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Abstract

The Relationships Between Home Support For Language And Emergent Literacy In
Low-Income Families, Mother’'s Education And Immigrant Status, And Children’s
Language And Emergent Literacy Development At Kindergarten Entry.

Doyna llimer-Craciun, Ph.D.
Shavaun Wall, Ph.D., Director

Language and emergent literacy skills are important to children’s devefdpf
school readiness skills (Tabors, Roach, and Snow, 2001), and influence children’s ability
to learn to read. The latter is key in our literate society, and criticatfmol success
(Whitehurst, & Lonigan, 2002). Poverty reduces children's environmental opportunities
that promote language and emergent literacy skills.

The present study is primarily a correlational study, and used quantitative
methods to examine the relationships between home support for language and emergent
literacy (HSLEL) in low-income families, mother’s education and birttusté.e., US
born or Immigrant) and children’s language and emergent literacy development
kindergarten entry. The sample for this study consisted of 76 mothers and 76 children.

As a group the children in this sample, especially children of Immigrant rspthe
performed below national levels in all measures. Results also indicateydmavithin
this low-income sample, maternal educational attainment was positivetyated with
children’s language and early literacy skills. In addition, materndl bigtus was the
strongest predictor of children’s receptive vocabulary. Lastly, six $petHLEL items

from the scale were statistically significantly correlatedhwlhild outcomes.



The main conclusions of this study are that more study is needed to deepen our
understanding of (1) the interplay between maternal characte(isi¢csnother’s
education and birth status), and their children’s language and emergeay ldetks; and
(2) the interplay between maternal characteristics, home supportdoalzs and
emergent literacy development, and children’s language and emergeny Igkitks.
Finally, findings from this study underscore the need to consider the use odtaler
measures to accurately evaluate the skills that children with this saropéeacteristics
possess prior entry to kindergarten.

The main contribution of this study is the identification of factors that help

explain the variability of children’s kindergarten entry skills within a lovome sample.
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CHAPTER 1 - INTRODUCTION

Introduction to the Problem

In 1990 the National Education Goals Panel (NEGP) was created; its premier
goal: “By year 2000 all children in America will start school ready to Iéarn
Unfortunately, this goal has been harder to achieve than envisioned. Not all chi&dren a
ready to learn because some children, overrepresented by those growing up yn govert
not acquire on time the basic skills needed for school entry. School-entry skills are
predictive of later school achievement (Alexander, Entwisle & Dauber, 1993abetc
al., 2007), most significantly early math and reading skills (Duncan et al.). Condgquent
children from low-income backgrounds start kindergarten lacking basic skililsefir
immediate and future success in school (e.g. Lee & Burkam, 2002), placing them at
higher risk of school failure.

Unsuccessful school experiences have dire consequences, including higher risk of
dropping out of high school. Dropping out of school limits educational and employment
opportunities (Laird, Lew, Debell & Chapman, 2006), increases the likelihood of living
in poverty, of receiving welfare (e.g., Laird et al.) and of engagingnmrzal activities
(Freeman, 1996; Lochner & Moretti, 2004).

For many years, research has shown the pervasive effects of poverty on child
development (e.g. Brooks-Gunn & Duncan, 1997), and documented that low-income
children lag behind in many areas, including school readiness. Neverthelesarehere
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remarkable cases where low-income children do acquire the necessarpskills f
kindergarten entry, heightening the possibility of future school success. Unfelytinat
these cases of success are underrepresented in the literature. Theesftone’t have a
deep understanding of why some children from low-income families succeeel wher
others fail.

Research that has addressed variability within low-income populations usually
presents a deficit interpretation of the results. Most studies inform on thevaexgstects
that accounts for the differences. For example, studies report findings inltherfgl
manner: low-income parents rarely read to their children, and do not visit thg libra
frequently (e.g. Wright, Diener & Kay, 2000); minority mothers talk less tio thddren
than do nonminority mothers and are less likely to read to them every day (e.g. Brooks-
Gunn & Markman, 2005). When reporting about the children, the same deficit view is
presented: children lack basic print concepts (e.g. Wright et al.).

There are some exceptions where researchers mention positive actiéos-tha
income mothers take that explained, in part, children’s positive outcomes. Tatach, R
and Snow (2001) observed that within their low-income sample, mothers who scored
high in Home Support for Literatyroactively seek opportunities to secure books for

their children, either by searching for inexpensive books in the grocery stbseasking

! Home support for literacy is a measure of quamtitpooks owned, frequency of reading, and varidty o
reading activities. Sample questions:

- Do you read to your child? Daily? (How often?)

- Does anyone else read to your child? (How often?)

- How many children’s books do you own?

- Do you get books from the library?

- Do you get books from a bookstore?

- Do you read anything else with your child? (Funpigatalogs, children’s magazines, newspapers)
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relatives to give a book as a present for the child. Many families alscieted in the
school book club and made use of the local library. Securing books for the child,
however, did not suffice. In order to help children prepare for kindergarten, book acces
had to be paired with taking time to read and discuss the book and other topics. In this
regard, Tabors et al. found that children who had acquired higher-level skills, had been
exposed to an environment that was characterized by “interesting talk, widlh hee
words, and literacy activities such as frequent and varied book reading witkrtiffe
people” (p.136).

Understanding successful experiences within low-income populations helps
illustrate what works for them within their unique living experiences. This agiproa
enables us to find ways to strengthen and replicate these successful experitgnce
similar families. If so, children from low-income families maytstheir first day of
school better prepared. This enhances their chances of more positive achievement
patterns, reduces the likelihood of school failure, and decreases the probability of
dropping out of school. In sum, children who start kindergarten ready to learn and ready
for school, are more likely to follow positive achievement patterns that leadohtie
completion of their education, enabling them to join a more skilled workforce, propelling
the economy of the country.

According to Dickinson, McCabe, and Essex (2005), language plays a pivotal role
in literacy development and early reading. At the same time, languagéeeaacyliskills
influence children’s later school readiness related abilities (TaborshR&&now,

2001), including children’s ability to learn to read. “Learning to read is a kiegtoine



for children living in a literate society. Reading skills provide a @ifuart of the
foundation for children’s academic success” (Whitehurst, & Lonigan, 2002, p.11). As
reading material increases in difficulty, the role of basic languagetaraty skills
becomes particularly important in enabling the individual to understand text (NICHD
Early Child Care Research Network, 2005; Snow et al., 1998). An individual can learn to
read or write at any point in life, as many worldwide literacy prograansattest. The
point is “that schools provide an age-graded rather than skills-graded currioculdich
early delays are magnified at each additional step as the gap increassnbehat
children bring to the curriculum and what the curriculum demands” (Whitehurst &
Lonigan, 1998, p.865). Thus, it is of paramount importance that all children enter school
with the basic language and literacy skills that will allow them to mesaeling on time.

Early interactions between mother and child can either foster or hinded's chil
development. Early experiences play a pivotal role in brain development, as thelg provi
the foundations for critical skills such as language, reasoning and socg(B&ihh et
al., 2008; Shonkoff & Phillips, 2002; Thompson, 2001), all important for school success.
Farah et al. found that the amount of environmental stimulation experienced when
children were 4 years of age was the largest and most significant fecbomnéng for
variance in language ability when the children were 8 years old. Furthelamgeage
ability at school entry predicts later school achievement, even beyond middle school
(Duncan et al., 2007).

The development of language and literacy skills in the early years takes place

mainly in the home environment of the developing child. An intimate look at the



everyday activities low-income mothers (or someone else in the famggpenn with
their preschool age children, and the language stimulation experienced in the home
setting, can help examine the impact that these set of factors have ademcsiil
language and literacy skills at kindergarten entry. Maternal chastictesuch as
socioeconomic status, birth status (i.e., US Born vs. Immigrant) and eduktationa
attainment impact the aforementioned factors. Therefore, this study domusiee
interplay between maternal characteristics and home support for laranthgmergent
literacy in low-income families to understand children’s language andjemtditeracy
skills at kindergarten entry. Emergent literacy consists of “the skills, ledoe, and
attitudes that are developmental precursors to reading and writing” fWitste
Lonigan, 1998; p.848). Thus, this study focused on the literacy skills that “emerge” in the
home setting before kindergarten entry without formal instruction.

Inequality already exists at the starting gate (e.g., Lee & BurR@02), mainly
as a consequence of “unequal childhoods” (Lareau, 2003). As a group, children growing
up in poverty are more likely to experience less rich and stimulating envirahment
Consequently, their language and emergent literacy skills are insuffiarahefcurrent
demands of formal schooling, augmenting the possibility of poor achievememnhgatte
Therefore, it becomes a priority to understand the relationships between home fsupport
language and emergent literacy, maternal characteristics (e.catiedatattainment and
birth status) and language and emergent literacy skills of their childreriqtiair entry
to kindergarten. Only then is it possible to start conceptualizing ways to reduce the

achievement gap.
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Within a low—income sample, this study examined the relationships between
home support for language and emergent literacy, maternal charexsteaist three
specific language and emergent literacy skills: (1) receptive vagh(2) the
understanding of relational concepts, and (3) ability to recognize and pronoterce let

and words.

Factors Related to School Readiness

Children growing up in deprived environments will more likely lag behind in key
language and emergent literacy school-entry skills. One of the factousndéiog for this
gap is the role played by parents at home. In 1995 the NEGP said parents were their
child’s first teacher, thus putting a strong emphasis on the parental rthle.daccessive
years, school leaders were prompted to take needed action to help parentsr‘get thei
children ready for kindergarten” (NGPE, 1997, p.7). However, not all parents dyetoea
parent to the extent that is needed to prepare their children for kindergarternentry
order to provide a language rich environment, parents need to talk to their children
frequently, expand children’s language, model correct language use, and use a wide
vocabulary. They also need to provide educational toys and books. It is important that
parents read and discuss about the book with their children. Educational resources at
home depend, in part, on the economic and social resources that parents have. Families
living in poverty have to allocate their limited resources to more pressaus néke
securing housing, food and clothing, rather than educational toys and books. In #his sens

it is harder for low-income parents to secure a rich and stimulating envinotima¢



supports language and emergent literacy skills. In addition, low-income parents
educational attainment tends to be low, making it more challenging for them to
effectively prepare their children for kindergarten. For low-income imamigparents,
the challenge is greater.

Fuligni and Yoshikawa (2003) noted that given the important number of
immigrant families in the U.S., and the unique challenges they face as newcomer
imperative for social scientists to understand how this unique group adjusts and becomes
integrated into the American society” (p.107). The author of this dissertation
acknowledges this need and for that reason parental birth status (i.e., US born vs.
Immigrant) is addressed in this study. The following section will describéybthe

significant challenges faced by the children from low-income imamnigiamilies.

Immigrant Population Characteristics

Currently, 12.4% of the U.S. population is immigrant (approximately 35.7 million
people) (Bornstein, Deater-Deckard & Lansford, 2007) but that rate is expected to
guadruple, reaching up to 51% by year 2030 (U.S. Census Bureau, 2004). This trend
presents a challenge for the U.S. educational system, as the number of school-age
immigrant children increases rapidly. Nearly 14 million (or 1 out of 5) children uhder t
age of 18 are immigrants or children of immigrant parents (Lollock, 2001), and are at
heightened risk to experience poverty compared to non-immigrants (Hernandem Dent
& Macartney, 2007). In addition, children of immigrant parents are at increageaf ri

being unprepared for kindergarten entry, and consequently, to experience academic
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failure and to drop out of school (Lansford, Deater-Deckard & Bornstein, 2007; US
Census Bureau, 2005). One of the factors accounting for kindergarten unpreparedness is
low parental educational attainment. Educational attainment is partyclobarivithin the
immigrant population living in poverty. Hispanic immigrant parents, especiallg thos
from Central America, are more likely than any other immigrant group to lacka hig
school diploma (Hernandez et al.; Lollock, 2001). Lastly, current statisticatedhat
46,951,595 (or 17.9%) of people aged 5 years and older speak a language other than
English at home (Lollock, 2001). Academic skills such as reading and writing rely
heavily on language proficiency; thus, school-age children who are not fluent in the
mainstream language of instruction often struggle with these acaderns¢R&iice &
Justice, 2008).

Thus, when discussing home support for language and emergent literacy in low-
income homes, it seems crucial to also address birth status (US born vsiantynig
Nevertheless, research focusing on immigrant families and their childsearce
(Chase-Lansdale, D’Angelo & Palacios, 2007). Most research has focused omantmig
parents’ warmth, responsiveness and intrusiveness toward their children. Research i
needed to understand the interplay between maternal birth status, home support for
language and emergent literacy, and the language and emergent litdia@t ski
kindergarten entry of the children of immigrant mothers. The present study has tha

focus.



Independent Variables
The independent variables of this study are two: Home Support for Language and

Emergent Literacy, and Maternal Characteristics.

Home Support for Language and Emergent Literacy

This study identifies as “home support for language and emergent litehacy” t
combination of home factors that past research indicates as supporting language and
emergent literacy development. Consequently, the independent variable “Home support
for language and emergent literacy” considers the presence of adultathvities, and
presence of language stimulation in the home environment. The presence olfigdlult-c
activities refers to the kinds of activities that the primary caregiveoimeone else in the
family engaged in with the child. The presence of language stimulation is undeistood a
“overt attempts by the parents to encourage language development” (C&ldBvatlley,
2003, p.39). It also includes the presence of toys and books that facilitate child’s

language development.

Maternal Characteristics

Maternal Characteristics is an independent variable with two variableptence
birth status, and educational attainment. For the purpose of this study, birtthatatw®
values: 1) Being US born; or referring to those mothers included in the study weh® wh
born in the United States, and 2) Being Immigrant; or referring to those motHadeohc

in the study who where born abroad, in a country other than the United States. Mothers’
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educational attainment is defined through mothers’ report of having attaifere olif
levels of education: Less than High school, High school, and High school plus further

training.

Dependent Variables
The dependent variables of this study are three direct measures of chiainguage
and emergent literacy skills relevant for school readiness:

a. Children’s receptive vocabulary (The Peabody Picture Vocabulary Fest 3
edition, and Test de Vocabulario en Imagenes Peabody: Adaptacion
Hispanoamericana).

b. Children’s understanding of basic relational concepts (Boehm Test of Basic
Concepts-3 Preschool).

c. Children’s ability to recognize and pronounce letters and words (Letter-Word
Identification test from Woodcock-Johnson Psycho-Educational Batterydglevis
and subtest 22, Identificacion de Letras y Palabras, from Bateria Woodcock-

Mufoz Pruebas de Aprovechamiento Revisada).

Summary

In sum, the present study sought to further the understanding of the relationship
between home support for language and emergent literacy, maternatetisties, and
children’s language and emergent literacy as related to school readirteomes within

a low-income population. The three language and emergent literacy outcem@sg ar
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receptive vocabulary, (2) understanding of basic relational concepts, andi{@tabil
recognize pronounce letters and words.

Given the notable presence of school-age children from immigrant families
U.S. population as well as within the sample of this study, maternal birth widus

considered and analyzed in this dissertation.

Synopsis of the Theoretical Framework

Maxwell and Clifford (2004) argue that school readiness “is about children,
families, early environments, schools, and communities. Children are not innathly re
or not ready for school. Their skills and development are strongly influenced by thei
families and through their interactions with other people and environments befaong com
to school” (p. 42). In this regard, Meisels (1996, 1999) points out that it may be more
productive to view readiness as an ecological rather than an individual chstiacter
This view is also supported by Tudge and colleagues (2003), who suggest that an
ecological perspective helps to simultaneously consider both the individual and the
contextual factors, studied over time. Contextual factors are of paramountangaort
given that being ready for school is also associated with home/school érxpsciad
with the social and cultural meanings that take place in the communities in which the
children grow (e.g. Rimm-Kaufman & Pianta, 2000).

In order to understand how home support for language and emergent literacy and
maternal characteristics impact child outcome, it is important to viewhitlieas part of

an interacting environment that not only impacts his or her development but also is
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influenced by the child. The most immediate and influential factor in childrans e
childhood years is the nuclear family. Within that setting, the mother has hesly us
identified as the most salient and pervasive figure. As a result, mother ahdrehil
commonly engaged in reciprocal interactions that either foster or hinddrilis c
development. The child’s immediate environment and the interactions within and across
it are mediated by culture, socioeconomic status, race/ethnicity and &m tmstory.
For these reasons, the present study’s theoretical framework is based on
Bronfenbrenner’s (1979, 1986) ecological theory of human development.

Bronfenbrenner proposes a model of four embedded and interacting systems that
impact human development, characterized by reciprocity. Reciprocity meatisethat
process of interaction between person and environment is two-directional. As such, the
theory posits that in order to truly understand human development, one must consider all
the systems at the same time. What happens in one system will have an impact on the
others. This point is of particular relevance to this study because it sudgeshet
influence that home support for language and emergent literacy has on children’s
development in the immediate setting will impact more distal settings,asuschool.

The theory will be discussed in more detail in Chapter 2 of this proposal. For
now, it suffices to say that this theory is relevant to the present study in that it
systematically examines the interacting systems in which the chiédogbes.

The ecological model is composed of five concentric embedded structures —
called systems - with its nucleus at the child’s level. The systemBlEme@system,

Mesosystem, Exosystem, Macrosystem and Chronosystem. The preseig study
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interested in thdicrosystenbecause it is there where mother-child interaction occurs,
and where the foundations for language related school-entry skills are found.

Second, according to this model, the effect of mother and child interactions in the
microsystem will be observable when the child transitions to a new setting,ssuch a
school, where the acquired skills will be needed. This is considévied@system
phenomenon.

Lastly, theMacrosystermodel stresses that the events within the ecological
model will differ from individual to individual as a function of his sociocultural
background. Some of the maternal characteristics identified by thisatdyothers’
socioeconomic status (low-income), educational attainment, race/etharat birth
status (Immigrant versus US Born). Under the ecological theory of humalogment,
these characteristics will reflect different belief systems desiyiles, which in turn will
not only impact child development, but will also influence the nature and extent of the
interactions between and across systems.

In sum, Bronfenbrenner’s theory of the ecology of human development fits this
study’s purposes in that it conceptualizes behavior as embedded and expressed in a
specific environmental context (Bronfenbrenner, 1979). The theory also highlights the
fact that the developmental changes that result from mother-child iidesamn the most
proximal setting carry forward to more distal settings. As such, it provitteseetical
framework under which it is possible to understand the relationships between home
support for language and emergent literacy, maternal characteristi¢tearchildren’s

language and emergent literacy related school readiness outcomes.
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Purpose of the Study

Research indicates that when mothers provide a stimulating environment children
are more likely to acquire foundational skills for school readiness, such asgarand
emergent literacy skills. However, there is a dearth of researchrergrthe steps taken
by low-income mothers to provide a home environment that supports language and
emergent literacy development, and the language and emergent literacgfskiéir
children at kindergarten entry. Less is known about the specific factors thahetor
the variability in child outcomes within a low-income sample.

Within low-income families, the present study sought to further the understanding
of the relationships between home support for language and emergent literacgamat
characteristics and children’s language and emergent literacy retatenl seadiness

outcomes.

Research Questions

The research questions for this study ask the following regarding low-@enfaomlies:

1. Is there a relationship between Home Support for Language and Emergetylite
(HSLEL) and children’s language and emergent literacy development atdanide
entry?

- Does HSLEL differ according to mothers’ educational attainment?
- Does HSLEL differ in the homes of Immigrant mothers compared to US born

mothers?
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Do children’s language and emergent literacy skills differ accordingtbars’
educational attainment?
Do children’s language and emergent literacy skills differ for thode lmimigrant

mothers compared to US born mothers?



CHAPTER 2 - LITERATURE REVIEW

Chapter Overview

The purpose of this chapter is to provide a description of the theoretical
framework for this study, as well as to review past research reganéimglationships
between home support for language and emergent literacy in low-incontiegam
maternal characteristics, and children’s language and emergeattylitlevelopment at
kindergarten entry. This section will conclude with a summary of the revieweatlite
and with the hypotheses for this study.

This chapter is organized in the following way:

(1) Study’s theoretical framewarkn this section the theoretical framework for this
study will be explained, specifically Bronfenbrenner’s (1979, 1986) ecological
theory of human development.

(2) The variablesFirst, the independent variables of this study (i.e., home support for
language and emergent literacy, and maternal characteristicbpwilscussed.
Second, the dependent variables of this study will be addressed (i.e. language and
emergent literacy outcomes relevant for school readiness). Lastigture
regarding the relationships between home support for language and emergent
literacy, maternal characteristics and language and emergestyitutcomes
relevant for school readinegsgthin a low-income population will be examined.
Conclusions and needs for research are included in this section.

(3) Hypotheseslin this section the hypotheses of this study will be identified.

(4) Summary of Chapter

16
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Study’s Theoretical Framework

To understand how home support for language and emergent literacy impact child
language and emergent literacy outcomes relevant for school readinesspdriant to
view the child as part of an interacting environment that not only impacts his or her
development but also is influenced by the child. In Urie Bronfenbrenner’s words,
“development is an evolving function of person-environment interaction”
(Bronfenbrenner, 1993, p.10). The most immediate and influential factor in children’s
early childhood years is the nuclear family. Within that setting, the mothé&elkas
usually identified as the most salient and pervasive figure. As a restitemand child
are commonly engaged in reciprocal interactions that either foster or hinidés chi
development. However, the child’'s immediate environment and the interactions withi
and across it are mediated by culture, socioeconomic status, race/etmudigtorical
time. For these reasons, the present study’s theoretical framework i©hased
Bronfenbrenner’s (1979, 1986) ecological theory of human development.

Bronfenbrenner proposes a model of five embedded and interacting systems that
impact human development, characterized by reciprocity. Reciprocity meatisethat
process of interaction between person and environment is two-directional. As such, the
theory posits that in order to truly understand human development, one must consider all
the systems at the same time. What happens in one system will have an impact on the
others. This point is of most relevance to this study because it suggests thatidmeenf
that home support for language and emergent literacy, and maternal chetres @iy

have on child’s development in the immediate setting will impact more ditialyse
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such as school. In order to understand this proposition, it is necessary to reviewcthe basi

concepts in the ecological theory.

Basic concepts

This theory is appropriate for the present study because it systematicaiynes
the interacting systems in which the child develops. The model is composed of five
concentric embedded structures — called systems - with its nucleus atdrslenel

(see Figure 1).

Chronosystem
Macrosystem
Exosystem
Mesosystem

Microsystem

Figure 1 Bronfenbrenner’'s Ecological Theory of Human Development
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The systems are: Microsystem, Mesosystem, Exosystem, Macrosystiem

Chronosystem. Bronfenbrenner (1979, 1986) conceptualized them as follows:

1.

MicrosystemThe most proximal structure to the child is thierosystemit is in

the Microsystem that the most direct interactions with parents, teaahdrpeers
take place.

Mesosysteninvolves relations between microsystems or connections between
contexts.

Exosystemls involved when experiences in another social setting — in which the
individual does not have an active role — influence what the individual
experiences in an immediate context.

Macrosystem The culture in which individuals live.

Chronosystemrhe patterning of environmental events and transitions over the

life course, as well as socio-historical circumstances (Santrock, 2004).

Microsystem

Bronfenbrenner (1979) conceptualized the microsystem as “a pattern ofestiviti

roles, and interpersonal relations experienced by the developing person in a tjingn se

with particular physical and material characteristics” (p.22). In tloeasystem we

encounter the most basic unit of analysis, which in Bronfenbrenner’s wordedaal

“dyad or two-person system” (p. 5; emphasis in original) and it is characterized by

reciprocal interactions. The most broadly researched two-person sgdteamother-

child, and this study has that focus. The concept of reciprocity in mother-child
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interactions underscores the fact that both members of the dyad undergo change
simultaneously.

This study is interested in the microsystem because it is there whédrerrolbild
interaction occurs. Mother-child interactions are embedded in the home support of
language and emergent literacy construct because the construct ad@etbses
everyday activities low-income mothers (or someone else in the famggpenn with
their preschool age children, and (b) the language stimulation experienced in the home

setting (in which the mother plays a crucial role).

Mesosystem

Going from the center out, the system that follows the microsystem is the
mesosystenWhile the microsystem is the most proximal setting containing the subject,
the mesosystem “comprises the interrelations among two or more settingshinthehi
developing person actively participates (such as, for a child, the relations horoag
school, and neighborhood peer group; for an adult, among family, work, and social life)”
(Bronfenbrenner, 1979, p.25). Consequently, the mesosystem is a “system of
microsystems” (p.25).

Under this theory, how competent a given environment (e.g. home) is in
efficiently functioning as a context for development, depends heavily on thecteast
and nature of social interconnections between settings, including joint panticjpati

communication, and the existence of information in each setting about the other”
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(Bronfenbrenner, 1979, p.6). Thus, the mesosystem, as the context in which transition to
kindergarten can be found, pertains directly to this study.

The ecological principle of reciprocity and interconnection estateshth&vents
taking place in one context will have an impact in the following setting when the
individual transitions to it. Furthermore, the theory proposes that developmenttd effe
may not be manifested within the same setting where it occurred but rather
developmental change can only be appreciated and observed at the time ajriremaiti
new setting (Bronfenbrenner, 1979). Hence, theoretically, home support fordarauc
emergent literacy, and maternal characteristics will determinanbs of interactions
that occur between mother and child in the microsystem. The effect of thectide
should be observable when the child transitions to a new setting, such as school, where
the acquired skills will be needed.

The conceptualization of the Mesosystem also underscores another aspect
relevant to kindergarten entry. Bronfenbrenner (1979) suggested that espe@alttanmn
to the process is the discussions about and communication with the future school. The
author of this study acknowledges the importance of inter-setting communicatebns a
the impact that they may have in the pathways to school entry. However, it is begond thi
study’s scope to analyze the extent to which maternal contact with the fthom s

shape the kinds of activities mothers engage in with their children at home.
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Exosystem

More distal to the child is thexosystemrhe child is not directly involved with
this system. However, events in the exosystem “affect, or areeaffeygt what happens
in the setting containing the developing person” (Bronfenbrenner, 1979, p.25).

An example of exosystem that is related to this study is the case of national
policies. Some individuals in this study were drawn from a sample of subjects that
participated in Early Head Start. At the policy level, one of the goals bf Haad Start
(EHS) is to promote parental involvement and child well being. This is achieved, in part,
by providing educational materials and opportunities to the parents to bettesrdesrf
children. Hence, some of the children in the present study may have been indirectly
affected by national EHS policies that encouraged parents to modify themtagdar
behavior in a way that would be developmentally more beneficial for the target child.

Another example of the interaction between proximal systems with the exosyste
is the Family/Work exosystems. Vernon-Feagans, Odom, Pancsofar, and Kainz (2008)
stress the importance of considering parental work context in readiness stuod
authors argue that workplace characteristics, such as employer sugponilies with
children, and regular and predictable work schedules have an impact in schookseadine
The case is presented with the following example: “parents who work unpredantable
variable work schedules that do not match the school hours not only may have less time
to spend with their children at home but may be unlikely to be involved in school because

of work schedules” (pp. 69-70). Thus, not only interactions in the microsystem have an
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impact over children school readiness but also the interactions between theystéros
and the Exosystem.

Also distal to the child is the community and neighborhood in which the child is
growing up. Neuman and Celano (2001) found important differences in access to print
between low-income and middle-income communities. For instance, low-income
neighborhoods have school libraries with fewer and lower-quality books, and are open
fewer days than school libraries of middle-income neighborhoods. The same applies to
public libraries in low-income communities. Furthermore, public libraries irih@mame
neighborhoods have fewer books per child than public libraries in more affluent
neighborhoods and have more limited nighttime hours. In addition, low-income
neighborhoods were found to be less likely to have welcoming spaces that promoted and
supported reading activity in public spaces. Vernon-Feagans, et al (2008) anchNeuma
and Celano (2001) research underscore the importance of considering exted-fami
elements to understand school readiness.

One last example that also illustrates ecological transitions is tcbedtby the
child who transitions to kindergarten. School entry transforms the Exosystem into

Mesosystem (Bronfenbrenner, 1979).

Macrosystem
It could be argued that tiMacrosysteninas the effect of an umbrella under which
the ecological structure exists. This structure “refers to consisgengithe form and

content of lower-order systems (micro-, meso-, and exo-) — that exist, drecasi, at
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the level of the subculture or the culture as a whole, along with any beliefinsyste
ideology underlying such consistencies” (Bronfenbrenner, 1979, p.26).

What this means is that the events within the ecological model will differ from
individual to individual as a function of his or her sociocultural background. Some of the
maternal characteristics identified by this study are mothers’ smeioenic status (low-
income), race/ethnicity, and birth status (Immigrant versus US Born). Uraler t
ecological theory of human development, these characteristics wakttreffferent belief
systems and lifestyles, which in turn will not only impact child development, Hlso

influence the nature and extent of the interactions between and acrosssystem

Chronosystem

Lastly, theChronosystemrmodel "makes possible examining the influence on the
person's development of changes (and continuities) over time in the environments in
which the person is living" (Bronfenbrenner, 1986, p.724). In other words, the concept of
Chronosystem enables the understanding of the cumulative effects of develdpment
processes. That is, it helps elucidate how developmental change thataaottineepast
is manifested or can be observed in the present.

Longitudinal studies are best suited to illustrate the concept of Chronosystem
because they allow the examination of parental behavior overtime. The present study
acknowledges that mother-child interactions may change as the child develogsiisew
matures and transitions from one context to the next. It also acknowledges the semulati

effect that home support for language and emergent literacy, and materaatanisgtics
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may have over the five years prior entry to kindergarten. However, thisianalys
beyond the scope of this study.

In sum, Bronfenbrenner’s theory of the ecology of human development fits this
study’s purposes in that it conceptualizes behavior as embedded and expressed in a
specific environmental context (Bronfenbrenner, 1979). The theory also highlights the
fact that the developmental changes that result from mother-childctmesain the most
proximal setting carry forward to more distal settings. As such, it progidaesoretical
framework under which it is possible to understand the relationships between home
support for language and emergent literacy in low-income families, miaterna
characteristics, and children’s language and emergent literacy deesibam

kindergarten entry.

The Variables

The next section presents the variables being examined in this studyhEirst, t
independent variables of this study (i.e., home support for language and emergent
literacy, and maternal characteristics) will be discussed. Second, threldepeariables
of this study will be addressed (i.e. language and emergent literacy ostegmeant for
school readiness). Lastly, literature reviewing the relationships eetik@ame support for
language and emergent literacy in low-income families, maternalatbassics and
children’s language and emergent literacy development at kindergartgmviinbe

examined. Conclusions and needs for research are included in this section.
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Independent variables: Home Support for Language and Emergent Litaraty,
Maternal Characteristics

Early experiences play a pivotal role in brain development as they provide the

foundations for critical skills such as language, reasoning and social skills ftaala
2008; Shonkoff & Phillips, 2002; Thompson, 2001). Early experiences are
interdependent with the environment in which they occur. Likewise, there is
interdependence between the environment and the developing child. In this regard

Bronfenbrenner (1993) observes that:

“Itis a first axiom of the ecological paradignattdevelopment is an evolving function
of person-environment interaction. It is a secoxidra that, ultimately, this interaction
must take place in the immediate, face-to-facémgpih which the person exists, what |
have referred to as tmicrosysteni (ltalics in original, p.10)

It is under this theoretical framework that the present study examined the
everyday activities low-income mothers (or someone else in the famggped in with
their preschool age children, and the language stimulation experienced in the home
setting. More elegantly, this study asked, “What is the nature of thadgtite
developmental processes occurring at this, most proximal level of the envir@fiment
(Bronfenbrenner, 1993, p.10).

In order to understand the early experiences occurring in the most proximal
setting of child development, it is necessary to refer to the concept of “proximal
processes”. Bronfenbrenner and Morris (2005) define proximal processes under the

following proposition:

“Especially in its early phases, but also througdtiba life course, human development
takes place through processes of progressively owrplex reciprocal interaction
between an active, evolving biopsychological humaganism and the persons, objects,
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and symbols in its immediate environment. To beaiVe, the interaction must occur on
a fairly regular basis over extended periods oétiBuch enduring forms of interaction in
the immediate environment are referred to aptb&imal processéqltalics added,
p.797)

Some of the routine activities parents engage in with their children, like glayin
and engaging in learning situations, constitute an example of “enduring pafterns
proximal processes”. As children develop, the interaction between child and parent
becomes progressively complex, allowing children to increasingly becometSaije
their own development, to be sure only in part” (Bronfenbrenner & Morris, 2005, p.797).

Although the child’s role in his or her own development cannot be overlooked, it
is necessary to underscore the influential role of the parent. Bronfenbradr@raauter
(1983) noted that the exchanges between parent and child in the early years depend in
great part on the parent’s “greater knowledge and ability to structure the oftiuee
child’s experience, even in the parent’s absence”. In this regard, the presertaten
focused on the effects of the “proximal environmental influences” over child
development that emanated from “(...) objects, and persons in the immediate face-to
setting” (Bronfenbrenner, 1988). In particular, this study focused on the extent to whic
mothers made available to their children certain objects and activiiegdeicational
toys, reading materials) that promoted developmental competence in langdage a
emergent literacy related school-entry skills. For the purpose of this gtedgrm
“home support for language and emergent literacy” will be used to refer ¢vehgday
activities low-income mothers (or someone else in the family) engagathitheir

preschool age children, and the language stimulation experienced in the home setting
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Home Support for Language and Emergent Literacy

Under Bronfenbrenner’s bioecological model, there is a clear distinctioedetw
proximal processeand theenvironmentn which they occur, where the “the power of the
process varies systematically as a function of the environmental com&xt’social
class, race/ethnicity) and the characteristics of the developing chddf@brenner,

1999). Consequently, for purposes of this study, home support for language and emergent
literacyconstitute enduring patterns of proximal processes while social class &nd birt
status constitute the environment in which these proximal processes occur. Hencefor

the independent variable “Home Support for Language and Emergent Literacgewill
shortened to HSLEL.

Within the vast array of potential proximal processes that impact children’s
school readiness, this study focused on those proximal processes that ard beheve
more strongly associated with language and emergent literacy gp@tsfically (a)
adult-child activities, and (b) language stimulation.

Language development, precursor for reading and writing, is parhclikaty to
be affected by poverty. Therefore, a common finding in the research litesatas
school-age children from low-income families exhibit reading difficsléiad lower
reading achievement (Snow et al., 1998; Stipek & Ryan, 1997; Whitehurst, 1997). That is
why it becomes critical for parents to read to their children regularly, iefipec the
preschool years. However, in order to promote school readiness, reading needs to be

active. That is, parents need to couple reading with language modeling, and encourage



29

the child to think and to provide information about the story (Payne, Whitehurst, &
Angell, 1994; Whitehurst & Lonigan, 1998).

Accessibility and exposure to reading material is generally actepftacilitate
the emergence of language and literacy skills. Hence, lack of chddveoks in the
home has been considered a “stumbling block” for low-income families. As Railkes et
(2006) explain, accessibility to reading material (i.e. children’s booksyélys
correlated with bookreading frequency. In other words, in order for bookreading to occur
there must be books available to be read. In that regard, Tabors, Roach and Snow (2001)
show that even in the face of limited economic, educational and social resour¢essmot
can take certain actions to make reading material available in their Heonexample,
Tabors et al. observed that within their low-income sample, mothers who scored high in
Home Support for Literaéyproactively seek opportunities to secure books for their
children, either by searching for inexpensive books in the grocery store, diy as
relatives to give a book as a present for the child. In addition, the authors found that man
families participated in the school book club and made use of the local library. Hpweve
obtaining books for the child was not enough. Book availability had to be paired with
taking time to read and to discuss the books and other topics in order to really help

children prepare for kindergarten. In this regard, Tabors et al. found that childoe

% Home support for literacy is a measure of quamtitpooks owned, frequency of reading, and varidty o
reading activities. Sample questions:

- Do you read to your child? Daily? (How often?)

- Does anyone else read to your child? (How often?)

- How many children’s books do you own?

- Do you get books from the library?

- Do you get books from a bookstore?

- Do you read anything else with your child? (Funpigatalogs, children’s magazines, newspapers)



30
had acquired higher-level skills had been exposed to an environment that was
characterized by “interesting talk, with lots of new words, and literacyit@esi such as
frequent and varied book reading with different people” (p.136). In addition, mothers
who used a smaller percentage of immediate talk and more nonimméaliatead
children with the highest scores on the kindergarten measures of languageraoy li
skills.

Tabors et al. (2001) inform us about concrete ways in which mothers can secure
reading material for their children even in cases with limited acoessonomic, social
and educational resources. In line with Tabors et al. findings, the simple adiofrea
books to children does not guarantee by itself better language and emengeyt $kéls
outcomes. Britto, Brooks-Gunn & Griffin, (2006), among others, stress the importance of
the timing in shared book reading as well as the quality of the interaction foebdolg
to be correlated with child’s verbal skills outcomes.

Language development is one of the five readiness dimensions identified by the
National Education Goals Panel (Kagan, Moore, and Bredekamp, 1995). However,
children from different socioeconomic backgrounds experience a different cdurse
language development, with children from more affluent families outperigrahildren
from low-income families in language measures. Because children do notritortiee
world knowing a specific language, their language learning process depehdsevety

day input they receive (Karmiloff & Karmiloff-Smith, 2001). In line with tragic, Hart

® Nonimmediatealk refers to information that is not immediatelgible in the illustrations or the text, it
typically involves longer utterances and more eiplcomplex language than does the labeling omges
guestioning that constitutes much of immediate @ibors, Roach and Snow, 2001; p.39).
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and Risley (1995) found that richer verbal environment in the home was associhted wit
vocabulary skills in early childhood. Consequently, the authors found a widening gap in
vocabulary growth as a function of socioeconomic status across childrentbriest
years of life. By the time children were three years of age, gaps idgeglevelopment
were vast. Children of professional parents had vocabularies that were neadyez@éb
than those of working class children, and twice as large as those of children whose
families were on welfare. These findings constitute what became knatlva &0
million word gap”. Briefly, the 30 million word gap corresponds to the computation
made by Hart and Risley (1995) in which they calculated how many words aneaverag
child heard in the course of his/her first 4 years of life (that is a 5,200-hautirjes 4).
Their calculations indicate that by the age of 4, an average child in a pyo&d$amily
heard almost 45 million words; as opposed to an average child in a welfare family who
experienced 13 million words (working-class family children heard 26 million Words
hence, the 30 million word gap (or 32 million to be exact). Hart and Risley’s (1995,
1999) work illustrate the vast socioeconomic differences of early experi@neaguage
development, as well as the magnitude of intervention efforts if we wanted tzequa
the early experiences with language of low-income children with that ofnttoee
affluent peers.

Poor maternal verbal ability, as well as poor home linguistic environment has

been linked to poor child language performance (Oxford & Spieker, 2006). Hoff (2006)
suggests that a home environment that provides “a great deal of lexicallpdich a

syntactically complex speech” supports the process of vocabulary building. legaisl,
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Hill (2000) identified a series of home characteristics associated with Briguistic
home environment (all measured by HOME inventory): teaching style, chiltifess t
books of his/her own, maternal verbal responding, child gets out of house, mother
provides toys during interview, mother provides age appropriate learning equgrmdent
toys, mother encourages developmental advance, mother talks to child, and mother reads
to child. Furthermore, early experiences have a pervasive effect thas carto later
years. Farah et al (2008) measured environmental stimulation by usimddiaenig
subscales from the HOME-EC Inventory: Learning stimulation (“childtngs which
teach color,” “at least 10 books are visible in the apartment”), languagdadion
(“child has toys that help teach the names of animals,” “mother uses graesthar and
pronunciation,”), academic stimulation (“child is encouraged to learn colots|t‘is
encouraged to learn to read a few words”), modeling (“some delay of food gratificsat
expected,” “parent introduces visitor to child”), and variety of experieiotdd has real
or toy musical instrument,” “child’s art work is displayed some place in hause?§ of
the instruments used to measure language ability was the Peabody Poctaipels(ry
Test. What the authors found was that the amount of environmental stimulation
experienced when children were 4 years of age was the largest and mostsigfattor

accounting for variance in language ability when the children were 8glears

Maternal Characteristics
In their literature review, Wasik and Hendrickson (2004) concluded that family

characteristics such as culture and ethnicity, parental beliefs, andcemmogc status
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can affect children’s literacy and language learning. In addition, the adthord that
literacy practices “vary from one family to another, from one culture tdhanand
within cultures. Despite these differences, literacy practicdsntite family have a

strong and enduring effect on children’s language and literacy skills” (p. 169).

Educational attainment

Educational attainment or educational background is often cited as a natural
marker for school readiness outcomes. In order for parents to be able to proicici@gnr
experiences for their children, parents need to possess themselves the knowdedge a
skills they are trying to transmit, or in their absence, have access tocessthat can
provide these enriching experiences (Bronfenbrenner, 1999). In this sense, educationa
attainment becomes part of the context of proximal processes.

Literature suggests that maternal characteristics, such as educatiananent,
correlate with receptive vocabulary (Pan, Rowe, Spier, & Tamis-Lamonda, 2004), and
verbal skills (e.g. Britto, Brooks-Gunn & Griffin, 2006). Likewise, Chall, Jacolos a
Baldwin (1990) found that mother’s education, among other factors, was the strongest
predictor of vocabulary knowledge. According to the Federal Interagency Forum on
Child and Family Statistics (2008), mothers with higher educational attaimesd more
often to their children than mothers with lower educational attainment. The Forum
reports that 72% of children whose mothers had at least a bachelor’'s degeael doe r
everyday. In comparison, daily reading occurred for only 41% of children whose mothers

had less than a high school diploma. Related to this finding, Farkas and Hibel (2008)
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report that “mother’s and the father’s educational level are strongly pvedi¢ reading
readiness” (p.16).

Hence, educational attainment needs to be addressed when exploring the
relationship between Home Support, maternal characteristics and clsldnegliage

related school readiness outcomes.

Birth Status

One of the family factors that impact language related school readiness is
maternal educational attainment. Educational attainment is particuarhyithin
immigrant populations living in poverty, with Hispanic immigrant parents nikeéy|
than any other immigrant group to lack a high-school diploma (Hernandez, Denton, &
Macartney, 2007; Lollock, 2001).

Research indicates that minority mothers talk less to their children than do
nonminority mothers and are less likely to read to them every day (e.g. Bbooks&
Markman, 2005). Consistently, the Federal Interagency Forum on Child and Family
Statistics (2008) reports that white families read more to their childrarttigan
American and Hispanic families. In addition, Anderson-Yockel and Haynes (1994) found
that the quality of reading differs across ethnic groups. In their study, thersueport
that white mothers produced more questions than black mothers (Anderson-Yockel &
Haynes, 1994). Farkas and Hibel (2008) found that immigrant and non-English speaking
homes, as well as ethnic minority households own fewer books that non-immigrant, non-

minority, English speaking households. In the same line, “the children of nammtsgare
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more likely to be unready in reading, and children from a non-English speaking home
have a very much increased chance of falling into this category” (Rarkésel, 2008,
p.16).

Nowadays, 12.4% of the U.S. population is immigrant (approximately 35.7
million people) (Bornstein, Deater-Deckard & Lansford, 2007). This number is expect
to quadruple, reaching up to 51% by year 2030 (U.S. Census Bureau, 2004). Cultures
have many and varied ways of integrating “talking, listening, writing, readutong,
interacting, believing, valuing, and feeling” (Gee, 2001, p. 35). Furthermore, gngua
and literacy practices vary not only from one cultural group to another (Gideafie
Cocking, 1994) but also within cultural groups (McNaughton, 1996; Neuman, Hagedorn,
Celano, & Daly, 1995). Hence, it becomes of paramount importance to address Imaterna
birth status when exploring the impact that maternal characteristickamayver

children’s language and emergent literacy development at kindergartgn entr

Conclusion and needs for research

Home support for language and emergent literacy (HSLEL), as welltasnaa
characteristics determines the kind of early experiences children areéxpgsior
entry to kindergarten. At the same time, these early experiences haatahal to
either promote or hinder kindergarten preparedness. It is necessary to moldibiesta
extent to which HSLEL in low-income families and/or maternal chariatitss impact
children’s language and emergent literacy skills prior to kindergarten Eniitjrermore,

it is necessary to explore the extent to which it is possible to enhance H$hEtay
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that it can buffer the effects that growing up in poverty have over their afigdre

development and school preparedness.

Dependent Variables

This study focused on three specific language and emergent literacy satrgol-e
skills: (1) receptive vocabulary, (2) the understanding of relational conegpt$3)
ability to recognize and pronounce letters and words. These skills are considered to be
relevant indicators of school readiness. Therefore, it is necessary tesatidreoncept
of school readiness to better understand the role that each of these indiegtors pl
kindergarten preparedness.

In this section, school readiness will be divided into four sub-sections: First, a
brief introduction of the concept school readiness. Second, the various definitions of
school readiness will be discussed. Thirdly, the effect of poverty over schdiolega
will be reviewed. Lastly, literature addressing school readiness anjrant population
will be addressed. This section will end with some conclusions regarding the current

state of school readiness and will identify areas in which research is needed

Introduction

Very broadly, school readiness refers to a group of academic and socsad &kill
year-old must exhibit in order to be considered ready for school. These kiis @re
normative to some extent, as it is expected that all 5 years-olds should leetabie t

some sense of numeracy (e.g., recognize numbers, count to 10, recognize groups of
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objects), some literacy awareness (e.g., identify some letters anshgwords, identify
the beginning of the sound of some words), exhibit certain behavioral skills (etg,, sha
follow instructions, pay attention), fine motor skills (e.g., trace a shape jtbuseissors,
button up and zip up), and gross motor skills (e.g., bounce a ball). It is also expected that
the children will have reached certain developmental milestones (enggebathroom
needs, talk in complete sentences), among others (West, Denton & Germino-Hausken,
2000). In theory, just being a normally developing 5 year-old should open the doors for
kindergarten. In practice, this is not the case. Some children, overrepreseiiteseby t
growing up in poverty, are exposed to deprived environments that hinder their normal
development. As such, “unequal childhoods” (Lareau, 2003) create inequality at the
starting gate (e.g., Lee & Burkam, 2002). Furthermore, high stakextastl strong
accountability demands are changing the nature of kindergarten and kindeegdérye
skills. Consequently, preschool years are becoming increasingly focubed in
acquisition of specific static cognitive skills. Nowadays, kindergartexrerexpected to
have mastered skills at school entry that were formerly expected of &dsrgr This
posits an extra strain for low-income families as parents not always knovoliamsmit
or teach to their children necessary school entry skills. Therefore, loméngarents
are often unable to successfully prepare their children for kindergarten entry.

In sum, children growing up in poverty are at risk for poorer child outcomes (e.g.
Brooks-Gunn & Duncan, 1997). This is explained, in part, because children growing up
in poverty face more risk factors than their more affluent peers. AmongkHaaiers

there is the increased likelihood of having very young, less educated and unemployed
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parents; to be growing up in a single parent family and/or in unsafe neighborhoods,
attend low-resources schools, and more likely to be recipients of publiaassist

(Administration for Children and Families[ACF], 2002).

School Readiness Definitions

In 1989 the National Education Goals Panel established Gaall thildren in
America will start school ready to ledrby year 2000. At the time, no clear
conceptualization for “ready to learn” was given. Nineteen yearsestablishing Goal
1, there is still lack of agreement regarding what constitutes being “redekyrn”.
Defining school readiness is a daunting task, as there is still controversy aroway the
in which the concept should be conceptualized. Kagan, (1992, 1994) among others (e.g.
Lewit, & Baker, 1995), have argued that the statemahthildren in America will start
school ready to learninvolves two different constructs: ready for school and ready to
learn. This is one source of discord. Other researchers disagree (e.g,,ZBf#) as they
argue that both concepts are relational and thus, should be determined together. This
constitutes a second source of discord. Kagan (1990), on the other hand, identifies
conceptual and practical challenges as the main source of discord. Rggardi
conceptualization, Kagan argues that readiness is ill-defined and used tomttlyffaiee
author also suggests that both practitioners and policy makers do not seers tbagte
fundamental issues supposedly related to readiness. The practical repescoktie

latter are worrisome, as national programs are created to prepare daifdren
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kindergarten but there is no consensus on what school readiness is. As such, every

program stresses different skills that are considered to be necessahofarentry.

School readiness vs. readiness to learn

According to Kagan (1990), school readiness has been conceptualized as a more
“finite construct, embracing specific cognitive and linguistic skif[s"273). In this
regard, school readiness is related to specific curricular domains.

Graue (2006) argues that readiness has been conceptualized as both, academic
skills (usually the focus of early childhood intervention programs), but also readise
“a way of being—a social aspect of being a student in the institution ofttbelsc
(p.47). As the author points out, one of the problems with “social readiness” is that it is
often considered to be maturational, that is, not taught, and it is a part of development.

Readiness to learn, on the other hand, has been defined as “level of development
at which an individual has the capacity to undertake the learning of speciéicahat
usually, the age at which the average group of individuals has the specifiedytapaci
(Good, 1973, in Kagan, 1990, p. 273). Unfortunately, “readiness to learn” conceptualized
in this way has not received much support, mainly due to lack of robust measures and
empirical data (Kagan, 1990).

Researchers and policy makers do not agree on clear definitions and uses for
readiness (either readiness for school or for learning). But they are onlyronétpa
school process. Parents, the major stakeholders, do not seem to be “tuned in” on what

readiness is either. In addition, parents seem to attribute higher importardaito c
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academic skills when comparing teachers’ perceptions of the importavaeons
factors for (public school) kindergarten. According to the National Center for tmluca
Statistics (NCES, 1998), 2% of kindergarten teachers rated “Can count to 20 basore
“essential factor for kindergarten”, as opposed to 17% of the parents. In relation to
knowing most of the alphabet, only 4% of kindergarten teachers rated it as an lessentia
factor, as opposed to 19% of the parents. Likewise, Knudsen-Lindauer & HEG89) (
report that parents place greater value on academic skills such as,reaitiing, and
counting. Hence, sometimes, it appears as if there was some form of miscoatimninic
about readiness between parents and teachers (Graue, 2006; Harris & Krindaee+l
1988; Knudsen-Lindauer & Harris, 1989). Regardless, literature is not consistent about
this point either. For example, Harradine and Clifford (1996) found that teachers, as
opposed to parents, value more children’s behavior. Moreover, studies such as Kim,
Murdock and Choi (2005), as well as Diamond, Reagan and Bandyk (2000), found that
there is a disconnection or lack of consistency between what parents consider to be
important and the kind of activities they engage with their children.

In 1995, the NEGP presented a more comprehensive definition of school
readiness, consisting of five domains that appear to encompass a broader arligy of ski
and dispositions necessary for school entry and preparedness to learn. Tha@@aives
are: (1) physical well being and motor development (i.e. health factors/figr@ssotor
abilities), (2) social and emotional development (i.e. social skills, self cocdand the
ability to establish stable, caring relationships), (3) approaches tovaandhig (which

refers to characteristics such as curiosity, independence, cooperativehtsska



41
persistence), (4) language usage (i.e. ability to communicate withgokéts), and (5)
cognition and general knowledge (which refers primarily to general information and
problem-solving skills). There are some promising initiatives in line \Withapproach.
For example, the School Readiness Indicators Initiative is a 17-staterghaip that
strives to “develop a comprehensive set of school readiness indicators to inform public
policy for young children and their families” (Rhode Island KIDS COUNT, 2005, p. 10)
This kind of initiative is promising because it conceptualizes school readisess
multidimensional concept, going beyond “what children know”, meaning that “chigren’
ability to learn goes beyond cognitive development and includes physical, aadial
emotional health as well as general approaches to learning” (Brungt,&IGopeman,

2005, p. Vi) .

Conclusions and need for research

In sum, school readiness has many meanings and entails different ideas depending
on the research focus of a given study. Sanford DeRousie and Durham (2008) note that
multiple conceptions of school readiness are not necessarily a weaknesg beesels
“serve to fuel a broader and more complete research agenda within theosdl eatd
sociological literature” (p.300). Therefore, it might not be that there is needn® ap
with a universal definition of school readiness, but rather a need to focus tt& @fifo
understanding the interplay between all the different constructs that inchaot s
readiness. Moreover, what the literature tells us is that consistencyledrizsween

researchers, policy makers, teachers and parents. All stakeholders shoutdtiveydir
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their efforts towards the same horizon. In this regard, parents play a pivetalliely are
their children’s first teachers and the ones who can either foster or hinder, threugh t
beliefs and practices, readindmforeteachers and the school system have a chance to do

SO.

School readiness outcomes

The previous section discussed school readiness in general. With or without a
clear definition of school readiness, a more pressing issue is at stakeisTdrereggent
need to further understand which school-entry skills are linked to children's later
academic achievement, and how can those early skills be strengthened pyitor ent
kindergarten. Past and current research has identified some early skilte tieddtad to
children's later academic achievement. These skills are: (Ptirecgocabulary, (2) the
understanding of relational concepts, and (3) ability to recognize and pronouerce lett
and words. These skills constitute the present study’s outcome variables.

According to Dickinson, McCabe, and Essex (2005), language plays a pivotal role
in literacy development and early reading. At the same time, languagéeaachyiskills
influence children’s later school readiness related abilities (TaborshRarad Snow,
2001), including children’s ability to learn to read. “Learning to read is a kegtone
for children living in a literate society. Reading skills provide a aiifpart of the
foundation for children’s academic success” (Whitehurst, & Lonigan, 2002, p.11). As
reading material increases in difficulty, the role of basic languadéditaracy skills

becomes particularly important in enabling the individual to understand text (NICHD
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Early Child Care Research Network, 2005; Snow et al., 1998). An individual can learn to
read or write at any point in life, as many worldwide literacy prograansattest. The
point is “that schools provide an age-graded rather than skills-graded currioculhith
early delays are magnified at each additional step as the gap increassnbehat
children bring to the curriculum and what the curriculum demands” (Whitehurst &
Lonigan, 1998, p.865). Thus, it is of paramount importance that all children enter school
with the basic language and literacy skills that will allow them to mesaeling on time.

The next section is divided into four sub-sections. The first sub-section will provide

definitions for the language and emergent literacy skills measured stulis The
second sub-section will discuss the relationship between poverty and the prebgst st
outcome variables, while the third sub-section will discuss the relationshipdyetw
Immigrant status and the present study’s outcome variables. Lastliysions will be

provided and areas in need of research will be identified.

Definitions

Emergent literacy consists of “the skills, knowledge, and attitudes that are
developmental precursors to reading and writing” (Whitehurst & Lonigan, 1998; p.848).
It is of paramount importance that children enter school with the basic language skill
that will allow them to master reading.

In this study, receptive vocabulary, understanding of relational concepts, and
ability to recognize and pronounce letters and words are considered components of

emergent literacy.
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Whitehurst and Lonigan (1998) propose that emergent literacy consists ot at leas

two distinct domains: “inside-out skills (e.g., phonological awareness, ketbarledge)
and outside-in skills (e.g., language, conceptual knowledge). These differemhsianea
not the product of the same experiences and appear to be influential at differenhpoints
time during reading acquisition (p. 848)". For example, outside-in skills (e.g., ikecept
vocabulary) are strongly influenced by home experiences. According to Lamdiry
Smith (2006) outside-in skills are “significantly related to the ability &ol tey second
grade, when demands move from decoding words to reading comprehension” (p.137).
Outside-in skills, then, refer to those skills that children need to understand the sontex
which the writing they are trying to read occurs (Whitehurst & Lonigan, 1998§d-
out skills (e.g., ability to recognize and pronounce letters and words) are mor&impor
for first grade reading demands, when the focus is in decoding words (Lanadnyti& S
2006). Thus, inside-out skills “represent children’s knowledge of the rules for tnagsla
the particular writing they are trying to read into sounds” (Whitehurst &daomi1998,
p.854)". In sum, different skills are needed at different points of the learningdo re

process.

Receptive Vocabulary

Receptive vocabulary, refers to “the number of spoken words that someone can
understand” (McGuinness, 2005; p.441). Receptive vocabulary can serve as an indicator
of the level of vocabulary acquisition (Dunn & Dunn, 1997). Understanding words is one

of two conditions (the other is reading print) necessary “for success ingegride-
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level’ books” (Biemiller, 2001), in part because early vocabulary is related ionpe |
term to reading comprehension in third and fourth grade (Senechal, Ouelleten&yR
2006; Storch & Whitehurst, 2002). As reading material increases in difficultyoldhefr
basic language skills becomes particularly important in enabling the indivadual

understand text (NICHD Early Child Care Research Network, 2005; Snow et al, 1998).

Understanding of Relational Concepts (also Basic Concepts)

Basic relational concepts refer to the words used to describe charastefist
people/objects, spatial relationships, time, and quantity. Understanding thesptsonc
enable children to follow directions, classroom routines, and are consideredeatelev
feature of emergent literacy. All of which are important for language eguito/e

development, as well as school success (Boehm, 2001).

Letter-Word Identification

In this study, Letter-Word Identification refers to children’s abilityecognize
and pronounce letters and words. Whitehurst and Lonigan (1998) found that, among other
skills, letter knowledge is “critically important in the earliest stafjearning to read

when the focus is on decoding text” (p. 864).

Poverty
Children growing up in poverty face a number of social and economic risks which

in turn have a negative impact over children’s cognitive development (e.g. ACF, 2002).
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School readiness related outcomes, such as receptive vocabulary, the understanding of
relational concepts, and the ability to recognize and pronounce letters and words, are
some of the areas where the difference between “Haves” and Have-Nosble. \Fror
example, data from the FACES 2000 study revealed that children entering teldad S
scored “well below national averages” in cognitive assessments suatyageracy and
math skills (U.S. DHHS, 2006a). Another study that provides similar data is tlye Earl
Childhood Longitudinal study (ECLS). The ECLS is one of the largest longitudinal
studies in the country that provides information on children’s early experiencesrthhe bi
cohort of the ECLS (i.e., ECLS-B), in particular, presents data for childvenbirth
through kindergarten entry.

The components examined in the ECLS-B study that are relevant to the present
dissertation and the kindergarten readiness of pre-school children are language (i
receptive vocabulary) and literacy knowledge and skills. The sample is a hationa
representative sample (N=14,000) and the children were 48-57 months of age at the time
of assessment.

According to the ECLS-B study, children who were 48-57 months of age at the
time of assessment, receptive vocabulary scores ranged from 5 to 14 (of apasgiél
of 0 to 15), with a mean of 8.6, and standard deviation of 2. Children, whose
socioeconomic status fell in the lowest 20 percent, had an average score of 7.3. Children
in the middle 60 percent scored 8.6, while those on in the highest 20 percent scored 9.8
(Jacobson Chernoff, Flanagan, McPhee & Park, 2007). These figures illustrate that

children living in poverty score lower than their more affluent peers in a receptive
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vocabulary measure. Similar differences between socioeconomic groupseatablas
in literacy knowledge and skills scores.

Children were also assessed in literacy knowledge and skills, which included
letter recognition, phonological awareness and conventions of print. The possgae ra
was 0 to 37. Children’s scores in this sample ranged from 5 to 37 with a mean of 13.2 and
a standard deviation of 7. Children, whose socioeconomic status fell in the lowest 20
percent, had an average score of 9.2. Children in the middle 60 percent scored 12.7, while
those in the highest 20 percent scored 18.0 (Jacobson Chernoff, Flanagan, McPhee &
Park, 2007). These figures illustrate that children living in poverty scoredisagiy

lower than their more affluent peers in overall literacy knowledge and skills.

Differences within

Studies delving into the differences in school readiness between socioeconomic
groups abound. There is less research delving into the variations within a particula
socioeconomic group. More to the point of this study, there is a dearth of research
delving into the variations within low-income population. This may be explained by the
fact that children from low-income families are usually considered to fpétoa
homogeneous group. However, studies such as FACES 2000 (U.S. DHHS, 2006a) report
that there is a significant diversity of school-entry skill levels witheaéiStart children.
For example, at time of entry, “the highest quarter of Head Start childreraiver
above the national average {5@ercentile) in early language and number skills, while

the lowest quarter of children ranked in the lowest 2 percent of all U.S. preschoolers
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these areas” (U.S. DHHS, 20064, p. E-2). This initial difference within the sample
created differences in the extent to which the children benefited from themrogra
Children entering Head Start with lower levels of literacy/math knowladdeskills
showed greater gains than those that started with higher assessmen(ldc®r DHHS,
2006a). This evidence suggests not only that children from low-income faargiemt a
homogeneous sample but also that there is a need to delve into the reasons why this is as

itis.

Immigrants

Immigrant children and/or children of immigrant parents are at heightesietbri
experience poverty than non-immigrants (Hernandez, Denton, & Macartney, 2007). |
addition, children of immigrant parents are at increased risk of being unguaidpar
kindergarten entry, and consequently, to experience academic failure and to drop out of
school (Lansford, Deater-Deckard, & Bornstein, 2007; US Census Bureau, 2005).
Furthermore, 17.9% of people aged 5 years and older speak a language other thlan Engl
at home (Lollock, 2001). Growing up in a non-English speaking home is considered to be
a family risk factor (Brooks-Gunn & Markman, 2005), and it is associated withokc
readiness. Academic skills such as reading and writing rely heavily on language
proficiency; thus, school-age children who are not fluent in the mainstream dengfua
instruction often struggle with these academic skills (Pence & Justice, 2068jn,

immigrant children and children of immigrant parents are at heightene ek t
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“unready” for school. This is explained, in part, due to the several risks factorsadsd
with belonging to a low-income immigrant group.

Findings from nationwide programs, such as Head Start, and databases as the one
from the ECLS-B study, provide a brief look on how immigrant children and children of
immigrant parents are fairing in relation to school-entry skills.

The Head Start Impact Study (U.S. Department of Health and Human Services
[U.S. DHHS], 2005), as well as the Head Start FACES 2000 study (U.S. DHHS, 2006a)
report achievement differences between English-speaking children andditpag
minority” children. For example, after one year in Head Start, Englishksng children
improved in the areas of vocabulary, pre-writing and pre-reading (U.S. DHHS, 2005).
Spanish-speaking children, on the other hand, showed improvements only in the area of
vocabulary. Findings from Head Start FACES 2000 study indicate that although
language-minority children showed improvement in the area of receptive vagabula
language-minority children were lagging behind by one and a third standardaesvait
the mean score (M=66.7) in vocabulary of their English-speaking peers (Ht&,D
2006a).

Head Start findings are in accord with the ECLS-B study. According to the
ECLS-B study, children who were 48-57 months of age at the time of assessment,
receptive vocabulary scores ranged from 5 to 14 (of a possible range of O to 15) with a
mean of 13.2 and a standard deviation of 2. White, non-Hispanic children, had an average
score of 9.2; Black, non-Hispanic 8.0, Hispanic 7.4, Asian, non-Hispanic 7.9; American

Indian and Alaska Native, non-Hispanic 7.9, and Other, non-Hispanic 9.0 (Jacobson
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Chernoff, Flanagan, McPhee & Park, 2007). These figures illustrate that thé lowes
scoring children are those with a Hispanic background. A similar pattern isevisibl
children assessed in literacy knowledge and skills, which included letter remogni
phonological awareness and conventions of print. The possible range was 0 to 37.
Children’s scores in this sample ranged from 5 to 37 with a standard deviation of 7.
White, non-Hispanic children, had an average score of 14.2; Black, non-Hispanic 12.0,
Hispanic 10.7, Asian, non-Hispanic 17.5; American Indian and Alaska Native, non-
Hispanic 9.6, and Other, non-Hispanic 13.8 (Jacobson Chernoff, Flanagan, McPhee &
Park, 2007). These figures illustrate a significant gap between minority andimorityn
population, especially between American Indian and Alaska Native, non-Hispanic
children and their White peers, and between children of Hispanic origin and White

children.

Conclusion and needs for research

In conclusion, the literature examined in this section indicates that school
readiness is a concept encompassing diverse skills and that has been definedsn var
ways. There is a need to concert efforts to create a clear and univessallgiefinition of
school readiness. However, there is a more pressing need to focus on the spésific skil
that children need for kindergarten entry that will enable them to follow avgogdttern
of school achievement.

More importantly, the literature reviewed not only reveals disparities in school

readiness between children living in poverty and children with more social and economic
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resources, but also disparities within low-income population. Children from low-income
immigrant families are at heightened risk of not being ready for schooltbatrynon-
immigrant children. However, immigrant status alone does not explain the diferen
between these two groups. National representative samples of childremdeontbme
families, like the one presented in the FACES 2000 study, reveal that within a low-
income sample there are vast differences; consequently, children beneferdiff from
the program. This information underscores the need to delve into the variations within a
low-income sample. More specifically, there is a need to join the effodemtifying the
sources of the differences that explain why some children from low-incomigeefa

succeed where others falil.

Relationships between variables: Home Support for Language and Emergent Literacy,
maternal characteristics, and language related school readiness outcomes

Under this study’s theoretical framework, children’s language relatexbb
readiness outcomes are interdependent with proximal processes that deewhitdts
most immediate setting (i.e. home support for language and emergent lisaredire
environment the child is growing up in (in this study, maternal educational attainm
and immigrant status are used as proxy of child’s environment). In order to anderst
the interactions within and among systems, and how it impacts school readiness
outcomes, this study needs to provide a definition of school readiness that is congruent
with the study’s theoretical framework. Vernon-Feagans, Odom, Pancsofar, asd Kai

(2008), provide a definition that meets this criterion, and most importantly, their
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conceptualization of school readiness highlights the role of the familyol'dfeagans et

al, argue that readiness is

“a transactional construct from an ecological pecspe and is at the intersection of
person, process, and context. This puts the definitf readiness not within the child but
at the interaction and fit between the child arsihgr family and the “readiness” of the
classroom/school to teach that child. This fit bestw the individual and the context
results in developmental processes that changetiover Thus, we define readiness by
the processes that change as children acquire fargachool skills in the first few years
of schooling. This includes not only the level killsat school entry (...) but also the
slope or growth in those skills over time, as acfiom of child and family characteristics
as well as of classroom characteristics and satmatext.” (p.63).

The authors also provide a good insight of what the interest in school readiness should

be:

“It seems to us that the interest in readinessigioe to the desire to focus on the static
skills at school entry, but how those skills intgnaith many facets of the child’s life in
understanding his/her learning (...) we are not juigtrested in the initial skills of
children as they enter school. What we are reatlrested in is the learning of children
and how this is a function of various complex systé(Vernon-Feagans, Odom,
Pancsofar, & Kains, 2008; p.63)

It is under this definition and responding to the invitation of understanding
children’s long life learning as a function of various complex systemshhgtresent
study embarked in the task of identifying the relationships between HSLBi4n |
income families, maternal characteristics and children’s languagenagidjent literacy
skills at kindergarten entry. The following section includes a discussion of the

relationships among these factors.
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Head Start FACES 2000

Findings from the FACES 2000 study are especially relevant to this study as the
sample is a nationally representative sample of low-income childredditnoa, the
FACES 2000 study looks at normally occurring activities in which parent and child
engage, and its relationship with language related school readiness outcomes (e.g
receptive vocabulary and emergent literacy). Parent-child activigedivaded into
monthly and weekly activitie®Veeklyactivities include: reading to the child (how often
they read to the child over the past week), telling the child a story; teachimg, lette
words, or numbers; teaching songs or music; doing arts and crafts; playimg gayees;
doing errands; or doing household choMenthly activities include: visiting the library,
shows, museums, and zoos; attending community or sporting events; and discussing
family history.

The FACES 2000 study found significant partial correlations between Overall
Activities (weekly and monthly activities combined) with Child—Emergiitgracy (r
=.15,p<.001), Monthly Activities with Child—-Emerging Literacy (r =.X#5 .001),
Weekly Activities with Child—Emerging Literacy (r =.12< .001), and Weekly
Activities with Child—Vocabulary (r =-.0§ < .001) (U.S. DHHS, 2006a).

The FACES 2000 study concluded that the more activities parent and child did
together, the higher the children’s emergent literacy scores and bettéetievior (U.S.
DHHS, 2006c¢) Weekly activities, in particular, had positive correlations with scores on
the social awareness, color naming, one-to-one counting, book knowledge, vocabulary,

early math, early writing, and letter identification tasks (U.S. DHHS, 2006&)study
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found racial/ethnic variations in these results. African American children ghadrhi
family activity per month and per week, than both White and Hispanic children. White
children were exposed to more activities than Hispanic children (U.S. DHHS, 2006a).
This finding posits the question: if African American children are engaged & mor
parent-child activities than White and Hispanic children and if higher frequerty
amount of parent-activities produce the better child outcomes, how come Whiterchildr
outperform African American children in all school readiness measures?

Regarding frequency of reading, 74% of Head Start parents reported reading to
their child three or more times a week. Parents who read three or more tiraelk aad
children who had better receptive vocabulary outcomes (PPVT-III averaged@7),
than children of parents who read only 1-2 times or not at all (PPVT-llhgeescore of
84). Parents who read to their children every day had children with and averatpedta
PPVT-III score of 90 (U.S. DHHD, 2006c). Although 74% of Head Start parents read to
their children three or more times a week, the FACES 2000 study found that average
Head Start children did not show key skills related to emergent literacyisT ladlypical
Head Start child could not “answer simple factual questions about a story read to
him/her” and did not “know that you go from left to right and top to bottom when reading
English text” (U.S. DHHD, 2006c).

Findings of the National Household Education Survey (Nord, Lennon, Liu, &
Chandler, 1999) indicate that higher reading frequency (three or more timeg)avas
related to children exhibiting more emerging literacy skills than cildideo were read

to less often. Also significant were trips to the library, teaching aboutsleibel
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numbers, and arts and crafts. Moreover, when home literacy aclivites considered
together, 43% of the children whose families had engaged in three or more horog litera
activities in the previous week were reported to show three or more signsrgfreme
literacy, compared with 30% of the children whose families reported doing litenaey

activities less often (Nord et al.).

Conclusion and needs for research

One of the questions that the FACES 2000 study asked in relation to parent-child
activities was Do families that are more active with their children have children with
better behavior and better cognitive skilldhe answer to this, as stated above, was yes.
The more activities the parents engaged in with their children, the bettesttitgien
performed in emergent literacy and behavior. Frequency and quantity of patent-c
activities provides general information on those combined behaviors that impact school
readiness. A more comprehensive approach is needed to better understand what works for
whom. Thus, it is necessary to understand 8patificparent-child activities, and what
characteristics of the home environment are related tospleaificlanguage and
emergent literacy related school readiness outcomes, and how theseschivitie
support and outcomes vary as a function of maternal education and maternal bsth stat

The present study sought to achieve this goal.
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Hypotheses

Bronfenbrenner (1999) proposed that in certain areas, such as behavioral
problems, “proximal process has the general effect of reducing, or bufferimgtagai
environmental differences in developmental outcome; specifically, undelavigls-of
mother-child interaction, social class differences in problem behavior beuocte
smaller” (p.7). In other words, enduring patterns of positive mother-child intaract
have the power to reduce the negative impact over child outcomes related to living in
poverty and belonging to a low-income minority group. In this line, the present study
hypothesizes that Home Support for Language and Emergent Literacii(ji&hd
maternal characteristics will impact child’s language and emeligeracy school-entry
skills.
Relationship between variables and study’s Hypotheses
Figure 2 below illustrate the hypothesized relationships between variables.

Figure 2 Hypothesized relationships between variables
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This study hypothesized that within low-income families,

1. There is a significant, positive relationship between HSLEL and children’s
language and emergent literacy development,

2. The homes of mothers with more education provide significantly greater HSLEL
for the language and emergent literacy development of children than the homes of
mothers with less education,

3. US born mothers’ homes provide significantly greater HSLEL than the homes of
immigrant mothers,

4. Children whose mothers have more education score significantly higher in
language and emergent literacy development than children whose mothers have
less education,

5. Children with US born mothers score significantly higher in language and

emergent literacy development than children with immigrant mothers,

Summary of Chapter
This study’s theoretical framework is based on Bronfenbrenner’s thedrg of t
ecology of human development. This theory is relevant to this study because it
conceptualizes behavior as embedded and expressed in a specific environmental conte
(Bronfenbrenner, 1979). The theory also highlights the fact that the developmental
changes that result of mother-child interactions in the most proximal setiryg

forward to more distal settings. As such, it provides a theoretical frameworkwihidér
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it is possible to understand the relationship between HSLEL, maternal chatiasteand
children’s language and emergent literacy skills at kindergarten entry.

The literature reviewed shows that school readiness has many meanings and
entails different ideas depending on the research focus of a given study. Sanford
DeRousie and Durham (2008) note that multiple conceptions of school readiness are not
necessarily a weakness because it “serve to fuel a broader and moreteosagadarch
agenda within the educational and sociological literature” (p.300). Thereforghit mot
be that there is need to come up with a universal definition of school readiness, lbut rathe
a need to focus the efforts in understanding the interplay between all the different
constructs that impact school readiness. Moreover, what the literature tslthais i
consistency is needed between researchers, policy makers, teachersrasdAdlare
stakeholders should be directing their efforts towards the same horizon. lgénd re
parents play a pivotal role. They are their children’s first teachers aodd¢isevho can
either foster or hinder, through their beliefs and practices, readias®gteachers and
the school system have a chance to do so.

The relationship between school readiness and the language related anaitemerge
literacy skills outlined in this study, (i.e., receptive vocabulary, the understpofli
relational concepts, and ability to recognize and pronounce letters and words}hese
early skills are needed to master reading. The ability to learn to refdiotal
importance in our literate society, and critical for school success. TtauUite examined

indicates that there is a pressing need to focus on the specific skills tharchieed for
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kindergarten entry that will enable them to follow a positive pattern of school
achievement.

More importantly, the literature reviewed not only reveals disparities in school
readiness between children living in poverty and children of families with soaiel
and economic resources, but also disparities within low-income population. Children of
low-income immigrant parents are at heightened risk of not being readyhtmi gntry
than children of non-immigrant parents. However, birth status alone does not explain t
difference between these two groups. National representative saikplielone
presented in the FACES 2000 study, reveal that within a low-income sampleréhere a
vast differences; consequently, children benefit differently from the prodgrais
information underscores the need to delve into the variations within a low-income
sample. More specifically, there is a need to join the efforts in identifimgources of
the differences that explain why some children succeed where others falil

HSLEL as well as maternal characteristics determine the kind of early
experiences children are exposed to prior entry to kindergarten. At the santhése
early experiences have the potential to either promote or hinder kindergarten
preparedness. It is necessary to understand the extent to which HSLEL in love-incom
families and/or maternal characteristics impact children’s layeyaad literacy
development. Furthermore, it is necessary to explore the extent to which sildgts
enhance Home Support in a way that it can buffer the effects that growing up irypovert

have over their children’s development and school preparedness.
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Lastly,the FACES 2000 study posed the following question that relates to the
present study:Do families that are more active with their children have children with
better behavior and better cognitive skillhe answer to this, as the data from the
FACES 2000 study shows is yes. The more activities the parents engaged iniwith the
children, the better their children performed in emergent literacy and beHa@quency
and quantity of parent-child activities provides general information on those combined
behaviors that impact school readiness. A more comprehensive approach is needed to
better understand what works for whom. Thus, it is necessary to understarspeditat
parent-child activities and HSLEL characteristics are relat@chtatspecificlanguage
and emergent literacy school-entry skills, and how these activities and outcognas aar
function of maternal education and maternal birth status. The present studyteought

achieve this goal.



CHAPTER 3 - METHODS

This chapter provides a description of the population and sample of this study, as

well as planned instrumentation, and methods for the collection and analysis of data.

Data and Sample

Early Head Start Research and Evaluation Project

For five years (1996-2002), a national contractor (Mathematica PolicaRRbse
Inc.,) and 15 university research teams investigated 17 Early Head StSijtgEtdrams
nationwide in the national evaluation of EHS programs, the National Early Haad St
Research and Evaluation Project (NEHSREP). In addition, university cegeams
conducted local research “to understand the pathways to change within th@goarti
EHS program studied” (Wall et al, 2006). The Catholic University of America (GUA)

Washington, DC was part of this EHS Research Consortium.

Analytic Sample

The subjects for this study were drawn from CUA local study sample. Tginadri
sample for CUA’s local study was randomly selected (N=147). Subjectshezre
assigned to either a comparison group, or to an EHS program in Alexandria, VA. The
EHS Center in Alexandria served low-income families who lived within a 10+audlies
of a “suburban strip mall along a major commuter artery” (Wall, Timbeylg&rber et al,
2000; p. 414). At the time, the majority of the families lived in “motels, low-rise

61
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apartment complexes, rental houses, and military-based housing” (Wall et al., 2000; p.
414). Families that applied to the program had to meet three eligibilitsixetstablished
by Early Head Start: 1) family income had to be at or below federal povedly-& the
focus child had to be 1 year of age or younger; 3) the family could not be enrolled in
similar programs or be receiving similar services.
The sample for the present study consists of 76 mothers and 76 children. The criteria
used to select subjects for this study were 2:
I. Mothers answered the National Early Head Start Parent Interview tmntpanf
Pre-K children, and the CUA Local Interview Pre-K Follow-up
ii. Data was available for the assessment of the child when he or she waar4-5 y
old
Research Procedures
Design
The present study is primarily a correlational study, and involvedctalle
existing coded data to determine whether and to what extent a relationshig existe
between Home Support for Language and Emergent Literacy (HSLEL), maternal
characteristics, and children’s language and emergent literacy deegibgm
kindergarten entry. This study represents a secondary data analygipregxisting
coded data from the CUA Early Head Start Research. The local EHS tdaatecbthe
kindergarten follow-up data in a three year period (2001-2004) that created thie=e wa
or cohorts based on children’s age at kindergarten entry. Some of the measures used in

the present study were part of the National EHS Research and Evaluation Project
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(NEHSREP). Other measures were used for CUA local research purposesrand w

added to the national study investigation.

Protection of Human Subjects

Mothers provided voluntary Informed Consent to participate in the national and
local research during their participation in the NEHSREP. They providetmvrit
agreement for themselves and their children to be interviewed and tested while the
participated in the NEHSREP. All measures and procedures were approved sy CUA
Institutional Review Board. In addition, the author of this dissertation receivelficpec
training certification in the protection of human subjects by completing therdat
Institutes of Health Office of Extramural Research (OER) on-linesedtnotecting
Human Research Participants

During the active phase of the study, all records and documents were and are
currently kept in a safe and secure location. Access to these records and deciment
restricted to the Early Head Start Research and Evaluation Projemmarenly, who
have signed a confidentiality agreement. Subjects in the study, or thee$aanit
children, were identified by a specific identification code number and ngverbe.
This identification code was developed by NEHSREP when children and their amilie
were enrolled into the national study. The author of this dissertation understdrids a
committed to protect the privacy of all study participants, and confidentidlitye data.
Following the recommendations of the American Psychological Assatjand of the

National Institutes of Health Office of Extramural Research (O&Rjidential



64
information was kept disguised so that participants are not individually icdateifio

others.

Data collection

The data utilized by this study were collected by NEHSREP trained, often bi
lingual, interviewers. Specifically, the CUA data collectors underwemti@irig program
in which they learned how to conduct parent interviews, home observations, and child
assessments. To assure reliability in interviews and interviewersygadllinterviewers
were rated and had to meet certain bench marks. That is, data collectoaskeel o
videotape one practice parent interview and one practice child assessmentledkegpe
was sent to the NEHSREP, which rated the interviewer and ultimatelypdapproval
and certification. After successfully undergoing the training and catitic program,
data collectors conducted home interviews and child assessments in chidree's
prior to entry to kindergarten (spring and summer months). In appreciation tonéhe
families devoted to completing the Parent Interview and for the famiimes’for their

child to be tested, parents were given a $50 gift card.

Instrumentation
The Variables
Within a low-income sample, this study sought to examine the relationships
between the environmental home support for language and emergent literacyaimater

characteristics, and three language and emergent literacy telatgttren’s school
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readiness measures: (1) receptive vocabulary, (2) understanding oetstsnal

concepts, and (3) ability to recognize and pronounce letters and words.

Independent Variables
There are two independent variables in the present study. These vanallesreed

and conceptualized in the following manner:

Home support for language and emergent literacy

This study identifies as “home support for language and literacy” the coiobioht
home factors that past research indicates as supporting language and literacy
development. That is, adult-child activities, and the presence of languag&asgon.
The presence of adult-child activities refers to the kinds of activitashe primary
caregiver or someone else in the family engaged in with the child. Theqeesfe
language stimulation is understood as “overt attempts by the parents to eacourag
language development” (Caldwell & Bradley, 2003, p.39). It also includes thenpees

of toys, and books that facilitate child’s language development.

Maternal characteristics

Maternal characteristics are defined through two specific variabiespts: mother’s
birth status, and mother’s educational attainment. For the purpose of this stidy, birt
status has two values: 1) Being US Born; or referring to those mothers inclutled in t

study who where born in the United States, and 2) Being Immigrant; or mgfesrihose
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mothers included in the study who where born abroad, in a country other than the United
States. Mothers’ educational attainment is defined through mothers htaing
different levels of education: For example, Less than High school, High s¢tigbl
school plus some training or some college courses, and College education (four-yea

college degree).

Dependent Variables

The dependent variables in this study include three specific variables tiaat per
children’s language and emergent literacy. These variables are defihedaidwing
manner:

- Children’s receptive vocabulary scores was measured by The Peabodg Pictur
Vocabulary Test"8 edition, and Test de Vocabulario en Imagenes Peabody:
Adaptacion Hispanoamericana.

- Children’s understanding of basic relational concepts scores was meagtined
Boehm Test of Basic Concepts-3 Preschool.

- Children’s ability to recognize and pronounce letters and words scores was
measured by the Letter-Word Identification test from Woodcock-Johnson Psycho
Educational Battery Revised, and subtest 22, Identificacion de Letrashyd2ala

from Bateria Woodcock-Mufioz Pruebas de Aprovechamiento Revisada.
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Henceforth, these children’s outcome variables will be identified in the following
manner:

PPVT-III for the The Peabody Picture Vocabulary T&Segition

- TVIP for the Test de Vocabulario en Imagenes Peabody: Adaptacion
Hispanoamericana

- Boehm-3 for the Boehm Test of Basic Concepts-3 Preschool

- WJ-22 for the Subtest 22, Letter-Word Identification, from Woodcock-Johnson
Psycho-Educational Battery Revised

- WM-22 for the Subtest 22, Identificacion de Letras y Palabras, from 8ateri

Woodcock-Muiioz Pruebas de Aprovechamiento-Revisada

Measurement of the Independent Variables

Instrumentation for Home Support for Language and Emergent Literacy (Predictor)

This study used a number of items from the Early Head Start Parertdntéor
Parents of Pre-K Children. ([JEHS PI]; Love et al, 1996-2001). The HSLEL is composed
of 22 items (see Appendix A). Items 1 through 9 are 3-point items; items 10 through 21
are dichotomous items (Yes/No); and Item 22 is a 4-point item. The range of possible
scores is 0 to 33. The HSLEL scale was completed by the primary caredgharjrei
English or Spanish (depending on respondents’ language of choice). The Spanish version
is an exact translation of the English version.

Preliminary analyses using factor analysis were conducted to detafrthe

initial item selection formed conceptually meaningful subscales. It didrhat fact
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determined the kind of group comparison analyses that could be run. Because the HSLEL
scale did not hold up well under factor analysis, it was decided to use individual analyses
of variance (ANOVAS) to explore differences between groups. A totat $oothe
HSLEL was computed and used for all analyses. Where specified, itemybgriedyses

were conducted.

The Early Childhood Home Observation for Measurement of the Environment (EC-
HOME) Inventory

A number of the items selected from the EHS PI were originally takentfre
Early Childhood Home Observation for the Measurement of the Environment (EC-
HOME) Inventory (Caldwell & Bradley, 1984). Thus, it is important to understasid ba
information about EC-HOME as it pertains directly to this study.

HOME was designed to “provide a systematic measurement of the family
environment” (Caldwell & Bradley, 2003; p.1). The inventory is completed by an
examiner who visits the home and observes the interaction between a primgmecare
and target child. Items are arranged so that some of them can be answbaeed by
observer alone (O = Observation), others by the caregiver’'s responses iioegsam
guestions (I = Interview), and some by either the observer or primagjivere

EC-HOME was designed to measure the family environment of children etwee
3 and 6 years of age. The purpose of the inventory is to inform about the stimulation
provided by the home’s developmental environment in early childhood. It contains 55

items clustered into 8 subscales: 1) Learning Materials, 2) Languaga&ion, 3)
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Physical Environment, 4) Parental Responsivity, 5) Learning Stimulation, 6)liNpdé
Social Maturity, 7) Variety in Experience, and 8) Acceptance of Child.
EC-HOME internal consistency is alpha .89 with an inter-observer retyatili
> 90% (R.H. Bradley, personal communication, October 3, 2008). Correlations between
HOME and cognitive development measures have been established (Caldwell and

Bradley, 2001).

EC-HOME and some issues for consideration

Linver, Brooks-Gunn, and Cabrera (2004) explain that there are some problems
with the original HOME subscales. For example, the authors argue that sose ite
within the subscales do not discriminate among families, thus, the usefulness of the
subscale is reduced. In addition, the authors suggest that item consistencyasithin e
subscale is not always high. Lastly, there is discrepancy among reseaegaeding
which items, scales, or format to use. The result is that the inventory has been used i
such varied ways that comparison across datasets is very difficult (LBreeks-Gunn,
& Cabrera, 2004). Regardless of these considerations, the different versions &, HOM
including EC-HOME, have been extensively used in many large national studies (e
Infant Health and Development Project [IHDP], 1990; NICHD Study of Earlyd@gre
[NICHD-SECC], NICHD Early Child Care Research Network, 2000; National
Longitudinal Survey of Youth-Child Supplement [NLSY-CS], Chase-Landsale, Mott

Brooks-Gunn, & Phillips, 1991; Panel Study of Income Dynamics — Child Development
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Supplement [PSID-CDS], Hofferth, Davis-Kean, Davis, & Finkelstein, 1997; ®rofe
Human Development in Chicago Neighborhoods [PHDCN], Earls & Buka, 1997).
Leventhal, Martin, and Brooks-Gunn (2004) summarize well the literature behind
the rationale for including EC-HOME or its variants, as it lists the maaggths of the
instrument. Among the characteristics mentioned, there is the moderate telikaighity
of EC-HOME and its variants (i.ex,range = .50-.90, reasonable concurrent and
predictive validity, and that the instrument has proven to be valid and reliable with
children coming from affluent as well as low-income families.
Lastly, 75% of the US Born sample and 100% of the Immigrant sample of this
study is considered to be minority (i.e. not Caucasian). Eleven percent of thertuS B
sample is of Hispanic background, compared to 75% of the immigrant sample. Bradley
(2000) mentions critiques related to limitations, especially potential bias ofdhsure
in cross-cultural families. Schmitz (2005) argues that in addition, the instrument
overlooks within-group differences between Latinos. The author of this dissertati
acknowledges these limitations. Caution will be used in interpreting the rektiits
measure.
In sum, the author of this dissertation considers the EC-HOME as an appropriate,
valid and reliable measure for the assessment of the stimulation provided by the hom

environment in early childhood.

* Leventhal, Martin, and Brooks-Gunn (2004) studgternal reliability requirements was a minimum
Cronbach’s alpha level of .50 to .60. Their studpsiders a Cronbach’s alpha of .50 to .60 as mtelera
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National Early Head Start Parent Interview for Parents of Pre-K Children, and National
Early Head Start Research and Evaluation Project (NEHSREP) Parent Interviews and
Child Assessments.

The National Early Head Start Parent Interview was created to &y ahaogram
impact on various areas (e.g. parenting and the home environment, relationship with
father and other adults, family functioning, child care use, child behavioral pblem
child’s physical health, parent-child activities). It consists of paepurt, observation,
and direct child assessments. In this study, only the items related tdavacyivities
that low-income mothers (or someone else in the family) engaged in or used with the
preschool age children, and the language stimulation experienced in the horge settin
were used.

Some parts of the interview used in this study could be filled out by the parent
herself and others by trained examiners. Data was gathered during tigeasplisummer
prior to entry to kindergarten (i.e., when the focus child was about 4-5 yearg.of age

Measures with internal consistency reliability of .65 and above were included for
EHS impact analyses. Questionnaires and child assessments reliatilgema
established by the author of the measure. Questionnaires and child asses&rensed
in the Parent Interview because they had demonstrated construct validitypasttznd
had being used in large national studies. Norming sample characteristlts foeasure

are not available.
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EC-HOME and the National Early Head Start Parent Interview (EHS PI)

The EC-HOME items used in this dissertation are part of the EHS PI. ThelEHS P
adapted a number of EC-HOME items, such that observation items could be answered
directly by the parent if interviewer wasn’t able to observe the objeatsiues in the
item. In addition, EC-HOME protocol indicates that the assessment has to be ednduct
at target child’s home with target child present. EHS PI protocol indicatedhéhat t
interview could be conducted elsewhere when the primary caregiver saldesites
EHS PI, the presence of the target child at the time of interview was not mandatory
These are all issues that need to be taken into account when analyzing the data and

interpreting the results derived from the EC-HOME items present in the EHS P

Instrumentation for Maternal Characteristics (Predictor)
The maternal characteristics identified in this study are birtbhsstatd
educational attainment. This information was obtained from two different sotitd&s

Pl and CUA local baseline interview.

CUA local baseline interview

The baseline interview gathered information about interpersonal and financial
difficulties, family resources, resiliency attitudes, spiritualiyltural connectedness,
social support patterns, income supplement services, family goals, imnestiiatgional
plans for economic self-sufficiency, child temperament, and family birthsstevall,

Taylor, Liebow, Timberlake, & Farber, 2002). Of interest to this study is th&iqoehat
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asked mother’s place of birth. This indicator was used to determine if the maiher

Immigrant or US Born.

National Early Head Start Parent Interview

Question 9.5 from the EHS PI asked about respondent’s educational background.
The question was “What is the highest grade or year of regular school uhzdy®
completed?” Respondent had to choose from the following list: none,
elementary/middle/Jr. high school, high school, college or vocational school, post

college, don’t know, refused.

Measurement of the Dependent Variables

Instrumentation for Child Measures (dependent variable)

Peabody Picture Vocabulary Test, Third Edition (PPVT-III) (Dunn and Dunn,
1997), and Test de Vocabulario en Imagenes Peabody: Adaptacion Hispanoamericana
(TVIP) (Dunn, Padilla, Lugo, & Dunn, 1986).

PPVT-IIl and TVIP were the selected measures of receptive vocalboitahys
study (English and Spanish respectively). Standardized scores for both measares
used and are reported as one measure (i.e., PPVT-III/TVIP). This is commiicegdrac
the field. Below there is a brief explanation for both measures. There is alsuoatibn
regarding the number of children who were assessed in Spanish and the catet@ us

make that decision.
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The instruments were designed for persons between the ages of 2%2 and 90+ years,
and 2%z and 18 years (PPVT-lll and TVIP respectively). Raw scores can be abtwerte
age-adjusted, standardized scores with a mean of 100 and a standard deviation of 15. The
tests are not timed, and are individually administered by a trained examinsorare
referenced and wide-range. The examinee is presented with a picture plateirogut
black and white illustrations: three distractors plus one match for the stimoids
Young children provide their answers by pointing at one of the 4 illustrations (Dunn &

Dunn, 1997).

Peabody Picture Vocabulary Test, Third Edition (PPVT-III) (Dunn and Dunn, 1997)
Raw scores on the PPVT-III can be converted to age-adjusted, standardized scores
with a mean of 100 and a standard deviation of 15 (Williams & Wang, 1997). Alpha
reliabilities for PPVT-III range from .92 to .98, with a median reliabilitydd (Williams
& Wang, 1997). Alternate forms coefficients for standard scores ranged from. 3B t
(median = .94) and coefficients for raw scores ranged from .89 to .99 (median = .95)
(Dunn, & Dunn, 1997, p. 49). Correlations between the PPVT-1Il (Form A and Form B,
respectively) standard scores with three measures of cognitive alalityWw(SC-Ill,
KAIT and K-BIT) ranged from .65 to .91 and .62 to .91 (Williams and Wang, 1997).
Correlations between PPVT-R scores and scores on vocabulary tests and Vgcabula
Subtests (e.g. Beery Picture Vocabulary Test, Boehm Tests of Basic GoiBuegion
Naming Tests) ranged from .40 to .76. The PPVT-R has a correlation of .64 with the

Boehm Test of Basic Concepts (Dunn and Dunn, 1997).
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PPVT-IIl and the assessment of culturally and linguistically diverse populations

In this study, 6% of the US Born sample is of Hispanic background, compared to
76% of the Immigrant sample. Other ethnic/race backgrounds include, AsiartgRakis
and Afghanistan), West African (Ghana and Sierra Leone), Eastern EurBosara,
Native American Indian (Cherokee) and African American. Anderson (2002) and other
(e.g. Pefa, Quinn, & Iglesias, 1992), have argued that children of Hispanic background
may not be familiar with labeling or pointing to objects or actions, as requitéé i
PPVT-III. In this regard, Laing and Khami (2003), argue that errors in thd RPway
be a combination or a result of a deficit in receptive vocabulary, lack of fatyilath
the task of pointing to pictures, and/or a lack of familiarity with English voeajpul

Research has found that low-income African American children
disproportionately score low in the PPVT, including the PPVT-III. Within the U% Bor
sample of this study, 58% is African American, thus, this finding is of relevantieef
present study. Some have argued that African American children score low iRIPPVT
due to “variations in word usage due to ethnicity and social class” (Champion, Hyter,
McCabe, & Bland-Stewart, 2003). Others (e.g. Restrepo, Schwanenflugjet, Bl
Neuharth-Pritchett, Cramer, and Ruston, 2006) found the PPVT-III to be biased against
African American children whose mothers have less than a high school educatign. Thus
the authors strongly caution practitioners in the use of this measure “fol aeiltig
estimates or screening and for identification of language disorders” (p.25ing @@,
Kaiser, Milan, and Hancock (2006) argue that bias in the PPVT-IlIl may be a function of

poverty rather than of cultural bias of the test. The author of this dissertation
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acknowledges these criticisms, and results from data analyses usinythd IR#ll be

interpreted cautiously.

Test de Vocabulario en Imagenes Peabody: Adaptacion Hispanoamericana (TVIP)
(Dunn, Padilla, Lugo, & Dunn, 1986).

Eight children in this study were assessed using the TVIP. Trained staff
conducting the parent interview and child assessments made the judgment of thieethe
child was to be tested in English or Spanish. Judgment was based on language spoken at
home and language in which the child was considered to be more proficient in. That is, if
the child appeared to show higher proficiency in Spanish, he or she would be tested in
Spanish. Otherwise, he or she would be tested using the English version of the test.

The TVIP is the Spanish version adaptation of the parallel forms (L&M) of the
PPVT-R (Dunn & Dunn, 1981). It follows roughly the same format and is admirlstere
in the same way. The main difference resides in that items were choseémbakeir
appropriateness for Spanish speaking children and adolescents. The internedraonsis
reliability (split-half reliability) for TVIP for children betwen 5 and 5.11 years of age is
.93. Correlations between TVIP and the Kaufmann-ABC Global Scales rangedt
to .59. Correlations between TVIP scores and the Kaufman-ABC Achievemémnt Sca
Subtests among children ages 3 to 6 was.28 to .69. Correlation between the TVIP and
Habilidad General Ability test was .44. The latter was administered@uoioldren that

attended an urban private school in Puerto Rico (Dunn, Padilla, Lugo, & Dunn, 1986).
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TVIP and the assessment of culturally and linguistically diverse populations: Test
translation issues.

The TVIP was normed with a monolingual Spanish-speaking population from
Mexico and Puerto Rico. In the sample for this study, 8 children were administered t
TVIP. Of those, 6 were children of immigrant mothers from El Salvador, one child was
born to an immigrant mother from Nicaragua, and one child was born to an immigrant
mother from Guatemala. Thus, all subjects in this study tested with the THBdde
from the norming sample in the sense that their language background was neither
Mexican nor Puerto Rican. In both the TVIP and the PPVT, the order of difficulty of
items is critical to performance. A ceiling is established when the clslEks6 items.
Fernandez, Pearson, Umbel, Oller, and Molinet-Molina (1992) found that the order of
difficulty of the TVIP items was “substantially different for Miamiddanics from that
derived from the norming sample”.

Umbel, Pearson, Fernandez and Oller (1992) advice caution in the interpretation of
translated tests such as the PPVT/TVIP given that “single-languaggs give only part
of the picture”. In this regard, Tomayo (1987) indicated that there is a differetvcedn
translating a meaning and reflecting the relative frequency of dretlated word. In
other words, the frequency of word use is not exactly the same in all languages
Consequently, a word may be correctly translated but may not be a common word in the
translated language.

Pefia (2007) raises another psychometric issue for consideration. As it issthe cas

with the PPVT, the TVIP omits the use of articles. However, in the Spanish languag
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nouns are typically preceded by an article. Pefia concludes that “[O]ntitiragticle
could result in a functional difference unintentionally affecting test padace”.

Lastly, Umbel et al (1992) argue that the presensngiets(words lexicalized in
only one language) in the translated tests may curtail children’s pericemard these
translations, do not “fully assess the knowledge of bilingual children”.

In sum,based on current research and taking into account the considerations
regarding the assessment of culturally and linguistically diverse pmmdathe author
of this dissertation considers both PPVT-1ll and TVIP as appropriate, valicefiable

measures for the assessment of receptive vocabulary.

Boehm Test of Basic Concepts-3, Preschool (Boehm, 2001)

Boehm-3 Preschool individually evaluates children between the ages of 3-0 and 5-11
years old in their understanding of basic relational concepts (i.e. words useriioedesc
characteristics of people/objects, spatial relationships, time, and gudatiénples of
basic relational concepts measured in this test aretalles{, direction {n front),
position in spacengares}), time peforg, quantity §ome, but not maiyclassification
(all), general énothe). The understanding of basic relational concepts is also considered
a relevant feature of emergent literacy (Boehm, 2001). Thus, this testtesalkils
important for language and cognitive development, as well as school succdss,(Boe
2001). In this study, Boehm-3 is considered complementary to the PPVT-III.

Understanding basic concepts suclait, anotherandbefore enable children to follow
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directions and classroom routines because it helps them understand what is being
communicated in the classroom (Boehm, 2001).

Boehm provides raw scores, performance ranges, and percentile scores. A raw
score “is the total number of items the child answered correctly” (Boehm, 2001, p.58).
According to the test developer (Boehm, 2001, p.60) performance range refers to the
child’s performance as classified in one of three ranges. A performanesafabgupper
third), means that the child knows most of the basic concepts, compared to age-level
peers. A performance range of 2 (middle third), means that the child knows ntaey of
basic concepts compared to age-level peers, but lacks understanding of some key
concepts. A performance range of 3 (lower third) “means that the child’déahgsvof
the basic concepts is extremely low when compared to age-level peeepiSifieacher
and parent help is needed for the child to develop successful language skillgh(Boe
2001, p.60).

All Boehm-3 scores are computed by children’s age bands. In this study, mean raw
scores, standard deviations, percentiles, and performance range weu¢ecbmp
according to children’s age bands. The highest raw score for ages 4-0 to 5-11 is 52.
Coefficient alphas for Boehm 3-Preschool (English version) ranged from .85 to .92
(Boehm, 2001). Boehm 3-Preschool (English version) correlation with Boehm-Preschool
was .84. Correlation with Bracken Basic Concepts Scale-Revised was .80 (fo53 ye
old) and .73 (for 5 years old) (Boehm, 2001).

In this study, 8 children were assessed using the Spanish version of the Boehm-3

based on language proficiency. The English and Spanish versions of the test were
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developed in conjunction. Wording and items in Spanish that represented problems were
adapted to “ensure that the Spanish test items were appropriate and tanSipanish-
speaking children” (Boehm, 2001; p.71). More than 400 Spanish-speaking children, ages
3-0 to 5-11 years old, in the United States took part in the standardization and related
reliability and validity studies of the Boehm-3 Preschool Spanish Edition (Boehm,

2001). The Cronbach alpha coefficient for the Spanish edition is .85 for the 4-6 to 4-11
age band; .88 for the 5-0 to 5-5 age band, and .80 for the 5-6 to 5-11 age band. The
Boehm examiner’s manual present evidence of validity based on test comteimn(B
2001).

The author of this dissertation considers the Boehm-3 as an appropriate, valid and

reliable measure for the assessment of the understanding of relationgitsonce

Letter-Word Identification Test from Woodcock-Johnson Psycho-EducationatyBatte
Revised (WJ-R) (Woodcock & Mather, 1989, 1990), and Bateria Woodcock-Mufioz
Pruebas de Aprovechamiento-Revisada (Bateria -R) (Woodcock & Mufioz-Sandoval,

1996a)

WJ-R and Bateria-R, subtest 22, were the selected measures of letter-wo
identification skills for this study (English and Spanish respectivelyhdatdized scores
for both measures were used and are reported as one measure. This is comioerinpract
the field. Below there is a brief explanation for both measures. There is alsuatibn
regarding the number of children who were assessed in Spanish and the catet@ us

make that decision.
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The WJ-R and Bateria -R, is a test battery designed to measure inteectua
academic development. The present study used the Letter-Word Idé&otifeabtest
from the Woodcock-Johnson Test of Achievement ([WJ-22], Woodcock, & Johnson,
1989b), to measure children’s ability to recognize and pronounce letters and words.
Spanish speaking children were tested with the Spanish version of the subtest (i.e.,
Bateria -R subtest 22, Identificacion de letras y palabras). The populatioridstatyis
preschool children between the ages of 4 and 5 years old. Raw scores can be converted t

age-adjusted, standardized scores with a mean of 100 and a standard deviation of 15.

Letter-Word Identification Test from Woodcock-Johnson Psycho-EducationalyBatter
Revised (WJ-22) (Woodcock & Mather, 1989, 1990).

The battery is designed to be individually administered to individuals between the
ages 2 and 90+ years old. The WJ-R battery consists of 41 subtests, and each requires
approximately 5 minutes completing. The subtests can be administered independently o
in combination with other subtests.

The Letter-Word Identification subtest measures the ability to recegmd
pronounce letters and words. It consists of 57 items, where the first fiveiteohge the
ability to match a word with a picture of the object. The remaining 52 items redhsur
respondent’s reading skills to identify isolated letters and words that appdasge type.
Testing should take no more than 5 to 10 minutes for this subtest.

The Letter-Word Identification internal consistency has a Cronbach’saAlph

.92 on average for preschool children (Woodcock, & Johnson, 1989c). The Letter-Word
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Identification subtest was used in the Head Start FACES study, which involseti@oé
age children of the same ages that the present study will assess. In 88 B#&QGy,
validity analyses revealed that the Letter-Word Identification subgeka correlation of
.55 with the ECLS-K Reading scale scores, and r =.40 with ECLS-K General Kigawle
scale scores. Multivariate regression analyses with the scaés $oom entire FACES
battery at the end of Head Start year predicting ECLS-K Readingsaioeged of
kindergarten year, Letter-Word Identification task was the best poedicthe model
(beta = .32) (Sorongon, Kim, & Zill, n.d.). Webster (1994) reports content, criterion and
construct validity with Boehm Test of Basic Concepts, the Bracken Basic @@snce
Scale, the Kaufman Assessment Battery for Children, the McCarthgsSufaChildren’s
Abilities, the PPVT-R, the Stanford Binet Intelligence Scal& edition, the Weschsler

Intelligence Scale for Children-Revised, and the Peabody Individual AchenteTl est.

Bateria Woodcock-Mufioz Pruebas de Aprovechamiento-Revisada (Woodcock & Mufioz-

Sandoval, 1996a)

TheBateria Woodcock-Mufioz: Pruebas de aprovechamiento-Re({d2ateria-
R]; Woodcock & Muioz-Sandoval, 1996a) is the Spanish version d/tuecock
Johnson Tests of Achievement-Rev({patl-R]; Woodcock & Johnson, 1989) and is
targeted td\ative Spanish speakers ages 2Béteria-R follows the same format and is
administered in the same way as WJ-R. In this study’s sample, Spanish spbdkinen
were administered Bateria-R subtest 22, Identificacion de letrdslyraa (letter-word

identification, henceforth, WM-22).
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Some item contents and task requirements in Bateria-R are exact imassbt
the English version, while others were adapted based on their appropriatenesgidr Spa
speaking population. New items were calibrated and scores were equated tbRhe W
norms (Woodcock & Mufioz-Sandoval, 1996a, 1996b). The measure was normed on
monolingual (“or nearly so”) Spanish speakers in Arizona, California, Florida, New
York, and Texas as well as in Mexico, Puerto Rico, Costa Rica, Spain, Argentina, and

Peru.

There is no information from the publisher regarding reliability and validity of the

measure.

Eight children in this study were assessed using the WM-22. Trained staff
conducting the parent interview and child assessment made the judgment of wigether t
child was to be tested in English or Spanish. Judgment was based on language spoken at
home and language in which the child was considered to be more proficient in. That is, if
the child appeared to show higher proficiency in Spanish, he or she would be tested in

Spanish. Otherwise, he or she would be tested using the English version of the test.

Bateria Woodcock-Muiioz: Pruebas de aprovechamiento-Revisada, and the assessment of

culturally and linguistically diverse populations: Test translation issues.

As is the case with other Spanish versions of vocabulary measures (e.g.
PPVT/TVIP), critics caution regarding the differences in Spanish langhemeghout

the Spanish-speaking regions. However, Woodcock, and Mufioz-Sandoval (2001)
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disregard this as a myth. The authors argue that there are less langieageodi among
Spanish-speaking regions than there are among English-speaking regiondnirtete

States. The authors do acknowledge that there might be a difference from one part of the
Spanish-speaking world to another regarding the use of common words. In order to
respond to the cultural and linguistic differences among the norming samplestthe te
developers of Bateria-R “Rasch-calibrated item difficulty for eachehational regions

and eliminated items when the regional-sample difficulty level of those défased
significantly from the total sample difficulty” (as explained in Schralfl&varro, 2005;

p.383).

In sum, based on current research and taking into account the considerations
regarding the assessment of culturally and linguistically diverse pmmdathe author
of this dissertation considers both WJ-22 and WM-22 letter-word identification tsubtes
as an appropriate, valid and reliable measure for the assessment of chadikty to

recognize and pronounce letters and words.
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Measures Summary

Table 1 below provides a summary of measures used in this study.

Table 1.Summary of instrumentation

Measure Variable Construct Measured Procedure

EC-HOME, Predictor Home Support for  Parent answers questions in an
EHS PI Language and interview with examiner, and /or
Literacy Interviewer observes the behavior

during the visit

CUA local Predictor Maternal Parent answers questions in an
baseline Characteristics interview with examiner
interview,

EHS PI

PPVT- Outcome Receptive Completed by child during child
H/TVIP (Dependent Vocabulary and assessment.

Variable)  verbal ability

Boehm-3 Outcome  Understanding of Completed by child during child
(Dependent basic relational assessment.
Variable)  concepts

WJI/WM Outcome  Children’s abilityto  Completed by child during child
(Dependent recognize and assessment
Variable)  pronounce letters and

words




Data Analysis 86

This study used quantitative methods to:
a) Describe the demographic characteristics of mothers in the sample (i.e.
educational attainment, and birth status [US born vs. Immigrant]).
b) Describe children’s language and emergent literacy development at kirtelerga
entry
c) Examine the relationships between home support for language and emergent
literacy, maternal characteristics and children’s language and emdtgracy

development at kindergarten entry.

Hypotheses and Data Analysis

The purpose of this study was to understand the relationships between home
support for language and emergent literacy (HSLEL) in low-income fammtiaternal
characteristics, and children’s language and emergent literacy deesibam
kindergarten entry. Therefore, the research questions for this study allewas f
Within low-income families, this study’s hypothesized that

1. There is a significant, positive relationship between HSLEL and children’s
language and emergent literacy development,

2. The homes of mothers with more education provide significantly greater HSLEL
for the language and emergent literacy development of children than the homes of
mothers with less education,

3. US born mothers’ homes provide significantly greater HSLEL than the homes of

Immigrant mothers,
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4. Children whose mothers have more education score significantly higher in
language and emergent literacy development than children whose mothers have
less education,
5. Children with US born mothers score significantly higher in language and

emergent literacy development than children of Immigrant mothers.

Data Analysis

Below there is a description of the statistical techniques used to examime gr
comparisons and explore the relationships between groups. For group comparison
analyses, since there are three dependent variables being studied, tivasagiével
was established at .017 (i.es.05/3). This correction, known as Bonferroni adjustment,
is made to ensure that the set of dependent variables do not exceed a criticalevalue (i
a=.05), and to reduce the possibility of incurring in Type | error (i.e., rejectute
hypothesis, when the null hypothesis is true). Results with a significantefle®® will
be acknowledged. Based on the Bonferroni adjustment described above, however, these
results must be considered with caution. For all other analyses (i.e., correlatitinde
regression analysis), the significance level was set at .0m£.85).

Where it pertains, effect size was calculated. Effect size reféine “amount of
total variance in the dependent variable that is predictable from knowledge of {ee leve
of the independent variable” (Tabachnick & Fidell, 2001; p.52). Following Cohen’s
(1988) guidelines, eta square value of .01 will be considered a small gtfeds,

moderate effect; argf= .14 large effect. Tabachnick and Fidell (2001) suggest that
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partial;?is a better measure of strength of association because it overcomes she flaw
associated with?. Thus, this study uses the pargal In addition, partiak?is the
statistic calculated by SPSS (the statistical package used to run tyseanalthis study).

One way ANOVA is a procedure that allows the comparison between groups by
determining if there is a statistically significant differencehim tnean scores on the
dependent variable across pre-established groups. The only information we get from
ANOVA is whether or not there is a difference in the mean scores of theedifgroups
but not where the differences reside. For that purpose, we need to run Post-hoc tests.
Thus, for purposes of this study, post-hoc tests were conducted as needed.

Pearson correlation coefficients (r) were used to explore the relatiohstvpsen
the variables. Coefficients values range from -1 to +1. The absolute valug¢aadica
strength of the relationship, while the (+) or (-) signs indicate positive orimegat

correlations respectively. Cohen (1988) provides the following guidelines:

r=.10t0 .29 orr=-.10t0-.29 Small

30to .49 orr=-30t0o-.49 Medium

,
I

_=
I

50t0.1.0 or r=-50to0-.1.0 Large

Multiple Regression Analysis (MRA) is a statistical technique that ichima
determining how much of the variance in the dependent variable (DV) can bmedpla
by the independent variables (1Vs). In addition, this technique provides an indication of

the relative contribution of each of the Vs in the study (Pallant, 2005). MRAsatlusv
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researcher to compare competing sets of IVs to predict a DV, and to explore the
relationship between 1Vs and DV when the effect of other Vs is staligteliminated
(Tabachnick & Fidell, 2001). In other words, MRA is well suited for “analyzing
collective and separate effects of two or more independent variables on a dependent
variable” (Pedhazur, 1997; p.3). Preliminary analyses were conducted focreeiairsg
purposes. Major assumptions of multiple regression were checked. In thisstémlyise
regression was used to determine the variables that made significant unigieitons
to the variance in the dependent variables, and to identify the strongest predietmhfor

language and emergent literacy skill.



CHAPTER 4 — RESULTS

This chapter provides a description of the results of the statistical enalyse
first section describes the characteristics of the sample. The secaad pezsents the
results of the statistical procedures used to address the study’s hypotheses.

The statistical package SPSS Version 16.0 was used to run the statisticdsanaly
For group comparison analyses, the significance level was established @te.01
a=.05/3). Results with a significance level of .05 will be acknowledged, butlbaus
considered with caution (see Chapter 3). For all other analyses (i.e., tcamslmultiple
regression analysis), the significance level was established ae.0&5=05). Where it

pertains, effect size was calculated.

Participants

The participants for this study were 76 low-income mothers and 76 children.

Forty seven percent of the mothers were US born and 53% were Immigrant. Magjeers’
ranged from 20 to 47 years old, with an average age of 31. US born mothers were
slightly younger 1=28.6) compared to Immigrant mothek$=33.0).

Maternal educational attainment was divided into three groups: less than high
school education, high school education, and high school education with further training.
Twenty seven percent of the mothers had less than a high school education, 25% had a
high school education, and 48% had a high school education plus further training. Based
on birth status, Immigrant born mothers were significantly more likelgak a high

90
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school diploma (40%) compared to US born mothers (14%). US born mothers were
significantly more likely to have a high school education plus further trainirfig)(58

compared to Immigrant mothers (36%) (Table 2).

Table 2.

Association between Maternal Educational Attainment with Maternal Birth Status

Birth Status Total
Maternal Education US born Immigrant

Less than High

School 5 (14%) 16 (40%) 21 (28%)

High School 10 (28%) 9 (22%) 19 (25%)
High School plus

further training 21 (58%) 15 (38%) 36 (47%)

Total 36 (100%) 40 (100%) 76 (100%)

¥*= (2,N=76) = 6.62p=.04,Phi=.30.

Fifty nine percent of US born mothers were African American, 26% Caucasian,
6% of Hispanic heritage, 6% Native American (Cherokee), and 3% from Pueoto R
Seventy six percent of the Immigrant mothers were Hispanic, 14% from West, Ane
mother from Grenada and another from Bosnia. Within the Immigrant born mothers, 40%
were from El Salvador. Other countries of origin included Guatemala (3%), Honduras
(10%), Bolivia (5%), Peru (8%), Mexico (8%), Nicaragua (3%), Pakistan (3%),

Afghanistan (3%), Ghana (8%), and Sierra Leone (8%).
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Fifty eight percent of the children were male, and 42% were female. alges
ranged from 4.08 to 5.10 years of age with a mean ofSD9.82) years.
Measures
This study included 4 measures. One was related to maternal behaviors in support
of child’s emergent literacy, while the other three measures wetedétachildren’s
language outcomes in receptive vocabulary, understanding of relational concepts, and

their ability to recognize and pronounce letters and words.

(1) Mothers’ Measure
The Home Support for Language and Emergent Literacy (HSLEL) Scale

The HSLEL scale (see Appendix A) was completed by the primary garggi
either in English or Spanish (depending on respondents’ language of choice). Seventy
percent of the respondents completed the scale in English, and 30% in Spanish.

The range of possible scores was 0 to 33. The obtained range for this sample was
19, from to the lowest score of 13 to the highest score of 32. The mean was 23.34
(SD=4.66). The internal consistency of this scale was adequate as the Cronbach alpha
coefficient for this scale was .72.

The HSLEL is composed of 22 items. Items 1 through 9 are 3-point items; items
10 through 21 are dichotomous items (Yes/No); and Iltem 22 is a 4-point item. The
percentages of responses for each value of the variable are presentedim detai
Appendix B. T-tests and ANOVAs were conducted to explore the difference Ipetwee

group means with educational attainment and birth status as grouping variatdésedDe
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interpretation of the results of these analyses is presented in Appendix B. Belewsta
summary of the most relevant findings.

In analyses of responses on each of the individual items, T-tests indicated that
there was no statistically significant difference in scores fob&t& mothers and
Immigrant mothers, except for Item #22, Book Ownership. US born mothers were
significantly more likely than Immigrant mothers to own a greater nuoftehildren’s
books. In a second set of analyses by items, ANOVAs revealed that mothersyivh hi
levels of educational attainment were significantly more likely to teacthiletletters,
words, and numbers (Iltem #3), to play with toys or games indoors (Item #6), to take the
child to a museum (Iltem #10), to teach the alphabet (Iltem #12), and to own a greater
number of children’s books (Iltem #22). When birth status was controlled for, birth status

remained the strongest predictor of book ownership.

(2) Child’'s Measures

Overall, children in this sample scored below national levels (Tables 3a and 3b)
leading to a restricted range of scores. Boehm percentile ranks arggulessparately
because they are computed by child’s age band. The obtained mean scores farinhildre
this study were almost one standard deviation below the national means a@sssene
As a group, children of US born mothek4+91.67,SD= 12.57) were significantly more
likely than children of Immigrant mothers to obtain higher scores on the PPVH/TVI
(M=82.78,SD= 11.23;t(74)= 3.26p= .002). Children of US born motherd£ 39.80,

SD= 8.27) were also significantly more likely than children of Immigranthest to
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obtain higher scores on the Boehmv8=(35.33,SD= 10.50;t(72)= 2.02p= .047). There
was not statistically significant difference on WJ/WM scores fodofi of US born

mothers and children of Immigrant mothers.

Table 3a.
Percentile Ranks for Children’s PPVT/TVIP and WJ/WM Scores.
Measures N Mean SD Percentile
PPVT/TVIP 76 86.99 12.62 19
WJI/WM 76 87.92 18.26 21
Table 3b.
Percentile Ranks for Children’s Boehm-3 Scores
Age band N % Mean SD Percentile
4-6 to 4-11 10 14 30.8 12.98 14
5-0to 5-5 46 62 38.24 7.72 11
5-6 to 5-11 18 24 39.11 11.28 11

Although children in this sample as a group scored below national levels on all
measures, some children scored at or above national levels. Inspection o the dat
revealed that when scores above tH8 pércentile were examined, the children in this
sample performed better on the WJ/WM than on the PPVT/TVIP and Boehm-3yTwent
eight percent of the children scored above tH&fcentile on the WJ/WM, compared
to 19% on the Boehm-3 and 16% on the PPVT/TVIP (Tables 4a-c). Children of

Immigrant mothers obtained higher scores on the WJ/WM than on the other measures
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Children of Immigrant mothers were more likely than children of US Born mathers

perform in the lowest percentile rank on all measures (Tables 4a-c).

Table 4a.

Children’s PPVT/TVIP Scores by Percentile Ranks and Maternal Birth Status
Percentage (%)

Percentile Range Total (N=76) US Born (N=36) Imm (N=40)
Above 50 15.79 75 25
16-50 42.11 59.37 40.63
3-15 35.53 25.93 74.07
<1-2 6.58 20 80

Note.N=76; Total= percentage of children regardlessiafernal birth status; US born= children of US

Born mothers; Imm= children of Immigrant mothers.

Table 4b.

Children’s Boehm-3 Scores by Percentile Ranks and Maternal Birth Status
Percentage (%)

Percentile Range Total (N=74) US Born (N=35) Imm (N=39)
Above 50 18.92 71.43 28.57
16-50 27.03 60 40
3-15 47.30 34.29 65.71
<1-2 6.76 20 80

Note.N=74; Total= percentage of children regardless afamal immigrant status; US born= children of

US born mothers; Imm= children of Immigrant mothers
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Table 4c.

Children’s WJ/WM Scores by Percentile Ranks and Maternal Birth Status

Percentage (%)

Percentile Range Total (N=76) US Born (N=36) Imm (N=40)
Above 50 27.63 57.38 47.62
16-50 40.79 54.84 45.16
3-15 22.37 35.29 64.71
<1-2 9.21 28.57 71.43

Note.N=76; Total= percentage of children regardless afamal immigrant status; US born= children of

US born mothers; Imm= children of Immigrant mothers

Lastly, the language in which respondent answered the HSLEL scale was
positively correlated with children’s understanding of basic relational con@épia4,
r=.30,p=.007) and children’s ability to recognize and pronounce letters and words
(N=76,r=.292,p=.01). This means that children whose mothers answered the English
version of the HSLEL had better understanding of basic relational concepts, aed great
ability to recognize and pronounce letters and words than the children whose mothers

answered the Spanish version of the scale.

Children’s receptive vocabulary
Receptive vocabulary was measured by The Peabody Picture VocabulaBydT est
edition (PPVT), and Test de Vocabulario en Imadgenes Peabody: Adaptacion

Hispanoamericana (TVIP).
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PPVT/TVIP provides standardized scores with a mean of 100 and a standard
deviation of 15. Children in the present study had receptive vocabulary standasd scor
that ranged from 48 to 111 with a mean standard score of &891Q.62). This result
means that the standard mean score of the children in this sample was i the 19
percentile of the national sample. That is, these children scored almost 1.@dstanda
deviation below the mean of the national sample.

Sixty eight children were assessed using the PPVT and 8 children wesseaks
using the TVIP. An independent-samples t-test was conducted to comparevescepti
vocabulary scores for PPVT (English) and TVIP (Spanish). There was no sighific
difference in score between group means for PRMF8(.34,SD=12.84) and TVIP
[M=84,SD=10.84;t(74)=-.705,p=.483].For purposes of hypothesis testing, PPVT and

TVIP scores were combined.

Children’s Understanding of Basic Relational Concepts

Children’s understanding of basic relational concepts was measured by Boehm
Test of Basic Concepts-3 Preschool (see Chapter 3 for a more detail@gtidesaf this
measure). Sixty six children were assessed using the English versionesitilaad 8
children were assessed using the Spanish version of the test.

The Spanish version of the test yields comparable results to the English version.
Therefore, Boehm-3 English and Spanish version scores were combined. An
independent-samples t-test was conducted to compare Boehm scores for tHe&whnis

English versions of the test. There was no significant difference in scorecbhegverip
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raw score means for the Spanish versMr33.75,SD=8.084) and English versions
[M=37.89,SD=9.85;1(72)=-1.143p=.257].

All Boehm-3 scores are computed by children’s age bands. In this study, mean
raw scores, standard deviations, percentiles, and performance rang®mpreged

according to children’s age bands (Table 5). The highest raw score for ednddse

52.

Table 5.

Characteristics of Boehm Performance by Age Band (N=74)

Age band N Mean SD Percentile Performance Range
4-6 t0 4-11 10 (13.16%) 30.8  12.98 14 3 (lowest third)
5-0 to 5-5 46 (60.53%) 38.24  7.72 11 3 (lowest third)
5-6 to 5-11 18 (23.68%) 39.11 11.28 11 3 (lowest third)

Thirteen percent of the children in this sample were in the 4-6 to 4-11 age band.
They obtained a mean raw score of 3@BX12.98) by answering correctly 59% of the
items. Children in this age band performed as well as or better than 14% of ¢hlevelg
peers when compared to the children in the national sample. According to the test
developer, this result would be an indicator that “therapist/teacher and pareist hel
needed for the child to develop successful language skills” (Boehm, 2001, p.60).

Sixty one percent of the children in this sample were in the 5-0 to 5-5 age band.
They obtained a mean raw score of 382B<7.72) by answering correctly 73% of the

items. Children in this age band performed as well as or better than 11% oféleivel
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peers when compared to the children in the national sample, showing a very low
knowledge of basic concepts.

Twenty four percent of the children in this sample were in the 5-6 to 5-11 age
band. They obtained a mean raw score of 3%6I¥11.28) by answering correctly 75%
of the items. Children in this age band performed as well as or better than 11% of the
age level peers when compared to the children in the national sample, also showing a
very low knowledge of basic concepts.

Considering children in all three age bands combined, 31% (n=23) had a
performance range of 1 (top third), indicating knowledge of most of the basic concepts
when compared to age-level peers. Twenty two percent (n=16) had a performance rang
of 2 (middle third), evidence of knowledge of many of the basic concepts when compared
to age-level peers, but lack of understanding on some key concepts. Forty seven percent
of the children had a performance range of 3 (bottom third), indicating that
“therapist/teacher and parent help is needed for the child to develop sucessgiabe

skills” (Boehm, 2001, p.60).

Children’s Ability to Recognize and Pronounce Letters and Words

Children’s ability to recognize and pronounce letters and words was neasure
using the Letter-Word Identification subtest from Woodcock-Johnson Psycho-
Educational Battery Revised (WJ), and subtest 22, Identificacion des lyefalabras,

from Bateria Woodcock-Mufioz Pruebas de Aprovechamiento Revisada (WM).
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WJ and WM vyield comparable scores, therefore, in this study WJ and WM
standards scores were combined and reported as one measure. Sixty eight cailren w
assessed using WJ and eight using WM. An independent-samples t-test was ddnducte
compare WJ/WM standard scores for the Spanish (WM) and English (W&ngeosithe
test. There was no significant difference in scores between group stacwoladeans
for the Spanish versioM=83.75,SD=7.851) and English versioMF88.41,SD=19.1;
t(64)=-.680,p=.498].

WJ/WM provides standardized scores with a mean of 100 and a standard
deviation of 15. Children in the present study had WJ/WM standardized scores that
ranged from 9 to 116, with a mean standard score of 87.92 (SD= 18.26). This means falls
at the 2¥' percentile of the national sample, with children scoring almost 1.0 standard

deviation below the national average.

Research Hypotheses

Research Hypothesis 1

This study hypothesized that within low-income families, there is a signtfi
positive relationship between Home Support for Language and EmergentyLiterac
(HSLEL) and children’s language and emergent literacy skills at lgaden entry.

Research Hypothesis 1 was partially supported. The relationship betweeh HSLE
and children’s language and emergent literacy scores (as measured By PPy
Boehm-3, and WJ/WM) was investigated using Pearson product-moment correlation

coefficient.The results indicated that six specific HSLEL items from the scale were
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statistically significantly correlated with child outcomes (Sekeld &). Number of
children’s book at home (i.e., book ownership) was significantly and positively ¢edela
with all three measures. There was no significant correlation betweeotahHSLEL
scale score and children’s language and emergent literacy outcomes o PPy T/

Boehm, or WJ/WM.

Table 6.
Correlations Between Individual Items of HSLEL and Child Outcomes
PPVT/TVIP Boehm-3 WJI/WM
Activities r P r P r P
Using correct grammar.- 406 .000**
Teaching verbal manners.- 309 .007**
Working in arts/crafts.- 278 .015*
Getting books from library.- 256  .028*
Teaching songs.- -.252.030*
Book ownership.- 243  .035* 251  .031* 232 .044*

Note. N=76; *significant at the p<.05 level; ** sijficant at the p<.01 level

The strongest statistically significant positive correlation wasdxest parent
using correct grammar and pronunciation and Boehm-3 scores. There was aenoderat
positive significant correlation between parent using correct gramnaapronunciation,

and children’s Boehm scores=[41, n=76 p=.00], with high scores on this item
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correlated with high Boehm scores. Parents’ use of correct grammar and pabonnc
explains 16.5% of the variance in children’s understanding of basic relational concepts

There was a moderate, positive statistically significant correlatiovela parent
teaching simple verbal manners and children’s PPVT/TVIP score&l[n=76,p=.01],
with high scores on this item correlated with high PPVT/TVIP scores. Teasinipde
verbal manners helps explain 9.5% of the variance in children’s receptive vocabulary.

There was a small, positive, statistically significant correlatiowdst parent
working on arts/crafts with child and children’s WJ/WM scoresZ9,n=76,p=.02],
with high levels of engaging in this activity associated with high WJ/\\esc
Working on arts and crafts with child explains 7.7% of the variance in childrenty abil
to pronounce and recognize letters and words.

There was a small, positive, statistically significant correlatiowdst parent
getting books from the library and children’s Boehm scare26,n=74, p=.03], with
high scores on this item correlated with high Boehm scores. Borrowing bookshie
library helps explain 6.6% of the variance in children’s understanding of basiocnala
concepts.

There was a small, negative, statistically significant correlationdss parent
teaching songs/music to child and children’s Boehm-3 score2$,n=74,p=.03], with
low levels of engaging in this activity correlated with higher Boebones.Teaching
child songs or music helps explain nearly 6% of the variance in children’sstamtting

of basic relational concepts.
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There was a small, positive, statistically significant correlatiowdse book
ownership and children’s Boehm scores.25,n=74,p=.03], with high scores on this
item correlated with high Boehm scores. Book ownership helps explain 6.3% of the
variance in children’s understanding of basic relational concepts.

There was a small, positive significant correlation between the number of books
owned and children’s PPVT/TVIP scores.R4,n=76,p=.04], with high scores on this
item associated with high PPVT/TVIP scores. Book ownership helps explain 5.9% of the
variance in PPVT/TVIP scores.

There was a small, positive significant correlation between book ownership and
children’s WJ/WM [=.23,n=76, p=.04], with high scores on this item associated with
high WJ/WM scores. Book ownership helps explain 5.4% of the variance in WJ/WM
scores.

The following items from the HSLEL scale, “frequency of reading”, fggtt
books from library”, and “book ownership”, have been extensively researched. Most
studies identify these factors as predictors of language and eméegewt/|skills. The
author of this dissertation wanted to examine whether and to want extent thigioorrela
existed in a low-income sample with a high percentage of children of Immigrghers.
Consequently, these three items were combined to explore their relationshaivd
outcomes. This short version of the HSLEL Scale was moderately and sighjficant
correlated with children’s understanding of basic relational concep®9[B,n=74,
p=.01], and modestly correlated with receptive vocabulary2fi0,n=76, p=.03], and

children’s ability to recognize and pronounce letters and word240,n=76, p=.036].
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In sum, Research Hypothesis 1 was partially supported. There were significant

correlations between specific items of HSLEL and child outcomes (SeeS)able
There was no significant correlation between the HSLEL scale as a artbtzhild
outcomes.

Based on prior literature review, this study also investigated therelhips
between maternal birth status, maternal educational attainment, and inditéchsabn
HSLEL.

To further investigate the relationship between maternal immigrant,status
maternal educational attainment, and individual items on the HSLEL scal&ydlge s
examined the Pearson product-moment correlation coefficients. Only significant
correlations at the p<.05 level are reported here (Table 7).

Table 7.

Correlations Between Item on HSLEL and Maternal Characteristics

Birth Status Education
Activity R p r p
Going to the museum .328 .004**
Book ownership -.324 .004** 314 .006**
Playing games indoors 275 .016*
Teaching verbal manners 275 .016*
Teaching letters/words .267 .020*
Taking time to listen 229 .046*

Note.N=76; *significant at the p<.05 level; ** signifanit at the p<.01 level; Birth Status: Immigrantgg
born= 0; Educational Attainment: less than highosth 1, high school= 2, high school plus further

training= 3.
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There was a moderate, significant negative correlation between imnstaarg
and book ownership$-.32,n=76,p=.00], with Immigrant mothers owning fewer
children’s books than US born mothers. Maternal birth status helps explain 10.5% of the
variance in book ownership.

There were a moderate, significant positive correlations between nhaterna
educational attainment and taking child to a musauwn328,n=76,p=.004], and
maternal educational attainment and book ownerski@14,n=76, p=.006], with
educational attainment associated with higher item scores on both categpassnof
child activities.

Maternal educational attainment was modestly and significantly atedelvith
playing with toys or games indoors with chilg[275,n=76, p=.016], teaching simple
verbal mannerg§.275,n=76, p=.016], teaching child letters, words or numbers267,
n=76,p=.20], and encouraging child to talk and taking time to listen [r=.229, n=76,
p=.046]. Higher educational attainment was associated with higher scoresen thes

parent-child activities.

Maternal Birth Status, Maternal Educational Attainment and Children’s Language and
Emergent Literacy Skills

Pearson product-moment correlation coefficients were conducted to understand the
relationships between maternal birth status, maternal educational attgiangkchild

outcomes. Only significant correlations at the p<.05 level are reportedTiaéie 8).
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Table 8.
Correlations between Maternal Characteristics and Child Outcomes

Birth Status Education
Measure n M SD R p R p
PPVT/TVIP 76 86.99 12.62 -.354 .002** 311 .006**
Boehm-3 74  37.45 9.71 -.231 .047~* 278 .016*
WJI/WM 76 87.92 18.26 -.149 .198 .198 .086

Note.N=76; *significant at the p<.05 level; ** signifanit at the p<.01 level; Birth Status: Immigrantgg
born= 0; Educational Attainment: less than highosth 1, high school= 2, high school plus further

training= 3.

There was a moderate, significant negative correlation between métietimatatus
and PPVT/TVIP scores$-.354,n=76,p=.002], and a small, significant positive
correlation between maternal educational attainment and PPVT/TVIP scafE&3]
n=76,p=.016]. Being the child of a US Born mother and/or of a mother with a higher
educational attainment is associated with higher PPVT/TVIP scores.

There was a small, significant negative correlation between mateartraSBatus and
Boehm scores§-.231,n=74,p=.047], and a small, significant positive correlation
between maternal educational attainment and Boehm scer2gd,n=74,p=.016].
Being the child of a US Born mother and/or of a mother with a higher educational
attainment is associated with higher Boehm scores.

There was no significant correlation between maternal Birth Status, andNVJ/W

scores or between maternal educational attainment, and WJ/WM scores.
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Follow-up Questions and Multiple Regression Analyses
The next three follow-up analyses were conducted to control for the possible
effects of maternal characteristics on child outcomes, and to determmstectigest

predictor for each child outcome measure.

Analysis 1

Stepwise regression analysis (MRA) was used to address the followmg-tqd
guestion regarding PPVT/TVIP: What is the strongest predictor of chikireocéptive
vocabulary?

Analysis was performed using SPSS Regression (Stepwise) and SB8&Eres for
evaluation of assumptions. No assumptions were violated.

Table 9 shows that after all the variables have been included, Model 2 as a whole
explains 22% of the variance in PPVT/TVIP scores (Ajusted R9). In this model,
maternal birth status and Teaching child verbal manners are significaictqnedf
children’s receptive vocabulary. Maternal Birth Status makes the sstomggue
contribution (Beta=-.35, p=.001). No other items made statistically sigmifica

contributions to the regression model.
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Table 9.
Summary of Stepwise Regression Analysis for Variables Predicting Children’s

PPVT/TVIP Scores (N=76)

B Std. Error B
Model 1
Birth Status -8.89 2.73 -.35%*
Model 2
Birth Status -8.87 2.60 -.35%*
Verbal manners 9.27 3.11 31

Note.R?= .22 for Model 2; Adj. R= .20 for Model 2; * significant at the p<.05 ley#tsignificant at the

p<.01 level

Analysis 2

Stepwise regression analysis (MRA) was used to address the followimg-fgl
guestion regarding Boehm-3: What is the strongest predictor of children’s tamdiéng
of basic relational concepts?

Analysis was performed using SPSS Regression (Stepwise) and SB8&nEres for
evaluation of assumptions. No assumptions were violated.

Table 10 shows that after all the variables have been included, Model 3 as a whole
explains 30% of the variance in Boehm scores (Adjusfed &) . In Model 3, “using

correct grammar/pronunciation”, “teaching child songs/music”, and nateducational
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attainment, are significant predictors of children’s understanding of teatmonal

concepts. Using correct grammar and pronunciation makes the strongest unique

contribution (Beta=.38, p=.000). No other items made statistically significant

contributions to the regression model.

Table 10.

Summary of Stepwise Regression Analysis for Variables Predicting Children’s Boehm-

Scores (N=74)

B Std. Error

Model 1

Caregiver uses correct grammar

and pronunciation 34.36 9.12 A1**
Model 2

Caregiver uses correct grammar

and pronunciation 35.38 8.78 A2%*

Teaching child songs or music -3.64 1.39 - 27**
Model 3

Caregiver uses correct grammar

and pronunciation 32.04 8.60 .38**

Teaching child songs or music -3.96 1.35 .005**

Maternal Educational Attainment 2.83 1.17 .02*

Note.R”= .30 for Model 3; Adj. R= .27 for Model 3; * significant at the p<.05 ley&isignificant at

the p<.01 level
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Analysis 3.

Stepwise regression analysis (MRA) was used to address the followimg-igl
guestion regarding WJ/WM: What is the strongest predictor of childrenitydbil
pronounce and recognize letters and words?

Analysis was performed using SPSS Regression (Stepwise) and SB8&Eres for
evaluation of assumptions. No assumptions were violated.

Table 11 shows that after all the variables have been included, the model as a whole
explains 8% of the variance in WJ/WM scores (Adjustéd R7). In the model, working
with child on arts and crafts is the only significant predictor of childrdrilgyato
recognize and pronounce letters and words (Beta=.28, p=.015). No other items made

statistically significant contributions to the regression model.

Table 11.
Summary of Stepwise Regression Analysis for Variables Predicting Children’$WwWJ/W

Scores (N=76)

B Std. Error B

Model 1

Worked with child on arts and crafts 6.71 2.69 .28*

Note.R”= .08; Adj. R = .07 for Model 3; * significant at the p<.05 level
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Research Hypothesis 2

This study hypothesized that within low-income families, the homes of mothers
with more education provide significantly greater Home Support for the language and
emergent literacy development of children than the homes of mothers witklessien

A one-way between-groups analysis of variance (ANOVA) was conducted to
explore the impact of maternal educational attainment on home support for langdage
emergent literacy development, as measured by the HSLEL scale. Hzeae w
statistically significant difference at the p<.017 level in HSLEL ssdor the three
educational attainment grouds(2,73)=7.09p=.002]. The magnitude of the difference
in the means was large (eta square =.16). That is, 16% of the variance in HSLEL is
explained by maternal educational attainment. The overall differenttabsit@ble to
significant differences in two of the three groups. Post-hoc comparisons usingkthe T
HSD test indicated that the mean score for mothers with less that high sdhcatien
(n=21,M=21.43,SD=4.80) was significantly lower than the mean score of mothers with a
high school education plus further trainimg86, M=25.31,SD=3.54). Mean scores of
mothers with high school education onhg19,M=21.74,SD=5.06) was also
significantly lower from the mean score of mothers with a high school education plus
further training. There was no significant difference between mean sfareghers
with less than high school education and mothers with high school education.

Therefore, the research hypothesis is supported. The homes of mothers with a

higher educational attainment provide significantly greater Home Suppadnefor t
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language and emergent literacy development of children than the homes osmdatimer
a lower educational attainment.
Research Hypothesis 3

This study hypothesized that within low-income families, US born mothers’
homes provide significantly greater Home Support than the homes of Immigrdrgrm

An independent-samples t-test was conducted to compare the HSLEL scores for
US Born mothers and Immigrant mothers. There was no significant differeacere
for US Born mothers and Immigrant mothers.

Therefore, the research hypothesis is rejected. The homes of US borrsrdother
not provide higher support for language and emergent literacy compared to the homes of

Immigrant mothers.

Research Hypothesis 4

This study hypothesized that within low-income families, children whose nsother
have more education score significantly higher in language and emetgaayli
development than children whose mothers have less education.

Three separate one-way between-groups analysis of variance (AN@are
conducted to explore the impact of maternal educational attainment on children’s
language and emergent literacy development, as measured by PPVT, Boeknw3, a
There was a statistically significant difference at the p<.017 Iev@PVT scores for the
three educational attainment group$,73)=5.65p=.005]. There was no statistically

significant difference between group means in Boehm-3 and WJ/WM s&aesable
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12). The magnitude of the difference in the means for PPVT/TVIP was modelatget
(eta square =.13). That is, 13% of the variance in PPVT scores is explainetehyama
educational attainment.
Table 12.

Children’s Language and Emergent Literacy Scores by Maternal Educational
Attainment

Less than HS HS HS+ ANOVA

n M SD n M SD N M SD F Df

PPVT 21 79.57 10.47 19 90.21 9.26 36 89.61 13.74 5.65 75**
Boehm 20 33.55 13.46 19 36.89 7.26 35 39.97 7.59 241 73

WJ 21 80.71 12.87 19 91.74 9.79 36 90.11 2295 239 75

Note. ** Significant at the p< .017 level

Post-hoc comparisons using the Tukey HSD test were used to identify where the
differences among the groups occurred. Post-hoc comparisons for PPVT isdizaged
that the mean score for mothers with less than high school educatiti) M=79.57,
SD=10.47) was significantly lower than the mean scores of mothers with high school
education onlyrf=19,M=90.21,SD=9.26), and from mothers with a high school
education plus further training€36,M=89.61,SD=13.74). Mean scores of mothers
with high school education only was statistically significantly higher thathers with
less than high school education but was not significantly different from mothlrs w

high school education plus further training.
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Therefore, the research hypothesis is partially supported. Children wtisersn
have a higher educational attainment obtain significantly higher PPVT/T0dless
compared to the score of children whose mothers have a lower educationalesttainm
There was no statistically significant difference between group med&wehm-3 scores,
and WJ/WM scores.

Research Hypothesis 5

This study hypothesized that within low-income families, children of US born
mothers score significantly higher in language and emergent literaelogeent than
children of Immigrant mothers.

An independent-samples t-test was conducted to compare children’s language and
emergent literacy scores (as measured by PPVT/TVIP, Boehm-3, awd\Wyar
children of US Born mothers and children of Immigrant mothers. There wasstcsthy
significant difference at the p<.017 level between PPVT/TVIP scorehfldren of US
Born mothers1=91.67,SD=12.57) and children of Immigrant mothek8482.78,
SD=11.23;1(74)=3.26 p=.002]. The magnitude of the difference in the means is
moderate to large (eta square =.13). That is, 13% of the variance in children’s
PPVT/TVIP scores is explained by maternal birth status. There vaa atatistically
significant difference at the p<.05 level between Boehm-3 scores fdreshibf US Born
mothers §1=39.80,SD=8.27) and children of Immigrant motheM$35.33,SD=10.50;
t(72)=2.02,p=.047]. The magnitude of the difference in the means is small to moderate
(eta square =.05). That is, 5% of the variance in children’s Boehm-3 scoxetaisned

by maternal immigrant status. There was no statistically signtfaifference between
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WJ/WM scores for children of US Born mothers and children of Immigrant motess (

Table 13).
Table 13.
Comparison of Means between Child’s Outcomes by Maternal Birth Status
US Born Immigrant T-test

Measure n M SD n M SD T Df
PPVT-III or 36 91.67 1257 40 82.78 11.23 3.26** 74
TVIP
Boehm-3 35 39.80 8.27 39 35.33 10.50 202 72
WJ or WM 36 90.78 18 40 85.35 18.35 130 74

Note * Significant at the p<.05 level; **Significant the p<.017 level

In conclusion, research hypothesis 5 was partially supported. The children of US
Born mothers obtain significantly higher PPVT/TVIP and Boehm scores than the
children of Immigrant mothers. The children of US Born mothers did not achieve

significantly higher scores in the WJ/WM measure.



CHAPTER 5 — DISCUSSION

The following chapter begins with a brief summary of this research, artdbathe
study’s limitations. The overview is followed by a discussion about each of the
hypotheses in light of the current findings, and concludes with contributiors foze

research, and implications for applied research and practice.

Summary of this Study

Within a low—income sample, the present research examined the relationships
between home support for language and emergent literacy (henceforth, ;iISLE
maternal characteristics (i.e., birth status, and educational attainnmehthyee specific
language and emergent literacy skills at kindergarten entry: (1) nee@ptabulary, (2)
understanding of basic relational concepts, and (3) ability to recognize and pmnounc
letters and words. In addition, the study explored how HSLEL and children’s outcomes
varied as a function of maternal characteristics.

The theoretical framework for this study is basedBammfenbrenner’s (1979,
1986) ecological theory of human development, which conceptualizes behavior as
embedded and expressed in a specific environmental context (Bronfenbrenner, 1979).
The theory suggests that the developmental changes that result from adult-chil
interactions in the most proximal setting of the home environment have consequences
and impact children’s functioning in more distal settings. Bronfenbrenner andsMorri
(2005) define proximal processes as enduring forms of interaction in the inbenedia

116
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environment. The nature and extent of adult-child interactions are influenced by
sociocultural background. In sum, Bronfenbrenner’s ecological model allows the
examination of how contextual factors (i.e. maternal characteristidgpvatoximal
processes (i.e. HSLEL) impact the school readiness of preschool age childréovirom
income families.

This study hypothesized that within a low-income sample, (1) There is a
significant, positive relationship between HSLEL and children’s languadjemergent
literacy development, (2) The homes of mothers with more education provide
significantly greater HSLEL for the language and emergenadiedevelopment of
children than the homes of mothers with less education, (3) US born mothers’ homes
provide significantly greater HSLEL than the homes of Immigrant mother€hibren
whose mothers have more education score significantly higher in languageeagdm@m
literacy development than children whose mothers have less education, (5) Chittren wi
US born mothers score significantly higher in language and emergent literacy
development than children with Immigrant mothers.

The present study is primarily a correlational study. Through quawitati
methods, whether and to what extent relationships existed between the studplevar
was determined. The sample consisted of 76 mothers and 76 children. The study used
existing coded data from CUA’s Early Head Start Research Projeciclumdzgy
analysis. All measures, procedures, and data analyses were approved by CUA’s

Institutional Review Board.
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This study has two independent variables: Home Support for Language and
Emergent Literacy (HSLEL), and Maternal Characteristics (i.e2h btatus and
educational attainment); and three dependent variables: (1) Children’swecept
vocabulary; (2) Children’s understanding of basic relational concepts, and (3)e@lsildr
ability to recognize and pronounce letters and words.

Data analyses included descriptive statistics, t-tests, ANO¥a;I8n
correlation, and multiple regression analysis. Results revealed tharasp the children
in this sample, especially children of Immigrant mothers, performed belcsnakiat
levels in all measures. Results also indicated that even within this low-irsaone,
maternal educational attainment was positively correlated with chiddienguage and
early literacy skills. In addition, maternal birth status was the gésirpredictor of
children’s receptive vocabulary. Lastly, six specific HSLEL iterosifthe scale were
statistically significantly correlated with child outcomes.

The main conclusions of this study are that more study is needed to deepen our
understanding of (1) the interplay between maternal characteristicsnother’s
education and birth status), and their children’s language and emergeay ldetis; and
(2) the interplay between maternal characteristics, home support doalgs and
emergent literacy development, and children’s language and emergeny |glkitks.
Finally, findings from this study underscore the need to consider the use odtaler
measures to accurately evaluate the skills that children with this sarobseacteristics

possess prior entry to kindergarten.
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The main contribution of this study is the identification of factors that help
explain the variability of children’s kindergarten entry skills within a lonome sample.
In addition, this study’s sample characteristics highlight the fact that-antawne
immigrant sample can be very diverse. This is valuable information for fusearch
since we can no longer consider “immigrants” as a monolithic group, but rather as
heterogeneous group. This implies that it is necessary to explore iergtetil the
variations within a low-income immigrant sample to be able to determine wdras

for whom”.

Study’s Limitations

1. This study used preexisting data; therefore, research questions were
conceptualized based on the measures available.

2. Home support for language and emergent literacy was identified by sictbEy
report. The possible influence of social desirability on their answers should be
considered.

3. Variables such as maternal depression and stress, strong predictors n&imater
engagement in home activities with their children, are beyond the scope of this
study.

4. Maternal birth status (i.e. being US born or Immigrant) was reported bytpate
baseline and does not address acculturation level. Future studies should include an
acculturation measure to better understand the effect that acculturation has ove

maternal behavior, and whether or not mothers have been “Americanized”
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through contact with the American culture and/or participation in programs such
as Head Start and Early Head Start.

5. The dependent variables of this study, identified as language and emergent
literacy related school readiness, represent only a few of the many compafnents

school readiness.

Discussion of Research Hypotheses
In this section, each research hypothesis will be discussed based on the findings

presented in the previous chapter. Major conclusions are also included.

Research Hypothesis 1

Research hypothesis 1 was partially supported. There were stiyisiigaificant
correlations between individual items of HSLEL and child outcomes (see Table 6,
previous chapter). There was no significant correlation between the total HBaEL
and children’s language and emergent literacy scores.

The most significant correlations will be discussed first, followed by flkus
explanations for the lack of correlation between the total HSLEL scale ddd chi
outcomes. The latter discussion includes problems with assumptions, design, sample

characteristics, procedures, and the dearth of previous research.
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Significant Correlations between Individual HSLEL Items and Child Outcomes
Teaching the child verbal manners (Item #13), and owning children’s books (ltem
#22) was statistically significantly and positively correlated wneiteptive vocabulary.
Teaching child songs and music (Item #4), was negatively correlatedhidrea’s
understanding of basic relational concepts. Parent using correct graminar a
pronunciation (ltem #14), getting books from the library (Item #19) and book ownership
were positively correlated with children’s understanding of basic relationakpts.
Lastly, engaging in arts and crafts activities (Item #5), as welhagng children’s
books, were significantly and positively correlated with children’s abdifgronounce
and recognize letters and words.
A short version of the HSLEL Scale (i.e., “frequency of reading”, “getting books

from library”, and “book ownership”) was significantly correlated with atah’s
language and emergent literacy skillbe correlation between this short version of the
HSLEL scale and child outcomes is relevant because research indicasesésatbility
to reading material (i.e. children’s books) is usually associated with dwdikig
frequency (Raikes et al. 2006), and book reading is associated with childrenagang
and emergent literacy skills. However studies have not focused exclusively on a low
income sample with a large percentage of children of Immigrant moittesefore, the
findings of the present study support previous research, and contributes to the field by
demonstrating that within a low-income sample, book ownership, book reading, and
children’s language and emergent literacy skills are correlatedgé tarmber of low-

income families in this study reportedly owned children’s books, and read to the child.
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Books were reportedly available in all of the families in the sample (regarolie
maternal birth status), and reading also occurred frequently. Sixty sinpefdhe
parents (or someone else in the family) had read to the child within the pasawae
fifty nine percent of the families reported having more than 26 children’s bodklaeai
at home. In addition, 65% have read something other than books to the child (e.g., Bible,
children’s magazines, newspaper). This finding indicates that even undeefsestof
poverty, low-income families make an effort to have children’s books at home and to
read to their children.

Book ownership and book reading does not suffice, however. The challenge is to

ensure that low-income families acquire reading material that isppgepiate, and that
the joint reading process is meaningful. The latter point is made clear indhreg$ of
this study. The HSLEL item “reading frequency” was correlated viitldl outcomes
only when combined with other items (i.e., “getting books from library”, “book
ownership”). When “reading frequency” was examined in isolation, the item was not
statistically significantly correlated with any child outcomessTimding supports
previous research. In their exhaustive literature review, Scarborough andhal04)
concluded that only about 8% of the variance in emergent literacy (or literacyrasc
in children is explained by preschool children's access to books and book reading. Others
do not share this pessimistic view, and maintain that even small effectsliofrea
preschoolers may have long-term consequences on children’s reading skills (e.
Lonigan, 1994). The present study provides evidence that when analyzed in isolation,

access to books and book reading are not always correlated with laagddderacy
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outcomes. This finding is an indication that the development of language and emergent
literacy skills is a complex process and cannot be understood based on isolated factors
Future research should consider exploring what kind of children’s books is available at
home, as well as the nature and quality of bookreading behavior.

Lastly, this study identified a series of items correlated with langaage
emergent literacy skills that haven’t been addressed by previous hedearent teaching
verbal manners to child was significantly correlated with receptive vaagbhaind
parent using correct grammar and pronunciation was significantly dedelath
children’s understanding of basic relational concepts. Caldwell and Bradley) (2668
these two items within the Language Stimulation subscale (or factor) Bathe
Childhood HOME Inventory. The Language Stimulation factor “describes atterhpts
by the parents to encourage language development through conversation, modeling, and
direct teaching” (p.39). However, there is a dearth of research from othersslnkioey
these items and children’s language skills. The present study presents evidbisce of
link. Future research should explore why correct language use, and teaclinvgdial
manners may have an impact over children’s receptive vocabulary.

The present study found an unexpected negative correlation between parent
teaching child songs and music, and children’s understanding of basic rélationa
concepts. In other words, the more the parent taught songs and music to the child, the
lower was the child’s understanding of basic relational concepts. Futeegaleshould
examine if similar negative correlations are found within a sample ofttidg’'s

characteristics. If this negative correlation recurs, it would be indicat a need to
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study in-depth the relationship between teaching songs and music, and children’s
understanding of basic relational concepts.

Lastly, the present study found that engaging in arts and crafts astwéage
positively correlated with children’s ability to pronounce and recogniterseand words.
The relationship between working on arts and crafts activities and the develagment
written and oral language is not well studied. The positive correlation betesssrtg
arts and crafts, and children’s ability to recognize and pronounce letters atsd wor
suggest two different needs for research. First, there is a need to explore ithbtpats
a link between arts and crafts activities, and children’s letter-wordmeam skills.
Second, future studies should examine in detail the role that structured aci/li@me
(and possibly at child care settings) play over some children’s langndgareergent

literacy skills.

Lack of Correlation between HSLEL Scale and Child Outcomes
In the following sub-section, the lack of correlation between the HSLHE acd
child outcomes will be discussed based on problems with assumptions, design, sample

characteristics, procedures, and dearth of previous research

Assumptions
The literature reviewed (see Chapter 2) suggested a positive relgiibesiveen
individual items of the HSLEL and child outcomes. This study’s findings demanstrat

that. Nevertheless, these individual items have not been combined to form afwae b
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One assumption of this study was that when combined, the items would still be edrrelat
with child outcomes. This was not the case.

Bronfenbrenner’s (1979, 1986) ecological theory of human development
conceptualizes behavior as embedded and expressed in a specific environmemntal conte
(Bronfenbrenner, 1979). The theory suggests that the developmental changesilthat re
from adult-child interactions in the most proximal setting of the home environment have
consequences and impact children’s functioning in more distal settings. Bronfesibre
and Morris (2005) define proximal processes as enduring forms of interaction in the
immediate environment. Another assumption of this study was that the frequency of
adult-child interaction measured by the HSLEL was enduring. It is possibley&iowe
that adult-child dyads had engaged in a certain activity in the past seven dalyat kut
was not a common occurrence in the household. In order for an activity to produce
enduring effects and constitute enduring patterns of interaction, it has to r@cpierttly,
not sporadically. Future studies should employ additional qualitative research
methodologies (e.g., participant observation, video-taping, journal keeping) to better
capture the frequencies of certain activities. Furthermore, the scapgwities evaluated
by the HSLEL may be too narrow; therefore, the nature and extent of HSLikitiesct
that support and enhances the development of language and emergent literacy may not

have been accurately captured.
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Design and Sample Characteristics

This study’s sample was small. Small sample sizes are sometinids tma
capture statistically significant results. Some authors (e.g. Keppel, E2@hhmend a
larger sample size when conducting empirical research.

The child measures used in this study are very resistant to change. In order for a
activity to have a real impact over child outcome, it has to occur frequently and
consistently for a prolonged period of time. Future studies may consideritaidioma
design to capture the cumulative effect that a certain activity ortagiviave over an
extended period of time.

This study used existing data, thus relied on the measures available.Aevaria
that was not included because there was no instrument to measure it was social
desirability of answers. Future research may want to include a measaordrtd for the
possible effect of this variable.

Another variable to include in future research is the child’s own interest in
reading. Scarborough and Dobrich (1994) found that children’s perceived interest was
correlated with language and literacy outcomes, and that it even had a stronger
relationship with child outcomes than frequency and quality of book reading. Similar
findings have been reported by others (e.g., Fritjers et al., 2000; Payne et al., 1994;

Senechal et al., 1996, 1998).
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Procedures

A limitation of this study is the use of existing data derived from measures
employed in the larger original EHS investigation. HSLEL scale items taken from
the EHS Parent Interview. This collection of items failed to form conceptuall
meaningful subscales. This finding may be suggestive that the scale aza@hbines
too many and varied behaviors. Future researchers should consider constructney a sho
scale and/or examining specific behaviors in greater detail.

As noted before, the instrument used to measure home support for language and
emergent literacy may have not been able to capture the real frequencyiaf cert
activities. In addition, the range of options may have been too narrow (e.g., Y2sfNo;
times, one to two times, three or more times) leading to lack of variability in the
responses. A greater range of options may have helped increase variabdgy. S
responses rely on self-report, social desirability may have contributedcdk afl
variability. Future studies may add additional measures to triangulateegatéed by
self-report. Some of the measures could include the Marlowe-Crowne Sesiedliility
Scale (MCSDS) (Marlowe & Crowne, 1960) to test for socially-desirabpmnesng.
Individuals showing a high tendency to respond in a socially-desirable way may be
eliminated from statistical analysis. Another option is trying to miniraczally-
desirable responding by increasing the sense of anonymity and confitieofialnswers.

This is more likely to happen if the interview is not conducted face-to-face.
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Dearth of research

There are few studies focusing exclusively on the steps taken by lowancom
mothers to provide a home environment that supports language and emergent literacy
development, and the language and emergent literacy skills of their children at
kindergarten entry. There are even fewer studies in which half of the sangple wa
immigrant. Results of a small body of research are likely to be tentatieetolaulack of
research, the hypotheses of this dissertation were based on a small nuralgr of e
studies in this field. This may have led to inaccurate predictions.

In sum, the study’s Research Hypothesis 1 was partially supported. The
contributions of this finding are two-fold. On one hand, the fact that some individual
indicators of HSLEL do correlate significantly with child outcomes prefsetiter
evidence that book ownership, getting books from the library, and reading to children are
important markers to consider when examining HSLEL. In addition, less reedarc
indicators such as “working on arts and crafts”, “teaching verbal manners”parent
using correct grammar and pronunciation” suggest that there are other slentbat
home environment that promote and support HSLEL. Future research should examine
further these less common indicators to evaluate the ways in which they impact the
development of language and emergent literacy skills. On the other hand, the HSLEL
scale as a whole did not correlate significantly with child outcomes. Thisdisdiggests
the use of different methodological approaches to address and examine thengature a

extent of HSLEL.
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Research Hypothesis 2

Results indicate that the homes of mothers with a higher educational atthinme
provide significantly greater HSLEL than the homes of mothers with a loweatoioal
attainment. Therefore the research hypothesis is supported. This finding isecngith
previous research in the field. More importantly, this finding contributes to thebire
indicating that even within a low-income sample, maternal educationamaé&ai makes
a statistically significant difference in their children’s langei@and emergent literacy
skills.

Research indicates that mothers with a higher educational attainmembrare
likely to engage in language development activities such as frequent refaeliegd]
Interagency Forum on Child and Family Statistics, 2008), compared to mothers with
lower educational attainment. Bracken and Fischel (2008) created a 1€ditesy
divided into three dimensions, which measured family reading behavior of over 200
preschool children from a low-income background. One of the dimensions was Parent—
Child Reading Interaction (child’s age at which the parent began reading thild, the
frequency with which the parent reads to the child, the duration of reading sess$ions wi
the child, the frequency of visits to the library, and the number of books in the home for
the child’s use). The authors found that overall, “parent education showed the strongest
relationship with family reading behavior. Higher levels of parent educatios we
associated with greater parent interest in reading, greater cleitdsnin reading, and

greater parent—child reading interactions” (Bracken & Fischel, 2008; p.57).
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Parent’s higher educational attainment is associated with bettevyemgit and
earnings (Card, 1999). This was also observable in this study. Mothers with higher
educational attainment had greater family incomes. Therefore, even inirsctowe
sample as this one, there is a relationship between education and income. Hdlvever, a
families in this study’'s sample were low-income families living at cowehe Federal
Poverty Level. The present study’s finding is relevant because it irglibatiein the
absence of higher earnings and broader access to resources, comparduksonaimi
living in poverty, in this study better educated parents engaged more in homeeactiviti
that supported the development of language and emergent literacy skills.studyis
case, these home activities were frequent and varied reading, visits towdahg teaching
the alphabet, words, letters, numbers, and songs. Parents with a higher educational
attainment were also more likely to use complex words and sentences whesiognver
and to respond verbally to children’s requests. Therefore, the fact that motieas wi
higher educational attainment in this study scored higher in the HSLE .iscansistent
with other studies.

In sum, the present study extends previous research because the sample for this
study presented unique characteristics. The sample consisted of low-incomesmother
only, and almost half of the sample was immigrant. When the effect of birth s&gus w
controlled for, educational attainment remained the strongest predictor &lHBlore
research is needed to understand if there is a cause-effect relationslegrbspecific
aspects of higher maternal educational attainment, within a low-income sammpble

HSLEL.
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Research Hypothesis 3

Results from this study indicate that the homes of US born mothers do not provide
higher support for language and emergent literacy compared to the hommesigfant
mothers. This result is somewhat unexpected. This study’s theoretical foaknew
suggests that the child’s immediate environment and the interactions within arglitacros
are mediated by culture, socioeconomic status, race/ethnicity and higtoresa
(Bronfenbrenner, 1979, 1986). One assumption of this study was that Immigrant mothers
may have different belief systems and lifestyles when compared to US bdrersnas a
result of their cultural, ethnic, racial, and linguistic backgrounds. This a$gunis
based on past research. For example, Wasik and Hendrickson (2004) found that literacy
practices “vary from one family to another, from one culture to another, and with
cultures” (p.169). Others (e.g. Bornstein & Cote, 2001; Fulgini, 1998) have found that the
behavior patterns of immigrant families adhere more to their cultural trackdythan to
the American society. In the context of literacy practices, in partidhkere are studies
that document strong family influences in literacy (Rosolova, 2007). That isteshtly
practices, such as those practiced in the country of origin, “intersect with new
environments” (Rosovola, 2007). All these suggested that the support for language and
emergent literacy that Immigrant mothers would provide would be differenthiaain t
provided by US born mothers.

From a procedures point of view, it is possible that the HSLEL scale wasn’t able

to capture the diverse patterns of behavior between Immigrant and non-Immigrant
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households. In addition, response to HSLEL scale items is based on self-repefdrehe
social desirability of answers may have also led to lack of variability.

If Immigrant mothers and US born mothers engaged with similar frequertleg i
activities measured by the HSLEL scale, then it is possible that the kintvifes:
measured by the HSLEL are also common in other cultures, or at least in theesafntr
origin from this sample. Future studies may want to delve into this possibility arad add
follow-up question such as, “if you were you back in your homeland, would you engage
in this kind of activity with the same frequency you do here in the US?” If most
Immigrant mothers from a certain region or country answer “no” to thigiqoeg
would indicate a need to examine the impact of acculturation over maternal behavior.
mentioned in the Study’s Limitations section, maternal birth status (i.e. b&itgpko or
Immigrant) was reported by parents at baseline and does not address dimulaval.
Future studies should include an acculturation measure to better understanekctiaasff
acculturation has over maternal behavior, and whether or not mothers have been
“Americanized” through contact with the American culture and/or partioipan

programs such as Head Start and Early Head Start.

Research Hypothesis 4

Results from this study indicate that children whose mothers have higher
educational attainment have significantly greater receptive vocglakidls compared to
children whose mothers have a lower educational attainment. Children of Hattetesl

mothers did not have significantly greater understanding of basic relational conoepts
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greater ability to pronounce and recognize letters and words, compared to trenabfildr
less educated mothers; therefore, the research hypothesis isypsupalbrted. This
finding is consistent with the finding that better educated mothers providergi&itEL
(Research Hypothesis 2).

Parental educational attainment is a natural marker of human capital biécause
serves as an indicator of “the extent to which parents can provide the skills anesabili
that children need to achieve in school settings and later in their own employment”
(Fulgini & Yoshikawa, 2003). In order for parents to be able to provide enriching
experiences for their children, parents need to possess the knowledge and gkills the
trying to transmit, or in their absence, have access to resources thatwda firese
enriching experiences (Bronfenbrenner, 1999). Mothers with higher educational
attainment are more likely to provide a home environment with the kind of complex and
lexically rich speech needed to support the process of vocabulary building. Othes studi
have found a correlation between maternal educational attainment, receptivelanca
(Pan, Rowe, Spier, & Tamis-Lamonda, 2004), and verbal skills (e.g. Britto, Brooks-Gunn
& Griffin, 2006). Likewise, Chall, Jacobs and Baldwin (1990) found that mother’s
education, among other factors, was the strongest predictor of childrealswary
knowledge. In the present study, children whose mothers had a higher educational
attainment showed evidence of better receptive vocabulary skills. This fisding i
consistent with the research described above. Therefore, the presenostoialy n
supports previous research, but expands knowledge in the field by documenting that a

relationship between maternal educational attainment and children’s veceptabulary
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skills is also observable within a low-income sample with a high percentagedvéanhil
of Immigrant mothers. This finding is a clear example of a factor that leefpgptain the
variability in language and emergent literacy skills that children of tmeme families
bring to their first day of school.

Children’s understanding of relational concepts and children’s ability to
pronounce and recognize letters and words did not differ significantly by maternal
educational attainment. Future research needs to explore why and in what spsei
maternal educational attainment help explain certain language and entiéeggryt
outcomes but not others. It is possible that there is a third variable that undeHies bot
maternal educational attainment and children’s performance in language agdrgme
literacy measures, that can help explain the relationship between thesdegafruture
research should aim at identifying the existence and possible effectarfenus
variables.

In sum, findings from Research Hypothesis 4 indicate that children of mothers
with a higher educational attainment have significantly greater receqotbadulary
skills, compared to the children of mothers with a lower educational attainment Futur
research needs to examine in greater detail the relationships betwesramate
educational attainment and receptive vocabulary skills in children from lawniec
backgrounds. In addition, more study is needed to understand why maternal educational
attainment helps explain some of their children’s language and emergeatyit
outcomes (i.e., receptive vocabulary), but not others (i.e., children’s understanding of

relational concepts, children’s ability to pronounce and recognize letters).
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Research Hypothesis 5

The children of US born mothers had significantly better receptive vocgbular
skills than the children of Immigrant mothers. Children of US born mothers also had a
better understanding of basic relational concepts compared to the childnemigfant
mothers. When put into a regression equation, maternal birth status was the tstronges
predictor of children’s receptive vocabulary skills. More study is needed tordeape
understanding of the interplay between maternal birth status and child ostcome
Children of US Born mothers did not have a significantly greater ability to mezognd
pronounce letters and words, compared to the children of Immigrant mothers.

For both the PPVT/TVIP and Boehm-3 (i.e., receptive vocabulary, and ability to
recognize letters and words, respectively) young children provide theieensw
selecting one illustration from among choices. Anderson (2002) and others {g. Pe
Quinn, & Iglesias, 1992), have argued that children of Hispanic background may not be
familiar with labeling or pointing to objects or actions, as required in the RPdTd
Boehm-3. In this regard, Laing and Khami (2003), argue that errors in the PRYayll
be a combination or a result of a deficit in receptive vocabulary, lack of fatyilath
the task of pointing to pictures, and/or a lack of familiarity with English voeajuin
this sample, other immigrant backgrounds include Asian (Pakistan and Afghanistan),
West African (Ghana and Sierra Leone), and Eastern European (Bossigpdsible
that as in the case of children of Hispanic background, children of Immigrant smother
from other parts of the world are also unfamiliar with the task of pointing andghigbel

objects. Therefore, findings from this study underscore the need to consider the use of
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alternative measures to accurately evaluate the skills that childirethvgi sample’s
characteristics possess prior to entry to kindergarten.

The finding discussed above indicates the need for a shift in the way that literacy
is traditionally understood and measured. Street (1984) was among thehbtatsto
challenge the old conception of literacy (i.e., singular and autonomous) and shggest t
existence of multiple literacies. Literacy conceptualized the “ol vgaunderstood as
the only kind of literacy, stable, based on mastering reading and writing t@xgtha
specific set of rules, and independent of social context. The concept of mukifaeiés,
on the other hand, goes beyond language alone and takes into account other modes of
representation (e.g., visual, oral, digital), that “differ according to cuttadecontext and
have specific cognitive, cultural, and social effects” (Cope, & Kalantzis, 2000; p.5)
Literacy, according to Street, “is always embedded within sociautishs and, as such,
is only knowable as it is defined and practiced by social and cultural groupscis s
literacy is best considered an ideological construct as opposed to an autonomous skill,
separable from contexts of use” (Purcell-Gates, 2007; p.3). Therefore, thect ane,
but multiple literacies that are shaped by and interpreted within very spanfiexts and
for different purposes. Purcell-Gates (2007), would argue that this study ezamipe
one of many literacies, “academic literacy”, in the old-fashionediwahich literacy
was considered a singular, linear, acontextual, and autonomous skill. Acadeauy liter

(or school literacy) refers to the literacy taught in schools, which isatkared as

“a set of skills that can be applied across costeXl students are taught the same skills

in basically the same way, in the same order, anthé same purposes. Thus, literacy is



137

taught in schools as if it were acontextual. Litgres taught as if it — and by extension
the skills of literacy — exists separately, outsifi@ny social context, and can be simply
inserted into, or applied to, different social etis of use once it is acquired” (Purcell-

Gates, Jacobson, & Degener, 2006; p.66).

According to Purcell-Gates, Jacobson, & Degener (2006), academic litethey is
literacy privileged (taught and measured) in school and valued by “the dominant
mainstream social group”. The result of this approach is that the persisteniramaent
of academic literacy disassociated of context and of the literacygesof people of
diverse sociocultural and sociolinguistic backgrounds perpetuates “theracade
underachievement of students marginalized by language, gender, ethnicity,ednd rac
(Purcell-Gates, 2007; p.6). In the context of this study, children with diverse sasiatult
and sociolinguistic backgrounds (i.e., children of Immigrant mothers) may be
outperformed by children of US born mothers in some language and emergent literac
measures because there is a better match between the latter's dwgedfiteracies and
academic literacy. In the same line, there may exist a mismatchdyette children of
Immigrant mothers out-of-school literacies and academic literacy. Umderanception,
multiple literacies is perhaps a better theoretical framework to stiedpnguage and
emergent literacy skills of a sample with a large number of diverse sduratand
sociolinguistic backgrounds than the framework used in this study.

There was no significant difference between children’s ability togreze and
pronounce letters and words by maternal birth status. Children in the present stady had

mean standard score of 87.8D¢ 18.26) in the WJ/WM. This mean falls at thé'21
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percentile of the national sample, with children scoring almost 1.0 standartiatevia
below the national average. In other words, the average child in this samaid|asg of
maternal birth status, had low letter-word identification skills. One reakgrcividren
lack good letter-word identification skills is because these skills mayriaJegeen
taught to them. In this sample, however, sixty two percent of the mothers reported
teaching letters and words three or more times a week to their childrety fliee
percent of the mothers reported teaching the alphabet. It is unexpected then, tha
children’s ability to recognize and pronounce letters and words fell almtzstidasd
deviation below the mean if the overwhelming majority of mothers in this studyeshgag
in home activities that promoted children’s letter-word recognition aslifi his
inconsistency between child outcomes and maternal self-report about thigeadtinagy
engage in with the child at home needs to be explored further.

In sum, findings discussed in this section identified another factor — materhal birt
status - that explains, if only in part, the variability in children’s langaagieemergent
literacy skills at kindergarten entry. More study is needed to deepen our andergtof
the interplay between the Immigrant experience and child outcomes. Thisatiform
will allow for the creation of more individualized early childhood programs, amd ca
potentially help increase the effectiveness of such programs. In addiidings of the
present study suggest that there is a need to use alternative meastabkste the
langue and emergent literacy skills that children with this sample’satbastics possess

prior to entry to kindergarten.
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Exemplary cases

Although children in this sample as a group scored below national levels in all
measures, some children scored at or above national levels (see Chaptdrid the
group of children who scored at or above national levels, there are two cades wort
highlighting. Research that has addressed variability in children’sssaien a low-
income sample usually present a deficit interpretation of the resultsr@imismay be
explained in part by the low number of cases, within a low-income sample, that achieve
scores as high as, or higher than children of more affluent backgrounds. Too few case
make quantitative statistical analyses more difficult, which could explayntese
exemplary cases of success are underrepresented in the literatu@loiiad two
cases are presented in an effort to bring attention to those instances in wiignchil
from low-income samples do acquire and demonstrate proficiency in language and
emergent literacy skills necessary for kindergarten entry. Futwearcdsshould explore
with greater detail why some children of low-income backgrounds suede=é others
fail, and start focusing on what works for whom from strengths, not deficit, pavepect

Case 1. Child 1 was born to an Immigrant mother from South America with
limited English proficiency. The child didn’t attend any form of daycarer @mtry to
Kindergarten. Spanish was identified as the primary language spoken at honhe, and t
mother answered the parent interview in Spanish. The child, however, was assessed in
English. Being immigrant within a low-income sample is considered to be acisk.f
This may also lead to the prediction that a child raised in poverty is more likelyréo sc

below national levels in language and emergent literacy measures. Child 1, however
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scored in the 7Bpercentile in the PPVT/TVIP and in the™gercentile in the Boehm.
This means, that at a national level, only 25% of the children scored higher in receptive
vocabulary compared to Child 1. Only 6% of the children in a national sample scored
above Child 1 in understanding of basic relational concepts. The case raises many
guestions. If the child was growing up in a Spanish-speaking household, and did not
attend any form of daycare, how and where did the child acquire the English language
skills necessary to perform well above national levels? What was the role ofantiigr
members or friends in Child 1 English language and emergent literacy tog@isVhat
was the role of the community? Did the mother reach out to a strong community to
ensure her child acquired the necessary English language skills for Kindeegari
Was the mother resourceful to the extent to which even with limited English pnoficie
she was able to instill in her child the necessary language and emergesy &telta for
Kindergarten entry? Is this evidence of the strengths that immigraiiebring?

Child 1 scored in the $4percentile of the Boehm-3 measure. This means that the

child “knows most of the basic concepts, compared to age-level peers” (Boehm, 2001;
p.60). Child 1's mother had completed high school and had received further training.
When put into a regression equation, maternal educational attainment remains the
strongest predictor of Boehm-3 scores. This case may be indicativehighea
educational attainment may buffer the effects that growing up in poverty and)ineg
to a minority group has on a child’s development. This case also underscores the need to
select better methodologies that will allow an in-depth understanding of ¢nelayt

between maternal characteristics and child outcomes. In addition, thisreasessthe
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need to examine the relationships between family strengths, home environmemtdand c
development of language and emergent literacy skills.

Case 2. Child 2 was born to a US born African American mother who had
completed high school education plus further training. Child 2 did participate in
childcare. Compared to age-level peers from a national sample, Child 2 scorfd in 75
percentile in the PPVT/TVIP, &7ercentile in the Boehm-3, and"8percentile in the
WJ/WM. Despite growing up in poverty and belonging to a minority group, this child
shows evidence that he developed the necessary language and emergenshiteracy
necessary for school entry. In this case, maternal educational attaitsoesgeams to
have acted as a buffer against the stresses and risks that growing up in poaeriyrme
children’s development.

In sum, these exemplary cases illustrate that children growing up in poverty are
able to acquire the necessary skills for school entry, and their home environments are
supportive of this process. More research is needed to identify specific faetioaset
conducive to the acquisition of critical school-entry skills. In addition, morerssea
needed to identify the specific child characteristics and behaviors thao lbater
language and emergent literacy outcomes. Furthermore, it is necesseayniae the
child characteristics and behaviors that encourage parental involvement iagaragnd

emergent literacy activities in the home.
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Contributions, Recommendations, and Implications for Applied Research and Practice

The main conclusions of this study are that more study is needed to deepen our
understanding of (1) the interplay between maternal characte(isticsnother’s
education and birth status), and their children’s language and emergeny|gkills; and
(2) the interplay between maternal characteristics, home supportdoalzs and
emergent literacy development, and children’s language and emergeny Igkitks. This
information will allow for the creation of more individualized programs, and can
potentially help increase the effectiveness of early childhood programBy Findings
from this study underscore the need to consider the use of alternative measures to
accurately evaluate the skills that children with this sample’s diegisics possess prior
to entry to kindergarten.

In the mid 80’s, Street (1984) challenged the concept of literacy as a siagdlar
autonomous skill, and proposed the existence of multiple literacies. An increasing
number of researchers are embarking in the task of documenting, identifying, and
increasing our understanding of multiple literacies (e.g., PurcellsG20©7), and in the
task of proposing new theoretical frameworks and methodologies to examinaemulti
literacies (e.g., Luke, 2003; Purcell-Gates, Jacobson, & Degener, 2006). Epimogra
and case study research are among the qualitative research methednlogietly
recommended to provide a more comprehensive and culturally sensitive picture of the
“literacy-as-social-practice paradigm” (Purcell-Gates, 2007).

Qualitative research comes with a series of limitations, such as fgénsiary

small samples at the time, which does not allow for generalizations, and in turntheakes
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move from theory to practice more complicated. The implications for practice and
instruction derived from the study of multiple literacies are yet to berdieted. As for
now, “this research stands on its own as literacy studies research ance&imjeand
significant in its own right” (Purcell-Gates, 2007; p.15). Despite the lack of an
immediate application to practice and instruction, this kind of research is needed to
deepen our understanding of the out-of-school literacies that children of diverse
socioeconomic and sociolinguistic backgrounds bring to school. The underachievement
of these children will persist while we continue to privilege and measuaeéauc
literacy” without taking into account children’s out-of-school literaciesl, the context
in which they are going to put into use the newly learned “academic literacy”

This study provides further evidence that children from low-income families
especially children of low-income Immigrant families, are outperéatim language
measures by children from less disadvantaged families. It should be madbamlearer,
that these findings do not indicate that there is something wrong with thesercloitdr
their families, nor imply that that these children are not capable of perfoanhorgabove
the mean scores nationally. As Whitehurst et al (1994) clearly puts it Killsetlsat are
assessed are products of experiences that have been rare for many chitrefiett
values that may not be part of the cultural tradition of some parents, and that depend on
patterns of interaction that may be difficult in the context of the stresgpeveifty” (p.
544). The real problem is that once children start their formal schooling, their school
success — as measured by continuous standardized testing — relies heavsg on the

academic skills. Therefore, the gap between children from more ecotigrarch
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socially advantaged backgrounds increases every step of the way asdiles ¢ghiogress
through their schooling. This gap does not necessarily reflect deficienabsdren’s
abilities. Children from low-income families, and especially children frmmihcome
immigrant families, have unique strengths and capabilities that are astirad or
captured by standardized testing and the school curriculum. We still needowedisow
to identify these unique characteristics, and how to integrate them withnizede of
American education.

The American student body is becoming increasingly and exponentially diverse.
Like US born children and children born to US born mothers, immigrant children and
children of immigrant parents will someday join the workforce of the countis/of
utmost importance that these children develop the necessary abilities to jdiadca ski
workforce, which will ultimately propel the economy of the country. The dr8tates
is a rich tapestry of different cultures that have come together to build afplowe
country. Scholars and students of the social sciences need to start conductisgstudie
identify the skills, strengths, and ideals that newcomers bring, how they irtéimsse to
their children, and how and in which contexts (if at all) their children are @iplat those
strengths to work.

In addition, future research should examine ways to integrate the out-of-school
literacies, skills and strengths of Immigrant children and children wiigmant parents to
the school curriculum. Schools are not failing because children are not able to learn.
Schools are failing because we don’t have in-depth understanding of how to create a

school system that embraces the wide variety of skills children bring tdteeFature
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research should strive to understand the out-of-school literacies, skillsamgtiss
immigrant families bring; how to enhance these sets of skills and streagthbpw to
incorporate them into the American educational system.

Lastly, in this study, maternal educational attainment was one of the factors
identified that can help to explain the variability in children’s language anthente
literacy skills at kindergarten entry. Even within a low-income sample rnadte
education made a statistically significant difference not only in home support
language and emergent literacy, but also in some language and emergemt liter
measures. As discussed previously, more research (both qualitative and quenstati
needed to understand the interplay between maternal educational attainment, and
children’s language and emergent literacy skills.

Past research has demonstrated that children at greatest cogsktheerito low
maternal educational attainment benefit the most from intergenerationsdmpoghen
there is a special emphasis on educating caregivers on how to provide a rich and
stimulating environment (e.g., Ramey & Ramey, 1998). Programs such as Eady H
Start (EHS) and Head Start (HS), have demonstrated positive program impacinot onl
for children, but for families as well. For example, studies using EHS dptat tkat
when compared to a control group, EHS parents “were more emotionally supportive,
provided more language and learning stimulation, read to their children more, and
spanked less” (Love et al, 2005; p. 885). The EHS Prekindergarten Follow-up study (U.S.
DHHS, 2006b) provides evidence showing that two years after completing EFS, EH

parents were more likely to be supportive of children’s learning (i.e., dadynigga
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supportive home environment, and teaching activities). In addition, another benefit
emerged for parents: reduced risk of depression (Chazan-Cohen, et al., 2007).

The present study presents evidence that mothers with a higher educational
attainment provide greater HSLEL compared to mothers with lower educational
attainment. Studies such as the EHS study described above suggest that nateygahe
programs provide parents with effective tools to create a home environment for their
children that promote and support children’s learning. Future research should dxplore i
teaching mothers specific skills that promote and support children’s learningecsate
for low maternal educational attainment.

In this study, group comparison statistical techniques revealed that the homes of
mothers with a higher educational attainment provided significantlyegre&LEL than
the homes of mothers with a lower educational attainment. Results from thisistody
indicate that children whose mothers have higher educational attainment have
significantly greater receptive vocabulary skills compared to childresevinmthers
have a lower educational attainment. More research is needed to understand why the
differences in HSLEL and receptive vocabulary occur. Future researcll slomsider,
for example, the use of qualitative research methods to better understand “how” and
“what” type of questions (in contrast to “why” questions usually found in quantitative
research).

Case study research allows for the “exploration of a bounded system or arcase (
multiple cases) over time through detailed, in-depth data collection involvinghaulti

sources of information rich in context” (Creswell, 1998; p.61). A case study carransw
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guestions such as: What are the characteristics of low-income, highly edoncdbers?
What are the characteristics of the learning activities theygenigawith their children in
the home setting? What is the meaning of the way in which low-income, highly ediucat
mothers interact with their children in the home setting? What are the @nestécg of
the children of low-income, highly educated mothers? What are their atttbwiasi
language and emergent literacy activities at home? The same questitresasked
about mothers with less than high school education. The answers to these questions may
provide an in-depth understanding of what exactly is happening in the home setting of
mothers with different educational attainment. At the same time, it canipti{eleiad to
the identification of extraneous variables. In the case of this study, thenshkap
between maternal educational attainment and HSLEL may be explained due to the
existence of other cofounding variable that wasn’t considered or was unknown.

One variable that wasn't explored in this study is the child’s attitudes, motiyat
and own interest in language and emergent literacy related activiteethéchildren of
better educated mothers more receptive to mother-initiated language amgteim
literacy activities? Why? Do they initiate language and emerdgerddy activities more
often than the children of less educated mothers? How? In what ways? What is the
meaning of the way in which children of low-income, highly educated mothers respond
to language and emergent literacy activities in the home setting?

In this study, the children of US born mothers had significantly better receptive
vocabulary skills, and better understanding of basic relational concepts conapinred t

children of Immigrant mothers. However, this information only indicates thateaatite
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exists. It does not provide an in-depth understanding of why this is as it is. Future
research should consider qualitative research, in particular ethnographyjnadebdded
information about a specific cultural or social group. Ethnography can allowefor t
examination of the “meanings of behavior, language, and interactions of the-culture
sharing group” (Creswell, 1998; p.58). An ethnographer observes people’s behaviors and
patterns of interactions in their day-to-day settings for a prolonged periodeofTthis
allows the researcher to identify “pervasive patterns such as lifesgyvents, and
cultural themes” (Creswell, 1998; p.59). Ethnography would allow to explore questions
such as: What are the cultural patterns and perspectives of low-income Smettioan
mothers in their home setting? Using the home setting as a cultural systemat ioles
do Western African mothers and their children participate? What are the
differences/similarities among low-income Immigrant mothers? \&ieathe
differences/similarities in their behaviors, beliefs, and attitudedatiae to HSLEL?

The answers to these types of questions provide a better understanding of tharcontext
which children of Immigrant mothers are raised, and consequently, can lead to the further
exploration of the kind of activities mothers from different cultural groupsgenigawith
their children in the home setting.

Research that stems from answers to the questions posed by the resdavdk met
described above may lead to studies that explore if the activities Immgodmers
engage in with their children promote and support the kind of language and emergent
literacy skills needed for kindergarten entry in the U.S., what kind of skiligedeto

language and emergent literacy- do Immigrant mothers transmit to tiidnea, and
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whether or not these skills can be incorporated to and strengthened by the school
curriculum.

Studies using qualitative research methodologies, such as case studies and
ethnographies, and conceptual frameworks such as the ones proposed by Luke (2003),
and Purcell-Gates, Jacobson, and Degener (2004), for example, may provide detailed
information on the kind of curriculum and instructional approaches that work best for a
specific group of families. This kind of research may help to create rfiectiee
intergenerational programs, because they provide specific information of “whe for
whom”.

Early childhood programs aimed at servicing low-income families are dhd wi
continue to see an exponential increase in the cultural and linguistic diversigy of t
population they serve. These programs can no longer work under the idea that they serve
a homogeneous group of people, or that one curriculum and instructional approach is
effective for all. The present study shows evidence that there is graaitglivethin a
low-income sample, even within a low-income immigrant sample. When thereigs-a m
match between out-of-school literacies, and academic literacy, it beesaresnore
important to target primary caregivers in tandem with children in eadiyhcod
programs. Early childhood programs will need to start building a stronger bridgeciet
children’s early experiences and the skills these children are expectactmhstered
before kindergarten entry. One way to strengthen that bridge is to help parents provide
the kind of environmental support that is conducive to the development of the necessary

language and emergent literacy skills needed for kindergarten entry.



APPENDIX A

Home Support for Language and Emergent Literacy (HSLEL) Scale

1 |0-3 In the past week, have you or someone in your family read to (CHILD)?
In the last week, have you or someone else in the family told child a
2 |0-3 story?
In the last week, have you or someone else in the family taught child
3 ]0-3 letters, words or numbers?
In the last week, have you or someone else in the family taught child
4 |0-3 songs or music?
In the last week, have your or someone else in the family worked on jarts
5 ]0-3 and crafts with child?
In the last week, have you or someone else in the family played with|toys
6 |0-3 or games indoors with child?
In the last week, have you or someone else in the family played a game,
7 |0-3 sports, or exercised together with child?
In the last week, have you or someone else in the family took child along
8 |[0-3 while doing errands (e.g. post office, bank, store)?
In the last week, have you or someone else in the family involved child in
9 | Yes/No| household chores (e.g. cooking, cleaning, setting table, caring for pef)
In the last week, have you or someone else in the family taken or arranged
to take (CHILD) to any type of a museum such as a children’s museym,
10 | Yes/No| science, art, or history museum?
In the last week, have you or someone else in the family read anything
11 | Yes/No| other than books with your child?
Now that (CHILD) is about to go to kindergarten, have you (or another
12 | Yes/No| adult or older child) started teaching (him/her) letters in the alphabet?
13 | Yes/No| Parent teaches child simple verbal manners
14 | Yes/No| Caregiver uses correct grammar and pronunciation
15 | Yes/No| Parent encourages child to talk and takes time to listen
16 | Yes/No| When speaking of child, caregiver’s voice conveys positive feeling
Is the child allowed to decide what foods (he/she) eats at breakfast and
17 | Yes/No| lunch?
Caregiver uses complex sentence structure and some long words in
18 | Yes/No| conversing
19 | Yes/No| Do you get books from the library?
20 | Yes/No| Do you get books from the bookstore?
21 | Yes/No| Do you get books from other places?
22 | 0-4 How many books do you own? (1-10, 11-25, 26-50, 50+)
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APPENDIX B

An independent-samples t-test was conducted to compare items #1 through #9

scores for US Born mothers and Immigrant mothers. There was no sigihditfarence

in scores for US Born mothers and Immigrant mothers (Table 1a).

Table 1.

Percentage of Cases for Each Value of the variable, and Group comparison with Birth

Status and Maternal Educational Attainment as Grouping Variables. Items 1 through 9

from the HSLEL Scale (3-point items only).

Percentage of respondents

Group Comparison

Frequency per week Sig. Sig.#

ltem # Activity Zero lto2 3+ Birth_St Edu
1 read to child 3.95 30.26 65.79 NS NS
2 told story 17.1 57.9 25 NS NS
3 taught letters 7.9 30.3 61.8 NS .004*
4 songs/music 15.8 40.8 43.4 NS NS
5 arts/crafts 34.2 42.1 23.7 NS NS
6 games indoors 6.6 14.5 78.9 NS .003*
7 exercise/sports 15.8 39.5 44.7 NS NS
8 Errands 5.3 31.6 63.2 NS NS
9 Chores 7.9 25 67.1 NS NS

*significant at the p<.017 level; NS= non-signifitaesult; N=76; values of the variable: Zero=@p 2=1,

3+=2; Birth_St= Birth Status (US Born=0, Immigrarit), Edu= Educational Attainment (<High School=

1, High School=2, High School+=3)
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A one-way between-groups analysis of variance (ANOVA) was conducted to
explore the impact of maternal educational attainment on items 1 through 9 from the
HSLEL scale (Table 1). Primary caregivers were divided into three groapsdang to
their level of educational attainment (Group 1: less than high school education; Group 2:
high school education; Group 3: high education plus further training). There was a
statistically significant difference at the p<.05 level in items #3 [talegters) scores for
the three educational attainment group&[73)=6.47 p=.004]. The magnitude of the
difference in the means was large (eta square =.14). That is, 14% of H#regan item 3
(taught letters) is explained by maternal educational attainfest-hoc comparisons
using the Tukey HSD test indicated that the mean score for mothers with thogt sc
education onlyri=19,M=1.21,SD=.63) was significantly lower than those with more
education1§=36,M=1.78,SD=.49).

There was a statistically significant difference at the p<.05 leviednm #6
(games indoors) scores for the three educational attainment gig@p&3)=6.06,
p=.007]. The magnitude of the difference in the means was large (eta square =al7). Th
is, 17% of the variance in item 6 (games indoor) is explained by maternaliedakat
attainmentPost-hoc comparisons using the Tukey HSD test indicated that the mean
score for mothers with high school education on10,M=1.42,SD=.77) was
significantly lower than those with more education36,M=1.94,SD=.23).

Items 10 through 21 (Yes/No items) N=76

An independent-samples t-test was conducted to compare scores on items #10

through #21 for US Born mothers and Immigrant mothers. There was no significant
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difference in scores for US Born mothers and Immigrant mothers (Table 2

Table 2.

Percentage of Cases for Each Value of the Variable, and Group Comparison with Birth
Status and Maternal Educational Attainment as Grouping Variables. Items 10 through 21
from the HSLEL Scale (Yes/No items only)

Engaged in Activity Group Comparison

% % Sig#£ Sig.#
ltem # Activity Yes No Birth_St Edu
10 Museum 50 50 NS .014**
11 other than books 64.5 35.5 NS NS
12 Taught ABC 94.7 5.3 NS .044*
13 verbal manners 77.6 22.4 NS NS
14 correct grammar 98.7 1.3 NS NS
15 talk/listen 85.5 14.5 NS NS
16 positive feeling 96.1 3.9 NS NS
17 Choice foods 78.9 21.1 NS NS
18 Complex structure 94.7 5.3 NS NS
19 books library 39.5 60.5 NS NS
20 books bookstore 63.2 36.8 NS NS
21 books other 60.5 39.5 NS NS

** significant at the p<.017 level, *significant ette p<.05 level; %= percentage of respondents;GN=7
NS= non-significant result; values of the variables=1, No=0; Birth_St= Birth status (US Born=0,
Immigrant =1), Edu= Educational Attainment (<HigthSol= 1, High School=2, High School+=3)

A one-way between-groups analysis of variance (ANOVA) was conduxted t
explore the impact of maternal educational attainment on items #10 through #21 from the
HSLEL scale (Table 2). There was a statistically significanéidfice at the p<.017
level in item #10 (museum) scorfes the three educational attainment groups
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[F(2,73)=4.50p=.014] The magnitude of the difference in the means was moderate (eta
square =.12). That is, 12% of the variance in item #10 (museum) is explained by maternal
educational attainment. Post-hoc comparisons using the Tukey HSD test indiaated t
the mean score for mothers with high school education anly9(M=.42,SD=.51) was
significantly lower than those with more education36,M=.67,SD=.48). The mean
scores of mothers with less that high school educatre?l(M=.29,SD=.46) did not
differ significantly from either mothers with high school education only or methih
high school education plus further training.

There was a statistically significant difference at the p<.05 laviedin #12
(taught alphabet) scores for the three educational attainment gi§@p&3)=3.26,
p=.044]. The magnitude of the difference in the means was moderate (eta sq@pare =.0
That is, 9% of the variance in item #12 (taught alphabet) is explained by maternal
educational attainmerfost-hoc comparisons using the Tukey HSD test indicated that
the mean score for mothers with high school education anly9( M=.84,SD=.38) was
significantly lower than mothers with higher educational leneB86,M=1, SD=.00). The
mean scores of mothers with less than high school educetigth,(M=.95,SD=.22) did
not differ significantly from either mothers with high school education only or n®the

with high school education plus further training.

Item #22 (book ownership), 4-point item, N=76
An independent-samples t-test was conducted to compare item #22 (book
ownership) scores for US Born mothers and Immigrant mothers. Theresigasfizant
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difference in scores for US Born mothens36, M=2.06,SD=.96) and Immigrant
mothers h=40,M=1.40,SD=.98;1(74)=2.95,p=.004 (Table 3). The magnitude of the
difference in the means was moderate (eta square =.10). That is, 10% of theeviaria

item #22 (book ownership) is explained by maternal immigrant status.

Table 3.
Percentage of Cases for Each Value of the Variable, and Group Comparison with Birth
Status and Maternal Educational Attainment as Grouping variables. Item #22 (book

ownership) from the HSLEL Scale, 4-point item.

Percentage of Respondents Group Comparison
Number of books in the home Sig. Sig.#
Item#  Activity 1-10 11-25 26-50 50+ Birth_St Edu
22 Book ownership 14.5 26.3 32.90 26.30 .004** .022*

** significant at the p<.017 level, *significant tte p<.05 level; N=76; NS= non-significant resultjues
of the variable: 1 to 10 books=0, 11 to 25 books26lto 50 books=2, 50+ books=3; Birth_St= Birtatss
(US Born=0, Immigrant =1), Edu= Educational Attaemh (<High School= 1, High School=2, High

School+=3)

A one-way between-groups analysis of variance (ANOVA) was conduxted t
explore the impact of maternal educational attainment on item #22 (book ownership)
from the HSLEL scale (Table 3). There was a statistically signifiddference at the
p<.05 level in item #22 (book ownership) scores for the three educational attainment
groups F(2,73)=4.04p=.02]. The magnitude of the difference in the means was
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moderate (eta square =.11). That is, 11% of the variance in item #22 (book ownership) is
explained by maternal educational attainmBwist-hoc comparisons using the Tukey

HSD test indicated that the mean score for mothers with less than high schadiloeduc
(n=21,M=.1.29,SD=.96) was significantly lower than the mean scores of mothers with
high school education plus further trainimg86, M=2.03,SD=.97). The mean scores of
mothers with high school education onhz19,M=1.58,SD=1.02) did not differ

significantly from either mothers with less than high school education or mettkers

high school education plus further training.
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