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A Study Of Possible Predictive Factors In Beqinning Reading Undertaken By

Mary Kathryn Sheard

To investigate possible predictive +factors in beginning treading, 3 sample
of 129 children between the ages of 5 and B8, from 2 schools matched for
approach to the initial teaching of reading but with different catchment
areas in terms of socio-economic indicetnrs and educational needs, were
tested on meEssures of word recognitien ability, concepts about  print and

about the nature and purpose of the activity of reading, visual and

auditory discrimination abilities and general intellectual ability.

The study’'s decsign allowed for examination of possible predictive values ot
the variables within social-class, age and sex sub-groups. An atiempt was
made to analyse pre-school home-based literacy experiences through a
guestionnaire to parents of a sub-group aof children. Analysics of the data
was undertaken using STATPK for elementary statistics, correlation analyses
and stepwise regression, and GLIM, wusing multiple regression analyéis in

comparing different predictor models.

The resuits showed the <child's concepts about print to correlate most
highly with reading ability as measured by a word recognition test for the

ple as & whole and for 211 sub-grouss, and revealed the consistent
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superiority of this variable within the regression, so providing the pest
single predictor, whilst concepts about print, visual discrimiration
ability and knowledge of age provided the best group of predictors.

Categorizations of concepts of reading revezled only 17% of the sample

perceiving reading as deriving: meaning- from print, but an apparent




developmental trend was observed.

The possible contribution of the study lies in its reassessment of the
Reading Readiness concept, away from traditional pre-reading training
programmes towards an emphasis on the acquisition of print-specific
concepts and skills within the context of meaningful read ing, whereby the
begin ner raader appears best served by a combination of holistic ano

elements approaches to the teacning of readiny,
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The task facing the researcher:

“To completely analyse what we do when we read would
alpost be the acme of a psgchalagizt’s achieverents,
for It would be to describe very many of the most
intricate woerkings of the human mind.”

The task facing tne child:

“Learming to read cornstitutes an Intell
1 »m

advance of great zignificance tha
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I most socleties,”

Mary énn Evans and Thomas H Carr (1983}
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1. QUTLIME OF THE SUBJECT ARER

i

I would rather he would rever know how to read than
to buy this knowledge at the price of all that can
make It useful. §F what use would reading be to hinm
after he had beern disqusted with It forever?”

Rousseau (17462)



OUTLINE OF THE SUBJECT AREA : THE OWGDING REASSESSMENT OF THE COWCEFT OF

EEADIHG READIMESS, AMD ASSCGCIATED PROBLEMS

1. Historical Development

Readiness for learning has generzally been accepted to refer to the stage
when the child can learn easily, effectively and withdut any emotiornal
disturbance or the development of negative attitudes, and appears in Bkasic
philosophical writings as a recognised condition of “"motivation poised for

success”., Dewey (18798); FPestolazzi (1507)3; Froebel (1%0%;.

Within the context of reading this definitian was anticipated in the
writings of Rousseau (1742) in reference to the reading progress of his oun
child, where the implied relationship between the use or application of
reading and the «child’s conceptualisations of and motivation for reading

would seem equally relevant to the teaching of reading at the present time.

The concept of Reading Readiness has generally referred to the maturational
and environmental factors which have prepared the child +for reading,
Downing % Thackray (1974) define Reading FReadiness as “the stage in
development when, either through maturation or through previous learning,
or both, the individual child can learn easily and profitabnly.”

The concept of Reading Readiness needs to bhe discussed in its historical
context to reveal and attempt to explain the shift in emphasis and the
re-evaluation of the concépt itself which have arisen from modern reseérch

trends.



{nce the concept of Readiness was assimilated by Education in varvying
degrees after publication of the Yearbook of the MNational Society For The
Study 0f Education (1923) a diversification of studies of the main factors
involved in Readiness for Reading resulted, for example Frank’'s comparative
study of backward readers and beginner readers (1935); Horphett &

Washburne (1931) on the question af a necessary mental age for beginning

reading; Eames (17358} on occular conditions of poor readers; and Harrisaon
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7} on readiness for the thinking side of reading. Later
Eetts (1946); Smith {1930)3 Hildreth (1938) and Schonell (1940} focussed
on social, emotional, experiential, linguistic and environmental factors

thought to be related to Reading Readiness.

Thackray (1971) considers the above early studies as fundamental in the
development of our understanding of the main factors inveolved 1in Reading
Readiness. [t was in later research that the concept of motivation was
applied to FReading HReadiness and associated with success generally.
Thackray {1971} states that although studies had indicated the importance
of motivation to reading' success: Gates (1%4%9); Stroud (1934)3; Burtaon
fl?Sé), there was insufficient evidence +to draw definite conclusions.
However, it might be suggested Lthat a child’s conceptualisations about
print and the activity and purpcose of reading may affect his/her motivation

and subsequent degres of succes

t

in reading acquisitian. Clay (137Q1};

Johns {(i98d).



4 guestion of delay or intervention

Qut of the interest in 1isolating key factors in success 1in beginning
reading came several studies which proposed that a certain mental age was
necessary for success in learning to read: Dicksan (1923); Horphett &
Washburne (1931); Schonell (1945).‘ “The concensus of results from
educational research indicates that faor normal pupils the more formal
approach to reading should not begin before a mental age of six 1is
reached". Schanel! (1945). However, this view had already been challenged
by Bates (1937} as limited {(see also ‘The Inadequacy of the Hinimum Fental

fige Theary’).

Thie raised the basic question of whether to delay reading instruction
until an optimum time was reached, as determined by performance an
diagnostic HReadiness tests, or whether to intervene with teaching
strategies which would facilitate readiness. Harrisan (1939}; Harrison

and Stroud (1936); Hildreth and Griffiths (1948).

Consequently, Readiness testing as a diagnostic process became an essential
part of beginning reading, barticularly in MNorth America, where the
majority of this work was undertaken. For the children who were not ready
accerding to these tests, HReading HReadiness programs were introduced:
Harrison (1939} Evans (19437; Durrell (1954). Brownell (1951}
summarised the popular thinking of the time: "Readiness, in a word, 1s
seen to be far from sacrosanct in its development, it is rather aﬁenable to
stimulation, direction and control to an extent far greater than is assumed

by those whe rely upon anatomical maturation." Similarly, Bruner (1960}



attacked the conventional view of Readiness as some "magic moment" for
effective learnihg, as flst postulated by Havighurst (1953} in his
‘teachable’ moment theary, but rather emphasised the importance of the
intuitive grasp of ideas and a deepening understanding through using them
in progressively more complex forms. Clay (1972} stresses the
responsibility of educators: "To relax and wait for ‘maturatien’ when

there are many «

m
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pts and skills to be developed would appear to be
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iy retarding the «child in relation te what is wusual in his
culture . . . this optimism that 'intelligence will out’ may do & gross
disservice to the intelligent child making poor progress in beginring
reading.” The questions faced by educationalists, now as then, would
appear, therefore, to be concerned with the nature and effectiveness of the
intervention, the stimulation and direction introduced, and the influence
of such pre-reading activities on subsequent reading progress. That is,
whether the holistic approach Smith (1977), or the elements Goodman (1972)
approach to the teaching of reading 1is preferable, and whether, in fact,
they are mutually -exclusive or whether they may be reconciled in an

approach which recognises the child’'s needs for both relevancy and meaning

and for the development of relevant skills leading to successful reading.

This would appear to be the most relevant question to be addressed by

reading researchers at the present time.



The Inadequacy of the Hinimum HMental Age Theory

The growing interest in all factors poﬁsibly related to Reading Readiness
led to a further consideration of Gates (1937! view that mental age was
arbitrarily linked to reading achievement, in that the necessary mental age
for successful reading was influenced by such factors as materials,
teaching strategies, teacher effectiveness, class size and preparatory
work, The definition of FHeadiness  provided by the Encyclopedia of
Educational Research (1969}, reflected the new and wider approach to

nT

Reading Rediness at that time. o be completely ready for an educational
activity ar learning experience a child must want to learn, be sufficiently

mature physiologically, possess appropriate mental abilities, and finally

have had the right kind of educational experiences.”

Reading Readiness was therefore no longer considered to be solely dependent
on & specific mental age. Recearchers ogenerally accepted its complex
nature and the need for serious investigation of all relevant factors.
Gates (1937); Sanderson (1963); Lynn (15437 bowning (19463).

flore recent researchers have suggested that the intellectual factor may be
compounded with bnther factors relating toc HReading FReadiness and early

reading progress, Detterman (198BZ); Stanovich (1984},



Factors considered to be related to Reading Readiness, and the develapment

of the Thackray Reading Readiness Profiles

Thackray (1964) in a study of the relationship between FReading Readiness
and reading progress produced positive correlations of several variables
with reading progress as follows: auditory discrimination .33; visual
discrimination .50; ageneral ability .47; home environmeni .42; emotional
and personal attitudes .16-.364.

Downing and Thackray (1971) identify auditory discrimination and visual
discrimination a2s correlating most highly with reading achievement, based
gn the above correlations and suggest, therefore, that these are two of the
most important factors contributing to Reading FReadiness, the others bheing
general intellectual ability, vocabulary and concept development, the
ability te pay attention and follow directions, and lsft-to-right

orientation.

The Thackray Reading Readiness Frofiles, the first original British Reading
Readiness Tests to be published, were developed to measure directly or
indirectly those skills considered to contribute most importantly to
Readiness for readingas a guide to appreopriate pre-reading activities,

Tha
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Whilst not claiming that these tests measure Readiness
for reading, they are intended to identify strengths and weaknesses related
to reading: vocabulary and concept development, auditory discrimination,

visual discrimination, and general ability.



The standardisation of the Thackray Reading Readiness Frofiles took place
in October, 1973. The number of children tested was 5,300 drawn from 330
schools in urban and rural districts. The 5,500 children who completed the
Frofiles had been in school approximately six weeks at the time of
standardization, and ranged in age fram 4 years § months te 3 vyears 8

months, and the average was S years © months. The range of validity

coefficients for the Frofiles was between .45 and .55.

Ciavy’'s Analysis Of Reading Readiness

Clay's (1971} analysis of FKeading Readiness would appear to contrast with
that of Thackray whilst being in sympathy with Bruner‘s (1960) view of the
intuitive grasp of ideas and Vygotsky's (1943} dynamic concept of Reading
Readiness as "a zone of potential development" where meaningful reading
instruction involves readying the child for the task and the task for the

child.

€lay regards Reading Readiness as a trancsition period during which time the
child gradually «changes from a non-reader to a beginner reader. The

Reading Readiness programme should couple the child’s past learning with
new learning, ahd gradually bring the «child through the transition. The
child's old response would undergo a transformation when he/she develops
new expectations about the linkg between oral and printed language. Clay
arques that this can only take place in the presence of print and when the

child actively seeks to discover how oral and written language are related.

s ]



Early reading activities, Clay suggests, should invalve working with print
in a variety of ways so that the «child "slowly consolidates the total
network of relatiaonships", rather than an emphasis on tasks which appear to

the child unrelated to the activity of reading.

€lay’'s positian is therefore that of an interventionist, but where the
intervention is directly related to concepts about print as a meaningful

-y

Ciay advocates the early detection of reaging

form of communication.
difficultiessjhaving devised tests of the child’'s concepts about print for
this purpose, and reading recovery programmes directed towards strategies
or operations which generate further appropriate reading behaviours. Clay
is therefore critical of - the traditional concepts of reading age and
Reading Readiness, and of the optimism that “™"intelligence will eventually
win out", regarding these as barriers te the early identification of
children with reading difficulties. ‘"Better descriptions of reading
behaviour are needed both to avoid and to identify early reading failures;
in particular, descriptions are needed of the early reading behaviours to
be learned in the transitional period. fissuming that different programmes
stress different aspects of the reading process at different times,
descriptions are needed of the segquential accumulation of skills under

n
different methods and programmes, Clay {197Z}.

Clay's work has centributed significantly to the development of the Heading
Readiness concept in appearing to. combine the holistic and elements
approaches to the teaching of reading: that 1is, in proposing that
effective reading development can only take place within a meaningful print

environment, with an emphasis on concepts about print, whilst equally

_10_



stressing the importance of the acquisition of specific oprint-related

skills at the appropriate stages.

Clay’'s work has therefore been influential in the recent shift in emphasis

in the concept of Reading Readiness.

The recent shitt in emphasis within the Feadina Readiness LCaoncept

In recent years there has been a shift in emphasis in research away fraom
the traditionally held concept ot Reading HReadiness, in terms of
maturational and developmental processes which underlied the minimum mental
age concept for success in learning to read, towards one which recognises
the importance of cognitive developmental factors and related sociological

factors in reading acquisition.

The importance of a child’'s concept of the nature of reading and his/her
understandiné of its technical language has been suggested in several early
studies: Vernon (1957); Vygatsky (1942); Reid (19646} and supported by
more recent studies: Downing (1970, 1973, 1977); Clay (1969, 1971, 1972};
Mattingly (1972); Dearing (1980); Ayers and Downing (1982); Downing,

Ayers and Schaeffer (1983).

The above research conclusions indicated that often young beginner readsrs
have serious difficulty in understanding the purpeose of written language
and that they have only vague expectations regarding how people read, being
particularly confused py the use of abstract -linguistic terminology.

- Downing’'s {(1%77) summary of findings supports the view that cognitive
g } q pp g



clarity, related to concepts of lanquage, must be achieved before a child
is able to succeed in beginning reading. Studies concerned with the
linguistic awareness of the beginner reader, and with analysing his/her
response to print, for example Clay (1972); Wells % Raban (1979); Jchns
{19746, 1980); Tovey (1976}, have assumed increasing importance in an
attempt to further understand and facilitate the processes involved in

learning to read.

Hotivation for learning the skills of reading and writing have therefore
increasingly been considered to depend on making these activities relevant
to the child, thus lending support to Van fllen’'s (19461)
"lLangquage~experience” approach in which reading and writing are presented
as purposeful and relevant modecs of communication. fichton-Marner (1961);

Cazden (1977)3; Harste, Burke and Woodward {1983):; Dixon (1984).

Recent papers, specifically addressing themselves +to the question of
Reading Readiness have further reflected the shift in emphasis in current
thinking. For example; the LARR test -{Linguistic Awareness 1in Reading
Readiness) Downing, Ayers % Schaeffer (1983), recoanises the trends in
recent research findings that "success in learning to read and write is
more closely associated witn factors such as visual and auditory perception

and letter-name knowledge".

Similarly, Downing % Thackray (1%82Z) place greater emphasis on linguistic
awareness, suggesting that the «child needs to develop a variety of
linguistic concepts to make progress in beginning reading. - Horeover, they

tate that "distorted ideas on Reading Readines

wn
wm

which became popular in



the mid-siuties, particularly those related to the aminimum mental a

12
o

concept, are still in evidence in the 1980's".

it would appear, therefore, that further research concerned with assessing
the relative importance for later reading -progress of a child’'s
conceptualisaticns about print and of the activity and purpose of reading,
and comparing these against other factors related to Hfeading Readiness,

would be of wvalue at the present time.

The Influence of Environmental or Cultural Factors

Research in North America in the 1950's studied environmental, or cultural
tactors related ta Reading Readiness. Young & Gaier (1931) identified
social clase differences and general home stability as being important for
Readiness. Almy (1950) and Sheldon & Carillo (19532), suggested that
cultural factors such as family size, number of books iﬁ the home, and

parent’s education correlated positively with reading success.

Thackray (1971) inciudes within cultural factors aspects of economic
conditions, opportunities for social experience, patterns of language and
speech in the haome, Thackray (1971} suggests that while some of these
aspects are more important than others, all could be said to affect the
total experience which the child brings to the reading situation, and which

in turn affects early reading ability.



However, environmental factors did not receive thorough investigtions in
early studies of Reading Readiness, and it is 1in more recent research that
appropriate analyses of thece factors are made, for example Durkin (1988}
Murss (1979); Clark (1974); Wells % Raban (i%979), where the interaction
of the «child and the environment 1is analysed-as well as the reading
instructional environment. Some more recent studies have indicated the
importance of related sociclogical factors which may or may not be directly
attributable to social class, but which may significantly effect the social
and }earniné enviraonment of the «child and &0 influence his/her
understanding of the activities of reading and writing and his/her
feadiness for reading, for example, level of literacy in the home Wells &

Raban (1%79); Ingham (19Bi); Hubbard % Salt (1975); Tizard, Schofield %

Hewisan (1982}.

These recent <ctudies would appear to contribute significantly to the
éngoing reassessment of the Reading Readiness concept, particularly that of
Wells & Raban (1979) which concluded that of all factors considered from
both home and school, level of attéinment in liferacy at age 7 was most
pawerfully predi;ted by the «c¢hild’'s “academic readiness for school",
specifically, knowledge about the activities of reading and writing.
Similarly, the study by Hubbard % Salt (1%975), concerning the relationship
between family characteristics and attitudes and the child’s pre-school and
garly school activities relaéed to reading, produced significant findings.
Hubbard % Salt concluded that the transition from pre-schoel to schoni is a
crucial period, experiences during which influence the child's level of

success in early reading.



Assessment of the ‘reading instructional environments’' of both haome and
school, 1including pre-school home-based experiences vrelated to the
activities of reading and writing, therefore appears to be of value in the

development of the concept of Reading Readiness.

Sex Differences

Some recent research studies have attempied to investigate sex differences
related toc Reading FReadiness: Thompson (1976} Downing (19801); Day &
Hollingsworth {(1983); Blatchford et al (1983). Whilst the ageneral
findings tend to be inconclusive, thé research evidence appears to support
Thompsan's (1976) finding that sex differences in early reading attainment
appear to be less than many differences between individuals of either sex.
However, Thompson advocates an awareness by researchers and educationalists
of the developmental trends of sex differences in relation to reading. A
recent study by Blatchfeord et al (1983) has indicated the superiority of
girls in literary tasks Dﬁ school entry. It would seem appropriate,
therefore, to investigate possible sex differences in studies of factors

relating to Reading Readiness and early reading progress.



2. Specific Problems Related To The Concept O0f Reading Readiness

The Froblem of Definition

A survey of much of the early literature concerned with Reading Readiness
and early learning progress failed to find an adequate definition of
reading. In the absence of definitive statements many questions remain
unanswered, and progrecss towards a clearer understanding of the learning

processes invalved in succeseful reading acquisition and development is

obstructed.

For example, what is the nature of the activity for which children are to
be prepared or ‘"readied"? What 1is the purpose and activity of reading?
What are the aims of early reading instruction? If researchers and
educators fail to provide relevant answers to such questions, remaining in
a state of ‘“cognitive confusion" regarding these issues, it 1is unlikely
that beginner readers will easily attain ‘“"cognitive clarity" necessary for

reading progress, as suggested by Downing (1971).

Thackray’'s (1971) definition of Rgading Readiness contributes little to our
understanding, particularly in terms of application to classroom practice:
"keading Readiness is a complex of many abilities, skills, influences and
intareste, sach which contributes in some measure to the process of
learning to read". Similarly, the Thackray (1974) Reading Readiness
Frofiles were designed £o give a "“reliable measure of . . . important
reading readiness factors . . . strengths and weaknesses in -these vital

reading readiness skills and abilities", Whilst Thackray (1974) proposes



that Vocabulary and Concept Develaopment, Auditory Discrimination, Visual
Discrimination and General Ability constitute the most important skills and
abilities, these continue to be separate skills and abilities and do not
describe reading 1itself. Even in their reaffirment of the concept of
Reading Readiness, Downing & Thackray (1982) appear to further evade the

problem of definition,

Similarly, many standardized tests of ‘reading’, whilst describing what
they measure in terms of test-item content, +fail to provide a clear
definition of reading underlying the test. Reading may therefore bhe
presented as word recognition ability or literal comprehension ability, for
example. Farticularly where such standardized tests are used to produce
Reading Ages and Reading Guotients, results would appear to be both
inaccurate and misleading. A more important problem, perhaps, 1is that of
the inferences made by the teacher from the child’'s performance on such

tests, and the implications for subsequent teaching style and practice.

Particularly at the stage of beginning reading and the development of early
reading skills a clear definition of reading is required for the teacher to
identify and focus on those skills which are necessary to the child for
success in reading. . Similarly, the nature and purpose of reading mﬁst be
understood by the young reader in order to make sense of the activity, and
for it to have vrelevance and meaning. Circular definitions of Reading
Readiness and of reading are evasive and harmful, perpetuating the

confusion. McKinnon and Waller (1%81).



Ciay (1972) would seem to offer a more precise and pragmatic definition of
reading: “Reading 1is a process by which the child can . . . extract a
sequence of cues from printed texts and relate these, gne to anather, so
that he understands the precise message of the text. The child continues
to gain in this <kill throughout his entire -education, interpreting
statements of ever-increasing complexity".

} suggests the following abilities are reguired for

ra

Horeover, Clay (197
success in learning the reading process: good contrel of oral language;
well~-developed skills of visual perception;y attainment of a level of brain
maturity and experience to enable coordination of what is heard in language
with what is seen in print; sufficient cocrdination of hand and eye to

enable learning of the directional movement patterns reguired for reading.

Clay's definition of reading, and the reading-related abilities, are
therefore concerned with reading as communication through print, as

understanding text.

Similarly, Clark (1974} defines reading as "the receptive phase of
communication between the writer and the reader®, where the task of reading

is one of “"predicting one’s way through print" successfully.

Fossible acceptance of the definitions offered by Clay (1971} and Clark
(1976) at the present time, would appear to suggest therefore an emphasis
on teaching the communicative skills involved 1in reading through focussing
an the child’'s conceptualisations about print and the purposes and activity

of reading itself.



The Holistic versus The Elements Approach To The Teaching Of Reading

Early research attempts to identify the impurtant factors related to
success in early reading resulted in a sub-division of pre-reading and
early reading skills to be learned, which in turn lead to the development
of Reading Readiness programmes designed to break the learning down into
sequences of =mall, easily managed tasks, thereby dealing with skills and

. This gave rise to a clash of opinion as to the correct

[
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subsidiary skil
approach to adopt in the teaching of reading - the holistic approach, as
advocated, for example, by Smith (1978) and Goodman (1972) which rejected
the teaching of "unrelated skills" and favoured reading as a language
process to be mastered in a rich reading environment; or the elements

approach, & structured skilils-based approach.

Some research evidence, for example Clark’'s (1974) +findings related to the
interest in literacy in the families of young fluent readers, and Wells &
Raban‘s (1979) finding of the. child’'s understanding of the functions of
literacy at -entry to schoal predicting future success 1in reading, lend
support to the holistic view that a rich reading environment with an
emphasis on shared story reading and meaningful print does promote 2 'set’

f{or success in early reading.

Similarly, Hoffman & Fillmer (1979) stress the importance of providing
children with the opportunity to inquire and discover concrete concepts

pefore the formal- teaching of reading is introduced.
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If, however, set for success is not achieved, and concepts are not
discovered, further delay in teaching would appear to constitute "a gross
disservice to the intelligent child making poor progress in béginning
,reading“‘ﬁlay (1972). Similariy, Malmguist (1976) states ."To fail to
observe that (this) esarly reading behaviour is blocked either by inadeguate

prior learning or by current confusion, and to omit to provide the required

complementary activities, must be poor teaching. . .".

The elements approach to the teaching of reading, however, with the
emphasis on training and practice of skills and subsidiary skills, reduces
reading to what appears to be a set of unrelated activities, which could
lead to confusion on the part of the child as to the nature and purpaose of
reading. Moreover, there is 1little research evidence to support the view
that skills training prograammes improve performance on reading {see Section
B2a on FPerceptual Factors), or that there is any transfer of learning to

reading.

More recent research appears to combine aspects of both the hulistic and
elements approaches which would seem to be acceptable in terms of proposals
made by Clay outlined previausly. For example, Evans & Carr (1983) stress
that early reading success depends on appropriate skills acquisition in the
beginning stages of learning to read: - "Reading, then, 1is a complex skill
that requires a certain amount of direct instruction and supervised
practice in order to establish minimum levels of competence in beginners .
. +. Therefore, carefuliy organised direct instruction would seem to be a
critical part of béginning reading activity, needed to provide 2 foundation

on which straéegically' effective knowledge-driven reading can later be



built™, Evans & Carr (1983) conclude: "Development of print-specific
skille endows a beginning reader with the resources to use knowledge and
inference flexibly rather than slavishly, making early cunéentratian on
print-specific skills a gateway - not an impediment - to effective

reading"”.

The above recommendations of Evans & Carr {1983) would appear to answer

n
—

Goodman”’ 1972) criticism of skilles teaching: that we have been teaching
reading as & set of skills to be 1lIearned rather than as a language process

to bg mastered.



SUMMARY

Since the concept of Readiness was assimilated by education, its relevance
and application to reading has undergone many revisions and reassessments
which continue at the present time. Haturational, intellectual,
environmental, motivational and conceptual factors have been considered to

be associated with Reading Readiness.

A major guestion underliying much research and educational practice has been
whether to delay reading instruction until an ‘optimum time' of Readiness,
or whether to intervene with pre-reading programmes aimed at facilitating
Readiness. This question has caused controversy and opposite schools of
thought, particularly in reference to the nature of the intervention and
the general approach to the teaching of reading: the holistic versus the
elements approach. However, these opposite approaches may possibly be
reconciled in one which emphasises the importance of both relevancy and
meaning and the need for skills development, particularly in relation te

print-specific skills.,

In recent times the Minimal Hental ARae theory, which was popularized in
some earlier studies, has lost favour due to tﬁe increased awareness of the
complexity af factors influencing Reading  Readiness. Some recent
researchers have suggested. that the intellectual factor is itself
compounded in other reading related factors, particularly where complex

groups of variables are involved. (Stanovich, 1984:.
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Thackray (1964) produced positive correlations between several measures of
Reading Readiness and measures of reading achievement, and similarly later
(1971), 1identifying auditufy and visual discrimination abilities as
correlating most highly with reading achievement. The Thackray Reading
Readiness Profiles (1974) were devised to measure those skills considered

to contribute most importantly to Reading Readiness,

However LClay {1971} sugge

L

ts a rontrasting definition of Reading Readiness
to that implied by Thackray. Clay regards it as a transition period from
non-reading to beginning to read, characterised by new expectations in the
child about the links between oral and printed language. Clay’'s emphasis
itz therefore on working with meaningful print and developing concepts about
print and print-specific skills, thereby appearing to combine the holistic

and elements approaches to the teaching of reading.

The recent shift in emphasi; in the Reading Readiness concept appears to
focus on cognitive developmental and related sociological factors in
reading acquisition. O0f particular importance is the child’'s concepts of
the nature and purpose of reading, after Vernon (1957), Vygotsky {(1962) and
Reid (1964}, and the child’'s concepts about print, after Clay (1972), where
& state of "cognitive clarity" and linguistic, awareness is required for
success in readinag, Downing {1971). These would seem' to be ihfluenced by
the nature and quality of the reading-instructional environment of both
home and schoaol. 0f particular relevance appears to be the «child’'s
“"academic readiness {for school", as determined by pre-schocl home-based
experisnces particularly of reading and writing activities, and reading

experiences during transition from pre-school to school.
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It would seem appropriate, therefore, in any study of possible predictive
factors in beginning reading to consider the recent shift 1in emphasis as
gutlined above and to assess both the relati?e importance of the child’s
concepts about reading and about print, and aspects of
reading-instructional environment of home and <&chool, as well as further
investigating those measures of Reading Readiness identified by Thackray

{1964) as correlating significantly with reading achievement.

A= in the opast, however, present studies of Reading Readiness and early
reading progress are faced with the problem of definition: an apparent
lack of an adequate defintion of vreading, which leaves researchers,
educaters and children in a state of ‘"cognitive confusion®. Hany
standardised tests, for example, present reading as a function of the
skills which the tests themselves measure. Such circularity of definition
would appear to be evasive at least, and harmful at most, perpetuating the

confusion.

In view of the apparent failure to agrée on definition, it would seem that
researchers are at present at liberty to adopt & definition of reading
which is most suitable to their experimental design, although the adoptied
definition may influence their findings. In view of recent research and
the shift in emphasis in the Reading Readiness concept, the definitions of
reading offered by Clay (1972} and Clark (1976} would seem most appropriate
at the present time; emphasising the communicative skills invaolved in
reading and the importance of the child’'s conceptualisations about print

and reading itself,



The debate surrounding the holistic and elements approaches to the teaching
of reading, which has présented a dilemma for many teachers of readinag,
appears to have developed recenily +towards recoagnising the value of
cembined aspects of both approaches: that 1is, the development of
print-specific skills within the meaningful print environment of the
‘language-experience classroon. It is to these areas, therefore, that
recsearch might profitably be addressed at the present time, in order to
contribute significantly to the ongoing reassessment of the concept of

Reading Readiness.



B. LITERATURE REVIEW

.« . a great deal of new Intformatior has becorwe
availatle abeout linguistics, children’'s ability fo
deal with Iamguage, perception, infand logic, and
how children learn., This means that we should need
to rethink reading theory at the present time”,

James Hemming (15671}

Subsesquentiv: “He énow relatively little as to
what bhasic cogritive skiils ernable children teo
identity large numbers of words., In addition, wue
have yet to identity the mest effective methods/
materials for teachers to use In promoeting these
skills”,

Juel & Roper/Schneider (1983)
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" FACTORS CONSIDERED RELEVAMWT TO READIMG READINESS AMD EARLY REALING

ABILITY



1. Reading Readiness and Early Readipng Ability

Factors possibly associated with early reading disability

Evaluations of the evidence +rom some early studies concerning the

advantages of delaying formal reading instruction, promoted sSome
researchers to caution against “"rushing the child into reading®. stroud

(193613 #cGraw (1936). Scme writers identified the too early introduction
to reading as one of the prime causes of reading disability, for ezample

Doll (1953} and Bond

oy

% Tinker (1%57) who wrote “Reading disability is
f{requently caused by starting a child in & standard reading program befare
he has acguired the readiness which will assure success in classroom
reading activities®, Bond % Tinker developed this further 1in ferms which

of the

Bw]

anticipated the more vrecent interpretations and understandin
concept of HReading Resadiness: "Due tec his lack of experience, verbal
tacility, intellectual or emotional maturity, or a combination of these, he
L

is unable to achieve enough of the learning to handle satisfactorily what

is coming next . . . such a child 1is likely to develop an attitude of

{
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1is view appears to reflect +the sentiments of Rousseau (17632) and goes
further than the later claims of Downing ({963) and Thackray (1964), that
children below the mental age of & can learn to read successfully if the
instructicn and materials are of an appropriate standard. Similarly, Bond
ysis appears to go further than Gates® (1949) suggestion

that "most (reading) difficulties, ranging from the least to the wmost

serigus, are due primarily to failure of the pupil to acquire techniguses

P
Q

that might have been given at the right time". Buch statements faill
recognise the importance of the child’s concepts and understanding of the
purposes and activity of reading, as well as the experiences and emotions

which the child brings to the reading situstion.

Other early studies focussed on the relationship between emotional factors
and reading progress, and while many researchers were in agreement that
emotional difficulties and symptoms of personality maladjustment were
frequently found in association with reading difficulties, they disagreed

as to whether the emotional problems were causes or effects of these

difficulties, for example Monroe (1535, 1946); FRobinson (1944} Young %
Gaier (1931); Schonell (1%61}.
However, the state of  “cognitive confusion", described by Vernon (1937)

when referring to the conditien of many beginner readers and children who

4=,

continue to fail in reading, could result in lack of motivation for reading
and, where this becomes a long term condition, in reading +failure. "The
reading disabled child . . . does not seem to understand why written

language is what it is" Vernon (1937). A clear definition of reading does

not appear to be supplied in tne above writings. The writer would propose,

..
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therefore, the following definition of reading at this stage, as suggested
by Clark (1976) that reading is the receptive phase of communication
between the writer and the reader; mareover, a&s the child becomes a
competent reader, the task of reading is one of ‘“predicting one‘s way
through print” successfully. This in turn would require clear
conceptualisations about print and skilful use of linguistic cues on the
part of the child. The role of researchers and educators would therefore
appear to be in identification and implementation of procedures to prevent

and redress reading disability.

Hart (1983) for example, suggests “neurological downshifting® as a possible
tause of difficulty in the wearly stages of reading acquisition, where
“downshifting” ie a process hy which "the child becomes frozen, unable to
think or communicate, resulting in an inability to talk or in guessing
randomly under threat of public failure". According to Hart the sudden
emphasis, experienced on entry to school, on individual words, the spacing
not corresponding to =speech, and word-by-word reading may resulft in the
child's esager interest 1inrn wmeaning being ‘“shunted aside in favour eof
enormously complex rules and mechanics, presented with adult logic that may
prove totally batfling®. Hart sugogests that "downshifting® results and

consequently learning is reduced.

-
<

The recoamendations made b Hart for classroom practice cencur with thes

-

of other writers above: "Once we regard initial reading instruction as
continuing the natural language development and highly successful opre
school learning, we can design and wuse a agreat variety of compatible

approaches and technigues that recognise these. . .. The aggressive
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teaching of (reading) skills will not produce the readers we want", Hart
{1983). This lends further support to the view of Goodman {(1972), that "We
have been teaching reading as a set of skills teo be learned rather than as
a language process to be mastered", and to Goodman's suggestion that
"upiversal literacy" will be achieved anly when =chools “"stop interferinag

with learners in the name of helping them".

Frevention of reading disability would therefore seem to depend on teaching
direcied towards 1increasing the ‘“cognitive clarity® and print-specific
gkille of the child within a language-experience learning environment.

-
!

ests of Reading Readiness and Fre-RKeading fActivities

fis a result of early research findings outlined previously in this section,
Reading Readiness testing became an essential part of beginning reading,
where, for the «children identified as not ready by thesg tests, reading
readiness programs were. introduced, e.g. Gates {(1937); Harrison (1939};

Hildreth % Griffiths (1%48); Harrison % Stroud (1936); G&chonell (1961},

The findings of Robinson and Hall (1942) later supported by Bremer (193%)

in America and Thackray (1964) in Britain, found Reading Readiness tests to

5
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correlate with reading success, Thackray producing a cerrelatien of .39,
and teacher 's rating scales to correlate with reading success at .62, the
criterion for "reading suggess" heing performance on the Southgate reading
test. fs a result Heading Readiness profiles, inventories and checklists

were widely introduced in schools, Betts - (1944 Gray (17936&): Harris

{19611; Schonell (196113 Downing % Thackray‘(l??E). teading Readiness

(2]
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teste became widely used, and were largely considered to be of diagnostic
value. The problem facing researchers in this area 1is that although much
ot the backaround researéh to and development of these tests wés carried
out in America, as described for example by O0llila and Nurss (1981), the
findings did not necessarily apply to British children; different cultural
and educational inftluences and practices might reduce the validity of such

Briticsh children.
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As Downing and Thackray (1971} point out, where Reading Readiness had been
concerned with fitting the child for reading, the emphasis became directed
at fitting the reading to the <child, where Reading FReadiness inventaories

Wwer

m

intended to determine diagnostically what kind of Readiness activities
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child needed to make further progress.

This would seem to reflect the dynamic view of Readiness as proposed by
Vygotsky (19463} as "a zone of potential develnpmentf bridaging the agap
between the child’'s current state of development and the next step forward.
However, the evidence conce%ning the effectiveness of special training in
pre-reading activities 1in order to promote Reading FReadiness has been
conflicting. ©Scott (1%47): GBradley (1936); Durrell & Hurphy (1533). fs
the majority of research 1in this area has been concerned with the
evaluation of training 1in perceptual abilities and related pre-rezding
activities, certain criticisms have been directsd at fraining children in
skille which are unrelated to reading for meaning, for example, Goaodman
(1972}y Clay (1972Z). There appears to be little evidence to suggest that
learning on skilis t}aining transfers to learning to read .in the simplistic

way which is often assumed in training programmes, but rather, the



relationship between the development of perceptual abilities and the
transition from pre-reading to reading appears to be & complex one, Ehri ¥
Wilee (1983). It would appear, therefore, that further research needs to be

undertaken in this area.

The Relationcship Between Reading Readiness Tests and Reading Froagress

In Thackray's own study (1%64) of the relationship between Reading
Readiness and reading progress, using the Harrison-5troud Reading Readiness
Frofiles and the ©Southgate Group FReading Test, a correlation of .89 was
obtained. In particular the visual and auditory discrimination tests
correlated most highly with later reading achievement, .50 and .33

respectively.

Further correlations between tests of HReading Readiness abilities and
reading achievement tests (the Schonell Graded Word Reading fest and the
Meale Analysis of Reading Ability) gave the wvisual and auditory
discrimination correlation of .43 and the intelligence and vocabulary
correlations of .34, the correlations for each being averaged. Thackray
(1971} suggests this supports the view that visual and auditory
discrimination are more important factors in Reading Readiness than are

3

mental ability and language development.

Thackray's Reéding Readiness FProfiles (1974) were the first original
British Reading HReadiness tests to be published. Whilst being diagnostic
in naturs, the Frofiles failed to make any new contribution to our

understanding of Reading Readiness, but rather appeared to be a simplistic
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departure from Thackray’'s earlier position, where other factors including
environmental, emotional, motivational and personality factors had been

considered.

Gibson and Levin (1975) cite various authorities who suggest that

=
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Reading Readiness tests are poor predictors of reading achievement, .Rosen
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{19661y Rosen and Ohnmacht {(1%6B1; Fick

This view appeared to be supported by findings of Calfes {(197Z) who
administered some of the tests in the Wisconsin Prereading 5S5kills Frogram
{Venezky, 1971; Chapman 1971) +to beginner readers in their first year of
reading instruction who were later tested with measures of reading
achievement at the wend of this first vyear. {The assumption behind the
Wisconsin program was that reading is not a single skill but a complex of
skills which can be divided into simpler component skills, a view which was
criticised by Goodman (1972) and Smith (197%), the distinction heing
fundamental to the Reading Readiness debate). In Calfee's study, multiple
regression analyses with several samples of children suggested the primary
importance of “phonetic segmentation and identification®, that is "the
ability to analyse a complex acoustic structure®. . Vocabulary was also high
in priority, thus lending some support to Tha;kray's profiies (1972},

However, Calfee points out that the importance of these fests far

1]

predicting learning to read should not be exaggerated, for even as multiple
predictors they accounted {for only 30% of the variance in reading

achievement in the first year of instruction.



It would therefore seem necessary to further investigate -other important
factors such as the child’'s conceptualisations of print and of the purposes
and activity of reading itself in order to successfully predict progress in

early reading.

Fiagetian measures and reading ability

[
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The study of Lunzer et al which relates Fizgetian measures,
particularly cperativity, to reading and wmathematical ability, produced
tindings relevant +to any reassessment of the Reading HReadiness concept,
particularly in terms of concept development. Lunzer's study also has
relevance to the present study as a number of other variables are common to
both studies: performance on auditory and visual tests (involving short
term memory in Lunzer’'s study); sacial «class, and conceptual learning.
fMereover, Lunzer et al were concerned with assessing the relative
predictive power of different variables, principally measures of
operativity and language, in predicting reading and mathematical progress.
The factor of operativity was superior to wmeasures of language 1in
predicting success in reading unrelated words for socio-economic groups 1
and 3, and comparable with language for socio-economic group 2. Measures
of operativity and language were found to have similar predictive value for
reading comprehension (.38 and .37 respectivelyl. "Operativity inveclves
transformations of reality by means of internalized actions that are
grouped into coherent, reversible systems (joining and separating, etc.}”
Fiaget % Inhelder (19464). The operativity measures used by Lunzer et al
included measures o©f conservation, of classification and of seriaticn,

‘which retlect various abilities in conceptualisation.
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The concept of reading in reading tests : MWord Recognition
Comprehension?
In relation to the discussion of Reading Readiness, the above findings of
Lunzer et al appear to vreinforce the need %or a clear operational
definition of reading relating to the concept of Reading Readiness, reading
zcquisiticon and sarly reading development.
in the context aof the Lunzer study, for example, 1if implications {faor
Reading Readinsss «could be drawn, would Reading Readiness be associated
with HReadiness for word recagnaition, or readiness for reading
tomprehension? fs Lunzer et al point out, the Heale Analysis of Reading
fbility features whole paragraphs and might he expected to "furnish a less
crude index of reading ability tharn the Schonell test which 1involves
reading unrelated words". However, the intercorrelations of these tests
were high, .9, and Lunzer ‘et al conclude "It seems <clear that, at this
level, the familiar word recognition test is as wvalid a measure of reading
skill as any. This is very probably.because in any text or test designed
for very young children, bqth sense and grammar must be kept simple . . ..
The correlation between sentence reading and word recognition is not
accidental but intrinsic". However, Steadman & Gipps (1984}, guesticn why
the apparent popularity of the Schonell test is maintained "when informed
opinion considers 1t to be sericusly out of date both in the wmodel of
reading which underlies it and in the available norms". GSimilarly, ‘“this
fune with todays reading goals which stress in particular’
(1574},

test is neot in
Goodacre

reading for meaning"”



The different aspects of reading which Word Recognition and Reading
Comprehension represent would, therefore, appear to feature strongly in the

Feading Readiness debate outlined so far.

The Concept of Eeading Age

tgadiness is intrinsic to
the vee of Reading Ages and reading test scores themselves, fs HMocely
{1977} suggests, with reference to children 1in their second school year,
“Most reading test scores reflecf gexperience rather than ability among 6
year olds, who tend to do well on an exercise which is related tﬁ their

reading scheme, and badly on one that isn't".

u

Similarly, Clay (1972), regards the concept of Reading Age as & barrier to
the eariy identification of reading problems. ficcording to Clay, the
" Reading Age Score does not describe the skiils the child has, or the skills
yet to be taught, but tends to force teachers to delay for several years.
Because tests involve test error, small differences in scores cannot, Clay
suggests, be considered significant, and only sizeable differences bétween,
reading Age and Chronoleogical Age can be reliable. "However, the child is
likely to be B:0, with 3 years of reading failure behind him before special
help is considered, and vyet oprobably classroom teachers have always

classified these children as bottom group readers". Clay (1972).
Clay suggests a further problem assaciated with the concept of Reading Age
is that teaching is often according to a particular prescribed or preferred

method, and evaluation of progress is often undertaken by use of an easily
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administered standardised test. Horeover, "when the test isolates a
failing child there is no ready means of transliating the test score into

the classroom practices of that teacher®.

It would appear, therefore, that accurate descriptions of the child's
reading behaviour would be opreferable indicators of reading progress than
the use of the child's "reading age", particularly as there is uncertainty
as to what reading tests actually measure. Feview pf wvarious tesiing
manuals and literature reveals little in the way of definitions of reading
underlying the various testing procedures, and as different reading tests
assess  various vreading-related skills, such as word recognition or
comprehension, tests can only be said to measure the performance of the
child on those specific test items of a particular reading test. Therefore
the concepts of reading ability and Reading Age derived +from the reading

test would appear to have gross limitations.

The Concept Of Reading Feadiness Reaffirmed

In their recent paper, Downing and Thackray (1982) respond to an "apparent
increasing distaste for the concept of Reading Readiness", and an ensuing
"impatience with the confusiaon, ambiguity and misrepresentation” that have

come to be associated with this term.

They cite Soguthgate’'s {(1%80) study of the readin
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of 7 to ¥ year old
children, and interpret the findings to indicate . that large numbers of the
children involved in +the study were “not ready" {for the books they were

reading. Downing and Thackray suggest that inability to cuﬁe with the
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reading task causes negative attitudes to reading, and whilst reaffirming
their support for the Reading Readiness concept, that "readiness is a fact
of life in skill development", a view supported amongst others by Cronbach
{1977} and Carnine (1974, 1980); they regard as "distorted" some of the
Reading Readiness ideas popularised in the 19460°'s- and still in evidence in

the 1980°'s, where skills and sub-skills are practiced in isaolation.

RFegarding a critical mentsl zge for beginning reading, Downing and Thackray
state, "Statements concerning the necessary mental age at which a pupil
can be entrusted to learn to read are essentially meaningless". Instead,
Downing and Thackray place a greater emphacsis on language awareness and the
development of & variety of linguistic concepts (word, sound, letter,
sentence) to benefit from reading instruction. Recognitien of this led to
the development of the Linguistic Awareness 1in Keading Readiness Test
(LARR), Downing, Ayers & Schaefer (19B83). What the child needs to know
will depend greatly on the npature of the tasks tc be wmet in the

z

instruction. This view supports Vygotsky's "zone of potential development®
theory, representing Reading Readiness as the dynamic process described
earlier. Implicit in +this is the teacher’'s knowledge of the ihportant
Reading Readiness sub-skille and the need for assessment of these soan

atter entry to scheool. Downing % Thackray (19BZ).

Moreover, as Durkin’'s studies (1964} confirmed that some children were
entering school alrsady. reading, there appeared to be a necessary
rethinking of the concept> of FReading FReadiness away from & product
resulting from maturation and basic sk}lls training towards a process

evolving as the child interacts with his/her enviraonment, as suggested for



example by Nurss (1979) dones (1981) and Morrow (1983).

More recent studies, therefore, tend to refiect a reassessment of the
Reading Readiness concept te include those aspects of early child
development which have been identified as important factors 1in early
reading progress: linguistic awareness and the child’'s conceptualisations

about print; cognitive development; factors relating to home, school and

boa

and
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well as pEFCEpLU
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the learning genvironment generallyg

discrimination abilities,

Moreover, while these factors may exert an important independent influence,
recent research would suggest that a more complex analysis, where
particular factors are considered in interaction with each other, would

perhaps be more appropriate.



SUMMARY

A review of the literature suaggests the complexity of the relationship
betwesn Reading Readiness and early reading ability, and moreover, that the

complexity may be increased by the use of some -educational procedures and

concepts. In order to further our understanding of the relationship
betwesn Reading Readiness and early reading ability, therefore,
reassecssment and clarification of these procsdures and concepts would seem

appropriate.

The concept of reading disability, and investigations of possible

c
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iated factors, has concerned many researchers and educationalists. It

o

s been suggested that reading disability in the early stzges is caused by

u

"rushing the child into reading” before he/she has acquired the necessary

th

"readiness"; the child cannot therefore “"handle satisfactorily what i
coming next®. Whilst recognising the importance for FReadiness of the
child’'s emotional and wmotivational .levels, and quality of pré-schuai
xperiences, the above suggestion would seem to strongly imply the
importance of appropriate teaching whereby the child 1is confident and

competent to handle satisfactorily what 1is coming next. That 1is, the

disabling condition of "cognitive confusion", the lack of understanding of
the nature and purpose of written language, should be transformed through
relevant teaching/learning experiences, focussing an clear

conceptualisations about print and skilful wuse of language cuss to
"tognitive clarity", whereby the child will be able tao predict through
print successfully. Similarly, the problem of ‘“downshifting", the

inability to think or communicate due to aggressive mechanical teaching,



should be aveoided by continuation of the successful pre-school learning via
compatible approaches (Hart, 1983) and techniques which foster increasing

linguistic awareness and conceptualisations about print.

Reading FReadiness testing and programmes were widely adopted as an
essential part of beginning reading. Whilst Reading FReadinese tests were
found to correlate positively with reading success in some cases, for

example Thackray (194847, who found tests of auditary and visual

discrimination to correlate most highly with later reading achievement as

-+

indicated by performance on the Southgate reading test, other authorities

suggest that FReading FReadiness tests are poor predictors of teading

achievement. (Rosen 19663 Pick 19703 Calfee 1972).

Hurenvef, the evidence concerning the effectiveness of HReadiness training
programmes csuggests that there is little transtfer of learning of
pre~reading skills, particularly perceptual skills, to reading. It would
therefore seem necessary to investigate othér tactors, such as the child's
conceptualisations about print, to successfully predict and facilitate

progress in early reading.

The different aspects and definitions of reading which wunderly various

reading tests often cbscure further the relationship between Reading

Readiness and r

1

ading ability, even though the intercorrelations of such
tests may be high, for ewample the Schonell Graded Word Reading Test (word

recognition) and the Meale Analysis of Reading Ability (comprehension).



Similarly the concept of Reading Age has been considered both limited and
misleading, where test scores and converted Reading Ages often reflect
experience rather than ability and where only sizeable differences between
Feading Age and Chronological Age may be reliable, thus delaying reading
recovery programmes. ﬁcturate deccriptions of° reading behaviour would
therefore seem to be preferable indicators of reading ability and progress.

The recent reassessment and reaffirmation of the Reading Readine
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s concept

toc be wmost directly associated with
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reading ability on the basis of recent research, in particular linguistic
awareness and the child’'s conceptualisations about print. Studiee of such
possible predictive factors in beginning reading should therefaore
contribute te our understanding of the complex relationship between Reading

Readiness and reading ability.



2 a. FPERCEFTUAL FACTORS : VISUAL AND AUDITORY DISCRIMINATION

“Perceptual learwing 15 fearming to extract the relevant
information from the marnitold available stipulation®.

Gibson and Levin, 197%



FERCEPTUAL FACTORS : VISHUAL AMD AUDITORY DISCRIHINATION

The Possible Relationships between Perceptual Factors and readinag

acguisition and progress

The study o+ perceptual factors possibly related to reading acquisition and
throughout the research in reading but with varied
emphases, through investigations of the nature of the relationship between
perceputal abilities and reading achiesvement, the effectiveness of
perceptual training programs to neurophysiological consideraticns  and the

etfect of regional variations of accent and dialect.

One problem faced by researchers in this field is that some earlier studies
involving correlations do not give cample size and/or statistical
significance of the correlations, and therefore it is not possible to judge

the strength'of the correlation.

Bond {1%93%9), FRussell ({1%94%, 1756) and Fendrick (1935) suggested a

=

correlation betwsen .5 and .6 between word operception tasks involving

194

~4

vieual and auditory discrimination and reading success. Scott ~and

Eradley {1955} suggested, from the results of long term studies, that

perceptual training programmes were found to enable children not considered

10

ready to read to subsequently achieve reading levels esqual to other

children who were reading earlier.



Other researchers suggested that visual and auditory discrimination
apilities were more important than mental age in reading success, with
auditory discrimination correlating most highly on the basis of research
evidence; burrell, Hurphy and Jenkins {1941} Harrington and Durrell

(193533 Thackray (1964, 1871).
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However, Micholson (1958); Olson (1%938) and Gawvel (1958}
21l readiness measures, knowlsdge ot lestter names, which invoives both
visual and auditory discrimination, provides the best prediction of success

in reading.

for

%3]

Thackray (1964) oproduced correlations with reading progress of . G.
auditory discrimination, .50 for visual discrimination and .47 for general
ability. Other studies tended to support Thackray's findings, for exzample
Jaffares and Cosen (1972}; Rasner (1973); FKemp (1973).

The Thackray HReading FReadiness Profiles, devised to measure the vyaoung
child's levels of ability of Auditory and VYisual Discrimination tasks and
his/her vocabulary and concept development, were shown to correlate with
reading achievemept scores obtained one vyear later, as shown in Table i

below, and are therefore considered to have predictive validity.
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ther researchers suggested that wvisual  and auditory discrimination
abilities were more important than mental age in reading success, with
auditory discrimination correlating most highly on the basis of research
evidence, Durrell, Hﬁrphy and Jenkins (1941} Harrington and Durrell

{1955)3 Thackray (1564, 1871).

However, Micholson (1958); Olson (1938) and Gavel {(1958) claimed

-t

hat of
all readiness measures, knowledge of letter names, which involves both

visual and auditory discrimination, provides the best prediction of success

Thackray (1964) produced correlations with reading progress of .33 for

auditory discrimination, .30 for visual discrimination and .47 for general
ability., Other studies tended to support Thackray's findings, for example

Jaffares and Cosen (1%972); Hosner (1973); EKemp (19735,

The Tihackray HReading FReadiness Profiles, devised to measure the vyoung
child s levels of ability of Auditory and Visual Discrimination tasks and
his/her vocabulary and concept develepment, were shown to correlate with
reading achievement scores obtained one year later, as shown in Table 1

below, and are therefore considered to have predictive validity.
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Table 1 : Range of Validity Coefficients faor the Thackray Reading Readiness

Profiles
Frotiles v Reading Achievement
(Southgate, Schonell and
Neale Tests used)
Profile 1 : Vocabulary 43 - .49
Profile Z : fAuditory .46 - .34
Discrimination
Profile 3 Vigual .48 - .58
Discriminatian
Thackray (1971} states: "Research has shown quite clearly that for

learning to read successfully the ability to make auditory discriminations
is of vital importance”. Similarly, "fgain research has shown that a
vital skill for learning to read successfully is that of making accurate

visual discriminations when comparing words and letters".

Thackray alsoc indicates that tests of visual discrimination wusing
" non-verbal material do ﬁot correlate as highly with later .reading
achievement as those tests which use letters or words. A positive
relationship between perceptual factors and reading progress therefore
appears to have been established. However, it would seem that further
research is necessary to determine whether other factors, for example the

child's conceptualisations -about print, correlate more highly with reading

- 48 -



progress. In addition, research would need to assess the relative role or

significance of perceptual factors if this was the case.

Perceptual Ability and Ferceptual Learning

The relationship between perceptual abilities and perceptual learning seems

gne which should be explored turther. Gibson and Levin {1973} suggest that

perceptual learning m

W
~z

be characterised as adaptive to the needs of the
learnery active in terms of searching for useful information; selective,
and as progressing towards improved differentiation. The learning 1is
thersefore purposive at =sach level. Ferceptual 1learning related to reading
would appear mainly to be concerned with distinctive features which are
relational and contrastive, and invariants or constant properties.
(Fesearch studies using letter shapes appear to suggest,'for example, that
straight-curved is the first contrast to be learned; the round letters
without intersection are separated off at +the second level, and curved
letters with intersection at the third, followed by diagonality. Gibson,

Shapero and Yomas (1968); Lehman (1%972)).

Distinctive features also serve to differentiate words. Meltzer and Herse

%), tfar example, +found that beginner readers in their study did not
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gensrally perceive the boundaries of written words as such. Gibson and

o
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Lavin suggest that the . invariant ‘properties of speech and writing

themselves learned through performance; the «child’'s own attempts

-+

contribute

(=]

reatly to learning the critical distinguishing features.
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e studies of aspects of perceptual learning would appear to link
perceptual discrimination abilities and . concepts about print. Lavine

(17

.t

Z) for example, found that 3 year olds could not distinguish between
graphic displays depicting objects and those containing letters, whether or

not they were able to name the letter or read the word. Calfee, Chapman

and Venezky (1%70), found that word-matching and matching letter strings
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readers, whilst Lehman’'s study (1972), pointed

-+

to the importance o ignoring irrelevant information, and attenticn to

task-relevant information.

The above research findings suggest, therefore, the need for further
research into the possible relationships between perceptual ability,
perceptual learning and learning to read, particularly in the context of

the young child’'s acquisition of concepts about print.

The transfer of perceptual ability to learning for readinag

Rosen and Ohnmacht (1968) were concerned to identify the stage at which
perceptual abilitiess transfer into learning relevant for reading well.
Starting from the premise that reading ability can be conceptualised as an
hierarchically organised set of skills, Rosen and Ohnmacht obtained results
which suggested the existence of four congruent %actufs; these being
general reading achievement, perceptual readiness, figure groun& percepticn
and specific reaainess. However, the {findings are limited; no tests of
the statistical significance of coefficients of factor congruence being
avatrlable, cut-off mafgins were applied. The relevant questiaon raised by

Rosen and Ohmacht would appear to be what perceptual factors transfer at



various points in the sequence of events leading to learning to read

well.

The answer would appear crucial to our understanding of Reading Readiness

and reading progress, and may possibly be revealed in an analysis of the

development of the young beqinner reader’'s conceptualisations about print.

fuditory and visual short-term memery measures as nredictor  measurecs of

reading

In a study of the effectiveness of measures of operativity, lanquage and
short-term memory in the prediction of reading and mathematical
understanding, Lunzer, Dolan and Wilkinson (1974}, made use of auditory and
visual stimuli in the short term memory test items and found that when the
criterion was comprehension on the HNeale test of reading, the strongest
predictors were ‘Short term memory visual® and ‘story recall” (.43}, and,
moreover, ‘shart term memory visual ' proved to be the third best predictor

for word recognition using the Schonell test.

Lunzer, Dolan and Wilkinson state, "“The findings relating to STH
{short-term memory) are striking. The auditory and the visual tests
differed only 1in mode of presentation and response; both reguired
sequential reproduction. Yet while the aﬁditory 5TH measures made no

independent contribution to the prediction of performance on any af the
criteria, the contribution of the visual nmeasures prove highly significant
in predicting reading”. "§TH (visual) contributes significantly to the

prediction, and its omission brings about a reduction of R {multiple



correlation coefficient) to .&801. Conservation and STH (auditory)
contribute not at all". Lunzer et al conclude that their findings support
the view that "significant proaress in learning to read depends on the
ability to discriminate bétween different sequential orderings cf visual
symbols and to retain a memory image of such séﬁuences . . .« Cconversely,

deviation in the ability to retain a sequence of auditory symbols per se is

not critical for reading".

The study of Lunzer, ©Dolan and MWilkipnson (1975} would therefore appear
highly relevant to the present study in terms of including and assessing
auditory and visual measures as predictor measures of reading, and, by
using multiple regression analysis, ‘“computing the best prediction of
reading using all of the predictors and then testing the effect of omitting
one or more variables from the predictor set", that is, 1in assessing the
role of perceptual factors within the context of a number of other possible

predictor variables.

Wepman = modalitv concept of learning, and test of Auditory Discrimination

Wepman (1968), gquotes James' view of intellectual development in terms of
substituting a conceptual order for the perceptual order in presenting his
modality concept of learning: that an apparent predilection for one
sensory input channel over the others seems to exist, "in keeping with the
coencept first suggested by Charcot, as reported by Freud (1953), that each
person has a particular modality of choice in learning, a typology of
‘zudile, ‘visile’ and “tactile’ 1learners". Wepman further suggests that

the observed differential modality distinction appéars to be related more



closely to the innate capacity of the child than to any determinable
environmental factor, and further that generally "the two major modalities,
tauditory and visuall, seemed to reach a stage of equilization of function

by age nine".

[s &}

ateman 11967) produced results which suggested that the auditory method of
reading instruction was superior fto the visual wmethed for both reading and
spelling, wusing an analysis of var:iance technique (F = 146,28, idf, p<.0l}
and that the auditory subjects were significantly superior to the visual
subjects on reading achievement measures (F = 9.28, idf, p<.01). Bateman
suggesfs that the research evidence above supports the view that reading is
bacically a sound symbol association process and should perhaps be taught
to all children as such, and moreover, that the auditory method appears to

be superior, regardless of the child’'s oun pattern of learning.

The Wepman Test of Auditory Discrimination (1938 revised 1973) was devised
as a2 method of “determining a child's ability to recognise the fine
difterences that exist between the phonemes used in English speech . . ..
The task presented to the child is a simple one. It measures only the

ability to hear accurately".

Criticisms of tests of auditory discrimination have been made, for example
Hardy {1973) referring to children who have completed their first year of
schooling ". . . it appears that the children experience very few phoneme
discrimination difficulties, at the level of the individual phoneme. This

suggests that . . . factors other than auditory discrimination ability are

being measured and exaggerated estimates of auditory discrimination



difficulty are being made”. Similarly Blank {(1%68) suggests: "h variety
of complex processes are involved in what appears to be simple perceptual
discrimination”. From her study of fluent readers, Clark (1576} proposes
that their success on the taskAof discrimination of like =ounding words

should be viewed 1in a context of language developaent rather than as an

indication of developed auditory discrimination per se. Clark concludes:
"It can no more be said that good auditory discrimipation is the cause of
their success in learning to read than that their auditory discrimination

can be explained away as resulfing from their reading skill. It 1is yet
further evidence of the awareness of these children who are fluent readers

af the dedcriminations which are of significance in the language context in

which they are rapidly developing such fluency".

The relationship between reading progress and auditory discrimination
ability, particularly as defined by tests of such, appears therefore to be
a caomplex one which requires further investigation, particularly 1in
reference ta other factors which may be significant in early reading

acquisition and reading progress.

Tests of visual discrimination and visual perception

Tests of wvisual discrimination and visual perception, such as that of
Paniels and Diack, and thevﬂarianne Frostig Developmental Test of Visual
Ferception (1%64) were devised to isolate and evaluate visual perceptual
abilities thought to be 1involvad in the process of recognising and

discriminating stimuli. Subsequently training or remediation programmes

could be appropriately applied, with the intention of correcting
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“developmental imbalance" by using teaching methods to improve the most

deficient abilities.

Frostig (1%64) suggests that while deficiis in visual perception are rarely
the only cause of reading failure, they seem liéely to be one of the most
important contributing factors. Graubard (1946) found for example, that
deticits in the viswal-motor channel occurred more freguently than deficits
in the auditory channely and Weintraub {1967) found that visuwal perceptual

deficits had more bearing than auditory perceptual deficits on difficulties

in reading up to the third year of formal reading instruction.

Ferceptual skills training programmes

Research in the area of perceptual factors relating to reading has
frequently focussed on assessing the success of perceptual skills training
programmes on reading progress; whether training 1in perceptual skills

could positively affect réading achievement,

Early research +findings tended to be inconclusive, Lineham (1938} and
Durell and Hurphy (19533), suggested that training in the skills af visual
and audifory discrimination improved reading achievement. Whilst Scott
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11947) and Eradley (193 wuggested that the «child’'s development of
%eadiness cauldk he‘accelerated by perceptual training, Benda (1%54) and
Hymes (1938) produced results which suggested the opposite. Taylor (1%30)
nowever, had concluded on the basis pf research evidence that HReading

Readiness could be affected by training and is not solely dependent aon

maturation,

!
w
w

i



Thackray evaluated the evidence and suggested that the extent to which the
perceptual abilities may be developed through training had bBbeen
underestimated. However, Thackray (i971) cﬁncluded that “reading as z
meaningful task requires more than competency -in .perceptual abilities".
Later studies of perceptual training prugramhes tended to suggest that a
training programme groduced improved scores on related tests and sometimes
produced improved FReading Hesdiness scores. Bailey (1%79) +for example,
found that although the training programme significantly improved the
per%urmante of the experiﬁental group over the cuntrul‘gruups on a total

auditory perceptual test, there was no corresponding improvement in

reading, on word recognition or comprehension tests.

Other studies appear to indicate that perceptual and perceptual-motor
practice that does not wutilize verbal symbols is of doubtful value for

reading,

o
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Harris (19764}, Harris suggests that if such research
findings were widely known the effect on primary school practice in reading

would be substantial.

The research evidence regarding perceptual training programmes and their
effect on reading achisvement appears to suggest that whilst the child may

become
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the perceptual skill itsel+s, contribution to

reading progress 1s insignificant in most cases.

This would seem to. hiaghiight the relevance of invecstigating the
relationship between perceptual factors and perceptual learning, and fo

support both the concern of FRosen and Ohmacht to identify the stage at



which perceptual abilities transfer into learning relevant for successful
reading, and the concern expressed by Goodman (1972) and Clay (1971) that
reading be taught as a meaningful process and not as a set of apparently

unrelated skills.

The development of listening skills

The relationship betwen listening skills and readi
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littie understood, far while improvement in some listening skills wmay
improve some reading skills, there may be areas of reading and listening
which are probably not closely related. However, Way (1973) emphasises the
importance of teaching listening skills: "Listening, or the ability to
listen discriminately, is one of the most important communicative skills".
This would appear to be supported by the later findings of Wells (198Z) and
Jones (1984) reported in Section B2 on the value of reading stery to

children in the development of “"symbolic skills",

Listening, as a communicative skill could therefore be regarded as a more
complex activity than that of making perceptual discriminations, althuugh,'
as previousiy indicated, the latter is less simplistic than often assumed.
It would therefore seem appropriate to monitor the child’'s ability and
skiils in-listening to story a= an indication of the possiblie development

ot symbolic skills.



The possibie effects of accent and dialect an discrimination abilities

frudgill {(1975) has indicated the possible effects of accent and dialect on
auditory discrimination ability, and to a lesser extent on visual
discrimination ability, through differences in pronunciation, and through

grammatical wvariations. as well as differences in vocabulary and/ar

pronunciation.

Trudgill asscciates these factors with the documented “underachievement of
the working class chiid", through "a conflict between the language of the
teachers and the schoal on the one hand and the language of many children

on the other® producing negative attitudes to reading.

f possible interaction of neurchiclogical and environmental factors
associated with reading achievement has also been proposed: Eenton (19735,
1978, 1982); Buane {1983); leading to a suggestion that "there may be
physical and physiological reactions in the brain to the environment® Duane

{1983).

It would seem  appropriate, therefore, to consider the possibility of
effects of such +factors on the discrimination abilities of the vyoung

beginner reader, and their influence on reading progress.
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ihe possible shift from visual cue processing to phonetic cue processing in

early reading

The research wevidence outlined so far in this section would appear to
suggest the complexity of the relationship between perceptual factors and
reading acquisition, and to lead to the crucial guestion for
educationalists, as posed by Rosen and Ohmacht (1948) regarding when and

how these perceptual abilities transfer to learning. Recent research by

Enri and Wilce {19835) outlined below, attempts to address this questian.

Following Mason's (19B7) leongitudinal study to follow prereaders into
reading, observations of which suggested I hierarchical stages to reflect
the different pracésses being used to identify written words: context
dependency {(least maturei, visual recognition and leter-sound analysis,
(most mature, enabling the accurate decoding of wunfamiliar printed words)
Ehri and Wilce {1983} suggest, on the basis of experimental evidence, that
when children move into reading they shift from visual cue processing of
words to phonetic cue processing. This, Ehri and Wilce suggest, entails
recognising and remembering associations between letters in spellings and
sounds in pronunciations. This learning mechanism might possibly explain
how children first become able to read single werds reliablyQ The proposal
by Ehri and Wilce (1985) places further emphasis on the importance ot the
child’'s conceptualisation of the relationship of speech and writing, and of

both as  meaningful forms of communication, thersby linking perceptual
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f ors With concepts about print. The study by Ehri and Wilce {198

therefore seems to make an important contribution te our understanding of
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SUMMARY

A review of research into the role of perceptual factors in FReading

Readiness and reading pregress illustrates the complexity and diversity of

these factors and the cowmplexity of their relationship with reading
achievement. Research evidence suggests that teachers should make more
precise observations of +the child’'s perceptual abilities in order to

tacilitate sugcess in learning to  read. However, whilst a opositive

relationship between perceptual factors and reading progress appears to

have been established 1in earlier studies, for example Thackray (1944,
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it would seem more profitablie to analyse the relative role of
perceptual factors in conjueatkion with other factors considered relevant to
success in early vreading, for example print-specific skills and concepts

about print.

Studies of the relationship between perceptual ébilities and perceptual
learning would appear fo be highly relevant to a reassessment of the
Reading Readiness concept, particularly the suggestion by Gibson and Levin
{1973) that perceptual learning may be characterised as adaptive teo the
needs of the learner, learning being purposive at each level. In the
cantext of learning to read, tﬁe child's concept of the purpeose and
relevance of the perceptual learningvtask would appear to be relevant. The
stage at which perceptual abilities transfer into learning for successtful
reading may therefore be within the development of the beginner reader’s

conceptualisations about print.



Whilst some research evidence supports the modality concept of learninag,

for example Wepman (1968); Bateman (19671, and Bateman's (1967)

[}

uggestion
that the auditory method of reading instruction is superior to the visual
method the relationship netween reading progress and auditory
discrimination ability, particularly as measured. by tests, appears to be

complex and little understood. Hereover, some tests of perceptual

discrimination abilities, dfor example the Wepman Test gf fAuditary

Discrimination, have been criticised for their simplistic view of what

might be a variety of complex processes involved in the testing task.

Research evidence regarding the effectiveness of perceptual skills training

ui

programmes suggests that these wmay improve scores on related tasks but
often fail to effect reading achievement. This would seem to support the
case for further investigations into the relationship between perceptual
tfactors and perceptual learning relevant for successful reading, and calls

for a reassessment of pre-reading and early reading activities in favour of

perceptual learning in reference to print-cspecific skilles,

Recent research has suggested the importance of develeping the child’'s
listening skills, where listening is regarded as active and communicative;

through listening to story symbolic skilils may be developed. This further

w

directs percepiual learning towards print-specific activities and concepts.
The possible effects of accent and dialect on discrimination abilities have
been investigated by Trudgill {(197Z%) suaggesting that such factore should be
considered both during the early stages of learning to read and throughout

the subsequent stages of reading development.



The research findings of Ehri and Wilce (1985) suggest that transfer fronm
pre-reading into reading 1is characterised by a shift from visual cue
preocessing to phonetic cue processing, by which the child possibly learns
to read single words successfully. This study would seem to contribute
significantly to the field, linking perceptual le;rning with concepts about

print through focussing on  the relationship of <speech and writing as

communication systems.

The relationship between perceptusl factors and both Reading Readiness and
reading progress appears, therefore, to be complex. The case is presented
for further research into these possible relationships, particularly in the

context . of the young child’'s acquisition of concepts about print,
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2b. THE INTELLECTUARL FACTOR

“The intellectual Iife of man conrsisis a

In his substitution of a cenceptual order T
perceptual order In which his experience or
comes”,
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Hilli ames
{Essays in Radical Empirecismi



The relationship between Intelligence and Reading Ability

The intellectual factor received much attentien in the early studies of
Reading Readiness, particularly as it gave rise to the minimum mental age

controversy. Early research findinags indicated slight positive

il

correlatione rarely exceeding .2 and not statistically =significant, Gates
(1924); fdlson  (1740); Schonell (194819, General intelligence could be
viewed as a sampling of many different abilities variousiy related to
learning to read. Vernon, WO (1937}, defined intelligence as "reasoning
ability", and suggested that reading involves a particular type of
reasoning process termed Ycognitive clarity"”, Failure to develaop
adequately this specific reasoning process resulted in ‘"cognitive
confusion”, which Vernon attributed to be the chief symptom of reading

retardation in older children and to describe the normal state of the young

beqinner reader, regarding understanding of literary functions.

Vernon FG {1941} suggested that together with the general factor of
intelligence, g, the maior group tactor ‘Vied’ (the
verbal-numerical-educational factor) is of greatest importance in

determining reading ability.

The relationship between intelligence and reading ability was hypothesised,
as qeneral intelligence implies the ability to 1learn and to apply

knowledge, and reading is a thinking process which invelves learning.



Thackray (1971) states that the correlations of genera intelligence and
readiqg achievement in the wearly studies were found to range from .33 to
.70, with an average of .6, but Thackray does not reveal the sogurce of this
information. His own investigation in 1964 produced a correlation of .47,

lower than for both auditory and visual discrimination abilities.

Durell (1933) and Inglis (1949} stated that common elements existing in
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nd reading tests must be recognised in any interpretation o
results. However, many early investigatore claimed mental ability as the
meost important single factor in  determining reading progress, McLaughlin

{1928} Raybold (1929}, Tinker {(1932); Hayes {1933}); a claim to be

supported later by Malmguist (1974).

This seemed to suggest that a basic requirement for beginning reading
should be a specific mental age, and that reading instruction should be
pdstponed until this mental age was reached. This view of FHeading
Readiness remained influential among researchers for some time and wWas
crystallised in the study by Morphett and Washburne (1931) who reported * .
. . the children who had 2 mental age of six years and six months made far
better prGQEEES than did the less mature children and practically as

satisfactory progress as did the children of a higher mental zge", and

[=9

concluded that reading instruction be postponed until a mental age of six

(=N

years s

¥ mantha was reached. Various mental ages of six, and seven yesars
were also advocated: Bigelow (1934} Witty and Kopel {1936} Dean
(193%). Sates (1937) however, found that the correlation bhetween mental
age and reading progress was highest in classes with the best instruction,

r = .&2, and concluded “The magnitude of the correlation seems ta vary

directly with the effectiveness of the provision for individual differencss



in the classroom".

Intelligence and Young Fluent Readers

Werk by HMargaret Clark (1976} with young fluent readers serves to widen the

discussion of the relationship between intelligence and reading ability,

not oniy in view o©f the

H

ssearch evidence but alse in terms of the

n

methodological considerations which must be faced by researchers in this
field, particularly relating to choice of intelligence testing procedures

and materials.

Clark found that of a group of children who were already able to read when
they started school, most were found to be of -above average intelligence
and on the Stanford Binet Intelligence Test most scored at a level at least

two years in advance of their actual age.

As Clark points gut, however, interpretation of such results must be

cautious: ‘“inmtelligence tests are being guestioned as measures of innate

m

ability and the extent to which they are a combination of innate potential
and environmental enrichment must be considered". Ciark reports that in
some pre-school studies the Stanford Binet Intelligence Test has been used

to measure the effectiveness ot the programme.

fther studies have indicated the variability of I8 <scores under different
testing situations and conditions, for example Hunt (1961}; iigler and

Butterfield { 19468}y Cazden (1%970}3 Stanley {1973).

o~



€lark points out the limitations of different measures of intelligence.
For example, when wusing the Stanford Binet Intelligence Test, it |is
difficult tp make other than global comparisons, whereas the Wechler
Intelligence Scale for Children has separate verbal and performance scales,
thus praviding verbal/performance discrepancies. and sub-test profiles in
addition to the Full GScale Intelligence Guotient, az does the downward
gxtension of the WISC, namely the Wechsler Fre-School ang Frimary Scale of
Intelligence WFFS1, covering the age range four te siv and a half years,
which Clark used in her (G700 study. However, Clark suggesis weaknesses

W

hemselves “. . . there is a weak link around

-

grist in tine YWechler Tests

gix to seven vyears of &age, which in Britain is often a crucial age for

Clark’s findings inm the study of {fluent readers, suggested that the
tendency was for verbal I8 to be higher, whereas in her study of poor
readers (1%70) the 'tendency was for performance I8 to be higher. Clark
suggests that it would be mistaken to use high level of intelligence as the
explanation for early fiuentA reading, and that a wmore profitable approach
might be to consider the environmental characteristics, which, . interacting
with potential skiils have assisted "prococicus development”. Clark states
in reference to young fluent readers: "1t seems more appropriate in the
light of recent researches in this area . . . +to consider their early
reading as one offshoot of their develeoping language skill, It is, in
short, one of the ways 1in which these children extend their experiences".

This view would appear to reflect the recent research trends to stud
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linguistic awareness and concepts of reading of the young beginner rea
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ag discussed in Section B2, and to be a departure from the earl
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ion of a causal relationship between mental ability and reading

pragress, as outlined avbove.

Inherent problems in standardised testing of intelligence
Furthermore, & recent study by Yule and fRigley (1982} en predicting future
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who were

subssquently tested on group and individusl reading teste at ages seven and
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approximately .6 were obtained with group tesis of

reading, out  ponly low rcorrelations were found in the sub-sample tested
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individually on th These findinge relating to intelligence
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itherefore tend Lo be inconc

Detterman {(1582) like Durrell and Inglis before him, suggests that higher
order constructs like general intelligence inevitably result when complex
svetems involving many interrelated components are studied, and are of

littie help in explaining the processes invelved.

Similarly, Stamovich et al (1934) in a study of intelligence cognitive

skills and early res
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rogress, found that the hypothesis that reading

is strongly related to general intelligence once differences 1in decoding
anility have been accounted for was not supported. However, the
interrelationships between the wvarious sub-skills of reading and

intelligence increased with age, probably due to ‘“mutual facilitation®,

that ig "any intelligence-achievement correlation is probably characterizesd



by reciprocal causation”. Stanovich et al {1984) conclude "It appears that
our understanding of early reading progress will not be enhanced by
substituting notions of general intelligence +for a process analysis of

individual differences in reading ability".

The Goodenough-Harris Drawing Test

“The Goodenough-Harris Drawing Test (1963} does not yield a =core that is

identical with the I8 derived from a well-administered intelligence test®,

zlthough the correlation between an individual intelligence test resuli and

il

fie Drawing Test score is said to be guite substantial for children betwesn

-

h

in

ages of five and ten, Harris (1763). The drawing test provides a
measure of intellectual maturity, and may supply evidence of severe

intellectual and conceptual retardation.

The content of the Drawing Test is different from the usual intelligence
test, as the child's drawing reflects his/her concepts which grow with
his/her mental level, experience and knowledge {rather than indicating
"patterns of ability" as derived from discrepancies between test scores on

the usual intelligence testsi).

Such a measure of the intellectual factor or general intellectusl ability
would seem appropriate in a study of Reading Readiness and early reading

progress.



SUMMARY

The intellectual facter has featured predominantly in many studies of
Reading Readiness and progress in reading, from early studies where slight
positive correlations were found, through resear;h related to the minimuwm
mental age controversy where & causal relationship was thought to exist
between wmental ability and reading achievement, to more recent studies
which tend te support the "reciprdcal-causaticon" theory as suggested, for
wample, by Stanovich (1984} in which intelligence~achievement correlations

are probably mutually facilitated.

Verncn's (19571 definition of intelligence as "reasoning ability" underiied
the ‘cognitive clarity’ and ‘cognitive confusion’ concepts, used to
describe the nature of beginner reader’'s knowledge and understanding of the
tfunctions of reading and writing; concepts which have contributed
significantly to our understanding of Reading Readiness and progress in

early reading.

Thackray (1%44) obtained a correlation wvalue of .47 between general

intelligence and reading achievement; however, the correlation would seem

to depend on the type and level of reading instruction and on  the
gtfectiveness of provision within the classroom, as well as depending cn

the assessment measures themselves. VWariability of intelligence scores has
been well documented, and must be considered in  any research study of this

factor.
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The use of high levels of intelligence to explain success in reading has
been described as mistaken by Clark (1976} who has indicated weaknesses in
some inteliigence tests themselves. It would appear more appropriate to

investigate the environmental characteristice which assist success in

learning to read, particularly in the likelihood that the factor of general

intelligence is present whenever a group of higher-order complex variables

re b

w
<)

ing considered.

Findings relating to the intellectual factor would appear, therefore, to be

incenclusive as a result of limited understanding of the involvement of
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ligence in complex processes, such as conceptual and perceptual
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n es, interrelationships have been found to

increase with age (Stanovich, 19B84).
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3. PDPULATION VARIABLES CONSIDERED TO INFLUENCE READING READINESS AND

EARLY READING ABILITY




THE LEARNING ENVIRONMENT : THE HOME, THE SCHOOL AND WIDER

CONSIDERATIONS

- 74 -



Social Class and related sociological factors

The influence of Social  Class on reading attainment has been well

documented.

Where some early researchers investigated home-background in terms of
economic rather than cultural levels, only <slight and =ven negligible

relationships were {ound: finderson  and kKelly (1531} Ladd 1(1933);

Wore recent research findings concerning the relationship between social

class and success in reading e.g. Durkin (1966} Smi

i

h {1973), and social
class and language, e.g. BHernstein {1973); Downing, 01lila and Oliver

(1977), however, suggest that this wvariable should be considered in-any

study of reading ability.

& shift in the concept of "Social Class®

Where as in much early research fathers occupation has been regarded as the
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actor in determinina Social Class, according to the Registrar

Gener

o

1's social groupings, more recent studiss have indicated the
importance of other related sociclogical factors which may ar may not be

directly attributable to S5cocial Class, but which may significantly ect
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the social environment of the child. Such fa influence the
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child’'s understanding of the activities of reading and writing, and
his/herreadiness for reading, e.g. level of iiterary in the home, Clark

{197a833 length of time spent in full-time education and involvement in
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further education of the parents and family size and position of the child
in the family. Flowden (1967); Bullock (1975); Wells and Raban (1979);

Ingham (1981).

The reading instructional envircnment of the child

It wouid therefore seem appropriate to associate Rsading FReadiness and
pregress in reading with the "reading instructional environment" of the

child, namely the learning environments of home and school.

Considering research studies by Durkin (1967) which indicated that some
children were entering school already reading, & fact not identified by the
readiness tests, Hurss (1%79), advocates a rethinking of the concept of
readiness away from a product resulting from maturation towards "a process

evolving as children interact with their environments”.

Wanat (1976), suggests that readiness programs ought to be concerned with
modifying the learning environment, not just +the learner, and that the
focus of the concept of readiness and pre-reading skills assessment has

changed to "the reading instructional environment", which involves home and

=]

school. It would therefore seem appropriate to obtain some measure of the

relative influences of home and school on early reading success.



Conflicting evidence regarding relationship between

r

gnceptual development

and socio-economic backqround

Dcwning; Jllila and Oliver (1977)  hypothesiced that conceptual development
is greater among higher socio-economic children and that it is correlated
with perceptual weasures af reading readiness. High, middie and low
sgcio-econemic groups wWere used. Their findings suggestsd that the

children in the high
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ociop-economic schoole scored significan
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than children from the other shcools on cognitive tests on initial testing

{(October}), but no

m

ignificant differences were found =among the
sgcio-economic groupings on  two of the three cognitive tests carried out
seven months later. Therefore the advantage of superiority in ipitial test
performance of children from high socio-economic schools was not maintained

over time and did not predict future levels of attainment.

However, Lunzer, Dolan and Wilkinson (1976) found significant differences
in scores according to socio-sconomic groupings, where these groupings were
arrived at in terms of privileged school catchment areas {(socio-economic
group 1), underprivileged areas f{group 3) and an intermediate group {group
2) on measures of conservation, operativity and language. The hignest

socig-economic group children achieved superior means on all these

ing styles of the differsnt

i+

predictor measures. Whils

-

differences in teac
schools may be more influential than actual socio-economic groupings in the
apove studies it would seem appropriate to further investigate the
differences in performance on reading and reading related tasks of children

from different catchment areas.



gnalvsis of Catchment frea

Wells and Raban (1979) also rated schools in terms of catchment areas by
obtaining information on the nature of home ownership or otherwise, on the
types of occupaticns of the wmaiority of fathers of the chiLﬁreﬁ attending
the schocl, and on the mobility of families in and out of the area. They

report "As has been found in previous studies, theres was a low but
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carrelation befween catchment area and attainment in reading®.

-

£,232 (p<0,05). Local Education Authority Social Friority Ratings were

-
n

also obtained for the schools, these ratings being reportedly based in this
instance on housing amenities in the catchment area, percentage of free

school meals, and percentage ot ©Group 1l socic-economic group occupation

n

calculated in 1973. The use ot catchment

w

{(Registrar General s grouping’
area as a broad classification of learning environment would therefore sezm

appropriate.

The importance of the level af literacy in the home and the c¢child’'s

knowledge about literacy an entry fo school

Wells and HRaban 1{1%7%) collected additional information relating to

characteristics of the home judged to be relevant to the task of learning
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s of interviews with the parents, and also relating to

characteristices of the school, by means of interviews with the Head and
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chers. The findings of MWells and Raban suggested that, of all
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ors considered from home and school, level of attainment in literacy at

7

7 was most powerfully predicted by the child's academic readiness for
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school, and specifically by his/her knowledge about the activities of



reading and writing. Moreover, "differencec between schools and classrooms
in their provision, patterns of organisatien- and quality of teaching,
although not unimportént, fzil significantly to change +the relative level
of attainment that is predicted by individual differences between childreﬁ
in their knowledge about literacy on entry to school®. These differances

getween children were found to be predicted by the guality of parent-child

vertal interaction and parentzl interest in literacy in the are-school
vazrs. In a study by Hoon and Wells (1975}, whilet attalnment in reading

at zge 7 was found to be strongly predicted by knowledge of literacy on

entry to schoecl, and this in fturn te be predicted by parental interest i

e}

literacy and quality of verbal interaction with the «child during the

pre-school years (.79 Reading Accuracy: HNeale; .78 Reading Comprehension:

Nealej .70 Carver, p = 0.1}, the «child's own pre-school interest

[
pm}

literacy was not found +to be strengly associated with later success in
reading. (The correlations with the child's interest interview scaore being
as follows: Heading Accuracy .2B, Reading Comprehension .24, Carver .38;
non-significant at .05 level). floan and Wells conclude that the evidence
indicates that parental practices are even more important in accounting for
children’'s progress in reading during their first two vyears in school.
These start with the gquality of verbal interaction between the mother and

the child and the parents’ interest in and promotion of acitivities

m

connected with literacy befores the child enters school. By the time th
thild starts school he is knowledgeable about books and reading and this
becomes predictive of later success with reading. During the first two
years at school, parental provisicn of resources for the development of

literacy continues to contribute to his success".



These studies therefore indicate the crucial role of parents during the
pre-school and early school years in determining the child's future success
in reading.

1

he effects of cspcial disadvantage on reading progress

Wedge and Frosser (1973) defined <social disadvantage in terms of family
composition plus low income plus poor  housing. Tests in reading at age

eleven showed the disadvantaged child, as defineﬁ above, to be on average
3% vyears behind non-disadvantaged children in their reading scores.
However, no single factor chowed differences among the disadvantaged
children and not among the non-disadvantaged, therefore being disadvantaged

daoes not of iteelf explain why children do less well". Whilst current

statistics of "sopcially disadvantaged" children are at present

s

unobtainable, it would seem likely that the incidence of socia
disadvantage would merit further consideration in terms of 1its possible
effect on reading progress. Ressarch is required, therefore, to identify
where possikle particular factors associated with social disadvantage which
may cause reading disability, and, similarly, to investigate whether

{

correiates exist for the non-disadvantaged reading-disabled child.

Sociciogical anid sociopsychelengical factors and success in reading

2

H. M. Clark’s study of Young Fluent Readers (1974), showed, in reference to
early experiences and home backaround, that a diversity existed with regard

to

11}

ize of family, place in the family, parent’s occupation and ether such

characteristics of the study group.



Addressing the specific subject of Social Class, Clark writes "Social Class
is frequently quoted as an important variable in defining the status of the
home or the likely at£itude to éducatiun. Recently, haowever, the
importance ot considering the length of schooling of the parents and
particularly the wmother’'s further education er training has been
appreciated”., Clark’'s +indings indicated that few of the mothers of the

tluent readers had wmarried early and most had some emplovment  and often

additional training before marriage. Books appeared to form "a fascinating

On the issue of Secial Class, Clark concludes “The richness of support for

education which these . . . families were providing was not measurable on

i

scales such as social class, father's occupation, mother's education, or
even number of books in the home . . .. The lesson was a clear one that it
ig cructal to explore the parent’s perceptions of education and the support

and experiences they provide by measures far more sensitive and penetrating

than Social Class, father’'s pccupation or even education of the parents®.

The study by Iverson and Walberg (1982) on home environment and school

1]

learning tends to support Clark’'s views expressed above. Their analyse
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suggest that ability and achievement are wmore closely linked +to

ironment and intellectusl
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timulation in the honme
than they are to particular socio-economic status indicators. Similarly,
Wells {1982} suggests that it is differences in style of interaction within
the family rather than popSition of the family within the social hierarchy
as such that are important in accuuhting for children’s differential

success in the development of linguistic abilities. Regarding the guality



of linguistic interaction at pre-school level, Wells (19B2) states: “We
need to find out a great deal more about what influences the ways in which
adults and children talk to each other, and why some examples of

interaction seem to be so much more successful than others®. Whers oral
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as an effective means of communication, written

language may be szimilarly regarded, and concepts about print developed in

-

Spciological factors in a study of avid readers

Ingham {1981} was concerned with sociological and reading related factors

1y
[}
[

segociated with "Avid" and "Infrequent" vreaders, these groups being
established by a variety of measures including observations and interviews

with parents and children.

Ingham found that the parents of avid readers spent longer in full time
education than parents of infrequent readers, and also that several parents
of avid readers were 1involved in further education, whilst none of the
parents of infrequent readers vreceived any education after they left
school. The avid readers belonged to smaller families and were usually the
first born or an only child. In addition, the occupations of the parents
of avid readers tended to be skilled and to involve responsibility, wheress
those ﬁf parents of the infrequent readers were more likely te be
unskilled. The avid readers were found to have far more books available in
their homes than did infrequent readers, and their parents were more likely
to belong to public libraries than were the parents of the infrequent

readers. The qualitative finding that "the wmajority of infrequent readers



did not have books at homey some parents made it gquite clear to their
children that they did not think money spent on books was money well spent’
would appear to support Clark’'s vieQ -of the importance of analysing
characteristics or factors of the homes which produce successful readers,
It would appear equally important to identify those factars which place the

cnild at risk in terms of reading.

Home and School correlztes of voluntary reading

fiorrow (1983% in an attempt to understand the development of a voluntary

reader through the study of the characteristice of young children who show

Do

a particularly strong interest 1in books (observing that Greaney, 1980,
found tha fifth grade students spent only 5.4% of their leasure time
engaged in reading, and 22% did not read at all) found significant
differences between high and low interest groups in many areas including
children‘s fres-time home activities, parental characteristics and
activities, and quality of the "in-classrpom literary environment”. For
example the parents and teachers of the higher interest children were found
to provide supportive literary environments at home and in school whereas
those in the low-interest group did not. " Also parents in the high-interest
group checked reading as a leisure time activity significantly more often

than parents in the low-intersst group, p<.001.

Whilst Irving (1980} reports that the teacher can play an important role in
stimulating voluntary vreading in children, Horrow suggests that, on the

nasis of the results af the hov

e
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study, teachers need support from the

o.

child's home environment to succeed in this role, and that it is therefare



impaortant to establich early cooperative efforts between home and school to
create a systematic, integrated programme for developing ‘“recreational"

readers.

The transition fronm pre-school nre-reading to readina at schools

n

) concerned with the

~d

The research findings of Hubbard and BSalt ({19

tn

relationship between family characteristics and attitudes and the child’

48]

pre-scheal and early school xperiences related to vreading, incicate
crucial period of transitien +from pre-school to school attender 1in
influencing level of success in early reading. At the pre-school stage
they observed " 'reading’ had become part of the regular rhythm of the
child's life: . . . pre-reading had become an inteqral part of the child’s

socialization in the tamily environment®.

Hbuever, Hubbard and Salt identified factors considered toc be associated
with poor reading progress, factors of discontinuity and frustration,
xperienced soon atter the child’'s entry to schoel: "The initiation of the
child into reading at school appeared to be accompanied by a significant
fall in active emotional support in the home", but apparently not a

deliberate or conscious one.

4 shift in emphasis was ochserved in the family’'s concept of ‘reading’ away
trom ideas associated with a pleasant social activity “to ideas of a more
functional nature where elements of competition were evident'. Horeover

Hubbard and Salt further suggest that these observed distontinuities



existed in a time dimension, between pre-school and infant school; in a
spatial dimension, between home and schoely and in a value dimension:
"for the child a whole new complex of attitudes to pictures and print canme

into existence as the ‘real business’ of reading began®.

The study by Hubbard and Salt (1975) appears to represent a shift away from
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nfluencing reading progress, in terms of home
factors and school factors, to an "interactionist" view of the learning
environment. This is particularly apparent in the recommendaticns made by
Hubbard and 5Salt as follows: for school to ‘“postively encourage the
family's emotional support in the widest possible way and te ensure that it
is maintained to the optimum point bevond the pre-reading stage’y and the
development of reading materials "designed to encourage the extension of

socialised as opposed to isoclated reading".
Thus the question of FHReading FHReadiness enters a new dimension, as the
dynamics of the transition from pre-reading to reading are investigated

within the context of personal and emotional factors.

Collaboration between home and school

e the main learning environments of the

~

itu

[

fic the home and schonl cons

child, interaction or cocllaboration between home and schoel wmight be

1]

considered advantzgeous in the promotion of success in reading, &

recommended by Hubbard and BSalt (1973} Lange {1978} Tizard et

w
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(1582



Lange (1978) suggests the importance of informing parents of the local
reading programme, involving parents in the programme and maintaining their
involvement by increasing the levels of interest in literacy within the

school catchment area.

Tizard, Schofield and Hewison (1982} investigated the effects of parental

invelvement in th
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reading, on the basis of previous findings

Hewison and Tizard {1980} that in working class families, children whose

-+

parents reportedly heard them read a home achieved higher reading
attainment at age 7 and B8 than children who did npot receive this parental

help.

Chi-sguare tests revealed that the distribution of the children across
categories was significantly different for the experimental and control
children fromA the two parent involvement schools (y2 = 1B.77, df = 3,
p 4 ©.0003) but ﬁot tor the groups from the extra teacher help schools
(¢ = 3.58, df = 3). In additinn, parental help was f{found to both reducs
the proportion of failing readers and to increase the prapértion of able
readers, whilst "the lack of significant effect for the extra teacher help
children appears most evident in the lowest attainment band".

Whilst acknowledging the limitations imposed by their adopted research
design, Tizard, Schofield and Hewison suggest that their findings provide
evidence of a «causal relationship befween parents hearing their children

read and reading attainment.
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# study by Hanron and Cuckle (1%684) of current school practice regarding

the involvement of parents in the teaching of reading suggested that an
apparent lack of school commitment xisted 1in home-based parental
invelvement in the teaching of reading. These +findings would appear

significant in view of those Hubbard and Salt (1975) and to have relevance
toe the development of Reading Readiness and reading progress in terms of

purposive shared reading.

The school factor : length of time in scheool

That school is instrumental in affecting childrens progress must be a

fundamentzl educational premise, which finds support in the study by Rutter

ks Wedge and Prosser state, it is known that starting at school before the

=

age of 9 rather than after it is associated with higher achievement at 7.

12

(LEA Feychological Service Report, 1983).

Recent findings have indicated the importance of length of time in school,
where children starting school in the Summer Term as "Easter starters® are
at a significant educational disadvantage. Such factors should therefore

be considered in any study of poscsible predictive factors in beginning
H o

reading.



The adoption of the pre-reading approach as a teaching stvyle

Several recent writers advocate that schools should capitalise on and adopt
as a teaching style the pre-reading experiences which have generally
successfully excited young children about readiné. For example, Stanning

(1781 who ohserves that all young children, regardless of
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background/socio-econamic class etc., seem Lo have z remarkable interest in

irs to be most

and love of books, and, moreover, that reading ski
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readily acquired under circumstances which are natural, relaxed and

~

pleasurable: “An enormous proportion of our reading skill is acquired by a
process of osmosis". These observations are similar to those made by Clark
{19741 and others above, and signify the importance and influsnce of the
unspDEEﬁ message about reading which is communicated to the vyoung child

both at home and in the classroom.

Hatching the reading programme to the individual needs of the child

Lesiak {1%78) recommends that teachers must implement infant school reading

programmes based on a real consideration of individual differences, and

-

sugaests that often such “matching” is not achieved: "teachers of vyoung

]

children sometimes feel compelled to use wmaterials, methods and activities
designed for oider children. In so doing they may impede the development

ot intellectu

0

1 functions such as curiosity, critical tninking and creative
xpression, and, at the same time, promote negative attitudes towards

reading”.



The research findings of Carbo (1983) support the hypothesis that reading
achievement improves when reading programmes match individual learning

styles.

fin emphasis on reading for meaning in school

The role of the school in promoting an
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ng for meaning
would appesar crucial, particularly in  the early stages of reading
acqguisition, and has been widely discussed in the literature. However, it
would seem that wmany older children fail to read meaningfully, and that
many oclder ‘readers’ are ‘not veoluntary readers’. f study by Smith and
Feathers (1983} of middle school and high school pupils demonstrates that
for most children in the study reading was neither wmeaningful nor
necessary. Smith and Feathers conclude that instructional approaches are
required which cast reading in a central and significant role. The above
findings of Stanning (i981), and Smith and Feathers (1983}, appear to

suggest a possible deterioration in attitude and approach to reading as the

-y

child becomes older. Horeover, this deterioration may be the result o

reading instructional practice.

fichols (19B83) used prediction to increase content. area interest and to
imgrove content reading instruction. However, what appears to be advocated

by Smith and Feathers is a more fundamental reappraisal of the school's

approach to the reading process, It would therefore <seem appropriate to

investigate this where possible in any study of early reading progress.



N

The relationship between curriculum scope and reading achievement

The implications of school philosophy and curriculum scope for educational
achievement have been considered, for example, the Primary Survey (1978},
English from 5 to 16 (HWSO, 1984), The Curriculum from 5 to 16 {Hi150,

19851, the general +findings tending to sugoest that reading progress and

development are best provided for within . a broad school curriculum.

in & study of the relationship between curriculum scope and rteading
achievement, Singer, Mcieal and Furse {(1984) found that almost all the high
reading achieving schools were perceived by their headteachers and feachers
as having & broad curriculum, whereas all the low achieving schools were

perceived by their headteachers and teachers as having a narrow curriculum.

(A statistically significant relationship was found to exist between a
school ‘s score on  inferential reading comprehension and the scope of its

s

curriculum p < .01, phi coefficient = .67 Number of schools = 12).

The above study would appear to make a contribution to our understanding of
the influence of school factors on reading progress, in  spite of the
limitation that the staff’'s perceptions of their school curriculum were not

analysed in terms of the actual scope of curriculum of
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Social class, language and linguistic variation

Further factors associated with the school have been discussed by Trudgill
{1973) particularly the indications of a large body of educational research
that many working-class children are less successful at school than aiddle

class children of equivalent intelligence. Trudgill suggeste that a
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conflict often exists between the 1language o
on the one hand, and the language of many of the children on the cther;
and, furthermore, that because of the relationship between language and
social class, as discussed by Bernstein, this conflict 1is usually greater
for children from working class backgrounds than for middle class children.
Trudgill suggests that possible eductional problems may be connected with
linguistic variations and linguistic diversity, specifically accent and
dialect. FReading and spelling difficulties may arise, for example, where
the teacher is not familiar with the child’'s accent; alienation {from the
school and from the activity of reading may occur if attempts are made to
change the child’'s accent or if pressures gocur as a result of the accent.
Trudgill peoints put that a subconscious evaluation may be made by the class

teacher of children with higher-status  accents and dialects as

m

ccademically more promising pupils.

—

Where Standard English iz required or rewarded children with regiona

accents and dialects are immediately at an eductional disadvantage.



Similarly, testing and other assessment procedures of reading often fail to
recognise or accommodate the langquage of the «children, as do many of the
reading books and materials themselves reflecting the principle that a
middle—élass way of thinking or doing things 1is right and should be
adopted. However in recent vears great efforts have been made by teachers
to reflect cultural and imaginative diversity in the print environment of

the beginner reader.



SUMMARY

Review aof the literature suggests that it is more profitable to consider
the reading instructional environment of the child in terms of home, school
and the interaction of these, and their influence on the reading
development of the young <child, than & more limited view of sociél tlass

groupings which of themselves appear to contribute little to our

understanding of rea
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cquisition and reading progress.

An analysis of catchment area, and of sociological factors which nmay
significantly affect the social environment of the child and his/her
understanding of the activities of reading and writing appears to be a more

acceptable approach in recent studies.

Recearch evidence has clearly suggested that the child’'s home background
can be more important thar the school in determining success or failure in
reading; moreover, the cultural 1evei of +the home has been most often
cited as educationaily the gsingle most important feafure ot home
background, positive correlations having been found between numbers of
pooks in the home and the child’s réadinq attainment. {(Malmquist, 1938;
Whitehead, 19723 Ingham, 1981). In this context Reading Readiness may be
regqarded as & process evolving as the child interacts with his/her

enviraonment.
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Whilst social disadvantage does not of itself explain low levels of reading
attainment, further research into associated tactors would sesm
appropriate, as well as investigations of opossible correlates for the
non-dicsadvantaged reading-disabled child. Recent studies, for example,
suggest that sociolaogical and sociopsychological factars, such as

intellectual stimulation and style of interaction within the family are

ta

~

[yl

more closely linked to reading achievement than are socio-econaomic us

indicators., {Iverson and Walberg, 198Z; HWellis, 198BZ).

Whilst there appears to be conflicting evidence regarding the relationship
between conceptual development and socio-economic background, the
importance of the level of literacy in the home, and in particular the
child'e knowledge about literacy on entry to school, appears to be well
supported by research findings (Wells and Raban, 1979): level of
attainment in literacy at age 7 being most opowerfully predicted by the
child's academic readiness for school, whilst the child's own pre-school
interest in literacy was not found to be strongly ascsociated with later
success in reading. The importance of the parental role in determining the
child’'s future level of success in reading is therefore strongly indicated,
particularly at pre-scheol level.

Recent research has established home and school correlates of voluntary
reading, and the importance of early cooperative efforts between home and
school to create an integrated reading programme and approach has been

supported by experimental evidence.
! R



0f particular relevance to a study of significant +{actors in beginning
reading is the transition from pre-school pre-reading to reading at school.
Important research evidence has suggested that discentinuity during this

crucial stage of transition often leads to subsequent reading difficultie

uw

3
and further recommends  an extension aoaf socialiced reading which
characterizes the pre-reading stage rather than a discontinuous shifi into

isplaited reading, which often characterizes the beginner reader in school.

Similarly, recent research findings have <csuggested +the &dvantages of
collaboration between teachers and parents in  assisting the «child’s
reading, specifically the gains to be '~ made by home-based parental
involvement in the teaching of reading using the same‘ methods, materials
and approaches as the class-teacher. Whilst there exists an apparent lack
of school commitment to home-based parental involvement, it would seem that
reading achievement might be facilitated by home~school collaboration on
the child’'s development of conceptualisations about print and of the nature

and purpose of reading, and the development of linguistic awareness.

School-specific +factors, such as length of time in school: the approach to
the teaching of reading; ability to match the reading programme to
individual needs; the importance placed on reading for meaning; ‘and the
scope of curriculum offered have all been considered to influence reading
achievemeni, and consequently schools are continually seeking to evolve
practices which where possible, will increasingly facilitate success in

reading.



However, some researchers have suggested that possible alienation from
reading may result from factors associated with school which are less
amenable to evaluation and remedy, particularly linguistic variation and
linguistic diversity, and specifically accent and dialect. Recently,

efforts have been made to redress such imbalances, in attempts to reflect

cultural diversity within the print environment.

The learning environment of the child, in reference to learning to read, is
therefore muiti-faceted and influential on many levels., Whilst it would be
an impossible and meaningless task to evaluate all aspects, it would seenm
appropriate to consider the wider implications of home and school
influences and related sociological and socciopsychological factors in any

study of early reading acquisition and reading progress.



Issues relating to sex differences and reading have been resesarched widely
in recent years, not only in terms of differences in reading readiness and
reading progress of boys and qirls, where the evidence tends to be
inconclusive, but also in terms of cultural and environmental effects
relating to agender, and of school practices and sex stereoctyping.

Consideration of these issues would +therefore seem appropriate teo the

present study of possible predictive factors in beginning reading.

The apparent superiority of girls in HReading REeadiness and . early reading

achievement

flost of the early fimerican investigations of the relationship between boys
and girls regarding reading readiness and reading achievement reported that
girls showed & certain superiority over boys in the normal school
situation, and, further, that boys' received remediation of reading
gisabilities more frequently than girls, this trend alsoc being reported in
_BFitain. Durrell (1940); Hnnrﬁe {1944); Betts (1948); later supported in
the findings of Crosby {1949) and Critchley (1979%) in their studies of
dyslexic children; and more recently in the research findings of
Blatchford, Burke, ‘Farquhar, Plewis and Tizard (1985) that, on school
entry, girls were found to have higher literacy and numeracy skills than

boys.

Early explanations for the apparent superiority of girls included the
suggestion that girls tend to mature earlier than boys physically,
intellectually and emotionally, and so may be ready to read earlier than

ooys, whilst other explanations pointed to the differences in the cultural



pattern which was thought to exist between the sexes, that the sedentary
activities of girls rather than the muscular activities of boys were far
more likely to foster reading readiness and reading ability: Betts (1946}

Gates (1961). Recent findings, for example Blatchford et al (19B83) tend to
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sugge that parental variablies, specifically parental teaching of literacy
-9 ' 7 2

and numeracy at home, and mothers educaticnal achievement, may explain
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he reading perfor s of girls and bove where girls were
4 ¥ T !

tound to have higher literacy and numeracy skills than boys on entry to

school. Such a view reflects some current thinking en the relevance and
importance of these same parental variables in creating a positive learning
environment which promotes csuccess in reading (ses Section BE@)\ and alco
suggests cultural factors and expectations regarding differential parental

behaviour towards boys and girls.

Buoting Horth-American studies, Downing, Hay and 01lila (1979) state that
most studies using Reading Readiness nmeasures show significant differences
in favour of girls over boys, and also that, for children who are able to
read, girls generally show superior attainment over boys in the early
schiool years, Dykstra and Tinney {(194%);: further, as MWorth A&merican

children grow older f{age & to adult) reading related attitudes ppear to

[«

change 'in an increasing tendency to identify books and reading as temale
objects and activities. U[owning et al (1%79). This may be the result of

differing parental and cultural expectations of boys and girls being
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Dutside Morth America the relationship betweeﬁ a child’'s sex and reading
readiness, achievement and attitudes appear to be mixed. Boys have been
found to have superior reading achievement in Nigeria, Abiri (1%46%9); 1inm
India, Oommen (1973); in Germany, Freston (196%); and in Finland,
Viitaniemi (196337 although the Lederle-S5chenk study (1975) showed girls

to be superior readers to boys in their first vyear of reading instruction

1
H

o~

in Germany. Hixed results have been reported in FHritain: Horris (155

L

kelmer-Fringle, Butler and Davie (1%466). Morris suggested that the content

of tests largely determines any observed sex difference.

Lowning {19B0) concluded that there is a weak trend fer agirls to achieve
better than boys in reading, but that "the difference between Lhe sexes is
quite unimportant”. Further, in examining the studies in various countries
it would seem that few tests of reading achievement and few population
samples are strictly comparable, due to possible methodological problems
inherent in cross-cultural studies and variety of data collection  and

analysis.
The variability of findings suggests, according to Downing, Hay and 0Ollila
{1982} that factors other than genetic and maturaticnal factors need to be

considered.

Thackray’'s findinags regarding Sex differences in Reading Readiness measure

4}

Thackray (1%64) in an . analysis of the separate performances of boys and
girls en a variety of Reading Readiness measures and on two reading

achievement tests (the Southgate A and the Southgate B), showed the
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significant superiority of the girls over the boys in two of the tests nf
Feading Readiness skills: auditory discrimination, where the dif%erence
was found to be statistically <cignificant at the .01 level; and using
tontext and auditory clues, the difference being statistically significant

at the .03 level. Auditory discrimination was reported to be commen to

poth skills.

In the vocabulary profile the girls were found to be superior to the boys,
the difference being statistically significant at the .05 level and this
superiority was maintained on the Kelvin measurement of Ability Test and on
the two reading achievement tests, significances ranging freom 001 to .023.
Thackray reports Morris’s (1964) findings which suggested the slight but

insignificant superiority of boys on similar measures,

Fossible maturational differences between the sexes and differences in

reading related abilities

However, arguments for & maturational difference between the sexes had been
based on some evidence that girles begin tec speak earlier than boys {(Hoore,
1967y Clark-Stewart, 1973}. In 1933 HcCarthy reported that boys exhibited
more language disorders and that there was a "maturational differentiation
between the sexes in verbal per{ormance".b However, Haccoby and Jacklin
(19741, in a review of many studies of sex differences, conclude "There is
so far little evidence for sex-linkage of any of the genetic determiners of

other specific abilities such as mathematical or verbal ability".
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Relating sex differences in aggressiveness to reading differences, Vernon
{1937) suggested that relative reading disability in boys may be associated
with emotional difficulties which are fregquently aggressive. However, this
could not be considered a purely genetic factor, as Duwyer {1973} states, as

such observations and trends may be explained equally well by a combination

of social and cultural factors.

Research evidence appears therefore to suggest the need to consider
cultural as opposed to genetic factors in the study of sex differences and

re

1

ding, although it would seem that these factors are closely related.

Studies by Elem, Frey, Frawat and Jarvis (1980}, for example, tend to

€

support the view that boys are more oriented towards a verbally receptive
and motorically expressive mode of ' response, and that this kind of
preference could place boys at a greater disadvantage when learning to
read. They conclude that the early reading problems of boys may be based
on an underlying language functioning difference, vrather than deficit.

Thic may be due to either genetic or cultural factors, or both.

Similarly, Downing, MHay and 011lila (1982) cite & study of nmale-female
censory differences and reading related tasks, where girls performed better
when the material was presented in the auditory mode, but }ittle difference
was found between the sexes when weords were presented "in visual mode (Hay
and Hutt, 1%74). figain this may be either agenetically or culturally
determined, or may result from a combination of genetic and culturgl

factors.
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The Concepts About Frint tect, and possible sex differences

bay, Day, Hollingsworth, HcClelland and Dee (19B0) examined the differences

in orthographic linguistic-awareness in & and 3 year old girls and boys

using the Concepts Abeut Frint Test, and traced developmental <changes in

f scheool. Their results indicated

o

this behaviour through the first vyear

significantly higher total scores for girls, where girls were

4

pund to be
superior in print direction and letter-word concepts. The develcopmental
findings implied that boys acquire print-related concepts later than girls.
However, in a recent study of the first stages of printed word learning,

Ehri and Wilce (1985} wusing analysis of variance technigues with sex

w

included as an independent variable, and n = 30, found no main effects or
interactions invaolving this variable, indicating that males and females did

not differ in their performance on the word learning tasks.

Developmental trends in seyx differences in reading

The research findings outlined above would appear to support Thompsen's
garlier summary of the effect of sex differences in reading attainments
\

(19748):

“There is a developmental trend for sex differences in reading attainment
of English speaking children, whereby a larger proportion of boys than
girls make & slow beginning at learning to read but by 10 years of age
population differences between boys and airls are no longer apparent . . ..
Unl&ke spocic-economic differences in reading attainment, sex differences do

not persist throughout the school years. Sex differences in reading
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attainment are present during the initial vyears of sbhuoiing, but are na
longer apparent after 4 or 5 years of schooling”. Thompscon also concludes
that sex differences in reading attainment are less than many differences
between individuals of either sex, but that it is important for teachers

and parents to be aware of these sex differences and the developmental

trends ascociated with them.

Specific culturail
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Duyer {(1%73) and Downing (1980) have reviewed research and literature

relative to three specific cultural factors which wmay xplain sex

differences in reading: these ¥

o

ctors are bias . in reader content, negative
treatment of boys by female fteachere, and cultural expectations of the male
sex role. Where the first and second of these cultural factors are seen as

specific to school, the third factor is related to the wider learning

environment of home, school and cultural influences, (see also Section BS&)

and its possible importance may be «consistent with findings of studies
gutlined above, +for example, those of ©Blatchford et al ({1983}, on

superiority of girls in literacy tasks at entry to school.
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of boys by female teachers”

Regarding the "negative treatment of boys by female teachers" hypothesis,
the research evidence again tends to be inconclusive. Having reviewed the

extensive research on this subject, Downing, May and Ollila (1982)
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that "the sex of the teacher has little influence on the relative succes

(U]

of boys and girls in learning to read. Similarly, Asher (1977) from a
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review of research literature, states that “male and female teachers share
common values about acceptable student behaviour, behave similarly toward
both sexes, and produce similar achievement with both boys and girls”.
However, French and French (1984} =tate that it has been well established
that in wmixed sex primary classrooms male pupils receive more teacher
attention than do {females where the sex of the teacher appears to be an
insignificant factor. Similarly, ©Spender (1%8BZ) aobserved "While it has

peen known for a long time that boy

1]

get <o much more attention from
teachers than do girls . . . few attempts have been made to explain this
phenomenon”, and Stanworth {(1981) conciudes that boys are more likely than
girls to ask guestions, volunteer information and to make heavier demands
on the teachers’ time. However, the effects of these on Reading Readiness
and reading progress appear to be as yet unkpown, whilst the effects of
cultural influences appear to be given increased consideration in recent

writings.

Fossible cultural influences leading to aender differences in reading

Dunlop (1982} has pointed out that there are «clearly pervasive sex-linked
psychological differences, and that as these correlate with biclogical

differences, we cannot assume them to be purely cultural.

f useful distinction, cited by Jonathan (1983) 1is where ‘sex’ should refer
to biolaogical aspects of male and female éxistence, whilst ‘gender’ should
refer to all non-biological aspects of differences between male and female
such as interests, attitudes, aptitudes etc. However, as Jonathan states,

the traditiecnal view of agender formaticon simply notes cex-linked



differences in dispositon and interest, and expects these to be reflected

in educational outcomes.

Horeover, as Dunlop {(1982) points out, the issue is further complicated, in

that there appears to be no index of when sex-stereotyping is excessive;
and, perhaps more significantly, schooling is anly one medium of

acialisation.

m
[+

Whilet design and analvytical oproblems would appear to +face researchers in
this field, 1t would <seem that more research 1is needed in this area,
particuiarly in reference to the transition stage from pre-reading into
reading, and to the cultural, social and genetic influences which may
produce sex differences in reading at the various stages of reading

development.



SUMMARY

A review of the research evidence regarding sex differences in early
reading acquisition and progress has produced inconclusive +tindings.
However, the evidence would tend to support Thompson's view ({1976} that

whilst sey differences in reading attainment appear to be less than many

differences between individuals of =2ither sex, parente and educators shouid
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sex differences and their developmental trends.

Early American studies have suggested the apparent superiority of girls in
Reading Readiness and early reading achievement. However, outside America
the research findings have been mixed whilst Thackray (19464} produced
evidence suqgesting the superiority of girls on the Reading HReadiness
skills of auditory discriminationa and using context and audifory clues,
and on the Kelvin Heasurement of Ability Test, the vocabulary profile and
two reading achievement tests. Downing (1980) concludes that a yeak but
insignificant trend exists for girls to achieve better than' boys in
reading, whilst Thompson (1976} reports that sex differences observed at
the early stages of reading acqguisition are no longer apparent by the age

indin

4

of 10. The recent

(=)

of Blatchford et al (1983) of the superiority of
girls in literacy tasks at entry to school, however, would appear te have
particular relevance to any study of possible predictive factors in
beginning reading, indicating possible maturational differences hetween the
sexes, in reading related abilities, which may result from the influence of

social, cultural and/or genetic factors.
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Recent research findings concerning possible sex differences on concepts
about print suggested the superiority of girls on print-direction and
letter word concepts, whilst a study of printed word learning revealed no
significant difference between the cexes. In view of these studies it
would therefore cseem to be appropriate to further analyse possible sex
differences in conceptualisations about  print as well as in other related

factors considered relevant to readin acquisition and reading progress,

1o
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such as percepiual and intelle
p

it

ual factors, both &t the initial stages of

in}

learning to read and throughout the various stages of reading development.

Bias in reader content, negative treatment of boys by female teachers, and
cultural expectations of the male sex role have been varioqsly supgested as
cultural factore possible related to sex differences in reading. However,
the research evidence in these areas tends to be inconclusive, and the need

for further investigation is indicated.

Whilst attempts have been made to siwplify the genetic-cultural distinction
ot factors influencing pussible sex differences in reading, as for example
the sex-gender claszification (gender referring to non-biological aspects
ot difterences, for example, interests), these appear to have‘had limited
SUTCESS. Educational expectations, sex~-stereotyping and wider
spcialisation  present methodological and analytical proolems far

researchers in this field.

Whilst accepting that possible sex-differences in reading may therefare be
various and multi-causal, it would seem appropriate to investigate this

factor in a study of possible predictive factors in beginning reading.



4., LINGUISTIC AWARENESS, COGWITIVE FACTORS AMD THE CHILD'S

CONCEFTUALISATIONS ABOUT PRIMT : THE RECENT EWMPHASIS

e meeti etween i pok 1is a new kind o encounter",
"The meeting betw child and b ew kind of ter", Rosen,

Recent research has emphasised increasingly the strong linke between
linguistic awareness and cognitive development 1eading to possible
synonymous use of these terms". Hunter-Brundin (1981).

Linguistic Awareness is used to refer to the child’s ability to think and
talk about language, and his/her awareness of the complex and abstract

nature of language in various respects.

Whilst at this stage obvious caution must be applied, it would seem to
follow from the previous statement that as the child’s conceptualisations
of reading may be «closely related to linguistic awareness, success in
leérning to read may possible depend on the child’s wunderstanding of the

nature of reading and his/her general ‘set’ for literacy.

Fallowing Vernon {(19371); Vygotsky {1962); Reid (1966}, studies of the
concepts of reading and of written language of young beginner readers have
suggested that concepts of many children on entry to school are vague or
erroneous, particularly regarding the purpose of written language and the
use of abstract linguistic terminology: Clay (1969, 1972); Donaldson and
Wales (1970); Savin fi???)j fMattingly (1972); Calfree (1972); Downing

{1970, 1975, 1978, 1981); Johns (1981).
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An in-depth consideration of these factors would appear to be a fundamental
requirement of any study of early reading acguisition, particularly
regarding their contribution to the reassessment of the Reading Readiness

concept.

Readinao: wmvsterious or meaningful beginnings?

Fiaget s theory of the develooment of thinking

Fiaget's (1939) theory of the development af thinking, whilst not
addressina itself directly to the <child’s learning to read and write, has

sufficient implications for the learning of these skills, in that at th

14

cnnventinnai.age for beginning reading the «child’'s egocentric view of
his/her environment and his/her experiences are not likely to lead the
thild to a natural understanding of the purpose of written language. Some
of Piaget’'s notions of perceptual development have been applied to reading
with differing degrees of success, for example Elking (1947} and Lunzer et

al (1976} (See alsoc Section BZ2a). It would <seem appropriate, however, to

=¥

consider Fiagetian concepts and stages of development in an analysis o

factors influencing the child's level of success in early reading.

The concepis of ‘coanitive confusion’ and ‘cognitive clarity’

Vernon (1937} in an international review of research on the causes of
reading disability, concluded that “the fundamental and basic
characteristic of reading disability appears tec be cognitive confusion®,

which she explained in terms of uncertainty and confusion as to why certain
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successions of printed letters should correspond to certain phonetic sounds
in wordsg that is, "the reading disabled child . . . does not seem to

understand why written language is what it is.”

S8imilarly the recearch findings of Vygotsky (196Z) suggesied the possible

importance of the concept of the funchtion of written lanqu

[

ge.

Reid {(1%94&) in research concsrned with learning teo think about reading,

=

used structured interviews with & year old beginner-readers in a Scottish

primary school in an attempt to study the notions about reading of

.

beginner-readers, and how these notions develop over their first vyear at
school, Very little previous recsearch had been carried out concerning

children’'s "technical vocabulary”, described as "the language available to

-+

them for talking and thinking about the activity of reading itsel

Reid's findings suggested that young beginner readers have guite different

concepts to the ones adults tend to taks for granted, and confirmed
Yygotsky's conclusion that the beginner deoes not possess the +fundamental

concept of the functions of reading and writing, in that the children in
Aeid’ s study exhibited certain linguistic and cohceptual uncertainties,
naving “"little precise notion of what the activity «consists in".
Specifically what emsrged from the first interview, conducted after the
chiid had been attending school for approximately two months only, was "the

general lack of any specific expectancies of what reading was going to be

w

like, of what the activity consisted 1in, of the purpose and use of it, of

L

the relationship between reading and writing, and & great poverty of

linguistic equipment to deal with the new experiences ({calling letters
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‘numbers’ and words ‘names’ )", Reid (1966).

Downing (1779) replicated Reid’'s study and drew conclusions which confirmed

Reid’'s earlier findings, in that the normal state of the young child about

to learn to read is one of “cognitive confusion® about the basic concepts

of language, concepts which are basic for thinking about why people read

T s
b4

and how. DBowning (15700 ested th

i)
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t it is only by achieving a state of

"cognitive clarity™, with respect to the purpose and nature of reading and

writing and related linguistic concepts, that the child will succeed in

reading. This led Downing and Thackray (1971} to propose the three key

i~

actprs in Reading Readiness to be visual discrimination ability, auditory
discrimination ability and, thirdly, the cognitive development of the

special concepts and reasoning abilities which are used in learning to

read.

Hore recently, however, the shift in emphasié away from perceptual
abilitiecs towards cognitive and conceptual abilities ﬁaa been apparent in
the concept of Reading Readiness, as, for exaﬁple, suggested by fAyers and
Downing (1982); "Older tests of reading readiness attempted to measure it
indirectly through such subtests as letter-name knowledge and auditory
discrimination. They vreflected older theories of reading readiness”.

.

and Clay’'s Sand tes {tp be discussed belowl,
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Howev gsts like

)¢

r
are according to Ayers and Downing, more direct measures of readiness in
that they test and child’'s comprehension of concepts and language that will
T

be u ey further state “Clearly, children’s recognition
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2d in learning.
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ing and writing activities, their concepts of the purposes of

literacy, and their comprehension of the technical linguistic terminolcoay
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used by teachers in reading instructions must be important in their

readiness to profit from such teaching”.

The Linguistic Awareness In Reading Readiness Test:; LARR

The Linguistic fwareness In Reading Readiness Test {LARR), Downing, Ayres

and Scheefer (1983 was devissd to provide a measure foc determine the

strengths and wezaknesses of the child in its éirstryear at school, wit
regard tpo understanding of the linguistic cancepts required for reasoning
about the tasks of learning to read, as well as being considered useful for
diagnosing gaps in the conceptual development of older backward readers.
The theoretical {foundations of the test are attributed to the work of
Pﬁaget and VYygotsky, whilst fhe test contents are based onrn original
research by Reid (1964} Downing (1970, 1973); Clay (1972}, The key
principle underlying the thinking behind the test is that the child must
understand the purpose of the reading skill to be acquired. The LARR fest
was considered to be predictive of the child's progress in 1learning to
read. However, parts One and Two of the LARR test, "Recognising Literacy
Behaviour", and “Understanding Literacy Functions", were shown to have
lower predictive validity overall than FPart Three, Technical Language of

3

Literacy. However, Downing et al (1982}  state fhere 1is - certainly

sufficient information provided to indicate that Test 3 (Technical Language
ot Literacéi iz a useful opredictor of reading achievement 1in grade one as
measured by the part scores and total scores of the Cooperative Frimary
Reading Test. Further studies <cshould confirm this finding with similar

reading achievements®. Downing et al conpclude: . "It is expected that with

further refinements in the LARR testes which were completed since the first



try-out, the prediction efficiency scshould be improved”. The LARR test

utilizes methods of non-verbal responding, such as circling a word, to

avoid the possible problems of verbalisation, where a child may have

grasped the concept but be unable to verbalise the correct respense.

It would appear, therefore, that the

specifically the thinking which underlies
much research into the child’'s linguistic
section, and contributee significantly te

FReadiness concept, particularly 1in its

LARR# Test itself, and more
it, is the logical product cof
awareness, as gutlinsd in this

the reassessment of the Reading

focus on understanding aof the

technical language of literacy, or concepts about print.

* This test was made available after the

study had been completed.

data collection for the present



Clay's analvsis of reading as the patterning of complex behaviour, with an

emphacis on Concepts About Print

Clay (197%) reqgards early reading behaviour as characterised by a
transition period of learning during which the childfs pre-school responses
and‘skills are transformed into new ways of responding, for example 1in
directional. behaviour and visual scanning, and new expectations about the

links between oral and printe
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The reguirement for new learning
and new responses creates a "developmental discontinuity® which can only
pccur when the child is introduced to printed language, and which can only
be overcome by the learning of particular reading behaviours. For example,
previous learning to recognise the constancy of objects despite their
changing visual image must be adapted to recognise that when faced with

printed text such flexibility is inappropriate.

Clay (1971) advocates, therefore, the sensitive observation of reading

behaviour; ‘“observation of children’'s behaviour is a sound basis for the
early evaluation of reading progress. Children may stray off into poor
procedures at many points during the +first year of instruction®. Clay

states that the child often reaches his/her third or fourth year at schoaol
before recovery oprogrammes are implemented, by which time the child’'s

reading level is often tweo vears behind that of his/her peers.

According te Clay, a check should be made on significant coencepte about
printed language, including the front of the book; that print (not the

‘picture) tells the storyi what is a letter?; what is a word?; what is

s

he first letter in a word?; big and little letters {upper and lower



casel; left to right directionality; orientation; the function of the
space; wuses of punctuation; all of which are incorporated in the Concepts

dbout Frint Test entitled "Sand" (alternative version "Stonies"). Clay

(1972}. The original research group for the test was 3% urban children

aged 5:00 to 7:00 in 1958, the test validity stated at .79. The te
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greatest value is said to be diagnostic: items should uncover concepts yet

to be learned, or confusions to be untangled. This would sesw
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compatible with Goodman’s {(1972) ana [
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is of reading previously d
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in that concepts about print are directly related to the p

©

rpo
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e o
reading. This view 1is supported by Clay's conclusion that it is not
self-evident to the child that ieft-to-right movement alang a line, through
a book, and across a word are related, and that it is only through working

with print, writing own stories, reading and making discoveries about

“+
P
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printed texts, that the child slowly consolidates the total network of

relationships.

Chronological development of Concepte About Print

Regarding chronological development of these concepts, research findings,

for example those of Eiking and Weiss {1957); Moore ({1%61); Clay (1970,

:

1972); Johns (1981), suggest that when a child first begins to read English

text there i1s a strong left-to-right, horizontal, directional component to
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his/her behaviour, and moreover attention being focused on the le
lines and of words. After & months to a year, letter identity becomes an
important cue. The child can discriminate between two similar words on the

basis of several letters. Hastery of the =set of letter symbols is thought



little attention to word patterns or features during the first year.
Similarly, Clay observed that 27% of a research group at 5:0 did not detect
the inversion of a picture when questioned about it, whilst 4 vyear olds

ifferences in corientation but classified variations as the same.
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Llay suggests that good readers overcome this tendency sooner than poorer

readers as overlooking orientaticon leads to errors on lstters, Clavy
suggests an age swpectation of 5:4 for correct responding to the inversion

Criticisms of the Concepts 8bout Frint Test

Following Welle (197%) th

t the most important prediction of attainment in

)

reading at age seven years was the child’'s knowledge about the conventions
of reading on entry to school, and not differences 1in oral language
ability, Hartley .and-Quire {1982) decided to assess the efficiency of
Clay’s Sand Test in determining thehabilities of children in these crucial
areas. Their chservations suggested confusions inherent in the test with
rererence to the nature and purpose of the testing situation itself;
problems with individual items which were eliminated in. subsequent
re-precentations; further linguistic confusions and é failure to take into
account the child’'s limited communicative skills., Hartley and Guire’s main
criticism is directed at what they consider to be a major dichotomy within
the test in the inclusion both of concepts which can be acquired before a
child begins to read and concepts likely to be acquired only when mastery

of r

m

ading is wunderway. They suggest that in the interests of clarity,

only those items that a child could acquire before be begins to read should



be included in the test. They advocate a shift of emphasis away from item
failure leading tec specific teaching towards increased quidance on how to
help children acquire the essential concepts at the appropriate stages.

However, the test would appear to provide a direct measure of the child’s

comprehension of concepts and language to be used in  future learning, as

sugpested by fAyers and Downing {1982}, and, appearing %o be the best
measure of its kind available, would therefore ssem to be of value in a
study of possible predictive factors in beginning reading. Horeover, an

attempt was made within the present study to meet, 1in part, criticisms of

the Sand Test made by Hartley and Buire (1982) in reference toc possibie

[xU

problems of verbalisation, by devising a parallel non-verbal test.

f

Recent studies of the child's concepts about print and the nature and

gpurpose of the activity of reading

Following Downing’'s (1977) emphasis that undercstanding should be cnnsjdered
a key factor in raising standards of litéracy, through teaching vyoung
children an understanding of their own language processes in speaﬁing,
listening, reading and writ@ng, Downingvet al {1978) studied the conceptual
and percéptual factors in learning to read in kindergarten children,
employing a structured interview technigue based on items similar to those
used by Clay (1972} in the Sand test. The areas under investigation were
recognition of acts of reading and writing; concepts of the purposes of
reading and writing: concepts of features of printed materials; and
visual percéption. Whilst wmost of the childraﬁ achieved near perfect

scores on the visual perception items, those concerned with concepts of



features of printed materials proved to be the most difficult.

As previgpusly stated, using the LARR test, Downing et al {1933), the
child's knowledge of the technical language of literacy was found to bte a
usetul predictor of reading achievement (r = .46 to .79 with significance

levels between .01 and .00G3) whilst the findings relating tfo the chiid's

understanding of literacy functions and recognition of literacy beshaviour
were inconclusive at that stage of test development {whilst suggesting that

~

sts should be retained in the battery}), Ayers and Downing (198Z).
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Downing et al concluded that the vyoupg child’'s understanding of the

functions and features of written language «can not be taken for granted,
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leave the development of these concepts to chance would be
fazardous. The role of the reading teacher in facilitating the development

of these relevant print-specific concepts and =skills is therefore strongly

implied.

Some other studies have combined the child’'s wunderstanding of the concepts
about print with the interview technigue .established by FReid {(176&) to
determine the <child’'s understanding of the nature and purposes of the

+

activity of reading itself. In Johne’ study (1976) 69% of answers to the

s
7

question “What is reading?" were categorized as essentially meaningless,
leading Johns to suggest that many pupils have little understanding of the
reading process. Glder children gave comewhat better responses to the

questions than did vyounger children, which may indicate oproblems of

verbalisations in young children.



In his 1960 study, Johns observed +that above-average readers scored

significantly higher than below-average readers on half the items of the

Sand Test, specifically on print-direction concepts, letter-word concepts,

pars

and advanced print concepts. However, in both his research studies cited

above, Johns appears to ucnderestimate the problems of verbalisation which
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the voung child might experience, in that the child may lknow
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answer, may have grasped the concept, but may not be abhle to ver
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Forms of mon-verbal responding, as used in present
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v have produced different results, particularly in his 1976 study.

However, Johns’ studiecs above appear to support previous findings which
have linked "cognitive clarity" to reading achievement, and to stimulate
further speculation as to whether the child's understanding of

print-related concepts is & cause or & consequence of reading achievement.

Tovey (1976) conducted a study of children’s perceptions of reading,
guantifying the children’'s perceptions of the purpose for reading by asking
"What do you think you do when you read?" 0Of the recponses obtained only

vy

B% indicated that reading was related to eaning; 43% of the responses

[$%]

zssociated reading with looking at, pronouncing, learning t+eading or

thinking about words; the remaining 29% described reading as spelling,

n

lking, memorizing, breathing guestions etc. Consequently Tovey considers

"~
i
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whether the idea of reading for meaning ic too difficult for young children
as suggested by Fiaget’'s egocentric stage of development, or whether
children have been conditioned through the use of the “word recognition

gequals reading" model to think of reading as the naming of random words.

Obvicus eductional implications are implicit in the guestion of why these
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confusions exist.

In view of the research outlined it would seem appropriate to further
investigate the cognitive confucsion/clarity of the beginner reader in
reference toa the nature and purpose of the. activity of reading and
conceptualisations about print, in relation to reading abilify and to other

factors previcusly considered important in early reading acquisition, such

as visual and auditory discrimination ability.

Communicative similaritiecs in lancuage processes

Whilst print, ac a medium of communication, reguires an approach which

takes into account its particular character and +feel, as suggested Dby

research outlined above, for example Clay (1972, 1973}, the communicative

similarities which exist between reading and writing and between reading

and spoken language need- to be understood by the young child, as suggested

Be]

by Downing (1977) in reference to the importance of children "understanding
their own langquage processes”", leading to communicative competence

necessary for success in reading.

Communicative similarities between spoken language and reading

Arnold (198 takes the linguistic awareness debate one step further in a

new emphasis on reading readiness which focusses more on the child’'s
ability to interact with and make sense of experiences through oral

language from a very earliy stage. Using transcripts of tape recordings,

grnold has demonstrated that children are nore skilied in wusing spoken
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language than was suspected, presenting evidence of linguistic versatility,
projections into the future, wuse of classification, usage of different
tenses, language neot context Gound, use af syntactic segquence, and

understanding of story convention.

R
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Arnold suggest t tentative conclusions may be drawn about waye in which
spoken language shares some features which are met in reading, and that

through listening to the «child talking the seeds of liter

iy

cy may be

det

n

cted. Arnold further suggests that the close links between reading and

normal speech are demonstrated in the early teaching of reading.

Communicative similarities between reading and writing

Following from the ideas of Chomsky (1%6B) and Goodacre (1971} and the more
recent emphasis on "communicative competence" and regquirement of meaning in
reading, Warham's study (1982) concerns the transfer of taught writing
skills to reading skills. Whilst recognizing, in the linguistic tradition,
that a mismatch enists between spoken sound and written =symbol, and that
communicative differences also exist, in that +the systems used 1in speech

kY

and text are gquite different, Warham supports Clay’'s view (1973) that the

teaching of earlier writing skills 1is beneficial for beginner readers
because it focusses attentien on the nature of the written text and thus
increases the «child's linguistic awareness. Horeover, Warham uncovers

similarities between writing and reading 1in terms of what writers and
readers both need +to learn about written communication which they do not
already know from their experience of spoken communication, for example the

need to wupderstand that text is organised into sentences which have
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defining features.

The development of these symbolic and print-specific skills would therafore

seem crucial to success in early reading.

The Lanouage Experience approach to the teaching pof reading

e

{
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nguage Experience approach to the teaching‘o¥ reading was developed
in response to the requirement for reading to be a meaningful system of
communication for the child, in that the words, sentences and concepts
included have meaning and linguistic relevance for the child, and have been

fieard or spoken by the child prior to their printed presentation.

The chiid’'s own language style and experiences are thereby formalised in
the learning situation, hence fulfilling in part the ideas advacated by
Tough (1973) and Cazden- (1977); and directing the «child towards

communicative competence necessary for success in reading.

Hall (1985} reviews current developments 1in the Language Experience
fipproach, which have particular vrelevance to the present study. These

focus on the emergent literacy stage, the interrelationship of reading and

1]

writing, and the ‘“explosion of afttention to writing”. Hall  writes:
"Recently educators have noted a change in the view of prereading and
beginning reading from skill-oriented instruction to an increased awareness

and appreciation of the emergent literacy 1learning exhibited by vyoung

children”.

I
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Holdaway (1979) observes that the emergent literacy is evident in the book
behaviour of young children as they actively respond when read to.
Similarly, Harste, Burke and Woodward (19B3) in an examination of early
writing and awareneses of environmental print, suggest that children learn
much about written language before formal readiég and writing instruction
pegins, thus further complicating the issue of Reading Readiness and its

implications  for the teaching of beainning reading. The

i
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nquaga-experiance approach 1s considered by its advocates to develop

understanding that print makes sense, and to eliminate the "sharp division
between prereading and beginning reading =0 evident in many commercial

materials®, & division which is further considered in Section B3a.

fis such, this approach to early reading would seem highly relevant to the

considerations underlying the present study.
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The importance of listening to story in the development of svmbelic

n

necessary for success in reading

Wells {1982} suggested, on the basis of research evidence that of the
various activities vrelated to reading 1in his study, only listening to
stories was significantly associated with 1later language measures tLhe

corrslation value

fu
[}

yet upavailable, Listening to stories read aloud
therefore appears to develop the linguistic awareness of the child, in that

d

—
o

the chi e te gain xperience of the sustained meaning-building
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organization of written language and of its characteristic rhythms and
structures as well as learning to pay attention to the linguistic message

as the major source of meaning. Most importantly, Wells sugogests, the



child is beginning to come to grips with the symbolic potential of language
- "its power to represent experience 1in symbols which are independent of
the objects, events and relationships which are symbolized, and which can
he interpreted in contexts other than those 1in which the experience

originally occurred".
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Similarly Raban af = small-scale study,

sugaests that books with a strong story line do enable young readers to
develop appropriate <strategies towards becoming readers, whilst Roney
{1984} suggests that beginning readers often have a limited sense of story,
and need to develop thie to become proficient readers; that is "they must
begin to associate written language with oral language and‘then develop an
ear for those terms and structures found primarily in print". Handel
Morrow {(19B3) has concluded, on the basis of experimental research, that
encouraging voung children to retell stories after hearing them read
improves the children’s recall of the <ctories and their understanding‘ué
the stories’ major structural elements. However, this was found to be not

as successful with low achievers, whilst according to Horrow, high and

middle achievers were found to improve significantly, with p ¢ .03,

Similar to Smith's (1978) proposal that children get their first chance to
solve many of the problems of reading when they and adults are reading the
same text at the same time, Dixcn {1984) advecates the "shafed reading”
appreach as pioneered by Heldway (1979) in MNew Zealand, where children are

wposed to written language by having stories read to them. Dixon suggests
that shared reading ‘“demystifies" reading and represents "a codperative,

non-competitive and minimally corrective progression towards literacy in



the home" (an approach further discussed 1in Section -B3) which- should
continue in the <classroom, where the «child's successive approximations
towards an exact rendering of the text be accepted. Dixon (1984) regards
this as a vital part of the reading developmental process. However, Tobin
(1981} suggests, on the basis of experimenéai evidence, that when
differences among children, such as socio-economic status, nursery school

{tindergarten attendance, and intelligence are statis
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ically contrellied,
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ot a predictor in success in reading. This would appear

o again he trends of other similar research, at least suggesting
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that other +factors may be involved and that the relationship betwsen
reading story to the young child and subsequent success in reading is nof a
simple one. However, the weight of research evidence strongly supporis the

practice of story reading to pre-readers and beginner readers.

The role of the reading teacher in facilitating the development of the

child's conceptualisations about print and print-specific skills

Hoffman and Fillmer (1%7%} proposed that young children be previded the

gpportunity to inquire and discover specific concrete concepts, and that

the teacher should ensure that the concepts are wunderstood by the child

+

prior to the formal introduction of reading <ctrategies. This would appear
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in
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o concur with the views expressed by some earlisr researcher he
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, for example Dewey {1BYB8) and Holmes (1927} and the statement by Huey

-

1738) that the beginner reader should be “acquiring {his/her) oun
eyperiences and developing wants that will in time make reading a natural

and meaningful process"”.



Hare {1784) suggests that children approach a state of cognitive clarity
about reading in part by mastering the concept of "word", in relation to

word consciousness problems, word boundary problems and word referen

(i

problems, Similarly, Goodall (1984} in an Australian study produced

results which indicate that preschoolers know that orint conveys

information, yet they fregquentiy use environmental «cues rather than letter

in the environment might be the lowest level of a hierarchy of word
knowiedge skills, and concludes that "the strategies vyoung children use in
relying on the envirenment suggest ‘they have not extracted from their
encounters with print those skills which heip them in their =school reéding
classes®. This statement would appear 'to have strong implications for the

teaching of beginning reading related to concepts about print.

Evans and Carr (1983) address the question of effective teaching of
print-specific skills: “Reading, then, is 2 «complex skill that requires a
certain amount of direct instruction and supervised practice in order to
establish minimum levels of competence in beginners”, Evans and Carr
suggest that the development of print-specific skills provides a beginner
reader with the resources "toc use knowledge and inference flexibly rathet
than slavishly, making early concentration on print-specific skills a
gateway - not an impedimént - tog effective reading”. This would appear to

aptiy imply the responsible role of the reading teacher,



SUMMARY

# review of research has appeared to indicate the possibility of a

significant relationship between progress in reading and the «child’s

linguistic awareness and cognitive develapment, and specifically

conceptualisations about print and about the nature and purpose of reading.

3

tgsearch findings would appear to sugges

-
1

possible implications both for a
reassessment of the most important factors involved in FReading Readiness

and =arly reading progress, and for educational practice,

The work of Fiaget would appear vrelevant to our .understanding of the
Readiness of the «child for reading, 1in that the egocentric stage
characteristic of most beginner readers may not be conducive to a natural
understanding of the purpose 0% written lanquage.

:

ne concepts of “"cognitive confusion® and "cognitive clarity" have provided

T
useful descriptions of the young child's understanding of the functions of
reading ang writing and of the technical lanquage necessary4For success in
learning to read. Much research has been directed at identifying factors
and processes in early reading which will promﬁte cognitive clarity, and at
establishing pre-reading and reading-recovery programmes to facilitate this
clarity, It would therefore seem appropriate to investigate the predictive
value of the beginner reader’'s conceptualisations about oprint and reading
in relation fn other factors considered important in early reading

acquisition, such as visual and auditory discrimination ability.
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The recent shift in emphasis in the concept of Reading Readiness towards
focussing  on the child’s recognition of literacy behaviour and
understanding of literacy functions and of the technical language of
literacy has been reflected in theAdeveimeent of the Linguistic Awareness
In Keading HReadiness Test: LARRK, Downing ﬁ;ars and Schaefer bii?BS).
Whilst the predictive wvalidity o? the test ic being further investigated
with a view to improvement, the LARK test would appear to contribute
significantly to our understanding of Reading Readiness and early reading
progress at the present time, particularly in its +{ocus on the child’'s

understanding of the technical language of literacy.

Llay’'s analysis of reading as a patterning of complex behaviour, by which
the child extracts a sequence of cues from printed texts to understand the
message of the text, has contributed greatly to our understanding of early
reading development. In particular, Clay’'s emphasis on conceptis about
print and the wurgent need for wearly identification and correction aof
inappropriate responces to print in terms of directionality, orientation,
and letter and word concepts for example, has significantly influenced our

B

attempts to develop the communicative competence and "cognitive clarity" of
the child in the early stages of learning to read. Despite some criticisms
of Clay’'s Concept About Print Test (Sand), for example those made by
Hartley and Huire regarding the simultanecus inclusion of concepts likely
to be acquired at pre-reading and reading stages, the test itself would
appear to provide a useful diagnostic measure to uncever unlearned concepts
and learned confusions. It would seem appropriate, therefore, to utilise

this test in an assessment of the vrelationship betwen concepts about print

and reading ability in «comparison with other factors considered important



in reading acguisition,

Recent studies of the child’'s concepts of the nature and purpase of the
activity of reading have supported the findings of earlier ctudies that
"cognitive confusion” appears to be the condit{un of many young readers.
Such findings have lead to a consideration of the problems of verbalication
in young children, of whether the concept of reading for meaning ic in fact

too difficult for young <children, and whether chnildren are conditioned

through teaching practices to regard reading as "word recognition®. Such
considerations would appear most relevant to a study of factors associated

with early reading develapment.

Communicative similarities between reading and writing have been proposed,
tfor example by Warham (1982), and the value of teaching early writing
skills in focussing the child’'s attention on the nature of written text has
been emphasised by <several writers: the development of symbelic and
print-specific skills through wearly writing 1is presented in the research

literature as necessary for success in e2arly reading.

The recent emphasis in research on developing the communicative competence
of the young «child has particular relevance to .the teaching methods and

approaches used with beginner readers. The Language~Experience approach to

=t

the teaching of reading was developed in response to the need for reading
to be a meaningful system of communication for the child. fecent

developments in this approach have focussed on the emergent literacy

mn

tage,
and particularly on the development of the child’'s understanding that prﬁnt

makes senses, that it is communicative. The Language-Experience approach tao
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respanse to the work of many

reading would therefore seem to be a positive
authorities in this field who stress the importance of meaningful reading
This approach is

cc 3

and "cognitive clarity" regarding its nature and purpose.
necessa

therefore of relevance to the considerations underlying the present study.
r \'I

development of
in

The importance of listening to story in the
symbolic skills appears to be well supported oy research findings.
particular, the wvalue of shared reading as ‘“demystifying”, or reducing
cognitive confusion, has been suggested, for example Dixon (1984).
facilitating the development of the child’s
of print-specific skills is

teacher in
supervised practice

The role of the
conceptualisations about resading and print and
Direct instruction and

a point of convergence faor

therefore strongly indicated.
would seem necessary for the development of minimum levels of competence in
reading, where

of

the teaching
reading may be

beginner readers. This would appear to provide
and =lements approaches to
the purpose of meaningful
environment. It would therefore
alue of a

predictive

\'I

the holistic
pripnt-specific skills related teo
language-experience

the relative

taught within a rich
ascess
stages of learning to read.

to further

seem appropriate
concepts avout print in the early

child’s



1. Specific Problem Area.
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As indicated 1in previous sections, knowledge and understanding of
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process of reading, and research and educational practice related

reading would appear to be limited by the éapparent lack of clarity,

7

concensus and consisisncy in definitions ot ‘"reading" and ‘“Readinag
Readiness" (Eee sections Al and AZ).

Feview of the literature and of ihe numerous reading tests and procedures
avaiiable would tend to confirm that reading is a complex activity, and in

view of this it would seem necessary to identify the factors most closely

ot
"~

related to reading ability and reading progress, and to establish the

relative predictive values of these factors.

The work of Harie Clay, for example, has indicated the importance of the
child’'s concepts about oprint on reaﬁing progress, whilst Thackray (1964,
1971, 1974) found VYisual and Auditory Discrimination abilities to be most
nighly correlated with reading ability, 'as represented by the »child’s
performance on reading comprehension and word recognition tests, whilst a
study by Dearing (19B0) suggested that a child’'s concepts about print

correlated more highly with reading ability than did either visuwal or

auditory discrimination ability.
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in addition, <sociological +actors related to social «class, and sex
dif?erencés, have been «cited as important factors in reading ability and
reading progress, as has ageneral intellectual ability. As wéll as
identifying the correlations between reading ability and single variables,
the complexity of the reading process might be mdre logically understood by
identifying correlations between reading ability and combinations of other
variables, gith the aim of identifying a variable and specific aoroup of
variabies which together may most successfully predict success in early

reading, using & multiple regresszion analysis.

Where such correlations are established, and where these correlations may
have later been shown to be causal, recommendations for educational

practice regarding reading may be implied.

The specific problem area being outlined above, the opresent study was
therefore concerned with examining the possible predictive value of the
following variables in relation to the child's success in reading in the

early stages:

1. The child’s understanding of the technical lanquage of reading, or
concepts about print; and the child’'s understanding of the nature
and purpose of reading, or concepts about reading.

/1
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ual Discrimination Ability.

L

. Auditory Discrimination Ability.

a2

General Intellectual Ability.



2. Hypotheses

The hypotheses underlying the present study are as follows:

Hvpathesis |

—
-
fis

at a significant relationship exists betwesn Heading Apility™ and
Conceptualisations about Frint in children between the ages o+ 3 and B

years.

Hvpothesis 2

That a child’s understanding of concepts about print gives a significantly
more valid prediction of progress in beginning reading than do either the
child’'s powers of auditory and visual discrimination, or his/her general

intellectual ability.

3. Further Objectives 0f The Present Study

In an extension of the study an attempt will be made +to compare findings
with those of Thackray (1964, 1772} on factors related +to HReading
Readiness. The study wiil attempt fo examine the poasihie predictive
values of those variables under consideration within age, sex and school
sub-groups, where school represents <social class, through analysis of

Catchment Area.

]
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Whilst much research, as previously outlined, has been concerned with the
variables investigated in the present study, most studies appear to have
concentrated on the influence of a single variable or classification

variable in early reading progress.

Evaluation of the relative contributions of different predictor variables
by comparison of alternative "models®, whereby certain grouped variables

may produce & best ‘predictor set’, would seem therefore to contribute to

A guestionnaire procedure will be reported and discussed in relation to

assessment of the child’'s pre-reading home based experiences.

It is the writer's intention that the present study may contribute,

therefore, to the current reassessment of the Reading Readiness concept.

*Reading fibility is represented by a measure of word recognition in the

present study.



4. Design 0f The Study

Schools and Sccial Class

In view of significant correiations reported fo exist between catchment
area and attainment in reading, for example Wells & Raban (1977, two
schocls were identified and selected for the <ctudy on the basis that the

pupils differed as +far as possible in seocial class a3s indicatsd by the

(=9

schoel catchment area, an approach to social class differentiation used by
Lunzer, Dolan and Wilkinson (1976}, f further criterion for selection of

schools was that they be matched on approach to the teaching of reading in

the =arly vyears.
To identify the two schoole fto represent Social Class Upper, School A, and
Social Class Lower, School B, the services of the LEA advisory body were

enlisted, and an LEA social priority rating obtained for the schools.

This rating is designated according to the following criteria:

—
[4x]

gcial and economic status of the parents of children at schoaooljg

b
o)

bsence of amenities in the homes of children attending school;

3., The proportion of children receiving free school meals, and belaonging
to families in receipt of supplementary benefits wunder the Ministry of
Social Becurity fict 17643

4, The oproportion of children in school with serious language

difficulties;

i

3. The proportion of retarded, disturbed and handicapped children.

o
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{The above criteria would appear to be in line with the socio-econamic
indicators taken from the Mational ©Dwelling and Housing Survey HNDHS and
1971 Census of Fopulation cited in the Department of Education and Science
Statistical Bulletin, July, 1982 "& Classification of Local Education

Autherities by Additional Educational Meeds”. Sée Appendiyx I.)

More detailed information about the catchment areas of the respective
schools was aobtained +rom the headteachers by questions regarding the

fellowing:

1. The nature of house ownership or otherwise: privately owned homes;
rented homesy’ council estate owned or council estate rented.

The type of occupations of the majority of fathers of the children

[ ]

attending the schools: proftessional/managerialg skilled;

semi-skilied; manual; unemployed.

The information obtained on the above is presented as Social Ciass Profiles

in Appendix 2.

Hatchina Schocls and Approach To The Teaching Of Reading

-

Having selected the two schools according to Social Class consideratiens,
procedures were established to ascertain whether, as suggested by the LEA
advisory body, the schoels were sufficiently matched for the purposes of
the study in their approach to the teaching of reading in the early years.

These were as foliows:



{. Interview with Head Teacher, covering aspects of «class organisation,
reading and writing policies, and provision for the teaching of reading
in school.

2. Interviews with " the Reception Class Teacher, including a check-list

concerned with activities, approach and materials wused in the early

stages of teaching reading.
ihe gensral spproaches to the teaching of beginning reading in both schocls

were described as language-experience with inbuilf phonics teaching.

The checklists used for matching schools are presented in Appendix 3.

The factor of pre-school experience was not controlled within the present
study, but the assumption was made that this was loocsely parallel for the
children attending the respective schools in that the majority of children
in the study from School B, had attended the school nursery, whilst the
majority of «children 1in the study from School & had attended a

well-organised and progressive playagroup.

The guality of pre-school experience in the home, being highly correlated

with success i

=2

early reading, {(Clark, 1574; Welle % Raban, 1979; Haorrow,

iny

E
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m

stigated by the administration of & questionnaire to the
parents of the § vyear old children from both schools in the study. The
guestionnaire was administered after all the testing and data collection

znd therefore the findings, presented in Appendix 4, did not influence the

selection of schools or subjects.



School & (Social Class Upper) and School B {(Social Class Lower), having
fulfilled the requirements outlined above, were duly selected for the

present study.

fhe catchment area of School A compricese a modern Wimpey/Staveley estate in
a semi-rural, semi-industrial location.
The catchment area of 3School B falls within & declining wmining and

industrial village loc

7]

ted on the outskirts of the City.
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ubjects were drawn from the reception, middle infant, +top infant and
first year junior classes of both scheols, providing three age groups, 3,
6, and 7/8 years, where W = 130, and chronolegical age at commencement of
the study vranged from 4,10 to 8.2 whilst chronoiogica; age at time of
testing ranged from 5.1 to B.S5, and actual sample size = 129, one child

transferring school during the testing period.

The composition of groups of subjects is presented in Table Z.



SCHOOL A SCHOOL B
fige S fge & fige 7/8 fige 5 fge & foe 7/8
G B G B 6 B £} B ] B 2] ? B
]
3] 13 1)1z 11 17 b g & 8 13 14
21 22 25 15 14 29
School Total @ 71 School Total @ 58
No= 12%

The zge ranges of subjects within the age groups at time of testing are
presented in Table 3.

—]
n
Ir
ot
[1¢]
Cod

Age Groups School A School B
g 3.3 to 5.11 3.1 to S.11

6 6.3 to 6.11 6.1 to 6.11

7/8 7.0 to 8.1 7.0 to 8.5

in view of the small numbers of subjects within the sub-groups, and in
order to obtain as large 2 sample as possible, sub-groups were not matched

numerically.

Mo significant difference was found between scores on the criterion
variable for the oldest children within the 7/8 age group whose
chronological age at time of testing was B.+ and the remaining children
within the 7/8 age aqroup, for both scheools, and therefore the age groups

were maintained as outlined.
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length of time in school has been asscciated with reading progress, (a
significant proportion of children identified as having particular learning

difficulties and problems with reading throughout the early school years,

o0
=4

ving had one or two terms less than their peers dus to their birthday
falling between the months of May and September and thus, starting school
in the 3rd term as "Easter starters®), this factor was analysed +for the

7

able 4 belaow.

Table 4 : An analysis of Easter Starters : children with bir

mn
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Hay and September

Schaool & School B
9 =) 6 (/20]) 7/8 {/ag} 3 {/yg) 6 {/q41 7/8 {/3g])
Humber 11 11 8 g 7 g
A a2% 0% 28% 33% 50% 27.59%
Total 30 20
A 42% 344

=

Whilst a larger proportion of Easter Starters were found in School A fAge o

group than in School B Age 5 group, the sub-groups were considered to be
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general purposes of the present study, differences

-
-

being small. he issue of length of +time in school and the wider

implications will be discussed further in Section E.



icsescsment Frocedures

I

The following tests were administered to all subjects:

1. The Carver Word ARecognition Test.
2. Sand : Marie Clay's Concepts About Print Test.
3. Concepts/Behavioural Test.

it

4, “Reading Is" Photograph Test.

3. lWepman Auditory Discrimination Jest.
6. Daniels and Diack Visual Discrimination Test.

. boodenough-Harris Drawing Test.

Whilst the writer recognises the limitations of this approach, to bBe
further discussed in Section EZ, the word recognition score was used as an

indicator of Reading Ability in the present study.

The Concepts/Behavioural Test was devised by the writer to provide
non-verbal methods of oﬁta;ning measures on some of the items in the Clay
test (Sapd), but wusing behavioural responses such as dréwing a line,
circling, crossing out. This was an attempt to meet some of the criticisms
of the Clay test, for example by Hartley and Suire (1982), and to eliminate

possible problems of verbalisation.

The “"Reading Is" FPhotograph Test was devised by the writer +to establish
both non-verbal and verbal measures of the child’'s concepts of reading, its

nature and purpose. f selection of 9 photoagraphs depicting & child

invelved in a variety of activities such as painting, writing, watching



television, and including reading a story book, locking at a picture book,
and nolding a story book upside down, were presented to the child in an
informal interview situation. {Copies of the photographs wused are

opresented in Appendix 3J.

The child was asked to select the photograph depicting ‘reading’, and then
to respond to the qguestions "When Sarah is reading, what is she deing? -
When vyou read, what do you de?", thereby engaging the child in conversatian
about reading, its nature and purpose and obtaining verbalisations which

could subsequently be analysed and categorised according to reading for

meaning, reading as decoding, and other responses.

The Goodenough-Harris DOrawing Test was ucsed to provide a measurs of the

child s general intellectual ability.

In addition to the above tests, the Thackray fAeading FHReadiness FPraofiles
were completed by the 5 year old children in the study, and cne year after
the initial testing the Schonell Graded Word Reading Test was administered
te & sub-group ot the 3 year old children in order thet a direct comparison
might be made with Thackray's .studies {1964, 1972, 1974) the results of

which will be analysed and discussed in Results Section Z.

For both the & and 7/8 age groups, the Carvgr Word Recognition Test was
administered first, and in small agroups. The Draw-&-Han Drawing Test
completed this testing session. Both the instructions for and the scoring
of.the drawings were carried out according to the Goodenough-Harris Drawing

Test Hanual.



The remaining

testing sessions of

[~

5 tests were administered imdividually over two subsequent

[an]

and tests respectively, 1in an attempt to reuucse

4
]

practice effects and test fatigue, and the order of tesis was randomised to
minimize the effect of this variable.

Attempts were made to establish rapport with the children prior to testing,
and this was reinforced uLetween tests and at the conclusion of testing
cessions.

The pré—test activities and tests themselves were presented, as far as
pnssiple, whilst adhering to test administration instructions, as reading
games, and there were no non-respondents, except in the "Reading Is”
Fhotograph Test, where a small number of children were upable to verbalise
a response (N = 7).

Before conducting the

carried out, invelving

test, to

difficulty.

considered

rocedures

Concepts/Behavioural Test, a pre-test exercise was

all the responses which would be required 1in the

ensure that the child would be able to perform these without

The children appeared highly motivated by this and it provided

activity within the testing session.

cld children in the study, the Thackray Reading Readiness

were administered first, and in small groups. The Frofiles uere
] = ¥ R

L

to provide the most appropriate introduction to testing

for the young children.

B
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The remaining tests were administered individually, as for the & and 7 vyear
old children, with the additional group testing session tor the Carver Word

Recogrition Test.
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e was used for the subject order within groups.
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similar in design and organisation 1t was considered that, as  far as

possible, the testing conditions were the same for all testing sessions for

L
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b
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rom the procedures devised by the writer for the purpose of the

resent study, {the “"Concepts/Behavioural

=]

est and the "‘Reading Is’
Photograph Test®), the test items were administered and scored according to
the instructions given in the respective Test Manuals.

Where class mesbers were not included in the study because they did not
fall within the reguired age ranges, time was spent with these children in

talking and reading activities., In azddition is was usual practice in both

to and work with other teachers and

schoels for children fo read
non-teaching assistants in  the adjacent  reading areas, and therefars the

Hawthorne etfect was considered to be reasonably controlled in the present



Testing was carried out over the period from November 1982 to dpril 1983,
with a follow-up test of a sub-group {Schocl A 5 year olds) administered in

fpril 1984 to provide information on actual progress im readin

Y

pi=)

Buestionnaires were completed hy parents of the § vyear old children in the
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The testing schedule adopted permitted testing of a particular age group

from both schools within a two-week period.

-
o
0

-

esting periods themselves were at two-monthly intervals, an

arrangement which was organisationally acceptable to the scheools, and the

-t

order aof schools fo tes

i

e

ing was alternated for each testing period to

control any possible effect of this variable on resuits.

Fre-test visits and pilot studies were undertaken during the Summer Term of

1982,

The time schedule for testing is summarized in Table & below:
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Table

h

Testing Feriod Date School Age Group

1 Nov. 19BZ2 & &
Hov. 198%Z B - &

z Feb. 19832 B 7/8
Feh. 1983 f Fi8

3 gpril 1983 & 3
April 1983 E 3

4 April 1984 f ]
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1. Data Presentation And Analysis

~
i

Predictor, Classification and Criterion VYariahlies
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were obtained using
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r vm/cons, an interactive statistical package cont
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analyses and data modification routines, originally developed at HcGil
University, Canada, and by wmultiple regression using GLIHM, which prevides
investigation of the possible relationships between independent or

eyl

predictor variables and the dependent or criterion variable. GLIN also
allows evaluation of the relative contributions of the predictor variables

by comparing the possible models, thereby indicting the relative value of

eliminating variablefs) from the model.

The method of estimation is that of least squares and the method of
deciding the significance of the terms is the Analysis of Variance. GLIH
performs the least squares estimation of the coefficients and outputs the

Deviance and its corresponding degrees of freedom (DF), where the Deviance

.H.
in
il

he =um of csquares of the errors in the fitted relationship.



Table & Gwelow shows the wmeans, standard deviations,

maximum and minimum values, coefficient of variation

values

standard

errars,

and Sheard

index for each of the predictor variables and for the criterion variable

for the group as a whole.

Table &
Fredictor S5td. 5td. Costf Cheard
Variable Hean Dev. Error] HMax. fHin. Kange of
Var. (%) {Index {(£%}

Caoncepts 165.43 §.56]1 0.40 23.00 5.00 18.00 .28 71
{Sand}
Concepts 12.3%9 3.43] 0.30 17.00 3.00 14.00 28 .72
{Behav.)
Vis, Disc. 15.91 2.83] 0.25 19,00 1.00 18.00 .18 .83
fud. Disc. 259.32 2.93] 0.26 30,0040 10.00 20.00 .11 .B4
Intell. Abil.]| 91.181| 16.58] 1.46 132,00 4§ 6.00 | 126.00 .19 .69
Criterion ] ,
Variable 39.75( 13,51 1.1°9 S0.00 2.00 48.00 .38 71

] i
Carver :
H =129

Standard Deviation

1Yo

{(#} Coefficient of Variation =
Hean VYalue

Mean Value

(#%}5heard Index =
Maximum Value




Table & shows that substantial ranges of scores were obtained for all the

predictor variables and for the criterion variable,

The standard deviations for the measures of Visual and Auditory
Discrimination abilities being low may suggest either 1little variation in
these abilities throughout the sample population as a whole, or that the
measures used did not allow fine discriminations between individual

performances, their fitness for use thersby being questicnable in the

present study.
The Coefficients of Variation and the Sheard index for the measures of the
discrimination abilities would tend to support the latter view,

particularly for the measure of Auditory Discrimination.

The significance of this finding is discussed in Section E.1.

Table 7 : The means and standard deviations for the predictor and criterion

variables both for the cample as a whole and for each of the sub-groups of

school, age and sex.

ALL SCHOOL A SCHOOL B AGE S AGE 6 AGE 7/8 BOYS GIRLS
Predictor: n sd m sd m sd n sd n sd m sd m sd m sd
4.56 3.48 5.13 4.83 3.99 2.93 4.54 4.68
Concepts (Sand) 16.43 17.81 14.90 13.14 15.87 18.97 16.49 16.30
3.43 2.06 4.23 3.98 2.73 2.04 3.07 3.86
Concepts (Behav.)| 12.39 13.47 11.20 10.16 11.62 14,33 12.74 11.81
2.83 2.13 3.39 3.67 3.36 1.57 2.48 3.20
Visual (Disc.) 15.91 16.38 15.32 14.27 15.19 17.13 i 16.01 15.75
2.93 2.04 3.48 3.75 3.46 2.45 2.65 3.26
Auditory (Disc.) 25.31 26.19 24.33 23.95 25.05 25.95 25.30 25.42
16.98 16.i2 17.91 18.10 19.57 12.85 15.18 18.67
Intell. Abil. 91.18 92.06 90.47 88.32 87.78 96.00 88.72 93.98
.
Criterion v. 13.51 10.75 15.92 14.23 11.56 7.49 12.92 14.18
Carver ) 35.75 37.86 33.75 __2§:;i=~ 7 32.16 44.48 35.66 |_ 35.63




Table 7a : Significances of between-aroup differences of the sub-oroups of

school, age and sex on the predictor and criterion variables, from Table 7.

School A v School B Age S v Age 6 | Age S v Age 7/8 | Age 6 v Age 7/8] Boy v Girl

Concepts {S% * * * * * * *
Concepts (B} * % . * . ®
Vis. Disc. * * % * *
Aud. Disc. * % * *

Intell. Abil. R * * *

Criterien v.
{Caxrver) *o* *ox

* % p:0 .01 * p:0 .05

The performance of School @& subjects was found to be superior to that of
School B subjects on all predictor measures and on  the criterion measure,
these differences being statistically significant at the .01 level af
significance on the predictor measures of Concepts (5and), Concepts
{Behavioural) and Auditory Discrimination, and at the .03 level of

significance on the predictor measure Visual Discrimination.




Whilst the performances of subjects in sub-group Age & were found to be
superior to those of subjects in sub-group ARge 35 on all but the measure of
Intellectual Ability, these Eetween group differences were found to be
statistically significant only for the predictor measure Concepts (Sand),

at the .01 level.

However, between group differences for the sub-groups fige 5 and fge 7/8
were found to be statistically significant on all measures at the .01
level, except far the measure of Intellectual Ability, where the between
group difference was found to he statistically significant at the .05

level.

The between group differences for the sub-groups Age & and Age 7/8 were
also found to be statistically significant on all measures at the .01
level, except for the measure of Auditory Discrimination, where no

statistical difference was found.

An improvement with age is therefore shown to exist, being greater between
Ages & and 7/8 than between Ages 3 and 6, and most marked between Ages 3

and 7/8.



Table 8 : The intercorrelations between predictor variables and the

criterion variable for the sample as a whole.

Table 8

Concepts S |Concepts B | Vis. Dis. | Aud. Disc. | Intell. Abil.
Concepts 8 1.00 0.83 .63 0.44 0.34
Concepts B 4.83 1.0 .66 0.41 0.41
VYis, Disc. .43 b.4b i.00 0.46 0.22
fud. Disc. 0.44 0.41 0.46 1.00 0,08
Intell. Abil. .38 0.41 0.22 0.08 1.00

Criterion
Variable
.85 .80 0.86 0.41 0.39
Carver

Intercorrelations between the predictor variables and criterion variable

for the sample as a whole are presented in Table 8.

The predictor variable Concepts (Sand) is shown to correlate wmost highly
with the criterion variable (.85), followed by Concepts (Behavioural)
(.80}, Visual Discrimination (.6&), Auditory Discrimination (.41), and

Intellectual Ability (.39).



Regarding the predictor variables, the variable‘toncepts (Sand) is shown to
correlate most highly with Cdncepts (Behavioural) (.83) and Visual
bDiscrimination (.§3), and to obtain low curreiatians with both Auditory
Discrimination (.44}, and Intellectual Ability (.36}.

Concepts {(Behavioural) was found to correlate with Visual Discrimination
(.66}, but low correlations weré obtained between Concepts (Behavioural)

and beth Auditery Discrimination {.41) and Intellectual Ability (.41).

Inferior correlations were obtained for Auditory Discrimination than for

Visual Discriminations on all variables.

The lowest correlations obtained overall related to Intellectual Ability.
The highest correlations for this variable were found tao be .41 with

Concepts (Behavioural} and .39 with the criterion variable.



ble
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: The

correlations between the npredictor variables and the

criterion variable,

both for the sample as a whole and for the sub-groups

Table 7 presents the

Criterion Varjable : Carver Score

Predictor
Variables:

All School A | School B | Age S |Age 6 { Age 7/8] Boys | Girls

]

Concepts 0.85 0.81 0.88 0.88 0.73 0.64 0.85 0.83
(Sand)
Concepts 0.80 0.69 0.86 0.81 0.71 0.42 0.80 0.80
(Behav.)
Visual 0.66 0.42 0.75 0.62 0.50 0.31 0.70 0.63
Discrim. ’
Auditory 0.41 0.22 0.46 0.26 0.44 0.26 0.36 0.45
Discrim.
Intell. 0.39 0.25 0.50 0.44 0.08 0.20 0.34 0.46
Ability
N = 129

correlations between the predictor variables and the

criterion variable, both for the sample as a whole and for the sub-groupé.

The data may be summarized

followus:

m
n

The predictor variable Concepts (Sand) vyields higher correiations with

the criterion

variable than does any other single predictor variable.

Concepts (Behavioural) vyields the second highest correlation values.

However, the Fisher I test reveals no significant difference between

the correlatiaon

coefficients for Concepts (Sand: and Concepts
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{Behavioural) wvariables with the criterion variable, except for
sub-group School A, where the 95% «credible interval concerning r for

Concepts (5and) was .71 ¢ r ¢ ,B88.

Visual Discrimination Ability vielded the third highest correlation
values. The Fisher I test revealed significant differences between the

correlation coefficients obtained between this variable and the

criterion variable and those obtained by both concepts variables and

the criterion variable, except +or sub-group Boys, where the §3%
credible interval concerning r for Yisuwal Discrimination was .36 ¢ r ¢
.80y and for fAge Group 7/8, wheres the 954 credible interval concerning

r for Visual Discrimination was .06 £ r ¢ .52,

However, in both these cases, significant differences 1in correlation
coefficients were obtained between Visual Discrimination and Concepts

(Sand).

Auditory Discrimination yielded consistently louw correlation
coefficients, as did Intellectual Ability; and credible intervals for.

these variables reveal no significant differences between their values.

Correlaticons between predictor and criterion variables are higher in
School B than in School A, however, using the Fisher I test for 95%
credible interval concerning ry, the differences in caorrelation
coefficients between schools are found to be significant on the

variable Visual Discrimination, for School A the confidence interval

‘heing .21 { r ¢ .59, and for School B .61 { r { .84. Whilst the



credible intervals are shown to overlap for Schools A and B between the
criterion variable and predictor variables Concepts {(Behavioural) (.35
f r + .80 for School A, .77 4 r £ .89 fﬁr School B)j Auditory
Discrimination Ability (0 £ r ¢ .44 for School A, .24 5§ r § .64 for
School B); and Intellectual Ability (.03 ¢ r ¢ .46 for School A, .28 ¢
r £ .87 +tar School B), the between Schools differences on these

correlation coefficients may be considered significant when related to

the intervals themselves from both values of r.

Carrelations between predictor and criterion variables are higher in
fge 3 than Age 6, and least in Age 7/8. \Using the Fisher test, the 93%
credible interval concerning r for Age 5 Concepts (Sand), .78 § r ¢
.74, shows the correlation coefficient of .88 to differ significantly

from those obtained from Ages &6 and 7/8 subjects.

Correlations between predictor and criterion variables are higher in
Boys than Girls, except in Auditory Discrimination and Intellectual
Ability. However, the Fisher I test reveals no significant differences

between the correlation coefficients for Boys and Girls.

Correlations between the predictor wvariable Concepts (Sand) and the
criterion variable are consistently high over all sub-groups, and
lowest far sub-groups ARge 6 and 7/8 (.73 and .64 respectively). The
Fisher I test reveals no significant difference between the correlation
coefficients obtained for Concepts (Sand) between sexes and between

schools. Similarly, no significant difference between the correlation

coefficients for Concepts (Sand) with the criterion variable was found



for sub-groups fAge &6 ad 7/8, the credible interval concerning r for Age

6 Concepts (Sand) being .54 ¢ r ¢ .835.

9. Correlation coefficients between predictor and criterion variables are
superficially highest for sub-group School B and lowest for sub-group
Age 7/8. However, the use of credible intervals as above has indicated
that several between group differences 1in correlation coefficients are

not signifticant, as presented in Table %a.

The use of credible intervals above has provided & guide, therefore, to the
significances of differences between correiation coefficients, the most
educationally relevant being the differences between Age groups 5 and 7/8
on both Concepts wvariables and on Visual Discrimination Ability, and the

=4

differences between fige groups 5 and & on Concepts (5and).

Fredictian of reading ability, therefaore, appears toc become increasingly

difficult with the increased age of the child.



Table 93 : The significances (%) of between agroup differences in

caorrelation coefficients between the criterion and the predictor variables,

1

qsinq the 95% credible interval (Fisher 7 test).

School A Age 5 Age 6 Age 5 Boys
v v v v v
School B Age 6 Age 7/8 Age 7/8 Girls
Concepts * *
(Sand)
Concepts * *
(Behavioural)
Visual * *
Discrimination
Auditory *
Discrimination
Intellectual * * ;
Ability l

(*) The above significances are related to outside the credible intervals
from both values of r.

Table 16 : The effect of stepwise regression of predictor variables on the

criterion variabhle for the sample as a whaole.

Step Variable Sum of Squares F for this Cumulative sum Mult.
Selected reduced variable of squares Correl.
reduced

1 Concepts 16836.934 328.103 16836.934 0.85
(Sand)

2 Visual 417.353 10.052 18164.098 '0.88
Discrimination

3 Intellectual 236.054 5.909 18400.148 0.89
Ability

4 Concepts 117.709 2.994 18517.855 0.89
(Behavioural)

5 Auditory 15.877 0.402 18533.730 0.89
Discrimination




Table 10 presents the effect of stepwise regression of predictor variables

on the criterion variable for the sample as a whole.

Concepts (S5and) 1is shown to be the most powerful predictor, vyielding a
multiple correlation value of .85, with Visual Discrimination making the
next best contribution to the reqression, increasing the multiple

correlation value to .&8.

Auditory discrimination proved to be the least powerful opredictor in this
regrescsion, maintaining the multiple correlation value at .8%, which is the

value for the combined predictors.

The position of Concepts {(Behavioural) at the 4th step may be as a result
of the similarity of this and Concepts {Sand) and the nci,f:u'r'e,-bj the
correlation of Visual Discrimination Ability with both Concepts variables

and with the criterion variable (see Table 8).

The position of Intellectual Ability, at the 3rd step in the regression,
may be due to the similarity of discrimination tasks of the Auditory and
Yisual measures, although this variable has been shown previously (Tables B8
and 9} to have low correlations with other predictor and criterion

variables.

The main finding +rom Table 10, therefore, is the superiority of the

variable Concepts (Sand) in the regression.
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Variable
Selected

Concepts
(Sand)

Age

Visual
Discrim,

Intell.
Ability

Concepts
(Behav.)

Auditory
Discrim.

Sex

.Age .

5 6

Step

. ._.}School|
7/8) A B’
1 |1 o1
2 |3 4
3 6 2
7 4 5
4 2 3
5 7 6
6 5 7

Sex_

B G

F for this variable

All Age . School Sex P
5 6 7/8 a B B G

328.103 {118.059 38.888 40.967 129.276 202.109 {188.408 118.232
20.444 7.296 2.426 12.449 4.903 2.531 | 23.430 1.539
10.052 3.556 0.198 1.554 0.393 11.950 9.536 6.780
5.909 3.657 1.100 0.001 1.244 1.698 3.348 1.147
2.994 0.455 6.403 0.657 8.911 5.592 0.218 3.687
0.402 1.063 1.374 0.662 0.080 1.577 0.162 0.350
0.436 3.020 0.252 0.005 0.401 0.010 0.008 0.102

All

Multip

Age

0.85

0.87

0.88

0.89

0.89

0.89

0.89

0.88

0.90

0.91

0.93

0.93

0.93

0.92




Table 11 presents a summary of the stepwise reqression analysis of

predictor and classification variables on the criterion variable, for all

sub-qroups and for the sample as a whole.

The goodness of {fit and stability of the Concepts (S5and) variable is

clearly demonstrated overall.

The «classification variable Age is also presented as caontributing
significantly to the regression model in the sample as a whole and for most
sub-groups, the possible ex:ep{ions'being School B and Girls, although the
differences in multiple correlation values between the Age variable and the
Step 2 and Step 3 wvariables for these sub-groups are shown to be

neqgligible.

The predictor variable Auditory Discrimination, and the classification

variable Sex aré both shown to contribute little to the reqression.



The multiple correlation values would appear to indicate that 1little
advantage is to be gained after the 3rd step in the regression, and that in
geﬁeral the predictor variables Concepts {S5and) and Visual Discrimination
plus tﬁe classification variable Age present the strongest predictive
combination overall, the similarity of the variables Concepts (Sand) and
Concepts {(Behavioural) possibly accounting for selection of the latter at

later stages within the regression.

The results presented in Table 11 strongly suggest, therefore, the
superiority of the . Concepts (Sand) variable over all other predictor
variables, and that 1little contribution to the regression is made by the
introduction of other variables, with the possible exception of #Age and

Visual Discrimination.

The Age effect would appear to have eductional implications, there being a
systematic reduction in Hutliple Correlation value as age increases,
suggesting that prediction of reading progress becomes increasingly

difficult as the age of the child increases.
fs Age is & known factor, it would appear that knowledge of the child's

performance on Concepts (Sand) would provide the teacher with the relevant

information needed to successfully predict reading progress.
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Table 12 : presents the effect of removing each of the predictor variables

from the complete model with respect to the criterion variable, where the

classification variables of Age, Sex and School are included within the

analysis, for the sampie as a whole.

Predictors \Flassificati_of Variables Deviance | DF F Value | Significance
Model | Conc. Conc. Vis. Aud. Intell. Age Sex  School
{Sand) {Behav.) Disc. Disc. Ability

1 + + + + + + + + 4671 120

2 ’ - + + + + + + + 6454 121 45.81 *

3 + - + + + + + + 4901 121 5.91 b

4 + + - + + + + + 4832 121 4.14 *x

5 + + + - + + + + 4700 121 0.75 -

6 + + + + - + + + 4802 121 3.37 -

7 + + o+ + + - + + 4941 121 6.94 *

8 + + + + + + - + 4681 121 0.26 ‘ -

9 + + + + + + + - 4838 121 5.29 ! wex
- . P, R o " e = - e

Table 12 presents the effect of removing each of the predicter variables
from the complete model with respect to the criterion variable, including
the classification variables, which 'in themselves may be of predictive

value, for the sample as a whole.

The deviance values presented are the sums of squares of the errors in the
fitted relationship, and therefore a significant increase in this value
above that of the {full " model indicates that the variable under

consideration should not be omitted from the model.




Table 12 shows Concepts {5and) to be the most powerful variable 1in the
regression, the deviance of this variable being statistically significant
vat the .01 level, whilst the deviance values of Concepts (Behavioural) and
Visual Discfimination are shown to be statistically significant at the .03

level.
The «classification wvariable Age is also shown to be statistically
significant at the .01 level, whilst that of School yielded a significance

level af .03,

The deviance values produced for Auditory Discrimination, Intellectual
Ability and Sex were not found to be statistically significant. The plots
of the fitted relationships of these predictor variables on the criterion

variable are presented in Appendix 7.

These results would appear te support the findinas of previous analyses
within the present study of the consistent strength of Concepts (Sand) as a
predictor variable, and the reievance of the Age factor, at the same time
supporting the views that both Visual Discrimination Ability and the School
factor (or the combination of catchment area, School and home i1nfluences as

discussed in Section BZa) are significantly related to reading progress.
The overall finding of the above analysis, therefore, is the weight of

evidence in support of the superiority of the Concepts (Sand) variable

within the reqgression.
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In order to identify the best combination of variables for predicting
reading ability, the deviance values and corresponding degrees of freedom
were obtained for the various combinations of predicter and classification
variabies, through least squares estimation of the coefficients within the
relationship, for the sample as a whole. These values are presented in

fippendix 8.

Fresented in Table 13 are the deviance values and degrees of freedom for
those wvariables and combinations of variables already identified as
powerful predictors within the present study. Goodness of fit in the
regression is indicated by low deviance values, the lowest value thereby
indicating the best fitted relationship where degrees of {reedom are
similar. As the deviaﬁce value when all predictor and classification
variables were included was 4671, DF = 120, the «closest apbroximatians to

this value would indicate the best combination of variables.

The predictor variables Concepts {(Sand), Concepts {(Behavioural) and Visual
Discrimination appear to form a powerful combination, whilst that of
Concepts (Sand), Concepts (Behavioural) and Age would appear the most

effective triad (5226).

The most effective combination overall is composed of both concepts

variables, Visual Discrimination and Age (498B8}.

The overall finding of the above analysis, therefare, is the consistent
superiority of the Concepts {Sand) variable in the regression model, and

the relevance of the contribution af the Age variable, the Visual



Discrimination wvariable and the School {Social Class) variable, 1in

combination with other significant variables.

Table 13 : The deviance values and corresponding dearees of {freedom for the

various combinations of predictor and classification variables for the

sample as a whole, inveolving those variables identified as significant in

previous analyses

Variables Deviance _ df |
ALl 3471 120
Single FPredictor:
Concepts (5and!} 8517 127
Concepts (Behav.) g§328 127
Visual Discrim. 13120 127
Single Classification:
Age 13810 126
School 22640 127
2 Variable Predictors:
Concepts (Sand)/Concepts (B) 5641 124
Concepts (Sand)/Vis. Disc. - 39290 126
Concepts (B)/Vis. Disc. 773% 126
1 Fredictor + | Classification:
Concepts (Sandj/Age 9426 125
Concepts {(Sand)/School 6062
Concepts (B)/Age 7327 123
Concepts (Bi/School A 8149 264
Visual Disc./Age 9725 125
Visual Disc./School ‘ 13090 126
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3 Variable Predictors:
Concepts (5and)/Concepts (B} /Vis. 9546 123
3 variables including classification
and predictor variables:
Concepts {(S5and)/Concepts (B)/Age . 9226 124
Concepts {(Sand/Concepts (B)/School 3283 125
Concepts {(Sand}/Vis. Disc./Age 3395 124
Concepts {(S5andi/Vis. Disc./School 3495 123
Concepts (B)/Vis. Disc./Age 4787 124
Concepts {(B)/VYis, Disc./School 7655 125
Concepts {Sand)/fge/School . 410 124
4 variables including classifictian
and predictor variables:
Concepts (S5and)/Concepts (B}/ 4988 124
Vis., Disc./Age
Concepts (Sand)/Vis. Disc./ 5392 124
fige/School
Concepts {(Sand}/Concepts (B)/ 9161 124
fige/School

The superiority of the Concepts (Band) wvariable in the reqression having
been established 1in previous analyses within the present study, between
School and Age differences on the regression on Concepts (Sand) were
obtained. {See Table 14 below){ The estimates, or slopes, produced
indicate that while Concepts (Sand) is an important variable there appears
to be no strong effect of Age and School on the regression, the estimates

-
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