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ABSTRACT 

Previous studies concerned Kith an attempt to discover why 
some children enter school with the ability to read have dealt only 
with those children who could read before they entered the first 
grade. Certain characteristics of the pre-school home environment 
of these children were identified as possibly contributing to this 
early reading ability. 

In an attempt to discover if these types of activities 
were confined only to those children who could read before entering 
school, a study was conducted in Belgrade, Montana, using all the 
first grade students. The results of two standardized achievement 
tests were used to determine which students had achieved a first 
grade reading level at the end of first grade and which students had 
not. Upon examining the information received from parents concerning 
the types of experiences of a reading related nature provided for in 
the home, it was found that no significant difference existed in the 
home reading experiences between the two groups of students. 

Another purpose of the study was to determine what relation¬ 
ships existed between the home experiences and the scores received on 
the Stanford Achievement Test and the Gates-MacGintie Reading Test. 
Those independent variables that significantly correlated with Word 
Meaning were: Discussion of pictures (.30)» Alphabet (.30); and 
Ability to spell words (-.32), The number of toys and games was the 
only independent variable which significantly correlated with Vocab¬ 
ulary (-.28). Those variables that significantly correlated with 
Word Study Skills were: knowledge of the letters of the alphabet (.30) 
and ability to identify words (.30), There were no significant cor¬ 
relations between the independent variables and the Spelling sub¬ 
test or either of the sub-tests on the Gates-MacGintie Reading Test. 

A multiple regression technique was used to determine the 
most efficient prediction model for each of the sub-tests of the 
Stanford Achievement Test and the Gates-MacGintie Reading Test, 
Significant models exceeding the critical value F (1,49,,95) Z 4.04 
were established for the Word Meaning, Paragraph Meaning, Vocabulary, 
and Word Study Skills subtests of the Stanford Achievement Test. 
No significant models were established for the Spelling sub-test 
or either of the sub-tests of the Gates-MacGintie Reading Test. 



Chapter 1 

PROPOSAL 

Introduction 

Readiness for first-grade reading instruction has been a 

topic of research since the 1920*s. The concept of reading readiness 

has long been recognized in education, however there has been dis- 
f J 

agreement and changes in the philosophy of what constitutes reading 

readiness over the past half-century. Most educators today view the 

concept of reading readiness as a variety of skills which a child 

must possess if reading instruction is to be meaningful and beneficial 

The controversy is now over the question of whether or not readiness 

is something to be taught or developed and at what stage of a child's 

life. 
•/ 

Dolores Durkin (l96l) and Wilma Miller (1969), two of the 

most recent researchers in the area of reading readiness, have con¬ 

cluded that the home environment plays a very important role in the 

basic development of the skills and attitudes necessary for reading 

.instruction. Fenner (1957:245) aptly noted that "...If child is in 

constant atmosphere of books, listening to and telling stories, 

sharing pictures, ...reading will become as natural as breathing to 

him." 

STATEMENT OF THE PROBLEM 

The problem of this study will be to compare the home pre- 
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reading experience of two groups of first grade students: (l) Those 

who have attained first grade level in reading achievement; and (2) 

those who have not attained first grade level in first grade reading 

achievement. 

NEEDS OF THE STUDY 

Traditionally education has been based upon the three P^s, 

the first of which is Reading. Tiedt (1968:3*0 stated, "Few would 

deny Reading its rightful designation as the most important subject 

taught in school, for reading is basic to every other subject the 

child learns," To learn arithmetic, language, science, or social 

studies a child must be able to read, or as Dechant (1964:10) put it, 

reading is a means for learning." 

Not only is reading necessary for success in school but is 

necessary to establish a respectable position in today's American 

culture. The culture of America today is highly technological and 

competitive. This point of view is supported by Huss (1963:283) who 

noted, "...in America cur prevailing culture, both in and out of 

school, demands that children learn to read - and then read." The 

importance of reading ability or literacy is further stressed by 

Eisenberg (196?:405) who implied that if children fail to learn to 

read they will become the disadvantaged of tomorrow because employ- 

ability is increasingly contingent upon literacy. 
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In a day and* age of technological advances which have result¬ 

ed in man walking on the moon and an age of medical advances which 

has rendered such once dreaded diseases as polio and typhoid fever 

nearly non-existant, it would seem that the education of the nation's 

peoples too would have made tremendous gains over the past years. 

Yet Eisenherg (1967:405) stated that "Today fully half the World's 

adult's are wholly illiterate," He went on to say that eleven percent 

of the citizens of the United States could not read above a fourth 

grade level in 1956. Strang (1967:7-8) found that barely one-third of 

the world's population have attained functional literacy. She defined 

this as, "...the level of reading that is normally expected of a 

child after four years of schooling." In 1966, Mills (536) estimated 

the reading inability among all children to be about fifteen to twenty 

percent, and that among the disadvantaged children, reading disability 

is as high as fifty percent. It is assumed that Mills is referring to 

all children living in the United States. Mills (537) defined dis¬ 

advantaged children as "...those who are between the ages of three and 

five whose impoverished family environment has had such an impact upon 

his early development that he is ill prepared for either the behavior 

requirements of the classroom or the demands of the learning process." 

She did not determine whether or not a child is disadvantaged on the 

criteria of poverty only. 

These statistics appear to indicate that improvement of the 
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educational processes have not "been keeping in step with the 

scientific developments of the past decade or two. Eisenherg (196?i 

405) explained the reason in part when he said, in reference to the 

eleven percent illiteracy rate in the United States, "This is a meas¬ 

ure of our failure and their failure, for to them are denied the 

riches of literature and the necessities of life." 

As will he discussed in Chapter 2, research has shown that 

the initial attitude of the child toward reading, school, and learn¬ 

ing in general is something that prohahly should he developed in the 

home. More research is needed to determine why those children who are 

successful in first grade reading were successful. The findings of 

such research should he made available to parents, especially parents 

of pre-school children. Results of research in successful beginning 

reading should also he made available for school systems to help in 

establishing beginning reading programs that would lead to a higher 

percentage of children who would become successful readers, 

QUESTIONS TO BE ANSWERED 

The following questions will be studied to determine the in¬ 

fluence of the home environment on beginning reading development, 

1. Was there a difference in the home environmental activities 
between those students who have attained first grade reading 
achievement and those who have not attained first grade read¬ 
ing achievement? 
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2, What differences existed in the types of home activities 
between those students who were successful in beginning 
reading and those children who were not successful in begin¬ 
ning reading? 

3# What are the implications of this study concerning the 
influence of the home environment in relation to success 
in beginning reading? 

GENERAL PROGEDURES 

To investigate the influence of the home environment on pre¬ 

school children as related to success in beginning reading, a study 

was undertaken whereby the end of the year reading achievement scores 

of a selected group of first graders were obtained. Two standardized 

reading achievement tests appropriate for the first grade level wore 

used to determine first grade reading achievement. 

The Stanford Achievement Test, Primary I Battery (1964) is 

a reading achievement test designed for use from the middle of grade 

one to the middle of grade two. Included in this test are three sub¬ 

tests designed to specifically measure reading achievement: Word 

Reading, Paragraph meaning, and Vocabulary, Spelling and Word Study 

skills are two other reading related subtests included in the Stanford, 

As indicated by the split half reliability coefficients ranging from 

a high of ,92 on spelling to a low of ,79 on vocabulary, the Stanford 

Achievement test is a reliable instrument for use in determining 

reading achievement. 
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The Gates-MacGintie Reading Test, Primary A, Form I (1965) 

was designed to measure achievement in vocabulary and comprehension 

at the first grade level. The split half reliability coefficients 

are ,91 for vocabulary and .$& for comprehension, while the alternate 

form reliability coefficients for the same two sub-tests are somewhat 

lower, being .86 and .83 respectively. According to the Buros Fourth 

Mental Measurements Yearbook (1953) this test is widely used to meas¬ 

ure reading achievement. 

A letter of explanation and questionnaire (Appendix A and B) 

were sent to the parents of each of these students to determine the 

types of reading related activities that were carried on at hone 

during the child*s pre-school years and to identify certain related 

reading skills that these children possessed upon entering first 

grade. Upon completion of the questionnaires, the data was organized 

for comparison and a statistical test of significance (a multiple 

regression) was used to determine what relationships exist between 

the home pre-reading experiences and first grade reading achievement. 

DELIMITATIONS 

As this study was conducted in Belgrade, Montana, the 

results and findings can be inferred only to Belgrade, 

Teacher effectiveness and influence are important variables 

to be considered in a study dealing with child performance, however, 
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as the selection of students for this study was made from more than 

two classrooms it was assumed that this variable was randomized out. 

The intelligence variable was not taken into consideration 

as there was no data available from standardized tests of intelligence 

for use at this time. 

Family background and socio-economic status were not taken 

into consideration. It was felt that it would be too difficult to 

determine criteria for this variable, 

DEFINITION OF TERMS 

The following terms were used throughout this study, 

EARLY READERS - Those pre-school children who scored at a first 

grade level in reading achievement on a standardized reading 

achievement test, (Durkin, 1963) 

ILLITERACY - Inability to read and write sufficiently well to meet 

the needs of adult life, (Good, 1973) 

LITERACY - Ability to read and write at the level of the average 

fourth grade pupil, (Good, 1973) 

MATURATION THEORY - A theory that stated that a child should have 

attained the mental age of 6,5 years before being exposed 

to reading instruction, (Durkin, 1970:137) 

READING READINESS - The developmental stage at which constitutional 

and environmental factors have prepared the child for 
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reading instruction. (Dechant, 1964:12?) 

SUMMARY 

The research examined indicated that there is a need to 

know more about children's success in beginning reading. Disagree¬ 

ment exists among educators and reading specialists as to what consti¬ 

tutes readiness for learning to read, and at what stage in a child's 

life formalized reading instruction should begin. Further research 

is needed to determine why children are successful in beginning reading 

which will add to the information already known. 

This study differed from the previous studies in that the 

home activities of those students who were not successful in beginning 

reading were compared with the home activities of those who were suc¬ 

cessful. It was determined if there was a difference in the types of 

activities, as reported by the parents, carried on in the homes of 

those children who were not successful and those children who were 

successful in beginning reading. 

Evidence of the disagreement among educators and reading 

specialists, as to the nature of reading readiness, is shown in the 

review of literature chapter which follows. 



Chapter 2 

REVIEW OF LITERATURE 

Introduction 

The review of literature chapter presents the historical 

development of the term "reading readiness" and follows the changes 

in thinking of educators concerning the interpretation of the meaning 

of reading readiness. The emphasis is placed on the philosophy con¬ 

cerning reading readiness during the decade of the 70*s and develops 

the idea that readiness can and should be a responsibility of the home 

environment. Studies are cited which support the idea that readiness 

should be a part of the home responsibility and that better gains in 

reading achievement are made by children who come from homes where 

they were exposed to pre-reading experiences. 

READING READINESS - INITIAL IMPLICATIONS 

The term "reading readiness" was first introduced into the 

vocabulary of educators during the early 1920*s. The greatest influ¬ 

ence of this period, commonly called the Progressive Education Move¬ 

ment, were the writings of two psychologists, G. Stanley Hall and a 

student of his, Arnold Gesell. The developmental psychology proposed 

by Hall and Gesell had as its underlying theme that maturation was the 

key factor in the development of a child. Little significance was 

placed on environmental factors or learning practice. Because of the 
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theories presented by these influential men, educators of the times 

adopted the concept of reading readiness and interpreted it to mean 

,.readiness is a product of maturation: more specifically, of a 

certain stage in the child’s development which equips him with the 

requirements for success in learning to read." (Durkin, 19?0:135) 

Along with the Progressive Education Movement came the 

Measurement and Testing Movement whose main tenet was the evaluation 

or objective measurement of how much children were learning in school. 

Some very distrubing results or findings were reported, most import¬ 

antly: the number of first grade retentions was considerably greater 

than-, for other grades, and the main cause for these retentions was 

inadequate achievement in reading (Durkin, 1970:136). In light of 

these findings, educators began to wonder why children were not suc¬ 

cessful in first grade reading. Their answer was simple: first 

graders were not successful because they were not ready for reading 

instruction as reading was being taught; they had not yet reached the 

maturational level of development which would allow them to be suc¬ 

cessful. Believing in the "maturation theory of development" educators 

arrived at the seemingly simple solution of postponing instruction until 

the child was mature enough to benefit from reading instruction. Durkin 

(1970:13?) referred to this policy as the doctrine of postponement." 

An effort was made to determine just when a child does reach the stage 

of development or maturity that would allow him to receive and benefit 
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from reading instructidn as it was taught. 

In 1931» Mahel Morphett and Carlton Washhume (prominent 

educators of the time) conducted a study in which they proposed a men¬ 

tal age of 6,5 years as being the point of maturation that a child 

needed to attain to be ready for reading, and it was then and only 

then that he should be introduced to reading-(Durkin, 1970:137)# As 

most children who entered school in the first grade had not reached a 

mental age of 6.5 years, the common practice was to postpone instruc¬ 

tion until the child matured. If a child still made unsatisfactory 

achievement in reading it was the fault of the child, because he was 

now old enough to learn to read. 

The Hall-Gesell theory of development was reinforced and 

restated by other prominent psychologists and educators through the 

middle 50*s» the most recent of them being Robert Havighurst and James 

Hymes (Hiller, 1972:22). 

LATER INTERPRETATIONS 

In 1937» Arthur Gates (1937^97-508) conducted a study from 

which he proposed that reading was composed of different materials, 

methods, and procedures which can be mastered at different matura- 

tional levels. However, at the time, Carlton Washburne was a more 

prominent and respected figure in the field of education, so Gates’ 

findings were completely ignored, although the conclusions that Gates 
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formulated basically are how educators today view the concept of read¬ 

ing readiness. Dechant (1964:12?) defined reading readiness as "... 

the developmental stage at which constitutional and environmental 

factors have prepared the child for reading instruction." It is the 

inclusion of "environmental factors" that makes Dechant*s definition 

of reading readiness suitable for the purpose of this paper. Although 

there is no one, agreed upon definition of reading readiness, special¬ 

ists in the field of reading are in agreement as to the nature of 

reading readiness. Miller (1972:21) stated this well: "Reading 

readiness consists of many different facets of the child's total devel¬ 

opment such as physical, intellectual, experiential, and social and 

emotional factors." That the concept of reading readiness has changed 

is reflected in the change of the philosophy of Hymes, a one time pro¬ 

ponent of the Hall-Gesell matruation theory. In his latest writings 

Hymes (1970:134) stated, "Learning to read implies a variety of goals, 

...it can be a program of trips, of jobs and activities, of animals, 

of visitors, of creative experiences, of play." The change in phil¬ 

osophy is also reflected in the reorganization and restructuring of 

school curriculums to include the development of reading readiness in 

first grade prior to the formalized reading instruction period. It 

is even being suggested that these pre-reading activities be integrated 

into the kindergarten program. The problem that arises from this ten¬ 

dency however, is that the kindergarten program becomes a highly 
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structured formalized learning situation. This trend was stated by 

Fisher (1965:65-66) when he said, "Until recently there have not been 

too many pressures upon kindergarten children to achieve a set of min¬ 

imum academic essentials. ...In recent years the pressures for achieve¬ 

ment have been pursuing children,..downward on the age scale." One 

possible reason for this is because there is disagreement as to whether 

reading readiness is taught or developed. Generally, those who feel 

that readiness is taught push for a structured book-learning type of in¬ 

struction in kindergarten; those who feel that readiness is developed 

urge an experience-centered approach. 

CONSTITUENTS OF READING READINESS 

Dechant (1964:129) has presented a list of nine readiness 

skills which he feels must be developed, 

1. Training in concept formation 
2. Training in auditory discrimination 
3. Training in visual discrimination 
4. Knowledge of the alphabet 

5. Training in left to right progression and in reading 
on a line 

6. Skill and knowledge in handling a book 
7. Acquisition of a sight vocabulary 
8. Ability to associate meanings with printed symbols 
9. Independence in working out the pronunciation of words 

These are the areas generally agreed upon by educators as being neces¬ 

sary for a child to possess with a high degree of proficiency before 

formal reading instruction can be introduced. In the context of this 

study, formal reading instruction is used to mean those activities which 
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directly result in the child’s being able to read words as opposed to 

the readiness activities mentioned by Dechant. 

Perhaps one of the most influential men of today with regard 

to theories of learning is Jean Piaget. He theorized that all children 

go through four periods or stages of development: (l) sensori-motor, 

extending from birth to about two years of age, (2) pre-operational 

stage, from age two to seven, which is a very egocentric stage in the 

child's life, (3) the concrete operational stage, ages seven to eleven, 

in which the child learns mostly by assimilation rather than accomoda¬ 

tion and needs many varied experiences with concrete materials to help 

develop future understandings, and (4) the formal operational stage, 

ages eleven through adult, in which the child is now capable of deduc¬ 

tive thinking and reasoning ability, (Pulaski, 19?1» Chs. 6-8), Piaget 

emphasized experiences of the manipulative type to ensure the proper 

and natural development of a child. Piaget's theory of intellectual 

development has a great significance for elemenary school teachers. 

Because the child entering school is categorized as being in the pre- 

operational period of development suggests that this should be a 

period of time in which the child is given many opportunities to ex¬ 

plore and discover, rather than be placed in a formalized structured 

classroom situation. Piaget believes that through these informal, 

self-discovery activities, the child will develop the necessary 

concepts which will enable him to more successfully meet the challenges 
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of formal education. 

HOME ENVIRONMENTAL FACTORS 

All of the studies conducted relative to the influence of the 

home environment on reading success in school have stemmed from a de¬ 

sire to identify those common characteristics of children who have been 

classified as early readers. One of the most thorough and informative 

studies of this nature was conducted by Dolores Durkin (1963)# She 

studied forty-nine children who had been identified as early readers in 

first grade. Through home interviews she found that the majority of 

these early readers engaged in some kind of informal reading activities 

such as learning the letters of the alphabet and learning certain words 

in which they were interested. To determine if these early readers 

would maintain their above-average level of reading achievement, Durkin 

conducted her study with the same group of children for six years. At 

the end of her six-year, longitudinal study, she concluded that the 

children who learned to read before first grade were ahead of those who 

did not, and maintained their lead throughout school (Durkin, 1961). 

Wilma Miller (1969:641-645) conducted a similar survey in which she 

studied fifty-five children: nineteen middle class, nineteen upper- 

lower class, and seventeen lower-lower class. She found a significant 

correlation between home activities and scores on a reading readiness 

test, the Metropolitan Readiness Test. Among the activities carried 
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on in the home were: family trips accompanied by discussion of things 

and places seen; books read and stories told to children by parents 

or older brothers and sisters; local library facilities used; children 

could recognize most of the letters of the alphabet; many pretended to 

read; most were able to discriminate sizes and differentiate several 

geometric shapes. Miller reported that there was a significant corre¬ 

lation between home experiences and first grade reading achievement for 

the middle class group only. This would indicate that there was more 

emphasis on prereading activities in the middle class homes than in 

lower class homes. 

Other Supporting Research 

The studies conducted by Durkin and Miller have become the 

foundations on which other studies have been built. Dechant (1964:129) 

stated, "The first requisite for beginning reading is an interest in 

reading,” In support of this statement, Johnson (1972) postulated that 

"In the job of teaching children to read...the home makes the most im¬ 

portant contribution by developing favorable attitudes toward learning 

and reading,” Johnson's article was written as a message to parents 

elaborating on things that can be done with children in the home to 

foster this positive attitutde toward reading. Among these home activ¬ 

ities are: reading to the child, taking educational trips, looking at 

and discussing pictures, going to the library, and answering questions 

about words on signs, in stores, and in books. Nancy Larrick, the 
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author of a well known hook, A Parent*s Guide to Children's Reading, 

has stated that ”A child's success in reading depends largely on the 

attitude toward reading in the horae*' (1972). She also suggested ways 

to stimulate an interest in reading such as telling stories, reading 

to children, talking about the story, and looking at and discussing 

the illustrations. In her article, "Reading Games to Play at Home," 

Larrick implied that for many youngsters the most cherished part of 

the day is the time when a parent reads to the child and that for the 

child who is read to and develops a fluent vocabulary, the transition 

to beginning reading instruction and resulting success will be no 

problem, 

SUMMARY 

There has been a change in the philosophy and attitude con¬ 

cerning the concept of reading readiness in the past decade. Educa¬ 

tional philosophy went from an emphasis on the Hall-Gesell maturation 

theory to the idea that readiness is something to be developed and 

that different children reach different levels or stages of readiness 

for reading at different times. It is because of this change of atti¬ 

tude that the experience-centered approach to developing reading read¬ 

iness and an emphasis on individualised instruction has replaced the 

old idea of 'wait until he's ready or old enough' in school curric- 

ulums. Within the last five years most of the research concerning 
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reading readiness has been conducted to discover what home environ¬ 

mental factors, if any, were contributory to the early reading success 

of some children. The research carried on by Durkin and Miller re¬ 

sulted in consubstantial findings. Most early readers came from 

homes where books were read to them by parents or older brothers and 

sisters; books were used by parents and a high regard was placed on 

them; pictures and illustrations were discussed; trips were taken with 

the family; and children had a variety of manipulative toys and games. 

Among the common characteristics of the children themselves were that 

all children: had some knowledge of the alphabet; wanted to learn to 

read; could distinguish some geometric shapes, colors and sizes; had 

established a sight vocabulary of certain words; and had a high regard 

for reading. 

Most of the articles written on reading readiness restated 

the feeling that success in reading in school is a result of starting 

school with a positive attitude toward reading and books in general. 

This appears to be a valid generalization as evidence points to the 

fact that children who are successful in beginning reading or who were 

termed early readers did possess this positive attitude toward reading 

and that this attitude was developed through experiences at home. This 

position is explicitly stated by Barbe (1959)* 

Developing an interest in reading should not begin in the 
classroom,,,it should begin at home,.,. Both interest in reading 
and a need for reading must be developed before the child enters 
school. 
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That reading readiness is a process to he developed is evident 

in Dechant's definition of reading readiness mentioned earlier, "the 

developmental stage at which constitutional and environmental factors 

have prepared the child for reading instruction." The studies conduct¬ 

ed by Durkin and Miller, and the number of articles written by special¬ 

ists in the field of reading substaniate the premise that reading read¬ 

iness should begin in the home. This idea was succinctly stated by 

Barbe (1958) when he observed that, "The love for books is an infec¬ 

tious sort of thing, children catch it, they don't learn it," 

To help add to the information now known and generally accept¬ 

ed, a study was set up to determine, in part, what types of activities 

were carried on in the homes of those children who did not attain first 

grade reading level at the end of first grade. The following chapter 

outlines the procedures used in the study. 



Chapter 3 

PROCEDURES 

Introduction 

The problem of this study was to determine the influence of 

the home environment on pre-school children as related to success in 

beginning reading. This was done by comparing the pre-school home 

experiences of those students who were successful in beginning reading 

with those of students who were not successful in beginning reading. 

Following is a detailed description of the methods that were 

employed in carrying out this investigation, including precautions 

taken against contaminating variables, methods of collecting, organ¬ 

izing and interpreting data, and precautions taken to assure the most 

accurate possible interpretation of the data. 

DESCRIPTION OF POPULATION AND SAMPLING PROCEDURES 

Belgrade, Montana, is a small rural community with a popula¬ 

tion of about eighteen hundred. The community is comprised of a mixed 

group of family backgrounds; ranchers, businessmen, laborers, and pro¬ 

fessionals. 

Because Belgrade is a small community with a small first 

grade enrollment (three classes with a total of sixty-one children), 

it was decided to include all first grade children in this study. 

Using all first graders eliminated the necessity of having to draw a 
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random sample and the possibility of working with a biased sample 

was also eliminated. 

CATEGORIES AND CONTROL OF EXTRANEOUS VARIABLES 

This study was designed to investigate those home pre-reading 

experiences which contribute most significantly to success in begin¬ 

ning reading. This was accomplished by looking at two groups of 

children. 

GROUP I Those students who scored at or above grade level at the 

end of first grade according to the results obtained on a 

standardized reading achievement test. 

GROUP II Those students who scored below grade level at the end of 

first grade according to the results of the same test. 

Home pre-reading experiences refer to any reading related 

activity. The following eighteen variables were chosen as types of 

reading related activities that might have been carried on or learned 

in the home, 

1. The extent to which the child was read to at home, 

2. The types of material that were read to him, 

3. The extent to which pictures and illustrations were 

discussed, 

4. The age at which reading to the child was begun. 

5* Which family member read to the child most often. 
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6# Whether or not the child pretended to read to himself or 

to someone else. 

7. Whether or not the child owned his own hooks. 

8. How many books the child owned. 

9. How the child’s books were secured. 

10. Number of letters of the alphabet the child was able to 

recognize upon entering first grade. 

11. Whether or not the child could recognize small letters 

only, capital letters only, or both. 

12. If the child knew the letter sounds and could associate 

them with the letter symbols, 

13. If the child could recognize certain words or word 

combinations, 

14. Whether or not the child was able to write his name. 

15# V/hether or not the child tried to copy words from books, 

16. If the child could sound out and spell words other than 

his name, 

17. What formal pre-school experience the child had. 

18. What types of games and toys the parents provided for 

the child. 

Teacher influence and effectiveness is a very important 

variable to be considered in a study dealing with child performance 

but because the selection of students for this study was made from more 
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than two classrooms it is assumed that this variable was randomized 

out. 

Provision for the variable of socio-economic class has not 

been made. It is assumed that this variable, too, was randomized out 

due to the fact that all first grade children were considered for this 

study. 

The intelligence variable was not taken into consideration as 

there was no data available from standardized tests of intelligence for 

use at this time, 

DATA COLLECTING METHOD 

To determine the grade level attainment in reading at the 

first grade level, two standardized reading achievement tests were 

used. 

The Stanford Achievement Test, Primary I Battery (1964) was 

administered by the classroom teachers on April 17, 1974, These tests 

were hand scored with the grade score and percentile for each child 

placed on a class record sheet. As this test was given in April, the 

average grade score would be 1.8 (first grade, eighth month). 

The Gates-MacGintie Reading Test, Primary A, Form I (1965) 

was given by the classroom teachers on May 2, 1974, This test was 

also hand scored with the results placed on a class record sheet, A 

rank and grade level score was recorded for each student. At the 
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time of administration of this test, the average grade level score 

was 1,9 (first grade, ninth month). 

To determine the types of home activities that were carried 

on with these children as pre-schoolers, a letter of explanation and 

a questionnaire (Appendix A and B) were sent to the parents of all 

first grade students in Belgrade, 

These questionnaires were sent home by the school on May 24, 

1974 and returned during the week of May 27, 1974, Fifty-two out of 

sixty-one questionnaires were returned yielding an eighty-five percent 

return on the questionnaires. Those students who did not return the 

questionnaires were eliminated from the study, leaving the total sam¬ 

ple size at fifty-two, ' 

The questionnaires were coded by the classroom teachers for 

future identification. The code number consisted of the child's first 

and last initial followed by his room number. As this questionnaire 

was prepared and sent home during the final week of school, no follow¬ 

up letter was prepared to send to those who did not return the ques-'. 

tionnaire. 

PRECAUTIONS FOR ACCURACY 

To insure the most accurate possible analysis of the data 

gathered, all mathematical computation was done on an electronic 

calculator. The data was placed in an orderly arrangement on a 
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chart or table to facilitate transferring the numbers accurately to 

the calculator. 

In the interest of time as well as to insure complete accu¬ 

racy, the Sigma-7 computer at Montana State University was used to 

perform the step-wise multiple regression, 

METHOD OF ORGANIZING DATA 

Upon receipt of the questionnaires, the responses to each 

question were coded for entry onto an IBM data recording form. Ques¬ 

tions five and nine were not included in the step-wise multiple regres¬ 

sion analysis as it was felt that these items would not have had a 

great deal of relevance as predictors of success in beginning reading. 

They were included on the questionnaires more as a matter of interest. 

Question two was combined and coded one, for one response, and two for 

more than one response. Question eighteen was coded one for no re¬ 

sponse, two for listing one' to five items and three for listing more 

than five items. 

After having coded the students identification, the percen¬ 

tile rank scores received on the Stanford Achievement Test and the 

Gates-MacGintie Reading Test,and the responses to the questionnaires, 

the IBM coding sheet was taken to the Montana State University Comput¬ 

ing Center where the information was punched onto IBM punch cards. The 

cards were then fed to the Sigma-7 computor for the purpose of obtain- 
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ing a step-wise multiple regression analysis of the data. The infor¬ 

mation was retrieved in the fona of a computor print out, 

ANALYSIS OF DATA 

To determine the predictive value of the listed independent 

variables on scores received on the Stanford Achievement Test, Primary 

I and the Gates-MacGintie Reading Test, Primary A, Form I, a step-wise 

multiple regression technique was used (Guilford, 1973:358), The mul- 

tiple regression correlation (R ) indicates the strength of relation¬ 

ship between one dependent variable and two or more independent vari¬ 

ables and gives an indication of the interrelationships between the in¬ 

dependent variables as well. It was possible to then determine which 

combination of independent variables yielded the most effective pre¬ 

diction model. It was determined which variables contributed least 

in predicting the outcome of the dependent variable as well. 

Each of the seventeen independent variables was compared 

with each of the subtests on the Stanford Achievement Test, Primary I 

Battery and the Gates-MacGintie Reading Test, Primary A, Form I to 

determine which activity or combination of activities contributed 

most to success in a particular reading skill. 

Chapter 4 presents the results of the step-wise multiple re¬ 

gression analysis of the relationships that exist between the indepen¬ 

dent variables and the dependent variables. 



Chapter 4 

RESULTS OF THE STUDY 

Introduction 

This study was conducted to try to determine what types of 

home activities influenced success in beginning reading and what 

degree of relationship existed between the home activities and success 

in various reading skills. The study was also conducted to determine 

if there was a difference in the home activities of those children 

who scored at or above grade level in reading at the end of the first 

grade as compared to those who scored below grade level in reading 

achievement. 

This chapter presents an overview of the results of the 

statistical analysis of the relationships between the independent 

variables (reading related activities carried on at home) and the 

dependent variables (scores received on the Stanford Achievement 

Test and the Gates-MacGintie Reading Test), Each of the subtests of 

the Stanford Achievement Test and the Gates-MacGintie Reading Test 

is compared separately with the independent variables. 

RESPONSE TO THE INDIVIDUAL QUESTIONS 

The criterion used to determine whether or not a child had 

attained a below average or above average score in reading achieve¬ 

ment at the end of the first grade was an average of the grade 
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equivalency scores received on the Stanford Achievement Test and 

the Gates-MacGintie Reading Test, The Stanford Achievement Test was 

given in April requiring a grade score of 1,8 (first grade, eighth 

month) and the Gates-HacGintie Reading Test was given in May, with 

a grade score of 1.9 (first grade, ninth month) required for average 

achievement. An arbitrary cutoff point was set at 1.85 for classify¬ 

ing those children as below average and average or above. The grade 

equivalency scores of the two tests were averaged together to arrive 

at the composite grade score. Of the fifty-two children involved in 

the study, twenty-one fell below grade level and were classified as 

below average. The remaining thirty-one children were classified as 

average or above in reading achievement. 

A Chi-square statistical test of significance (Guilford,1973* 

Ch. il) was used to determine if there was any association between 

those students who scored below average in reading achievement and 

those students who scored average or above and the parents' response 

to the eighteen questions concerning the reading related activities 

carried on in the home. There was no statistical significant differ¬ 

ence in the responses to the individual questions by the parents of 

those children who scored below average in reading achievement, when 

compared to the responses of the parents whose children scored at or 

above grade level in reading achievement. This indicated that those 

children who scored average or above in reading achievement at the 
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end of the first grade were not exposed to any significant different 

types or amounts of pre-reading experiences in the home than those 

children who scored helow average in reading achievement* 

Table I presents the Chi-square'index and probability level 

for each of the questions. 

TABLE I 

CHI-SQUARE ANALYSIS OF RESPONSES TO QUESTIONNAIRES 

QUESTION NO. Df CHI-SQUARE P-VALUE 

1 3 1.65952 .6504 

3 3 6.72635 .0797 

4 3 1.72186 ,6364 

6 1 .122261 .7270 

7 1 .39155^2-01 .8375 

8 3 1.32063 .7283 

10 5 9.67157 .0842 

11 2 1.76777 .4160 

12 1 .275930E-02 .9570 

13 3 2.16201 .5427 

14 1 .39155^2-01 .8375 

15 1 .101138E-01 .9166 

16 1 >75312 .4978 

17 3 5.52572 .1355 
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PREDICTIVE VALUE OF THE INDEPENDENT VARIABLES 

Correlations Among; the Dependent 

and Independent Variables 

An analysis of the correlations among the sub-tests of the 

Stanford Achievement Test and the independent variables indicated a 

range from ,003 to ,428, A standard t-test of significance showed a 

critical value of .273 necessary for significance at the ,05 level of 

confidence. Table II presents the independent variables which signif¬ 

icantly correlated with each of the sub-tests on the Stanford Achieve¬ 

ment Test and their respective correlation coefficients and variances. 

TABLE II 

SIGNIFICANT CORRELATIONS BETWEEN THE INDEPENDENT VARIABLES AND 

EACH OF THE SUB-TESTS OF THE STANFORD ACHIEVEMENT TEST 

SUB-TEST INDEPENDENT VARIABLE r * r^ 

Word Meaning Discussion of pictures .30 .09 
Alphabet .30 .09 
Spell words -.32 .10 

Paragraph Meaning Alphabet .43 .18 

Identify words .30 .09 
Spell Words -.33 .10 

Vocabulary Toys and games -.28 ,08 

Word study skills Alphabet .30 .09 
Identify words .30 .09 

•^Significant at the ,05 level of confidence 
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Due to the method of coding the responses to the question¬ 

naires, it appears as though there is a negative or inverse rela¬ 

tionship hetween some of the dependent and independent variables. 

For example, the correlation between Word meaning and Ability to 

spell words is -.32. Upon examination of the coding method it can 

be seen that the responses for question sixteen, "Was your child able 

to sound out and spell words other than his name?" were coded one 

for "yes" and two for "no". A negative correlation indicated that 

the lower number scored higher or in this case, those who responded 

"yes" scored higher in Word meaning, 'However, this does not hold 

true for the relationship between Vocabulary and Toys and Games. 

The responses to Toys and Games were coded one for mention of no 

toys or games, two for mention of one to five, and three for mention 

of more than five. The correlation coefficient between Vocabulary 

and Toys and Games indicates that there is an inverse relationship 

between these two variables or that the fewer toys and games the 

child had, the higher he scored in Vocabulary. 

There were no significant correlations between any of the 

independent variables and the Spelling sub-test on the Stanford 

Achievement Test at the ,05 level of confidence. Correlations with 

this sub-test ranged from ,008 to .24?. The independent variables 

"Alphabet" and "Spell Words" most closely approached significance 

at the .05 level with coefficients of ,25 and .22 respectively. 
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An analysis of the correlations between the sub-tests and 

composite scores of the Gates-MacGintie Reading Test showed a range 

from *006 to .262, There were no significant correlations between 

the independent variables and the scores received on the Gates-Mac¬ 

Gintie Reading Test at the .05 level of significance. 

Appendix C presents all the coefficients of correlation 

between the dependent and independent variables, 

REGRESSION ANALYSIS 
* 

Word Meaning 

The first sub-test of the Stanford Achievement Test is "Word. 

Meaning," This sub-test measures the ability of the child to analyze 

a word without the aid of context. The child is required to look at 

a picture and select the one word from four that best describes the 

picture. This requires the child to respond to more than a single 

sound element. 

Table III on page 33 presents the source of variation for 

the dependent variable "Word Meaning" indicating the order in which 

the variables were entered into the equation and the amounts by 

which the residual sums of the squares were reduced. Also presented 

is the percentage of variability accounted for by the prediction 

model. 

The prediction model including all the independent variables 
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accounts for thirty-five percent of the total variability in "Word 

Meaning." However, only one variable, "ability to spell words other 

than his name," significantly reduced the residual sum of the squares. 

The F value of 5»7725 exceeded the critical value F (1,49,.95) ~ 4,04. 

The other fifteen variables did not significantly reduce the residual 

sum of the squares. Accordingly, the most efficient prediction model 

for the dependent variable "Word Meaning" was Y* = 95»54422 *f 

-15.33734X1. 

Paragraph Meaning 

The second sub-test of the Stanford Achievement Test is 

"Paragraph Meaning." This test consists of a series of paragraphs, 

graduated in difficulty, from which one or more words have been 

omitted. This test provides a measure of the child's ability to 

comprehend connected discussion from single sentences to paragraphs 

of six sentences. The child is also required to display his level of 

comprehension varying from extremely simple recognition to the 

making of inferences from several related sentences. 

Table IV on page 35 presents the combination of independent 

variables that form the most efficient prediction model for the 

variable "Paragraph Meaning," Of the sixteen predictor variables, 

accounting for forty-four percent of the variability, only two, 

"knowledge of the letters of the alphabet," and "ability to write his 
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name" with respective F values of 11,2352 and 5*9898 exceeded the 

critical value F (1,49,,95) » 4,04 thereby forming the most eff¬ 

icient prediction model. The regression equation for this model is 

Y* =-71,65041 + 10.31544X! +73.50981X2 . 

Vocabulary 

The third sub-test of the Stanford Achievement Test is 

"vocabulary," This test is made up of a series of multiple choice 

items in which the child is required to select one word from three 

which correctly answers a question or statement read by the teacher. 

This test is designed to measure knowledge of synonyms, simple def¬ 

initions, associations, and higher level comprehension of concepts 

represented by words. 

The vocabulary words for this test were based on consider¬ 

ation of the frequency of usage and measure the child’s vocabulary 

independent of his reading skill. 

Table V on page 37 presents the combination of variables 

that forms the most efficient prediction model for the dependent 

variable "Vocabulary," Forty percent of the total variability can 

be accounted for by the combination of all of the independent var¬ 

iables, Only two variables, "The number of toys and games that a 

child owns" and s;"the amount that the child was read to at home" 

with respective F values of 4,362? and 4,8921 significantly 

reduced the residual sum of the squares. The F value of these two 
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variables exceeded the critical value F (1,49,#95) ~ 4*04, The re¬ 

maining fourteen variables did not significantly reduce the residual 

sum of the squares. Accordingly, the most efficient prediction model 

for the dependent variable "Vocabulary" is represented by the 

equation Y1 = 62,14050 + 9.63204Xj[ +-11.37030X2, 

Word Study Skills 

The fifth sub-test of the Stanford Achievement Test is "Word 

Study Skills," This test is designed to measure the child's ability 

in auditory perception of beginning sounds, auditory perception of 

ending sounds, phonics, and rhyming words. 

Table VI on page 39 presents the source of variation for the 

dependent variable "Word Study Skills," The full prediction model 

including all of the independent variables accounts for thirty-three 

percent of the variability in "Word Study Skills," Of the sixteen 

independent variables, only "the ability to identify certain words" 

significantly reduces the residual sum of the squares. The F value 

of 5«058? exceeds the critical value F (1,49,.95) 85 4.04, The re¬ 

maining fifteen variables do not significantly reduce the residual 

sum of the squares. The regression equation for the most efficient 

prediction model for "Word Study Skills" is Y* = 60,18352 + 

6.21450X1. 
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Spelling 

The fourth sub-test of the Stanford Achievement Test is 

"Spelling*" This test is designed to measure the child's ability to 

spell words which the authors of the test felt that the child had a 

need to spell. These words were chosen because of their frequency of 

use in written forms by children at the first grade level. 

Although the full prediction model including all sixteen 

independent variables accounted for twenty-three percent of the total 

variability in "spelling" there was no single independent variable or 

combination of variables that significantly reduced the residual sum 

of the squares. 

The Gates-MacGintie Reading Test 

The Gates-MacGintie Reading Test is comprised of two sub¬ 

sections, vocabulary and comprehension. 

The vocabulary test measures the child's ability to recognize 

or analyze isolated words. The child is required to circle the one 

word out of four that best describes a picture. 

The comprehension test is designed to measure the child's 

ability to read and understand whole sentences and paragraphs. To be 

successful, the child must grasp the total thought clearly rather than 

merely be able to identify or recognize words. The test consists of 

passages accompanied by a panel of four pictures. The child must mark 
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the picture that best illustrates the meaning of the passage. 

Analysis of the variance explained by the full model in¬ 

cluding all of the sixteen variables indicated that thirty-five 

percent of the variability for "vocabulary'’ and thirty-two percent of 

the variability for "comprehension" could be accounted for. However, 

there was no combination of variables that significantly reduced the 

residual sum of the squares for either of the sub-tests on the Gates- 

MacGintie Heading Test, 

Appendixes D,E,F,G,HtI,J, and K present the full model 

step-wise regression for each of the sub-tests of the Stanford 

Achievement Test and the Gates-MacGintie Reading Test, Because two 

of the responses from the questionnaire were omitted from the regres¬ 

sion analysis, the variable number does not correspond with the 

question number on the questionnaire. Reference to the corresponding 

question number is made on the step-wise regression tables. 



Chapter 5 

SUMMARY AND RECOMMENDATIONS 

The concept of what constitutes readiness for reading has 

been a source of controversy among educators and reading specialists 

for many years. Early educators believed that readiness for reading 

was dependent upon the chronological age of the child; that a child 

should reach the age of six and one-half years before reading in¬ 

struction should begin. 

Later interpretations of readiness for reading came to in- , 

elude a number of skills that a child must develop before he could 

learn to read. Skills such as knowledge of the letters of the alph¬ 

abet, auditory discrimination, visual discrimination, ability to 

sound out simple words, and the acquisition of a basic sight vocab¬ 

ulary were considered necessary if the child was to make acceptable 

progress in reading ability. 

As educators and reading specialists came to more agreement 

as to the skills that a child must possess to benefit from reading 

instruction, a controversy arose over the question as to when was the 

best time in the child's development to begin providing for practice 

in these skills. Also debated was whether or not these skills should 

be formally "taught" or naturally "developed" and by whom. 

Studies concerning the role of the home environment in the 

development of certain reading skills grew out of a desire to 
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identify the reasons that some children were entering school in the 

first grade with the ability to read. Two of the best known studies 

conducted to determine why some children were able to read before 

they entered school were conducted by Dolores Durkin (1963) and 

Wilma Miller (1969). Both of these studies were concerned with try¬ 

ing to identify the types of home experiences of children who were 

able to read before entering first grade. «Each of these researchers 

reported that children who could read before entering first grade 

knew the letters of the alphabet, were read to at home by the parents, 

owned books of their own, and in general had a positive attitude 

toward books and reading. 

Because the studies of Durkin and Miller were concerned 

only with those children who could read before entering first grade, 

this study was set up to determine if there was any difference in 

the home activities of those children who could not read upon enter¬ 

ing first grade, 

A questionnaire concerning the types of activities of a 

reading related nature that might have been carried on in the home 

was sent to the parents of every first grade child in Belgrade, 

Montana, Two reading tests, The Stanford Achievement Test and the 

Gates-MacGintie Reading Test, were used to determine which students 

had reached a first grade level in reading achievement at the.end of 

the first grade and which children had not. 
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A Chi-Square statistical test of significance was used to 

determine if a difference in the mode of response to the question¬ 

naires existed. At the ,05 level of confidence, there was no 

significant difference in the responses hy those parents whose child- 
i 

ren attained an average or above level in reading achievement as 

compared to the responses of those parents whose children scored be¬ 

low average in reading achievement. Children who scored below 

average in reading achievement were exposed to the same types of 

pre-reading activities in the home as children who scored average or 

above in reading achievement. 

This study was also conducted to determine what relationship 

existed between the home activities and achievement in reading, A 

step-wise multiple regression technique was used to determine this 

relationship. Each of the home activities was compared to each of 

the sub-tests of the Stanford Achievement Test and the Gates-MacGintie 

Reading Test, There was no combination of variables which formed a 

significant prediction model for either of the sub-tests on the 

Gates-HacGintie Reading Test, although the independent variables did 

account for thirty-five percent of the variability of vocabulary and 

thirty-two percent of the variability of comprehension. 

Significant prediction models were formed for the following 

sub-tests of the Stanford Achievement Test: l) Word Meaning, 

2) Paragraph Meaning, 3) Vocabulary, and 4) Word Study Skills, No 
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significant model was established for the sub-test Spelling, 

Summary of Responses to the Questions 

As indicated by the responses to each of the questions on 

the questionnaire, the following generalizations were made concerning 

the first grade children (1973-74 school year) in the Belgrade School 

System, Belgrade, Montana, 

1, Most children were read to at home at least twice a week, 

2, While reading to their children, most parents nearly always 

discussed the pictures and illustrations, 

3, Most parents began reading to their children when they (child¬ 

ren) were about two and one-half years of age, 

4, Most children pretended to read to themselves or to some¬ 

one else, 

5, Most children owned between fifteen and twenty-five books of 

their own, 

6, Most children knew between fifteen and twenty-two letters of 

the alphabet, both lower and upper case, 

7, Most children were able to associate the letter sound with 

the leLtter symbol, 

8, Most children were able to identify more than ten words from 

road signs, television, or other sources, 

9, Most children were able to write thier names. 
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10. Most children tried to copy words from hooks and other 

materials and were able to sound out and spell words other than 

their names. 

11. Most children had kindergarten experience only. 

12. Most children owned more than five educational toys and 

games including picture puzzles and coloring hooks. 

Recommendations 

Although the models discussed in Chapter 4 for each of 

the dependent variables were based on significance, it must be 

pointed out that these are not necessarily the only models to 

consider. The decision must be made as to what increase in the 

variability (R^) is desired. In a case where the inclusion of one 

or more independent variables into a program would require the 

expenditure of a lot of time and money, it would be necessary to 

ensure that a large increase in the variability would result in 

order to make the effort worthwhile. However, in a case where money 

or time is not involved, the tolerance level can be lower. 

In regard to the question of whether or not to include 

any of the independent variables of this study in a pre-reading 

program, although some of the variables do not significantly in¬ 

crease the variability, the expense or time element seems negligible. 

No harm will be done by including any of the variables in a pre- 

reading program. 
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The results of this study have led to the following 

conclusions and recommendations* 

1* Children who do not attain a first grade reading level at 

the end of first grade are exposed to the same types of experiences 

in the home as children who do attain a first grade level in 

reading achievement at the end of first grade. 

2. The inclusion of all of the independent variables in a 

reading readiness program is desirable as it does not involve an 

increase in expenditures. 

3. It is recommended that this study be replicated in other 

communities to determine if the findings of this study can be 

applied to other areas, 

4. It is recommended that similar studies be conducted using 

different variables to determine what other factors account for 

variability in certain reading skills. In none of the reading 

skills measured by the Gates-MacGintie Reading Test and the Stan¬ 

ford Achievement Test was more than forty-four percent of the 

variability accounted for. The implications are that other factors, 

hot here investigated, account for the remaining variability. As 

was mentioned in the Delimitations section (pages 6 and ?), the 

variables of teacher effectiveness, intelligence, and socio-economic 

status of parents were not considered for this study. Other vari¬ 

ables to be considered might be the effects of television, especially 
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Sesame Street, Electric Company and Misterogers Neighborhood, 

Whether or not the child takes regular trips to the library, or 

family trips, might also be considered, 

5# It is reconimended that this study, or a similar study, 

be conducted in a school system where a different reading program 

is used. 

The reading program used in the Belgrade School System was 

the Sullivan Programmed Reading Series, As indicated by the mean 

percentile rank of the first grade students in Belgrade, neither 

the Stanford Achievement Test nor the Gates-HacGintie Reading Test 

seemed to measure progress in the Sullivan Reading Program, Prob¬ 

ably too tight a phoneme-grapheme relationship, with few irregular 

words could account, in part, for this. The mean percentile ranks 

for the Stanford Achievement Test are: Word Meaning, 73*42; Para¬ 

graph Meaning, 53*^6; Vocabulary, 64,04; Spelling, 66,06; and 

Word Study Skills, 75*48, For the Gates-MacGintie Reading Test, 

the mean percentile ranks are: Vocabulary, 58*5^» Comprehension, 

50*34; and Composite, 53*86, 
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APPENDIX A 

LETTER TO PARENTS 

May 24, 1974 

Dear Parents: 

In cooperation with the Belgrade Public School System and Montana 
State University, a study is being conducted to determine to what 
extent certain home activities of pre-school children influence 
success in reading achievement at the first grade level. It is 
hoped that the results of this study can be used to improve the 
beginning reading program in first grade allowing a higher percent¬ 
age of children to become successful readers. 

As part of this study, we need information about the types of 
activities your child was exposed to before he entered school. 
Specifically, we would greatly appreciate your taking a few 
moments to complete the enclosed questionnaire and return it to 
the school by Thursday, May 30. The information that we receive 
from you is the most important part of this study. Without it, it 
would not be possible to complete this investigation. 

There will be no names of children used in this study and the re-., 
sponses to the individual questionnaires will be known only to 
the investigator. Upon completion of this study, all question¬ 
naires will be destroyed. 

Your assistance and prompt attention is greatly needed and tre¬ 
mendously appreciated. Thank you. 

Sincerely, 

Robert E, Miller 
Graduate Assistant 
Montana State University 

Dr, Willis Vandiver 
Professor of Elem. Ed, 
Montana State University 

Ralph V, Kroon 
Superintendent 
Belgrade Public Schools 
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APPENDIX B 

' PARENTS* QUESTIONNAIRE 

DIRECTIONS: Please respond to all questions by circling the letter of 
the response of your choice. If you are not sure about 
the response to any particular question, choose that 
response which you honestly feel is most descriptive of 
your child, 

1, How often was your child read to at home as a pre-schooler? 

a. ) Never 
b, ) At least once a week 
c, ) At least twice a week 
d. ) Every day 

2, What types of material were read to your child for the most 
part? (Please respond to both parts of this question,) 

a, ) Children’s books of your choosing 
b. ) Children*s books of his choosing 
******** 

a, ) Nursery rhymes 
b, ) Children’s magazines 

3, While reading to your child, how often did you discuss the 
pictures and illustrations? 

a, 
b, 
c, 
d, 

, What was the approximate age of your child when you started 
reading to him? 

a, ) 1-2 years 

b, ) 2 - 3 years 
c, j 3 years 
d, ) 4 - 5 years 

) Never 
) Almost never 
) Sometimes 
) Always 

4 
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5* Which member of your family read most often to your child? 

6, Did your child ever sit down and pretend to read either to 
himself or to someone else? 

7, Does your child own books of his own which he likes to look 
at and have read to him? 

8. If the answer to question 7 was yes, about how many books does 
your child own? 

a. ) 1-10 
b. ) 11 - 20 
c. ) 21 - 30 
d. ) More than 30 

9. For the most part were these books 

a. ) bought by you individually? 
b. ) bought through a monthly book club? 
c. ; given as gifts for Christmas or birthday,etc.? 

10. Upon entering first grade, about how many letters of the 
^alphabet was your child able to recognize? 

a. ) 1-6 
b. ) 7 - 12 
c. ) 13 - 18 
d. ) 19 - 24 
e. ) All of the letters 
f. ) None of the letters 

a. 
b. 

Yes 
No 

a. 
b. 

Yes 
No 
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11, Prior to entering first grade, was your child able to 
recognize and name 

a, ) small letters only? 
b, ; capital letters only? 
c, ) small and capital letters? 

12, Was your child able to associate the letter sound with the 
letter names of those letters that he knew? 

a, ) Yes 
b. ) No 

13, Prior to entering first grade, was your child able to identify 
certain words, for example: words on road signs or cereal boxes, 
or words that appeared frequently on television? 

a. ) None 
b. ) 1-10 
c. ) 11 - 20 
d. ) More than 20 

l*f. Was your child able to write his name before he entered first 
grade? 

a, ) Yes 
b. ) No 

15, Did your child ever try to copy words from books or other 
materials? 

a, ) Yes 
b, ) No 

16, Was your child able to sound out and spell or write words 
other than his name? 

a, ) Yes 
b. ) No 
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17* What pre-school experience did your child have? 

a. ) None 
b. ) Nursery school only 
c. ) Kindergarten only 
d#) Nursery school and kindergarten 

18. Could you list any educational games or toys which your child 
owns and enjoys playing with. (Educational games and toys in¬ 
clude picture puzzles, Fisher-Price toys, Playskool toys, 
Creative Palythings, or other similar toys,) 
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APPENDIX D 

STEP-WISR REGRESSION - WORD MEANING 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 F VALUE 

15 16 •3217 .1035 .1035 5.7725 * 

4 3 .3950 .1560 .0525 ' 3.0471 

13 14 .4415 .1949 .0389 2.3220 

9 10 .5026 .2526 .0577 3.6261 

6 6 .5238 .2744 .0218 1.3804 

3 2 .5380 .2894 .0150 .9528 

12 13 .5507 .3033 .0139 .8782 

5 4 .5625 • .3164 .0130 .8195 

10 11 .5677 .3300 .0060 .4371 

8 8 .5773 .3223 .0077 .4731 

16 17 .5795 .3359 .0026 .1512 

7 7 .5815 .3381 • 0022 .1271 

14 15 .5834 .3403 .0023 .1264 

2 1 .5841 .3411 .0008 .0435 

17 18 .5841 .3411 .0000 .0000 

* SIGNIFICANT AT THE ,05 LEVEL OF CONFIDENCE 
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APPENDIX E 

STEP-WISE REGRESSION - PARAGRAPH MEANING 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

P MULTIPLE r2 
INCRESE 

IN R2 F RATIO 

9 10 .4283 .1835 .1835 11.2352 * 

13 14 .5219 .2724 .0889 5.9898 * 

15 16 .5690 .3238 .0514 3.6471 

2 1 .5938 .3526 .0288 2.0893 - 

11 12 .6119 .3744 .0219 1.6077 

7 7 .6203 .384? .0103 .7540 

8 8 .6332 .4010 .0162 1.1922 

10 11 .6403 .4100 .0091 .6605 

12 13 .6455 .4167 ,0066 .4775 

3 o .6518 .4249 .0082 .5842 

6 6 .6558 .4301 .00537 .3693 

16 17 .6592 .4346 .0045 .3070 

4 3 .6617 .4378 .0032 .2167 

5 4 .6644 .4415 .0037 .2435 

14 15 .666? .4445 .0030 .1943 

17 18 ,6668 .4447 ,0002 .0134 

* SIGNIFICANT AT THE .05 LEVEL OF CONFIDENCE 
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APPENDIX F 

STEP-WISE REGRESSION - VOCABULARY 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 F VALUE 

17 18 .2833 .0803 .0803 4.3627 * 

2 1 .4047 .1637 .0835 4.8921 * 

12 13 M92 .2018 .0381 2.2890 

13 14 .4839 .2341 .0323 1.9841 

8 8 .5151 .2652 • 0312 1.9503 

11 12 .5393 .2908 .0256 1.6214 

10 11 .5712 .3262 .0354 2.3119 

7 7 .5974 .3569 .0307 2.0509 

4 3 .6061 .3674 .0105 .6970 

6 6 .6120 .3745 .0071 .4641 

16 17 .6191 .3832 .0088 .5679 

3 2 .6234 .3886 .0053 .3392 

15 16 .6264 .3924 .0038 .2392 

5 4 .6275 .3937 .0013 .0794 

14 15 .6281 .3945 .0008 .0494 

9 10 .6288 .3954 .0009 .0523 

* SIGNIFICANT AT THE ,05 LEVEL OF CONFIDENCE 
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APPENDIX G 

STEP-WISE REGRESSION - SPELLING 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 P RATIO 

9 10 .2473 .0612 .0612 3.2578 

13 14 .3254 .1059 .0447 2.4505 

15 16 .3633 .1320 .0261 1,4448 

2 ' 1 .3975 .1580 .0260 1.4528 

16 17 .4132 .1707 .0127 .7050 

7 7 .4235 .1794 .0086 .4737 

6 6 .4337 .1881 .0087 .4704 

17 18 .4432 .1964 .0084 .4484 

8 8 .4504 .2030 .0065 .3440 

5 :4 .4557 .2077 .004? .2424 

11 12 .4629 .2143 .0066 .3374 

12 . 13 .4678 .2188 ,0046 .2276 

10 11 .4731 .2238 .0050 ,2442 

3 2 .4780 .2284 .0046 .2212 

4 :3 .4822 .2326 .0041 .1932 

14 15 .4834 .2337 .0011 .0508 
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APPENDIX H 

STEP-WISE REGRESSION - WORD STUDY SKILLS 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 F RATIO 

12 13 .3031 .0919 .0919 5.0587 * 

8 8 .3632 .1319 .0400 2.2583 

13 14 .4110 .1689 .0371 2.1(f01 

9 10 .4649 .2161 .0472 2.8290 

11 12 .5238 .2744 .0583 3.6954 

15 16 .5417 .2934 .0109 1.2084 

6 6 .5478 .3001 .0067 .4224 

2 1 .5605 .3141 .0141 .8790 

17 18 .5716 .3267 .0126 .7859 

4 3 .5774 .3334 .0066 .4079 

5 4 .5816 .3383 .0049 .2985 

16 17 .5821 .3389 .0006 .0339 

10 11 .5825 .3393 .0004 .0254 

3 2 .5826 .3394 .0001 .0039 

14 15 .5826 .3394 .0000 .0008 

7 \ 7 .5826 .3394 .0000 .0000 

*" * SIGNIFICANT AT THE .05 LEVEL OF CONFIDENCE 
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APPENDIX I 

STEP-WISE REGRESSION - VOCABULARY (GATES) 

VARIABLE QUESTION MULTIPLE INCREASE 
ENTERED NUMBER R R2 IN R2 F RATIO 

15 16 .2429 

7 7 .3171 

13 14 .3735 

6 6 .4248 

2 1 .4729 

4 3 .4947 

16 17 .5125 

5 4 .5262 

17 18 .5524 

9 10 .5686 

11 12 .5790 

3 2 .5871 

12 13 .5921 

14' 15 .5956 

10 11 .5961 

8 8 .5961 

.0590 .0590 3.1342 

.1005 .0416 2.2642 

.1395 .0389 2.1716 

.1804 .0409 2.3480 

.2236 .0432 2.5590 

.244? .0211 1.2558 

.2626 .0179 1.0697 

.2769 .0143 .8485 

.3052 ,0282 1.7064 

.3233 ,0182 1.1003 

.3353 .0120 .7232 

.3447 .0094 ..5593 

.3506 .0059 .3470 

.35^7 .0041 .2343 

.3554 .0006 .0359 

.3554 .0000 .0001 
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APPENDIX J 

STEP-WISE REGRESSION - COMPREHENSION (GATES) 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 F RATIO 

9 10 .2624 .0689 .0689 3.6984 

13. 14 .3912 .1531 .0842 4.8706 

4 3 ,4566 .2085 .0554 3.3590 

5 4 .4811 .2315 .0230 1.4094 

15 16 .5074 .2575 .0260 1.6097 

2 1 .5314 .2823 .0249 1.5588 

17 18 .5439 .2958 .0135 .8426 

7 7 .5511 .3037 .0078 .4838 

11 12 .5579 .3U3 .0076 ,4646 

3 2 .5619 .3157 .0045 .2676 

8 8 ,5654 .3196 .0039 .2289 

12 13 .5671 .3216 .0019 1.1107 

10 11 ,5^86 .3233 .0017 .0959 

14 15 .5691 .3238 .0006 .0307 

16 17 .5694 .3242 .0003 .0182 

6 6 .5694 .3242 .0000 .0006 
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APPENDIX K 

STEP-WISE REGRESSION - COMPOSITE (GATES) 

VARIABLE 
ENTERED 

QUESTION 
NUMBER 

MULTIPLE 
R R2 

INCREASE 
IN R2 F RATIO 

12 13 .2477 .0613 .0613 3.2674 

13 14 .3240 .1050 .0436 . 2.3891 

4 3 .3819 .1458 .0409 2.2968 

9 . 10 .4203 .1767 .0308 1.7586 

11 12 .4427 .I960 .0193 1.1054 

7 7 .464? .2160 .0200 1.1471 

15 16 .5011 .2511 .0352 2.0668 

3 2 .5102 .2603 .0091 .5302 

6 6 .5207 .2712 .0109 .6286 

5 4 .5320 .2830 .0119 .6780 

17 18 .5383 .2897 .006? .3774 

16 17 ‘ .5485 .3008 .0111 .6182 

2 1 .5515 .3041 .0033 .1796 

10 11 .5521 .3048 .0007 .0368 

8 8 .5526 • .3053 .0005 .0274 

14 15 .5526 .3053 .0000 ,;oooo 
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