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confidentiality; but so as to preserve information about the dimensiont
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Chapter The Role of Families in Children's Literacy

A major problem confronting educators is the decline in the acqUiSi=

tion of literacy after about fourth grade. Whereas the National AtsestMent

shOWS an increase in the late 1970's in reading achievement in grades 11j,

reading achievement in the higher grades has either not improved or has

Clearly declined (Chall Testimony, 1979). Over the past 15 years, verbal

abilities of college entrants have also declined, as measured by the

Scholastic Aptitude Test (Wirtz, 1977*); Mary BerrY, AtSittant Secretary

for Education, summarized the findings in 1977, "Our research tells us that

9- year -olds are reading better than ever. But after that point--at about

fourth or fifth grade - =we see test scores begin to drop". This drop consti-

tutes a major problem for society as a whole, since it results in upper

elementary and high school students who cannot read well enough to succeed

in learning the content presented in social studies, science, career educa-

tion, and the like; High school graduates who read at a fifth grade level

are not equipped to hold the white collar jobs which constitute an increas-

ing proportion of employment opportunities. Furthermore, the difference in

reading and related school achievement between children Of high and low in-

come families becomes even greater beginning with the 4th grade than it was

in the primary grades. Thus, the children of lOW income families are especial=

ly vulnerable to acideMic failure beginning with the middle and upper elemen-

tary grades and continuing through high school and college. ConfirMing aata

on the increasing decline with increasing age among low income children is

found in such standard works as Coleman et al (1966) when cmaparitons are made

with middle and high income children or with national norms.

*It should be noted that the SAT Verbal Scores ceased to decline in 1981;
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Informal opinion tends to view the children'S hOMe environment as

playing an important role in determining school success - including success

at' reading; In order to explain the widespread failure among upper ele-

mentary school children in continuing to improve their reading skills;

then; it seems that one should look to the children's homes; The most

robust support for the position that home factors play a role in reading

failure comes from the findings of social class differences in reading

achievement and in other aspects of school success (see, for example. NAEP

reports; IEA reports).

Whereas social claSS differences in reading achievement pose an inter-

esting and important question about the role of home factors in school

success, they dif) not provide sufficient knowledge of how the hote wtitkS to

affect achieveMent. what is needed is knowledge about the process by which

middle-class parents support or facilitate their children's schbol skills

and development of literacy. Furthermore; summary statistics on social class

differences lead us to overlook the existence of perhaps the most interesting

group of children in our schools - working-class children who succeed in

,achieving high levels of literacy; A recent analysis of the reading achievement

of a group of working-class boys found many to be achieving at a very high

leVel (Durkin, 1982); The study reported here also attempted to account for

the sources of such children's reading success by comparing them to working

class children who were performing below average in reading and related skills.

Of potentially equal and perhaps, in some cases, greater influence than

the home on reading achievement are school experiences; particularly those

provided by the teacher .

methodS, time allotments for different
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reading activities, and the like. Thus, although the major thrust of the

research reported here was to study the effects of the home on reading,

writing and related language skills, we also made classroom obSerVationa,

interviewed teachers, and related these to the children's achievetent.

That classroom effects on literacy may have essential importance on

reading achievement has been found recently in the studieS Of time on task

and structure by many researchers; See, for example, ROSenahine (1978),

and Stallings (1977). Coleman (1966) is particularly relevant for broader

school effects.

Ari aspect of reading failure that may offer special insights into the

role of home factors in reading success is the increased risk for failure

beginning at about fourth grade; The word "reading" refers to a variety

of related but distinguishable activities = activities which change drama-

tically with development; The reading task changes during the child's

elemehtary school years from one of decoding Single words or short

Sentences in grade one; to one of acquiring new information from long,

decontextualized, and complex passages of text in the upper elemen-.ary
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grades; It seems clear, though it has not previously been explicitly

acknowledged, that the factors in the home environment that provide

optimal support and facilitation at one stage of reading development

may be irrelevant or even harmful at a later stage of reading. ThUs,

any search for the role of home factors in reading success must have

a developmental component. The research presented here emerges from a

SpeCific model of the nature Of developmental changes in reading-Chall's

stage theory of reading (1979, 1983).

Stage-tin the-development of reading

The notion of stages in reading development is a crucial theoretical

assumption for the study proposed here, becaube the nature of the optimal

he environment and family support is different for children, in different

stages of reading. For the present study, we will use the notion of read-

ing stages as developed by Chall (1979).

Essentially, the reading stages of Chall are similar to Piaget's

stages of cognitive development, the stages having:

...a definite structure that differ from one another in

characteristic, qualitative ways, and that generally follow

a hierarchical progression....
The successive stages are characterized by growth in the

ability to read language of greater complexity, rarity, tech-

nicality and abstractness, and by changes in how such printed

language_is viewed and used....
At each stage, readers show characteristics that, if

continued too long, may prevent the development of the

next stage. Thus, if the accuracy and analysis and

synthesis) needed during the decoding stage (Stage 1)

are not succeeded by reading experiences that require

a faster pace and a greater reliance on context (Stage 2 -

Confirmation), there may be a holding on to the success

of the earlier stage. Similarly, if the child is hot

challenged with the demands of accuracy in gadning new

information, as required by Stage 3, he or she may persist

in the less accurate, more contextual reading of Stage 2.

Reading has an affective component. The child's

attitudes toward reading are related to those of his or

her family, culture, and school.... (Chall, 1979, p 36-37)
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A brief description of the reading stages is presented here (see Chan,

1979, for a more complete discussion):

Stage Q. Prereading.

Before entering school the child gradually becomes aware of the

relationship between print and speech, and becomes increasingly attentive

to print and cognizant of the meaning potential of print.

Stage 1. Initial Reading or Decoding, normally achieved in Grades

1 to 2; Ages 6-7.

The essential aspect of Stage 1 is learning the arbitrary

set of letters and associating these with the corresponding

parts of spoken_words.... The qualitatiVe_Change that occurs

at the end of this -stage is the insight gained about the

nature of the spelling system of the particular alphabetic

language used.

Stage -2.. Confirmation, Fluency, and Ungluing from print: Grades

2-3; Ages 7-8.

...Reading in Stage 2 is a consolidation of what was

learned in Stage 1 through reading what is familiar and

already known.... Since the content of what is read at

this stage is basically familiar, the reader's attention

can.14 concentrated on the printed words, usually the most

common high frequency words.

Stage. 3. Reading for Learning the New - GenerallY from One Viewpoint:

Gra:16S 4=8 ; Ages 9-13.

The Stage 3 reader can read material which is generally

unfamiliar for infortation and/or recreation.

In a sen-aei entering_Stage 3 fits the traditional concep-

tion of the difference between primary and later schooling:

in the primary grades, children learn to read; in the higher

grades, they read to learn.

Stage 4. Multiple Viewpoints: High School, Ages 14-18.

This stage is characterized by the ability to deal with different

viewpoints and is most typical of reading at the high school level.

Stege_5. A Florid View: College level.

This stage is characterized by independence and selattivity in use

A
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of print for one's own needs and purposet (Chilli, 1979, 39-44).

The stage theory of reading development briefly presented above has

relevance particularly for unders tanding lower achievement in reading and

literacy found typically among Children from low- income families as coral-

pared to children-from the middle class. For low,-income children Ls com-

pared to children from middle class homes, while discrepancies have been

reported at the pre-reading and beginning reading stages, they seem to grew

Wider during Stage 2, perhaps partly because fewer books are available to them

(Mots:Icy, 1972); By Stage 3, the gap seems to widen even more, since the

Ability to read for information, knowledge and pleasure assume a broad

vocabulary, such previous knowledge, and high skills in decOding and

fluenCY.

Within the context of the stage theory of reading, the Child's

development of literacy can be seen as starting with language acqui-

aitiOn, continuing through the pre-reading stage, a period of growing

Metalinguistic awareness and interest in language and symbols as objects

Of play and reflection, then through the stages of decoding (Stage 1),

confirmation (Stage 2), and literacy for learning (Stage 3), on to

the more mature uses of literacy more'typical of high school and college

reading Obviously, at each of these several stages, the child's out -of- school

environment can contribute to or hinder his acquisition of the necessary

skills and ittights. Considerable work has been done, in fact, on the

role Of the child's family environment and social interaction in facil-

itating the acquisition of language, and in facilitating the acquisition

of the beginning stage of reading--decoding. The study reported here can

be seen at the logical continuation of those two areas of research: the

role of the family and the child's non-school environment in facilitating

the development of reading and related literacy skills for purposes of
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gathering information and gaining pleasure, typical of intermediate grade

children.

Home Influences-en-Successful Literacy Acquisition

The study presented here addressed the question of why some children,

even children from low-income families, manage to continue successfully through

the later stages of literacy acquisition*, whereat otheri Are unable to meet

the increased challenges presented by fourth and fifth grade reading tasks.

The hypothesis to be tested is that the child's out-of-School learning ex-

periences contribute indispensabl,. to his acquisition of stages 2 and 3 in

'earning to read (Chall, 1979): the acquisition of fluent reading (stage 2)

and reading for information (stage 3). It is assumed that the learner's home

environment and out-of-school experiences may be less important in the ac-

quisition of stage 1 of reading, decoding, since this depends much less on

knowledge of the world and use of contextual information; Decoding is a com-

plex, but circumscribed, skill, which can be learned entirely in a school con=

text. Reading for information, on the other hand, is a much less specific and

easily taught skill; it depends to a greater extent on motivation, knowledge

meanings of words of a more abstract and literacy nature,
about the material to be readduse of context, and other skills which cannot

be simply taught or easily vracticed.

Understanding the role of the child's home environment and interaction

With his family in facilitating his success at the more mature stages of reading

acquisition requires forming a multifacted picture of a) the child's out -of-

school activities and interests and b) his access to interactions with adults

who can increase his knowledge of the world and model the use of reading as a

source of pleasure and knowledge.

*'Literacy'. is used in this report to refer to reading plus the related skills

(Writing, vocabulary knowledge, metalinguistic ability) that are crucial to

much of school learning. It is often used interchangeably with the more circum-

scribed term 'reading', since reading is the best researched and operationalized

component of literacy.
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The patterns of social class differences in school success and reading

acquisition clearly indicate that children from higher-income families have,

in general, more access to the experiences and interactions which promote the

acquisition of literacy and other school-related skills than do children from

low-incomD families. However, it is of particular interest to determine the

constellation of factors which enable some low - income families to provide their

children with the experiences that contribute to school and reading success.

Identifying what it is about some low-incame families that enables their

dren to succeed in school, especially in the more challenging tasks presented

in the fourth, fifth, and higher grades, is a first step in hel;ing all families

to provide those enabling experiences.

The research presented here was based on the following premises:

1. Identifiable factors in children's home environments contribute to

their acquisition of literacy and related school learning. It is possible to

identify specific relationships between out-of-school experiences and success

in reading, writing, and other school-related literacy skills.

2. The factors in the home environment which contribute to the acquisi-

tion of literacy and the achievement of school success are a product of both

parental belief systems and parental behaviors. An ethnographic approach

to describing the child's out-of-school environment is necessary to gain

insight into the crucial differences between families that can and those

that caanot contribute to their children's Continued progress in literacy.

Intervention in the child's home situation to iMprove the literacy-enhancing

potential of that situation is likely to be ineffective if it

fails to recognize the ecological setting Within Which the family functions.

3. As discussed above; reading is a developmental process which changes

in the course of its development both in quality and in function. The nature

1
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of the Optimal hoMe environment may well be different for children in

different stages of literacy acquisition.

The following are game of the hi:41e factors that can, on the basis of

past research, be hypothesized to influence literacy:

1. explicit adult instruction in the use of literacy skillt, e.g.,

encouraging one's children to read books for entertainment, helping them

with homework,
showing children how to use a library, showing children how

to use a dictionary or encyclopedia.

2. 'Yodelling the use of literacy by parents or by an adult in the

hone; e.g., reading newspapers and periodiCals, reading books for pleasure,

using books as reference tools, playing word games, doing crossword puzzles.

3. requiring the use of literacy skills from children in the normal

course of events, e.g., giving them tasks such as reading and writing gro-

eery shopping lists, zooking froth written rather thin oral instructions,

encouraging them to write letters, sending them letters, expecting them to

read the menu it restaurants.

4. adult expression to the child of attitudes and beliefs which would

support the use of literacy skills, e.g., praising school achievement, en-

forcing school attendance and the performance of school related tasks,

pressing admiration of learned or literary figures,
praising directly or

indirectly the child's reading and writing activities.

5. structuring the child's environment so as to facilitate his devel-

.

opment and use of literacyskills, e.g., accompanying him to the library,

giving him books of an appropriate level and interest, having reference

books in the home, creating a quiet place for the child to read or do home-

work monitoring his use of television, and reading stories and books to
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The parental contribution to the child's acquisition of literaty and

such literacy-related skills as vocabulary, the ability to concentrate on

tasks, and skill it the use of drawing and writing tmplementS, begins, of

course, during infancy; The child's abilities at age 7 or 8 are a product

of the entire history of his interactions with his caretakers and his en-

vironment, including his preschoOl and early school experiences and aspects

of the general cultural setting such it television. Thus, in Order.to

Cake sense of the way parents interact with Children aged 7 or Older, one

Must collect information from the parents about the child's earlier devel-

opment of language, reading, and writing ability, his TV viewing* his prior

experiences in school, and the whys in which they encouraged his development

of literacy and literacytelated skills from an early age.

The above five categories of variables represent hypotheses About the

iffeCt of the home situation and certain parental tendencies or traits on

the child's development of literacy skills.

The research studies behind these five hypotheses have not usually taken

into account the child's role in effectively initiating* eliciting* or

responding to the adult behalors with the exception of recent case ttu-

dies (Biatex, 1979). In Order to get a complete picture of the degree to

which a child's home invirOnment and family interaction
contribute to his

develoPtent of literacy for learning, both the Parental and the child ton-

tributicin will be assessed. In Addition* since the abilities of the child--

les general cognitive ability and his reading abilityand his schoolexperi-

ences can further strongly affeCt his motivation And ability to pursUe

literacy-related activities at home, information about the way the child

functiona at school, and the impact the school het on the child and his

family, is indispensable to an understanding of the factors at work in en-
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suring the successful acquisition of liter6ey ftit learning. Thus, school

observations, teacher interviews, and measures of the child's level of

achievement in literacy must be included in any study of the relationship

between home environment and the development of literacy skills,

A Model- -for the Study

Collection of data on the role of children's homes, families, and out=

of school activities in contributing. to their acquisition of literacy

must reflect many different facett of the child's daily activities.

It cannot be limited to observations of the child at home with his parents,

because too many other factors, such as experience in school, with siblings,

and with friends, impinge upah the child and interact with the effect of his

parents' interaction with him Understanding the parents' behavior toward

the child requires under-Standing the ecological setting of the families in

question. Factors such as parental invest, maternal depression, job

housing crises, or sudden decrease in family income can compromise the ability

of the parents to provide responsive literacy promoting interactions, even if

the parents recognize the need for such interactions and know in principle

vbat they consist of; The foIloving model explicates the kinds of factors

that may influence the availability of literacp-producing interactions to

Children, and the way in vbich those factors interact. It defines areas in

'Which data must be collected, if we hope to explain why some low-income

fiMilies successfully provide litertcy=pramoting environments for their children

*While others do not. Each of the cella in the model defines an area about which

data have been collected; .For ease of presentation, the cell are coded as

follows (see Figure I-I):

- squares are used to enclose cells about which direct observations

provided the information. These include the child's interaction at home with
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his or her parents during a structured homework-like task, and With

teachers and classmates at school during the tegUlat school day.

- circles are used for areas in which we have relied on interview

data, from the parents, the teachers and the children themselves.

- a diamond is used to represent the criterion variable, the child's

success in achieving age-grade appropriate levels of skill on various

measures of literacy, and in fulfilling teachers' expectations in a

school setting.

Two groups of children were compared in the study--above average and

below average readers. The groups were selected on the basis of test scores

and of teacher recommendation, to exclude the best and the worst readers

particular classrooms, but to be clearly differentiated from one another

terms of their reading skills. Only children from low-income families

were included in the study, since it was hoped that the results of the

study would contribute to an understanding of how it is that some low-income

children manage to succeed at school, rather than merely being a replication

of the oft-confirmed finding of social class differences in school success.

Organiz -ation of the Report

Chapter 2 of this report, presents the procedures used for selecting

subjects and collecting-data. Chapter 3 presents general infOrMation about

_

the 31 families and 32 children who constitute the temple, and Chapter 4

presents a general detcription Of the 7 schools and classrooms in which

thi children received their formal learning experiences.

-

Chalitei 5 presents results from a serendipitous aspect of the study --

an otitinallv unplanned analysis which in the course of discussions among

project 'members emerged as one of particular importance; This analysis had

to do with the role of relationships between home and schoolcontacts and

:=4



1-13

inforMation exchange betwen parents and teachers) comparisons of parents

and teachers on their views of the children, homework, grades, patents'

views of the schools, and teachers views of the homes - -in affecting

children's achievement;

Chapters 6 and 7 present data on patterns in children's development

of the literacy skins that deterMine school success- -not just reading,

but also language skills and writing ability. Relationships among these

skills, and changes in the skills and their relationships across the age

span second through seventh grade, Are discussed in detail.

Chapters 8 and 9 focus on four of the literacy measures--word

recognition, reading comprehension, vocabulary and word production in

writing--as they are related to classroom factors and home factipts

respectively. Finally, Chapter 10 presents a summary of the most important

findings and implications of the study for parents, teacheiS0 And researchers.

Before presenting the procedures and results of the study, however,

we would like to acquaint the reader with a few of the familiet who

participated in the study, it order to give a sense of the range of the

families on crucial deMOgraphic variables, to indicate in more human terms

what we mean by loW=incame', 'above-average reader', 'belOw-average reader',

'literacy environment', and many other such terms whicb Will be defined in

the report, but also simply to give a sense of how much more there is to

say about thete families than the hard data presented in chapters 3 through

9 can adequately reflect.
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The Palmieri Family

The Palmieris live in a second floor apartment of a two-story

house in a low-income neighborhood. The house, which is owned by

Mr. Palmieri's mother, is located a few blocks away from Righetti Field

housing project. The house is in poor condition, both inside and out

It is not surprising that the house has such a "lived-in" look, since

many people circulate through the modest space at all times. The im-

mediate family consists of Mr. and Mrs. Palmieri, both 28, and their

three daughters, Cheryl, 11; LiSa, 9; and Nicole, 7 Mr. Palmieri's

mother occupies the downstairs apartment and for five months during the

period of the study, Mrs. Palmieri's sister and her daughter were living

with the family. A number of cousins and teenage members of the hockey

team Mr. Palmieri coaches are often there.

Much of the household activity revolves around television viewing,

providing the primary source of entertainment for the family. According

to Mr; Palmieri, there -is some regulation of the children's teleVision

viewing, but when asked hoW the rules were enforced, he responded "I

never check, my wife does." Although Mr; Palmieri said -that the chil-

dren had strict bedtiMes0 on the evening of one visit all of the children

were still up at ten-thirty watching television and itseemedthat none

of the adults was aware of what program they were watching. During an-

other interview, two_sets were on constantly with several children watch-

ing in the bedroom while seven or eight adults viewed a.basketball game

on the Jiving room set. A kettle of cold manieotti_was left on the

stove, and during commercials people helped themselves to food in the

kitchen. At one point, Mr. Palmieri's mother Sent up a batch of hot

cheeseburgers wrapped in foil;

Mr. Pal:Mier', who regarded himself as the "class clown" when he

was in school, left school in the ninth grade to begin working. He

describeS his current job as a vinyl- siding installer as "the best job

I've ever had." Although his wages are higher than in the past, the

demandS of his job vary seasonally. He works very long days in the

summer and his hours may be erratic in the Witter. Mrs; Palmieri left

high adhOOl after her sophomore year She has.worked off and on since

then, fUll=time for the past four yearS. Of her current job as an

assembler in a computer plant, she says, "I find a lot of the work in=

tereSting; Everything-in there is interesting. I'm fascinated by the

microcomputer chips."

Both Mr; and Mrs. Palmieri-grew up in large families
and keep in

close contact with relatives, although, according to Mrs. Palmieri, a .

feW_MeMbers of her family seem to disapprove of her lifestyle and her

husband and,as a consequence,comMUnitate with her minimally._ Some con-

flicts also seem to have preCipitated from disagreements with "in7laws;"

Mt. Palmieri paints a rosy picture of family life; however, -Mrs. Palmieri

relates a much less blissful portrait; noting marriagediffitulties and

Offering a considerably loWer family income estimate than_did her husbane.i.

Shereferred to her marriage as a source of stress, detailing three separa-

tions in the past three years;
ti
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Mr. Palmieri reads the sprits page of the newspaper. The family buys

no other reading material regularly, except for the newspaper.

When asked about her reading habits Mrs. Palmieri commented: "I'm not

crazy about it I read when I have to." Occasionally, she reads Family

Circle or the local Norwich News. She also does very little writing; "I

hate to write, I'd rather call."

Many children's books were jammed into a small chest in a room set
aside for the children to play in, called "the toy room." Mr. Palmieri's

weight lifting equipment was also kept in this room.
grade 4

According to both her parents, Lisadour focal child, enjoys school
and generally works very hard, usually bringing home better report cards

than her older sister, Cheryl. After initially having some difficulties
with reading, Lisa has improved greatly with the help of a tutor at

school. In the last year, her reading has improved from being somewhat

below grade level to being somewhat above grade level. Mr. and Mrs.
Palmieri describe her as the most avid reader in the household. Although

they initiated contact with Lisa's second grade teacher A4114ftPlid about

her progress, they don't have any continuing concerns about her school

work.

Reports from the school weren't at positive: During the first year

of the study, teachers reported that_Lisa's glasses were broken and not
_

replaced for several weeks; in_additiOn, Lisa didn't bring snacks from

home (as the other children did) -and she often had been very sleepy
in school, having stayed_up too__late the previous night; Lisa's third

grade teacher deScribed_her_as "insecure" and "lacking in self-confidence,"

although she felt Lite had "opened up more" during the second half of the

second year of the study. She termed Lisa as "quiet; well-motivated and
organized" despite_her insecurity and weaknesses in reading skills. She

predicted Lisa would graduate from high school;

DesPite the somewhat chaotic atmosphere in the Palmieri household

Lise_teems to receive adequate affection; although it appears she receives

little if any academic support from her parents; She has continually it=

proved in SthOO1,_often surpassing teachers' initial expectations. The

Palthieti't exemplify the notion of living one day at a time. One gets a

sense that, at times, this attitude lends to an air of joyful spon=
tateity; at other times the result seems to be a lack of planhitg and

confusion. Whether, in this family context, Lisa's personal gumption_and

perSittetce can sustain her school progress through the remainder of her

school years remains to be seen.
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Edwin is part of the largest family in our study. He is

the fourth of eight children who range in age from 5 to 19. All

of Edwin's brothers and titters live at homei. with the exception

of his oldest brotheri Whd is in the airforce. Edwit's_hciUte,

on a quiet street in_NorWith Corner, wasquite orderly inside

and out Before moving -there a few years agoiEdwin't_faMily_

lived in another haute in the same neighborhood. On the small

patch cf ground in -front of the house neat rows of tomatoes

were growing. _Inside it was hard to believe that eight child-

ren lived in_the house because it was so tidy,_although sparsely

furnished. The rather large living room contained only a sofa,

end table, hassock and TV set; During one of our_Visits, six

kids were scrunched on the sofa and hassock watching television.

Edwin and his bitithert and sisters -do their homework at the

dining room table. In the dining room there_was a book shelf

piled high with books. It was clear the books were used by

Edwin and his brothers and sisters because he pointed to books

in the shelf Several times to make a point.

Edwin clearly sees his siblings as sources of encourage-

ment and help. When something really good_happens to him he

tellt hit_brOthert anti sisters about it._ He speaks very warmly

of his Oldett_titter who; according to EdWin,_helps him best

with his problems and worries; She used to tit_down and read

to him Whet he was younger. Edwin is expected to take care

of his younger brother and sister every day and not to play

too roughly with them.

The Rosaldo 's moved to Norwich from The Dominican Republic

nine,xears ago. At -home the Rosaldo family children speak Spanish

to each other as well as to theirrmother and father. Mrs. Rosaldo

speaks the least English of anyone in the family, although her

command of it seems better than she openly acknowledges. Mr.

Rosaldo serves as spokesman for the family in the school and

wider community. We interviewed him; his wife declined to be

interviewed even by a Spanish-speaking person.

Mt. Rosaldo belieVet that Edwin and his 14- year -old sister,

Sylvia, are the:best_studentt in the family. He said -that Edwin

can do everything well and he hopes he will go "all the way"

in school and become_a computer programmer: (Edwin told us

he'd like to-be_alvlidaman.)

" :Edwin-enjoys_adb661:: He seemed well mannered and eager

to'Please. He is await-that his parents like the- grades he

gets in school_because_they say; "Keep it u0; you're doing

good work." "tThen asked to recall his teachers4 he particular-

ly remembered those who gave him individual help in reading

-'and_math when he was "Stuck." Edwin'told us tli sometimes

he has trouble__ understanding his teacher at school this year

and sometimes he turns in his homework late because-he doesn't

understand it.
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.

He_ explained that his parents Are not always able to help

hith with his homework because "sometimes it is hard homework."
Instead, he_turns to his sister Sylvia for help or saves it
for the next day. (Mr; Rosaldo also described how he turns
to one of his older children from help if Edwin asks him a queS=

tion he can't answer;)

Edwin said his favorite subject at school is reading,
His favorite books are comics and Snoopy books which hiS friends
share with him; He reads the comics in the newspaper,_a6_well
as the horoscope on a fairly regular basis. He said his brothers
and sisters help him with hard words when he is reading.

Edwin spends most of his time watching television. When

we interviewed him on a warm summer afternoon he was eager to
finish the interview in order to get back_to watching TV._ His
favorite show is Tom and Jerry, and his whole family watches
"Little House on the Prairie" together. The only other acti-
vity Edwin reported was drawing, which he often does while watch-

ing TV after school and on weekends. His interest in sports
led him to choose Larry Bird as his most admired person.
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Jennifer Lombardi is an only child living in a very stable
extended family situation with_her motheri_Dionnai her maternal_
grandparents, and a brother and_a sister of_her mother. Jennifer's
mother, the youngest of five_children_i_has been living in_thit
apartment with her parents since her birth. She it A child
in_ her own family. _Jennifer gets little bits of attention from
All tembett_of_the_househOld; she is surrounded by and influ-
enced by all the adults in the family.

Jennifer is close to an aunt (another of Donna's sisters) who
lived in the house until about 2 years ago; she likes to ttay_over
at her house and go out with her. Attotding to her mom, Jennifer
acts like her and talks like her. AbOthet uncle lives away from home.

The Lotbardit live in a triple - decker in West Norwich. Donna's
mother and father_and her two siblings work but she herself doesn't
beCAUSe "I can't find a job with good hours so that I'd be home when
Jennifer gets home." Mr. Lombardi senior works the nightshift so Donna
it often the only family member who sees him during the day;

Donna is an avid reader, mostly of mysteries but also of other
fiction and nonfiction. She belongs to a book club, swaps books with
her sister and is always looking for new titles. She reads a news-
paper daily as well as a few magazines per month. She didn't like
to read as a child but started enjoying it while in high school.
She completed her first year of high school- and then dropped out at
age 15 when she was pregnant. Four years ago she went back and got
her G.E.D. According to Donna, both her parents and her sister_are
readers, but not her brother; Dennis. He, meanwhile claims to like
reading, particularly Agatha Christie books and several magazines
a week, particularly those about bicycling or photography. He moved
back to the family home from Montana about a year ago, after a string
of manual- and semi - skilled jobs. He currently works on an assembly

line in a small factory. Although he plays down the amount of tele-
vision he watches, other family members say he watches quite a bit.
There are 2 color and 2 black and white sets in_the house but family
members like watching the big color set in the living room. They

argue over what to watch but grandma always wins. Jennifer doesn't
watch much television, even though she has her own TV set. The on7.y

programs she has much interest in are gymnastic events and occasion-

ally other programs. She is an avid ice skater; her ambition is to
be an ice capades star and her most admired person is Dorothy Hamill.

She likes her because 'hhe tries her bett."

Jennifer is a very active child, who likes to play ball; roller-
tkate and bikei_as well_as ice skate. She frequently plays with friends
And relates well to children her_own age as well_as to adults; She's

shy at fittti_but once she_gets to know you she's pretty outgoing.
AceOrding to her uncle,_"she's quite spirited; (like her mother), with

a quick temper." Jennifer isn't expected to do any chores at home.
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Donna thinks_that Jennifer dOes everything very well: She shows

independence and leadership* she's_popular_and she does well: 1=na
is pleased that she is_getting good marks in school; Jennifer gets

monetary reward for bringing home a good report card -- $1 from each

adult in the family for a total of $6. It's not surprising that she's
brought_home only_good report cards. Donna attends soma meetings at
school (for example_on school desegration)and goes up to the school

if she wants to talk to the teacher and find out what's going on.

The teachers have told her that Jennifer is smart, quiet, hardworking,

and does what she is told.

_Donna places importance in Jennifer's education and the whole

family has provided literacy materials for her. Jennifer has a whole

array of toys and other playthings -- books, records, tapes, word games

that are housslin a little room off the living room. In the living

room itself, Jennifer has a wooden desk with all kinds of supplies--
paper, pencils, and her own dictionary ("She's good at finding words").

Donna reads to and with Jennifer for twenty minutes every day and makes

her write a few sentences every day as well.

Although Donna follows Jennifer's progress in school carefully

she has never given much thought to her future. She feels she is still

quite young for her to be concerned. She seems to assume, perhaps

naively, that Jennifer's future education and occupational success

will 'take care of themselves'.
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Chapter 2: Procedures

In the preceding chapter we introduced a few families and gave a

flavor of some Of the kinds of information we have available about the

families. In this chapter we will detail more exactly the nature of

the procedures used for selecting subjects, the kinds of data collected

about the children and their families, and some of the techniques for

coding and analyzing the data. A difficult aspect of a long-term, in-

depth study such as this one is that the data collection involves

scheduling appointments with many different members of each family (and

their teachers), over a period of eighteen months. Inevitably, incomplete

data were collected on some families. Nonetheless, we felt that we

should include even these families in the final sample, simply adjusting

particular analyses for the presence of fewer subjects, rather than risk

biasing the sample by including only those families with whom it was easy

to schedule appointments. Accordingly, the number of subjects for whom

we have data is indicated for each type of data collected in Table 3.1.

Subject Selection

_Recruitment of classroom teachers. A number of criteria directed

our procedures for recruiting subjects. First of all, we needed above-

and below-average readers (the exact basis for selection of the two

reading-status groups will be discussed below) at three grade levels,

second, fourth and sixth. We wanted children whose families would be

likely to participate in all phases of the 18-month data collection.



Table 2,1: Number of subjects for which various categories of data are available

Mother Father Child Diary Teacher Classroom

inter- inter- inter- Diary Diary obser- Family questionnaire observa'ns

view view view I II va'ns SMOG 80-81 81-82 80-81 81-82

Complete 26 11 32 15 20 27 24 32 21 30 26

Partial 5 7 0 5 0 - 0 0 8 - -

Refused 1 5 0 1 8 5 8 - - - 2

Not

available'

0 9 0 11 4 - 0 0 3 2 4

II of siblings ft of family members

interviewed ranked in SMOG

0

1

8

12

2 6 2

3 4 10

4 - 6

5
3

6 - 3

none 2 8

available

School School

bio- test School

graphy scores SYMLOGS

31 18 20
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We wanted (but were not totally successful in finding) children from

exclusively English-speaking families. And we wanted to select both

above- and below-average readers from the same classrooms, so that the

variation in reading ability would not be attributable primarily to

school factors. Furthermore, we wanted children whose classroom teachers

would agree to their being observed during the school day;

Accordingly; we decided that we should recruit families by selecting

children within particular classrooms in which the teachers had volunteered

to collaborate in the study. Teachers were recruited through the good

offices of the Norwich School Department, after a number of letters

and meetings to explain the purpose of the project. The School Department

recommended schools which served primarily working-class populations and

were ethnically representative of Norwich. Within schools the

project was brought to the attention primarily of the more skilled and

enthusiastic teachers. Teachers in eleven classrooms agreed to partici=

Fate; their participation involved a) consulting with us to recomnand

likely children, b) providing ratings for those children on various aspects

of reading and math skill, c) agreeing to let children be taken from

the classroom for the administration of individualized selection tests,

d) agreeing to let researchers spend several hours in the classroom

to observe the children selected, e) agreeing to fill out a questionnaire

about the sample children and about classroom practices, and f) agreeing

to let the sample children leave the classroom for administration of

the battery of tests to assess reading, writing and language that formed

part of the data collection. The cooperating teachers recommended a
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total of 91 children, of which 88 families could be contacted to obtain

permission to consult School records and administer the screening tests.

Selection tests. The purpose of the selection tests was to identify

children Who were Somewhat above average in reading (5th=6th stanines)

or somewhat below average (2nd-3rd attilines) without being either extremely

gifted or learning-disabIed. We wanted this middle range of Children

because we felt these groups would display most clearlY the positive or

negative effects of home factors. In order to ensure that we had basically

"average" groups of children,We also attempted to select children whobe

math scores fell closer to grade level than their reading scores, i.e.,

children who-se reading had been either enhanced or depressed by home

experience. This criterion could not, be applied for the second graders,

for whom math scores were not available. Two sixth graders (one above,

one below average) violated this criterion; the rest of the fourth and

sixth graders had math scores equal to or closer to grade level than

their reading scores.

To select our final groups, we used the following standardized

achievement test results, based on the children's school records: the

Gates-McGinitie Reading Test Adtinistered in mAy of their first=grade

year to second graders, or the Stanford Achievement Test (full battery)

administered in March of their third- and fifth-grade years to fourth

and sixth graders. To supplement the information from these groUp-

administered tests, we adminiStered individually to potential subjects

the Roswell-Chall Diagnostic Reading Test and/or Wide-Range Achievement

Test, Level I, Reading Substest (for second graders) or the Gray Oral

Reading Test (for fourth and sixth graders). In addition, reading group

assignments were noted for potential subjects.
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Selection of final-Sample; The vast majority. of the familieS

contacted agreed to the initial testing for screening purposes. Many

of the children recommended by their classro-om teachers for inclusion

turned out to be ineligible for the final sample, most because they came

from homes where a language other than English

spoken (19 children fell into this category).

not selected for further participation because

from school, b) grades and/or test scores that

was the primary language

Another 16 children were

of a) chronic absence

placed them outside our

target groups, or c) a very mixed achievement record which made it diffi-

cult to classify them. An additional 14 families declined to participate

in the full atudy; Ultimately, 32 families were selected which met most

of the criteria for inclusion, though five of these families turned out

to be not exclusively English Speaking; The subjects selected were.

distributed across grades, sex, and reading-groups as
indicated in Table 3.2

Data_Collection

The major focus of data collection efforts would be, of course, the

family, the home, and the child's out-of-School activities. Equally

crucial to an interpretation of our findings, however; would be data on

the children's patterns of strengths and weaknesses in reading skills,

and their abilities in the related areas of writing; vocabulary, and

language. These data would need to be comprehensive, and collected in

Such a way as to add a developmental component to the study. Finally;

we had' determined that data about the children's in-sdhool experiences,



Table 2.2

Distribution of Sample Children

male

Above
Average

5

Below
Aver-kge

3

Total

second female 3 3

Total 5 6 11

male 4 3

fourth female 2 5

Total 7 5 12

sixth

male

female

1

Total
9

Total 17 15 32
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especially the nature of their reading instruction and their access to

reading experiences in school, were indispensable to understanding

the dynamics of the home and family effects.

Data collection in these three areas proceeded in parallel; each

area the responsibility of a separate research team. In addition to

being the practical solution to the problems associated with the

size of the data collection effort, this separation of responsibilities

enabled the team responsible for the home and family component to proceed

without very explicit knowledge concerning the children's reading status.

In most cases, the home interviewers were blind as to the target child's

reading level, and were thus much less likely to be biased in their,

collection and interpretation of data about the home.

Home and Family

All family members. One of the principles which guided our efforts

to collect as complete a picture as possible about the children's out-

of=school activities and environments was to include all willing family

mtmbers. We felt that it was crucial to collect information from several

different family members - the children themselves and their mothers and

fathers, 'f course; but also their siblings and their resident male

caretakers or nonresident biological fathers, when appropriate; because a

considerable amount of research on family dynamics has shown that family

members often have different perceptions of shared experiences and

activities (Framoi 1972; Beavers, 1977; Goodman, 1981; Reiss, 1981)

Although we were not alwaya successful in scheduling interviews with all
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the other family members (fathers were especially hard to involVe in the

study - only 11 fathers could be interviewed) we feel that in those cases

where Wd.were successful the data base is enriched considdrAb/y.

The- role-of observatiOn. A second decision
about the nature of

data collection came after considerable efforts were made to pilot

obserVation schemes and to carry out pilot obervation session8 We ori-

ginally intended to supplement our interview data with direct observation

:and audiorecording of interaction between the target children and their

familie8 at crucial or high-interaction times of the day, because of our

conviction that the nature of interaction around booka, homework, and

topics of general interest could contribute crucially to children's

reading skills, vocabulary, world knoWledge; and attitudes toward achieve-

tent and toward learning; During the initial interviews we collected

information about the children'S
schedules, hoping to be able then to

select times for doing observations that would be appropriate and comparable

across children. We discovered, however, that given the wide age range and

the relative independence of many of the fourth and sixth grade children

from rigid schedules or parental supervision, it would be very difficult

to find any time for observation that was comparable across children. Fur-

thermOrei even when the children were at home and their parents and siblings

were present, there was no identifiable time for many families when

interaction was likely to occur. The majority of the mothers in the

sample worked, so were not home or available immediatelY after school.

Many of the families did not sit down to any scheduled meal that pro=

vided an opportunity for conversation. Many children had no homewOrk

or did their homework on their own without parental supervision. Thus,
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there was no time within an hour or so we would be likely to observe

the kind of literacy- or information-focused interaction we hypothe-

sized would be crucial. The density of interaction between parents and

children in the age range

to say that the brief and

parents are unimportant;

a different and much more

studied here was often quite low, which is not

scattered exchanges the children have with their

But second-to-sixth grade children present

challenging case to the observer than do pre-

school children, with whom interaction is much more constant and dense.

Much of the world of interest for the ten-year-old is inside her own

head, and not accessible to tape recorder or note-taker; Furthermore,

the school=age children we were studying were capable of learning a great

deal from very small amounts of interaction. Thirty seconds of help

_reading a hard word, or just a few sentences expressing interest in

what had happened at school, or even just seeing mom select a book rather

than the Tlf- for 15 minutes' relaxation, could constitute the source of

important learning for the older child. Yet none of these events would

show up as notable or frequent in an observation record, and the chances

that any of them would occur during a one-hour observation session are

quite small.

Accordingly, we decided to rely primarily on our interviews as

sources of information about the families but to include an observa-

tion situation which was sufficiently structured that we would, within

about a half hour of observation time; be likely to see a fair amount

of literacy- and teak=focuased interaction. Since the role of homework

And parental supervision of homework had by this point in the study
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emerged as an issue of considerable interest, we designed a task which,

we felt, simulated to some extent the nature of a homework assignment,

and we asked the mother or father (in some instances Toth were present)

to help the child complete the task. The task was to fill out a diary,

using a form provided, for the preceding dayi filling in all the activi-

ties the child ...ad engaged in, where they had occurred, and who else

was present. Two researchers were present for the homework-like task:

one who was familiar to the family from previous interview sessions, a7d

one who had never met any of the family members and was blind to the child's

reading status. The first researcher explained the task to child and

parent, and the second kept a running record of what happened, what

exchanges occurred between child and parent, and other events of impor-

tance. The narrative records were later transformed into a standard

form for analysis, and the blind observer. AlSo filled out a SYMIOG form

for both participants in the interaction (Sales and Cohen, 1979) (see

next section fot a fuller explanation of SYMLOG). The SYMLOG rating is

designed to rate two or more participants in an interaction on the degree

to which each is positive or negative (friendly or unfriendly), dominant

or submissive, and task-oriented versus emotional-expressive.

Time allocation diaries. In addition to providing a context (not

to say pretext) for observation of parent-child interaction around a

homework-like task, the one-day diary filled in during the observation

session was designed as a way to instruct the child in filling in the

diary form. We asked each child to keep a diary for four weekdays on
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two different occasions: during the school year, when the diary form

included a checkliSt for in- school activities as well as a supplementary

out-of-school checklist, and during the summer, when only the out-of-

school checklist was included. The diary format (see Table 2.3)

required that the child first write in long hand activities, location,

and companions, at the appropriate times, and then go through a checklist

and mark any activities engaged in that day. The checklist was included

in order to get a more complete record than the long hand diary, and

in order to jog children's memories - they were specifically told they

could go back and add to the diary if the checklist reminded them of

activities not filled in. The diary content has been analyzed for the

number and nature of activities engaged in; for the degree of predicta-

bility of children's schedules, and for a profile of who they spend their

time with.

In addition tc the content analysis of the diaries, the writing in

the diaries has been analyzed, to supplement the analysis of the writing

sample collected during the testing session, for neatness, spelling,

--handwritIng4=_complexfty of utterances, and coherence. (See Appendix A-for

complete diary forms.

SYMLOC

Having considered a number of schemes for characterizing family

interaction in the home (Whiting's (1968) behavioral observation techniques;

Caldwell's (1970) H.O.M.E.,
Steinglass' (1979) family observation system,

and two measures of family attitudes, Olson et al.'s Family Adaptability



Name

MORNING

Day

What were you doing? Where were you? Who were you with?
(Mother, father, brother or
sister, friend, adult frienc
relative, or by ypurse_lf)

6:00

6:15

6:30

6:45

7:D0

7:15 .

7:30

7:45

8:00

8:15

8 :30

8:45

_9 :00

9:15

9 :30

9:45

10:00

10:15

10 :30_

10_:45

11 :00

11 :15

11:30

11 :45

12:00
N

1-

12 7A11_
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and Cohesion Evaluation Scales (FACES), 1979, and Moos and Moos'

Family Environment Scale (1976)), we finally decided on the SYMLOG

system.

Some of the other systems either were more appropriate for pre-

schoolers and their families, or else focused exclusively either on

cognitive or emotional behaviors, or were inappropriate for use with

working-class and ethnically-diverse families.

All family members above the age of five were asked to describe

all other family members' typical or characteristic behavior using an

adaptation of the SYMLOG Adjective Rating Form. SYMLOG is a set of

methods deVeloped by Robert F. Bales and his colleagues for the study

of many kinds of groups, including families, "where the personalities

of the specific persons involved and their relationships with each other

are the focus of interest" (Balea and Cohen; 1979); Although SYMLOG is a

large and complex system in its entirety, one may use only a small part

of it, such as the Adjective Rating Form, for a given study.

The SYMLOG Adjective Rating form is geared to an adult population

of moderate-to-good educatiOn. An adjective list based upon SYMLOG

Concepts but refleCting a child's vocabulary of behavior has been developed

by Bonny K. Parke for use with classroom teachers, parents and children

(both forms are described in Appendix C of Bales and Cohen, 1979); We

used an adaptation of Parke's Adjective List P-10 in our study, because
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this was appropriate for schooI-age children and for the adults in

our sample who do not have "moderateto-good educations."

Using the SYMLOG system procedures, we reduced the separate ratings

made by family members on the adjective list to single scores for each

family member for each of three dimensions: dominant- submissive;

friendly-unfriendly; task oriented-=emotionally expressive. We then

plotted the locations of family members on what is called a Group Average

Field Diagram in order to explore the relationships of family members to

ea-.11 other and to see how these configurations might relate to the children's

reading achievement. (See Appendix B for SYMIOG rating form.)

The interviews. In accordance with the principle that all family

members should be interviewed in order to get a complete picture of

events, activities, rules, and attitudes within the family, we designed

the interviews for the different family members, especially forthe

mother, the father, and the target child, to parallel one another as

much as possible. The mother and the father interviews were, in fact,

identical, enabling us to make extensive ,:omf)AtiSont within families on

parents' perceptions of their children, their beliefs about child

rearing, their attitudes toward their children's school experiences,

and other matters on which one might expect agreement between them.

The interview for the target child covered the same major topic areas

as the parent interview, but of course the ways it which the questions

Were asked and sometimes the nature of the questions were quite different.

The interviews for parents focused on the following content areas:

:A
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Family composition. Number of people in hoUSehold, their ages and

relationships, whether members of the household have left recently and

why.

House and neighborhood. Size of house, whether rented or owned,

type of dwelling, presence of various kind§ of facilities in the neigh-

borhood, availability of play areas, length of time family has lived in

neighborhood, degree of satisfaction with neighborhood.

Parents' perception-of child's health and personality. How the

target child would compare with other children on such items as being

active, being happy, getting along with other children, being a leader,

being independent, speaking 2.bilityi concentration, and adjustment to

school.

Caretaking arrangements. The nature of supplementary child care,

child's degree of contact with non-resident fathers, and with extended

family members.

Chilli' out-of-school activities. Child's daily schedule, favorite

activities, participation in lessons or organized 4ctivites, frequency

Of outings to visit relatiVeS, go to movies, museums, etc., chores and

other responsibilities at home.

-Parents perception of dhiles_school experience. Parental involve-

ment with PTA, whether parent knows teacher's name, nature and frequency

of communication with teacher, opinion as to child's functioning and

special problems, if any, at school, child's grades, what the child

likes and dislikes about school, what she does well and poorly at,

who helps with homework, what the school should teach, whether the
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schools and teachers are performing adequately, and expectations for

the child's ultimate educational achievement and occupation.

Parents' employment- -anti- education: Nature of job, degree of

satisfaction with job, former jobs, reasons for not working (if

applicable), nature of training required and received for job, parents'

own educational history and attitude toward their own school experiences.

Parents'-reading. Whether parent likes to read, what kinds of

reading material are preferred, names of recently-read books, names of

regularly -read magazines and newspapers, rating of family members on

love of reading.

Sources of stress and support. Contacts with relatives, whether

relatives have problems which cause stress, whether such stressful

events as deaths, serious illheSses, moves, job changes, and financial

changes have occurred in the faMily, access to and use of clubs, social

groups, political groups, or church - related groups, and family income.

Parents' perception of child's -r -ending-and writing. Whether the

target child likes to read, what kinds of reading material prefers,

how much time s/he spends reading, nature of library use, history of

learning to read, whether s/he likes word games, being read to, combining

reading with TV-watching, how s/he solves problems with reading and with

homework, what kinds of things s/he writes.

Uses of TV. Number and location of TV sets, personal preferences
__-

in TV programs, activities during TV viewing,-reasona for watching TV,

_

whether there are any rules limiting TV use by children, who in the family
---

watches TV the most, likes it the best, controls choice of programs the

mos.,, What happens when different family members want to watch different

_

programs at the same time.
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Perception-Of-similarities and ;liferences among children. How

the various children in the family differ from one another, how they

compare in school skills and success, in friendliness and dependence on

Social contacts; in athletic skills and preferences, in reading pre-

ferences and skills, which of the children particularly like each

other, spend time together, what sorts of activities they share.

The child interview collected equivalent, though sometimes less

extensive, information on the following categories that match the parent

interview categories: family composition, perception of school

experience, child's reading and writing, child's schedule and

activities, similarities and differences among siblings, and uses

of TV. In addition, the children were asked questions about

their perception of their parents' goals and their parents' responses

to their own school problems and successes, and about their emotional

relationship with their parents. The questions concerning emotional

relationship were draWn from scales developed by other researcherS,

including the Nurturance Scale (Saunders, 1977), the Punishment

Scale (Siegelman, 1965), the Child-Parent Relationship

Scale (Swanson, 1950), and the Locus of Control Scale adapted for

children (Nowicki and Strickland, 197,3).

Interviews with the siblings of the target child could not, for

budgeting and scheduling reasons, cover all the areas included in the

child interview. These interviews comprised the questions on the uses

of TV, the Nurturance Scale and questions concerning similarities and

differenceS among chit ren in the family. (See Appendices C and D for

complete parent and child interviews.)
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The School

Collection of school data was organized around answering three main

questions: How did each child function in classrooM contexts central

to acquiring literacy skins; what had been each child's pattern of

School achievement; and what kind of literacy environment did the school

provide? Secondarily; we wanted information from the school's point of

view that paralleled what we were getting from families: about homework,

parents' contribution to literacy and home-school contacts;

Data collection
took place against a background of considerable

instability in the schools. A new state tax law greatly reduced local

revenues available to the system; several Norwich school districts

were redrawn in the first year of our study and consolidated in the

second as part of a voluntary desegregation plan. As a result, one of

the original schools in the study was closed and seven of the original

eleven teachers were laid off or transferred.

Our target children were in eleven classrooms in four schools in

the first year of the study; in the second year, with all the reassign

ments, they were in 23 ClASSrooms in seven -Schools.
While there were no

fewer than two target
children to a class in the first year, in the

second year most of the classrooms we were studying had only one target

child assigned: The diSpersal of our subjects to a larger number of

schools and classroomS
made our data collection more child-focused

than it would otherwise have been. The fact that we were operating in

an atmosphere of low 'morale made us rely on relatively unobtru

siva procedures: we used questionnaires;
school records and incidental

observations and only observed
formally for fairly brief periods.

U
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Particularly becaute none of our second-year teachers was a volunteer,

we were flexible about negotiating which procedures we would use:

Chart2,1 summarizes the number of subjects for whom we haVe each

type of school data. Although our willingness to negotiate resulted in

having Incomplete data for some subjects; it allowed us access to class-

rooms, especially during the second year, which we feel are more repre-

sentative than those many researchers study.

All schOO1 data were collected by a team of two researchers, one

of whom worked on the project for the entire two years. The three

school researchert were all women with substantial experience

teaching reading in city schools;

Classroom observations. Each child was observed both year of the

study, during April-May of 1980-81 and again in January-February of

1981,432. Observations were recorded in the form of child-focused

behavioral uarratives covering thirty tilinutes in each of-three context:

reading inatruction; whole group instruction in a context area like

math or spelling, and independent work, often homework or supervised

seatwork. Since sessions were scheduled at teachers' convenience,

children were sometimes observed in all three contexts on a tingle day,

but more often on two, or three different days. The observerS were trained

in using comparable styles of notes, practicing on videotapes and in

classrooms that were similar to those in the study. Each observer

worked separately, except in classrooms where there was more than one

target child.
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Between scheduling observations, collecting school record informa

tion, distributing questionnaires and conducting interviews, the obServera

spent considerably longer than 90 minutes in each class We constructed

detailed maps of each classroom, noting displays of student work, pro=

vision of literacy materials beyond texts, evidence of student writing,

and so forth. Incidental informAtiOn about the children, their teacherS

And their schools was recorded in the form of ethnographic field notes.

These, together with the child=focused narratives; formed the basis for

target child case studies, classroom ethnographies,And classroom ratings

Teacher questionnaires. A questionnaire, rather than an interview,

was developed for teachers because few teachers were willing to be

Interviewed after work and the information we needed was too detailed

to collect during school hours. The questionnaire provided a standard

format foi collecting demographic information on each classroom,

details of literacy activities, and teacher descriptions of the target

children's competencies. We also included questions about home-school

contacts, homework, and educational aspriaticns to parallel those asked

in the mother and father interviews. In the first year of the study,

all eleveu teachers completed
questionnaires; however, there was consider-

able variation in the Amount of detail they provided. In the second year,

we did a follow-up interview with 29 of the 21 teachers who

completed the questionnaire. We used these informal interviews to

probe for more detail or to clear up confusing responses. We also added

A section dealing with writing instruction to the 1981-82 questionnaire.

The questionnaire dealt with the following areas:

A
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ClaStrOft-tharacteristics. Grade(s), class size, age range of

students, their ethnicity and socio-economic status;

Organization- of--instruction. Team teaching arrangements, subjects

taught by specialists, teachers' characterization of activities as

child- or adult-centered, types of field trips, library visits,

frequency and types of problems with homework;

Organization of_reading. Materials used, grouping arrangements

and rationale for their use, skills emphasis;

Target chiles reading experience. Level of reading competency

relative to classmates, factors contributing to t'lis level, reading

group assignment, length and scheduling of reading period, texts used,

skills focus, and provision of outside help.

Home-student contacts. Judgment about whether family helps with

homework, mode, number and content of teacher-initiated contacts with

family, obstacles experienced in establishing communication and effects

of these contacts, content of contacts initiated by the family and

characterization of family's overall contribution;

Target child's coMpetenceS. Language problems or learning disabilities,

participation during whole group instruction, approach to independent

work, preferred free time activities, and likely level of final schooling.

Teacher SYMLOGS. In the second year of the study, target children's

teachers Were asked to complete the same adapted SYMLOG scale that family

members had filled out (see SYMLOG description; page 11). Most of the

teachers this year had a single target child in their rooms, so they
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rated the child's behavior compared to that of the' class in general.

Teachers with more than one target child in their classes rated these

children relative to each other, as well. These SYMLOG scales were

analyied using the method described above for the family SYMLOGS.

(See Appendix E for teacher questionnaire form.)

School biographies. We saw school records as an easily=accessible

and potentially rich source of information about stability of tchool

experienceS0 Adminittrative contacts with the home and shifts in grades

and achievement scores. Foi each target child (and for siblings when

we were given permission) we compiled a school biography. The biography

included information on each year beginning with kindergarten: The

school attended, teacher's name, number of days present; promotion or

non-promotion; grades in reading, language, math and deportment,

teacher comments, provision of tPedial services, and standardized test

scores. (See Appendix F for school biography form.)
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Testing of Literacy-Skills

Literacy and literacy-related skills were tested twice, in May/June

of 1981 and in April/May of 1982. All tests were indiVidually adminis-

tereed, in two or three sessions, in a quiet room in the child's school.

Reading-tests. The children's reading skills were assessed using

the Comprehensive Analysis of Reading and Related Skills (Roswell and

Chall, Ekperitental Edition). This test is a criterion-referenced, diagnostic

test consisting of six subtests:

Word recognition, in which students are asked to read wordt of increasing

diffiCulty. Phonics screening; in which students are asked to read letters

and Wordt indicating basic skills in word analysis.

Oral reading, in which the student reads passages out loud, of increasing

diffitUlty.

Word meaning; in which students give oral definitions of words presented

orally, in isolation; and of increasing complexity.

Reading comprehension, in which students must read passages

silently and then answer questiont at the end of each passage,

SpeIlint in whiCh the student must write isolated words dictated

by the examiner.

Writing sample. TWo writing samples were collected from each

child at each test session: one expcsitory and one narrative. After

considering many possibilities.for stimuli; we choose two which had been

used by the National Assessment of Educational Progress (1972) and by

the Brookline Publit Schools, outside of Boston; Massachusetts (1972).

/
been ,in 1977

The two stimuli / pretested in the Harvard Reading Laboratorylfor

evidence of realiability and validity.

The narrative stimulut selected was a picture of an elderly woman

who, because she holds a package of tomatoes, is fondly called the
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"tomato lady" (Appendix G). The instructions to the students

were the same used by the NAEP:

Here is a picture of a womari_tiith some tomatoes. Look at the

pitture for awhile and think about what is going on When

you have decided, write a_StOry that tells what is happening in

the picture and what is likely to happen next.

The expository stimulus instructions were:

Many of us have a special pertoti_whOm we look up to or adtire

for reasons that are very special to us; For exgmpIe, some

people admire or look up to famous sports players, to TV Or_

Movie stars, to a person in a story, or to a relative or friend.

Write about whom you adire or loOk up to; tell who the person is

and explain why you look up to this person;

Each student was given ten minute-6 to complete each writing tast. As

the student composed each sample, the researcher kept a record of the

child's writing behavior, the child's interaction with the researcher,

And any other comments that the child made;

In addition, the examiner recorded the stUdent0 own accounts of

their writing habitt in and out of school. Each student was asked the

following questions Abdut his /her writing:

1. Do you write in school?

2 Do you write at home?

3. (if yes to either) What kind of writing do you do either at

school or home?

4. Do you ever write just for yourself?

5. Do you like to write?
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The writing samples were analyzed in two main ways - first by

holistic Scoring and second by an analysis of internal factors; For

the holistic ratings, three raters were trained to the range of the

papers. Then each set of papers was holistically rated on a scale of

1 (representing the least mature paper overall) to 4 (representing

the most mature paper overall). Each paper was also ranked from 1

to 32 - from the least mature to the most mature - within genre; Last,

raters were asked to describe the strengths and weaknesses of the papers

that they had assigned to their 1 pile, 2 pile, 3 pile, and 4 pile.

The internal features analyzed were based on preliminary studio_,

conducted at the Harvard Reading Laboratory by Chall (1977) using

quantitative and qualitative measures of writing which correlated with

rankings of both quality and maturity. Other studies of writing assess-

ment consulted included those of Myklebust (1965) and Hunt (1965).

The variables we have analyzed include:

-Total production (total number of words produced) and

-Syntactic factors (T-Units, words per T-Unit, and clauses per

T-Unit)

-Number of misspelled words

-Vocabulary use (use of words not on the Spache and the Dale lists)

-Conventions (grammatical correctness, punctuation, number of

sentences, average sentence length)
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language; The language tests were designed to collect data on

Vocabulary, on children's grammaticality judgment, and on metalinguis-

tic awareness; Tests of language ability were included because of

the growing body of evidence which suggests that vocabulary, ability

to deal with complex syntax, and metalinguistic skill all correlated

with reading skill. It has even been suggested that reading at various

levels of skill is dependent on having achieved prerequisite levels of

skill in vocabulary, syntax, or metalinguistic awareness,

The vocabulary measure used was the WISC-R, administered using

the standard instructions and format. The grammaticality test included

subtests for children's comprehension of the different syntactic

analysis imposed by "ask" vs. "tell," and by "promise" vs. "tell"

for their production of tag questions, for their comprehension and

production of "and" vs. "although" in simple and complex constructions,

and for their ability to distinguish between syntactically anomalous

and ungrammatical sentences. The children's metalingusitc awareness

was assessed by asking them to explain why certain illicit comparisons

(e.g., "the math assignment is harder than a rock") are unacceptable,

and to explain why six jokes in which the humor derives from lexical

or syntactic ambiguity are funny.

54
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Chapter 3: The Families

The purpose of this chapter is give an overview of the kinds of

families included in this study, so as to indicate the degree of varia-

bility obscured by the label "low income family." Not only is a wide

range of incomes included in the classification "low-income," but also

considerable variability on such factors as parental education, educa-

tional aspirations for the children, occupational level; amount of leisure

time, amount of financial stress, and interest in and use of literacy.

We collected much demographic data on the families which was found not

to relate to the children's reading and school achievement. Those

data will be presented here, as well as population data on some

variables that did relate to reading success, to match the reader's

basis for assessing how these families live and work, who they spend time

with, how they solve economic, health, child-care and other problems,

and what they do that might help or hinder their children's school

learning.

Most of the data in this chapter are based upon interviews with

the parents and children. Some also come from the children's time

allocation diaries, or from observers' ratings of the various aspects

of the families' lives. See Chapter 2 for details of the data collection.
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Selection

The Palmieri, Rosaldo and LoMbardi families we introduced at the end

of Chapter 1 are representative of the range of our sample in family size

and composition, ethnicity, attitudes toward school, economic resources, and

on many other points. Families were chosen on the basis of only two criteria:

that they be low-income, as defined by eligibility for the free-lunch program,

and that they have a second, fourth or sixth grader in a Norwich public school

who could be classified by our selection procedures as an "above-average" or

a "below-average" reader. Compared to many studies o: families, especially

those motivated by an interest in educational achievement of children, we

have a sample ofvery "ordinary" families. These families were not chosen

because their children were failing in school - on the contrary, the children

at the bottom of their classes were excluded from our study. The families

were not chosen because their children were exhibiting any particular behavior

problem - on the contrary, the teachers who recommended children to us selected

children and families they thought would be relatively easy to approach. Nor

were the families ChoSen because the children had exhibited exceptionally

high levels of performance in school - we exclUded the best students in

each class, as well as the poorest; from consideration as subjects.

Given our way of selecting famlIies, it Should be no surprise that we

ended up with large families and small, with single- parent families* intact

families and reconstituted families, with a considerable range in terms of

financial security, with families where both parents worked, where the
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mother was a houSeWife, and where both parents were unemployed, and with

variation on all the Other demographic characterstics one might consider

important. In this chapter, we will describe our sample, in terms of the

demographic and social variables that we considered to be of potential Im-

portance in relation to children's school achievement. In the next chapter

We describe the family members' access to and use of literacy skills, In

Chapter 9 the connections among these variables and reading status will be

explained.

The Neighborhoods

Since the families were selected via their children's schools, they reside

in one of three neighborhoodS, each associated with one or two of the schools

in the study. Righetti Field it a school district bisected by a major

traffic artery which effectively isolates children who live on its far side

from their classmates on the school side; since the street can only be safely

crossed right befote and after school hours when guards are available. The

far-side families live in small but pleasant homes which they own; on quiet

and safe streets. The school-side families live either in an area about one

tile square of triple deckers an6 other small multi-family houses on quiet,

pleasant streets, or in one of two public housing projects. The Project

provide rather large apartments and adjacent outside play Space for the

children, but are quite run down, somewhat crime -plagued, and are considered

by some of the residents to be dangerous for the children The Projects are

ethnically and linguistically much more mixed than the other residential

areas of RIghetti Field. Righetti Field Projects are within walking

distance of Norwich"Mall; A thopping mall that includes a discount drugstore,

a discount department store, grocery stores, and movie theater. There is a
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ainic and a Headstart program located in the Projects and a public library

iearby. Fairly good bus service 1 _ ks Righetti Field to the center of Norwich

mod to the suburbs where many of our families relatives lived.

The Norwich Corner neighborhood is ethnically and socially mixed, and is

subject to considerably more gentrification than Righetti Field. The Nor-

wich Corner families mostly live in rented (some publicly subsidized, but

not project) apartments or triple deckers. Their apartments are in some cases

much smaller than the Righetti Field residences, but the exterior aspect

Of their neighborhood is somewhat more pleasant and congenial. A few families

had-moved from 'Righetti. Field- to Norwich Corner, citing as reasons that

it is safer; more comfortable, and more convenient. Norwich Corner is

extremely well served by public transportation, convenient for walking to

Stores; churches, a health clinic, and a public library, but not close enough

to movie theaters or to museums for most children to go alone.

West Norwich is the only area in Greater Norwich which is primarily white.

It is a somewhat isolated area, not on the way to anywhere, and as a result

the streets are very quiet. Housing consists of triple deckers and other

small multi-family units, but the houses are closer together than elsewhere,

and there is no yard or play space visible from the street. Some of the

familieS living in West Norwich vaIv its quiet and the absence of inter-

racial mixing-, but others would prefer to live in Norwich Corner where their.

//
children/could have contact with more different types of people. West

Norwich is farthest away of the three neighborhoods from shopping, movies,

museums or other amenities, and it is the most poorly served by public trans-

portation. A neighborhood school provides a health clinic, meeting rooms for

social organizations, various lessons for adults, and a branch library.

f;
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Twenty -three of our 31 sample families had lived in their current

rebidendet more than three years, and 15 more than five yests; Thirteen

expected to stay there more than five years more, and most (23/30) said they

would recommend their neighborhood to a friend moving to town. Eleven of

the families had previously lived in another house in the same neighborhood,

and only four had moved to Norwich from outside the metropolitan area; In

Righetti Field especially, but alSO for some of the families in Norwich

Corner and West Norwich, a major advantage of the neighborhood is that the

parents grew up the and their families still live in the surrounding streets.

The neighborhoods are familiar and safe territory for parents and for

children; Children can often visit grandparents or aunts and uncleS alone,

on foot or by bike, on a drop-in basis. The parents in these long- resident

families were quite familiar with teachers and administrators at their

children's school, not just because their older children had gone there,

but often becaaSe they themselves had attended the same school. Since many

of the teachers are veterans of long service in the rather Small Norwich school

system and have their own roots in the surrounding neighborhoods, the gap

between parents and teachers is bridged by considerable mutual familiarity.

Family-COnstelIation

Adults-in the family. Perhaps because teachers tried to select

families that would be likely to have time and to agree to p.-i.rticipate, or

perhaps because single-patent families were less willing or able to take the

time to be involved in the study, our sample has a relatively high proportion

of two-parents familieS (see Table 3.1). Sixty-eight percent (21/31) Were

two-parents familieS, a much larger percentage than in general in the Nor-

wich public school system. Of the: two-parent familieS three (14%) were
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reconstituted, i.e., the current resident male is not the father of all

the children. Another consisted of a child living With hit grandparents and

the father in another family classified as two-parent is living out of

the country for job- related reasons. In an additional three of the single-
.

parent families, the mother had a current, relatively stable relationship

with a man who, in some cases, participates significantly in the chidren't

activities and was a major factor in their out-of-school environments.

Two children were being raised by a grandmother who functioned as mother;

one of these in a single- and one in a two-parent household. Of the children

who were residing with their mothers, five saw their biological fathers

regularly. In some cases these contacts contributed significantly to

the children's knowledge of the world and to their school-related skills

and motivations.

In addition to their biological or social parents, some of the children had

considerable amounts of contact with extended family members. The Righetti

Field families, for example, were typical of the stable working-class popu-

lation residing in that area. Like the Palmieris, many parents had

grown up in the neighborhood and had stayed there out of preference as

much as out of financial necessity. They valued the proximity of their

own parents and siblings, both as social contacts for themselves and as

supplementary sources of child care, and the availability of cousins as

playmates for their children. Most of all, one got the impression that

they valued the prospect that their own children would stay in the neighbor-

hood when they were grown, and would continue to participate in a social

network comprised largely of family members.
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Children in 48% of our families were reported to visit their extended

family members once a week or more, and only two children reported never

visiting relatiVeS (see Table 3.2). Children 9" families had extended

family members living in the same house or building and most of the rest

visited relatiVeS living in Greater Norwich regularly. Grandparents, aunts

and uncles Were the people most often mentioned by mothers in response to

the question, "Who, other than yourself, does your child have a close

relationship with ?" Children in only 26% of the families saw extended

family members less often than four times a year; half of these were recent

Immigrant families who had no relatives living close enough to visit.

Several of the households had aunts; uncles or cousins come to stay for

Several weeks or months during the course of the study.

Siblings. Despite the availability of many adult family members in

the environment of most of our sample children, the children spent much

more time with siblings (or with same-aged friends) than with adults.

Our analyses of diaries kept by the children during one summer week found

that three quarters of the children spent an average rif five hours per day

with siblings; whereas only seven of the children mentioned spending any

time done with either or both parents. For these seven children the mean

time alone with a parent was just Under one hour per day. Only two of the

target children had no siblings (See Table 3.1). Eleven children came from

two child,families, eight froth three-child families; five from four-child

families, three froth five child families, and two came from families of

seven and eight childten. One child lived with his grandparents and two

teenaged uncles; his younger sister lived in another household with his

mother. The children's siblings ranged in age from 22 years to newborn.
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Number_ of single-parent
families

Number of two-parent
families

intact

reconstituted

Total families

3-8

Table 1.1

Family Constellation

L

Number of Children in family

a 4 5 6 7

4

2

7 5

9 10 5 1 1
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Table 32

Access to Extended Family

No regular contact

Infrequent/irreguTar contact

Regular/infrequent contact
Relatives out of town

Regular contact/Relatives
in town

Relatives in Neighborhood/
Frequent visits

Relatives live in same
household or building

West
Norwich

2

Norwich
Corner

1

3

1

4

2

Righetti
Field

I

5

4

Total

7

7

9
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The younger children were often the recipients of much attention and help

from older siblings. Of the people mentioned I* mother as having a close

relationship with the focal child; 21% (13 of 62) were siblings. The equi=

valent figure for fathers was 27% (4/15). Over three-quarters of the

mothers. fathers and children responding to interview questions about relation-

ships with siblings said that the child was especially close to one or another

sibling in the family. In over 60% of the cases ttis was with a brother or

sister who was more than two year older or younger than the child. Slightly

over half of the mothers and children responding (54% of both groups) said

the children had special problem with one or another sibling

Only 16% of the fathers responding to this question said that

the family had problems with each other, however.

Child care. Since 19 of the mothers work, child care was a 1:1-,-.1)1,m

in most of the families. The problem was solved in many cases, as it was

for the PalmieriSoby relying on extended family members living in the houSe=

hold or very close by The most frequent solution offered to the problem

of caring for a sick child was to leave him/her with relatives. In some

familieS the parents arranged to work opposite shifts so that one would

be available at all times, and in B families older children had regular

child care responsibilities for younger siblings. Only seven mothers

reported still paying for child care for any of their children on a regular

basis.

Family_ income and Economic Resources

The reported family incomes ranged from $5,000 to over $30,000 (see

Table 3;3), with over half of the families earning more than $15,000

a year and with only six of the families receiving less than $2,500 per

capita per year (a level considered to indicate severe economic stress).

Five of the families were Sufficiently well off that the mother could be

a full -tithe housewife, or work only a few hours a week primarily for the
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Table 3.3;

Reported Family Income

IncOme Range Number ofFamilies

$ 5,000-'6,999

7,000 =7,999

8,000=8,999 2

90000=90999

12,000=12,999 2

130000=130999

140000=150999

160000=18,999 2

19,000- 19,999 2

20,000-24,999 1

25,000-26,999

27,000-28,999 1

29,000-29,999 2

30,000 - 30,999

Not available
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social contacts (see Table 344). In the majority, howeVer, both parents

were working full time in order to maintain an even marginally comfortable

life style. In some cases, the very low yearly family income was nonetheless

adequate because housing costs were subsidi.3ed or borne by extended family;

for instance; the Palmieris live in one unit of their parents' multi-

familylifbperties, as do several families who will be introduced in later

Cage studies. Welfare constituted a source of fabily income for only four

of the families in our sample, in all cases single- parent families.

Housing

Given the wide range in income level and in family size, it is perhaps

not surprising that the families varied F-eatly in the degree of domestic

comfort th4 could achieve. Some of the homes were quite spacious, comfor-

table, nicely furnished; well-maintained; whereas others were cramped and

poorly furnished, and sometimes dirty, chaotic, and neglected as wen.

Eight of the families lived in public housing projects, 13 in privately-

rented apartments, 7 in apartments or triple-
deckers owned by family

members, and 3 in their own single-family houses. Ten of the children in

the study had theft own bedrooms; sixteen shared with one or more same-sex

siblings. Four shared with opposite -sex siblings, and one child sharedA

bedrboM With her grandmother; another shared a bedroom with his mother

and brother., and another with his 32 year old uncle.

Even the more economically-strained households provided some amenities

for their children. Only one of the families had no television, and most

had more than one. Twenty -two of the children owned or shared with siblings

A radio, 16 a televigiot, and Il a tape recorder or record player. One

family had an Atari, and another had a home computer, recently purchased

because it would "help the boys in school."

us
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Table 3.4

Employment Status of Parents

No parent worYing

,One parent wo:kine

One full time, one part time

Two parents working full time

Single i.;:ent Two Parent Total

4

=

2

1

14

10

1

14
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Mitat of the Children had access to adequate outside play spate,

althOugh only 13 had their on yards. The projects provided large, though

rather litteredi unattractive and sometimes daneroUt. Plaverounds and the

Norwich Corner children all lived within s few blacks of small playgrounds or

playing fields; West Norwich children had the least access to play space, as

the houses in Wett NOrWiCh are more crowded together than in the other

neighborhOodt, and becaute using the public playgrounds requires crossing

streets too busy to be safe for the younger children.

Social - Aspirations

Although it is an oversimplification, it is possible to think cf the

families as failing into one of two groups: the stable working-cIass

families; which have working-class aspirations for their children, and

the aspirant middle-clast faMiliet, those who hope and believe that the

future holds a different life for their children than they themtelVet have

experienced. We present here four case studies, two of the first type of

family and two of the second to illustrate the differenCes between them.

7t)
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The Shea Family

Kevin Shea is a sturdy, athletic boy, whose only favored
school activities are art and gym. He takes after his fatheri.both
in his_love of sports and in his dislike of reading and of school;
MY. Shea quit school in ninth grade to start working in his father's
small roofing business, and now makes a comfortable living for his
family, despite never having finished high school; Mrs; Shea works
a few hours a week, more for the social contacts than for the money.

Kevin has had a hard time learning to read, and repeated first
grade. At first his parents were reluctant to have him held back,
but they agreed "finally because they thought that, since he was
rather small, hr would have a better chance to be a more competitive
athlete if kept. with kids .1 year younger.

Both Mr. and Mrs. Shea grew up in Righetti Field, Mzs. Shaa
in the projecfrs, z1 v continue to live in that neighborhood
because their ff. 'lies a_d friends are close b-. 1:i s. Fhea
knows many bi .eachers at Kevin's school from ha "ing attended
the school hers,.2'.

MrS._Shea hopes_ that Kev5m will graduet.2 f: 6M high school and
go into tht_tirg business with tls father. She is not much
worried by his school problems, except inscfar_as they_cause him
to be unhappy_at school._ Reyir. was never the kind of kid_wh6 would
sit still tolook_at books, be_read to, or_play_games_(Unlike his
younger brother, Joey, vho_at four sits and looks at books for_
long periods of tithe), so his mother_always expected_thatschool_
would be hard on him. Given her aspirations for Kevin, though, hiS
low grades are not a source of serious concern. Her notion of a
good student is "someone who's trying the best they can and passing
S don't want a scholar."

Mrs. Shea does her best to help Kevin at home,_ using flash cards
provided by his teacher, but he resists sitting still to do so.
She used to buy books regularly for Kevin and his father had enrolled
him in a children's book club, but he never read the books, so they
stopped. The Sheas now buy books for Joey, but have given up
trying to get Kevin to read. Nor do they read much themselves.
Mrs. Shea reads a newspaper occasionally on Sunday, gets the Reader's
Digest, and occasionally buys Star-Magazines, but thinks they are
trashy. Mr. Shea watches TV all evening, and Mrs. Shea watches soap
operas every afternoon (partly because all her friends watch, and
she needs to keep up in order to participate in their conversations).

Kevin does not participate in any lessons or organized school
activities because, as Mrs; Shea puts it, "1 don't trust anyone
else with my kids." Her unwillingness to use outside: child care also
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dictates her working in the evening after supper, since it means

that her husband can then take care of them. In an_emergency,
Mrs. Shea would call on nearby family members to help out,_or perhaps

leave thekids'with her girl friend who lives next door. She would

not consider hiring a baby sitter.

Kevin is, despite his school problems, a very successful child

within the Shea family - he takes after his father* prefers his

father's favorite activities (watching TV and playing baseball),

and dislikes school, as did his father.
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The Jenkins Family

The Jenkins' apartment in the Righetti Field Projects is a
center of activity for the neighbors and for the friends of the
children in the family; Charlene; 22; Valerie; 21; Raymond; 17;
and Tracy; 13. In a pattern frequently found in Mack; female- headed
households; Mrs; Jenkins also provides primary care for her oldest
daughter's two - year -old son and a six - year -old foster child lives there.
For several weeks; Mrs; Jenkin's three nieces stayed while their
mother was convalescing;

Despite the activity and the *large number of residents, the
Jenkins' apartment is neat; organized; and comfortable. Many
books are arranged on shelves in the living room, and by midafternoon
dinner is ready on the kitchen counter to be put in the oven. The
housework and cooking are an Mrs. Jenkins' responsibility - though
she now regrets not having trained her children to help around the
hot

Jenkirs grew up in Norwich and remain^ very close to her
L-1,:the; who iivr nearby; Her former husband visits to see the
kids 71(::.a.-11caIli but she cannot count on him for any linancial
help; :ae household money comes from the older children, who are
working; from payments for the foster child, and from welfare.

Mrs. Jenkins reads and does crossword puzzles while_watching
TV. She considers a high school diploma very important (perhaps
because she herself only completed ninth grade; and was unable to
achieve her childhood ambition of being an_airline stewardess)4 is
proud that Charlene and Valerie completed high school; and deplores
the hie, wages Raymond is getting working as_a laborer for Norwich
Pub: Wcrks, since the good pay is keeping 'UM out of Schobl.

Mrs. Jenkins doesn't help Tracy with homework because "she
doesn't need it," though Valerie sometimes helps- Tracy.
Jenkins sees Tracy as a competent student; but thinks she "could
by trying hatdOz_in school." Tracy is. also described by her teacher
as undermotival:ed, thOugh possessing average skills in_reading;
Teachers know Mrs. Jenkins well from having had the -older children
in class; and felt that_she was generally cooperative and responsive
when_there were minor disciplinary problems, but probably wasn't
helping Tracy much at home.

Mrt. Jenkins has no plans or ideas about Tracy's future,
beyond her finiShing high school. When asked what Tracy might
be When_she grew_up; she answered, "She's never talked about having
kids. I really don't know."

1
3
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The Jean-Pierre Family

Mr. and Mrs. Jean-Pierre are determined to provide a better life

for their three children than they themselves had_growing up. Mi. Jean-

Pierre came to the United States from Martinique several years -ago. _Soon

after he arrived he sent for his wife and youngest child Marielle; six
years old. The twO_Older children, Yvetteil° and Christopher,8; stayed

in Martinque with their grandmother and attended school there until

they were sent for_three years ago. At the present time Mrs. JednzPierre

works to support the family as an administrative assistant in a high

technology_fitth while Mr. Jean-Pierre is receiving technical training at

a local college.

Education is considered important in this family despite the fact.

that Mrs. Jean-Pierre professes to know little ab6ut the schools and

hOW she Or her husband might affect them; saying "I'm not in education."

Mrs. Jean - Pierre told us `,Ilat"as long as I'm around the children are

going to go All the way" in school; meaning graduating frOni college.

Sheatr.Ongly supports her husband's as well as her children's education.

It became clear to us that a great deal of importance is attached to

Mr. Jean=Pierre completing school in the near future.

Again an:' again in our interviews with the Jean-Pierre family

members the thc:ne emerged of there not being enough time For example,

Yvette said she doesn't talk to her teacher before or after school be-

cat:se there is "no time." Christopher told us his mother didn't read

(nor watch TV) ',-cause she."didWt have enough time." MarielleSaid

that she na:. zo ask her older siblings for help with school work be=

cause her father "doesn't have_enOugh_time." Mrs. Jean-Pierre told us

that her husband didn't -have time to be interviewed the second year of

our study because he had so much studying to do; Earlier; he said

duringan intervieWthat he didn't -take the cliIdren to placdt like

parks or museums because he must study and thus doesn't "have too much

time." In making arrangementafor her final interview with us Mrs;

Jean-Pierre put a strict time limit of one hour on the amount of time

she could give us (which she then herself broke onte:We started the

interview).
The living room of the Jean-Pierre apartment is furnished

with two -new over =stuffed brown love seats; an armchair and a chest

flanked by matching two-feet high ceramic statues of a_nUde couple

embracing. Another two foot high statue of a dog is placed by one of

the love adatt. Large artificial flowers fill aliase on the coffee

table. The living room doesn't have a "lived -in:' look and the thil7

dren_air0 not allowed to play in there. There-are no 1 06ka or magazines

in thiS coon. The two daughters share a bidroom and Christopher has his on bed-

room. Their TV_tet, books and toys kept in the girlt' bedroom; and

that is where they are expected to play. During the iieek_uhen the_chiI-

dren come home from school they are expec-c.ed to stay inside the apartment

I ,}
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because their parents do not -7:efi the neighborhood is safe for the chil-
dren to play in.

Yvette seems far older than her ten years. She has a haunting
quality about her and there were suggestions in the interviews that
she is unhappy at hame. She has been given a great deal of responsibility
for taking care of her younger siblings and the household when her mother
is working and her father is at school. Mrs. Jean-Pierre sometimes feels
guilty that Yvette has had to assume so much responsibility, but she is
proud of her and openly full of praise, "She's unbelievable, she can take
care of the house all by herself, do the cleaning and shopping." Re-
cently, Mrs. Jean-Pierre was sick in bed and Yvette made dinner that night
on her own initiative. Mrs. Jean-Pierre said she told all her friends
about this and thanked Yvette, told her how important it was, and how
much she appreciated it.

Mrs. Jean-Pierre says_Yvette is quite musical and creative. She
has taken both cello and flute lessons, using instruments rented
from the school. She loves to play house, to make dresses for her dolls
and play with them. She also took swimming lessons during the winter
months. Her mother thinks she doesn't read enough however. Yvette watches
a lot of television "because there is nothing else to do."

Christopher is a self-sufficient, engaging child. When he can't
figure out how to do math problems at school he comes home and consults
his sister's math book. He thinks he's the smartest person he knows
because "I keep trying until I reach it." The middle child and only son,
Christopher says he is different from "the rest of them" meaning his sisters.
Christopher said "I'm not so friendly with my sisters."

Both Yvette and Christopher seem to get entertainment out of reading.
Yvette spontaneously related to us some funny things she read in books,
but she also said she thinks she reads more slowly than most kids her
age. Christopher spoke with more enthusiasm about the stories in his
basal_reader than most of the other children we_interviewed, saying they
were "funny and easy." Christopher said he prefers to watch television,
however, and doesn't like books very much. He used to go to the library_
regularly but avoided going for a time after he loSt_hiS library:card and
was told he had to pay for a book he says he didn't lose._ He tries to
read the newspaper -- mostly to find articles about animalS, which he
loves.

Yvette entered the Norwich Schools in second grade. She went to
first_ grade in Martinque_during the time her parents were in the U: S.
and she was living with her grandMother. Mrs. Jean-Pierre said she
wasn't sure how_Yvette_adjusted to first grade, but feels that she_wouId
be doing lot better_in school now if it Weren't for "the language
problem." She said that Yvette gets frustrated because she can't speak
English -well enough and has had trouble with writing. Mrs. Jean-Pierre
feels that some teachers aren't sensitive to-this problem and that they
may_think a child is being lazy when in fact it may be a question of

i their not understanding English.

rJ
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Yvette is a quiet, self- contained child who rarely volunteered or

spoke up much in the whole class situations observed. In smaller groups

She was more vocal and active in questioning.

In reading, Yvette had some problems with word meanings and her language

was not always grammatically correct. She seemed comfortable asking her

teacher for help on assignments_where these problems created difficulties

for her; In the fourth_grade, Yvette didn't seem to be very sociable with

-ther children in her classes,_often working alone, or playing by herself.
,-
She was the only minority child in her classroom. Yvette's fourth grade

teacher felt she was Well=motivated and got help at home on school work.

Thia\teacher contacted the father five times about "forgotten" homework

to gobd effect, she thought._ The parents contacted her_about problems

on the 'school bus. The teacher felt -hat the parents "backed Yvette

up" -- ' of pushing her hard" -- and thought this Wat positive. She

thought Y tte was sensitive and friendly but lacked_tonfidence during

independentwork. She predicted that Yvette would finith community col-
.

lege.

Yvette's. teacher was her third grade teacher because she

taught her Englith, Mr. Jean-Pierre praised this teacher as well, saying

Yvette had had at_eXcellent third grade year but that during fourth grade

he was "not tatitfied with her performee." At the end of fourth grade

Mr. Jean-Piette told us that Yvette was going to a local Catholic school

because they had been told she "was not strong enough for advancement to

the fifth grade" in the\Norwich school. This past year both Yvette and

Christopher attended Catholic school. Although religion seems an im=

portant_part of thefamily's life -- they all attend mass on SundaYS

the children were allgiven saint's names_ and Yvette's most admired

persOn is God ("because he can do incredible things") -- the parents'

decision to send the children to a Catholic school was based on their

dissatisfaction with the Norwich schools. Mrs; Jean-Pierre had told us

the most important thing a school should teach a child is discipline.

She added that Christopher didn't like_the strong language at school and

had problems with other children, which perhaps reflects her own concerns

more than Christopher's.

Christopher has had an easier time than Yvette in the Norwtch

schools, which he entered as _a kindergartner. In our observations in

his second grade classroom, Christopher seemed interested during the

reading lesson observed; however, he didn't volunteer to answer any com-

prehension questions and didn't respond when the teacher nominated him

to answer. He worked steadily and competently during independent work

and in whole group instruction in math he was confident and volunteered

reaeily.

Christophet't second grade teacher felt his competence in reading

was &le to intelligence and family interest._ She moved him from her second

to top grou0. She felt he received he10_ on_homework from his family and

-:ompleted_it regularly. She contacted the father, and in turn was contacted

by him, about speech therapy for Christopher, She felt Christopher

6
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participated_ well in whole group settings but sometimes had trouble

following written_ directions. She predicts Christopher will complete

four years of college.

-
Christopher and Yvette's relationship is representative of -the

ambivalence siblings often feel for each other. They continually

biCkered with each other during our interviews with them. Yvette
corrected Christopher's account of things, added comments of her own

to his responses and generally put him down. When this happened
Christopher sulked and whined and mumbled comments like- "sisters -are a_
pain." However, out of each other's hearing they seemed genuinely fond
of each other and related incidents in which they were helpful and sup-

portive of each other. Christopher has missed only two days--at schOol_
because "my sister wanted me to win the attendance prize." Yvette -said

that she and Christopher"confide in ach other and talk about problems
and chores and what we do and don't like to do and if our parents are
angry every day" when they wait for the bus._ Christop;vzr not only told

us that he tells his friends to bug Yvette, but two minutes later was

saying that if someone teases her he'll tell them to stop -it. Christopher

seems genuinely fond of his - little sister Dominique-and showed us an
animal book he had made to "make her happy and teach her to read."

Despite the fact that Yvette and Chrittopher have been given a great

deal of responsibility and are quite self-sufficient, they are part of the

children's subsystem in the family, which is clear2y distinct from the

parental subsystem. This division between children and parents is encapsulated

in a pair of family photographs on the living room wall: one picture shows

Mr. and Mrs. Jean:Pierre and the other the three children. The parents are

clearly in charge; they seem to run the family like a tight ship. They are

concerned about their children's education and are quick to take whatever

action they deem necessary for the children's future.
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The Ferreira Family

For the_Ferreiraa, a Portuguese- American _family; strong family

values are all- important. It is atraditional family that, according

to Mr. Ferreira, adheres to "old world ways;" and is "old faShiOned"

and "conservative." Church and home remain central to their family._

EVen though bOth Mt. and Mrs; Ferreira see M±. Ferreira as head of the

household; Mrs. Ferreira seems to be a vocal partner in the marriage and

participates in family_ decision- making: The Ferreiras are -a young

faMily: Mt. Ferreira is 32 and Mrs: Ferreira is 31 and their four sons

are George, ten; Brian, eight; Mark; five and Frank, four. They have a

close- extended family support system; and their relativeS can be counted

on "all_the time." Mrs; Ferreira's mother and sister live downstairs;

her mothertares for Mark and Frank during the day -until the two older

boys come home from school; She keeps an eye on -all foUr_Until Mrs;

Perreira_tOtea home from her job as a nurse's aide. Mr. Ferreira's

M6nher lives in a Portuguese neighborhood near NorWich Corner and other,

relatives live nearby. The children spend -quite a_bit of time with their

grandparents, aunts and uncles. George helOS Grandpa cook and does er-

rands for Grandma.

The Ferreiras. live on the second-floor apartment of a double-decker

which they own in Norwich Corner. They've been living there for eight

years and both parents "can't imagine moving." The apartment is well-

furnished; cheery, and immaculate despite_the presence of young children

And presence of two Chihuahuas named ChUChi and Chacha; There is ornate

furniture; particularly in the dining_room (plush; red velvet-covered

thairsaround the dining room table, large crystal chandelier, china

cabinet); The spotless kitchen_ contains an avocado green stove, re-

frigerator; freezer and dishwaSher, as well as numerous small appliances;

the den'has a comfortable sofa ant easy chairs; lots of plaques and photos

on the walls; and a large_teleViS.L, n set; the living room is also nicely

furnished, but seems hardlY used by the family; There are four bed=

rooms; George has his own room, which is very neat; Pictures_are on the

wail; trophies fram_Little LeagO8 and books line the bookshelf, and there

is .a desk with an offi-&-?: desk chair (both bought by 1;is father). George

is very proud of his room and of his possessions:

George has a fox art. He loves to draw, especially very de-

tailed pictures of LPttieShips and spaceships. Mr. Ferreira brings lots

of paper and pencils and pens home to George from work (he runs a loading

machine in a paper factory).

Mr. and MrS. Ferreira are proud of their boys. They_believe that

it's important for the children to be praised so they will feel good about

themselves. Both older boys are doing well in school. George had prob-

lems adjusting to the first grade, but going to a special class really

6
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helped hith. "He has quite 4 few friends anc g,meTally gets along_with

everyone," according to Mrs; Ferreira; "Fc ca do anything he Sets his

mind to." Briar} is breezing through school.

Little League is a big pL z. of George's l;fe. He's up for the

"majors" becAUSehe's a skilled:pIty. But "baseball comes second to

schbolWork. He knows that:" School is exterthely important to both

Pa±enti;: they want their children to graduate_frOM College. "In this

dbuntt.00l is free and children should take- advantage of it;" said

Mrs. Fernvira. And Mr. Ferreira feels_thet "schools are in a tough spot

because they are left to make up for what fatilies should be doing in

the first place." Discipline and respect are- important values for chil-

dren to be taught 7 first by the family but also reinforced by the

school: Mr. Ferreira feels that the_unrulineas of his neighbors' chil-

dren is due to an "I don't care" attitude on the part of the parents.

At schooli George's behaVior reflects his parents' emphasis on

school and.achievement. He_operates in avery businesslike and goal=

oriented wayi_and deals with reading workbook exercises very efficiently.

He tends to be competitive and- strives to get teacher attention and ap-

proval. His teachers call on him frequently; but see him as an "average"

student; He brings_in homework regularly, and takes care to check hit

work. Neither his fourth nor_his fifth grade teacher had had_ any don=

tact with his parents, so it is perhaps not surprising that they Were un-

sure how much positive impact George's parents have on his schbolwork.

The six Ferreirak spend a lot of time together -as a faily. They

play ball together, watch TV;visit relatives. Schedulea;_ehbrea; and__

doing_homewOrk are.stressedinthis family. Mr._Ferreire helps_the boys

with hoMeWOrk (much more than Mrs: Ferreira does) and ht reads to George

more now than he used to and has enrolled the boys in a bdok club._

Both Mr. and Kra. Ferreira are competent readers - MOStly_of popular

magazines- rather than books - although neither completed high school.

Mi. Ferreira came here fromPortugaI in his teens,_ After completing nine.

years of schooling there. Mrs; Ferreira emigrated as a young child; and

Went to school in Norwich but had to quit high school in tenth grade be-

cauSe her mother was ill.

The children speak English to each Other, to their parent and to

their friends. The parents sometimes speak Portuguese to elCti other,

but primarily speak English to the Children. However; the children do

understand Portuguese and speak it to their grandparents on occasion.

The Ferreiras have high_expectations for their children. They

expect them to go through college and mentioned architecture anc _Aw

as possible professions for them.
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and the Ferriera families Are typical (,:c

the aspirant middle class families in the sample, in that they are

rElatively recent immigrants who are working hard to ensure that their

children will go to college and achieve both financial and professional

stability. The Sheas and the Jenkins are typical of the

families; long resident in NorWich, who hope their children will graduate

from high school, find the same kinds of semiskilled jobs their parents-

had, and settle down in Norwich close to their family.

Ethhicity-and Religion

Of the families in the sample; six are American -Bieck and five are

Caribbean. There are three families of Hispanic background, two of Por-

tuguese background, one of Greek background and three with Irish ethnic

identizies. The other families are of mixed or remote ethnicity

Spanish vas used as a home language in the three Hispanic amilies, Portu-

guese and GreckwereSPoken in one household each, and Haitian Creole was

used in two of the Caribbean homes. Only one Spanish-speaking child; however,

was reported to use Spanish as such as English at home; and all the children

spoke English exclusively to their friendt. West Indian .parents Showed

some dialectical characteristics in their Speech; but -care exclusively

English-speaking. The other families spoke standard English, though in

a few additional cases the parents spoke Portuguese or Greek with their

own parents. Of the children from non-English-speaking homes, five were

above average and taree below average readers (there were two subject

children in one family where another language was used in addition to English

Fifteen of the sample families are Catholic, one Greek Orthodox, and

Su
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five are affiliated ulth various Protestant churches. Seven of the mothers

report that they have no church affiliation;

Childrearing Attitudes

The variety is the families included in our sample is revealed by the

range of their snswers to questions about child-rearing beliefs. For ex=

ample, we asked at which age children could be expected to be independent in

things like making dinner, taking public transportation, having chores, and

earning spending money, and found ranges of froM nine to nineteen years (see

Table 3.5). In come families, the Seven and eight year olds were responsible

for a significant portion of the cleaning and cooking, and were expected to

take care of themselves and stay Alone and out of trouble after school until

they parents got home. In other families, children of twelve and thirteen

were not yet expected to have chores, earn money, take care of younger

siblings, or stay alone.

Parents -' EdOtatiOn-and-Educational Expectations for Their Children

There is a range of educntional. achievements of the parents in our

Sample (see Table 3.0 Over one-thfLrd of the mothers did not graduate

from high school. Of these eleven, four women had attended grade school only.

One of these was taking courses toward a high school equivalency. Another

third of the mothers had graduated from high sohobl. One single mother was

taking night courses one or two at a time and working on a bachelor's degree.

The remainder had some college or technical school training. Aside from one

mother who received a master's degree, there Were no Other college graduates

among the mothers; Of the twenty-three fatherS for whom we have informationiall

had completed grade school. Approximately 23% graduated from high school

81
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Table 3.5

Childrearing Attitudes

At what age do you think a child Should

be able to

Average -Age_

Mothers' Fathers'
Report Report

take public transportation alone 10.7

stay home Alone for a couple of hours 10.0

settle an argument with older kids 9.7

read books .iithout help 6.8

take part in adult conversation 8.7

make his/her own dinner 10.9

stand up for him/herself with 7.2

other children

take care of younger children 10.6-

go alone to a movie 13.0

know how to behave in company 6.1

earn his/her own spending money 10.1

have household chores 8.0

Range

12.0 6-14

6.0 4-15

5.2 5-15

3.6 4-11

4-5 4-22

5.6 7-18

4.4 2=13

8.0 4-16

6.1 8-18

4.8 1-15

7.4 4-16

9.2
4-13
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Tab1 3.6

Parental Education

YearS of Schooling

4.9th 9-11th 12th 12 -15th 16 ) 16

7

5
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with another 43% not:graduatin6 One inther (4%) attended some college

and the remaining one-quarter grae ated froth college. The one man

who received a master's degree liVES with the mothcr in our sample who

has a master's degree.

Nearly all the mothers and fathert wanted their children to receive

more education than they themselves had obtained. In the remaining

families the parents' aspiri-2tiOnt for their child's education were con-

gruent with their own educational attainment. For examples two fathers

and-two mothers wbo graduated from high school wanted the same for their

daughters; One couple Wanted their boy to go to graduate school as they

themselves ] done.

Seventy percent Of the mothers wanted their children to graduate from

college, with the other thirty percent hoping that their child would

graduate ft6M high school. Fathers had about the same educational

aspirations for their children as did the mothert. Approximately tw)-

thirds Of the fathers wanted their children to graduate from college. The

remaining one-third wanted their children to graduate from high schoo-

The majority of both mothers and fathers felt that anyone who can do

the work can go to college.

Expectations (what do you think your child will actually do?) oi

bOth mothers and fatherswere slightly lOWer. Sixty percent of tie mothers

expected their children to get a college diploma, thirty percent to gradu-

ate ft-- high school and ten percent did not expect their children to

graduate from high school.. Of the thirteen fathers responding, almcist one -half

expected their children to graduate from college, another half expected

their children to graduate from high SchooL

We have comparable data for eleven sets of parents. In nine of

these, both mother and father had the Xame expectation for the child's
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educational attainment.

Parents' (AJI-.. experiences with §chbol when they were growing up

tended to color their educar al aspirations and expectations for

their child. Although most wanted their child to go to college,

parents who liked school a lot were more likely to want their child

to graduate from college. Parents who only liked school a tittle or

who disliked it were more likely to hope their child :.:aduates from

high school.

Parents' Occupations and-Occupational AsLIELEItions for their Children

The range of parental occupations was Mrs. Grant with a

third-grade education; and Mrs. ESPin with a ninth grade education;

worked in an instiAutional kitchen serving food; andl 1.1':§; Cruz worked

cleaning people's houses. The most frequently-held job among the

moth( was secretary: five mothers were secretaries.but one of these

was gaily a clerk/tyPiat, and one an executive secretary. Other

occupatioiLs are listed in Table 3.7.

Fathers' ranged from Intenance man and truck driver to lab

technician, engineer and assistant bank manager. Two of the fathers with

relativelY little education had their own small businesses, providing

painting and plumbing services respectively; and provided relatively high

family incoMea. A complete list of Fathers' occupations is given in

Table 3.7.

Mothers and fathers were asked about their aspirations (what would

you like 7OUt child to be?) and expectations (what do you think s/he will

actually do?) for their child's occupation. Children were also asked what

they want to be when they grow up.



Nurses aide (2x)
Cashier
Assembly line inspector
Food service worker (2x)
Secretary (5x)
Bookkeeper (2x)
Electronics assembler
Macbine operator
Teacher
Housekeeper.
Key punch operator

Truck driver (2x)
Machine operator
Painter
Laboartory technician
Machinist
Maintenance
Sales
Autobody repair
Plumber
Police

3-30

Table 3,7

Parental Occupations

Mothers' Occupations

Fathers' Ocr:upations

Recreation director
rarmer
Te=7.chpr

Enpinear
Assistant bank manager

86
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Both parents' aspirations for their children ranged from unskilled

to professional jobs. Nearly half of the mothers and fathers wanted them

to have professional jobs; A handful felt that the children's jobs ShOuld

17,7, the children's on choice (for example, "it's ur to him" or "whatever

she wants"). _n eight families; mothers' expectations were similar to

their aspriations for the children. Fathers more uncertain apoUt

their Children's futures than were mothers; ' cereal said, "I don't know,

nothing specific," or "hard to say" or "a good profession, one that's in

demand."

Of the eleven cases in which both mother and father responded to

questions about aspirations and expectations for the children's occupa-

tion* three sets of parents agreed on what they'd like he children

to be. In all tilreR cases, mother, father and daughter all mentioned

Something ia the Medical field.

ParentS and their chili en were not generally congruent in their

expectat.Lans. Children dic not mention professional jobs as frequently

AS their parents: children Wera more likely to mentibt jobs such as sports

player, actress, cruise director, detect e, model, fireman. Many of the

children's expectations seem influenced by their television viewing.

As .rar as parents' own expectations when they were growing up, 37%

thought they'd have a professional career, another 30% a semi-professional

career. Fifteen percent thought they would be mothers. Three-

qUArtera of the fathers thought they would be in a professional

job, the other quarter some type or semi-profesSional job.
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The Children's Functionsa in and-MAOf-School

We set out to select children for the Study who were L ghtly above

or slightly be1oW average in reading. Since children were commended by

their teachers (See Chapter 2), we got a group of "ordinary" children.

Their ordinarifieSt is reflected in their parents' perceptions of thet.

Only four of 30 mothers and two of 13 fathers said that the target child

had any psychological or emotional problems, but none of these problems

was serious enough that the child had received help for it. Ten of 31

mothers (three of 15 fathers) said their child had some health problem

or handicap; these ranged from poor eyesight 1:o back problems to skin

rasheS. Note was serious or debilitating. 1 e children had been

hospitalized an average of .5 tae§,.apil no child more than twice.

Twenty;Unt of the children had never been hospitalized, and only two children

longer than a week. Twenty=seven mothers said their children were

"quite healthy" and three "f3iri -.r.y;" No one said "fairly" or '.;site"

unhealthy. Five mothers said thei iIdren were somewhat ar-!ident-prone,

And twenty -five that :heir children rarely or seldom had accidents.

TWeJve mothers reported that their children had had some behavior

problem in school, but no child had ever been expelled or gotten in trouble

with the law. The majority of mothers said their children were average

On such characteristicS as number of friends, getting along with peers, with

older kids, and with adults, and verti ability.

Mothers and fathers reported in general that their focal children were

not having any SpeCiid problems in school. Thirteen mothers said their

children were doing as well as most in school; ten better than average,

four somPtat below average; and two much worse than average. Interestingly,

the trusitY of both shove-average .sr-I
readers were seen by

their mothert as average students.



Parents were more likely to say that a'tibling was having trouble in

schooL One or another parent in 13/30 faMiliet said that a brother or

sister wz.s having trouble in school. lh the eleven families in which

both mother and father were asked this Ouettion, there was agreement

between them in only four families. In ea';:li of these four families, mother

and father said no brother or sister had a problem In the seven remaining

families either the M:ther or the fa`her, but- -not--both, said a e-bling was

having acadethic or behavioral problems at school; Parents reported nine

siblings as haYitg academic problems, three siblings as having behavioral

problems, and one Sibling as having both; We might speculate that one or

me other Parent in any family worries about school prolems or is more

tuned in to school-related matters:

One indiCation of children havinc, difficulty in sch...)ol it theirhaving .

having to repeat a grade At the start of our study 18.75% of the focal

children (6/32). had repeated a grad:.! in school: five children first grade

Child third grade. Two additional children repeated ...z..cond grade

during the second year of the study.

Siblings of six of the eight focal children who had repeated a grade

also had repeated a grade during their elementary school years. One sibling

of a focal child had repeated two grades, slid two siblings of another target

child had each repeated a grade. Siblings of seven other target children

also had repeated grades during their elementary school years

Older siblings of the target children whose families had recently

Immigrated to the United States generally had more trouble in school than

the yo,1!.ger target children, perhaps because language problems and/or

differing expectations on the p )f the school had'a greater impact on

the older children.
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Literacy

Parents' reading. The families in this study varied as much in the

amount and kind of literacy they engaged in as on the other characteris-

tics we have diacussed Since information about the families' Iiter

derives largely from interviews; it may be somewhat colored by the par( _s'

am. children's knowledge that we were interested in reading.

Twenty-one of twenty-six mothers and eleven of thirteen fathers

reported that they liked to read, and an ,i0moSt equally high percentage

said they read booksiwith romance and mysteries first choice of reading

lor the women. Nine women and six men reported that they liked reading

biographies or about factual topics.

HoWever; only nine women a' -,en could mention any favorite

authors, and only four women n more than one author. Fifteen

women could mention the nat...?.s magazines they read regularly, and

the same number did not reai a newspaper regularly; But six woten and

four men read more than two magazines on a weekly bast.; and thirteen

women and twelve men read one of the major urban newspapers regularly.

Some of the parents reported having hated school and reading as

Children, but ten women and ten men could remember books they had

especially enjoyed as children, and five woman and men remembered

childhood authors. Mrs. Gallagher rememberci,L six dif:. . authors she

had read during her childhood, and Mrs; Wil_ama tried to get Jessica

interested in Nancy DreW because she had enjoyed the Nancy Drew books

So much herself as a child.

Cy U
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Tht! ::.T2aC: and degree of enjoyment of reading

gained from t-,;:t ill%rviews did J.31: aLL-aya: match tht interviewers' ini-

tial impressions k sed on the presenCe of bobkS or Other literacy

materials in the househald. EspeCiallY in the smaller hotes there was

often little room t) store bookS publicly, and magazines and newspapers

scattered about would haVe violated the family members' sense of neat-

ness. In the Conlon household, for example, where the mother and both

children read a lot, no bOokS Were visible. During the course of the

interview, MrS. Conlon asked Jimmy to get the boom, she had just bought

him, as an example of the kinds of things he liked to read; He extracted

it from a draWer in the kitchen. Mrs. Conlon wanted to lend the inter-

viewer the book she herself had just finished and enjoyed greatly, but

She had given it to a friend at work, since "there isn't room here to

keep old bbokt."

Tne women in our sample farr!lies were more likely to be

than the men; ten women to four men said they themselves read the mo:t

in the family; whereas seven women and six men said their spouses rea:i

the most. In ten cases women reported that one of the children was the

biggest reader in the family;

Parental-provision of literacy. Just as degree of family. members'

use of literacy was not necessarily reflected in the physical aspect of

the household, parental uses of literacy did not necessarily relate

directly to provision of a literacy environment fog tMe children. Con-

sider the Sheas: though Mr, Shea would never have read for pleasure and

considered his own life quite complete without extensive literacy skills
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(17
experience, he enrolled hiP, son Kevin in a children's book club at

age threes and his second son, Joseph, Lad and used many books appro-

priate for a preschooler.

In c.rder tO provide a summary picture of the degree to which mothers

and fathera used literacy; and the degree to which they provided a

literate environment for their children, we devised the following scales:

Parental literacy scale:

1. Non-reader - limited reading SkillS.

2. Minimal reader - reading skillS adequate but little interest

in reading.

3. Reader - reads for a variety o: purposes, including pleasure.

4. Print-worm - reads for a variety of purposes, chooses reading

as most-desired Ieisure-time

Provision cf literacy scale:

1. No provision o: formal or informal litracy materials or

experiences for the chile.

2; Rep..ds positively to litcl-acy-related behaviors of child,

buys child literacy mate7inTS On request.

3. Provides appropriate books and magazines in adequate numbers.

both in response to child interest and spontaneously.

4; Seeks out opportunities to provide literacy experiences for

the chiA;

The parental literacy s' :ale for mothers and ±AtherS is po5itively

correlated (r = .467, p(;02) for the nineteen cases where we have dat

or 6:!th parents. The provision of li.:.aracy scale is positively correlated
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with both the maternal literacy scale 31, r .752, 1)4.00)

the Paternal literacy scale (n 19, r - 0(.02), suggesting that

one can identify a single dimension _;..tracy in the home

Children's reading -at -home. Four children it our study sa:A they

had no bogy- ;.heir on Twelve children said they had from one to

ten boOka. rest of the children said they had more than 20 books

that they owned or shared with a sibling. We did not always see the

children'S books when we visited in the homes. One child told us his

bOcika were kept in a paper bag and another child said they were kept in

the cellar at her small crowded house. Jitty Conlan told us, "My mother

took my books to Children's HosPital 'cuz read them all." Most of

the children said they kept their books in their rooms. We also saw

children's books casually jammed into a toy box in a spare room; others

crowded into a small book shelf in a sparsely-furnished dinin room,

others neatly arranged on shelves in a hallway designated by One

as the "toy room. In Linda Cruz's apartment, books were piled up

along the walls, since there were no bookshelves and hardly any furniture.

Mothers reported the number of hours per week their children read

for pleasure. This ranged from zero to six hours per week, the average

being about three hours a week. Mothers also reported the number of

books their children read per month, ranging from one to eight books;

with the majority of children reading between two and four books each

month: Children alSo mentioned the number of books that they had read

recently fo.: fun outside of school. Children report:_ reading anywhere
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from 0 to 15 books. While there were no signif4t. nt *f.fferencet between

grade levels, children did report a wider i ,1..' more bookt as they

got older;

All the fourth-grade children said they had read a book lately they

didn't have to "but just wanted to." This was true for about three-

quarters of the second graders and two-thirds of the sixth graders.

Approximately equal numbers of boys and girls said they hadn't read a

book recently.

Nearly every child mentioned a favorite book by name, but less

than a fifth of the children named a favorite aUthOr. All bu. one of

these children was a girl. None of the secondgrade children named

favorite authors, but nearly half of the sixth graders did. Two

children named two favorite authors and one child named four favorites.

There was a wide range of topics and t:.:iet of books children said

theydidn't like to read. These included "hard books," "scary books,"

"love stories like my mother reads," and "teaching dolphins to swim."

Non-fiction books were the .:st disliked, for exampl;, biographies,

history and science. One child said simply, "Social studies books have

too nary hard words."

About three-quarters of the children said their mothers liked to

read. Fever children (60%) said their fathers liked to read. It was

interesting that more children said they didn't know if their mothers

liked to read than if their fathers did. Most children said that their

friends liked to read. Only two children said unequivocally that

their friends did not like to read.

9,1
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Work by Durkin (1982) and ChotSky (1972) suggests that children who

have been read to regularly as a child have an advantage later on in

their ovn reading. Just over half of the children in our sample said

that someone sat down and read to them or used to read to them when

they were younger. About a fifth of the children said that this occurred

every day; The rest said this happened "sometimes." MoSt children said

their mothers read to :en'. A few said their fathers, or both their

parents, or their sibUagS read to them;

Three-quarters ci the children said they read the newspaper some-

times. Over a thin:: -4 these children said they read the comics. Only

a few children read sports pages or the news section.

Most of the r:i1dren said their family got some sort of TV guide

on a regular basis, but less than a fifth of the children said they used

it to decide what to watch. Less thaa half of the children said they

had bought a book cyc taken -Ine out of the library that had to do with a

television shm4.

A surprisingly large number of children said they had their own

1 -1.rary cards (88%), and over three=quarters of the children said they

went to the library regularly. About a third of these went once a week

or more, and an equal number every two weeks. Mothers reported that

their children went to the library more frequently than the children

themselveS reported. Fifty percent of the mothers reported, for example,

that their children went to the library once a week or more, whereas only

25% of the children reported going that often. The children went to

nJ



3-40

the library with a friend or sibling; or else they went alone. Only

a handful of children and mothers said that the children went to the

library with a parent. Boys and girls reported going to the library

with the same frequency.

FOurth graders we the most positive of all the children about

reading. fe,r7..h graders said they liked read "some" or "a

lot." 6-aders were less positive about reading; a majority of

them said they liked to read "some," and only two sixth graders said

they liked to read "a lot." The one second -grade child who said he

hated reading subsequently repeated second grade. It was interesting to

note that the three children in second grade Who said they didn't like

n.:ading very much were all in the same c:-,z7grOom.

GirlS reported liking to read more than boys (X2 = 3.28; p < .10).

Five time as many boys as girls said thty didn't "ke to read much or

else hated it; .Neck and white children did not r'iffer in how much they

liked to read, but all three Hispanic children said they liked to read

"A lot."

A third of the children, slightly more saris than boys; said tney

Wished they had more tine to e was a tendency for older children

t6 say this more than younger
Children at each grade level were

equally divided aL to whether they prefer -ed to reed or watch television.

Only two children, both fourth graders, said they 11:,-.! 1,-)tis equally.

Reading at school. About a fifth of the childret ,aid that,reading

was one of their favorite subjects at school. Most of these children

9
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were fourth graders and no second grader said that reading was a favorite

subject; Only one child, a second grader, said that reading was his

least favorite subject. Two other second grade children said that

phonics was their leaSt favorite subject.

Nearly twenty percent of the children said they read "very well,"

fifty percent said they read "pretty good,." while the rest of the children

(31%) rated their eiWt reading as "fair." No children Said they were

"poor" Ot "bad" readers;

Eighty percent of the children reported they liked the book they

were reading for reading group. Significantly more fourth and sixth

graders thah Second graders reported being bored with reading at

_

school (X3 =4.45, p <05), making comments like "the stories say what

you already know-there are no funny or weird parts" and you "get sick of

the same book."

Conc lusion. We have seen that there is an enormous range among

the parents in the degree to which leiSUre time was devoted to reading,

in the degree to which reading was a major Source of information for

them, and in the degree to which they worked to enhance their children's

literacy skills. Only three of the mothers and none of the fathers had

limited literacy skills. The vast majority were perfectly competent to

read notices from school; to fill in forms; to help children with home-

work, and to meet the literacy demands 'f such jobs as secretary,

mechanic, or small buSinesS owner. Within the group of competently

literate parents, however, there were some who viewed literacy as a source

of revelation and knowledge as an enrichment of their lives, and others

who viewed it the way most of us view arithmetic handy skill to have

9
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but certainly not a major source of enjoyment: Given the range in

the degree to which literacy is enjoyed and exploited by the parents

and to which it is being sucessfully mastered by the children, one

of the goals of our study was to examine how parental uses of literacy

might influence children's reading achievement. The results of that

analysis, and of the analyses of the home factors that affect children's

reading, will be presented in Chapter 9.

-.. Like the parents, the children differed enormously in the degree

to which they read for pleasure. In addition, they differed much more

than the parents in their reading abilities - the children's reading

skins do not correlate highly with their self-reported reading success

or reading pleasure (see Chapter 9).

Organization of the Children's Daily Lives

Most of the information we obtained about the organization of the child-

ren's daily lives came from the parents' and the children's interviews; How-'

ever, the time allocation diaries the children filled out during two four-day

periods, once during the summer and then again during the school year,:provide

us with evidence about children's activities that Supplements interview

information. This section will be a description of the children's

activities and routinesi.gathered from the interviews and diaries. First,

the diary format and return rate will be described.

The Diaries_: Diary and Checklist Format. Each day's diary consists

of two parts. The first part Is a three page form divided into half-hour

time intervals (See Appendix A). We L r"tc. children to write down on
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these pages everything they did from the time they woke up until they

,

went to bed. There Were spaces for what they were doing, where they

were; and who they Were with. During the summer, we asked them to fill

out the diary for the entire day; During the school year; they were

to fill in the diary (hereafter called the "winter" diary, since most

of the second round Were completed in the winter months), for the

time they. were out of school;

The second part consists of checklistscif activities which we

asked the children to complete in conjunction with the first three

pages. The summer diary's checklist consisted of one page of forty=

three activities; the winter diary. had two accompanying checklist-Si

one for Out-of-school activities and one for in-school activities

(see Appendix A) The instructions were: "Put a check in the box

next to anything you did today." We suggested to the children that the

checklist might help them remember events during the day that they had

perhaps omitted from the earlier pages of the diary. As we later

analyzed the diaries, it became evident that many children did not go

to the diary to fill in the gaps after completing the checklist

We felt that these two parts of the diary would give us complementary

information: The time allocation part provided information about the

duration and sequencing of activities; the cheCkli§t allowed for aided

recall and turned out to be more informative as to the range of children'S

activities. Particularly at the younger ages, children do not have a

gocd conception of time. We don't know whether the number of hours they

reported doing things is accurate. It may be that some children enjoyed

the task more or felt more conscientious about completing it so that their
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diaries were more complete than others. Also; some activities are so

habitual for children that they dOil't think to write them down, for

instance, "playing with pet," "talking on the phone," or "taking a

bath;" However, when the children go through the checklist, they are

reminded of that particular .activity and thus check it off. FOr some

children, doing sonething, such as going on the bus or subway, may just

be a means of getting to an activity, but other children may tee it as

an activity in and Of itself.

Return rate. In the summer, we distributed diarida to twenty-one

of the thirtY=tWo children and twenty children returned thet to us in

the mail, yielding summer information for eight second graders, six

fourth graders, and six sixth graders. During the school year; our return

rate was lower; we received twenty diaries out of the twenty-eight that

We diatribUted - from six second graders, eight fOurth'graders; and six

sixth graders_.` Families gave a variety of reasons for not sending them

in during the winter; from mother having a baby to a child telling us

she didn't have time. Perhaps there was leSS to do in the summer, the

diaries were more of a novelty the first time they did them and

children were more aware that nothing terrible would happen if they

didn't send them in; Thirteen children returned both summer and

Winter diaries; approximately the same numbers of second, fourth,

And sixth grade children.

Number of entries in diaries. For the children who completed all

the diaries, the number Of-entries mentioned was fairly consistent

across all four days. We might have expected the diarieS to become sparser

as the days went on, but this did not happen. The number of entries per

I U



day ranged from five to twenty-four in the summer and slightly fewer,

from three to twenty-one in the winter, for children in all grades.

The mean number was about fourteen entries per day in the Sumter and about

twelve per day in thew rater. It should be remembered that the

approximately six hours per day that they were in sch661 they were not

asked to account for in the diaries. In both summer and Witter, fourth

graders wrote in more entries per day than did either second or sixth

graders; Fourth graders may be more conscientious in doing this sort of

task than sixth graders, as well as more capable than second graders.

'(This finding Of fourth graders writing more than second or sixth graders

is similar to a trend found in the writing samples which will be discussed

In detail in Chapter 7). Total entries listed by the twenty children

during the four summer days numbered just over One thousand. For the

twenty children in the winter, total entries listed numbered eight-hundred-

fifty.

Who the-Children Spent Time With. Yor each activitchildren were

asked to write down who they were with. It the summer; three-quarters of

the children wrote down that they spent time alone - an average of nearly

four hours per day; Ironically, the two children who mentioned spending

the most time alone (seven hours each) were from large familieS. In

Witter, Again; three-quarters of the children mentioned spending time

Alone, but only about an average of between two and three hours per day.

Nineteen out of the twenty children filling out Sutter diaries had

brothers and sisters - ranging in number from one to six. In line with

our expectations, the summer diaries showed that the children spent much

more time with their siblings than they did with their parents or other
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adultt.
Three-quarters of the children indicated that they spent some

time with siblings, an average of 5.06 hours per day; while only seven

children mentioned spending any time alone with either mother, father,

or parents; For thete seven children, the mean time spent alone with

A parent was just under one hour per day.

In the winter, eighteen of the twenty children completing the

diary had siblings. Almost three - quarters of the children (72%) spent

some time with a sibling, an average of 1.5 hours per day. Half of the

children also spent time with friends; an average of 2.25 hours during

the day. Thit could be; for instance, visiting with a friend, having

a friend come over, or time spent at girl scouts or on a team;

Relatively few children mentioned spending-anY time alone with adultt.

Six children mentioned spending time with mother, two children mentioned

spending time with "parents," and no child mentioned spending any time

alone with father. For these eight children, the mean time was abOut

1.5 hours. Thirteen out of the twenty children wrote that they spent

time with "family," an average of two hours per day. The little contact

with adultt, at least as was reported in the children's diaries, confirms

the findings of a large scale time-use study of sixth graders in Oakland,

California, conducted by Medrich (1982) and his associates. According

to a study by SzaIai, Converse, Feldheim,Scheuch, and Stone (1972) of

working mothers and fathers who kept time budgets, parents in the U.S.

averaged only sixty -two minutes per daY with their children. Fathers

spent an average of only twelve minutes per day with their Children;

EMployed mothers spent more time with their children than employed fathers

did. One must take into account the work patterns of the parents in our

1u2
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sample when considering the kind and amount of parent-child interaction tha

takeS place. The diaries were written during four week days (in the summer

as well as the winter), and seventy-five percent of the mothers of this

group of Children work outside the home during the week.

Children's Summer Activities. We had asked the children to write do:rr

everything they did during the day starting from the time they awoke

Until the time they we to bed. Consequently, they all wrote down each

day "woke up." Some items of daily routine, such as "ate dinner" and

"went to bed" were mentioned quite frequently. During the school -year,

"going to school" was the most frequently written entry; For the purposes

of analyzing the range of activities, we did not include daily routines

of eating; hygiene (e.g., bruSh teeth), sleeping; or in the winter

diaries, going to school.

In the summer, watching television was the activity mentioned most

frequently by the children. Nineteen out of the twenty children

reported watching televiSiOn (the other child's family didn't haVe a

working set). The children watched an average of a little over three

hours per daY. Other items mentioned in order of decreasing frequency

by the children were: playing inside, doing chores, reading, going

shopping, going Swimming, and cooking. it is also important to make

note of activities that the children did not mention frequently in their'

summer diaries. While watching television was listed over two hundred

times in the one thousand diary entries and doing chores was mentioned

fifty times, in comparisot, going to the YMCA or a youth center, going

to movies, going to a lesson or a sports event or a museum were rarely

mentioned.

1 U 3
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Children-' -s Minter Activities. During the school year, the children

were awake and out of school an average of almost eight hours per day, an

average of 1-1/4 hours befOre school and 6-1/2 hours after school; In

the Winttn-,-after "go to school," watching TV was again the most frequently

Mentioned activity, with an average of approximately 4 hours per day (see

Table 3-8). It is norewOrthy that in our interviews with the children,

only four of them (13%) said TV watching was their favorite activity.

All twenty children both wrote in their diatiet the times of their

TV Viewing and also checked it off on the check list (eighteen checked

Off "watch TV" and 16 Wt.-ate it in the diaries on all four days) (see

Table 3-8). Four children watched in the morning before school, most

children watched it for at least a portion of the afternoon when they got

home from school and before dinner; and virtually' all watched it in

the evening during "prime time" hours. Childten'a TV viewing, according

to their diaries, ranged from 3/4 of an hOur to 6 hours per day. Given

that most of the children are home about six hours from afternoon

until bed time, some are spending most of their out-of-schOO1 time in

front of the tube. A more complete analysis of the children'S television

viewing will be discussed in the final Section of this chapter. Other

studies (e.g., Medrich et al.; Lyle and Hoffman, 1972) haVe also found

that of all activities; children spend the most time atChing television.

It seems to be the activity most fully integrated into the daily lives of

children.

Other activities the children mentioned in their winter diaries

were (in order of decreasing frequency): going to friends' houses or

1

()
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having friends over; playing inside, talking on the telephone, reading,

doing hOMework; doing chores, and writing. The children said dutihg

our interviews that their favorite thing to do after school was "playing,"

folloWed by "seeing friends," then "watching TV;" "drawing," and "read-

ing." Forty perent of the mbtherS told us that them children spent most

Of their time playing with other children, another 28% of the mothers said

Watching TV.

We found a wide range in the kinds of activities the children

listed as well as in the detail and form of their diary entries. One

second grader's entries frOm 7:00 arci to 9:00 p.m: are typical of

Several children from all grades: "woke up; school, homework, watch

TV, had supper; watch TV, to-6k a bath; went to bed." An active fourth-

grade gitl's entries ftOm 3:00 p.m. until she went to bed were: "went to

store; played with d011t; talked on telephone, twirled the baton; played

with dolls; talked on phone, used the computer, did homework, ate supper,

watched TV, played with computer; read a book, got ready for bed, went to

bed."

One sixth-4tdde girl's entries were extremely detailed and included

names of TV programs. Another sixth grader's entries, "poot the TV on,"

"went to tooter," gave a clear indication of her poor spelling and lack

of academic achievement.

Some of the entries turned out to be humorous to us; such as a

fourth-grade boy's "got into a fight outside with an enemy"; or a

fourth-grade girl's "wash my face, put my clothes on, fast glass of
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Table 3-8

Frequency of Selected Activities Checked on Winter Diary Checklist

Activity # children Number days item checked-on-21a-t

4 days 3 daya 2 days 1 day

Watch TV 20 18 1 1

Play 19 11 4 3 1

Homework 18 6 5 2 5

Have a friend over/
go to friend's

16 4 2 4

Read 16 3 8 3 2

Chores 13 4 3

Frequency of Selected Activities Listed in Winter Time Allocation Diaries

Activity # children Nilffbez_of days written in diat

Watch TV 20

Play 20

Homework 11

Read 4

Chores 6

1 (16

4 days 3 days 2 days 1 -day'

16 1 2

12 2 3

1 4 3

.7. 2 2

1 1 2 2
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milk;" A sixth grader wrote "went to bed in bedroom with my kitten"

The content of the childreti's diariet often reflected the information

we had gathered about the family during Our interviews with the children

and their parents. One fourth grader's diary confirmed how active his

mother said the family was in the evening, even on schoOlnights. One

one evening, after watching TV and eating supper; this child wrote that

he went to a department store, then OVer to his mother't friend's house,

then played. On another school day hit diary entries included "I

went in town (at 3:00 pm.), I ate at Burger King, I went to a car

dealer, I wert to Sears; I went to my mother's friend't house, I left to

go home, I watched TV, I went to bed" (at 10:30).

Homework. In addition to television, hotework was a regular feature

in the lives of some of the children, especially the fourth and sixth graders.

Seventeen of the children checked off "do hothework" at home on the check-

list (see Table 3-8), and ten children cheCked off "do homework" at

school. Seventeen of these children wrote in their diaries that they

did homework at least one of the four days. Only one child't diary

indicated she did her hOMeWork at the same time every day (in this case,

before supper). Three other children broke up their homework in chunks,

working on it both befdre and after supper. Half of the mothers and

two-thirds of the fathers said that their children did homework at

nearly the same time every school day. This did not vary with grade

level However, only one child, a fourth-grade girl, mentioned in the
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interview that she had a special time to do homework. Once again; social

desirability on the part of the parent may be a factor in this

discrepancy.

The children's lives are somewhat routinized; however, their schedules

after school and in the evening do vary. Like their homework times, for

many children bed times and meal times varied considerably across the

four=day period. Of the twenty children sending in diaries, nine had

the same or nearly the same bedtimes (mostly second graders). Six of

these nine wrote down that they ate dinner at the same or nearly the

same time every night.

In contrast; 78% of the 31 mothers interviewed said their

children ate meals and went to bed at the tame time.

ReadltR. Sixteen children checked off "read" on the checklist

(see Table 3 -8), while only four mentioned it in the diaries; These

four children each read at least one half hour on two days for an average

Of 1.8 hours over the four-day period. It is likely that they read fOr

pleasure. It is possible that many of the children had to do some reading

as a part of their homework and thus didn't write it as a separate activity.

Chores. About 80% of the children said, when interviewed, that they

had chores to do; mostly cleaning their own rooms, taking out the trash,

and doing the dishes; One child said she had to fix meals for her family.

Only one qt(arter of these chidren said they had to do chores daily,

another quarter said two to three times per week, and one-fifth once a

week.

1 us
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Although there was high agreement on the interview questions between

parents and children that the child had chores to do, many more mothers

than children indicated that the child did chore-a eVery day. It seems

as though there is a discrepancy between what tiarettg and children mean

by "doing chores." A.mother may call "making the bed" a chore; whereas

a Child may not Also; it may be that many MOtherS reported "every day,"

feelitg that it was the socially-desired answer.

Information from the children's diary checklists reflected what

they said in the interview. Seventy-five percent of the children who

returned the school-year diary checked off "do chores" (see Table 3-8).

HOWEVer, only six of these children wrote it in their diaries. The time

they reported doing chores ranged from 15 minutes to 3 hours a day.

Chores may be one of the activities that is so much a part of children's

routine or takes so little time that they don't think to write it down

in the diary;

In contrast, one girl's diary indicated how much a part of the

day her chores were. Aftet SChbol she wrote "eat a snack, put wash on;

sweeping floori out in hall talking to friend; watch TV, dbing dishes;

talking to dadi.watching TV, talking to friend, eating supper." Another

day she wrote "doing diSheS, clean refrigerator, sweeping floor."
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Television

Television viewing was the most regular and constant feature of

children's lives out-of-school. According to the children themselves,

and to their mothers, theaverage child watched 4-1/2 hours of television

with a range of one to eight hburt. This figure was derived from each

child's and mother's account Of the child's daily television schedule.

Questions were asked about viewing in the morning; after school, during

dinner and in the evening; the interviewer then calculated the total daily

hours from the account. Almott 90% of the children said they watched at

least three hours daily and almost half watched between four and eight

hours daily; Three quarters of mothers and all fathers reported that their

children watched certain programs every weekday.

Television was important to the parents as well as the children. This

is evidenced by the fact that all but one family in our study had at least

one working TV set. The Cruz family owned a broken TV set and could not

afford to get it fixed. Four families had one TV, eighteen families had

two, and nine had three or more (this includes the Grant family, two

members of which reported having eight TV sets). TV sets were mostly

located in the living room or parlor.

In 17 householdStherewts a TV in the child's bedroom (usually a

second set). When asked "who watches TV most in your family?" half of

the children answered "me" and another quarter said a sibling. Signi-

ficantly more second graders than either fourth or sixth graders said

a day,
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they watched most often. Children, mothera, and fathers generally agreed

that the mother watched least often aII'fatily members. Many of the

women indicated that they had other, more important activities tit that

TV bored thet. However; virtually all mothers, as well as fathera,

watched at leaSt an hour or two of TV per day. Four women and three men

watched four or more hours daily.

As the day goes on, the number of children who watched TV increased.

Sixty percent of the children reported watching in the morning before

school and 83% r,.. ported watching when they came home frot Schbol. Over

one-third of the children said they watched regularly during dinner; and

half Of the children said they sometimes watched during dinner. Virtually

all the children watched in the evening after eating.

The "wasteland of Saturday morning TV" is a weekly staple for many

of these children. Eighty-five percent reported watching the Saturday

morning cartoons; some starting as early as 6:00 a.m. and many watching

all morning and into the afternoon.

Children were evenly divided on whethr or not they were allowed to

watch TV any time they wanted. Of those who reported time restrictions,

A third each cited these limits: "If homework isn't finished," "after

a certain hour at night," or "if I'm being puniShed." Mothers and second

and fourth graders agreed on whether the children could watch any time.

About one third of the children reported being able to watch whatever

they wanted while the other two-thirds said they were not allowed to watch

certain programs, ones With violence or sex, and R-rated movies.
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Of interest is the fact that it was the majority of fOurth graders - but

only half of second and SiXth graders - who mentioned having restrictions.

This is not unusual since second graders, who tend to go to 13.1d earlier

than older children, aren t awake for the "adult fare." Sixth graders,

on the other hand, may have fewer restrictions on content because of

their age. Mothers were more likely to say there were content restrictions

than wer. children.

Most families got some sort of television probram guide (e.g.,

TV Guide, Sunday newspaper guide) on a regular basis. However, many

didn't use it in deciding which TV program to watch. The majority of

children either just flipped the channels or else had favorite shows they

watched every day or every week. Many of these programs were re-runs

(e.g., "Brady Bunch," "Good Times") or cartoons which the children had

Seen before. Nonetheless, 70% of the children liked to "just watch"

rather than 0,something else while watching. The other 30% said they

sometimes liked doing other activities while watching, such as playing

games, eating, or reading. One-third of the mothers said their children

watched TV and read at the same time. One third said the children watched

TV and did homework simultaneously; however, no mother of a second grader

but half of the mothers of fourth and sixth graders said their children

did both.

Favorite TV characters most often mentioned by the children were

cartoon characters and male action-drama characters. However, situation

comedies were named most frequently as "favorite TV program" and

11.2
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"program you enjoy watching the most:" The distant second=place choice

was cartoons. Given the large timber of sit-coms on TV, there isn't

much variety from which to choose. Children liked these programs

bacaute they thought theY were funny and entertaining. Least favorite

programs mentioned were soap operas and news. Most children said they

were boring or uninteresting, although at least one sixt-grade girls

Watched General Hospital faithfully every day.

Most children mentioned some TV programs whith their whole family

Watched together. Mostly prime-time situation comedies; G-rated movies,

action drama and occasionally cartoon specials were cited. Fewer than

half the children said they had bought a book or had taken one out of

the library that had to do with a TV show. Only ,handful of children

mentioned a children's classic; the others mentioned comic books.

We introduce you now to three more families in order to illustrate

the different ways in which families organize their children's daily lives

and the kinds of literacy environments they provide for them.
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The Boudreau Family

Marie, a shy, polite, pretty seventh grader, lives with_her mother,
older brother and twin sisters on the second floor of a triple decker
house_in Righetti Field. Her_ grandmother and aunt live in the apartment
downstairs. Marie's parents have been divorced for several_years. Her
father livesin_anearby towns and she currently_sees him about once
a week when he takes the kids out to eat or to the movies. Marie's pa-
ternal grandparents also live nearby and she visits them often. During
the past year the family has devoted a great deal of time to the aunt
downstairs who has been very sick.

The Boudreau's house is neat, pleasant and well-furnished - giving
tha appearance of better financial circumstances than many of the other
families in our study. Mrs. Boudreau works part time as a dentist's
receptionist; but manages financially without any support from her former
husband; partly because her family owns the building she lives in. Her
family also owns the cabin at a lake where the Boudreaus spend the summer
months; and provides occasional luxuries, such as a week-long trip to
Disneyworld and a color television, they wouldn't otherwise be able to
afford.

During our interviews Marie initially appeared almost unfriendly,
yet cooperative. In the course of the conversation, a thoughtful child
emerged who answered questions with care and_expressed more interest
in the purposes of the study_than did_most of_the subjects. Matie_it
considered hard-workingi well-adjusted and independent by her teachers.
Her mother describes her as independent too. But Marie acknowledges
her_mother's greater wisdom and experience, and chose her as "the person
I Admire most."

Marie lives somewhat in the shadow of her older twin sisters, Denise
and Debbie, who are attractive, out-going, capable high school seniors
who will be studying at a local college next year. Denise is considered
the best student in the family and Debbie the most athletic -- even more
so that Marie's older brother Gary. Debbie has been on the softball
and volleyball teams throughout her high school career, and she has en-
couraged Marie to be active in sports too. This year Marie has been
on the volleyball team at school. She also takes gymnastics lessons
once a week, as well as dance lessons and reports that she wants to be
a physical therapist when she grows up; Marie's older brother Gary doesn't
participate in sports to the extent the girls do; although he plays hockey
on Saturdays Gary has his own motorcycle which he keeps at a friend's
house where he can ride it legally on adjacent property.

Mrs. Boudreau believes that all of her daughters are doing fine
in school; Gary, on the other hand; has had difficulty in school_for
some time; Several years ago he was assessed for learning disabilities
and is considered the poor student in the family. His mother feels he
could do much better in school if he tried. His older sisters try to
encourage him to study and get good grades.

114
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Boudreau 2

The members of the Boudreau family live very separate lives. Mrs

Boudreau began her 8-2 job as_a_receptiOnist five or six -years ago.

. Prior to that time, she stayed hcite with the children and was -quite active

with the local PTA because_"it was the thing to do." The children spend

much More time with their friends that they do with each other. Denise

has a boyfriend with whom she spends a great deal of time, and Gary goes

over to his best friend's house after school.

Marie practices with_her volleyball team several days a week after

School. On other days, she Attends her_symnastics or dance classes;

She spends the afternoon with her firends going_shopping at Norwich

mall, attending catechism meetings at church or going_to the library

"to hang out with boys," She usually gets home by 4:30 or 5:00; Neither

the nor the other children have significant responsibility for chores

at home;

The main activity the children share with each other is watching

television; especially Marie and Gary. The fetily has two television

sets; a large color TV ittheliving room -- Which was a gift from the

grandparents 7:- and a small black- and -white model which is kept in Mrs.

Boudreau's bedroOt. Marie and Gary are eXpeCted_to do their homework

before watching_ television; and Gary mentioned that TV privileges are

occasionally taken away for a day_or so as punishment for arguing or

fighting with Siblings; Mrs. Boudreau_ reported that two years age,_when

Gary'S And Marie's grades went down; she banned television on- school

nights, and life was much nicer, thethildren did more; talked more and

went out more There was some conflict then, because Marie was allowed

to watch since hergrades were good. Another complication in enforcing

this_reatriction was that Gary sleeps in the living room during the winter

months because his bedroom is unheated. The restrictions were lifted

when the children's grades_ went up, but Mrs. Boudreau indicated that

she would still prefer to have them in some ways.

Mrs. Boudreau watches the least television in the family; However,

All the family members accept Without argument the fatt that Mrs: Boudreau

gets to watch what she wants to watch on tae color television; even if

the children have other desires. (She usually lets them 1-now ahead of .

time that she wants to watch something.) As lira. BOUdreau put it: "It'S

my TV, I'm in charge," It'sclear she is Gary explained that among

the children; "the oldeat children win;
Debbie-& Denise wins over me;

I in over Marie." For her_part; Marie says_she enjoys_the shows that

Gary watches. The two of them watch television together nearly every

day.

There appears to be tension in the family over MY. Boudreau, who

recently re-appeared after a long absenCe. When Marie described members

of her familY Ahe_includedher father_i_ but the three older children left

him out of their descriptions. Both,Mra Boudreau and Debbie made nega-

tive comments about Mt; Boudreau. When asked if the children took after

anyone, Mrs. Boudreau said, "All the bad things are like their father."
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Boudreau - 3

Debbie, perhaps speaking for her mother,-drew specific parallels between

Gary and her father. "Gary is like our father, he's lazy and doesn't

like to take on responsibilities:" Clearly Gary,_the_retaining male

living at home, is considered the "loser" in the family -- the one with

the most problems at SchoOl and the least success._ (He -was even given

the undesirable, unheated bedroom.) When we met with the family Gary

was initially cuatious about talking with us but -he quickly relaxed and

then seemed genuinely pleased about being asked his opinions;

14rs. Boudreau believes that both parents and teachers have to work

together to_helP children, and that Gary's teacher had not taken the

time to talk_tb parents about their children's problems. She reported

that Gary had been telling her he was doing finei_andunly when he got

his repOrt_Card did she discover that he was_getting D's; and that he

hadn't handed in his homework all quarter._ She was annoyed that the .

scattier had not contacted her earlier._ This year Mrs; Boudreau has not

visited Marie's school or talked with her teacher, although she kneW

her because she had been Gary'S teacher. She doesn't like her because

"She screams at the kids." MYS. Boudreau's idea of a good teacher is

One who "doesn't mind spending extra_time explaining things or doing

extra work with children after school."

Mrs; Boudreau explained to us that she doesn't like_to read. When

we visited with her, she had the Norwichnewspaper spread_OUt over the

kitchen table; but said jokingly, "I just have this here becaUte I knew

you were coming."_ ShetOld_ut that she rarely reads' a newspaper and

that her sister ("who hat all the brains") gave her a SUbacriptionito

'lime for her birthday, but even then, "I can hardly make myself sit down

'and read it." She was not SO much defensive as resigned about her own

dislike of reading, whith clearly she feels somewhat responsible for

passing on to some of het children. She said that Marie Would never

spontaneously choose to read, and added; "Of course,_I never read either.

The kids never see me read." The shelves in the living room were mostly

filled with decorative objects and with records, though_there were a

few books, inclUding children's encyclopedia, on one bookshelf. Gary

told us that the_ohly thing he liked to read was motorcycle magazines,

such as Super -BMX and Action, which he looks through while he watches

television. Marie said that she liked to read about gymnastics, but

evidently doesn't spend a great deal of_tiMe reading outside of school.

Denise reads the most .of the family members.

Despite its financial circumstances and its non -intellectual_ atmosphere,

the- Boudreau family gives a somewhat "middle class" impression. The

members choose not to exercise their literacy skills extensively, but

they Ate perfectly tompetent_te deal with the literary demandt of work,

home, and, in most cases, school._
Booksare_not a source of joy or ex-

citement, but neither are they totally strange or unfamiliO- for this

fa:billy; This family is one in Whith_a child who chose to college

and become a teacher or doctor would not feel alienated, in which

a chile who graduated frot_high school and became a clerk o auto

mechanic would not be_ii failure. For example, Mrs, Boudreau Gary

would be a "good plUmber or carpenter;" he should "marry rich.' tenet-

tual endeavor has no particular status for the Boudreaus, either good
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or bad. Their major source of pleasure is social contacts with friends
and extended family; and the opportunity for social contacts rather than
for intellectual challenge will probably be a major basis for the child-
ren's career choices. School is expected to provide the basic skills
that will give the children freedom to follow their inclinations regard-
ing jobs and further training, not to provide enrichment, excitment,
or absorbing stimulation.
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The Grant Family

When asked to write a paragraph about the person she most
admires, Carolyn described her grandmother:

The best person I_look up to is my grandmother; because
when IWaht something I get it._ When I'm sick she takes
care of me. When I want to talk to her about something
she'll liSten. She is like a mother to me.

Carolyn has liVed With her grandmother since she was two; and a few
-years later_het two younger cousins, Sharon and Tanya, joined the
household when their_mcither was divorced: The three girls and their
grandthather forth a close family unit. They share their house with
two long-terth_ boarders and.an ever-shifting constellation of M-S;

Grant's_relatiVee, tici_stay for--varying lengths of time When we
first visited -the family, Mrs,Grantwas somewhat disturbed by the
recent arrival Of_a 17- year -old granddaughter (assigned to her by
the_coUtt) whom the_felt_was a bad influence on the three younger
girls. During another visit, the front parlor had been converted
to a temporary bedtbOm for Mrs. Grant'z daughter (Carolyn's aunt),

and two= and four-year-old granddaughters.

MrS. Grant_iS a warm, pleasant; responsive Black woman who raised
five children of her own before taking responsibility for Carolyn,
Sharon and Tanya. She has lived in the same rented apartment for
the past twenty-two years, and she is well acquainted with Carolyn's

school, as all her own children, as well as the grandchildren, had

Carolyn's current teacher. Mrs. Grant dropped out of school herself
When she was in third grade because she had no parents and had to

raise herself. She is just now learning to read in a class at,work

which she says she loves because the teacher is understanding.
Throughout our interview with her, Mrs. Grant referred with some pride

to one of her daughters as the "daughter who is in college." In

contrast, Carolyn's mother was referred to as "a pain."

Mrs. Grant works evenings cleaning offices in a nearby office

building. Until recently she worked on weekends, but then told her

boss it was unfair to the children to leave them alone all day

SatUtday and Sunday, and that she wanted to be_able to go tochurch

With theM, so she was switched_to a weekday schedule. Mrs. Grant

Workg_frOt 5:00 p.m. til midnight each day, although recently she

has missed some work.due to a back injury and also a heart condition.

Cardlyn told us that despite her grandmother's_long work hours, she

and her grandmother go out several times a week on errands, to go

Shopping or out to restaurants.

Carolyn takes after her grandmother, according_to_several family

members; Both she and her grandmother are very sociable; both were

responsive to our interview questions. Carolyn elaborated on answers
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and related anecdotes that the questions brought to mind. For

example, she recalled in some detail what she liked and disliked

about each one of her elementary school teachers;

Carolyn's friends are very impOrtant to her; Her favorite

thing to do after school is visit with -them: Her cousin commented

on this: "Carolyn likes to go out -with her friends, at over

night, have a good timei, talk on-the phone." She and her friends

play checkers; hopscotch and jacks or_Walk to the Norwich Mall. She

depends on them to accompany her to the library or to_give advice

about good books to read. Her favorite books are those by Judy Blume,

an interest she shares with several frier:fig; During the school

year, Carolyn also babysits and practices regularly with the

Steppettes, a drill team.

On weekends, Carolyn frequently goes to the movies with_her

friends or with her cousins. She also_goes out with two of her

aunts_- to church; on shopping expeditions, or on dates with their

boyfriends; Carolyn described rme of these aunts as the smartest

person she knows "because she went through college and answers a

lot of questions."

While Mrs. Grant workb, the girls take care of themselves, fix

tl.eir own dinner, wash the dishes and clean up the kitchen. During

the course of the week they are also expected to clean floors and do

other chores. The children are not supposed to watch television until

their homework and chores are done. Then they may watch whatever

and whenever they want, except when they are "out on punishment."

Mrs; Grant places considerable emphasis on the children being

obedient, polite, and on not being fresh or sassy, MrS. Grant told

us; "Carolyn asks ilia why I have to beat on_the kids, and I told her

ain't no kid ever been brought up that ain't been beat on once in a

while." Her expectations about what the girls are to do, when they

are to be home and how -they are to act are very clear to all the

family members. This does not mean, however, that the girIsalways

do as they are told. During one of our home visits the three girls

were being punished with no television for haVing gotten home late

the previous daY frOt a visit to their uncle'S former_ girl friend

and her baby. Cardlyn_told us that "sometimes my punishment is no

telephone and no TV and no going out for coming in late or saying

things I'm not supposed to or something bad in school." Carolyn

sees her younger cousin as somewhat of a tattletale and so she and.

Sharon only talk about "things we're not supposed to - boyfriends and

stuff like that" when Tanya isnot around.
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The emphasis on obedience extends into the girls' school life.

Carolyn_reported that het grandmother was displeased when a repOtt

came home from sChtiO1 that she talked too much. Generally, however,

Mrs Grant feels that Carolyn and her cousins are very good, very

easy, and don't get into trouble.

Mrs; Grant believed that Carolyn is doing Well in

school; She says-She is smart, gets good grades and is in the top

. reading group. She recognizes that Carolyn's favorite aspect of

school is the opportunity to
socialize, -which is not unlike_Why she

enjoys her own job. Carolyn_plays the leader's role among_heticlass-

mates and maintains a jocular, somewhat egalitarian, relatiOnthip

with teachers. She tends. to operate as a "teacher aide," running

errands, helping out in the library,_and supervising other_thildren

and as a result, frequently missed whole group lessons'by being out

of the room or otherwise engaged.

was

haa_a tasuaIipragmatic_attitude
toward her schoolwork.

She was one of the few children in_the Study who Bald they_believed

thathomework_waS not important, although she does it so she won't

iget into trouble with her teachers. She and her cousins_help each

other with theit schoolwork4 even to the, extent of sometimes doing

it for each othet. Tanya told us that_the girls "switch_fet each

other, like_Carolyn will do my homework if I sweep the kitchen floor

for her." Despite the fact that Mrs. Grant is illitetate, Carolyn

said that sometimes she asks her grandmother for help -with her home-

work. She draws upon other resources as well, and will telephone

her cousin who lives across town Or one of her classmates for help.

She also gets the head of the after-school program .to help her with

her homewcirk, according to her grandmother.

_Carolyn's teachers have toldMrs; Grant-ovet the years that

Carolyn could try harder at school, and Carolyn told us that she knows

her grandmother wishes she would work harder in school; When she

bringa home poor school work, Carolyn says het grandmother talks

to her and tells her to d6 better. When she btings home good work

het grandmother gives het money or takes her out to arestaurant.

Caredyn_saidthat she liked everything about school this past year

except for history,' because she didn't understand it.

In the Grant house there are 11 televiSian sets - "five TVS that

the family watches, three TVs that work but they_don'twatch, and

thtee televisions that are broken." Mrs. Gtanthas her own television

set - with Home Box Offite - in her bedrobt. The girls are_allOWed

to watch that set when she is home, although they are not allowed to

see R -rated movies. On school nights the girls are allowed to watch

television until 10:00 Or 10 :30. Carolyn doesn't watch nearly as

much television as Tanya does.
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The Grant household is one in which there are no books or

magazines_in evidence, and in which adults do not use literacy to

any significant degree. The Grant girls need to acquire their

reading skills through school; their home will support the school's

efforts, but cannot in any way compensate for the school's failures.

1 21
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The Simms Family

The Simms' are a very large, child-oriented family who moved to
Norwich Corner from Antigua seven years ago. Five on and daughter8

plus a neice live with Mr. and Mrs. Simms in a two -story apartment they

bought through a government homeowners'_ program several years ago.
Several other children live away from the family (two are in the Army).

Both Mr; and Mrs. Simms like living herej they see Norwich as a place
of opportunity andi as Mr. Simms says, "It'S the most well- balanced com-
munity in the Union."

Education is prized in this family. The parents want better for
their children than they_themselves_had it_tchool in Antigua. Mr. Simms

44, went through twelfth grade; he hated it because "they'd betAt you

'til you bled." He'd_like to go to college -here some day. Mrs. Simms,i

also 44i went only as far _as the_ seventh grade- because high school wasn't

free and her family couldn't afford it. She faced prejudice in school

because she was poor. She tries to forget about her school experiences
because of'their unpleasantness and irrelevance. "We learned about

England and the Queen. You knew more about the Queen than about your

own life." She loved to read, however.

Both Mr. And Mrs. Simms hope and expect that Joanne will go to
college. In fact, it's their goal that all the children become educated.
"We tend to push them. Kids are eager to learn. The teacher is a power-
ful weapon - makes all the difference in the world." Mrs. Simms feels

that reading and math are the most important thing for school to teach.
"Manners and all the others is for mother to do."

Nonetheless, respect is important - for teachers and students. "The

teacher must respect herself first and then the kids and she will get it

in return." Neithar parent feels that parents should have more contol
over schools. It would be chaos and "each parent would go with a dif=

ferent idea;" says Mrs. Simms. Both Mr. and Mrs. Simms warmly encourage
all their children; but particularly Audrey and Joanne - the achievers.

"You must always try for the best," Joanne's father tells her. When

she brings home good work they say, "keep it up." Father feels "the
most important thing is that Joanne has gotten out of her accent."

Joanne had problems adjusting to the first grade because of her

West Indian accent. She had stayed with her aunt in .Antigua when Mr.
and Mrs. Simms first came to the U.S. and then arrived just before kinder-

garten. She was shy then and little for her age. Joanne still gets

teased by all the family members because she's "the little one in between."

Joanne does well in school now, according to her mother; her father, and

her teacher. "Joanne wants to do well."

Because of their work schedules, Mr. and Mrs. Simms feel there
really isn't much time for them to participate in Joanne's school
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experience; The parents are generally Uninformed about PTA or class

meetings and neither knew the name Of Joanne's teacher; Mrs; Simms said:

"I can't get into going to_the SChOol they_say they want parent in-

volvement; but I couldn't_ do it I care, but I must work for a living.

I don't know much about what's going on." She doesn't know what Joanne

likes best about school "beCauSe Joanne doesn't talk about it, only

that she likes it and_dOeSn't_like to be absent." Occasionally, Mrs.

Simms will make a "sudden visit" to the school to see how Joanne is

doing.

At home, JOantie is a teacher to her two younger siblings. Although

her older_sister, Woreen, has primary responsibility for child care,

Joanne, also helps take care of the younger children. Mrs. SimmS

doesn't like the kids to be alone; she likes them to be supervised.

All_the,Childret are expected to do chores around the house, althOugh

father doesn't expect as much as mother_does; Joanne's jobs are to

vacuum, dust, clean her room; and help with the dishes. Since both Mr.

And MrS. Sins work long hours outside the home, they have placed much

trust in and responsibility in the older children.

Mrs._ Simms works the 3:00-11:00 p.m. shift in the food Service line

at a local hospital. Joanne and her younger siblings see their mother

just one hour before school and a few minutes when they get home, just

as Mrs. Simms is taking off for work. Mrs. Simms alwayS cooks dinner

and leaves it for the family. Mrs. Simms is tired in general, and she's

tired of her role as mother. "I was a mother for a long, long time -

Co my younger sister." "That's my life - house, work, kids, house;

kidslwork. I can't stopworking. We're not eligible for food-stamps

or AFDC. The job keeps me going and it pays for the kids' clothes:"

Mother works hard and tries her best. She often feels depressed; but

tends to work out problems on her own. She doesn't get much fun.

"My husband ain't a man to take you out. I go out with the kids."

Mr; Simms is a hard-working appliance repairman who likes his job.

"Every day you work on a different_problem." He gets home around 7:00 p.m.,

sometimes eats dinner with the childten)And then spends the evening with

them. After dinner he reads to relax.

This is a family of readerS and the house is full of books. Mr.

Simms isn't the only one who enjoys this pastill.&. Mrs. Simms loves to

read, particularly books on_black history anc personal accounts of black

women, as well as novels. She's one of the few mothers in our study who

could reel off several titles and authors she enjoyed. She also knowt

the names of books and authors that Joanne reads. Joanne reads a lot=

according to her own account, and that of her father - about two hours

per day. Audrey makes the younger children read for at least half an

hour a day. She also makes rules about television - telling Joanne and

the others when they can Watch. Joanne loves watching TV, but readS

during the commercials. The color TV is only brought out on Sundays,

"for the whole family to watch together."
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Audrey is clearly seen as the scholar in the family, "She't very

quiet like her father - the only two,_" says Mrs. Simms When asked,

"Who's the smartest person you know?" Joanne mentioned her sister,

Audrey. Doreen is athletic, taking after her mother (who jogs regularly

and who greeted us once after her morning run). "She's the only one who

takes after me," Mrs. Simms says of Doreen,"in looks, voice, manner.

I see myself growing up in her." Doreen and Audrey work to help con-

tribute money to the household. They're involved in sports and with

friends. The older kids keep close to each other, they have their own

-lives. Mrs. Simms says wistfully, "They don't need you." Mrs. Simms

thinks that Joanne "doesn't take after anyone but herself," but she

gets along with her sisters. She and Doreen share a room and are close.

On weekendSi JOArifte goes_groceryshopping with her mom and they walk

to Norwich Corner. Sundays they go to church._ JOStine "has her own adult

friends at the church" and gets along well -with them and with other chil-

dren. She's very active - plays a lot with friends and with her aiblings,

plays with dtill$ (there is a large collection of big stuffed animals in

the living rnon4),_roller skates (a passion of hert - she is allowed to do

it every day but Sunday); and reads. An important activity of herS is

being on the drill team at school; she practices every day; She is also

learning the violin, which is rented frOm_the school. Mrs. Simms says

of Joanne: "She can do lots of things well."

Both parents would like Joanne to "get a profession - not just a

job" but_thatit should be her choice. W. and Mrs; Simms are concerned

about all_their children's futureS and -are trying their best Undet_their

financially difficult circumstances. The encouragement and love they

display is evident; Joanne summed it up well; she looks up to het mother

And father because "they are the ones that beat all those TV- stars, the

storybook people and the sports, people. And you can trust thOM without

a dOubt. If they gave me soMething_they won't be expecting anything

back from me. What they do for me I really admire thenifor."
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Chapter The Schools

Children in our study were part of a school system with a better-then

average reputation in the area. Norwich spends more per pupil in the

;elementary grades than ail but five systems in the state; Norwich's

teachers' salaries are among the highest in the state. While K-8

neighborhoOd Schools have traditionally been the bedrock of the system,

declining enrollments and pressures for greater racial balance have

brought changes; In the first year of our study, nearly all our subjects

attended elementary
schools in their own

neighborhoods (two Black

children took advantage of optn enrollment policies
and were bused to a

school in an overwhelmingly white district). District lines for three

of the four original schools in our study had just been redrawn, in

some cases changing the neighborhood identity of the schools. Thus as

the first year began, some children were in classes where teachers had

taught their older siblings and even, in two cases; their mothers,

while others were in schools that were new for them and unfamiliar to

their families.

School Descri tions: Hurle RooSeVelt- Sumner Alett-and BateS

The Hurley is in many respects the most traditional of the schoolt

We studied. Relatively unaffected by systemwide changes in assignments,

the Hurley district takes in both a lower-middle-class white residential

area and ethnically mixed streets of deteriorating housing. Community
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ties are strong; several of our target children't teachers live in the

neighborhood around the Hurley and a greater number grew up there. While

about 40% of the children attending the school are Black or from other

minority groups, the staff is almost all white. Staff-community links

are stronger than at many Norwich schools, but these ties are largely

with the whiter and more affluent sections.of the community. The

Hurley does act as a center of city services for the whole neighborhood,

incorporatinc playing fields, a tot lot, a public library and health

clinic.

The Hurley's classrooms, with few exceptions, are bleaker and less

well equipped than target children's rooms in other Norwich schools.

While the building isclean and pleasant, classrooms often lacked re-

sources beyond the basics of texts, blackboards and desks. Few Hurley

classes had substantial classroom libraries; only two of the sixteen

rooms we visited had activity centers. Children's work iz displayed in

thn corridors, often quite formally in glass cases with teacher-made

headings and decorations. Displays inside the rooms were usually

limited to commercially-produced posters and charts.

Focal children attending the Hurley took fewer field trips than the

children we followed at other schools, but had more frequent class

visits to the library. The presence of a city branch library adjacent

to the school may have facilitated this. Hurley teachers describe

classroom activities as adult-centered about 85% of the time, a higher

average than most of the other schools in the study.

12
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Mothers of focal children at the Hurley gave teachers higher ratings

than mothers with
children at other Norwich schools, more than half of

them rating their
child's current teacher as "very goocL" They were more

critical of buildings and equipment, only one mother giving the Hurley's

a better-than-average rating.

The Roosevelt School maintained its distinctive style despite two

years of changes in enrollment policies. In the first year of ourstudy,

focal children at the Roosevelt were in classes that were 87% white.

Some 23% of children in Roosevelt classes we studied came from homes

where English wasn't the primary language. One measure of the relative

poverty of the surrounding community:
Teachers at the Roosevelt were

more apt to characterize their students as exclusively lower class than

teachers at other schools.

Roosevelt teachers,
like those at the Hurley, describe their lessons

as "teacher-directed" at least 85% of the time. Reading instruction was

more skills-based for our Roosevelt teachers; all of them mentioned

having a specific skills focus like word meaning or literal comprehension,

compared to only two-7-thirds of the other project teachers. In the first

year of the study, reading periods were also much longer, an average of

270 minutes per week, according to teacher reports, at the Roosevelt,

compared to 150 minutes or less at the other schools (this was not the

case in the second year when all the schools in the study had a similar

150 minute norm). Five of the seven classrooms we studied at the Roose-

velt made generous provision of materials beyond texts. These rooms

included math and science activity centers, aquariums, classroom

12
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libraries, teacher- and student-imade charts and games. Target children

at the Roosevelt visited the school's well -stocked and attractive

library every week. They were also more likely to use trade books in

reading class than our other subjects: Every one of the

teachers reported including these in her reading program.

In the second year of tie study, the Roosevelt was paired with a

majority Black school in an effort to reduce racial isolation. Although

this was the second change for some of our focal children in as many

years, the transition to a merged distract was a smooth one; for example,

one of the white Roosevelt mothers in our study continued to work as a

volunteer in the primary program, this time in the "other" neighborhood.

A white Roosevelt teacher who'd been initially quite hostile to the move

was enthusiastic about her new colleagues and surroundings by midyear.

HoWever, the uncertainty involved in redistricting may
have been respon-

tible for two of our Roosevelt subjects, both Black, transferring to a

Parochial school.

Mothers of target children at the Roosevelt gave teachers and facili-

ties average or better-than-average ratings,
and.More Roosevelt parents

were active in school programs than parents elsewhere. The Roosevelt

Was also the only school in our study where every family was contacted

at least once by:the child's classroom teacher.

Children at a third Norwich tchool; the Sumner, were the most seriously

affected by changing enrollment policies; At the beginning of the first

year Of our study, district linet for the Sumner were redrawn to take in

more white students. Two of the seven focal children at the Sumner were
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newly-assigned as our study began; one of these cialdren's mothers,

a Black woman, was critical of the quality of education at the Sumner

and told us she almost decided to keep her children home in protest

over redistricting. The enrollment in target children's classes this

year averaged about 25% BIack and 59% white.

The Sumner was housed in an older, rather battle-scarred building,

with a dark, high-ceilinged interior. Some teachers whose classes we

visited had made ar effort with their roams, displaying children's art

work and bright posters. However, none of the Sumner classes in the

study had a substantial classroom library, and none provided materials

beyond texts and publishers' skill kits. Relative to teachers at other

schools, fewer Sumner teachers mentioned emphasizing specific skills in

their reading groups. Teachers described their-lessons as adult-centered

only 65% of the time, on the average, the lowest proportion for the

schools we studied. Sumner children had more field trips - two or three

a year - than children elsewhere, and they had the second-highest average

number of library visits, according to teachers.

Parents with children at the Sumner gave fewer positive ratings to

teachers and facilities than did other families in our study. At the

end of our first year, when the city announced plans to close the school,

Sumner children were offered seats at citywide magnet schools. Six of

our target children were assigned to the innovative Alcott school; one

chose another, more t....aditionaI magnet program. One Sumner mother,

who'd been quite Articulate about deficiencies in the old school,

joined a parent planning team at the Alcott. Other Sumner parents were

13
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.hesitant to get involved; one mother described herself as confused by

.the changes and another said she was reluctant to commit herself when

her children had been transferred twice in two yeart. Yet another former
-

Sumner parent described the Alcott as "messed -up" And missed the Sumner

primEiPAI'S-presence---

The Alcott offered a markedly different program for middle-grade

students but an upper-grade curriculum rather like the Sumner's. Two Alcott

:teachers described their lessons as adult-directed 85% or 90% of the time;

while another two; both teachers,of younger students; characterized theirs

as more child-directed. All the Alcott teachers used trade books as materials

for reading lessons and organized frequent and varied writing activities.

The transition to the new school was difficult for most of our Sumner

subjects. Teachers at the Alcott, perhaps used to dealing with students,

that were more middle class, gave our children lower skills ratings than

the Sumner teachers had done. They were less likely to expect our subjects

to go on to college than the Sumner teachers, and had,according to their

questionnaire responses, fewer contacts with focal children's families.

The last of our four original schools, the Bates, serves an ethnically

diverse neighborhood of two- and three=-family homes and subsidized-housing

projects. Classes our focal children were assigned to at the Bates mirrored

the racial mix of the system as a whole: about 50% white, 36% Black, with

the rest other minority groups. Although some predominately Black streets

were added to the district in the first year of our study,
the.Bates had a

stable enrollment
across the two years.



4=7

Instruction for focal children at the Bates was fairly standard for

Norwich elementary schools; Teachers destribed their lessons as adult-

directed about 80% of the time; reading was taught in ability groups using

basal readers and skills workbooks. Although the rooms we visited at the

Bates had sizeable classroom libraries, teachers didn't consider trade

books part of their reading program. Children took one or two field trips

each year but made many fewer library visits than the norm for our study:

Batet children averaged fewer than ten a year, according to teacher report.

Batet teachers also reported making fewer contacts with target children's

familiet than teachers at other schools.

Mothers of target children at the Bates gave generally positive

ratings to teachers; in proportion to the average for our sample. Their

ratings of schools buildings and equipment were much higher than the norm,

evidence that parents appreciated the relatively modern and well-kept Batas

facilities. Many more Batet parents, 57%, compared to parents of children

elsewhere, 18 %, included "discipline" as an important goal for schools.

We lack real evidence. about the direction of influence but observers felt

that the Bates made more of an issue of discipline than the other schools

in our study. Discipline problems were the only reason sates teachert

gave for contacting parents of focal children, and Bates classroomt we

studied had more rules and more sanctions for rulebreakers than others did.

Portraits of Three Classrooms

Descriptiont of five Norwich schoolt support the notion that schools

have distinct identities, in Walier's (1932) words, "separate cultures."

While the contraSt of weekly library visits at the Roosevelt with very
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infrequent ones at the Bates may be relevant to understanding patterns of

literacy acquisition, such clear-cut school contrasts are limited, at least

In out study; Sixth grade classrooms that we. visited resembled each. other

more than they did second grade rooms in the same school. Schools that we

characterized as very traditional included teachert who were among the most

innovative in our sample, and in schools with generally low levels of parent

involvement, some teachers broke the pattern.

Schools' roles in fostering literacy develOpMent in particular Center

on the provision of varied and appropriate materials, the structuring of

What Griffin (1977) calls "reading events" and the actual content of instruc-

tion in reading and writing. Individual clattrooms varied more along these

dimensions than schoolt in our study did. In some important respects,

specific instruction in comprehension, for example, the was very little-

variation, at either level;

The portraitt that follow are of three different clastroott; they

represent the varied types of literacy environments that we encountered

in the Norwich school.-- The classroom portraits are composites with some

details changed to preserve anonymity of participants.

Mfrs. Randolph's -Third-Grade Class

Kitty Randolph's class resembles the majority of roams in our study:

traditional and competent teaching in a fairly limited classroom environ

ment. Mrs. Randolph's teaching is a well-practiced performance. The

children know exactly what is expected of them and they do it smoothly,
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often in unison, without hesitation. After completing independent work,

for example, children put their papers in different envelopes marked

"language;" "spelling," "phonics," etc., depending on the workbook

each paper was taken from; Mrs. Randolph often makes Iearn!mg activities

into games or routines - :,!or example, in a spelling lesson described below.

We saw a vivid instance of this game format when she led children in reciting

multiplication tables while doing stylized calisthenics in unison - touch-

ing shoulders, waist, knees and toes. The children are businesslike and

task-oriented in Mrs. Randolph's room because she is. Within this structurTo

framework, there is still room for personal exchanges. For example, in

reading lessons the follows the teacher's guide in the basal series care-

fully. Yet she also has an easy and cheerful manner with the children and

engages them in conversation about their own experience as well as question-

ing them systematically to check understanding of the text. The children

seem to be involved in activities and take pride in knowing the right answers.

Mrs. Randolph is a
stylishly-dressed Black woman in her thirties,

who projects an attitude of competence and authority. When we entered her

third-grade classroom one day in February, she was seated at her desk,

looking out over the 20 children sitting quietly in five rows _f desks.

She was wearing a starched blouse with a little ruffle and a red bow at

the high neck, a navy wool pleated skirt, and red high-heeled pumps.

Behind her was a long wall of windows with built-in shelves underneath. On

the shelves were jigsaw puzzles and games like Scrabble, Boggle, and

Quizmo; the counter top that ran the length of the room was empty except

for a globe and an array of house plants. The short wall to the right of

13.1
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the teacher had a child's bathroom, With a large hand-draWn label; and a

sink between low cupboards. Above the cupboards was a large bulletin board

with commercially=produced
figures' of Snowflakes, snow men and children

pulling tobOggent, and the caption, "Winter Fun." In the cupboards were

two different batal series at three different levels, basal workbooks,

phonics workboOka, spelling workbooks, language/grammar Workbooks, math

textbooks at the third-grade level, 20 copies of Our Health- and-Us and of

Webster's Elementary-Dictionary.
The long wall opposite the teacher's desk

_

had a coat closet and a bulletin board decorated with Disney characters

illustrating consonant blends, like Fluto The front wall '))7 the door was

covered with a blackboard and a Small bulletin board with a chart listing

"class helpers." Above
the blackboard was an American flag and an alpha-

bet chart with script letters against a circus animal background. On an

easel near the reading group table was a commercial phonics chart.

As we entered, Mrs. Randolph was saying, "Boys and girls, Mrs. Randolph

needs a fee minutes of peace to count these raffle tickets." She efficiently

did this while the children practiced cursive handwriting, copying sentences

she had Written on the board about the weather.. When the raffle tickets

were counted and handed to a child monitor, Mrs Randolph called the first

reading group to come to the table; The seven children sat quietly with

their hooks closed in front of them, while Mrs. Randolph reviewed the

story they had started the day before. With the teacher's guide to the basal

series open on her lap, she began,

1 36
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"Yesterday we were reading a great story. What was the name

it, Ronny?"

"The Mystery of Goat Island."

"What is a mystery, Dan?"

"Something you try to wive:"

"Good. Who tries to solve it, Denise?"

"A detective."

"Who was the detective in this story, Gail?"

'Oa

"Mr. Bernard."

"Would you like to be his friend?"

(All) "YeS."

"Why, David?"

"Because he made pizza for all the children."

"What do you like on your pizza ?"

David volunteered, "Pepperoni."

"What kind of pizza do you like, Lamar?"

"Sausage."

Mrs. Randolph smacked her lips and said, "Thursday was a strange

day. What did Mr. Bernard put on the pizza"

After ten minutes of this kind of review, she instructed the children

to read certain pages in the basal readers to themselves. Several children

moved their lips as they read silently; Dan followed the text with his finger.

When Mrs. Randolph went next door to ask Theresa's brother why Theresa was

absent that day, the children all continued reading. After returning to the

reading group and waiting for everybody to finish reading; Mrs. Randolph

told the children to close their books and asked them a series of questions

13
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which required factual recall of the story. Mrs. Randolph then had each

of the children in turn read a paragraph out loud; When DAVid had diffi-

culty reading the word "suggest," the teacher waited while he sounded it

out, syllable by syllable. Twice she asked children for definitions of

words, Such_as_"Ieftovers" and "dough" and then to expand on these, using

their own experiences.

7n a whole-clasa lesson Mts. Randolph wrote spellihg words on the

board, and the children read them in unison; following the teacher's pointer.

After eliciting a
definition of a silent letter; the teacher nominated

Julie to go up to the board and circle All the silent letters in the

spelling words: Since Julie had doh-6 Several correctly.but omitted Others,

MrS. Randolph prompted her. "What don-'t you hear in the word "night?"

"Good, honey, circle it." After Julie had sat down, the-teacher said,

"I'm looking for a word that is the opposite of low. If you Ynow the word,

ridge your hand." All but tuo of the twenty children raised their hands.

Mia. Randolph called IA, Johnny to circle the word. The game continued.in

this vein with the teacher giving various cues including definitions

like "something that helps tell time," antonyms like "the opposite of

dtrk," and rhYrI:ag words; Eveh some of the more timid and lett skillful

children got caught up in the game formai and waved their hands, eager to

be called on. Then she said, "Okay; Mrs. Randolph is going to put ten

words on the board. Your eyes are going to be little cameras. I'm going

to erase one word, and then I want you to tell me which word I have erased.

You'll have to spell the word that you think is tiasine."

13s
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After they had done this with all the Worda,.the children had

spelling test. On a previous day the children had copied the words three

times each, composed sentences with each, and done workbook exercises

involving the words. Thus, before taking the test, the children had

practiced the words several times in various contexts;

Thig self- contained classroom was a safe and predictable environs

merit, a factor of particular benefit for one of our focal children from a

chaotic home. The climate of this classroom also encouraged participation

by children who may have lacked Self=tonfidence and initiative. Because

so much time is spent in Mrs. Randolph's classroom learning hoW to perform

within her particular formats, much of what children are learning may not

transfer to other situations.

The view of literacy in Mrs. Randolph's class can be Summed up as

"literacy is what'you do in school." The curriculum was pretty well deter-

mined by texts and workbooks. Each day's lesson was predictable because

it would be based on the next two pages in the spelling workbook; the math

book, and so on. This was not an innovative classroom or or which provided

a rich enviornment for literacy; there were no trade books and creative

writing was not a frequent activity. However, Mrs. Randolph got a lot of

mileage out of the limited materials she did use. Conversation and

especially her oral structuring of experiences became almost part of the

"text," for example, in the reading lesson just described. At the same

time, children's written and verbal expression was circumscribed and designed

to serve fairly narrow goals, often those listed in the teacher's guide.
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Moreover; not only the teacher'S discussion of the text (tied to the

Children's everyday life: pizza, leftovers, etc.); but alSo the

general level of "culture" in the classroom (circus animala; Snowy

days, Disney characters) was pitched to the children's limited world

and did not extend their store of general knowledge.

Ms. Pasquale's Fourth Grade-Class

Ann Pasquale's class represents a very different literacy environment

from most rooms in our study. Although her class is exceptional, seven

other rooms we studied had important features in common with it: generous

provision of materials beyond texts and workbooks, frequent writing acti-

vities; and goals for reading that include enjoying books and communicating

about them in diverse ways.

MS. Pasquale's lessons combined fairly old-fashioned instructional

techniques with high standards for student participation and imaginative

activities.

When we first visited her fourth-grade class, it was late morning,

drizzly February day. Ms. Pasquale was standing in the center of her

room speaking very softly so the nineteen children scattered at different

tables could all hear her:

"This is an exercise in writing directions; in using our memory to

desCribe how carrots are peeled. It's an exercise in using your memory.

We'll use real carrots tomorrow.
It's really hard to do it perfectly, but

this will be sort of a practice and later:on we'll try doing it with .

Peanut=butter-and-jelly sandwiches."

A aild raised his hand. 1 .
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"Yes, Darryl? Wait a minute, Jessica, put that radio away in your

desk."

"Do we have to bring in our own carrots ?"

"No, I'll bring in carrots."

Pasquale began walking around the room, handing out worksheets

she had made which asked some pre-writing questions and then left space

for children's actual cartot=peeling directions: She stopped at a table

where a boy was sitting by himself:

,

"Do you understand what yob have to do, Jerome?"

Jerome nodded without looking up and began writing an answer to the

first question on his sheet.

Ms. Pasquale moved over to the large round table closest to the center

of the room and sat down. From her seat she began scanning the class,

monitoring who was working steadily and who teemed distracted or confuSed;

Three children were working in the library corner, either at desks

or kneeling on cushions and using the tops of low bookcases as writing

surfaces. Some 600 mostly fiction, mostly paperback books were arranged

on makeshift shelves. Each book had a strip of colored paper taped to

its spine, with a letter representing the first letter of its title;

"A" books were all in one recycled milk case, "B" and "C" bookt were next

to them in another carton, and so forth. Scholastic and Dell Yearling

fiction were heavily represented, but the collection also included National

Geographic children's books; Asterix comics, crafts books, and books on

the American revolution, basketball and biology. A battered old bookcase

14j
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.-Pasouale_'s Room
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separating the library corner from the work area where Ms; Pasquale

was sitting held multiple copies Of dictionaries, a spelling guide,

thesauruses and almanacs. Two different children's encyclopedias, each

missing a 'volume or two, rounded out the collection. A teacher -made

chart stapled to one end of the bookcase announced "Book Theater:

Now Appearing" and below that, "Ratings: *ok **good ***great."

Brightly-colored signs in children's writing were taped underneath.

Each one included a title, sometimes misspelled, often in fanciful letter-

ing, an illustration, and the name of the child who had made it. The

signs here all named biographies, including Anne_Franki John Henry,

Harriatt Tabman, and Bobby Orr. Posted other places around the library

corner were 17 more of these signs; these ones all representing science

fiction stories (A Wrinkle in Time, The Frey King, Dragonfall.)

Over at the central work table, Ms. Pasquale was whispering to Tanya,

"What do you need before you start?"

Tanya said, "A carrot? A peeler?"

Pointing to an unfinished sentence on Tanya's worksheet, Ms. Pasquale

whispered, "Write it here."

Behind where Ms. Pasquale was sitting there were cuisenaire rods and

abacuada stacked on the bookshelf; Next to these stood several Publishers'

reading kits and multiple copies of writing Wotkbooks Low cupboards

against the wall were labelled "Science," and held microscopes, simple

physics kits and teacher-made activity cards. Commercial posters of the

planets and of animals Were hung on the wall here.
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A blackboard separated this work area from a group of girls sitting

around a smaller round table and a row of four desks pushed together.

Ms. Pasquale's side of this blackboard was decorated with origami sculp-

ture, children's
watercolors and tissue paper collages. Over in this

furthest-back work areEG teacher-Made and commercial math charts explained

the names of seven, ten, thirteen digit numbers and beyond and rules for

writing Roman numerals. More low

4
shelves here held protractors, magnets,

pocket compassea and commercial math kits; Two child-Composed poems

were posted along with Van Gogh, Gauguin and Degas prints with French

labels in children's handwriting ("La nuit etoilee"). Large signs

marked the four sides of the room: North, South, East and West.

Ms. Pasquale got up from the table where she'd been sitting with

Tanya and walked over to the girls sitting in the back of the room.

"Cheryl, Xaren; you've got to be more quiet. I can hear you way

over where I'm sitting. DoeS anyone need any help?"

The girls shrugged and the teacher moved on to another work Area;

Behind the group of girls, children's winter overcoats and boots

filled most of an old-fashioned coat closet but there was also a type-

writer, a phonograph, a collection of records and art supplieS with

rules posted for their use. Yet another set of bookshelves 11-2c1

boxes with viewing holes. Children had illustrated story books in

comics Style and each of twelve boxes held a different story that could

be pulled through one frame at a time..

Darryl got up from his seat at the central work table and moved over

_

to a group of five desks pushed together. Four boys were sitting here
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all writing quietly except for Andy. When Mt. Pasquale came by this group

.

she asked Andy to read the directions on the worksheet Aloud to her and

to orally respond to the first pre-writing questions. She watched while

he recorded theSe and then asked him what his first sentence of directions

could be

Behind the boys' seats was a teacher-made chart representing the

Bermuda Triangle. Cut-out construction paper planet attached to it at

different points marked spots on a grid; Each plane was labelled with

a child's name. A classroom helpers' chart nearby listed these ocCupa-

tions: communications expert, domestic engineer, horticulturalist,

media specialitt, assistant librarian. Job description cards were

attached; for example, "The communications expert is '.7.he person respon-

sible for keeping messages organized. They will also give out notices

or bring messages for teachers to sign."

At eleven o'clock Ann Pasquale finiShed talking to Tanya and walked

over to the door of the room. She switched the lights off briefly and

walked over to the library corner. Children pushed the papers they'd

been working on into folders in their desks and moved over to the library

corner, sitting in a semi-circle on a rug around Ms. Pasquale.

"O.K., I need to see Jennifer, Ayesha, Louanne, Robin and Stacey.

The table you left was not in good condition."

These girls returned to their seats, quickly straightened up piles of

folders and papers and ran baCk to the group.

Ms. Pasquale was standing at an easel, holding a red marker in her

hand.
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"Nice job. I Iike the way those four guys are sitting. We should

have nothing in our hands, we should be looking up at the board. Who

remembert how to spell geometry? Ayesha?"

"G-E-0M-E-T-R-Y."

"Who remembers what geometry means? Same two kids? How about some-

one else? Kevin?"

"ShApet."

"Right. It's the study of shapes. What's a shape we learned?"

As the children supply "triangle," "square," "pentagon," "rectangle,"

etc., MS. Pasquale writes these on the chart on the easel, including

summaries of children'S definitions for each one; She introduces the

new term "quadrilateral" and asks several children to practice pronouncing

and spelling it. She defines this term, writes the
definition on the

chart and asks different children to name shapes already given which are

quadrilater:ds:

"What did we learn about lines ?"

"They have to be Straight."

"Jerome; did you learn anything about lines yesterday ?"

"Unhh-unnh."

"Mark?"

"They connect."

"What is the word for part of a line? Anyone remember?"

Four handS go up;

"Four people remember. Row about you, Louanne?"

Louanne Shrugs.

4U
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"Someone else?"

"A line segment."

"Right. Who remembers the difference between a line and a line

segment?"'

"It has two dOts."

"Right, but what do we call those in geometry?"

"End points."

"Right, end points."

Ms. Pasquale draWS a line connecting two dots on the easel chart.

"Now how do we tell one line from another?"

"You have letters."

"Right."

She draws an "A" next to one point on the chart and a "B" next to

another.

"O.K., for math today we're going to finish up the paper we started

Monday with end points. These are due tomorrow. Find a nice quiet place

to work and continue on your end point papers."

The children return to desks around the room, pulling math folders

out as they take their seats.

Although Ms. Pasquale's classroom might be called "open," children's

activities were supervised more closely and there was more explicit

instruction, both whole group and one-on-one, than in the majority of

traditional rooms we visited.

Children in this teacher's class are bombarded with vocabulary; in

the charts on the walls, in the novels she reads aloud each day, in
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the types of content area instruction that occur, like the math lesson

just recounted; Children are also exposed to a view of book& that is

quite different from the view in many other rooms; Experiences with

books are often shared with other class members, in the posters and

Story boxes and in book review cards, filed and indexed to the classroom

library collection.

Ms. Pasquale's room provides background knowledge about worlds that

may be unfamiliar to many students: Roman numerals, planets, French

painters, famous people. Traditional elementary school classroom events,

like the "helpers," are exploited as potential sources of new information.

Standard texts and workbooks, while occasionally part of Ms. Pasquale's

lessons, do not dominate the curriculum the way they do in Mrs. Randolph's

room.

Mr. BarascWs Sixth --Grade Class

Mr. BarasCh'S sixth-grade class was typical of many
of the upper -grade

rooms we visited. The physical environment was quite limited, more so

than any of the primary grade rooms in our study. Lessons were text or

worksheet centered, with a succession of Scheduled periods for each

subject area. Activities seemed very familiar to the students: They

often anticipated the next step in an assignment and began doing it before

the teacher explained it to them, as in the reading lesson described below.

The most noticeable contrast between the upper- and lower-grade rooms,

however, was in children's attitudes. The enthusiasm and eagerness that

14s
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was so characteristic of primary classes.in our study was replaced in

many upper-grade rooms by boredom and cynicism.

We walked into Mr. Barasch's room on a brilliantly sunny April day.

Because his room was in a corner of the building it was flooded with

'light from tall windows on two sides. The teacher, a dark-haired man in

his early thirtieS, was distributing yellow paper to a class of sixteen

students Children't desks were arranged in a large U=Shape, facing the

front blackboard and the teacher's desk. The only visible decorations

in the room were a U.S. map attached to a front bulletin board and a

commercial poster of a Western landscape, possibly the Grand Canyon,

between the rear windows. A U.S. flag and a printed set of fire drill

instructions flanked the blackboard; homework assignments from the pre-

vious day were chalked in at one corner. Built-in cupboards held sets of

texts in science, health and reading. A side bulletin board displayed

graded compositions by seven members of the class, one-or two-paragraph

themes about occupational ambitions. Light green cinder bloCka and a

highly- polished linoleum floor reflected light from the windowa; Students

were chatting to each other; one group around Rene was laughing out

loud as she told a funny story.

Mr. BAratch looks stern. "You've got your assignment, it's time to

start."

Rene looks up at him. "I don't like yellow paper."

He replies, "Do you think I care!" and moves to the other side of

the room.

/50
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Most of the class by now have opened their math books to a section

On addition and subtraction of fractions. Rene gets up; walks over to

Another group of children, and asks, "Do you have any white paper?" She

gets a couple of sheets, bringt them back to her seat and distributes

them to the kids sitting next to her. She raises her hand.

"Hey; Mr. Barasch, I need help on number sixteen."

He walks over to her Seat and looks over her shoulder at the problem.

"O.K. We have one and two-thirds. How any thirds are there?"

"One?"

"At least! One has how many thirds?"

"Three."

He points to the fraction in her text. "And this has how many?"

"TWO."

."So-oo, how many altogether?"

"FiVe."

He moves quickly on to help another student. Rene and her friends

put down their pencils. Kerry; the girl sitting next to Rene, says,

"Doesn't PaM go out with Joe now?"

"Yeah."

Pam says loudly, "No; I don't."

Kerry says, "Hey; Rene.

M- Berasch looks up froz, the child he's been helping. "O.K.,

gonna ask people to become more serious in theirefforts."

Kerry, Pam and Rene are still giggling together. The girl sitting

next to Pam is steadily copying answers from the back of her-text.
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Rene asks, " Hey, Mr. Barasch. Number twenty-MD is sixth-fifths,

right?"

"Right."

Rene starts talking to Pam and Kelly again. Mr. Barasch Iookt their

way, they stop for a second, then pick up their discussion of Pam's boy

friend;

Mr; BarSsch returns, "I was locked into helping somebody, but you

girls need to do better than that, 0.1(:?"

Val, who hat been copying answers, sings a snatch of song in a mocking

tone of voice. Rene, Pam and Kerry burtt into loud laughter. The teacher

comes over and stands behind Rene.

She loOk8 up innocently. "Am I doing number 31 right?"

He looks at her paper. "HoW many thirds are there in one?"

Rene looks baffled; "I don't understa-and."

Mr. BArASch perches on the side of her desk; "If I take a candy bar

and break it into three pieces, how many will I have?"

"Three."

"O.K., how many thirds Are there in one and one third?"

Rene says, "I knew that, four."

He says; "Yeah."

She gets up to sharpen her pencil. When she returns to her seat,

the teacher is looking ova_ her paper, circling problems with incorrect

answers.

He says; "Look, I'll show you a picture." As he starts to draw a

Strip divided into six boxes; Rene protests.

"I understand that."
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. He says, "What's your favorite candy bar?"

Rene says, "Snickers."

The teacher draws another strip next to the one he's drawn already

and divides it into eight boxes.

"I like Snickers, too, but I broke mine into eight pieces. How many

pieces would I have to eat to have as much as you?"

Rene says, "I understand, ft's four for three."

The girls sitting around her are laughing out loud.

Mr. Barasch looks up "I'm going to have to end what I can put up

with now, O.K.? I don't care if it is YridAY."

He leans over Rene's paper again. Rene Says she understands the

fraction equivalence he's just explained.

"Do you think you can handle this ?"

Rene nods. Mt% Barasch wrtlkS over to his desk and Rene turns

deliberately to Kerry and resumes her conversation about Pam and Joe.

At ten o'clock the belI rings and Mr. Barasch announces, "Reading time."

Children who are assigned to the lower of his two reading groups form a

giggling line at the door and file out into the hail, headed for the reme-

dial teacher's room. The six remaining s.udents take seats Around one

angle of the central 1:1 of desks. Mr. Barasch takes a pile of basal

reading texts from the crirner cupboard and pulls up his chair so he's

facing the group while Kerry passes out the texts. Valerie gets up from

her seat and starts whiSpering to Kerry.

The teacher clears his throat. "O.K., page 186. What do you notice

about this story?"
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He waits while the students slowly flip through their readers, looking

for the page he's named. Val and Kerry are still out of their seats, but

Mr. Baraech perseveres.

"What's different about the story?"

Valerie has sat down noxibut hasn't opened her book. Looking at

Patty's text she Suggests, "They're all different colors."

Donna says, "They're of photographs and newspapers."

Mr. Barasch quickly says; "Right, so they're not just drawings;

they're about Something factual. Before we read today, I want you to copy

each of the new words from the story. I'll give you some of the definitions

and the rest are for homework."

He moves over the the board and begins copying from a Iist he's

holding: static, editorial, prophetic, ignite; analogy, horizontallY.

Next to each word he writes the page number in the text where it appears.

The students make negative comments about the passage they're about to

read as they copy the vocabulary list.

"This is dry." .

"I hate science fictiOn."

"I bet we'll have to do questions:"

Donna looks up. "I know what static electricity is."

Mr; Barasch replies, still writing on the board, "It'S like.a shock."

Donna adds, "You know what happened to me when I was ironing? I

touched the top of the iron and I got a shock."

The teacher asks, "Are you sure that wasn't a burn?"

15,4
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"No, it was a shock, 'cause I just touched the top."

"Let's get the words finished, Donna, so I can give the definitions

to you."

Donna copies the last word and says, "Oh, I know what 'puny' is.

Very small." She and several of the other students begin automatically

copying the words three times each

Mr. Barasch stops them. "Don't do that now, you're supposed tc do

that for homework, I don't want to have to wait while you finish. O.K.,

here we go. 'Ignite,' start, like a car. 'Epic,' like an epic journey;

historical."

Students begin writing these definitions on their papers.

Mr; Barasch asks, "if descent is to go do=own, then ascent is to go. .

If

Patty says; "Up?"

"Right. O.K., 'conceive' means to start or think of. 'Analogy,'

we *did some of those once - a dog is to a puppy as cat is to kitten. That's

a com. ."

Donna asks, "CoMbination?"

The teacher shakeS hiS head. "Unnh-unnh. Not exactly."

Donna tries, "Opposites ?"

"No, comparison, Comoaring."

He sits on the edge of a child's desk and waits while the students

finish writing down the ten definitions he's already given. Several

students are copying from Donna's notebook; which she has passed to them.

"I'm only going to give three more - the rest of the 23 you'll have

to look I.:: the dictionary fo'7 homework."
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One girl puts down her pen and tebook and gets up from her teat;

She begins demonstrating a dance for the other students. Mr. Barasch

reprimands her and announces that he won't give any more definitions.

"You'll just have to look them all up yourselves. I want to start

the story now. Is everyone open to page 186?"

Kerry asks, "Do we have to read aloud?"

"Yes: Donna, why don't you begin where it says, . .

"Can't we just read to ourselves?"

"Are we gonna have to do 4uestiont?"

Mr. Barasch improvises, "Why don't you just read silently, it's pages

186 to 209 and then. . ."

As he says that, the bell for the next period rings.

"We'll continue with our story tomorrow. Remember those definitiOnt

for homework."

Several things stand out about Mr. Barasch's cliets. The activities

he has organized are totally routine. Copying and recording dictated de-

finitions take up most of one period (and the homework assignment that

follows it will involve more of this); simple computation takes up another.

The level of the work studentt are as Id to do is not challenging:

simple fractions problems were handled successfully by younger children in

our study: the book being used by upper-ability
sixth-graders was a con-

trolled vocabulary reader at the 6;C level. Like factory workert with

production quotas to meet, students in Mr. Barasch's class avoid working

too hard or too efficiently, since that would result in more of the same

work being expected of them:

1 5
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Children use elements of their own oubCulture to enrich classroom

life. Rene and her friends had decorated the lilt-ides of their desks with

photographs of friends and family and clippings from popular magazines;

Val demonstrates a dance; Student& car* on extended conversations and

fit their work into the gaps and pauses in these, the more important parts

of their day. Interactions with the teacher are used to relieve boredom,

but Mr. Barasch consistently underestimates children's intelligence so

these exchanges aren't much help to them. He is concerned about the

children being disruptive and therefore plans activities that are easy

to supervise; for example, when he suggests the students. read out loud;

While Mr. Barasch is among the lesS effective teachers in our study,

the dynamics of a number of other classrooms, particularly at the sixth-

and seventh-grade level, were all too similar.

Organftation of Reading Instruction

Although the classes of Mrs Raudoiph, Ms. PASquale; and Mr. Barasch

were really quite different from each other, a feature common to all of

them was reading instruction in small ability groups.
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Grouping- -for Reading Instruction

1980-81 1981-82

Abilitygrauped
100% 75%

Top group
9 11

Middle group
11 7

Bottom group
12 5

Range -of group size
1-9 1 -25

Average_group size
6 11.6

All our target children were grouped by ability for reading during the

first year of the study. In the first year of the study teachers were

most likely to assign children to groups using their own informal judg-

ment: Informal teacher judgment was a factor in the assignment of 60%

of our target children.
Teachers of 38% of our children used standardized

test scores, and previous teacher's
recommendations were a factor in the

assignment of 41%. Reading group membership changed in the course of the

first year; every teacher in the study reassigned at leaSt two children and

one teacher moved nine, usually because a child's skillg developed faster

than thoge of other group members. Six of our target children were moved

from one group to another this year: three from middle to top groups,

and three from bottom to middle groups;

In the second year Of the Study; three fourths of our target children

were grouped by ability for reading instruction. Five children - all of

them seventh-graders - had whole class
instruction for reading; two

children (both from the same School) were in classes with shifting interest

groups. Informal teacher judgment was a factor in the assignment of



more children in the second year - about 72%. Only two children's teachers

used standardized test scores in assigning them, and only one target

child was assigned on the basis of a previous teacher's recammendation.

Croups, once established, were more stable this year; six of our target

children were in classrooms where no student's group assignment was changed.

During the 1981-82 year, three target children's groups were changed

(13.6%), a proportion similar to those reported by other researchers

(Hawkins, 1966; Weisendanger and Birlim, 1978). The relatively high pro-

portion of children reassigned in the first year of the project (18.8%)

may be due to the fact that our subjects were in lower grades, and lower-

grade children are more likely to be regrouped (Hawkins; 1966). Five of

the six children moved were in second grade. Teachers of the younger

children in our study consulted more sources of information in their

original grouping and were able to give us more specific information about

target children's weaknesses suggesting that primary grade teachers may

have a more differentiated view of children's reading abilities, resulting

in more fineIy-tuned and flexible uses of grouping.

In the first year of the study there was considerable variation-in

the length and scheduling of reading instruction. Reading periods ranged

from 15-30 minutes in length to over 60 minutes, and reading groups were

scheduled three to five time a week; While a 30 -45 minute reading period

five days a week (resulting in 150 minutes of instruction per week)

as typical, five children received as little as 75 minutes and four

children as much as 300-minutes per week.
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In the second year of the project, there was less variation. Two

target children had reading three or four times a week, but the majority

had reading every day. Ninety percent of our children had a 30-45

minute reading period.

The are striking differences in the length of time teachers report

spending on reading instruction for beloW-4Vdrage compared to above-average

children. In 1980=81 our below-average readers were scheduled for a mean

of 132 minutes of reading instruction a week 40 minutes less than the

above-average readers received. The next year focal children clasSified

as low readerS had an average of 147 minutes of instruction per week while

better readert were scheduled for 167 minutes

In 1980 -81 all our children were in telf-contained classeS. With

the exception of two children taught in a cross-grade grouping arrange-

ment and one child taught in a resource room, the classroom teacher was

the main reading instructor. Nearly half of the target childrer got some

additional help in reading, in some c,es from more than.one sol:rce.

"OutSide-Belt ._

1980-81 1981-82

Receiving outside- heli,
15

From
Reading specialist

10 0

Learning disabilities tutor
5 2

Title I teacher
6

Classroom aide
2

Volunteer
1

1 r) 0
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Only two of the children getting extra help in reading received this

Instruction in their own classrooms, in both cases when the classroom

teacher left the room and a reading specialist took over.

In 1981-82 our seventh graders had different teachers for different

subjects. Their reading teachers Were not involved in planning content

area instruction and were responsible for teaching as many as 120 children.

Many fewer target children received outside help this year. For eight of

the nine children this extra help was given outside the regular classroom.

Materials in Reading Lessons

In the first year of our study, teachers reported using basal readers

With all of the focal children. Norwich doesn't use basals produced by

A single publisher; we observed four different pub=lishers' series being

used. The reading lea of the basals used by our focal children this

year (when they were second- to sixth-graderS) ranged from 1.5 to 6.0.

Twenty-one of our children used readers that matched the reading level

according to stardatdized tests, four children's basals were at least a

full grade easier th their t,:,ted ability, and six beIow-average readers

used books than Were least a rade level harder. (None of the below-

average readers :used e "anal that was above thei".. measured reading level

the second year.)
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Materialt Used -in Reudin Inttruction

1980-81 1981=82

aasal reader
100% 83%

Basal workbook
78% 62%

PhoniCa Workbook (different from basal) 66% 62%

Comprehension workbook
(different from basal) 47% 86%

Ir the second year of the project, basals were being used by 83%

of target children. Ute of comprehension
Workbooks rose from 47

children in the first year to 86% in the Second; In both years ct

used r.n average of four types of materials in reading lettons

to teacher reports. Materials used let§ frequently included trade bocs

(half of the children each year), teacher-written stories or language

experience chart§ (12% of children in 1980-81 and 3% in 1981-82). OnlY

one child each Year was reported by teachers as using games; puzzles,

newspapers, magazines or student writing during reading lessons.

Reliance on basal readers and various workbooks is greater than

teacher questionnaire responses suggest; In the first year of observations

We saw only one reading class using something other than basals or work-

books; the focal children in thit class were reading child-written

language experience stories. In observations the second year two

children both second and third graders; were using teacher-made materials.

Five children at the fifth and seventh grade levels were using trade

books; four of the five were at a single school, the Alcott.

1
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In 1981=82 when there was more variation in use of materials dUring

lesSont observed, children rated "better than average" readers by their
addition to

current teachers Were More likely to use something in / a basal or

workbook. TWo=thirdt of the children rated "better than average" but only

one third of the children rated "average" and one quarter of the children

addition to
raged "below average" were using something in / a basal or workbook

in the lesson we observed. All children assigned to a bottom reading

group and all children getting whole class instruction used only basalt

and workbooks during the observation session. The range of activities we

observed was closely tied to the materials.

Activities During_Reading_Lessons;_ Teacher Reports and Classroom Observations

The activity nost frequently observed during reading time* in the

first year of the study was oral reading from a basal text (19 out of 30

children). Seventeen children orally responded to teacher's literal

comprehension questions about a basal passage, the next most frequent

activity. Workbook activities were common es well. We observed ten

children circling words and seven reading directions and exercises aloud

in workbooks. 1-Sere was no oral reading :In anything other than a basal

or workbook. We observed very little silent reading, no instances of

teachers reading stories or poems to students, and very little writing.

*In the case of every classroom what we call reading lesson is the time in
the day that teachers identified for observers as the target child's
reading class. Similarly when we report questionnaire responses about
activities, materials, and emphases, we rely on each teacher's definition
of what constitutes reading instruction. Definitions varied: For some

teachers (4 of the 34) the boundary between reading and other language
arts was blurred; the majority of participating teachers, however, had

a distinct conception of reading instruction as something separate from

spelling, English, writing, etc.

16
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Again in the second year of the study, oral reading from basals

(15 children) and workbooks (eight children) were the activities observed

most frequently during reading lessons: This year nine children were

orally answering teachers' literal comprehem on questions while observers

were present. In contrast to the first year of the study; there was more

silent reading from basalS (eight children, though, surprisingly, none

at the seventh-grade leVel) and some
oral and silent reading in trade books

(in each case, two children). Virtually no writing of any kind was

observed during reading instruction in the second year;

Looking at frequency of activities observed across both years of the

study, developmental
patterns are not clear=cut. For example, more fifth

graders were doing silent reading during observation periods than either

older or younger students, and, surprisingly, they were doing more oral reading

than any one other than the second graders; Substantial amounts of oral

reading were done by 82% of the fifth graders, and by 57% of the seventh

graders, but only 33% of the third graders did much while we were present.

Some developmental
patterns did emerge from teacher questionnaire

responses. Questioaires gave teachers a chance to check off reading

Subskilis they felt they emphasized in their cIassea. Phonics was an

emphasis for a majority of second= through- fourth
graders, but for only

About IO% of Children.in grades 5=7. A critical thinking or reasoning

emphasis was mentioned by teachers of over 3/4 of our sixth- and seventh-

graders but for only 1/5 of our 4th and 5th graders.

164
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Literal comprehension was emphasized by an overwhelming majority of

teachers at all grade levels both years of the study. Vocabulary wcs

emphasized for a majority of our children at all grade levels but sixth;

Although many teachers both years reported emphasizing word recogni-

tion and comprehension, we saw very little settlel instruction in either.*

During the first year of the study, out of the 30 children observed, only

four were given P word attack strategy = for example, the teacher explain-

ing how to break a compound word into two parts. Explicit help with com-

prehension; for example, drawing Children'S attention to meaning-bearing

featiJes of the text, was similarly rare; only three out of the 30 children

received this kind of instruction while we were present; Explanations and

domonstrations by the teacher were rare again in the second year of obSer=

ve.:ions. None of the childi-en in a bottom reading group and only one of

the children rated be1oW average by hip reacher this year was observed in

reading leson where the teacher explained or demonstrated a comprehen-

sion strategy. The teacher in only one bottom reading group lett6n, of

four observed this year, gave students word attack strategies. Our findings

parallel Durkin's (1979) on low frequency of explicit instruction in middle

grade reading claSSea. We did observe teachers going over directions for

exercises or extrEes in comvehension workbooks, but explanations

of word attack or comprehension. 6tr:::teg.,sn were eenerally limited to

helping children answer npefIc workbco%

*While we ...opt teacher,1,' own del.criptions of their teaching practices,

the contrast ,-.tWeen reports end ;nsArvationa_Makes clear which materials

and activitl,: were used only inf.Pqutly. Although our thirty minutes

per child c:f r5eling lesson obsevvatIon Obviously missed things that occurred

in eny_pertic elassIon, multfp!ied by -nine to twelve children at each

grade level and thirty children pez year, it yields useful-information

about patterns of fregzetnt and infrecluent occurrences.
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In the aessions observed, teachers rarely encouraged children to relate

their awn experiences to the text and very infrequently called attention

to the re1ationthip between reading skills and content areas. In only five

sessions each year were teachers observed asking inference questions:

Across the two years of the study only 37% of the children were observed

in reading lessons which involved explicit vocabulary instruction, end the

instruction which was given generally involved little more than reading or

writing definitions from the dictionary.

As might be expected, giving word Attack strategies and encouragin;

children to relate their experienLes to the text were less common during

observationt of reading lessons in upper-grade classes and tying reading

skills to content areas was more common. On the other handi'asking

inference questions was no more common in higher-grade lessons obServed,

as might be expected; Most surprising of the grade level trends is that

of the seven times teachers were ObterVed explaining comprehension strategies,

six of thete explanations occurred in primary grade classes.

Focal children classified by the project as good or poor readers

Alto received somewhat different kinds of instruction in the reading

clattet we observed; Compared to below-average readers, twice as many

above - average readers were asked inference questiont during periods

observed in grade 2-4. Similarly, twice as many above-average readers

had the relationship of reading skills to content areas demonstrated

for them. Below-average readers in these grades were more likely to

be asked to relate their experiences to the text than better readers were,

in our observationt. None of the good reader§ in grades 2 or 3 received

16t
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vocabulary instruction during 'reading sessions observed, but almost half

of the below- average readers in those early grades did. In grades 4-7,

on the other hand, above-average readers we observed were somewhat more

likely to get vocabulary instruction (about half of them did) than below-

average readers; only a third of whom did.

Teachers were giver checklists about skills emphasized for their whole

class, and they were also asked Whether they had a specific focus for each

focal child's rendir',; instru'ion. There seemed to be some relationship

between teacher:,' i .arit,.1 1 a particular skills focus for a child and

the amount of speLity in the teacher's c17cription Af the child's

weaknesses it reading,.

Responses to question About a spec: is focus were different from those

to the whole-class checkliSt. !lure second are third grade teachers than

teachers at higher grade levels had a differentiated view of our children't

skins weaknesses, and More of these primary teachers described their

reading instruction as Specifical]y focused. In the first year of the

study, 63% of our children had teachers who mentioned a specific focus.

The most freqUentlymentioned skills focuses were word Attack, finding-

the main idea, and sequencing. Literal comprehension, making inferences,

vocabulary, and study skills were less common. In the second year of

the study tel./6r children (50%) had teachers who deScribed a particular

emphasis. Teachers mentioned focuses similar to thoSe of the previous

year, but word attack was less frequently given and inferential compre-

hension was mentioned more often. "Reading for enjoyment" was also cited;
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There were differences in whether a comprehension focus was included

for aboVe-average compared to below=average readers in the second year of

the study. Teachers reported having a comprehension focus for the reading

group of 47% of our above-average readers, but for only 31% of our below-

average readers. In the first year of the study; howeveri similar propor-

tions of high and low readers had teachers who mentioned a comprehension

focus.

Other Literacy-Related Activities

Although teachers and students often think of reading instruction as

what happens in reading group time, many other activities in the course of

a school day are related to the development of literacy. While instruction

in vocabulary or comprehension may be incidental'to other objectives in

these lessons, they often involve the children working with written texts

just as much as reading period does. Other types of activities; for ex-

ample class discussions of current events, use of audiovisual materials, or

field trips; can contribute to the development of background knowledge

relevant for literacy. Because we considered a wide range of school

activities to be related to literacy development, we observed focal

children during content area instruction and seatwork, and we asked

teachers specifically about writing activities, library visits, and field

trips.

Most of the non=reading period literacy activities we observed

centered fairly narrowly on workbook and text exercises. We didn't see

much silent indelpendent
reading from content area texts or from tr e or

G
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reference books related to subject areas. Twenty-one children during

`,nervations each year were working on answering text or workbook ques-

tions. Typical of these activities were third graders doing spelling

exercises and seventh graders writing short answers to literal compre=

hension questions from a social studies text. We saw only three children

the first year and two the second using trade books as part of a leSbon

outside reading period. The only reference books being used while we

were present were
dictionaries,_generally to copy out definitionS. There

was, "lowever, "unofficial" use of trade books, especially in some of the

mo- classes. We saw one fourth-grade girl reading For the-Love

of Bell- 7.ehiUd 0.2 cover of a comprehension workbock; a seventh grader

was surreptitiously reading The ShininA, during a social studies lesson;

Content area instruction in English, social studies* math, and science

can be important for developing vocabulary; Content Area texts also offer

opportunities for children to practice reading comprehension skills;

Whip Some higherlevel comprehension questions - inference; main idea,

sequence, etc., - were asked in the context of reading instruction;

children encountered surprisingly few of these questions during work we

obServed with content area texts. In the second year of the study we

observed 16 children responding either orally or in writing to literal

comprehension questions during content area lessons, but only two children

were seen answering questions which required more than a factual recounting

of the text;

The kind of vocabulary instruction whith takes place in elementary

classrooms can be especially important for low-income children, who may
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not encounter as many "academic" words outside of school. Words need to

be taught thoroughly, using different contexts, when the things they

represent are either abstract or unfamiliar. Some teachers did this,

often in unexpected contexts; for example, Ms. Pasquale's geometry

lesson. Far more typical, however, was the kind of vocabulary development

included in Mr. Barasch's reading lesson. Each year of the study

the most frequent vocabulary activity we saw involved

copying definitions from the dictionary - eight children in the first

year and three children in the second were doing this during periods

observed. Relating personal experiences relevant to new words, as Don;w:i

did in Mr. Barasch's lesson, was something children initiated several

times bus. teachers rarely capitalized on, at least while we were present.

Other kinds of 'vocabulary activities we observed included synonym- and

antonym-metchin3 exercises, filling in blanks with new words, crossword

puzzles, at:.; Multiple choice exercises - all mainly workbook activities.

Writing Activities

Focal children's writing abilities are discussed below in detail in

Chapter Eight; information about their out-of-school writing is presented

in Chapter Nine.

Teachers in the second year of the project were asked to describe

the kinds of writing they organized in their classrooms and to estimate

how frequently. any kind of writing was done; The form.; mentioned most

frequently were "stories" (16 childier paragraphs (15 children), creative

writing (14 children), and sentences (13 cilildren). Less common types
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included book reports (five rIl ld:en), news stories (four children),

essays (three children), and journals (two children);

Expository writing - book reports, research projects, essays, news

stories and critiques were more frequently mentioned by upper-grade

Teachers; as might be expected. Only 40% of our third-grade children had

any of these kinds of writing organized by their teachers, while all

of our fifth-grade studentS and all but one of our seventh-grade studentt

did; On the other hand, writing from personal experience language exPeri-

ence stories anti journals - was less common in the upper gradeS: 40% of

our third graders did this type of writing; but only one of our fifth

graders and none of our seventh graders did, according to their teachers.

"Unofficial" Writing has been described by classrooM researchers (e.g.,

Tierng, 1981). Even though this was not a focus of our study, it was

enough a feature of classroom life that we noted it. One below-average

second-grade reader spent most of a phonics leSSon copying a drawing of a

television character from a magazine and composing several detailed sen-

tences about the show he appeared in. Two high - achieving boys, a third

grader And a fourth grader, drew and captioned cartoon strips while they

were supposed to be working on social studies and math assignments; During

a spelling lesson in Mrs; Randolph's room, a low-achieving girl composed

And passed notes with riddles in them to her friend, which were intercepted

by the teacher; A seventh-grade boy with very poor reading skills

composed love poems; One low- achieving seventh-grade girl wrote words to

popular songs that she:had memorized and shared them with her friendS

during independent work.
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According to teacher report, 25% of the focal children did school-

sponsored Writing less than once a month and 75% of the children wrote

once a week or less; Three children were reported engaged in writing

every day. Classroom observations suggest that children's school-sponsored

writing was infrequent and limited in nature. During the two years, we

observed only five classrooms where children were composing texts of at

leaSt a Sentence; Composition activities were no more frequent at the

upper-grade levels than for younger children. We saw four second graders

composing "telling" and "asking" sentences, several third and fifth graders

making up sentences with their spelling words, one fourth grader writing

captions summarizing a film strip, and the fourth graders in Ms. Pasquale's

class composing directicns for peeling a carrot; We saw no seventh

graders composing texts of a sentence or more in length.

While actual composing occurred infrequently during our observations,

activities we call "quasi=Writing" were quite common. These included

filling in the blanks, circling multiple choice items, underlining or

drawing lines connecting things, etc. These workbook activities were done

by 19 children the first year and 9 chiIaren the second year. Other

activities we observed that had this quasi-writing quality included

writing word or phrase responses to literal comprehension questions,

a fairly common activity for sixth and seventh graders.

Another very common kind of "writing" activity involved copying.

Oftep children simply copied
things three or four times over a list of

spelling wordS, a poem orthe blackboard, a definition from a glossary.

We saw 21 children the first year and 13 children the second year doing
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these Sorts of activities. Some Ames copying involved an additional

manipulation of the text, adding punctuation or capitalization, indenting

paragraphs or copying the text into a specific format like an outline or

envelope address. Ten children the first year and 12 children the second

year were doing one of these activities during our observations.

-Bat-kground Knowledge_:__DiscussionsAudiovisnal Materials; Field Trips

Verbal exchanges between teachers and children during obS,rvation of

content lessons most frequently.centered on verifying directions for com-

pleting workbook assignments or reviewing answers to exercises. Extended

discussions which could develop knowledge of content Area concepts and

link the child's world and the world of academic subjects were rare. We

observed only four teachers conducting group discussions in the two years

of the study. All of these discustionS involved fourth through seventh

graders, and three of the four were part of social studies lessons.

Other possible sources of world knowledge include audiovisual materials

and field trips. All classrooms at three of our schools - the Hurley,

the Bates, and the Roosevelt = had television screens but we never saw

one being used. During two years of observations only one child used any

kind of audiovisual material in our presence; that was a science filmstrip.

More than other classroom resources, field trips were affected by

budget cuts in the Norwich system. The second year of the study, money

for buses, aides, and entrance fees was reduced. Classes at the Hurley,

for example, took between one and three field trips during the first

year and none at all the second year, according to teachers. In the first

73
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year of the study, all 32 children took at least one field trip during

the year, but only 19 children were reported to take trips the second

year.

In 1980-81 the most popular outing was to a nature area; an historical

museum was the second most frequently visited place. In 1981-82 science

or natural history museums were the most popular,

Library Visits

Access to libraries during.school hours was affected by a number of

factors. Some schools had large; well-stocked libraries within the build-

ing; some were adjacent to or within walking distance of branches of

public libraries, but others had neither of these advantages. The School

system provided library specialists for all primary grade classes; in some

Norwich school§ specialists' time was scheduled so that they could also

work with middle-grade children.

In the first year of the study, all 32 of our focal children visited

a library during 'school hours; for 19 children this was an in-school library,

for nine it was a public library, and --,ur children visited both. Teachers

reported that seven children made as few as seven visits during the year;
Sc_

four made as many as 48. The average for our focal children was 20.5

visits in 1980-81.

In the second year study three of our focal children never

visited the library with their classes. The children made somewhat

more use of public libraries this year; with eleven visiting just public

libraries. Only two children used just an in-school library, and five

1 7 4
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children visited bOth Thy: average nualL, : visits foi our

children in 1981-V was 22.

I.E5E1EX.

Altha f' the Norwich school system has hiStOrically been stable and

weII-funded, the two years of our study were difficult ones. The tradi-

tional neighborhood identities of several of our schools changed because

of desegregation and district consolidation. BUdget cuts affected physical

education, music lessons, library services, field trips, and remedial

reading.

The five main schools in our study differed in ethnic make-up, level

of parental involvement; provision of classroom materials, use of libraries,

and emphasis on discipline. Individual classrooms varied even more than

schoOlt did in many dimensions related to the acquisition of literacy:

levfel of intellectual challenge of activities; variety of materials,

orderliness, amount of explicit instruction, and deffnition of literacy.

Although teachers described a variety of materials and activities

used in reading lessons, use of trade books was rare and virtually

no writing was seen during our reading class observationa. LiLe Durkin

(1979); we saw few teachers explaining word attack or comprehension

Strategies; Workbook activities largely took the place Of c?.xpl.lcit

instruction;

Although there were developmental patterns in questionnaire res -uses,

i.e., teachers of older children said they emphasized comprehension,

vocabulary, and critical reasoning more and word attack less, developmental
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patterns were less evident in our observations: More silent reading was

seen in fifth than in sixth or seventh grade reading classes. Oral

reading was still the predominant activity in fifth, sixth* and se-enth

grade reading lessons. Although younger children were more likely to get

help with word attack strategies; middle and upper grade teachers were

observed giving less explicit instruction in comprehension and were also

less likely to ask inference questions than primary teachers.

The poorer readers in our study got significantly :)5) fewer

minutes of reading group time, according to teacher report. In observa-

tions of lower grade clatarooms; poorer readers were asked fewer inference

questions; Although some poor readers in the primary grades received vo-

cabulary instruction, they were less likely t!'an better readers to receive

it in the upper grade classes observed when word meanings presumably are

more likely to pose problems;

In observations of other su'oject area lessons, oral _.ailing from texts

and answering wJrkbook exercises were still the predominant activities.

We rarely saw reference books; trade books, and audiovisual materials

incorporated into content area lessons. Silent reading of content

area texts was infrequent; Vocabulary instruction was often limited to

coyping definitions from the dictionary; practice using new words in

varied contexts - which we hypothesize is especially important for low-

income children - was provided by very few teachers when we were present;

Although teachers in the Second yearof the study reported doing a

variety of writing activities in their classes, for 25% of target children

several times a week, we saw very little composing of more than words or
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phrases: Instead we sawmuch"quasi=writing" - copying and filling in the

blanks in workbooks.

There was considerable variation in the number of library visits for

target children during school hours, related to the availability of specialists,

the location of public library branches and the initiative of individual

teachers.

Based on our observations and on inteivIews with teachera, we make

the following predictions:

1) Because of inequalities in time spent on reading lessons and

emphases in instruction for good and poor readers, and because of the

absence of a consistently rich literacy environment across classrooms;

the original gap between above- and below-average reachers in our study

will generally be increased.

2) The absence of explicit instruction in comprehension strategies,

the Iow incidence of inference questions, and the lack of thoroyj1 vocabu-

lary instruction will be related to depressed reading achievemeni among

the older group cf target children for whom these skill areas are parti=

cuIarly relevant.

3) There will be considerable variation in the gains made by indi=

vidual target children across the years of the study; and patterns of

gains in reading will be related to specific differences in classroom

literacy environments;

Classroom factors; including obterver ratings of instruction and

variety of materials used, will be related to patterns of achievement

in word recognition, comprehension, and knowledje of word meaning below,

in chapter 8.

1( 7
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Chapter 5:

Perspectives on %ome and School:

Viewpoints of Parents, Children and TeaCher§

Introduction

We have seen in the previous two chapters hoW the thildren'S home and

their school experiences vary, and what dimensionS in their hote and their

school environments are relevant to differences in their school achievement.

Chapters 8 and 9, will explore in greater detail the hote and the school

factors that cOntribUte to the successful acquisition of literacy. In

thiS chapter, we Will address the ways in which the home and the school

influence one another - the overlaps between the home and the school environ-

ment. A first section presents case studies of seven families, to illus-

trate varied types of relationships between home and school, and the con-

sequences of these for seven focal children. The second section of the

chapter gives the parents' views on their children's schools and how much

they know about their children's grades and progress; as well as the children's

own views about their schools and their teachers; past and present.

Teachers' views of how the children's family lives has helped or hurt

their school achievement and teachers' characterizations of the children

in school are also included.

Di;-ect contact between home am school influence these views, both

teachers' conceptions of the child and family and the parents' views on

the child's experiences at school. The third section of this chapter

presents data on how often teachers contact parents :end how often parents
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contact '..leachers, the nature of the con:rcts, and the relationship of

the contacts to children's achievem.

Another form of communication between school and home is homework,

in McDermott's trenchant description, "School brought home." The next

section presents information collected from teachers and from parents

and children about homework, its lAirpOte, its value; how it gets done,

and how it relates to children't school athievement; A final section

relates parents' and t,:.acherS' educational expectations for the children;

similarities and contrasts betwen these for children of different ages,

sexes and r ere presented.
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The Gallagher Family

Beth a cute; bubbi:ii blonde thirteen-year-old; one of
five children who lives with her parents in a small, single-family
house in a working-class neighborhood; just off a busy street.
Beth's father; who has been a postal worker in the city where they
live for over 20 years; looks older than his years. Mrs. Gallagher,
an extremely friendly; warm person; wo:ked the night shift
her jib as a pediatric nurse for seven years, so th., she or her
hasband can be home with the kids. She is very hr.pr,y with her job

and talks openly about the satisfaction of takil::.z. .:are of sick
children who need her help and au7.port.

Beth is the midd3e child in tr! family. She has an_Older brother,
Michael; 16, and an older sister; Margaret, who is 14, and two
younger brothers; Patrick; ll; and Timony, 47. Mrs. Gallagher believes
that the five children were spaced too close ogether; and that thiS
has been the source of quite a bit of sibling orivalry_among the_
children; Mrs; Gallagher thinks that Beth in particular haS_had to
"fight for her own place in the family," that she was "pushed aside"_
when her younger brother; Timothy, was brought_hom? from the hospital.
When Beth was three or four years old, Mrs. Gallagher took -her to
the local mental health clinic because she was concerned about her
nai" biting; competitiveness, and the general sibling rivalr:! in
thc rally. Mrs. Gallagher describes Beth now as_temppramental,
SP lye and competitive - "she doesn't like to lose." Her

b and sisters tease her a lot and this still causes some problems

ten.:ons for Beth, although it no longer provoks Mrs. Gallagher
to "blow her nck." With adults, Beth iSself-cothposed, comfortable,
and shows her s'ood sense of it 7r.

Mrs. Gallaghertold us that Beth is really tied to her; that
she will come and talk to her when she is doing needlepoint or is
involved in some other craft project (perhaps'it is not surprising
to note here that Mrs. Gallgher_ was also a "middle child" in her
family of origin)._ _Beth shares her mo.zher's interest in doing arts
and crafts of_all_kindS. Although Beth reads less than any other
child in the familY; she does like reading c:raft books;

The Gallagher's home_is sparsely furnished; yet neat. Through-

out the downstairs rooms there are numerous small plaques with
Irish sayings, such as "May you be in heaven half an hour before the
devil knows you're dead."_ Because seven people live in a modest-

sized hoUSe; neatness is important. Mrs. Gallagher's crafts materials

are stolA in the dining room. The children's possessions are put
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away in_their rooms and their books are kept it_thccellar. Recently

a new flOor was put down in the attic_and the chi4rengo up there

to_play garli,ts. Mrs. Gallagher says she expects thr, children to be

able to "occupy their time quietly" because the hc%Ist is so small.

Mrs; Gallagher was very receptive to our proje-.t. When we

went to her house for the final interview with the family, toe

welcomed us graciously as uswkl And t:i:plained that she had wanted

Very much to fix us lunch. She skillfully orchestrated the comings

and goings of the children to- ensure us privacy with each
one_fer

Our interviews; During our visits, the children were cheerfully

compliant regarding her requests to make another cup o tea, check

to see if their dad, who had been working the second shift, was

awake, take a form upstairs to complete, and so forth. Mr Gallagher

Was happy to participate in the proejct as well;

Religion is important in this family. The children were all

given the names of saints. Both Mr; and Mrs; Gallagher; as sell

At the children; attend church- weekly, and the oIdEst ,on attends

Cath-51ic high school. Mrs. Gallagher belongs to the W,;)men't

Sodality, although she is not as active as she would i!ke to be;

and Beth attends CCD meetings during the week; Mrs. Gallagher

says_she prays a Iot over the problems of friends and relati.ies,

which cause her some stress. She believes that in Sun,!ey School

the children are learning compassion and how to get along better;

Mrs. Gallagher_toid us that it is harder to pay bi:18 now than

it was when the childret_Were younger. The family is not able to

afford everything it would like. For axmliple, last year Beth took

guitar and gymnastics lessons, but stopped these reo-ntly because

"it just got to be too much money." Mrs. Gallagher says that she

concentrates on buying_books and toys for the children that bring,

out each one of their interests - "each thing_I buy has a reason."

For example; she_tecently bought Beth Little_Wetem, which became

Beth's favorite book._ Mrs: Gallagher would -like all her children tc

go through college ="This is an Irishman't dream." Only awful

financial problem§ Would prevent them from doing so.

The Gallaghers expect their children to thew good behavior in

school; to get along_with their classmatet_, fled to have good marks

in effort. Mrt. Gallagher told us, "I look_At the effort mark.

If the effort is good, that's what I ca:76 about." Seth's teacher

has told her, "It is a pleasure to haVe Beth in class."

Mrs. Gallagher_isproud of the fact that four of her children

were on the honor r011this past year. She explaitedthat she had

not visited any Of their teacb,rs this_year because they were all,

doing well Michael, the oldest son, doesn't enjoy school as much_

as the other children do. He plans to go intothe Air Force or join

the Highway Patrol when he finishes high school.

192
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Both Mr, and Mrs. Gallagher enjoy reading; Mr. Gallagher

regularlY reads the local newspapers; Newsweek magazine, and sports

magazines. Occasionally; he reads a mystery. When_We i4ere at their

house, -one of the children was sent out by Mrs. Gallagher to get

their father's evening paper at the corner store. _MrS._Gallagher

is an avid reader. She reads all the magazines SubScritied to for

the hospital waiting room - People, Family Circle, Ladies' Ilene

Journal. She also enjoys reading adventure stories about people.

Mrs. Gallagher talked in greater detail about het reading interests

than any tc the mothers we interviewed. She us a long list of

favorite bJoks and authors;

Beth's favorite thing to do after sc is to watch the Loa!)

opera "General Hospital," with her sister Mc aret. Timothy

commented that the only time his sisters ssec "General Hospital"

in the past year and a half was during Re_gan's speech. Michael

admitted that he was also "hooked on it." Beth occasionally makes

friendly bets with her father concerning the timing of "General

Hospital" episodes, and there is a good deal of joking and conver-

sation in the family surrounding the viewing of this show. Beth

says that she wants to be a cruise ship director or detective when she

grows up - career choices that have been influenced by other tele-

vision programs that she enjoys - "Love Boat" and "Nancy Drew."

There is considerable squabbling over TV, but the kids know that Mrs.

Gallagher will just come in and turn it off if fighting gets out of

hand. Mrs. Gallagher adm4ts that she is the more authoritarian

of the parents and that Mr. Gallagher has always been more calm and

patient wit' the children.

The Gallagher's high -level of interest in reading and concern

that their children ship- effort and good behavior in school has prob-

b:ly made'it easier for the children to do well. Their love and sense

of cumnitment to their ...hildren Shines through in their conversLtion

and directs the allocation of the family's scarre resources. None-

theless, one Beth's seventh=grade teachers thought the Gallagher§

were fairly indifferent to Beth's scY,oling and were hard to establish

contact with, particularly because ,.aey hadn't came to any parent-

teacher nights. Mrs. Gallagher, however, specifically said that

she "had not gone up to meet the teachers this past year because

the children were all on the Honor Roll." The Gallaghers felt that

all was going well with Beth and they didn't need to intervene with

her teachers. It wouldn't have been easy for the parents to attend

evening PTA sessions because both the mother and father work at night.

However, the year before when Beth was doing somewhat less well,

Mrs. Gallagher had gone to the class meetings and the teacher

singled out "support from home" as a f ctor in Beth's improved

school work that year.
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The Conlan Family

James_Cbtlat is an appealing eleven - year -old - slender, freckled,

stawberry blon', polite and pleasant. }Wand his equally .tractive

older sister,_ Michelle; 13, live in a_rathertrampod two-bedroom

apartment with their parents. Michelle hat her own bedroom, but Jamet

sleeps On_a small bed in the entryway. Their duplex is located on

the outskirts of Norwich Corner,_close_toindustrial terrain, but

in the neighborhood where many of Mrs.Cdnlan's relatives live.

Mrs. Conlan'S mother lives next door and her presence there means

that_child care has never really been a problem; The Conlans

lived for a time in a nearby town,_but disliked it because there

were no parks and not enough activities for the children.

Mrt. Conlan works as an insurance tl-e,,ns adjuster for the

state; in a position which, she points out :Actually requires a_

bachelor'a degree but to which she worked her way up; She could

not attend college to become a pharmacist, as had_been her plan,

becz,,use__Of illness in her fary_and her subsequent need to go to

work. She loved school and still reads a lot for pleasure,_ She

was oria of the few v:men in the study who spontaneously talked_about

the :.:451c she was reading, who recommended books by name, And,Who

szid she preferred reading to TV. When she does watch TV, she

watches movies4rather than po:r.: &I:oms, soap operas or sitcoms:

Mr. Conianj on the other spends his leisure time wat'h.rg

TV or playing with
their_recentiy-i;irchased ATARI in the evenings,

after coming home from his job at tilt telephone company. h is

clearly a warm; loving, Involved father, and participates in the

very active life the members of this family share.

Conlan househOld was one in which books existed but were

hidden from view. When_Mra. Conlan sent Jimmy_to bring out the book

she'd just bought hit, he extracted it from a kitchen drawer.

There was no space for bOokShelves in the tiny liVing room, though

Michelle had some shelVea in her bedroom. Mrs. Conlan had given

away the book she had jUtt finished to a friend at work. Mrs. Conlan

mentioned that she still sometimes reads aloud to the children,

especially short stories.

Mrs; Conlan presented herself - not atall arrogantly but with

Self-confidence - as a_SOrt of expert on pr-)ducing children who read

well Without our asking, she offered us additional help with our _

study - "If you want.kids for a study, we heVe them here" - and said

after our first visit, "I hope you find Out_Why some kids like to

read. Mine do ?Jecause I read a lot and I always read to them a lot:"

s
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Mrs. Conlan is very proud of her children. She showed us a
poem Jimmy had written, a Mother's Day card he'd made,_anda clipping
of a story by Michelle that had been published, and she also
mentioned their many accomplishments, including Michelle's flute
playing.

-The children generally do some of their homework unsupervised
before their parents get home, bus: Mrs; Conlan occasionally helps
fill in the pages in Jim's worksheets if she thinks he's too tired,
or if "it's more work than should be expected of him;" Both Mr; and
Mrs; Conlan complain that their kids get too much homrlrork, because
it interferes with their family plans - bowling and gong out to
eat cne night a week, visiting with family and friends, Jimmy's
catechismlesSons and Little League, and special excusions like
going to see the Tall Ships and viewing an aircraft carrier; The
familyalsospends summer weekends at the beach and shares jointly;-
planned vacations;

A very pleasant sense of mutual enjoyment and child-centeredness
characterize this family; This is reflected in Jimmy's rad Michelle's
activities and comments about each other; They spend a lot of time
together and seem especially close and harmonious for siblings rvo
years apart in age; This is one of the few fenines where the
children are rot described as constantly squatiling. This lack of
s: ling rivalry'is the more remarkable in that Michelle is in many
ways portrayed as the "favored" child in the family. She is a straight-
A student, whereas Jimmy has had his problems in school. Michelle's
academic superiority is an open fact in the_family; Jimmy walked
in while we were asking his mother about differences i-etween the
children and answered before she could, "MiChelle is smarter."

Although Jimmy was reading a year above grade level at_the_
time, his third-grade teacher gave him failing gredes in_math_and
near-failing grades in reading and_referred_him for special education
services. At the end Of the_fourth grade, Jimmy was reading about
two years above_grade level but has shown no Improvement on reading
tests during fifth grade.

In_any discussion of Jimmy's school problems, Mrs. Conlan
is clearly on the child's side; much more willing to assume that
poor teaching or inappropriate assessment techniques - lather than
the child's incompetence - are the cause. As a_rest the does
not bother much_with contacting the school or going tc meetiag8.
Since JimmYls third,_fourth and fifth grade teachers did not contact
the family either, their views_Of the Conlans were_ impressionistic.
Jimmy's fourth7grade teacher characierized_the family as "very
encouraging and supportive," saying that Ji:Jty worked very hard and
was able to stay on task and complete assignments. On the other
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hand,_hia fifth-grade teacher thought the parents let Jimmy miss

school unnecessarily.

The Conlans feel relatively little sense of power to improve

or influence the school. For instance, Mrs. Conlan said it was "a

waste of time" to go to meetings on redistricting, since the school

board would decide any way, and that PTA meetings are just "frosting,"

that no substantive problems ever emerged thtre.

The Conlans are quite willing to take the responsibility the7.-

selves for their children's growth and education: It is fortunate

that_achildren read well and do generallY_gOod workinschool;

or ei-se it would be t rd for the Conlans to deal effectively with

the schools.
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71-1 iamt Family

Jessica if ,:xtremely soAable, outgoing, self-confident fifth
grader who done with her mother Paula in a nicely frnished
apartment; de:olaced with large fans and violins hung on ti'e wall.
Paula works as an office manager; and enjoys her job because it is
challenging and "keeps me busy!" Paula is working slowly on a college
degree; taking one or two courses a year at various adult; open enroll-
m mt institutions. Paula's courses have made a real impression on
Jessica, who thinks her mother "the smartest person I know" because of
them.

Paula and Jessica's life together seems in some ways more like
one shared by two single, working girls than by a mother-daughter pair.
Each has her own life, and they get together to talk, socialize, watch
TV, go out to movies or a restaurant; and have fun. Jessica goes off
each morning to school, comes home alone; talks to Paula on the pl,one,
then fixes herself something to eat, perhaps dces some homeworl,. does
a load of laundry, watches TV, goes to a nearby after-school activity
center or plays dodgeball or jumprope in the apartment parking lot with
friends from the neighborhood. If Paula is not home by 6:30 she calls_
to make sure that Jessica is all right. When Paula gets home she checks
Jessica's homework, fixes herself something to eat, then readP or watches
TV, sees her boyfriend, or does some chores.

.

On weekends-Pau a_affd-Jessica always go out_and-dr: somit,-.inr fun
together -- a movie, :dinner at a restaurant,_perhaps_xoller-i!.L. nr

bicycling if the weather is nice. They usually watch their ia-c ce

TV_shows together_too 77 "Fantasy_Island," "Love Boat." Paula Clearly
enjoys Jessica, She objected to Jessica's leaving for several weaks
to go to summer camp because "I'd be too lonely" and said, "No matter
how bad a day I've had, I know when I come home at ._sight that Jessica
can make me laugh!" Paula appreciates Jessica's special qualities
and says proudly that Jessica would be very good as a nurse or working
with oldei people -- a somewhat surptIaing statement from a woman who
seems oriented in her own life towards glamor and financial success.

Jessica does not have an easy time in school:. Her eyes filled
with tears when she was answering some o( our questions about school.
She said she worked pretty hard at school -- "I'm always trying to play
catch-up. Because I have so many teachers I'm always doing something
else!" (Jessica has put her finger on one of the problems with 'pull -
out'prograzs for special needs.tutcring.) He-r-bdther intervened when
Jessica was younger by talking to her teachers al.! arranging for
extra homework; In thepast two years, Jessica's teachers haven't
Contacted Paula at all and she in turn hasn't gotten in touch with
them. . There is a rule that Jessica must do her homework at the dining
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room table (i.e., not in front of the TV) before Paulagets_home, but

the rule is clearly violated quite often._ Paula says she checks Jessica's

homework when she gets home and help: with any hard points.

Of all her_school subjects, JOSida has the most difficulty with

reading,according to her mother. Although Paula worries about her

daughter's reading problems,_she haa_not let them transform Jesaide

herself into a problem. _Paula sees Jessica as bright; lively, fun to

be with; independent, and competent. She feels Jessica was somewhat

Spoiled during_her early school experiences -- when she "got too -much

aattention" -- and has not learned to concentrate or apply herself Suf-

ficiently; But there is no suggestion that Paula thinks Jessica is in-

trinsically incompetent or

Pnula; despite herworrieS about Jessica's reading, treats her more

like a roommate than a daughter in terms of helping her with reading.

She thinks that what Jessica needs to do is practice reading; and admits

that Jessica hates to read to herself but loves to read aloud. But Paula

hates to be read aloud to, so won't let Jessica use her as an audience.

Paula does offer to buy Jessica books, and has urged her to read Nancy

Drew stories (her own childhood favorite); but Jessica remains pretty__

uninterested. She was reading Charlotte's Web when Wa_viaited, but was

vague as to the plot -- perhaps because Charlotte's_ Web is considerably

too hard for Jessica's second grade level reading skills.

Paula and Je§Sita are also rather like roommates in that Paula t,:as

to avoid real conflict instead of resolving it through exercises of pare.:7tal

authority. Conflicts about Te-at to wazch on TV were solved by an arrange-

ment where Etch now has her own TV in her own bedroom. Conflicts about

Jessica'S u Of Patil--4's cosmetics and_abbut spending money were solved

by raising ,'llowance to $5.00 per week, but asking her to buy

her own cosmetics anddther
personal_supplieS from that sam; Each_haa

her own room as a retreat; with tae living/dining area of the spacious

apartment_ ti:eatd much Mo -e like 'publid' apacc: That public space in-

clUdi:§ a bookshelf cop,tainir.g Paula'S college course books and reference

books and a bawler prc,:lziming, "When God comes back she sure will be

pissed."

Photos of Jessica are also much in evidence; framed and -hung on the

wall. Jessica's room was full of toys, including foreign doil§o_at

eladtate fish tank; and her bicydle. A pile of Seventeen magazines

was stacked under her bedside table. One gets the sense -hat Jessica

is not so much indulged as th.;, her mother assumes Jessica has a right

to half the family's resources Share and share alike.

Pailla and Jessica talk together much as equals -- they tease anc

argue, bicker and cffer mutual help,_much like sisters or roommates.'

There are some rules in.the household -- for_exampie; that Jessica S ould

14.7:0 her room clean -- but that too is the scurce of bickering and teasing,

S
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-
not an arena in which Paula exercises her maternal prerogative; They
share an interest in nice clothes; new hair-dos, and make-up. Jessica
reveals her equal status when she interacts with other adults as well;
she is not the least bit shy or intimidated by strange adults. --: carries
the burden of conversation with strangerr., often asking and

making suggestions, with a manner that t._7.thright and a tit audacious
but neither rude nor offensive;

Paula's parents are Portuguese, and she herself understErld,;. some
Portuguese, but does not speak it much. Her mother lives within a short
bus ride, Jessica often goes there to visit. Paula's father (di-
vorced fl mother and remarried) rznd she were quite close, and they
had share' f.1, --family house until it was damaged by fire when Jessica
was in se -.Lade; Paula and Jessica_often went to visit him at his
summer 1101, : r weekends, until he died during the fall of Jessica's
fiith-grade year. Paula's_child care arrangements were very complex
until Jessica got to be old enough to get_home from school oh her own.
Paula's mother helped-out, and her father's _second wife did so too.
Paula's husband also helped during her brief second marriage (she and
Jessica's father were divorced very early and have no contact now).

In fifth grade_JesSica_was put in a class with a teacher who was
quite strict, demanding, and often fairly stern, who gave lots of home-
work, and demanded oral recitation in the classroom from children whether
they_kriew the work or not. Jessica and Paula were both very appreciative
Of this teacher, feeling that she demanded a lot but alsc taught a lot;
this was Jessica's best, most enjoyable, and productive year in school
So far.

Jessica leads a pleasant lire in many ways -- only schoo_ is a

major source of difficulty for her. Her life is so much fun partly b'
cause she gets to play the role of sister to her mother -- but if is

precisely that relationship that might be blocking a solution to her
school problem. When doing homework or trying to read, Jessica really
needs a mother who will set standards and enforce discipline in a nurtur-
ant atmosphere, not an older sister preoccupied with her own activities.
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The Pagliucca Family

The PagIiucca's live_ih_Righetti 'ie1 The living room

is modestly furnished in dark green colors that .1,ch the numerous full

green plants hanging frOM the ceiling: /48. Debb Pagliucca doesn't like

living in Righetti Fields, fe;!,1:g that it isn't a good place to raise

kids "but this is Where they_i,tiCk me."_ She preferred living in a neigh=
.borhood across town -and trier: to get into the housing projects down there

when her apartmeht becate too stall So the children wouldn't have to

be transferred to a different school. Her current apartment was the

only subsidized houSing offered to her.

Derek Pagliucca, p, has one older hrlf-brother, Paul, who IS 10,

.and a younger sister, Gina, 4. The two boys share a bedroOthi the daughter

has her own bedroom, and DObby, their mother, has her own bedr6OM._ A

former b6yfriehd lived with her for a while but left a year egO_And_nciw

her c-':ent bOyfriend, James; who is a trucker; lives with the_fatily

when he's in town._ He was there during all our home visita_and talked

with us articulately and at some length about various politiCra issues

when we- waited for Debby to return home for one of our interviews. The

sons talk about James as being part of the family, they look up to him

for help and support, and he visits Debby's family with her and the child-

ren. Derek't_third grade teacher felt that James had made a real con-

tribution to- Derek's language skills in particulari_and_Singled out inter -

action With James as a factor in his improved SChhOl_athieVeMent; How-

ever, Debby doesn't consider James a part of the fatily, as evidenced

by her otaiatiOn of him in the family interaction -scale and her responses

to several questions about "members of the hbutehold," Derek still sees

his biological father and was a ringbarer in the wedding when his father

remarried recently;

Debby's incomecomes from public assistance; Recently, shehad

a ten-hour-a-week job as a s7.ho61 crossing guiwd; however, she quit

after two months because eV-6,1 thOUgh "the job was eas," she didn't

really want to work. In the past, she has worked sporadically as a wait-

ress and as a clerk for-d few weeks at a time. She completed tenth grade

only; didn't particUlarl_like school; and said she wouldn't want to

get an more education. She doesn't like to read at all;_she picks up

the Suneay paper and the local town -paper occasionally. Other than that,

she reads magazines_Wheh at the dentist's office; At home, she spends

most of her time "sittin' around with James," watching TV, taking e,re

of the kids, and c eking.

She take-s_the Children to visit her parents and_sistet in a nearby__

city several times a n school days, the children play with friends

in the project_andwatch TV every evening before and after :.upper. On

weekends, Derek and his siblings do pretty much_the same things; watching

TV and playing -with friends. When the weather is good, they ply out-

doors a lot. Derek cloes't have a best friend, but seems to get aIeg
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with his peers._ Debby dbesn't feel he'S a very independent kid nor one
who shows much leadership with other children his age. But she feels
Derek is_very_active and tries hard, especially at sports He especially
likes rollerakating, according to Debby, he does that better than any-
thing else.

Debby's attitude about the school seems to be one of laissez- faire.
SChbol is important "to teach children how to make it in this world;
giVe_thet the knowledge they need to know." "Teachers should take all
the initiative.... I tell them they can call me on the phone; it's hard
to get down there," even though the school is a few blocks from the

project. Derek's second grade teacher said he dawdled and daydreamed
in class_a lot; she sent notes home to Ms. Pagliucca three or four times,

complaining about unfinished classwork. Debby asked Derek's .third-grade
teacher to send notes hom Derek regularly; reporting on his pro-

greSS. The third grade teacher felt Derek was a bright child but didn't
_feel he'd experienced mei encouragement to excel from his mother; Debby
doesn't know what Derek Lies most or least about school; only that he
likes to go. She says hi? doesn't like to read or write very Lamb at
all., although he goes the bookmobile every week "to look around."
Debby helps the older cb:Idren with homework about once a week. When
Derek asks her about a w,rd (what it means or how to spell it) she usu-
ally tells him "because tt's easier that having him look it up."

Debby feels that Parek is doing well because "he's getting 'goods'
and 'satisfactories' his report card." Derek had trouble in the_firat
grade at the school in their old neighborhood be-Cause "he didn't like

the teacher and the teacher didn't like him." This teacher didn't live
up to Debby's idea of a good teacher,_"one WhO takeS her time with each

kid. Don't just throw the paper_on the desk and say 'do it'. Explain

stuff so the child can uo it r.;glit." Except_for_this one teacher, Debby
IikeA the Outer Norwich school much better than Derek's present one;
Debby would like all her children to go through_ college, but expects

them to get through high scnool_only. She thinks Derek's "gonna be some-
thing, since he's smart so he'll make it." Derek has been fortunate

to have teachera_who Were concerned about his progress, who recognized
his al-,:qitieS and who contacted his mother to enlist her help.

1 cif
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The DASilva Family

The Righetti Field PrOjects are not a pleasant environment,

but the three-bedroom apartment occuped by Hope DaSilva and her two

children, Karyn and Steven, is attractively decorated and welcoMing.

Karyn, a second grader, is_a_sweet-natured child, a bit plumP and

much darker-skinned than either her mother or her twelve-yeat=Old

brother; Hope and-SteVen there a slender, lithe attractiveness

and a sense of i-Oa.::litectedness that Karyn lacks. Hope and Karyn,

on the o'-'ler hand, abate an interest and enjoyment of social

activir7- and An ;.Jillity to "have a good time: at a Spanish

weddini. Creole beq)tiam," as Hope puts it

Their access to these kinds of social activities derives from

Hope's self-deScrii:ed roleNas "your local Avon lady and heart-fund

volunteer." She kneWt lots of the neighbors in the building, and

has been active in efforts to improve maintenance and security in

the projects.

Hope hag a problem- solver 's approach to life - analyze
what's

wrong, then do -your best to correct It. She'S had a lot of problems

herself - raising tWochildrenaIone, wh.le trying to complete her

own education and hold down a full-tiv._ lob at the same time

Although never married, her solution for several_yeart was to enlist

the childten't father's help with child care during her night-shift

working hourg.

Hope tt alWaythad to_balance Karyn's and Stevena needs

for her attention at the moment against her owl. aspirations and her

plans for achieving a better life for the family_in_the future.

As a teenager, soon after Steven was born, Hope decided she'd

like to becoMe a nutte;and got her highEschool diploma through a.

program she describes very positivelY. "They really made me a

student. I discovered _I could learri" She took several courses

towards a nursing degree;_but declfled that she needed a job that would

not require thiftwork (the ' 'Yee:: working with patients, es-

pecially with elderly and .

tients) so she switched to a

medic 1. transcrihar's courr

Both Kaiyn and Steven had prob.j.emt with tardiness at school,

espe,7.i...:11y when their mother was working third 3'n .ft as a nurse's

Aide. Karyn's second-grade teacher_inparticula-:: became concerned.

"-ler totivationaIIevel was extremely low, she came. !..-a tardy often.

Appeared distracted and tired and Was reading only f! primer
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level." The teacher telephoned or sent notes to Hope at least ten
times during this year. Several times Hope was unable to keep
appointments she'd made to discuss Karyn's problems because of a
combined schedule of evening courses and late night job. The
teacher reports that,"Towards mid year it turned itself around. There

was parental concern and involvement and then improvement." Worried
about Karyn's school difficulties and with less and less help from
the children's father with child care, Hope dropped out of her
courses and then quit her night-time nursing job. She went on
welfare and looked for part-time work she could do at home to supple-
ment it, eventually becoming an unlicensed day-care provider.

Karyn's_reading scores have improved steadily over the past
year and a half, since the second grade teacher began alerting Hope
to her difficulties and since Hope started helping with remedial
work at home. Karyn's third-grade teacher also saw progress across
the year, characterizing Hope's contribution as "very helpful."
Hope looks for occasions to demonstrate the practical uses of
literacy as well - she had both kids write a letter in support of
Title_I_when funding was threatened and Steven and Karyn won t-shirts
for their entries in a promotional contest on energy conservation.

Problems in Hope's life are met with creative solutions. 'TV
never had been a source of conflict until she quit work and had to

hear the kids_ squabbling all the time. So she set up a system where-
by Karyn and Steven each got to choose programs half the time
Steven_on Monday and Thursday and Karyn on Tuesday and Friday.__
Hope chooses on Wednesday ("but I pick the programs they want")

and on weekends they are usually with their father. After the kids

are in bed, Hope watches the public television station - the only

parent in the study who reported doing so.

Chores around the house are also apportioned equally among
all three family Members. Thereds a job chart in the kitchen, on
which each fills in his or her own name (Karyn's named spelled
Karny consistently). Each is expected to share in all jobs from

dishes to vacuuming; shopping, laundry.

Another problem Hope faces head on is that of discrimination.

She complained at school that Steven was not selected for an advanced

math class because he is black, and she switched Karyn from one

dance school because of suspected discrimination. Hope's own

schooling was erratic and she describes herself as_never having

understood what school was all about as a child. She wants more

for her children; Hope plans to transfer Karyn to a parochial school

as soon as she can find the money, because the best reader among

Karyn's group of friends goes there.

193
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With more economic or societal tesources_at her disposal,

Hope's problem-solving approach to life would be more effective;

She is often overwhelmed by her lack of_money, the difficulty of
finding cheap, reliable child care so_she can work, and the impossi-

bility of pursuing her ambitions for herself without taking time

and attention from the children. Her own youth and the unreliability

of the men she has been involved with make it hard for her to

follow through on many of her_plans._ Nonetheless, Karyn and Steven

could hardly have a better role model in setting high goals and

working to achieve them.

9 4
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The McDonough Family

Daniel is a polite, rather self-assured and talkative child,
the youngest of three boys in the McDonough family. The two older
boys are twins, aged fifteen. Daniel loves to ride his bike, play
chase or guns or whiffle ball with his brothers and friends in the
neighborhood. He is also active in Little League - something his
older brothers never got involved in Danny has been called a
"daredevil," a child who will try anything.

The twins, Mike and Greg, share a room, work in the same dis-
count drug store as stock boys, and go to the same school. Mike
loves to draw and paint and wants to be an artist or cartoonist when
he grows up. He has had a long history of difficulties in school
because of shyness and a speech problem. Greg is seen as the aca-
demic star ei the family. He recently attended a National Science
Foundation summer program at a local university, a fact that both
his parents were proud of. Mrs. McDonough hopes that he will go
to Harvard. Daniel turns to his brother, Greg, whom he idolizes,
as a role model and someone to talk with. Mrs. McDonough sees Greg
and Daniel as alike and.describes both of them as "outgoing." Greg
says that Daniel tries to be like him. "He sees me smoking and
pretends he is; that worries me."

Mr. McDonough had been quite interested in our research pro-
ject and spent two afternoons in June of 1981 being interviewed.
He spoke at length about his life, his three sons, and their edu-
cation. Mr. McDonough had been the evening manager at a large super-
market until last year when he had a disabling stroke. Mrs. McDonough
works as an administrative assistant. She likes her job and says
she had a supportive boss who told her, "Your kids come firat. ,Co

to the school or doctor if you have to." Before his disability Mr.
McDonough had chosen to work evenings and be home during to day in
order to spend time with his sons. While Mrs. McDonough was still
responsible for cooking and cleaning, Mr. McDonough used to have
varied child care responsibilities; buying clothes for the boys,
for example, and participating in some of their classroom activities.

Daniel had problems adjusting to first grade which resulted
in his mother being called to take him home "sick" several times in
the middle of the day. (Mrs. McDonough worked in the school lunch
program this year.) Mr. McDonough told us that the first grade
teacher warned them that Danny might have problems learning to read.
The McDonoughs were on the alert for signs of difficulty with Daniel
because of the school problems of his older brother, Mike. Midway
through Danny's first grade year,the school arranged a core evalua-
tion for possible learning disabilities. He was tutored by a special
education teacher for the next year.
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When Daniel was in second grade his parents initiated contacts
with the teacher to monitor his progress in reading, and Mr. McDonough
started working in DanieI's cIassroom_as a school Volunteer. The

teacher noted that Mr. McDonough was "a great help during Special
projects;

Daniel's reading had improved dramatically by the end of second
grade; In Daniel's third-grade year, the family continUed tb_haVe
extensive contact with the school. Mr. and Mrs. McDonough telephoned
Daniel's third -grade teacher because they felt he was_"nerVOUt and
afraid to do his work." The teacher describes_the McDonough as

very concerned a7nd supportive and says "they also reassure Daniel

when needed." Although Daniel's reading skills by thit time -were
superior, based on standardized test results, he was assigned to
the middle of three reading groups. Daniel's- mother WOttied_about
this; still feeling that he was not making all the progress he could;

Daniel matured considerably during the period Of Our Study; Dur-

ing his second -grade year, he was_extremely_fidgeting dUringour obser-

vations at school and at home. Classroom observers described him
during one less as "squirmingi stretching,tapping his fingers, making
faces, but never bothering other children in the classroom." He

typically worked in "short snatches." At home we also observed his
short attention span during the diary task, which Daniel did with
his father. Daniel -was eager to finish as soon as possible; Fif-

teen minutes into the task he went to see what time it was and slipped

out to watch TV as:soon as he could. His father was very calm and
patient with hiM._,At one point Daniel leaned on the table too hard

and almosb-knocked over a lamp. His father said calmly, "Please,

Daniel." The fidgetiness -that was so marked in second grade was
not evident during much of our classroom observations wher he was

in third grade.

Daniel told us that his favorite subjects in school are math
("becaute it's easy") and spelling. He said that when he was little
his mother and father read fairy tales to him every night, and his
favorite books are Cinderella and The Princess and the Pea. He said

he likes to look at the sports and comics sections of the paper; his

brother Greg occasionally buys him comic books, but the twins like

to read more than he does, according to Daniel.

Televition is an important part of Daniel's life; he watches

about five hours a day, the most of any of the McDonoughs. He'll

turn on the set in the morning to watch before he leaves for school,

as well as When he gets home. He has many favorite shows, among

them "MASH," "Good Times," and "The Brady Bunch." Mrs. McDonough
encourages_ Daniel to look at TV- Guide every day to see in advance

what will be on, which he usually does, but he prefers just watching

the same program.

19G



5-19

McDonough - 3

The McDonough family has two televisions - a large_color set
kept in the living room and a small black-and-white model, called
the "kids' TV," kept on the third floor. Everyone in the family
prefers to watch the color set. Daniel said that when different
people want to watch different programs at the same time "one of us
has to.go up and watch on the little black-and-white set - mostly
me, because l have two big brothers and there's only one of me."

ThecDonoughs have a rich, extended family life - which has
been a real support in the months since Mr. McDonough's stroke. The

family lives in the house where Mrs. McDonough grew 1113_, and her sister

lives just around the corner. Most of Mr. and Mrs. McDonough's
siblings live close by. Their social life centers on family functions,
especially church- related events - baptisms, first communions,
weddings. Daniel is particularly close to his Aunt Lucy, who lives

_ around the corner, and an older cousin who lived with the family for

a couple of years after his'divorce.

The McDonoughs value school success very highly; both of them
hope that Greg will oo to Harvard and their mobilization of support
when Danny first had problems are evidence of this. Danny's imma-
turity in first and second grade, his slow start in reading, were
sources of real concern for his parents and also for Danny himself.
Mr. McDonough's volunteer work in Daniel's classroom and the McDonough's

regular checks with his teachers conveyed clear messages of support
to Danny and to the school.
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The Cruz Family

It would be hard to find a mother who made more sacrifices

.for her children's education than_ISobel_Cruz. The family has been

split up for three years, since, for health_reasots, Mr. Cruz had

to return to South America where he is a subsistence farmer in a

remote area Although she misses her husband very much, Mrs. C-:uz

haS stayed in the United States on account of the children. She

wants Linda; 12, to get the best health care possible for her back

problem and both Linda and her brother, Evaristo, 10, to have

every educational opportunity, both in and out of school;

Outside of school Linda and Evaristo take advantage; with

encouragement from their mother, of swimming, arts and crafts, and

other activities of the YMCA, taking out books, going to films

and other programs at the public library, and free sailing and

piano lessons.

In order to make it poSSible for the children to stay in

Norwich, Mrs. Cruz cleans other people's houses or takes care of old

people whenever she can. She cannot take steady work because of

Linda's health problems so she gets medicaid and some welfare.

She has the lowest income of any family in the study - $5,000 to

$6,000 a year. Their two=room apartment has only the barest

essentials - a table and four chairs and cooking utensils in one

room, three matresSeS on the floor, a chest of drawers, and a feu,

toys and books in the other. This was the only family in our study

who didn't have _a working television; theirs had broken long ago and

they couldn't afford to get it fixed.

Mr. Cruz sends money to support hisfamily, but they miss the

emotional support they were used to getting from him and from extended

family and friends in South America Thechildren miss their father

very much; Mrs. Cruz describes Linda as "crying a lot." Yet the

children were not happy when they went back to Peru for a year when

Linda was in fourth grade. There was no school for them to go to

at their level in this village, and no stimulation from outside their

circle of family and friends. Mrs. Cruz is proud that her children

are bilingual and wants them to be exposed to two wyas of life so

that they can chooge for themselves later when they are grown. Now

that they are Well enough established in both English and formal

education to have an alternative, she feels, she plans to take them

back to Peru AS soon as she has the money. She'd like her children

to learn to farm there with their family and to be part of the

traditional culture. Besides, she can't bear being separated from

her husband any longer.

196
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MrS. Cruz is active in the children's school, though not
always approving of it As a member of the parent advisory committee,
she canvassed many of the parents in her neighborhood to find out

,_their views on desegregation. In response to the question, "Is it
true that anyone who can do the work cango to college?" Mrs. Cruz

answered, "No, because of racism. A person has to be very strong

to make it." She herself is very much in favor of her children's
School being paired with a nearby white, middle-class one with a
reputation for "open classrooms." Mrs. Cruz said that Linda had
been in a class which was called open, but it wasn't "a real one
'Sobel regretted that she had left her daughter with the same teacher

for two years. Now Isobel is looking for a really stimulating open
classroom for Linda. She feels it important that a teacher teach
"the whole child" and is concerned that her son is "losing his love
of learning." Also; the middle-class school is noted for parent
participation, according to Mrs. Cruz, so with desegregation she
looks forward to more of that. Linda and Evaristo's current
school only talks to parents when the child is tardy, She Says.

Isobel herself loved school as a child_and did_Very Well in
South America as far as she went - stopping before high school to

go to work; When Linda was young, Mrs. Cruz read_tti her almost every
day; now she does about once a week or whenever_Linda wants her to

Mrs; Cruz doesn't help the children with their homework because she

says they don't need it Both Linda and_Evaristo are doing fine in
school; according_to their mother, and although Evaritto is two years
younger than his sister, he reads the same books. He also accompanies

his sister on the bus to her piano lessons in the later afternoon;

Linda herself reported reading_a lot and was the only child in our

study to name as many as four favorite authors - Charles Dickens;

Jack London, Carolyn Keene, and Mark TWain. She was also our only

focal child who mentioned going to museums on weekends;

In our observations in Linda's classroom, Linda was a quiet;

conscientious student who_seemed on the periphery of most class

activities; During a reading lesson that was loaded with:interrup-

tions and distractions, she worked consistently through the chaos,

stopping to stare into space when the noise level got especially

high; During whole group lessons_in math and history; Linda didn't

volunteer any answers_but attended to the teacher and followed along

in her book. During_free_time she read a novel at her desk rather than

joining in other children's conversations. Both our observations and

our testing of Linda made us feel she was a competent child with solid
skills; h6weVeri_the classroom teacher thought of her as having

special needs and arranged for her to spend time each day outside

of class being tutored by a learning-disabilities tutor. Thinking
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she was_Weaket in reading thanmoFt of her classmates*_Linda'ateacher
assigned her to the lower of two reading groups. He did say that

she enjoyed_ silent reading and always got her work_done;_She

brought in her homework ontimewithout getting help on it at home,

he thOUght. _Although Linda's mother was a volunteer in athoolatti-

vitiaa, the teacher didn't contact her during the year Mrs. Cruz

did contact hit to checkonLinda's progressi he_said. He called

Mrs._CrUi "very involved" and felt that her involvement contributed

to Linda's level of success in school.
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Summary of Case Studies

The case studies illustrate various types of relationships between

home and school and the consequences of these for children's school

success. The GallagherS, Conlons, Paula Williams, and Debby Pagliucca

initiated feW contacts With the schools during the period of our study,

and none of these Parents were consistently seen by their childten'S teachers

as helpful or facilitating. Reasons for a low level of inVolVetent varied.

The Gallagher§ SAW no need to get involved because their children were

already doing well. Mrs Conlon} had a cynical view of the SChOol - she

didn't feel it would make any difference to her children'S reading

success if she got involved; It is fortunate that the children in both

these families are strong readers; Jessica Williams and Derek Pagliucca,

on the other hand, have had problems with reading in school: Neither of

their families initiated contact with the school; as Debby Pagliucca

said, "Tdathers should take all the initiative." Fot children like Derek

and Jessica, chances of getting support at home and the chances of.their

faMilieS being informed about school progress seems to be dependent on the

teacher. During both years of the study, Derek's teachers telephoned and

sent notes home to Debby concerning his academic problems; nobody at

Jessica's school; however, communicated with Paula after Jessica was

assigned to special education irk third grade. While Derek's teacher

senthothe weekly reports on his progress, Paula Williams heard nothihg from

the school about Jessica's continuing problems. Although other factor§

were involved, it is interesting that at the end of the two years of our

1
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study, Derek was reading well Above grade level and Jessica was still

several years behind.

The other parents described in this chapter, Hope DaSilva, the

McDonoughs, and Isobel Cruz, were all involved in he schools, though in

differing ways. The McDonoughs and Isobel Cruz worked as classroom volun-

teers, and Mrs. Cruz was also active on the parents' council. Hope DaSilva

contacted the principal and teachers about specific problems involving her

children; for example, Steven's exclusion from a math class and Karyn's

tardiness.

Hope DaSilva and Isobel Cruz, like Mrs. Conlan and Debby Pagliucca;

expressed criticism of individual teachers and school practices and organi-

zations. Hope's and Isobel's involvement seemed inspired by distrust of

the school, a feeling that their children wouldn't get a good education

unless they themselves initiated some changes; In contrast, the McDonoughs

felt the schools were doing a good job and wanted to cooperate by parti=

cipating in their child's education; The McDonoughs looked to the school

to provide an assessment of their children's capabilities; for instance,

they accepted the first-grade teacher's prediction that Daniel would have

trouble learning to read. On the other hand, Ms. DaSilva, like the Conlons,

resisted the school's attempt to class gi children as / problems.

Karyn DaSilva and Daniel McDonough, both of whom were intially classified as

below-average readers, as well as Linda Cruz, a good reader, made siRnificant

gains in reading during the period of our study. A parent's involvement

gives a message to the teacher that this is a child who is valued, for

whom someone has high aspirations. Especially for children who initially

had problems learning to read, like Karyn DaSilva and Daniel McDonough,

2 2
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or whose families speak a language other than English at home; like Linda

parental
Cruz,/contact can significantly modify the school's view of the child.

Contacts can also give parents specific information about the child's

school experience, about teachers' requirements and in some cases about

specific help that the home can offer. Parents can use this information,

as Hope DaSilva did, to make concrete changes in the child's out-of-school

life that will improve his or her chances for academic success.

Qualities of -Gbod-Schools,_Good_Teachers and Good Students

AS the seven case studies illustrate; there is a wide range. of atti=

tudet among families about teachers and school. All 31 families in the

study were interviewed about schools and teachers in general, and then

about their children's own experiences in the Nthr-WiCh Soho-cit. Children

were asked their opinions about a variety of school-related topics.

Teachers were asked about children's abilities; class participation, and

the influence of the home; The interviews and questionnaires for parents;

teachers, and focal children were constructed to provide parallel informa-

tion on the same topics from these different perspectives.

The_parents' perspective. Parents were divided on what they felt

should be the most important goal for schoolS. One-third of both mothers

and fathers thought it should be basic skills, one-quarter of mothers and

one-third of fathers felt it should be reading. A handful said that

discipline; skills and discipline, or social contacts were most important.

Mothers and fathers of above-average readers were more likely to think



that disciplihe was most impo7tant, while parents of below- average readers

tended to think reading should be the most importaht goal.

When mothers and fathers were asked what a good teacher was, far and

away the most frequent response was "someone who is caring and conscien-

tious, who gives extra time to her work." For mothers, the second-most

frequent response was "one who treats children AS individuals, who helps

them out with problems." "A patient and understanding person," was also

mentioned by several mothers. Other responses included, "someone who

helps the children make the honor roll," and who has "a soft voice," who

"not grouchy."

Regarding their idea of a "good student," the most frequent responses

by mothers had to do with effort and attendance; good grades were also

mentioned frequently, as were good conduct and attentiveness. Learning

new things, being smart and curious were not frequent responses for mothers.

Effort and attendance were AlSO the characteristics of :a good student

most frequently mentioned by fathers. Fathers were not overwhelmingly

oriented toward behavioral characteristics, however. Their next most

frequent responses were beihg smart or curious.

The parents' ratings of NOrWichteachersand school facilities were

generally r.uite positive. Patents were asked to compare their children's

teachers and schools with others in the area; Two-thirds of bOth mothers

and fathers felt that most teachers in their children'S schools were

&DOW: average when compared to teachers in most other public, parochial

and private schoolg in the city area; Most of the remaining one -third

thought that the teachers were better than average. Half of the fathers
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felt that teachert in the schools neglect some students. Mothers weren't

as likely to feel this way; however; mothers of below-average readert

tended to think teachers neglect some students.

Slightly over half of both mothers and fathers felt that the build-

ings and equipment in their children's schools are about as good at most

other schoolt. The rest of the parents were divided between feeling

that facilities were better than most and feeling that they were worse

than most. The majority didn't think that classrooms are overcrowded.

Mothers (particularly those of below-average readers) were more likely to

feel that schools would be better if parents had more control over the

schools, but fathers generally thought schools would be worse.

Virtually all fathers and two-thirds of the mothers felt that most

teachers are genuinely interested in talking to parents about school.

One mother; however; said, "They never really talk with you, they talk at

you." Mothers of fourth graders were particularly likely to feel the

that the teacher was interested. The majority of parents responding felt

that their own child's teacher was doing a "pretty good" or 'very good" job

of teaching this past year. One response, for example, was This year

Tracy's teacher is terrific, she stays late;" Only parents of children

In the fourth or sixth grades felt that the child's teacher was doing a

"not so good" or "not g6od at all" job of teaching; There was no difference

in teacher ratings by mothers of above-average compared to ratings by

below-average readers.
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Better than half of both mothers and fathers felt that their child

compared to other children in the class - gets along with the teacher about

average; The remainder felt that their child got along better than most

children.

The childrenl_sperspective. The traits children mentioned in

describing teachers they liked were some of the same ones used mothers

in their descriptions of a "good teacher." When asked "What do you like

about your teacher this year?," nearly half of the children said that she

is "nice," or "funny." At the sixth-grade level children began to talk

about fairness; and teachers were liked or disliked becaute they "treated

you fairly;" or "weren't fair to other Children." Older children also

said the teachers they liked were understanding. Across grade levels, the

most frequent response children gave when asked, "What donl_t you like

about your teacher this year? " was that she "yells" or "gets mad fast."

Nearly a third of the children mentioned thit. A few children said they

didn't like their teacher because she "gave a lot of work."

The teachers' perspective. Implicit in teachers' descriptions of

individual children in their classes are conceptions of what makes a good

student. Themes of task orientation dominate teachers* descriptions of

the children. Teachers, like the mothers in our study, were overwhelmingly

oriented toward behavioral characteristics in their descriptions of a

good student. When teachers were asked what individual focal children

were like in i4hold=group lessons, virtually none of their responses had

to do with the content of'the children's contributions or the level of

206



5-29

children's understanding. Instead; teachers gave descriptions like "dis-

ruptive," "day dreams," "quiet," "distractable," and "attentive."

TeacherS' responses to questions about children's independent work

similarly Centered on behavior and task orientation; During independent

Work, teatherS described the children as "needs prodding;" "conscientious,"

"tried," "glow," "talks to friends," "sometimes does it sometimes doesn't,"

"works to get it done," "orderly." In 1981-82; only three childten'S

teachert mentioned more cognitive traits: "not afraid to ask for help,

"Well organized," and "poor penmanship:"

Response to several other questions on the teacher questionnaire

alSo reveal teachers' views of a good student. When teachers Were asked

for the most important factor for each focal child'S reading achievement,

the factor most frequently mentioned, for 60% Of the foCal children; was
_

motivation. Motivation was mentioned more frequently than the child's own

ability, the,gchool or home factors. When teacherS were asked to describe

children's weaknesses in reading, they spontaneously mentioned motivational

factors for 31% of the children the first year and 38% of the children the

second year.

Some of the motivational problems teachers mentioned for children's

reading were "not very involved," "haS trouble getting work done," "lacks

self- confidence," and "careless, rushes." What is interesting about some

of the kinds of problems mentioned is that they seem to reflect a view

that reading is getting assignments done. In the first year, "rushes to

finish assignments" was tht most frequently cited problem (for three

2u;"



5-30

children); in the second year "not very involved" was most often cited

(five children).

Individual Children at School

ffoyment of school. Both parents and children were asked about

the child's enjoyment of school. Most mothers and fathers thought their child-

ren liked school and wanted to go. Another one-quarter of the mothers

and one-third of the fathers indicated the child had mixed feelings, ,

sometimes liking it and other times not liking it. A majority of the

children, both above-average
andheIow-average readers; said they liked

school. A few of the children had mixed feelings and said they liked

school some of the time. A quarter of the children said they didn't

like school. For the most part, the children felt that school is important

"if you want to get a good job." Only one child (a sixth-grade below-

average reader) Said that she did not think school was important.

For the children, enjoying school was influenced in part by feelings

about particular subjects they took. About a third of the children, oth
)

above- and below-average readers, Said their favorite subject wfa, math.

Another third of the children, especially second graders, mentioned art.

About a fifth of the children said that reading (or phonics) was one of

their favorite subjects; Most of the children mentioning reading as a

favorite subject were fourth graders, and with one exception, all of them

were above-Average readers. No second-grade child said that reading was

a favorite Subject.

About 20% of the children said their least favorite subject was math.

Approximately equal numbers of children mentioned the following subjects
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as their least favorite: science; music, social studies spelling and

English. When asked why; their most frequent explanationt were "It's

too hard," "I don't understand or "There is too -MUCh:Wtrk;-"

feW children gave "boring" as a reason. Clearly, the childen didn't like

the subjects that were too hard for them.

The most popular classroom activities for our ftical children (accord-

ing to their teachers) were reading silently to themtelVet (13 children)

and playing board games or word games (12 children). No single subject

was mentioned by parents more frequently than thy other as being the

child's favorite. Virtually all the mother-father pairs who responded to

this question disagreed on both what subject the child liked and on what

the child disliked.

School-attendance. An indication of how important school is to

children and their parents is the amount of time children are allowed to

miss from school. Eighty-three percent of themothers and 60% of the

fathers felt it was "not okay to keep children out of school to help

out at home;" even once in a while. In three-quarters of the cases

where the parents disagreed on this issue, it was the father who thought

It was okay.

Eighty percent of the children said they missed school just every

once in a while. A fifth of the children, evenly divided between above-

and below-average readers, said they missed "quite a bit of school."

Actual attendance records tend to support the children's perception§ of

how often they missed school. Children who said they missed "quite a bit"
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Of school were absent on average of 35 days in the first year of our

study; the children who said they were only absent every now and then missed

an average of seven days. Focal children as a group -had relatively few

absences; an average attendance was about 93% in the first year of the

study. Except for two children who were abSent 66 and 57 days respectively,

no child missed more than 18 days. In the second year of the project, the

average school attendance of our focal children was 92% (165 out of 180

days). One child was in school only 92 days and missed almost as many (88

das).

There was a significant difference between above- and below-average

readers in how they said they felt when they missed school. Below-average

readers at all grade levels worried more aboUt missing school than above-

average reada:s (x
2
= 4.32, p (.05). Attendance for the two groups was

similar: below-average readers had an average of five absences in the

first year of the study and above-average readers an average of seven.

About 30% of the children said their parents didn't mind if they

missed school and thattheir parents let them miss school even if they were

not sick. Half of the above-average readers said their parents let them

miss school every once in a while, whereas only two below-average readers

said their parents let them miss school. Significantly more fourth and

sixth grade children Said their parents minded if they missed school than

did second grade children (x
2
= 5.38; p (.05). Some of the childen who

said they were allowed to miss school cited very special reasons; for

example, one above-average sixth grader said she was allowed to miss school

when the Tall Ships came to Boston, an event that rarely happens. -On

,
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the other hand, one of our truant children regularly went on hoUSecallS

with his handyman father; His father said, "I'm too easy on the kids.

They get away with everything. Sam's been out of school 42 days this

year comin' on jobs with me."

Attitudes_about schoolwork. Children varied in their attitudes toward

the amount and difficulty of the schoolwork they had. Only one child said

she thought school was "really hard"; 38% of the children said school

Was "pretty hard" and 59% said it was "not so hard." When asked how much

work there is to do at school, less than a fifth of the childrensaid, "just

the right amount." About half said there was "a lot" of work, and 30%

thought there was too much to do. Significantly, more below-average

readers said there was "too much" work to do at school than above-average

readers (x
2

6.409, p< .05).

Thirty-eight percent of the children described themselves as working

"real hard" in school. Another 41% Said "pretty hard." Less than a fifth

of the children said they didn't work hard in school. Almost half the

children, equally divided between above- and below-average readers, said

they thought their parents wished they would work harder in school. About

a third, again equally divided between above- and below-average readers,

said their parents thought they worked hard enough already. Parents were

more generous in rating their children's efforts in school than the children

themselves were. About half of both mothers and fathers felt that their

own children tried very hard in their schoolwork. A quarter felt that their

children Were doing average and another quarter not trying hard at all.

There were no significant differences in this between parents of above-
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and below-average readers or parents of second; fourth, and sixth graders.

Mothers' characterizations of their children in the first year tended to

match teacherS' descriptions of children's classroom behaVicit. For

example, all of the children whose teachers described them as highly

motivated had mothers who said they tried hard in schOol. All the

children who teachers described as "univolved" or "day dreamers" had

mothers who termed them "shy." Fathers had ludgments of their children's

school behavior less like teachers' perceptions; Some of the children

fathers deScribed as "shy in school" were said to be "active and involved"

by their teachers:

Parents'-nottribution to children's--school success. The focal

children and their teachers were asked about familieS' coatributions to

success at school. Two-thirds of the children: said the amount of atten-

tion their parents paid to their school work was "fine as is." About a

third of the children, mostly above-average readers, said they wished

their parents paid more attention to their schcicilwOrk. None of the

children said they wished their parents would pay less attention. The

majority of mothers (80%), but only about half of the fathers, said their.

child talks to them about school.

Two- thirds of our focal children's fatilieS were seen by teacherS

as having made a positive contribution to children's school success. Both

years of the study, teachers of 75% of the aboVe-average readers said

the home had made a positive contribution to the child's academit progress;

FeWet below-average readers' teachers said the chile' h-ome had made a

positive contribution - this was mentioned for 55% ti7 rst year and 40%
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the second year. There were differences in teachers' perceptions along

racial lines as well; In the first year of our study, teachers mentioned

the Contribution of the home to reading achievement for 75% of the Black

children. -However; in the second year teachers only mentioned the home's

contribution for 25% of the Black children, but for. 50% of the white

Children, despite similar observers' ratings of Blatk and white families'

provision of literacy materials. Once again, the second-year teachers,

who had not participated in selecting focal children, had less positive

impressions of them, and especially had less positive impressions of the

Black children;

Perceptions of school achievement. Parents and teachers were also

asked about the child's achieVeMent, how the child was doing in school

in general and specifically whether the child wag. reading and doing math

on grade level. Most parents seemed to think that their children were doing

average or better than average in school, compared to most other children

their age. Fot fathers, this was true regardless of whether.the

child was an atove=aVerage or below-average reader. However, mothers

of above-aVerage readers were more likely to think their children were doing

better than average work, while mothers of below-average readers thought their

children were doing just average (x2 13.67, p.e...01).

About half the mothers thought their children had about the same problems

learning to read as other children their age. The other half of the

mothers Were split between saying fewer and saying more. Very few fathers

thought their children had had more problems than Other children in learning

to read. Mothers of beIow-average readers were more likely to say their
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children had more problems and none said their children had fewer problems.

Mcithers tended to be more khowledgeable about their children's experi-

ence of learning to read in schciO1 than fathers; mothers' and teachers'

judgments about children's school achievement were fairly Similar. Mothers

of all of the children who were rated weaker than average in reading by

the 'teacher said their children had average or more probletS than average

learning to read. But two of the children rated weaker than average in

readihg by teachers had fatherS who claimed they had feWer problems than

average in learning to read.

Over three-quarters of both mothers and fathers thought their children

were doing math on grade level. Only half of the mothers were accurate

in their judgment about whether their children were doing math on grade

level - the same proportion which would be expected by chance; Parents were

only slightly more accurate in thier judgments about reading achievemeht.

OVer two-thirds of the mothers and three-quarters of the fathers thought

their ch:ldren were reading on grade level. SiXty-one percent of'the mothers

were accurate in answering the question, "Is your child reading on grade

level ?" Mothers of sixth graders were lesS accurate in their judgment

than mothers of younger children in our study.

Mothers of above - average readers were twice as likely as mothers of

below-average readerS to think that their children were reading on grade

level. Parents' judgments often included references to children's out-of-

school uses of literacy; as one mother of a below-average reader said,

"She can read teen magazines fine. . . just has trouble with books on
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history And science that don't interest her;" Or this; "He's not bad at

reading; he gets the gist, but the words get a little fouled up."

Fbr fathers there was no difference; most seemed to think their

Children were reading on grade level; regardless of whether the children

were designated as above- or below-average readers by us. The children

themselves also assessed their own reading IeveI. About 20% of the children

thought they read "very well." Fifty percent said they thought they read

"pretty good;" and 31% said "fair."

Teachers' perceptions of focal children's skills shifted from the

first to the second year of the study. This is not surprising, since

first-year teachers played a part in selecting students fOr the study and

their ratings of focal children's skills contributed to our designations

"above average" and "below average" readerS. In the first year about half

of the children who we designated as above-average readers were rated as

"better than average" readers by their teacher8. However, in the second

year, only 13% of above-average readers were rated as "better than average"

by their teachers.

Changes in teacher perceptions were especially marked for minority

children. In the first year, about one-third of both Black and white

children in our study Were Seen by their teachers as "better than average

in reading; in contrast, in the second year, none of the Black children

but 24% of the white children were seen as better than average.

Oradea. One way that parents develop perceptions about their

children's school achievement is through grades - the one way the sthbOla

communicate with all families. Children were asked what kind of grades
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they got in School. Three-quarters of the children, equally divided

between above= and below-average readers, said they received mostly "Bs"

(or the equivalent grade of "G" for "good") on their report cards.

fifth of the children said they received mostly "As." Twice as many above-

average readers as below-average readert said they got "As." Only two

children, both below-average readers, said they received "Cs" or "Dt" on

their report cards. Not surprisingly,-most of the children (84%) said

they liked the grades they got. A small percentage (9%) felt that they

Weren't doing their best work and they coud get better grades. Even

fewer felt they were unable to get better grades. Most of the children

(88%) also said that their parents liked the grades they got. More

children at all grade levels said they received their best grades in math

than in any other subject.

Parents were asked what kind of grades their children were getting

in reading and math. There was a significant difference between mothers

of above-average and below-average readers in whether they reported the

children as getting A/Bs or C/Ds in reading (x2 3=4.49., pZ.05), but there

was no difference in perceptions of fathers of above- and below-average

readers.

Contacts Between Parents and-Teachers

Parent-initiated contacts --with schools. Parents in our study had a

relatively high level of inVolvement with their children's schools, parti-

cularly with the classroom teachers. Over threa-quarters of the mothers
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and half of the fathers, when asked; immediately knew their children's

'teachers' name. All of the parents interviewed said that their children

brought papers home from school. Sixty-five percent of the families

initiated some kind of contact with their children's classroom teachers;

over half of the families in the study visited the school to talk to the

teachers and others sent notes or telephoned. Parents of above-average

readers were no more likely to initiate these contacts than were parents

of below-average readers; and parents with high educational aspirations

for their children were no more likely to than parents with more modest

aspirations. However, mothers who thought their children were having more

problems than average with schoolwork were more likely to initiate contacts

with the teachers than mothers who thought their children were doing average

or superior work. Mrs. Gallagher's comment that she didn't get in touch

With the school because her kids were all on the honor roll is typical.

Not surprisingly, mothers who were most critical of their children's

teachers were less likely to try to contact them, and parents who knew

the teacher from some other context - living in the same neighborhood,

as former teacher of other family members-were more likely to initiate

contacts.

The mothers who actually contacted their children's teachers were not

necessarily the ones for whom it was easiest to do so. Families in which

the mother worked were actually more likely to telephone, visit, or send

a note to the teacher than those in which the mother was at home. More

mothers who said it was "not so easy" or "not easy at all" to get child
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care or time off from work to get up to the school actually did so and

fewer of the Ones who said it was "very easy" did. The more literate

mothera and the mothers who did more to provide literacy materials for

their children made no more contacts than the less literate mothers or the

mothett who observers rated lowett on their provision of literacy materials

for the children

:Parent-initiated contacts both years of the study most frequently

were inspired by concerns for the children's academic progress (this

contrasts with the content of teacher-initiated contacts, discussed below).

Some teachers welcomed these contacts; for example, a second-grade teacher

who spoke of a new "partnership between home and school" resulting from

contacts initiated by one child's family. Others were more guarded; saying

they "didn't mind it" when focal children's families visited them or tele-

phoned. When parent-initiated contacts
occurred, they teemed to have

positive effects on teachers' expectations for the target child. In the

first years of the study, teachers were significantly more likely (x
2

=

4.32, p< .05) to expect children of families who'd contacted them to go on

to a four-year college compared to children of fatilies where there were

no parent-initiated contacts. Teachers also had A more positive view of

families' contributions to literacy for children whose parents had ini=

tiated contacts.

Oth5r school involvemen t; While the majority of families were in

Contact with the clattrbOt teacher, any fewer were involved more formally

With the school; Many parents did not have much knOWledge of PTAs, class

Meetings or patents' nights. About half of the mothert reported never

going to PTA, about one-quarter went one time and one-quarter two or more
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times; Fathers who we were able to interview were somewhat more involved

in PTA, three quarters of them attending at least once,with a range of

one to six sessions attended. Most mothers never went to school-related

committees, attended Special school programs or plays or helped out with

field trips or clast parties. Three moths and one-father had signifi-

cant involveMent as volunteers; two were working parents, one a welfare

recipient, and one a non - working mother in a fairly prosperous family.

Teacher-initiated tokritatts with_lamilies. In the firtt year of our

study 60% of the focal children's families were contacted by the teacher

(in the second year the proportion was 50%). Both years the most common

mode of contact used by teachers was notes (for about 47% of the children's

families) and the telephone (about 38% of the families). Two families

were seen in person, in one case because the mother was a regular class-

room volunteer and in the other because the grandmother lived across the

street from the school'. Numbers of teacher-initiated contacts with each

family ranged from 0 to 30 in the first year of the study, with an average

of three per family. In the second year the range was 0 to 15, with an

average of two.

The content of ccntacts shifted from the first to the second year.

In 1980-81, teachers, Iike parents, were most likely to initiate contacts

About the child's academic progress, while i7 the second year only half

as many families were contacted AbOut academic concerns as had been in the

first year In 1981-82 teachers were most likely to contact parents about

behavior problems. Both years teachers also contacted familiet about
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special education services (two children); problems in completing homework

(two children both yeara)i and excessive absences or tardiness (three

childien the first year; foUt the second)

For 90% of the focal Children,teachers who made contacts named a

particular familY member with whom they communicated. For eleven children

it was the mother, for two the father; and for three children some other

adult, usually a grandparent. Two children's teachers regularly communicated

with both parents.

Only about a quarter of the focal children'S teachers felt there

were obstacles in communicating with particular families. In the case

of two families teachers felt there was a language barrier, for two

families "parental indifference" was seen as an obstacle and for three

children the parents' work schedule was a barrier.

Both years of the study teachers initiated more contacts and were

more likelyto-make contact with familieS of poor readers (67% of the

beIow-average readers' families were contacted compared to 53% of the

higher readdra'). Teachers had two to three times as many contacts on

the average with the families for below-average readers both years.

Teachers were less likely to contact parents of Black children, although

Bieck parents on their own initiative made as many or more contacts as

white parents did. In the first year of the study, teachers made an

average of 1.6 contacts with the families of Hispanic children, 2.1

with familieS of Black children, but 3.7 with the white children's families

(for the second year the averages were 1.5, .90 and 2.4 respectively).

2
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The content of teacher-initiated contacts also varied according to

characteriSticS Of the child; In the second year of the Study, 75% of

the contacts with Black families were about behavior problems, compared

to 50% for white families. Both years teachers had higher proportions

of contacts with families of boys about academic progress than for families

of girls. In the first year 36% of the boys' parents but only 19% of the

girls' were contacted about the children's schoolwork; in the second year

23% of the boys' and only 8% of the girls'. These contact differences

may well be related to differentueacher patterns of educational expectations

discuSsed below.

Teachers generally felt that the contacts they initiated with families

had positive consequences for the child; about 70% of the contacts were

rated "effective" each year. One teacher said, for example, after repeated

contacts with the family, "I started seeing changes (in the child's home=

work) about midyear; it turned itself around." Teacher-initiated contacts,

like parents', had consequences for the schools' view of the children.

Teachers were more likely to mention the home as a positive factor in the

reading achievement of children whose families they'd contacted over the

year. Families who had been contacted by the teacher were in turn more

likely to initiate contacts themselves, especially when these teacher

contacts were about academic rather than behavior problemS. Children whose

families were contacted by the teachers were much more likely to be moved

up in reading group assignment than those who were not (x2 m. 6.28, p<.05).
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Homework

A iajor point of overlap between home and school is homework; It

is used explicitly by many teachers as a way of communicating to parents

about what goes on at school, and as a way of giving parents information

about their children's progress.
Homework is viewed by many parents as

the focus of their own responsibilities for their children's school

achievement; they must ensure that their children's homework is done

correctly, neatly, and on time in order to discharge their responsibilities

as concerned parents.

Teachers, parents, and children all believe that homework is an

integralpartof the school experience. Each group was asked questions

about the amount and type of homework, where and when it was done, who

helped and how useful the help was, whether it was turned in on time. They

were an also asked about their attitudes toward homework.

During the first year of the study all the fourth-grade children and

most of the sixth-grade children reported having homework to do. Only

half of the second-grade children said they had homework, however.

A majority of the children (65%) said they thought homework was important.

However, a quarter of the children, both above- and beIow-average readers

in fourth and sixth grades, said it was not. remaining children said

"it depends," but did not elaborate why. Asked what happens if you don't

do your homework, children responded in a variety of ways: "You'd have

to do it the next day," "you'd get a bad grade;" or "you'd get punished

by the teachers." A few children said, "Yourwouldn't learn as much."
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Amount of homework. During the first year of the study, the Childten

in fourth and Sixth grades said they had homework every day or every other

day (with one exception): The handful of Second-grade children who reported

having homework said it ranged in frequency from every day to "every to

often." Teachers' reports of how frequently the children got homework were

very similar to what the children said.

During the second year of the study, mothers of a third of the children

said their child had one or more hourS of homework each day. MoSt of the

children with more than an hour of homework were fifth graders. Third

graders had less homework. The bulk of their mothers said they had home-

work two to three times a week. There was a greater range in mothers'

reports of time spent on homeWork for sixth graders than for younger

children.

During the second year of the study, teachers said that 55% of the

children had homework every school night and another 28% had it two to

three times a week.

Type-of homework. Teachers and parents were asked what kind of

homework the children received. According to the teachers, children in

the upper grades had homework in more subject areas than did the younger

children. Third-grade children typically had homework in three subjects,

fifth graders had it in three to four subjects, and seventh graders were

said by their teachers to have homework in five subjects.

According to the mothers and fathers the most common type of homewo

the children had to do during the second year of the study was math. This



5-46

was true at all grade levels. In addition, one or two parents at each

grade level said their children had reading homework; a few parents of

third and fifth graders reported their children had spelling homework,

and several parents of fifth and seventh graders said the children had

social studies homework. Mothers of all the seventh graders and mother§

of all but two of fifth graders said their chidren brought home textbooks

for use in homework. However, no third graders brought home textbooks.

There was agreement between teachers and parents that math was the

most common subject for homework. However, more teachers than parents

said that the children had reading homework. During the first year, the

most frequent kind of homework was a textbook assignment with accompanying

questions, but in the second year, workbook and writing assignments were

the most common types. NOne of the third graders had homeWork involving

reading assignments with questions, whereas approximately three quarters

of the fifth and seventh graders had this kind of homeWork.

Where and when homework-was done. Seventy-five percent of the children

who had homework during the first year had time during ;the day to complete

it, according to their teachers. During the second year, onlY-53% of the

children had time during the school 'day_ to do homeWOrk/

About half the children who reported they had hcMework to do said

they did it at home. However, nearly a third of the children said they

did their homework at school. The rest of the children told us they did

their homework both at school and at home. Different children in the same

classrooms reported doing their homework in different places.
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About half of the mothers and twothirda of the fathers said their

children did their homework at nearly the same time every school day. This

did not vary with the grade level of the children nor with their readi,ng

ability Slightly fewer than half of the children responding said they

had a special time or a special place to do their homework. Of these,

only six children (three above-average and three below - average readers)

Said they did their homework in the same place at the same time every day.

&few children said they did their homework in their own rooms. The rest

did it in the kitchen, or in a corner of another room in the house. Ont

.
child said she did it "wherever it's quiet."

About half of the mothers of the fifth- and seventh-grade children

said that their children watched television and did homework at the same

time. This was true for both above- and below-average readers. But no

mother of a third-grade child said that her child did both at the same

tithe. About a third of all the mothers responding said their children

listened to the radio or stero while doing homework. This was true for

children at all grade levels and for both above- and below-average readers.

Who helps with hdittwork. Most children said they usually either go

for help when they get stuck on homework or try to figure it out on their

own. Only two children, both below-average readers, said they would quit

if they got stuck. Mothers said that their children needed help with

homework once a week or less, except in one case when help was given

four times a week. During our first interviews with parents, we asked

if they had given their children helP with homework the previous day.
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Only a quarter reported they had; In each case they had spent less than

one half hont helping their children.

In the first year of study; teachers' And parents' reports of. who

helps with homework were similar: the families in which mothers said

they helped once a week or more were all s-len by teachers as helping,

while families in which mothers said they helped less often were not seen

by teachers as helping. In the first year 54% of above-average readers

and 50% of below-average readers were seen by teachers as getting help

from their families on homework. In the second year, significantly more

above-average readers (62.5%) than below-average readers (I1%) were seen

by their teachers as getting help at home on homework (x2 =4.89, p .05).

Both years' teachers were less likely to think that parents of Black

children helped with homework than parents of white children. In the first

year of the study, teachers were more likely to contact families who they

felt did mot help with homework, while in the second year, the opposite

was true.

There was fairly high agreement among mothers, fathers and children

as to who helps the child with homework. The majority of mothers said

the children came to them for hOlp. This was true in two-parent households

as well as in single-parent households. A few mothers said the focal children

went to the fathers forhelp, to either parent, or to a parent or a sibling.

Half of the fathers who provided information on this said they helped their

children with homework. In families where both parents were interviewed

about homework, in each case where the father said he helped with homework,

the mother agreed with this.
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Children's perceptions of usefulness of parental help. Not all the

children found their parents' help with homework useful, however. Over

half said their parents gave them good help, but about a third of them

said their parents' help was usually confusing and a few said their parents'

help was "sometimes helpful and sometimes not." One child said his parents

couldn't help him sometimes, "because it's hard homework." Another said

that sometimes her parents couldn't help because they "forget how to do it."

Above-average readers were as likely to report their parents' help was

confusing as were below-average readers.

A third of the children reporting parents' help was confusing were

from homes in which English was not the native language, but parents'

educational level was not related to whether their children reported that

parents' help was confusing.

Siblings' help with Lomework. We asked parents if anyone else helped

the child with homework. Virtually all the parents said that younger

children in the family received help from their older siblings. Children

from large families tended to get help from one or two siblings in parti-

cular. According to the mothers, over half of the children got help from

one Sibling, a third received help from two different siblings and one

child receil,ed help from more than two siblings. Children also turned

to their friends and to extended family members for help with homework.

One younger sister of a child in the study said that the two of

them "switch for each other, like she'll do my homework if I sweep the

kitchen floor for her." Another child told us that when she needs help

with homework, her brother is "usually the one around." This same older
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brother said that she "might ask me to check her math or to test her on

vocabulary words."

Promptness of turning in homework: Over half of the children said

they usually turned their homework in on time Forty percent said they

sometimes turned it in late. Only one child, a sixth grader, said he

turned in his homework late a lot of the time. Significantly more above-

average readers said they turned their homework in on time than did below-

average readers (x
2 = 4.57, p< .05). It is interesting to note that each

the children who said they didn't think homework was important reported

that they turned in their homework on time.

Seventy-four percent of target children who got homework the first

year (and 70% the second year) did it on time, according to their teachers.

In the first year086% of the above-average readers and 55% of the below-

average readers did it on time (x
2 = 2.58, p< .10); however in the second

year the gap narrowed. Seventy-seven percent of the above-average readers

and 62% of the below- average readers did their hOmework on time, according

to their teachers.

TeacherS' and agents' views of homework. Teachers expressed

concern about the type and amount of homework they gave. Somewhat more

than half of the children's teachers the first year and about a quarter

of the children's teachers the second year said they would like to give

more homework than they do now. Problems in giving more homework mentioned

by teachers included lack of parental support and children'S unwillingness

to do more work. One teacher wanted to give more homeWork, but felt it
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wasn't generally accepted at the grade level she taught 1second grade).

Another teacher thought that thekihd of homework children in her school

were used to doing - worksheets and workbook exercises - was unimaginative,

but she had had trouble organizing other types of homework, foi example,

having parents read aloud to children or help them with science projects.
_

Sothe parents were confused about what their role in offering help

should be Mr. Simms said, for example; "The system is different from

when I was growing up. The teacher advised not to try to help Joanne

as it might confuse her."

DeSpite teachers' frequent mention of lack of parental support for

homework, several parents said they asked teachers to give them materials

to use with their children at home. One mother told us, "Ever since my

oldest child's third7grade teacher called up to say he'd forgotten his

addition tables, I have worked with the kids during the summer so they

don't forget." A mother of a below-average reader in the sixth grade

described how she goes over things with her daughter before she does her

homework: "When she reads ancient history she doesn't know the words and

it puts her head in a whirlwind. So I make her read each sentence aloud

to help keep track of things. Then I ask her to say what it meant in

her own words." Other parents complained that teachers didn't assign enough

homework. They saw it as a reflection of teachers' laziness or lack of

interest in the children's progress. One mother complained of this, and

added that she was willing to help. if they bring home math work I help

to pound it into their heads."
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Educational- Expectations

Educational expectations for a child are a source of possible conflict

or cooperation between home and school. Teachers both years of our study

were asked what educational level they expected each focal child to attain.

Not surprisingly, teachers had higher expectations fot above-average

than below-average readers, particularly in the first year of the study,

When teachers had helped assign Children to these categories. Sixtyfutir

percent of the above-average readers Were expected to graduate from college

this year, but only 15% of the belOW=aVerage readers were.

Teachers in the second year of the study, who had fewer contacts

With families and who had not participated in selecting children for the

project, had much lower educational expectations for the focal children.

Second-year teachers only expected 36% of the above-average readers to

graduate from college (and 20% of the below-average readErS). Both years

of the study, teachers' expectations were lowest for the oldest group of

focal children - the sixth and seventh graders; - 22% of whom were expected

to go on to a four-year college by their 1980-81 teachers, and none of whom

were expected to go on to college by the 1981-82 teachers.
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Teacher Expectations

1980-81

Second graders

37.5% high school graduate
62.5% college graduate or above

Fourth graders

10% high school drop out
50% technical or community college
401 college graduate or above

Sixth graders

11% high schnol dropout
55% high school graduate
11% technical Or community college
22% college graduate or above

In the first year of the study;

1981 -82

Third graders

66% high school graduate
34% college graduate or Above

Fifth graders

25% high school drop out
25% high school graduate
50% college graduate or above

Seventh _graders

12.5% high school dropout
75% high school graduate
12;5% technical or community college

racial and sexual differences in

teachers' educational expectations for children were minimal. The teachers

in the Sedcitid..year on the other hand,. thought 30.8% Of white children would

go to college but none of the Bieck children would (despite similar pro,-

portions of Black and white above-average readerS in our study); A third

Of the boys were seen by second-year teachers as going to college, but

none of the girls

Expectations

more likely to be

in the study were.

of teachers in the second year of the study were also

lower than motherS' or than the first-year teachers'.

Second-year teachers agreed with mothers about educational expectations

for individual children only 16% of the time, while responses of first-ear

teachers and mothers were congruent in 42% of the cases. Compared to
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second-year teachers, mothers had higher expectations for 12 out of 19

Children (632). Compared to first-year teachers; in 9 of 24 cases (37.5%)

the mother had higher expectations. Seven of these minct children were

below - average readers. In most cases where expectations of teacher-6 Were

higher than those of mothers, the children involved were above-average

readers.

Seventy to seventy-five Percent of mothers and fathers said that getting

a college diploma was a goal they had for their children. Fifty t6 sixty

percent of parents expected their children ;) finish college; the Othert

All expected their children to graduate from high school. One mother

Said, "I want them all to go through college; This is an Irishman't

dream"; another mother commented, "As long as I'm alive, they're going

to go all the way" (meaning graduate from college). Our most disabled

reader said of her parents, "All I know is they want me to finish college."

The mother of another below- average reader summed it up thit way: "The

further you go in school the better job you get. I tell her, 'Finish

college or you'll live. in a dump like this all your life.'"

232
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Summary

Parents', teacherS' and children's views about school from interview

data are contrasted. While parents had varying views about the most

important thing a school should teach, parents of above-average readers

thought discipline was the most important goat; and parents of below=

average readers thought reading was. The characteristics of a good

teacher most commonly mentioned by parents were "caring and conscientious,"

and a majority of parents felt that effort and attendance were the main

qualities of a good student. In the teachers' view, a good student was

one who was oriented toward school tasks and who was quiet, attentive, and

conscientous. Children liked teachers who were "nice" and "didn't yell."

Most parents felt that teachers and facilities of ,the schools their

children attended were about average compared to otherS in the area. Most

children enjoyed going to school and average attendance was high. Below-

average readers were more likely to think there was too much work at school

and were more likely to worry about missing school than above-average

readers. Eighty percent of the children destribed_themselves as working

"real hard" br "pretty hard"; yet half the children thoughttheir parents

wished they would work harder.

Most parents thought their children were doing average or better

than average work in school, compared to Agemates. Mothers were more

accurate about their children's school athieveMent than fathers were,

both in judging children's difiiCUltieS learning to read and current
,

math and reading levels. Most children thOught'they were doing fine

in school and liked the grades they got; three-fourths said they got

mostly Bs.
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In the first year of the study, teachers considered about on nlird

of both Black and white children as "better than average" in reading.

In contast, in the second year, teachers named none of the Black children

and 24% of the white children as better than average (in spite of equal

proportions of Black and white focal children scoring above average on

standardized tests).

The teachers thought two-thirds of our children's families had made

a positive contribution to children's school success. Teachers were more

likely to mention the positive contribution of the home for above-average

than for below-average readers. Despite similar observer ratings for

provision of literacy in Black and white families, teachers in the first

year of the study were much more likely to mention the home's contributing

for Black than for white children; the pattern was reversed in the second

year when teachers were more likely to mention the contribution of the home

for white children.

For parents in our study, the most common form of involvement with

their children's school was contact with the classroom teachers. Sixty-

five percent .f our families initiated contact with the classroom teacher;

half attended at least one PTA meeting. Parent-initiated contacts were

inspired most often by concern for the children's acaaemic progress:

Mothevs who thought their .childrenwere having problems with schoolwork

were more likely to initiate contacts than mothers who thought their children

were doing fine.

Fifty to sixty percent of focal children's families were contacted

by the teacher. Teacher-initiated contacts ranged from 0 to 30 per family.

23.1
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With the parents of boys, teachers were most likely to initiate contacts

about the children's academic progress, while with girls' families,

teachers were more likely to make contacts about the children's behavior

problems. Teachers had two-to-three times as many contacts with the families

of below-average readers. Teachers were less likely to contact parents of

Black children than white children, although Black parents on their own

initiative made as many or more contacts with teachers as white parents.

Teachers' contacts with families had positive consequences for the child.

All fourth graders, most of the sixth graders; and half of the

second graders reported having homework. Most children got help with home-

work from both parents and siblings. Half said their parents gave them

"good help." but a third found their parents' help confusing. Whether the

help was seen as confusing was not related to either the parents' educational

level or the children's reading level. Above-average readers were signi-

ficantly more likely to turn in their homework on time than were below-

average readers, according to both child and teacher reports.

Teachera in the first year of the study expected a third of the

children to graduate from college; and they had significantly higher expec-

tation:, for above-average than for below-average readers. Race and gex

differences in their expectations were minimal. Teachers in the second

year had generally lower expectations than did first-year teachers for

both above- and below-average readers. Furthermore, they expected no

Black children or girls to attend college. Three=quarters of mothers and

fathers hoped that their children would graduate from college, and 50-60%

of them expected the children to actually do so. Mothers had higher
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expectations for their children then did teachers, especially teachers

in the second year of the stuay.

23t



Chapter 6

Reading Tests

7 _

scores.This chapter presents the findingsfrom the pupils reading test cores.

Chapter 7 presents findings from the writing samples and the language

tests, and relates the findings from all three types of measures; ChapterS

8 and 9 will further relate home and school factors to the reading, language

and writing measures.

The instruments used for the reading analyses are the subtests of

an experimental edition of the reading assessment test (Roswell and Chan,

in press) with a range of difficulty for reading levels 1 to 9, designed

for individual administration. The test is composed of 6 subtests of

various aspects of reading: Word recognition; oral reading, phonic screen-

ing; word meaning; silent reading, comprehenSion, spelling. BaSed on

validation studies of hundreds of children, each of the SubteSt scores

can be converted into a criterion score (i.e, grEde level) and a total

score. Both are used in the reading analyses fpr this study. We have

relied particularly on the criterion scores-(gradeqevels)-for-the-analy-

SiS Of trends in development by grades, and for com7arison of achievement

of the present population with others theirage and grade placement.

One of the major objectives of the stud was to investigate the pro-

cess by which these low SES children enter the stage of using reading

for "learning the new." (Chan, 1983). PaSt StudieS have fouhd that be-

ginning around grade 4 or 5, reading test scores of low SES children tend

to decelerate with increasing grade placement (Coleman, 1964; NAEP, 1981).

The various analyses reported below have been designed to answer questions

related to this issue.
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Patterns of Deceleration

The first analyses were designed to determine whether the low SES

children in the present study followed a similar pattern of deceleration

of reading development beginning at about a 4th or 5th grade, as reported

in the literature.

Our analysis was based on the following data:

A comparison of first year (1981) reading scores obtained in
grades 2, 4, 6 (a cross- sectional comparison). Tests were
given in May when the expected norms would be 2.8, 4.8, and 6.8.

A comparison of second year (1982) reading scorc6 in grades
3, 5, 7 (a cross-sectional comparison). Tests were given in
May when the expected norms would be 3.8, 5.8, and 7.8.

A comparison of pre (1981) and post-test (1982) scores for
grades 2-3; 4-5, 6-7 (a longitudinal comparison over a one-
year period).

A comparison of scores of above and below average pupils for
each grade;

Since the samples of pupils in-each grade were small (about 10 at

each grade) these various analyses were undertaken as a means of confirm-

ing or disconfirming the results found. Thus, it was believed that the

two cross-sectional comparisons might serve to confirm or disconfirm each

other, and they they could further be verified by the year's gains found

on the pre- and post-tests.

The above/below average comparisons for each grade would, we hoped,

give additional evidence of change in reading achievement within each

grade. In the above/below average data we would look for patterns among

*The exact number tested appears on p. 7-2; It should be noted that the
number differed somewhat; with the largest sample in grade 4; There
was a further variation in the above and below average readers in each
grade sample. Thus; the largest percent of above average readers were
in the, grade 4 sample.

(footnote continued on pages 6 -2a and 6 -2b)
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Because the numbers of children in grades 4 and 6 varied somewhat

(See Table 7-2, Chapter 7) as did the number of above and below average pupils,

and because with such small samples we need to exclude the possibility that

-.they differed for sampling rather than for developmental reasons a covariance

analysis was to assure that various gains and developmental trendt found

could not be attributed to the sample differences.

Reading scores from the fletropolitan Achievement Tett for each of the

30 children when they were in the 3rd grade ( Baseread) were co-varied with

a Writing measure (production) and with the reading test scores.

Table 6-0 which presents the basic data on the co-variance results

indicates that the groups (Grades 2, 4, and 6) did not differ significantly,

from one another on their third grade reading skills. Thus, the analyses

of covariance including baseread as the covariate did not produce results

different from the original analyses of variance.



Table 6-0

Analysis of Variance

Read and Writ i n Pre, and Post T2Sis Covaried on Baseread

Source of Variation Stint of Squares DF - Mean Square Significance of F.

Covariates Baseread 213;731 1 213,731 0.520 0.479

Main Effects 12451.797 3 41:0,598 10.100 0.000

Reading Level 3726,742 1 3726.742, 9,069 0.007

Grade Level 8725.055 2 4362.527 10.616 0.001

2-Way Interaction 109.48 2 '54.74 0.133 0.876

Explained 12775.020 6 2129.170 5.181 0.002

Residual 8629.633 21 410.935

Total 21404.652 27 792.765
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the below average group of 6th graders for example, that might resemble

the patterns for the above average 4th graders.

Do_the_readinvscores decal -Grate after grade 4? Table 6=1 presents

the mean scores for grades 2; 4 and 6 (the pretests, administered in 1981)

on two of the reading tests administered -- word recognition and silent

reading comprehension. The table also contains the deviations of the

mean scores from the expected norms in grades 2, 4 and 6. Since these

tests were given in May of the school year, 2.8 would be the expected

norm for the 2nd grades, 4.8 the expected norm for the 4th graders, and

6.8 for the 6th graders.

From Table 6-1, there appears to be a deceleration on both tests

by the 6th grade. The word recognition scores seem to begin decelerating

earlier with an Average deviation of -. 3 at grade 4. Silent reading compre-

hention increases from grade 2 to grade 4 when compared to expected norms,

but decelerates in grade 6.

Table 6-2 presents the means for the above and below average pupils

on word recognition and silent reading comprehension, together with dev4-,

tions from the expected norms; From Table 6-2 we note a considerable differ-

ence in the course of development for the above as compared to the below

average pupils. Deceleration (beginning around Grade 4) is already evi-

dent for the below average groups on both reading components -- word re-

cognition and silents reading comprehension. In May of 1981, the end

of the first year of our Study, the below average pupils of grade 4 are

one year beloW expected norms in word recognition but on expected norm

for silent reading comprehension.
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TABLE 6-1

Means and Deviations from the Norms on Pretests (1981) - Word
Recognition and Silent Reading Comprehension

Silent Reading
Word Recognition Comprehension

Mean Scores
Deviations

from the norm Mean Scores
Deviations

from the norm

Grade 2 2.7 -=.1 2.9 +.1

Grade 4 4.5 =.3 5.5 +.7

Grade 6 6.1 -.7 6.6 -.2



TARE 6-2

Mean SCOres and Deviations Fro Noi* 10. Above and

BelOW Average NON on_PreteStS (1981)

Word Reebgnition and Silent Reading CO-prehension

mILT,etegnitiOn

660 Avoragq101-g Bel-ow AVerage_POpils

Silent Reading Comprehension

AhOVe Average 'lulls Below AyerapPupits

'Mean Deviations

Scores From The Norm

Mean

Stores

Delibti0O8

FroM The Nort

Me-oh

ScOreS

DeViatidOS

FrOm The Norm

Mean.

SCoreS

Deviations

From The Norm

Grade 2 2,7 2,7 2,8 0

Grade 4 4-,3 3,8 -1,0 6,0 +1,2

Grade 6 7,0 +.2 5,2 -1,6 7.3 +, 5

2.9 +.1

4,8 0

5,9 -.9
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By the end of grade 6; the below average pupils are a year-and 6 months

below norms on word recognition, almost a year below on silent reading

comprehension;

In comparison, the above average pupils are at about the expected

norms for Grade 2 on both word recognition and silent reading comprehen-

sion. They also seem to stay above the norms in Grade 4 and 6. If there

is a deceleration; it may be on silent reading comprehension where the
from a 1.2 above

norm in grade 4 decreasesAto a.5 above the norm in grade 6. The ten-

dency seems to be the same for word recognition but to a lesser degree.

Thus, although there appears to be deceleration beginning with

Grade 4 (with even greater decelerations at,grade 6) for the total grade

groups, the extent seems larger among the below average as compared to

the above average readers at each grade;

Table 6=3 presents moan post test scores (1982). for the children

in grades 3, 5, and 7 -- the retest scores for pupils whose=initial test

scores were presented in Tables 6-1 and 6-2 when they were in grades

2, 4, and 6.

Table 6-3 also suggests deceleration for both word recognition and

silent reading comprehension -- on post tests in grades 3, 5 and 7.

Compared to the scores for grades 2, 4, and 6 (see Table 6-1) the post

tests seem also to decelerate, but at a later grade -- 7th compared to

grade 4 for the pretests on word recognition. Thr silent reading compre-

hension, the deceleration at grade 7 is about the same, however, as it

was for the 6th graders On the pretests.
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TABLE 6-3

Mean Word Recognition an SilentReading Comprehension Scores on Post
Tests _(1982) with Deviations from Expected Norms

,,,

Mean Word Mean Silent
--Recognition Deviations Read ng Compre-

Scores From Norms hens on Scores
Deviations
From Norms

Grade 3 4.3 +.5 4 8 +1.0

Grade 5 6.9 +1.1 7.0 +1.2

Grade 7 7.3 -.5 7.1
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Post-Test Scores

Table 6-4 presents means for AboVe and belOq achievers on the post

test scores. These findings are generally similar to those for the pre-

testa (see Table 2). Both seem to indicate that deceleration is more

characteristic of the below average achievers than of the above. Indeed,

it appears that the above average pupils maintath their above average

scores from the third to the seventh grades and probably higher, on both

word recognition and silent reading comprehensi:A. Although there is

deceleration
a slight A in the extent of the positive deviations from the ex-

pected norm at grade 7 on silent reading comprehension, this could well

be attributed to the upper limits of the test -, about an 8th grade level

Overall, the pretest scores (grades 2, 4,and 6) and the post test

scores (grades 3, 5 and 7) indicate that deceleration is more character-

istic of the below average achievers than of th above. But, overall,

both cross sectional compariSonstended to find a decelerative trend

beginning either at 4th or 6th grade.

Post -Test Gains

AS further evidence on the question of deceleration, we analyzed

the gains on the ;_it tests over the pretests fot each child, by grade,

by their status as above or below average achievers, and by silent read-

ing comprehension and word recognition; Table 6,,5 presents these data.

From the table we sec a trend toward deceleratiof) both for word recogni-

tion and silent reading comprehension with grade. This is seen for the

increasing grades and for both the above and belOw average achievers

within each grade. The trends for the above and below average achievers

2



TABLE 6-4

Mean Scores and DevIntions from Expected Norms on the Post Tests (1982)

Word Recognition Silent Reading Comiirehension

High MO
...,........

1014 Ru pi4 Sigh PnpilS Low Pupils

Mean Deviations Mean Deviations Mean Deviations Mean Oeviations

Scores From The or Scores From The Norm .Scores from_Thabrm ScoreS From The Norm

Grade 3

Grade 5

Grade 7

4.2

7.8

8.6

+.4

+2.0

+,8

4;1

5.7

6.0

r

+, )

-,1

-1.8

4;5

8.0+

8.0+

+,7

+2.2

+.2

4.9

5.6

6.3

+1,1

.--.2

-1.5

rn
I
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TABLE 6.-=5 .

Gains on Word Recogniton and Silent Reading Comprehension from PretettS
(1981) to Post Tests (1982)

Grades 2-3

Number Above
Average 4

Word Recognition
Years of Gain:
o=Above Average
e=Below Average

Silent Reading Comprehension
Years of Gain:
o=Above Average
el=Below Average

3

2 00

0
00t

Below Average 6 1 000
o 0

-1

Grades 4-5 4 b 0

Above Average 7 3 coo

2 bboo

Below Average 5 1 (Ai 0000

Grades 6-7

Above Average 4

Below Average 4

0 CO

-1

3

1 o

0 °mo.

=1

00

00

00
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tend to be similar to thos ound for the total grades in the cross sec-

tional data. The below average pupils tend to make 1oWer gains than

the above average, and there is a general decline in gains in succeed-

ing grades;

Thus the longitudinal data tend to confirm the cross sectional data.

While the pupils in the study are on expected norms in these two major

reading components -- word recognition and silent reading comprehension

in grades 2 and 3 -- they tend to decelerate with increasing grades (be-

ginning with grade 4 or 5). Further, the deceletatttn is stronger for

the below average achievers as compared to the above average achievers.

The deceleration among the below average achievers also tends to begin

earlier. Thus, it would appear that at each of the grades studied

pretest grades, 2, 4, 6; and post test grades 37 5, and 7 == thote who

started strong continued strong; The strong starters tended to gain more;

the SlbWer starters tended to weaken more on successive grades.

The longitudinal data (see Table 6-5) which are based on the yearly

gains for each individual, from grades 2 to 3, 4 to 5 and 6 to 7; offer

the clearest evidence since they are not influenced by the uneven numbers

of above and below average achleverS. Since each individual is treated

separately, the possible biasing of a grade toward the higher and lower

end of the scale is avoided.

A review of table 6-5 inditatet the clear trend toward deceleration

by increasing grade and by the low achievers within the grade -- essentially

a confirmation of the cross-sectional data;

Although the numbers of children are small, it appears that the

various analyses reported here -- the cross sectional and longitudinal
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(Tables i, 2, 3, 4, 5) tend to confirm the findings from the others;

The scores on all tests combined, from grade 2 to grade 7; tend to show

a deceleration beginning around grade 4; 5, or 6 (depending upon the

test). The deceleration trend is greater, however, for the below as

compared to the Above average achievers; Indeed, it would seem that

the belOW average achievers may have accounted fof the major portion

of the deceleration noted in the total samples for the grades in thit

study.

Patterns of -Growth for' Different Reading Components

Pre-Test Data

_
The second main analysis was undertaken to determine whether character-

istic patterns of growth can be found among the different reading compo-

nents. Do some of the reading components hold up betterthan others?

Do the patterns of components strengths and weaknesses vary by grade

and by above and be1oW average achievers? If so, which test scores thbw

show
relativeincreasesandwhich-Ar elative decreases with increasing grades?

Table 6-6 presents the means on the pretests (when the children

were in grades 2, 4, and 6) for five reading and reading related components

subtestt except phonics) -- by grade level. From Table 6==6 we note,

that for all 5 components a deceleration appears to set in, beginning

around grade 4. Thit can be seen most vividly from the declining differ-

ences from the norms at each succeeding grade.

What is quite striking from Table 6-6 is the relative strength of

all five reading components at grade 2. All scores are at "grade level"
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Word Recognition

Or Reading

Silent Reading

Word Meaning

Spelling 2 9 +.1

Table 66

Means Test-Scores for Grades 2- 4- 6 (cro_sstsectional)

with Deviations from the Extected horns ,

Expected

Mean for

Gr e

8

2,7*

3,5

2,9

3,1

Difference

from

Expected Norm

+13

Expected

Mean for

Gr de 4

4,

4,5

4,9

5,5

4,3

4,6

Difference

from

Expected Norm

Expected

Mean

Gfe66

6, t

6,7

6,6

4,4

Difference

from

Expected Norm

-,7

,2

-2.4

*The expected means nre the "criterion grade score" for May; the eighth moat of the grade in which the tests

were administered, Thus, the expected norm for grade 2 was estimated as 2.8; the expected norm fog grade 4,

A.8; and that for grade 6, 6.8,

255
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or above when compared to expected norms; At grade 4; on two components,

oral and silent reading, the pupils are still above the expected norms:,

for grade 4. On the other three components word recognition, word

meaning and spelling the mean scores for grade 4 are already somewhat

below the expeCted norms.

The deceleration trend is more consistent from grade 4 to 6i :When

at grade 6 all 5 components are belOW norm eXpectationS. The greatest

deceleration from grade 4 to grade 6 scores is in word meaning, the compo-

nent that requires no reading ability per se. The words were presented

orally and the student gave his/her definitions orally. These scores

at Grade 6 were on the average 2.4 grades below the expected norms.

Thus the deceleration trend with increasing grades noted above for

word recognition and silent reading comprehension (see Tables 6-1; 2; 3;

4 and 5) is fouhd for all 5 reading components; By t^ne end of grade 6,

all 5 component scores fall. Ilelow the expected norms: At 4th grade,

three of the five fall belos- wcrd recognition, word meaning, and spelling).

Table 6-7 presents a co3on of above and below average achievers

in each grade on the,Pretests !:,.e.delt, 2, 6) for fiVe reading components.
\N

From Table 6-7 we see that for - -f the five components scores, the

above average achievers stay expected norms, from grades 2

to 6. Above average pupilt seen. t, ::celerate on only one component fzm

grade 2 to 4. In grade 2, the above e-,:lY;evers tested above the

norms on word meaning. By 4, the mean scores were -.6 below the expected

norm and by grade 6, -2.3 grades below.



6-15

Table 6-7

Pretest

Mean Subtast_Soares-Comparad-to-EX-patted Nortt,
With Above and BelowAveraga_Breakdown

;-!e:,

Above Average Below Average

Word-Recognition

Expected
No

Mean
Score

Difference
from Expected
Norm

Expected Mean
Norm Score

Difference
from Expected

_Norm

Grade 2 2.8 2 ;7 -.1 2.8 2.7 -.1

4 : 8 5.1 +.3 4.8 3.8 -1.0

6 6.8 7.0 +.2 6.8 5.2 -1.6

Oral Raading

Grade 2 2.8 3.4 +.6 2.8 3.5 +.7

4 4.8 5.7 +:9 4.8 3.7 =1.1

6 6.8 7.4 +.6 6.8 6.0 -.8

Silent Reading

Grade 2 2.8 2.8 +0 2.8 2.9 +.1

4 4;8 6.0 +1.2 4.8 4.8 +0

6

word Meaning_

6.8 7.3 +.5 6.8 5.9 =.9

Grade 2 2.8 3.2 +.4 2.8 3.0 +.2

4 4.8 4.2 -.6 4.8 4.4 -.4

6 6.8 4.5 -2.3 6.8 4.3 _2.5

Spelling

Grade 2 8 2.6 -.2 2.8 3.1 +3
4 .4 8 5:.4 +.6 !1.8 3.-L, =1 .4

6 6.8 , +.5 6.8 5.0 -.1;8
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The beloW average achievers tended to decelerate on all of the five

reading components; at grade 4 they had begun to decelerate on four of

the tests, all but oral reading; The largest decline was in word meaning

(as it was for the above average students). The below average pupils

were lowest on the word meaning test; with a difference of 2.5 years

from the expected norm. On the other components, there appeared to be

a steady deceleration beginning at grade 4 and continuing in grade 6.

Thus, the above average students seem to start deceleratirg later,

if they deceleratedat all, while the below average ach r ie-

celerating, early, usually by grade 4. It -JOuld seem a: I,y one

component, word meaning, did above average readers ; early

as grade 4, and continuing this downward trend, to test 2.3 .je:rr below

the norm on word meaning in grade 6.

The above-average achievers tend to score above the expected norms

from grades 2 to 7. They start above the norm on most tests in grade

2 and continue to score above the norms in grades 4 and 6 on four of

the 5 tests. The exception is on the word meaning test whereheK._start

six months above the norm in grade 2 but are 6 months below in grade

and over two years below the norm in grade 6;

It would seem, therefore, that deceI-eration in reading development

is more common (earlier) among the below average achievers in our popu=

latiot of low SES children than among those who achieve above the average.

This will be considered in further chapters, especially thoSe relating

the bore and school factors to the issue of deceleration. Of particular

interest is the similarity in the development of word meanings for above

0 -a 3
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and below average children, while other components differ considerably.

We will also consid,:, at a later point, the possible influence of the

differential compositions of abOve and below average students in the

different grades on the trends of development f6r the cross sectional
be noted

Andlongitudinalcomparisons.In§hou-1dA here, however, that the trends

from the.gain scores for the same pupils in each grade tended to be similar

to thoSe Obtained ftot cross Sectional comparisons.

In summary, the low achieVers tend to score at a decreasing rate

Of growth from grade 2 to 6. In grade 2, their scores are on a level

expected by the average child at the time -- i.e., on norm. The deviation

from the norm grows rapidly in Grade 4 and is largest in Grade b, with

devi '-)ns from the norm on all 5 tests.

Post Test.Jata

To t st whether the deceleration trend was maintained on the post-

tests, a year later, we analyzed the mean posttest scores on the five

component When theSe students were in grades 3, 5, and 7. The results

are presented in Table 6-8.

Froth Table 6-8, we find the same genera' trends as for grades 2,

4 and 6 (Table 6-6): Overall; there is a similar deceleration in the

successive grades; as best seen from the "deviation from the norms'

column; From it we find that on three of the ccmponents =- oral reading,

word meaning, and spelling - there is a consistent increase in deviation

from expected norms. For two others -- word recognition and silent read-

ing -- there is a slight' increase in the deviation from grade 3 to 5,

but it is followed by a decrease from grade 5 to 7;

Thus it would appear that for All of the subtests, our sample of

25



Table 6-8

By Grath,: Mean Scores and-tlid-r_Dolation from the Norm
.....-.

on 5 Read 1119211enents-tin Posttest Data

Mean

Score

Grade 3

Deviation 1 Mean

From Norm Score

Word Recognition 4,3 .1.;5

Oral Reading, 5.2 +1;4

Silent Reading 4.8 +1.0

Word Meaning 1.9 +.1

Spelling 1.7

6.9

6;8

7:0

4;8

.5

Grade --5

Deviation

From Norm

Mean

Score

..11.

Grade 7

Deviation

From Norm

+1.1 -;.5

i

7.3

+1.0 8.1 +;3

+1,2 7,1 -;7

-1.0 5.0 72;8

_ 6.7 -LI cr,

Mi... CO
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children in grade 7 are most "behind" the 7th grade norms of the test.

On only oral reading are they still above the test norms for grade 7;

Overall, as compared to the pretest scores, the trends for the post-

tests are similar, but they seem to decelerate later than on the pretests.

Thda, on most of the pretest scores deceleration began from grade 2 to

4 on most of the reeling components. On the posttests, the tendency for

most of the cem2onents was to decelerate from grade 5 to grade 7.

Table 6-5 - presents the mean scores by above and below average stu-

dents: with Cevi:,tions TDM the expected norms for grades 3, 7,

for the five_ rc: in to,:penents.

Table 6-9 to confirm the re-alts reporte.6 earlier for the pre-

tests on grades 4 a7id The posttest :-,cores for the same children,

a year later; tervi to show that decl.erati7.,n with succeeding grades is

more characteristic for the below average achievers than for the above

average. If one looks at the below average achievers' scores from grades

3 to 7, one finds an increasing negative deviation from the norms. It

appears to start on most of the subtesta With grade 5, and picks up a

momentum of decline in grade 7.

The above average achievers do not decline for four of the five com-

ponents even by grade 7. Indeed, they seem to gain more than lose from

grade 3 to 5. Overall, as for the pretest scores (2, 9 6) the posttest

scores (3, 5, and 7) decelerate little for the above average readers

while the low achievers decelerate considerably.



Table 6-9

Above/Below Average M-04-__Sejous Ag DeViatiOnS from

Groups: tbeLbTec(ed Norms on Posttest Measures

Grade 3 Grade 5 Grad

bovt_Avet, Below

IMean

Scores

Average

Deviation

frOmNOrm

(3.8)

Above

Mean

Scores

Average Below Averaje

Deviation Moan Deviation

from Norm Soorps from Norm

(5.8) (5.8)

Above Aver*

Mean Deviation

Scores from Norm

(7.8)

Below Avme

Mean Deviation

Scores from Norm

(3,8)

Mean r:Jiation

SiCti;:'3 Crom Norm'

(7,8)

Word

Recognition 4.2 (4.4) 4.3 (4-.5) 7.8 +2,0 5.7 -.1 8.6 +.8 6.0 -1.8 CS

J.

0

Oral

Reading 5.5 (+1.7) 5.0 (+1.2) 7:9 +2.1 5,2 -,6 9.4 +1.6 6.9 =.9

Silent

Reading 4.5 (+,7) 4.9 (+1.1) 8,0 +2,2 5,6 -.2 8.0 4.2 6.3

Word

Meaning 4,1 (+.3) 1.9 (M) 4;R -1;0 4,R -1.0 5,1 -2.7 5,0 -2 3

Spelling 3.7 (-.1) 3.7 (-;1) 6.1 -J 4,6 -1,2 8,0 +.2 5.4 -2:4

263
2
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Table 6=10 presents the pre- and posttest gains. These are longi=

tndinal data and although the time span is only one year, it offers an

opportunity to make additional observations on the course of growth in

the five reading components. We present in Table 6-10 the mean score

gains for all pupils in each of the grades.



Table 6-10

Pre/Post Mean Scores Gaios.12y Grade in RelPtian to_Expected Norm

Fr 5 Realq Cotonents

Crade 2 Grade 3 2/1 Grade 4 Grade 5 4/5 Grade 6 Grade 7 6/ 7

Cain 1_14in Cain

Word

Recognition at/slightly 1/2 year +1;6 '/1 year 1 year +2,4 1/4 year 1/2 year +1.2

below norm below normbelow norm above norm below norm rimve norm

Oral

Reading 3/4 year 1-1/2 years +1;7 st/slighrly 1year +1.9 Olightly 1/3 year

above norm shove norm it Orb alfte norm below norm above norm

+1,4

Silent

Reading at/slightly 1yent +1.9 3/4 year 171/5 year +1,5 1/5 year 3/4 year +.5 1

u
above norm above norm above norm above norm MOW norm below norm H

W

Word

Meaning 1/3 year at/slightly 0 1/2 year 1 year 4-,5

above norm above norm below norm below norm

2-1/2 year

below norm

2-4/5 year

below nom

+,6

Spelling at/slightly at/slightly 1/5 year 1/3 year +.9 3/1 year 1 year +.6

above norm below norm below norm below norm below norm below norm

Mean Cain 1.4 Mehn Chin 1.4 Mean Cain .9
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Table 6-10 shows a trend; although it is somewhat weaker than the

trend from the cross sectional data; VI-len we average the gains on the

separate components for each grade, we find a mean gain of 1.4 from grades

2 to 3; 1.4 from grade 4 to 5; and .9 from grade 6 to 7.

Table 6-11 presents the longitudinal gains by above and beloW average

pupils. GenerallY, the longitudinal data; as presented in Table 6=11,

inditate that the below average pupils decelerate earlier and to a greater

.extent than the above average pupils; The above average Seem also

to decelerate later between 6th and 7th grades.

From Table 6=11 we note also that when the posttest gains of the

above average pupils are analyzed by grade, they tend to accelerate rather

than decelerate for three of the components -- word recognition; oral

reading; and word meaning. There is some tendency for the gains to de-

celerate for the above average for two of the components -- silent read-

ing and spelling; Silent reading decelerates from grade 6 to 7, and spell-

ing seems to start decelerating earlier, from 4 to 5.

The picture is different for the below average achievert, where on

4 bf the 5 tests word recognition; oral reading, silent reading and

spelling -- there seems to be a definite deceleration of gains which be--

gins at about grades 4 to 5 or 6 to 7 and is most prominent at grade 7.

Even word meaning gains, although not consistent, show a deceleration

from grade 2-3 to 6-7.



Grade 2

Table 6=11

&Ivv(1*HW ow

Pre and POSt TeSt Mean Soiree for Ave .40 Cruuns in Relatien-td-Eted4

Nam_ for Five Roswell-Ghall Subtests--and--Pre/Post Gains

Grade 3

Word Recognition

above average at/slightly

bel6W norm

below average at/slightly

below norm

2;3 Grade 4 Grady 5

Cain

4/5

Gain

Grade 6 grade 7 6/7

Cain

1/2 year +1.5
. 113 year 2year +2.7 1/5 year 3/4 year

above norm abOve norm above norm above norm above norm

1/2 year +1.6 1 year at/slightly +1.9 1-3/5 year 1 -3/4 year

above norm below norm below norm below norm below norm

Oral Reading

above average

below average

+1.6

+.8

3/5 year 1 -3/4 year +2.1 1 year 2_years

above norm above norm above norm ,above -rwrz

3/4 year 1-1/3 year

above norm above norm

+1,5 1 year

below norm

+2.2 2/3 year 1 -3/5 year +2.0

-ati6vo-no-rm Aboo-norm-

3/5 year

below norm

+1.5 4/5 year

below norm

1 year

below norm

Silent Radinl

above average at norm

be1oW average

Word Meaning

above average

below average

3/4 year +1.7

above norm

1-1/5 year 2-1/5 year +2.0

above norm above norm

at /slightly 1 year

above norm above norm

+2.0 at norm 1/5 year

hb16) norm

+.8

+,9

1/2 year 1/5 Year +.7

above norm above norm

1 year

below norm

1-1/2 year

below norm

N
w

+,4

2/5 year 1/3 year 1/5 year 1 year +J1 2-1/3 year

above norm altie norm helm, norm below norm below norm

1/5 year at/slightly +.9

above norm above norm

soiling

above average

below average

26J

1/2 year

below norm

1 year

below norm

2-3/4 car +.6

below norm

+.4 2-1/2 year 2-3/4 year +.7

below norm below norm

115 year at/slightly +1.1 3/5 year 1/1 year +.7 1/2 year 1/5 year

hAtM lielLanom. _ . above norm above norm above norm above Non-__

+.7

1/1 year at/slightly +.6

above norm below norm

Mean gain fur above erage 1.5

Mean gain for '; -ii. average 1.3

1:2/5 V,ar, 1-1/5 year +1.2

below norm belOW corm
.

Mean gain for above average 1.6

"10-al gin for below average 1.2

1-4/5 year 2-1/2: years +.4

below norm below norm

Mean gain for above average 1.1

Mean gain for below-0-trage .6

270
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word meaning gains of the below avera&- is similar

to that of the above average. There is not a clear deceleration, but

the scores are consistently below the expected norms at eacrl of the

succeeding grades; after grade 2.

For our population, then, it appears. that those pupils whose reading

achievement in previous grades was above average; (those who tested on

StanineS 5 and 6) did not tend to experience deceleration as much as

thciae who tested below average in reading. Thus, the below average achiev=

erg Start to decelerate earlier and more consistently as compared to the

total group, and to the above average for each grade.

The analyses reported above (Tables 6-6 to 6-11) suggest, also, differ-

ences in patterns of growth and decele'ation for the different reading

components; At the end of grade 2, there was little difference in mean

scores on the five components. All grade groups were "on level " i.e.

on gracle. norms or above.

The earliest and most intense deceleration for total grade groups

wcs found on the word meaning component; The scores on word meaning de-

celrated progressively from grades 4 to 7; At grade 2 the word meaning

scores averaged .4 year above the norm. At grades 6 and 7, the mean

scores on word meaning were more than two grades below the expected norms --

the lowest scores as compared to the other components.

The two components that seem to have similar rates of deceleration --

that Are Milder when compared to word meaning -- are spelling and word

__have__ _

recognition: Both expected norms in grade 2, below expected norms on

the grade 4 and beyond. By grade 6 they average -.6 and -.9 grades below

expected norms, respectively.

2 71
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The mildest decelerations were found for the cral and silent reading

COmprehension tests; On both tests the scores in grade 2 were on or

above the expected norms. On both, the actual scores were higher in re-

latiOn to expected norms in grad. 4; Deceleration for the total groups

is found first in grade 6, with relatively low decelerations -- -.2 of

a grade for oral reading and -.4 for silent reading when compared .to ex=

pected norms.

The above generaliaationt.about the patterns of growth and decelera-

tion on the different reading'components are based on the total popula-

tions in each grade; When the aboVe and below average pupils are separated

for each grade; the patterns of develOpment differ. As noted, the below

average readers tend to begin to decelerate earlier, and with greater

intensity than the above average on most of the reading components. The

above average readers seem to decelerate little even through sr:ad-6 7.

Word meaning is the only component on which the'abOve and below

average pupils resemble each other. Both start with a .4 grade above

the expected ilorms in grade 2, and they drop to -.5 of a grade below the

norm in grade 4. By grade 6, both the above and below average pupils

average about -2 1/2 years below the norms by grade 6.

From the growth and deceleration patterns of the 5 reading components,

with a consideration of the pattern of the above and below average achievers, the

following issues are raised. We will raise them, here, with some intro-

ductory discussion. A fuller ditCussion wiil be presented in the chapter

conclusions and implications, folloWing the additional analyses in inter-

correlations of component scores, the factor analyses, and the like.
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There seem to be differences in patterns of growth and deceleration

for the different reading and reading-related components. The differ-

entiation 1.-y degree of intensity and start of deceleration appears as

follows: word meaning - earlieSt Start and most intense deceleration;

spelling and Word recognition = middle intensity and later start of de-

celeration; oral -end silent read-ing - latest start and least intensive

deceleration. The ..3imilarity in word meaning scores between the abo,:e

and below average readers suggests that SES or home patterns may be the

major factor in its early development;

As will be seen later in the correlation analyses, word meaning scores

are not significantly related to the various reading components -- at

least not till grade 7; This can be understood when it is noted that

the hart, abstract words tested on the higher grades on the Word meaning

test (and on the WI SC) are not ,,,ed to any great extent by the reading

and other textbooks before about grade 7 or 8. Thug word meaning may

become a growing force for reaching development, beyond the end'date of

grade 7 or this study.

Thf: spelling and word recognition scores also decelerate; somewhat

later and somewhat less intensively than the word meaning scores. This

can be explained by their sharing with each other and with the word mean-

ing test the cheracteristitsof precision and decontextualization. All

three require accurac,! with recognizing, reproducing, and defining wordt

of increasing difficulty and without a familiar context.

The two components that decelerate least for our population are

both cr -tual ornI and silent reading comprehension. The

2
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oral reacing test requires accuracy in recognizing words with connected

text, and the silent reading focuses on reading for comprehension. Both

however, share the characteristic of reading of contextual materials.

Thus, the components with most intensive and early deceleration tend

to be the most decontextualized as compared to most contextualized.

They can also be viewed IH terms of tL: relative influence from the

home or School. Those components depending mainly on the home (early

word meaning) ShoW earlier and more intensive deceleration. (This will

be discussed further in Chapters 8 and 9.)

Finally, perhaps of greatest importance, is the finding that earlier

and more intensive decelerations are characteristic of the below average

readers, on most of the five components. The abbve average reader de-

celerates later and less intensively, although all are at low SES b,ck-

grounds.

Correlational_ AnRlyses_

The third analysis covers the intercorrelatiOna Of the various re:=..:!==

ing components; which of the compnents are highly associated with each

other? Which are not? Whit, components seem to effect the growth of

other components? Which pretest components predict best the scores on

the posttests? Do the intercorrulations among the components differ at

different grades?

We attempted to answer th.:se questions with two kinds of data:

Fitat, we reviewed the tables and charts presented earlier for evi-

dence as to which components influence which, and at what grades.

2 " .;



Table 12

Mean Scores (By Crade) on Pre-tkl:Ro§t Te-st's

Of 6 Reading Components,,,an-d--Fr9/Poiq Gains

Grade 3Crnde 2 2/1

Cain

Crnde 4 Grade 5 4/5 Grade 6 Grade 7 6/7

Word

Recognition 2.7 4.3 41.6 4,5 6.9 +2.4 6.1 7.3 +1.2

Oral

Reading 1,5 5,2 +1.7 6.8 +1.9 6.7 8.1 41.4

Si

Re :ding 4:8 +1.9 1 ) 7,1) 1.5 6.6 7.1" + .5,
Word

qbning 3.9 .8 4;3 4;8 + .5 4.4 5.0 1 .6

Spelling ()
I. 3.7 + .8 4.6 5.5 + .9 6.1 6.7 -T .6

11.5 + 11.6
Plionic0 9:9 41.6 11.5 11.M 12.0* +,4

*---TellinRs effects for some of the more advanced pupiis

2 7
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Tab: 6-12 reseals , differing patterns of development and gains.

The highst and most consistent gains for the ;,upils -- from grades 2

to 3, 4 0 5, and 6 to 7 -- are on the word recognition and oral reading

components. The gains on both of these components at all retest points,

ALe above the expected one 7:ear gain. The gains from grade 6 to 7 for

word recognition and oral reading are loi.Jet than for the previous grades,

but they are still above testes norms. Silent reading patterns are about

the same as word recognition and oral reading for grades 2 to 3 and 3

to 4. However, for grades 6 to 7; there Appears to be a shefp decrease

from 1 1/2 year gain from grade 4 to 5; to 1/2 year gain from grade 6

to 7.

The word mei.ning and spelling gains seem to decelerate earlies an

most intensively with the gains from grade 2 to 3, 4 to 5,and 6 t:

at levels below the 1 year expected;

The phonics scores were not analyzed -_he same way as the 5 ccmp-nents,

for it was not criterion scored. The puonics S:DTJ .g covers only funda-

mental phonics -- to about a 4th grade level. Each section was given

a score of 1, with a possible score oz 12. It is of interest that thiS

perfect score was reached by all 7th grader-Si and by most in grade 2,

and even by the below average readers by 3rd grade.

Table 613 presents the pre- and posttest scores; components;

and by above and below average readers for each g:ade, and the pre/post-

test gains.

OVerall, the table.shows the above average readers scoring higher

in relation to the below average readers in each succeeding grade, except

2 ,
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Second, we analyzed the interrelations for the various reading and

readingrelated components by grade, and for pre- and Posttests.

Third, we factor analyzed the reading Scores.

Table 6-12 compares the pre-and posttest mean scores and gains for

the 5 previously discussed components plus phc7ics at all grades tested

grade 2 t 7; The table is particularly use':u1 for studying relation'.' -.

between the different reading and lanvag :mponents.
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for the tC.,-,tet on word meaning where the above and below average tend

to score about the same in grades 2 through grade ; Thus., on word re-

cognition, the differences between the mean scores for the above and below

average students are slight at grades 2 and 3; At grades 4 and .5, the

differences are Substantial, with a 1.3 grade differenee in grade

tw2en the above and below average readers, and a differerice Of 2.1 at
considerable

Grade 5. At grades 6 and 7, the differences continue to be / with a

.8 difference at grade 6 and a 2.6 at grade 7.

The difference in average yearl\ e;Aint in word recognition (from

grade 2 to 3; 4 to 5; and 6 o 7) alto increase between the above and

belcw average readers.

The oral reading scores for the above and below average readers as

w-11 as the differential -is also grow farther apart; In the

2nd and 3rd grades, the u..low average students score:- are similar -

and their gains from the 2nd 3rd are also very 7:ifferent. There is

a general increase however, in the differences between the above and be-

low average readers in the 4th and 5th grades, and in their gains. The

greatest discrepancies between the above and below average reader= fall

in the 6th and 7th grades with the e::ception of silent reading, where

abc "t one-half of the above average studentt achieved the maximum score:

Correlations Among the Reading CoMpbnen-

Table 6-14 presents a summary of the intercorrelations among the

6 reading components.

The table is to be read as follows:
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of rre-as, recognition scores with oral reading.

were sii;, in of the 9 intercorrelatiOns (+7/9) .

WOrd 'with word meAnin-7, were not positively correlated on any

of the 9 in er,:orrelationa, etc.

TABLE 6-14

Correlations Among Reading_ Components Across Grades and for Pre-Pre,
Post /Post, and Pre /Post Tests

word recognition/oral reading +7/9
word recognition/word meaning +0/9
word recognition/silent reading +4/9
word recognition/spelling +4/7

Word recognition/phonics (pretest) +6/9

oral reading/word meaning +3/9
oral reading/silent reading +5/9
oral reading/spelling +7/9
oral reading/phonics (pretest)

word meaning/silent reading
word meaning/spelling

+7/9

+0/9
word meaning/phonics (pretest) +5/9

silent reading/spelling +5/9
'silent reading/phonics (pretest) 47/9

spelling/phonics (pretest) :8/9

If we consider as high those inLercorrelations with a tonal of £

or more out of ri positively related, it would appear thAt the 6 high

correlations fall into the following categofies:

FirSt are the 5 tests with bOth aspects of word recognition and

analysis, e.g. word recognition And oral reading (7/9), word recognition

and phonics (6/9), oral.reading and spelling (7/9), oral reading and phonics

and spelling and phonics (8/9). Only one of the high intercorrelations:

Silent reading and phonics, contairOonly one test related to word anA._: 'sis.
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The components having the fewest significant positive intercorrela-

tiont were those related to word meaning and silent reading comprehension.

e;g; WR/WM +0/9 WR/SR +4/9

Oral/WM +3/9 WM/Phonict +5/9

WM/SP +0/9 SR/SP +5/9

Oral/SR +5/9

The above intercorrelations suggest that word meaning had the lowest

relationship with word recognition and tests highly related to it, tpellin

phonics, and oral reading;

From our various analyses; it appears that phonics, word recognition,

oral reading, and spelling in grades 2; 3 and 4 are strong predictors

of progress in the later Frades. These 4 components are also helpful

at the higher grades for the "precision" necessary for reading at grades

6 and 7.

:cores cr the word meaning test do not seem to predict most reading

scores until but grade 7. At this grade, thE positive correlation of

ward :r?aning and silent readirq, is significant on 3 out Of 4 measures.

For predie.:%ifi; :::-.ores on other components at the same grade, acid

on the posttests a year :later, are the tests most highly related to word

recognition -- word recognition, oral reading, spelling, and phonics,

Silent reading comprehension also falls within this category, looking

much like oral reading; particularly in the lower grades; whe- it depends

considerably on the ability to read connected tOt.

The component that appears to be least p:::dictive of reading dev,lop-

ment for this fwpLlation, fro grade 2 to 6 1: word ir!=aning. Genet-lly
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too, the word meaning criterion scores are the lowest of the 6 components.

Although in 2nd grade the word meaning scores are a* abb norms for

the grade; beginning with grade ontinuing through grade 7, they

are the lowest of an the sub: about 2 1/2 years blow the expected

norms. Further they do not seem tc be correlated with the other tests,

par rly the word recognitibl: and word analysis components. The tor-

re3 of word meaning with silent reading comprehension varies. In

gradeS 2 and 4, 2 out of the 4 correlations are positive and significant;

At grade 7, 3 out of 4 correlatiLns are significant;

The data suggest, then that around grade 7, the relation between,

word meaning and silent reading begins to be positive and significant, It would se
that

t f ore ,A a greater relationship in the years to follow is to be expected.

Another dimension that seems to be related to the patterns of level

ment and decelerative trends for grades 2 to 7 it the ability t decon

textual ize words in spoken and written language and to pretl..;e .7ith

regard to their meaning and form. The word meaning test can be Sfer. as

decontextualizing the meaning of words.. The spelling and the word re-

cognition tests can also be viewed as tests of the ability to decontextualize

since the words are to be recognized in isolation; Measure4 by tests

of isolated words, these components differ from silent reading comprehen-

sion and the oral reading tests; which test reading in context; They also

require precision and high accuracy; These three tests -- word meaning,

word recognition, and spelling -- decelerate at a high rate in the higher

grades than do the oral and silent reading comprehension tests, both of

which .Dritail reading of connected text.
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Factor Anal_ses

Several factcr ana:Iyses uerr pt the reading tests. Tt.

first was of six subtests, using two types c:t scores -- the criterion

plus and the total scores for all the students on the pretests (grades

2, 4, and 6). Additiol analyses were performed for the total popula-

tion on the posttests -- at grades 3, 5, and 7 -- using the two kinds

Of scores, criterion Plus and total number correct. See Table 6-25 for

factor loadings from these factor ana2,:aes.

From Table 6-15 we note that the results of all four,analyses are

essentially the same. All indicate one factor, a general reading factor.

The various reading subtexts loaded very high on the general reading factor,

with the exception of word meaning. In contrast to the other reading

components; the word meaning test did not require the reading of print.

It was a test of the meanings of words presented orally; The responses

were giver orally as well: It should be noted that while word meaning

has a positive loading, it is not as high as the other 5 which depend

upon varying kinds of re:Aing of print.

Additional factor analyses were performed fol. the separate grades.

We thought it particularly important to study factors by grades in light

of theories of reading development (Chan, 1983) and past research evi-

dence on deceleratiOn of reading achievement scores among low S7S chi_d-

ren at about grades.
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TABLE 6-15

Factor Loadings for Total Sample

Factor Loadings of Total Pretest
Scores for 30

Factor Loadings of Total Posttest
Scores for 30

Criterion
Plus Scores Total Scores

Criterion
Plus Stores Total Scores

WR .91 .91 .90 .93

OR .88 .93 .82 .89

.58 .62 .44 .46

SR .91 .94 .77 .82

.83 ,82 .89 .87

Ph. .81 .83 .61* .60*

ceilinc in effecv

Table 6-16 pi-,,sents the loadings for the pretests at grades 2, 4,

and 6, separately for criterion plus and for total scores. From Table

6-16 we note that grade 2 has only one factor -- with loadings that re-

sen'hle closely those found for the total population (see Table 6-15).

Grade 4 has 2 factors on the pretest Criterion Plus scores, but only

1. factor on the total scores. It it interesting to note that the patterr

of factor loadings, for grade 4 total scores which have only one factor,

is similar to that for grade 2, and the total population (Table 6=15).

Again the lowest factor loading is for word meaning.

2 86
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TABLE 6-16

Factor Analyses of Reading Test Scores Grades 2; 4 and 6

Criterion Total Scores

GRADE 2 Fl

WR .74 .67
OR .88 .85
WM .42 .56
S z

-.-

.97 .95
P .81 .74

Ph .79 .85

GaADE 4 171. F2

.65 .50
;40 .83

.06 -;r26

.99 -.07

.60 ,56

.58 .63

F1 F2

.39 .76

.45 .77

.99 .05

.83 .25
.-:5 .72

.89 .26

scores for gred 4 have two

Fl

.93

.93
-.42
.74

.80

.88

_Fl_ F2

.38 .77

;58 ;77

;94 .07
.88 .20

-.05 .72

.89 .27

factors (Table 6-16).

WR
OR
WM
SR
Sp
Ph

GRADE 6

WR
OR
WM
SR
Sp
Ph

The'criterion plus

One cf the factors appears to be a combination of silent reading (connected

reading with meaning) ant puts word recognition, spelling

and phonics; The othe7: fa: to be composed of two parts --

word -leaning or precision composed of oral read :;:8, word recognition,

spelling and phonics.

On grade 6 pretest, both scorings produced two f c(nss. The results

for each scc,ring are essentially the same. But the results are different

2 S
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from those for grade 4 and 2. For grade 6, pretest, one factor

appears to be a meaning factor. Two high loadings on this factor are

the word meaning subtest (.99) and the td1.-ent reading comprehension test

(.83). The high loading (.89) Of phonics on this meaning fact6r IS

what unexpected. Yet it can be understood Shen it is realized that words to

be understood on the higher levels of the silent reading comprehension

tests contain more uncommon words Which are unknown in meanine and in

identification. Thus ability in phonics at higher levels is positively'.

related to aspects of Meaning. The other factor for grade 6 appears to

be a word recognition or precision factor; with substantial loadings on

word recognition, oral reading, and spelling.

Table 6-17 contains the factor analysis data foi- the posttests for

grade 3 and 5, baSed on Criterion Plus and on Tbtal Stores; For grade

3, criterion scores, one factor seems to be a word recognition and analysis

factOr with loading on oral reading (.87), word recognition (.72), spell-

ing (.54) and phonics (.47). The other factor appears to be a word Mean-

ing andtotprehension factor phonics (.87); silent reading (.69),

and word meaning (.68).

Grade 3; Total Score, is similar -- with one factor appearing to

be a word recognition factor (oral reading (.99), word recognition (.73),

and spelling (.69)). The other a word meaning and comprehension factor --

word meaning (.62), silent reading (.73) and phonics (.83).

Grade 5; criterion phis scores, resemble grade 6, pretest, in the

2 factors found -- one appears to be a word recognition factor; with posi-

tive loadings on all components except word meaning. The other factor

2 Ss
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is a word meaning, silent reading factor, with similar loadings from word

meaning and silent reading;

The grade 5 total scores seem to have essentially similar factors

as the criterion plus scores. One factor is an accuracy of word recognition

factor, with all reading tests with the exception of word meaning loading

positively on it. The other factor is a word meaning-reading comprehension

faCtor with highest loadings from word meaning and silent reading compre=

henSion.

GRADE 3

TABLE 6-17

CitErlom To_ta_l__Sores

T1 -F-'- _Fl £2

WR ;14 .72 ;73 ;18

OR ;09 .87 .99 .01

WM .68 .01 .10 .62

SR .69 .17 .06 ,73

Sp .45 .54 .69 .34

Ph .87 .47 .51 .83

GRADE 5

WR .81 .58 .85 .50

OR .71 .16 .75 .18

WM .03 =.46 --.10 -.66

SR .72 =.:;8 .88 -.46

Sp .85 .30 .85 .46

Ph .57 -.01 .54 .08

Summary of Factor Analyses

The factor analyses seem to confirm the trends reported for "de-

velopmental" trends, pre/posttest gains, and intercorrelations of the

different reading components. Generally, the reading component scores

for the lower grades show less distinction. As the grades get higher
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(3 and 4), more than one factor is seen. The descriptions of these

factors tend to be similar to those found for the previous analyses --

a context reading factor, an accuracy/precision decontextualized factor,

and a word meaning/readi- -1 prehension factor.

2 L)0



Introduction

This chapter

Chapter 7

Writing and Language

includea findings for the writing samples and language

tests (described in Chapter 2) and concludes with an analysis of the inter-

relationships among the reading, writing, and language of the children

studied and with it .,lications for development.

Part-I:- -Writing

As for reading, we were concerned with the writing development of

the pupils in the study--from the lower to higher gradet. Since the tech-

nology for measuring writing is not as advanced as it is for reading, we

tried various measures of assessment and compared these with each other.

Two major kinds of measures were made:

Of overall "maturity" and "goodness" as

1. kOliStic ratings (and rankings)

Well as ratings of specific aspects

Of writing; and 2. counts of internal factors. The different measures are

listed in Table 7-1.

14riting-PactoralMeastred

Ratings and JUdgments

Overall holistic rating (1-4)
Overall holistic ranking (1-30)
Organization rating (1-3)
Cuntent rating (1-4)
Form rating (1-4)
Handwriting rating (1-3)

internal Countt

Production; number of words
Average T-Unit length
Average Utterance length
NUMber Of unfamiliar Spache vocabulary
Number of unfamiliar Dale vocabulary
Percent of misspelled words
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Tbe results of the writing analyses are presented as follows:

1. cross - sectional data for grades 2, 4, and 6, and for above

and below average pupils, for both narration and exposition;

2. cross - sectional data for grades 3, 5, and 7, and for above

And below average pupils for both narration and exposition;

3. Longitudinal data for grades 2/3, 4/5, and 6/7 gains;

4. Summary discussion for bOth narration and exposition;

In some writing featuregi only the cross-sectional data for grades 3,

5, and 7, on narration is presented.

It should be noted that the sample numbers were not equal, so that the

4/5th grade group had more studeritt than the other gradeto overall. It also

had a greater number of abOve average students; It should also be noted that,

although each grade's nUMber is quite small, the grades 6/7 is even smaller

than the other two. Table 7=2, below, presents the breakdown of the numbers

of students for whom pre- and post-test data were available.*

*Table 7=2
lareakdiJwn of Number_Of'Students for

Whom Pre- & posttest Data-were Available

Grades 2/3 Gradet4/5 Grades 6/7

Above Average 4 (40%) 7 (58%) 4 (50%)

BelOW Average 6 (60%)
5 (42%) 4 (50%)

Total 10 12

(Chapter 6 includes additional discussion of grade=group differences.)
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We turn; first, to the analysesof the overall ratings: the

holistic ratings and holistic rankings

Holistic Ratings

For both the pretest and the posttest samples, three raters were

trained to the range of the papers for both the narrative and the expository

stimuli. Then each set of papers was holistically rated on a scale of 1

(representing the least mature paper) to 4 (representing the most mature

paper). Despite the small sample, rating sessions were conducted according

to the guidelines at the rAUcational Testing Service (Fowles, 1978).

GradeS_2, 4, and 6 (Pretest)

Table 7-3 presents the mean ratings for Grades 2, and 6 on both

the narrative and expository samples.

Table 7-3
Mean_Holistic Rating_

Grades 2, 4, 6

Grade 2 Grade 4 Grade 6

Narrative 1.2 2.6 2.9

Expository 1.5 2.8 3.4

Fri= Table 7-3; we see that on both the narrative and expository samples,

the average rating is successively higher for each higher grade. On both

Stimuli, the larger relative difference is between grades 2 and 4. There

is only a slight increase in grade 6, relative to grade 4 ratings. At

each, grade; average ratings were higher on the expository sample than on

the narrative.

Table 7=4 presents the average ratings for above and be1oW average

readers in grades 2, 4, and 6 on both stimuli.
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a "- 4.
On ;i1-

Grade 2 Grade 4 Grade 6

Narrative Above Average 1.3 3.0 3.3

Below Average 1.2 2.1 2.4

Expository Above Average 1.7 3.1 3.7

Below Average 1.4 2.5 2.9

In general, above and below average ratings behave like the total grade

ratings; On both stimuli, average ratings for the above and below average

pupils are successively higher for proceeding grades. For both the above

and below average groups, the larger difference is between grades 2 and 4.

Like the total grade ratings, both the above and below average pupils re-

ceived higher ratings on the expository as compared to the narrative sample.

Chart 7-1 graphs the ratings for grades 2, 4, and 6 on both stimuli

for total grades and for the above and below average groups. The chart

further illustrates the findings reported in Tables 7-3 and 7-4--a greater

increase from grade 2 to 4 than from grade 4 to 6.

Chart 7=4
Average Ratings_for Crades 2, 4, and 6 and

Above and BeloW Average Groups
Narrative EXpOtitory
Average Rating Average Rating

CC,

A15

3.aS

3.0

42.75

&Se

2.a5
.1.0

1.1.5

1.5o

435

15
Grade 2 Grade 4 Grade 6

44

315

a 0

0.5

i13

a2r

£5

S.D

far

Grade 2

0 . Grade
. AbOve AVerp!,e
. Belo* Aver=;.e.

Grade 4 Grade 6
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Grades 5, and 7 (posttest)

Table 7-5 presents the average ratings on the retests for grades

3, 5, and 7 (at the end of the second year of the ,:tudy) on both stimuli.

Narrative

Expository

Average Holistic Rating-Gradies--3-u

Grade 3

1.6

1.5

Grade 5

2.7

2.8

Grade 7

3.3

3.0

The same trends found in the pretest ratings are found in the posttest

ratings. On both the narrative and the expository samples, the average rat-

ing is successively higher for each proceeding grade. On both stimuli, the

larger difference between grades is fotind between grades 3 and 5.

Table 7-6 presents the average ratings for above and below average

readers on both stimuli.

Average Holistic Rating
Table 7-6

(1-4) - Above and Below Average-Groups
Grades 3,5,7

Grade 3 Grade 5 Grade 7

Narrative Above Average 1.5 2.8 3;3

Below Average 1.6 2.5 3.2

ExpoSitory_Above_AVetage 1.3 3.0 3.4

Below Average 1.6 2.6 2.6

Above and below average trends are similar to those for the total

for grades 3, 5, and 7. On both stimuli, ratings for the above and below

average pupils are successively higher for each higher grade. Also similar



to the total ratings, the larger differences for both the above and below.

average pupils are between grades 3 and 5; there is a smeller difference

between grades 5 and 7. These trends are also seen in the above and belo

overage group pretest ratings;

Chart 7=2 graphs the ratings for grades 3, 5, and 7 on both stimuli

for total grades and for the above and below average groups. From the chart

we see the trends noted in Tables 7-5 and 7-6.

Chart 7 -2
Average_ Ratings for Grades 3, 5, and 7 and

Above and Below Average Groups

Expository
Average Rating

Narrative
Average Rating

Grade 3 Grade 5 Grade 7
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/co

3 vs

3.5

3.ar
3.0

0,5
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1.75

1.5
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Above AVerag6

a= Bel04 Average

Grade 3 Grade 5 Grade 7
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DISCUZSititi

The holistic rating trends for total groups at grades 2, 4, and 6

can also be noted in grade 3, 5, and 7 groups: successively higher ratings

were given.to proceeding grades on both the narrative and expository samples.

In addition, the larger differences are found between grades 2 And 4 (as com-

pared to grades 4 and 6) and between grades 3 and 5 (as compared to grades

5 and 7) on both stimuli.

Although the aboVe and below average groups reflect sitilat trends

asthose found in their respective wholtgrade trends, additidnal observations

can be made. At both grades 2 and 3; above and below average ratings are

about the same on both Stimuli; indee at grade 3, be1oW average ratings

are somewhat higher than above average ratings. At grades 4 and 5, on both

stimuli, above average ratings are discernibly higher than those for below

average pupils. At grades 6 and 7 the above and below average group dif-

ferences are even larger (relative to the grade 4/5 differences)---exceOt

for grade 7 narrative where above and beloW average ratings are about the

same.

ThUt, it would seem that on the narrative,while differences in' above

and belOW average group ratings occur at grades 4; 5, and 6, there are very

small such differences at grades 2, 3, and 7. This suggests that there may

haVe been a "ceiling" .on the quality Of narrative that the above average

students reached by grades 4 and 5 and that the below average students

"eventually" reach at grade 7.

On the expository stimulus; above average student writing seems to

"level" again at grades 4 and 5. The relative increase that below average

StUdents experience at grades 4 and 5 is less than that of the above average

pupils; Interestingly, grade 7 below average ratings are lower than grade 6

ratings.
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The relative success that below average students experience on

narration compared to exposition is generally confirmed in the literatUre.

(See especially Bereiter and Scardemalia, 1982; Peal, 1980). Knowledge

of narrative structure (i.e. story grammars) may be used more consciously

earlier than knowledge of other genre structures. Earlier familiarity with

the purpose, audience, and structure of narration might greatly reduce the

constraints of the narrative writing task-- especially for the below average

pupil who may be experiencing other difficulties. (see, for example,

Shaughnessy, 1977).

Roliatic Rankings

Alter papers were holistically rated from 1-4, raters were asked to

rank-order them from 1 (representing the lowest quality paper) to 30(iepre-

setting the highest quality paper).

Cross-Sectional Trends in_RolistiC-RAnkings: Grades 4 and-6 (Pretest).

Table 7-7 presents the average rankings for grades 2, 4, and 6 on

both stimuli.

Table 7 =7

Average_Iiolistic-Ranking for Grades 2; ZE. 6

Grade 2 Grade 4 Grade 6

Narratie 5.5 19.1 21.8

Expository 6.5 17.9 22.7

On both the narrative and expository samples, average rankings are

successively higher fat each proceeding grade; On both stimuli, the larger

relative difference betWeen grades is found between grades 2 and 4. Thee

trends are similar to those for the holistic ratings for grades 2, 4, and 6.

293
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ratings;
Unlike the trends found in the holisticoi where average ratings had been

slightly higher for expository; average rankings on narrative and expository

were approximately the same.

Table 7-8 presents the average rankings for above and below

average readers in grades 2, 4, and 6 on both stimuli.

Table -7-B

Average Bolistic-Aankima-lor-Above_and
Below-Average Groups: Grades2,4,6

Grade 2 Grade 4 Grade 6

Nirrative Above Average 7.2 23.1 25.4

Below Average 4.5 13.6 17.0

Expository Above Average 8.0 20.3 25.2

Below Average 5.5 14.1 19,4

Above and below average rankings bohaVe like total grade rankings and

like the trends found in the total grade ratings. On both stimuli; average

rankings for both the above and belOw average groups are successively higher

for proceeding grades. On both stimuli, the relstivelylarger difference is

found between grades 2 and 4. Differences between grade 4 and 6 are lower.

Unlike the ratings for grades 2, 4, and 6rankings were about the same on

narrative as they were on expository for any one group;

Chart 7-3 graphs the rankings on both stimuli for grades 2, 4, and 6:

and for the above and below average groups. From the chart we see the trends

29j
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described in Tables 7-7 and 7-8. We also see clearly that the above average

rankings are consistently higher than below average rankings.

Chart 7-3
Average Rankings for Grades 2, 4, and 6 and

Above and Below Average Groups

Narrative
Average Ranking

5
12

.3

0

Grade 2 Grade 4 Grade 6

Expos -kttiry

Average Ranking

4

3

o.
Grade 2 Grade 4 Grade 6

* Grade
* Above Average
v Below Average

Gradas--33 _54,_and 7 (Posttest)

Table 7-9 presents the average rankings for grades 3,

both ntiMUli;

TabIe_77-9 .

Average-Molistic_Ranking (1-30) fOt-Grades-3;5.,__and_7

and 7 on

Grade 3 Grade 5 Grade 7

Narrative 6.6 19.5 22.0

Expoeitory 6.3 19.4 22.3

tiej
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*gain, as we say in trends for ratings and for pretest rankings, the average

posttest rankings are successively higher for proceeding grades on both

stimuli. The difference in average ranking between grades 3 and 5 on both

stimuli is considerably larger than the difference between grades 5 and

In addition, rankings are virtually the same for the narrative as they are

on expository at each grade.

Table 7-10 presents the average rankings for the abc:ve eta below

average groups at grades 3, 5, and 7 on both stimuli.

Table 7-10
Average_ Posttest Holistic Ranking (1-3) for

Grades 3,5 6 7 and Above and Below-AvaTege-Groups

Grade 3 Grade 5 Grp.de 7

Narrative Above Average 6.2 21;0 22.9

Below Average 6.8 17.4 20.7

Expository Above Average 6.6 21;3 24.8

Below Average 6.1 16.7 18.9

AboVe and below average rankings behave like the total grade rankings

for grades 3, 5, and 7 and like all grade 2, 4, and 6 rankings. That is,

average rankings are successively higher for proceeding grades for both above

and belOW average grOups on both stimuli. Similar tOlfie pretest rankings;

_

the larger difference between grades is fobild betWeen grades 3 and ; The

differences between grades 5 and 7 are smaller for both the above and bet oh

'average groups. Also similar to pretest rankings, posttest rankings were

about the same on narrative as they Were on expository for any one group.

3(i
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Chart 7-4 graphs the rAnkings_for grades 3, 5; and 7 an bOth

stimuli for total grades and for the above and below average groups. The.

chart illustrates the trendt reported in tables 7-9 and 7-10.

Chart 7-4
Average Rankings for Grades 3, 5, and 7 and

Above and BeIow Average Cr-64S

Expository
Average Rankings

Narrative
Average Rankings

4

3

O

Grade 3 Grade 5 Grade 7

So

s 4

rS

4. Grade
m. Above Average

411. Below Average

3

Grade 3 Grade 5 Grade 7

Discussion

The trends in holistic rankings confirm trends found for holistic

ratings. Proceeding grades received progressively higher rankings on both

the narrative and expository stimuli. In addition, the larger differences

Are found between grades 2 and 4 (as compared to grades 4 and 6) and between

grades 3 and 5 (as compared to grades 5 and 7), on both stimuli.

3



The trends for the above and below average groups were similar

to their whole grade trends. Again there is little difference between

above and below average rankings at grades 2 and 3 on either stimulus;

both groups averaged ranks below 10 on both stimuli. At grades 4 and 5,

on bOth stimuli, differences in above and below average rankings can be

observed with above average students receiving higher rankings (20=23) than

below average students (13-17). At grades 6 and 7, on both stimuli, above

average pupils still receive higher rankings (22-25) than the below average

pupils (17-20). But, interestingly, while 6th grade above and below average

group differences are generally maintained (relative to grade 4) 7th grade

group differences fluctuate. On narrative, 7th grade above and below aver-

age differences are much less (relative to grade 5); and on expository; 7th

grade above and below average differences are such greater (relative to

grade 5).,

Thui, as we noted for the holistic ratings, it would seem that there

are small above and below average differences in narrative rankings at

grades 2, 3, and 7. On expository, above and below average groups show

differences at grades 4 and 5 that are "maintained" or "increased" in sub-

sequent grades.

This reconfirms the observation made on the holistic ratings that

below average pupils experienced relative success in narration and lack

of success in exposition--relative to their above average counterparts.



Product ion(The number-of-words written--in--1 -0 -- minutes)

Cross- Sectional Trends -in-Production -- Grades -2;
4, 6 (P-retest)

Table 7-11 presents the mean number of words produced by grades

2, 4, and 6 in response to each stimulus.

Table 7 -11

Mean Number of Words- for Grades 2,4-and 6

Grade 2 Grade 4 Grade 6

Narrative
23.3 69.2 45.8

Expository
24.4 64.6 50.6

On both stimuli, the 4th graders produced the most words--about 2=1/2 - 3 times

that of the 2nd graders. Sixth graders produced about 1/3 fewer words than

did 4th gradera. Thus productiOn increased greatly between grades 2 and 4

And showed a relative decrease between grades 4 and 6. It ShOuld be remembered

that the 4th grade group had more above average readers and therefore might be

Slightly "better at writing" as well. In addition, at each grade, students

wrote about the same number of words on expository as they did on the nar=

rative writing sample.

.

Table 7-12 presenta the mean number of words produced by above and

below average
studentS in grades 2, 4, and 6 on each stimulus.
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Table 7 =12
Mean Number of Words far -Above -and Below Average Groups

Gridee-2-,4,and 6

Grade 2 Grade 4 Grade 6

Narrative _Above Average 30.3 75.7 54.0

Below Average 18.7 60.0 37.5

Expository Above Average 31.8 69.7 66.0

Below Average 19.5 57.7 35.3

The trends noted above for the total grades is reflected in most

of the breakdowns of above and below average pupils. On the narrative,

both the above and the below average groups showed a great increase in

production between grades 2 and 4 and then a relative decrease between

grades 4 and 6. This trend is also found for the below average students

on the expository. However, the expository trend is somewhat different

for the aboVe average group. At grade 6, above average production is

about the same as that of the 4th graders.

Chart 7 -5 graphs the average production on both Stimuli for grades

2, 4, and 6 and for above and below average groups. From the chart; we

see the trends described in Tables 7-11 and 7=12. We see clearly that

above average students produce more than below average students especially

at Grade 4 on expository; We also note how the production trends resemble

the rating and ranking trends.
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Chart 7-5

Mean Production for Grades 2; 4, and 6 and I a Grade

Above and Below Average GrouP.S 111 a Above Average

Ala Below Average

of Words

Grade 2 Grade 4

Expository
Mean Number of Words
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Grade 6 Grade 2 Grade 4 Grade 6

Grades -3, 5, and-7 (Posttest)

Table 7-13 presents the mean number of words produced by grades 3,

5, and 7 on both stimuli.

Table 7-13

Mean Number of Words
TOTTErades 3,5 And-7

Grade 3 Grade 5 Grade 7

Narrative
40.1 86.9 80.6

Expository
43.5 94.3 84.9

3U.;
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On both stimuli, the 5th grade group produced the most words. 7th grade

.

students produced slightly less than did 5th grade students. This trend

ie not unlike the trend found in the pretest data and in ratings

lugs for grades 2, 4, and 6.

Table

below average

714 presents the mean number

and rank-

of words produced by above and

groups in grades 3, 5, and 7 on both stimuli.

Mean Number of Words
Table 7 -14

for-Above_and--Below___Average_Groups:
_Grades

Grade 3 Grade 5 Grade 7

Narrative Above Average 37.5 95.9 73.3
Below Average 41.8 74.4 88.0

Expository Above Average 39.5 102.0 96.8
Below Average 46.2 83.4 73.0

Again, trends noted for total grades are reflected in most of

the above and below average group breakdowns; On the expository; both the

above and below average groups show considerably higher production at grade 5

(compared to grade 3) and lower production at grade 7 (compared to grade 5).

This trend is also found for the above average group n_narration. However,

the below average group tends to. show a different trend on narration. They

still produce much more in Grade 5 (compared to grade 3), but they also

produce more--not less--in grade 7 (compared to grade 5).

Chart 7-6 graphs the average production on both stimuli for grades

3, 5, and 7 and for above end below average groups. From this chart we see

the trends described in Tables 7-13 and 7-14. We, see that above average

students produce more than below average students in t ,1 5 and 7 on ex-

position. But on narration; above average students prc more words in

grade 5, and beloW average students produce more words in -le 7.

3
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Chart 7-6
Mean Production for Grades 3, 5, and 7 and

Above and Below Average Groups
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Table 7 -15 presents a summary of-the-pre/post gains for grades-213,---
._,

4/5, and .6/a on both stimuli.

Table 7=15
Pre/Post Gains (By Grades) -in- Production

Grades 2/3 Grades 4/5 Grades 6/7

Narrative +16.8 +17.7 +34.8

Expository +19.1 +29.7 +34.3

All grades made pre/post gains on both stimuli. In addition, gains

were generally larger for each subsequent grade on both stimuli. On the

narrative sample, gains for grades 2/3 and 4/5 were about the same; and for

grades 6/7, gains were the largest. Conversely, on the expository sample,

grades 4/5 and 6/7 essays (which were about the same length) were much

3 u
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longer than grades 2/3 essays.

It appears, thereforeythat the course of development on narration

is somewhat different from exposition. The greatest pre/post gains in

narrative production occur later than in exposition. The reasons for

this trend are somewhat unclear since narration is considered easier than

exposition.

Table 7-16 presents a summary of the pre/posttest (longitudinal)

gains for the above and the below average groups on both stimuli.

Table 7=16
Pte /Post (Longitudinal) gains fOr_Productlon

by Above and BeloW AVerage Groups

Grade 2/3 Grade 4/5 Grade 6/7

NArrative Above Average +7.2 +20.2 +19.3

Below Average +23.1 +14.4 +50.5

Expository Above Average +7.7 +32.3 +30.8

Below Average +26.7 +2o.0 +37.7

All above and below average groups made pre/posttest gains in production

on both stimuli. Unlike the trend found for the total grades, however,

the gains were not progressively higher for successive above and below

average groups. MOSt striking are the grades in which Above and below

average students make their greatest gains. On both stimuli, above

average students make their greatest gains at grades 4/5 (and most partic-

ularly on expository). On the'other hand, below average students make their

greatest gains on both stimuli at gradeS 6/7 (and more particularly on

narrative). Thus it would appear that below average students seem to make

their greatest gains in later grades than do the above average students- -and

then more on narrative than on expository.

314)



Thus, the grade trends noted in Treble 7-15 (that the greatest gains

in narrative production occur later thin In exposition) appear in the below-

average group's trends:

Discussion

Production may be Considered a "summary

ratings and rankings in that it is a reflection

student can handle the writing constraints, and

speed with which a student writes.

On the expository, both the above and below average groups' pro-

duction begin at aboUt the same levels. Above and below average trends

then parallel each other: there is a gradual progressive increase in

production at grades 4 And 5; a dectea86 in production at grade 6 (which

is relatively much greater for the hil.CW average group): and a "recouping"

at grade 7. (It khobld be remembered that the sharp; relative decrease in

production at grade 6 And 7 may be due to the greater percent of above average

pupils in the grade 4/5 sample.)

The tame trend is found in the narrative for the above average

student-a: a gradual increase in production through grade 5, a sharp decrease

at grade 6, and A recouping to slightly below 5th grade leVela at grade 7.

However, while below average students show a relative increase in production

through grade 5, and a sharp decrease at grade 6, grade 7 belOW average

factor" like holistic

of the ease with which a

it is a reflection of the

students produce

as the 5th grade

Thus, on

more than 7th grade above average students (almost as much

above average students).

exposition, the above average groups produce more than

their below average counterparts; above and below average group differences

are maintained or increased after grade 4. On narrative, however; the

difference between above and below average production generally decreases

after grade 5 to the point where below average students produce more than

3 i



above average st..tdents;

If prcduction is a measure of "ease" as well as speed of writing,

then it wou7.d appear that these above average students are more at ease

with expo;ition (especially at grades 6 and 7) than the below average
Quid the :rtaw average_students are_more_mt ease with narration
atudents;Xaspecially at grade 7J as compared to tfirlETS3Ve average students.

This is illustrated in Table 7-17 (below) which shows the difference in

production between the two stimuli for above and below average studentS.

Table 7-17
Differences in Narrative and Expository Production

for Above and Below Average Groups

s productioh was higher on exposition
07= production was higher Oz narration

Above Average Groups

Below Average GroupS

Grade 2 Grade 3 Grade 4 Grade 5 Grade 6 Grade 7

1.5 2.0 6,1

.8 4.4 9.0

12_.

Thus, as was noted in the discussion of ratings and rankings,

below average pupils seem to experience greater relative success on

23.5

narration than on exposition -- relative to their above average counterparts.

The remaining writing characterittict analyzed are divided into

three groups:

1. Syntactic factors (organization ratings, average T-Unit length,

and average utterance length).

2. Content factors (content rating and_numberof words not on

the Spache List of 1,090_cOMMon words and the Dale List of

3000 familiar words- =words known to 80% of 4th graders).

3. Fictors of fotM and mechanics (form rating; percentage of

wards misspelled, and handwriting rating);

For most of these, only the narrative sample was analyzed and for

posttests only (grades 3, 5. and 7).

3
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Organ zat ion Rat -s

For both the pre and the posttest samples, three independent raters

judged the organization of each paper on the following scale:

Examples of Organizational- Ratings (Note: grammar and mechanics have been corrected;

1 s. incoherent writing; no obvious connections between thoughts
and/or utterances

Examples:
A. The tomatoes that the Wroman has green leaVes

on the orange tomatoes at the Stop and Shop
in the store in ft she old today in the store now.
(2nd grade, below average)

B. She picked for &picnic. She is picking. She
picked some for a surprise party.
(2nd grade, above average)

2 listing of ideas; little or no connective deSign

Examples:
A. She is holding the tomatoes.

She has glasses.
And she is looking at something;
She is old.
She has a coat.
(2nd grade, below average)

B. This is a picture of an old lady at a grocery story.
She_is going to buy some tomatoes;
Naybe_she_is going to buy some other foods like corn, apple,

and other_kinds of food that she needs;
Maybe She will make_sauce for noodles;
This picture Might be at a stand outside with a]l fruits and

vegetables.
And-s man or a lady might_be working there.
(4th grade, above average)

C. I look up to my mother because she is comforting
and knows_ a lot and understands everything.

And my mother knows how I feel and how I want to
be and Why I want to be that way and always takes
me places and is always telling me right and wrong
for my own good.

(4th grade, above average)
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3 am organiked writing; clear and purposeful design

-Examples;
A. One day a lady went,to the market. She saw some_big

red tOtatoes so she thought to buy thet. When she saw
the tomatoes it had no price on it. She told i cashier
And said $1.59. So she bought them. Wien she got home
she ate one tomato. It was so good she ate another and
Another_until she finished all the tomatoes. She was so
tired that she went to bed; The next terning_she wanted
k_tomato to eat. But there wasn't anymore left so_she
thought to herself - next time I'm going to eat only one
.tomato.a day. And so the next day she got some more
tomatoes and only ate one a day.
(4th grade - above average)

B. I look up to my friend We thate_eVerything and do every-
thing together. tall with blue eyes and brown hair.
She is very pretty; We tell stories to each other and help
each -other with problems. We have lots of_fun. For example
We play bingo together. And if she wins she will take me
out for an icecream or just save it for a rainy day. I admire
her because she is my best friend.
(6th grade - above average)

Cross-Sectional Trends: Grades 2, 4, and -6 (Pretest)

Table 7-18 presentsthe mean organization ratings for grades 2, 4,

and 6 for both stimuli.

Table 7-18
Mean Organization_Rat4ngs_for Grades- 2-, Afiy

Grade 2 Grade 4 Grade 6

Narrative 1.5 2.2 2.1

Expository 1;9 2.0 2.4

On the narrative grade 2 students wrote little more than discon-

nected lists; The greater difference inorganitation ratings is found

between grades 2 and 4; Little difference is found between grades 4 and

6. Both 4th and 6th graders wrote primarily loosely connected narratives.

3 1_ 3



On the axpository, hoWeVer, the greatest difference in the organ-

isation ratings occured between grades 4 and 6. Both grade 2 and 4 students

ikieMed to write primarily "lists" of thoughts of why they admired their

target persons. Grade 6 students tended to write more focussed essays. Pages

722,23 contain examples of different organizational ratings on the nar-

rative and expository Samples;

Table 7 -19 presents the average orikAnizetion
ratings for above and

below average students in grades 2, 4, and 6 on both stimuli.

able -7 -19

Mean Organization Ratings_fox Above and Below-Average Groups

Grades 2, 4, 6

Grade 2 Grade 4 Grade 6

Narrative Above Average 1.5 2.3 2.3

Below Average 1.5 2.0 2.0

Expository Above Average 1.8 2.1 2.8

Below Average 2.0 1.8 2.0

Table 17-9 indicates that, on the narrative both the above and

below average trends resemble the total grade trends in ratings; rankings,

And production; That is, both above and below average ratings for organi-

zation increase greatly at grade 4 (relative to grade 2) and remain above

the same as grade 4 ratings at grade 6.

On the expository, however, the trend is different for below average

pupils: There is little change in the organization of below average stu-

dents from grade to grade; that is, in all three grades, below average

students wrote primarily loosely connected lists of reasons for admiring

Whom they did. On the other hand, abOVe average students show-progressive

increases in their organization ratings with successive gradeS. Only

the above average students, then, confirm the expository trend found in

total grades; their compositions showed marks of explicit design in grade

6.
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Chart 7 -7 graphs the mean organization ratings for grades 2, 4;

and 6, and for above and below average pupils on both stimuli. The chart

illustrates the trends noted in Tables 7-18 and 7=19. The chart clearly

shows the difference between the narrative and the expository trends,

for above and below average students; Most noticeable is the relative

strength in organization that above average students show in grade 6

as compared to below average Students.

Chart 7-7
Mean OrganitatiOn Ratings for Grades 2, 4, and 6 and = Grade

Above and BelowJaverage Groups = Above Average

Expository A = Below AVerage

Mean OrganizAtion Rating

'AO

A.

.24

Lb

44

L2

WarratiVe
Mean Organization Rating

Grade 2 Grade 4 Grade 6 'Grade 2 Grade 4 Grade 6
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Grades 3, 5, and 7 (Posttest}

Table 7-20 summarizes the average organization ratings for grades

3, 5, and 7 for both stimuli.

Table -7=20
Mean Organizational Rating for Grades 3, & 7

Grade 3 Grade 5 Grade 7

Narrative 2.2 2.6 2.4

Expository 2.0 2.2 2.3

On the narrative, the greater difference in organization ratings

is found between grades 3 and 5. Little difference is found between grades

5 and 7; Grade 3 students wrote little more than loosely connected stories.

Both 5th and 7th graders wrote more clearly purposeful narratives than

did 3rd graders. Although the ratings are higher for grades 3, 5, and 7

than they were for grades 2, 4, and 6, the post narrative trend resembles

the pretest narrative trend.

The posttest exposition trend resembles the posttest narrative

trend. That isi the greater difference (which was sligh tjA4norganization

ratings is found between grades 3 and 5 for the expository.-

Less difference

is found betWeen grades 5 and 7. The range of the grades 3, 5, and 7

expository ratings; however, is much smaller than thenerrative range.

On exposition All grades seemed to write primarily liSta of reasons why

they admired whom they did -- with varying degrees of connective design.

Table 7-21 presents the average organization ratings for grades

3, 5, and 7 and for above and below average students on both stimuli.
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_ Table 7 -21
Mean Organizational Ratings for Above--and- Below Average Groups

Gradet-3A-5, & 7

Grade 3 Grade 5 Grade 7

Narrative Above Average 2.3 216 2.5

Below Average 2.2 2.6 2.3

Expository Above Average 2.0 2.1 2.5

Be1oW Average 2.0 2.2 2.0

Both the above and below average trends resemble the whole-grade

trend on narrative. The greater difference in ratings occurs betWeen

grades 3 and 5. At grade 7 there is a small decline in above average

ratings (relative to 5th grade ratings) and a larger decline for below

average ratings.

Both the above and below average trends resemble the whole-grade

trend on expository. Above average students show progressive increases

in organizational ratings with successive grades, with the greater differ-

ence in ratings occuring betw..?en grades 5 and 7. There is little change

in the expository organization ratings for below average students; again

bs in the grade 2, 4, 6 analysis), they wrote primarily loosely connected

lists of reasons for admiring whom they did (as compared to above average

students who, in grade 7, wrote with some explicit, organizational design).

Chart 7-8 graphs the mean organization ratings for grades 3, 5,

and 7, and for above and below average pupils on both stimuli. We see

the trends described in Tables 7-20 and 7-21. We note that above and

below average ratings are fairly similar in narration, and they are also

similar in exposition with the exception of grade 7 where above average

ratings are clearly higher. The same phenomenoiiis observed in Chart 7-7
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for grades 2, 4, 6; the most remaikable difference in above and below

average ratings was at grade 6 on exposition.

Chart 7-8
Mean, Organization Ratings for Grades 3, 5, and 7 and

Above and Below Average Groups

Narrative Expository
Mean Organization Rating
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Mean Organization Rating
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1

1.0

= Grade
= Above Average
= Below Average

Grade 3 Grade 5 Grade 7

Pre /Post Gains in Organisation

Table 7=22 presents a summary of the pre/post gains in organization

ratings for total irades on both simuli.

Table 7-22
Pre/Post-Gains EBy Grade)-in_Organizational_Patings

Grade 2/3 Grade 4/5 Grade 6/7

Narzative +.7 +.4 +.3

Expository +.1 +.2 -.1
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All grades made pre/post gains in organization ratings on narra-

tion, with the amount of gain diminishing with successive grades. On

exposition, there was little, if any, gain in organization ratings for

any grade.

Table 7-23 presents a summary of the pre/post gains for the above

and the below average groups on both stimuli.

Table 7-23
Pre/Post Gains (By Above and Below Average Groups) in

Organizational Ratings

Grade 2/3 Grade 4/5 Grade 6/7

Narrative Above Average +.8 +.3 +.2
Below Average +.7 +.6 +.3

Expository Above Average +.2 +0
+ 0 +.4 +0

On narration, both the above and below average groups show patterns

of gains in organizational ratings that are similar to the whole grade

trend. That is, on narration, both dwabove and below average groups

Shot., gains that decrease over successive grades. For above average pupils

greatest gains occurred at grades 2/3 and there were little gains at grades

4/5 and 6/7. For below average pupils; greater gains occurred at grades

2 to 3 and 4 to 5 with little gain at 6 to 7. The tendency in narrative

for above average students to show greater relative increases earlier

than below average pupils -- and for below average pupils to make increases

more gradually -- over a longer period of time -- has been noted

particularly in production;

On the expository, the above average group gained only at grades

2 to 3; and the below average group showed gains only at grades 4 to 5.

On both the narrative and the expositiory, then, gains suggest that the
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above average students might make their gains earlier than do below average

students. This is the same trend as for the holistic ratings and rankings.

Discussion

Organization ratings evaluated the connedtiVenatts And purposeful=

mess of the design in the students' writing. We found that generally

neither above no below average pupils wrote much more than loosely con=

nected narrations and expositions.

Above and below average students received about the same orLaniza-

tional ratings

On exposition,

organizational

grades 6 and 7

pared to below

on narration at all grades. (See Charts 7-7 and 7-8.)

above and below Average students received about the Same

ratings .at grades 2, 3, and grades 4, 5; However,at

above average pupils received much higher ratings com-

average pupils. Since exposition is a more mature mode,

We would not expect higher organizational ratings until later gradet;

however, it is interesting that at the later grades it is only the above
41,

average pupils who receive the higher ratings.

T-Unit _Length

Average T-Unit length was calculated using guidelines provided by

Hunt (1965); Our interest in calculating average T-Unit length was two-

fold: the T-Unit Is one of the most frequently used measures of "syntactic

maturity," and it is one of the few writing measures against which we

Could compare the results from our sample with those of other populations.
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troms,Sectional___Trends_in_AVers e T-Unit -Lth th
Grades 2YJ, sincl6_(_Pretest)_

Table 7-24 presents the average T-Unit lengthslargrades 2, 4, and

6 on both stimuli.

Table 724
Average T-Unit Length for Grades 2, 4, 6

Grade 2 Grade A Grade 6

Narrative 8.3 10.0 9.9

Expository 7.6 11.3 9.3

The trend in Table 7-24 is similar to that of production fpr grades 2,

,

4, and That is, on both narration and exposition, 4th graders wrote

the longest average T-Units. Sixth graders either had shout the same

length T-Utits as did 4th graders (on narrative) or had shorter T -Units

than did 4th graders (on expository). Overall, then, 4th graders show

a great gain in T-Unit length (compared to 2nd graders), and 6th graders

show a plateau or decline in T-Unit length (compared to 4th graders).

Table 7-25 presents the average T-Unit length for grades 2, 4, and

6 and for above and below average readers.

Table 7-25
Average T=Unit Length for Above an-d BelOw-Average-Grotips Grades-2,

Grade 2 Grade 4 Grade 6

Narrative Above Average 9.3 10.6 10.2
Below Average 7.5 9.1 9.6

Expository Above Average 7.7 12.4 8.9

Below Average 7.6 9.8 9.6

The above average T-Unit trends on both stimuli confirm the total

grade trends. Generally, for above average students we find an increase

in T=Unit letgthat grade 4 (compared to grade 2), and a tendency for

T-Unit length to decrease at grade 6 (compared to grade 4). The grade

6 decrease is much sharper on exposition.



ADC mow average T Unit-trends on both stimuli resemble the Above

average ttendt for grades 2 and 4: There is an increase in T-Unit length

at grade 4 (compared to grade 2). At grade 6, however, instead of a "decline"

in T-Unit length (compared to grade 4), below average students' T-Unit

length remising at the grade 4 level (on exposition) and slightly above

grade level (on narrative).

Chart 7-9 graphs the mean T-Unit length for grade's 2, 4, and 6,

and for above and below average on both stimuli. The Chart illustrates

the trends noted in Tablet 7-24 and 7 -25. On narration, above average

pupils consistenly wrote longer T-Units than did below average pupils

although the difference diminished over successive grades. On exposition,

the only above and below average differences -- which are quite great

occur at grade 4. The great difference is due to the sharp increase in

T -Unit length made by above average 4th graders (compared to grade 2)

followed by an almost equally sharp decreate. All other above and below

Average grade 2, 4, 6 T-Unit trends have more-gradual slopes.

Chart 7-9
Mean T-Uhit Length for Grades 2, 4, and 6 and g Grade

Above and Below Average Groups si Above Average
& Below Average

Expository
Mean T-Unit Length (Words)

Narrative
neon T-Unit Length (Words)

Grade 2 Grade 4' Grade 6

fi

/0

9

t
7

9
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Grades 3 5, and 7 Posttest)

Table 7-26 present the average T-Unit lengths for grades

7 on both stimuli.

Table 7-26
Average T-Unit Length Grades 3, 5, 7

Grade 3 Grade 5 Grade 7

Narrative 10.4 12.3 11.8

Expository 8.9 11.2 10.7

7-33

and

Overall grade trends for grades 3, 5, and 7 are the same as for grades

2, 4, and 6 (see Table I); On both the narrative and expository, fifth

graders wrote the longest average T-Units. The fifth grade T-Units were

considerably longer than those of the 3rd graders; Seventh graders wrote

slightly shorter T-Units than did 5th graders. Overall, then, 5th graders

show a great gain in T-Unit length (compared to 3rd graders) and 7th graders

show a slight decrease in T-Unit length (compared to 5th graders).

Table 7-27 presents the average T-Unit length& for grades 3, 5,

and 7 above and below average readers on both stimuli.

Table 7-27_
Mean T-Unit Length for_Above and_Below Aver-age- Groups

Grades 3, 5, -7

Grade 3 Grade 5 Crade 7

Narrative Above Average 9.0 13.0 12.8

Below Average 11.3 11.4 10.8

Expository Above Average 8.0 12.9 10.6

BeloW Avprage 9.5 8.9 10.8

The above average T-Unit trends (on both stimuli) confirm the grade

3, 5, 7 trend (Table III) and the grade 2; 4, 6 above average trend (Table

II). Generally, for the above average pupils, there is an increase in

T-Unit length 8t grade 5 (compared to grade 3) and a tendenCy to decrease

at grade 7 (compared to grade 5). The grade 7 decrease is sharper for

exposition.
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The beloW average T-Unit trends do not confirm the grade 3, 5, 7

trends. On the narrative sample; below average T-Unit length was approxi-

smately the same at grades 3 and 5 and slightly shorter at grade 7 (coM=

pared to grades 3 and 5). On the expository sample, below average T-Unit

length was Somewhat shorter at grade 5 (compared to grade 3) and somewhat

longer at grade 7 (compared to grades 3 and 5).

Chart 7=10 graphs the mean T.-Unit length for grades 3; 5, and 7

and for above and below average groups. The chart illustrates the trends

described in Tables 7-26 and 7=27. Chart 7=10 can be compared with Chart

7-9 (grade 2, 4; 6) for trends. The expository pattern is about the

same; there are little above and below group differences except at grade

5. On narrative at grades 3, 5, 7; the pattern differs slightly from

the grade 2, 4, 6 trend. Below average differences in T=Unit length

at grades 3, 5, and 7 increase in favor of the above average pupils, over

grades (as opposed to the diminishing differences noted at grades 2, 4,

6).



Chart 7=10
Mean T-Unit Length_for Grades 3, 5, and 7 and

Above and Be1oW Average Groups

Narrative Expository
Mean T-Unit Length (Words)Mean T-Unit Length (Words)
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Grade
°1 Above Average
1 Below Average

Grade 3 Grade 5 Grade 7 Grade 3 Grade 5 Grade 7

Pre/Post Gains in T-Unit Length

Table 7-28 presents a summary of the pre/post gains in T-Unit length

for whole grades on both narration and exposition.

Table 7-28
Pre/Post Gains (By Grad e)-1n-Mean-and T-Unit Length

Grade 2/3 Grade 4/5 Grade 6/7

Narrative +2.1 +2.3 +1.9

Expository +1.3 -.1 +1.4

3
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On narration; all grades made pre/post gains in T-Unit length of

about 2 words; On exposition, there was a one word increase from grades

2 to.3 and 6 to 7. There was little change in expository T-Unit length

from grades 4 to 5. Narrative increases in T-Unit length were greater

than expository increases for each grade.

Table 7=29 presents a summary of the pre /posttest gains for the

above and below average groups on both stimuli.

Table 7=29_
Pre /Post Gains- -(By-AboVe And Below Average-Groupsl

Grade 2/3 Grade 4/5 Grade 6/7

Narrative Above Average -.3 +2.4 +2.6

Below Average +3.8 +2.3 +1.2

Expository Above Average +.2 +.5 +1.7
Below Average +1.9 -.9 +1.2

On narration, the above average groups show little gain in T-Unit

length from grades 2 to 3 but show gains of about 2 1/2 words from grades

4 to 5 and 6 to 7. Below average pupils show decreasing gains in T-Unit

length over grades: from 4 to 2 to I word.

On exposition, the above average groups again show little gain in

T-Unit length from grades 2 to 3 but show higher gains from grades 4-to

5 and 6 to 7. Gains for below average Student^ on exposition fluctuate

greatly on a generally diminishing trend.

In general, it appears that for T=Unit length, below average students

make their stronger gains earlier than do the above average students --

especially on narration.
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Diacusaion

Our sample is small, but it is still interesting to compare our popu-

lation's average T-Unit length (by grade) with those from three other

studies that investigated T-Unit length, in primarily middle -class child-

ren's writing. Table 7-30 presents that comparison.

Table 7--30
A Comparison of Three T-Unit Studies-to-Our Sample-

Author Population trade Mode T-Unit_Length
Mean Present

DifferenceSample

Heil (1976) Garden City,
Mostly white

Narr. 8.69 8.3 =.39

Exp. 10.65 7.6

3

4.(Narr. 54 10.4 +1.86

Exp. 11.13 8.9 -2.23

Aunt (1965) Narr. (Narr=10/

4 8.6 Exp=11.3) +2.01

90-110 IQ
Exp. 10.65

Narr. (Narr=10/

8 > 11.5 Exp=10.7) -.25

Exp. 11.25
(Grade 7)

Perron (1976) Metropolitan GA Narr. 7.20 10.4 +3.2

All white
e/e

"N".%Middle class Exp. 8.15 8.9 + .75

ereNarr. 8.91 10.0 +1.09

Exp. 8.98 11.3 +2.32

Narr. 9.56 12.3 +2.74

5 .%.

Exp. 10.42 11.2 + .78

Our sample tends to write equally long T-Units, if not longer T-Units,
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than do children in the Hunt (1965).and Perron (1976) at s. Heil's

(1976) subjeCts(who wrote longer Z.43nits than did Hunt's and PerrOn'S )

wrote longer T=Units than did our Subjects (except on grade 3, narration).

In both the Heil and Perri:in studies, subjectt wrote longer eXPoSi=

tory T-Units than narrative T-Units. In our sample, both the above and

below average. Students tend to Write longer narrative T-Units (except

at grade 4). This is especially true for above average studentS.

As Euht notes, T -Unit length can be attributed to several

-factors: embedded clauses, compound verbs, lists, and prepositional

the
phrases, etc; A detailed analysis of the clause types written by the

study's Ospils remains to be completed. However, the folloWing general

observation can be made. Although the subjects in this study wrote longer

T-Units than pupils in the Hunt and Perron studies,. the T=Units may not

"better." For example, the following 18 word T-Unit (A) is not necessarily

less "mature" than the 37 word T-Unit (B) which f011oWs It

A)' The reason why I look up -to her is becauSe she is trustworthy

and responsible to do thirigt. as words)

(1 adjective clause)__

(1 noun clause) (predicate nominative)

(1 "And" joining predicate adjectives)

(1 prepositional phrase)

B) And my mother knout how I feel and howl want to be and why

I want to be'that way and alWayt takes me places and is telling

Me right and wrong for my own good. (37 words)

(3 noun clauses) (direct objects)

(3 "ands" joining direct objects)

(2 "ands" joining Verbs)

(1 prepositional phrase)

Although example (B) has more embedded clauses, there is no variation

in the kinds of clauses used,
largely due to the list-like nature of the

`.J23
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T-Unit. Following is an example of a 21 word T-Unit (c) whose length

is due to "lists" of verbs and prepositional phrases:

C) She picked the tomatoes and made _a salad with the tomatoes
for a picnic with her friends and neighbors and relatives.
(21 words)

(1 "and" joining verbs)
(2 "ands" joining objects of a preposition)
(3 prepositional phrases)

As previously noted, "listing" is also characteristic of the subjects'

organization patterns.

Utterance Length

Utterance length is Similar to sentence length. We could not cal=

Culate sentence lengths because of the large number of poorly formed and

punctuated "sentences." Thus, to count utterances, a student's text

was read aloud or subvocally; and when a sensical utterance (i.e. a "sen-

tence") was found, its beginning and end were marked -- irrespective

of its boundary punctuation and/or capitalization; Utterances connected

by "and" were not automatically separated into two discrete utterances.

If the reiv:ionship between the two utterances seemed "reasonable" and

"expected," then the two utterances were counted as one (i.e. a compound).

Three separate raters made such utterance counts independently

Average Utterance Length for Grades 3, 5, and 7 Narratives*

Table 7-31 presents the average narrative utterance length for grades

3, 5, an-d-.-7, and for above and below average StudentS.

\

*The objective of the remaining discussion of measured writing factors is
toconfirm/disconfirm the trends found in the holistic rating and rankings,
and_ in average_ production: Thus; from here on; discussion will be restricted
to the posttest narrative samples. We have chosen thi narrative because it_
is the kind of writing that children most often use in the elementary grades

and because it might show more differentiation between the children in our
sample than might exposition.

3.2J
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Table 7-31
Average Utterance_Length Grades 3, 5, 7

Narrative

Average fore

Frade

Grade 3

11.4

Grade 5

14.7

Grade 7

15.1

Above Average 12.7 15.7 27.2

Below Average 10.5 13.2 13.0

The overall grade trend for utterance length resembles the posttest

narrative grade trends for holistic score and holistic rank, production

And T-Unit length; There is a substantial increase ln utterance length

it grade 5 (compared to grade e) and a very small increase at grade 7

(compared to grade 5).

Chart 7-11 graphs the mean utterance lengths for grades 3, 5, and 7,

and for above and below average groups on narrative. The chart illustrates

the trends discussed from Table I. In addition, it can be noted how above

average students consistently write longer utterances than below average

Students. Both the above and below average differences increase with

successive grades.

Chart 7-11 also compares the posttest, narrative utterance trend

with the posttest narrative T-Unit trend (marked with hollow symbols).

We note the similarities between the total grade and above and below

average trendS on both utterance length and T-Unit length. We also note

that the Utterance trends are generally stronger than T-Unit trends (es-

pecially between grades 5 and 7).
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Utterance:Chart 7 -11
0 GradeMean Posttest Utterance Length Compared to T-Unit Length

= Above AverageNarrative
= Below average

T-Unit:
0 =Grade
13 =Above Average
A =Below Average

'3

AD

f

Meth Utterance and T-Unit Lk-4th (Words)

7

S
6

f
1

14-

Grade 3 Crade 5 Grade 7

tiumber_of-Unfatiiiliar Spache and Dale Vocabulary Used

In an effort to determine the level of vocabulary used in the writing,

We counted the number of Words used that were unfamiliar to the Spache

list of 1,000 comnon wordt (Spache, 1974) and to the Dale litt of 3,000

fatiliar words -- words known to about 80% of 4th grade students (Dale and Chall,

forthComing); Discussion of the trends in the studentt' use of un-=

familiar vocabulary will be restricted to the posttest, narrative sample.
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Trands-lntha Number of Unfamiliar Spathe and Dale Vocabulary Used-far
Grades33. and 7. Narration
Unfamiliar Spache Words

Table 7-32 presents the mean number of unfamiliar Spache words used

at grades 3, 5, and 7 and by above and below average groups on narration.

Table 7-32
Mean Thf 'er of Unfamillar Grades 3, 5, 7

Narrative

Average for

Grade

Grade 3

3.3 _

Grade 5

5.4

Grad0 7

5.1

Above Average

Below Average

3.5

3.2

6.0

4.6

5.3

5.0

The overall post - narrative trend for the number of unfamiliar Spache

words used resembles trends found in holistic scores, holistic ranks,

and production. On the average; grade 5 students used about 2 more un=

familiar Spache words than did grade 3 students. Grade 7 students used

about the same number of unfamiliar Spache words as did grade 5 students.

Thus we see an increase at grade 5 (compared to grade 3) and a plateau/

decrease'at grade 4 (compared to grade 5). Chart 7-12 graphs the trend

presented in Table 7-32 (in solid figures). From the chart, it can also

be noted that, while above average students use slightly more unfamiliar

Spache words than do below average students, neither- group uses very

many unfamiliar words.
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Chart 7-12
Mean Number of Unfamiliar Spache and Dale Words Used by Spache:

Grades 3, 5, and 7: Narrative Grade
.0 Above Average

Number of Unfamiliar Spache and Dale Words it Below Average

-40.o Dale:
0 t Grade

a Above Average
IR Below Average

45

0

Spache Words

Dale Words

Grade 3 Grade 5 Grade 7

Unfamiliar Dale Words

Table 7-33 presents the mean number-oamiliar Dale wcrds used

--at-grades 3, 5, and 7 and by above and below average groups on narration.
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Table e-7-31

Mean Number of Unfamiliar Dale Words: Grades 3
Narrative-

Grade 3 Grade 5 Grade 7

7=44

Grade .5 .8 .6

Below Average .5 1.1 .5

Above Ayerage .5 .2 .8

We note the extremely-- small- average number-Of-unfamilIat-Dele Words

used by the students: generally less than 1-Word per paper; across grades.

Although trends exist (that resemble the trend found for unfamiliar Spache

words used), there is little fluctuation in the use of unfamiliar Dale

words when grades are compared with each other:

Chart 7-12 graphs the trends in the mean number of'unfamiliar Dale

Words; presented in Table 7=35 (hollow figures); We see clearly that

students used fewer (if any) unfamiliar Dale words than unfamiliar SPache

words;* We are left with the questions of why so little unfamiliar voca=

bularly is used in general and why the number does not increase appre-

ciably over grades.

Content and Form -Ratings

Trends in the Average Content and Form Ratings for Grades 3; 5, _and

7, Narration

Three raters independently scored each paper on a scale from 1-4

for both content and form; Measurement of both content and form was based

in part on work done by Grubb (1981).

*As Tables 7-32 and 7-33 illustrate, the trends in the use of unfamiliar

vocabulary are fairly similar to those of other writing measures. Roweer,

there is little fluctuation in th4absolute number of unfamiliar vocabulary

words used as compared to total production. Thus, as the papera lengthen

over grades, use of unfamiliar vocabulary does not increase, the percentage

of use decreases.

33 -I
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Content

The content rating is a compatit-imeasure of a paper's cohesion (as

discussed by Halliday and Haman; 1976); interest and humor: complexity

and development: and overall coherence. Specifically,

4 an interesting, varied presentation developed logically and with
such strategies as cause /effect, illustration, example, detail,
etc-

3 an interesting, slightly varied presentation developed primarily
through enumeration of fact with some explicit connection made
between facts

2 a "flat" list of facts or details

1 a sentence or two thi;t are generally unconnected; no "story"
is told.

Examplas-of_Content Ratings (On examples = grammar, mechanics have been,
corrected)

4 an interesting, varied presentation developed logically and with
such strategies as cause/effect, illustration; example,- detai4
etc;

Example:

7th; above average:

She's holding the tomatoes and showing them to someone; asking
if they're ripe_esough. _She's arguing with the person. She
says she wants them for half price; but she can't so she's very
mad. is saying, "Buy them at full price; or dan't
buy them at all." The lady doesn't have enough money; so she's
not going to buy. them. But she does say she needs them for her
recipe. She put something else back and finally bought the
tomatoes at half price;

an interesting, slightly varied presentation developed primarily
through enumeration of fact with some explicit conne'C's4on made
between facts.

Example:

5th, below average:

She's in a market looking for tomatoes and she finds three tomatoes
that are bad. She said to the guy, "These tomatoes are bad."
Then he said, "Hey iady, are you buying-them_or not?" "No! They're
bad.? "Then suffer lady." Then the lady said, "I'll buy them.
How`-iuch are they?" she said. "A dollar five," he said. Then

she said, "Bye " and wenthome and said, "That man down at the
corner is selling bad tomatoes. Then her on goes down and
buys a good tomato. And that was the end of that.
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5th, below average:

The lady is picking tomatoes, trid_she lOokt like she is picking
the biggest one there. And behind her is a whole rack oftomatoet

think_ihei asking someone tow much it costs. I think
she's mad because of the price of the tomatoes.

I think she is going to make a salad, or she is going to use
it for spaghetti, I think she is going to make a sandwich out
of those tomatoes, or I think she's going to eat it with salt
like It eat tomatoes.

2 ni a "flat" list of facts or details.

Examples:

3rd, below average:

The woman Is_hOlding some tomatoes. When she gets home she will

eat them. Then, when she eats them all, she will get some more.
Then when she eats them, she will get some apples. Then she.

will eat them.

3rd, below average:

She picked the tomatoes and made a salad WiththetoMatoes for

a picnic with_her_friends-and neirhbors-nd-r-61-&-tives. Then

they atayed the whole day. When :
a

le came home, she went to sleep.

1 .g a sentence or two that are generally unconnected; no "story"

is told.

Example-

3rd,_above average:

She_it selling some tomatoes. She has a customer, and she is

looking at the customer.

Table 7-34 presents the mean content ratings received by grades 3,

5 and 7 and by both above and below average groups on the narrative stimu-

lus.
Table 7-==34

3, 5 7Mean Content Ratings-for _Grades

-.Narrative

Average for Grade 3 Grade 5 Grade 7

Grade 2.3 2,C 3.3

Above Average 2.4 2.9 3.3

Below Average 2.2 2.7 3.3
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The content ratings were progressively higher with successive grades.

AS We have seen in most of the trends discussed previously, 5th grades

chow a considerable increase (compared to 3rd graders). However, 7th

graders' ratings increase (compared to 5th graders) as much as 5th graders

increased (compared to 3rd graders). In general, 7th graders show greater

relative gains in content ratings than they show in holistic rating and

ranking, production, organization, and T-Unit and utterance length.

Above and below average trends resemble the total grade trend. Equally
.
strong gains are made at grade 5 (compared to grade 3) as at grade 7 (Com-

.

pared-to grade-5)-for-both groups. The-small above-and-be low-aVerage

group differences in content ratings at grades 3 and ,5 seem to disappear

at grade 7. On narration content then, above and below average students

are rated about the tame and increasingly "better" in higher grades.

In general, 3rd graders wrote mostly lists. While fifth

graders showed some development with5m their stories, their narratives

Were still mostly liSt=like in nature. Seventh graders showed

evidence of detail, elaboration, and connection between ideas.

Form

Factors considered in the form rating included mechanics (spelling,

punctuation, capitalization); sentence structure; and grammar. Specifically:

3 '71
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= no "errors" or possibly 1 or 2 isolated errors

a few isolated errors in mechanics and sentence structure;

grammar is largely all right;

2 = sentence structure problems (i.e. run-ons) coupled with other
grammatical and mechanical problems

1 = severe sentence structure problems (fragmentation) as well as

severe grammatical and mechanical problems.

Form Examples (Note: The following essays have been typed in uncorrected form.)

4 no "errors" or possibly 1 or 2 isolated errors

VoEXamples

3 = a few isolated errors in mechanics and sentence structure;
grammar is largely all right

Example:

GPN2 (AA)

The lady is trying to figure out if she should buy the tomatoes
Or not. I think she is asking how much the tomatoes are; She

Will prObably buy them and go on with the rest of her shopping.
Then she will -go home and cook dinner, if she doesn't like the
tomatoes or the other food, she will probably bring the food
back. Then she will buy some more food for the next dinner.

2 sentence structure problems (i.e., run-ons) coupled with other

grammatical and mechanical problems

Examples: .

PJN2 (AA)
(3rd)

The woman has some tomatoes_and she is looking at someone to
throe them at._ there are three tomatoes coverd with a plastic
sheet. the old woman has glasse and a string of pearls and a new

dress. with stars on them.

ALN2_(BA)
(3rd)

She has some tomatoes. and then shes going to open them and
then she going to make her supper and then when there done -sties
going to eat the supper and then wash up and go and watch tv
and then put her nighties on and go to bed.
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1 as severe sentence structure problems (fragmentation) as well as

Severe grammatical and mechanical problems

un:miss:

WW2 (BA)
5th

The lady is taking a tomato out of a package. and She will

get in trobile if she got cot. and get in trobile and might

not be able to go into the store aginn. and if her mother and

father find out and not like her that mush any more.

1.RN2 (BA)
7th

The lady in this_piCrure is bying tomatoes she

feel if they ar fresh if thay_are she will put
and pay for theM Wen she is thro shoping.

it look like she is chiking out som old gye in

that is what old ladis go shoping for.

is testing to
them in her caredej

the supermarket

Table 7=35 presents the average form ratings received by grades

5 and 7 and both above and below average groups on narrative.

Table 7=35
Mean Form Ratings-far Grades_

Narrative

Average for
Grade

Grade 3
1.9

Grade .5

2.0
Grade 7
2.3

AboveAyerage 2.0 2.2 2.4

Below Average 1.8 1.6 2.1

Form ratings are progressively higher for successive grades:-T-hey are/
also slightly progressively higher from to-gfi;de for the above average

students. Below average studentsravings show a slight decline at
grade

5 (compared to grade_3 )- - followed by a considerable increase at grade

7 (compared to grade 5) to slightly above their grade 3.1eVel.

Although above average students received progressively higher form

ratings by grade; their ratings ranged only from 2.0 - 2.4, from grades

/
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3 to 7. Their writing vas generally rated as suffering some grammatical

problems and the mechanical problems that result from the use of run-on

sentences.

The below average students' ratings for form also remained Iow --

between 1.6 to 2.1. Their form ratings were consistently lower than those

of the above average pupils. Their writing was
generally rated as suffer-

ing from more severe sentence-structural
problems as well as from grammati=

cal Arid mechanical problems.

-" Chart 7-13 graphs the mean content ratings (hollow figures) and form

ratings (solid figures) for grades 3, 5, and 7 for narration; FrOm the

chart, we note that content ratings are consistently. higher than form

ratings for both above and below average pupils. While the above and

below average content ratings are similar, there appear to be consitent

discrepancies in the form ratings. Generally, it would seen from these

ratings that the Students had "better ideas" than they were able to ex-

press in their writing. (Compare ShaughnesSy, 1977).
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Mean Content and Form Ratings for
Grades 3, 5, and 7

Narrative

Mean Content and Form Ratings

40

J.4
J.Z
Jz

3.2
a.0

f
14

"4
12-

Grade 3 Grade 5 Grade' 7
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Form:
n. Grade

it so Above Average
A - Below Average

Content:
0 o. Grade
a Above Average
Li so Below Average

Handw -it-ing and__Misspelled Words

liandurricing s13 and Percent of Misspelled Words for Grades 3, 5, and

7;- Narration

Handcar it

Handwriting was rated on a 1-3 scale where

1 - illegible handwriting, characterized by inconsistent spacing

and irregularly shaped letters

2 legible handwriting

3 n neat, stylized handwriting
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Ah effort OAS made to rate manuscript and cursive writing according to

their particular legibility. The handwriting scale is based in part

scalta from Grubb (1981 and Hamill and LarSen (1978).

upon

Table 7-36 present the mean handWriting ratings received by grades

3, 5, and 7 and by both above and below average groups, on narrative.

Table 7=36
Mean Bandwritin Ratin s-fOr Grades_S

Average for

Grade

Narrative

Grade 5

2.0

Grade 7

2.3

Grade 3

1.9

Above Average

Below Average

1.8

2.0

2.0,

2.0

2.5

2.0

The overall grade trend is for handwriting ratings to increase pro-

gressively with successive grades; Grade 3 and 5 ratings were about the

same, and grade 7 ratings are higher than grade 5 ratings. The above

average trend is similar to the total grade trend; their ratings

are slightly higher at grade 5 (compared to grade 3) and much higher

at grade 7 (compared to grade 5). The below average groups; however,

received the same average ratings at grades 3, 5, and 7.

Chart 7-14 graphs the grade, above, and tselow average .trends in

handwriting ratings at grades 3, 5, and 7 on narration, The above and

Lelow average handwriting trends are similar to the trends in form ratings;

generally there is a progressive increase in ratings for the above average

gro but a general maintenance of grade 3 level ratings for the below

average groups.
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Chart 7-1A Grade

Mean Handwriting Ratings for Grades 3, 5, 7 a Above Average

Narrative 4 Below Average

Mean Handwriting Rating

Grade 3 Grade 5 Grade 7

Table 7-37 presents the percentage of words misspelled by

grade 3, and 7 and by above and below average students on narrative.*

Table 7=37
Percentage of Misspelled Wordstor Grades 3, 7

Narrative

Average for

Grade

Grade 3

6.5

Grade 5

7.9

Grade 7

8.9

Above Average 7. 8 5.8 6. 7

BeloW Average 5.6 10. 3 11.0

Although we would expect the percentage of spelling errors to

decrease with successive grade-Si We find the opposite trend for total

grades. The overall grade trend shows the percenta7,e of misspelled words

*Catalogued counts were made of misspelled effort to determine

if patterns of spelling errors emerge by above and below

average groups. Such analysis is continuing. 5 Cook, 1981)

343
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Increasing slightly With successive grades

The below average group's trend is similar to the total grade trend.

Below average 5th graders show an increase in the percentage of misspelled

words (compared to 3rd graders); below average 7th graders commit about

the same percentage of misspellings as the 5th grade below average group.

The above average group trend, however, shows relatively little dif-

"ference in the percentage of ;;....iaSpellingt.

Chart 7 -15 graphs the grade, above, and below average trends

percentage of spelling errors for grades 3, 5, and 7 on narration. The

Chart illustrates how below average percentage of misspellings increases

over grades while the above average percentage of misspellings remains

fairly constant.

Chart 7-15
Percentage of Misspellings for Grades 3, 5, and 7 i = Grade

Narrative
a = Above Average
A = Below Average

Percentage of MisspellingS

Grade 3 Grade 5 Grade 7



Summary Discussion

Three types of trends are found in the various writing ratings and

measures. These will be summarized for grades 3, 5, and 7 narration.

Trend TyneIcan be characterized by a positive in-create in scores at

grade 5 (compared to grade 3) followed by a slight increase, plateau,

or slight decrease in scores at grade 7 (compared to grade 5). The

Type II trend can be characterized by a deCrease in scores at grade 5

(compared to grade 3) followed by a slight increase or plateau at

grade 7 (compared to grade 5) the type III trend can be characterized

by little difference in scores at any one grade from 3 to 7.

Table 7-38 summarizes the trend types found for the total grades,

and for the above and below average groups.

Table 7=38

Type I

Type II

Type III 1=

Measure

Trend- Types for (Grades 3, 5, 7) : Narration

Below AverageTotal Grade Above AverageFactor

Overall

Syntactic/
Organiza-
tional

Content

Precision

Holistic Score
Holistic Rank
Production

{Organization Rating
T-Unit Length
Utterance Length

Number Spache
Number Dale
Content Rating

Form Rating
Handwriting Rating
Percentage_Mia=f

spelling

I

I

I

I
I

I

I

I/Ill
I

_1

III

II

I

I

I

I

I

I

I/III
I

I

I

I

I

I

I

I

In
I

I

I

II
IiI

II



Overall Meatiureti

Chart 7-16 illustrates the trend for holistic rating, holistic

ranking, and production. The total grade and aboVe and below average

groups in grades 3, 5, and 7 on narration generally exhibit trend Type

a considerable increase from grades 3 to 5 folloWed by a decelleration

from grades 5 to 7.

Chart 7-16

Grade 3, 5, 7 Narrative Trends for "Overall Measures:"

Holistic Rating and Ranking and Production

Production

Holistic Ranking
(1-30)

Holistic Rating
(1-4)

Grade 3 Grade 5

Syntactic/Organitetionta_Measures

Grade 7

Grade
a . Above Average
A= Below Average

Most grade and above and below average scores in grades 3, 5, and 7

on narration exhibit Type 1 trends in the syntactic/organizational measures:

organization rating, average T-Unit length, and average utterance length.

Chart 7-17 illustrates the similarities of trends within these organiza-

tional factors and with the "overall measures" in Chart 7-16.

3 .1



Chart 7-17

-Grade 3, 5, 7 Narrative "Organizational" Trends,- . Grade

Organization Rating-and Mean T-Unit and Utterance-Length 111 Above Average
Below Average

Utterance Length

T=Unit Length

Organization Rating
(1=3)

Grade 3 Grade 5 Grade 7

Content Measures_

Chart 7-18 illustrates the grades 3, 5, and 7 narrative trends on

the content measures: content rating, number of unfamiliar Spache words,

and number of unfamiliar Dale words; Most grade and above and below average

scores exhibit a Type I trend in content measuers that is similar to the

trend found in overall and syntactic/organizational measures.
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Chart 7-18

=Grades 3 5- 7 Narrative "Content" -Treat-- Grade
Content Rating and Number of Unfamiliar Spache-and -Diale-Words MI= Above Average

AL= Below Average

Number Unfamiliar Spache

Content Rating
(1 -3)

Number Unfamiliar Dale

Grade 3 Grade 5 Grade 7

Precision-Measures

. Chart 7-19 illustrates the grades 3, 5, and 7 narrative trends on

the "precision measmes:" percentage of misspellings, form ratings, and

handwriting ratings. For the first time we note consistent above and

below average group differences in trends. The above average trends are

consistently Type Wpositiveltrends, while the below average trends are

Type II or III trends--showing little or negative "growth" over grades.

0



Chart 7=19

Grades
-3- 7 Narrative "Precision" FattOrs1 =

Form Rating, Handwriting Rating, Percentage of Misspellings I
0

w Above
Grade

Average
= Below Average

Percent of Misspelling

Form Rating
(1-4)

Handwriting Rating
(1-3)

11.0%

-ac4 a. afi

dihlli.....r4245
C.1

1.6

Discussion

Total grade 3; 5; and 7 narrative trends for overall, syntactic/organ=

izational, and content measures are Type I trends: we note increases at

grade 5 (compared to grade 3) and a plateau at grade 7 (compared to

grade 5). Total grade 3, 5, and 7 trends vary for the precision factors:

While form ratings exhibit a Type I trend, handwriting ratings exhibit a

Type III (nonchanging) trend; and percentage of misspellings exhibit-et a

Type II (negative) trend.

Above average readers exhibit positive Type I trends on all overall,

tyntactic/organizationali content; and precision measures.

Below average readert also exhibit positive Type I trends but only

on the overall measures and content measures. They exhibit the Type

(positive)and Type III ( nonchanging) trends on SynteCtic/organizational

measures. They exhibit Type III (nonchanging) and Type II (negativf)

trends on precision measures.

3 4



Thus it Would
aids that the above

and belOW
average

Studen

this study
show eopeCially

similar
"developmental"

tretili
i° overall

sated
"ioodiesSi"

production,
and content.

It shOUId.be
noted

that,

While
both groups

Show similarly
strong

"growth"
in overall:

ratings

and production,
both groups

chow similarly
poor

"grOwth"
in the

use

of the more difficult
"unfamiliar"

vocabulary
(Dale

and Chall,
forth-

-T

- -

coming).
They do well

in use
of unfamiliar

Spache
Words

(Spache,
1974).

The two groupt
differ

somewhat
in their

"developmental"

trends
in

syntactic
/organizational

measures
(especially

T=Dnit
length).

The two groups
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most noticeably
in their

"developmental"

trends
in precision

measures
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handwriting,

and misspelling.
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that,
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above

nor be=

lei; average
Students

received
high

form or
handwriting
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then,
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the above
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average
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in our sample
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in the more
Specific

faCtorS
of

form,
handwriting,

and spelling
-- and somewhat

in Syntactic
components.



7-61

Correlational Analysis fd-r-Wt-it-ingneasures

Correlations were run on the narrative posttests for the entire sample;

and for the grades separately--Grades 3, 5 and 7; Table 1 presents correla-

tions for the various writing measures, by the total sample, and by the

grades:

From Table I, we see that word production has the strongest relationship

with the holistic ratings. The coefficient is highest for the total sample

(.84) varies somewhat by the grade, but stays positive and strong for each

grade (.74; .82 and .66 for grades 3, 5, and 7 respectively).

When the group is considered as a whole (30 children) most of the

writing measures are highly predictive of the holistic ratings. The content

measures (the content ratings) the number of wo.:cit beyond the Spache 1000 and

Dale 3000 are most highly associated With the judges' holistic ratings; Thus

it would appear that semantic difficulty ((as rated by the two word lists) and

the researchers judgement of the maturity of the content (sez p. ) were

most predictiV goodness /maturity ofof the overall ju of narrative

Sample.

The structural measures did se,n: to !'e as predictive. Only the

organization rating correlated sign-a11:-1y th the holistic rating for

the total population and the handwrit and iorn ratings were also

significantly associated with the hc.:Li:LIc : atir:g for the total population.

The correlations of the various yrl*ing measures in the separate grades

with the holistic ratings were not as c.trong as for the total population.

The only measure that held consistently was production--the numb& of words

written. Form rating was significai-Aly related to holistic ratings for

_
grades 3 and 5, but not for grade 7.

35



I -OZ.

Table I

Correlations with H- listic Ratings on the Narrative-Sampl_e; Posttest

All 30 --Grade 3 Grade 5 Gra-de 7

Word Production .84 .74 .82 .66

Content-Measures

Content Rating .68 NS .61 NS

Spathe If .55 NS NS NS

Dale .58 NS NS NS

Syntactic Measures

Average T length NS .62 -.70 NS

Average Utterance NS .41 NS NS

Organization Rating .43 NS .52 NS (almost +;

Form Measures

Handwriting .41 NS NS NS

o Misspelling NS NS NS NS

- Fcitt Rating .42 .41 .55 NS

Table II presents the correlations of the writing measures With

holistic ranking on the Narrative Posttests. Generally the correlations

are similar to thoSe for the holistic ratings. The strength of word

production is the same as it was for the holistic rating. The correlations

are positive and for th- total pOpulation, and for each of the three

grades tepar.ely.

The cont-.t. incsare charged somewhat; With only the content rating

being signiftan:ly correlated. The word fattorS are nit significant.

The syntEcti fac rs remail similar, With mly the organization

rating

For lhe t. nm, it again only raze form rating and

handwriting that a7tociated with hol:f..:tic rankings.

As for the ratirq;:, measures are intercorrected significantly

with the holistic .r.apkings H tie g:-ades are considered separately.
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Table-11

}io-1 -i -tie Ranking

Total__30_ Grade 3 Grade 5 Grade 7

Word Production .84 .74 .76 .64

Content Rating .71 .54 , .68 NS

Spache " NS NS NS NS

Dale , NS NS NS NS

Svnt_actdc Measures
Average T length NS .62 -.70 NS

Average ':tterance NS NS NS N3

Organization Rating .51. NS .63 :64

Handwriting .32 NS N' i\S

::isspelling NS NS NS NS

Form Rating .32 .46 NS NS



Factor ArialySit bf-the_ Vriting Measures

A factor analysis of the narrative sample, total population (pretest)

produced three factors (see Table I). The factor with the highest loadings

(Factor 1) appears to be general writing factor, containing high loadings

from the two holistic scores - ratings and rankings: Other high loadings

were production.and ratings of organization, content; and form.

The second factor seems to be related to form and structure (rating

of form, and length of utterance) with Somewhat of vocabulary use (Spache

words).

The third factor seems to be Similar to Factor 2, with a somewhat

heavier emphasis on structure (T unit length) than content Dale wordS).

Table I

Factor Loa dingSfor_TotaI Population

Narrative-Pretest

Factor I Factor 2 Fact-or-3

Words .88 % Spache .67 T Unit .69

HOliStic Rating .93 .
HoliStic Rank .61 Dale .52

Holistic Rank .88 Form .56

Organization .79 Utterance .67

Content .77

Form .56

Table II presents the factor loadings for the total population on the

Expository Pre-tests. The factor with the largest and strongest loadings

Seems also, as for the narrative sample; to be a general writing factor.

It differs from the narrative sample only in the substantial loading of

misspelled words.
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The second factor appears to be a syntactic factor, with high

loadings of T Unita and utterancelength.

The third factor seems to be a form factor, with loadings from

misspellings and form ratings.

Table II

Factor Loadings for Total Population

Expository-Pre-Test

Factor 1 Fact-or-2 Factor-3

Words ;86 T Unit 9
7 Misspelling .6

Misspelling .65 Utterance .79 Form Rating .63

Holistic Score .96

Rank .96

Organization .69

Content .79

Form .51

In sur. the faCtor analyses of the pretest data for all students,

whether on the narrative or the expository sample; seem to reveal one

general writing factor composed of holic.*ic rankings and ratings, word

productioni-and ratings of content, organization; and form;

The second and third factors are more heavily weighted by measures

of form and structure for both narrative and expository samples, although

these Are more evident for the expository than the narrative samples.

Tables 3 and 4 present the factor analyses for the total postteats.

Table 3 presents the Narrative sample and Table 4 the Expository.

Overall, the findings are similar to those for the pretests As for

the pretests the first factor for the narrative sample seems to be a general

j



factor with similar loadings to that for the narrative pretest

(Table I), containing high loadings for holistic ratings and ranks,

production, and ratings of organization and content.

TWO of the other factors seem to be form faCtora--(fautors 2 and 4,

Table III), With loadings on handwriting, form, T -units and utterances.;

The remaining factor appears to be a semantic fa,-tor,

on 7: Dale and Spache lists.

with loadings

(Table IV)

The post t -;t writing measures for the Expository sample/tend to load

more on form and structure, with such forM measures as misspellings, hand-

writing, and form rating. These did not appear as strong on the post-nar-

tive samples;

The second factor appears to be a semantic factor with loads from the

Spache and Dale words.
structure

A third factor also appears to be a factor, with loadings
f.

from T-Urlits and utterance length.

Table III

Factor Loadings 0r-To_tal Population

Narrative-Posttest

7li..tor 1 FAGt--04- -2 Factor 3 Yattor_4

,=-,Js .76 Mandwritinr ;71 'ale 7, .99 T Unit .89

iioliatic Score .82 form .6P c-', '-r, 7 .59 Utterance .61

Rank .86

Organization .76

Content .86



Table --IV

Factor Loadings for Total Population

Expository-Posttest

Factor 1

Nuttier Woi-dS Nutber WordS .53

'Z Misspelled -.62 7 Spache -.79

HoliStic Score .89 Dale -67

Factor 2 Facto.

Rank .82

Organization .63

Handwriting

COntent .84

Form .83

T Unit

Utterances

.60

.80
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LANGUAGE.

Introduction

The language component of the study includes three measures: VorabtlarY,

Grammar and Language AwaTeness. These language tests were administered twice

: the sample population: ac the end of year 1 of the study (pretest; 1981),

when the children Wer- completing grades 2, 4 and 6, and at the end of year

2 (posttest; 1982 When the children were completing grades 3; 5 and '; All

language tests were r2.7.1nired orally, in individual sessions with each

child.

We present hr -4 ds3cription of the meas-afcs witn acme brief discussion

of the children': :Ina from 7ear :ear 2; 7-351es of the scores appear

at the end c' is Gection. The finding will bs analyzed more completely

below as part of the factor analysis presentdtion-for reading, writing and

language.

I. Vo_tabulsry

The WISC-R Vocabulary subtest was administered to each child, with individual

responses written down verbatim by the interviewer. Rao; scores and scaled

scores were assigned according to standard WISC procedure. We computed in

addition two 'special purpose' scores for each child based on responses to

this same word list, in order to provide more detailed .formation about the

children's responses for the purposes of this study.

Special purpose score A: Vocabulary knowledge

This measure Was concerned with how many words the child knew or indicated

familiarity with. A word-was considered known even if the explanation was not

complete or showed only partial knowledge. For exarrle, for gamble acceptable

answers were 'want some beer and can gamble to get it', or 'tho_qdn't do --
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get money'. For diamond an acceptable: response was 'ring or necklace or

a pearlSee through pearl'. This score thus indicated how many words

the child had come into contact with, using a fairly loose criteria, and

accuracy and richness of content was left to special purpose score b.

purpose scors-B-;- Precision and sophistication of word definitions

ThiS measure gave credit for use of sophisticated language in a response,

for maturity of response form, and for report of two meanings in the case of

ambiguous words:

We noted several features in t, children's definitionS thL :e of

particular interest, and constructed this measure to givSoredit for them.

One feature was the use of sophisticated vocabulary and phraseology in

giving definitons; e;g diamond: 'a valuable rock, a precious stone;

en animal related to tha horSe family'. Some of the children re-

peatedIy used precise and advanced vocabulary of this sort in their respon-

ses; while in the responses of others such language l'as absent. Another

feature was the child'S ability to express a definition starting with the

same part of speech 68 the word being defined, as; for example, defining

nail as 'sharp metal object--holds things together' or 'something that goes

into wood, Piece of meta?' -- rather than 'fix stuff' or 'stiCkS to your

finger'. Third, some children gave both meanings for an ambiguous word such

as nail while others gave only one.

From the total RISC -R word liSt six items were selected for thiS rilea8Ure!

nail, alphabet, donkey, thief, Iplave, and diamond; All the children in the

study responded to these six words, and the above precision/Sophittication

features were well repreSnted in_these reponses.

Gains from year-lto-year_2_

Vocabulary (Special purpose score A). The vocabulary gains were highest from grade

2 to 3, slightly lower from grades 4 to 5, and lowest from grades 6 to 7. The
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above average group in greadet 2/3 showed higher gains than the below

average group. For grades 6/7 the gains of both above and below average

-roupt were equal.

Precision (special purpose score B). Gains on the precision score were

highest in grades 2/3, considerably less for grades 4/5i and least for grades

6/7. Above and below zverage groups show greatest divergence at the 7th grade

with the above average group gaining at double the rate of the below average

'group.

II. Crammer

The Grammar score is a measure of syntactic knowledge. A composite Grammar

sc we- constructed from the following four sep.---ate syntactic subtests.

A. As: clau!.e

This test assessed the children'S knowledge of a compleX construction in-

,

volving the verb ask, namely subject assignment to an infinitive verb in a wh-

omplement clauSe folloWing ask.

Note that in the following two constructions the subject of the verb eat

is di -erent:

a) JOhn told Mary what to eat. (3 told M what she should eat.)

b) John asked Mary what to eat. (J asked M what he should eat.)

Complement Subject differs following tell and ask. In a) the subject of eat

is Mary, wherea in b) the subject of eat is John; a) follows the normal Pat=

tern of English, whereas b) is an exceptional construction, subject to late

acquisition in many children; Children who have not yet learned this excep-

tional property of the verb ask assign an incorrect subject to the complement

verb; and often fail to interpret the sentence as indicating that a question

is being asked.
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B. Promise + complement clause

Thit test assessed the children's abilitY to assign the correct subject

to an infinitive verb following promise; as in

c) John told Mary to shovel the driveway, (J told M that she should shovel...)

d) John promised Mary to shovel the driveway. (J p.lomised M that he

would shovel...)

In c) the subject of shovel is Mary, whereas in d) the subject of shovel is

John. c) follows the normal pattern of English; whereas d) is an exceptional

construction. Children who have not vet learned this exceptional property of

the verb promise assign an incorrect subject to the infinitive complement verb

in this construction.

C. Although

This test was intended to assess the children't knowledge of a particular

complex construction following although. Note the different referent of the

phrase don sate in the following sentences:

el MoCre: scolded Gloria for eating the banana, and I would have

d-otie_the same. (I would haVe scolded Gloria)

Mother scolded Gloria for eating the banana, although I would have

elone_the same. (I would haVe eaten the banana)

Children who do not yet coauland this Complex construction tend to assign the

same referent to .done the same in bbth of the above sentences, or (less

frequently) assign the incorrect referent in both cases.

This test includes in addition a check on children's knowledge of the

meaning of the word although, and their ability to use it appropriately in a

simpler sentencecompletion task:

Although it was raining outside; I

My sister went to school yesterday although

As it turned out, none of the children H the study succeeded in the complex

task with e) and f) above, either in the pre= or pOstteat This complex
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conruction was thus rendered useless for the study. The simpler task of

sentence-completion wit}, however, did turn out to be a useful dia=

criminator among the children. This simpler task, then, was used as the

although subtest in the Grammar composite.

D. Tap-questions

This test assessed the children'S ability to form tag questions, i.e. to

construct the appropriate tag (uncial-U:13d portion of sentences below) to turn

a statement into a question.

John likes to go to the movies, doesnl_t_he?

Mary will be here on time, won't sha?

In the test; the child is given the initial portion of the sentence and asked

to add the correct tag. Formulating the tag correctly involveS, among other

things, identifying the subject of the sentence, replacing it with an app o-

priate pronoun, identifying the first auxiliary verb, and introducing the

auxiliary verb do where necessary in the correct person and tense. These

fairly intricate Syntactic abilities tend to be acquired late by children.

Gains from year 1 to-year_2 (on composite GramMer score)

In grades 2/3 and 4/5, the gains of the below averae groups of child

Were higher than the gains of the above average groups. The percentage gans

of the total group of below and above average children were 43% and 16% re-

Spectively

Most of our sample children succeeded on the ask, promise and althoup-h-

constructions by the 7th grade.

III. Lan-guaeAwareness

The Language AwareneSaStore i5 a measure of children'S ability to view

language objectively and formulate judgments about its properties. Metalinguia=



7-73

tic ability has proved to be :a good:indiCOtor of linguistic maturity and

ability to manipulate language effectively. A composite Language Awareness

score was constructed from the following four separate metalinguistic sub-

tests;

A. Sentence acceptability (Grammaticality)

This test elicited judgments from the children about the acceptability of

sentences of four different types:

I. fully grammatiCal, plausible (There were four people at the school

2; fully grammatical bbt implausible (The pen:il weighs five pounds.)

3; systematically anomalous (The rock is very angry.)

4. syntactically deviant (The men looked at herself in the mirror.)

Success on this test required rejecting sentences of tape 4, recognizing the

structural acceptability of type 3, and accepting types 1 and 2.

. Illicit comparison

This test assestE' he children's to explain the deviance oi

sentences which make illegitimate comparisons, such as This math prop,., it

harder than -that_rock;

Note that alt?Yough we can say

The math problem is hard.

The rock is ha--.d.

;---
we cannot combine thete two sentences into the comparative sentence above

To:_succeed on chit task the child must indicate that math problems and

rocks cannot be compared because they are hard in different ways: a math

problem is difficult (hard to do) whereas a rock it hard to the touch.

cuslng on the ambiguity of the word hard and characterizing the abstract/

COT rete properties of math problems/rocks is a fairly sophisticated ability

which children tend to acquire late.

C. Illicit conjunction

This test assessed the children's ability to explain'the deviance of sen-

tences which combine similar sentences in a way that is unacceptable. E;g.,
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we can say both g) and h), but not i):

g) John caught the measles.

h) John caught the fast ball.

*i) John caught the measleS and the fast ball.

EXplaining the unacceptability of i) requires focusing on the word caught

and indicating that it is used in two different ways in catch the measles

and catch the ball. Recognizing and explaining the different uses of a

word like catch in such a sentence is an ability that is typically acquired

late inc:thildren.

. Jokes and riddles

This test assessed the children's ability to explain what is funny about

jokes and riddles that rel. y on ambiguity foi their humor. For example

(There would you go to see a man eating fiSh?

To a sea food restaurant.

In this riddle the question contains an ambiguous phrase:

j) a (maneating] fish

k) (a man] (eating fiSh]

In j) it it the fish who eats the man, but in k) it is the Than who eats the

fiSh. The children were asked to explain what was funny about jokes such as

these, and similar jokes that contained lexical ambiguities, surface structure

ambiguities and deep structure ambiguities.

Gains -gram- -year 1 to ye.r 2 (on Composite Language Awareness score)

In grades 2/3 and 6/7 the gains of the below average groups of children

were higher than the above average groups. For grades 4/5 the gains of the

higher and lower groups Were about the same; For all grades the gains of the

below average groups were about 66% as compared to 46% among the above average

groups.
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TOTAL LANGUAGE SCORL

The separate language scoresOdescribed here were combined into a single

overall Total Language Score, with the several components weighted as folloWS:

Vocabulary knowledge (Spec. purp. score A) 407.

Vocabulary precision (spec. purp. Score B) 10%
Grammar composite 30%
Language Awareness composite 20%



Table L-1

Vocabulary

1981 198`1 chatig Gain **

Grade

TotalHUrade

Above Average

Below Average

2

,7.50

48.75

63.33

3

68.87

63.75

70.83

11.37

15.00

7.50

.20

.31

.12

Grade 4 5

Total Grade 76.66 87.08 10.33 .13

Above Average 77.85 89.28 11.28 .14

Below Average 75.00 84.00 9.00 .12

Grade 6 7

Total Grade 80.00 86.25 6.25 .08

Above Average 81.25 87.50 6.25 .08

Below Average 78.75 85.00 6.25 .08

All Grade§

Total Group 71.17 80.50 9.30 .13

Above Average 71.00 82.00 10.93 .15

Below Average 71.33 79.00 7.66 .11

*all scores are means
**gain from 1981 to 1982 as a proportion of the 1981 score



Table L-2.

Vocabulary Precision

and Sophistication of Word Usage
_ _ *

1981 1982 Change
*

Gain

Grade

Total Grade

Above Average

Below Average

2

9.5

11.25

8.33

3

25.00

25.00

25.00

15.50

13.75

16.66

1.63

1.22

2.00

Grade 4 5

Total Grade 25.00 33.75 8.75 .35

Above Average 27.85 39.28 11.43 .41

Below_Avelage 21.00 26.00 5.00 .24

Grade 6 7

Total Grade , 30.63 36.2' 3.62 .13

Above Average 36.25 45.00 8.75 .24

Below Average 25.00 27.50 2.50. .10

All Grades

Total Group 21.33 31.16 9.83 .46

Above Average 25.66 36.33 10.66 .41

Below Average 17.00 26.00 9.00 .53

*

*all scores are means
**gain from 1981 to X982 as a proportion of the 1981 score



Table L-3

Grammar Composite

1981 1982 Change Gain**

Grade

Total Group

Above Average

Below Average

2

57.25

66.25

51.25

3

85.00

76.25

90.83

27.75

10.00

39.58

.48

.15

.77

Grade 4 5

Total Group 68.20 82.29 14.08 .20

Above erage 73.57 85.21 11.64 .15

Below Average 60.70 78.20 17.50 .28

Grade 6 7

Total Group 71.50 83.42 13.42 .18

Above Average 68.25 82.37 13.12 .19

Below Average 74.75 86.16 13.83 .18

All Grades

Total Group 65.43 83.50 18.63 .28

Above Average 70.20 81.80 11.60 .16

Below Average 60.66 85.32 26.17 .43

*all scores are means
**gain from 1981 to 1982 as a proportion of the 1981 score



Table L-4

Language Awarenett Composite

1981 1982 Change
*

Gain

Grade

Total Grade

Above Average

Below Average

2

16.66

16.66

16.66

3

29.99

24.99

33.33

13.33

8.33

16.67

.80

.50

1.00

Grade 4 5

Total Grade 40.75 62.28 21.52 .53

Above Average 47.37 72.72 25.35 .53

Below Average 31.49 47.66 16.16 .51

Grade 6 7

Total Grade 40.72 58.68 18.09 .44

Above Average 46.45 61.65 15.20 .32

Below Average 34.99 54.71 21.94 .62

A11 Grades

Total Group 32.71 50.28 17.87 .54

Above Average 38.93 57.04 18.10 .46

Below Average 26.49 43.03 17.61 .66

*

*all scores are means
**gain from 1981 to 1982 as a proportion of the 1981 score



Table L=5

Total Language Composite*

1981 982 Mange Gain**

GrF:de

Tot:31 Grade

Above Average

Below Average

2

44.45

43.83

44.87

3

61.09

55.62

64.74

11.88

9.1'

13.15

.26.,

.20

.29

Grade 4 5

Total Grade 61.78 75.31 8.41 .13

Above Average 65.47 79.69 7.94 .12

Below Average 56.60 69.19 9.91 .17

Grade 6 7

Total Grade 64.65 75.11 6.68 .10

Above Average 65.89 76.24 9.35 .14

Below Average 63.42 74.112 1.35 .02

All Grades

Total 5r.77 70.4_ 9.37 .16

Above Average 59.81 72 15 12.54 .20

Belo, Average 53.73 6.34 15.48 .28

*all scores are means
**gain from 1981 to 1982 as a proportion of the 1981 score

3 o
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Factor AnalySi-s Re.ading, Writing and Language

The factor analysis of readr,g, writing and language consisted of

the following measures.

For reading; all of the six tests--word recognition, oral reading.

phonics, word meaning, silent reading and Spelling.

For writing, various measures of holiStic ratings, rankings, ratings

of content and form and counts of production, e.g. word usage, misspellings.

For language; Various measures of word meaning, grammar, and language

awareness.

This factcr analySi WaS run r,r) y for the total population--for

the pretests and the posttests.

Fo. the 7.retes;:, (See Table 1), one factor has loadings from 5 out of

the 6 reading tests--all 5 of which require reading. Only word meaning

does not have a high loading on this factor. Two of the writing measures

also lOad Subttantialy on this factor--ratings of content and form

ThiS factor, we have labeled reading and writing.

Another factor bas loadings from word meaning. writing p

number of words outside the Spathe 1000, and from two of the lanvage

measures -total language awareness and a subteat of it. This factor was

labe'r-' language and writing.

A third facto,- ;hich has high loadings from grammar, total language

and word meaning was labeled a language faCtor.

The fourth factor; weaker than the others, seems ro be a writing and

and One from language

language factor--with loadings from three of the writing measures -- number

of words outside of Spachei rating of content and form. and precision and

sophistication of word meanings.



7-82

Table I

f-co-t-t-be-Pretests, Total Sample

Factor 2 IaEr Factor 3 Factor 4

Word Recognition Word eLi.ing .57 Word Meaning .51 Number Spache .45

Oral Reading .85 writing: Number .63 Grammar .74 Writing: .44

of words Content

Silent Reading ;77 ;umber Spache .55 Total Language .73 Writing: Form' .49

Phonics -.83 Language .81 Precision .48

Awareness and SOphia-
ticated wards

Writing: Content ;61 Sul-test of Lail- .83

guage awareness

Writing: Form ;53

(Reading and Writing) Language and Writing Language an.-2 Word

Mean
writing and
Language

est_s

The loadings for the postests (Table Ii) are, on the whole, similar

to those for zhe pretests. the factor numbers are changed, we find a

reading/word meaning/writing factor (:factor 2) which resembles factor 1

the pretests. This factOr nay also be viewed as a word precision factor-- -

precision that c'its across accuracy of recognition of isolated words, accuracy

of oral reading, spelling, vocabL:ary meanings; form rating in writing; and

word precision a7-4 sophistication on the language test. Compared to factor 1

on the pretest analysis, factor 2 hag a heavier loading of language measures.

-tor 1 of the posttest seems to be another reading factor--but with

stronger focus on meaning--on two measures of vocabulary meaning and silent

reading comprehension. The loadings of phonics and spelling suggest also

the presence of a precision factor.

The three remaining factorS are a writing factor (factor loadings from
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4 writin. measures); and : a.)gi.lage_fectOrt with loadings from the language

measures alone.

it of special interest in these analyes is.the relation between

_

reading, writing and language.

Reading seems to be rlated mjre to/writheting than to the language mt-asurs.

This is more evident for the pretests; When reading is related to language

measures, it is to word meaning, rather than to the Thnguage awareness and

grammar measure:;. Thc syntactic and metaiiniistic measures do not seem to

be cn the same factors as the various reading measures.

There is a greater tendency for the language measures to load or the

same factors as the writing measures. IndeeJ, Fa(.to- 2, (Table 1) pretest

total; seems to be such a language-writing factor.

Does this mean that language is more important for writing ti

reading? Perhaps; r writing is productive and expressive, as compared

to reading which is more receptive Assuc'a writing requires a mere active

knowledge of language structure, syntax; and vocan.'_Aty.

Table II contains the factor loadings, with coefficients at .5 and

above, for the posttest, total ;amp e. Tentative lactor names are listed

at the bottom of the columns.

373
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Table I

i'act(w; lor the Pot(, Total Sample_

IL , 1or 3
Factor 4

Factor 5

Word Meaning ,78 Word liecugni .68 er of .
.57 Lan,

tic.)
in Sample hat

.-----------------------

.95 Grpmmar .90

Silent Reading .81 Oral Reading .81 Holistic Score .58 Total Language .65 Total Language

(dMprehension

Spelling .52 Spelling .1 Writing Organi- .84 Subscore .78

:zation
grammar

Phonics .68
Vocabclary Score .54 Writing: (,:ontat ;85

Vucabuldry .82 Writing: Form .81

bcore

Word Precision .h2

and Soohistica-

Cid

(Meaning Vocub7

olary and read lug

comprel)ensio))

(Word hi:vision)
;Writin:,)

(Language)
(Language)

31°
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The language measures that load substantially on reading are the three

measures of word meaning. But these: are found on the posttests only.

This finding is similar to that frcm the intercorrelations - -with word meaning

relating to reading only in the 7th grade, and with silent reading compre-

hension;

From the factor analyses and from the intercorrelations it would seem

that the positive relation of language to reading begins ratht.' late for

our population (grade 7), and that the relation is primarily between word

meanings and silent reading comprehension. The syntactic and metalinguistic

aspects of language used in this study did not seem to be significantly re-

lated to the various reading measures. That syntax does not see- to relate

to reading many stem from the low ceiling on the grammar and language aware-

ness tests. Both seemed to ceiling at abotit grade 3.

_ Of the languag..> means, word meaning seems to be the moSt potent Component

for reading. But this seems to b'gin at grade 7, at a level where the words

reading- matter go beyond the listening (receptive) v:17abulary;

The relation between the reading and writing measures seems stronger

than thAt between reading and language, although it is not very strong either.

-/n the pretests, the writing measures of content and form have positive

loadings on Factor 1, a stronF:; reading and writing factor. On the posttest

analysis writing appears with reading and word meanings on factor 2 (Table II)

with a strong loading of rating of form;

The relation of writing to language seems stronger on the pretests--

two factors were labelled language /writing and writing/language (Table I).

On posttests the relations were not as strong. Only'on Factor 2 Word

Precision (Table II) did a wr7 measure, form, load strongly, together

with the language measures oi precision, and vocabulary score, and t re

measures of reading.



.Implications: R ea cling1Jr

Developmental TrendO-:--4keadinK

Decelerating gains in reading were found as hypothesized for

students (see chapter 1).

these
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lo-income

The Same trends were found for the cross sectional and the 1 itudinal

data. Generany, the students made the greatest gains between grad 2 to

4, (-.--;c)iring in deve opment from grade 4 to 6. Similarly, the gains froth

. _

grade 3 to 5 were greater than from grades 5 to 7. The cne-year gains also

a similar developmental trend.

Thus the data for these low SES appeared to confirm the

findings from large surveys that there is a tendency to Show a deceleration

of growth on reading achievement tests at obc,u7.1 the 4th grade (Coleman, :1966);

The findings from the r,resent study also tend to cu.-..firm hypothes.s pro"posed

in ,Thapter that low SES 'ild tend to start to decelerate at

a level in rcnading when it .
to be used for 1-larning; and tilas would

require more extensive and advanced meaning vocabularies and background

knowledge.

Status of Reading Achievement

At grade 2 (in May of the year) the children in this study achieved

well on these testsoverall on expected norms.

.J.e 4th grad-era tender to be on or above grade level on 3 ou: of 5 of

these tests, and below on two.

The 6th graders, as a group, were s- Ttantially below grade leVei on

all of the reading tests.

Thus the rates of progress and the levels of achievement in relation

to national nnrmc indicate that the children in the present study tend to make

good progress in the early grades till about grades 4 or 5, and then begin

to fall below national norms; and below their own previous earlier rate of

progress. By grades 6 and 7, there LW a visible loat of growth in
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achir, gradc, level scores .are also substantially below nat4onal

norms.

Are ":here pifie. comporants

The read.ol used in the study permitted compariSon of the develop=

ment of the d.,fferent reading and reading related component from grade 2

_-to grade 7.

Theoretically, the six reading components tested could be divided

into thoSe that put a stronger emphasis on word recognition, identification,

and analysis (the word recognition, phonics; oral reading; and spelling

tests) and those that put stronger emphasis on comprehension and word

meaning (silent reading comprehension and word meaning); There ale

also other divisions for the six tests; such as those that put stronger

emphasis on the use of context (oral reading, silent reading) and those

that require stronger reliance on precision and decontextualization (word

recognition; spelling, and word meaning.

Analyses of the development on the six reading tests by ,r ;Jdicated

the following:

There are differences in achievement by the different reading cOmpOnents

Scores on the word meaning test, the only Scores that did not rely on the

reading of print, were the first to decelerate. They were the first of the

six scores to be 'below grade," at grade 4, and were even more below

expected grade level in grade 6.

The reading component that held up the longest was oral r,.ading;

with scores 3 months above expected grade levels grade 7.

373
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Correlation and Factor AnaJvsis

To gain further insight into the interrelation of the reading

components, we undertook various correlational studies and factor analyses.

Overall the findings were similar to those found from the developmental

trends;

The correlations tended to show strong relationships on the reading

components that have a word recognition input, e.g. word recognition,

phonics, spelling; oral reading. The word meaning scores, With a hea-y

input, correlate positively with silent reading comprehension, a teat

which also has a strong meaning input. Word meaning scores did not

correlate significantly with any of the reading tests that have a Strong
recognition

word/input_but at later levels; at 6 br 7th gradejit correlated positively with
silent reading comprehension.

Thus the co:relations indicated a differnce in association

of reading and by the lev,1 or stage of development. It appears from

the corr,-'atiorr,. that the word recognition measures are important throughout

grades 2 to 7 whfl.i.: the word meaning takes on importance in relating to the

other rEi-ding ^:e8=F i-y:rLicularlv to reading comprehension in the 6th and 7th grades.

The factor ar.).d.y:;e; were run for the total sample and for the separate

grades.

The results of the factor analyses tended to vary by the sample

for the total population or for the separate grades) and by the grade level

of the sample.

When the entire sample was only one lector was found - -a -eneral

reacting factor. The facto.: analyses by the sepa:,ite grades did reveal more

than factor--fc.7 grades 4 an.: above. For c.itiy one Yea.di-g

`'actor was found. in° general trends in the fac7-.. fncr2aaing

grt.ies 87 the growing importance of

comprehension as well os phonics ineef:ed cope w7..th

vij
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words); Another strong factor at the higher gradesis composed of the various

word recognition components (decontextualiZed and in context). e.g. word

recognition, oral reading and spelli,: These compoC,.;7;L::i tendd to form

most of the reading factor for Cr, ? population and for grade 2.

Differences -.4.cove and Below A: Readers

F07 h grade (2; 4 and 6); about half of the pupilS were Selected

as beir. e average in reading achievement on various Street-ling tests

and abu f below. (The above average were at stanines 5 and 6, and

those below were at stanines 3 or 4 on standardized achievement tests. TheSe

were confirmed by individual tests of oral reading and word analysis, and by

judgment of the classroom teacher).

Comparisons of developmental trends by below or above average readers

are of Special interest. Overall, we found that the deceleration trend was

especially strong.for the below average readers. The above average readers

seem to hold their achievement on most of the components even at 6r and 7th

grades.

it would appear that the general deceleratiOn by grade could be

explained largely by the deceleration of the below average pupils. This

raised the question Whethcl the relative deceleration at the higher elementary

grades is a phenomonen of social class or a phenomenon of lower ahcieVement.

Since lower SES students tend to be lower achievers, the obServed tendency

to decelerate after. grade 4-5 may be a factor of their lower achievement

rather than their social status; Indeed; the phenomenon of deceleration

tends to characterize as well students with reading and learning disability;
irrespective of social class;
Their relative slow development in reading puts them even more behind in

reading achiev ?Alt when compared to test norms (Smith, 1;70 ).

3S



7-,90

The above average readers in our sample, on the other hand, tended

to achii-Ve on grade levy' or above, .:Tecelerate even by grEHe

6 or 7.

Relationship -f Readin,c, 5,o2..s to Writing and Lang-uage-Aleatures

We present, here ; ;st the broad findings of the relationthips

among reading; writing and langauge measures from the various analyses,

particularly the developmental trends and factor analyses (The more

detailed analyses are presLALed in Chapter 7)

The questions asked here were whether these various aspects of

literacy and language are 1'elated. And, if so, how are they related and

what could knowledge of thiS relationship mean for improving how we

teach and stimulate these children.

The development trendS of the cross sectional and the longitudinal

scores are general].) Similar for most of the reading components, the

measures oi writing (Whether holistic scores or trait scores) and langage

.

(whether vocabulary; grammar or language awareness (Matalinguitti'c abilities)

Generally, they show an increase from 2rades 2/3 to 4/5; then a decline

in the rate of increase rrom grades 4/5 to 6/7. '.tae gain from pretest

to post test scores (from grades 2/3 to 4/5 and 6/7) show the same kind

of Jeceleration.

The above average and below average differenceS are also vnerally

similar for r, t:ing, writing and language. At every grade the

above average stulenl-r score higher on reading, writing, and language then

_

the below average. "'hut in developmental trendt, the language and literacy

factors seem tr be highly related.
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The question of how they influence each other could not be answered

by the trends study. For this we undertook a factor analysis of the

reading scores, and selected scores from the writing and language measures.

above for the tests and the details on the factors).

The factor analyses revealed the following:

Reading and writing appear to have a strong relationship--stronger

than reading and language. The reading/writing relationship seems to be of

a general nature with .)ott of the reading measures, and two of the broad

content and
measures of writing (_7,e ratingshf form) loading significantly on the

strongest factor.

The relation 1
of reading to language seems to be more subtle.

None of the langua ;measures loads on the strongest factors With reading.

Howe:6r, language does load on less potent factort. Where this occurs;

It is vocabulary -the vocabulary score, the precision and sophistication

of ecabulary, and the word meaning (one of the components of the reading

test) that .1.1aS a E.fgnifictit input. It is of interest that the other

language measures -- measures of grammar and measures of language awareness -=

did not load with the reading measures (Word recognition, phonics, oral

reading, silent reading, spelling).

Thus; it ..4ouId appear that for these children; on those particular

tests, language relates to reading primarily with regard to word meanings.

That this relation is real for thit study is found from the fact that the

three measures of vocabulary.--=2 from the language tests and 1 froth the

(See

reading - -all load with the other reading measures--and particUlally with

earlier

silent reading comprehension The analyses presented / . --==intercorrelations

factor analysis of reading tests, and developmental trendt===further suggest

that the influence of word meanings on reading is Strong but it tends to

come later--around grades 6 and 7.

and



Why word meaning should have a relatively late influence can be

explained by research and theory in readability and

comprehension. For reading beyond the beginning almost every fa,:tor

analysis of reading comprehension has found that word meaning

is the most important factor in reading comprehension. Readability

research also finds vocabulary difficulty the strongest factor in

the -.7rehenio:1 difficulty of text. Books at grade 6 begin to use word

and beyond the spoken and receptive language of the average students

who use them. Before then, most words are known. Thus, the predic,:ieness

of the vocabulary measures at about grades 6 and 7 and not earlier.

The relationthip between Writing and language was strong on the

factor analyses. The language measures thL 'oaded on the same factors

as Writii 4,7,re of a21 3 kinds -with greate- emphasis on grammar and

a-a:.eness
language than on the vocabulary measures.

The _De!elopment-allgFaoc_and Lit2racv

The picture cne seems to get for the development of the language and

literacy measures is as

language growth seems tc = _'Ding before it affects reading. From.

grde 2 on, it would appea- fret- our asst-zsments of the writing templet

7-92

that the difficulties of our sample population e related to their difficulties

with grammar and language awareness. Their relakL,::el low Scores in Word

meaning (on the reading tests) and on the two word meaning tests in the

language batty.- -y seem to affect reading Comtrreh0Sion more than they do

the other reading scores, and they influence reading comprehension relatively

late.

333
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Thus, it would appear that language development is an integral

part of the full development of literacy; Yet; it might be well to consider

when it is best to concentrate on what aspects of language. According to

our findings; it would seem that early grammar and language awareness is

important for writing; more perhaps than for reading. But how to develop

the awareness in grammar and language probably needs the input that comes

best from hearing more mature grammatical forms which come fr.-cm being read

to from children's books (see Chomsky, 1972). These bOokS will alSo

tend to contribute to the vocabulary development needed later.

Concern with word meanings is important, bdt when and ho.- is it esc .=One?

The present research as well as a rich literature of theor:-

and practice indicateS that the middle and higher grades-when the new

vocabulary becomes more abstract, literary, and technical, needs

vocabulary work. There is considerable evidence in our data that it is

comprehension
importantforreading -to be able to define words in isolation with precision

and exactness. Thds, the usual reliance on learning new words from context

may haVe to be supplemented with more direct instruction.

Although language is important; it should not be overlooked that the

strongest components in reading; for the below average, average, and abov6

average groups in our population was strong abilities and precision in

identifying words at increasing levels of difficulty--in context and in

isolated and decontextualized form. To take attention away from theSe

aspects of the reading programs currently practiced in these schoolt--is not

indica-Le-6 by our results; ThuS the suggested addition

of instruction in language and writing is not to be thOught of as a substitution

for the present program. It is'an addition to a program that seems to be

working well for most of the children
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In sum, the low SES children in thi's study seem to be doing well

in the early grades- - grades 2 and 3--achieving on grade level norms.

It is only in grades 6 and 7 (and the below average in grades 4 and 5) where

the reading drops below the norms.

Thus; any attempts to improve their reading by adding features such as

language; word meanings and writing should take special care not to drop

instruction in those aspects which they have beentaught and which are

essential for development, in the early grades and through grades 6 and 7;

Although the writing measures cannot be related to national norms, it

would seem that the results show severe difficulties - -many of which do

not seem to improve with age and grade Generally; the weakness seems

to be more with form; i.e. gralwaar, sentence structure, and mechanics,

rather than with content, e.g. nature of ideas.

It would appear, then, that earlier instruction and practice in

writing is needed.

it is
The below average groups need special attention for /this group, not

most
the above average children; that decelerated in reading, writing and

language scores. Sinte we did not assess the individual characteristics

of these pupils (only their reading achievement on tests and teatler

juogment; and obSerVatibnsOf the environment from the home and school)

we do not know to what extent they may have Other difficulties that may

have affected their low achievement and slower development of language

and literacy skills. The omission from the study of stanines 1 and 2 in

Order to eliminate children with learning disabilities may n:t have been

more complete
sufficient. Indeed, 8 /study o_ the factors in the achievement of low income

children would need to study those who might have some characteristics

considered to be causes of learning disabilities.

3S5



Indeed, it may be the particular combination of such individual characteristics

and the eLviromental conditions in the home and school that may be influencing

the low achievement.

7_
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Chapter 8= School. Influences on Children'S Literacy Development

Since we're interested in the relationship between schooling and an indi-

vidual's literacy achievement, we looked at gains individual focal children

made in four areas: word recognition, reading comprehension, word meaning,

and writing. Chapters 6 and 7 describe achievement measures in detail, but

for our purposes here we have developed gain scores in the four major areas:

reading comprehension and word recognition; assessed by the Roswell-Chall Silent

reading and word recognition subtests; word meaning, assessed by the WISCR

vocabulary SubteSt, and writing, assessed by expository and narrative Writing

samples. We hypothesize that growth in these four literacy areas Should be

related to aspects Of school experience discussed in Chapters 4 and 5. Since

tests in these areas were administered in the spring of 1981 And again at the

end of the second year; in 1982, gain scores should be sensitive to differences

in the children's school experiences in the second year of the study when they

Were third, fifth; and seventh graders. The sections that follow relate gain

Scores in each of the four areas to the literacy materials used in children's

classrooms; to the typea of reading; vocabulary and writing instruction they

receiver-1 and to relationships between the children's homes and the schoolg.

Factors Related to Reading Cdtptehenslon

For reading comprehension we used two gain measures: 1) Whether the child

gained the expected year on the Roswell - Chall silent reading SubteSebetween

May 1981 and May 1982 and 2) a more differentiated measure indicating a) 0 to

.9 year gain; b) 1.0 to 1.9 years, c) 2;0 to 4.1 years or d) a ceiling score

on this subtesti namely an 8th grade criterion score on the second year's test.

*The Roswell -Chall silent reading subtests described in full in Chapter 6 were

restored for purposes of developing gain scores._ were given credit

in whole grade scores for the highest level of the test on which they reached

criterion; i.e.; 3 Out of 4 correct. Partial credit was given for every correct

response on the next highest level of the subtest.
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Materials

There was a wide variation in the number and type of materials used for

reading in the classrooms in our study. For eNampl , some teachers used only

a basal reader and its accompanying workbook while others used language experi-

ence stories, teacher-made worksheets, trade books, etc. Our data on materials

comes from two sources: teacher reports on end -of -the -year questionnaires and

observers' ethnographic notes on classroom visits. The materials that teachers

reported using in reading lessons were a factor which had strong associations

with gains in reading comprehension. Children whose teacher reported using

five or more different types of materials in reading lessons were somewhat more

likely (7)c
2 = 2.8, p <.10) to gain a year or more in reading comprehension than

children whose teacher reported using four or fewer types of materials. The

children who made considerable gains -- two years or more -- in reading compre-

hension were also more likely to be in classes where the teacher reported using

a greater variety of types of materials; Twenty-nine percent of the children

whose teacher said She used four or more types of materials gained two years

or more, whereaS only 8% of children whose teachers used three or fewer types

gained this much.

Use of comprehension workbooks in reading lessons -- a common practice

in classrooms in our study -- made no difference inchildren's reading compre-

hension gains, however. Although use of basal readers did not make a differ-

ence in comprehension gains, the level of difficulty of the basal text in re-

litiOn to the child's reading level on standardized tests did; All children

using a text similar to their measured reading level or a more difficult one

gained at least a year in comprehension; only half of those who used a text

at least a full grade level easier did so.
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Use of trade books -- materials other than controlled=vocabulary texts

and workbooks was also related to gains in reading comprehension. Eighty=five

percent of the children whose teacher said she used trade books in reading lessons

gained at least a year compared to 60% of those whoSe teacher said she did not.

Children making considerable gains in reading comprehension -- gains of two

years or more == Were alto more likely to be those who had trade books as part

Of their reading program (Kendall's Tau B = .27731, p = .05); Use of trade

books outside Of reading lessons was also associated with better than expected

gains in reading comprehottion; One measure we have of this is whether or not

teachers assigned book reports. -Eighty percent of the children who wrote book

reports, according to their teacher; improved two yeirs or more or received

the highest possible score on the test; only 46% of the children who didn't

Write book reports gained this much;

Another measure of children's exposure to books outside of reading lessons

is the amount of school-sponsored use of libraries. There was considerable

variation between classrooms in the number of trips they made to the library --

from 0 to 36 in the course of the second year of the study. Number of visits

to the library was significantly related to gains in reading comprehension (Kendall':

Tau B .32998, p( .05). Eighty=eight percent of the childran who visited

twice a month or more gained at leatt a year, as compared to only 54% of those

who went once a month of less. As we discussed in Chapter 4; budget cuts in

the Norwich schocila reduced the number of classes served by library specialists.

The second year of our study, a higher proportion of children who were still

served by a library specialist gained at least a year in comprehension (87.5%

Compared to 65%).
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It sumtarY, children in our study who had exposure to a variety of material
especially trade books

rather than just basal
Series and

workbooks, were more
likely to both keep pace with national norms -= gaining at least the expected
year between May of 1981 and 1982 and to make
or more in reading

comprehension.

Instruction

rona:l.derable gains, two years

Reading group assignment and the amount of time scheduled for each reading
group -- classroom

practices in which there was a lot of variation
-- also were

related to gains
in reading

comprehension: 'Half of the children
assigned to top

reading groups gainet two years or more on the
RoSwell-Chall readihg compre=

henSion subtest or achieved a maximum
score; only 29% of

those assigned to middle
grotips and 25% of thoSe assigned to bottom

grbups made this much gain. However,
childten who Were moc.ed to a higher reading groups in the course of the year
made no

greater gains in reading
comprehension that thote who stayed in the

same group.

While the amount of time spent in reading grOUp (accotding to teacher inter-
view

responses) had no
relationship to whether children gaited the expected

year it
comprehetaion or not,

children who had more
scheduled time in reading

group were more likely to make
considerable gains; Eighty percent of the child-:

ren who spent 160 minutes or more a week in reading group gained two years or
more or achieved a maximum

score on the
reading

comprehension test. Only 437!
Of the

children who teachets said spent 150 minutes or less a week in reading
group and only 28% Of those whose reading group was scheduled

for variable amounts
of time made these

superior gains.

`4
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One would expect that children whose teacher emphasized comprehension would

be more likely to make comprehension gains than thote whose teacher did not.

We have three indicators of comprehension emphasis: 1) whether on the question-

Zaire teachers checked comprehension in a list of skills emphasized for their

class, 2) whether on the questionnaire again they mentioned comprehension as

a focus for an individual child's instruction, and 3) whether observers saw

teachers explain or demonstrate a comprehension strategy during reading group.

There was no relationship between teachers' checking comprehension as an emphasis

for the whole class and foCal Ch5ldren's gains in comprehension. HoWj'er, child-

ren whose teacher mentioned comprehension as an instructional focus for t he child's ,7"

own reading group Were morelikely to gain on the Roswell-Chall subtest than

children Whote teacher cited no focus or some other focus for their reading

group. All Of the focal children who were in reading groups where observers

saw a comprehension strategy being explained gained a year or more but only

68% of focal children in groups where thit was not observed gained the expected

year.

Another skills emphasis for reading instruction on the teachers' checklist

was "critical thinking or reasoning." Children whose teacher checked this em=

phatit were more likely to gain a year or more in comprehension than thote whose

teacher did not (81% versus 53%). Children who, according to teacher report,

wrote in class more frequently -- twice a week or more -- were AltO somewhat more

likely to gain, suggesting that other language arts activities in the classroom

can contribute to reading comprehension.

Two observers rated each classroom on quality of instruction and quality

of literacy environment, based on ethnographic field notes including clattroom
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as opposed to just texts and workbooks; an emphasis on critical thinking and

reasoning; more frequent in-class wirting, assignment of book reports can be

thought of as constituting a "broad definition of literacy" factor. A second

group of features: high observer ratings for "instruction," more time spent

on reading group; actual explanation of comprehension strategies in reading clat,

and perhaps family contacts as well, can be thought of as a "thoroughhess of

instruction" factor. These factors were not necessarily present in the same class-

rooms but each was associated with better-than expected retults for our group

of low-income children.

Word Recognition

To measure gains in word recognition we used. 1) whether the child gained

the expected year on the Roswell-Chall word recognition subtest between May

1981 and May 1982 and 2) whether the child gained a) less than a year, b) 1.0 -

1.5 years, c) 1.6 = 2.0 years, or d) 2.0 - 4.1 years.

Materials

Neither the number of types of materials used in reading instruction nor

the use of trade books was related to gains in word recognition, as it was to

reading comprehension. Writing book reports -- a practice that accompanied superior

gains in comprehension -- and the use of phonics workbcoks -- a practice assumed

to benefit word recognition -- also did not differentiate children who gained

in word recognition from those who did not.

What did make a difference for gains in word recognition was using a reading

text with a controlled vocabulary at a level siMilar to or higher than the child's

tested reading level; Only half the children who used a reading text at lezist

a full grade level easier than their tested reading level gained a year or more in

word recognition, whereas all the children using a basal text of a similar or

393
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harder Ievelkgained thit Muth. horeover, all of these children using a controlled

vocabulary text similar to or harder than their tested reading level made superior

gains -- more than 1.5 years in word recognition. Children who did not use read-

ers with a controlled vocabulary were less likely to gain in word recognition

than those WhO did. Ninety percent of the children who used basal readers gained

a year Or more; only 60% of those who didn't use basals gained at least a year

on the word recognition subtett We hypothesize that batel readers were

effective in promoting word recognition gains becaute these reading texts

systematically introduce new words and provide repeated exposure to them. In

the absence of much direct teacher help on word attack -and this occurred in only

13% of the classrobt reading lessons we observed - basalt; provided they are

difficult enough relative to children's reading levels, may. fill the gap.

While use Of tradebooks in reading lessons was not associated with superior

gains in word recognition; exposure to trade books outside of reading class was.

Children whose classes made any visits to the library at:I were more likely to

gain in word recognition than those making no Visits; We hypothesize that

teachers who never took their classes to the libary may have valued literacy less

or may simply have been less well organized: Teachers who managed to get their

classes to the library in spite of budget cutbacks for aides and library

specialists may well have been more systematic about teaching word recognition as

yell; Since there was no relationship between the number of library visits and

gains for word recognition (as there was for comprehentiOn) we feel that library

visits may be an only indireCt factor for word recognition development. Exposure

to tradebooks == through use of varied materials in reading lessons and through

frequent use of the library -- though important for improving child.ren's compre-

hension, had little relationship to their gains in word recognition.

r
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maps, literacy materials checklists and narratives of reading and content Area

lessont. At the table below demonstrates; there was a tendency for children in

classroom§ with higher ratings in instruction and in literacy environment to make

greater gains in reading comprehension.

InttrUOtioh

Percentage-of focal
children gaining-at
least -one veat

positive: teacher regularly gives explanations,
develops concepts; children have routines,
classroom is orderly without being_tente.
May include open classroom or, traditional
format. Most children seem challenged or
involved.

neutral: teacher sometimes gives explanations,
develops concepts; children lack stimu-
lating activities; some routines in clats-

room.

87.52

70%

negative: teacher rarely gives explanations or develops 602

concepts;_chaotiC and/or rigid; heavy emphasis

on discipline (not_always effective); many

children seem bOred or alienated.

(Kendall's Tau B = .22553, P< .10)

Literacy Environment

enriched: varied reading materials; frequent library 100%

visits; stimulating activities; frequent
creative and expository writing assignments;
teacher asks manyinferentialquestions of

studentt; physical environment includes re-
sources beyond texts; displays of student

Work.

average: standard instruction, following a basal text.

Sote variety in reading materials; some
library visits; some writing assignments.

impoverished: lack of variety in reading materialt;
frequent library visits; teacher does not
Organize reading activities appropriate to
children's reading level; physical environs
ment bleak and largely limited to texts; lacks

displays of student work.

(Kendall 's Tau B= .24702, pe..I0) 393

71.42

60%
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In summary, spending mbre time in reading group, having comprehension or

7,xitio71 thinking as a fOcii§ for instruction, having a teacher who demonstrated

comprehension strategies, and writing more frequently in class all contributed

to gains in focal children's reading comprehension.

Teachc:r EXpectationsy Contacts

As we diScuSS in Chapter 5; there was considerable variation in the decree

to which teachers were involved with the children's families, in teacher es-

timaie§ of the families' contributions and expectations for the children's further

§thboling. Several types of teacher judgments of the familieS and contacts with

them were related to children's gains in reading comprehension.

Children whose families in teacher estimates had cbritribUted positivel\'

their school success; were more likely to gain at least a year in reading

comprehension: Eighty percent of these children gained at least the expected

year, compared to only 50% of those whose familie§ had made no contribution or

a negative one; in the teacher's report. on our questionnaire. If the ieChei

also mentioned the home as a factor in thildien'§ readingachievement, these

children were similarly more likely to gain at least a year; Neither of-these

teacher judgments however differentiate§ the children who gained just a year

from those making greater gains. .Teacher's expectations for focal children'S

final educational level were significantly related (Kendall' Tau B = .25270,

1)1(.05) to the amount children gained on the Roswell-Chan reading comprehension

$ubtest.

-There are two way Of interpreting these three relationships. Teachers

could be responding to real differences in childrens
A
achievement by having higher

3jt;
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expectations and better opinions of the family contribution for children whose

skills are improving more. Alternatively, teachers' judgments and expectationi,

could be affeCting children's achievement through some kind of differential treat=

went. Evidence for the existence of at least one kind of differential treatment

and its relationship to reading comprehension can be found in our data on teacher

contacts with the families; Teachers were more likely to contact below averace

readers' families about academic problems and above average readers' families

About behavior problems; Although our below average readers as a group were

less likely to gain a year in comprehension; children WhOSe families were con-

tatted about academic concerns were more likely to gain subatantially; All of

the children whose families were contacted about academic matters gained two

years or more or achieved a ceiling score on the Roswell-Chall. Only half of

the children whose families were contacted AbOut behavior problems and only 33i;

Hof those whose families were never contacted did. this well. Teachers might have

been more likely to contact familieS that they thought of more positively and

to contact them about academic concerns. Or these contacts may be a manifeata=

tion of greater teacher concern in general; teachers who make more contacts with

families and make them about academit matters may be doing a more conscientious

job in the classroom as well. On the other hand, teacher-initiated contacts

about academic problems may elicit family support and help which has an indepen-

dent effect on the thild'S reading achievement.

To summarize, gains ih reading comprehension among our group of focal child-

ren were related to a variety of school factors, among them the materials USed,

the organization of instruction and the teacher's academic contacts with.the

family. A number of classroom features: the use of tradebooks in reading class
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Instruction

ShiftS in reading group assignment and amount of time scheduled for read-

ing group ware both related to gains in word recognition. All Of the child-

.

Ten who. were moved to a higher reading group in the course of the year improved

in Word recognition; only 77.8% of the children whose ability group assignment

remained unchanged gained; The direction of influent-6 is not clear: Teachers

may have simply moved children because their word recognition skills were already

improving at a faster rate than others in their group. On the other hand, being

moved to a higher reading group gave some children exposure to materials with

more difficult vocabulary.

As with comprehension, substantial gains in word recognition were more common

among children who had longer and/or more frequent reading periods. None of the

children with fewer than 150 Minutes per week of instruction, according to teacher

responses on the interview, gained two year or more; a. third of the children with

a reported 150 minutes a week and half of the children who spent 160 minutes or

more gained thiS much (Kendall' Tau B = .32370, p a .02).

Two feature§ of reading lessons noted during our obSerVations had a positive

relationship to gains in word recognition. Children in reading groups where

we obserVed more than minimal amounts of oral reading from texts and where the

teacher gave word attack strategies while we were present were somewhat more likely

to gain the expected yearon the Roswell-Chall word recognition subtest. As we

report in Chapter 4; getting word attack strategies during reading lessons and

opportunities for oral reading were more common for the younger children in our

study than for the seventh grade group. And, as we report in Chapter 6, the older

students as a group were leSS likely to gain at least a year in word recognition.

Thus; the relationship between these factors more common among the younger students

may be simply a case of co-occurrence rather than causality.
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There was an interesting relationship between children's gains in word re-

cognition and the skills teachers said they emphasized. Surprisingly; children

.in classes where teachers reported emphasizing phonics or structural analysis

made no greater gaiiis than children in classea Where these skills weren't sup-

posedly emphasized. However, in classes with an emphasis on vocabulary (accord-

ing to teacher reports) children made significantly greater gains in word recog-

nition (N. = 13.597, 4 d.f., p( .01). Virtually all the children in our sample

are reading at levels where words that are difficult for them to recognize are

not in their speaking vocabularieS. When children encounter the kind of words

that appear on the more difficult levels of the Roswell-ChalI, knowing the phonic

principles taught in the primary grades isn't enough; they have to haVe heard

the words before.to know how to pronounce them; Thus; emphasizing Word meaning

may be more relevant to improving word recognition for children at thete levels

than emphasizing phonics Or structural analysis is. Further support for this

relationship between vocabulary development and growth it word recognition is

presented in Chapter 9; some of the same home factors that Were associated higher

WISC-R vocabulary test scores were also associated with higher Roswell-Chall word

recognition test scores. See also Chapter 6 for intercOrrelations and factor

analyses of reading tests which support this relatiOnShip.

A number Of classroom characteristics that were positively associated with

gains in reading comprehension were negativel47 related to work recognition gains.

Children were less likely to gain in word recognition if their teachers mentioned

emphasizing critical thinking in reading instruction or assigning creative writing.

Frequency of classroom writing (from teacher report) was negatively related to

children's word recognition gains (Kendall's Tau B = .29198, p .03), as were
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observers' ratings of the classrOoms as literacy environments. Although a teacher

can do a good job of both teaching word recognition and fostering comprehension

(in fact, this was the case for two of the second grade classes in the first year

of our study; see Koch and Hemphill, 1982), few of the teachers the second year

did so consistently. Ohe group Of teachers in our study used tradebooks rather

than basal readers, emphasized composition, and tended to get high ratings on

their literacy environment, bUt did little direct teaching of word recognition.

Childte: who had these teachers showed greater gains in comprehension than in

word recognition. Another group of teachers gave systematic instruction in word

recognition and vocabulary but their literacy materials were lim5tad to baSalS

and WorkboOkS. Focal children in this kind of classroom tended to improve more

in word recognition than in comprehension. Of course not all teachers fell into

one or the other of these groups; but some of the negative relationships given

above can be explained by the fact that many teachers were effective at either

fostering comprehension or word recognition but not both.

Home and School

Some of the same teacher judgments that were related to gains in comprehension

were also associated with word recognition gains. However, whether teacher§

initiated contacts and what the Contacts were about -- factors powerfully aso-

ciated with children's gains in comprehension -- bore no relation to word recog-

nit ion gains.

Children whose teachers mentioned the home as a factor in their reading

achieVement Were more likely to gain at least a year in word recognition compared

to Children Whose home was not mentioned (80% versus 57%). While teacher's ratings

of family contributions to focal children's school success were not related to

4o9
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whether these children gained in word recognition; none of the children whose

teachers rated the family negatively made gains of two years or more; There

was also a relationShip between the teachers' edUcational expectations for the

child and whether the child gained a year or more in word recognition. Only half

of the children who teachers expected to complete only some high school gained,

but 70% of the children who were expected to finish high school and lOW: of thoSe

who were expected to graduate from college gained at least a year.

GainSin word recognition among our fotal children were related to a distinct

and somewhat different group of school factors from the ones already deacribed

for comprehension. In particular the "broad definition of literacy" factor seems

Is important for word recognition since neither number or types of materials

used in reading group; assignment of bOok reports, amount of creative writing

or emphasiS on critical thinking or reasoning was associated with word recogni-

tion gains. The "thoroughness of instruction" factor seems to operate for word

recognition as well as for comprehension: More time in reading class and actual

teacher explanations of word attack strategies were significantly related to word

recognition gains for our focal group; The most interesting finding relevant

word recognition is that traditional strategies for fostering growth in thiS

area -- measured by teacher responses to our questions about phonics and structural

analysis emphases and about use of phonics workbooks were not associated with

gains; The strongest relationship for any single factor and word recognition

growth was teacher's report of a vocabulary emphasis in reading instruction.

Exposure to new wordS; rather than phonics

in word recognition for focal children.

instruction; was associated with gains
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'ac tors_ to Word Meaning-

Although the WISC -R vocabulary test is generally thought of as an ability

test; it functioned for the children in our sample as an erlhievement test: Scoret

for individualt shifted by as many as fifty points (when scores are converted

to estimated IQ scores) between May of 1981 and may of 1982. Some children't

scores rose, relative to their chronological age, while others' fell in thit

same one year period.

Materials

The classraOm factor most strongly related to gains on the vocabulary subtest

of the WISC-R was the materials used for reading instruction. TeacherS' mention

of tradebookt At part of the reading program, the difficulty level, of the basal

reader (if one was used)`, and the use of materials other than basal texts and

workbOokt in reading lessons Ob§erVd -- all were associated with gains in voca-

bulAry scores. Use of tradebookt (according to teacher report) was related to

extreme gain scores; only childreri whose teacher said she used tradebooks in reading

lessons gaink40 points or more; only those whote teacher didn't lost 20 or

more points (A;= 6.088, 2 d.f., p .05) The children who used a basal-reader

that was at least a grade level easier than their tested 'reading ability lott

an average of 10 points in vocabulary. Only one child had a text at leatt a

grade level harder and that child gained 50 points. (Those using, basalt similar

to their reading level gained an average of 1.43 points) Observers noted whether

materials other than bagels or workbooks were used duirng each focal child's read-

ing period. Children whose teacher actually used these other materials while

observers were present tradebooks, language experience chart, teacher-written
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stories and worksheet§ == Were much more likely to show gains on the WISC-R

vocabulary subtest (Kendall' Tau B = .36765, p = .01).

Instruction

Explicit vocabulary teaching during reading lessons; at leaSt ones we o =

served, was not related to gains on the WISC-R vocabulary subtest. Children in

classes where obserVerS noted explicit vocabulary instruction taking place were

no more likely to gain than children in classes where observers sas no vocabulary

teaching. Incidental development of word meanings in reading lessons, for example,

one teacher'S ditcuSSion of "leftovers," was similarly unrelated to vocabulary

gains.

Oh the other hand, observers' ratings of the quality of instruction and the

classroom environment for literacy were associated with children's gains on the

-WISC=R word meaning subtest. Classrooms with a positive instruction rating were

ones in which children seemed challenged and involved and teachers regularly gave

explanations and developed concepts. Focal children in these classrooms were

more likely to gain on the WISC-R subtest Ceti 5;647; 2 d;f., p = .06) than thoSe

in classes with neutral or negative ratings for instruction. Observer ratings

Of the literacy environment were even more strongly related to vocabulary gains:

All of the focal children in classrooms with positive literacy environment

ratings gained compared to only half of those in rooms with a negative rating

(7eig. 8;180; 2 d.f.; pt;.02). Varied reading materials, frequent library visits;

teacher questions requiring StUdehtS to draw inferences; frequent writing assign-

ments were all included in obServers' positive rating of the claSSroom literacy

environment.

Teacher reports of frequency of in-class writing on the questionnaire were

u3
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related to extreme scores on the vocabulary subtest. The only children who gained

40 or 50 points had writing in class at least once a week. NO child who wrote

in class at least once a week 16St more than 10 points, wheteAS 30% of children

who wrote less frequently lost more than 10 points. The type of writing that

focal children did in claSS was also related to gains on the WISC-R. Children

in classes where teachers reported assigning creative writing were more likely

to gain in vocabulary, especially 20 points or more, than children in classes

-2
where creative w:iting was not assigned (-= V 6.17, p (.05).

Another factor in children's school experiente related to gains on the ISC-R

vocabulary subtest was the number of types of field trips they took. one of

the focal children whose class took three or more types of field trips scored

lower on the WISC-R vocabulary than he or she had the year before, but 30`' of

the children WhOSe class took two types or fewer did; Sixty percent of the focal

children who went on three or more different kinds of field trips showed a gain

in vocabulary; but only 39% of the children who had fewer types Of field trips

gained. (see Chapter 9 for more findings on "outings" and vocabulary growth).

It seems surprising that vocabulary instruction in reading lessons had no

relation to children's gains in vocabulary on the WISC -R. The descriptions of

reading lessons in Chapter 4 give some indication of why this might be so. Words

choSen for discussion were often ones already in the children's speaking vocabu-

lary; for example, the diScUStiot of the word "leftovers" and dough" deScribed

in Chapter 4 for a third grade cla8s; Moreover what teachers did to develop meaningE

Was often limited to having the children copy definitions (for example in ChsIter 4's

description of Mr. BaraSth'S Sixt1 grade reading lesson:

The observers' instruction
rating, on the other hand, which judges how chal-

lenging lessons were and how thoroughly teachers developed concepts did have a
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relationship to focal children's vocabulary gains. ThiS instruction rating may

be a better indicator of the effectiveness of vocabulary instruction in the

classroom.

Schools present children with other less formal opportunities for learning

new words. Some of these other occasions for vocabulary development were even

more important for our focal children's gains on the WISC -R subtest than explicit

instruction was. Being exposed to new experiences through field trips or getting

practice using words in classroom writing were both associated with better than

expected results on the WISC-R vocabulary subtest. Observer ratings of the class-

rooms as environments for literacy had the strongest relationship to WISC gains

of any school factor. The description of Ms; Pasquale's class in chapter 4

illustrates the diverse opportunities for learning new words present in a rich

classroom environment.

liorne__and_St ho_o I

The home and school factors that were strongly related to gains in compre-

hension -- teachers' contacts with families, their judgments of familieS' contri= -

bution to focal children's school success -- had no relationShip to Whether child-

ren gained or not on the WISC-R vocabulary subtest. Surprisingly teachers' edu-

cational expectations for focal children had a negative relationship to vocabu-

lary gains; Unlike in reading, where teachers may have consciously provided

superior instruction for those who they expected to go farther, children who

were seen as less competent -- those not expected to graduate from high school --

may have gotten more exposure to new words because they were seen as needing

more help in thiS area.

4u5
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In additibh, below - average readers were more likely as a group to make gains

on the WISC=R subtest (see Chapter 7). Since these are the children for whom

teacheta' edt.catitinal expectations were lowest, the usual pattern of association

between expectations and gains was broken here.

One group of children in our study -- those of fOteign=botn parents -- were

les§ likely to lose ground on the WISC-R vocabulary subtest than children of U.S.

born patetits None of the non-native children'S scores dropped, but 36%; of the

Children whose parents were native-born had scores that showed a decline relative

to their chronological age.

Gains in word meaning, as measured by the WISC-R vocabulary subtest, were

related tc some of the same factota we call a "broad definition of literaCY."

Factors which were associated with better-than-expected gains in reading Compre=

hension -- high observer ratings for the classroom as a literacy environment,

teacher's use of materialS other than basals or workbooks in reading lessons,

assignment of creating writing -- were even more strongly associated With word

meaning gains. AS with word recognition and reading comprehension, the conven-

tional classroOM approach to fostering growth in this area == explicit vocabulary

teaching -- showed no relationship to measured gains.

Factors Related- --t-o Writing

AS discussed in chapter 7, focal children were asked to produce both expoSi=

tdry and narrative writing samples at the end of the first year of the study

in May 1981 and again in May 1982. Each year these samples from our group of

Children were holistically rated from 1 to 4 relative to each other rather than

against an absolute standard,by three independent raters and raters' scores for

1u
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each child were averaged. When each child's first year score was subtracted

from the second year's, indiVidual gains ranged from =1.5 to +1.5. To relate

classroom factors to children't writing abilities, we developed four measures

of gains for _individuals Indicating the improvement in a child's writing from

the first year to the second year of the study; Two measures of improvement

in writing Were increases in holistic rating from one year to the next on the

narrative and on the expository samples. Two additional gain measures were in-

crease in number of words written (as a proportion of an individual's original

samples) in response to the narrative and expository stimuli. These production

gain measures are included here because they correlate highly with both writing

content and holistic ratings and are associated with home factors discusSed

in Chapter 9.

We hypothesize that these gain measures in writing reflect factors in the child-

ren'-s school experience in the second year of the study and the continuing influ-

ence of out-of-school factors as well. The sections that follow relate the four

gain measures to information from the mother, child, and teacher interviews and

to observer ratings of the second year classrooms.

Attitude Toward Writing

We found relationShipS between the children's attitudes toward writing

as indicated by responses on both child and maternal interviews and changes in

their writing from One year to the next. There were associations between a child

responding during the inverview in the first year of the study that he or she

"liked to Write" or "wrote for fun" and gains on all four measures of writing.

Eighty percent of focal children who reported liking to write increased in pro-

duction on the expository sample whereas only 33% of those who said they didn't
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like to write gained in expository production (X? = 5;23, 1)4.05). There were

similar but weaker associations between liking to write and production gain

on the narrative passage (75% versus 42%) and with gain in holistic rating on

the narrative passage (76% versus 50%). Sixty percent of the children who said

they didn't write for fun wrote poorer quality narrative and expository samples

the second year, compared to only 33% of children who did write for fun.

BaSed on information from the maternal interview as well, focal children

who liked to write (this time according to their mother', report) were somewhat

more likely to gain in quality on the narrative and on the expository ratings;

None of the five children who were said by their mother not to like writing gained

more than .6 points in narrative holistic rating froM one year to the next, while

41% of thbte who were said to enjoy writing gained that much or more. There

was a similar pattern of association with liking to write and improvement in

raters' judgment of improvement in the quality of expository passages produced

across the two years.

UtIting Experientes at Home

Limited access to writing materials at home as reported by Children"s mothers

was related to lack Of growth in writing for these children across the years

of our study. Virtually every child lived in a household where there were some

writing materials, but three children lacked materials of their own. These three

children wrote alibi-ter narrative passages in the second year of the study than

they had in the first = 7.09 ;,<.01), and two of the three'children who,

according to the mother's report, lacked writing materials actually decreased

in production on the expository sample (only 20% of the children who had their

103
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,

own materials wrote fewer words the second year. None of these children who

lacked materials of their own showed gains of .6 points or more in narrative

holistic rating at the end of the second year of the study, but 32% of the childr6n

who had their own writing materials at home gained this much.

Children and their mothers were also asked how frequently they engaged

a range of writing activities at home There was to relationship between the

reported frequency of the child's writing at home and any measures of growth in

writing across the two years; Nor was there much association between the nat..::re

of children's writing experiences at home and gains on writing measures; The

only exception was a greater increase in expository production among children

who said they wrote letters at home But children who according to both cotter

and child reports, wrote "messages", "notes to friends", "shopping lists", and

"diaries or stories" showed no more growth on any of our writing measures than.

children who did not engage in these activities.at home.

Although there was considerable variation in children's writing activities

out of school, this variation was not reflected in differential patterns of gains

on measures of children's writing. Children's attitude toward writing, on the

other hand, was related to gains from one year to the next. Chapter 9 presents

similar results confirming the conclusion that attitude, and emotional factors

more generally, showed a greater relationship to writing status than any measures

of home writing exurience we collected.

Writing Experiences at School

Teachers of our focal children in the second year of the study were asked

to estimate the frequency of in-class writing and to describe the writing assignments
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they gave their classes Frequency of in-class writing was related to gains

on the narrative passage from one year to the next in quality ratings. Comparing

children who did class-sponsored writing once a week or more often to those

writing less frequently, the children with more in-class writing experience were

more likely to gain and less likely to lose in holistic ratings of the quality

of their narrative passages OIL
2
= 4.51; p4.05). However, there was no clear

relationship between frequency of in-class writing and gains on the other three

writing measures;

The types of writing teachers assigned bore e-a greater relationship to im-

provement on our writing measures than the frequency with which they assigned

did. For example, children whose teachers said they assigned "creative" writing

were more likely to write longer narrative passages in the second year of our

Study than they had the preceding year = 3.91; p4;05). Children whose teach-

ers reported assigning creative writing were somewhat more likely to increase

in production On the expository sample, as well. Experience with creative writ-

ing alSo affected quality ratings: half of the children who did creative writing

in class gained .6 or more on ratings of their narrative passages across th

two years, but only 21% of the children whose teacher did not mention assigning

creative writing did this well. Children whose teacher metnioned assigning re=

Search reports were also somewhat more likely to improve in ratings on the nar-

rative passage the second year compared to children whose teacher did-'t assign

these reports (e = 4;88; p4;10).

There was nc relationship, on the other hand, between teachers' mention

of assigning any other single type of writing -- essays, projects, journals;

stories or book reports -- and focal children's improvement on any of our writing

4J
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measures from the first to the second year of the §tudy. Howeveri children whose

teacher described assigning sentences and paragraphs -- very limited types of

Writing = showed less gain on several writing measures than focal children who

did only more challenging types of writing. For example; 58% of the children

Who didn't write paragraphs in class wrote expository passages in the second

year of the study that were at least twice as long as the ones they'd written

the first year; only 14% of the children whose teacher assigned paragraph writing

showed this much gain in word production = 5;53; 1)4.05). Children whose

teacher reported assigning paragraph writing were also less likely to write longer

narrative passages the second year of the study ( I
2 = 3.91, P.05). In ratings

of the quality of the narrative passage from one year to the next, 83% of children

who didn't get assigned writing showed improvement; but only 56% of children

who were assigned paragraph writing improves. Children whose teachers mentioned

assigning "sentences" showed similar, though statistically weaker, patterns of

less writing improvement compared to children whoSe teachers didn't give sentence

writing assignments.

In chapter 4 we contrasted composing with "quasi-writing" activities such

as filling in the blanks and circling answers in Workbooks; Teachers were asked

which of several types of homework assignments they gave; among them, workbook

and4iriting aSSignments; Focal childreh WhoSe homework included writing atsign-

menta were more likely to improve in holistic ratings of their second year's

expository passage: 70% of them did compared to only 33% of thoSe who weren't

assigned writing homework. Similarly, children who had writing homework were

more likely to receive holiatic ratings .6 points or more higher than in the

previous year on narrative passages; 45% of those who were assigned writing home-

work gained this muchi bUt none of those who had no writing homework did. Addi=

tionany, 80% of focal children whose teacher assigned writing homework wrote
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longer expository passages the second year than they had the first, while only

50% of the children who didn't get writing homeWork did. In contrast to writing

homework; workbook homework; given by 17 focal children's teachers, inVolved

the students in quasi-writing rather than compoSing. Having workbook homework

was negatively related to gains in quality ratings of narrative passages: Only

58% of the children who had workbook homework gained from one year to the next,

but 88% of children who did not have this limited kind of writing as homework

improv0.

Classroom- Ratings

Children in classrooms which were given positive instruction ratings by

observers -- those in which teachers gave explanations and developed concepts and

children were challenged and involved -- were more likely to gain at least .6

point on the averaged holistic rating of their expository sample than were children

in classrooms which observers rated as negative or neutral in instruction (x.2

4;64, 1)4.05). However, observers' instructional ratings of the classroomS were

not related to children's gains in holistic rating of their narrative writing.

There were associations; on the other hand, between ratings of clasardom instruction

and gains' in the length of both the expository = 4;35, 1)4.05) and the narra-

tive passages produced; Only ten percent of focal children whose classroom was

rated "negative" in instruction wrote narrative passages the second year of

the study that were twice thelength of the ones they'd written the previous year.

However 30% of those he classroom received a neutral rating, and 50% of those

whose room received a positive rating did.

Observers' ratings of the literacy environment of the classrooms enriched,

average, impoverished -- and of the emotional climate of the classrooms were
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not tignificantly related to children's gains in holistic ratings on either the

expotitory or the narrative sample ar to either gains in number.of words pro-

duced on either passage.

Summary

In summary, the child's own enjoyment of writing was the only factor re-

lated to gains on all four of writing measures. A complex of other factors which

can be thought of as indicators of exposure to writing -- the child having his

or her own writing materialt, doing creative writing in class, not doing simply

paragraph writing, and having writing homework -- all were associated with in

creases in length of both the narrative and expository passages children produced

from one year to the next. Having a teacher with high standards, a factor indi-

cated by the instruction ratings, was alSo associateU with production gains.

Gains in the quality of the narrative passages produced were related to these

tame factors plus three additional ones -- doing in=clats writing once a week

or more, writing research reports, and not having workbook homework.' Gains in

the quality of expository passages were related to only two factors -- having

writing homework and being in a classroom with a teacher who received a high

Obtervers' rating for instruction; Having a teacher who gave good explanations

and deVeloped concepts or being asked to do these things in writing homework

bore the clearest relationship to improvement in the quality of children's ex-

pository writing and high standards.

Conclusion

Table 8-1 summarizes the factors we found to be positively associated with

individual children's gains in reading comprehension, word recognition, word

413
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meaning, and Writing; It is clear from this table that materials, clatatOom

instruction, and family contact are all important factors in childrdn'S literacy

develoPment.
Different factors are associated with gains in different areas

of literacy, but some factor8 are related to growth in more than one area.

We conclude that schools and classrooms do make a difference for children's

growth in literacy skills, though it is alSo apparent that schbol experiences --

negative or positive -- make more difference for some children's gains than others.

The important role of home factors is diScussed in the chapter th+follows.
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Chapter 9: Family Influences on Children's Literacy

There are a number of dimension§ of children's family and out-of-

school life which might be hypothesized to contribute significantly to

their acquisition of reading and related skills; The one which has

received the most attention in studies of home influence on reading achieve-

ment has been the degree of literacy in the family, as evidenced by Such

variables as number of books in the home and length of time spent reading.

Two other dimensions whith many studies have suggested are highly pre-

dictive of children'S school success are: a) parental educational level;

presumably because parents with more education provide a more stimulating

home environment and are better able to help children with School-related

problems, and b) family constellation and background, such as number

of children and their birth order, and whether it a single- or two-

parent houSehold;

Out study was designed to test the impact of familiar variables such as

thoSe mentioned above within a low -income population, where social class

dOeS not co-vary with the variables of intereSt, lqit also to go beyond

thete variables and assess the role of several other dimensions of family

life as well; Such dimensions iaclude the family's perception of and

aspirations for its children; the degree to which the children and mothers

had contacts outside the hou§dhold with extended. family, friends, Community

groups; 4114 other institutions, and the degree to which non-school

activities were available to the children; the level of organization and

emotional climate of the family's life, as indicated bythephySical

410



surroundings they create and by their use of schedules and plans, by

their reliability in keeping appointments and getting their children to

*:A.I.hool, and by a sense of predictability
initheir-lives; and the degree of

stress (firrancial and otherwise) being experience:'

In Chapter 3 we gaVe some sense of the variability of the families on

these dimensions. In thit chapter; we will discuss how each of these dimensions

relates to chiIdren'S literacy achievementa. First, we will assess their re=

lationships to our initial classification of the children into above- and

below-average readers. Then we ,will look at them in relation

children's performances on '44 suktests or they

language battery, in order to determine whether the several home factors

influence the various literacy skills differentially.
Finally; in the last

section of this chapter; we will construct a number of models of inter-

action among the various dimensions and test them using regression analysis.

The literacy subtests examined were (a) the Word Recognition Subtest

of the Roswell-Chall, because it reflects the reading skills most relevant

to second and third graders and because it migh besrreflect the parents'

to the

direct teaching and literacy provision, (b) the Silent Reading Subtest of

the Roswell-Chall, because it reflects
comprehension - the skill-of

central interest in this study and the skill that parents are Iess likely

to be teaching directly,
(c) the WISC=R Vocabulary subtest scale score,

because vocabulary
is seen as a crucial determinant

of reading compre-

eiONSAMAon And also becauSe vocabulary: may,.- efIect
enrichment in the home

1.71It"P#00400410g40404
more strongly than other literacy-related skills;11n

word production
scores on their expository and their narrative writing

samples, because word production correlates highly with measures of

writing quality (e.g., holistid ratings and holistic ranks) and because

1:



word production reflectS children's familiarity with and interest in the

Writing task. On all four measures we used scores from the first year

of our study because that was the time period in which the questions were

asked in the family. In Chapter 8, gains over the course of the

second year were analyzed in relation to school factors.

In this next section, then, we will present findings for each of the

seven dimensions identified above, first how the variables reflecting

those dimensions relate to the children's global status as above- or below=

average readers, then how they relate to the children's scores on the

four literacy measures: word recognition, reading comprehension, vocabu-

lary, and word production.

Childrenls_Literacy

A first question about our various literacy variables, both our

grouping of children as above- and below-average readers and our

four literacy measures, is to what.extent they are valid and reliable

ways of assessing children's literacy skillS. In this section we present

data from the interviews with children and their parents in order to assess

the relationships between children test scores and the children's

current literacy behaviorS. Clearly, we are not trying to make

any causal argument in this section - we are merely trying to test whether

differences in the scores on'ieadingj vocabulary, and writing tests relate

to childreh'S reports about their own reading, and to motherte reports about

their children's reading.
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Reading status and -child literacy The above-average
and below=

average groups of children did not differ in how important they thought

reading was, in whether they liked to play word games, in whether or not

they read a newspaper regularly, in how frequently they went to the

library, or in whether they had read a book lately for pleasure (see Table 9-1).

There were Some difference-a
between the two groups of children we

designated above= and beloW=Average
readers; however.

There was a Signi-

ficant difference (x2 = 4.658, p (.05) between the two groups in whether

they named
themselves as the person in their family who reads the most.

Only one below=aVerage
reader said he read the most of anyone in the

family, but six above-average readers
said they did. Above-average

readers were also more likely (x
2

u 5.0, p( .05) to name a child (them-

selves or a sibling) rather
than an adult as the person who reads the

most in their families.

There was a tendency for above- average
readers to name more books they

had read recently than beloweverage
readers did, with males and females

reading approximately the same number of books. AboVe-average
readers tended

to have a special time in the day that they read, According to their mothers.

Significantly more above-AVerage readers (41.72) than below-average

readers (7%) named a favorite author an interesting
finding in light

of the lack of difference
between the groups in naming a .favorite book.

About half of the children, slightly more above-average readers

than below=average
readers, said they like to read "a lot." Despite the

fact that sixth graders in general said they didn't much like to read,

the two sixth graders who reported
liking to read "a lot" were above-

average girls. One above-average
sixth grade girl, though (Tracy

Jenkins) said "not much" in response to "do you like to Toad?"

2 i
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Table 9-1

The Relation of Children's
Literacy to Reading Status

Above Average Below Average

% who think reading very important
50.0 46.7

% who like to play word games
76.5 80.0

% who use a dictionary at home
64.7 85.7

% whose family gets a newspaper
82.4 66.7

% who read a newspaper regularly
64.7 80.0

% who go to the library at least weekly
29.4 42.9

% who have read a book lately for pleasure
82.4 80.0

% who read the most in their family
40.0 00.07*

% who say child reads the most in their family 60.0 20.0*

Mean number of books' names
03.35 02.13+

% who have a favorite author
41.7 00.07**

% who report liking to read "a lot"
52.9 40.0

% who report reading is favorite subject
18.8 06.03

% who report
reading is least favorite subject

00.06

% who report reading "very well"
29.4 00.07+

% who like bodk used for reading at school
93.8 66.7+

%. who report being bored with reading at school 35.3 33.3

422



9=6

Slightly more above-average readers reported reading was their

favorite subject at school, but One above-average child (a second grade

boy) also said that reading was hig least favorite subject. Five of the

six children who reported they read "very well" were Above-average readers.

Above-average readers were comewhat more likely to like t.nd less likely to

dislike the book being used in their reading group at School. Slightly more

below=average readers reported being bored with reading at school;

Literacy-measures and children's -literacx. The number of hours

children read per week for pleasure, as reported by their mothers, was

positively correlated with all four of the literacy Measures; Children

who read more had significantly higher word recognition scores, reading

comprehension scores (although for this subtest the Significance was at

the .10 level only),.WISC vocabulary scores and higher word production

Scores. It is interesting to note a very similar question also asked of

mothers - the number of books the child read per month - wassignifi-

cantlY related only to reading comprehension (see Table 9-2)

A number of variables were related to the children's reading compre-

hension scores but not to their word recognition scores; Significantly

higher reading comprehension scores were achieved by children who

reported: they liked to read a 1ot, they read fast (but interestingly

not that they "read well"); they went to the library frequently, and

they had read more books recently for fun. Not surprisingly, children

who were in the top reading group at school, according to their mothers,

had significantly higher reading comprehension scores. Children who

thought reading was important had significantly higher word recognition

as well as reading comprehension Scores

*See Appendix H for a complete correlation
matrix of all Chapter 9

correlations between home factors and the four literacy measures.

423
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Table 9=2

The Relation of Children's Literacy to Literacy Measures

Mother's report:
Number of books read/month

Mother's report:
Hours/week read for pleasure

Mother's report:
Hours/week read for assignment

tr.

Word Reading Word

Recognition Comprehension Vocabulary Production

+2 +ALL

+ALL +ALLA +ALL +ALL

Mother's report:
Reading group now (1=botttom) +ALL

Child likeS to read (1=little) +4 +ALL

How well does child think

s/he readS (1=not well)
-6

How faSt child says s/he reads

(1=SloW)

How important is reading
(1=not important) +4 +ALL

NuMber of books read for fun.

Ftequenty to library (1=rarelY)

Frequency childwrites in school

(Child report)

A
igS:lifiCant at p .10 level only

+ALL +4 +ALL

+4 +ALL

+2 +4 +6 +ALL

+4 +ALL

+2 +ALL

-6
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There was a tendency for sixt:i graders who had recently read more

books "for fun" to have higher reading comprehension scores. At the

fourth -grade level, higher reading comprehension} Scores were achieved by

children who liked to read, who thought reading was important, who went to

the library frequently, and who had read more books recently "for fun." In

addition, fourth-grade children who thought reading was important also had

Significantly higher word recognitiOn scores, and those fourth graders who

said they "read fast" had higher WISC vocabulary scores; At the second-

grade level; children who reported reading more books recently "for fun"

tended to have higher re-?ding comprehension scores and wrote longer papers.

During our interviews we asked the children whether they ever wrote

letters, shopping lists, notes to friends, or wrote "just for fun."

(Children interpreted "writing notes to friends" to mean writing notes

to friends during class.) We found no difference between children who

reported they liked to write and didn't like to write on the four literacy

measures. WO also found no difference on the literacy measures of children

Who said they did or did not write shopping lists or letters. We did

find that children who wrote notes to friends had lower reading comprehen-

gicin scores, and children who said they liked to write "for fun"'had lower

WISC Scores (see TaUes 9-3 and 9-4).

Conclu_tun; The strongest relationship between children's literacy

behaviors and their test scores emerged from the question "how many

hours a week eoes your child read for pleasure?"; children who were

reported to read more scored higher on all the literacy measures.

Children's self-reports were also roughly related to literacy measures,

elpeclaIly reports that they liked to read, thought reading was impor-

tant read _est, and had read some books recently, Reading comprehension
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Table 9-3

Significant ANOVA's on Children's Literacy

Does child write notes

to friends?

DoeS child write "for fun"?

Mean Deviation from Ex ected-Readin Com rehensior Score

Second Fourth Sixth

=.1667 .4375 =.6375

No -.1000 1.933 1.200

YeS

Yes

No

Means on Vocabulary

Second Fourth Sixth

9.5556 9.4545 7.833

11.00 14.000 9.33
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Table 9-4

Non-Significant ANOVA's on Children's Literacy

Number of favOrite authors

Child wishes had more time for reading

'Mild reads newspaper

Child uses diCtionary at home

Child likes bookS for reading group

Child-gets bored with reading at school

Mother reports: child likes to write

Child reports: likes to write
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scores were better related to the children's re-parts than were the other

measures. It is especially interesting to note how much stranger the

reiationshipa Are between self-reported reading and the two reading sub-

tests than between self-reported reading and the vocabulary or writing

measures.

Family Constellation and_Background

Numerous studies have related family constellation factors - the

number of adults and children in the household - as well as the birth

order and sex of the children to reading and more general school achieve-

ment. (For critical review of this literature; see; e.g., Cicirelli,

1978; Dwyer, 1973; Olneck and Bills, 1979; Longfellow, 1979). Thus, it

seemed important to look at how these global or "packaged" variables

related to the reading status and literary measures of the children in

our study;

Readiag_status and family constellation and background. Table 9-5

presents data relating the children's family constellations and back-

grounds to their reading status. There are no significant differences

between the groups we designated above-average and below-average readers

in the number of adults or children in their households, nor in the sex

or birth order of the focal children. We might have expected children who

were the most recent immigrants to the U.S to be among the beIow-average

group, yet all the focal children bornelsewhere,before their parents

immigrated, were above-average readers.
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Table 9=12

The Relation of Family Constellation and Background

to Reading Status

Above Below

Residential Status of Families: Average Average

%families in which both parents' families
long-term residents

% families in which focal child's grandparents

were immigrants

% families in which one or both focal child's

parents came as children to U.S.

% famine§ in which both parents Immigrants as adults

% families in which focal_child born elsewhere,

before parents immigrated

% children in two-parent households

% children in one-parent household

Mean number of children in household

Mean number of children younger than focal child

in household

Birth order:
% first born
% second born
% third born
% fourth-sixth born

Sex:
% males
% females

42j

64.7

0

66.7

13.3

5.9 0

11.8 20.0

17.6 0

75.0 60.0

25.0 40.0

3.0 2.67

1.27 1.88

41.2 40

17.6 40

23.5 0

17.6 20

52.9 53

47.1 46.7
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Literacy-measures and family constellation and background. For the

sample as a whole; the literacy measure most closely associated with the

global family factors was word prodUction. Children who wrote longer

papers came from recent immigrant families, from families in which there

Were more children in the household and from families in which there were

more children younger than the focal child. The only other finding for

the entire sample was that children from one-parent households had higher

vocabulary scores (see Table 9=6).

There were no associations between these family factors for the sixth

graders and only one at the fourth-grade level; fourth graders whose

families came to the U.S. more recently wrote longer papers.

There were many more significant correlations between the literacy

measures and global family factors at the second=grade level than at the

fourth or sixth grade, but only two of these related to reading; Con-

trary to some research findings and popular opinion, second graders who

were first- and second -born children; and who came froth larger families

had higher reading comprehension scores than did latet=barn children and

children from smaller families; In addition, second graders from larger

families had hiE r WISC scores.

Second graders with higher vocabulary SCaret came from households

in whiCh there was only one adUlt and` from families who were more recent

immigrants to the U.S.

Conclusion. There are several important points to comment upon here.

For the most part; the significant correlations found in this area were

in the opposite direction to what we might have expected. For example,
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Table 9=6

The Relationship of Family Constellation and Background to
LiteracY MeaSureS

Residential status in U.S.
(1=long-term residents)

Number of adults in =ALL

households (1=one parent)

Word Reading Word

Recognition Comprehension Vocabularz Production

=2 +ALL

Number of children in
household younger than
focal child

Birth order of child

+2 +ALL

+2 +ALL
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children from one-parent householda had higher WISC scores than those

from two-parent households did. The strongest associations between

family constellation and backgraund of the children and the literacy

measures were at the second-grade level; Second-grade children from

larger families had significantly higher scores on two out of the four

literacy measures; There Were only two significant associations between

the reading measures and the family factors and theSe were at the second

grade level. For the sample as a whole; nearly all the associations were

between word production and the family factors.

Mother's-Education, Occupation-and Activities

A number of studieS have suggested that a mother's education is

related to how she thinks about and behaves toward her children, which

may, in turn, haVe an effect on their schciol achievement

(Laosa; 1978; Durkin, 1964). More educated mothers may provide their

children with more materials and- activities which promote literacy; in

addition, educated mothers may become more directly involved in their

children's instruction:

We also were interested in exploring the extent to which mothers'

work and involvement in Other activities cltside the flame related to their

children's literacy. Dave and Wolf (cited in Bloom, 1964) found that

the -extent and content of a family's activities
influenced the education

achievement of the children.

We therefore devised a composite community activity score, which

reflects the mothers' involvement in social groups, political action and

1" ti
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neighborhood association groups, job - affiliated groups, church organi-

zations or other

the PTA). Total

religious groups, And school- related groups (such as

possible scores on the Community Activities Scale ranged

from 6 (indidating lOW level of involvement in community activities) to

12 (indicatina a high level of involvement). The range in our sample was

between 8 and 12.

Reading_statua_and mother's education. The reading status of the

children was not related to the mothers' educational attainment, nor to

whether the mothers said they liked school as a child, or were thought to

be good students,nor to whether they planned to continue their education

(see Table 9-7).

Literacy measures --and mother's education. Mother's education was

positively correlated to the children's word recognition scores for the

entire sample and at the sixth-grade level (see Table 9-8). At the fourth-

grade leVel, however, mother's education was negatively correlated With

the children's reading comprehension scores.

the mother's education was negatively related

but not to their reading or vocabulary tests.

mothers reported having liked school a lot as

ficantly shorter papers..

Reading status and mathers work. The reading status of the children

was not related to whether their mothers worked, whether their mothers

were satisfied with their jobs or had pregressed to higher-level jobs

during their work lives.

At the Second=grade level,

to the children's writing;

Sixth=grade children whose

a child also wrote signi-
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Table 9==7

The Relation of Mothers' Education, Work and Activities to Reading Status

Education
Above Average Below Average

% who finiShed high school
86.67 83.33

% who had some poSt high school education 20. 33.33

% Who liked school as a child 64.3 90.9

% who said teacherS thought they were a

good student in elementary School 53.8 40.0

% who plan to continue education 33.3 50.

Work

% who are working now
68.8 78.6

% who earned less than $200/ week 50. 50.

% who earned more than $200/ week 50. 50.

% who have "moved up" in general 38.5 58.3

% who are very satisfied with job 9.1 41.7

Activities

% who are involved in some community activities 61.53 41.67

434
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Table 9-8

The Relationship of Mother's Education; Work, and
Activities to Literacy Measures

Education

Mother's education

Word Reading Word

-Recognition Comprehension Vocabulary Production

+6 +ALL -4 -2

Mother liked school as a child -6

Work

Mother's satisfaction with job

Mother'S salary (1=10w)

Activiti es

+2 -4 -6

Mother's involvement in ALL +4 +ALL

community activities
(low score=low involvement)

Non-signficant ANOVA's on mother's education, work and activities

Mother plans to continue education
Mother working now
Mother has "moved up" in general to higher-level job

43,-5
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Literacy measures and mother's work. The only aspect of mother's work

that related to the children's literacy measures was salary. Second graders

of mothers earning low salaries had lower word recgorution scores, although,

fourth-grade children of mothers earning low salaries had higher reading com-

prehension scores. Sixth-grade children of mothers with low salaries wrote more.

Reading status and mothers' activities. About half the mothers were

not involved in any community activities. More mothers reported involve-

ment in school-related activities than in any other kind, yet only a third

of the mothers said they were involved in school-related activities at all.

There were no differences between mothers of above-average and below-

average readers in their involvement in community activities in general,

nor in their involvement in school-related groups.

Literacy measures and mothers activities. There were associations

between the mothers' community activities and children's performance on

several of the literacy measures. Mothers who participated in more com-

munity activities were significantly more likely to have children with

higher WISC vocabulary scores and word recognition scores. At the fourth-

grade level, ,flildren whose mothers were more involved in community activities

had higher word recognition and vocabulary scores.

Conclusions. The findings on mothers' education, work and activities

are mixed and thus somewhat puzzling. Mothers' education was associated

with higher word recognition scores for the sample as a whole, and for

sixth graders, but with lower scores in reading comprehension for fourth

graders and lower word production for second graders. Furthermore,
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mothers' education was not related to the WISC vocabulary score at all.

Mothers' degree of involvement in Community activities, however, was

related to children's vocabulary scores, as well as to word recognition

scores.

Parental-Ex ettations and A irations-for-Children

Parental aspirations and expectations for their children can be

transmitted directly to the children as encouragement (Sewell and Hauser,

.
1976), and can also influenCe Other aspects of parental behaViot which

Might affect the chiLteen's AchiVtent. Coleman (1966) found that parental

aspirations and expectationt related to children's achievement, for

children older than thote studied here. Thorndike(1973) and Plowden

(1967) have confirmed the relationship of parental.atpirations to school

achievement in countries other than the

Reading Status. The majority of the mothers and fathers wanted and

expected their children to graduate from college (see Table 9-9).

Naturally; expectations were somewhat lower than aspirations, but neither

differentiated the parents of above-average from those of below-average

readers.

In general, a mother's expectation was congruent with her husband't.

In only two cases (out of eleven) did fathers have lower expectationt than

mothers; in both cases, fathers of above-average girls expected their

daughters to finish only high school, whereas the mithers expected their

daughters to graduate from college. The Gallaghers are an example of a

family in which the father expects less of his daughter than the mother,

does. 4 3
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Table 9-9

The Relation of Education Aspirations and Expectations to Reading Status

Mothers FatherS

Above

Average

.BelOW

Average

Above

Average

Below

Average

% who hoped child would finish college 81.25 61.53 83.33 50.

% who expected child to finish college 62.5 38.4 50. 50.

% who hoped for occupation requiring

a college degree 77.8 72.72 66.67 100.

who expected child to have occupation

requiring a college degree 42.86 42.86 33. 33.

433
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Given the lack of differentiation between above= and below-average

children in the educational aspirations their parents have for them, it

is not surprising that occupational aspirations and expectations are very

similar and quite high for both groups as well. Although there are a few

children like Kevin Shea or Teddy Woodward whose parents' low expectataions

and aspirations may limit their own ultimate attainment, the majority

of the below-average readers' parents expect them to get to college and

to pursue middle-class occupations.

Literacy measures. Both mothers' aspirations and expectations for their

children's education were positively correlated with the children's word re-

cognition scores and WISC vocabulary scores for the entire sample (see Table

9-10). Mothers' aspirations, but not expectations, were positively correlated

with the ,71..ildren's reading comprehension scores. Looking at correla=

tions within the grade levels, sixth graders' mothers' aspirations and

expectations for their children's education were positively correlated

with th.. children's word recognition scores and fourth graders' mothers'

aspirations and expectations were positively correlated with the children's

WISC vocabulary scores. There was no relaticnship between aspirations or

expectations and writing, despite the strong relationships with both

reading and vocabulary.

3 Li
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Table 9-10

The Re2ationship of Mothers' Aspirations

and ExpectationS to Children's Literacy Measures

Grade in school mother desires

Child to complete (1=low)

Grade in school mother expects

child to complete (1=low)

Word Reading Word

Recognition Comprehension Vocabulary Production

+6 +ALL

+6 +ALL

+ALL +ALL

+4 +ALL
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Conclusion. Maternal aspirations and expectations for their child-

ren's educational attainment were most strongly related to word recogni-

tion and to vocabulary, but not related at all to children's word pro-

duction in the writing sample. Maternal aspirations were less strongly

related to readLng comprehension. Thus our findings confirm, within

this low-income sample, the cross-social class findings of Coleman (1966)

and others that parents who have high expectations for their children

are more likely to have children who achieve well. The findings are

strongest, furthermore, for the fourth and sixth graders, suggesting

that parental goals have an increasing impact as children get older.
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Children's-Activities

A bias of research about family influence on children has been to

look at the family as a source of all effects, both positive and negative.

The family, however, can alSo function to enrich children's lives

indirectly by facilitating access to other people and activities.

The stereotypical middleclaSS child being chauffeured to music,

ballet, swimming and French lessons is receiving the benefits of that

type of facilitation. Parents whose lives are buSy with work and other

obligations may spend very little time themselves with their children,

but nonetheless ensure that the children spend time with other adults who

may function as role Models and who provide information interesting

conversation, knowledge about the world, help With homework and emotional

support, or that they participate in lessonS, classes; and other enriching

activities. In this chapter we will present data on the chidren'S

contacts within their families (both nuclear and extended), as well as

with other adults and with friends, and on their involvement in lessons,

chores and other relatively structured non-school activities.

Reading-Status; Data relating the children's contacts and scheduled

activities to their reading status are presented in Table 9=11. There are

few significant diff-rences in thig area, but there are some patterns

that deserve further comment. The above-average readers were reported by

their mothers to play with friends and with siblings Significantly less

often than the below-average readers; They did not, however; spend signi-

ficantly more time with Plultg, and they were significantly less likely

to be described as having a fewer-than-average number of friends



Table 9-11

The Relation of Contacts and Activities , Redding Status

Nuclear Family Contac -t-s
Above Average Below Average

Mean number of hoUrS/ school day with parent 3.7 3.6

Mean number of:hours/ weekend day with parent 7.7 7.7

% who play with Siblings daily 62 ;5 92.3+

% for whom an adult is present wheh they get home 64.7 63.6

% for whom an adult i8 present at supper 82.3 78.6

Extended Family-Cbritacns

Mean rating of contact with extended family 4.3 4.3

% who make visits to relatives at all 88.2 85.7

% who visit relatives more than once a month 46.7 58.3

Friends

7 who have a best friend 68.8 71.4

% who play with friehdS every day 52.9 85.7

% whose favorite activity is playing with other kids 56.2 57.1

% whose favorite activity is solitary 37.5 42.9

% who get together with friends regularly 47.1 64.3

% who have fet4et thah average friends 6.2 35.7

% described as very popular 43.7 35.7

Lessons -and Non-school activities

% who take lessons
23.5 57.1

% who go to regularly-scheduled non-school activities 64.7 35.7

% who go to museums,.fairS*.parks, etc., more than

once a month
64.7 57.1

% who participate in organized non-school activities 47.1 71.4

TV

% who watch TV before school 43.8 73.33*

% who watch TV after school
80. 85.7

% who report watching more than 4 hourS/ day 25. 61.5*

% whose r)thers report child watches more than

4 hours/ day
45. 36.4

+ * AO; * * .05; ** * .01 1
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It may be that the above-average readers spend more time alone, reading,

doing.homtWor,-onengaging in other solitary achievement-enhancing

activities.

Below-average readers reported Watching more television (four to

eight hburs per say) than above-average readers (under four hourS per

day). Furthermore; below-average readers tended to watch teleViSion

more often in the mornings before school than did above-average readers.

There were no other significant differences between above - average and

below-average readers in other areas of television viewing, i.e., rules,

content and time restrictions or what the children would do instead of

watching TV;

Literacy measures And-nuclear family contacts. We found no relation-

ships-between children's scores on the four literacy measures and

the number of hours per Schbol day the children spend with their mothers

(see Table 9-12)% The children's frequency of play with siblings was not

linked to reading comprehension, WISC vocabulary or word production, but

was related to word recognition for all children. Among the entire sample

(and for the sixth -grade group), children with higher word recognition

scores played with siblings significantly more often than did children

with lower scores. This relationship did not hold, however, at the second-

and fourth-grade le-Vela.

Literacy measures- -and contacts outside the nuclear-family. We had

two measures of contact with extended family: a) frequency of visiting

relatives, as gathered from interview data, and (b) our rating of

frequencY and regularity of contact. Second-grade children who visited



Table 9-12

The Relation of ContactS and Activities to Literacy Measures

Word Reading Word

Recognition Comprehension Vocabulary Production

Nuclear Family Contacts

Hours/school day with mother

Hours/weekend day with

Frequency of_play with
siblings (1=little) -2 -4 +.6 +ALL

Contacts Outside Nuclear -Family

Frequency of child's visits
to relatives (1=less
frequent) +2 +2

Contact with extended
faMily (1=no contact) +2 +4

Number of friends
(1=less than average)

Frequency of play with
other children
(1=rarely)

Child's report:
frequency of activities
with parents, other
adults +4 +4 +ALL

Mother's report: frequency
to parks, museums
(1=rarely)

Mother's report: frequency
of out -of- school activ-
ities (l=rarely) +2

Mother's report: how well
child gets along with
adults (1=worse than
average)

Mother's report: how good
child is at getting
grownups to help (1 -poor)

+2 +ALL

+ALL +6

+2 -6

+6 +ALL +6 -4



Table 9-12
(continued)

The Relation of Contacts and Activities to Literacy Measuret

Word Reading

Recognition Comprehension Vocabulary Production

T'elevision

Child's report: frequency

child watches TV -4 -4 -ALL

Mother's report:_frequency

child watches TV -2
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relatives more frequently had significantly higher word recognition

and reading comprehension socres than did second grade children who

visited relatives less frequently. The number of contacts with extended

family (ranging from no regular contact to relatives living in the same

household or building) was linked to several measures at the second,

fourth, and sixth-grade levels. Second graders who had more contact with

extended family had significantly higher word recognition test scores.

Fourth-grade children who had more contact with extendeZ family members

wrote longer papers. For the sixth graders, however, infrequent contact

with their extended families was related to higher WISC vocabulary scores.

There were no significant effects of contacts with friends on

any of the literacy measures. We asked the mothers how well their children

sot along with adults and how good the children were at getting grownups

to help them. The responses to these questions were linked to three of

the literacy raeasures. For the sample as a whole, chilen who were

better at getting grownups to help had higher reading L.7.#,hel-ision scores.

SiXth graders who were better at getting grownups to he3 'lad higher

reading comprehension scores, but also higher WISC vocabu L:-or'e' Fara-

doXiCal findings in light of these associations wire that gra.dels with

higher reading comprehension scores and fourth graders wit wore pro-

duction were reported by their mothers to get along with ad.!Its 'rse than.

average."
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Literacy tests and nonschool- activities. There were a number of

associations betWeen the extent to which children were involved in lessons,

chores, and other activities and the four literacy measures. Both the

mothers' and childten's reports of the frequencY with which the children

went places with their parents or other adults were correlated with the

WISC vocabulary score for the total sample: Children who went places with

adults had significantly higher WISC and reading comprehension scores, and

a tendency to have higher word recognition. For the fourth-grade group,

frequency of nonschool activities with adults was positively related to

word recognition and WISC vocabulary Scores as well as word production.

For the second -grade group, the frequency of activities with adUlta (as'

reported by the mothers) was positively correlated with the WISC vocabulary

score. The childen who took lessons had significantly lower reading com-

prehension scores (see Table§ 9=13 and 9-14);

We asked in our interviews how frequently the children did chores.

Sixth grade children who helped with chores more frquently had higher

word recognition and WISC vocabulary scor.es The- Were no significant-

correlations for the fouithgrade group. second-g',.-%da children who

helped with chores more frequently rroduc,d fewer words in their writing

.samples;

Literacy -measures and televisior4. Both children ond parents reprted

Jon the number of hours the focal ch4T,-!,_a we Att Childre

who reported ;,,atching a lot of teI,:..71.:141on t iaa 3:. dficantly

Lower reading comprehension scores; f:7it ,etr rh. tal group

as well as at the fourth-grade level. h..1 - .:jl-grade level,

a lot of television viewing day was 'ant_y tc lower

4 4 a
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Table 9-13

Significant ANOVA's on Contacts and Activities

)oeS child take lessons?

Average Deviation from_Expected
Reading Comprehension Score--

Second Fourth Sixth

Yes -.5 -.8 -.1833

No .0714 1.433 -.9833

Table 9-14

Non-Significant ANOVA'S on Contacts and Activities

Child has best friend

Child's favorite thing to do after school

Child's friends like to read

Child is more active than most childrnn his/her age

-Child would rather read than watch TV

Child report: child can watch TV anytime

Child report: child can watch whatever he or she wants on TV

Mother report: restrictions on Tu time

Mother report: restrictions on TV content
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word recognition scores; Second graders whote mothers reported they

watched more TV had significantly lower scores on both word recognition

and reading comprehension tests. For sixth graders, those children who

Watched a lot of TV daily had higher scores on the WISC vocabulary test.

There were no differences on any of the literacy measures between children

who would rather read or watch TV.

Conclusion. Children's vocabulary and reading comprehension are

positively affected by doing things with adultt and in addition their

reading skills are negatively affected by spending time with other children

and by watching television: A puzzling finding is that sixth graders'

vocabulary scores are positively correlated with time watching TV - this

may be an artifact if the sixth gradert who read better spent less time

doing their homework; Second and fo graders may show the striking

negative effects of television on word recognition and reading comprehension

becautd they are devoting time to television that they need to spend;

practicing their reading skillt. The positive effect of outings with

adults on vocabulary echoes the relationship between school - organized

field trips and vocabulary gains (see Chapter 13). We might have expected

that children who took lestont score better, whereas in fact

lessons were negatively related to reading comprehension for the total

sample At the sixth grade, however, the children who were taking lessons

did score better on reading comprehension.

4 ;-)
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LAmLalquanization and Emotional Climate

Two related aspects of the quality rf family Iife are 1) the degree

to which the family organizes its time, its physical envir 1Ment and the

activities of its membert and 2) the family members' perceptions of the

emotioal climate within the family.

Level of organization. Previous research has found that "level of

organization in the family" (a rating scale based on a focused maternal

interview) related to children's school achievement (DaVe, 1963).

Information about the level of organization of the families in our

study came from a number of sources: 1) Observers' ratings of the families'

organization of their physical environment and of the degree to which the

families have rules and schedules (see Table 9-15 for the rating scales);

2) data concerning the frequency with which various family members missed,

broke or changed appointments with interviewers; 3) questions to the

children about whether and howoften they were late to school; 4) children'S

diary reports, which included an indication of how consistent their schedules

were for bedtime, mealtimes, do5ng 'ilcmdWork, and doing chores; and 5) inter-

view questions to family members on whether there were rules limiting

amount or content of TV programs watched by the children;

physical-environment; Our ratings of the physical environment

ranged on a five-point scale, from "chaotic and dirty" to "very neat and

always organized."

Rules and-schedules; The degree to which rules and schedules existed

within a family was rated on a five=point scale, from "no rules, lack of
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predictable schedules" to "predictable schedules and reasonable expecta-

tions for the children."

Reliability-of_family members. The Organization of the family may

also manifest itself in the reliability of family members; We rated

mothera and fathers on their reliability in keeping appointments with

us on a five-point scale from "broke appointments repeatedly or failed to

be there for appointments" to "never broke or broke appointments only

with reasonable warning:"

Late to-school. organization of the family may also be manifested

in whether the children get to school On time. Children reported the

frequency with which they were late to school, from never to Many times.

Consistency of schedules. Consistency of bedtime, mealtites, home-

work, chores was gathered from interviews and the children's diaries;

TV- riles. Several of the '7;7:stions to parents and children about

t..devision viewing involved the existence of rules for watching.

Reading status and levelaumanAzatiot. The reading status of

th children was related to our ratings of the physical environment,

nor L6 our ratin s of their fa,tilies' rules and schedules. There was a

ten,c3ncy
o

'i .)for ma 7.0 children to live in less rule-blund and less

pr. ..ztable housholds 'i-han female focal children (.se:: Yable

oi the parents was not reiazesi. to the reading

status. -N:yer,.i'athers of males were s4.f.ficattly more :;_ficeIy to

break appointments with ug than athera of females. 711re wn.i a tendency

for below-Average children to r,Tort beinl; irt:: to sc:sool more frequently

than did above-pvo!rage

t-I



Table 9-15

The Relation of Organization in the, Family to Reading Status

Above Average Relow Average

Ratings of Organization of Pb.sical Environment

1. Chaotit,_dirty
0.0% 20;0%

2. Disorganized; dirty
17.6 6.7

3. Generally clean; somewhat disorganized

or inconsistent in organization 23.5 33.3

4. Clean, pleasant; organized
35.3 33.3

5. "House proud," very neat, always organized 23.5 6.7

Ratings-of Rules and Schedules in Family

1. No rules, or rules not taken seriously;

absence of predictable schedule, little__

sense expectation for children's activities 11.8 21.4

2. No expectations for children, little sense of

predictable schedule
0.0 7.1

3. Some rues, but they are easily transgressed,

children might miss school, schedules unpre-

dictable, some expectations for children 17.6 21.4

4. Rules and expectations Fre clear, but no

(need for) highly rigid expectations about

the children. Some flexibility in schedules 41.2 42.9

5. Very high expectations for the children, much

reliance on the children. Fairly predictable

schedules for meals, bedtime, homework 29.4 7.1

Rating -of Reliability of-Mother in Appointment Keeping

1; % who broke appointment repeatedly; failed to

be there for appointments
5.9 14.3

2; % who broke appointment often, needed reminderS

always
5. 14.3

3; % who postponed frequently, when called 5;9 0.0

4; % who broke with good reason, perhaps late 29.4 28.6

5. % who never broke or broke only with reasonable

warning
52.9 42.9

Rating of Reliability of Father in Appointment Keeping

1. % who broke_ appointment repeatedly, failed tc

be there for appointmentg
0.0

2. % whO broke appointment often, needed reminders

always
27.3 50.0

3. % who postponed frequently, when called 36.4 25.0

4. % whd broke with good reason, pethaps late 36.4 25.0

5. % who never broke or broke only with reasonable

warning
0.0 0.0

,15,J
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Table 9-15, continued

Child- interview Above Averaas Below Average

% of children who report "hardly ever late

for school" 76.5% 50.0%

Data frcm 4inter DIaries

% of .hildren wh.D had consistent bedtimes_ 54.5 77.8

% 01 children who had consistent mealtimes 50.0 55.6

% of children who did homework at same tire

at least two out of four days 33.3 10.0

TV Rules

47.1 50.0% of children Who report restrictions on TV

% of children who report restrictions on TV content 64.7 60.0
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Approximately equal numbers of above- and below-average readers

had consistent bedtimes and mealtimes during the school year according to

data from the time allocation diaries. Few children reported doing home-

work at the same timP each day; although both below-average readers for

whom we have sufficient data to analyze said they did, which accounts

for the differences between above- and beIow-average readers in this

regard. In addition; equal numbers of above- and belo!7-average readers

had restrictions placed on their TV viewing.

Literacymeasures and level of organization. There was a positive

correlation between physical environment and the word production

measure at the fourth-grade level; that is, the more organized the

physical environment; the greater the word production. At the sixth-

grade level; children from more organized households had higher

scores on the word recognition test (see Table 9-16).

Significant correlations between our ratings of the families' rules

and schedules and the literacy measures were found only at the fourth-grade

level. Forfourth graders, the more predictable the family rules and

schedules, the higher the word production.

Mothers' reliability in appointment keeping was not related to any

of the literacy measures, but fathers' reliability was For the sample

as a whole and at the fourth-grade level, the more reliable the fathers

were, the higher the children's word production. At the second-grade

level, the less reliable the fathers, the higher the children's WISC

vocabulary scores. The more often the children reported being late for
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school, the lower their word production scores, but the higher their

WISC vocabulary score

There were no significant differences on the literacy measures for

whether or not the children could watch TV any time and whether they could

watch whate,,e,1: ,:hey want, according to both child and mother reports

(see Table 9:/).

EmctIOnal-climate; Related to the degree of organization within the

faMily is the emotional climate of the family. Clinicians typically

identify "disorganized famdy environments" with emotionally unstable

e"Vironments, and have tc-rnccc out the 'dverae effects such environment:,

hnvo on children's development see, for Example, Friedman, 1973; Malone,

1963; Pavenstedt; 1965). We relied on five sources of information about

the emotic-al climate within the faMily, an observer rating scale con-

structed for us and four scales included within the child interviews.

The observer racing scale was deSigned to rate each family on a

five-point scale on the emotional stability they appeared to provide

for the child; The scale ranged from "environment seems emotionally

unstable; conflicting, perhaps Eve bizarre" to "family appears to

nrovide a stable, sound; healthy emotional environment for the child"

(see Table 9-18 for rating scale).

We felt it was also important to assess the children'S perceptions

of aspects of their home lives - how they regarded their relationships

to their parents, how punitive they thought their parents were, how

they viewed control over their own lives, and how frequently they turned



Table 9-16

The Relationthip of Level of Organization to Literacy Measures

Word Reading Word

Recognition Comprehension Vocabulary Production

Organization of physical environ-

tent
+6

+4

Ruiet and schedules in the family
+4

Reliability of mother

Reliability of father
=2 +4 +ALL

Frequency child late to school

(1..never)

+2 +ALL -ALL

Table 9-17

son-significant ANOn's on Level of Organization

Child report: parenL. iztt *-:S.3 school

TV rules
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to one or another family member for nurturance c; support. The scales

used for these assessments were:

Swarison_Child-Parent Relationships- Scale (CPRS). The CPRS consists

of 50 statements describing various feelings which a child might have

About his or her parents (Swanson, 1950); Children's responss reflect

their evaluations of the happiness of their relationships with their

parents. The possible range of scores is from 50 to 150 with a high

Store indicating an unfavorable view of the parentEchild relationship.

The observed range of scores of the focal child in our study was between

78 and 109, indicating a relatively healthy, happy scample.

The Punishment Scale was taken from Bronfenbrenner's Questionnaire

for Children concerning Parente' Behavior (Siegelman; 1965). It consists

of eleven statements describing various kinds of punishments, such as, "I

get sent out of the room" or "my parentS nag me." The children were

asked to indicate how frequently they experienced these kinds of punish-

ments. Their an§we7s were interpreted AS indicating the children's

appraisals of the punitiveness of their parent(s) rather than as factual

information about the frequency with which they were punished. The possible

range of scores is from II to 55. The observed range in Our sample was

from 20 to 55, with higher scores indicating perception of infrequent

punishment.

NOwicki..Strickland Locus of-Control Scale (1973). The abbreviated

scald for srades one through six consists of 19 queStions which are designed

to assess whether children perceive themselves to be in control of the

consequences of their behavior or whether they believe tneir fates to be
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detcrminad by other people or by chance. One of the questions, for

example, is "Most of the time do you feel that you have little to say

about what your familY decides to do?" Scores may range from 19 -38.

A low score indicates internal locus of control and a high score external

locus of control.

Nurturance scale (Stress and Families Project, 1981). The NUTtur-

ance Scale consists of nine questions asking to whom the child would turn

in various situations. We calculated separate "mother nurturance," "father

nurturance," and "family member nurturance" scores for each. Scores ranged

from 0 to 8 on mother nurturance, 0 to 8 on father nurturance, and 0 to

16 on family member nurturance.

Reading status and emotional climate. The reading status of the

children was not related to our ratings of the emotional stability of

their families (see Table 9-18); There were no Significant differences

between above= and below-average readers on the Child-Parent Relationships

Scale, nor were there sex or racial differenceS,On this scale.

There Were no differences between above= and below-average readers on

thej)Lnihment Scale. However, these was a tendency for girls to feel

they wer& punished less frequently than did boys, and children in the

second grade felt they were punished significantly more often than did

fourth and sixth graders;

The Locus of Control scale did not differentiate between above- and

below-average readers nor between boys and girls; Hi7;panic children had

Significantly more f-,-.ernal scores than did white or Black children.
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Table 9-18

The Relation of Emotional Status to Reading Status

Ratings of Family Emotional -Stabill_tv
Above Average low Average

1. The environment seems emotionally
unstable, conflicting, perhaps
even bizarre 5.9% 14.3%

2. Family has_aome emotional hazards,

some difficOtieS that affect
healthy emotional environment 5.9 14.3

3. Family has some problets but they

are not SetiOus 17.6 35.7

4. Environment generally stable 47.1 23.5

5. Family appaats to provide a stable,

sound: healthy emotional environ-

ment for the children 28.6 7.1

Swanson Child- Parent Relationship
Scale = Mean Score 99.18 99.88

PuniShtent Scale Mean Score 49.47 44.6

Nowicki=Sttickland Locus of Control -

Mean Score 23.6 23.37

Nurturance Scale

Mother Nurturance - Mean Score 4;94 A.8

Fe-her Nurturance - Mean Score 1.94 2.6

Family Member Nurturance - Mean Sccre 8.17 8.47
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Reading status was not related to the Nurturance Scale; Sixth

graders tended to name friends as sources of support more frequently

than second or fourth graders did; white children named family members

sip sources of support significantly more often than Black and Hispanic

children did.

Literacy measures-and_emotional Climate: The more emotionally stable

the family environment was rated, the higher the child's WISC vocabulary

scores and word production for the sample as a whole and at the fourth-grade

level and the higher the word recognition at the sixth-grade level (see Table =19).

For all children, the more favorable the child's view of the parent-

child relationship, the higher the word production in writing. The same

positive correlation held true at the sixth -grade level.

The only Significant finding on the Punishment Scale was at the

second-grade level: second graderS who felt they were punished the

least by their parents produced longer writing samples.

There were no significant relationships
between the Locus of Control

and Nurturance Scales and the literacy measures.

Conclusion. What is striking here is that both )6 level'of organi-

zaLion and the emotional climate in the family are most strongly related

to the vocabulary and writing measures, but not to the reading tests cr

the reading status of the children. It may be that how many words children

wrote or how clear their definitions vcre c.r, the WISC vocabulary test was

highly dependent upon feeling comfortable with or desiring to please the

examiner. We might recall here Scarr recent statement that "whenever

one measures a child's cognitive functioning, one is also measuring
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Table 9-19

Relationship of Emotional Climate to Literacy Measure

Reading Word

Recognition Comprehension Vocabulary Production

Family emotional stability
tb +4 +ALL

Swanson child-parent relation-
ship scale

Punishment scale

Locus of control

Child's perception of
mother's nurturance

Child's perception of
father's nurturance

+2

+4 +ALL

+6 +ALL



cooperation, attention, persistence, ability to sit still, and social

responsiveness to an assessment situation" (1981, p. 1I6I). These child

characteristics may be more important in writing and language assess-

ments than in reading assessments and may be fostered in families which

have an organized household, which have predictable rules and schedules,

and whiCh provide a Stable emotional environment for the focal: child.

The four scales in the child interview assessing the children's

perceptions of cheir home lives did not differentiate between above- and

below-average readers, and two of-the scales did not relate to any of the

literacy measures. The Punishment Scale related only to word recognition

at the second -grade level. The Swanson Child-Parent Relationship Scale

related to word production, following the pattern observed fc't the rating

scales of the family.
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Stress

Considerable evidence has accumulated to demonstrate that the degree

of stress they experience differentiates working-class from middle-class

women more effectively than their goals or aspriations for their children

or their understanding of their on role in the children's school success

(Zelkowitz, 1982; Jeffers, 1967; Silverstein and Krate, 1975). Low-income

women often do not have the resources of time, money, contacts and know-

ledge to provide their children with the remediation or enrichment they

recognize is necessary (Belle, 1982). It seemed crucial, therefore, to

collect information relevant to the degree of stress being experienced by

the families in our sample. Measures of stress should reflect not only

financial stress but also stress associated with "life events," which are

Changes in a family'S life which require
readjustment (Holmes and MaSuda,

1974). Examples of life events include changes in residence; changes in

the compo. of family due to births, death, separation, divorce or

Other factors; and changes in the work, financial or haalth status of

family members or those close to them. A further source of stress

derives from being relied on by frienit-, or relatives to provide financial

or emotional support. Seveial researchers have recently obServed that

Social ties of low income women involVe both costs and benefits (e.g.,

Belle; 1982; Stack, 1974). Social ties may provide emotional support

and valuable assistance but may alSo be associated with concern and stress.
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The questions about familiel sources of stress were used to create a

composite social stress score for each respondent. The composite social

stress scale included reponSet to questions regarding whether the retPon=

dente! relatives were dependent either financially or emotionally upon

them, whether they can be counted on when respondent is in trouble, whether

relations are strained with relatives and whether the respondent feels

resentful Wheri relative( ask for help The scores on the Social Stress

scale ranged frOm 7 (indicating a very high level of stress) to 20

(indicating rather little stress); Possible scores ranged from 5 to 20.

The questions relevant to life events that might have caused stress were

looked at indiVidUAlly, as was the question regarding financial stress.

Reading status. The social stress score was related to children's

reading status, with a tendency for highly-stretted mothers to have

Children who were below-average readers and for above-average readers to

have mothers who were experiencing low leVelt of stress '.. Table 9-20).

The differences lie principally in that significantly mothers of

above- average readers feel they can count on their relatives when in

trouble, more report never feeling resentful when relatives ask for help,

and fewer report their relatives are dependent upon them emotionally.

There was no significant relationship between total family income

or per capita income and reading status, nor between life event variables

and reading status.

L'"03
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Table 920

The RelationShip of Mothers' Stress to Child's Reading Status

Above Average Below_ Average

% experiencing high social stress
28.6 63.6+

who can count on relatives most of the time 71.4 33.3+

-ihcise relatives are dependent on them financially 27.3 33.33

whose relatives are dependent on them emotionally 50. 83.3+

% who never feel relations are strained between

them and some of their relatives
50 50.

% who never feel resentful when relatives ask

for rilp
78.6 36.3*

p .10

*= p .05
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Literacy measures. The mother's social stress rare was not Significantly

related to reading, writing or language measures (see Table 9 -21). Child-

ren in families with higher total incomes had significantly higher reading

comprehension and word recognition scores (relative to the norm for their

grades) than did children from familieS with lower total income. There

was no relationship between the fatily's per capita income and the children's

reading -chievement; however. Children whose mothers said they couJd

easily get $100 if there was a sudden need had significantly loWer WISC

vocabulary scc:res than children of mothers whu said they could get the

money "with some difficult- -ae Table 9-22).

Conclusion. The mixes pattern of results for social and financial

stress suggests that stress is not a factor of great importance in

determining children's literacy achievement; at least within the range

of stress scores represented in tL:.3 sampl.e. The findings related to

financial stress are very weak since per capita income is a better stress

measure than total family income and since the "need for $100" question

predicts in the wrong direction!



TAble 9-21

The Relationship of Stress to LiterLcy Measures

Word Reading Word__

Recognition Comyrehension VocabuAnry production

Social stress score of mother

FamilY income (11ow) +ALL +ALL

Income per capita

Table 9 -22

Significant ANOVA's on StreSS

If you (mother)had,a sudd ui Apected

ner' for $100 could you get it?

Mean Vocabulary Scores

S'AecoAd Fourth Sixth

Yus 8. 8.57 8.50

No 12.00 12.33 8.00

4 6,
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Literacy the Home

There it contidol'rabli' basis in the research literature to claim that

the level of literacy in the home environment is related to children's

school achievement (Shea, 1977; Bloom; 1976; Wolf; 1964; Davei 1963;

Ware and Garber, 1972; Walberg and MAjoribank:;, 1976). Such variables

as number of books in the home (LamMe and Olmsted, 1977) and parents'

expressed interest (Coleman, 1966) in reading have been found to correlatn

with children's reading achievement scores.

There are a number of dimensions to hothe literacy, which we

attempt to distinguish from one another in this section. First of slib

there is the parents' own literacy behaviors and preferences, WhiCh may

have an 'effect on the child both directly (parent at role model) and

indirectly (parents w17..) read a lot may do other things that facilitate

children's reading); Second; thEre are direct measures of parental pro-

vision of literacy to, the child. Parental provis!on of literacy correlates

highly; but not perfectly, with the parents' own litera,:y (see Chapter 3).

Finally, aspects of the children's pre-reading history may affect their

current literacy abilities - both how their parents provided literacy

experiences for them during their preschool ai.3 early primary years, and

also whether their early experiences with reading were successful or

anxiety-provoking.

We found great difficulty in assessing literacy in our subject-

families purely by observing the number of books in the home. Many of

these low-income families maintained neat and tidy living rooms by virtue

of putting things away in drawers and cabinets, and by throwing out
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tAgazines and newspapers, and giving away books once read; In many houte=

holds we didn't have access to bedrooms or other places books recht be

kept. Ms. Saunders, for example, told us, "I'd show you around but the

beds aren't made." 'We relied, thus; primarily ,-)n interview material

About parental literacy, but felt dissa:isfied that any single queion

adequately reflected the degree to which the parents and child:

exploited, enjoyed, relied on; or expanded their lives through .:.a

activities. Accordingly, we also produced the summary variables,

"parental literacy," and "provision of literacy," which incorporated

all the information available about any family from formal interviewing

and from informal observation and conversation (see Chapter 3).

Reading statut_and_parental literacy. The status of the child as

above--- or below-average reader was not related to whether the mother

Lad read a book, newsmagazine, or newspaper during the previous ',eek, to

the number of magazines read regula7ly or c'casionally, to whether or

what kind of newspaper sne

books she mentioned, or to

readt regularly: to the number of authors

her report as to nether She reads books

Or

and whether she likes to read. To the extent there is ,,ny difference

between above- and below-aVdtage readers in their mothers` reading, it

is caused by one above-average girl whose mother far outstripped all

other parents in interest in books; There is no indication that thete

variables would be better related to children't reading for fathert.

For example, 71.4% of fathers of above-average and 50% of fathers of

4
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below-average children read a book during the week prior to the intrViev

an 88% of fathers of above-average children and 60% of fathert of beloW=

average children report that they like to read.

The evidence from the individual literacy quettiont is supported by

an analysis of our summary variables reflecting mothert' and fathers'

literacy, which shows no significant relationship between maternal or

paternal literacy and child's reading status (see Table 9-23).

Literacy measures and_parental literacy. In our analysis of the

literacy measures we used variables relating to the mothi-:rs' reading habits

(rather than to the fatheit') because we had more complete ;.;formation from

mothers. Our rating of the mothert' literacy .,as linked to the children's

reading. Children of mothers whom we rated "print-worms" or "readers" as

opposed to "non-readers" or "minimal readers" had significantly higher

word re-gnition and reading comprehension score :- Table 9-24). In

line with thit finding, children of mothers who more current favorite

authors and more favorite authors as a child had significantly higher word

recognition ScOres,. Children of mothers who read national newspapers on

a regular basis, such as the New York Times or Christian-S-Cience_Monitor

rather than city or local newspapers had significantly higher WISC vocabu-

1arY scores.

There were more links between mothers' literacy ::mod the children's

literacy measures at the sixth-grade level than the fourth and second

grades. At the sixth-grade level, children of mothers vth 1,1.gher literacy

ratings had significantly higher reading comprehension scores and wrote

4
'1
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Table 9=23

The Relation of Parental Literacy to
Reading StatuS of tae Children

Ratings of Mothers' and Fathers' Literacy

Mothers

Above Below

Average Average

Fathers

Above Be1oW

Average Average

% who were rated: non-reader
6. 14.3 0. 0.

minimal reader 23.5 50. 20. 50.

reader
35.3 98.6 26.7 25.

'print worm' (reads

books) 35.3 7. 26. 25.

% who like to read
._
6D.7 76.9 88. 60.

% who read a book in last week 64.3 46.2 71.4 50.

% who read a magazine .in past week 76.9 61.5 100. 25.

_

Mean number of magazines read regularly 2.87 2.0

Mean number of favorite authors named 2. 1.6

Mean number of favorite childhood books

named
2.67 2.25

Mean number of favorite childhood authors

named
3.0 1.0
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Table 9-24

The Relationship of Mother's Literacy to Literacy MeaSures

Rating of mother's 1.,eracy

(Dinon-reader)

Number of -;.other's favorite

authors

Number -of magazines read

regularly

Level of newspaper read

regularly (1=Iocal,
5=national)

NuMbet of favorite bookS as

a child that mother

remembers

Nutber of favorite authors

as a child

Word Reading
Word

Reco7nition Comprehension Vocabular, Production

+ALL +6 +ALL +6

-TALL

+ALL

+6 +6 +ALL

-6+4
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more words. In contrast,
7;)11.i7;21:: ,..1-1;)se mothers remembered

more favorite book§ as a child 8,WficantIy WISC vocabulary

Scores. At the fourth-grade level, hildren of mothers who read more maga-

tines regularly had lower word recognition scores. We found no relation-

Ship between any cf the four literacy measures and mothers' reports

liking to read or mothers' reports that

Table 9-25).

Reading status-and provision- of_literacv. Above- and below=average

readetS did not differ in whether any one read to them, in whether their

family received a newspaper or owned word games, whether any one recom-

mended books to them or whether they used a dictionary at home. There was

a tendncy for a .)ve-average
reader§ to report more often that their

parents bought them book8, and to report owning more books (see Table 9-26).

Literacy measures and provision of literacy;
Children who owned more

books and who reported someone had bought them books had higher reading com-

prehenSion scores (see Tables 9-27 and 9-28). Children from familie8 with

higher lirovision of literacy ratings produced more
words in the writing samples.

This finding was significant for the fourth graders as well as for the whole

they regularly read books (see

sample. Second grade children whose mothers Wrote notes to them had

significantly higher reading compreheaSiOn scores but they wrote fewer

words in their writing samples.

Chomsky (1972) found signficant cOrrelations between exposure to

books, language maturity and reading achievement. Her work suggests that

being read to and reading independently are important ways for children

to learn the complex literacy language found in more advanced books.

1



Table 9-25

Non-significant ANOVA's on r,4.rental Literacy

Mo.lher likeS to head

Mother reads '-oks

Child repl)rt: mother likes to read

Child report: types of materials mother likes to read

Child report: father likes to read

Child report: types of materials father likes to read

Child report: person in family who reads the most

Table 9-26

The Relation of Provisicn of Literacy to Reading Status

Above Average Below Averake

% who get read to or who got ri:.st: 1:o earlier 64.7 53.3

% whose parents buy them books
87.5 64.3

% Who use a dictionary at home
64.7 85.7
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Table 9-27

The Relation of the ProviSion of Literacy for Ch-J.:

to Literacy Measures

Wcre Reading
Word

Rec, ,
An Comprehension Votabulary Production

Rating of provision of literacy

for child

Number of books child own
+ALL

Frequency mother writes notes

to child (1=infrequent)

-6

+4 +ALL

+ALL

-2
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Significant ANOVA's T.sion of Literacy

Average Deviation from Expected

Does anyone in your faMilY sit down and
read to you or let you read to them
(or did they use to)? Second Sixth

Yes -.36 .29 -.18

No 1.15 -1.08 -1.20

Average Deviation from Expected
Reading_Comprehension Score

How often does someone sit down and
read to you? Second Fourth Sixth

Everyday .33 1.47 .80

Sometimes -.46 .59 -.28

Average Deviation from Expected
Reading Comprehension Score

Does someone buy bookt for you? Second Fourth

Yes -.07 1.43

No __-.2

SiX-th

-.26
-1.13

Average Deviation_- from Expected
Word Reco nition Score

Doet your famlly get magazines? Second Fourth Sixth

Yes; =.09 -.15 -.12

No' -.93 -.55 -2.37

Average Deviation from Expected
Word Recognition Scare

Does child go to public library? Second Fourth Sixth

Yes -.3 -.28 -.49

No 1.5 -.30 -2.20

Average Deviation from Expected
Reading Comprehension Score

Does child go to public library? Second Fourth Sixth

Yes -.34 .61 =.04

No .40 2.50 -1.80

4
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For the sample as a Whole, children who reported their mothert or

someone else read to them every day (or used to) had SignificantlY higher

reading cumprehension scores than the group of children who reported that

they were read to less frequeraly. We found no
differences on the literacy

measures between children whose mothers reported they did or did not tell

them Stories or discuts items from the newspaper,
however (see Table 9-29).

Children in the second grade whO reported that someone read to them now

or in the past (or let them read to that per, )11) had signifiCantly lower

word recognition cores. Fourth- and sixth -'ride children who reported

someone had read to them had significantly
.1-gher word recognition scores,

howeVer. Second=grade
children who said '-Alty went to the public library

had lower word recognition and -leading co .7)rehension
scores than those who

didn't. Fourth-grade
children who reps -red going to the library had

higher wr----1Fettinacoret
Tower reading comprehension scores

,:1T-
6 graders who didn't. At the sixth-grade level, children who

said they went to the library had both higher word recognition and reading

comprehension Scores;
These difference§

between findings at each grade

leveJ nay reflect the fact that parents of poor second-grade readers spend

more time reading to Ir children and ensuring that they go to the public

library. A §imilar pattern exists for the family Subscribing to magazines:

This has a negative effect on word recognition for second graders and a

positive effect for fourth graders.

Reading_scatus and children's reading_and
writing history. There

were no differences between above- and below-average
children in where

theY learned to 7'eed, how many favorite childhood books they mentioned,
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Table 9-29

Non7significant ANOVA's on Provision of Literacy

Mother tells stories to child

Child owns word games

Mother discusses item: ' 1 ne;sp.-4)er with child
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or whether anyone had read to them. As might be expected, below-average

readers were more likely to be in the low reading group in first grade

and above-average readers in the higher group (see Table 9-30).

Literacy measures-and childrees_reading_and writing histories.

Wejound that children who had learned to read early, according to their

mothers, had significantly higher word recognition, reading comprehension,

and vocabulary scores at the time of our study than children who were

repotted to read later (see Tables 9-31 and 9-32). Children who were

reported to have fewer problems learning to read wrote significantly

longer writing samples during our study. Children who learned to use a

pencil at home and could write their own names before kindergarden did

not have significantly different scores from those who didn't or couldn't.

Turning to the findings at each separate grade level, it is

interesting to note that ten of thirteen significant correlations between

the variableA relating to the children's early reading history (as

repotted by their mothers) and the four literacy measures'Were for the

fourth-grade children; In contrast, there was onbitone significant

finding for sixth-grade children: those sixth graders who had fewer

probleta learning to read had higher writing production scores. And

-theie were only two significant findings at the second-grade level:

those children who read earlier had higher word recognition and reading

comprehension scores.

Fourth-grade children who read earlier had significantly higher word

recognition, reading
comprehension and WISC vocabulary scores. Curious y,

fourth-grade children who had fewer favorite books as a young child had
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Table 9-30

The Relation of Early Redding HiStorY to Current 1(64:Wink StatuS

Above Average Below-Average

% who learned to read before or during

kindergarten 42.9 41.67

% who get read to now (or who got read to earlier) 64.7 53.3

% who could write name before kindergarten 61.5 54.5

Mean number Of favorite childhood books 1.7 1.6

% who were.in low reading group in first grade 23.1 72.7*

% who were in high reading group in first grade 46.2 9.0*

* pC.05



Table 9 -31

The RelationshiP of Children's Early Reading History to Literacy Measures

Mother's report: age child

learned to read (1..early)

Child's report: age child

learned to read (1..early)

Word_ _
Reading

Word_

Recognition Comprehension Vocabulary Production

-2 -4 ALL 2 -4 -ALL -4 -ALL

-4 -2

Mother's report: number of

problems in firSt grade

p.fewer)
=4

Mother's report: number of

problems learning to read

(3...fewer)

-4 -ALL

Mother's _report: child's
reading group in first

grade (1..ibw)

Mother's report; number of

favorite bookschild had

when younger

+4

Table 9-32

Non=significant ANOVA's on Mildren's Early Reading History

Mother report: child can write own name before kindergarten

Child report: learned to use a pencil at home

4 S
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Significantly higher reading comprehension scores than those who didn't.

Those fourth graders who had fewer problems learning to read had

Significantly higher WISE scores, and produced longer papers Fourth

graders who had been in the higher reading group in first grade and who

had fewer problems in first grade had significantly higher word recogni-

tion scores;

Conclusion. Although the pattern of results for home literacy is

by no means simple or unambiguous, it does emerge as a dimension Of

considerable power in relation especially to reading comprehension.

Furthermore, it is clear that the effect of home literac.y variables is

very different at the different grade levels. Presumably the negative

effects of provisiOn of literacy at second grade reflect greater provision

of literacy to children WhO have worse reading problems at that grade

level, whereas the positive effects at higher grade levels reflect the

fact that home variables become increasingly important as the literacy

tasks facing the children become more complex and varied.
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Summary

In this chapter we have examined the relationship between seven

dimensions within the family (family constellazion and background;

maternal education, work and activities; educational aspirations and

expectations; children's activities and contacts; level of organization

and emotional climate; stress; and literacy) and children's reading

status. We also looked at the relationships between these seven dimensions

and four literacy measures (word recognition, reading comprehension,

vocabulary, and writing production). Fcr the sample as a whole, the four

literacy measures reveal family influences better than the global reading

status (see Table '9-33).

Different family factors influence different literacy measures. The

two measures of reading, word recognition and reading comprehension were

not influenced identically, however; some family factors influenced both

of them: maternal aspirations for the children's education, maternal

literacy, children's outings with adults and financial stress. Those

factors that influenced word recognition but not reading comprehension

were maternal expectations fot child's education, the time children

spent with other children, maternal education, and maternal activities.
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Table 9-33

Summary of Family Influences on Reading Status and Literacy. Measures

Word __Reading Word_

Reading Status Recognition Comprehension Vocabulary Ptb-thittibh

Family constel-
lation

Family baCkground

Mother's education

Mother's work

Mother's activ-
ities

Aspiration&

Expectations

Time with chil-
dren

Relations with
adults

Outings with
adults

Lessons

Time watching
television

Level of organ=
ization

-

Emotional climate

Social stress

Financial stress

Maternal literacy

Provision of literacy

Early reading history
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In contrast, provision of literacy in the home for the child, time children

spent watching television, and the children's relationship with adults

influenced reading
comprehension but not word recognition.

Children's vocabulary was affected by maternal
aspiratiohb and expec-

tationt for the children's education, outings and relations with adults,

emotional climate, maternal literacy and maternal activities. It is

noteworthy that one-parent
households were associated with higher WISC

scores and not related to the other measure.
The writing measure,

word prodUction, was most strongly influenced by the family constellation and

bapkground and by the levekof organization and emotional climate. In

addition, provision of literacy for the child related to word production.

The children's early reading history related to an four literacy measures,

suggesting that children who were good readers early on have remained

good readers.

At each grade level, different patterns existed between the family

factors and the literacy measures (see Table 9-34),
Provision of literacy

is a good example pf a family factor which yields araixed pattern .of results.

Provision of literacy ;for the child was related toreading comprehension at

all three grade levels and to word recognition at: the fourth and sixth

grade levelt. Aloweverilt was negatively related to word recognition at

thesecohd grade level. It was -not related to vocabulary at any grade

level. For word production there was a negative relationship at Second grade

but a positive relationshipat fourth grade.

Mother's literacy wag not related to any of.phe,four measures at the

second grade level and there were mixed findingslor the older children.

At the fourth grade leve/, mother's literacy was positively -associated with

vocabulary but negatively with word recognition. At the sixth grade level

mother's literacy was negatively associated with vocabulary but positively

with word recognition and word production.

4&



Table 9-34

Summary of Family Influences on Reading Status and Literacy Measures at Grade Levels TOol Four, and Six

Second Grade

Fourth Grade

Word

Recognition

Mother's work

Contact with

extended family

TV time (-)

Punishment scale

Provision of literacy

Early reading history

Mother's activities

Outings with adults

Early reading history

TV time (-)

Maternal literacy (-)

Provision of literacy

Sixth Grade Aspirations_

Emotional climate

Expectations

Provision of literacy

Mother's education

Time with siblings

Organization of

physical environment

Reading

Comprehension

Family size

.Coutact with

extended family

Relations with adults

TV time (-)

Provision of literacy

Early reading history

Birth order

Mother's education (-)

Mother's work (-)

Early reading history

TV time (-)

Provision of literacy

Relations with adults

(+) (-)

Chores.

Provision of literacy

Maternal literacy

Vocabulary

Family size

Number of adults (-)

On time to school (-)

Residence status (-)

Outings with adults

Father reliability (-)

On time to school (-)

Aspirations

Expectations

Early reading history

Mother's activities

OutIngs with adults

Emotional climate

Maternal literacy

Contact with

extended family (-)

Relations with adults

Maternal literacy (-)

TV time

Chores

Word

Production

Chores (-)

Mother's education (-)

Provision of literacy (-)

Residence status 1,

Organizatiod of physical

environment

Rules and schedules

Father reliability

Emotional climate

Provision of literacy

Early reading history

Outings with adults

Mother's education

Maternal literacy

Mother's work (-)

Early reading history

Outings with adults

Child-parent relation-

ship scale

4S''
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Mother's education was negatively related to word production at

second grade and to reading comprehension at fourth grade. At the sixth

grade, mother's education was positively associated with word recognition

but negatively with word production. These mixed findings for mother's

education suggest that this factor may not be nearly as important as

previous studies have indicated. Mother's aspirations and expectations

for child's education were related to fourth graders' vocdulary and to

sixth graders' word recognition.
Mother's activities were associated

with fourth graders' word recognition and vocabulary.

Children's outings with adults were associated with vocabulary at

the second and fourth grade levels, with word recognition at fourth, and with

weird production at the fourth and sixth grade levels. 7-,.r rhilarpn mr the

second and fourth grade levels, the more they watched television, the

lower their word recognition and reading comprehension
scores were.

However, contrary to what we would haVe expected, sixth graders who watched

a lot of television had higher vocabulary scores.

There were different patterns for chores as well. Those children at

sixth grade who did-a lot of chorea- had higher reading comprehension and

Vocabulary whereAS Second gradera who did a lot of chores had lower word

word production.

Second graders who had extensive contact with extended family had

higher word recognition and reading comprehension scores. However,

extended family contact at the sixth grade was associated with lower

c.
r'

vocabulary scores.
Children's relationships

with adults alSo produced

mixed findings: they were positively associated with reading comprehension

and second grade, but negatively as well as positively associated with

reading comprehension
at the sixth grade.

4Sj
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Contrary to what we might have expected, second grade children from

one-parent families and from more'recent immigrant families had higher

vocabulary scores. The number of children in the family was related to

reading comprehension and vocabulary at the second-

grade level; second graders from larger families had higher scores.

Frequency of play with siblings yielded mixed results. It was

only related to the word recognition scores but in different directions

at the different grade levels. At the second and fourth grade more

play with siblings was associated with lower scores and the opposite was

true at the sixth grade level.

Our ratings of the family's emotional stability were significantly

related to only fourth graders' vocabulary and writing production. Our

ratings of the organization of the physical environment and the family

rules and.schedules were also related to fourth graders' writing production.

At the sixth grade level, the organization of the physical environment

was associated only with word recognition.

The above Sutra-dry clearly shows that no one family factor is

paramount in influencing children's performance on a range of literacy

measures. Obviously, the problem is that the home factors may have

measurable but very small effects: furthermore, the dimensions are not

entirely independent of each other, and may have cumulative effects. They

may even have interactive or synergistic effects, which are impossible

to deterMine using the analyses presented above.

To diSCOver both the relationships among the various family dimensions,

and the total impact of the various family factors on children's literacy

skillS, it is necessary to carry out a more sophisticated multivariable

au
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amalysis. We have, therefore, performed regression analyses in an attempt

to relate several family dimensions to children's achievement in one

analysis.
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Regression Analysis

The-Regression Analysis

Given the large number of variables for which significant corrdla=

tions could be found, clearly not all possible regression models could be

tested. Accordingly, five models which incorporated the factors identified

above as related to the various aspects of literacy were proposed. These

Models and the summary variables relevant to each are discussed in this

section (see Table 9-35 and 9-36).

Par-e tc -as-- Teacher

One way in which parents can have a direct impact on theit children's

school achievement is to function as teachers themselves. We know that

parents can and often do take a direct role in teaching theit children;

Thi. Parent as Teacher tests to what extent direct parental teaching can

explain variation in children's literacy skills. The components are:

mother's education, father's education, literacy environment, help with

homework, positive interaction over homework, mother's and father's own

education and our ratings of mother's and father's own literacy were

included in the model because we believed that more educated and more

literate parents might be better equipeed to teach their children.

Parents' expectations may also play a role in children's achievement;

parents who expect their children to get more education would be likely to

provide direct teaching. We also assumed that the parents who see themselves

49 2
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Table 9-35

Summary of Variables Used in Regression Models

Parent as Teacher

Literacy environment
Mother'S education
Father'S education
Mother's educational

expectations
Father'a educational
expectations

BOmdWork help
Parent-child interaction

Rote as-a_Nice Place

Organization in home
Income per capita
Mother's social stress_
Father's social stress

Time with children

Outings with adults
TV hours
TV rules

Home as a Negative-Environment

Organizatico in home
Income_per capita
Mother's social stress
Father's social stress
Childparent relationship
Punishment Scale

Home_as Enriching

Literacy environment
Mother's edudatiOn
Father's eduCatiOn
Child has older brother.

Time with children

Diary activities
TV hoUrt
TV rules

Parent as Partner With-School

Parent school involvement
Contacts with teacher
On time'to school
Homework help
Parent-child interaction
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Table 9-36

Sources and Definitions of Variables Used in

Regression Equations

Variables from Children's Interviews:

Outings with adults - frequency child goes places with
parents or other grown -ups in family

TV rules - child report of whether there are
time and/or content restrictions on
TV viewing

Parent-child relationship

Punishment scale

On time to school

- child's score on Swanson Child Parent
Relationship Scale (see page 9-39)

- child's score on Punishment Scale

(see page 9-39)

- child's response to "Are you ever

late to school?"

Variables from_Children's Time Allocation Diaries

Diary activities

Bedtime

Variables from Parents' Interviews

Mothers' (and fatherS')
education

Mothers'(and fathers')
educational expectations child to complete

- number of activities children listed
in diaries between the time between
school and going to bed each day

- rating of how consistent child's
bedtime was during school year

- grade in school completed

- grade in school parent would like

Homework help - frequency with which parents or
siblings help child With homework

Income per capita

494

- mother'S or father's report of
income per capita
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fable 9-36, continued

Variables from Parents' Interviews, cont.

Mother's (and fathers') social

stress score

Plays with children

Parent involvement

Contacts with teacher

Composite Variables

Literacy environment

Organization in home

TV hours

Variable_ from Home Observations

- composite social Stress score

(see page 9=46)

- frequency child_plays with
siblings and Other children

- frequency mother (and/or father)

attends PTA and class meetings,

school related committees and

special programs as well as

help in classroom or on field trips

- frequency tether (and/or father)

talked with teacher about child

diary during school year.

- average of three summary variables:

provision of literacy for child,

maternal literacy, paternal literacy

- average of (1) our ratings of

organ of physical environs;

rules and structure in family,

reliability'of mother,
family emotional stability;

(2) whether mother said child

is expected to do chores and
frequency child reports doing

them; (3) consistency of bedtime

as reported in winter diaries.

- average of number of hours child,

mother and father reported (in-

dependently) the child watched

TV each day

Observer rating of degree to which

parent-child interaction was positive

or negative during diary task (each

dyad's score' was based on the sum of

the Positive-Negative (P-N) Symlog

ratings observer gave individually

to parent and child).
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as teachers would be more likely to provide a rich literacy environment for

the children, as well as help he with homeWOrk; In addition, our

observation of hoMework-like tasks, in relatively pedogogical homes,

would reveal a facilitative parental style.

Home as a Nice Place

A second model conceives of the crucial contribution of children's

homes as providing healthy emotional climate for development. Rather than

teaching the children literacy skills themselves; the parents make sure

the children feel happyi enjoy interacting with people' develop self-

confidende and a positive self-image, equipped with which they then are

more likely to succeed at any learning situation.

The components of this model include per capita income, social stress

of parents, frequency of children's activities with adults and with other

children, level of organization and rules and schedules, as well as amount

of and rules about television. Our assumption is that a positive environ-

ment for the child would include adequate per capita income and no more than

moderate levels of stress on the parents. Highly stressed parents are

unlikely to be able to build positive attitude and seIf-confidence in the

child. In addition, the provision of a wide range of activities for the

child with other children as well as with adults contributes to oppor-

tunity to have fun. Homes in which there are predictable rules and sched-

ules will be characterized by low levels of conflict and uncertainty.

Reasonable rules about how long and what children may watch on television,

as well as how much TV the child actually watches, may also be a positive

49
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factor in the children's lives, contributing to their sense of being cared

for and reducing conflicts with adults.

Home as Enriching

The third model tests the effect of the home as a source of learning

that would supplement and expand on school learning. Rather than teaching

school Skills directly, or functioning to produce children

with positive self-image, homes are conceived of as the source of enrichment

and experiences with non=school-related learning experiences.

The components of this model are: literacy environment provided for

the child, mother's and father's education, frequency and range of child's

activities, whether tin. 'zhild has a brother, number and kinds of rules about

child's television viewing. By home as enriching, we meant that the home

provides intellectual
stimulation for the child, that might aid in the

child's academic Success. We felt these could include a wide range of

activities, as well as educated parents who provide a rich literacy environ-

.

ment for the child. Moderate and monitored use of TV can also contribute to

the child's knowledge. We also included having a brother because studies

have suggested that children who have brothers do better academically than

children who don't have brothers, presumably because the sibling is the

source of additional knowledge and a entree to additional activities.

Home as a Negative Environment

Just as we conceived Of a model in which the home was seen as a

positive environment for the development of the child's self-concept,
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another model could test the effect of the home's negative effects on the

Child's development To the extent that the home is a setting of conflict,

of stress, of learning to be helpless, frustrated and joyless when approaching

learning tasks, it will hamper children's ability to function at school.

The components of this model include per capita income and social stress of

mother and father, the child's perception of his or her overall relationship

With parents, how punitive the child sees his or her parents to be, and the

level of organization and rules and schedules in the family.

The absence of organization and predictable rules and schedules in

the family could be seen to have a negative impact on the child by contri-

buting to the levels of conflict in interaction among family members, and

by leaving the child with a sense of uncertainty. Similarly, low per-

capita income and high levels of parental stress mean that parents'

emotional energies are directed toward solving their own problems and raise

the risk of parental depression (Belle et al-, 1982). Children who feel they

have poor relationships with their parents and who feel they are punished

frequently see their own homes as places where they are unhappy.

Parent as Partner with School

In this model, we consider the effect of the parent who sees his/her

role as a partner with teddhetS and the school. Parents who function as

partners proViee direct help to'their children in support of the school's

efforts, in consultation with teachers, and in accordance with the school-

based curriculum, rather than either providing direct instruction in literacy

themselves, or leaving school skills to the teacher and concentrating on

enrichment that goes beyond school instruction.

4 95
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Components of the parents as partner model include parent involvement

in school activities, parent contacts with teachers, parental help with home-

work, and nature and tone of interactions during a homework task, as well

as whether the child gets to school on time.

The findingS reported in Chapter 6 on the importance of school-home

contacts indicate that this model may be very powerful in explaining variance

in children's school achievements and literacy skills.

_Results of the RegressionAnalysis

These five models can be grossly categorized into two types - the

models which emphasize the cognitive impact of the home (Parent as Teacher,

Parent as Partner and Home as Enriching) versus those that emphasize the

emotional impact of children's families (Home as a Nice Place, Home as a

Negative Environment). The reality of this distinction can be seen in

Table 9=37, which presents the percentage variance explained by each model

for each of the four literacy measures. It is clear that the cognitive

models have high predictive power for word recognition and vocabulary, while

the emotional models explain much more of the variance on word production.

Reading comprehension presents the most complex case: the lowest amount

of total variance is explained and both cognitive and emotions] models

explain amounts of variance.

Given the rather small number of variables entered into these models,

an impressively large amount of the variance on the measures is explained. -

as high as 60% in one case. The differential effectivenss of the various

models for the various literacy measures makes clear once again
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Table 9-37

Percentage Variance Explained on Literacy MeaSureS by Five Models

Word
Recognition

Reading
Comprehension Vocabulary

Word
Production

Parent us teacher .44 .28 ;47 .30

Home as nice place .14 .28 .20 .43

Home as enriching .44 .23 .60 .31

Home as negative
environment .12 .05 ;16 ;43

Parent as partner .32 .21 .38 .32
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literacy is a set of separate skiIls, not one skill that is global];; affected

by hote factors.

It the following sections we will discuss each literacy measure in

turn, and the variables that combine in the most powerful models to explain

significant amounts of variance.

Word-recognition. Two closely related models - Home as Enriching

and Parent as Teacher - both explain 44% Of the variance on word recogni.-

tiot (see Tables 9-38 and 9-39). Very powerful variables within both

models are mother's education and father'S education, but mother's educe=

tiohal expectations makes the largest contribution to Parent as Teacher;

Literacy Environment-is a minor contributor in both models.

The Parent as Partner model also explains 32% of the variance on word

recognition (see Table 9-40). Its power is noteworthy beCauSe the powerful

variables are completelY different from those in the other two cognitive

models - contacts with teachers, parent involvement in school and child

tardiness.

The two emotional effects models explain rather little variance (Ye% and

12%) on word recognition with no single variable except number of activities listed

in the diary explaining more than 5% of the variance (see Tables 9-41 and 9-42).

The results on word recognition suggest strongly that better

educated parents who have high expectations for their children's educational

achieveMents, who provide a rich literacy environment and maintain good

r j

contacts Witt; teachers and school activities can contribute to their

children's word-recognition skills. The strong similarity between word

recognition and vocabulary in the highly-explanatory models (and in the

skills required to succeed on both tasks) require that we compare carefully

5u 4:
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Table 9-38

Percentage Variance on Word Recognition Explained by Home as EnriChing Model

Multiple R
Variance
Explained Simple R B Beta

Mothers'-education .45 .21 .45 -.95 -1.87

Literacy environment .49 .24 .34 5.89 4.06

TV rules .50 .25 .15 -.68 -.75

Diary activities .50 .25 .20 -.85 -3.74

Time with children .51 .26 =.14 -1.07 -1.68

Father's education .61 .37 .18 1.36 2.83

Child has older brother .t6 .44 .09 .94 .32
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'Table 9=39

Percentage Variance on Word Recognition Explained by Parent as Teacher Model

Mother's educational

Multiple R
Variance
Explained Simple R B Beta

expectations .34 .29 . .54 1;59 .86

Father'S education .59 .35 .18 -.32 -.67

Mother's education .65 .42 .45 .20 .39

Literaty environment .66 .43 .34 -.26 -.18

Father's eduCational
expectationS

.67 .44 -.10 .17 .16

5 Li
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Table 9=40

Percentage Variance on Word Recognition Explained by Parent as Partner Model

Multiple R
Variande_
Explained- Simple R B Beta

Contacts with teacher .32' .11 -.32 -.43 -.56

Parent school involvement .45 .21 .26 .72 .37

On time to schOO1 .54 .30 .00 -.87 -.38

Parent/ child interaction .56 .31 .19 .18 .15

Homework help .57 .32 .15 .36 .12
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Table 9-41

Percentage Variance on Word Recognition Explained by Home as Nice Place Model

Multi 16-R
Variance
Explained Simple R Beta

Outings with adults .24 .06 .24 .49 .24

Diary activities .30 .09 .20 .66 .29

TV rules .33 .11 .15 .16 .18

TV hours .36 .13 .02. -.35 -.19

Incomeper capita .37 .14 -.00 -.54 -.09

Mother's-social stress .?.7 .14 .00 -.69 -.04

..
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Table 9-42

Percentage Variance on Word Recognition Explained by Home as a Negative Environment Model

Multiple R
Variance
Explained Simple R B Beta

Parent/ child relationship .20 .04 .20 .21 .24

Organization in home .27 .07 .15 .52 .32

Punishment scale .31 .09 .09 .16 .18

Father's social stress .32 JA) .08 .20 .11

Mother's social stress .34 .11 .00 -.20 -.12

Income per capita .35 .12 -.00 -.45 -.08

5u6
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the variables that contribute to explaining variance on word recognition

and on vocabulary.

Reading comprehension. As noted above, a cognitive and emotional

model both explain significant amounts of variance on reading comprehen-

sion. The cognitive model - Parent as Teacher (See Table 9-43) - reflects

the major contributions of Literacy Environment (9%), father's education

(5%), mother's education (3%), maternal edudational expectations (3%),

and family members' help with homework (4%). The emotional model - HoMe

as a Nice Place - on the other hand' haa a radically different
z.

set of power-

ful predictors (see Table 9-44): frequency of outings with adults (6%),

existence of TV rules (6%); frequency of playing with agemates (5%),

..

and amount of time watching TV negatively related to score

(4%).

The other three models explain very little variance not accounted

for by the above-mentioned variables (see Tables.9-45, 9-46i 9 -47) except

that parent Involvement,with schools and family members' help with home-

work explain 10% and q% of the variance respectively, accounting for the

reasonable showing of the parent,as partner model (21% of the variance).

The inability to find any model that explained more than 28% of the

variance in reading comprehension reveals how complex the relationships to

reading comprehension are - a confirmation of the importance of the questions

that motivated this study. Success in reading comprehension is facilitated

by direct parental provision of literacy and homework help by parental

cooperation with schools, and by engaging in activities with adults - but



Table 9-43

Percentage Variance on Reading Comprehension Explained by Parent as Teacher Model

"
j,:.C..

Variance
Multiple--R kplaineel Beta

Literacy environment .30 .09 .30 .48 .04

Mother's education .35 .12 -.05 -.81

Mother's educational
expectations: .39 .15 .19 1.60 .97

Father's education .45 .20 -.16 =.32 -.75

Father's educational
expectations .47 .22 _ .46 .50

Homework -
.51 26 .

Parent/ child interaction .53 .28 /

r.F.''''"4.1'N'5411,4SaitjaratiaYiglft.44-04Agieti
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Table 9-44

Percentage Variance on Reading Comprehension Explained by Home as Nice Place Model

Multiple R
Variance
Explained Simple -R B Beta

Outings with adults .24 .06 .24 .59 .33

TV rules .34 .12 .24 .32 .40

Organization in home .39 .15 .01 -.50 -.35

Income per capita ..42-' .17 .18 .60 .12

Diary activities .44 .19 .09 .76 .38

TV hour& .48, .23' -I1 -.58 -.37

Time with children .53 .28 .07 .14 .24

Mother's social stress .53 .28 -.01 .72 .05

Father's social stress .53 .28 .02 .57 024
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Table 9-45

Percentage Variance on Reading Comprehension Explained by Home as Enriching Model

Multiple -R

Variance
Explained Simple R B Beta

Literacy environment .30 .09 .30 .28 .22

TV rules .36 .13 .24 .22 .28

Father's education .41 .17 -.16 -.77 -.18

TV hours .44 .19 -.11 -.47 -.30

Mother's education .47 .22 -.05 =.78 -.17

Diary activities .48 .23 .09 .53 .26



Table 9-=46

Percentage Variance on Reading Comprehension

Explained by Home as Negative Environment Model

Multiple R
Variance_
Explained simple R B Beta

Income per capita'. .18 .03 .18 .12 .23

Parent/ child relationship .21 .05 -.09 -1.00 -.13

Organization in home
. _

.23 .05 .01 -.81 -.06

Mother'S Social stress .23 .05 -.01 =.52 -.04

Punishment scale .23 .05 -.02 .17, .02



Table 9-47

Percentage Variance on Reading Comprehension Explained by Parent as Partner Model

Multiple R
Variance
Explained Simple R B Beta

Parent School involvement .32 .10 .32 .87 .51

homework helP .43 .19 -.09 -.78 -.29

Parent/ child interaction .45 .20 .12 .13 .12

On time to School .46 .21 -.05 -.25 =.12

Contacts with teacher .46 .21 .03 =.37 -.06
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by other factora as well; It may be that reading comprehension is the

literacy skill that is most equally dependent on home and on school

factors, where a major part of the variance is simply not explainable

by either home or school independent of the other.

Vocabulary. The Home as Enriching model explains 60% of the

variance on Vocabulary (see Table 9-=48) with both number of hourS watching

TV and Literacy Environment accounting for 15% of the variance (hours

watching TV is negatively related to vocabulary scores), and frequency of

playing with other children negatively related to vocabulary (9%). Other

important contributions are father'S education (8%), existence of TV rules

(5%), and self-reported frequency of activities (4%).

The Parent as Teacher model explains 47% of the variance on vocabu-

lary but several of the important variables overlap with Home as Enrichi:Ig

(see Table 9-49). Father's education explains 18% of the variance on vo-

cabulary, and mother's and father's educational expectations each add 5%.

The Parent as Partner model (see Table 9-50) explains 38% of the variance,

with the frequency of-child-reported tardiness to school (13%), parent

involvement in school (15%), and parental facilitation of homework

task (7%) loading heavily.

The two emotional effects models (Tables 9-51 and 9-52) explain

rather little variance on vocabulary (20% and 16%), but frequency of

outings with adults explained 12% of the variance and our summary

variable reflecting rules and schedules explained 9% of the variance.

Thus, vocabulary is'the most sensitive of the literacy measures to

home effects, and especlaIly reflects the positive impact of children's

513



Table 9-48

Percentage Variance on Vodiabulary Explained by Home as Enriching Model

Multiple-R
Variance
Explained Simple R B Beta

Literacy environment ;39 .15 .39 5.88. 2.45

Diary activities .44 .19 .11 -1.12 -2.99

Time with children ;53 .28 -.08 -1.30 -1.23

TV hours ;66 .43 .06 .38 1.28

Father's_ education .72 .52 =.13 .68 .85

TV rules .75 ;57 .23 -.56 -.38

Child has older brother .77 ;60 =.04 .93 .19



Table 9-49

Percentage Variance on Vocabulary Explained by Parent as Teacher Model

41:

Multiple_R
Variance
InIained Simple R B Beta

Literacy environment .39 .15 .39 -.35 -.14

Mother's educational
expectations .45 .20 .37 2.88 .94

Father's education .62 .38 -.13 -.81 -1.01

Father'S educational
expectations .66 .43 -.14 .39 .22

Mother's education .68 .46 .21 .19 .22

Homework help .68 .47
(- .17 - .69 .14

Parent/ child interaction .f .47 .19 .14 .07

5-13-



Table 9-50

Percentage Variance on Vocabulary Explained by Parent as Partner Model

Multiple R
Variance
Explained Bungle R B Beta

On time to school .36 .13 -.36 -2.06 -.54

Parent school involvement .53 .28 .33 .13 .41

Parent/ child interaction .60 .35 .19 .56 .28

Contacts with teacher .61 .37 .15 -.19 -.15

Homework help .62 .38 .17 .66 .13



Table 9-51

Percentage Variance on Vocabulary Explained by Home as Nice Place Model

Multiple R
Variande
Explained Simple-R E Beta

OUtingS with adults .35 .12 .35 .96 .28

TV rules ;42 .18 .23 .27 .18

Organization in home .44 .19 .30 .45 .17

Mother's social stress .44 .20 .03 -.25 -.09

Diary activities .45 .20 .11 .18 .05

Father's social stress .45 .20 .15 .96 .03
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Table 9-52

Percentage Variance on Vocabulary Explained by Home as Negative Environment Model

Multiple R
Variance
Explained Simple R Beta

Organiiation in hoMe .30 .09 .30 1.13 .42

Parent/ child relationship .35 .12 .12 .25 .18

Mother's social stress .38 .14 .03 -.54 -.20

Father's social stress .39 .15 .15 .31 .11

Punishment scale .39 .16 -.11 .52 .04
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activities with adults, their access to literacy activities and

materials and limitations on their use of TV, as well as the coopera-

tion of parents with teachers and positive interactions during direct

parent teaching.

Word production. Alone among the literacy measures, word production

is primarily related to emotional factors in the home and two emotional

effects models each explain 43% of the variance on word production, but

_the crucial variables in the two models do not overlap significantly. The

Home as a Negative Envrionment mOdel (see Table 9-53) relies on children's

perceptions of their relations with their parents (26%), c- cur summary

variable reflecting rules and schedules (7%), and on the children's percep-

tions of how punative their parents are (5%). Home as a Nice Place (see Table

9-54), on the otherhand, reflects a 19% contribution of hours spent watching

TV (more TV related to lower word production score) and a 6% contribution

of the existence of TV rules (fewer rules is related to higher word pro-

duction scores). This.finding relates to'earlier findings reported in

Chapter 3 thatolder-children reported fewer TV restrictions than younger

children did. We hypothesize that children's development of a positive

self-concept and a good basis for relations with adults has a greater effect

on the writing task, which requires willingness to work and lack_of anxiety

than on the other-literacy tasks, because they are less subject to.the
for

effects of'emotional factors;

The additional variables which show a large effect in the three

congitive models (see Tables 9-55i 9-56 and 9-57) are literacy environment

(5%), father's educationalexpectatiOns (18%),-parental facilitation of



Table 9=53

Percentage Variance on Word Production Explained by Home as Negative Environment Model

Multiple R
Variance
Explained Simple R H Beta

Parent/ child relationship .51 .26 -.51 -.15 -.46

Organization in home .58 .33 .34 29.96 .51

Punishment Scale .62 .38 .02 .83 .
.26

Mother's social stress .64 '.41 .06 -1.20 -.20

Income per capita .65 .42 -.10 -2.48 -.12

Father's social stress .66 .43 .20 .69 .11



Table 9=54

Percentage Variance on Word Production Explained by Home as Nice Place Model

Multiple R
ant'e

Eiplained Simple R B

TV hours .44 .19 .44 1.27

Organization in home .52 .27 .34 32.26

TV rules .58 .34 -.09 =7.73

Mother's social Stress .61 .37 .06 -1.47

Time with children .62 .39 .20 5.44

Diary activities -;-_ -:;65;. _--;,- *.4g.
-i,e,.-,

;39 2.04

Income per capi'a 4tt, 44.., ..,..7s:...44-,: .,, ,A3 2 ::.7.. -.10 -2.:45

Outings with adults .66 .43 .22 .31

Father's social stress .66 .43 .20 -.22

!IC OW,Virtallir4 ;., 71,e

52í

Beta

.19

.54

-.24

-.24

.24

25

.,1

.04

-.03

f



Table 9-55

Percentage Variance on Word Production Explained by Parent as Teacher Model

Variance
Multiple R Explained Simple R B Beta .

Father's educational
expectations , .42 .18 .42 15.21 .40

Parent/ child interaction .50 .25 .37 12.83 .29

Mother's educrtion .55 .30 -.13 -4.36 -.24



Table 9-56

Percentage Variance on Word Production Explained by Home as Enriching Model

Variance
Multi-pie R Explained Simple-R B Beta

TV hours .44 .19 .44 1.64 .25

Child has older brother .47 .22 -.10 -29.04 .27

Diary activities .51 .26 .39 4.34 .52

Literacy Environment .56 .31 .09 -17.22 .33

grg
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Table 9-57.

Percentage Variance on Word Production Explained by Parent as Partner Model

Variance_
Multiple R Explained Simple_R B Beta

Parent/ child interaction .37 .13 .37 16.51 .37

Parent school involvement .51 .26 .30 2.73 .39

On time to school .56 .31 .30 19.75 .24

Homework help .57 .32 .00 -1.62 -.15
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hoMeWork (13%), mother's education (5%), parent involvement in schools

(1n) and frequency of self-reported tardiness to school (5%). It is noti-

cible that even those variables from the cognitive models that predict

word production are quite closely related to aspects of emotional environ-

ment = especially parental facilitation of homework, which is a measure of

the positive force between parent and child during the diary task, and

parental educational expectation, which can be seen as related to the degree

of parental approval of the child. The strictly cognitive variables -

literacy environment, for example, or parental gducation - make much

smaller contributions to explaining the variance on word production.

The two family case studies which follow illustrate the variability

in the home factors we have discussed in this chapter.

525
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The Costello Family

Mr. and Mrs, Costello_atdtheirthree teenage children live in a

small apartment in_the Righetti Field Projects. In mat* ways, it's a

typical family with teenagers, with the son involved in Stiortt, the

daughters"fighting_over clothes, all the kids arguing with their father

over money. The living_rOtmi_of their three bedroom apattMent is decorated

with school photos of the children, collections of owls, cars, trophies,

dolls, a Sthall_organj a huge poster of John F. Kennedy on the wall, and

about twentyboOkS tucked under the table in the corner.

Mk. COStello_works as ajobsupervisor for NorWich'S WOtk_EXperi-

ence Ptogram for disadvantaged youths; Mr. Costello fiielt he_hat been

successful in hig_jOb because the kids with whom he_wOkke used to be

"into drUgt_or bad language;" he has positive regard frit these children:_

"I love working with kids he144ng them out, teaching them right from wrong.'

As far as his own children are concerned, Janice, 17 -- the oldest

child -- is his shining star. He would like her to go to business school;

Mrs: Costello would like her_tobe a nurse or stewardess but feels "she's

not cut out for It Merchandising would -be a good choice:" Janiceis
clearly seen as the achiever_in the family (even though on a normative

scale she does not fare well). _She_iS due to graduate from high school

this year; whereas her younger_ brother, Walter, aged 16, has recently

dropped out of high school, and het fourteen, year old sister, Elaine,

our focal child, is learning disabled. Janice boasted to us, "I think

I'm more intelligent than the other members of my family, even smarter

than my father." In contrast* Elaine thinks her father is the smartest

person she knowS, "cuz he knows everything."

_ Waltet dropped out of school this year because it bored him

"taking a bunch of shops and stuff." Right now he's working at a local

drugstore, but -plans to go back to school next fall. His MOthet told us

that befere Walter dropped out of school the family used to get_phoni_

calls froth school every day because Walter complained of headaChes and

stomachaches. Someone at school finally suggested, 'why don't_you let

him dr60 Out_And_Wotk.andsee what that is- like.' Mrs. CoStello Said,

"I'd never thought of it like that before.'

If there_is a familyscapegoati it's ElSine. She seems to_share

very little with her siblings in the way of activitieS0.Supporting and
encouraging_ each other, confiding in each other' or going odt_With friends.

AltheOgh this is a family in which achievement_is_not stressed, Elaine

is still an outsider. The household cannot_belp her with her learning

disability and other family members have a disparaging attitude toward

her.

Both Mr: and Mrs; Costello speak of Elaine in negative terms: she

doesn't act her age, her friends are younger than she is, "she can't

concentrate, she doesn't have patience to sit down long enough," she

spends money unwisely, she doesn't listen. During one of our interviews,

520
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Elaine came in late with a friend; Mr. Costello scolded her and said,
"now sit down and talk to this lady." Mt. Costello thinks Elaine can
be outgoing and friendly; but he also desnribes her as a "wild kid"
and added that Elaine "has a lot of me in her. Lwas wild as a kid;
too." Mr._ Costello believes Elaine will be fine after she settles down
a Iittlei"but she's lazy." However; he persists in talking about how she
doesn't measure up to her older sister. Mrs; Costello berates Elaine
frequently, yelling at her, calling out to her from the kitchen window
when Elaine is "hanging out," threatening to hit her. This is reported
by Mrs. Costello herself and also happened several times when we visited.
During an interview with usi when asked how old she was when she learned
to read, Elaine immediately_jumped up to go ask her mother: 'q,lomi what

age -did I learn to read?" "You still don't know how to read." Elaine
loOked as though she had been slapped in the face but asked her mother
Again and_was told "last_year." When she went back to her interviewer,
She said "that would_be last year," not seeming to think there was any-
thing unusual about her learning to read at age twelve.

Janicealso belittles Elaine, trying to tell her hoi.i_tClook and how
to improve her appearance (Elaine is quite unkempt -most of the time); how-
eVer* it's more in a scolding than big- sisterly helpful manner. Jani-
gdtsraging mad when Elaine wears her clothes. She algt) feels that Elaine
is always in her way; "When I'm dating. a fellow she'll tell him that I
went out with s7bmeone_else and cheated on him." Janice sets herself apart,
not only from Elaine but from the rest of the family_AS well. "Sometimes
they don't have scruples, they will embarrass me." She is -very particular
about her appearance, spending hours in. the only bathroom in the apartment.
She wants to g0 out and meet new people and hates the Projects, saying
she's "the most to complain that the family lives here." Her mother voiced
her awn concerns about living in the Righetti Field Projects: "I hate
living here, they're animals. This is no place to bring up a child."
Mr..Costello; on'the other hand,' thinks that the qUality of life around
the projects has improved and that it is.not the dangerous neighborhood
it is thought to be.

The'Costellos are a temperaminiaI familyi with a tendency to yell
and fight. Elaine throws things when she gets mad and is least able to
control her temper. Brother Walter told us Matter of factly, "Sometimes
I start trouble with my sister; Elaine." He uses TV to annoy her and won't
let her watch what she wants -- "just to inravate her. I like to see
her mad." Walter seems a loner; keeping.things inside when he's upset.
"When.I get mad; I just sit in my room and watch TV or listen to music
till I calm down." Regarding the children's personalities, Mrs. Costello
said all_the children take'after her beCause "my husband's grouchy and
I'm not."

Mr. and Mrs. Costello seem to lead very separate lives_and don't
seem to agree on many issues. She doesn't tell him hOW much MOney_She
makes at her job (she works in the laundry roam_at a local,hoSpital)
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The CoStella Family - 3 9-108

so she can have- some for herself._ She would love to get another job be-

cause what she does is boring. "But this pays okay and there just aren't

other jobs._" Her views about working and education are different from

her husband's; "All I hear is money, money, money. _MY husband doesn't

know there- aren't jobs for the children. He wants them to work, but I

don't think they can get enough_ education." This notion of father wanting

childteh to just go out and work was echoed by Janice.

In the evenings, Mra. Costello goes to play_bingo or visit ftiends and

often stays overnight at_a_friend's house. Mr._Costello watches TV in the

kitChet from 7 p.m. until_2 a.m. The whole family!_ except Mrs. Costelloj

watches a lot of TV, particularly Mr; Costello, Walter, and Elaine. Mr.

Costello's only show iSiBowliftg for Dollardbecause
she likes to bowl.

There are three TV's in the apartment -- one in the kitchen, and two

in bedrooms.

Mr. Costello is the one who makes contact with the school. During

the first year of our study he contacted Elaine's teacher, concerned about

her school work and behavior; he thinks Elaine is having academic- problems;

While Mrs. Costello does not; The parentS do agree that they'd_like Elaine

to be a nurse becauad she likes people and is friendly. Says Elaine;

"I want to be a mother._ All I know is they want me to finish college."

Mrs. Costello told us that Elaine think& that everyone is -et- friend,

Whether they are Or aren't. She's not- scared of nothing," _"She's four-

teen going on 44."_ Mrs. Costello recalled that one night she came home

from bingo at 10:30 p.m. and Elaine wasn't home; Elaine CAMe_in at 10:40,

having been out in the courtyard with friends. "She's friends withevery-

bite. I keep shaWitg_her articles on murder and rape so she'll see what

Can happen; _I grounded her for a week because of that night, but my husband

lets her go." Mr._atd Mrs.
CostellO'S_attempts to restrict and control their

children's activities often seem fruitless.

Elaine hag had a long history Of School problems. She repeated K and

first grade and has been receiving a_large part of her instruction outside

the regular claS6toom.
'During the first year of our study, Elaine received

most of her instruction in a resource roomnt school -== spending time_with

her 6th grade class only during_luhdh and gym. Both the classroom and re7

source room teachers say that Elaine constantly complains about school and

hates doing any Work. .During our observations in the resource room she

needed constant prodding and encouragement to complete an assignment,

Throughout_the period she repeated, "I don't feel like doin' this," "I

hate this." "I ain't gonna_dO_all this stuff."_ DUting the second year

of our study, Elaine was officially
mainstreamed into content area classes

but was diSrOptive when she came_to them and more often than not cut,

roaming the halls, leaving school or returning to the resource rooms.

Elaihe's seventh grade teacher describes her as "very disruptive"

and says_she works in "fits and starts." AcCording_to this teacher Elaine

constantly tried to get attention from
adults_andothcv kids by Clowning

and- shouting out. The teacher who had worked with Elaine felt Elaine's

ability level was low and that her maturation seemed especially poor during

the_secOnd'year of our study. She felt Elaine was strongest in- reading_

at literal comprehension word attack skills were seen as Elaine's par-

ticular weakness.
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Elaine's father contacted her teacher the fitSt year of the study

regarding her school work and behavior. During the second year of the

studyi two of Elaine's teachers and the principal contacted Elaine's

father a number of times,' usually about discipline problems; Elaine's

teachers_had differing versions on how helpful_her family was. One

teacher felt "indifference on the part_Of the Costello's" and that their

contribution_to her success was negative. Another teacher reported that

the Costellos were "very supportiVe when asked to help, however it does

Slack off and needs to be renewed." When the teachers talked with

Elaine's father they noticed improvement_in her behavior and attitude)

'but only_for a brief period of time. Said one teacher, "The effect

lasts a day or two but usually no more."

5 2 :J
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For Mrs. Dixon, 28 a single mother with two sons, Jeffrey-49-4 an4 Lee)

7, their physical surroundings are quite shabby but there is awarm

emotional cliMate_and many provithiond for the children's readings They

have moved five times in the past six years and "it's reallybeen rough

for us at times:" When she_and her husband separated, fourycars ago,_

Mrs; Dixon took a year off from working and she and -the boys lived at her

mother's. For three years the three of them lived in McCormack Towers

(federally subsidized high-rise apartments) in a very_sparseIy furnished

apartment.
Before that they lived in two

different places in a black

neighborhood Several miles away.

Froth ages_2-5 Jason went today care and a_young woman friend of

Mrs. Dixon's also took care_of the boys. She thought the Towers were a__

better environment for the kidt than were her previous neighborhoOdS._ How-

ever, recently they-moved to their present apartment in a house that her

aunt owns and in which her cousin lives upstairs.
It's dark and in poor

repair, and there is less space than the family had before The three of

them share a bedroom, whereas it the Towersrhere were two bedrooms.

Yet, there is extended faMily nearby; including Mrs. Dixon's parents, who

stop in regularly and take the boys out.

Mrt. Dixon seems to be -the neighborhood Switchboard; She receives_

phone calls from and for friends, takes messages for them "Grand Central

Statioe_as she says. Fatily_resources
are_available but life is still

not stable for the Dixon's. The phone has_been disconnected Several

times and Mrs. Dixon haS a difficult time dealing with some of the every-

day Stresses.

Mrs. Dixon is an-avid reader and
it is apparent that her interest

is rubbing off on at least her older son Jeffrey; She read$ several news-

papers every day -- says she got this from her father -=--_And reads Time,

Newsweek, _Ebony, Jeti_regularly; She brings home some of the_news__

Magazines from her office, On the bedrOOM wall is a poster of a football

player (which Mr6._DixOn_bought for the boys) captioned "Mean Joe Green

says: Team up with you teacher and TACKLE THOSE BOOKS."_ &Calendar' _

and the children's art work also line the walls; Both_the bedroom and living

room are full of Magazines and bookS,__SecretariaI
handbooks, comics and

coloring books and old copies of The New York Post.

Mrs; Dixon used to read booki- a lot but doesn't have much time now.

As a teen, she loVed_bdoks, particularly romance and Autobiographies.

She attende4 a Suburban parochial high school on a scholarship: She had

a difficult time adjusting becauSe she felt alienated from her white

suburban classmates and there was no chance for interaction with them._

However, after not enjoying her first two years, she "really got something

out of the program" her junior -and senior years. After high school gradua-

tion, she attended a junior college forone year' taking businesS and

sedretarial_CoUrSesbefote
starting to work. She worked as an adminis-

trative assistant for a lodal_School
district and then at a temporary

secretarial agency; She now it the secretary to the president of a small

local business. Since there_iS no chance for advancement at het present

job she sporadically looks elsewhere.
However, she realizes that she needs
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more education to get better jobs. Once the boys are older, she plans on

going back to college.

She wants both sons to go through college. "Jeffrey would make a

good lawyer," but she thinks that a job in the art field will be in his

future since he loves to draw and is quite good at it She feels that

school should teachthebasics, but "they should bring learning more up

to date, with current affairs. Learning stuff about the 1800's isn't so

necessary." She has little contact with the schooll"too busy" being the

reason. Mrs. Dixon is pleased that Jeffrey is doing well in school and

that his attitude about school hat changed for the better. He "got into

school" -- likes to write and read. Jeffrey loves science books and fac-

tual books about animals saying, "My father taught me to read." If there

are articles in the newspapers about animals, Mrs. Dixon will show them to

Jeffrey and discuss them with him. She also still reads to him and Lee.

In second grade, jeffrey was better prepared in reading than most

of his classmates and was "sharp" his teacher noted, but "at times he seemed

as if his mind were on something else and she complained that he-needed

to be constantly pushed to do things. The teacher had no contacts with

Jeffrey's mother and felt that the mother's work schedule got in the way

of more contact with the school. She also felt that Jeffrey was not getting

much support from the family. According to her, Jeffrey and his younger

brother stayed in the house alone on worgdays until their mother got home.

In third grade Jeffrey's classroom behavior could be characterized

as we4-organized, attentive, and competent._ _Despite these character=

istics'and Jeffrey's strong reading skilla,_hiS third grade teacher felt

that he would only graduate from high Sdhool;

Jeffrey and Led spend a Iot.of time together playing and watching

teleVision. TV ia_a constant presence in this family; TwiCe when we

interviewed, the TV was on and remained nn,Awith,the sound turned Off.

There are two TV sets, a color one in the living room and a black and

white set in the bedroom. The boys_get to watch the big color Set.because

Mrs. Dixon likes to relax on the bed while watching TV.

! 4

MrS, Dixon indicates that the -boys get along very well with each

other. However, she contrasts theirbehavior; Jeffrey is "coming into

his own these days:" Lee, on the other handiis_the more mischievous

ofthe_tWb. During one of our interviews, Mrs. Dixon sent out Jeffrey

to_lobk for Lee;when Jeffrey_- returned without his brother, Mrs. Dixon

said Lee was "going to get it".for staying out,after_darkAccording

to their tiotheri Jeffrey is very mature whereas Lee "is abaddie"; he

was kept back in first grade because of his babyish ways (he always

Wanted to play) "It's my faultthat he's babyish .=7-= I baby him -- I _

hateto let go." In othercomparisons of the boyai 4fra. Dixon commented:

Lee -is quick7tempered_Whild_Jeffrey is calmer. "Jeffrey -is good with hiS

hands -- he likes to fix things. Nine times out_tif,tenhedoesn't put it

back right, but he tries. With Lee, if it's broke, well that's it."
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Jeffrey is expected to help with chores_atOund the housei_emptying

the garbage and cleaning the_bedroom; He and Lee used to spend_some

time With their father -- going out to the movies or to the ballpark --

but_htiw their father has moved and they're out of touch with_hit.

Jeffrey has been in Little League, an important part of his life. He

wants_to be a baseball player when he_grows up. Alsoi for three years

now, he's been going to a summer camp-that_hiS father attended as a child--

In a nearby state. _Lee is also going for the first time this year Even

though they suffer_ financially and times_get
rough, Mrs. Dixon wants to

do things to provide a nice environment for the boys. The person Jeffrey

most admires is his mother: "She is so nice that one day she let me stay

:up_as late as i want so now you know one reason why she is nice." We

felt, from our visits to the home and classroom; that Mrs. Dixon is a caring,

loving mother and that Jeffrey is a bright, self-assured and nurtured child.
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tbnclusions

The most striking and encouraging aspect of the findings is the

enormously high percentage of variance on the literacy measures that can

be explained by the regression models. Furthermore, in some cases most of

the variance could be explained using a rather small number of variables -

an indication of how powerful the relationships between home and literady

are.

The focus of this research proposal was reading comPrehension, and it

is for reading comprehension that the relationship to home variables is the

most complex. Word recognition and vocabulary, closely related skills

especially at the higher grades, are influenced by the cognitively enriching

activities some homes provide, and relate strongly CO children's time with

acults rather than with other children or watching TV. But reading compre-

hension, though not unaffected by such cognitive enrichment in the home, is

less powerfully dependent on it, and is furthermore also related to aspects of

the emotional climate in the home. It seems very likely that reading coin-

prehension; more than word recognition or vocabulary, requires complementary

supports from hame`and school - cognitive enrichment in out-of-School

activities, the positive self - concept thatdeveloPs n an emotionally posi-

tive home, and direct Instruction and time to practice reading skills in

school as well.

Finally, the emotional climate of the home Is powerfully related to

`Children's word production in the writing task - a measure which correlates

highly with both holistic Tanking of the quality of the writing samples and
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the quality of the content of the samples (see Chapter 7). The major deter-

.minant of variability in writing, at least within the limits of the rather

poor writing skins demonstrated by these children as a whole, is willing-

ness to concentrate and daring to write a lot.

The analyses presented here are, of course, limited in a number of

ways. Most important, it would be very useful to perform these analyses in

A way that toad reflect developmental
differenceS across the age span

second to seventh grade. It is very possible that the various regression

models would have differential power at the different ages; Unfortunately,

Our sample size at each age is too limited to permit such an analysis.

Another limitatiOn on the analyses preSented here is that we Are view-

ing the effects of the home divorced from the effects of the school = when,

in fact, the effects of home and school may be cumulative or may interact

in ways that make it impossible to view either separately.

We make a first attempt in the next chapter to relate findings concern-

Ink; home effects to findings regarding school effects, by lodking at the

regression models presented here in relation to gains on literacy - the same

Measures used to assess classroom effects in Chapter 8. Clearly, more exten-

sive steps must be taken to relate the home influences to the school effects,

both by further analysis of the data presented in this report, and in collect-

oing new data.
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Chapter 10: Summary and ImpIicatidns

In this chapter we will summarize the results of chaptera 5 thOugh 9,
-,

with attention to the implications of our findings for educators and researchers.

Assessment of Reading, Writing, and Language

The Measures. All tests were administered individually, twice to the

Same sample--in the first year of the study (May, 1981: the pretests) and again

in the second year (May, 1982: the posttests)- For the pretests the children

were in grades 2, 4 and 6, and for the posttests they were in grades 3, 5 and

7.

The reading tests consisted of six tests of reading and related skills:

Word recognition, oral reading, phonics, word meaning, silent reading compre-

hension, and spelling. The test could be scored in terms of total right for

each student, as well ap a grade equivalent based on norms from a, varied
.

population.

Writing was assessed by using two stimuli, one tolroducea narrative and

one to produce expository writing. The writing samples were analyzed, using

twelve measures which included ratings and trait scores. These fell into four

categories: a) overall measures such as holistic ratings, holistic ranks, and
.

u.

number of words written in 10 mizutes; b) syntactic/organizational measures

such as L.:.:ganization rating, T-unit length; and sentence length; c) content

Measures such as rating of content, unfamiliar Spache vocabulary, unfamiliar

Dale vocabulary; d) precision measures such as form rating, handwriting rating,

and counts of misspellings.

The language a75essment included measures of vocabulary, grammar and language

awareness, Each of these contained several subtests. For example, the

vocabulary test which was based on an administration of the WISC -R was scored
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for both familiarity and for precision and sophistication of Word'definition.

The grammar measure included four sepa_te syntactic subtexts: knowledge of

the complex construction of the verb ask;,ofpromise; of Although; and turning

statements into questionS. The four metalinguistic awareness measures were designed

to measure children's ability to view language objectively and to formulate

judgements about its properties.

The.Analysist Questions concerning-the Literacy Measures

Analyses were made separately for the reading, writing; and language

tests-. These test scores were then entered intpa factor analysis to

determine the relationships among theM.

The first objective of thead analyses was to determine the course of

development of the literacy and language skills of our population over the

grades included in the study, 2 to 7. Do reading, writing, and language

(and their various subskiIls) deVelop the same way? A related question was

Whether the reading scores tended to decelerate around grade 4, when reading

began to be used for 'learning the new'.

Do the above and be1oW average readers show the same or different trendS

in development? How are reading, writing and language (and the subtests of

these skills) related to each other? Are the relationships the same or

-

different for the total population and for the separate grades?

uestions Concernin the_Influence of the School

Another series of questions was asked with regard to the possible

influence of various classroom, teacher, and instructional variables on the

gains in reading; vocabulary, and writing scores during the course, of the

study. Observations in classroomt and interviews with the sample chiIdren'R

teachers provided data about Several different components of instruction,

the availability of materials in the classroom, teaCherS' expectations for

533



10=-3

_ .

and assessment of the children, and the degree of contact between school

and home.

lguestions-concerning the Influence of the Home

_ .

Still another series of questions was asked relating to home effeCtS,

whether several dimensions of the home--including the literacy environment,

the presence of rules and schedules, parental educational level, the level

of stress experienced by the family, and the emotional climate of the family- -

were related to the children's literacy skills. The data used to test for

the effects of the hoMe derived from parental interviews, child interviews,

observations of the children at homei, time-allocation diarieS filled in by

the children, and obServer ratings of various aspects of the home

environment.

Findings concerning the effect of both home and school, and their

interaction with one another, will be presented after the results on trends

and interrelationships of the reading, writing, and languige tests.

Reading, Writing, and-Language Results

Methods of Analysis. Several kinds of analyses were done to answer the

questions outlined above, including a) cross-sectional trends for grades 2,

4 and 6; b) cross=sectional trends xor grades 3, 5 and 7; c) gains made by

each child between the pretest and the posttest (grades 2 to 3, 4 to 5, and

6 to 7). These separate sets of results were then compared, so that any trends

found could be confirmed from both Sett of cross.-sectional data and from the

tad-year longitudinal data. Generally, the use of these separate Sets of

data proved to be constructive. As can be seen in Chapters 6 and 7, the

findings on reading, writing, and language produced similar trends.

5 4
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There were some differences in the composition of the samples from the

three grades. The grade 4 sample was larger and seemed as if it might contain

a larger number of proficient readers than the other grades, especially the

grade 6 sample in which the above average readers scored generally somewhat

FIoser to grade level. We therefore carried out an analysis of covariance,

covarying out the effect of the children's third grade reading scores on

standardized reading achievement tests (see Chapter 6); this analysis suggested

that there was in fact no significant difference among the three groups in

terms of their overall reading skills at third grade.

DaLings. The findings on longitudinal trends for reading, writing and

language are remarkably similar. All three areas show greater gains from

grades 2 to 3 and 4 to 5 than from grades 6 to 7.

The cross-sectional scores show similar trends for reading, writing

and language. On the pretests, there were greater differences in scores

between grades 2 and 4, with a decline between grades 4 and 6. The scores on

the posttests ShoW similar trends, with greater differences between grades

3 and 5 than between 5 and 7.

Thus it would appear that reading, writing, and language scores show a

similar trend in development, marked by a deceleration on most measures beginning

at about grade 4. Although the developmental trends are similar for reading,

writing, and for language, there are some differences in rate and extent for the

various subtests. For example, the word meaning subtext of the reading test

begins to dedelerate at grade 4, while oral reading has barely begun to decelerate

at grades 6 and 7. But the general trends noted above hold in Spite of these

variations.

The above-And beloW-tverage readers had developmental trends that were

Similar to one another and to those described above. In actual achievement,

though, the difference between the above-and below-average groups increased



10-5

-
as the children got older. Thus, in grades 2 and 3 the scores of the above-

and beIow-average readers were relatively cloSe. By grades 4 and 5 they were

appreciably different, and by grades 6 and 7 they were considerably different.

The course of development of the below average readers was strongly

decelerated, i.e., beginning with grade 4 most of their scores were appreciably

below their expected grade leVel. The above average readers, on the other hand;

still were achieving at or above grade level in grades 6 and 7 on all the subtests

except word meaning.

The extent of the relation between reading, writing, and language was

Studied through factor analyses, and by comparing the developmental trends

across the three areas. The factor analyses of the reading, writing, and

language tests found a definite relationship between reading and writing.

Generally, most of the reading tests were related to the two broad writing

measures, ratings of content and ratings of form.

Reading and language were related mainly through
vocabulary, with all

three tests of vocabulary having a strong effect on the silent reading

comprehension scores. This relationship wa- not found for the earlier grades,

but was particularly strong at grades 6 and 7.

The relationship between writing and language appeared to be strong, with

an three language measures (grammar, language awareness, and vocabulary)

related to the writing measures.

Reading and writing also appeared to have separate factors. Separate

correlations of the reading and writing subteSts indicated that the number

and kinds of factors varied'with grade. In the lower grades there was a

single factor--reading.
Beginning with grade 4 there appear to be two or

perhaps three factors, a word recognition factor (in context and isolated),

a word meaning and comprehension factor, and a precision or decontextualization
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factor (ability to recognize and define difficult words out of context). The

writing measures clustered into several factors -- content; form and mechaniCS.

Implications of the findings- -from the language -and literacy tests.

The most remarkable finding, we believe; is the similarity in the course of

development in All three literacy measures; reading, writing, and language. All

seem to start off well. (Estimated for reading to be at about grade level or

above at the end of grade 2, on the pretests), They show growth between grades

2 and 4, and rhen decelerate in their development after grade 4. The same trends

are found for grades 3, 5, and 7 (the post tests), and the gaing on pre- and post-

tests.

Indeed, in reading, where it is possible to compare the Scores of our sample

to the general population of children at these grade levels, our sample does very

Well in grade 2, scoring as a group above or on grade level. In grade 4 the chil-

dren are still largely on grade level, but by grade 6 they are, as a group below

grade level.

In writing, the children seem to decevAte even earlier; and particularly

on form. In content--the quality of the expressed--they remain high

through seventh grade.

Why do these children decelerate after c' .star'? Later sections on the

influences of home and school factorS will develoivental effects of chit-

ren's in- and out -of- school experiences, and :Ielp is to explain the

deceleration.

The implications which follow are based on the niading and Writing processes- -

their development and interaction. Let-ue take the reading tests first. On these

tests; word meaning decelerates before the othr subskills. The scores on word

meaning are the lowest beginning with grade 4, and are 1614er Still in grade 6 in

relation to the test norms. (The 2nd graders were .3 grades above the norms the

4th graders, .5 beloW the norm, and the 6th graders, 2.4 grades below. Similar
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scores were found for grades 3; 5 and 7.) Other research has shOwn that low-

income children have loWer vocabulary scores than the general population.; It

would seem, therefore, that a Stronger emphasis on word meanings, particularly

on the more abstract, literary, and specialized words is needed at grade 4 and

higher grades.

Our analyses indicate that knowledge of word meanings in context is

probably not sufficient. There is need also for precision and the ability to

decontextualize, i.e., to recognize and to define difficult and longer words

precisely and abstractly, paying attention to their different meanings. This

does not imply changing drastically the present forms of reading instruction

in the early grades (See Chapter 8) for these children. They have as a group,

achieved an early facility with reading as tested in May of grade 2; and for

most, this continues to about grade 4 and even 5. Although word meanings are

their lowest scores in grades 4/5 and 6/7 it is important to note that they

(both the above-and below-Average) scored above grade level on word meaings

in grades 2 and 3. Thut these children seem to start off well in Word meanings

and to hold it to the end of grade 3; Our data further indicates the need for

greater vocabulary development at grade 4 and beyond.

When is the best time to prove vocabulary development? Research has yet

to determine when f.'e best time is frr the school to focus on word meanings

(Chan, 1969). Espe,:!AIly with working-class childrzn, it is not clear if it

is better to start emiastzirg difficult words from thi beginning, or to wait

Until the intermediate grader such yJsrds ara neede for reading as indicated

by our data

Our recommendatoni is fol. experimental of different

possibilities--vocaltu.tary I'm .114a start, or more 7.-.centrated emphasis

)'it'
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it about grade 4 and beyond, when there is particular need for learning words

beyond their oral use and listening comprehension. Our findings also suggest

the need for challenging and varied reading materials which will enhance,

through context more advanced word recognition and word meaning, as well as

reading comprehension.

The grammar and metalinguittic measures did not relate positively to the

reading scores; This may stem from the fact that the materials being read --

textbooks and library bOakt from the 2nd to the sixth and seventh gradescon-

tain essentially a simple tyntaX; Also, almost all readability studies have

found syntactic factors generally less predictive of reading comprthets than

.difficult vocabulary.

Serious study is needea for low-income below-average reader'

found that they, more than the above-average readers, show early and coll:.;;1erble

.

deceleration. Although their reading is similar to theabove-average readers in

grades two and three, they test progressively behind the norms as they advance

in grades.

It may well be that these below-everage readers have come to be seen as

typical of loW=income readers. When we look at the above-average low=income

children, it is clear that they do not decelerate and that they Achieve well

on all tests, except word meaning, through grade 7;

A study of the low-income below-average readers should include measures

of verbal and performance individual abilities and of other measures used for

diagnosing children with learning disabilities. It would seem from the develop-

mental trends of our below average readers that initial achievement below na-

tional norms tends *o avalanche. The longer the child is in elementary school,

the greater he falls below grade norms. Thus, catching the first signs of dif-

ficulty would seem a first priority for the below-average achievers.
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Writing needs more emphasis. Although the writing measures did not

convert into grade level equivalents, as did the reading scores, it was

fairly clear that the form of the children's writing was considerably below

the content. These children had exccIlent ideas but they could not seem

to put them into an acceptable written form. It is of particular interest

that the rating of form in the writing samples correlated with the grammar

and metalinguistic awareness measures. The spelling and handwriting in

the samples were poor across all grade levels. These children need much

work on writing and language. With additional writing and language practice,

the children will have the opportunity to learn how to express the good

ideas that they have.

:sults of the Analysis of School Factors

Variables identified during the classroom observations were related

to improvements in word re lition, reading comprehension, word meaning,

and writing. Several of the classroom factors produced higher gains on

several of the literacy and language measures, whereas others had more

specific effects on only one or two.

Generally, gains on reading comprehension and word meaning were

related to similar classroom faCtora: a) the availability of a variety

of reading materials;
Including trade books as well as reading textbooks;

b) writing book reports; c) visits to the library; d) availability of reading

materials of sufficient diffiCulty; e) and vocabulary practice that was

challenging in relation to the students' reading
achievement and knowledge.

The quality of instruction was Strongly associated with gains on both

reading comprehension and word meaning; Vocabulary growth was associated

With writing in class and with field trips, and comprehension gains were

associated with the provision of comprehension strategies, and with an

instructional focus on critical thinking and reasoning.
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The factors4affecting word recognitiOn overlapped to some extent with

those affecting comprehension and word meaning. For example, the level of

difficulty of the reading texts was related to all three; Word recognition

also showed gains in classrooms where Students 2re reading textbooks that

were challenging, in comparison to their reading level; Visits to the

library and teacher reports that writing and comprehension were emphasized

also related to both reading measures and to word meaning. Word recognition

gains were mot related to the use of a variety of books, to writing book

reports; or to teacher emphasis on creative writing;

The classroom factors related to gains in writing were similar to those

affecting comprehension and vocabulary: a high level of instruction

characterized by teacher explanations, considerable levels of challenge

to the studentt, and much student involvetent in learning; Other factors

were unique to Writing: frequency of writing in class; assignment of

Creative writing, assignment of homework involving writing, little: use

of workbookt that require filling in of words rather than writing sentences.

Regiamcd the Analysis- . dome Factors

Several home factory emerged as powerful predictors of children's

literacy tkillt. As for the classroom factors, the patterns of relationship

varied for the various literacy measures, and for the various grade levels

as well.

Maternal aspirations for children's education, maternal literacy,

frequency of children's outing. With adult*, and financial stress on the

family all related to both word recognition and reading comprehension;

Word recognition was also related to maternal education and to frequency
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of maternal activities, whereas reading comprehension was higher if children's

homes provided more literacy materials and experiences, if children spent less

time watching teleViSion, and if the quality of children's relationships with

Adults was good; The results suggest that, whereaS adequate word recognition

skills are sensitive to the presence of adults With certain levels of literacy

in the home, development of adequate reading comprehension skills benefits from

Spending time reading (rather than watching TV) and from having literacy ma-

terialit available that ar° child-oriented and interesting for the child;

The vocabulary measure clearly reflected the benefits of varied activities

And Of access to supportive and interesting adults in improving children's

knowledge of words; Significant relationships were found with maternal aspira-

tions and expectations for the child'S education, frequency of outings with

adults, quality of relations with adults, maternal literacy, frequency of

maternal activities, and the family emotional climate; At all grades, children

learn vmcabuIary from talking to and doing interesting things with adults they

like.

The measure of iA.Jting ShoWed the strongest relation to emotional, rather

*hen cognitive, aspects of family life--emotional climate and level of organi-

zatior in the home. It may well be that, given that the children in this sample

were is;re greatly differentiated on content than on formal aspects of writing;

the home can work p'-imarily to build a self-confident, emotionally stable child

who to put hit; thoughts on paper; For:nal aspets of writing may need to

be taug'-.t explicitly at school.

Developmental differences in the impact of t.c: home factors were

apparent; Most striking was the increasing imp;.)rteace of maternal literacy

as the children got older, and the greatef poaitiie impact of contacts with

adults and negative: in21.jence of television uh younger children.

In order to test more fully the relationships among the home factors,

5 4
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five regrebaion models incorporating the most highly predictive variables

were compared. Two models which emphasized the cognitive contribution of

the home, the 'Parent as Teacher' and 'Home as Enriching' models, explained

44-60% of the variance on both word recognition and vocabulary, underscoring

the sensitivity of these measures to home influences, and their similarity to

one another in the nature of the influences. The writing measure was best

explained by the two models emphasizing the emotional aspects of the home,

'Home as a Nice Place' and 'Home as a Negative Environment'. Reading compre-

hension was hardest to explain and the most mixed in terms of the models that

explained it. The Parent as Teacher model and the Home as a Nice Place mo,,a

each explained 28% of the variance on reading comprehension; this was the

only literacy measure that was sensitive to both cognitive and emo'.:ional

models, and the only one in which so little of the variance was explained.

Home ancl_F-:hooI

The home and the school have both been shown to be powerful in

explaining children's literacy skills. The interaction between home and

school was also found to be of great importance in explaining children's

literacy skills. Parents and some tf the teachers had rather different

views of the children's potential for future achievement, and parents

tended to overestimate their children's academic skills. Parents viewed

talks with teachers as important when the children were having academic

.problems, whereas teachers contacted parents primarily concerning

behavioral problems.

The gap b and teachers' views was most effectively

bridged in those cases where they had frequent contacts with one another.

Contacts with parents increased teachers' expectations for the children,

and affected the children's likelihood of making gains in reading. Yet, such
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contacts often did not occur precisely because the parenta were receiving

information suggesting that their children were performing adequately in

school, and thus did not initiate contacts with the teachers. Since some

teachers were not likely to initiate contact with parents simply because

their children Were performing below grade level, children could slip down

In achievement without any remediating contact between parent and teacher

being made. The teachers who nontacted the parents of all the children

frequently had better Impressions of the helpfulness of the families, and

were more likely to see the'Lr szudents baking gains in reading.

Conclusion

Clearly, neither home mz echool is entirely responsib for children's

failure to achieve adeqt,ii:e levels of literacy. Either home or school

can, in the absence of much positive influence from the other, provide the

basis for considerable growth in reading, writing, and language skills.

The fortunate children from enriching homes with A positive emotional climate,

who also spend time in classrooms that foster the development of reading,

writing and language, have the opportunity to develop their literacy potential

to the fullest. However, many children whoad home environments are less

than optimally enriching or positive can still achieve adequate literacy

if they attend classrooms where the quality of instruction is high, where

the materialSare varied and challeneing, and where vocabulary and writing

are taught explicitly. Similarly; children from enriching and emotionally

stable homea can survive a few years of uninspired teaching and unchallenging

school activities Without disastrous effectS on their literacy'skills.

It is only if children's homes and their schools both fail to provide a

minimum of enrichment, challenge, emotional Support, and instruction

that they are greatly at risk for failure. To the extent that lowincome

5
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children such as thotge in our sample are more likely than middle-income

children to come froM homes with high levels yf stress, with few or inadequate

literacy material6 and models, where access to activities with adults is

limited becauSe of lack of money or time--to that extent we are obliged to

provide such child more enriching, more stimulating, more challenging

classroom experiences.

Atatatimettoriserr
.4 VriarrirtiM
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APPENDIX A: SUMMER DIARY
Name

Day

Please write down everything you c-cl

you went to bed.' =woke up' next

start from there. Try to fill it in

don't forget all the things you did.

you Have :finished all four days.

MORNING What were you doing?

6:00

6:30

7;

7:30

8..100

8:30

9:00

9:30

1C-00

10:30

from the time you go up until

to the time you woke up,

befc:.e you. go to bed, so

Please mail these to us

Where
were
you?

and

you

when

Who were you with?
(motheri father;
brother,_Sitter, friend

adult friend, relative,
by yourself)

11:30

12 :00

12:30

1:00



AFTERNOON
What were you doing?

Day

Where were you? Who were ycu

1:30

2:00

2:30

3:00

3:30

4:00

4:30

5:00

m 5:30

6:00

6:30

7:00



Day

EVENING/NIGHT What were you doing? Where were you? Who were you with?

7:0

7:3

8:0

8:3

9:0

9:3

10:0

10:3

11:0

11:3

12:0

12:3

1:0

...-
'X.

.._

)

_

)



Name
Day

Please put a. check in the box next to anything you did today

At home
make things

play games

46.chores

babysit

play With_dolls;
stuffed animals,
puppets

play with toys

play dressup

cook

play

play store

practice an
instzumE;nt

draw

Write

Sleep

watch TV

read

play with a pet

take a bath

talk on the
telephone

S CA; 0 0
,

Play-outside

play ball

go to playground

ride a bike

rollerskate

play games like
tag, jUtp,rope,
or superheroes

pLay with a pet

Go to visit relatives

GO to a friend's houte

Go to the Square

GO to the corner store

Go out to do errands

Go shopping

Go to a museum

Go to day camp

Go to lessons

Go swiMming

Go to a movie

Go to the- doctor

Go to Little League

Go o the Y, the
Youth Center, or a
Rec Center

Go to church

GO to work with non or dad

Go in the car

Go on a bus or the T



APPENDIX A: WINTER DIARY
Name

MORN-ING

Day

What were you doing? Where were you? , ,*ere you wa.th?
(Vic, r.1, ar , father , brother or
,R;.str, friend, adult frien(
re,l'' tive* or by yourself)

6:410 -". --

_6 :1S_
...

I-

6.45

7:00

7:15

7 :30

7:45

8:00

_8_115_

Al :30
-4.-

5:45

9 :00

9 :15

9 :45 _-
10 :C10

10 :15

____-
10 :30

10 :45

11 :00

11 :15 -; f-

21 130

11 :45

12 :00

12 as
12 :in



Name_

AFTERNOON

Day

What were you doing? Where were you? Who were you wit-1
(Mother, fath2:, i.,rothe:
or sister, fr-end,
adult friend, o:- by
youesel

-12:45_-
-00

.

1-15

1:30

1:45

2 :-00

:2415
ao--2:

2 45:

3 : 30

3 -5

OD_:

4 15:

4:30

.4:45

5: 11"%.=.00

5:15

5 :_30

5: 45 _-

6:15

630
_

A , 4 5

5 5



Name

EVENING/NIGHT

Day

What were you doing? Where were you? Who were you with?
(Mother, father, brother
or sister, friend,
adult friend, relative.
or by yourself)

7:00

7:15 r

_7430

7:45_

8:__DO

8:15

8:30

8:45

9:00

9_1_15

9:30

9:45_

1ff00_1.
10:15

10:30

10:45

11:00

11_:_15

11430

11:45

12:00

12:15 -1.
4-

12:30

1245 .

_1:00

5Gu



Narne
Day

Please put a check in the box next to anything you did today.

At_Home

c7 axe things
Z:]Play ball

227Play games
7Ride a bike

2:7Da;choret
Z=7Rollerskate, iceskate

2:7talytit
2:7Flav games like tag, jumprope,

or superheroet

Z:7Play with do?.1s, stuffed
L:7Play with a pet

animals, or puppets
/-7Play with toys

7Go to playground

El7Play dressup
/77G6

/77Cook
Go

L=7Play school
L:7Go

L=7Play store 7G°

/7Practice an instrument

/-7Draw

/7,rite

/77Take a nap/rest

/-7,iatch T. V.

/]Read

/77Take care or play with pet

OTake a bath/shower

Z:7Talk on the telephone

LI7Do homework

L=7Have a friend over

2:7Have a talk with mother

Z:7Have a talk with father

Have a talk with brother

Have a talk with Sister

to visit relatives

to a friend's house

to the Square

to the corner store

Go out to do errands

/77Go shopping

LI-7G° out to eat

Z:7Go to a museum

Z177G° to lessons

/-7Go

to a movie

Z=7Go to watch a game, sports event.

L.77Go to play soccer, football or

other game
/Go to doctOr

to the Y, Youth Center, Rec Cente

to church/Sunday school

to work with mom or dad

Z:700 to babysitter'S

Z:7Stay at school for after-school
proaram

/77Go in the car

ii7Go on the T or on a bus

£7Go on excursion



Day-

Please put a check in the box next to anything you did at school today.

1.77Have reading group

/-7Do math

/-7Have social ntudies

/ /Have language arts

/iNave science

L21000 spelling

lunCh

L:7Have recess

L=7Go on field trip

L/E6e a movie

LJHave assembly

/Play an outdoor game

L./write a story or play

L=7Write a composition

L:7Draw pictures

/-7Act out a pay.; in a play

L=7Give a report

47-7Have show and tell

2:71:10 a puzzle or word game

2.7.?Write a letter

LgHave music!

a/lave physical education

L=7Have art

L../Have health

(Visit the school library

L/Read to yourself for fun

L2Listen to the teacher read

2:7%11
worksheet

in a workbook or

L7Practice handWriting

/_/Copy things over

./Read outloud in a croup

L./Take a test

Do homework

L:7171m.y an instrument

LL-7(30 to resource room

L/Be tutored



NAME

APPEND:X B:
CI13 RATING FOR":

(0)Not Often (1)Sometimes (2)Often

U . . . . seemed active, dominant, talkative

UP . . . teemed extroverted, outgoing, positive

UPF . . acted as a purposeful democratic leader

OF . . acted as an assertive business-like manager

seemed authoritarian, controlling, disapproving

UN seemed domineering, tough-minded, powerful . .

UN'S . seemed provocative, egocentric, showed off

UB . . joked aroL seemed expressive, dramatic

UPB . . Seemed entertaining, sociable, smiling warm

P . . . . seemed friendly; equalitarian

PF . . . showed agreement, worked cooperatively

F . . seemed arialvtioal, task-oriented, problem solving

NF . seemed legalistic, insistent; had to be right

N .
showed disagreement, seemed to be negativistic

NB . seemed irritable, cynical, uncooperative

B . . showed feelings and emotions

PB . seemed affectionate, likeable, fun to be with

OP . seemed to loOk Iup to OtherS, showed trust

DPF seemed gentle, willing to accept responsibility

DF . seemed to work submissively

DNF seemed to be self punishing,worked too hard

DN seemed iepressed, sad, resentful

DNB seemed alienated, withdrew from task and group

DB Seemed afraid to try, doubtful of ability

ORB seemed quiet but happy just to be with others

D . . seemed passive, introverted, untalkative

Copyright t 1980

5i 3

TARGET T OTHER



APPENDIX C! PART I

MATERNAL INTERVIEW
-z.

MASTER CODING COPY

(2nd Edition)

Subj ect

Maternal interview administered by

date

coded by

mate



I. HOUSEHOLD b NEIGHBORHOOD

A. Size of household
1. , I would like the name, the agi

and the sex of each person t'.0 lives here and

the relationship of each of these individuals

to you.

SEX AGE RELATIONSHIP TO INTEWII

cJ

Cdt:!.e

2. Are you primarily responSible for the upbringing of all ID

children names above?
(1.) Yes

C2) NJ
If no: rrev,4-a.. ac children are you not primarily responsnIe

fOr? (Note: put an asterisk next to these names

in fig. 111)
6. With 14]-.Or. dO you share the resnonsibility of upnringinz

0i:r.) for the aboVe?

11111.1110...

3. Are all. children named in fig. 01 above finamciallY

dependent on you?
(1) Yes; fully
(2) Yes, partially
(3) No

If no: Hoy many cnildren are not Al all dependent on yo

(Note: Put asterisk next to these names in Fig. 1)

(If yes, fully or partially, answered above, code (0) here)

Language
1. Do you or dOda any one else in this household usually

speak any language other than English?

(1) Yes
(2) No
If yes:

Which language? J Ylot,pcibDLfre_-k
a. Is spocEn to in this lanivage?

(1) Yes (2) No

b. Which language does
it home?

speak the most

(1) English (2) Other (3) Both

c. Which language does speak with

his /her friends?
(1) English (2) Other (3) Both

'6d-

it

LC



II. HOUSE MTh SURROUN :NGS VEIGHBORHOOD

(Note: Interviewer to comete this section on the basis of his/her

obseivations.)

A. TYPe of dwelling is dwelling a:
(I) _single house, one family, detached or

semi-detaciled
duPlek or row haute, one unit for each

family
converted single houte0 converted raw-

house, multi-family
apartment privately ):vned, garden type
apav_ment public housing, gardentype

housing project
apartment privately owned, muIti-stc-

(2)

(3)

(4)
(5)

(6)

(7)

(8)

(9)

(10)

milNIMMII110

type housing project
apartment public housing, multi-stc-7

lousing project
trailer
single_house collective
other (specify)

41.=1011

B. It respondent's house:
(1) an the corner
(2) in the middle of the block

(3) not applicable

; r.

t
Are surrounding housep:
(1) like respundent's house
(2) ____ different from respondent's

"TTE:hrow? (inolude info in w

. Are there
or house
(1)
(2)

(3)
(4)

sidevelAs or s9.31, :s between

and the street?
stare than 8 ft. z width

4 1/2 to 8 ft. in width
4 ft. or less in width
no sidewalks

house
rite-up)

the yard

E. Is the outside of respondent's house:
(1) new (built within last 25 yrs.;) in good

(2) new, in poor repair

(3) old (built over 25 yrs. ago) in good repair

(4) old, in poor repair

F. Does respondent's housethaVe a
(1) Yes
(2) No

repair

(25-1tIbsezi)

Does there seem to b.e. adequate outside play space

available?
(1) Yes
(2) No



E. I'm going to read a list of things that May be

available to children _in a particular area. Litter.

to each and tell me if it is available to your

children) within a ten blolk radius of home, within

stalking distance, or not available at all.

-(5) (1) (2) (3) (4)

cliffi
WITEIN A TEN NOT WITHIN DO NOT KNOW 3

r\ -1 u"'"rELOCK RADIUS WALKING DIS- IF IS

OF HUE TAN CE AVAILABLE (14L.-!

nursery school or

day-Care
4-7

clinic

r-

-z

bospital

simmer da can

After hour school
rograr.

teen Center-

public -11.brar--:

public play-ercUnd
(with equii:men.,
apace for children
of all aces)

public parks fOr adults
and_children

art _gallary

museum (science, history,

art or other)

live theatre (where plays,

puppet shcvS are given)_

auditorium where music or
speecher can be heard--

ZOO

movies

or.



I. If_yOU_had a friend who lived in another city,
*Cid he/the asked you for your advice; would you
recommend that he/she move to this neighborhood?

(1) Yes
(2) No
(3) Don't know
If yea or no give reasons.

7;1J. If If ane of your children needed help, and you

-:- Weren't around, could he go to most of his
neighbors and expect to get it?

(1) Yes
(2) No
(3) Don't know

III. CHILD'S PHYSICAL SPACE

A. Does
1. room

have his/her own:
Yds..=1 No..2

. _

roes anyone usually sleep in the room
with
(1) Yes
(2) No
If yes:

1. Who usually sleeps in the room
with ? if noone, code NA (0)
(1) .don't know

(2) no onechild sleeps alone
(3) children) of same sex
(4) parent(s) or caretakers

(5) child of opposite sex
2. How maily-Sedrooms are there in thiS house

(or apartment)?
(1) one
(2) two
(3) three
(4) more than thr

CD1Li.

Ezin



IV. STABILITY OF HOUSEHOLD

A. During the past two yearsi was there anyone living

with you who is not with you now?

(1) Yes
(2) No
If yes; ask: Could yoti give me the age; relationship to r,u,

and tex of each? Please be sure to include any individuals

Who might have died or child who might have left in the

past two years;

AGE

66 ) 1)0 'v./ len toil

IONSH. TO RESPO:= (F. SEX REASON

1. (If the child left under unPleaSant circa stances ask:)

RAs this cccured more than once with any child?

W Yes
(2) Nc,

(If answer is "YeS" put one asterisk next to the child'S

name in fig. #2 for each occurence.)

Do you have any children livin7 from you now?

(1)
(2) NO

3. Dving the past two years, haN.: lost custody o any

children?
(1) Yes
(2) No

Is_your home rented or did you buy it?

(1) rented

(2) bought

5. Bow long have you been living there?

(1) less than one year

(2) one to three years

(3)
three to five years

(4) five to ten years

(5)
longer than ten yearS

6. How long do you expect to keep living there?

(1) less then one year

(2) one to three years

(3) three to five years

(4) -five to ten years

(5) -longer then ten "ears

El



Co!or.I

, How 1.6hq cUel you live in your last place of residence?

i

C(0)

not a;;HicPble ,:e;g. same house)
S

(1) lt- 43oi zr.3e <:far
-

(2) nr-, :.-c, -zw:: cy::::,-;,rs

(3) 'tv,:';' , :0:;'.:-.!' yea:_s

(4) five: ;.--.:, 'C't:. ''.A,"57.

(5) longer. trii,'': - .r years

8. ;;Was it in this saae 11.,ighborhood?
not applile

(1) Yes
-(2) No
If niT,--h-75w far away was it?

(1) another country
(2) another state_
(3) another town in same

(4) another municipality in greater Boston

(5) Cambridge, but different neighborhood

L51-1,



V. MOTHER'S PERCEPTIONS OF THE CHILD'S ADJUSTMTNT & PERSONALITY (DI i;,.

A. Bealth--PhySital

...-----

1. DoeS_
have any handicaps or chrcinic health

p

r, __

roblems?
155

(1) Yot
L

What kind?_

Any others?

(2) No

. Does take any prescribed medicine or drugs

regularly?
(1) Yes

What sort, how long, why?_

(2) No

3. How many times has your chid been hospitalized since

birth?

4. When was his/her most recent hospiteitatich?

LA4p; (1) last 6 mos (2) laSt 2 years (3) last 5 years (4) earlier

5. How long was his/het lonnst stay in the hotpital?

(p) ALA-. (1) 1 =3 days (2) 4-5 days (3) 6-9 days (4) longer

In comparison to other children c,f
's age,

how bealtLy would yousay hz/the iz?

(1) qUite heaitny
fairly healthy

(3) fairly unhealthy

(4) quf_te unhealthy

s
In comparison to other children of 's

Oftetdoes he/she have accidents or injuries to himseif/

herself?
(1) quite of cen

(2) fairly often

(3) not too often

(4) hardly at all

Does
problems?
(1) "es

-1-4 What kind

have any psychological or emotional

of problems?
n write-up)

as he/she received help for this problem?

(1) Yes
(2) No

What sort of help?
tinClude in write-up)

No
tliCkE):

6,3

r/
LC)



3. COMparing
With most children his /her age, I

would like your to tell me if he/she:

(Interviewer: Reid each item. If difficulty is experienced

in obtaining answers specified, say: "It is important in

your answers to bear in_mind that even if you feel that your

Child_iS "average" or "like other children in_general" it is

poiiSible to answer each question "yes" or "no". If response

is "no" ask: "Like most children (poorer, Younger,_etc.) as

appropriate to question. If response is 'In some things' ask

respondent to specify.)

Code:
(I) Yet
(2) No Average
(3) No Opposite
(4) in some ti7,-!.%!7; specify

(5) Don't kriL

1. Express V.;,1,:lf/herSelf better than most children his/her age.

2. ACtS racier than most children his/her age.

3. Cries more than most children his/he'r age.

4. easier to get along with than most children hiS/her age.

5. Bas moy temper tantrums than most children his/her age.

b. ASkS more:questions than most children hWher age;

StayS by herself more than most children hiS/her age.

i. Is more active than most childrtn his/her age.

4. Is afraid of more things than most children his/her age.

10, Is happier than most children his/her age.

C. When went to the first grade, did you think he/she

had more or fewer problems than most children getting used to

school?
(l) _fewer
(2) --about average

(3) --more

(4) don't know

1. Compared to other kids 's age, how many friends

doer he/she have?
(1) more than average

(2) about average

(3) less than average

(4) do 't know.



2. Are his/her friends

(1) older,
(2) younger,
(3, or_the time age

) Cd) 44.e V:e
3. Compared to other kids 's age, how we'J does

he/she seem to get along with children ::-./her

(1) --better than average

(2)

(3) --below average

(4) -don't know

r-.

C*

fi

4. How well does he/she getal)nt with younger kids?

(1) better than averagE 1?)

(2) average

(3) below average

(4) -- don't know

HoW well does he /she get aloe il: wit!1 older kids?

(1) better than average

(2) average

(3) below average

(4) don't know

6. How well dOet he /she get along with adults?

(1) better than average

(2) _average
(3) below average

(4) don't know

C-
Cc.r-6

7. Speaks as well as other children hi; /her age?

(1) better than average

(2) average

(3) below average

(4) don't know

D. Now I'd like to have you rate on each of the following

questions. (Read response choices 1-4 for each item.)

COde:_
(1) Very much/good
(2) Pretty' much/good
(3) Not So much/good
(4) NOt at_all
(5) Don't know

1. Cenerally speaking, how would you rate

independence?

2. How hard dO you -feel

Sports or games?

's overall

tries to do well orcwin in

3. How popular is he/she with oti.ar children his/her age?

4. Bow well does do in sports or games?

K



5. How much leadership does show with other children

his/her age That is organizing or suggesting games or

projects?

6. How well is able to keep his/her mind on what

he/she is doing until he/she finished something you ask him/

her to do?

7. Row well is at getting grownups to help him/her

it he/she doesn't know how to do something?

F. Behavior problems
17-27Hat had a problem that resulted in

your being called by school or included hiS being suspended
-or expelled?_
(1)Yet, problem. Called but not suspended.
(2)Yes, suspended.
(3)Yes, expelled.
(4)No

If yes:
NUther of times?
When? (Most recent)

a) This year
(2) Last year
(3) Year before

Why?__
(1) Fight
(2) Property destruczion
(3) Impudence to authority

2. Has
(1) Yes
(2) No

Has
the Law?
(1) Yes
(2) No

4. Siblings' adjustment
a. Do a-n: of

trou-e in the school?
(1) Yes
If yes: code # sibs

".;

ever run away from home?

eve:: been in trouble with

'S brothers or sisters have

If yes: What sort of trouble?
(1) behavioral
(2) academic

(2) NO
b. Do any of 's brothers or sisters have

any (I) handicap$ (2) chronic health problemsp-or
(3) psychological problems? _

Cl) Yes
If yes: Code # sibs
If yes: What sorts of problems?Altoehn6,4_.

(2) No
c. Have nny of

in trouble with the police?
(1) Yes
(2) No

's brothers or sisters been

/ 4



VI CHILD .`'INC PRACTICES AND ATTITUDES

A At Hat age do you think should be able to do the

f011o,-.:1;ng things?

CODE: Colt 1 & 2: Age given in yeart

Col 3: (0) no information is available regardi.ne reality

(1) parent says child it/Was delayed with reference

to reality
(2) parent says child is /was accelerated with

reference to reality
(3) child on target with reference to reality

1. Takoe public transportation alone?

2. Stay in the house alone for a couple of hours?

3. Settle by an a.rrl.;ment with an older brother or

sister, Or cousrIL:

4. Read books alone without your 11,21P?

5. Take part in your ad.:lt interests and conversation

with friends?

6. Make his/her own dinner?

7. Stand up for his/her rights with other chi' 're':.?

8. Mkt care of yo=lgr child en?

9. Co to entertainment events for the gencral public alone?

10. Know how to behave in company?

11. Earn his ow spe:. ::.. ,g money?

12. nave real house:hold chores?

E. In different househOlds, different issues are likely to be

the topic of much ditcUttion bet,.men parentt And children.

Clow often do you and-Your child have discuJtiOnt about the

following issues? If infre-.7--' .nrobe for reason (child not

interested? Rules, therefL to dis.utt?)

Col:1: (1) Very ;2) Some= (3) Once in (4) Hitdly ever/ f.5) Don't

often times a while never know

Col-2: (1) Parent decides, (2) collaborative deciaidn, (3) chit. dl.gcides

1. Ditcuttion about how often can watch T.V.

2. DisCuSSion about bow Will spend money he/she has been given.

3; Discusicin about children he/she plays with.

4. Choice of clothes to veer.

5. Decision on what time _should go to bed.

a

1 ...,





VII. Child Care ---

Now I'm going to ask you some questions about
help you may get in caring for your children. (If TC is

too old for questions to be relevant, ask in reference to 661
younger sibling. If no younger siblings, ask in reference

to TC during preschool years.)
Code: (1) TC now (2) sibling(s) (3) TC earlier

EL,Do-et anyone other than yourself regularly care for

Yourchildren ondaYswherl Youareouteforexampler
at work, etc.

*

- (1) Yes (2) No 13f7

T.: If yes, who?
VIP

r.

Code most frequent, regular child care source:
(1) A relative
(2) Friends
(3) Neighbors
(4) Husband/partner
(5) Child's older sibling
(6) Family_daycare mother
(7) Other babysitter
(3) Group daycare
(9) Child's father (non-resident)

{If other: Who?

2. How old was when child care began?

3. Is this child care arrangement still operative?
(1) Yes (2) No
Is this care...
(1) in your home
(2) in someone else's home
(3) in a facility or institution

4. How Litany hours per week not including overnights
(10pm-7am) does this person or program take care

or your child?

. Does this include regular overnights?(1) Yes (2) No

If yes: How many overnights per week?

6. Does this person or program take care of your child when

you're at work? (1) Yes (2) No

7. Do you pay for this? (1) Yes (2) No

8. How satisfied are you with. this kind of child care?
(11 Very satisfied (2) Not satisfied (3) Somewhat

satisfied

9. Doet anyone else regularly care for your children MondAy

through Friday? (1) Yes (2) No

If yes: Who

(Gk. as aiove )

Po:



11. Does thit care take place...
(1) In the home
(,) In someone else's hOme
(3) In faCility or institution

12. How many hoUrs per week not including overnightt

(IOpm 7at)_ _does this person or program take care .of

your child?

13. Does thit include regular overnights?

(1) Yet (2) No
I yes: HOW many overnights per week?

-

14. Does this person or program take_care of your child when

you are working? (1) Yes (2) No

15. Do you pay fOr this? (1) Yes (2) No (3) Partially

16. Does anyone care for your child on weekends?

(1) Yes .(2) No

27. Who is usually home when comes home from

,chool?
(0)
(1)

(2)
(3)

(4)
(5)
(6)

(7)

Noboty
Resnondent
Sibling(s); older
PE.rent (other)
Babysitter
Non-resident relative
Other resident adult
YOUnzer sibling(s)
Entire resident family
Older and vottcer sib } 4-nqs

Who else is present? (code from aboVe)

18. What about sipPer? Who usually eats s'pper with

(COde as in 17 above)

Who else is present? (code from above)

r

19. Does have a close relationship with anyone

If yes: Who? What do they do together? :.s.
besides you? (1) Yes (2) SO

Relationship of Person
CoLi. e l

0 ttl

Close to Child What they do together Who e.

LI )("'-

_ Li?
1-1= F.-

,

Code:(1) Sibling (6) Grandparents
(2) Father (non-resident)(7) Aunts/Uncles
(3) Resident male (8) Cousins
(4) Other adult (9) Resident father
(5) Other child

Special persons are: (1) Male (2) Female (3) Male and

Female 577
v.



20. (not asked, but coded)
For coupled women: IS your (husband) the father 6f

(target child)? (1) Yes (2) No

21. Does (target child) see his/herfather?
(0) N.A. (1) vii-----r4 No

If yes: How often does she/he see her/his father?

(0) N.A.
';0-
a ),...

(1) 2-3 times a week :-
.`

(25 once a week
(V 2-3 times a month
(4) once a month
(5) summer or holidays, only
(6) rarely

22. What do they do together?

B. Note: Code responses as follows:
(1) Very easy (2) Somewhat easy (3) Not so easy

(4) Not at all easy (0) N.A.

1. If you needed to take to the doctor or to
see your child's teacher during your usual working
hours, how easy would it be for you co do this?

2. When your children or family need to get in touch
with you at work, how easy is it for them to talk
with you?

3. If were sick for one day, how easy would
it be for you to make ot-her child care arrangements?

4. What would you do?

Code: (1) Stay home
(2) Take child to work
(3) Leave child with husband

or friend
(4) Leave child with

relatives _

(5) Leave child with
babysitter

(6) Leave child home alone
(7) Other

5 7 a



XVIII. CHILD'S DAILY Ruu.. ANL)

A. Preferred AttiVities and Daily SChedUle

1. How does spend most of his/her time?

(If more than one meriTTOTed, ask: "Which one most,"

And circle;)
1. watches T.V.
2. follows mothertround
1. plays by himself
4. p.lays with other children in the neighbonhOod

5. plays with brothert and sisters or other relatives

6. other-specify
i. don't know

Cr It

11-i -

2. How active is this child?

(1). Very (2) Average (3) Below avers. .=

3. Where does
I. indoors
_2. outdoors

usually play? (check one)

4. What kinds of things does he/she play with mo=t?

(Code from B, below)

(3) roller skating (4) ice skating (5)0thr j5. Does child take lessons for: (1) piano (2) guitar

(6) dancing Mother. (1) Yes (2) NO

If yes, whiFh? (al; 2,) 4-_i
cod c ws far 2)

6. About how many hours when he /she is awake, is
____usually with you during the day?

a. school says
b. non-school days

7. During the time he/she is with you, what are yo

usually doing?

-

I 11

B. Children have different things -to play with; Whith of

the f611oWing sorts of thingS does your_child have?

(I) Yes (2) No (3) Don't _know;__ If yes in col. 1, then

col.. 2: (4) Likes a lot (5) likes__somewhat (6) not par=

tictaarly interested. If (No) or (Don't know) , then (0) col. 2.
-

1. Puzzles or pUzzle-like to s
^-1 .1 riF=-

2. Toys that require working with his/her hands, such ( j .' <,.,

as blocks; sewing materials; model building kits
...

3. Drawing, painting material
i I i li;

4.i Active playtoys such as balls, skates, bicycle I _L _I loii

5. Bdatd games L......J.a
----- 6. Books 1 I

.4-

- 1.1 1.

,.

.;., 7. Musical instruments
= Cil

8. Records and tapes
1.-...-.1-J

1....-1-1 r:..
9. Writing material I- -4-- I

[11.

57
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C. Does your child own (or share with sibs)any of the following-:'

(1) Yes (2) No
(1) __radio
(2) t.v. set
(3) record player and/or tape recorder

&

D. NoW, I'd like to ask you some questions about your chil.6's dailyCARD e)

schedule on weekdays and weekends.

Are there certain things that your child de,at at nearly the same,.,

time every day or nearly everyday? (Same time means within a IC.]
..-

CARgihalf hour.)
D 14

School Other ID ID

Events Days Days

1. Getting up (1)Y (2)N (1)Y (2)N 1 c?

2. Getting off to school (1)Y (2)N (1)Y (2)N
i-7

..--

3. Getting to non-school actvs. (1)Y (2)N (1)Y (2)N i
.-,..v

4. Watching t.v. (i.e., does
,
..--

_

s/he watch certain progs.?) (1)Y (2)N (1)Y (2)N 1
I I ile-

5. Getting together with frnds. (1)Y (2)N (1)Y (2)N L,...-1.---t ?;Z -

6. Going to bed at night (1)Y (2)N (1)Y (2)N ----1-----1-7ti-

7. Eating meals (1)Y (2)N (1)Y (2)N

8. Doing homework (1)Y (2)N (1)Y (2)N .-----I"i::'l---..

Co schedule? (include in write-um, if not coded fcrthere otherthings that your child does pretty much on

g-,
in questions"7-771.

X. OUTINGS AND TRAVEL.

A. Do You or doesscmeone else you know take to

visit relatives (any relatives, not just those around

Boston): (1) Yes (2) No

I. When was the last tirrle you did this?

(0) Never--N.A.
(1) More than 1 year ago
(2) Between 6 months and 1 year ago
(3) Between 3 - 6 months ago
(4) Between _1 - 3 months ago
(5) Within last month
(6) Within last 2 weeks

2. How often does go to visit relatives? 02

(1) at least twice a week
(2) once a week
(3) once a month
(4) two to three times a year

(5) once a year
(6) once in several years



3. Do the relatives that visits live around BoSton

or -out of town (or both - -if he /she visits relatives both here

and away).
(1' Boston area
(2)_ out of town
(3)_ both

4. Does ever travel alone or unaccompanied by

other adults to visit relatives?
4

(1) Yes (2) No
If yes:_
Da; How far a trip is it?
b; How dbe$ he/she get there?

5. How often does
go out with you or another adu:t

to visit places -like parks, museums, or fairs?

(Code for more frequent season)

(1) everyday
(2) times _a week

(3) once a week
(4) 2-3 times amonth
(5) once a month or less

16) never

6. How orten does _ play with othe::

besides his brother and sister?

(1) everyday
(2; _2-3 times a week

once a wtek

(4) 2-3 times a month

(5) once a month or less

(6) never
7. Does

have a best friend or friends?

(1) Yes (2) No
Name:

8. How often does
play with his/her brothers

and sisters?
(1) everyday
(2) 2=3 times a week

(3) once a week
(4) 2;=3 times a month

(5) once a month or less

(6) ____neVer

9. Does ____ partiCipate in any organized out-of---

school activities such as youth choir, karate lessons, little

league? (1) Yes (2) No CS

.7.7iF a. What sort of activities?
(1) Little League G11=4.. I- j i'.5'5

4 (2) other sports (allows for_three

- (3) dancihg activities) 412 =--.6 -I i-)(:',-

(4) music lessons
___=, 1...-,

(5) drill team
(7) girl/boy scouts etc...."

(F) church related

1 J-C=i.

. How ofteh? (note frequehay_of each_activity)-

(0) N.A. ,
(4) 2-3 times per week

(1) once a month (5) every day

(2) 2=3 times per month
(3) once a week

S8



X. RESPONSIBILITIES AT HOME

A. Does take care of a younger brother or sister?

(Querttion may not be appropriate.for younger groups.)

(1) Yes (2) No

If yes,
(1)
(2)

133
Ft)
CS)_
ft)

B. Is
house?
(1) Yes (2) NO

how often?
everyday
2-3 tunes a week
once a week
2=3 times a month
once a month or less
never

If yes:
(1)

'(2)
(3)
(4)
(5)
(6)

expected to help with chores around the

How often?
everyday
2-3 times a week
once a week
2-3 times a month
_once a month or less

never

What chores?
(1) _
(2)
(3)
(4)

(5)

clean room/make bed
dishes/dusting (6) laundry
take out garbage (7) clean bathroom
vacuum/mopping
errands

Li cl
I

C. Has ever had a paper route,

snow shovelling job for money outside the home?

(not appropriate for younger ages)

(1) Yes (2) No

What scrt of job?
Col-1
(1) paper route
(2) babysit
(3) odd jobs for

neighbors, e.g.
snow shovel, errands

babysitting or

Col. -2- regularity
(1) regular
(2) incidental

allows for 2 jobs

Uvki.t6

jape

Z= r

@7).-`
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XI; CHILD'S SCHOOL EXF.Y.RIZN:1,7 ; PAR -2v s ATTITUDE An INVOLVE:NE:7:

A.; 1. How do you think __ is doing in school_ conpered to most

other Children his/ner age?

_ (1) Filch better
(2) Sonewhat better

As well as
_(4) Not quite as well as

(5') Vuch poorer
....16) Can't tay; don't 1L-low

2. How many prol-.1-ens do you think your child has learning to read

COTt2;32-pe. to other chile,en his/her age?
_El) Fewer

About the sae
_13) ;:ore

_
_

___(4)::.'ar.'t say; don't Ic.ow

3. How hard do you t!--2r1:
tries to do well in his/her school ?

.,_411 Very 1--,4re,
__12) A'scut avera.f-z

3) 1;ct 'r.t.rd. at all

Can't tell; don't .ow

3. 1. that is 's teacher's nar.e? (If cr.i1C na.s more than cne

regular acadezic area tetchsr., 'cr read:Ln----teacher'si-ei) i rc-irt: 11 eit-C,ea
otictAt W1MA...2)ib a5L J /-

2. How good a job do you think his teacner is do_ .g in teacrinz

this year?
(l) Very C-ood
(2) Pretty good.

713) NOt to gocd.

-14) lot good at a.11

(5) Don't know

3. Do you think there's enough OD-Corturl.ty for you to pa..,--icipate

and learn abo:it 's life in cchool?

1) Yes
f2) No

Car.' t tell; don't know



Cl. How many times this school year have you gone to

,s school for the following things:

0 1 2 3 4 5 6+ 7(never asked)

PTA meetings

All school-re16ted committees

_Special Programs (e.g. Christmas Play)

lro help out in 's classroom

To help with field trips or parties

To talk with 's teacher about

If answer is at le&st once, ask:

Who requested the meeting?
(2) Parent (2) Teacher (3) Both (4) Other

C2. Were there any meetings about the class program for the

parents this year?
(1) Yes
(2) No
(3) Don't know

. Lind you attend any of these meetings?

(0) N.A. (1) Yes (2) No

C.If Yes: How many times did you attend?

(0) N.A.
(1) 1 or 2 times
(2) 3 or 4 times
(3) 5 or 6 .times
(4) 7 or 8 times
(5) 9 or more times

If No: Do youknow how many PTA meetings have been held

to this year?
(1) Yes (2) No
If Yes: how many?

Dl. Is there a parents' council or parents' advisory group?

(1) Yes
(2) No
(3) Don't know
If Yes: About how many meetings of this group have you

attended?
(0)

(1)
(2)
(3)
(4)
(5)
(6)

(7)
(8)_

N.A.
was not a member of council
1 or 2 times
3 or 4 times
5 or 6 times
7 or 8 times
9 or 1() times
11 or 12 times
13 or more times

c-r3



. Howdo you (as parent) comMunicate with

teacher?
(1) Telephone
(2) NOte
(3) In person (go to school)

3. Bow does feel abbUt going to grade school?

tIZ ,S/he doesn't like it;_doesh'twant to go.

(2) S/he sometimes likes it and sometimes doetn't like it

(3 S /he doet like it; does want to go.

(4) Other (Specify)
(5) khOw

EI. What does like most about school?

Or42. What 'toes s /he lir:e _Least about

Fow often do you help/work with with his/her

homework? (If response is "no homework" skip to questitn

(0) Don't usually help (skip to quettion F3.)

(1) Less than once a week
(2) About once a week 1SZOES. EZ

(3) About twice a week
(4) About three titeS ;. week

(5) About four times a week

(6) About fire times a week
__(7) Other (specify)

How long did you work with__ yesterday?

(1) None (2) Don't know (3) 1/2 'oir lett

(4) Hour or less (5) more than 1 hour

2. Do others in the family help him/her with his/her

homework?
(1) Yes
(2) No
(3) Don't know

A. Who?
(I) ___other parent (3)_ younger sib

(2) older sib (4)__ other

B. How ofteh?
(0)Don't usually help
(I) Lett than once a week
(2) Abbut once a week
(3) AbbUt twice a week
(4) AbbUt three times a week

77(5) About four times a week

AbOUt five times a week

77(7) Other (specify)

JJ

Cr

,

&44E3
r.2
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En_



3. If you could have your wish, what grade in school
would you like to complete?
(1) less than high school (2) high school (3) college

(4) specific job training, precollege level (5) master's
(6) advanced graduate or profeisional degree(7) no response

Gl. Since things don't always turn out the way we want them
to, bow far do think will actually go in school?

Code: See above

your opinion, what could preven
:from completing?

(1) nothing
(2) catastrophe
(3) financial
(4) child's academic record
(5) child's effort

3. If you could have your wish, what would you like
to be when s/he grows up?

1. Job given (specify)
2. Other (specify)
3. Don't know (encourage)

CAAV's choice
Bl. Coes your child bring papers home from school?

(1) Yes 12) No
If Yet: For what?

icr2,

2. what kinds of grades does your child get on his/her
report card? Code: (1) A's (2) B's (3) C's

1. In reading (4) D's (5) Failing

2. In writing (6) E's (7) S (8) I

3. In math (9) Very good (10) good

4. In conduct (11) not so good
L'4"-Z1

3. What do you do when your child brings home a4bad report card?
LIA-J
Lij

Il. Does your child ever need to stay after school? I so, LTV

for what? (1) Yez (2) No (3) Teacher re.proach

Q3"

LA

2.' Do you ever need to, go to school to speak to the teacher/

principal about your child? (1) Yes (2) No [3

3.- Is your child reading (Col. I)/doing math (Col. 2)

on grade level? (1) Yes (2) No

Jl. =Did your child go to kindergarten/nursery school? y.

1(1) Yes (2) No

What is the most important thing school should teach. your

child?
(1) __basic skills (2) reading (3) ___-discipline

(4) skills & disciplinT---(5) social contacts (Getting
along with others

3. Does your child talk about School? (1) Yes (2) No

K.1. Are th'are special school activities your child participates

in, a HI,



When grows up, what do you think he/she Will actually do?

1.:3. What is your idea of A good student? _

. What is your ids cf a good teacher?

, How does the Wilding and equipment of the schools that ycur

children attend compare to Mb at other schools in the city area?

(ohertk one)
_

(1) Bette= than most other Sc hools

(2) As good as most Other schools

(3) Worst than most other schools

(4) Don't know

.3. How do most teachers in schools that your children attend compare

teachers in most other pUblic, parochial, and private schccl In

the city area?

(1) worse than average
(2) Average
(3) Better than average

M. i. Are teache=S in the schools that your ChIldren attend paying

attention to all their students, or are some students neglected?

(11_. Neglect SeMe students--...hyq_

(2) Po attention to all Children

(3) Don't know



WOuld:schoas be better or worse if parents had more'control over

them(the schools)?

(1,1_Better

(24-- Worse

(31 AbdUt the same

(41_Don't know

N. 1. Haiie teathers in the schools in your community any idea about the

problems faced by the people in this area?

(1) understand

(2) No idea

(3) Don't knOW

2. Is there anything you can do to improve the schools in this neighbc-hcc4?

2) gs
(3) Don't know

II, alsWer is "to", why is there nothing you can do?)
:J. Are most classrooms in your district over-crowded?

(1) Yes
(2) No
(3) Dcm't Ruilb%4

0. 1. Are most teachers genuinely interested in talking with rarents about

school?

(1):Ye.s
(2) MD
(3) Don't know

Is it Okay for parents to keep their children out of sthbol to help

out at home once in a while?

(1) Yes
(2) No
(3) Don' t know



3. Are teachers making children doubt and question thinO that they are

told at home?

(1) Yes
(2) NO
(3) Don't know

P;1. Are the teadhert in the schools ycur children attend good ex-amples fcr

your children?

(1) Yet
(2) No
(3) Don't know

2. Are parent usually the cause of their children not Working h

school?

Yes

(2) Nc

(3)--- Don't know

(4)_ Soretimez

(5) Partially

:3. Is it true that anyone who can do the work can go to coLlege if he

wants to?

(I) Yes
(2) No
(3) Don't know

::) If response is n- u why?

. Can you .do anything about it if you disagree with the school priner='?

(1) Yes
(2) D7o

(3) Don't know

If response is "no ", why do you feel you cannot deanyth.tng?

58 .7./



:2. Is it true that most children save to be made to learn?

(1) Yes

(2) No

(3) In some thin&

(4) Don't know

3. How well do you think gets along with the teacher,

compared to other child=en in his/het Claas?

(I) Better than most children

(2)- _About average

(3) Not as well as most children

(4) Don't know

R. 3. Is shy with his/her teacher?

(1) YeS

(2) No

.2. Are there things you have noticed which your child can do well?

1. Are there things he can't do well?

I: 1 -11 )
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Ze

XII. MOTHER'S INTERVIEW =-.= T.V. QUESTIONS

1. How many T.V. .sets do you have in your
house (that are working)?
(0) (1) (2) MORE (3)

2. Is it color or black and white?
(1) Color (2) Black and white
(1) Color (2) Black and white: 2nd set

3. In what room is the T.V.?
(1) Living room (2)Kitchen (3)Den
(5) Chld rm (6)0ther:
2nd T.V:

(4)Prnt Bdrm L_Jfer:47

4. Who Watches T.V. most often in your family?

(1)Me (2)Spouse (3)Target Child(4)Other child

(5)Everyone about same (6)All children
(7)Both parents.

S. Who watches T.V. he least often?
(1)Me (2)Spouse (3)Target Child (4)0ther child
(5) Everyone about the same

6. Do you have a special seat that you sit
you watch T.V.?
(1)Yes (2)No
If yes, where?:
(If respondent has a partner) what about
partner?

What about your cEild(ren)?
(2) No(1) Yes (where)

(1)Yet (where) (2) No

FOr second T.V;:

Do you have a special
you watch T.V.?
(1)Yes (2)No
If yes, where?:
(If resPondent has a partner)
partner?
(1)Yes (where)
What about'your child(ren)?
(1)Yes (where)

seat that you sit

in when

your

Lir 1-0

in when

28.36

%lc
J 3-0-3

4 "2-3

6a. How many hours does _
(1) 6=8 hours each day
(2) 4-6 hours each day
(3) 3-4 hours each day
(4) 2-3 hours each day
(5) 1-2 hours each day
(6) 0-1 hours each day
(7) 2-3 times each week
(8) one time each week
(9) 2-3 times each month
(10) once a month or less
(11) never

59z,

What about your

(2)No

(2)No

watch T.V.?_

obr o lei-.
hrs.= .1.iyi,t
afiefthooti

. efc.

b. 6&7urda.v.5Son as

Li
L. L___J LH
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liStv ot-er.
l'ep7>IS-e. 1145T>

(Probe to find out when during the day respondent watches

T.V.==get number of hours for each question)

A. Do yot watch in the morning, or do you turn it on when

you get ..z.p? (#hrs)

(If not working) Do you watch it during the day?

(Virg)

(If working) Do you watch it when you get home froM=work?

(#hrs)

Do you watch it during dinner? (#hrs)--

In the evening? (#hrS)

How abott weekendt?
Do you usually watch on Friday

(l)Yes
(2)No

SatUrday during the day?

(1)Yes (#hrs) _ (2)No

night?

Do you usually watch on_Saturday night?

(1)Yes (#hrt) _ (2)No

Sunday during the day?

(1)Yes (#hrs)_
(2)No

Do you usually watch on Sunday night?

(1)Yet (#hrs)._
(2)No

r1

E. Are there certain programs you watch every day?

(Such as the news or soap operas)

(1)Yes (2)No If Yes: What are they?

9. When you're watching the T.V.

4- a; ese :.4)1% le

3-\

Both How often?

(2)Usually (2)Sometimes (3)Never

What do you like
(Possible respons
(1)Reading
(2)Handiworkkni
(3).ho.A0...;irt
(4 ) t_htti-

(5)07-4e.:<tnci
(6)Mealtimr
(7)toogii-o
( 8 ) faS
(9) e.4*=ii--

(10)0tner

to do? ezi)0,"
es)

t, crochet,

47- rnCDt

woodwork, etc.

5 93
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How about your child(ren)' / I /12---7
Target Child#2

Child #3 Child#4_
i=

) 1 IT'ilr
....

If .tether activities: L.1.___J Wl-If
(1)::Usually (2) Sometimes (3) Never

-.-

What?

10. Can
allotment? _(Elaborate and probe for differences between sibs)

watch_T.V. anytime s /he wants to? Or d6 you have a time 7 8'
(1) anytime (2)time allotment

1440Wyf time allotment, what is it?

0Whd
Li 7-et

Ise
ot4 .) 1...J F 0
hi r 0 v AS

How do you get them to stick to the rules?

. Are you watching T.V. with

(1) Usually (2) sometimes (3) Never

(Get specific answer as well)

anytime?

. Is allowed to watch whatever she likes to or do

you have_ restrictions'
(1) 6/16Wed to watch anything (2) restrictions

If reatrictiona; what are they?

How do you get them to stick to the rules?

594
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-It- 13. How did youdecide on these rules for ycur children?

For instance, who made them?

-7 any other rules?

14. What happens when you and your partner disagree on thete rules?

.
Whose job is it to see that these rules are followed?

16. What are your child'S favorite programS?

"(are there differences between siblings ?)

F-i

12

)4=)5

L 18 -19

17. How often do You use extra T.V. as a reward for your children's

good behavior? Probe for reasoning and for possible differences

for siblingS)
(1) usually (2) sometimes (3) never

Do you ever use T.V. for a "reward" for yourself?

18. HOW Often do you U66_"to T.V." as a punishment for r child's

bad behavior? (Again, probe for particulars and r ruing)

(1) usually (2) sometimes (3) never

5

2.0

zi



19. Hoeg your family get some sort of a T.V. program guide?

"41.2(1)every week (2) every few weeks (3)every couple months (4)never

Do you get it in the newspaper or tit the market or do you buy it

separately or at it mailed_ to you?

(1)newpaper (i)free at market (3)buy it separately (4)subscrtption L.1

VP-

20.7 (if they do get one) How do you use it? (possible answers:)

(1) plan the week's programt in advance

(2)check each iay in advance
(3) look at it right before turning on the set

(4)look at while set is on
(5) don't really use it
(6) other, specify:

. If more than one person in your family is in the room with the

T.V., who usually turns on the T.V. set?

(1) me (2) spouse (3)target child (4) other

Second ?

22. If more than one person is in the room, who decideS which

channel to watch?

second set:

23. If more than one person is in the room, who changes the channel

once the TV set is on?

second set:

=et

it If more than one person is in the room, who turns off the set?

second Set:.

L.J

LJ

U2

28'

21

LI 31
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24. What happens when different people in your_faMily want to watch

different programs at the same time?_ For instance; what happens

if you and your partner want to watch different programs at the

same time? What usually happens?

ow do you feel about that?

4k What about when you (or your partner) and your
child(ren) want to

watch different programs at the same time? And how do you feel?

that about when two or more of your children want

programs at the same times?

25. What kind of T.V. program

(1)situation comedy (6)

(2)medicaI drama (7)

(3) soap opera (8)

(4)cartoons (9)

(5) game ShowS (10)

Why?

do you enjoy
police drama
movies
sports
news/info
educational

to watch different

watching the most?

(11)religious
(12)Masterpiece Th,etc.

(13)drama/action
(14)music variety
(15)family drama

The kind of program you enjoy watching the least? And why?

597



26. Why do you watch T.V.?(Pick top three and rank order)

(1) Instruction (As cooking, Auto repair, language)

(2) ----Entertainment
(3) ----Information (As news,

weather,_documentarigl

(4) ----Learn about human
relationships

(5) To get away from pro:)lems (As work, relationship)

(6) ---7to get away_from people (Family, friends, -colleagues)

(7) 'Pb be with_people (As family, ftiends)

(8) Conversation topics

(9) To avoid loneliness

(10) to pass time
(11) Commercials
(I2)777Aelaxation _

(13)7to avoid work_(Housework, homework)

(14) To avoid conflict_with family members

(15) As a way to fall asleep

(16) Other:

27. What would you do if your T.V. broke?



SiblincNauestions

l. As you see the children in your family how would you say they

were different, just in general? (First let parent respond --

then probe in terms of:
reading and more general School achievement

relationShipS with peers_ a
with adults

athletic ability
[11

temperament
interests

1 1;--1-1

skills and abilities
L5.

r

2. Arho. if anyone, on either side of the faily, clods each of your

children 'take after'? In what ways?

3._:For whom, if anyone, were your children named?

SC I

A

i 11.T.

L- ' .

pr....-.



4. /Chat was your position (youngest of 3 children, etc) in your

family as a child?

5. Is particularly close with any
brothers or sisters? Are other children in the
particularly close with each other? If so, has

been the case?

gre-

of his/her ,

familY
this always

'4'4-

IMP

6. Does_ have special problems with any of his/her

brothers or sisters? ghat about the other children in the

family? If so, has this always been the case?

A Y.10
117

7a. To what extent do any of your children try to be like each

other? For example, do any of them seem to copy each other?

In what ways?

1,

ea-

7b. To what extent do your children try to be different fron each

other? In what ways?

6u u

izt-if

-1

_
1 I 04.:1



S. We ha,:t spokt1 before about what you would like

to be -;hen_ht/she is orr,.Jr. 1:7; What about the other children

in the faMily? Have you thoucht abOut what you'd liX? them

to be? Have they thought about what they would like co bt

when they are gron? (Probe.ft indications thatvarent_has

same /different -goals and expectations for individual children

in the family.) C

ix

r-

9. Now f would like you to compare
es experiences

in school with thote of the other children in your family:

a. ielhoi enjoys
school the most among your children? the least?

What'about

b. Who workS the hardest in school? the least? And

IMP

c. Kho hat the most natural ability for school work in the

family? What about

d. Which child is the most involved in sports at school?

the least? And

U;



EA 3 6cAoot:

F41

b. 1410K6 Mitka

fie
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c. itiur31 all* 61, ,iiooluvr);:
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e. Which child is the most involved with other extra

curricular activites at school? the least?

f. Which of your children is the best reader? the poorest

reader? Who enjoys readinc the most? the least?

And_

g. Which one of the children is the most successf,41_

academically (in terms of grades)? the least? And

h. Which of the children is most involved with friends at

school? the least? What about_

603

6
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10, HoW often does do the following things with his brothers

andiiikiiters?

(1) everyday

(2) 2-3 times /week

(3) once a week

(4) 2-3 times/month

(5) once a month

(6) once in two months

(7) 2-3 times/year

(8) once/year

(9) never

Name of sibling

#1 #2

ri I

#3 #4

I play games toget er

I) participate :A sports toget er

p arigamec_together (or help

L each-other_do homework)

ITTEETWEERTitr'
A some of same friends

o clues toget er

e
pcat=675701Errnalingconfie

in each other

tease, bug, annoy each other

dfginteactargueanioter

;50775FERer

r

itipi707encogr
/ I/ 4)

,ImmlwwwNyyll,4=1...

r-

. .

t

Am

6%

.M1

41
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101

Directions: List the members of your family and their ages
below. Then choose a nickname (or abbreviation)
to represent each person and mak a note of

those beret OriCklit jevrset f

Name of Family Member Nickmame

IN=11.

m...wooso

For each of the behaviors listed below rate each

member of your family by placing their nicknames

in the column that best describes them. Be sure

each person is rated on each behavior. There can

be more than one family member in each box.

always
IIWVCL J. Gli ci -4

..7.

=r1retVre

Z outgoing,
. .

3. gives helpful
suggestions

4. says-mwhat to do,
Orga4izes activities

A
,-

b. tends to be bossy
and disapprovihg

S-.Tffit-S angry



rarsalN7 en always

/0- 6

-__- ___ _________ _

-._

7, wantw-to show off

S. jokes'aiound

9. tries to help you
have a good time

20.friendly

21.heLps you'vhen you
Work

22.spends a lot of time
on tasks or projects

13.finicky, not satis-,
fied

.14.unfriendly .

15. unreliable, doesn't
keep promises

16. dramatizes, playact-
or makes believe

17. fun -to be with
... .t-

18. is appreciative,

6u3



-rlirreitt? Al-WV

19. respectful

20. voiRk too hard
at tasxs

21. acts 'overburdened,
as if there is too
-much_to_do

22. wants to be alone

.23. acts hopeless as if
nothing will work
out

24. acts shy

25. quietly happy,
pleased

26. quiet



EMPLOYMENT OUTSIDE THE HOME (OR PAID WORE INSIDE THE HOME) C

In this section of the interview, I'm going to ask ...:td

about your experiences working. AlthOUgh we certainly

consider hOteMaking to be work, -here we will use the word

'work" to mean paidwork which includes work done both #

outside or inside your own home. t

ni3

1.7 Ate_you working now?
D

, 11) Yes (2)No
If no: Ask questiont 2=7 with reference to last job.

If yes: What db you do? (Get as concrete a description

of the job possible, including level and responsibility)

(1)Current (2)Previous

2. How_many hours a week do (did) you work at this job?

(1)10 hrt per week or lest
(2)11 -20 hrs per week
(3)21=30 hrs per week
(4)31=40 hrs per week
(5)over 40 hrs per week

3. What hours of the day is this?

(1)Morning
(2)Afternoon_
(3)A 9-5 or 8=4 day
(4)Evenings_Or the 4-11 shift

(5)Night shift
(6)Irregular or variable
(7)Other
(8)Can't say

4. It the work interesting?
(1)Yes (2)No (3)Somewhat

5. Is the work physically tiring or mentally exhausting?

(1)Yes (2)No (3)Somewhat

6. All things_ considered, how satisfied are you with your

present job?
(I)Very satisfied
(2)Somewhat satisfied
(3)Somewhat dissatisfied
(4)Very dissatisfied

Why?

1p

1



7. Would you mind telling me how much you make? (Hourly

wages orinformation to calculate hourly wage=-including

tips)_

(If the respondent is not currently working, ask:)

qz Are you?
(1) Looking for work?

- (2)Not looking for work?

There are many possible reasons why_you may not be working

now. Below, several of the many possible reasons are listed.

The reasons most important to you may not even be listed

here, but please tell me how much each reason applies to you

from the following choices.
(1)Applies a lot
(2)AppIies somewhat
(3)Applies a little
(4)Doesn't apply at all .

9. 1 am not working because...
17

(1) I don't know what kind of job I want 7.471--.

(2) I'm on welfare
117

(3) There aren't enough jobs right for mothers olcv stung era

(4) The job market is too competitive.
ckic m%

CL62

(5) It's hard to find a job if you haven't been working-- CZ/i

(6) -----1'm not in good physical oondition......

(7) -----I don't know what I'd be good_at
_ ...I

F14..°., 3.1

(9) I just don't want to
C;'":.

(8) It's asking too much of me right now
CZA

(10) 1 want to be home with my children ...:..--.

(11) I can't make child care arrangements ,.. 7. li

(12) I have a child under the age of two

(13) I can't find a job 4Z

10. Any other, more important reasons?__



11. EMPLOYMENT HISTORY CHART

(cah you tell me all the jobs you've had since leaving schcc17,

DATES 30B DESCRIPTION _LOCATION

ititA .1frriNit;i5

re411/44
rr70 44'4:

3



12. Have you ever received or are you now receiving any

kind of job training such as workfare, WIN, or on-the-

job=training?
(1)Yes (2No
If Yes: Wht kind or kinds?
(1).7ob training from a private non-profit firm
(2)CETA jobs
(3)Job-training that was part of college or graduate school

(4)WIN
(5)On-the-job
(5)Private training that respondent paid for

(7)Other

If Other:Which?

How many others?

13. When you were growing up, did you think you would probably

become a . .

(1)Teacher Aid
(2)Homemaker
(3)Nurse
(4)Worker
(5)Teacher
(6)Homemaker and worker
(7)Waitress
(8)Didn't think about it

(9)Other-

14.- Did you have any dreams or fantasies about some other job?



la. Now I would like to ask some questions about your educati

1. What was the grade in school that you completed?
(Count number of years patt high school

T appropriate and add to 12)

2. Do you plan to continue your education?

(1)Yes (2)Ho
If Yes: To what level?

(1) High school
(2) College
(3) Graduate school

How did you feel about _school? Did you like it or hate

(1)Liked a lot (2)Liked a little (3)Disliked (4)Hated
it?

2a. AS you think about_yoUr school experience, what kind of a

sttdeht didmost_of your teachers think you were in

eleMettary school?
(1)Good (2)Average (3)Less than average

2b. What kind of a student did you think you were?

(1)Good (2)Average (3)Less than average

3a. What about high school? what kind of a student did

you think_you were?
(I)Good (2)Average (3)Less than average

3b. Your teachers?
(1)Good (2)Average (3)Less than average

4a. What subjects did you like or ditlike in

4b. What subjects did you like

47
elementary school?

j_ 6; 7--

or dislike in high school.")c7.1c

1i

q3"6

5. Looking back on your elementary tchool_years,

say that your elementary school was academica

below average, or above average?

(1)Average (2)Below average (3)Above average

4. What about your high school? Would you say i

academically average, below average, or above

(1)Average (2)Below average (3)Above average

614

_would you_0=----1j(Z51
lly averagel_u

54-6
'*3

t was
average?

Care: I S



Mother's Reading

Now I'd like to ask you some questions about your reading.

1. Do you like to read or not like it?

(1)Yes (2) No

Do you ever read books?
(1) Yes (2) No (3) Used to, but not now.

3. Which of the following
(l)Yes (2)N0
(A) Book
(B)--- Mail
(C) News
(D) Messages
(E) Magazine
(F)_ _ T.V. Guide

things did you read during

(G) - -Newspaper ads, weekly
(H)---Cookbook/recipes
(I) Notices from school
(J) Elymn book/prayer book

(K) Other

4 . Do you clip coupons?
(1)Once a week (2)Twice a week (3)066asionally

4b. From where?
(I)Magazines .(2)Newspaper

5. What kinds of books do

(1)Romance
(2)Mystery
(3)Science Stories
(4)Factual Topics

(3)Throwaways

you like to read?
(5)Short Stories
(6)Biographies
(7)Autobiographies
(8)Other

Do you have any favorite au ors?

(1)Yes (2)No (Co de. for -traire.a raver
if Yes: Who are they?_

the last

shopper

(4)Never

qa"
(4)9upertharket flyer

Choit.e..5

C,i

ih Ye5 6/0)
..1111we,...:

. (If non English-speaking) In what languages do you read books

mostly?

(1)Spanish
(2) Greek
(3)Portugese

(4)French
(5)Creole
(9)Above plus English (note which)

8. What magazines do you read regularly?

T.

9. Are there others that you read occasionealy? (Probe for People,

Family _Circle, T.V._Guide, Soap Opera__D.gest)

. What riewSpapers_do you read regularly?

11. Are there others that you read occasionally?



12. Can you remember the names
favorite books as a child?

(1)Yes (2)N6

or authors_o. any of your
(

to read aLoUt?
Can you remember what you liked
(1)Yes (2)No
_What? Mode as in- #5 above)
What kind of a reader are you?

13. Ate_yOu fast or slow?
(1)Fast (2)Slow

Careful?
(1)Yes (2)No

14. Do you write to out -of -town relatives

(1)Yes (2)No

If Yes: How Often?
())Weekly
(2)Monthly
(3)Several times a year
(4)Yearly
(5)Not- yearly
(6)Never

15. Who reads the most in your family?

Who reads the least?

16. Of the kidt, who reads the most?

or friends?

awl



RELATIONSHIPS-STRESS AND SUPPORT

Now I'm going to -:sk you some questions about your relationships

with other people.

A..7 How often would you say that the following statments-apply to

g" your experiences with your relatives and friends?

B.

-

Code: (1)Most of the time
(2)Some of tne time
(3)Once in a while
(4)Seldom or never

1. How many adult relatives who do not live with you do
see or talk to every day?

-2. How many addtional rvlatives do you see or talk with at
least once a week?

3. my relatives are people who can be counted on when I am

in trouble.

You

--

4. Some of my relations are dependent upon me financially. ;_511

5: Some of my relations are dependent upon me emotionally.

6. Relations are strained between me and some of my relations. E.47..

you for favors or help?
7. How often do you feel resentful when your relatives ask

8. Do you have friends or relatives who have problems which

cause you stress? (Problems such as with work, health,

marriage, alcohol or dilgs, or the law)

(1)Yes (2)No

9. How much stress would you say their koblems cause you?

(1)A lot of stress
(2)A moderate amount
(3)A little stress
(4)No stress whatsoever

Who do you turn towhen the following sorts of things happen

to you?
Code: (1)Busband or boyfriend

(2)Priend
(3) Relative
(4)COunselor
(5) child
(6) No one

a.You have some good news? =1 /M OM. AIMED 1MM. .40=. yowl. dews.

b.You have some bad_neWS?
aw.

amrm.

c.You feel depressed? AM.MMM. M.IIMENNa
d.You want to go out and have some fun?

6 1 7
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Life event variables

L. Since
was three years old,have there been

any deaths among your faRediate family members or among close friendt?
ar(",..:"

(1) Yes

-...L.... - .

-1 (2) No
tt,1 i tl%

6
MY yes, who was the person

When?----* witr--44":
t:.

2. Since_
was three years old,have you moved?

(1) Yes
(2), No

If yes' how often?

3. Since
was three years old, has there been a major

cheniefriEFFI7=157-
behavior of a family member?

(1) Yet
.. i-:'

(2) 2-,-

("Inc
.- S.

_-

If yes, why was the person?
---,!---;,Then?__ -i.L. kri.-r.,

..... /

4. Since
was three years old, has there been a major

change in the financial state of your family?

(1) Yes Then?

(2) No

5. Since_ _

was three years_old, has there been a major

change in the work of you or your spouse.

(1) Yes ?then?

(2) No

6. Since__ was three years oil, has there been a change

in the make up of your family, fOr example new members moving in,

births, separation of parentS, children leaving, etc?
"----11;-:-

(1) Yet

7--)

( 2 ) No
When?

0--.-C

,

- ....-

IP* -

:& 1...
L .-

^
;:

1"......... .

6 d
t

_.
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Do you belong to any of the following types of groups?

Belong? A. _ C'

(1)Yes (2)No Names of Frequency of Office

Attendance ' (1)Yes

week())

per 116012)

er year (3)

1.Clubs or social groups .

(Women's clubs, card clubs,

bowling clubs)

2.Neighborhood action4ssociated

groups (Community action, block

groups, parents' councils)

3. Groups which are mainly connected

with children's education (PTA,

Head Start)

&Political action groups (Polit-

ical party, COREi NAACP, SCLC,

Citizens' committees)

5.0ther groups (Job-affiliated,

unions, study groups, etc.)

groups

6.Religious groups or church

organization (Choir, Ladies'

auxiliary)

per week

per month

per year

Per week

per month

per year

per week

Or month

per year

per week

per month

per year

per week

per month

per year

Holder? Mune of

(2)No

eq

OM!

3

If respondent belongs to.more than one group! Which of the above groups that you belong to

is most important to you?

Do.yo0 go to church or another religious institution?

(1)Yes (2)No

If Yes: Now often do you go?

(1)More than once a week

(2)Once a week

(3)Once every two weeks

(4)Once a month

(5)Less than once a month

61rj
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FAMILY INCOME AND FINANCIAL STABILITY

The next set of questions ask about your household income.

A, Please telI me your household's approximate income from

all sources during the past year (If respondent has

trouble coming up With a figure, ask her to choose income

range from this page)

(1) Lest than $1000 (16) $16000-$1099

(2) 4'1000-$2999
(i7) 17000 17999

(3) 3000- 39 99 (18) 18000= 18999

(4) 4000- 4999
(19) 19000- 19999

(5) 5000= 5999 (20) 20000- 20999

(6) 6000= 6999 (21) 21000- 21999

(7) 7000= 7999 (22) 22000- 22999

(8) 8000- 8999 (23) 23000= 23999

(9) 9000- 9999 (24) 24000= 24999

(10)10000-10999
(25) 25000- 25999

(.11)11000-11999
(26) 26000- 26999

(12) 1200 0 =12999
(27) 27000- 27999

(13) 13000 =13999 (28) 28000- 28999

(14)14060-14999
(29) 29000= 29999

(15) 15000-15999
(30) 30000+

Note: The following is not a question.
out independently.

1. Total houtehold income

Interviewer should work this

2. Per capita income= total income

3. IndoMe stresser score. Per capita Annual

T-Eghid rsants.

(1) $2500+ -

(2) 2000-2500
(3) 1500-2000
(4) 1000-1500
(5) 500 -1000
(6) less than $500

Income=

4.1



B. NoW0 I would like to know where your household money

Comes from;

1. Where did the largest part of your household income

come from?_

(Probe usina the following list of sourceso.

0:=170.0A5.2004G41)Your own income
(2)Your husband's income

/fps Din (3)Social security
(4)Welfare

2 = 25% -,tro (5)Retirement
(6)Alimony

=',50 752 (7) Child Support payments
(S)Inheritance
(9)0ther

Percent (Wyearly income

2. If you had a sudden unexpected need for $100, could

you get it?

(1)Yes, easily
(2)Yes, with difficulty or sacrifice
(3)Don't know
(4)No

Ltd 1



Now I have some questions about

1. Whet does

,s reading.

like to read?
1

(1)Story books (7) Magazines

(2)Factual bookS
(8) Comics

.----
----C-

-:-
.....

(3)Short stories_ _

(9) Directions /Manuals

(4)Newspapers: WhiCh selections? (10) (Auto)biographies

(5) Plays
(11) Textbooks

(6)Poems
(12) Other (specify) .

23

2. How many books does _

3. What subjects does

(1)People
(2)Science
(3)Sports
(4)Animals
(5)Science fiction

read in a month?

like to read about?

(6) Mystery
(7) Homer
(8) Cars
(9) Romance
(10) Other (specify)

4. Does bring home books from school?

(1)Yes (2)No

What kinds? (Code as in #1; above).

Are theSe books from the library? The classrboi:-.?

and/or the teacher?
(1) Library
(2)Classroom
(3)Teacher

S. About how Much time a week does

and for required assignment?
Pleasure (hours)
Assignment

read for pleasure

Code hrE

6. Axe there any special timasof the day that

(e.g., before supper, in bed)_

-

reads?

7. Does _ have any favorite books or stories?

(1)Yes (2)No tode by 1 tieel+)ondri
If Yes: What are they?



8. Did have any favorite books as a young child?

(1)Y471--T7TNo (3)Don't know op 611,.0

If Yes: What?

9. Did pretend to read books before he could really

readT------
Mies (2)NO

Did memorize books before he could really read?

(1)Yes (2)No

10. Does your child read aloud to you or anyone else?
(i)Yes (2)No
If Yes: How often? ._

(1)Once a day (4)2-3 times per month
(2)2-3 times per week (5) Monthly
(3)Once a week (6)Less than monthly

What kinds of things?
.

11. Did you read to him when he was younger?

(1)Yes (2)No
If Yes: When did you stop?

(1) 3 years (5) 7 years

(2)4 years (6) 8 years

(3)5 years (7)9 years ...

(4)6 years

12. How often?
(1)Once a day (4)2-3 times per month

(2)2-3 times per week (5)Monthly 6 =
(3)Once a week (6) Less than monthly

55

12a.

13.

Did anyone else read to him/her?
(1)Yes (2)No

What kinds of books? (Code

Did _ enjoy being read

as in 41, above)

to? 0 ,;,Abf)

..,.

:L......1=1

L_L--1

'A
(..,-...."

,-; -1-:

,--7
toi(

(csi

Do you ever tell stories?
11 ) Yes (2) No

About what? 7 .c.

_ /I
Hcii often?
(1)Once a day.
(2)2-3 times per week
(3)Once a week

(4)2-3 times per month
(5)Monthly
(6)Less than monthly

iv,''' .........
V

If No: Did you ever tell stories?

(I)YeS (2yNo
If Yes:When did you stop?
(1)One year(2)Two yrs (3)Three (4)Four yrs(5):Five yrs

qi/

624



14. Do yOU and - play any gamestogether that

havd to do with words, such as crossword puzzles,

scrabble, boggle, etc.?

(1)Yes (2)No
If Yes: HoW often?
(1)Once a day (4)2-3 times per month

(2)2-3 time per week (5)Monthly

(3)Once a week (6) Less than monthly

What games are they?
-1"

Doet play games with siblings, friends, father?

(1)5iblxngs
(2)Friends
(3)Father

....._7

15. Do you and -- disoUSt items from the newspaper? °J,---- FD

(1)Yes (21No
cit.r. r

If Yes: What kinds of things?_

1
I 1

j
Ici"..

How often? _
C.1 ts< k 1 a -.

(1)Once a day
:4)2=-3 times per month rJ ii-.

(2)2-3 times per week (5)Monthly

(3)Once a week (6) Less than monthly ..V.in 4/

16. Do you ever recommend books to _ read?

(1)Yes (2)No
If Yes: How often?

(1)Weekly
(2)Monthly
(3)Yearly
(4)Never

What was the last one? (Note all mentioned)

17. When your child is reading:

A. Do yOu ask_to see the book?

(1)Yes (2)No
B. Without your asking does he show it to yoU?

(1)Yet (2)No
C. Does he talk about it?

(1)Yes (2)No

18. Does __ ever listen to radio or stereo and read at

the_tame time?
/3

(1)Yes (2)No

19. Dods ever watch T.V. and do homework at the same

time?
(1)Yes (2)No

20. Does _ ever watch T.V. and read at the same time? 125

(1)Yes (2)No

21. Does ever listen to the radio or stereo and do

homeg4FFE-il-the same time?

(1)Yes (2)No

625



22. Does have a library card?

(1)Yei771To

23. Do you and _go to the
(1)Mord than once a week
(2)Onde a week
(3)A Couple of times a month

24. DoeS
(1)Alone
(2)With siblings
(3)With friends
(4)With father
(S)With other adult

library or bookmobile together?
(4) Once a month
(5) Less than once a month

(6)Never

go to the library

How often?
(1)8everal times weekly
(2)Weekly
(3)2-3 times per month
(4)Monthly
(5)Every few months
(6)Yearly
(7) Never

or bookmobile without you?

25. Did your child get any help from
to sound letters?
(1)Yes (2)No
Read letters?
(1)Yes (2)No
Write letters?
(1,Y-es (2)No

26. Was learning how to read

the TIFFE-irade, or neither?

(1)Kindergirten
(2)First grade
(3) Neither

27. Would you say that was in

low reading group iiirrIFFE grade?

(1)Top
(2)Middle
(3)Low
What about now?
(1) Top
(2)Middle.
(3)Low

28. Could
(1)Yes (2)No

television in learning

in kindergarten or in

the top, middle, or

write his own name before kihdirgarten?

G26
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29. Dods your child ever ask you to explain a word or idea

froM a book?
(1)Yes (2)No

How often?
.U)Once a day
(2)2-3 times per week
(3)Onde a week

(4)2-3 times per month
(5)Monthly

7

(6)Less than monthly"-

30. What do you think abOut reading now?

Does have any problems?

tirrei--717go
Can She read aloud without mistakes?

(1)Yes (2)No_

Does knOW most of the Words?

11)Yes (2)No
Does - understand what s/he is reading?

(1)Yes (2)No

31. How much homework does
(1)Less_that one hour per week

(2)2=3 hours per week

(3)Half=hourper day
(4)One hour per day
(5)More than one.hour per day

have to do?

IIMAINION110

-24r

32. What kind of homework does
_have to do'

(

33. Does s/he-bring home
textbooks for use in homework?

(2)No(1)Yes

34. If has trouble doing his homework, what does he do?

35. Wet s/he ever get help from her siblings?

11)Yes (2)No
If Yes: WhiCh ones?

36. If doesn't know how to spell a word, what does

he 337----

37. Do you have any Special concerns about your child's

school work?
(1)Yes (2)No
If Yes: What are they?_

38. What kinds of things have teachers told you about

39. Does --ever help other siblings with homework?

(1)Yel--77TN0
If Yes: Which Ones?

627



Writing questions

1. Does your child like to write?
(1)Yes (2)No

2. What kind of writing, besides homework, does youi child

do at home?

4.111.1

(Code) (1) Once a day
(2)2-3 times per week
(3)Once a week
(4)2-3 times per month
(5)Monthly
(6)Less than monthly
(0) Never

a. Messages (Phone or other)
b. Notes to friends
c. Lettert (To whom?
d. Copying or tracing_
e. DraWing (Pictures included)
f. Shopping lists
g. Personal (Diary, stories, etc.,specify
h. Other paper/pencil activities

7.6

a
-....-.. i

OM,

3. Where didyour child fir-St learn to use a pencil?
(1)At school
(2)At home

Who taught him/her?
(1) Mother
(2)Father
(3)Sister.
(4)Brother
(5)Friend
(6)Other relative (specify
(7)Teacher
(8)Other (specify__

4. At how early an age did your child learn to use pencil,

pen, or crayon, etc.?
(1) 0 - 1 years (6)3.5-4.0 years

(2) 1 - 2 years (7)4.0-4.5 years

(3) 2 -2.5 years (8)4.5 -5.0 years

(4)2.5-3.0 years (9)5.0-5.5 years

(5)3.0-3.5 years (10)5.5-6.0 years

5.a.Do you write notes or messages to

(1)Yes (2)No
6.About what?
CHOWOften?

(1)Once a day
(2)23 times per week
(3)Once a week

(4) 2-3 times per month
(5)Monthly
(6)Less than monthly

62&
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(Note: Only for families where no father interview was carried out)

BIOLOGICAL FATHER OR PRINCIPAL MALE CARETAKER

1. How old is 'S father?

2. What was hit date of birth?

3; Where was he born?

4. Was he primarily from a rural, suburban, or urban background?

(1) Rural
(2)Suburban
(3) urban

5. What was the last grade completed by your husband?

6. Does he plan to continue his education?

(1)Yes (2)NO (3)Don't know
If Yes: To what level?

(1)High school
(2)College
(2)Graduate school

7. Hat _he ever had any on- the -job training that you know of?

(1)Yes (2)No (3)Don't know
If Yes: What kind?

8. Employment:
Is Mr. now employed?
(1)Yes (2)No
If No: Is he looking for work?

(1)Yes (2)1W
If Yes: What are his hours?

9. Is he employed fuII-time (35+ hours per week) or part -time

(less than 35 hours per week)?

(1)FUlltime
(2)Part=time

10.

I

What is his job ?_

11. What exactly does he do?

12. What kind of b,.:siness (industry) is that?

13. What does his firm (organization) make (do)?

62

61-
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Kid
1:1) SD

14. (Note: Do not ask, if obvious)
Is he self-employed or salaried?

(1)Self-employed
(2)SaIaried

15. How long has he been working there (at this job)?

62D



16. (Father's tmale caretaker's) involvement with the child)

Does (father) ever spend time alone with
(target Child)?

(1)A1Most every day
(2)At least once a week
(3)Occasionally
(4)Never

17. If an emergency arose and you had to leave town, would

you leave (target child) with (father)?

,l) Yes (2) No

16. Does (father) make a point of being present for

eventg-Tag7

Code: (1)Always
(2)Sometimes
(3)Never

a. Birthday parties?
b. Family emergencies?
c. Visits to doctor?
d. Conference with teacher?
e. Other?_

111M...

19. Are there activities that
in only with his/her father?
(1)Yes (2)No

1.
(target child) engages

(1) Going for a drive?_
(2)Going to ballgames or moyles.

(3) Getting help with homework?
(4)Painting, fixing or washing-a77ERFT--------
(5)0ther?

/0
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APPEIWn D: CHILD INTERVIEW

CatTgories Of information

1) deneral Information
2) Child's Perception of Literacv and School

3) Child's Perception of Parent's Goals

4) Child's Emotional_ Relationship wit- Parents

5) Child's Daily/Weekly Schedule
6) Writing
7) For Children Whote Parents are DiVbrced

I'm _going to ask yOu many questiont about how you feel about school,

reading and writing, __-your family, friends; and generally; what you

do with your tine. Some of the questions will be easy and will

Simply need_a yes or no answer. Other questions are much harder,

and you'll haVe to think about your answer. There are nc right

qanswers to any -of these questions, as long as you really believe

what you're telling me is true. Since the interview is for students

in secOnd;_fourth; and sixth grades; some of the questions may

be too hard for you to understand, and some nay be too easy. Be

sure to stop me if you don't understand something I've asked.

I. General Information

1. Birthdate (age)
(1) 7

(2) 8

(3) 9

(4) 10
(5) II
(6) 12
(7) 13

2. Grade
(1) Second
(2) fOlarih
(3) sixth

3. Sex
(1) Male
(2) Female

-s-Names of Siblings Ages of Siblings

(code ages as given, :or -or 2 :or 2, etc.)



II. Child's Perception of Literacy and School

1. DO_you_like school?
(1) Yes
j2) No

dt,

Why?

I1111K,

2. Who's been your favorite teacher so far?

a. What do you like about your teacher thit year?

(Probe for attention giving, approachability, sensitivity

to child's particular needs as perceived by child, etc.)

.11,I

b. What don't you like about your teacher this year?

. (Probe as above)

c: Do you ever talk to him/her before or after school?

CIL Yes
C21 No

3. 21Think abet your kindergarten teacher. What did you like

-=about him/her? (probe for affective areas and outstanding events)
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Now let's talk about your first grade teacher. What did you

like about him/her?

Bow about your second grade teacher?

And your third grade teacher?

What about your fourth grade teacher?

Fifth grade?

Sixth grade?_

4. How hard do you think school is?
(1) Real hard
(2) Pretty hard
(3) Not so hard

S. ,Ecw hard do_you work at
_=.not homework)

Real hard
(2) Pretty hard
-(3) Not so hard

your

6 j

schoolwork? (at school,
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6. Let's think about times when you don't understand something

In school. Can you think of a time today or yesterday or
just a little while ago when that happened? What happened
and What did you do about it? Describe situation briefly
AO code child's reaction as one or more of the following.

Wank order, if necessary).
CI) Go to teacher
(2) Ask a classmate
(3) Try_to fiaure it out by myself
(4) Do nothing and try to continue without any help

(5) Other (sPecifv)

7. What is your favorite subject in school?
(1) Reading
(2) Writing
(3) Math
(4) Science
(5) Art,
(6) Music
(7) Physical Education
(8) Social Studies
(9) Recess
(10) Other

1st 2nd

a. What do you like about it, why is it your favorite?

(1) It'S easy
(2) It's interesting
(3) Fun projects involved
(4) Other
b. What is your second favorite subject?
'(code 1 - 10 as above)
Why do you like that one?
(1) It's easy
(2) It's interesting
(3) Fun projects involved
(4) Other
c. Which subject do you not like the most?
(code 1 - 10 as above)
Why?
(1) Too much work
(2) Boring
(3) Don't understand
(4) Poor grades
(5) Other (Specify__
d. What subject do you make your best grades in?

Icode 1 - 10 as above)

1
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8. What kindt of grades do you get? (generally speaking)

(1) mostly A's
(2) mostly
(1) mostly C's
(4) mostly D's
(5) mostly F's
(6) other (specify

9. Do you feel happy about the grades you get?

(1) Yes
IF NO Probe for why and check ampropriate category of response:

(2) Not "start" enough or unable to make good grades

(3) Not dOing his/her best_Work, could make better grades

(4) Thinkt teacher is unfair or wrong in hit/her grading

(5) My Parents think I Could do better

(6) Other (Specify__
)

10. At school, how much work is there to do?

(1) Too much work
(2) Just the right amount
(3) Not enough to keem me busy

(4) Other (Specify

11. Let's talk about what happens in your classroom during a

typical day.

a. Is there a librarary corner in your room?

(1) Yes
(2) No
b. Do you usually underttand your teachet when she's talking

or giving directions?
(1) Yes
(2) No
c. Can you read your atsignments?

(1) Yes
(2) __No
d._D0 you work on projects in class?

(1) Yes
(2) No
(3) Sometimes
What kinds of projects?_
(probe for reading and writing activities)

et. How often_do_you write at school?

(1) More than once a day
(2) Once a day
(3) Oncea week
(4) 2 - 4 times a week
(5) Every other week
(6) Every so often
(7) Other (specify

LJ



f; What kinds of writing do you do_at school?

(probe for mechanical practice, copying, composition)

12. Have you had to miss any school days this year?

(1) No
a. If YES, code for why:
(2) Sick
(3) Vacation
(4) Helping 'parent'
(5) Death in family
(6) Other
b. If you miss school, do you miss:

(l).- Just every once in a while

(2) Quite a bit
(3) Regularly (i.e. same day every week)

(Code 0 if not applidable)
c. How many days altogether?
Why?

d. What's the most you've ever been absent at one time?

(School days)
(1) one to three days
(2) three to five days

six to ten
(4) more than ten
e. How do you feel about it when-you have to miss school?

(PROBE AND NOTE WHICH OF BELOW BEST FITS CHILD'S ANSWER)

(1) Worried about getting behind or missing something

important
(2) It's fun to miss school
(3) It doesn't make much difference

(4) Feel indifferent about it (no opinion)

(5) Other (Specify
)

13. Do yout (parents) mind if you miss school?

(1) Yes
(2) No

14. Do they sometimes let you miss school even if you are not

-lick or anything?
7(1) Yes
12) No
Why?

63(;



15. Do yOU think school is important?

(1) Yes
(2) _No
IF NO: probe why: (1) What would yoU rather do?

(2) What do you think is more important?

(Code O's if not applicable)

16. IF YES: PROBE A:7D COCE

(Code O't_if not Applicable)

(1) SOCial_preSsure
(punishMent and reward from others, e:c.

I'll get in trouble if I don't go)

t2) Education is fun and,good in itself (e.g. It's

important to know thingS, it's fun)

(3) IMportant for a specific goal (e.g. It's important if

you want a gpod job)

(4) Other (Specify
)

17. Who's the smartest person you know

E What makes them smart ? _

18. Do you have homework to do?

(1) Yet
(2) No
IF NO: CODE 0's FOR REmAINING PARTS OF #.18 AND SKIP TO

#
IF YrS:
a.HOwoften?
(1) Everyday_
(2) Elrery other day
(3) Orce a week
(4) Every so often
(5) Ot.`ler (Specify
b. Dc you do your homework mostly at school or at home?

(1) School
(2) Home
(3) Both

Do_you usually_get your
homework in on time or is it

=sometimes late? (PROBE AND CODE)
_

(1) USually on -time

(2) SometimeS late

(3) Late a lot
If (2) -4r (3):

Why? PROBE
(1) Not enough time
(2) I forget
(3) I can't 'do it at horrie because of noise, etc.

(4) Other (Specify* ___
-)

(Code 0 if not applicable)
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d. Do you think homework is important?
(1) Yes
(2) No
S. What would happen if you didn't do your homework?4.

11) Nothing
T2) Punishment
13) Wouldn't learn as much

14) Other (Specify
f. If puniihed, frOB7Uhom?
(1) Parents
(2) Teachers
(3) Other (Specify-- - -)

(CODE 0 IF NOT APPLICABLE)
g. If you are working on your homework and you get stuck

. on something, do you go to anybody for help?

(1) Occasionally
(2) Most of the time
(3) No
(IF NO, CODE 0 and 00 FOR THE REMAINING PARTS OF g AND

GO TO h)
If (1) or (2):
Who do you usually go to?

(1) Mother
(2) Father
(3) Brother
() Sister
(5) Friend
(6) Other relative or other (Specify

Who else do-you go to?

h. (Only for negative responses to g; otherwise, code 0

and skip)
If you don't go to anybody for help, what do you do

about being stuck?
(1) Quit
(2) Figure it out myself
(3) Try to go on without that answer

i. Can your (parents) help you with your homework?

(Probe for ability and availability)

(1) Yes
(2) No
IF NO: Why not?

LIZTO52b IF NOT APPLICABLE)
IF YES:
Do they give good help or is it confusing a lot of times?

(1) Good help mostly
(2) Usually confusing
(CODE 0 IF NOT APPLICABLE)

636



-9-

19. Let'S talk about your friendS for a Minute;

a. Who is your best friend at school?

b. How old is he/she?
11) 6
C2) 7
tl) 8
(4) 9
0) 10
(6) 11
( '7) 12
(8) 13
(8) 14
c. What grade is he/she in?

(1) 13

(2) 1
(3) 2
(4) 3
(5) 4

(6) 5
(7) 6
(8) 7
d. How did you becOMe best friends with

e;'What kinds of grades ooes your friend

(1) mostly A's
(2) mostly B's

(3) tOstly C't
(4) Mostly b's
(5) mostly F'S
(6) don't know
f. Who else is your f.elld at tdhcol?

g. How did you become f.,7nd: with-

get?

h. What kincs ex grad::;
you': friena get?

(1) mostly A's
(2) mostly B's
(3) mostly C's

(4) mostly D's

= (5) mostly F'S
(6) don't know
is Do your friends like to read?

(1) yes
(2) no
(3) don't know
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20. Let's talk about reading books for a minute.
(Interviewer: NOTE: Anytime 'book' is mentioned, include
em. reading material in definition.)

. a. How much do you like to read books?
(90.) a lot
62) some
C3) not much
(4) I hate it

Why?

b. How fast ao you think you read?
(1) really fast
(2) about average
(3) slo-:er than _most
a. Nave you read a book lately that you didn't have to
read but you just wanted to?
Al) no
(2) yes
What book?
What other .00ks have you read or un outsIde o school?

Name # of times read Where from

--d-7177---;hat ,o-e3Its hav you read in school

Name ' # of times read

ri

7-11.

e. Nhs.t ia

f. Secor16

ate Y.

Where from

.:ook?

JINIONM11.

v. Who are th, attl-Jr; ci some of your favorite books?

64U
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h. What don't you like to read about?

Do you wish you ad more time or reacin

11) yes
12) no
1. -Would you rather read or watch TV?

11) read
(2)_watc11 TV
k. Does anyone in your fati1y sit doWn and read_to you or

let you read to them? (Or used to read. if child is older)

(1) No
(2) Yes

Who How often What kinds of rdg.

1, Does anyone buy books for you? (Fami.,

(1) No
(2) Yes
If (2), who?

What books

(CODE_O IF NOT APPLICABLE) _

What kind of material and title?

ICODE 0 IF NOT APPLICABLE)

m. How many books do you have that are yours?

(1) 1-- 5

(2) 6 - 10
(3) 11 - 20
(4) snore than 20 (CODE 0 IF NOT APPLICABLE)

Where do you keep them?

(1) my room
(2) livingroom
(3) kitchen
(4) elsewhere (Specify
(CODE 0 IF NOT APPLICABLE)

Do you Share them with anyone? (Probe for obligation

7f to share)
(1) brother
(2) sister
(3) more than one sibling

(4) other (Specify__
(5) doesn't Share them
(CODE 0 IF NOT APPLICABLE)
n. Does your mother like to read?

(1) yes
(2) no
If so, what? (1) books (2) magazines (3) newspapers

(410ther (Specify
(CODE 0 IF NOT APPLICABLE)



o. Does your
(Interviewer:
pale figure)
(1) Yes
112) no
'If so, what?

efethOre
NOTE:
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like to read?
'father' means the most dominaskt

(1) books
(2) magazines
(3) newspapers
(4) other (Specify
(CODE 0 IF NOT APPLICABLE)

p. Who else in the 'family' reads?

(1) sister(s)
(2) brother(s)
(3) othet (Specify
q. Who in your 'family' reads the most?

(1) mother
(2)' father
(3) sister
(4) brother
(5) self
(6) other (Specify
r. Does your family get a newspaper?

(1) yes
(2) no
Magazi ? (1) yes

(2) no
Do you read the newspaper or magazines?

(1) yes
(2) no

What sections?
(1) news
(2) comics
(3) letters
(4) ads
(5) sports
(6) horoscope
(7) other (Specify

Why?

S. Do you ever go to the Public Library?

(1) No (Code remaining parts of s '0' and skip to t)

(2) YeS

Who takes you, or do you go by yourself1:-

(1) mother
(2) father
(3) brother
(4) sister
(5) other (Specify
(6) self



SOW often do you: go?

(1) more thin once a week

(2) once a week
(3) every two weeks
(4) once a month
(S) less than 1-Ice a month

(6) other (i.e. when bodkt are due; when mom

goes Shopping, quite a bit; sometimes; etc.

Specify
Does anyone help you choose books sometimes?

(1) mother
(2) father_
(3) brother
(4) sister
(5) other (Specify
16) no one
Do_you_have your own library card?

(1) yes
(2) no

t. How important do you think reading is?

(1) real important
(2) pretty important
3) not too it

u. What would happen, do you think, if you greW up and

dzdn't learn how to read?

v. How well do you think you read?

(1) very well
(7) *ietty good
(3) lair
(4) poor
f5) bad
w. Ar:: you in a reading group at school?

(1) yes
(2) no (IF NO: CODE x '0' AND SKIP TO y)

IF YES: Which one? --__

X. Do you like the book you read for reading grou

(1) Yes
(2) No
y. Do you get bored with reading at school?

(1) No
(2) Yes

Why?
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z. Do you like to play word games? (e.g. scrabble, boggl

crossword puzzles)
(1) Yes
(2) No
If yes: Which ones?
,VAC

no: code 0
aa. Do you own any word games?

(1) Yes
(2) No
bb. Di: you know how to look up a word in a dictionary?

(1) Yos
(2) No

_cc. DO you ever use a dictionary at home?

(1) Yes
(2) No
When at school?

.
(1) Yes
(2) No
ad. What do you do when you are reading at home and you

don't know a word?
(1) ask someone
(2) look the word up
(3) use context
(4) skip the Word
ee. When did you learn to read?

age 2
age 3

(3 age 4
(4) age 5
(5) age 6
(6) age 7
(7) don't know
ff. How did you learn to read?

46,7-6Eit7717yoli-to
(1) mother
(2) father
(3) sibling
(4) other rc;ative (Splc f

(5) friene.
(6) teaches
(7) self

- (8) don't know
Do you ever ro,:te aloc= to yourself when no oneg$

7.,stening?
c: Yes
(2 No
ii. What dt) you want to be when you grow up?_

11011111111IONN0111- ORNMIS.77..
.WILM111:1110..a.1.10111/011.
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III. CHILD'S PERCEPTIONS OF PARENTS' GOALS

1- Wow Iet!S talk aboUt your (parentt) and how they feel about

your schoOlWork. (Interiewer: NOTE: 'parents' means tht most

domifiant caretakers-adult;_friend,
or sibling)

AIM Do your
'parents' see your report card?

fl) Yes

b. Do they like the grades you get?

(1) Yes
(2) No
(IF "yes and no" then probe for specifics: e.g. how

do you know, reaction of parent? etc.)

(CODE 0_IFNOT APPLICA=-:.)

c. How hard do your 'parents' think you work in school?

(1) real hard
(2) pretty hard
(3) not so hard
d. How do they know how hard you work? (PROBE)

e. Do they wish Lou would work harder or do they think you

work hard enough?
(1) work haxder
(2) hard enough
How do you know/why? (PROBE)

; What happens when you brine home good work from school?

(PROBE FOR SPECIFIC CASE OR TWO)

g. What hapoens when you bring home poor work?

- (PROBE FOR SPECIFIC CASE OR TWO)

6111

2. Do you wish_your 'parents' would pay more or less attention

to your schoolwork?
(1) more
(2) less
(3) don't know
(4) fine as is
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3. Do your 'parents' ever come to school to meet your teacher?

(1) no
(2) yes

XI' YES: when, what for?

'` (1) on their own
- (2) because they've been asked

(3) bedause it's "open house"
(4) other Specify
(CODE 0 IF MOT APPLICABLE)

IV. CHILD'S EMTIONAL RELATIONSHIP WITH PARENTS (SCALES)

L-1

NURTURANCE_SCALE

(NOTE i I AND 2 CFOICES IF TWO RESPONSES ARE GIVEN; $ 1 choice in

left-hand cfumn, 2 choice in right-hand column)

1. When some.,;:-ilg really good happens to you, whom do you tell

about it?
(1)mother (2) z&ther (3)brothez (41sistt.:r 15) friend (6) relative

(7)othek (Specify_
1 (8)nobody

2. When you have done tomethipg_nice at school,e.

picture, a good paper, you did well in sports,

you tell about it? --

(I)mother (2) father (3)brother (4) sister (5) friend

(7)other (Specify
) (8)nobody

3. When you need help with schoolwork, whom do you

(1)mother (2) father (3)br,ther
(4) sister (5) friend

(7) other (Specify
) (8)nobody

gr_, a
whOth do

(6)relative

'ask to help you?
(6)relative

4. When you have a fight with your friend, whom do you tell

about it?
(1)mother (2) father (3)brother (4) sister (5) friend (6) relative

(7)other (Specify
) (8)nobody

5. When you_do not feel good, when you are upset or unhappy,

with.whom do you want to be?

LlImother C2 father (31brother (4) sister (5) friend (6) relative

(71other (Specify
) (8) nobody

6. When you are afraid, vihen you have a bad dream, whom do

you tell about it?
(11:Niother C21father (3)brother (4) sister (5) friend (6)rkz1:Itive

C7lother (Specify
-) (3) nobody

4%.

7. When you have_ a probleth that you want

do you tell about it?

(1)mother (2)father (3)brother (4)sister
)

(7)other (Specify

to talk about, whom

(5)friend (6) relative
(8)nobod-,

8. Who helpS you best with problems and worries?

(1)mother (21father (3) brother (4) sister (5)friend
(6)relative

(7)other (Specify _ ) (8)nobody

64 0
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9; With whom can you talk best about things that are

important to you?
(1)mOther (2) father (3)brother (4) sister (5)friend (6)relttive

(7)(* her (Specify
) (8) nobody

SOURCE: ELISABETH SAUNDERS
UNPUBLISHED DOCTORAL DISSERTATION, HARVARD UNIVERSITY

PUNIZHvm"N"" SOAIT4

I will read to you soMe ways in whiCh children get punished. Tell

Me whether you get punished in these ways and approximately hOw

Often. (NOTE: Have the child tell you in his/her own words;

COde it yOurself).

Coding system::

(1) alMott every day
(2) abOut once a week

(3) abOUt once a month

(4) once or twice a year

(5) never

1. I get sent out of the room.

2. I am not allowed to play with other children.

3. I get sent to bed early.

4. My parents tell me they will spank me.

5. I get slapped.

6; I get spanked.

7. I have to do extra work.

B. I am not allowed to do things I like.

9. My parents tell me that other children behave better then me.

10. My parentS nag me.

11.--My parents
scold me and yell at me.

:-

I-ALL ITEMS ARE TAKEN FROM BRONFENBRENNER'S
"QUESTIONNAIE FOR CHILDREN

CONCERNING PARENTAL BEHAVIOR." (SIEGELMAN, 1965).

SOURCE: BRONFENBRENNER
DISCUSSED IN SIEGELMAN, M. EVALUATION OF BRONFENBRENNER'S

QUESTIONNAIRE
FOR CHILDREN, CHILD DEVELOPMENT, 32, 373-378, 1961

0 4 4
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The following sentences are arranged to find out how you feel about your

life at home. The.right answers are your true feelings about each

sentence.

Codiap system:

(1) Yes (3) Sometimes
(2) Ito t4) Don't know

1. It is hard for me to feel good at home.

2. My parents criticize me too much.

3. My parents have faith in me.

4. As far as ideas are concerned, my parents and I live in

different worlds.

My -?agents get angry easily.

6. X get what I should at home.

7. When they make me mind, my parents are nice about it.

8. As I have known it, my family life is happy.

9. My parents nag at me.

10. my .parents are mean to me.

11. I find more understanding at home than elsewhere.

12. My parents are fair with me in money matters.

13. My parents fight with me a lot.

14. It is hard for me to be pleasant and happy when my

parents are around.

1S. I am happy and feel.pretty calm at home.

16. My parents tell other people things about me that I

think they should not mention.

17.t1Phave to keep quiet or leave the house to keep peace

mat home.

18. I am "picked on at home.

19. My parents take an interest in the things I like.

20. My parents are what I think perfect parents should be.

64
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21. I believe that my parents think I will not turn out

to be much in the end.
Z.

22. feel that my parents do not trust me.

23. there is real love and affection for me at home;

24. My parents try to understand my problems and worries.

25. My parents compare me unfavorably
with other children.

26. My parents irritate me.

27. We have good times together at home.

28. I feel comfortable at home.

29. I talk over important plans with my parents.

30. I often have good times at home with my family.

I wish that I had different parentt than the ones I have.

32. My fiends have happier homes than I do.

33. I feel that my parents try to trick me.

34. My parents take the attitude Of_"Ch, you don't want to

do that to the things I would like to do.

35. I enjoy going out with my parents.

36. My parents criticize me unfairly.

37. I feel nervous at home;

38. Other people understand me better than my parents do.

111.=1.

39. My parents say that I am not as nice to them as I should be. LJ

40. My parents expect too much from me;

41 ;. qty parents
point out my faults'to my friends.

41i:i I think that my parents try to Mislead me.

43. I feel like leaving tIci.le
for good.

44. I feel that my parents are pleases with me.

45. My parents usually treat me fairly and sensibly.

46. When I ask my parents if I may do something they say "no".

64J
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47. My parents can be completely trusted.

48.:X Change from loving my parents to hating them and

hack again.

49. 1 feel "close to my parents.

SO. I know that my parents are my friends.

SOURCE: SWANSON, G.W. THE DEVELOPMENT OF AN INSTRUMENT FOR RATING

CHILD-PARENT RELATIONSHIPS. SOCIAL FORCES, 29, 84-90, 1950.

CHILDREN'S LOCUS OF CONTROL SCALE

(abbreviated NowZoki-Strickland Scale)

In this part, I am trying to find out how kids your age think about

certain things. ThIS isn't a test--there.=,are no right or wrong

answers to these questions. Some kids say."YES" and some say ."NO".

So just answer YES or NO depending on how you feel Sometimes, kids

don't understand these questions because they're hard to understand,

so if you don't understand a question, let me know and I'll explain it.

Coding system:

(1) Yes
(2) No

1. Do you believe that most problems will solve themselves

if you just don't fool with them?

2. Do you feel that most of the time it doesn't pay to try

hard because things never turn out right anyway?

3. Do you feel that most of the time parents listen to what

their children have to say?

4. Do you believe that wishing can make good things happen?

S. Do you feel that it's nearly impossible to change your

parent's mind about anything?

6.7 Do you feel that when you do something wrong theres very

little you can do to make it right? If

7. Do you believe that most kids are just born good atisports?

8. Do you believe that when bad things are aoing to happen

they just are going to happen no matter what you try to do

to stop them?



9. Most of the time do you find it useless to try to get

your own way at home?

10. Do_you feel that when
sOmebody_yourace wants to be your

enemy there's little you can do to change matters?

11. po you USUally_feeI that you have little to say about-

what you get to eat at home?-

12. Do you feel that when Someone doesn't like you there's

little you can do about it?

13. Are most of the other kids your age stronger than you are?

14. Do you feel that one of the best ways to handle most

problems is just not to think about them?

15. Do you feel that when a kid your age decides to hit you,

there's little you can do to stop him or her?

16. Eave you_felt that when people were mean to you it was

usually for no reason at all?

I."% Do you usually feel that it's aImOst useless to try in

school because most other children are just plain smarter

than you are?

18. Are you the kind of person who believes that planning

ahead makes things turn out better?

19. Most of the.. time,- do you feel that you have little to say

about what your family decidet to do?

V. CHILD'S DASLY/WEERLY SCHEDULE

Now let's think about what you do everyday and what time you usually

do things.

1. What time do you get up on school days?

(1) 5:30 = 6:00
(2) 6:00 = 6:30
(3) 6:30 = 7:00

-(4) 7:00 = 7:30
(s) 7:30 - 8:00

-'-(6) 8:00 - 8:30
(7) 8:30 - 9:00

-(8) later than 9:00

2. Who/what wakes you up? (How do you know when it's time

to wake up?
(1) mother
(2) father
(3) sibling
(4) other relative (Specify

(5) alarm clock
(6) other (Specify
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3. you have breakfast?
(1) Yes
(2) No
(3) Sometimes
IF YES: When? (Code, 1 = 8 as in # -1 above. IV NO,

CODE REMAINING SECTIONS OF # 3 '0' AND SKIP TO # 4)

IF YES: Where?
(I) at home
(2) at school
(3) other (Specify_

d. IF
(1)
(2)

(3)
(4)
(5)
(6)
(7)
(8)

Do
a.

bs

E.

YES: Who fixes it?
parent
sibling
other relative
self
neighbor
friend
school
other (Specify

(Sp..cify

4. What 110 you do after you've
for school?

awakened and before you leave

do you get to school?
walk
public transportation
school bus
driven

(4)--driven-- by whom?
(1) mother
(2) father
(3) sibling
(4) other relative (Specify
(5) neighbor
(6) friend'S "family"
(7) other_(Specify
(CODE 0 IF NOT APPLICABLE)

6. =1 hat time do you leave for school? (Code 1 - 8 as in # 1

-above)

7. a. Axe you ever late?
(1) lots of times
(2) sometimes
(3) hardly ever

b. When you are late, why does it usually happen?
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8. a. Where do yOu go when school is out?

(1) home _

(2) friend's -house
a) relative's house
fX) neiohber's house
t5) rec. center
c6) other (Specify
b. WhO is usually there when you get there?

(1) Mother
(2) father
(3) Sibling
(4) friend
(5) frienf..'s
(6) no one
(7) other (Specify

9. et What do you_usually do in the afternoons after school?

(PROBE FOR SECUENTIAL LISTING OF- ALL AFTER SC1WOL ACT:VIT±E

E.G. SNACK, PLAY; TV, ETC. THROUGH TO BEDTIME)

Time Activity Place

b. Do you do pretty much the same tr.:rigs everyday a:ter

school?
(1) Yes
(2) No

IF NO: IF THINGS DIFFERENT SOMETIMES, _WHAT CHANGES?

PROBE FOR SPECIAL ACTIVITIES OR THINGS WHICH ARE

DISRUPTIVE OF A MORE REGULAR SCHEDULE) (CODE 0 IF NOT

APPLICABLE)

-J.

c What is your favorite thing to do for fun after school?

;.-

6 5
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10. EloW many t.v. vets do you have .
,'")ur house (that are working)?

(1) 0 (if 0, code remaining t.v. ,:a.4stions (to #311) '0' and

skip to #39)
(2) 1

2
.a4) more than 2

11. 1s it color or black and white?
^olor

(24 ,tack and white
Second t.v. (if applicable; otherwise, code 0 and skip)

(1) color
(2) black and white

12. In what room is the t.v.?
(1) livingroom
(2) kitchen
(3) den
(4) parent's bedroom
(5) Child's bedroom
(5) other (Specify

13. Who watches t.v. most often?
(1) Dad
(2) Mom
(3) me
(4) sibling
(5) all the same
Second set (if applicable; otherwise, code 0 and skip)

il) Dad
(2) Mom
(3) Me
(4) Sibling
(5) ell the same
Who Watches t.v. the least?
(1) Dad
(2) Mom
(3) me
(4) sibling
(5) all the same

1A. Do ycu have a special seat that you sit in when you watch t.v.?

(1) Yes
(2) No

:F YES: Where is it?
(1) livingroom

-:,(2) kitchen
l(3) den
(4) parent's bedroom
(5) child's bedroom
(6) other (Specify

(IF NO Code 0 and inp)



15. Can you watch t.v._anvtime you want or do your ',:arents

when yOU_can watch?
(1) YetAcan watch anytime)

_ (2) No (limited)
7-IF NO: When aren't you allowed to watch?

(IF YES: CODE 0 AND SRI?)

16.a.How often do you watch t.v.?

(1) 6 = 8 hours everyday

(2) 4 = 6 hours everyday
(3) 3 = 4 hours everyday

(4) 2 = 3 hours everyday

(5) 1 = 2 hours everyday
(6) under an hour everyday
(7) 2 =3times a week
(8) once a week
(9) 2 - 3 times a month
(10) once a month or less

(11) never

(PROBE TO FIND OUT WHEN DURING THE DAY AND NIGHT CHILD

W;"iCHES T.V.)

b. Do vou watch in the morning before you go to school?

(1) Yes
(2) No
IF YES: What shows?

IF NO: CODE 0 AND SKIP)

c. After you come home from school?

(1) Yes
(2) No
IF _ES: What shows?

(IF NO: CODE 0 AND SKIP)

d. During dinner?
(1) Yes
(2) No
IF YES: What shows?

TYY07MBIb A-2,1D SKI?) 65u
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e. In the evening?
(1) Yes
(2) No
IX.YES: What shows?

',2gt

DE D SKI

f. Bow about on the weekends:
Do you usually watch on Sat. morning?

(1) Yes
(2) No
What time do you usually start watching?

(1) 6:00
(2) 6:30
(3) 7:00
(4) 7:30
(5) 8:00
(6) 8:30
(7) 9:00
(8) 9:30
(9) 10w00
(10) 10:30
(11) 11:00
(12) 11:30
(13) 12:00
(IF NO: CODE 0 AND SKIP)
Until when do you watch?
(1) 8:00
(2) before 9:00
(3) before 10:00
(4) before 11:00
(5) before 12:00
(6) Before 1 :00.
(7) before 2:00
(8) before 3:00
(9) before 4:00
(10) before 5:00
(11) before 6:00
(12) before 7:00
(13) other_(Specify

g.
(IF NO: CODE 0 AND SKIP)
Sunday evening?
(1) Yes
(2) No
What shows?

bit): CODE 0 AND SKIP)
Until when?
(1)
(2)
(3)
(4)
(5)
(6) before midniaht
(7) after midnight

7:00
before 8:00
before 9:00
before 10:00
before I1:00
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17. Can you watch_Whatever you want or are there certain programs

you're not illFrea -to watch?
(1) can watch anything
12) certain ones not allowed

F (2): What aren't you allowed to watch?

IF NOT APPLICAB-E. CODE 0 AND SKIP)

18. How do you decide which t.v, programs to watch?

(1) flip channels
(2) parents decide
(3) .;:ust watch what's already on

(4) have favorite shows
(5) other (Specify

19. Does your family get any kind of T.1.% Guide?

(1) every week
(2) every few Weeks,
(3) every few months
(4) never

20. Who are your favorite t.v. characters?

IMEN.Mmal

1 2 3 4 5

t --t t

(code 0 inspaca if that

option not chcsen:

21. When you're watching the t.v., do you like

(1) just to watch
(2) do somethinc else while you're watching

a. IF JUST WATCH: How often?
(1) usually
(2) sometimes
(3) never

(IF NOT APPLICABLE, CODE 0 AND SKIP)

b. IF OTHER ACTIVITIES WHILE WATCHING: how often?

(1) usually
(2) sometimes
(3) never

NOT APPLICABLE, CODE 0 AND SRIP)

6
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What do you like to do?

(1) reading
(2) handiwork
(3) homework
(4) chores
(5) snacking
(6) eat meals
(7) cooking
(8) play games
(9) other (Specify__

4

22. What are your favorite t.v. programs?

23. Do your parents ever let you watch extra t.v. as a reward

for your good behavior?
(1) usually
(2) sometimes
(3) never

24. Do your parents. ever punish you with no t.v." for your

bad behavior?
(1) usually
(2) sometimes
(3) never

25. Are there any other rules about t.v. watching in your

family?
(1) Yes
(2) No
12 YES: What are they?

(IF NO: CODE 0 AND SKIP)

26. Who made these rules?
(l) mother

T-(2) father_
7, (3) other (Specify

(4) self

27. IF TWO *PARENT" FAMILY:
How often do_your parents disagree about how much t.v.

you shtUld watch?
u_)

(2)
(3) never
(IF NOT APPLICABLE, CODE 0 AND SKIP)

65a
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28. HaVe you ever bOUgh t book; or taken one out of the librarY;

that had to do witn k t.v. program or t.v. story?

(1) Yes
;42) No
TIF YES: Can you name one or two?

(IF NO: CODE 0 AND SKIP)

What about after having gone to a movie? Name one or two.

29. If more than one person in_your family is in the room where

the t.v. is, who usually turns on the t.v. set?

') other (s; person (Specify
me

30. If more that one person is in the room, who decides which

channel to watch?
(1) r.",:her(s) (Specify
(2) me

31. If more than one pet-tot is in the room, who chances the

channel once the t.v. set is on?

(1) other(s)(Specify
(2) me

32. Who usually turns off the t.v. set?

(1) other (s) (Specify_ - --

(2) me

33. Are there certain programs which your family watches tocether?

(1) Yes
(2) No
IF YES: What are they?

TYYMO: CODE 0 AND SKIP

I

What happens when different people in your family want to

watch di-ferent programs at the sane time? For instance,

M what happent if vou and your dad want to watch different programs

at the same time?
(1) other person makes decision without ditCussion-7

(2) other person makes decision after some discussion

(3) I decide
(4) other (Specify_

65



a. BOW do you feel about that?

0. What about_if you and your mom want to watch different

programs at the same time?

tc When mom and -252-7.7int to way ^ .ifferent programs at the

same time?

d. When it's you and your (bSiEnI or sister)?

e. What appens when you and your (brother or sister)

are home alone and want to waach different t.v. programs

at the same time? What do you do?

4.01IMMAIMMN.MMININI

35. Dc you own a to that comes from a t.v. program, like a

doll of a t.v. person or a game from a t.v. show?

(1) Yes
(2) No
IF YES: What?

71707--055177AINT515115)

36. What kind of t.v. program do you enjoy watching the most?

(1) situation comedy
(2) medical_drama
(3) police drama

:(4) soap .opera
-r(5) cartoons
7.(8) game Shows
"t(7) movies
(8) sports
(9) news
(10) educational
(11) religious
(12) other (Specify

_)

Why?
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What kind of t.v."_program do you t-joy watching the least?

()) situation comedy

r2) medical _drama

(3) poliOd drama
-14) soap opera
215) cartoons
:(6) game shows
i_(7) movies
(8) Sports
(Si) news
(10) educatiOnal
(11) religious
(12) other (Specify _

Why?

37., If your t. broke, what would yovi do instead?

3 . why do you watch t.v.? (PICX TOP THREE AND RANK ORDER

THEM)
(1) instruction (o learn how to do something, s177:h as

cooking, auto repi.ir; lancuart, etc.)

(2) entertainment
(3) informttion
(4) learn about human relationships

!to-tee how people

relate in differen'. situations)

(5) to get away from problems (school,_ chores, etc.)

(8) to get away from people (family, friends, etc.)

(7) to be with people (family; friendt)

(8) conversation_topics
(to be able to talk with friends;

family, etc.)
(91 to avoid loneliness (to have companionship

;lone)

(10) to past time (to help ime go by more quickly)

(11) commercials
(12) relaxation

:

(13) to avoid wrkAhousework, homework)

(14) to Avoid conflict with family membert

1st 2nd 3rd

7 (15) other (Specify

j I -I -/

393, a; DO you have a special the to do your homework?,-

(1) NO
(2)_Yes_
b. DO you have t special place to do your homework?

(1) No
(2) Yes

6'1-



Where?
(1) own room
(2) a study
(1) kitchen
(4) corner in house
(3) basement
(6) other (Specie
(IF NO: CODE 0 AND Si(IP)

-32-

4

40. a. What time do you go to bed:

(1) 1:00
(2) 7:30
(3) 8:00
(4) 8:30.
(5) 9:00
(6) 9:30
(7Y 10:00
(8) 10:30
(9) 11:00
(10) 11:30
(11) 12:00
(12) after midnight
b. Who tells you when it's time for bed?

(1) mother
(2) father
(5)- sister
(4) brother
(5) other relative (Specify-
(6) to one
(7) other (S.2cifY
c. Who puts
(see (b) for coding)

L-.-1

L
4l. What do you like to do on Saturdays and Sundays? (PROBE)

What do you do most of t'-.e time on weekends?
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43. a. Do you have chores at home that only yo' do?

(1) Yes
(2) No
b. 7F YES: What are they? (PROBE)

(IF NO: CODE 0 AND SKIP)

c. flow often:
(1) daily
(2) 2 - 3 times a week
(3) once a week
(4) 2 - 3 times a month
(5) "every so often"
(IF NOT APPZICABLE, CODE 0 AND SK/P)

44. Do you ever go out_to places w:',1h your (parents) or other

grown-ups in your family?
(1) No
12) Yes
IF YES: with whom"' (mother, father; both parents;

cousins; aunta/uncles, grandparents; other, etc.)

Where? (cho.;:et, entertainment, "field trips" day or

longer tripSt etc.)
How often? (daily, etc,7 see (c) above)

(IF NO: CODE 0 AND 7-2:

With_whcm Where
-Row-often

45. Do you ever go to visit relatives?

(1) No
(2) Yes IF YES:

With_ whom Where
Row oft

f:F NO: CODE 0 AND SKIP)

663
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V/. WRITING

I. At home are the following available?

(-l) crayons
(I) pencils
() pens
(4) paints
(5) paper/pads

2. Do you have your own/shre:
(1) crayons
(2) pencils
(3) Pens
(4) paints
(5) paper/pads

3. Do you ever write:
(1) notes to friends
(2) letters (to whom?
(3) shopping lists
(4' for fun (to self--diazy, stories:

(5) other (Specify_

-

Q.

1 2 3 4 5

(Put O's if rl.,:-(TVned)

1 2 3 A 5

(Put O's if not tmiredishaz7e6

4. Where did you learn to use a pencil?
(1) at school
(2) at home
Who taught you?
(1) mother
(2) father
(3) Sister
(4) brother
(S) friend
(6) other relative (Sped
(7) teacher
(8) other (Specify

1 2 3 4 5

(Put O's if not 4.42.J.ttn)

5. What would happen if you grew up and didn't know how to wrik07

6. Do you like t_ wr
(1) Yes
(2) No
Why?



-35-

VII. FOR CHILDREN WHOSE PARENTS ARE DIVORCED

1. How often do you see your father (mother)?

V.-) more than once a week
4-2) once a week
(3) every two weeks
(4) bricp a month
(5) less then once a month

(6) other (Specify

2. What do you do together?



APPENDIX E:

Families and Literacy Project
Harvard Graduate School of Education

June 1981

- ::::STI01.1:3_31BOUT THE CLASS

grade( ) did you teach this year?

4,

is the age range of the childrea in your cliss

now? dears old to _yearS old

3. How many students were enrolled in your class as of

June 1st?

-4. Of these students enrolled in your class as of June 1st,

how many spoke English at home?

5. The socio-economic
status (SES) of the strdents in your

class this year was (check the best desc'ription):

primarily low SES primarily middle SES

low and middle SES middle and high'SES

6. Please break_down your June 1st students by ethnic group,

giving the number of students that belong to each group

below:

Black: White: Hispasv,.

Other Minority:
(e.g. Chinese)

7. Do you have some form of team teaching involving the children

in your room?
yes no

If yes:
Could you briefly explain what this team teaching involves?

What subjects were taughtto your students by specialist

teachers?



9. About what percentage of the time did you, rather than

the students, select materials and direct activities

in lessons.this year?
abot %

Would you like to have the students in your class

select materials and direct activities:

more of the time about the same _ less-of the

as they do now time

Whitt) outside of school trips were you andyour Students

involved in this year? (check as many as apply):

_museum/historical
(e.g. Sturbridge

Village, Museum of

Our National Heritage)

_museum/art (e.g. Museum of Fine Arts, DeCordova Museum)

--museum/science,
technology (e.g. Children's Museum,

Museum of Transportation)

-recreation area (e.g. roller-skating
rink, amusement

park)

__nature area/natural history musuem (e.g. Thompson'S
Island, Drumlin Farm)

-concert or dance performance

play

workplace (c.g. The Boston Globe, ice cream factory)

other (please describe it)

11. 7)d you visit the library with your class this year?

no

If yes;
What kind of library was it?

in-School library
public library

About how ott.1 did you visit the li'xary?

42. Do students have work that you as7i n for them to do

outside of c1a.-.2?

yes

It y;:ts:
How often 0 ass.:gn this?

every sz.:hoo nicht

cnoe
6;

no

times

weeks
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13. If you gave homework this year, which subjects did you

assign it in? (checL as many as apply):

ioading English math social studies

Other
4

14;:t. If you gave homework, what did it typically consist of?

(please check the pw. ari.t description):

workbook or worksheet writing assignment

reading assignment
reading assignment
with questions

Other
(please describe it)

Is there some time during the school day when students

can complete their homework assignments?

yes.
no

15. Would you like to be able to assign mOre-homework than

you do now?

yes
no

If yes:
What are problems you see in giving more homework?

Ti

16. Which materials did you use tci te-ch.-
'ding to your -

class thik year? (check as-many as apply):

basal series (please give
workbook that goes with

publisher's name and series,
this basal reader

e.g. Ginn 360):' -"trade" books (e.g. paper-

backs, library books)

_skills workbook/Worksheets
3.7i word attack (please give

series and/or
publisher, e.g.

Phonics-is F-tini). 4 : '1+.4
.

- 'r-written worksheets

..,

v1-41

kills kbook/worksheet
__other (please describe)

s wors
comprehension.

study skills

(please give series and/or

publisher, e.g. Barnell-Loft):

teacher-written
stories

663
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16. Did you ricve reading groups this year?

yes _ no

If yet:
How many reading grCip:7, did cpv; have?

17 If you had reading gro,j*,; did you assign children

- to them at the beginninj of the year

(chez the one which best describes your method):

previou:s= teacher's recommendation informal judgment
of your own

standardized test score on __your own testing

student records

18. Did you move childrer from one reading group to another

during tht school year?

yes
no

If ye!:
What were reasons why you moved them?

About how many children were moved?

19. WhiCh reading skills did you consider most important and

emphasize most with your class this year?

__Word attack: phonics

word attack: structural analysis (breaking ::76wn word

parts, etc)

__literal tz:,mprehension (main idea, details, etc.

_vocabulary

_study skills

speed reading

critical thinking/reasoning

other (please describe):

20. Did you choose the reading program (materials, skills to

be emphasized, methods) for your class yourself?-

yes
no

If no:
Who helped make the decisions about the reading program for

your class?



4. About how far -in the reader/textbook
did

get this year?

Iess than halfway halfway to three quarters of the way

--nearly completed completed

Who instructs in reading? (check at man2.

, as apply):

classroom teacher alone aide

learning disabilities teacher reading specialist

Title I teacher
othdr adult (please

--explain who this is):

If aulc:her person (other than you) instructs

in x Iding, when does
receive this help?

during regular reading group time

during language arts (English, spelling, etc.)

during math or science

_ during social studies

_some other time

How many days a week does get this reading

instruction from someone else?

Does this instruction take place outside your classroom?

yes
no

6. If is in a reading group, how many

days a week noes his/her group meet?

...=

How long lee:, this reading group usual last?

_15-30 minutes

45-60 minutes

30-45 minutest,_

more than 60 Minutes

7. Is the-e a single skill or group of skills you've emphasized

most in reading fox or his /her group?

yes no

If yes:
Could you explain what it is?

1

0



PART II: QUESTIONS ABOUT THE TARGET CHILD

1. When entered your class in the fall, how

well prepared was he/she in reading compared to most

students?

2.

__better prepared than most students

__about average

weaker than most students

WhatfactorS (e.g. home, schdbl, ability, motivation, etc.)

do yru thihk contributed to thiS child's level of

pf?..Tzxion in reading?

Which reading group did you assign

the beginning of the school year?

top group out of groups

Second group from top out of groups

third group from t,-.p out of groups

to in

bottom group

group not organized on a.-_"ity but on (please explain

basis for assignment):

no reading group, has
reading in some other setting

Did you move

ti

to another reading group during

the school year?

yes no

If yes:
To wach

:Thy did you move him/her?

If
is in reading group, low many

children are in this group?

3. Which main reader or textbook did use

this year?

(title, e.g. Rainbows) (grade (publisher)

67i (date)
levex)





13. Are there any obstacles for you in communicating with

°a family?

--- yes
no

_ If ye-s :
---Are these obstadles related to:

language barrier
__parent's schedUle

_parental indifference
other (please explain):

14. If you have contacted
's home this year,

were the results:

positive
__negative __no effect

Please explain:

15. Has
-'s family ever contacted you about

_ _ ?

yes

If Ye:
What was the reason?

no

How did you feel about their getting in touch with you?

16. D6 you knoW
family outside of having

as a student in your class this year?

If yes:
How do you know them? (check as many as apply):

grew up with parents
live in neighborhood

taught other family
belong to same church,

-Members
social group, etc.

:47. Overall, how would you characterize the contribution

4d
's family has made to

School achievement?
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8. What do you consider 's main strengths
in reading right now?

's main weaknesses in reading?

What reading-related activity does
to enjoy the most?

seer.

10. If you assign homework to your class, does
usually bring his/hers in on time?

yes no

Do you think gets help at home on
his/her homework?

yes

11. Have you contacted
year?

no

yes no

If yes:
How did you contact them?

__phone call

About how many times
family this year?

's family this

__note knocked on door

in all have you contacted

12. What do you usually contact 's family about?

Is there a particular family member you usually talk to
about

If na:
--7r Who is it?

mother

yes

father

no

grandparent __brother or sister

other (please explain who):
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22. How would you describe
_ when he/she is doing

independent work in class?

*kat does ___
__ like to do when he/she has free

time in class?

24. It's hard to predict with a child who's relatively young,

but what final level of education do you expect

to achieve?

__some high school
high school graduate

- --technical school
four year college

or community college
graduate or professional

school

25. If you have end-of-the-year
standardized

achievement test

scores for - , could yol please list them

here?

---
(name of test, e.g. TEENER

name, e.g. ITETai;*

Gates-McGinitie)
given) Vocabulary)

equivalent:

(subtest name)
qiiRE)*

(sUbtest name)
(grade)*

(subtest name)
(grade)*

(subtest name)
1157176.1*

*grade_equiva1ent
scores are

the ones we--!are interested

in, for example 4.2 or 5.8.

BBand thanks for providing this information.
It will be an

important part of the picture wa are building up of each

child participating
in the project. If any questions are

unclear or confusing to you, Lowry Hemphill (495-3521 or

666=1092) and Beverly Goldfield
(495=3521 or 327-5251) can

help. 674
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18. How many days of school did
miss as of

June 1st this year?

19. Does _
-_ have any language problems that yOu

are aware of?
4

yes
no

If yel:
What do these consist Of?

Did you feel able to work with these problems yourself in

the classroom this year?

-_ yes
_ no

Was any outside help provided
for this?

yes
What was the help? _

20, Does

_ no

__have any learning disabilities that

you are aware of?

yes
no

If yes:
What do these consist of?

Did you feel able to work with these problems yourself in

the classroom
this year?

yes
no

Was outside help provided for this?

yes

What was the help?

no

21. How would you characterize
's participation

in whole class instruction?



School bi9iiiachv continued
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; APPENDIX C: Narrative Stimulus

Here is a picture of a woman with some tomatoes.
Look at

the pictuke for a while and think about what is going on.

When you have decided, Write a story that tells what is

happening in the picture and what is likely to happen next.

677
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