@82) reiterated this strong relaticnghjp by
statil:u; that "an intimate connection between lexical
processes and reading comprehension is a necessary
dssumption of theories of comprehension" (p. 506).
Anderson and Freebody suggest’ed three hypotheses
which might account for the powerful relationship between
vocabulary and comprehension. The instrumental hypothesis,
simply suggests that knowing word meanings enables the
reader to comprehend print. The second hypothesis,
labellavd the aptitude hypothesis, posits that an
individual who has an extensive vocabulary, possesses
superior mental abiiity and rthat this explains the
superior ability to comprehend texts. The thixd
hypothesis is the general knowledge hypothesis. A person
Who has a large store of‘word meanings is likely to have a
large- store of genkral knowledge, or ‘well developed
schemata, since words are - only labels for concept@vs.
According-— to this _hypotheéis, it .is this extensive
knowledge ‘base which facilitates comprehension. )
‘These authors indicated that a true explanation of
‘t_he strong relationship between vocabulary knowledge and
~reading com’pr;zhension ;:mbably involves. aspects of ;11

three off the positions hypothesized. However, many rec;ht

~
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tgies seem to have adopted the general knowledge

~~ .hypothesis as the basis for their inquiry. ,

. Ruddell (1.976) expounded this position when he wrote
that "critical to the student’s successf;xl encounter with
text, however, is the reservoir of concepts, and labels
for these concepts, which provide the currency for
Lnter;ctionl/with written and oral language forms" (p.
587) . Johnson and Pearson (1984), in making the p‘clnt
that word meaning is one of the most critical factors
related to reading success, argued that "it is hot the
words themsélves that are ‘so critical. Rather it is the
rich reservoir of meaning, the conceptual base underlying
words that matters" (p. 1). ,Trabasso (1981) also strongly
linked vocabulary knowledge to prior knowledge and
i?ferencingr» He wrote® t‘hat "vocabulary
(conceptualization) knowledge, regardless of domain, is a
trucial pre-condition to comprehension since without
understanding the basic concepts contained in the text or
question, one cannot make inferential links" (p. 63).

Johnson and von Hoff Johnson (1986) also discussed
the role of vocabulary in inference-making. They
suggested that readers must examine important vocabulary
in the passage and relate these word clues to one’s prior

. kpéwleldgé and experience. They devised a st‘udy in which

subjects were taught to consciously make these links. Th\
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Beck et al. (1982) based a study'on the hypothesis
that words are gimply labels for concepts, and if one has
a rich understanding of a concept, understanding what “is
written about it is greatly tacjlita}d. Their study
emphasized the need for "deep” knowledge of words. The
Beck study arfued that a word can be “"knoun" at many
levels. A student may know a word well enough to pass a
multiple choice item, but at the same time not know it
well enough. for the word knowledge to facilitate
comprehension. Beck and her colleagues suggested that the
failure of many studies to show a positive relationship
between vocab'ulazy instruction and reading improvement may
well be because the instruction did not resnlt in deep,
rich, and extensive knowledge of the meanings of the words
taught. -

These researchers undertook a program of extensive
vocabulary training. They taught 104 target words in 75
Haily lessons of 30 minutes each. The goal was to provide
students with a very ‘extensive knowledge of the target
words. The results showed gain in all post instruction
tasks including text recall and standardized comprehension
test scores. '

In discussing these results, Beck et al. emphasized
one important poinﬁ: acquiring word meanings to a high
level through direct instruction is .not easy. In fact,

even att}w their program of intensive and extensive

-




, 45
instruction, performances on vocabulary assessments
focussing on the target words fell well below 100%. The
study c?ncluded that large numbers of wordg, approximating
the number of new words which students encounter in
reading materials, simply cannot be efficiently and
practically taught.

Many studies referred to the large expansjion in
vocabulary which occurs during the elemengx{/school
years. Jenkins and Dixon (1983) stated that no current
theory of vocabulary acquisition can account for this

enormous growth. They :argued that there is very little

direct vocabulary teaching done, and in any case, as

indicated by the Beck study, direct teaching of vocabulary

is very slow and ipefficient. They also referred th

evidence that elementary school' children are not |

particularly adept at deriving word meanings from conte’xt’.
Jenkins and Dixon concluded that other sources must be
responsible ' for this growth, and recommended c::ntent
subjects, ' family, televisioh, and various oral contexts,

for further study.

Nagy, Herman, and Anderson (1986) hypothesized that |

incidental learning from context during free reading is
the major mode of vocabulary acquisition in the elementary
school ysa;-s. They posited that good reading
comprehension "ability and expx‘ax“ience with a large volume

LS
of printed texts are the major deteminar{ts of vocabulary
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growth. They called their position a "default" argument,
put into place because there seemed to be no other
plausible explanation.

In their study, Nagy et al. pointed out that direct
use of context for deriving a word’s meaning is difficult
in naturalistic reading situations because most contexts
offer little information about meanings.  Furthermore,
even a good context will at best support only one of a
word’s many possible meanings.  Finally, context will
likely supply information about only one aspect of this
particular meaning. N

One key point made by the Nagy et al. study is that
learning words is mot a "one shot deal". It is likely
that word knowledge is acquired gradually by small
increments. Furthermore, since in naturalistic reading
most words have a low frequency of occurrence, children
have few encounters with them. Assuming these points to
be accurate, then children must be able to gain
substantial, if partial, knowledge of a word’s meaning
through a single encounter in a limited context. Thus,
incidental learningkfram reading should be able to account
for a substantial amount of vocabulary growth.

The subjects of the Nagy study were average and above
average grade 8 students, and they read material from
regular school texts. The authors of the study concluded '

that incidental Iearning .of vocabulary through reading did

\
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take place in situations where the number of exposures to

the words was limited, and even when the contexts were not

especially informative.

The authors of the study speculated that the strength

of learning incidentally fr context lies in its 1long

-
term accumulative - effects. Sthdents must become

i word 1 , since difect instrd®ion is

much too slow. The study conclyded by saying, "Our

results strongly sugqest that a mpst effective way to
produce large scale vocabulary giquth is through an
activity that is all too often interrupted in the process
of readlhg instruction: reading" (p. 2

-

- The previous discussion leads to Stqnovich’s (1986)

position on the vocabulary-comprehension relationship. He

argued that, wunlike some observed reljtionships. in .

reading, vocabulary knowledge and reading abl\lity remains

strongly linked throughout all stages £ reading

development, from beginning to skilled. He alsd\agreed

with the position of Nagy et al. that reading itself \is a

sigpificant contributor to vocabulary growtih. Stanovich

stated his position thus:

If the development of vocabulary knowledge
substantially facilitates reading comprehension,
and if reading itself is a major mechanism
leading to vocabulary growth, which in turn will
enable efficient reading, then we truly have a
reciprocal relationship which should continue to
drive further growth in readjing throughout a
person’s development. (p. 380)
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It follows that this sitdation can result in ever

widening individual differences in the reading achievement
of children. Those with poorly developed vocabularies,
perhaps the result of language impoverished environments,
will probably read "with 1little understanding, and
conseguently with little enjoyment. They will
subsequently read 1less and, 4s a result, have slow
development in vocabilary growth, which in turn will
further inhibit the growth of reading ability. Matthew
effects are again in evidence, the relationships are

complex, and their influences far reaching.

Social and Affective Factors Related to Reading

A /ho‘stic study of reéading achievement will . pay
attention to the social, affective, and motivational
factors which may influence learning to read. The SESA
project recognized the importance of this class of
variables, and as‘sessed them through the Home Life and the
Quality of School Life questionnaires. An examination of
the literature in these areas indicates a complexity of
relationships among these factors and between these
factors and achievement. As with the cognitive processes
it may be useful to look at these relationships from the

holistic point of view a:f;rded by the case study

approach. ) ?
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Athey (1976) argued for the inclusion of affective
and pe?sonality dimensions in reading research. She wrote
the following: "The intellectual variables involved in
reading do not operate in isolation, but are modified byf
the inévividuals' attitudinal and personality
characteristics" (p. 342). Athey presented three
arguments to support her stand.

1. Affective, attitudinal and personality factors
may have both a direct and indirect influence on

the cognitive variables in reading.

2. Affective, attitudinal and personality factors

shown to be related to reading are susceptible -

to‘intervention ‘treatment by researchers, \and
especially by teachers, whose associations with
t?he young reader are both intensive and
continuous. .

3. The prublems.of reading are so complex and so
urgent that we cannot afford to neglect aﬁy
promising 1line of research which may lead

¥ . ultimately to improved reading petiéjmance.

One outcome of the extensive rese;rch into the

cognitivepi’bcesses of reading has been the isolation of
reading strategies which may be ta:xght to Thildren. .while

learning and applying strategies is a cognitive endeavour,

Paris, Lipson, and Wixson (1983) argued that the notion of
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strategy cannot be depersonalized. They stated their
position thus:

We believe that the attributes of human agency,
including intentiomality, responsibility and
self efficacy need to be réaffirmed in current
accounts of learning and cognitive development.
These characteristics can augment especially our
knowledge about how children learn to read, and
they can inform our instructional practices.
(p. 295) 3
In short, these authors are indicating that to fully °, -
understand achievement in reading, consideration must be
given to affective, social, and motivational, as well as
cognitive factors:
a .
ttribution Theory, Motivation and Self-Concept -
Achievement motivation is of great interest to
. 1
educators. Paris et al. (1983) referred to "skill and
will" in the teachifg of reading strategies with® "will"
being motivation. Wigfield and Asher (1984) argued-that — — =~
motivation has a cognitive dimension, that the
ihdividual’s reasoning about the causes of his successes
ahd failures greatly influences his future motivation in /\
like situations. This notion is known as attribution
theory. According to this t;neory individuals attribute
their successes and failures to various factors, some of _.
which are- under the control of the individual and some

which are not. The most commonly mentioned attributions ! %

are ability, effort, task difficulty and luck.
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Attributién theory hypothesizes differences in the
attribution patterns of high and low achievers. Generally
it is believed that high achievers attribute success to
ability and effort, and failure to 1ack'o£ effofrt, or to
such external factors as Ca\sk difficulty or 1luck.
Conversely, low achievers tend to attribute success to
luckA or reasiness of the t_a‘sk, and failures to lack of
"'ability. If these hypotheses can be supported for
children learning to read, the implications for motivation
and self-esteem are apparent.
Hiebert, Winograd, and Danner (1984) exam\ined

children’s agtributions for failure and success in

reading. _ Their study suppl d  the ional
attributions by ‘including help from an adult, and by
replacing effort v'it.h two specific aspects of effort which
children perhaps could relate “to - more readily: - paying
attention and studying hard. They also introduced a
developmental variable by selecting third grade and sixth
grade children as subjects. on a silent reading
comprehension task most of these children attributed
failure to undex‘sta‘nd a passage to task difficulty. It is
significant that this attribute 1s‘bey~ond the control of
th; child.

These researchgrs found that children gave high
ratings to the effort-related attributions of trying hard
and payi}lg attention regardless of whether the outcome was

Ny
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success or failure. The authors speculated that this
finding reflected the importance placed on' these
attributions by teachers. The number of ability
attributions decreased from the third to the sixth grade,
leading the authors to suggest that as children mature
they are more likely to regard intelligence as a stable
and unchangeable aspect of themselves. A further outcome
showed that the high achieving third graders were more
like both high and low achieving sixth graders, in terms
of their attributions, than they were like low achieving
third graders. This indicates that both age and ability
influen\;e attiibution patterns. ~ r

The Hiebert study corroborates other studies in two
important ways. First, high achievers rate ability as

fant in 1 than in ful

more i
outcomes’, indicating greater self-esteem and self-
cdﬁ!ﬁeé.

failure to lack of assistance or other factors which were

Second, poor readers frequently attribute

beyond their control, perhaps indicating a degree of
passiveness or the belief that they are helpless and can
do 1little to change their situation. The authors
concluded that "children’s perceptions of their' reading
capability have a ;trong influence on their successes and
failures in school settings" (p. 1147).

Intuitively, one would suspect a strong relationship

between attribution patterns and self-concept. Despite
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differences in definitions of self-concept, this
relationship is supported by empirical evidence. Marsh
(1984) e ‘relationships among self-attributions,

certain dimensions of self-concept, and academic
achievement in fifth-grade subjects. A strong
relationship was perceived between achievement and self-
concept when self-concept was considered content-specific.
In other words, high achievement in-reading correlated
highly with a strong reading self-concept, but not to a
_global measure of self-concept. Marsh summarized the
relatibnships revealed in this study. . x
/ ¥

In general students who attributed their

academic success to their own ability and their

own effortatend to have better academic skills

and higher academic self-concept. Students who

attributed their academic failure to their lack

~Tof ability and to a lesser extent to their lack .

of effort, tend to have poorer academic skills

and Iow self-concept. (p: 1305)

Closely related to the idea of attribution theory is
the phenomenon known as learned helplessness.  Johnson,
(1981) i .defining learned helplessness stated that
"experiences with uncontrollable outcomes result in an
individual‘’s developing generalized }xpectations for
uncontrolability in the future “which in turn results in
passivity" (p.-174). Johnson studied failing elementary
school students and concluded that these children
demonstrated the behavioral and emotional damage predicted

by learned helplessness theory. She believed that the use
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of group comparisons to define success and failure was at

the root of the problem.

Some evidence of this passivity was cited by Bristow

(1985) . She found that these passive readers do not

monitor comprehension and do not correct miscues which
affect meaning. They do not’ énqage in active
comprehension fostering activities such as purpose
setting, activa‘ting relevant background ar:i, focussing on
main ideas.” They ha‘ve a low expectation of success, their
confidence is easxlyl shaken, and thep do not persxst in
the face of difficulty. 1In shdrt, they feel powerless to
control &ny aspect of the reading process.

" Bristow made a strong case for breakihg the pattern
(;f failure which causes learned helplessn’ess. Children
must enqage in learning experiences in whxch effort can
make a difference. She stressed the unportance of placing
children in instructional level materials and providing

adequa(/(b\e?cquaund. Children should be taught specific

reading strategies, and guided to attribute failure in’

reading to failure to apply the étrateqies, rather than to
lack of ability or other uncontrollable factors.
Provision of concrete, text-related feedback, and the
repeated corre:tmns of misconceptions ' are all strongly
recommended. L

These recommendations .clearly demonstrate the

relationship between the cognitive and affective aspects

e
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of reading achievement.  Furthermore, this pattern fof
failure, attributing causes for failure to uncontrollable
factors and the resulting passivity and helplessness is
strongly reminiscent of Stanovich’s Matthew et:fects. The
downward spiral of failure, frust‘rnticn, and giving up
leads to more and more serious reading failures. Both
these theories involve cognitive and non-cognitive
factors, and both emphasie the complex relationship
between them.

* “While attribution _theory ctf‘ers a powerful
explanation of the relat'ior;ships batwean. cognitive and
affective variables in learning motivation and
achievement, Brophy (1983) -issued a word of caution in tt\le
application of ‘this theory. Whil‘e he gives credit to thel

theory as a means of furthering our understanding of

motivation and achi , he exp e m about its
use in everyday situations. First, -he does not believe
that people - spontaneously make causal attr?butions for
their successes and failures, although they canr be
stim\i“lated to do so by questioning. In Brpphy’s opinion

this is especially true of young ‘children who do not tend

‘' to be: introspective. He also. feared that young children
. - : 2

may make false attrivbutionsk as a consequence of their
egocentrism and immaturity. A certain level of cognitive
development and organization must be present before

children can make the mental connections demanded by the
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theory. He ala:; worried that an overemphasis on effort
can be counterproductive in terms of self-esteem if the
task is not garefully tailored to the child, so that
effort can make a real difference which the child can
perceive. Brophy stressed that psychologically healthy
ways must be found to help children deal with the
undisputed fact that everyone cannot succeed at
everything. These c.auticns. _pffer a balanced view of
factors to consider in tl"le appiication of attribution
theory.

While self-concept and achievement have been
consistently found to correlate highly, studies attempting
to establish a caysal relationship have been rinconclusive.
Pottelbaum, Keith, and Ehly (1986), in searching for
.e»vidence to support a causal relationship between the twc:
constructs, concluded that sorie other third variable may

be dominant . over both self: and achi 5

Ma::'uyuma, Rubin, agj— ‘Kingsbury (1981) _ooncluded that
social c'lass and ability are so strongly related/to both
self—esteefn énd achievement, that the'ir‘ influence is very
difficult to separate, and caysal relat_ionships impossible
to extract. ’
_Bridgeman and Shipman (1978) found that self-esteem
was quiée high among preschool, and grad& 1 children even

though™ their sample ' came from sogioeconomically

ai. homes. e + by grade '3 there was much
- /

. G
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greater variability in the nelt-a‘steem ‘muasure.
Furthermore, these grade 3 self-esteem scores corrslutéd.

highly 'with achievement measures. The authors suggested

that such dif in ic self-est at the grade
3 level may develop as a result of school success or
failure.

The positive self-esteem measures among the younger
children in the Bridgeman and Shipman study did not
correlate strongly with measures.of basic academic skill
in reading and mathema‘tics. For the young children the

" self-esteem measure seemed [to be independent of
achievement measures. These finding’s lead the authors to
the folloying conclusion:

Although developing positive attitudes may be

necessary for school success, it is obviously

not sufficient; teachers must also provide

adequate instruction on the appropriate task-

related behaviors. Also the school environment
must reinforce and sustain  such interest and

motivation. (p. 26) B

'Bridga)nn and Shipman emphasized the "vas‘t,cmnplexh:y
of relationships among affective, socia]: and cognitive
processes" (p. 27). It seems evident that while.no exact
formula for expressing the relationship between self-
esteem and achievement can be stated, strong relationships
do exist, ~and musf; be considered when we attempt to
understand a child’s pattern of academic achievement .

o
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Home and Achi

It is a widely accepted premise of education that
home bacquot;pd/and achievement are closely related.
Sociceconomic status is the most frequently cited aspect
of home background which has' been shown teo relate to

5
cognitive development and -achievement. However, in the
.
search for more powerful explanations of how home factors
and achievement dre related, dissatisfaction has been
expressed with global kinds of measures such as
socioeconomic status. Greaney (1986) argued that:
conventional measures of home background such as
socioeconomic Status .underestimate the effects

of home on the child’s mental and scholastic

development. These measures tend to focus on’

what the parents are®and not on what they do.

In particular they tell us little about the

familial environment in which the child grows.

(p- 814)

The SESA' project récognized the importance of the

2 \
home environment as it influerced academic ‘achievement of
elementary school children. Bulcock (1986) wrote that:

The thesis held at the begim;inq of this study

(SESA) was that 'the cognitive ' abilities of

children and their aptitude for schooling would

prove to be responsive to the way the child’ was
brought up or socialized. (p. 64)

3
‘Furthermore, the project recognized that specific measures

of the home environment needed to be considered when
attempting to relaté home environment. to school
achievement, that what' parents actually do.in the process

of child-rearing is s_iqnificant. The various dimensions
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of the home environment identified by the study have been

discussed previously.

Literacy environment

Greaney (1986) listed specific aspects of the home
environment whicr; contribute to the development of reading
ability and to leisure reading. First, he "listed verbal
interaction, the exchange of oral fanquaqe which develops
the cognitive and linguistic skills that form the bakis
for literacy. In particular he spésulated that' the
iniluslon of 1literary features in oral| discourse, for
examplve story telling in the third person) and the use of
decontextualized language (language with nd_connection in
the immediate environment) would prepare children well for
encounters with written language. P

Second on Greaney'’s 1is.'t isl parental interest in
reading, and actual parental reading in the home. These
features have been shown to be common to homes where
children become early‘readers, and is reéognized as an
important factor in ?Eve\lcping the child’s interest in
reading. Greaney also %isted access to reading materials
and opport\{ities for reading as important home

environment facto'rs contributing to the development of

reading ability. | Wigfield ‘and Asher (1984) likewise
¥ -

referred to the 'iaosicive relationship between the number

of books in the home and children’s reading ability.

VLU
Greaney poin;/
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home can adversely affect the development of reading

ability. A/\z
\
\Also mentioned by Gréaney is child-parent shared

\
readi\ug in a secure and loving environment. In his
opinion many positive effects ensue from this kind of
literary event. Children’s imaginations are stimulated,
they develop ‘an understanding of the relationship between
the printed and spoken word, and labelling of objects is
supported.

Greaney also referred to the affective dimension o}
the home on the development of reading. He elaborated on
this idea.

In the final analysis the child’s ability to

read and his willingness to read for information

and for leisure may depend to a great extent on

the degree of success and sheer pleasure

experienced in previous encounters with the

printed word ... .

It is the task of parents and the school to
help make encounters with print satisfying and
pleasurable. (p. 817)

These ideas are supported by attribution theory, and by
Stanovich’s  notion.of Matthew effects. It is-to this
pleasure premise that some of the success of the current

whole language approaches to reading has been attributed.

Other studies have taken some of Greaney’s factors

“and have exp{ored them in more detail. Athey (1983)

emphasized the importance of -the language development

factors which relate to reading development. She

reaffirmed the importance of word knowledge and background
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knowledge as the basis for literacy when she wrote that
"Readiné is an activity that involves extracting meanings
from print and assimilating tna§ “n‘\ganan into one’s
existing store of infofmation" ((p. 197) . In Athey’s

opinion the quality of parent-child interaction is
7

critical, and she points® out some characteristics of

effective parent-child interactions. Effective parents
confirm ‘or disprove their children’s utterances. They
explain and comment upon the scene. They expand

conversation, exchange ideas, and are responsive to théir
children’s talk. These characteristics contribute to the

child’s ability .to make inferences, that is to make

connections between what is known and the new information

inpyt. Research evidence supports the important role of

inference-making ,in learning to read. Any feature of

verbal interaction which fosters the development of this’

ability should contribute to the development of reading

ability. .

Flood (1977) examined parental styles in reading

episodes with young children. He discovered that four
book sharing variables combined for the best prediction of
readiness test scores. These were the total number of
words spoken by the child during the reading, the number
of preparatory questions asked by the-parent, the number
of e;)aluative qugstions asked by the ,parent, and the

amount of positive reinforcement provided by the parent.

&
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Thesé _features—seem to support the importance of the

child’s active participation in book sharing episodes.
Flood’s dependent variable was a composite of traditional
readiness items which have been found to predict eventual
reading achievement. ’

. Shanahan and- Hogan (1983) also investiqated parental
book sharing style. Their dependent variable was print
awareness as measured by Clay’s (1972) Concepts About
Print Test. This test predicts reading &bility and is
also a direct measure of children’s understanding of a
variety of -print conventions which appear to be' either
prerequisite to, or a direct outcome of, learning to read.
These authors stressed the importance of interactive
behaviors during book reading. Three independent
variables related significantly to the print awareness
test scores.  First, the numbér of mimites per week
devoted to reading was important. Shanahan and Hogan
suggested that tHis may well be a function of the ‘child’s
interest in books. Second, question-answering behaviors
of . pgrents related positively to the print awareness

measure.  The authors speculated that this question-

answering interaction between parent and child is

important because itfgt;‘lects the active participation of
the child in the book sharing situation. Finally, making
references to past experiences also correlated positively

with the dependent variable. The study suggested that
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this is related to schema theory. When connections
between prior knowledge and book content are made explicit
by the parent, content learning is enr)knced. While the
print awareness test did not assess. content knowledge,
activating a child’s schema for a particular topic could
contribute to the child’s print awareness by contributing.
to the child’s cognitive and linguistic development. In
addition, children whose questions are answered might feel
HotevEoNEEAsNE, 16 ENELE dealings with print, and may be
more active in their attempts to understand print.
Wigfield and Ashey (1984) suggested that literacy
features of the home, such as those discussed above, have

a number of positive influences on®the acquisition of

literacy. -
1."" They contribute to the cognitive development of *
. children. ’
2. There ware social gand motivational penefits.
Chilaren perceive that reading is a pléasurable
‘ activity, .which provides an opportunity ' to
interact positively with the parent.  This
should motivate the child to want to read.
3. There are attitudinal benefits, Young children

do adopt parewtal attitudes; a home which
demonstrates a positive attitude towards books
and reading will 1likely have children with

similar attitudes.
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Television viewing '/
Another feature of the home environment which

concerns parents and teachers is television viewing. It

is commonly assumed that children who are heavy television .

viewers do not spend time at other leisure pursuits
including reading, and consequently the effect of
television viewing. on reading is negative. A survey of

the research in this area makes it apparent that the

relationships betwee levision viewing and reading are
not that simple.

Busch (1978) found that preschool and primary school
children benefitted fr¢m television viewing. In
particular heavy viewerg’ in these age groups seemed to
have more extensiv‘e vocabularies than those who watched
less. - However, the law of diminishing returns seemed to
be operating, because by age 10-12° a saturation point
seemed ‘to have béen reached, and total knowledge decreased
as television viewing increased. Busch found that only
the very highest achievers preferred reading a story to
seeing it on television. However, a .positive point was
that low achieving readers sometimes sought out and read a
book, the story of which they had seen on television.
Possibly, familiarity with the plot made such books
comprehensil:zle to the pdor reader.

‘Searls, Mead and Ward (1985) reported a survey on the
television viewing habits of 9, 13, and 17 year olds.

—
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Their findings also did not firmly support the commonly
held idea that television is a negative influence. They
found that age is a major factor- in the -amount of
television viewed and how television viewing interacted
with reading skills. In all age groups watching more than
four hours a day was associated with low reading scoéres.
Among the nine-year olds watching up to three to four
hours.--per day was associated with good reading ability.
Among the 13-year olds watching up to one-two hours a day
was -assotiated with good reading scores. There wa; a
negative association between tel;visicn viewing and
reading among the 17-year o‘ids, the more television
viewing done, the lower were reading scores, Overall, the
‘amount of television viewing decreased with’ége.

A survey of 234 children at the fourth, eighth and
eleventh grade levels was reported by Telfer and Karn
(1984) . The survey correlated television viewing time
with scores on the Gates-MacGinitie Reading :est;.s. ‘The
general finding was. that students who were heavy
televi:sion viewers had lowér reading a;hievement scores.
This relationship was statistically significant at the
grade 4 level. The study also correlated time spent on
leisure reading with reading achievement scores. As could
be expected, this variable correl‘a\:ed positively with

reading scores. ¢
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Neuman (1986) conducted an interesting study which

was designed tg analyse the relationship of the home
learning environment on children’s television viewing and

\
leisure reading preferences. The subjects were 59 grade 5

students. Neuman investigated four media-reading
patterns: .(1) heavy television viewing, heavy reading,
(2) light television viewing, heavy reading, (3) heavy
t‘elevision v’iewing, light x“e\adinq, and (4) light
television viewing, 1light reading. She discovered that
e certain home environment factors were predictive of these
patterns, and that television viewing and leisure reading
were tied to a complex Set of influences. e
Children who were heavy readers and light television )7 -
Viewers were involved in many extracurricular activities.
They participated in family-planned weekend activities and
trips. They took lessons outside of school such as music,
and darice; iand were: dnvoived “in sporks; The parents
seemed to be actively involved in hobbies and community
activities. They were involved in the children’s ¢
education, and book-related discussions took place in
these homes. Similar patterns were asscciated with the )
heavy reading, heavy television viewing groups.
4 The 1light television’ viewing, light reading group
tended to have parents who were less educated, _less
involved 1in the education of the children, less active in

the community, and who participated less in all kinds of
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leisure activities including television. v‘iewing and
reading. .

There seemed to be, a dichotomy between highly active,
and less active homes. Those homes which were
characterized by high levels of participation, were
involved in many diverse kinds of activities. Those homes
which were characterized by low levels of participation,
seemed to-be involved in little. In both cases television
viewing did not seem toMirectly affect leisure reading.
Rather the television viewing and leisure reading seemed
to enter into a pattern which already existed.

-Inter’estingly, 74% of all the parents interviewed

PR 7 i

indicated that theypbelieved in providing restrictions on
television viewing, and that.television content should be
monitored on a regular basis. However, thesé¢ beliefs
seemed to have no effect on practi::e. ‘Despite the
uneasiness of parefts about television and the intention
to gu/ide its use, it appeared that most television viewing
remain{ed unsupervised.

While no hard-and-fast conclusions can be made
concerning the affect of television on leisure reading and
on reading ability, the previous discussion serves to

illustrate one important point. The influence of home

envi on achi is complicated and far-
- .

reaching. Care should be taken to avoid simplistic

explanations and facile conclusions.




v CHAPTER III

RESEARCH QUESTIONS, SAMPLE, DATA COLLECTION,
®AND STUDYING THE DATA

The purposé of this chapter i féurfu;d: (i) to
present the questions which guided this research, (ii) to
describe the sample, (iii) to identify and' describe the
various sources of information available to the study and
(iv) to describe. how the data is to be approached and

related to the research questions.

Research Questions L 4

e GuesEsens, WAleH Ave Presentss 16 ©ME sectyon
reflect the purposes of the ‘study, in particular the
comparison of the more able and less able readers. They
avE; Based; On research: TAte’ tHE SegHIEVE S0, EoGIal. AR
affective correlates of reading as presented in the review
of the literature.’ The questions are stated in relatively

general terms, and many information sources will be

exanined in order to aiEwar them.
Question 1: When viewing reading as an information

processing task, how do the processing abilities of able
readers differ from those of less a‘ble readers?

Question 2: How does the way able 't'eaders
conceptualize the reading task differ from the

conceptualization of less able readers?
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Question 3: How does the perception of one’s ability

to read and reading self-concept differ in able and less
able readers? o

Question.4: How do the home and social environments

of able readers differ from those of less able readers?

The Sample s

Six children, four boys and two girls, selected from
the initial’ 217- participants in the SESA main study,
comprised the sample for this stldy. . At the time the
present study was undertaken ‘these boys and girls were
attending two:glementary schools in a séhcol district just
ouéside st’,‘!. JoHn’s and were in grade 6. None“had repeated
a grade; &ll were 11 or 12 years old. The schools \_’.heﬁ
attended /were fairly large with a student popu}ﬂ:ion of

about 400. A cr tion of .soci ic status was

represented, ranging from blue-collar to professional in
parent = occupation. One or both of the parents were
nployed: in 811 Honee. '

The children were selected on the basis of two

criteri Fir.:st a general intelligence score was
considered. The Canadian Cpgni‘;ive Abi'lities,'l‘est (CCAT)
was administered by the SESA researchers when the children'
were in grade 3. On the basis of the I.Q. scores, obtained

on this test, children were selected who represented an
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average range of ability. Because comparisons of
achievement in reading were to be ‘made, it was necessary
for children to be relaéively comparable ;n a measure of
general intelligence to avoid. attributing achievement
levels to extremely high .or extremely low intelligence.
<The actual range of IQ scores for the six children on the
verbal ' portion of the CCAT _was 84-106, and on the
nonverbal portion was 91-105. The individual scores fdr
each child,"the means for the sample of éix, and the means
for the en‘g‘.ire SESA 'sample .are given in Table*i. It will
be noted ,t’.;m_t the'verbal IQ means for the sub‘-sample are

below the verbal IQ means for the entire SESA sample.

,Since the CCAT relies on reading, and since three of the

six children had difficulty with‘readir:g, this is to be
expected. CO'nSidetir;q the range of scores representing
average ability to be 90-110, these children generally
represent that range, although one ‘or two indx.vuiual
scores fall below or above it.

Also in_dicated in('A_‘able 1 are the IQ scores for the
verbal’ a‘m\d nonvg;b?l sections of the Lorge-~Thorndike'Group
Intelligence te'st. This test was admxnxstered by the
school Qistrict when the children were in grade 4. While
these stores were not considered in selecting children for
the study, they serve to confirm that, apart from one ‘m—

two individual scores,v‘!_:hese children do represent an

average range.of ability. ("
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. <
IQ Scores for Six Children in the Stady Sample

* Note:
anonymity.

Fictitious names have been used to

Student - CCAT Lorge-Thorndike i3
y . Verbal Non-verbal Verbal Non=-verbal
Adam\ 106 105 115 110
sarah © 87 91 --102 104
Gregory ; ~98 92’ 95 110
*David ’ 10: 105 9“0‘ 93
Karen " s 104 89, 108
Bradley ) E 84 103 77 . 86
¢ Sample mean 95.7 100, 94.7 101.8
SESA mean 101 103 - -

preserve

‘The second criterion for selection wa#*based on grade

o 4
equivalent scores obtained by these children on the

_comprehension ‘subtest’of the Canadian Tegt of Basic Skills

(CTBS) .

on the basis of these scores, obtained over a

s [
five‘"year period, the children were categorized as able

and less able readers.’ The scores for grades 2, 3, and 4

were obtainqd from the data files of the SESA study, and
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those for grades 5 and 6 were obtained from school
records. All testing considered was done in the sprin‘g of
each year. 4

At the end of grade 2 it appeared that, based on
these scores, none of these children could be described as
an able reader. In fact all scores’wez’e below the 2.9
,.grade;jequivalant considered to be average near the eng of
grade 2, and. only two scores were slightly above the 2.6
mean for the entire SESA sample. However, by the end of
.grade 4 scoring trends indicated that so’me of these

children were progressing well ard were scoring at or

_above grade level, while others seemed to be lagging

behind. By the end of grade 5 two distinct qroupf had
become apparent. Three children were now scoring above
grade level by several months in one case, and by a year

or more in two'others. The second group of three children

. was scoring at least a year below grade level, considering

qr;de level near the end of grade 5 to be the 5.9. grade
equivalent’. This trend continued into grade 6. The
c{xildren's grade 5 and 6 teachers confirmed that, in their.
opinion, these sco; ere an accurate indication of the
achievement levels of e individual children in, both
groups. :

An examination of the group means over the five year
peried was also revealing. , In grade 2 ths difference in

the means of th( able and less able groups was .7 years.
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By the end of grade 6 this gap had increased to 2.‘8 years.
In addition, the ~in<’:rement in mean scores for the more
able group was consistently more than one full year as
they progressed from one grade to the next. On.the other
hand, the yearly' increment in mean sc.cre for the less able
group was, with one exceptionf.less than a ‘full year.
These increments show that the less’ able qro"ups
consistently madé less progress¥on a yearly basis than the
more able group. The éTBS’ readin§ comprehension scores

are presented in Table 2.

For the purposes of the present study,-an able reader '

‘is defined as one who is presently scoring at or above

grade level on the CTBS comprehension subtest. At the end
3 %

of grade 6, grade level is considered to be 6.9, A less

able reader is defineN as gne who is presently scoring at

least one year below grade level on the same . test.

Classroom teachers agreed with the categorization of each

child as an able reader or as a less able reader.

:. )

v
o

¥
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Grades 2-6

CTBS Comprehension Scores f
Sample

for the 6 Children in the Stu

! Student -Grade 2 Grade 3 Grade 4 Grade 5 Grade$
adam 2.7, 5.6 6.5 7.1, 9.4
Able Sarah 1.8 3.7 5.0 6.9 7.6

Readers Gregory 2.8 - 3.2 5.2 6.3 W

‘ ; / :
X 2.4 4.2 5.6 6.8 8.1
Less David 2.2 3.5 5.0 4.6 5.8
Able Karen 1.5 2.3 2.8 4.7 5.3
Readers Bradley 1.9 2.7 3.8 4.4 5.1
X 17 2.6 3.7 4.6 5.3
- . )

One further point shauld be made in thls descriptlon
c¥ the sample. It must be recognized that these children
"aia nct represent the very ablest or the very poorest
renders ameng .SESA 'participants. Because a relatively
narrcw xangs o! ability (as indicated by IQ scor: was

/ d d the diff jes n able and less able
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“ readers was less dramatic than if a wider ability range

was represented. However, this investigator believes that
N

)
these children may represent many children in our

Newfoundland and Labrador school population. -

Data Collection

resent study made use of three sources of

information. s ‘indicated previously, the study depended

heavily an the

ESA data files.. This information source

in some detail in the background
- sis. The second source of information
was the additiona ésessg\gpts carried out by the presen;‘
investigator in the\épring‘of 1987 when the children
involved in this study were in grade 6. The third source
of information was standardized test results available
from school records. The latter two information scurces.

are described in the next two sections.

.
Additional Assessments
Informal reading inventories were administered to the
SESA parti’cipants in each of the xhreé years of the study,
¥ that is in grade,s‘z, 3, and 4. It was decided to use this
as. well. In fact the present ih‘}estigator used}ha same

booklet of graded passages compiled for the original study

{

means of assessing reading ability at the end of grade &
e X
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by Hasinoff (1984). These graded passages were .

ied by comér ion questions. In- the present
study, as in the SESA study, the gra:ied passages were used
to ascersain the child’s instruc:i;nal reading level.
Following the procedure used in the SESA study, the
graded passages were read cr;lly into a tape recorder.
Once the instructlonal level for each student was
established, the oral reading of that passage was\analyzed
using a miscue analysis. The c}_uildren wére also i‘asked to

recall as much as possible of what they had read. These &

S \recalls were taped and then analysed using a discourse

: analysis. - This analysis gave qualitative information

A ’ about compr ion p It to reveal how

.+ the readers processed print. These two assessments have

1 been described in the background sectxon of the present =
paper. Comprehension questians were used to assess
understanding wh€h the recalls were > “incomplete. Some of N
these questions required inference-making.\\\

Beebe (1986) studied a small subgroup of SA

-participants who, by the end of grade 5 seemedynot to have \
' i achieved the potential indicated ®by the initial
assessments carried out in grade 2. She conc¢luded that,
as a 'group, these children bseemed_ to have limited
vocabulary 'dave{opment_, This interpretation ‘suggest'ed

that a direct assessment of vocabulary could provide

useful i tion. 1y, 'the y ' Picture
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Vocabulary Test (PPVT) was administered at the end of
grade 6. This test measured recepuve vocabulary by
having children indicate the one/pxc:ure out of four which
corresponded to a stimulus word '’ presénted by the examiner.
Because the instrument did not rely on reading ability, it
was a good indicator of the vocabulary the child had
developed from many sources, both oral and written.

In addition to these assessments, the invesiigator
interviewed each student, as many of theéir primary and
elementary' school -teachers as possible, ‘and the mother‘ of
each child. The in_ves igator had no preference Tof &hich

parent to interview; 'the mother was available to be

interviewed when the investigator called. The interview .

questionnaires are presented in Appendices ¢, D and E.
The child’s interview was divided into four sections.

school 1life, (2) soc|

There were questions|under the following headings: (1)
al 1life, (3) personal life and (4)

reading. The first Jectmn contained questions pertaining
to the child’s attitude towards school and’ homework, and
his perceﬁcion of his own ability in school related tasks.
The second secc;i.nn gathered informdtion about his leisure
time activities, and his attitude towards his friends\and
ot;pér chlldrerg! Thé ‘third caté.gory, entitled personal
life, q’ave the ‘child-the opportunity to make three wishes,
and to prdtend to exchange identities with someone at home
and at sjhool, An indication ot what is important and

v
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B 2
valuable to the child, and his perception of the role of
others, could emerge from such imaginings. This section
also contained questions about television viewing. The
fourth section was designed to assess the student’s
att}tude towards readin?, his {nta:ast in it, his
perception of his ability in this area, his concept of
what reading is, and his awareness of readin? strategies.
Two questions probed the degree of parental involvement in
the reading activitiés of the child. This interview was
designed to complement, and perhaps to supplement,
information available from the Quality of School Life
questionndire .administered to the SESA participants when
they were in grade 4.

. The: parent :interview was divided into three sections
reflecting different stages of the child’s development.
These stages were (a) pre-school years, (b) early years
of schooling, and (c) the present. It attempted to assess
the literary' environment . of the home and the degree to
which parents were knowledgeable about, and participated
in,” the child’s education. Other questions asked parents
to comment on‘thelr child’s attitude towards school, and
to give . their perception 'of their child’s achievement
level. Parents were asked to indicate how they‘ felt about
their'childrén’s achievement. This interview, along with

the Home Life questionnaire completed by parents of the

.
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SESA participants, was used to provide information about
the home life of the students.

"The teache;— interview attempted to tap many ¥inds of
information. It asked teachers to give their perceptions
of the child’s academic potential, and to state their
opinions on how well the child was achieving his
potential. Teachers were also asked for information
pe‘rtaining to the children’s social position in their
class, their attitudes towards school work, their level of
self-confidence, their persistence in the face of a
problem, and- their degree of independence: If available,
the children’s teachers from kindergarten to grade 6 were
interviewed. These teachers were very cooperative and the
investigator believes that every effort was made to supply
accurate and useful ‘information. In only one case was the
.teacher unable to redall a child'well enough to comment.

It 'is imporf_ant to point out that the SESA
questionnaires were designed for purposes different ti'om
those of the current study. These éﬁrpcses were outlined
imr the background to the study. Furthermore, in keeping
with the_holistic point of view of this study, the pa‘reqt,
teacher, and child interviews \had the broad purpose of‘
familiagiz’ing the investigator as thoroughly as possible
with the six children who comprised the study’s sample.
In subsequent discussions, only those portions of the

information sources which relate directly to the areas of

.

~
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interest reflected by the study’s research questions will

be specifically described.

Information From School Records

In addition to the administration of the Lorge-
Thorndike qrm’xp intelligence test in grade 4 the school
district also administered the cTBS,to these chi_l_dren‘ in
‘the spring of their grade 5\and grade 6 years. The same
battery of tests was administere\'d by \;.he SESA $tudy when

the children were in grades 2, 3, and 4. The scores for

grades 5 and 6 updated this information and were useful in .

dividing the children into the able and _less able

categories. In addition they provided some information
4 4

about the children’s level of achievement at the end of

their grade 5 year, which fell between the end of the SESA
; % $

study and the cc(mmencemenc of the present study.

Studying the Data

Information from the three sources described in the

previous, section formed the basis for constructing reading
achievement profiles which described each child’s pattern
of achievement  in reading over a five year period from
grades 2 through 6. Four areas of interest were
considered., 'l-‘irst, - a description of the’ cognitive

processing 'abllitigs of each child as they applied to t‘he
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reading task was undertaken. Infnmatiun‘v gleaned from
this area applied directly to research question 1 which
sought to compare the information processing abilities of
able and less able readeg\’l‘he ’}develcpmen: of
phonologicﬂ compet%nce,' the use of the three cue{ng
syst’ems in word recégnition, and the ability to process
print gquickly and efficiently were considered.
Comprehension skills such as the ability to understand and
retell what had been read,’ the ability to summarize
information, and th‘e ability to make appropriate
inferences were also describedy as was vu%abulary
compétence.

Second, the achievement profiles examined the
children’s concept of what reading is, and related this
concept to the ability to monitor for meaning while
reading. Many. Tresearchers consider self-monitoring
behaviors an essential component of good comprehension.
The children’s knowledge and use of ap;;roprlate "Eix-up"
strategies in’ the event of c!:mprehension failure were
therefore discussed. -These were the dimenficns of the
reading process considered in research question 2.

Third to be considered in the‘ g;chievement profiles

was the students’ perceptions of their own reading ability

"and their self-concept in the area of reading. Closely
RELE 5

connected with these ideas was interest in and motiva}:lon

for readin\j. Th’eir attitudes towards reading as a leieure
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time activity was considered as it related to self-concept
and motivation. Research gquestion 3~ addressed these
issues. ¥

The fourth research question focused on the home and
social environments cf. the students, and the influence of
these factors on reading achievement?! The profiles
examine the’ home environment of each subject with special
reference to the role of ‘bocks and reading in the life of ' '
the family. This aspect of the hu’me was termed the
literacy environment. The early reading experiences of
these children both at home and at school were considered,
sipca these early experiences often have far-reaching
effects. Finally, in this area the children’s leisure
time activities were examined including reading and
television viewing, and their. involvement in the social
life of home, school and community. These factors, too,
have been shown to influence reading ac}xevement.

Oon the basis of(__the'infarmation contained in these
profiles,_ trends and common factors were identifigd which
constituted a summary or syn:Zee{s of all the information. -

The information was then used(to compare the able and less

ahle readers. -

Each of the four areas of interest reflected by the
research c“(uestions are examined in more detail in th@ next
sections. The sources of information relevant to each

area are discussed.
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Cognitive Proce of Reading '

Scores on relading achievement tests such as the CTBS
can give a reliable indication of the child’s level of’
ach‘ievement in reading, especially when they are available
over a period of years. In this study -the reliability of
these scores was increased by having them confirmed by the
children’s teache‘rs‘ H\owevgr, useful as this infom’aticn‘
may be, it contributes little to our und‘e;—standing( of the
information processing strategies these children apply
when reading.  More detailed kinds of assessments are
required- Two qf these, mi;ocue analysis and discpurse
analysis, are means of inferring the cognitive processes
of readers by the gqualitative Aexamination of deviations'
from the text in the case of miscue analysis, and of
recalled information f‘olluwinq reading in the c@’sehof
discourse analysis. - N ’ N :

Looking at children’s miscue patterns over several
years permitted the researcher to observe devélopmental
trends. The stage when children develo‘p a decoding system
gfficient'encugh to allow independent access to print is
important, Once this occurs, pesitive reading experiences
encourage” the rapid development of more and more efficient
decoding skills and comprehension abillty. , Stanovich
(1986) posited that if this stage is delayed, and if the

young reader is exposed to more and more difficult reading
~

.




materials in the meantime, far reaching negative "Matthew -
effects" can result. = - =
An examination of the readers’ free recalls after .

pagsages had been read indicated how well e readers Mad

the in the text. Wherr these

- recalls were analysed by means of discourse analysis, .a

great deal more i ion . of se analysis
revealed if readers are comprehending at a\;l‘xteral level,
and if they could make logical connéctions between various
parts of the text. It revealed if unaided recall was
relatively complete, or if the reader needed some support
system such as probe questions to aid recall.  The
aiscourse -analysis also indicated the readers abllity to.
integrate ihcum;n’g text informat;on with his/her own
vepertoive of. background knowledge. Good reading
.comprénen;ion involves 2 balanced mixture of i.nzoméuon
from the text and information already known by the Teader.
Inference making is the ability to make. appropriate
connections between informal fromiboth sources anil is
an essential skill in good couprenengxon. This important
area of reading .comprehension was also —— by the
Inferéncing Abilities Test designed for use by the SESA
study, and administered to the subjects @hén they were in
grades 2, 3, and 4. . ‘

RE—;earch in raadin§ generally supports a . strong

« o
positive relationship between vocabulary competence and
5 : . ’ .




reading comprehension. Thus, an gssessment of the
children’s vocabulary was an important part of the reading
achievement profile. The CTBS vocabulary gubte;t scores,
ava;lable Yor graqés 3 through 6, gave some indicatién of
the children’s level of achievement in this area. It must
be recognized that this vocabulary test required _the
recognition of printed words; 'ch’i’ldren with decoding
aifficulties were at a disadvantage in such a test.’ To
provide an alternate méasure, the Peabody Picture
Vocabulary Test was also used to assess vocabulary
development. This test assessed "recep:ive vocabulary;
that is, it tested a child’s understanding of words
prefented orally. It did not depend on reading ability.
Takaq. together, these two measures. provided valuahle
information about the .children’s vocabulary c/mupe’cence.

Informal observations also contributed to the
investigator’s understanding of the 'richnmess and
ektensiveness of the cpildren’s"\vocabula\ries and allowed
comparisons to be made. An able reader, upc;n meeting the—
term ";atent ‘office" in one of the graded passages,
commented "I’m not sure how to say ‘that word, but I t_hink
I knuw‘what it means". Questioni}]g revealed that this
st;adent recalled reading, the word in a fictional stor
about an inventor.- '

Contfadted with this is the less able’ reader who, (in

response to the. question "Who is the most popular person
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in your class?" proceeded to describe the_smart_es(: person.

Some questioning led the investiga'tor to conclufle that the

student didn’t really understand what was meant by

“popular®.. In any event when thié term was explained, the

- student changed his’ answer. When asked if he had ever

heard the word 7efore, he replied that he jmight have, but
wasr;'t suxr'e what it meant. These kinds of ‘observations,
pernissgbie in this kind of study, indicated vast
differences in these two childrgn both' »in vocabulary
knowledge, and in vthe sources ‘oi their vocabulary

learninq. o e

An additienal sourfe. of information utilized in
constTucting tha information processing secn n of tha
achlevement proﬂle was the teacher interview. Teachera
:mmented on various coqnit:,ve abiliues such as, reading
comprehension, word recognition and vocabulary competence.

They were also asked to indicate how well various test

scores reflected the actual class performance of these

children.
To summarize, information related to the- cnqniti

processes of reading was available from miscue analysis,

di: e an@lysxs, r 1 to probe quesr.ions, the
I'ﬁ_fef'encing Abilities Test, CTBS \:oéabula;’y and
comprehensiof® subtest scores, and scores on the Peahdqy
Picture . Vocabulary Test. In addition,__ idformal

observatidons nnd’e' by the present observer when working

o
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\=] ’ with these boys and& girls, and opinion; stated by the
éhi%dren’s teachers adged to the information from the
sources mentioned:;above, and helped-confirm or'disconfirm

e of the information gleaned from these sources.
)

f Reading,Abi Self-] torin

A reader’s concept of what readjng is has an effect
oh what the reader does while reading. Good cofiprehenders

are likely to respond to the question "What is reading?"

by giving meaning-oriented r . Podr compr rs
are likely to give word identifi’catio_n c;r/ decoding

2 res{)onses’ to the same quéstiofl. Ess‘entially they say that -
reading is px\foncu_ncing wdr@s. . Two questions on .the child

. "7 interview fo;:ussed on this idea. The response td the N

o question "What makes a good reader?" indicated {whether the )
" cnilars concept of reading Was medniﬁg * 6r decoding
cri‘ented.‘ The 'L';uestion "What makes reading hard for you"
also asked for information -about the child’s concept of
reading. ' B

heir

Readers who realize that reading is a meaning Zaking

endeavour. are likely to recqgnize gaps

ing and to pt to remedy the situation.®
H ™

This monito"ring of meaning is reccgni'zed as an]important‘

comprehension strategy. Once competent readers realize
\ . that something does not sound right or does not make

" sense, they apply certain "fix-up" strategies. . Readang on e
4 ot




to see if t&dlffxculty resolves itself, rereading, and

changing the rate of reading are . tmequently cited as

Vettiectlve courses of action. The_gollowing questlons from

the child interview addressed the issue of fix-up
strategles.
(1) - What do you do if you come to a word you don’t
) know? !
(2) What do you dt; if you dan’t.understa_nd what
A you’re reading very well? .’ .
(3) Do you ever ,r'ead things very slowly or very
‘qui‘ckly? Why? N .
Responses - to these questions also broy'iqad

information about the degree to ‘which thé reader was self-

. Lo
“ sutficient or dependent on outside help when some problem

with reading occurred. The distinction between children
who are actively involved in their gwn‘reading or who

passively. await help from others is_an important one in

. the area of monitoring. - Self-monitoring for gaps in

meaning assumes the active interaction of the reader yi&i”

. the text.

» Information about monitoring was gleaned from other

= = o -
* sources as well. Self-correction of miscues indicated

9 ENa
that the ' reader recognized ,that the word read was
v s .t P
unsuitable. - .An observation of rereading, of reading:on
e
when a problem occured, or of changing the rate of reading

ind‘icated a response ,to—the realization that something

Y r
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5 atan’t sound right or make sense. ' Comments such as "I
don’t und;rscand that very well" were occasionally made by
the readers, and thesé indicated an awareness of -jmeaning
in reading. Convérsely, children who= were observed
reét‘i—‘fng on with little regard for meaning, and actually
making nfonsense .word sub.s’titutionsv, revealed a‘&serious
1$ck of ‘a’ttent‘ion to meaning. Awareness of the '_meaning
aspects of readin%f‘ ié the first step in monitoring.
In summary, information sources related to the
conceptuélizatioﬁ of read'ing and self-monitoring include

the child interview invwhich children self reported what

thay empluyed when they; encuuntered some difnculty while

reaqu. Alsc included were observations of monitoring

ie chfld conments regax‘ding qettmg meaning from the text.

In_q_ependence or passivity -in coping with a problematic

ituationi<was als noted by th “and

t:hey behevad reuding € b and vhat courses of action

« behaviors ih the onqolng reading . process, and s;‘mntaneous‘

— Lors y—th hex,-
° ]
reported Ry class teachers. = -
4

lers’ eir O bilit:

It h‘as been hypothgsized frequently that the reader’s

perception of himself as ‘a reader, and his self-concept in

the area of reading, correlate positively with ability to

read and wiép ‘motivation for reading. The present




\

L i ¥ : . 50

investigator attephtéd to discover the relationships.among
- these constructs in the six cases under study.

The Quality of School Life questionnaire completed by
the subjects in the third year of the SESA study contained
many quescions designed to assess thé child’s self-
confidence in the school setting. Particular attention
_wap™paid to the question which asked childfen to judge

“their own” competence in reading. chilaren; respanded RS

the question®"How good are you in reading?" by checking

one of the following: (a) a lot above average, (nb).a
little ‘above average, (c) average, (@ a l‘1tn1e below
average, and (e) a lot below avex"aqe. For. comparison,

i |
this same question; presented in exactly the same way, was,

posed by fhe present inve%affer ‘two years later when
these children were in grade 6. b

\,
5,

Other questions in. the Quality of School Life

questionnaire focussed on a more general . conception of

self-esteem. Under the general heading "School is a place

where...." several items related to this construct.

Examples are (3) T can do well ‘enough be successful,

(b) I know others think™a lot of me,
huv} well I do, (d) I.feel happy about my work,: (e) people
think that I can do a lbt of t};ir\qs, (£) T can learn the
things I need to know, and’ (g) I know how to cope with che

work. Students were asked to rate their agreement . CwiER-

N @ %

L}
(c) I am happy with
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these sta‘:ements on a four point’ scala ranging from
definitely aqree to definitely ﬂxsaqree. .

'Thé Glifld dnterview ~condugted by the presest
investigator also. contained ques:iéns"whi_cn' related to
self-concept. They were asked, "Hw did ‘you do in your
last report"' and "How did you ccmpare to the other kids .
in the c.lass"" In addition, the question "Why do you
think some reading is hard for you?"‘can be related to the
res‘earch on'v:attrﬂbftian theory. The child was asked, in
this questi;n, to attribute his difficulty to some cause,

While teachers were not asked to comment directly on
the Achx.ldrsn s 'self-concept, yesponses “to some of the‘
interview questions considered this idea: "Lacks self -
cunﬂ,depc'e'},_ or "'na:eds c‘onstant- ;eassurapce", 'pere
freguenr: responses to the -guestinne."ls there anything.
_about S . that immediately comes tg nind?w.
Referénces to one. child’s nervousnes:\
orally was an indication of poor aelf-confidenceLin the

\a:ea of oral reading. One question asked.teachers to
l::cllment on the child’s level of persmtence in a problen

solving situation. The r_heory “of learned halg'lessness
aisc in ﬂﬁm” review,

lack of,

persistence is characteristic of low self-esteem children

who have learned through -repeated failure that their

+ efforts in a problematic situation will be unsuccessful.

hen asked to read
—~

E
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‘The 'child who is self-confident and who has a
positive perception of himself a“s a reader is likely to be
motivated to read, and; to find reading useful and
enjoyable.  One would expect that such a child would
mention reading as a freertime \activity more often than
thz child who finds reading difficult and unrewardinq and
whose self-concept is poor. Questions on both the child
and parent interviews allowed for a listing of the child’s
leisure activities. Teachers were also asked to comment
on the child’s interest in realing as a free time

_activity. ) "

The readlng achievement profiles, then, ‘contained a
dascriptlon of eath child's perceptionr of his ability 1n
reading and his .sglf-ccncept in the area. = These
constructs were related to interest in %ejclﬁ\g and to
reading achievement. The main informatior sources on
which theée dest’:ri’pt!ons were based were the Qua‘lity of
School Life questionnaire administergd by the SESA study, .
and the child, parent, and teacher inéarviaws conducted by

the present investigator—_.

lome_and So .
This part of| the reading achievement profile focussed
- sty

3 the home envirpnments of the children, especially those
|

aspects of home which related directly to books and ) L%
; Vo

reudirl\g. ‘Leisure time activities and social involvement

Y
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were also examined. The. main sour;:db-;f information
2 relevant! to thesa issues aredthe Qua]:x‘ty of School Life
que®tionnaire and the Quality of Home Life questionnaire
administered by the SESA study when the children were in ‘
grade 4, and the child and.- parent interviews conducted by —
the present investigator when the children were in grade .
6. . y
Several features of the home literacy environment
relate po&‘i:ively to good re‘ading échi;vement. These
- . features ifclude availability of print materials, sharéd
| , reading between parent and child, from an..early aqe,ﬁ
availability.cf a p‘laceﬂ and time for reading, and parental
b - encouragement of reading related activities such as
: ) ubrafy visits. .The Home Life questionnaire contaifiea-
\‘\ several items which assessed these literacy features of
\ homes. They were as follows: :
' Home is a place where....
g = 1s We subscrihel to\ children’s magazines (Owl,

World, Highlights, Sesame Street Magazine,

- %

etc.). A
2.  An encyclopedia and/or dictionaty is available
for children’s, use.’ ' . .
) o 3. There are lots of books for children. —
4.. We have always read to our children on a regular o T
3 basis. )
- ; - 5
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We like to talk to'the children about the books

we read té them. . .

Parents were asked to respond to these statements by

checking one item on a‘ four-point scale ranging from

definjtely agree to definitely disagfee.

,Several questions on the parent interview were dlso

designed to assess the -literacy environment of the home:

1. was\ interested “in books before he/she
¥ went to school? S
3.  How often was " read to?
* 3. Did o ask to have stories read?
. 4. Can yc/u recall any book or story that was a
tavourite?
- r ’ - \
5. Did" .enjoy paper and pencil activities
) . before he/she went to school?
3 6. Did pretend to read books before
> . 5 he/she actually could?
Two questions on the child interview were concerned
with time and place available for reading: (a) When do”
! yoy do most of your reading at home? and (b) Where? Two
* other questions served to assess parental involvement in
/the reading activities of the child: (a) Do your parents
LA 4ever go to Ithe library with you? and (b) Do you and your
' : parents discuss books together?
/ ‘A q'uestnion on the teacher interview asked if the
4V child brought items from home to share with the class.




This question was i)ertinent to .the home literary
environment because frequently the items children bring to
school reflect 'the response ,of the home to the child’s
m;ntion»of a topic being studied at school. Frequently
thel!item brought is a book or a magazine.

Leisure ‘time reading has often been found to
correlate with good reading achievement. Items on the
Home Life quest‘-.ionn‘aire which related directly to leisure
reading were ‘hn&éi the ‘heading "Home is a Place

where. ..

". They are (a) c¢hildren bfing leisure reading
books home from school, and’:(B) children bring books home’
from the public:library.' It was assumed that children who

read’ for leisure would be able to name favourite’ books'or

au}:hors more frequently than children who did nbt. )
;:onsaquently, the child interview asked: \ -

1. What kinds of things do you like to read?’

2. Do you'ﬁave any favourite authors?

3. Do you take books home from the library?

Research suggests .that a complex set -of home
environment factors are reiated both to leisure reading
and television viewing. Peisure activities were assessed
by several items on the Home Life q\ugstionnaire. Pérents
wate) asked %o’ INATEAtE to, Uhat egree their enilaren; were
{nvolvéd with such 1eisure' pursuits as word games,
puzzlles, board games, competitions such as music

festivals, caring f&r pets and learning to grow plants. A




section titled "The .whole family" pertained ‘to activities
in which the family participates i:oqether._ Activities
listed included watching gducaticnal television shows,
att:,‘e_ndi.r‘xg " plays b®r concerts,’ v!sitin‘g museunms,
exhihitions’, zoos or parks, visiting oéher countries or

provinces, entertaining adult company, attending family

get-togethers and going to church. Parents checked those

whxch descrxbed their families. B e

Both the child interview ‘and the parent intetv—lew
asked interviewees to report leisure . time activities.
Questions from the child interview 1hc1u_d5‘:A i

1. What do you do after sghcol':\.

friends? “
3. Do you go to any regular lessons or groups.
Teachers were also asked to comment on special interests
of the children, and on extracurricular activities.
Television viewing, and how it may affect reading
achiavementlwas also explored in the'read‘i‘ng achievement

profiles. In the child interview children were asked to

What  sorts of things do you do with your

name theif favourite shows and to estimate the amount of ,

time spent‘ viewing on weekdays and weekends. They were

also asked to report any family rules about television

viewing. Parents were asked if they had concerns about

the amount of television viewing done by their children.

On the basis ©of all this ‘information judgments about -

e
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whether a child could be con\siderad a heavy or relatively
light viewer were made.

i To summarize, ajch reading achievement profile
contained a des¢ription of the child’s reading achievement
pattern over a S5-year period, and explored cognitive and

" noncognitive factors which relate to this achievement.

“ ~ The descriptions were based on data gleaned from the
‘g; various information ‘sources dfscribed in previous
-l . -
. sections. %
Synthesis

. o, =
. Finally 'a synthesis of the information presented in

- the achxevement profiles was undertaken. is involved’

; J identitying, Crenas ha cestars whicﬂyexe common\ to either
"4 . ‘able or less able readers, -and whigh explained some of the
>~ aifferences ‘batwe;n. these two groups.” 'In short, an
« attempt was made to answer the ' research duestions

presented by this study.

" ~ -In addition, . becaus ~ the present study adopted a

holistic and individual perspective, it was expected that

1 ing idl\:a, ic , would emerge which may
perhaps adoount for the trends in the achiBVEI.!lEn_t pattern
of a particular child. While these were not generalizable
in any statistical sense, t}xey'did afford int‘erestinq
ideas to consider ing an‘ attempt to understand the

. acquisition of literacy.
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CHAPTER IV
READING ACHIEVEMENT PROFILES

The purpose of this chapter is to present a reading
.achievement profile for each of the six case studies over
a five-year period. The profiles consider the information
processing abilities of the students, their concept of
reading and their ability to self-monitor their reading
comprehension.  As well ,the perceptions these students
have of their oyn reading ability and their self-concept
in the area of reading’are discussed. Aspects of the home
and social environmeénts which relate to reading are alsg
examined. Both gualitative and quantitative information

was included in these profiles.

Reading Achievement Profile #1: Bradley
i S : X

Bradley was the least able reader in this study. ‘His
CTBS comprehension scores revealed that as he moved up
. through the grades, the 'gap!between his score 'and the
average grade point score/ consistently widened.  His
verbal 1Q, as measured by the CCAT, was below the 90-110
_range considered to be nn-r;al, although his nonverbal IQ
)at 102 ‘is well within the range. Bradley’s teachers
generally described his ability as low average.
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An examination of Bradley’s miscue patterns in grades \
.

2, 3, and 4 revealed that'th were no wide differences
h in the proportion of migcuém;e graphically &nd .

phonetically similar to the text, ard those which were

by | semantically and sy ically le.. , by
) grade 6 considerable differences had appeared which seemed
to inficate a growing mastery of the grapho-phonetic
ciiotng Laysten, periaps” dt the expenss of Beaning,. The
percentages of miscues corrected also decreased from grade
4 to grade 6. Assuming corrections to be based on an

not sound right, or did not . &

awareness that something
make sense, this was evidence that Bradley was inattentive

to meaning when reading. These pércentages are presented

in Table 3.
. : " Tebles .
Bradley: Percentages of Miscues in Each of Four
Categories, and -Pércéntage of -
- Miscues Corrected .
’ b g
- ically 11y ically ¢ 11
Grade Similar Similar . Acceptable = Acceptable #  Corrections
2 75 69 75 78 26 .
' ; [
3 79 )t 85 95 . 15 e
¥ 4 75, .68 70 85 30
6 93 - 50 a3 7
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When Braddey was in grade 4 about 5% Of the total
number of words_ on a qrad‘e 2 level passage were miscue's.'
In grade 6 he read a grade 6 level passage with no
miscues, and generated only 6% miscues on a passage
designated a grade. 7 level. This indicated a “growing
ability to decode. However,’ Bradley could answer only
three b six comprehension questions on a passage which he
decoded perfectly, ‘and his recall was very short and
incomplete. Aqair/we see a wi‘de gap between :{‘ecodinq
skills and comprehension ability. ' )
oh a grade 7 level passage all miscues made were
substitutioﬂ mlscues and of these, 36% were nonsense
words. chever, these were qraphit‘,‘\ly and phonetically
imilar tc the original words in: the text. Not only did
Bradlex prcnounce these nonsense words’and read on with no
attelh:t to self- :o:rect, he actually used one of thav
nonsense worc{s in his recall. This grade 7 passagi was,
of course, a frustratm} ~leve1.p$§sage for Bradley.
Discou?s7 analysis was used to assess the quality of
the information which Bradley recalled after reading. His

recall was divided into clauses, and' each clause compared

"to the text. Recalled information was placed in one of’

four categories: (a) a direct or reworded rendition of
the text, (b) information summarized or synthesized from
the text, (c) an inference, where the reader has drawn

on his baékground knpwlehge “to elaborate on the text, or

-
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(d) erroneous information. The percentages of Bradley's

recall of instructional level materials in each of those .

\ Pt
categories is given in, Table 4. : P !

; )
Table 4

Bradley: Percentages of Reaalled Information
Falling Into Each of
Four Categories

Verbatim or Summarized or ¢
Grade Reworded Synthesized Inferential Erroneous

: 3 50 . s0 o 0
. T, 43 0 "\‘T‘o/\ 57
! 4 56 17 22 5
3 67 0 0 3
-

Most of Bradley’s recalls were text-explicit which
v

means he interpreted at a literal level. With only one

exception (in grade 4) no inferences were made. In’

addition,. Bradley r?gularly had problems ansv}ering px;obe
- Vo questions which required = inference-making. Furthef
evidence of Bradley’s difficulty with inferences was found
. in tl?e results of !:he Inferencing .Abmties Test designed
for use in the SESA pxojecé. This test involved answering

a series 6f questions about a picture, each of which
N
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required the child to make an inrfera;-:ce. Results of th\s
test, presented in Table 5, ingiéated " that Bradle
frequently could not make the appropriate infarenc‘e‘ even
| when reading was not involved. Generally, it is be‘l‘ieved
that the, ability to make inferences increases with age,
partial’ly because older children have developed more,
elaborate schemata as 'a result of more extensive B
experiences. Bra(iley’s inferencing ability, as reflected
% by the percentages presented in Table 5,  showed no -
development from grade 2 to grade 4. Whi‘le the
. Inferencing Ability Test was not administered in grade 6,
Y evidence already cited indicated t?at at this level he was
. still weak in the area of inferencing.
! L " rable s ' R

o ’ ’ Bradley: Results of Inferencing Abilities Test:
Percentages of Total Possible Inferenceg
Correctly Made
a

Grade 2 Grade 3 Grade 4

€6 ’ 31 66 |

|
T
i

Vocabulary pioficienc{ is another important coqni:}lve
correlate of - reading achievenment. Bradley’s #TBS
vocabulary subtest grade" point scores - are presente? i(n\‘ ;

\ Table 6. 9 ’/ 7




Table 6

Bradley: Grade Point Scores For The
CTBS Vocabulary Subtest

Grade 3 Grade 4 - Grade 5 ‘Grade‘ 6

2.9 1.7 5.0 ! 5.2

"

While these scores  revealed litgle in the way of a

davaloplr;enial pattern, they were well below grade level
_and were sufficient to indicate a voc@pulary .deficiency.
This was confirmed by Bradley’s score ‘on the PPVT which
fell at the 13th péx‘cen’ le ‘and meant his agé equivalent
was 9.1. Bradley’s chronological age at the time of
teStiné waé 11.7.- These scores were also substantiated by
informal observation: Misinterpretation of a common word
such- as "popular" during the interview, ‘use of nonsense
words” and the repeated use of vague ekpressions such as
l."and all that stuff" dprinq’ recalls also indicated
Vvocabulary deticiency.

Eﬁ;:;cfley showed 1little evidence of monitoring .his
reading either af tﬁ’e word level or the téxt “level.
Corrections of miscues were uncommon, and use of' notisense
words indiqai:ed {inattention to meaning. ;lonitorirnq is
based ‘on a ‘conceptualization of reading as a meaning

making process. There was substantial evidence that
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gradley viewed reading as decoding. The predominanc‘e of
miscues that were graphically and phonetically similar to
the text, and his observation that reading was hard for
: ‘»him because he doesn’t "know the' words" supported this
View. ¢ 'ﬂmen asked what he should do if he doesn’t know a
word he replied "I’d )u;t try to say it, or I'd ask
someone". He reported no fix-up strategies in the event
that he couldn’t understand the reading other than to ask
someone akout it. When asked if he read-some kinds of
materials more slowly or more quickly than: ofhers; he
.answered that he usually read everything "about the same".
In fact, beyond say\lng the wérds, Bradley did not seem to
be t)ninkii'\g or reasoning as“he(read.
In response to the gquestion "How good are you in
" reading?" Bradley described his own ability 'in reading to
be "a little above average". He gave this r;spunse in
grade 4 and aéain in grade 6. While this view of his
x!eading ability did not fit well with reality, it did fit
in with evidence supporting a ratner positive general
self-concept. When the present iﬁvestiqator met Bradley
at his classroom - for the assessment session, he was
wearing his baseball cap perched qaunuly on the side of
his head. He didn’t seem to be at all\ shy or intimidated,
and kept up a steady stream of convé‘rs\étion. once he

understood the word "popular", he told the, investigator

that he believed that he was the most popular -person in -
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his class because he was "nice and good at sports". His
self-concept did not seem to depend on academic success.

Because of many inconsistencies in his rawponses,
little information about Bradley’s self-concept or about
his feelings towards school could be gleaned from the
Quality of School Life questionnai:re completed when he was
in grade 4. For example, Bradley agreed that school is a
place where "I know people think a lot of me", "I feel
good about my work", "I am happy with how well I do%, and
"I can learn the things I need to know". However, he also
agreed that school is a place where "I get upset™/n1 feel
sad" and "I feel restless". He disagreed with statements
such as “people look up to me",.“I feel great", and "I
feel happy". The numerous contradictions make this

N

information difficult to interpret.

Bradley’s interview with the investigator revealed .

that he was active in a church sponsored bdys’ group, ~

participated in organized sports, and generally enjoyed

" active pursuits such as soccer and bike riding.‘ He did

not name reading among his leisure time”pursuits, and

could not name a favourite book or author. He did say he

enjoyed reading comics. Bradley estimated that he watched

television "four or five" hours a day, and riamed several

shows that he watches regularly. ’He _had- his own

) television in his bedrcon\ and could not give any family

\

X
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The interview with Bradley’s mother revealed jhaf. he

was’'not very interested in books as a pre-schoo!

, and

any story readlng was initiated by the mother' /ge showed
little interest in paper and Jpencil actxvxties, preferrinq
more active pursuits such-as building with a hammef and
some nails. The present investigator had the impression
that literary pursuits were not important in this family.
Bradley attended nursery school but gidrg’)t' really like it,
and was not eager to start school in kindergarten.
Although hls mother repo:ted that he seemed to enjoy
school in the early grades, he experienced 1ittTe success
in the early stages of reading, and found materials
assigned for homi re! ding’difficu‘lc and frustrating. When
asked how she hel; :1,\\€he jmother indicated that she tried
to teacﬁ him abou’ periods, because he ran all the
sentences together. It was significant that even at the
very earlidst stages, Bradley did not /seem to recognize
units of meahing in reading. It was also significant that
his mother did not mention reading to him or indicate that
she tried to help'hii’n deal with the meaning of what E, was
reading. During the interview, the mother named reading

as her main area of academic concern, and expressed worry

‘about hfﬁra}lé} will cope in the junior high school

grades. The investigat{or sensed a feeling of
discouragement when the mother expressed the fear that "it

might be too late for him now".
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The SESA questionnaire was also completed by , /
% " Bradley’s mother. She described the home as a place where
the children were involved in many activities .including

word games, puzzles, board qamés, caring for pets and

growing plants. TIA mother indicated "that ‘ enclyclopedia

and a dictionary were available for use by the [children, o

i that the children had brought home books from e school

and- public libraries, and that they had - subgcribed to
: . /

children’s magazines. However Bradley reporfed that/he
did not go to the library. Informatidn from the
questicnnaire also 1ndxcated that the family took holidays
together, visited parks and oth§r places Gf interest, and
attended sporting events.

- . .
Interviews with Bradley’s teachers 1ndxcated that hlS
qlfflculues were apparent from the very beglnnlng. H].S
_kindergarten and grade 1 teachers found him unsettled and .
L easily ‘aistracted. His interest was mxnmal and he relxed

s heawily on teacher help and direction to complete academic

i
tasks. Several of his teachers believed that his general

v knowledge was limited. In the early grades he was
described as a quiet, low-participator. By grade 5 his ’
. teachers were describing him as a student who seemed tuned

out academi®®1ly, but who made his presence felt in other, ’
sometimes undesirable, ways. This pattern is, of course,
not uncommun among children who find 11ttle satlsfactlon

in the academic’ slde of schoollnq.
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At the time of this study Bradley was academically
"at risk", and poorly developed reading skills seemed to
be a large part of_his'prob),ex,.. Any hope for improvement

in his academic achievement may well.depend on; some

sys,tag\atic intervention to reverse this situation.

Reading Achievement Profile #2: Karen

* Karen vas copsidered to be a less able reader by her
teachers, and also for the purposes of the present study.
Two measures of nonvérbal general 1nteiliqence (CCAT and
'Lorge_Thorndike) placed her well within the normal range
with IQ scorks of 104 and 108 respectively. Her ‘verbal IQ
_.scores were somewhat lower: .95 (CCAT) and 89 (Lorge
Thorndike). Her CTBS reading comprehension scorés place

5 her consistently at least one full year below grade level
for eachu of the five years for which these scores vere
available. -

Miscue patterns on instructional level materials
| changed as Karen progressed from grade 2 to grade 6. In
B grades 2 and 3, the proportion of grapho-phonetically
S\gmilar miscues was higher than the proportion of miscues

that were acceptable semantically and syntactically. This

on semal c or meaning cues. In grade 4 the propo}tions

were fairly for all categories of miscues, but by
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qrasde 6 the percentages were %ightly higher for miscues
thpt were acceptable in terms of meaning. The highest
proportion of corrected miscues occurred in grade 4.
There seemed to have been a trend towards more reliance on
the meaning related cueina systems in the recognition of

words. These percentages are given in Table 7.

Table 7

Karen: Percentages of Miscues in Each of Four
Categories, and Percentage of
Miscues Corrected

) .

{
¢ * 3 ] .
l ; Graphically Phonetically Semantically Syntactically ) .
\__.. ~Gfade Similar Similar Acceptable mble Correctiong

2 72 69 60 - 58 5

3 78 72 55 58 15

4 79 76 70 80 23

’ / 6 65 63 73 75 5 b
N <

A close examination of the miscues themselves

revealed some interesting patterns. N First, many of
Karen’s miscues involved adding or omitting prefixes or
endi%s. These errors often occurred in véry common
words. For example, "way" became "away", "places" became
"place" and "Phil" became "Philip". Furthermore, many

miscues involved substituting a single letter: "now
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became how", "grow" became '"grew", and "come" becane
“came".  These ?ypes of miscues occurred at all grade
levels. It seemed -that application of the alphabetic

principle, the ability to assncia.te.symbol with sound, had
not become automatic and accurate for Karen. In addition
it appeared that »sn‘e’ had difficulty focussing on the
details of the ViEET Cext,

While these miscue patterns seemed to indicate a
weakness in the apility ctv:» process the visual input, it
was c1ea£‘ that Karen'was well aware of the syntactic and

semantic structure of language. When she made a miscue,

the next word or words usually followed logically from the

error, often resulting in_other miscues. For example, in’

“the phrase “when all the hard work is done" Karen
~

substituted "we" fol" "when". .She then proceeded to read
"we have:work to be done". A further example was when she
read "a talk by a Boy Scout" as "a talk about a Boy
Scout" . While ‘"by" and "abn:n:" are quite different
vxsually, the word "abcut" does follow lcqlcally ‘from "a
talk". However, such mlscues in key “words resulted in'
meaning loss. ’
If Karen’s weakness was her difficulty in processing
print efficiently and accurately, her strangth seeméd/ to
be her ability to attend to the semantic and syntactic
cueing systems. Thi§Jas supported by an ‘examination of
her rec‘alls and her answers . to pr;:be questions. -

A%
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Considering the overall high percentage of miscues, (for
example, 14% jon a grade 5 level passage read when she:was
in grade 6), her recall was amazingly complete. She was
able to glean a considerable amount of accurate {and

appeared to be

meaninyful information from a reading v@c
quite inaccurate. This pattern was obsdrfable to a lgsser
degree 'on a grade 6 level passage. Howkver at this level
her interpr\etatlon - vague general because,
miscues had become so freguent that Yf- the context
was inaccessible to her. On the grade 7 level passage
comprehension - was seriously: impaired bec%use miscues had
become very frequent. It séemed, then, that Karen was
able to yse context both a§/ap"'am ‘to word Ar’gcaqnitian and
as‘an  aid, te comprehension.  However, inaccurate and
inefficient decoding skills seemed to cause poor
comprsﬁe;\sicn by making many clexts unavailable to her.
Despite the'high percentage of miscues on the grade 5
level passage, Karen answered all the \Probe questions
correctly.  These pgobe questions required her to see
relationships amdng. the various.ideas presented ih the
text, and one question required inference-making. In
addition, Karen was able to discern a fairly subtle nuance

of meaning in at least one instance. She interpreted the

sentence "I could tell that he was planning something" as

"I could tell that he had something up his -sleeve which

refers to a very specific kind of planning,’ but was
-
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exactly what the author intended. However, when asked
what she thought the “character had up his sleeve, she was
-unable to make a viable guess.

A look at a summary of the discourse analysis for
inatricesonay Tevel passages (Table 8) revealed that while
the greater part of Karen’s recall was text explicit, some
synthesizing of inforpation and some inference-making had
occurred . The proportion of erroneous information
decreased through the grades. These percentages_indicated
that Karen was able to see relat:ianships between ‘textual
ideas. No doubt this ability helped compensate for her
weakness 1in decoding. However, an increase in the
percentage of verbatim or réwurded recall accompanied by a
decrease in the' percentages in the summarized and
inferential categories seodeved. ¥ EHE grade 6. level.
This indicated a more text explicit or 1literal
intefpretatiun than Karen gave at previous grade levels.

This may reflect the growing emphasis placed on reading

expository materfials after grade 4. At this® level
children are encouraged to read to learn - to note the
facts and to remember them. In fact the passages Karen

read for the informal readiny inventory at the grade 6
level tended to be more factual than. nar¥ative. " mhis
trend may indicete some difficulty in seeing‘ and
expressing the 1logical relationships among factual ideas.

This makes recalling what is read in the content areas
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difficult for some children, and <¢Karen’s teachers

indicated that this was a problem for her.

Table 8 (

Karen: Percentages of Recalled Information
Falling Into Each of .

L] Four Categories
A Verbatim or  Summarized or - -
Grade Revorded _ Synthesized  Inferential  Erroneous
I3

2 50 25 8 17
y A 60 . 20 10 10

4 .56 19 19 6 i
6 86 Sl 7 0

8 <« P

T . Table 9 presents the percenfaqes‘cf correct
inferences, made in response to the questions about the
‘pictures which made up the SESA ‘Inferencing Abilities
Test. The relatively higher percentage in grade 4 over
gradés 2 and 3, indicated the suggested trend that
inference-making ability increases with the agé_of the
child. Considering Karen’s difficulty with decoding, the
pi;esent investigatox‘- believes that the results of the
Inferencing Abilities Test which do not require actual

N reading was :more reliable indicator of her basic ability
il; inference-making than the discourse analysis which
depended on reading. ' The relatively high percentage (81)

at the grade 4 level indicated a good basic ability in
'
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.
this area. Adain, it appeared that Karen’s problem seems
to be with the actual decoding, rather than with basic

reasoning and thinking ability.

Table 9

Karen: Results of Inferencing Abilities Test:
Percentages 6f Total Possible Inferences
Correctly Made

Grade 2 Grade 3 . Grade 4

P s
72 66 81

o

Informat‘ion about vocabulary develcpme;t is an
essential part of a reading achievement profile. Both
\vocabulary assessments indjcated beiow average development
in this area. CTBS grade point scores on the vocabulary
‘subtest for. Karen were consistently well below grade
ievel. The’se scores are presented in Table 10. However,
considering Karen’s sérengths and weaknesses in reading as
described above, and the naturé of the CTBS vocabulary
test, these scores weré not surprising. This test
presented words in isolation, and, deprived of cnr;text.: it
" may be speculated that Karen found decoding a very
aifficult task. Karen’s PPVT score was also somewhat
below average. Her age equivalent on 'tnis list was 11.0

at a time¢ when her chronological age was 11.9. Her score

W
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was at the 37th percentile. Karen’s difficulty wi;.h /

diregt processing of print discouraged her from en_gag’inq
in a‘larqe amount of ‘independent reading, which accordi:ng
to many studies is one of the major contributors to
vocabulary development in the elementary- grades.
Deficient vocabulary then made further reading more
difficult. sSadly, negative "Matthew effects" seemed to be

operating here. .

\
Table 10
Karen: Grade Point Scores for
CTBS Vocabulary Subtest
T — R
Grade 3 Grade 4 +Grade 5 - Grade 6
™ :
2.9 3.9 3.4, 5.2

All evidence seemed to support the idea that Karen

perceived reading_as a meinianul process. There was also

" evidence that she monitored her reading on the basis of

meaning. Karen’s oral reading wad hesitant, andv she
frequently reread pr;ravses which did not sound right or
mat}e no sense to her, Information from her interview also
indicated a meay;_ing-oriented concept of reading. When
asked what 'She would do if she ;idn't know a word, she
responded th;at she would tr‘y to sound it out, but also

added that if that didn’t work, she ‘would skip it and read
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‘class in terms of -grades received on her‘repcrt card, nnd'
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on to see if she cuul'd figure out "what would be
sensible". She indicated that if shi had trouble
understanding she would rgad on for a whnl. Karen also
reported that sh_e goes back and rereads if she has trouble
understanding. She indicated that she believes she reads
"most things slowly". Considering her dif’ficulty witie
word iden/tificatien, this seemed to be a realistic
perception.

When Karen was interviewed .in grade 6, she was

cognizant of her difficulty with reading, and appeared to

have a realistic penception of her ncaéglnic p_lace in the
class. Hér response to the question "h;w good are you in
rea.ding?“ was "a little below average". This was in
contrast to her response to the same quéstion when she was
in grade 4. At that "time her response was "a lot- above
average". > These respon‘ses ind‘icated a growing awareness
ot bt ouil ABLIIY S5 pesatie, oF perhaps more willingness
to admit her di!ficges. '

: On the same questionnaire she revealed a lackbot

confidence when she di with the sta "I can

do weil enough to be successful” and "I know how to cope

with the Jo,g\

she believed herself to be close to the bottom of the

Karen told the present investigator that

always felt very nervous if asked to read aloud by. her

teacher. " Without exception her primary and elementary
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school teachers described Karen as unsure of herself,
anxious, and lacking persistence in the face of
difficulty. -~All evidence taken together suggested that
Karen’s self-confidence and self-esteem was generally
poor, and this was particularly evident in the area of
reading.
’ An interview with Raren’s mother revealed that Karen
was -interested in books and paper and pencil activities as
a young child, and frequently initiated story-reading
sessions. She imitated reading behavior by reading easy
books from memory. Dr. Seuss and Disney fairy tales were
mentioned as her favourite books. She attended nursery
school, learned songs and tl? alphabet from telev.ision
shows, and was quite Bager to begin school in
kindeig;rten. { v

The parent interview also revealed that Karen was
quite happy with school in the early grades. When asked
if she was successful in the early stages of reading,
Karen’s motHeér replied that in her opinion the child was
successful, but that test results from school indicated
otherwise. The mother “®xplained that Karén always needed
a lot of help and support when reading, and she, could
understand why she did poorly on tests where She was
required to work, independently. Frustration with reading
materials sent home from school were avoided by the help

and support provided by the family. Karen’s mother

w
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reported that she was interested in doing her homework and*
seldom had to be told to start.

| The mother reported that she was concerned about
}éaren’s reading ability and the effect it was having on
her school su::cess. She indicated that Karen worked very
hard, and the family was aware o} the importa‘nce of
positive’ reinforcement, and praised her efforts
frequently. She felt that,.on occasion, Karen had worked
very hard at school, but her efforts resulted in little
success. This comment reminded the present researcher of
Brophy’s (1983) caution that learning tasks must- be
tailored to the child’s ability so that effort can be
perceived t;) be making some difference. Karen’s parents
provided help with reading homework hy‘reading difficult
material to her ahd discussing the content, ahd by "talfinq
turns" ‘with reading when the assignment was long. Karen
did  written homework independently. This interview
revgaled concerned parents with a positive aétitude
towards schooling. Interviews with teachers confirmed

this interpretation.

Karen’s home, as described by responses to the parent’

questionnaire for the SESA study, encouraged children to
participate in many home and community activities. Books

were available, the children ‘played games, worked on

puzzles, learned to fix thirigs, and learned to care for

—
themselves. The whole family visit\ed points of interest,

“
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attended various types of entertainmént, and went on
vacation together. The mother indicated that she
encouraged her children to participate in one or two
organized activities outside fhe home, but was reluctant
to allow extensive participation since homework was time-
consuming, and she believed that children needed some
unstructured time. Karen _told this investigator that she
watched three or four hours of television per day,
including soap operas on rainy afternoons. Her mother
expressed a concern about the amount of television being
watched, and said she tried to limit it by encouraging
participation in other activities.

Karen was descrii;ed by her teachers as being ver®
eager to please; she seemed to have been well-liked by her
teachers. Generally the teachers believed that Karen
lacked extensive background knowledge, althotgh one
teacher suggested that background knowledge was difficult
to judge, because Karen was reluctant to contribute orally
in class. Reading was mentioned as ax‘-n area of difficulty
by. all of her teachers, and most mentioned that Karen had

to work very hard to achieve as well as she did. Several

teachers said they believed that she was achieving close
to her potential. Her future success may ‘we‘):; depend on
the ability and willingness of the school tc"provide the
support she needs to help her overcome her difficulties

with reading, or at least to help her compensate for them.
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Reading Achievement Profile #3: David

" David was the third less able reader identified by
this study. A considerable amount of concern about his
academic progress was expressed by his parents and his
teachers who believed that he was achieving far below his
potential. David’s,verbal and nonverbal IQ scores placed
him well within the average range of intelligence. His~’
CTBS comprehension scores placed him below grade level
every year e)-u:ept grade 4 when he scored slightly above.
His grades 5 and 6 scores place him a full year below
.grade level. His teachers for those grades aqreeq that
these scores were indicative of his actual achievement in
.reading.

David’s miscues at four grade levels revealed little

. ~
,_/\evidence that he was relying more heavily on one cueing .

system than on Enother, except in grade 2 where he szemed
to be more Feliant on the grapho-phonetic cueing system
than on the sen&ntic and syntac\:ic. By grade 6 the
proportions ‘of miscues in all four categories were quite
evenly .distributed, indicating that 'David was capable of
using all cueing systems in decoding print. Perhaps more
significant was the fact that in grade 4 and grade 6 he
generated relatively few miscues on grade level materials
indicating that after grade 4, decoding did not present a
problem for him. The results o’f t‘he miscue analyses are

presented in Table 11.
’ :



Table 11 i ]

David: Percentayes of msams in Ehdl of Four
(hteqans, and Percentage of
Miscues Corrected

Graphically Phonetically Semantically Syntactically - .
Grade Similar Similar Acceptable  Acceptable Corrections

.

2 88 84 65 63 30

3 66 59 70 70 30

4 67 67 75 83 25

6 6 62 62 64 i
SN

et An examination of David’s regpll after reading the

grade 6 level passage, and h‘is/ answers - to the
comprehension ques’\:ions revealed an interesting
phenomenon. David had a considerable amount of difficulty
in constructing his recalls of the passages. Invariably
they were very short and incomplete. His recall of a
passage which generated less than 1% miscues contained,
only three clauses.

David became quite anxious when asked to ;;call the
passage on his own, and kept repeat;.ing, "This is hard to
do -?I can’t do this~- I don"t know what to say". ;Ihen
the investigator suggested that some questions might help
him to remember he seemed very relieved, and proceeded to

.
answer all the probe questions but -one correctly. His
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comprehension of the passage inferred from these answers
was ‘quite adequate. He made use of his background
knowledge to elaborate some answers and was able to give a
Iitle‘for the story which synthesized its content very
succinctly. ﬂ examination of the recall and the answers
to questions on other passages and at wother grade levels
suggested a similar pattern. It appeared as if David
needed some external structure to help him organize
information, and that the probe questions provided s\;ch a
structure. e

An examination of the relsult:'s of discourse a;aly’é’esr
for, four grade levels presented in Table 12 indicates some
ability to summarize and synthesize information pr;asented
in text. However, these analyses were made on the basis
of very brief and inadequ‘ate recalls, and perhaps do not
gi;é a very reliable picture of his abilities in these

areas. His responses to ‘the probe questions indicated

that the discourse analysis may underestimate these
~—. ’

abilities.




0 Table 12

David: Percentages of Recalled Information
\ in Each of Four Categories

Verbatim or Summarized or

Grade 1
2 - 20 20 60 o
-~
3 13 33 o .33
4 25 62 o 13
6 64 21 0 15

A—lzwugh an examination of the discourse analysis
showed that David made inferenc‘es independently at only
one grade level from grades-2 to 6, .the results of the
Inferencing Abilities Test (Table 13) indicated that h‘e is
able to generate appropriate inferences in response to

direct oral questions. All this evidence indicated that

David was able to relate textual ideas to each other and’

to his own background knowledge. However, the evidence
also revealed that he did not do this spontar{eousiy when

read.ing independently. Why. he does not do so is a

question ‘of considerable complexity and may partially ~

explair; why teachers invariably reported that they found
bavid’s difficulty with reading very hard to understand.




Table 13

David: Results of Inferencing Abilities Test:
Percentages of Total Possible Inferences
Correctly Made

Grade 2 Grade 3 Grade™ 4

72 53 ! 94

Information provided by David’s grade .6 teacher

regarding projects in her room may contribute something to

\an understanding of his difficulties. ' When the study of a

special topic, air transport for example, was undertaken,
researching and organizing the information was a class
venture under the direction of the teacher. Information

was gathered by brainstorming and by exposure to various

‘information’ sources such as books| and films. An outline

in the form of jot notes organized under headings was
developed cooperatively by the children and the teacher.
David contributed well to this phase of the work.-

After the oufline was complete, the students were

then exp to work i ly. They were required

to write up the information in a logical and organized
way, extending the .information and adding details where:
they,/could. Most grade 6 students,were able to do his
wietous whdus difficulty. Their finished projects were

well organized and elaborated by the addition of pictures
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and drawings. David, however, seemed unable or unwilling
to do this part of the work despite his keen interest in
the planning stages. His réport consisted largely of a
disconnected list of isolated bits of information. The
difficulty seemed to be in organizing and presenting the
information. His difficulty with recalls also indicated
that he had problems organizing and presenting information
which he had read, and understo‘od. The difficulty
appeared tlo be a more generalized cognitive disability
rather than a specific reading problem. David seemed to
be unable or unwilling to engage in the relatively
strenuous mental activity demanded by the task of
organizing bits of information into some coherent whole,
whether it was in presenting informatinn orally after
reading, or in presenting it in writing when doing a

school project.

Votabulary 'was another area ther'e inconsistent
evidende invited speculation about the real_ nature of
pavid'g ability.’ CDns‘idering that the spring testing
would have been done in April or early May, the CTBS
Vocabulary Subtest Scores (Table 14)‘ were at or above
grade level e-ach yea.r. However, the PPVT scores show him
to be somewhat below average in vocabulary proficiency.
His age* equivalent on this test was 10.8 at a time when‘
his thu_’nol?gical age was_11.6, placing him at the 37th

percentile. These discrépancies may of course, reflect
. o . i
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differences in the format of the tests, and in the aspect

of vocabulary being measured.

’
% Table 14

David: Grade Point Scores for
CTBS Vocabulary Subtest

Grade 3 Grade 4 Grade 5 Grade 6

4.1 4.8 o2 5.4 7.5

Generally David’s teachers reported that he had
little difficulty in leagning new words, and in fact
suggested that in cgrtain specialized areas such as
science ‘and mechanics, his vocabulary was quite extensive.
"pavid seemed to be very interested In these areas, a‘nd an
extensive vocabulary probably r’eflected extensive
background knowledge. David also showed some evidence
that he was able to generate appropriate \;ocabulary.
While he forgot that, in a sﬁory about penquivns, the young
were referred to as chicks, he surmised that they might be
called "hat;cr;llings". This was a viable guess based on
apprdpriate background knowledge. By his own report, ‘ancl
confirmed by his mother, David’s leisure reading vas
largely in science and mechanics magazines. One of his

teachers described him as a "walking encyclopedia of

N}
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scientific facts and figures". No doubt this specialized
reading had influenced the development of a specialized
vocahulary.

. There was some evidence to support the fidea that
David’s conceptualization of reading was.meaning oriented,
and that he monitored the ongoing reading process on the
basis of this concept. When asked in his interview what

he did when he couldn’t pronounce a word he responded that

he read on "fo see what would make sense". When asked .

about difficulties in understanding the text he said he
read'it "over again in my head", and he reported that he
slowed down his reading when the text was difficult for
him. In grades 2, 3, and 4 he corrected a high percentage
of miscues, indicating an awareness of when a word doesn’t
make sénsg or sound right. The percentage of miscues
corrected became much lower at- the grad‘:e 6 level, perhaps
.indicating that he had lea\rned that the occasional
nispronunciation was unlikely to have a serious effect on
overall meaming. This is characteristic of able readers
who view reading primarily as a meaning getting process.
Like the able readers, at the grade 6 level his miscues
had become, quite*infrequent.

When David ' was  in ‘grade 4 he reported that he
bel'ievgd hi!xself to‘be “about average" in teadiﬁé ability.
By grade 6 he had changed this to "a little bepow

average". He said that he was probably in the middle of
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the class in terms of report c_@r‘d grades. David’s
teachers reported a very negat/iu; attitude towards the
read‘ing which was part of a s/chdol assignment, and towards
school work “in general. _“When asked why he thought he
found some readir{g;};rd, David’s reply was that "I don’t
want to do it much". This attribution of difficulty to
lack of effort implies that he believed that if he wanted
to do it kﬁ probably could, and this‘is more indicative of
a.motivation problem than u’f low self-esteem or lack of
cor‘;fidenceA ' %

Information derived from interview: 1so seemed to
point at affective factors as being strongly influential
in David’s pattern of achisve;n‘ent.‘ David’s mother told
the investigator that he loved books as a small child, was
read to often, and initiated story readi‘ng sessions. She
was able to name favouritpFbooks by title. He imitated
reading behavior and enjoyed cutting and making things'
with paper and glue. She described’ him as a very qurio‘us
and active preschooler, interested in his environment, and
alway; looking for something different to do. He attended
a day care centre which the mother believed was of benefit
socially, and was quite eager to start school in
kindergarten. However, the mother reported that his
initia.l enthusiasm began to ilip very early in the prima‘ry‘
school years. In her words hY was "disappointed with

school, and wanted to do more". At the beginning stages
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cf_x‘:-grading instruction he was able to read the materials
sent home for practice, but didn’t want to. In fact he
tried to avoid any t:ark connected with school. This
struggle over humework.persiéted throughout elementary
school with grade 6 described as the "roughest yet".

pavid’s mother reported that he enjoyed the social
aspects of school, li;ied being a library prefect, and was
interested in any kind ofe'"hands on" work such as art
projects or science experiments. He disliked lamguage

arts as a subject, but was an avid reader of science

magazines and comics. He also read fairly undemanding

" literature such as the Hardy Boy books. He had

"collections" of various typewarticipated in sports,

was a member of a church sponsored boys’ group, and until

'recentfy played an instrument in a local band.

pavid’s “own interview revealed very negative
attitudes towards the academic’ side of school.  He
described school as generally "boring". He believed he
had too much homework, and sometim.es did not have time to
finish. If he could be the school principal he would
eliminate homework. The ques:ic;nnan;e completed in grade
4 as part of the SESA study also showed many negative
feelings. Under the heading "school is a place where....
David disagreed with statements such as "I get enjoyment",
"I 1iké to learn new things", "I am happy with how well I

do", "Isreally like to go", and "I  feel happy". He agreed
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with the statements "I feel lonely", "I feel restless",
and MThere is nothing exciting to do". The negative

attitudes to be inferred from these statements confirmed,

those mentioned by his mother. .

All of David’s taach@s reiterated these newative
attitudes. Descriptors such as "turned off", "avoids
work", “disinterested", "disorganized", "immature",
“short-attenticn span", and "dawdler" were used over and
over. When asked if he depended on the teacher for help
and direction, his grade 6 teacher explained that he
avoided contact with the teacher as much as possible,
never ‘asked for help, and did the absolute minimum of the

assigned work. Without exception, David’s, teachers

 believed that he was achieving far below his potential.

His teachers reported .many efforts to solicit more
interest and cooperation. In October of the school year
his grade 4 teacher set up weekly telephone conferences
with the home in the hope that constant and systematic
contact would result in some change in behavior. The
parents seemed cooperati‘{e, but s6 little difference was
noted that by April this teacher gave up in
discouragement. His grade.e teacher visited the home to
discuss the problem with David and his mo;her, agair} to no
avail. He had’ treéuently been detained after school to
complete unfinished work. It seems that all efforts to

K

force his interest and involvement have failed. His
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teachers believed that he was at risk of failing grades in
his junior and senior high school years. ' His teachets
were able to present few theories to explain David’s
negative attitude a’nd lack of interest. By his mother’s
report, the problem occurred very early and had gotten
progressively worse.

The SESA parent questionnaire was compldted by
David’s mother and indicated that books had some
importance in his home. The mother reported that entraren
and parents visit the public library, that they subscribefl
to children’s magazines, that !:he CHildren were read to on
a regular basis, and discussions involving books “ook
pla(‘:e. David reported that his mother read "big thick
books". In this home children were inv‘olved- in playing
various word and board games, puzzles were used, and the
family participated ‘in activities’ such as visits,
attending church, and going on vacations. David reported
watching'a lot of television. In fact he told the present
investigator that he watched television six or eight hours
a day. Believing this estimate to be rather high, the
investigabor asked him to name some shows that he watched
regulqriy. His list was‘ 1ehg:hy, leading the investigator
to conclude that while he probably overestimated the
number of hours spen

Y
spend a cons\de:g)ile a

He was quite specific abbut the hcm\spent viewing on

viewing, it was likely that he did

q:\;t of time watching television.

g
Saturday, stating that he watched from 8:00 in the morning
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until 2:00 p.m., and then began to wat?h again at 5:00
p.m. He reported that his Saturday mci-ning music school
made him miss all the good cartoons, so he gave it up.
David reported that he had a television s%t in his bedroom
and that there were few restrictions placed on his
viewing. While David’s mother didn’t indicate the number
of hours that David spent wakching television' she
indicated that they tape shows which come on during
homework time to be viewed later. She did comment "we are
not big TV people". a
At the time of thi‘s st;xdy David was experienci’ng
serious difficulties at school. The underlying causes of
his school problems were, however, difficult to ascertain.
Lack of motivation seemed to ha\;e had a strong neqativg
effect on achievément. He also appeared to have a
generalized d'»ab‘ility in organizing and presenting
information., It may be spegulated that instruction in
specific strategies designed to help him overcome tnis

difficulty might be beneficial provided the means of

motiyating him to apply the strategies could be found.

v

Reading Achievement Profile #4: Gregory

For the purposes of this study Gregory was considered
an able reader. His teachers agreed that his reading

ability had developed well and presented few problems for
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him. His IQ scores on both the CCAT and the Lorge
Thorndike group intelligence tests placed him within the
average range of intelligence. His CTBS comprehension
test scores had been consistently slightly -above grade

level, with one exception in grade 3. He was described by

/his teachers as an average student yho had worked close to

his potential throughout his elementary school years.
An examination of Gregory’s .miscue patterns suggested
that in grade 2 he was somewhat more dependent on the
grapho-phonetic cueing system than on the semantic and
syntactic cueing systems. However, as he progressed
through the grades the more even distribution of miscues
aCross the four categories suggested a growing ability to
access alll cueing systems in the ongoing process of word
identification. This is a common developmental trend. It
was perhaps more  significant that by grade 4 he was
generating very few miscues on grade level passages, and
by ‘grade 6 generated only 3% niscues on a passage
designated a grade 8 reading level.  This evidence
indicated that by grade 4 Gregory had become quite
proficient at decoding. A-summafy of the miscue analysis

is presented in Table 15.




. Table 15
Gregory: Percentages of Miscues in Fach of Four
Categories, and Percentage of
Miscues) Corrected

Graphically Phonetxcally Semantically Syntactically

Grade, Similar Acceptable Acceptable Corrections
2 n 7 48 . 53 10
3 89 82 73 83 10
@ ~er 66 55 60 30
3 77 "9, 74 ® s 6

.Gregory’s recalls were also guite complete, showing
an ability to recall }n sequence, and indicating a good
memory for details. tﬁs recau was largely text explicit
suggésting a thoroux{ﬁ but literal processing of the text.
However, the r;s(xlts of dJ;SCDuL'Se analysis (Table 16)
indicated some ability to synthesize and summarize
ihfonl)ation. is answers to probe questions gave further
évidence of his ability to see> relationships between
ideas. While Gregory’s recall did not contain a hiqr'l
percentage of inferential information, responses to probe
questions indicated that hé was able to -make appropriate
inferences. The results of the Inferencing Abilities Test
(Table 17) also shoved a good ability to make inferences

in response to oral questions. These assessments
\
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supported the opinions of his teachers that he was able to

decode and comprehend grade level materials without

difficulty.

Table 16

Gregory: Percentages of Recalled Information
in Each of Four Categories

Verbatin or Summarized or
Grade Reworded Synthesized Inferential Erronecius
O
0 3
2 5 ) 37 1 G\
3 61 tos 17 16
4 85 7 8 o
6 80 13 5 .2
| < Table')7 o
Gregory: Results of Inferencing Abilities Test: '
Percentages of /Total Possible Inferences
Correctly Made
Grade 2 Grade 3 Grade 4
- o
81 72 84
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Table 18 shows Gregory’s scores on the CTBS
vocabulary subtest given in the spring of each year from
.grade 3 to grade 6. The expected avs’raqe grade point
score for testing done in April or early May would fall at
.8 or .9 of the particular grade level. The table
indicates that Gregory’s scores were near or somewhat
above grade level for each year. His age equivalent score
for the PPVT was equal to his chronological age, and fell
at the 53rd percentile. These test results indicated that -

Gregory’s vocabulary development is aw}eraqe for his grade

and age.
“Taple 18
Gregory: Grade Point Scores for
CTBS Vocabulary Subtest
Grade 3 Grade 4 Grade 5 Grade 6
3.7 4.8 6.2 . 6.7

¢
Correction of miscues indicates some monitoring
activity, and Gregory reported using 7'fix-up" strategies
such as reading on if a word is unknown, reading difficult
material more than once, and reading difficult material
more slowly. Use of these strategies indicated a meaning
oriented view of the ‘reading process. )They are used in

Y &
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response to an awareness that something does not make,

sense.

In grade 4 Gregory described himself as being a
little above average in xe;aing. By grade 6 he had
changed this assessment of his own reading ability to
average. Gregory seems to have,a realistic concept of his
own capabilities. The SESA questionnaire completed when
he was in grade 4 indicated a positive attitude tovards
school and a positive self-concept. He agreed with
statements such as "I can do  well enough to be
suc;:éssful", ."I ‘ain‘happy_ gli}:lfn how well I do", and "People
.think that I tan.do a lot of c};‘inq‘s';.‘ "When Gregory was
interviewed in grade 6 he expressed the opinion that
sthool was "pretty good", that he and his parents were
happy with his report card, and that his teachers were
fair in setting homework and other assignments. Although
Gregory expressed admira?:ion for the student he considered
to be the smartest in the class, he left the distinfzt
impression that he is pretty well satisfied with himself
the way he is.

Gregory’s teachers described him as a quiet
cooperative student, serious about his work, and
persistent‘in the"Face of difficulties. He contributed to
class discussions_uhen asked, but was shy; about
volunteering. " His parents were reported to be very
supportive of the school, and held high expectations .for

g
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their children. It seemed that Gregory’s school career
had been quite successful, and he exhibited the positive
attitudes that such success engenders.

An interview with Gregory’s mother served to
reiterate her interest and concern, and supported the
opinion of his teachers that while his parents held high
expettations of him, their expectations were reasonable.
The in\;estiqator had the dmpression that this home was
supportive and willing to-contribute in any way it could
to the‘ fulfillment of thege expectations. The interview
revealed ti’)at Gregory was read to consistently as a young
child, and that he‘particnlarly liked animal stories. He
was eager to start school in kindergarten, and experienced
little difficulty with the early stages of reading
instruction. His mother reported that she always
supervised homework, read assignments with him, amad
+ discussed their content. At the time of this interview,
Gregory’s mother reported that while he was quite,
independent with homework, she still checked his written
work for errors, and helped him to pr;pare for tests which
he took very seriously, It was obvious that Gregory’s
mother was quite interested in grades. She identified
subjects in which his grades were ‘improving and also
mentioned areas in which his grades seemed to be slipping:
She told the investigator that she was very strict a):c:u'tn
homework time, and felt that if she had not strictly
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enforced study hours her son would not have achieved as
well as he did. - . )

The ’;‘moche'r's' responses to the SESA home life
questionnaire gindicated that the children of this family
had some access to books at home. Howéver, Gregory
- reported that he and his family did not use tr.he éublic
libraries, and that .hjs main source of books was the
>schocl library and a book club operated by the classroom
teachers at his school. He Y-:as able to name several books
which he had read recently, and expressed a preference for
. adventure stories and humourous books. The parents’ own
r;?dinq was confined' to newspapers and homemaker ‘s
magazines. Based on ‘a visit to Gregory’s‘ home, the
investigator believed that time and space for reading
would be readily available. ’ ~

Gregory reported *an interest in some television
shows, but stated that if th; weather~was good, he would
prefer to be outside. He told the investigator that he
, was not allowed to have the television on whilé homework
was being done, and was not permitted to watch shows which
. started after 9:30 p.m. on school nights. It was obvious
“'that since the family owned ome television set, the
parents also had to forgo viewing while the children did
“their homework. . Gregory’s mother reported that she
controlled televisiu‘n viewing "pretty strictly".

'
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Gregory belonged to a church sponsqred bo’ys' group,
but this was the extent of his scheduled out-of-school
. activities. He expressed an interest in inf.ormal sports
activities, but did not belong to any teams. He enjoyed
going in” the woods to cut trees and build cabins, and
liked working with motors. His father owned a small auto-
repair garage, ﬁd Gregory reported that he liked to go
into the garage to help out. However, this was
dlscouraged By his “mobhier, whoe €oid ithe presenk
investigator that her husband had to‘ work very long hours
at rough and dirt‘:y work in order to make a living. The
mother hoped that her son, through education, would find a
better means of making a living when he left school. It
was obvious to the investigator that’ this home, while
spotlessly clean and well organized, was not particula{ly
affluent. These parents seemed to view education
pri)hafrily as a means of getting a good job and thus
achieving a better life style than their own. ‘They were
‘véry conscientious in the’ir efforts to help Gregory and
their other children achieve these goals.

Family trips, visits to parks and other points of
interest, and family attendance at plays, concerts, and
other types of entertainment were reported to be
infreguent occurrences, probably because of cost and the
father’s long hours at work. The mother reported that the

f‘amily did.engage in local pursuits such as berry picking,
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,going on picnics, and attending church Qgg.ether. This
home was somewhat glimited 'in its ability to prov/ide
travel, attendance at cultural events, and expensive
lessons. However, it appeared to provide a well
organized, warm a}‘.‘d_‘ supportive environment for the
children. . «
" It was apparent that Gregory’s school experiences had
been successful and satisfying. His good self-concept and
positive attitude towards school were probably a result of

these experiences and of his supportive home environment.

Reading Achievement Profile #5: Sarah

For the purposes of this study Sarah was identified
,as one of the three able readers. Her elementary school
teachers agreed with this assessment of her reading
ability, but her earlier primary school teachers reported
_that she had made a very slow start in beginning reading.
In the primary grades her teachers and her parents were
quite concerned about her progress.

The CCAT results gave her a verbal IQ of 87, and a
nonverbal IQ of 91. A year later, when she was in grade
4, thé Lorge Thorndike group intelligence test scores
resulted in a verbal IQ of 102, and a nonverbal IQ of 104.
Many factors, of course, could explain these wide

differences/ although in this sample there i5 no

\



142
consistent pattern showing Lorge Thorndike IQ‘s to be
higher than those obtained on the CCAT. It was

interesting that in Sarah’s case this increase in IQ score

was ied by impr in academ‘ic performance in
general, and with reading performance in particular.
However, since these tests involve reading, these results
are not surprising.

CTBS comprehension 's::ores also improved at the grade
3-4 level which seemed to be a time of transition for
Sarah. At the end of grade 2 her grade point score on
this test was 1.8. This was a full year below grade
level. A year later, at the end of grade 3 her 3.7 scor
was very close to grade level, and by the end of grade 4
she scored slightly above grade level. Both her grade 5
and grade 6 CTBS scores were well above grade level.

WMiscue analysis also seemed to point to a transition
period between grade 3 and grade 4. In grade 2 the low
percentages of miscues in the meaning oriented categories
indicate 1little use of context as an aid in word
recognition. Indeed the low percentages of graphically
and phonetically similar miscues showed little proficiency
in the use of these cueing systems either. "Combined with
a fairly high occurrence’ of miscues generally, it might be
surmised that at t{xis level Sarah was experiencing

difficulty with all aspects of reading., In fact, at the

{
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) grade 2 level she told the SESA researcher that sﬁe hated
reading. "
By grade 3 the percentages of grapho-phonetically
similar miscues had increased, as had miscues which were
appropriate in terms of syntax. However semantically
acceptable nh;cues were still a low percentage of all
miscues made. In grade 4 and again in grade 6, the
occurrence of miscues in the graphically and phonetically
similar categories had increased considerably, aIthough
percer’n:nqes of miscues that were acceptable in meaning
were still relatively low. It seemed that by these grades
sarah had become quite.proficient in the direct visual
processing of print. In fact, in grade 6, Sai‘ah made only
four miscues on a passage designated a grade 10 reading
level. At this time Sarah simply pronounced unfamiliar
words 'phonetically and read: on without pause or
hesitation. It appeared that she had realized that a word
perfect rendition of the text is not essential to
understanding. In fact, the miscues generated on passages
read in grade 6.seemed to have little nega_tive effgct on
comprehension, except when questioning revealed that she
did not know the meaning of the mispronounced word. The

results of the miscue analysis are presented in Table 19.



Table 19

Sarah: Percentages of Miscues in Each of Four
Categories, and Percentage of
Miscues Corrected

Graphically FPhonetically Semantically Syntacticallf™
Similar joceptable  Acceptable

Grade Similar Corrections

2 ‘67 61 53 55 5
A Y
3 79 68 40 70 20
. 4 90 77 60 55 25
\ . . !
6 20 - 70 60 75 10
— - ~ 3 o
-

( In grade 2 Sarah corrected very few of the large
number of miscues generated. This lack of monitoring

* behavior seemed to fit well with her gyeneral lack of
ability at' this time. The hidher percentages of
corrections in grade 3 and 4 showed some atiention to -
monito,;ing. By érade 6 the percentage of corrected
miscues was again quite low, but it must be recalled that
at this level very few miscues were made even on rqaterials
considered to be well above her grade level. This
ignoring of occasional word level difficulties is
characteristic of good readers who seem to realize that
these kind of problems are unlikely to adversely affect

meaning.
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Sarah reported use of ‘reading strategies Which
reflect a meaning oriented concept of reading, an;l an
awareness that lack of understanding is the essential
reading problem. ' She reported that if she didn’t know a
word she would pronounce on the basis of how it looked and
read on. She stated that she would likely get it right

later when her di the’ . she also

‘reported that she read difficult material more than once,

and that she read some materials more slowly than others,
especially ‘if she is reading a mystery and didn’t want to

the clues. Adjusting reading rate to the

miss any
purpose for reading is a mature reading skill. Sarah also

reported her use of mature study skills such as making

notes of impor points as she read. This study technique -

was taught to her by her mc;ther.

An examination of the results of discourse analyses
(Table 20) shqwed that sarah had demonstrated some Ebility
to synthesize and summarize information gleaned from print
from grade 2 on. In grade 2 and 3, however, a significant

proportion of her recalls was erroneous, indicating lack

of understanding, or mi anding of some portions of
the passages.. In grade 4 and grade 6 none of the recalled

inform On Was erroneous. In grade 6 Sarah’s recalls

were quite ccmplete' and ial. She sy tically

began each recall with a statement summarizing the overall

of the . Her resp to probe questions
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on passages up to \:heﬂ;ﬂe 9 level showed some ability to
relate textual information to her own background
knowledge. Hisundersta}:dings seemed directly related to
problems with the meaning of specific words. She was able
to decode a grade 10 level passage well, but had trouble

with comprehension. At this level her recall was

incomplete and her answers to probe questions were vague

and general. Considering that the topic of the grade 10
level passage was the problems faced by European
immigrants in New York in trying to bring relatives to
America, one might well assume that most grade 6 students
in Newfoundland would have lit‘tle background information

to bring to this passage.

Table 20

Sarah: Percentages of Recalled Information Falling
into Each of Four Categories

verﬂ,athn or Summarized or
Reworded Synthesized

Grade Inferential Erronecus
2 50 30 0 20
3 33 % 25 17 25
4 ) % ¥ 25 L4 ] 0
6 67 20 13, 0
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The results of the discourse analysis (Table 20) did

not indicate a developing ability to make inferences.
However the results of the Inferencing Abilities Test
(Table 21) showed a very high score in grade 4 compared to
the average scores achieved in grades 2 and 3. The large
increase at this stage corresponded to a large increase in
scores on several other assessments including IQ. It also
correspondeq to an overall improvement in school
performance in general, and in reading in particular,

which was reported by Sarah’s pax.-entg and teachers at this

time.
et .
Table 21
Sarah: 'Results of Inferencing Abilities Test:
Percentages of Total Possible Inferences
Correctly Made
+
Grade 2 Grade 3 Grade 4 #
72 63 91

4 3
Based on her CTBS vocabulary subtest scores, Sarah’s
vocabulary development seemed to be lagging somewhat
behind her ability to comprehend extended text. ' These
results are presented in Table 22, and generally show
Sarah’s grade point scores to be somewhat below grade

level. However her age equivalent on the PPVT was one
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full year above her chronological age and was at the 68th
percentile. The fact that this was a receptive oral
vocabulary test which did not rely at all on decoding

ability may account for some of this difference in scores.

Table 22

e Ssarah: Grade Point Scores for
. CTBS Vocabulary Subtest

Grade 3 Grade 4 Grade 5 Grade 6

3.6 4.8 : 5.4 6.3

Sara‘ﬂr‘s teachers in the early primary grades believed
her to be somewhat lacking in background knowledge,
although her home seemed to provide a variety of
interesting experiences, including trips to Florida and
other holiday areas. These observations were based on her
contributions to discussion in class, and at this time
sarah was described as shy and reluctapt to volunteer
information. However, one teacher speculated that since
sarah was the last child of [;arents who are very actively
involved in running a family business, and since her
siblings were much older, she might have been somewhat
overlooked in general family conversation which might have

contributed to background knowledge and vocabulary
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development. While this study had no means of assessing
these home factors, such an assessment might well have
helped to explain some of Sarah’s early difficulties.

In an interview with the present investigator,

Sarah’s mother recalled that as a pre-schooler Sarah

showed little interest in books, seldom requested that a
story be read, and made no attempt to imitate reading
behavior. She learned general kinds of things from
television, but did not learn the letters of the alphabet
from Sésame Street as many children do. Her n{nther
reported tha~§ she found it difficult to settle down to a;\y
activity for any significant length of time. It was not
surprising then that Sarah seemed unready for the formal

introduction/ to reading in late kindergarten and ih grade

1. sarab mother reported that she had difficulty from ~

the bt.?éinninq, had little interest in reading, and tried
to avoid it whenever she could. This parent claimed that
her child was into formal reading instruction before she
knew her letters, and, in fact she taught Sarah her letter
n;amfas at home at the end of the kindergarten year.. She
express‘ed surprise that this was not reported by the
school until Sarah was near the end of her kindergarten
year. This perhaps explained the mother’s somewhat
ambivalent feelings towards the school which were reported
by two of Sarah’s early grade teachers. In addition, the

mother commented that she was quite dismayed by Sarah’s
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lack of progress because none of .her older children had
experienced any academic difficulty.

During the early primary grades Sarah’s teachers
reported various kinds of difficulties. She did not seem
to be able to settle, and seemed unready for fo;mal
reading instruction. She was described as shy, insecure,
and in need of extra attention from her teachers. She
made few friends at school and was a reluctant participant
in class activities. Her teachers believed that she had
good academic potential, but for some reason did not seem
to %e\achieving as well as her poten;ie‘nl indicated. Her
reading diffigu¥ties included problems in recalling sight
words, difficulty in learning new vocabulary "words,
apparent lack of background knowledge, and problems with

ion. These reported giving Sarah extra

attention and encouragement, and they believed that her
parents were encouraging and supportive at home.

These poor beginni.ngs, which according to Stanovich
(1986), can result in a continuing downward spiral of
negative effects, seemed, fortunately, to have been
overcome Ln Sarah’s case. er mother reported that by
grade 4 Sarah seemed to be dqing much better, and her
‘interest in reading began to increase. The test scores
available to this study reflected this change, and her
grade 4 teacher reported that she was doing well in

reading. She appeared to be less dependent on her
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teachers {or reassurance and direction, and }ier‘. social
position in the class had improved. Her grade 6 teacher
described her as a very able reader, among the best in the
class. Sarah herself reported that grade 6 had been her
best year in school. She liked her teacher, seemed to
have many friends, and brought home mostly A’s and A+’s on
her report card. nd .

It was difficult to attribute“these happy results to
any one cause. There was no special’ interventior at
school and no particular- ‘changes were reported ac.home-.
It may be speculated that in the latter part of grade 3,
which was relatively late, Sarah "crackecli the bcode"; she
learned to make use of the alphabetic¢ principle to gain
independent access to print. Thisrled to successful and
rewarding encounters with print, which led her to read
more, whé?ln turn led to more success and positive
results. These are the pt;sitive Matthew effects from
which many good readers are able to benefit much earlier
than Ssarah. Fortunate-ly, howevex/-\, her previous negative
experiences did not seem to detract from her subsequent
success, except perhaps in the area of vocabulary
development. ,
* It may also be significant that despite her
d‘ifficulties, Sarah’s mother reported that she was faifly
happy with school in the early years. Sarah herself
expressed positive feelings towards school in her SESA

-

N
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Quality of School Life questionnaire. She agreed with
statements such as "teachers are usually fair", "I am_
happy with how well I do", "I can do well enough to be

successful", and "people think that I can do a lot of
things". Her response to the question "How good are you

reading?" 'in grade 4 was "a' lot above average". By
grade 6 she had changed this response to "a little above
average™. ' She believed her report card grades to be
similar to her friends’, with perhaps "more A+’s". She
told the investigator th;t she’ often finished assigned
work before the others, and so had time to read or to work
on a craft, and she really enjoyed these privileges. :

On the SESA Home Life questionnaire the mother
reported that there are many books in the home, that cney
had subscribed to children’s magazines, apd that
dictionaries and encyclopedias were available to the
children. Sarah told the investigator that she was
usually allowed to order "lots of books" from the book
club, and that her older sister had "shelves -full of
bocics" which she shared. éhe also reported exchanging
bookg.yith her’ friends, aL\d getting them as gifts from her
grandmother. She listed reading as one of her favourite
leisure time activities and expressed an interest in
mysteries and in books about girls her age. She named

Gordon Korman and Beverly Cleary as her favourite authors.
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Sarah’s home was.quite affluent in terms of material
wealth, };owever, apart from vacation trips to Florida,
family outings werereported as occasional or rare events.
It was likely, of course, that a family with grown-up
children, as well as a younger gne, was less likely to be
as cohesive as a family wl"xere all the children are close
in age. In addition this family was involved in a
busipess requiring evening and weekend work. No doubt
this too had some effect on the kinds of activities the
family can enjoy together.

Sarah reported that she watched television about two
hours a day, except when the weather was bad and then she
reported watching about four hours a day. Her mothetr told
the present invéstigator that watching soap operas after
school was forbidden, 'and Sarah reported that she did not
watch television after 9:30°p.m. She also reported tha&
she .read while vi_ewi_ng television. ~ Sarah did have - many
interests inc.\gding gymnas};_g.cs, music, sports and boating
with her parents. « ¢ :

While sarah’s .reading development was marked by a
period of-difficulty in the early primary grades, at the
time of the present sn:dy she wa!pperfoming well. Her.
téichars p;redicf. a successful school career for_ her.
Considering , her present‘ status as a redder, these

p{edictions seemed to be well grounded.



Reading Achievement Profile #6: Adam ’

Adam was tl'_he most able reader included in this study.
His verbal and non-verbal IQ scores on the CCAT were 106
and 104 respectively. A year later Adam’s scores on the
Lorge Thorndike group intelligence test were somewhat
higher at 115 (verbal) and 110 (non-verbal). Adam’s
teachers believed him to be high average im Xntall\e):tual
ability.

CTBS comprehension scores over a five-year period

pointed to superior ability in the area of reading

comprehension as it was measured by this test. While both

fall and spring test scores \;ere below grade level when he
v;as in grade 2,' his score at the end of grade 3 showed him
to be two years above grade level. In fact, between grade
2 and grade 3 there was an increase of 2.9 years in
comprehension ability as measured by the CTBS. ' Adam’s
comprehension scores for grades 4, 5, a:nd 6 remained
consistently well abbve grade _].eve?. At the end of grrade
6 Adam'; grade poi%t score in comprehension was 9.4 which
is close to 3 ye'ars above grade level. Interviews with
Adan’s elementary school teachers confirmed his supgrior
performance in reading comprehension.

An analys}s of Adam’s miscues in grades 2, 3, and 4
showed an interesting pattern in relationship to the CTBS
scores. - Recall that at the end of grade 2 Adam’s CTBS

Y
comprehension was somewhat below grade level. At this

7.
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same grade level the highest proportion of his miscues
were graphically similar to the text. This seemed to
indicate more attentiveness to the visual ;spects of the
text than to the meaning aspects. In fact only 53% of his
miscues were semantically acceptable. This was quite
consistent with Adam’s relatively low score in reading
compre‘hension at this level.

In grade 3 the proportion of miscues in each of the
four categories (graphically similar, phonetically
similar, semantically acceptable and syntactically
acceptable) were fairly even, although a slightly higher
Rpercentage were graphically similar to the original words.
It seemed that Adam was stlll quite attentive to the
visual input. However, comprehension off the same passages
read for the :rniscue anialysis, was ,quite thorough. Also,
recall that Agdam’s CTBS comprehension score at the end of
grade 3 placed him two years above grade level. While
miscue patterns indicated attentiveness to the visual
aspects of the text, this did not seem to detract from

underétanding at this level. B ) ¢

. In grade 4 this apparent discrep‘ancy recurs. In fact’
the proportion of miscues which were semantically
acceptable‘was‘ only 40% compared to 83% which we‘re
graphically sﬁmila‘r. Yet Adam’s recall: of the same
passages which produced these miscue patterns da; quite

complete, indicating a high level of comprehension. His
/
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CTBS score at the end of grade 4 also showed superior
‘ccmprepensinn ability. How is this apparent paradox to be
explained?

A closé examination of the passages read at these
levels revealed that decoding had been mastered well
enough that the proportion of miscues relative to the
total number of words in the text was quite lpw. Adam
seemed able to focus on the overall meaning of the text,

and ignored word level errors. He simpl pronounced

unfamilliar words phonetically and read on. Foftunately,
whilé the mispronounced words might have )ren ered the
immediate context incomprehensible, they were infréquent
enough rot to fect the meaning of the text as a whole.
It may be speculated that the abxuty to concentrate on
the sense of the whole and to focus attentxon on that
rather than on individual words might be the source of
Adam’s strength in comprehension.

Concentrating on the sense of the whole will break
down if decoding has not developed to the point where the
reader has access to most of the context. Infrequent
miscues can safeh&be iqnored, but frequent miscues will
render so much of the context inaccessible, that overall
meaning is distorted or cannot be figured out at all.
Fortunately in Adam’s case, decoding skills were
developing rapidlx By qrade 6 Adam was decoding so well

that virtually no miscues. were made on assages with
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designated reading levels up to grade 12, and a miscue
analysis could not be carried ou Results of the miscue
analysis in grades 2, 3, and 4 are presented in Table 23.

Adam’s CTBS comprehension scores indicated superior
ability to understand printed text. Recalls of passages
read orally in grades 2 through 6 (;cnfirmed this. Adam’s
recalls were sequentigl and very complete. Discourse
analysis revealed an ability to summarize information
gleaned from text and to make appropriate inferences. The
summary of the discourse analysis presented in Table 24
indicated that the proportion of summarized and inferred
information relative to verbatim or reworded information
was quite high. In this area Adam %as superior to the
other able readers in the study, and was considerably

superior to the less able readers.

Table 23
Adam: Percentages of Miscues in Each of Four
Categories, and Percentage of -
Miscues Corrected o
1y ically Semantically ically
Grade Similar Similar Acceptable,  Acceptable Correctjons

2 n 64 53 60 5
3 80 - 77 73 78 6
4 86 83 40 65 2

6 too few miscues made to calculate percentages




Table 24

Adam:  Percentages of Recalled Infogmation Falling
into Each of Four Categories

Verbatim or Summarized or ?
zed

Grade I 1
2 64 27 9 0
3 42 19 27 12
4 60 13 27 o
6 44 39 17 0

.

Results of the' Inferencing Abilities .Test also
indicatpd superior ability inithe area of inference
making. Table 25 presents the Vresults of this test in
grades 2, 3, and 4. It is believed that extensive
background or world knowledge gon’buces 1aréely to the
ability to generate inferenceés. Adanm’s teaclers from
kindergarten to grade 6 commented on the exte;siveness and

the excellent gquality of Adam’s general knowledge.
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Table 25

Adam: Results of Inferencing Abilities Test:
Percentages of Total Possible Inferences
Correctly Made

Grade 2 Grade 3 Grade 4

88 84 1.

Adam’s performance on the two vocabulary measures was
also_excellent. CTBS vocabulary subfest scores were well
above grade level ‘each year that the test was given

(grad_es 3, 4, 5, and 6). Theie results are presented in

Table 26. Adam’s per on the y Picture
VocaQulary Test confirmed that his vocabulary was rich an;:!
extensive.’ Adam’s score was at the 97th percentile in
this test, and his ‘age equivalent was 16.7 at a time when
his chronological age ‘was 11‘10.‘ In Adam’s case, rich
background knowledge, rich vocabulary,‘ and the ability to
comprehend ,texts occurred together. These relationships
have been hypothesized by many studies, and have been

..
borne out in Adam’s case.

~,
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» Table 26
Adam: Grade Point Scores for)
CTBS Vocabulary Subtest
Grade 3 Grade 4 Grade 5 Grade 6
5.4 6.0 7.3 8.7

Adam’s conceptualization of the reading process, as
inferred from his responses to interview questions, was
clearly meaning erfented. When wmsked why he thought
something might be hard for him to read, he replied that
it would be hard if it was not a story, or if the passage
contained a,’lot of new words fo:_' which he had no meanings,
which. might be the case in a social studies or science
text. ' The fact that he menfloned that reading was
daifficult if it was not. a story was significant.
Generally children learn to read stories or narrative
materials first, and often the expository texts to which
they are exposed at about grade 4 cause comprehension
difficulties.

Adam suggested "saying the word somehow and read on®
as his first fix-up strategy if he did not know a word.
His mjscue analysis suggested that he used grapho-phonetic
information to pronounce the word, and if overall meaning

is not seriously impaired by a mispronunciation he did not
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bother to return to the word. Adam monitored on the basis
of meaning. While oral readihg one of the graded passages
he commented that "I’m not sure how to say that word, but
I know what it means". He told the investigator that he
reread materials if he dién't understand something, and
that he read "difficult stuff" slpwly. He said that he
liked "big g@erbacks" that he could read fast just for
the story. It could be inferred from these comments that

* Adam adjusted reading rate to suit his purpose for reading
and the difficulty of the material. These are well
recognized strategies to use in facilitating
comprehension. It was also noted that Adam was quite
independent in his interaction with text; he did not.rely
on an outside source for assistance. Adam also believed
that reading lots of books. was what made a person a good
reader: '

However, Adam’s. perception of himself as 2 reader was
fairly modest. In grade 6 he checked "average" to
describe his own reading ability. He explained his choice
by saying that he found it hard to read aloud. 1In g;ade
4, he also indicated that he believed his ability to read
to be about "average", while indicating that he believed
that he was "a little abov’e average" in his other school
work. Interviews with Adam’s elementary school teachers

indicated that he seemed to be a little insecure and
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unsure of his own ability, and needed reassurance that he
was doing assigned work correctly. .

However, information gleaned from the Quau:;/ of
School Life questionnaire completed by Adam when he was in
grade 4 indicated a positive self-concept in the school
setting. Adam agreed with statements such as school is a
place wheré "I can do well enough to become successful",
"I like to le\arn new things", "I know people think a lot
of me", and "I feel good about my work". .He disagreed
with Statements such as school is a place where "I get
upset, "I feel sad", and "you are bossed around too much".
His grade 6 interview revealed that he enjoyed school, and
that the best thing about it was that he could see h}q
friends there. He had few complaints about the work at
school or about homework. He related his life outside of
school to his school work, and thought that reading lotse
of good books helped him with reading at school, and that
buildiﬁg models helped him with measurement in
mathematics. Adam expressed confidence in hist‘ability to
be able to handle the work at the junior high school.
Adam had a positive attitude towards school and his place
in it. His self-concept in reading also seemed positive:
while he was somewhat nervous about reading a'loud, he
er’;joyed reading to !’1imself, and found it valuable as a

tool for learning new things.
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The interviews with Adam’s teachers described two
distinct phases in his school life.. Teachers at the ea¥ly
primary levels described Adam as a very emotional and
easily frustrated child who did not seem to .be achieving
"his potential academically,. particularly in reading.
While they cummernted on the extensiveness of his
background knowledge and his abilit;\to contribute orally
in class, ‘they were much less positive about his work
habits and his attitude towards school. He found the
classroom situation difficult to deal with and was prone
to frequent emotional outbursts. His grade 1 teacher
indicated that he had d{fficulty with the beginning
reading program, and became very frustrated when he.could
not r‘ead/ what he wanted to. His grade 1 teacher believed
that Adam was very anxious at this time  and had few
friends in the class. His grade 2 teacher’s comments were
similar. She referred to emotional upsets, and a
rebellious and non-cooperative attitude. These teachers
believed that his academic potential was good, but he was

- achieving far below it.

Both tr‘?ese teachers described Adam’s elass as a
particularly difficult one, and this may well have
contributed to his dif_ficulty at school. The class had 36
children in grade 1 and again in grade 2, and among thes’é
children were a particularly large number who had acadenic
and social difficulties. In classes of this size the
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amount of individual attention the teacher could give any
of/ the children was quite limited, and could well affect a
child’s attitude, towards school and academic achievement.

An interview with Adam’s mother confirmed that these
early primary school years were very difficult for him.
She believed that there was a poor match between Adam’s
interests and abilities, and what the primary curriculum
at the time was offering. At the same time she realized
the difficult circumstances under which his teachers were
fworking. ¢

Adam’s mother told the present \investigator that he
was very interested inohocks from an early age, and was
read to very frequently from good quality children’s
literature. She said that he imitated regding behavior
éarly. However, she stated that Adam had little success
with initial reading expex‘_iences at school, and vhad little
interest in the materials being used. When asked hov; she
helped him cope with difficulties in reading the basal
series, she replied that she didn’t try to help with that
at all, but simply went on dainq. what she had always done:
reading lots of good books to him. Adam’s early te_échers
cunfir_med his extensive exposure to good books, and said
that he fz“equently brought favourites to schopl to share
with the cl;ss.

Adam’s mother also told the present’ investigator that

she still read aloud to her’ son. When asked what kind of
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material she chose #o read to a boy who was obviously
capable of reading very complex materials independently,
she said that she tried to choose books which were complex
or mature in terms of theme or concepts. She chose books
which she believed she and Adam would both ehjoy, and
which perhaps could be better understood and appreciated
if they could‘ discuss them together. Adam’s mother was a
busy professional person, and indicated that this reading
time was a very special sharing time for her and for Adanm.
% 454 seem clear Ehet Ehis extensive exposure  to
excellent books had contributed to Adam’s rich' store of
background knowledge and to ‘his ability to attend to the
wholeness of the printed _n;essage.

One may speculate that the basal readers used in his
initial reading instruction may have been dull fare for a
child with AdagPs literary experiences. One hay aldo
speculate that he very likely had high expectations of
being able to read as soon as he went to school, and that
the basal materials in use have ‘had little natural and

predictable language which would have made this possible

for him. These speculations may help ‘explain his

frustration and disappointment with the early stages of
reading instruction at school.

Fortunately these qirficulties seemed to have been
resolved by the end of grade 3. Adam’s mother indicated.

that by late grade 2 he was becoming much happier with
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school. His grade 3 teacher reported that the emotional
upsets became fewer' and fewer as the year went on. She
also reported that reading skills were developing well at
this stage. It seemed that about this time (late grade 2,
early grade 3) \Adam had acquired enough basic skills such
as command of the phonological system to give hinm
independent access to books. One may speculate that this,
‘coupled with Adam’s good literary background and keen
desire to read, led to the dramatic in;rease in reading
ability about this time.

From grade 4 on Adam’s teachers described him as a
«<ooperative, pleag;nt and high achieving s;udent.
“Creative", "bright", and "well motivated" were freque:n:ly
used descriptors. His grade 4 teacher nentioned his
wohder ful ability to converse, and the present
investigator found him to be very articulate. His
teachers comme?ted frequently on the extensivéness of
general knowledge, and on his rich and varied voca_bulary.

At the time of the present study Adam seemed to be happy

_at school, he w%s‘ confiident about his ability to handie

the work, and hé expressed satisfaction with his grades. <
His mother also reported that she was happy with his
progress. Interestingly enough, she reported thaf she
never worried about his academic ability even when his
early grade .teachers reported difficulties. She assumed

g

L

that when he was ready to read he would. While he might !
~
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have felt anxious and frustrated‘a; sc‘hoc‘vl, his mother’s
. & attitude prevénted this from being carried over into the
home. ’ : ) -
The most outstanding feature of Adam’s home
environment was interest in and' devotion to books¥™ This
was likely to have Sgen the source of Adam’s superior
- ‘tuequound’infomation‘ Iund vocabulary. The advzmtaqems of '
suc¢h a buckgr‘aund in reading .were observet\i bly the present'
investigator. For example, Adam was familiar with the
immigrant wave in New York in the early years of this
century, and had read something of the life ;of Albert ¥
Einstein.  Consequently he had little aifficulty
compr:e.hending stories vubout these topics in the graded
- passage"s used in the informal reading inventories.
. Adam had many interests among which reading was a
major one. He named several authors that he enjoyed.and
:old the present investigator about Bridge to Terabithia .

by Katherine Patterson which he was reading at the time.

He was interestedv in models,” and was involved in outdoor

. activities such as skateboarding ‘and ball games. He

&eported that he liked television and watched 2 or 3 ho\grs.

per day.- His mother expressed concern about large amounts

i of televikion viewing, but reported that .she placed few

restrictions on A‘da!n‘s viewing. Like otheér able readers,
Adam reported watching television and| reading books e

simultaneously. ! 0

o
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At the time of this study Adam’s reading ability was
superior, and his perfo'rmanc;a in all aspects of school
life was excellent. - He was regarded very positively by

his teachers who seemed justified in believing that he

(1
s will have a very successful school career. -
% ;
‘ .
o ,
.
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CHAPTER V
INFORMATION PROCESSING ABILiTXES, CO“CéH'UALIZATZONS,
SELF PERCEPTIONS AND HOME ENVIRONMENT FACTORS
IN READING

This chapter considers the information presented in
the reading achievement profiles in- terms of the research
questions qeneraﬁed by the study. The children with}n
each group are discussed so.that comparisons can be made

between the able and less able readers.

Information Processing and Reading

"Viewing reading as an information processing task,
how do the processing abilities “of able readers differ
from those of less ablg readers?" In discussing this
research question word level px;ocesses such as uord.
recognition and the use of three cueing, systems are
considered. This is followed by an evaluation of
cgmprehansion. Special aspects of comprehension such as

inference-making and ‘vocabulary are \Aluotncluded.

Hord Level Processes in Reading

e \

* Research suggests that word level processes are
important in reading. Readers must deal with the visual

upacts’ of the text; that is, words must be identified.
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While not sufficient to ensure good reading, word
recognjtion is a necessary part of all'reuding.
Researchers such as Stanovich (1986) have sugg‘estad that
early mastery of the g’raphu—phnnetic aspects of print has
many positive effects. It allows }he, learner independent
access to print which leads to the dev‘alopﬁent of more and
more efficient met;.hc!ﬂs ©of decoding. * This in turn
facilitates comprer:ension. ,-Positive ‘experiences with
reading foster the development of self confidence and
interest. Conversely, delay in the devélppmen\: of
decoding proficiency can have many negative effects.
° None of the children included in this study were
especially precocious in the development of ' reading
ability. With the exc n of Gregory, teachers and
parents reported that alel\tn%ther children experiented

some difficulty with reading in the initial stages’of

instruction. The two most able readers found thp,early
stages of reading - instruction frustrating and
unsatisgying. It is significant that at the end of grade
2 Gregory'’s CTBE; comprehension score was closest to grade
level, and all the others scored somevhat below &r'
considerably below the 2.7 or 2.8 score expected in the
spring of the ‘second grade.

Among these stu@e;ﬁs, Karen had the most difficulty
with the actual decoding of print. As her profile

indicated, she did not focus on.the details of the visual
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input and made frequent p,ronuncia'tion errors on grade
lvevel materials. While she was able to make some use of
the semantic and syntactic cueing systems in word
recognition, misc:.les were frequent enough to seriously
interfere with comprehénsion. Her difficulty with
decoding slowed her reading considerably and this also
1;1r.erfered, with comprehension. ' However, her ability to
attend to the meaning aspects of print often enabled her

to gain a general idea of theé meaning of the message,

alr.ho.ug‘n she f. ly missed or misi preted details.

Good reading may be charac‘te;ized by th; ability to
balance information gleaned from the text with one’s world
knowledge, including knowledge of language stgucture, to
achieve an understanding of the message encoded in print.
Apparently. Karen’s ability to use world an# language
knowledge was not strong enocugh to compensate for her
difficulty with the direct processing ot print. I1f
reading is a "psycholinguistic guessing game" (Goodman,
1970), then in Karen’s case there séemed to be perhaps too
much guessing, and too littlé accurate processing of the
visual &ext. Stanovich (1986) believed that this );ind of
r;ading .Adisability occurs whenever slow and inaccurate
decoding prevents the reader from using context to aid
comprehension.’ -children who do not achieve an ea\q
mastery of the visual aspects of .print find themselves in

an ever widening spiral of negative Matthew effects. They
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are barred from satisfying reading experiences, and often
become discouraged and give up.

Oon the surface it might be assumed that Bradley's
ability to decode the visual symbols was good. Generally
on\grade level materials his decoding was- quite accurate.
'ue patterns showed a developing x:eliance on the
grapho-phonetic cueing system in word reéognitiun‘ In
grade 6 93% o is miscues were graphically similar to
the oriq_inal‘ words \while only 43% were semantically
acceptable. Thes:é results, combined with poor recall of
the passages read, ndicafed that while Bradley was j
decoding accura‘tely, he yas unable to comprehend much of
what he read. Bradley m@y be described as a word-caller,
and by Stanovich’s (1986) definition, a word caller has to

give so much cognitive attention to the actual decod

that 1little attentional capacity is left
comprehension. In other words, these readefs who Seem to
be decoding accurately actually have a decoding problem in
that decoding has not become automatic, or at least very
. efficient, for them. The nonsense word substitutions made
on the grade 7 level passage may be further evidence that
Bradley had to give so much attention to decoding that he
could not attend to meaning. The nonsense words were
similfr to the text in appearance and sound but the fact
that they were meaningless was completely bvetlooke; by

this reader.
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The third less able reader, David, decoﬂ‘ed
accurately, and there was n;:> evidence from his miscue
analysis to indicate overdependence on any cueing system
during word recognition. Also the high incidence of
corrections of miscues in grades 2, 3, and 4, indicated
attentiveness to meaning. The fact that David qnderetood
what he reé‘t‘i was evident from his response to- probe
qpestlons, although, as indicated in his profile, he found
constructing his“ recalls very difficult.’ Deécoding,
however, did not s;em to be the root of David’s difficulty
with reading. i
’ Among _the more able readers, Gregory alone seemed to
have made steady and acceptable progress in the early
stages of reading when decoding‘ skills were first
develcpir‘g. At the time the current study was conducted
his_ability to decode was quite sufficient. . Sarah and
Adam wereboth late starters and were in grade 3 before
they were "Iable to ‘recognize most words efficiently and
accurately. In both cases a ’dramatic improvedent in
.reading ability occurred at this time, togbther with an
,overall improvement in attitude towards svchool. Interest
in and enthusiasm for reauding increased.‘ By the end of
grade 6 both Sarah and Adam decoded directly,” efficieptly,
and perhaps automatically. Any miscues tended to be
simllur graphically and phonetically to the. orlgi.al text,
and a much smaller proportion of semantically and

!
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syntactically acceptable miscues occurred. However,’

miscues were infrequent enough to be ignored without
impairing comprehension. These three’able readers seemed
to fit into Stanovich’s (1986) definition of the able
rgader . who does not need to use' semantic and syntactic
context clues in word recognition because d;ract and
visual processing of print is so accurate and efficient.
In summary, two of the three less able readers found
decoding, t:h'e actual word identification aspect of
reading, to be difficult and attsntion demanding. Karep's
decoding difficulty was evident and her miscues were
numerous. In Bradley’s case the problem was less evident.
However, considering éhat he comprehended Mttlg of v‘:hat
he read it can‘be assumed that much of" his attentional
capacity while reading’ was taken up by word recognition.
In fact Bradley’s inter\;iews indicated that he believed
reading to be pronuuncing words. David did not have a
problem with decoding. He read texts accurately and his
response to oral probe q\lesti"ons indicated. that he could
understand what he had read. His difficulty Q{::h reading
did not seem to be related to decoding or ta) literal
interpretat}on.‘ .
+ The three able readers had no diffviculty with

decoding, and @ll three were “able, to give accurate

pronunciations of unfamiliar words }hraugh the use of the
N N

grapho-phonetic cueing system. Their ' reading was

.
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characterized by fast, efficient, direct decoding and
flexible use of the three cueing systems in word
recognition.

Text Level in Reading

Comprehension is the essential reading skill. For
the brasentﬁtudy, two means of assessing comprehending
ability were\used. The CTBS comprehension subtesé was
administered in gz,‘ades 2, 3, and 4 by the SESA study. 1In
grade 5 and 6 this same test was adq\inistered by the
school district. Spring testing only was considered by
this study, In addition, informal reading inventories
were administered in grades 2, 3 and 4 by the SESA study,
and in g‘rade 6 by the present investigator.‘ These’
inventories involved. evaluating the children’s recalls
after reading and evaluating their answers to the probe
questions asked after their_recall/wss given.

Not only did the less able readers consistently score
below grade level on the CTBS Comprehension Test, but
ger’erally they recalled less “information Aﬂ:er reading
than did the more able readers. Of the less able readers
Bradley’s ability to comprehend what he had read was‘
weakest. His recalls were short and incomplete and he was
«frequently unable to answer probe gquestions about the
material he had read even when this material was one or
two years below his current grade |level. Interestingly,




these poor levels of comprehension occurred even when his
oral reading of the text was quite accurate.

Karen, on the other hand, understood the gist of what
she had read despite the fact that her oral reading of the
text was quite inaccurate in terms of the number of words-
correctly pronounced. It seemed that Karen, because of
her difficulty with the word recognition, was fofced to
attend to context in the ongoing process of reading'.
Consequently she was able to glean some meaning from it
provided that the context was partially accessible to i\er.
}{owever, at grade level or slightly above, her decoding
@ifficulties made much of the text inaccessible and, at'
this point, cemprehension failed because she had so little
on which to base an interpretation. Since Karen
frequently paused to use context to help her decode
unknown words, her readind was slow and hesitant and this
further detracted from her comprehension.

David was able to accurately read texts which ere up
to two years above his grade level but was able to offer
very little in a recall situation. yThis task seemed to
demand organizational and expressive abilities which were
beyond him. % However, when an external structure, “n the
form of oral probe questions, was provided he was able to
demonstrate a good understanding of what he had read.
David’s low CTBS scores may have reflected this need for

.
an external organizatignal structure and may indicate that
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he was unable to provide it for l\imsalf in independent
reading situations. Since the CTBS tests were done
lndspenden;ly David may also have had difficulty staying
on task.

An important vchservation may bg» based on this
discussion of the comprehension abilities of the less able
readers in the present study. All sthree had difficulty
with comprehension of printed material, and this
difficulty was reflected by the CTBS comprehension tesgs
and by informal asseésmené via the reader’s recall and
responses to prz;be questions. However, the faqtars
underlying these difficulties were unique for each of the
three individuals. It seems evident that efforts to
assist such readers cannot be b‘ased on any general notion
of comprehension disability but must examine the specific
underlying causes which vary from child to child.

Among the Q?ree more able readers, general
comprehension of instructional level materials was good.
They could all give 'complete and sequential recalls of the
materials they had read, and could answer probe questions
about any detail omitted. in their regalls. Most
differences within this group were based a;“’hiqher order
comprehension abilities ‘'such as.inference-making which is

discussed in the next section. -
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Inference-Making

Inference-making is an important element of

ion and ¢ izes skilled reading. It must <

be recognized, however, that for optimal levels of
c«;mprehensinn to occur, ‘a balancé between what the text
actually says and what readers bring to it from their own
repertoire of conceptual knowledge is necessary.  For
example, if discourse analysis reveals high proportions of
inferred information and low proportions of verbatim
informatibn, it may well indicate that' the reader is
paying little attention to what the author has actually
written, and the interpretation may not be what the writer
intended. A second point should also be made with regard
to inference making.‘ The ability to make quality
inferences is l‘ikely to increase with the age of the
child. Research indicates that older children, because
they have had more and more varied e;periem:e—s, are likely
to possess a more complex and elaborated reper}oire of
conceptual knowledge than, younger children. This
increases‘the potential f‘of‘ makih‘qﬁ i;lfere\nc;e‘s. o

Generally speaking, the less able readers made fewer
appropriate inferences than the more able repders. Amn?q
the weaker readers Bradley demonstrated the least amount
of ability in this area. Results of discourse analysis
show‘ed that Bradley mac.le inferences at only one grade

level from grades Kto 6. His scores did not show the
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devglopmenc one would expect between}x\ade 2 and g’rade 6,
and his teachers reported that he seems somewhat deficient
in bu;:quound knowledge which may partiél}y account for
his problems in this area. Difficulty with inference

making may also’ be related to the ivnability to activate

iate g knowledge he did have and
to relate it to the material being read. It has been
suggested that poor readers may treat reading tasks as
isolated events, u_nrelated to anything previously known,
and this may account for the failure to relat® previous
knowledge to incoming information. Considering Bradley’s
narrow view of reading as a largely decoding task, this
may well apply in his case. Recall as well that decoding
accurately seemed to occupy a large amount of Bradley’s
attention, leaving little attentional capaci¥y for literal
comprepension, much less higher order prz;cesses such as
inference making. .
Karen - made inferences at all four grade levels for
which discourse analyses were carried out, although the

percentages of infer information recalled wer;

generally lower than those of e stronger readers. /1In

addition the results of the Infedencing Abilitles Testh
showed some development from grade 2 to grade 4. Recall
that Karén’s main difficulty with reading was the actual
decoding of ”tgg-, text. Consequently any inference making

may -have been based on a limited amount of tekxt

[
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information. In addition, while t/eachers believed her
background information to be average, it had no doubt been

limited somewhat because she has done relatively little

~independént and recreational reading. Karen’s ability to

use inferences to extend her interpretation of texts was

constrained by these factors. BN

David’s results on ‘assessments of 1nierencinq abﬂityv

Contained contradictions and inconsistencies which make

them difficult to interpret:. At ghe grade 2 level 60% of
his recall was inferential information. At the same time,
he recalled only 20% of what the text had actually said.

This inbalance probably points to an overreliance on what

he previously knew, and a tendency to disregard what the .

text-actually 'said. In contrast to this high percentage>

in grade 2, he made no .inferences at all on the test
passages in grades 3,"4, and 6. Results of t;'xe
Inferencing Abilities test also showed inconsistencies.
For example, at the grade 4 level the percentage of
inferences correctly made was the highest of all the
children in the study. Hov;ever, 'hi’.z’. percentage at the
grade 3 1ev’e1£was second lowest. :
While these assessments showed that David’s
performance in the ‘area of inference making was rather
inconsistent, the results were not at variance with what

other assessments revealed about his reading w@bility.

David’s teachers indicated that his background, knowledge

st




was strong 1n.certain topics. No. doubt if the passage
read reflected these strong’ 1nterest<areasr,r David uould
have had considerable information on which to base
mferences. Also’ ;ecall r.hat in David’s case,’ discourse
analysls was based ﬂ;éq a limited amount of recalled
infcr!nationv which could have.led to distorted pgrcer;tage
figures. -

As indicated earlier, the able, readers nmade ' more
inferences when reading than the less able readers. At
the grade 6 level the mean percentage cf 1nferences made

by the stronqer readers was 1.6 while for‘the weaker

readets it was only 2.3. However, as with the less able

a ~; 3 =
. readers, interesting within-group differences occurred>

+ The  most vable readar, Adam, consistently had thé -
hlqhest percentages of mferences at most grade 1evels.
The anly exceptlon was in grade 2, 'but at this level Adam
was ‘still strugglmg with decoding. Many sources of’
information: mdlcated the superiorityg of Adam’s background
kncwleéqe. It‘may be surmiser?l‘. thabis superiority was ©
largely attributable to his e)‘cten—si\'le and early "expo§ure
“to quality books and to his subsequent ?ndependent reading~
of many varied matenals. : e .
’Wl’ule Sarah and Greqory were described as havmg

adequate backgrnund mfomatmn, they could not approach

in this regard. Recall that Gregory’s experier!ce_s

_ were limited in that travel and expo’%ure Jto many social

'
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fos ) :
and cultural ‘events ‘were fairly \circumscribed by ramuy_ .
socialand econemic circumstances. while Gregory did
read, the family could not provide the number of. quality
books that were available in Adam’s home. Sarah’s home
provided advantages such as travel, and there seemed to be
many books available to her. However, her position as the
youngest child in a family of - busy adults and older
children, and the fact that she did littlelreading at all

- before .grade .4 havé probably limited. her background

TN " knowledge. . T S
.. In summary, the less able réaders were less effective

in making inferences to extend and enrich the
. ! ? 0

. interpretation of texts than the . more able h readers.

. Fr—— [ ¥ .
- . Howevgr, many._ interesting individual differences existed

vithin the groups, -and many factors— umque to each
individual appeared fo influence ‘the complex area of
inference .making. General mental "ability, background
knowledge, and factors in the ‘home and socigl environments
which encouraged relating book world knowledge to
w7 . information._obtained by reading no doubt influenced
¢ - ipferencing ability. Athey (1983) and Greaney (1986) both
" mentioned tactors  which seemed to contribute to the

- * ability to relate world knowledge to information obtained
from xeading. For example, the quality of parent-child

. communicationg is likely to have been i;\flue.nﬁial in the

‘ g S ~
development of background - information and inferencing
5 x : 3
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a‘bility. Considering factors’ such as this was,

unfortunately, beyond the scope «of this study. -
.
Vocabulary

‘Another important factor in reading is vocabulary
_developmen. Traditionally vocabplary . knowledge and
aag’ing have been shown to correlate strongly and
positively. While these relationships are intuitively
lggical,” recent work in the area of inference making and "
vocdiulary soguisition: Tagy ot #ls; 1986, Ruddell, 1976, _
Johnson & Pearson, 1986) have explored why these
relationships cccur‘:. The . preceding case studie_g have
attempted ' ta explore some of |the interrelationshibs
peiween vncabuléxvy,'uqud knowledge, in\:eren_ce mf;klnq,
background experiences contributing to vecabulary

develnpnen!:, and., reading achievement. ’

Two gquantitative neésures were used to assess
vocabulary proficiency: _the CTBS Y¥ocabulary test
administered in grades 3 through 6, and the Peabody
Ric®ure vocabulan'y Test-adm_inxstareé by ‘the present
researcher when the students were in grade 6. As one
would expect, the hore able readers as a group scored
.highér than the less able readers on both these measures.
At the-end of, gradé®6 the nean grade equivalent CTBS
vocabulary score for the three less able readers was 5.9,

while for the more able readefs it was 7.2. On the PPVT
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the mean percentile rank for the less able students was 29
¢ while for the more able readers it was 72.6.

Among the ptudents who comprised this study’s case

base, Bradley was by far the weakest in vocabulary

achieberient, with his PPVT score .falling at the, 13th
n‘ percentile.' Bradley had limited liteérary experiences as a
youhg child at home, experie:;ced little success in the
early étm;es of reading'instr\ictian, »qndh consequently had
read relatively little. If, as Nagy et al. (1986) argued,
.th'e major source- of’ vocabulary developmerit 'in the
_elementaty grades was independent reading, then it Becaie
ev.{dent why Bradley's;vocabulary was so _de;icient.‘ karen,
too, had not developed readiﬁg skills.which ‘all’cwed’ her

indepenie‘nt access to a ‘large -variety. of interesting

reading materials ' ar{d, as a result, her vecabulary

developnient was also deficient. o -

In s)iarp contrast to these chili‘lren, Adam’s CTBS

vocabulary stores were consistently.well above grade level

and his PPVT score was at the 97th percentile. Aadam .

* experienced early and extensive exposure to books through

a parent who re‘alized the importance of literary

- e)f;%iienées to a chidd’s ov’erall cognitive development.

B
at school, Adam was a reader whb had read a éreat variety
of materials independently. 1In his case there was amplé

evidence to support the reciprocal relationship between

pite some early frustrations with reéding instruction

J




~ . ) £ L k-

e . . ) ) s /185
’ > vocablllafy and reading achievement suggested by Stanovich

(1986) . ) !
o %3 : Adam’s advam:\aqe over children like Bradl.‘ey and .Kuren = =

was even more dramatic if one accepts arguments by .such
researchers as Rudde€ll (1976) and Johnson and Péarson
(1984) that vocabulary simply provides labels for 'cor;éepts
and that i_t is these concepts which allow essential
reading behaviors such as infe\r’enc-inq making ‘to occur. =
2 S§ra‘hvund Gregory, as able readers, génera_uy have'

above average sdores on measures of vocabulary .

proficiency: Howdver, in both cases, their immersion iin .
"lite“rar)k_events"' at home was much more anitef.i than
. Adan’sS. . There was also some evidence that their homes’

lacked the stimilating verbal interactiod which

~cha}'acterized Adam’s home environment.. In aaaition Saralr E
was a slow statf_e‘r in reading and did little indeper}dant )
reading beforg grade"d. While these two children did
i engage in independent} reading, and ‘no dvcugtithelixlgagiinq
! had com:ribut;d i‘.o adequate \fogabulury development;, it may
"be speculated that perhaps their full potential had not
been realized. N 2 1
a diécuésian of Dayid': vocabulary scores may help“
. reigeriat; n. key point:_ _ to”’ gch}eya a compreh;nsive
understanding of an individual’s achievement in reuding,l v
one must look beyond test scores, regardless :7 how
reliablé they seen to pe.' Dav&é, whiile charactei‘izad.us a




. less able reader, scored at or above grade level in three

out of the: four years for which the CTBS vocabulary scores

CTBS score was 7.5, six-mo‘nt.hs hbovp g‘x'ade leyeI, his
score on the PPVT fell to the 37th percentile.
for these inc

— A possible explanation

- * measures, and thé kind of vocabulary knowledge reflectpd
~ by each. - Beck et al. (1982) argued that a word may (be
* known at many levels.

. '

5y . choice

__They  hypothesized that while a

¢ .student may know a word ; vell enough to pass a multiple

item such: as &-mse which comprise the CTBS
! vecabulary-t:est," t;his does not mean that the student

'"knows" the word well anough to tacilitate ccmprehensxon.

: T This requ:lras deeper and more extensive. word knowlecf‘e.

.Perhaps t.he PPVT uhich required the student; to recogr\He

. + the ‘pictured situation which corresponded to a given word

~ T may more-nearly mmrﬂmmn
could contribute to the cnnprehensigi of texts.™

In David’s profile it was speculated thgt: the source

of much of his conceptual knuwlgdqé was television viewing -

*anq magazine reading. Busgh (1978)

2 information obtained from television viewing tended to be

== surface information, and did not contribute to a_re'ul
—

indepth knowledge of a i:opic. Logically, “the vocabulary

N : 3 B
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were "avai}abl‘e. \gﬁlever, at the end of grade 6, while his-

suggested t_:hat .

' " which.reflects these céncepts might consist:of narrow and
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. superflcial xnowlédqe of . uord neunlnqs. Ii may also be

speculated that. nguines .uluch offer -hnrt articles on a

vanety of topics and eye-catching picture cupétons‘nay

also. result in subgrficial concepts a‘nd vocabulary. These

ideas were substantiated turthe?by Beck n_t/ al. (1582)\ who
~v

st es‘ted that ,daep knowledge of ,vord meanings is the

resﬁft’ of -many enceunters yuth thé word. in 3 variety, uf‘_

conte);ts. ‘Each time a word is encountered in a differant'

prin®Tcontext, the depth and breadth- of kriowladge about it
0 inc'regses. cansideringlthése ideas and ‘:ha éou;ées o‘f

much of David’s information, it vas' not s\xrprisxng tpat

his know].edge of word 'mean’mgs was daficientl w:

/ In’ summary ﬁ ferances between \gble aﬁd less able

readers in vocab ary ware eyident vtrom. an examin

the results of the tests which assessac_l t};'is asj of
redding. * Diffefences also existed in: the soudwd of
voéEt;ulary ‘knowledge. The able vraaaers ained
o considerable vaca‘bulary‘Ai .e througil encounters- with .
words in a variety of print contexts. The 1éss able

readers were denied fhis source because  their poorly

developed reading skills limited the materials which they

could‘read independently. ’x‘hgy’ .relied on crai contexts -

such as general"’ convgrsatmn around then and from

television, whiclk resulted in less extanslve and also more

superficxal vocabulary knowledqe. 2 . -

4
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‘The reciprocal relatignéhip between vocabulary and

reading suggested by Stanovich (1986) seemed to be. .

supported. For example, Adam was able to bring‘ a weil

déveloped oral vocabulary to his‘ reading, ,This!

contributed to his understai ng of what he read, and"this‘

reading in turn contributed to further vocabulary
development. L 2 s

Stianovvich also éuggeséed that vocabulary proficiency
would contigue to contribute to reading px:eficiency‘at'l all
levels of develdpmeqt.' .Adén’s extensive vosabuiary should
continue to enrith his rea;ling, which in turn should
continue to vc.ont;‘ibuta to further vocabulary devéicpment.
.on :hé other hand)~ readers such és Bradley gnd Karen are .
prevented by other pockly‘de\;glbged'feadinq skills’ from
extens_i_ve independent ex:iﬂcounters with print. They ~are
likely, "to L;ontinue to be at a disadvantage_ in further\

5 . o
vocabulary development unless some intervention halts/ﬂe

downward spiral of negative Matthew effects.,

conceptualization of Reading

: 1

Research question’ two asked "How does the way able
readers’ conceptualize -the reading task differ from the
conceptualization of less able readers?". In the

literature tiis question is frequently considered in,

conjunction with "a discussion of the self-monitoring
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activities of readers. N This link is based on 'the premilse
that ‘readiers’ concepts of reading will' influence their - -
approacﬁ €o-the reading tasic. In silﬁple terms, if readers - .
believe the reading task to be pronoun'cing words- then they
are unlikel)-( to'be concexl'ne'd when what they are rea‘divng
does not n‘mke._sense and 'they will not self-monitor’ for .
meaning. Reade?s ;lhD are aware that reading is making
meaning are more 1i)€ely_ tvo'be concerned when gaps in
understanding occur, ahd are more 1likely to ‘adopt
s£rategies to remedy the sit\ation.

Five of the six studenys reported meaning-oriented~
conce;pts of reading. IThey " also reported the use  of

meanihg-oriel:lted fix‘-up strategies when -a re‘a’dinq‘ P '

difficulty occurred. iThe s ies most fr quently
réported were reading aﬁead when they met an unf’amilirar
word, rereading n\éteria‘l wh;gh aidn’t seemeto make sense, *
and reading complex mat_érial_s_ more slowly. These children
had either been :auéht these stratégies or had figured”
them out for themselves. In any case they were able to
‘describe them to the i‘nve‘stigatgx“\.j ),
Thi vidence suggested that these ‘students. who .

reported "ffix-up" strategies based on a meaning-oriented

concept of reading also |used them in their reading when
: "

meanihg *as unciear. ’Llhe three mpst able readers had

efficient and largely eLfcréless decoding skills which

alléwed them to focus on meaning. They had less need .to
|
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use fix-up strategies than‘ their less able counterparts.

Thase able readers occas&onally paused when the sense of a -

phrase or :sntence was questmnable, but generally
overlooked mispronunciations provided they didn’t
interfere with overa/ll meani! This, of course, was
further evidence of their meanmq oriented concept af
reading. T

Among the less able readers Karen reported meaning

oriented fix-up strategies and used them frequently in her

- readim. She was aware of the meaning aspect of the

printed message, and used the semantic and syntactic
contexts to aid her slow and laborious decdding. Karen
fraquently reread phrases; returned to unfamiliar words to

try them aqail}r ‘and read slowly. Unfcrtunately’ use of

thase strategies was 1nsuff1c1ent to compensate for her

deticient "decoding skills.': Ifn many cases she could not

identify enough words to give an accurate interpretation

b
of the text. However, thls awareness, of meaning is Dne of

Karen’s strengths and could be a good starting point for

building more effective reading strategies.

David also reported use of appropr’gEe ,flx up

strateqies,' based on the self monitoring of text fpr

meaning, and applied them approbriately during reading. £
o .

David’s diffidulty seemed to occur after the reading, in

organizing and representing the information he had read.

™
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- Of the six students who conpriue‘d this study’s_case

base, only Bradley did not repn'rt a nean‘inq-urianted

concept- ‘of reading. Based on his self-report, it saeméﬁ

that he peélieved that reading was pronouncing words. His

sapproach to reading was word oriented, as evidenced by his *
’ \ B

frequent nonsense word substitutions. Although the

inVestigator was _gertain that Bradley’s readingl
instruction at school had been meaning oriented, he did
not seem to have internalized this concept. '}!1‘5 .mother’s
comment that she had to show him where to. stop when
\reéding is further evidence that Brudiey was unaware of
5 . the meaning units of printed text.  Perhaps early

difficulty with decoding led him to concentrate on words

at the fexpense.of meaning. It was not surprising then

that Bradley réported no meaning oriented fix-up .

strategies, and used none in his reading:.

In summary, five of the six childrem in the present

=
Study reported meaning-oriented concepts of reading,
reported uses of meaning-oriented fi)k—up strategies, and

; : actually used these strategies when appropriate. This was

~ evidence that p ing and ing a of
reading l;éged on meaning influenced the strategies used in
rea?.iing',/ e:nd in particular sgeemed to lead to use of
stratégies‘based on meaning. With the excepéi?n of

Bx’a/d]ey, differences between the able and less able
v g -
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Yeaders were largely in the need to use these strategies,

and the effectiveness of doing so.

. 5 -
Self-Perceptions of Reading Abflity an&‘ Self-Concept
ot

The third research tfuestion -asked "How does the "
\

perceptionv of one’s ability to read and reading self-

congept differ :in able and less able readers?". Self-

concept is a construct/which is frequently dssociated with
self-perceptions of ability. ' The “positive -or negative

feelings which may result from' these perceptisns influe%:e
S ¥ 2

motivation, attributions for outcomes in reading, and’

persistence in‘ the face of di?ficulty. ' How realistic

e
these percep{:ions are may also affect reading interest and

* performance. kN

believed that they were below average .in reading ability
when that question was asked by the present investigator.

The thitrd and weakest reider, Bradley, reported his

¥ 1
ability in reading in grade 4 and again in grade 6 to be

Two of the three weaker readers reported that they.
.

F .
abave average. This was a most unrealistic perception and -
b

was;' in fact, inconsistent -with his self-reporting of "

difficultjes in reading his school ' texts., .\His teachers
reported that he was "tuned out" academically undf:that he
tried to get attention in class by "clowning around".
Parhaﬁs these factors signified a lack of satisfaction




with the acadehic side of school. As indicated:in his
‘profile| Bradley seemed to be a confidemt boy with a
positive se‘lf-concept. T It was clear, however, that this
is based on factors other than academic, success, wbich did
not seem}to be important to him. He expressed a wish to
be like his older brother who was allowed out at night \and K
who had a motor bike.  The interview with Bradley’s
‘mother, revealed that this older - brcthgr was fugl,\ng in
high school. |

Karen s perception that her reading abllity was below
average was quite realistic. 'She also report:ed that she
beliéved that .she was towards »’the bottom of her.glass in
te_r._'ms of report card gragies. {Karen’s teachers reported
that she lacked confidence, yas'anious and' nervous in
situations whi‘ch ‘demanded reading, and that she was quite !
dependent on her teachers for .help and support. Despite
all this Karen expressed positive feelings toward sctionl
and her teachers. No doubt this was a résponse to the
concérned attitude towards her which was generally
expressed by her t:aa:hers. Théy pérceived her tQ be a‘
student of limited ability, who was perhaps achieving as
well as she could. - ’

David also reported his reading ability to be below
ave;gge. He expressed many negative teellngs towards’
school,’ and seemed to resent demands made -on him
academically. His teachers reported him to be lacki?‘i in
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motivation. Perhaps _reali(sticauy, he attributed his lack
of success to latk of effort.

In. fact the three less able readers showed some
evid;n:e of the "learned helplessness" syndrome described
by Jdhhson (wél) and Bristow (1985). ‘Both Bradley and
David expressed negative feelings towards school and
possible. Brad‘ley and Karen were both dependent on
teacher help and direction. Karen was frequently

5 .

des}é’:y&ed’ as nervous and anxious, especially when required

to read _aloud. There. was ev}dence that both Karen and

o s
‘David have a low  self-concept in' the school setting, and

that ‘Bradley’s -more pos i

" . .depend_on_academic success. All -thr children showed

.evide‘nc of passivity Wwhen—involved in’

,’"A’he;y did not seem to engage in active comprehension

study. David in particular avoided school work whenever-
By .

2

fostering' strategies such as “purpose setting. and ’

-activating relevant backqx;'ouhd information. These readers
* viewed .reading as .a difficult and onerous task and took

‘
little plegsure or satisfaction from it,

In contrast.: a cluster of positive. affecti\'ve factors.

weré associated with' theé more ‘able readers. . All three

reported that they l;elie\\fed'—the‘
==

s “"above average, a pérception which ' was both positive and
_ realistic. 'hey also reported that they beliévedtheir

‘reparcic;r‘d_?x_'adeg to be somewhat hgtter than _timse' of

rea&ing ability to be.
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their classmates, and reported “their own png i:han—
_parents' satisfaction with their school progress. yxey
reported many positive féelings towards reading, and
towards school in general. They seemed to accept the
demands of s'choal and homework cheerfully.. Generally they '
attributed their success in re;ding to their own ability
and effort and expressed contldencg‘ that they would have
few difficulties with academic work in the future. All
‘these factors are i‘dicative of positive self-concepts in
' the school setting. . - P
e . It was evident that important differences existed
between the less able readers and the more able readers in
terms of affective ‘factcrs such as perceptiohs of ‘ability, y T
= self-concept, and attitudes towards reading and scha_oi in .
»genéral. No :doubt some of these differences could be
j‘ { # attributed to the -amount of 'success aieperienceﬂ in the
° “school setting. The casés Jf Adam and Sarah gave alfple
evidence thht able children may be late starters,
parti‘culatly in the decoding aspect of rea’ding, and that.
2 this experience cén lead to frustration and negative
feelings.  Fortunately for these two children the-. »
resolution of the ;a_cademicv t{iffi/gulty was  accompanied by
the. emergence of more ;ositive attitudes towards
themselves as readers, qnf their su!‘:sequentusuccess ':snd
enjoyment with reading fed -these positive féelirlgé. 'I‘)fel

present investigator suspects th; Wwhat was perceived to 8

. v
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N f lbe a problem with reading for Sarah and Adam was simply a
@ o

developmental delay, and that more demands. were made of

1+ thesé children than they were ready to hanc{le. © It is g
& v - significant that the ‘"problems" resolved themselves .
e without any particular intervention. It sekms clear that, .

articularly in the early stages of reading instruction, a

pport system must be in place so that reading ability
can émerge in a no-risk environment, and failure and the
negative feelings which may result can be avoided. It is
also clear that some children will require.this suppsrt

) . system much longer than others. ™ )

Home Enviromment Factors \ .

Finally, aspects of the home environment and . their

. possible effects on reading formed the basi; _far comparing

'" the able and the less able rlé‘aderﬁ‘. The fougth research

question ‘addressed these issues when it asked’ "How'do the

home and social environments of able readers differ from

those of less able.readers?".” o
First, socio-econpmic factors were cons‘idered. The

oy homes of all six children in this study seemed to have .
adequate financial resol}g:ces to provide for their
childrey. All the fathers were émployed, and four of the

six mothers interviewed were emb{oyed oﬁtside the home. A

_ question on the Home Life questionnaire completed by
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parents when the children were in grade 4 asked parents to
rate how' privileged they helievedjrﬁir children to be in
comparison to children of other” families. The rating
scale ranged' from “among the most privileged of children®
€0 "not privileged at all". Five of the six parents
completing this questionnaire rated their children as
average on this scale, and one other rated her child as
privileged. The number of children in these families
ranged from one to thre No child in this study came
from an impdvarisheq or crowded home énvirom_nent.

The parents were generally comparable in terms of
their leveZ of education. '\ All of the parerits reported

that they had at least a high school diploma plus. some
B R

post high school education. Usually this took the form of

trade school courses. One parent only was a university
graduate.  All parents viere reported by teachers to be
supportive a‘t th? ss:hool system and 1ntere§ted .in thei‘r
children’s progress. = Four of the six families reported
that (Eney expected their children to attend a college or
university, and five of the. six reported that some
financial plans to,provide po;t high school education have

been considered. It may be inferred that these parents

\:ere interested in the education’ of their children.

fThese parents, as a group, also showed considerable
‘interest in children and youth, not only in their own

families, but ih the community as a whole. 'Among them was
- - ¥k
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a career educator, a school board member, a Sunday school
Feacher, a scout master and a volunteer worker at the
local school. They generally encouraged their children to
participate in youth groups, sports, or e)ﬁa lessons, and
provided the financial means to support these interests.
The Home Life questionnu‘ire reported that a variety of

activities and interests were pursued by the children in

these homes.

These students, then, were pérhaps representative of
many children -from average-income homes in the larger
town.s of this.province. There were no extremes of povetty‘
or wealth repfese’nt_ed. None\gf"tha 'parents_ were poorly

educated in terms of the ‘amount of formal ‘education

received, but only one could perhaps.be described as well

educated. Intérest in education was evident in all these
homes. It 'would be difficult to attribute dlfterences
between the able an:d l¢ss able readgrs in this study to
socio-economic factors or to the level of parental
interest in education. / However, the most able reader came
from the home where the parents were most highly educated.
Some of the most important home environment factors which
miqht relate to reading are not necessarxly associated
with socio-economic status. One mportant group of
factors have béen te‘rmed .';literacy envirofient!. This
refers to tactor\s ‘such as, }nte_rest in books a‘nd_ reading in

the home, use of books: in parental interaction with
- \
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children, particularly _pre-s_cnooléra, avuilubili;y of
books in the home, and 'the availability of time u‘nd space
for reading. » . . A

All the mothers who were interviewed for the pr;sent

si:udy indicavted that they had read go their young

' <hildren. However, there were digterencéﬁ ’reported in the
amount af reading done with chudran’ﬁ{o -“vere described as
very interested in books, and with those who were
described as ;acking in interést. Both Bradley and Sarah
wer.e‘ described b'y?eir mothers as showing little interest

. '
in books or 'rea

at an early age. Their mothers
reported that. these children were very active, lacked the
pttention span necessary to listen to a stlory, and seldgm
» initiated story .reading sessions. It was apparent, '(:,‘hat
thes;e children were ;eéd to less: éf‘ten €han some of the
others. It is difficult to deny a small child who asks
for a ;tory, and d: is perhaps also difficult to intérest
a small child in a stozi( if he/she wants to do something
else. Their kindergarten and gr‘ade‘ 1 teach‘ers described
these twd children as disinterested in s;:o‘ries, and

generally unsettled in the school setting. |

i
The parents of these two children reporte:# making no

special etf(;rts to/interest them in bogks . Tﬁe_y allowed
them to do _what interested them at Vthia stage. Sarah’s
mother did say that she was bothered by her lack of
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interest, because her older children seemed ‘to be more
4 attentive and settled. '

This study was unable to assess any of the important

child-parent interactions in these cases. Children are
4 likely to be more interested in books if they ar
endouriaqed, to»pax'-/ticipate in the reading, and if pafental
conversation helps the children make dﬁnne‘ctions between
the books and  their own rdl worlds. No doubt the
attracti\(enjss of the available books isialso important,
but again, this study had no means of assessing such a
factor. Perhaps if the pareﬁts' realized the iggortance of

booKs in the development of intellectual abilitles and as

'
preparation for reading, -more . systematic efforts to
capture the interest of the children might have been made.

Sarah eventually did develop an interest in readir:; and

reads for -both pleasure and in;ormatian:ﬁ;ﬁ\ Bradley has
never de(reloped either ‘an interest in );cnks, or the
ability to read well. '
“ Thé parents of the other four children reported that
L X .1:he children were interested in books as pre-schoolers.
-T;lese. parents reported ‘that they read to their children
;,. freq:.lel_':tly, usua‘lly sevsral timés a week. = Again this
study had no means of asséssing the important parenc-'child
" interactions which occurred during book reading sessions.
Howévar, Adarn"s mother stood out -from the, others in the
expression of her strong belief in the power of books to

— ,
=




~ . 7
. 201
foster intellectual growth, to. give pleasure, and to

provide a background for literacy. Later, when Adam was

‘ having problems in the early stages of reading instruction

her belzef persisted. She simply kept on reading to him.

It may ha speculated that Adam’s early disenchantment’ with

reading at school may have heen because the 1nscruction31'

materials (basal readers) were far less interesting than
the literature which he had heard at home. -

Adam’s 1itez:ary environment was also outstanding
because of the quality of the géoks available to’ him.
Because of her background as an. educator, and particularly
as‘a librarian, Adam’s mother had the knowledge'and 'ucc’ess
to the bocks which en;bled her to provide the best

available children’s literature for her child. There are

vast differences in the quality of children’s books, and

generally the best has not been available at local book

stores. The families in this study g;—:nerally did not make
uch us® of thé pub11c library. In fact only David’s
other said that she took’ the children there regularly.

These families reli on what was available locally, or

they participaﬁed in mail-order book clubs which provided

books such as the Dr. s’eusg .series or Walt Disney versions
of ' fairy tales. . While these kind ‘of books may have a
place, and the fact that parents bothered to’ purchase them
at all was indicative of thelr interest in providing

reading materials for their children, they do not
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represent the best of children’s literature. Without a
doubt, Adam’s exposure to literature was far more
extensive than that of any of the other children, and thg
quality of that literature was superior. The press:;f;
investigator would sp;culate on a causal relationship
between Adam’s sup‘erior background knowledge and his early
and continuous involvement with good books. . .
on the basis of 'the evidence avdilable to this study,
the literacy environments of the able readers as a group
were not clearlyv distinguishable from those of the less
>

able réaders. - However, some interesting observations ~gay

| ~
. Certainly, Adam, the most able reader in this

i P
lhad a strong background of literary experiences.

the least able reader, had little. 'Adam read
extensively for pleasure ‘and for information; Bradley read
little. | —sarah, like Bradley, showéd little initiai
interes(“. in reading. However she came ,f\‘c»am a .family where
her mother and sister both engaged in leisure reading, and
eventually Sarah, too, developed this interest. Books
also seemed to be important in David’s 'family. The mother
‘reaq and she took the children to the library. However,
Dav.ici’s own reading was limited; he tends to rely on
‘television for pleasure and information. Karen vliked
, books as a.younq child, loved to hear stories, and

‘expres‘sed an interest in reading in her grade 6 interview.

Unfortunately, Karen’s independent access to interesting
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books was limited by her @ecoding dvﬁflculties. Karen,
however, had a strong mea'ning orientéd approach Lu reading
and this may have been a function of her early axpos‘qre to'
whole bo’oks and stories. Gregory’s initial interest in
reading continued, -and he named reading among ;:is leisure
time pursuits. This study was unable to fully trace. the
relationships between the home literacy environment .und
the children’s present reading, ability am‘i interest.
However, based on the available information, the present’
investigator believes that' this factor was important and
that its influence was far-reaching. - .

Another aépect of the home environment considered by
this study was television viewélné. Recent literature such
as Ne;man"s ‘(1986) artigl? cautioned . that. the
relationships between television vigv;inq and reading are
l"not 'likely to be simple, a‘nd a‘;e likely to be tied to
other complex sets of influences. While all six children
in this study enjoyed television and included it among
their. favourite leisure time -activities, the less able
readers reported - ti-nat they spent more .time watching
television than did the ;ble readers. Apart from this
general comparison of the two groups, other observations
may be made. # -\ .

David reported wr.{at might be‘considered an excessive
amount of television vie‘wing {6-8 hours per day). This

excessive amount of viewing was associated with poor
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perf;manc/e in. readihg. It has _aiready,vheen spéculated
that background ‘information obtained from television might
be Qhallcw ‘and poorly 1n€eqrated, " 1n David’s case
éxcessive amounts of teldvision was also’ associated with
lack of motivation for school and reading, with difficulty
in becoming. actively .involéd in ‘the reading task a‘ with
difficulty in organizing information and relatlng one idea

© to another. David mld» Bradley both reported that they had
their. own™ televisior}‘ set in their bedrooms. Both boys‘
were heavy Viewers, and both were less able readers.
Two of the three more able readers reported watchlng
,television[ and readinq simultaneously. Busch (1978)

reported that this was characterastic of able readers whc

er{gage in this ' actxvzty more frequantly than 1es§ able*

readers.

Finally, 1like the parents ‘interview’eii by Neuman
(1986), the parents of these ' childfen expressed concern
about the amount of television viev}ing dSne ‘by their
children. While Neuman observed that this concern made no
difference in practice because these parents made no
effort to control or monitor television viewing, four of
the six famil].es involved in- this study reported some
‘effotts to control television viewing. Hnwever, ap_art
from Gregory’s famil® where the mother empﬁasized that she
was very strict about enforcing her rules, the present

investigator had the impression that the children in this




study had a good amount of freedom with 'regard to
television. .

In - conclusion, the present study recognized the
1mpartance of ' home environment fattors on both .general
cognitive development and on reading nbility and interest
in* partlculan By necessity the observations made by ‘the
present 1n1§tiqator were based on information ‘about
fairly general aspects of the home environment. How\ever,
.perhaps the most influential a;pects of the home
environmem; might be those most.\_d.i‘fficult to assess such
as the quaiity of parént-child “verbal interaction
suggeséed by Greaney (1986). A more intensive study of
these.\‘subtle home environment _factoxs might éuntrtbq;:e
‘;onsiderably to our understanding of the differences
between able ;nd less able readers, and to the acquisition

of 1 itleracy generally.
> N




: CHAPTER VI )
CONC}MSIONS, LIMITATIONS, AND XVLICATIONS
’ | L
. The final chapter has three purposes. Firspt;., the
study, is reviewed and its limitations are stated. §econd,
the study’s findings are summarized and conclusions are
drawn. Finally, implications for education and for

further research are suggested. g . /

The Study in Review
v

This study recogx{ized that reading is a c@plex
cognitive process involving .interact:ion between a reader
and a text, and that achievement in reading is influenced
by many cognitive and noncognitive factors. The research
endeavoured to understand and describe the acquisition of .,
literacy in six local elementary school childrg_n by
examining their reading achievement patterns over a five
year period and by exploring the cognitive, social and
affective factoys which were related to these patter;ls ‘of
achievement.

The children involved in the study represented an
average range of “ability as assessed by two measures" of
general intéMigence. At the end of grade 2 all six

chilfiren scored at or somewhat below grade level on the

CTBS ion , by the end of grade




i ¥ . 207
4 CTBS scores began to indicate the emergence of a more.
able and a less able group, and by the end of grade 6 the
.difference in the two grov:s in terms of CTBS scores had
widened considerably. Thus, a sscond purpose of the study-
was to compare the reading achievement patterns of these
two grou‘ps. Bec;use'the ‘investigator .conducted an indepth
udy of a small_ number of individuals, a case study
approach was used.
The case studies were based on data collected by the
SESA project over a three year period, on data made
available by the childrén's suh‘;ols‘, and on data collected
by the present investigator. Multiple dat9 sources and
the longitudinal dimension of the study allowed a
coﬁprehensive desqriptioﬁ of each ‘case's reading
achievement, and permitted an explo{af.ion of the many

factors which influenced it.

~

Limitations of the Study

Y . .

imitations of this study may be classified into two
'categaties; (a) limitations of design; and (b)-limitations
of'the data collection. In category one the first
«Jdimitation had to do with the sample size. &Ls.ampla of
‘six children in two schools within one school district -
cannct allow for qeneralizabuity in the usual sense of
the word. Also, the selection nt children for the sample

1
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was ?uided }mrtially by scores on a measure of ‘general
intelligence. These scores ;;enerally fell into the So-ilo
range,-exc_ludinq any very. low or very high scoring\
children, This resulted in a fairly narrow range of
“abilities on which to base c@arisons of achievement

patterns. o

Second, the study made no ions for the
N . 3

wds, although this 4

nce on achievement.
base had differem:A teachers throughbut their elementary
school years; no doubt this factor pas influenced
achievement in ynknown, ways. \ ! ‘

The other category of limigations conserns the data
collection. First, although.this study covered a five

year period from grade -2 to grade ?, there was little \

. information available for the grade 5 level. ‘The SESA

study gathered data in grades 2, 3 and 4. When the
current study was undertaker, the children were in grade
6. The present investigator carried out additional
assessments Ximilar to those carried out by tixe SESA
researchérs to Ypdate the data base for each child in the
case study analysis. The .information available at the
‘grade 5 level consisted only of standardized test scores
obtained from school records, and information .gleahed from \

interviews with the children’s grade 5 teachers.
. o
pt
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Any limitations which applied to the SESA study, als:

applied to the present study. in partieular, the use of

graded ' passages for the informal reading inventory has
been méﬁtioned by Hasinoff (1986). Formulas for deciding
grade levels of reading p‘assages have no means of taking
into consideration ‘the influence of the child’s background
knowledge. A, child was frequently able to read a more
vdifficult" passage for which he ha‘d a’ppropriate schema
more readily than he could read an "easier" passage for
which He "hed 'Ho backgrousd knowlsdge. “Ng doubt this ™
uncontrollable factor was operating in" the administration
of the informal reading inventories. .

one other poini\shd\jld be made in connection wi‘th the
‘administraéion of the informal regMing inventories.
Pt;ssaqes were read orally, and thg miscué and discourse
ggalysls wg_re'based on oral reading. Results may well.
have been.different i;f they had been based on silent
reading. ’ - ) )

Some factors comsideréd critical.with regard to the
literacy environment of the home could not be assessed by
this study. For pxample, Shanahan and Hogan (1983)
identified the quality of parent-child interaction during
story reading sessions’ as being very important in
preparing children for literacy. :The assessment of such a
factor would require systematic- observation ovér’a ’p'e‘riod

of time, and was beyond the scope of this study.
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Summary of Findings and’Conclusions

This section summarizes the study’s findings and
states conclusions based on these ﬂn{in s. The section
is organized under foqg headings reflécting the focus 'of
each of the four research questions sed by the research.

Cognitive Factors in Reading Achi

As expected, there were important differences bel_:ween
the two groups in the cognitive abilities "involved in
reading. The able readers generally were more proficient
decoders than the less:able readers. They processed print
on the basis of visual input, and .perha'ps more
significantly, this seemed to occupy little‘ ofV their
att’anticnal capacity. Indeed, for tiiese able readers,
dgcodinq seemed to be quite effortless. These readers

were thus able to focus on neéninq. Two of the less able

readers found decoding so demanding that little attention

cou19 be paid to overall meaning. Consequently
comprehension was sex;iouslir impaired. These ohservationg
seem to support a theory of automaticity of w!:rd
recognition among skilled readers similar to that proposed
by LaBerge and Samuels (1974). ' .

) It nust also be noted that the better readers could
easily switch from their direct and visual processing of
print to conscious use of tha‘ semantic and‘ syntactic

contexts to help them work out unfamiliar words which
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interfered with meaning. However, they generally ignored
mispronunciations which  did not seriously impair
conpre}‘\ens ion.

Flexible tuse of all the cueing systems in" vo'rd
recognition was characteristic of the skilled readers,
rather than exclusive use of either top-down or Bottom-up
strategies. The .less skilled readers se;med to lack this
flexibility. These 'findinqsv tend to support the
interactive theory of word recognition proposed by
Stanovich (1980). -

While the stronger readers made dirett use of context
to aid dec;ding only -when decoding .became problematic a‘ﬁﬁ]
interfered with meaning, it was obvious ‘{:hat the’y were’
well able to attend to context in the ongoing process of
c;mprehension_. They could perceive and ekpress the
relationshi;’:s between textual ideas and were able ‘to
_smoothly "~ integrate the pieces of i{nformation obtained
through reading" into a coherent whole message. One of the
weaker readers seemed to experience failure at just this
point, :lhile the other two seemed to be unable to decode
well enough to even get that far. The able readers also
made more inferences, could use information from their
Jpackground knowledge to elaborate and extend the incoming
ideas gleaned t.rom the text, and had more extensl,va

vocabularies than the less able readers. -
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on the basis of these findings it may be concluded

that efficient means of decoding is important if
. %

comprehension is: to proceed. . Many researchers including

Biemiller (1977-78), Juei (1980), and Perfetti et al.

(1979) have emphasized the importance of fast and
effective decoding in reading. This study supports this

idea and suggests that if this development does riot .take
oy

.place there may be long term negative effects on many

aspects pf comprehension such as seeing relationships

among textual ideas, summarizing and synthesizing

information, inferencing-and vocabulary development.

lization of Reading Ability and Achi ¥

“Five of the six children in the study repnxteé a
meaning oriented conceptualization of reading, and wsaid
they used "fix-up™ strategies based on this
conceptualization. These readers all demonstrated use of

these strategies while reading. .One child only clearly

expressed a decoding conceptualization of reading,

reported no meaning or;snted'f;trsteqies to use if the

reading became problematic, and used none. .
The main difference between the able and the less
able readers in this regard was in the actual need to use
the fix-up strategies’ which they reported, and in the
comprehgnsion , gain accrued from doing so.  The able
‘readers seldom needed to reread, slow their reading pace,
.
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or consciously use context to decode unfamiliar words
while reading instructional level materials. When the‘y
did the result yas usually clarification of meaning. The
able readers possessed a meaning-oriented concept of
reading, self-monitored on the basis of meaning, and could
A;a):e effective use of fix-up strasegies when necessary.

b on the other hand, the less_ able readers who also
held b meaning-oriented view of reading did not realize
the benefits of being aware that reading wag for meaning.
First, they needed to apply fix-up strat‘eg?}s'ﬁlanvuy

frequently, ang this prevented a smooth reading flow which

in turn from comprehension. Second, the use of
such strategies did not seéem to work well for the weaker
readers,/—parh'apﬂ because there\were too many negative
factors to- counteract. Factors such as poor decoding
ability, *difficulty in seeimg relationships, and deficient
vocabulary development made the application of f£ix-up
strategies relatively ineffective for these children.

In conclusion, reporting a meaning-oriented
conceptualization of reading and demonstrating the use of
fix-up strategies did not distinguish the able readers.
from the less able in this study. It is likely that
-meaning had been stressed in reading instruction for all

these .children. Howevef, the difference lay ih the

. frequency with which fix-up strategies needed to be

applied and in the effectiveness of th¢ir use. Thesg
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differences tended to be directly related to proficiency

in other reading skills. Unfortunately, the more a reader
needed fix-up strategies, the less effective their use

seemed to be.

Self-Perceptions of Reading Ability and Affective Factors
in Reading Achievement

’ The able and less able readers differed in the way
they perceived their own ability to read. They also
ditfe:gd in self-conﬁpt and in affective factors such as
attitude towards school and motivation for learning. Theé
less able readers expressed gither negative or unrealistic
perceptions of their readiﬂg ability and had little

confidence in ‘being‘ able to cope with their work at

school. - Teacher descr;jptor;sl included ‘"nerxvous",
"anxious", "lacks persistence",. "disinterested", and
"ynmotivated". Their parents expressed worry and concern

about their ‘academic future. The degree to which the
children were aware of these teacher perceptions and
par‘ental fears isfu;ﬂcn.cwn. However it seemed® possible
that they may have consti‘t‘:uted a self-fulfilling pxophecy
with the children responding and behaving in accordance
with their teachers’ and parents’ expéctations. In any
case. thése children did not enjoy &chool and found little
satisfaction En academic tasks.

The able readers held positive .and realistic

perceptions of their reading ability, were confident,

:

v
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reported that they enjoyed s‘ck‘xocl, and were positively
regarded by their teachers. Their parents expressed
satisfaction with their children’s progress, and teachers
predicted successful school careers for them.

These findings’ supported the conclusion that many

negative affective factors ied poorkachi in
reading, and positive affec£ive factors accompanied dsdﬂ
achievement. No - doubt thes a:?ettive factors will
influence future ac‘hievemant, anq future a;hievement or
lack of it will affect personality traits such as self-

concept.

(e) nd evement

The homes of the children involved in this study were
comparable in sociceconomic terms, and in terms of
cmnmunlt!involvement. The parents appeared inter’ested in
education and generally expressed a positive attitude
towards the schools. .All the children were supported in
their invo’lvement in youth groups and in the pursuit of
various interests such as sports and hobbies. These boys
and girls all mentioned purchasing imoks from school
sponsored book‘ clubs, 'indicatinq’ that their parent"s
believed reading to be important and we::‘e willing to
supply their children with money to buy l‘:ookSJ

While the'horlnasfof botk’:‘a_hle and less able readers

s;emed similar on many egsily observable characteristics
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the_ée did seém to be differences Retween the two groups in
what might be termed the 1literacy environment. The
investigator had the impression that at least two of the
able readers came from homes which placed considerable
emphasis on reading as .an important source of information
and as a recreational activity. This was especially true
of the most able reader.’

Differences were also noted in the amount of
television viewing, with the able readers reporting less
television viewing than the less able. The more able
readers also reported that they read and watched

television simultaneously and they also reported more

family rules governing television viewing than the less .

~ .
able. v #

Thése findings lead to the conclhsi.ag _that aspects of
the. home environment such as the emphasis on and
involvement in literacy pursuits may be more - closely
hrelated to achievement in reading‘ than 'the more
traditional and more easily' observable socioeconomic
asl;ects of the home. This conclusion supports the
hypothesis offered by Greaney (1986) that socioeconomic
status may underestimate the effect of the home on the
child’s mental and scholastic development. He suggested

', that what parents do is more important than what they are.
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Implications for Education

N
In discussing the implications of the current study

for education two areas of interest will be explored.
Stanovich’s idea of "Matthew effects" seemed important and
relevant, and will be considered first. Secondly, the
role of reading in learning to‘ read and in expanding and
refining reading abilities will be discussed. ~
1

Matthew E:fgccs‘ and Early Reading Instruction

The longitudinal nature of this study allowed the
observation of possible "Matthew effects" in the reading
achievement patterns of the children who made up the
study’s sample. Stanovich (1986) defined Matthew effects
in reading as those positive or negative results which are
the consequence of earlier reading experiences. They can

be both cognitive and affective, and have a cumulative
° "

effget on future achf.};}unent in reading.

Teachet:s have always naticed the vast differences in
thé cognitive developmgnt ot" the children in their
kindergarten and quade 1 classes. Stanovich’s theory of
Matthew effects posits that schools, far from being an
equalizing influence, actually enhance the achievement of
the high achievers and serve to de;;ress the .achievement of
the low. » )

The ‘present study has-noted the many negative effects
caused by a delay in the development of proficient
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independent decoding abilities. The most immediate effect
is thaé these children read less than their more advanced
peers and lack of practice has a negative influence on the
further development of reading abilities including
decoding, comprehension, a;xd vocabulary development. ’Ix‘his
effect has been well documented by Biemiller (1977-78) and
by Allinq\ton (1980) .

To exacerbate this problem, children ha\.re frequently
been moved along through a basal series until they often
find themselves trying to read materials which are much
too difficult foz‘them. Stanovich (1986) refers to the
frustration and dislike of reading which this may cause.
These negative affective factors in turn have even further
negutiv:effect'.s on reading achieven;ent. -

Teachers, especiaily those of beginning(;;ders', have
a grave responsibility with -regard to this situation.
They need to be aware of these long term consequences, so
that as far as possible they can be avoided. Teachers of
beginning readers need the knowledge, the support of
administrators and school boards, and the materials to
ensure that children do not experience hégative Matthew
effects as a result of teaching practices.

Lip sevrv'ice has long been given to the principle of
providing reading materials geared to the children’s
reading abilities. However, in practice lack of a large

supply of .books at many réading levels, pse of highly

7
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structured and skills oriented programs, and large classes
- frequently made this principle difficult to follow.

Two serious negative effects may result from pushing
children into reading materials which are too difficult.
The most obvicus is that children will not be successful.
If children have to struggle with very difficult materials
they will become frustrated and will‘likely give up and
avoid reading whenever possible. The second .negative
effect. is that children 'will not get the kndependent
reading practice necessary to test their hypotheses about
the way read’ing works, and to mdke their own
qeneralizar:ions about written language. ,The provision of
appealing materials at the child’s own reading level is
essential if this important learning is to take place.
This practice is- 1m§ortant: in the development of the fast
and efficient decoding strategies which are characteristic
of able readers. ’

One of the most positive aspects of the trend towards
a whole 1ang‘uage approach to teaching reading is the
success children experience when :they read predictable
materials, materia;s which emerge from their owr language,
and the enriching language of fine literature. Another
advantage is that children are reading some materials
independently from the ,very beginning stages of

instruction, and can make many important generalizations

e
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ébgut #yritten language on the basis of these reading
experiences. Q

There .is some confusion about the means through which
children gain initial ‘reading ability. If the principles
of whole® language are not thought through thoroughly by
teachers and others responsible for reading instruction,
it may be concluded that mere exposure to good readin?
materials will be sufficient, and that children will learn
to read "naturally". However, children do néed to acquire
.a repertoire of sight words, so that they may achieve some
independent access to print at the earliest stages, and so
that children have words on which to base their
generalizations. This does not, imply the need to use
reading materials with controlled vocabularies, or that
words be taught in isolation. Rather, the repertoire of
sight words will evolve irc‘m the reading materials being
used in relation to theme study’, or from the predictable
boocks or literature being read by the \children and
teacher. The point to be stressed is that for most
children it ::annot be left to chance, because the decoding
aspect of reading is basic. ’
. Finally teachers must provide a supportive’ and
comfortable ,environment ‘diy which cHildren ean learn to
read. Early efforts td read will not result in perfect
renditions .of I:.exts. Children must be free to make their

approximations and learn from their miscues. Use of
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materials which ensure success and instructional practices
such as shared reading which prcv‘ide essential support
contribute to the risk-free environment in which the
grbwfh of literacy should flourish.
"l‘eachers also need tr; recognize that there is\']no
magic hge or grade level at which all children learn to
read. in the present study, the t\‘eo mo_st able readers
were relatively late starters, and their teachers béligved:
that they were experiencing difficulty. Some chllhn
need the kind of support offered to beginners longer than
othérs. Awareness of the stages of reading development
Vproposed by Chall (19?3) may help teachers recognize thesé
stages in their pupils, and help them providé the
instructional methods and materials appropriate to the
child’s stagé of development.

The acquisitioﬁ of literacy can be encouraged and
nurtured, but it cannot be forced. Early experiences with
reading can have long tsrm effects on the development. of
reading abjlity and on attitudes towards reading. It is
the responsibility of ‘schools to see that the effects so

generated are’positive.

The Role of Reading in Learning to Read-
A ‘large amount of the reseadch reviewed. for this
study and the findings of the study itself, supports the

role \of reading in learning to read and *in extending
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reading abilities. Studies by Ehri (1985) suggested that
-reading practice is important in~ ‘establishing the
acquisition of spelling to sound knowledge which supports
independent word recognition, and which leads to rapid and
accurate decodihg. Nagy, Herman, and Anderson (1985)
concluded that considerable vocabulary growth takes place
thx{‘ouqh the gradual accum\'.\lation of word meanings gained
from reading. Reading also increases background
information which contributes to the ability to make
inferences. g

Considering the benefits of reading,. every effort
.must be made to provide time and materials to encourage
ind‘ependent reading. From the earliest grades time for
sustained silent reading should be provided, and an

extensive supply of books suited to the children'$

interests and abilities should be available -in the

¢lassroom. ?n addition, teachers should read to all
elementary schqol children, and primary children should
hear several stories a day.r Apart from the benefits
already mentioned, the motivational power of expdsure to
good books éannot be overestimated.

’ The findings of this study strongly suggest that if
children are to engage in extensiye amounts of reading,
the schools must provide the books. The - families
represented by this study made little use of the public

library, and few children’s books.of literary value are
N \

. .
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available in the local stores. Most of the books read by

these children came from the school library or from book

clubs by classroom t a Funds to provide
well-stocked resource centres and classroom libraries mist

be pravided.

Implications for Research

Two of the suggestions which follow are attempts to
overcome the limitations of the present study. A major
limitation was that no direct st}‘xdy of instructional
methods was undertaken. A second limitation was that

’ study of the home environment was limited to” 1nfbm;ation
pro\iided by parents and, children in interviews and

questionnaires. The third suggestion is concerned with

synthesizing the vast amount of research in reading.

Instructional Practices
If many of the differences between able and less able
readers are the result of an accumulation of positive and

negative effects which can be traced back to early reading

experiences, then it is important to examine these |

experiences and trace their long term effects. Stanovich
(1986) suggested that a major problem for future research
will be to determine what instructional practices 'are

factors in generating Matthew effects. one of the
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problems in interpreting research into individual
differences in reading achievement is the vast number bf
" relationships which have been found between a legion of
cognitive and non-cognitive factlrs and readin?
achievement. Stanovich posited that if some of the causes
of differential achievement in reading could be attributed
to earlier reading expe‘riences, then this has the
potential of clarifying reading theory. If a few of these
effects are responsible for a large part of the varianc
in reading ability, then the result is a paring down of
the number of potential causal relationships: Stanovich
further suggested that if some of the factors which lead
to differences in‘achievement could be traced to classroom
practices it would be fortunate because theoretitally -at -
least these are controllable.

ts 2

The present investigator believes that the role of
the home in the acquisition of literacy is -extrem)ely
important. However, this study’s investigation of home
environments could not assess N several factors ' which
theorists believe to be influential. ‘ .

Researchers s\‘ich as Athey (1983) and Greaney (1986)

stated that ional g of home ¢ such }
as socioeconomic status are insufficient in éxﬂinq the

relationship between home background and reading
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achievement. These researchers listed such influential
factors as using 1literary language, pointing out
similarities and differences between pictures of objects
and the objects themselves, consciously relat}ng book
information to the real world and the real world to book

information, sharing eading in a safe and warm

env{ronment, and adopting parents’ positive attitudes
towards books. In addition, Athey stressed expanding
conversation, exchanging ideas, and parents’ responding to
their 'children’s talk as important home ronment
factors to consider. Flood (1977) assessed parental style
in reading to children, and found that reading styles
which allowed and encouraged child participation related
positively to the acquisitio.n of literacy. Assessing
factors such as these in the home wo\_xld require long term
observational methz;&well beyond the scope of this study,
‘but would perhaps‘

home backgrounds of able and less able readers.

A study. by Shirley Brice Heath (1982) made a case for
the broad framework of sociocultural analysis in examining
the development of language use in relation to written
materials’ in the home and the community. Several
important points were made. First, it cannot be assuméd
‘that literacy events\such as a bedtime story are ;;urt of
all children’s experie;'xces. Secondly, even if it is,

different su{?’ltures of society may !structure such an

‘

eal important differences between the:
—
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event in completely different wa:ys. A maindtream, school-
< oriented society which was composed mainly of school-
successful people structured such an event so that their
children were well prepare:i for school literacy events
which were also ‘run by  school-successful people.
Accordipg to Brice Heath t\h se .parents asked "what"

questions, they provided labal_s,"\t.h‘ez related book events
to real 1life and vice versy, ;.h:y ﬂencouraqed the
suspension of reality and the use of imagdination, they
accepted books .and Dbook-related activities as
entertainment'a;xd t;;e-'y taught children to 1listen to
stories as an audience. :

Int contrast, a blue-collar subculture who also
believed books to be important dtwiictaved story reading
sessions witf} their children in a completelly different
w?y. Children were introduced to discrete bits and pieces
of books-~alphabet letters, shapes, colours, and pictures
of separate items. no\iffor\:s e iiadé £o Felata ook :
information to the real world, or the real world to books.
Later these children were introduced .to pre-school
workbooks . Activities such as colour-by-number and push
out and paste were prevalent in these. Language qenerallyv
was used in a more narrowly functional way than by the
mainstream gtou@ Children were encouraged to repeat book
stories or answer ‘formulaic" questions about their

contents; but were not encouraged fo* elaborate or
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improvise. They learned relatively simplistic and uteral.
ways of taking from books which might séwe them well. at
the early stages of schooling, but which might fail them
when the task became making inferences, making affective
judgments, or ima.gin'gg hypothetical situations.

Children in a third sub-culture were rais,ad’ in an
almost completely oral environment. No bed-time stories
existeds and frequently no bed-time existed either.
Children were assimilated into the adult culture as soon
as they were old enough to aggressively ' demand their
place. These children‘s experiences left them completely
unprepareﬂ for what they would experience ‘in schools
operated by middle-class, school-successful individuals.

This briéf discussion of the Brice Heath work leads
to Cl’:‘e\ conclusion that the ir{fluence‘cf home environment .
on the acquisition - of litéracy is very' co‘mplex.
Interestingly enough, Brice Heath believed that if schools -
understood what children were bringing to them in the way
of language development and ways of taking from books,
means could k‘)e' f‘ound to. capitaliie on the strengths the
children had gleaned from their culture, 'and to compensate
for the weaknesses. °

Considering the problens experienced by many
Newfoundlamd® children - in school, research into home
environments might be revealing, and it mightrbe put to

practical use. In the experience of this in\/estiqator,
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the family unit in this province is supportive a;xd strong.
Most local parents want to do oaly that which is best for
their children, but’' they need knowledge and information
which professional teachers and other school personnel can

give them.

izing Findina:

\
Research methodologies need to be found which will

contribute toa synthesis of the vast amount of knowledge
in' the area of reading. A comprehensive theory of
reading, perhaps similar to that proposed by Stanovi
(1986), is needed to integrate, and in some cases to
reconcile, the many strands of viable research in the area
-of reading. -

Another consideration is the need for diverse ‘methods
of research which can examine tlie many influential factors
which can affect the acquisition of reading ability.
Particularly in assessing the cultural -factors affecting
reading, an open-minded attitude to non-traditional
methods of research is’ important.

Finally, the ic value of in reading

shopld not be overlooked.' — Reading- imstruction in
classrooms should be guided by the best available reading
resbarch. (Means of communicating what is Kknown in terus
which can b unders\:aod' and used by teachers should be an

important aspedt of research in reading.
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INSTTTOTE MR EDOCATIONAL MEERSCE AND DSRELONVERET
FSCEIN. OVISITTY OF MBSCORTLAN

HOME LIFE
NrmMMMIWMWM helping us to conduct
a ma,' the developmant of children’s reading and mathemstical -bux:u- Now we

Are asking you to help Us. We ace Erying o £ind Guf WME parencs can o to help their
children in school. x

Of the item on the oaxt eight pejes state eitber the
THE MEOLE PAMILY 1

t BN 1S A PLACE WEERE
something happens to your child, o as t0 &0 cartain things togethat,
""IMW“‘DIIY"!IGM!MDIW‘WW
Definitaly Disagras with the items
mu—mmuywua w u.phmm:hbu(i.cr[b-hwyul

coe1.” Dome " Forger. tha it you have t AOME IS A PCE WHPRE...or THE WEOLE PAMILY..
£ront of each itam for it to make sense

Ploase answer every question.

ALL the answers you glve are confidential.
. Thank you for your help.

HOME 15 A PLACE WHERE.. v

Definitely Mostly Mostly  Definitely
Agrea- Agree  Disagree Disagree

o O

1 muammuwmh-d-z-lu-a
time on school nights

2. children should never be hit (or

spanked) as punishmant’

“3. children should not be paid for
_ helping with household chotes

4. children should not be assigned
2 chores

5. children should be expected to let
their parents know if the rules are
too strict

6. "children should be seen, but not
heara®

?EDDDD

OoooooocoooO

7. children must leam to do as they
are told

8. my children can make up their own
Tinia ahout many thinge

. oDoooo

9. the whole fanily is expected to be
Pradent for the evening meal

10. masbet Of the fimily has an
ﬂmmmnmmh

11. the children are not allowed

boccow othar z-uy ar e mmguq.

12, ue nmr cukritsten m mote than

DDDDDDDDDDDD
000000 DooOoo0oO0o0



HOME IS A PLACE WEERE...

. never a day goes by
spending scoe

+ the mother does most Of the housework
.ummnmx-amnnu-

-wnuvlnqmntumn-urmy

{he tusbend bae the fimal sy wen
hun::-d-udu-wu t child

.mmxumﬂhhm-mw
ent—teacher meetings

the children go to their mother for
belp with homework

. the father sees that homework is
completed

the mother should get the children off
to.school

. the father should pick up the child in
the event of illness or accident at

8school, or emergency.school closuce

« the father deals with the teacher

principal-vhen the chfldren have & -
Pproble’’at school . S

the mother encourages the children to
take out Of achool activities

the father usually takes the children
£0 their cut of schoo) activities

.m!mzmnyuk-mmnﬂrm
the dentist

to the doctor or

the sother
Muwm-ﬂmmw.
or with other

—:mmnm—a-u
time with the children than the rother

spends zore tine during the
ek Vieh (e ehilacen than the Father

without the father
some time with the children

- he Sois S Abage fis Tt AL the

reading to

. the father should be moce {nvolved in
children

bringing up the

+ plans have already been made

the children's schooling
evel

bqunﬂ t.hnhlqh
achool 1

. the children are expected to go on to

college or university

.mmuﬂnnu-wunnu

letters and thank you
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HONE 18 A PLACE WRERE
34. the children bring leisure reading
books fram school
35, the children kesp their rooms tidy
re expected to
Ehats hande and brvEn thalt teeth .
vitbaut being told by the tine they
are in grade 4

37. the children have been encouraged to
Pplay sports

38, the children expect o tevard
bringing bome a good report urd

39. the children have hobbies (e. 9 .0

"4, 1t is insisted that the children
mpeak correctly

4. the o ehuaim aze ot allogto

T nammmmmmuﬁn B
school

ﬂoin

0. the children are expected to
Dvnununnun-

“. th. mmm l-llt look out for
45, the children have the (lqht to
voice their own opinions

bhl children keep hll'y without hav
attended to e

47, the mother handles the “kids* while
* " the father attands to other things

48, the children bring books from the
public 1ibrary

49, we mbscribe to children's mgazines
(ud. uxm. lu@nuqhu, Sesaza Street

50\an encyclopedia and/or a dictionary
\u\-::mu for the children's use

Slé‘ e lots of books for the .
11dren

52, I. have llﬂyl tlld £o our children
ona uvuh:

53, we 1like to talk to the children

about.

it the books we read to them

34, ym Like to talk o che chiddien
the TV prograns we watch
:wmx .

.00 000 oo0oD0DoDo0o0oOon0oo ooo DDDf
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. n.ununy ostly

Aree

Definitely

Dlugno Disagree
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HIME IS A PLACE WEERE... Definitely Mostly
. Agres Agres
55. the childzén like to play word games

T spy...,sczaible, 20 Questions
crossword puzzles

56. the children 1ike to solve purzles
le3; yigees puzzles, beain taasers, (]
, Rbick's abe
57. the children like to play board Gams
fuch a2 Snakes and Ladders, Soccy,
Porcpoly. Trivial Rursits
heckers, etc.

ch 1 Go Piahy Sup, 014
azy Eights, etc.

59. the children take part in competitions

O
gl.mau&mmtwphywd O
(o3, maic testin u-um.. 1, church choirs, a

60. the children learn to look after

a (ko cock, to eds o et a
table, vash dishes,

61, the children learn to For for their

— thate [
rooms, put toys awey um use, etc.)

62, the children to care for pets D
(Goce, cata, birds, tlaby stes)

63. the children learn to fix things 0O
(bikes, toys, bocks, etc.)

64. the’children 1ike to plant things
v-pnnn flowers, shrube, trees,
etc.)

THE VEDLE PAMILY...

0
O

o Copetnae (et it 321 [ O
ectr. '
:n)a.. . Rogers, 's Apple,

66. goes to plays, concerts, movies
together

67. visits different communities, mseuss,
exhibitions together

sviming, skiing
69. goes on holidays together
70, visits other countries together

71, goes on hikes, PIHILH: berry picking
or nature walks together

68, participated in sports such as skating,
Wopether

. vmu 2008, parks, marine exhibits,
istorical buildings together

73, entertains adult visitors together

OnpooOoooon
Ooooooooo

DDE;DDDDDD

Mostly

Cafinitely

Disagres Disagres

o a

OooOo oo0o0 oo

ly Occasionally FPrequently

OooooDooO00 O

Oo0o0 oo

Dooooooo g
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THE WOLZ PAMLLY ...

.

5.
76.

7. at

4 %

. ceads aloud to One another

has fanily get togethers with
(lllhornh ves

vi.lkl other provinces together
vilﬂl local plll— of interest such
the Cabot Tower, the
LhAvul‘WLr- Labotatory, etc.
a3 the

Crage faizy the portiou )
's visit, a Foyal visit, etc

-ou
attands church together

Rarely Occasionally Prequently Mot of
4 the time

QDEQ 0O 0 oo

boo o o oo
&

oo O 0o oo

ooo O 0O oo

Pleasecindicata. (1 AGIKo 40 sben your child bebavps ip,esch of the folloving vays.
o 1o 3

9.
9.
u.

Doss not come hoze when told
Pights with brothers/sisters/friends
Doss not come home on time

Rafuses to own up after doing something wrong

Teases/torments mmller children
Talks back to mother/father

1s dafiant (e.g. refuses to go to bed vhen
asked)

. Doss not do as he/she is told

Laaves belongings lying around
Tells a le

« Breaks somathing deliberately

2,
3. 80014 or_threat

4. Ground/send to roca/take awey privileges
/spark

nothing oc_ignore
Discuss or talk about {e situstion

S. Physically punish/s

D000 o0oooooo
| o o o o o

w

0OB00 o oooooo
o o o o o o o o o
0 o o o o o o

indicate (/f how'often these happen in the home

Bedtize rules are enforced
Mealtize rules are enforced
‘The TV is on during mealtimes

1

2.
3.
4



12 03
95. The children eat everything on their plate E] DD D
96. The children “talk back® to thelr mother ogooog
97. The children "talk back® to their father ogoag
98, Te chtiren Lntarupt & Converaation between Oogoocao
ol .ﬁw:;-fmxmmumm Ooooo
100. The children slesp in on school days DOoogoo

HNE BACKGRONND QUESTIONS
ey (Every question is confidential)
101, What s the present or last min occupation of the father or guardian?

102. What does be &0 in this job?.

. f ,

103. What is the present or last main occupation of the mother?

104. What does she 6o in this job?.

105/106. Bow much education have the father and mother

g

-
A

Elenentary School only

Some Bigh School. :
Pinished Bigh School

Sone College or University

Vocational School

Pinished College o Univarsity

Other mhm-; (oot deates or diplooms
.9, conpany

O 0 ooood

Advanced education, post-graduate dagree
(Mastec's, Ph.D., M.D., L1.B., etc.)

07. Bow mny children are there in the fanily?

108. How pany children are younger than the grade
four child?

l

H
1]

109, Bow many children are older than the grade
four child?
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How of these do you have in your home?
(cuc-l.rl”th- nxber in each line)

110, telephone 6 1 2 3 4 ormre
111, dishwasher 0 1 2 3 4 ormre
112, microvave oven 0 1 2 3 4 ormore
113, dewp troaze 0 1 2 3 4 ormore
114, tape recordar L 0 1 2 3 4 ormre
115, video casette recorder (VCRI 0 1 2 3 4 ocmore
116 eolour v i 0 1 2 3 4 ormre
117, bedrocms o1 2 3 4 ormore
118. bathroons 0 1 2 3 4 ormore
18, whicles (0.9, aitos, vana, 0 1 2 3 ¢ ormre

120/121. How mny hours does the father and mother work for pay each week? (check one)

1-19 = = e A o
w-m\ . .
30-34 O
3-39 D
w-u ‘d
45 oc wore ’ O D

/(e father or mother had a job in which they were

12123, In the last six months
taporarily lald off 7
Pather - Mother
Yos
o

124/125. At the present time what is the employment status of the father and mother?
* Pather  Mother

Bousevi fe/Bousshusband
Unasployed (looking for work)
Unesployed (ot looking for work)
Salf-smployed 5
Bployed (part-time)
Erployed (full-tire)
126, Parental status
Single parent

0 #0oooon
0§ oooooo
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127. Comparing your family to others, how privileged are your children? (check one)
Among the most privileged of children
Privileged
About. m"qv.

Less privileged
Not privileged at all

128, The answers to this questionnaire were given by:
‘the mother
the father
both mther and father

000 ooooo

f ‘e ¢
Have you tried to answer all the questions?
Thank-you- for-your help.
Please return the questionnaire in the stanped addressed envelope provided.

SESM/IERD

Menorial University of Newfoundland '
St. John's, Newfoundland

AlB 3x8
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m___
INEFTTUTE POR EDOCATIONAL RESEARCH AND DEVELOPWENY
. @
Write your name here:
SCROOL, LIPE ® o
We want to know how you feel sbout your school. Each sentence oni *

the next two pages says that
luma:uoyeuozmnynuheltnnlxrtiwhrw. We want you to say

Please read each sentence carefully and tick (/) the answer which / i
best describes how you feel. Don't forget to put

SCHOOL_18 A PLACE s
HHERE...at the beghm.ng each’ sentence 80 that it makes sanse; tot\_/
exanple, .

School is a place where I really like to do.
.Let's t.ry.l practice question.

° SCHOOL IS A PLACE WHERE: Definitely Mostly Mostly Definitely
. Mree Agree Disagree D

1. I like tobe - D D D D
2. I daydream a lot . D D D D

— b
Mnkymverylmch:

Your answers will be kept secret. No one else will see them. 4



SCHOOL 1S A PLACE WHERE...

3,
4.

« people look up to me
« I learn to get along
pecple

.Xl;lndonummlghm

« I like to learn new things

. I feel great '
« I feel lonely .
« I know that people think

« I accept others as they are
« teachers are usually fair

+ T am happy with how well T do
+ I feel good about my work
« I really like to go

. I'get upset

« people think I can do a
Emsa

. ulchnu listen to what I say
s Ikxmtr:.-omofchmg-

« I can learn the things I
know

I get enjoyment
I feel sad

with other

teachers treat me fairly
in class

become successful

a lot of me

lot of thhql

though
they.may not be my friends

I can do

need to

\

Definitely Mostly Mostly

Agree

0000 000000000000 0 0000

0000 O0000000000 0 0000
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Agree Disagree Disagree

a

0000 00 000000000 0 0000

-

e

0000 oooo00oooono 0 0o

Definitely




.+ .42, T like my uv:htu " @

251

SCHOOL IS A PLACE WHERE,., Definitely Mostly Mostly Definitely
V Agree Disagree qugno

24, learning is a lot of fun
25, T feel restless

26. people come to me for help
27. I try to be nice to all the

28, teachers give me the marks I
©  deserve

29, T know how to cope with the work
30, I £ind the work Intecesting

31, I feel happy i .

32. there is nothing exciting to do
33, I feel important

3. T have 1ot of friends

35, teachers help me to do my best

36.§g:t tisfaction from the worl

oooooooo o oool

D00 0 0000 000000000 0 000

~

0000 0000000000000 0 000

37. I can’ 80 interested in 7
somethiny I dokt want to stop

38. I feel proud to be a student

Jﬂ.ywucbouduoundtaemda
w.mh:rultn :
41. having different kinds of studen ED

!nwchuhnlplntngetnl
with eve:

EIE]EI 0

El

43, the work !douhwmntmm D
s44. T 1ike all my subjects

00000 00000000000 O ooof
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The next three questions are different. Answer by putting a tick (v§ in
the box that describes how well you do.
45, Bow good are you in mthematics? (tick one box) QK

A lot above average D
A little above average
About lvurw;e

A little below average

oooad

A lot below average

46. Bow good are you in reading? (tick one box)
A lot above average E L_)
A lmne above average D
5 About average D »
A little below average D
_ )
A lot below average D . . ¢

47. Bow good are you in your ’school uoz_k in general? (tick one box)
réd A lot above average
A lléde above average
About average
A little below average

o o o

A lot below average

) The End 5
‘Have you answered all the questions? 'u'
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3 APPENDIX C

1. How do you like school this year?
J -

2. What do you like the best about school?

3. a) What do you like most in a teacher?

\

b) “What do you like least? -
4. a) How did you do in your last report?

b) What did youf parents think of it? a

.
c) How did you do compared to the other kids in the
class? )

L

& o
5. Are you looki forward to going to the Junior High
School in September.
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6. Do you think the work will be hard for you?

7. Would you say school is getting easier or harder?

a) Can you tell me anything that makes school work
easier for you?

b) Can you think of one thing that makes school
work harder for you?

v [}

How about homework?
) a) Do you get a lot of homework?
b) Do you find you have enough time to complete it?

c) When do you usually do your homework? B

s i
d) Who do you ask if you need help while you’re
doing your homework?

N\




Social Life . L

1. What do you usually do after school?

%)

b)

P L

d)

e)

Do. you go to any regular lessons or clubs?

Do you get time to play with your friends af(‘.ex’jk
school?

On weekends?

What sorts of things do you do with your '
friends? L

“ate your friends mostly from school or the
neighbourhood?

Who is the most popular kid in your class?

i), Do you have any idea why?

ii) Would you like c}be more fike him/her?
3
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»
Personal Life B
1, What would you do if you had a million dollm}s?
2. If you were given 3 wishes, what would you wish for?
1. -
2. . .
3.
3. If you could bé anyone in your family, who would you
be?
Why? . *
4. . If you could be anyone in your schpol, who would you
be?
Why?

5. a) What are your 3 favourite shows on T.V.?
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J
5. b)

Are there any rules about T.V. in ycurfhouse?
What are they?

c) How much T.V. do you watch every day?
on weekends? *
1 \
.
Reading “ P
I
1. How

good do you think you are in reading?
|
A lot above average

A little aboVe average \

¢ | ]
Average { .
A little below average » \ ‘

|
A lot below average

|
\

2. Do you know any really good|readers? .

3 What do you think makes a peﬁson a good reader?
¢

4.

Do you find the reading in any of your school books’
hard? . .




Reading

11.

12.

13.

Why do you think some reading is hard for you?
What do you do if you come to a word you don’t know?

What do you do if you don’t understand what you’re
reading very well?

\

Do you gqver read things very slowly or very quickly?

What kinds of things do you like to read most?
Do you have any favourite authors?
.

When do you do most of your reading at home?

Where?



Reading

14. Do you take books home from the library? ¥

15. Do your parents ever go to the library with you to
help you choose books?

’

16. Do you and your parents discuss books together?
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APPENDIX D
. .
‘ EN' ' TERVIEW

W 3 Vi

Was interested in books before he/she
went to school?

T

How often would stories be read to

Did x ask to have stories read?

Can you recall many book or story that was a
favourite?

S~

Did - énjoy paper and pencil activities
before going to school? (e.g., drawing, colouring)
'

Did pretend to read books before
he/she actually could? P




\
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7. Do you recall any game, toy or activity that was a

& favourite?
o)
8. Did attend nursery school?
9,. Do you think this helped prepare for

school? How?
B

,
10. What do you think
as a preschooler?

learned from T.V.“

\ :
11. Would you describe as being
particularly active as a young child? .
4

i

Early Years of School inde = de .

12. want to go to school

-

id n
kindergarten?
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L W : '
13. Did 1iké school in the early grades?
L Y d N
: 3
)]
' 14. In yopn opipion, wa successful ‘in
the earl! [ges of teading instruction"
mm—— ey
e, 28 ) s
.
15. Did have trouble reading materials
r sent Tone from school?

P ~

- . -

, 16. Ho‘w did you try to ﬁelp with difficplt reading
. materials?

17. e e e o el er upset or frustrated by .
erinq matarhl assigned to read at home?

» 18. Was interested in reading assigned
materials?

19. find any qrade especially

o S —
dit‘t‘icult? yda you think so?




20.

22.

23.

24,

25.

265

Did £1 d any grade especially
enjoyable? why do you think so

Does ) * 1like school this year? \

T

Are you happy with od

ptogress’

's preésent

Are you concerned with anything in particular :Kth
regard to academic progress?

Does usually need help with homework?

*
7
How do you try tov help if . is having

difficulty?

N




<~

26. What subject area does

like best?

266

27. What subject ares does

like least?

28. What academic areas cause most trouble for

29.

Are you concerned about the amount of T.V.
watches?

—

30. Could you name 2 or 3 leisure tlme activities which
especially interest ?
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APPENDIX E
NAME OF STUDENT GRADE
¢
2 TEACHER’S NAME
o,

Introductory Questions

1.

Y
TEACHER QUESTIONNAIRE

Is there anything-about- e " that
immediately comes to mind?

Is there anything about ‘s class
that you can remember that might be significant?
(e.g., Would you say it was an average class?)

boes anything stand out as a turning point in
’s progress? .

Did ! ever have remedial or
other special help?
. 'S

r—

. . ¥
woe oy N
oes — H have any special
abilities in  non-acddemic areas? (e.g., sports?
art? music?) .




. %R a
a
J 269
6. Can you think of anything that might have hindered
!'s " progress at any

timge? (e.g., illness, accident, home life, moving
use?)

’

7. In grade , what did you think of
- 's potential? Why? (What
made you think that?)

a) .Do you think he/she was v;orkinq at his/her

potential?
' ~ ] N
8. What kind of support d1d
.receive from his home? ( , Were things returned

on time, assignments complet: d"’)

9. Were any additional parent/teacher conferences
. scheduled at either the parent’s or teacher’s
request? Why?

.

io. How would you ‘describe the parents attifude toward
the school?

*
11. How would you describe *\:he pargpt’s attitude toward
the child? ' (e.g., over-] protectiva, encouraging,
overly-strict?)
s+
v ¢ X




12.

270

How important were extra curricular activities for
Did this ever create a
conflict with the school work? d |

e S
13. Did the child bring items from the home to share with
the class?

14.

What was the child’s social place
(e.g.,

in the class?
loner, one of the boys, etc.)
15. Hq@much did

eers for directions?

rely on the teacher

4 ~
16. Were there any management problems created by
in the class? ra
a) excessive tialking
% \
] ~
b) interruptions a
‘\
c) tormenting other children *
d) cxying or emoti n‘? upsets
e)

dawdling

\




17.

18.

19.

20.

271

£) losing things

q) leaving things at home
(e.g., school supplies, texts)

h) ' getting work completed

i) distractability

How would you describe 's
coordination?, (e.g., ability:- to manipulate small
objects, tying laces, overall physical grace)

How would you describe ‘s
verbal contributions in class? (e.g., lots to
contribute, shy responding verbally?) _

How would you describe s TN
general knowledge? g

In learning new words do you recall whether
had any difficulty?




21.

22.

23.

24.

What was ‘s reading like?
(e.g., reading comprehension, word identification)

a) ipterest (e.g., high, disinterested?)
pid ____~ ~ take books home to read?

b)  What ki&ds of books did like?'
(e.g., took all books in a series)

How well did do in spelling?
(e.g., weekly spelling test, general work)

How well did express himself in
writing? *

Did have any difficulty with
putting things down on paper?

How would you characterize s
general thinking ability? 2




26.

27.

28.

273

How well did P
reasoning questions? (e.g., math problems?)
B

erform o

Did have any particular
problems with test taking? (e.g., Did scores usually
reflect actual class performance?)

y, .

Do you ccr?réer to be
persist;n when faced with a prcz’ém?
#
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