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ABSTRACT 

Tricia S. Williams 

A Concurrent Validity Study of Two Book and 
Print Awareness Tests in Four and Five Year Old Students 

May 2010 

The purpose of this study was to examine the concurrent validity of two book and 

print awareness tests, the Concepts About Print test (CAP) and the Screening of Reading 

Readiness (SORR}-- Book and Print Awareness portion. The variables of gender, family 

income, parents' education levels, and age were also examined to determine the effect 

that they have on performance on these measures. Both tests were individually 

administered to 120 participants, ages 4 and 5. Pearson Product Moment Correlations 

were calculated to determine the concurrent validity of the CAP test and the SORR- Book 

and Print Awareness portion. There was a significant positive correlation between the 

CAP test and the SORR Book and Print Awareness Total score. Additionally, there were 

intercorrelations found between the SORR Book and Print Awareness portion and 

between each SORR Book and Print Awareness portion and the SORR Book and Print 

Total score. A One Way Analysis of Variance (ANOVA) was computed to determine the 

differences in the performance scores of males and females on both tests. The results 

yielded no significant differences between the performance of males and females on the 

CAP test however, there were significant differences found between the performance 

scores of males and females regarding all three of the SORR scores. An ANOV A was 
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also conducted to determine the effects of family income level on the participants' 

performance scores on the CAP test and the SORR - Book and Print Awareness portion. 

There were significant effects found for family income level on both tests. However, 

there was no linear relationship found when examining the means of the income level 

groups. The highest income level group actually had the lowest mean score on both 

measures, which is contrary to the expected results. A Multivariate Analysis of Variance 

(MANOVA) was computed to analyze the effects of the parental (mother, father) 

education levels on the participant's performance on the CAP test and SORR Print and 

Book Awareness portions. No significant effects were found regarding the mother' s 

education level or father's education level on either of the tests. Initially an ANOV A was 

computed to test for mean differences on the CAP and SORR Print and Book Awareness 

portion based on two age groups (four year olds and five year olds). This analysis 

determined that the five year old participants in the study yielded significantly higher 

performance scores than the four year olds on both tests. The age groups were then 

further divided into four groups and these results showed that at each six month age 

difference, the mean scores increased. Additionally, a stepwise linear regression was 

computed to determine the best predictors of performance on the CAP Test score, the 

SORR Book and Print Awareness portions, and the SORR Print and Book Awareness 

portion Total score. The independent variables included were age, gender, family income 

level, mother's education level, and father' s education level. The results indicated that 

out of the four variables examined, the best predictors of performance on the CAP test are 

the child's gender and age. Regarding the SORR Book and print Awareness portion, the 
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results demonstrate that the best predictors of the child's performance are age, gender, 

and father ' s level of education. 

vi 



TABLE OF CONTENTS 

ACKNOWLEDGEMENTS .. .. .......... ... ........ ... .. ..... .. . ........ ... ...... . . ............... iii 

ABSTRA.CT ..................... ... ....... .... . ..... . ............. . ......... . ....................... . iv 

LIST OF TABLES ........... .. ........ ... ...... . .... . ......... . ........ .. ....... .. ...... .... . ...... .ix 

CHAPTERS 

1. Introduction 

Impact of Illiteracy ....... . ............. ... .. . .... .. ....... ... ...... . .. .. .......... .. ...... . .. 1 

No Child Left Behind Act of 2001 ... ..... . ........... . .......... .... .. ... .. .......... ... 5 

Concepts About Print ................................. .... . .. . ..... ......... ..... ............ 6 

Screening of Reading Readiness ....... . . ........ ..... ..................... . ............... 7 

Statement of Purpose ... .. ............. .. . .. ... .. .. ...... ......... . .. ...... . ... .............. 8 

2. Literature Review 

No Child Left Behind Act and Reading First Initiative ....... .. .. .. ... .. ............... 9 

Identification of Major Areas Important to Reading 

National Reading Panel .................. . .. .. ........ ...... . . .. .... . ... . .... ... 10 

Phonemic Awareness ....... ..................... .. .. .. .. ........... .... .......... 11 

Phonological Awareness ...................... .. .. ......... ....... .... . ...... .. .. 12 

Reading Fluency ........ .. .. ........ . ................. . ........................... 13 

Vocabulary ..................................... ...... ............. .... ....... .. . ... 13 

Comprehension .... .. .. ... ... .... .. .. .. ... ....... .. .............. . .... . ... . .... .... 17 

Reading Recovery .. . . ................... .. .. ... ................................... .. ...... . 18 

Concepts About Print .............. ... . .................. ... ......... ... .... . . ..... ........ 21 

Screening of Reading Readiness .. ................... .. ................ . ................. 23 

vii 



Impact of Early Reading Performance on Future Success ............................ 25 

Developmental Differences in Book and Print Awareness ........................... 29 

Gender Differences in Book and Print Awareness .................................... 30 

Socioeconomic Status and Family Environment ....................................... 31 

Socia] Outcomes ........................................................................... 3 5 

Summary .................................................................................... 37 

Research Hypotheses ...................................................................... 3 7 

3. Methodology

Overview .................................................................................... 3 9 

Participants .................................................................................. 3 9 

Instrumentation ............................................................................. 41 

Procedure .................................................................................... 4 3 

Data Analysis .............................................................................. .45 

4. Results

Descriptive Statistics ....................................................................... 46 

Concurrent Validity ........................................................................ 4 7 

Gender Differences ........................................................................ 48 

Family Income Level ...................................................................... 49 

Parental Education Levels ................................................................. 51 

Age Differences ............................................................................ 52 

Additional Findings ........................................................................ 53 

Best Predictors of Performance .......................................................... 56 

viii 



Summary ..................... ___ ............................................................ 57 

5. Discussion

Introduction ................................................................................. 59 

Findings ..................................................................................... 60 

Summary .................................................................................... 66 

Implications for School Psychologists ................................................... 67 

Future Research ............................................................................ 68 

Limitations .................................................................................. 69 

REFERENCES ...................................................................................... 71 

APPENDICES ....................................................................................... 84 

ix 



CHAPTER I 

INTRODUCTION 

Impact of Illiteracy 

Success in school and life in today's society is more dependent upon literacy 

skills than ever before (Regalado, Goldenberg, & Appel, 2001 ). Low academic 

achievement, especially in reading, dramatically impacts an individual ' s future. Students 

who have a very difficult time in school often drop out, which imposes severe limitations 

on their future options and the quality of life they will lead. According to the National 

Dropout Prevention Center Network (2002), 31 % of the individuals interviewed admitted 

dropping out of school because they could not keep up with the schoolwork; 40% 

reported that they were failing school. 

According to the National Assessment of Educational Progress (2004), children in 

low-income families are significantly behind their more affluent peers academically, 

socially, and physically. A family with limited financial resources has less disposable 

income to spend on materials, such as books, necessary for their child's literacy 

development. In addition, resources such as libraries may be unavailable in their low 

income neighborhoods. Evidence suggests that children' s early experiences with print 

have a positive influence on their success in learning to read and their continued reading 

achievement throughout the school years. The rate that economically advantaged children 

score at or above the basic level of reading is nearly double compared to those who are 



disadvantaged (National Assessment of Educational Progress, 2004). This initial gap is 

likely to increase throughout the child's school years. Economically disadvantaged, lower 

achieving students face greater challenges and are at a greater risk of falling behind and 

dropping out. 

The national graduation rate has hovered around 70%for the past several decades 

with more than one million students dropping out each year, at a high cost to both 

themselves and society at large (Richmond, 2009). Unemployment rates among dropouts 

are higher than compared to those who graduated. High school graduates, on the average, 

earn approximately $9,000 more per year than high school dropouts (Employment Policy 

Foundation, 2002). Employment projections indicate that jobs requiring at minimum a 

high school degree will grow by just 9% by the year 2008 while those requiring a 

bachelor's degree will grow by 25% (Alliance for Excellent Education, 2003). The 

effects of the salary limitations of dropouts are evident at the local, state, and federal 

level due to tax revenue losses, increases to public welfare, and crime prevention. On 

average, of the people receiving public assistance, 25% are high school dropouts as 

compared to 10% who are high school graduates. Many adults on welfare do not have a 

high school diploma or GED. Dropouts from the class of 2008 will cost our country more 

than $319 billion in lost wages over the course of their lifetimes (Alliance for Excellent 

Education, 2008). Increasing the graduation rate and college mat1iculation of male 

students in the United States by just 5 percent could lead to combined savings and 

revenue of almost $8 billion each year by reducing crime-related costs (Alliance for 

Excellent Education, 2008). 
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The majority of high school dropouts are considered functionally illiterate as 

adults. Illiteracy is the lack of the ability to read and write. Functional illiteracy is having 

reading and writing skills insufficient for ordinary practical needs. Illiteracy is an 

intergenerational trend that is passed on from parent to child. Children whose parents did 

not complete high school or have difficulty with literacy skills are more likely to be 

illiterate. They are five times more likely to drop out of high school than other children 

(Pages, n.d.). 

Literacy becomes more important as our society becomes ever more dependent on 

technology (Roman, 2004). In early American society, few individuals possessed basic 

literacy skills because reading and writing were not necessary in early industrial and 

agricultural occupations. Because literacy was not common, illiteracy was not viewed as 

a social problem. As public education became standard and society became more 

industrialized, this began to change. A gap began to develop between the educated and 

non-educated with regard to income, occupational security, and health (Roman). As a 

group, older adults have higher illiteracy rates than any other age bracket. Data collected 

through the National Institute for Literacy classified 44% of adults over the age of 65 as 

functionally illiterate (Baker & Sher, 2002). It is likely this predominance in the older 

population is because these adults grew up in a time when literacy was not a common 

value. Many of these adults lack the functional skills of literacy necessary in today' s 

society (Roman). They struggle to obtain health services, take medications, buy 

groceries, and pay bills. 
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Today, illiteracy has adverse effects on families, the economy, and society at 

large. Illiterate adults depend upon their family or support system for assistance to 

function and survive. They need help with the majority of daily living activities. One of 

the most serious implications of illiteracy for the individual is the inability to obtain 

employment and earn competitive wages. Researchers have found a positive relationship 

between literacy level and employment stability and income (Roman, 2004). Illiterate 

adults have difficulty with the application and interview processes. If they do gain 

employment, these individuals must often deal with job instability due to possible 

changes in their job requirements or company requirements that require higher literacy 

skills. In a society that is as heavily dependent upon technology as ours, these individuals 

will often find it difficult to maintain employment. Job instability and unemployment 

affects the individual, their families, and society at large through lost productivity and 

increased taxes for welfare programs, prisons, and crime prevention programs (Pages, 

n.d.).

According to Roman (2004), the greatest economic impact of illiteracy is on the 

health care system. Low literacy is associated with poor health, poverty and higher risk of 

hospitalization. Studies have found that adults with literacy problems have poorer health, 

are more likely to take medications incorrectly or not at all, are less likely to have regular 

medical examinations, are more likely to work in hazardous occupations, have poorer 

health habits, and are more likely to lack health insurance (Baker, Parker, Williams, 

Clark, & Nurss, 1997). Additionally, people with low literacy rates are more likely to 

receive health care through public services and the cost is often much higher. The 



hospital is often the first line of health care for individuals with literacy difficulties, who 

are often uninsured. This leads to a significant strain on the health care system (Baker & 

Scher, 2002). If the dropouts from the class of 2006 graduated, the United States could 

save more than $17 billion in Medicaid and expenditures for uninsured care over the 

course of those young people's lifetimes (Alliance for Excellent Education, 2008). 

No Child Left Behind Act of 2001 

A review of reading test scores for twelfth grade students between 1998 and 2002 

revealed an overall decrease in the average scale scores. (National Assessment of 

Education Progress, 1998). In 1998, the National Assessment of Educational Progress 

reported that 23% of twelfth grade students tested below a basic level in reading. The 

educational reform movement has created renewed interest in improving literacy skills. 

As a result of this heightened awareness, literacy has become a serious issue and concern 

among parents, educators, and policymakers (Denti & Guerin, 2004). 

The No Child Left Behind Act of 2001 (NCLB) has focused attention on 

beginning reading in a way that is perhaps unparalleled in recent decades. Attention 

toward the development of effective strategies for preventing reading difficulties in 

young children has been increasing in the last several years. However, the systematic 

application of such strategies has been lacking (lnvemizzi, Justice, Landrum, & Booker 

2005). Data suggests that success in early reading is predicted by children ' s acquisition of 

core literacy skills. Early and targeted intervention in identified areas of need can lessen 

the impact of any weaknesses on later reading performance. Research shows that reading 

difficulties in the primary grades continue from elementary school throughout high 
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school. (Mather, Bos, & Babur, 2001). Invemizzi and colleagues (2005) posit that what is 

needed to prevent reading problems on a wide scale is the accurate identification of those 

children who experience difficulties in attaining the critical early literacy skills. 

Baydar, Brooks-Gunn, and Furstenbeg (1993) examined the early warning signs 

and predictors of functional illiteracy. The most compelling finding of their study is the 

significance of factors measured in early childhood in predicting literacy levels measured 

in young adulthood, supporting their hypothesis about the importance of that 

developmental period (Baydar et al. , 1993 ). Standardized cognitive and behavioral 

assessments in early childhood were found to be powerful indicators in predicting young 

adult literacy 15 years later. This finding demonstrates the importance of early childhood 

assessment and intervention programs. 

Concepts About Print 

Coined by New Zealand educator Marie Clay, Concepts About Print (CAP) refers 

to what emergent readers need to understand about how printed language works and how 

it represents language. These concepts about print represent a child ' s perceptions of the 

meaningfulness of reading and writing, as well as the knowledge of the functions and 

conventions of print (Beach & Robinson, 1992). Each child ' s construction of print 

concepts is an important indicator of their emerging knowledge about reading and 

writing. 

Clay' s CAP include: a) print carries a message; b) books are organized, with a 

cover, title, and author; c) reading in English flows in a particular and consistent 

direction, left to right, and top to bottom; d) printed language consists of letters, words, 
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and sentences. According to Clay (1979), it is important that young learners grasp print 

and book orientation skills early in their education. The conventions of written language 

control how readers direct their attention, specifically what they attend to and in which 

order (Clay). Directional rules and concepts about how print works must be recognized 

and understood in order to become a successful reader. Several aspects of print 

knowledge have been found to correlate with formal reading ability in beginning readers 

(Lomax & McGee, 1987). 

One of the most commonly used researcher-designed tasks for studying 

knowledge of print concepts has been the adaptation of Clay's CAP task (Clay, 1979). 

The CAP task is one of several tasks included in An Observation Survey of Early Literacy 

Achievement (Clay, 1979). This diagnostic, criterion-referenced instrument is used in 

Reading Recovery programs to indicate the area of reading difficulties in children who 

show delayed reading abilities (Clay, 1993). On the CAP task, children's knowledge of 

specific print concepts is assessed through 24 items delivered within the context of a 

shared reading activity between the examiner and child, using one of four mini-books, 

including the Stones mini-book. 

Screening of Reading Readiness 

The Screening of Reading Readiness (SORR) is a comprehensive and time 

efficient screening instrument designed to assess reading readiness skills in children 

between the ages of 4 and 6 (Miller & Budge, 2003). Miller and Budge created the SORR 

based on four constructs: phonemic awareness; auditory or verbal memory; verbal 

fluency; and print and book awareness. The majority of the test is conceptualized to 

7 



measure phonological awareness with secondary concepts including, verbal memory, 

verbal fluency, and print and book awareness. The Print and Book Awareness subtest of 

the SORR measures the child's knowledge of basic concepts related to handling and 

reading books using the mini-book, The Ant and the Grasshopper. 

There is an abundance of evidence linking phonological skills to success in 

learning to read. Phonological awareness has been described as the crucial part of the 

process in learning to read (Whiteley, Smith, & Connors, 2007). Early identification of 

weaknesses in these areas can help teachers better prepare students in the acquisition of 

begim1ing reading skills (Miller & Budge, 2003). 

Statement of Purpose 

The purpose of this study is to analyze the concurrent validity of the Observation 

Survey of Early Literacy Achievement: CAP task using the Stones mini-book and the 

Print and Book Awareness subtest from the SORR using The Ant and the Grasshopper 

mini-book. The variables of gender, family income level, mother's level of education, 

father ' s level of education, and age will also be examined to determine the effects each 

has on the child ' s performance on these two print and book awareness tests. 

The following chapter will examine the relevant literature to help the reader to 

understand the impact of early reading performance on future success, the variables that 

contribute the success in reading performance, and the importance of early interventions 

to ensure all students experiences success in reading. 
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CHAPTER II 

LITERATURE REVIEW 

No Child Left Behind Act and Reading First Initiative 

The transformation of literacy from an educational concern to a national political 

concern has been swift and significant (Davenport & Jones, 2005). Prior to 1997 no 

federal bill had specifically addressed child literacy as an issue. With the passage of the 

No Child Left Behind Act (NCLB) in 2002, there was a greater focus nationwide on 

reading achievement, especially in the early grades. 

Included in the NCLB is the Reading First Initiative whereby states receive 

assistance in the application of comprehensive reading programs anchored in scientific 

research for grades K-2. The Reading First aspect of the NCLB differs from previous 

national reading programs by specifying that teachers' classroom instruction decisions 

must be informed by scientifically based reading research (Davenport & Jones, 2005). 

Schools are able to invest in and utilize scientifically based reading instruction materials 

in early grades. Scientifically sound reading programs include systematic assessment 

protocols where children must be screened for reading difficulties at an early age and 

progress must be regularly assessed so that the effectiveness of instruction can be 

evaluated and future instruction can be planned (lnvernizzi et al. , 2005). More students 

will be able to receive the help they need early on before they fall too far behind. Reading 

First requirements state that appropriate assessment tools must serve four purposes_: 

screening, diagnosis, progress monitoring, and outcome assessment. Children must be 
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assessed in each of the five generally recognized essential components of reading: 

phonological awareness, phonics, fluency, vocabulary, and comprehension (Invemizzi et 

al.). 

States also have the option to receive funding from the Early Reading First 

Program in order to implement research based reading methods in preschool programs. 

This focus on reading in early childhood classrooms illustrates the research findings that 

children taught pre-reading skills in preschool enter school ready to learn. 

Educators are now expected to meet specific standards and are held accountable 

for the instruction that occurs in the classroom. Annual academic assessments in reading 

provide diagnostic tools for teachers regarding individual student performance and for 

school administrators to measure continual improvement at a school level. At a state 

level, these assessments are a vehicle for increased accountability with sanctions and 

rewards based on performance. 

Identification of Major Areas Important to Reading 

National Reading Panel 

In 2000, the National Reading Panel (NRP) issued a report in response to a 

congressional mandate to help policymakers, teachers, and parents identify key skills and 

methods related to the development of successful reading skills. The NRP reviewed more 

than 100,000 studies and examined research that addressed: achievement of one or more 

skills in reading, generalizability to the larger population of students, and comparison of 

different treatments (Zeece, 2006). According to the National Reading Panel, there are 
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five components necessary for successful reading: Phonemic Awareness, Phonological 

Awareness, Fluency, Vocabulary, and Comprehension. 

Phonemic Awareness 

Marie Clay included in the concepts about print necessary for beginning readers, 

the knowledge that printed language consists of letters, words, and sentences. Before 

children learn to read print, they need to understand how the smallest part of word sounds 

work and make a difference in a word's meaning (Zeece, 2006). 

The National Reading Panel reiterated the importance of phonemic awareness, 

which is the knowledge that words are made up of combinations of individual sounds or 

phonemes. Phonemes are the smallest units that make up spoken language, which 

combine to form syllables and words. Because phonemes are sound units that are 

represented by the letters of the alphabet, phonemic awareness is critical to understanding 

the alphabetic principle and, therefore, to word recognition, word decoding, and spelling 

(Regalado et al., 2001 ). "Phase" models of reading development suggest that 

understanding the alphabetic principle is the critical early hurdle for young children, 

influencing further development of fluent reading and comprehension (Hurry & Sylva, 

2007). 

The National Reading Panel concluded that scientific evidence shows that 

teaching children to manipulate the sounds in language helps them learn to read. This was 

found to be consistent in a variety of teaching conditions and with readers of various age 

and grade levels. Teaching phonemic awareness significantly improves the child's 

reading when compared to instruction without emphasis on phonemic awareness. Results 
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of these studies revealed that phonemic awareness training led to improvement in 

students' phonemic awareness, reading, and spelling (National Reading Panel, 2000). 

Phonological Awareness 

Phonological awareness can be considered as a broader notion than phonemic 

awareness. Phonological awareness refers to the ability to deal explicitly and segmentally 

with sound units smaller than the syllable (Stanovich, 1993-1994). Stahl and Murray 

(1994) describe phonological awareness as an awareness of sounds in spoken words that 

is revealed by such abilities as rhyming, matching initial consonants, and counting the 

number of phonemes in spoken words. Longitudinal studies locate the development of 

metalinguistic phonological skills prior to the onset of reading (Wagner & Torgesen, 

1987). 

Research has consistently identified deficits in phonological skills as one of the 

most common causes of literacy difficulties. The relationship between phonological 

awareness and reading has been well established in research since the l 970's (Stahl & 

Murray, 1994). Evidence for the importance of phonological awareness has been found in 

the results of both correlational and longitudinal studies. Juel (1988) found that first 

graders who displayed weak phonological awareness skills in tasks such as blending 

sounds together to make words, segmenting sounds into words, and manipulating initial 

and final consonant sounds typically remained in the bottom quarter of their class in 

reading 4 years later. MacLean, Bryant, and Bradley (1987) found that children's 

knowledge of nursery rhymes at age 3 strongly predicted their later development of more 

abstract phonological knowledge and their early reading ability. Successful efforts to 
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train children in phonological awareness skills have led to significant achievement 

differences in reading acquisition (Ball & Blachman, 1991 ). Current theories identify 

phonological processing skills as fundamental to decoding (Bishop & Snowling, 2004), 

which is one of the central tasks of reading (Gough, 1996). 

Reading Fluency 

The National Reading Panel also included Reading Fluency as one of several 

critical factors necessary for reading comprehension, therefore important for successful 

reading. To become an accurate and efficient reader of the English language, children 

need to do more than decode letter sound units. They need to acquire a word recognition 

system that embodies knowledge of usage of the English language. They need to develop 

reading fluency, which requires the automatic retrieval of word pronunciation (Nation & 

Snowling, 2004). If children read out loud with speed and accuracy they are more likely 

to comprehend and remember the material than if they read with difficulty or in an 

inefficient way. 

Vocabulary 

Low vocabulary is considered a significant contributing factor for many poor 

readers. At-risk learners have well-documented differences in word knowledge that are 

exhibited well before they enter school (Hart & Risley, 1995). Students ' vocabulary 

knowledge is influenced by the amount and quality of words they are exposed to from 

very early in their lives. Estimates of children' s vocabulary acquisition indicate that they 

learn approximately 800 to 900 root words a year through the age of twelve (Biemiller & 

Slonim, 2001 ). Beginning at two years of age children acquire approximately 1 O new 
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words per day. By the time they are six years old, they have acquired approximately 

14,000 words (Rupley, 2005). 

There is considerable evidence indicating that the size of a child's vocabulary is 

correlated with parental education and related to their home language experiences 

(Huttenlocher, 1991 ). Hart and Risley (1995) found qualitative and quantitative 

differences in the words encountered by children from lower socioeconomic status (SES) 

and higher socioeconomic status (SES) families. They found that children from higher 

SES were exposed to approximately three times the amount of words as compared to 

children from low SES families. In addition, higher SES children were exposed to 

vocabulary that was more encouraging, supportive, and explaining while lower SES 

children were exposed to more negative words and commands (Joshi, 2005). 

The initial vocabulary level of less advantaged students is a contributing factor to 

lower levels of initial literacy. Less advantaged students read books with simpler 

vocabulary levels and are continually exposed to fewer new words thus establishing a 

cycle with the gap widening each year. Research has demonstrated that these is~ues 

persist across school grades with less-able readers demonstrating knowledge of much 

fewer words and less ability to learn new words (Fisher & Blachowicz, 2005). White, 

Graves, and Slater ( 1989) demonstrated that even in first grade, there were differences in 

the size of the students ' vocabularies between the low SES and high SES students, and 

that this difference was accentuated as the students rose through the grades. 

The role of vocabulary knowledge in reading fluency has not received much 

attention in research. Because fluent reading is largely determined by the reader' s sight 
14 



word knowledge, it is logical to assume that good vocabulary knowledge facilitates 

fluency in reading (Joshi, 2005) thus improving comprehension skills. Fisher and 

Blachowicz (2005) demonstrate how struggling readers, in general, are at a disadvantage 

in terms of vocabulary learning and development. More able peers acquire knowledge of 

many new words through extensive reading, while struggling readers are more likely to 

experience reading material that is above their reading level and full of words they do not 

know. Not only are there more unfamiliar words, but the processing demands used for 

difficult materials leaves little spare cognitive capacity for new word learning. Struggling 

readers are also less effective in utilizing strategies necessary for independent word 

learning and, as a result, word-learning differences are magnified as the school years 

progress (Blachowicz & Fisher, 2000). Biemiller (2001) states that the interaction 

between low vocabulary knowledge levels and subsequent instructional constraints might 

explain why vocabulary measured at 211
d grade is predictive of vocabulary levels and 

reading performance well beyond the primary grades. 

As a critical goal of instruction at the middle and high school levels, vocabulary 

knowledge is closely linked to the difficulties many students experience in handling the 

demands of content textbooks (Harmon, Hedrick, & Wood, 2005). Students who engage 

in reading develop extensive vocabularies (Nagy & Anderson, 1984) and are better 

prepared to address content area reading assignments, where unfamiliar and complex 

concepts can be challenging (Harmon, et al.). Students who struggle in the area of 

reading achievement engage in less reading so they know fewer words. They find it 

difficult to handle reading tasks especially content area reading. 
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According to Dickinson and McCabe (2001), there is evidence ofreciprocal 

relationships between vocabulary and literacy in children. Evidence indicates that the size 

of a young child's vocabulary may play a role in enhancing phonological awareness as 

vocabulary knowledge correlates substantially with measures of phonological awareness 

(Metsala, 1999). This may be accounted for by a well-developed vocabulary supporting a 

child's performance in phonemic awareness tasks where they attempt to match possible 

answers to known words. Carroll, Snowling, Hulme, & Stevenson (2003) examined the 

development of phonological awareness skills including syllable, rhyme, and phonemic 

awareness, speech and language skills, and letter knowledge in preschoolers and found 

phonemic awareness to be strongly predicted by measures of syllable and rhyme 

awareness, which in tum, had a strong relationship with receptive vocabulary. Walley 

( 1993) argues that the growth of syllable and rhyme awareness is driven by vocabulary 

growth. Whiteley, Smith and Connors (2007) as well as Dickinson, McCabe, 

Anastasopoulos, Peisner-Feinberg, & Poe (2003) postulated that poor vocabulary 

development may place serious limitations on early literacy development and this 

limitation arises as a consequence of a mutually facilitative interaction between 

vocabulary skills and phonological awareness skills. 

Vocabulary and reading comprehension share a nurturing relationship, each 

supporting the growth and development of the other (Stahl & Fairbanks, 1986). 

Struggling readers often do not make gains in their reading comprehension due to limited 

vocabulary. Developing the vocabulary skills of struggling readers enables them to better 

comprehend what they read and to make inferences within and between texts (Rupley, 
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2005). The findings of Chall, Jacobs, and Baldwin ( 1990) support the notion of 

vocabulary as a connecting link between decoding and comprehension. They found that 

many third-graders, who were eligible for free and reduced lunch programs, had mastered 

decoding skills and could comprehend grade-level material. When these children reached 

seventh grade, their decoding skills remained good; however, poor vocabulary impeded 

their reading comprehension (Joshi, 2005). In a longitudinal study, Cunningham and 

Stanovich ( 1997) found that vocabulary knowledge in first grade accounts for more than 

30% of the variance in reading comprehension in eleventh grade, which was the most 

variance contributed by a single variable. The importance of vocabulary in influencing 

comprehension is supported by Stahl and Fairbanks' meta-analysis of vocabulary studies. 

The authors found that vocabulary knowledge most likely plays a causal role in 

comprehension. Anderson and Freebody (1983) found this relationship to exist at all 

grade levels and in different languages and countries. 

Comprehension 

Reading comprehension can be defined as "the ability to obtain meaning from 

written text for some purpose" (Vellutino, 2003 ). To comprehend successfully, the reader 

must utilize a number of underlying skills, which include decoding and word knowledge 

(Best, Floyd, & McNamara, 2008). Many theorists conclude that slow or inaccurate 

decoding skills consume working memory resources that might be otherwise used for 

comprehension processes. Several models of reading comprehension convey that the 

reader's ability to decode words accurately and automatically allows the reader to 
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integrate individual word meanings and sentence meanings into a coherent representation 

of the text (Best et al., 2008). 

Best, Floyd, and McNamara (2008) provided evidence that world knowledge is 

also an important factor in comprehension skills and should be considered when 

comprehension problems are observed during the elementary school years. For example, 

successful comprehension of a science text focusing on the needs of plants was shown to 

be influenced by the level of the reader's prior knowledge. The relations between 

comprehension of this text and world knowledge, across a number of measures of 

comprehension, were significant. 

Reading Recovery 

Early intervention is based on the premise that students can be identified and 

provided supplemental support after a relatively short exposure to classroom literacy 

instruction (Schwartz, 2005). These programs attempt to close the gap between high and 

low achieving students and reduce the number of students who need long-term literacy 

support. Juel (1988) provided longitudinal evidence on the stability of reading 

achievement patterns over time and stated that low-performing students are considered at 

risk or high risk for academic difficulties. 

Reading Recovery was developed by Marie Clay. It is based on her observational 

research, which enabled her to design ways to detect children 's early reading difficulties. 

Reading Recovery is a widely disseminated, replicable, short-term early intervention for 

the lowest performing first-graders (Schwartz, 2005). The target students are those who 

are not catching on to the complex set of concepts that make reading and writing 
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possible. The goal is to dramatically reduce the number of students who have extreme 

difficulty learning to read and write and to reduce the cost of these learners to the 

educational systems. 

Reading Recovery focuses its efforts on three levels. At the first level, it assists 

school districts in improving the delivery of reading instruction to its lowest achieving 

readers. In order for districts to implement an effective Reading Recovery program, it is 

imperative that the staff is well-trained and highly capable. Therefore, Reading Recovery 

has a strong component of staff development, which is the second level. Reading 

Recovery utilizes a uniform lesson framework and extensive professional development to 

help teachers make individual instructional decisions designed to accelerate the literacy 

learning of the targeted children within one-on-one 30 minute daily lessons (Schwartz, 

2005). Teachers are trained to use Clay' s An Observation Survey of Early Literacy 

Achievement to assess each child's strengths and weaknesses. Further opportunities for 

assessment occur in the first ten sessions as the child engages in reading and writing. 

Each lesson is then tailored to the needs of the individual child, the third and most 

prominent level of Reading Recovery. It is at the student intervention level where the 

fonnal , systemic implementation and the thorough staff development come together to 

produce improvement in reading skills. 

The objective of each lesson is to promote accelerated learning so that students 

catch up to their peers, close the achievement gap as quickly as possible, and continue to 

learn independently. Lessons focus on skills such as phonemic awareness, phonics, 

spelling, fluency, and comprehension. Every lesson incorporates learning about 
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letter/sound relationships. Children are taught to segment sounds and work with spelling 

patterns. Reading Recovery encourages comprehension and problem-solving with print 

so that decoding is purposeful and students read fluently. 

Success in Reading Recovery means that the student: 1) has demonstrated 

independent reading and writing strategies that will allow continued achievement; 2) can 

read within the average expected range for their class; and 3) has not only increased 

knowledge but has done so at an accelerated rate. At the end of the series of Reading 

Recovery lessons, the students who are still having difficulty are recommended for 

further evaluation to determine what further intervention is necessary. 

Research and evaluation on Reading Recovery are carried out by the National 

Data Evaluation Center (NDEC) housed at the Ohio State University. The NDEC collects 

data from every site in the United States each year, including pre-and post-intervention 

measures on every child who receives Reading Recovery instruction. Each child is 

assessed formally before entering and upon leaving Reading Recovery, and at the end of 

the school year. This assessment provides direct accountability for the child's progress 

and is a record of strengths and continuing needs for the child. Besides the NDEC, 

Reading Recovery evaluation and research are conducted by university training centers 

throughout the United States. Evaluation also includes qualitative data on implementation 

such as surveys from Reading Recovery teachers. 

Since Reading Recovery began in the United States in 1984, approximately 75% 

of the students who complete the full intervention can meet grade-level expectations in 

reading and writing. Follow-up studies indicate that most Reading Recovery students also 
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do well on standardized tests and maintain their gains in later years. Shanahan and Barr 

(1995) completed a thorough evaluation of the research conducted on Reading Recovery 

gains and found that the program does accelerate its students in their acquisition of 

reading strategies, in their phonemic awareness, and in their spelling skills. Hurry and 

Sylva (2007) found Reading Recovery to be a powerful method of improving children's 

reading and spelling over a broad spectrum, in both within and between school 

comparisons. Those who were better readers at 6 years old made significantly greater 

progress over the follow-up period than initial non-readers overall, however it was the 

non-readers who benefited most from Reading Recovery. For 6 year old non-readers, 

Reading Recovery was more effective at every follow-up point than for 6 year old 

slightly better readers. Schwartz (2005) investigated the effectiveness and efficiency of 

the Reading Recovery early intervention and found the overall pattern was that students 

who received the intervention closed the performance gap with their average peers. 

Wasik and Slavin (1993) found that the effects of the Reading Recovery program are 

impressive at the end of the implementation year and that the effects are maintained for at 

least 2 years. 

Concepts About Print 

Reading and writing skills are the culmination of a developmental process with 

roots in infancy. In general, the first 5 years of life comprise the pre-reading stage of 

literacy development. During the first 3 years, children learn to speak and understand 

language. Then they learn to make connections with the symbolic aspects of language. 

Experiences with books and print during this time give children important background 
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knowledge and help them learn the purposes of reading and writing. It also promotes 

learning of the alphabet, concepts about print, and the acquisition of phonemic awareness 

(Regalado et al., 2001 ). 

From very early in their lives, children are exposed to print in their environment 

(Beach & Robinson, 1992). As this continued exposure to print occurs in various settings, 

children begin to establish their own concepts about print. According to Marie Clay, the 

concepts about print include: a) print carries a message; b) books are organized, with a 

cover, title, and author; c) reading in English flows in a particular and consistent 

direction, left to right, and top to bottom; and d) printed language consists of letters, 

words, and sentences. 

In the early years, children acquire basic concepts of print that contribute to their 

early reading skills (Dickinson & McCabe, 2001 ). Evidence has mounted that young 

children, who are not yet readers, know a great deal about different aspects of written 

language and the reading process (Lomax & McGee, 1987). Preschoolers have already 

developed a complex language system and many of them have knowledge of what print is 

and what it can provide. Before children learn to read, they demonstrate knowledge of 

several conventions of written language and reading such as directionality, book 

handling, and the differentiation between print and picture. 

It has become increasingly clear that several aspects of children's knowledge 

about written language and processes of reading play a crucial role in their development 

ofreading ability. Several aspects of print knowledge have been found to correlate with 

formal reading ability in beginning readers (Lomax & McGee, 1987). Current literacy 
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literature consistently shows print knowledge to be one of the better predictors of school

age reading abilities (Justice, Bowles, & Skibbe, 2006). Turner (1988) found that 

children ' s scores on Clay's (1979) CAP Test at the beginning of first grade predicted 

their reading comprehension and decoding abilities at the end of second grade even after 

controlling for differences in vocabulary and phonological awareness. 

A meta-analysis conducted by the National Early Literacy Panel (NELP) studied 

324 papers that were published in referred journals that characterized the relationship 

between pre-reading skills of preschool and kindergarten children and their later reading 

abilities in word decoding and comprehension (Justice et al., 2006). In looking at the 

skills that are precursors to reading, the best predictors of children ' s early reading success 

included measures of both print knowledge and phonological awareness (Lonigan, 2004 ). 

Well-developed skills in both print awareness and phonological awareness enable 

children to more readily grasp the areas of beginning reading instruction in kindergarten 

and beyond. 

Huba, Robinson, and Kontos (2001) addressed the question of whether 

preschoolers' understanding of the purpose of print is related to subsequent success in 

formal reading instruction. Their finding across age groups indicated that a relationship 

does exist between knowledge of preschool literacy concepts and subsequent reading 

achievement. In their conclusion, they considered the possibility that preschoolers' 

understanding of purposes of print does not directly facilitate reading achievement but 

rather that it is correlated with an undetermined factor that does make reading 

achievement easier. 
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Screening of Reading Readiness 

The Screening of Reading Readiness (SORR) is a comprehensive and time 

efficient screening instrument designed to assess reading readiness skills in children 

between the ages of 4 and 6 (Miller & Budge, 2003 ). Research has demonstrated the 

importance of phonological processing skills to successful acquisition of early reading 

skills. The three primary components of phonological processing include: phonological 

awareness, coding and decoding of phonological information, and verbal fluency. 

Phonological awareness is the awareness of the sound structure of words in language. 

Phonological coding is "coding information in a sound-based representation system in 

working memory for efficient storage during ongoing processing" (Baddeley, 

1982). Verbal fluency is related to the speed at which a child names letters or pictures. 

Directional rules and general concepts about how print works are also important 

to the development of a child's early reading skills and subsequent success in reading. 

This print awareness varies from one child to another based on their stage of reading 

development. The fundamental understanding of print awareness includes: 1) print carries 

a message; 2) there is one-to-one correspondence between words read and printed text; 3) 

there are conventions of print such as directionality; 4) differences between letters and 

words; 5) distinctions between upper and lower case and punctuation; and 6) books have 

common characteristics. The early identification of a child ' s difficulties with pre-reading 

skills provides teachers with valuable information which helps them to better prepare 

students to be successful in reading acquisition. 
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After review of the literature, Miller and Budge (2003) created the SORR based 

on four constructs: phonemic awareness, auditory or verbal memory, verbal fluency, and 

print and book awareness. The majority of the test is conceptualized to measure 

phonological awareness in children ages 4 to 6. Secondary concepts that are measured 

include verbal memory, verbal fluency, and print and book awareness. The SORR 

includes seven subtests and a criterion referenced test of Print and Book Awareness. The 

SORR subtests include: Rhyming Words in Context, Rhyming Words in Isolation, 

Identifying Sounds, Blending of Sounds, Verbal List Leaming, Memory for Sentences, 

and Rapid Picture Naming. The SORR may be administered individually or by a 

screening team. 

Impact of Early Reading Performance on Future Success 

Reading is not just a subject area but a skill needed by students in order to be 

successful across academic disciplines as well as one that affects both personal and 

economic outcomes for students (Good, Simmons, & Smith, 1998). Reading skills 

provide a crucial piece of the foundation for children' s overall academic success. There is 

strong continuity between the skills with which children enter school and their later 

academic performance (Lonigan, C. J. , Burges S. R. , & Anthony, J. L. , 2000). Those 

children who do experience early difficulties in learning to read are likely to continue to 

experience reading problems throughout the school years. 

The emergent literacy approach to reading acquisition is concerned with the 

earliest phases of literacy development, the period between birth and the time when a 

child can read and write conventionally (Sulzby & Teale, 1991 ). The emergent literacy 
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perspective conceptualizes the acquisition of literacy as a continuum with its origins early 

in life, rather than an all-or-none phenomenon that begins when the child begins formal 

schooling (Lonigan et al., 2000). 

Emergent literacy skills are children's precursory abilities concerning reading that 

prepare them for the task of learning to read and facilitate progress from beginning 

reading to conventional reading (Whitehurt & Lonigan, 1998). Researchers who study 

literacy development generally agree that early literacy draws upon multiple interrelated 

developmental areas including oral language, phonological awareness, knowledge of the 

graphic features of print, understanding of how sounds map onto print, and a sense of the 

varied uses of print (Dickinson & McCabe, 2001). These skills provide a foundation upon 

which the other layers of alphabetic knowledge will build (Justice et al. , 2006). Whitehurt 

and Lonigan outlined different components of emergent literacy skills and identified 

three factors that appear to be associated with preschool children' s later word-decoding 

abilities: oral language, phonological processing abilities, and print knowledge. 

Dickinson and McCabe (2001) examined the question of what preschool abilities 

contribute to children' s long-term literacy success looking at both interrelationships 

among skills and relationships over time. Using multiple studies and data sources they 

examined the dimensions of children' s early literacy at four points in time: preschool 

years , kindergarten, fourth grade, and seventh grade. Based on these sources they found 

that in the preschool years there is a set of skills that are important to later literacy that 

are beginning to be related to each other. The associations between vocabulary and those 

skills that support decoding (phonemic awareness, letter identification, sound-symbol 
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correspondence) may be stronger in kindergarten than during the preschool years. The 

association between language skills, decoding, and reading comprehension may gain 

strength as systems of literacy-related skills become organized into an increasingly 

efficient and well-organized system (Dickinson & McCabe). 

Dickinson and McCabe (2001) also examined the relationships between early and 

later language and literacy skills. They determined the extent to which children's later 

reading comprehension was related to their initial level of abilities in different areas and 

the rate of growth they experienced subsequently. The results suggested that children's 

vocabulary development and decoding skills in first grade strongly predict end-of-fourth 

grade reading. The results between kindergarten achievement levels and seventh grade 

levels were as strong or stronger than those observed at the fourth grade levels. Data from 

multiple studies confirm the interrelationships among language and print based skills as 

children begin formal reading instruction and these interrelationships not only endure but 

become stronger with time. Early levels of achievement were found to be strongly linked 

to later success. The system of language and literacy capacities present in the preschool 

years becomes increasingly well-organized as children begin to read and write. These 

abilities act in a synergistic manner so that later achievement levels reflect the combined 

impact of this language literacy system (Dickinson & McCabe). 

Cunningham and Stanovich (1997) examined early reading acquisition and its 

relation to reading experience and ability 10 years later. They found several linkages 

between 1st grade reading cognitive measures and 11 th grade outcomes. The speed of 

initial reading was moderately related to reading comprehension, vocabulary, and general 
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knowledge in 11th grade. Their findings indicated that if the student got off to a fast start 

in reading, they were more likely to engage in more reading activity. This fast initial start 

in reading acquisition might help the development of a lifetime habit of reading 

(Cunningham & Stanovich). 

Cunningham, Stanovich, and West (1994) speculated that the influence of 

cognitive processes on reading acquisition may be reciprocal, with increased print 

exposure leading to an improvement in cognitive abilities, implying a great importance of 

successful reading acquisition for later intellectual achievement (Merlo, Bowman, & 

Barnett, 2007). Early in the initial reading acquisition process poor readers find 

themselves with materials that are often too difficult for them and begin to be exposed to 

much less text than their more skilled peers (Allington, 1984). The combination of 

deficient decoding skills, lack of practice, and difficult materials results in unrewarding 

early reading experiences that lead to less involvement in reading-related activities 

(Cunningham & Stanovich, 1997). Lack of reading practice for the already less-skilled 

reader hinders development of automaticity and speed of word recognition. Word 

recognition processes continue to require cognitive resources that should be allocated to 

higher-level processes of text integration and comprehension (LaBerge & Samuels, 1974; 

Perfetti , 1985; Stanovich, I 980). Reading for meaning is hindered, unrewarding reading 

experiences increase, and reading practice is avoided or tolerated without real cognitive 

involvement. Conversely, children who read early and read well experience more print 

exposure and consequent growth in numerous knowledge domains (Cunningham & 
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Stanovich). As skills develop and word recognition becomes a relatively automatic 

process, reading for meaning and pleasure is enhanced. 

Developmental Differences in Book and Print Awareness 

A developmental analysis by Lomax and McGee (1987) demonstrated that 

children did not master one component before acquiring proficiency in a subsequent 

component. Their data shows that as children learn about preceding print awareness 

constructs, this learning allows them to acquire other concepts. The print awareness 

components may share an underlying, more general component. Hiebert, Cioffi, and 

Antonak, (1984) suggested that this underlying construct may be the recognition of the 

symbolic principle of language. 

Studies have found that preschool print awareness increases with age. However, 

by the time a child is ready for Kindergarten complete understanding of print concepts is 

not necessarily achieved (Huba & Robinson, 2001). A study by Bader and Hildebrand 

(1991; 1992) addressed the question of whether a developmental basis to literacy could 

be identified. They found that, in general, their group of 3 to 5 year olds, particularly 

older 4' s and 5 ' s had acquired basic concepts about books and print. The concept of a 

word, as indicated by pointing, was known to 44% of the 5 year olds in the sample, and 

all of the 5 year olds had a left to right orientation for print. 

In examining the age differences regarding concepts about print, Beach and 

Robinson ( 1992) found that while preschoolers did not attend to the print on the page, 

kindergarteners demonstrated more knowledge about the meaning and uses of print. First 

grade students were more attentive to the actual print on the page and knew most of the 
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conventions of print as well as some of the terminology associated with print. The second 

and third graders included in the study exhibited mastery on the concepts about print task. 

Lomax and McGee (1987) also found that with age, children continue to increase in their 

awareness and understanding of each of the five print components, including concepts 

about print. The five and six year olds in the study displayed more knowledge of concepts 

about print than the three year olds. 

Bader and Hildebrand ( 1991) further explained that variability among children in 

pre-reading development is a result of differences in cognitive levels of ability as well as 

the learning opportunities they are given at home and school. Leaming in one area of 

literacy development facilitates learning in another. The task of pinpointing pre-literacy 

abilities and discovering how and when children acquire literacy concepts is one that will 

engage researchers for some time. 

Gender Differences in Book and Print Awareness 

In order to better understand the emerging literacy abilities of young children 

there is a need to better identify and document existing differences in young children ' s 

developing cognitive abilities. There is evidence that girls, on average, have earlier 

language development than boys and are more fluent and read better during the early 

years. A study by Soderman, Chikara, Hsiu-Ching, and Kuo, (1999) examined how boys 

and girls differ in the very early years with respect to their developing abilities that are 

linked to emerging literacy. The results of the study demonstrated developmental 

differences between first grade boys and girls and that these differences are related to 

their emerging literacy abilities. On average, in every one of the groups studied, girls 
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were ahead of boys in the development of visual and verbal memory, directionality, 

visual-motor integration, and saccadic eye movement. Each of these, in tum, was related 

to the children's reading accuracy, with saccadic eye movement most highly correlated 

(Soderman, et al.). 

Research has also identified gender differences in students' performance on tasks 

related to concepts about print. Beach and Robinson (1992) found that girls scored higher 

than boys on school-like literacy tasks. The difference was minimal at the preschool level 

but increased through first grade until there was nearly one standard deviation difference 

between boys and girls. The difference then narrowed at the second grade level and 

became nonexistent at the third grade level. It is difficult to explain the differences in the 

performance of boys and girls on these tasks. Beach and Robinson (1992) hypothesized 

that there could possibly be differences in strategies, learning styles, or differences in the 

ways young boys and girls are treated in society. Boys were found to perform better on 

items dealing with everyday life where girls performed better on activities that involved 

written language and were more removed from the context of real life. According to 

Beach, one possible explanation is that boys are given more opportunities for discovery 

and explo1ing their world while girls tend to grow up in a more structured and controlled 

environment. 

Socioeconomic Status and Family Environment 

Children's experiences with literacy do not begin with formal reading and writing 

instruction in school. Most children are exposed to the nature and functions of written 

language long before they start school , through observing and participating in literacy 
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activities in their homes (Van Steensel, 2006). Promoting the development of literacy 

skills in young children before they enter formal school is central to ensuring school 

success (Snow, Bums, & Griffin, 1998). Children's letter and number knowledge upon 

entrance to kindergarten is among the strongest predictors of academic motivation and 

performance throughout subsequent schooling. Unfortunately, a substantial number of 

children in the United States enter kindergarten with limited early literacy experiences. 

Research suggests that a large percentage of children who start school with limited early 

reading skills often have difficulty catching up (Bowman, Donovan, & Bums, 2001 ). 

As their first teachers, parents play an important role in building children ' s early 

literacy skills before they enter formal schooling (Bingham, 2007). Parents and the home 

environments they establish are an integral part in the development of children ' s early 

literacy skills. Children learn about written language and its value through their daily 

exposure to it and by watching others who use language effectively (Potter, 1986). 

Enriched home literacy environments, which include access to texts, as well as interactive 

language and reading experiences, contribute to the development of early literacy skills 

and language abilities. 

Lesiak (1997) discussed the question: how important is reading to children? 

Anderson, Hiebert, Scott, and Wilkinson, (1985) tated that the most important acti vity 

for building the knowledge required for success in reading is reading aloud to children. 

This reading must take place well before children come to kindergarten. Re earch has 

shown that children who have fewer literacy experiences tend to be poorer readers later in 

school (Lesiak, 1997). Scarborough ( l 997) found that econd grade students who scored 
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1.5 standard deviations lower than expected on reading tests had less frequent literacy 

related experiences during the preschool years. These poor readers had engaged in fewer 

activities with books, were read to less frequently, and had parents who did less reading. 

Bingham (2007) examined the effect of maternal literacy beliefs on children's 

literacy development. The results of this study conclude that the mother's literacy beliefs 

are related to the quality of the home literacy environment as well as the observable 

quality of joint reading interactions. Both the quality of the home literacy environment 

and the observable quality of joint reading interactions were positively related to 

children's development of early literacy skills. The home literacy environment was an 

important predictor of children's receptive language skills and letter knowledge. The 

observable instructional quality of the mother-child book interactions was positively 

related to children's concepts about print knowledge (Bingham). 

Changing demographics and the increased number of mothers working outside of 

the home suggest that many children' s earliest literacy opportunities will likely occur in 

the context of a child-care center (Neuman, 1999). Particularly in low income 

neighborhoods, child-care has become a necessity for many families. Most child-care 

enviromnents in these neighborhoods are characterized by minimally trained caregivers 

whose focus is on ensuring that children are fed , safe, and clean (Hayes Palmer, & 

Zaslow, 1990). With many children spending up to eight hours in a child-care 

environment, these caregivers now have to meet the increasing needs of these families 

not only to nurture the children but to educate them as well. 
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Researchers have demonstrated that there are differences in reading ability among 

children in various socioeconomic groups. It is unlikely that family income has a direct 

influence on reading achievement (Merlo, Bowman, & Barnett, 2007). Rather, it appears 

that much of the difference in performance between children of high and low SES 

backgrounds on reading achievement may result from the differences they experience in 

home environments, including access to resources and learning opportunities, as well as 

parental aspirations for the child (McCormick & Mason, 1986). Great disparities exist 

among middle and low income communities in literacy resources available in homes or 

child-care sites (Neuman, 1999). The Early Childhood Longitudinal Study, Kindergarten 

Class of 1998-1999, showed that children with fewer risk factors (single-parent family, 

welfare recipient, maternal education less than high school, language minority household) 

had higher reading achievement than those with high risk factors (Denton, 2001), even 

after controlling for differences in IQ. 

In the past 50 years, a great deal of research has pinpointed knowledge of the 

alphabet as the single best predictor of reading achievement by the end of first grade 

(Bader & Hildebrand, 1992). Those children who have been taught the alphabet by 

parents, teachers, and others upon entrance to kindergarten are more likely to have had 

other early literacy experiences. It is more likely that they to have been read to, provided 

with pencils and paper and books, and encouraged to develop literacy skills by example 

and through a positive view of school learning. 
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Social Outcomes 

Successful readers have a greater likelihood for continued success in academic 

achievement because one of the most important factors in academic achievement is the 

ability to read and learn from what is read (Wanzek, Vaughn, Kim, & Cavanaugh, 2006). 

There may also be other benefits to experiencing success in reading, such as improved 

self-esteem, positive self-concept, appropriate social skills, and overall social competence 

(Adams, 1990). 

In contrast, struggling readers are likely to be negatively affected by their reading 

experiences. Researchers have established a prevalence of social functioning deficits 

among students with poor academic performance (Cornwall & Bawden, 1992). After 

years of poor reading, many of these students develop unproductive ways to cope with 

school difficulties and failure. Student behavior can involve passive and active resistance 

to assistance, including denial, lack of persistence, poor attention, low motivation, 

disruptive behavior, and poor goal setting (Denti & Guerin, 2004). Student attitudes, 

especially at the secondary level, can present a major barrier to literacy improvement. 

The usefulness of improvements in literacy often depend on improvements in student 

attitudes and attributes ( Gaskins, 1998). 

Improved self-concept of Reading Recovery students was the focus of a study by 

Cohen, McDonald, and Osborn (1989). They found that Reading Recovery students rated 

themselves as believing they were more capable of completing different reading and 

writing activities than other at-risk students in traditional remedial programs. The 

students also believed themselves to be more competent and in control of their own 
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learning. The researchers concluded that Reading Recovery stops a downward spiral of 

defeatism and despair, reverses the cycle, and creates a series of successes leading to 

improved self-esteem (Rumbaugh & Brown, 2000). Traynelis-Yurek and Hansell (1993) 

utilized a student questionnaire to measure how Reading Recovery students assessed their 

reading skills and how they felt others assessed their reading skills following their 

participation in the program. Out of 173 students, 144 responded "yes" when asked if 

their teacher thought they were reading better, 153 responded "yes" when asked if they 

thought they were reading better, and 166 responded " yes" when asked if they thought 

the tutor thought they were reading better (Rumbaugh & Brown). 

Shell (1992) examined how reading achievement affects social and personal 

views of peers in grades one through six and found that there are significant differences 

in student perceptions of good and poor readers. Poor readers were viewed as having 

more negative personal and social traits by their peers than good readers, no matter the 

grade level, gender, or group assignment. 

When specific interventions aimed at the development of social functioning are 

implemented, the expected benefit of improved social outcomes would seem to be the 

result. However, there is evidence to suggest that many social intervention do not yield 

the expected outcomes (Smith & Travis, 200 l ). It is valuable to determine the relati e 

influence academic interventions, specifically tho e that are reading ba ed, have on social 

outcomes. Academic interventions implemented with tudent experiencing academic 

and social difficulties have resulted in both improved reading and social outcomes, 

providing a rationale for focusing on academic interventions as a mean to improve both 
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academic and social outcomes (Lane, Wehby, Menzies, Gregg, Doukas, & Munton, 

2002). Elbaum and Vaughn (2001) provided preliminary evidence about the effect of 

reading interventions on social outcomes. They found the greatest contribution to the 

development of self-concept for elementary students was through academic interventions. 

Summary 

Before children learn to read, they demonstrate knowledge of several conventions 

of written language and reading such as directionality, book handling, and the 

differentiation between print and picture. It has become increasingly clear that several 

aspects of children's knowledge about written language and processes of reading play a 

crucial role in their development of reading ability. Several aspects of print knowledge 

have been found to correlate with formal reading ability in beginning readers (Lomax & 

McGee, 1987). Current literacy literature consistently shows print knowledge to be one of 

the better predictors of school-age reading abilities (Justice, Bowles, & Skibbe, 2006). 

Since book and print awareness are crucial to the foundation of pre-literacy skills, it is 

important to determine how the variables of age, gender, family income level and 

parents' education levels contribute to a child's mastery of these skills. 

Research Hypotheses 

The following hypotheses will be addressed in this study: 

Hypothesis J. The CAP test wi ll b'e found to correlate at a moderate to high level 

with the SORR Book and Print Awareness subtest. 
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Hypothesis 2. The female participants in the study will obtain significantly higher 

performance scores than males on both the CAP test and the SORR Book and Print 

Awareness portion. 

Hypothesis 3. Participants with a higher annual family income level will-0btain 

significantly higher performance scores than those participants with a lower family 

income level. 

Hypothesis 4. There will be a significant positive relationship between the 

education level of the mother and father and the child ' s performance on the CAP test and 

SORR Book and Print Awareness portion. 

Hypothesis 5. Five year old participants will obtain significantly higher scores 

than four year olds on the CAP test and the Print and Book Awareness portion. 
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CHAPTER III 

METHODOLOGY 

Overview 

The purpose of this study was to analyze the concurrent validity of the 

Observation Survey of Early Literacy Achievement: Concepts About Print task using the 

Stones mini-book and the Print and Book Awareness subtest of the Screening of Reading 

Readiness using The Ant and the Grasshopper mini-book. The variables of gender, 

family income level, mother' s level of education, father 's level of education, and age 

were also be examined to determine their effects on each child 's performance on the CAP 

and SORR Print and Book awareness tests. 

Participants 

The study's participants consisted of 120 four and five year old children, 30% 

were four year olds and 70% were five year olds. Of the participants, 40% were males 

and 60% were females. Additional participant demographic information can be seen in 

Table 1. The targeted population was a group of children who were enrolled in a 

preschool or kindergarten program. The participants in the study were comprised of 

students from the following suburban schools: three private pre chool , a Head Start 

school, a private elementary school, and a daycare center with a private kindergart n 

class. Additionally there were participants from an urban private elementary chool and a 

39 



rural area charter elementary school. Only children whose parents agreed to their 

participation were included, so it may not be assumed that this sample is representative of 

the general population from which it was drawn. 

Table 1 
Student Demographics (N = 120) 

Age of student 
Four 
Five 

Gender 
Male 
Female 

Ethnicity 
Caucasian 
African-American 
Hispanic 
Asian 
Bi-racial 

Family Income Level 
Less than $47,499 
$47,500 to $77,499 
$77,500 to $107,499 
$107,500 and above 

Mother' s Level of Education 
High School Diploma/GED or below 
2 Year college or trade degree 
Bachelor' s Degree 
Master' s Degree 
Doctoral Degree 

Father's Level of Education 
Less than a High School Diploma 
High School Diploma or GED 
2 year college or trade degree 
Bachelor's Degree 
Master' s Degree 
Doctoral Degree 

40 

Frequency 

36 
84 

48 
72 

77 
10 
17 
12 
4 

19 
19 
31 
51 

17 
24 
58 
15 
6 

7 
18 
22 
43 
22 

8 

% 

30.0% 
70 .0% 

40 .0% 
60.0% 

64.2% 
8.3% 

14.2% 
10.0% 

3.3% 

15 .8% 
15.8% 
25.9% 
42 .5% 

14.2% 
20.0% 
48.3 % 
12.5% 
5.0% 

5. % 
15.0% 
18.3% 
35.9% 
1 .3 % 
6.7% 



Instrumentation 

The instruments that were utilized in the study included the Observation Survey of 

Early Literacy: Concepts About Print (CAP) task: Stones mini-book (Clay, 2002, 2006) 

and the Screening of Reading Readiness: Print and Book Awareness subtest: The Ant and 

the Grasshopper mini-book. Additionally, a Parent Demographic Information 

Questionnaire was used. 

An Observation Survey of Early Literacy: Concepts About Print task: Stones 

mini-book (Clay, 1979) is a diagnostic, criterion-referenced instrument that provides a 

systematic way of capturing early reading and writing behaviors to indicate areas of 

reading difficulties in children (Clay, 1993 ). The Observation Survey of Early Literacy 

(Observation Survey) incorporates six literacy tasks which assess a young child's 

emerging reading skills. All of the tasks included in the survey were developed in 

research studies to assess emergent literacy in young children. The Letter Identification 

task is used to determine which letters the child knows and the preferred mode of 

identification. The Word Test task determines if the child is building a personal resource 

of reading vocabulary. The Writing Vocabulary task determines if the child is building a 

personal resource of known words that can be written in detail. The Hearing and 

Recording Sounds in Words task is used to a es phonemic awarene s by determining 

how the child represents sounds in graphic form. The Text Reading ta k is used to 

determine the appropriate level of text difficulty and to record what the child does when 

reading continuous text by using a running record. The CAP task, which was utilized in 

the present study, demonstrates what the chi ld know about the way poken language is 
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represented. On this task children's knowledge of specific print concepts is assessed 

through 24 items delivered within the context of shared reading activity between the 

examiner and child utilizing the mini-book, Stones. 

The Reading Recovery Council ofNorth America (2009) reported that the 

reliability and validity for all tasks of the Observation Survey have been documented 

(Clay, 2002, 2006; Denton, Ciancio, & Fletcher, 2006) and it has been found to correlate 

with the Iowa Test of Basic Skills (Rodgers, Gomez-Bellenge, Wang, & Schultz, 2005). 

National norms have been developed to assist in interpreting scores (Gomez-Bellenge, & 

Thompson, 2005). 

The Screening of Reading Readiness (SORR: Miller & Budge, 2003) is a 

comprehensive screening instrument designed to assess reading readiness skills of 

phonological awareness and rapid naming skills in children between the ages of 4 and 6. 

The SORR includes seven subtests and a criterion-referenced test of Print and Book 

awareness. SORR subtests include: Rhyming Words in Context, Rhyming Words in 

Isolation, Identifying Sounds, Blending of Sounds, Verbal List Learning, Memory for 

Sentences, and Rapid Picture Naming. The Print and Book Awareness subtest of the 

SORR was administered to measure the child ' s knowledge of basic concepts related to 

handling and reading books using the mini-book, The Ant and the Grasshopper. 

Regarding the technical properties of the SORR, the test-rete t reliability 

coefficient for the total raw score was .85 (p < .00 I). The content validity of the subtest 

raw scores related to the Total Test Raw Score was evaluated by measuring the 

42 



homogeneity of the subtest raw scores related to the Total Test Raw Score. The raw 

scores for each subtest correlated with the total test raw score at moderate to high levels. 

The construct validity of the SORR was measured using the Comprehensive Test 

of Phonological Processing (CTOPP: Wagner, Torgensen, & Rashotte, 1999) and the 

Kindergarten Diagnostic Instrument 2 (KDI-2; Miller, 2000). The SORR' s Total Test 

Raw Score correlated with both the CTOPP's Phonological Awareness Quotient and the 

Phonological Naming Quotient. According to Miller and Budge (2003) these correlations 

provide evidence that the SORR's Total Test Raw Score is measuring phonological 

awareness skills and taps verbal fluency as well. The SORR Total Test Raw score 

correlated significantly with the KDI-2 Total Test Score (r =.45, p = .001). The SORR 

Total Test Raw Score significantly correlated with all of the KDI-2 scores, which 

indicates that the SORR and the KDI-2 share a common developmental nature (Miller & 

Budge). 

The Demographic Information Questionnaire was developed by the researcher 

and was utilized to gain information about the child participant and his or her family. The 

questionnaire contained items regarding the child's gender, approximate family income 

level, highest level of mother's education, highest level of father ' s education, and the 

language spoken in the home. 

Procedure 

Each child was tested individually by the principal investigator. Before te ting 

began, each child was told that they were going to do reading activities so that the 

examiner can find out what they know about books and reading. Each se sion la ted 10 to 
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13 minutes. At the end of each testing session the children were given reward stickers for 

cooperating with the examiner and trying their best on the task. 

The mini-book, Stones from the Observation Survey of Early Literacy 

Achievement: CAP task was used to observe and assess each child 's understanding of the 

conventions and characteristics of written language and books. The story has the format 

of a picture book with errors in line order, word order, or letter order, and a case of 

inverted print. The task consisted of the examiner reading the story in the test mini-book 

and asking the child to help. On each page, the examiner asked 1 or 2 questions about the 

conventions of print or book awareness with a total of twenty-four items in all. The task 

was administered and scored using procedures determined by Clay. Responses were 

recorded on a scoring sheet. 

The Print and Book Awareness subtest of the SORR was administered to measure 

the child' s knowledge of basic concepts related to handling and reading books (Miller & 

Budge, 2003). The task consisted of the examiner reading the mini-book, The Ant and the 

Grasshopper (Miller & Budge) and asking the students various questions about the book 

and the print it contains, including the location of the front and back of the book, book 

title, individual letters and words. Questions were also asked to determine whether the 

child knows that print tells a story and pictures support the story and that print flow from 

left to right. The task was administered and cored according to the procedure explained 

in the SORR administration manual. 
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Data Analyses 

The dependent variables in the study were the child ' s performance on Clay' s 

Concepts About Print (CAP) task and the child ' s performance on the SORR Print and 

Book Awareness subtest. The CAP yielded a single total raw score; whereas, the Book 

and Print Awareness subtest from the SORR yields a separate raw score for the Book 

Awareness portion of the test, a separate score for the Print Awareness portion of the test, 

and a sum of the two scores for a total test score. The independent variables include the 

child 's gender, annual family income level, parents' levels of education, and child 's age. 

A Pearson Product Moment Correlation was calculated to detennine the 

concurrent validity of the Observation Survey of Early Literacy Achievement: CAP test 

and the SORR: Print and Book Awareness portion. An Analysis of Variance (ANOVA) 

was conducted to determine the variance between male and female participants' 

performance scores on the different measures of book and print awareness, the effect of 

family income level on the child' s performance, and to determine if five year olds 

performed higher than four year olds on the different measures. A Multiple Analysis of 

Variance (MANOVA) was conducted to determine the significance that parental levels of 

education have on the child 's performance on the CAP and SORR Book and Print 

Awareness subtest. An ANOV A was conducted to determine if five year o ld perform 

significantly higher than four year olds on the different measures. Additionally, a 

stepwise regression analysis was conducted to determine the best predictor of the child 's 

performance on the CAP and the SORR Book and Print Awarene s ubtest out of the four 

independent variables in this study. 
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CHAPTERfV 

RESULTS 

Descriptive Statistics 

Demographic information was collected about all 120 participants in the study. A 

Demographic Questionnaire was completed by the parents of all participants. Participants 

were either four years or five years old at the time of the assessment. There were 36 four 

year olds (30%) and 84 five year olds (70%) (see Table I). The sample included 48 males 

(40%) and 72 females (60%). Of the 120 participants, 77 were Caucasian (64.2%), 10 

were African-American (8.3%), 17 were Hispanic (14.2%), 12 were Asian (10%), and 4 

were Bi-Racial (3.3%). One hundred and sixteen participants (96.7%) were reported as 

having English as their primary language. Only children whose parents agreed to their 

participation were included, so it may not be assumed that this sample is representative of 

the general population from which it was drawn. 

The approximate annual family income levels of the participant were as fo llows: 

19 participants (15.8%) were in the level of $47,500 or less; 19 participants (15.8%) were 

in the level of $47,500 to $77,499; 31 participants (25.9%) were in the level of 77,500 to 

$107,499; and 51 participants ( 42 .5%) were in the le el of $107 500 or mor . Regarding 

the mother's level of education, 17 mothers (14.2%) had a high school diploma or GED 

or below, 24 mothers (20%) completed a 2 year college or trade degree 5 mothers 

(48.3 %) earned a Bachelor's degree, 15 mother (12.5%) earned a Master 's degree, and 6 
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(5%) had earned a Doctoral degree. Regarding the father's education level, 7 fathers 

(5.8%) reported having less than a high school diploma, 18 fathers (15%) had a high 

school diploma or GED, 22 fathers (18.3%) had a 2 year college or trade degree, 43 

fathers (35.9) earned a Bachelor's degree, 22 (18.3%) fathers earned a Master' s degree, 

and 8 (6.7%) fathers earned a Doctoral degree. 

Concurrent Validity 

Pearson Product Moment Correlations were calculated to determine the 

concurrent validity of the Concepts About Print (CAP) test and the Book and Print 

Awareness portion of the Screening of Reading Readiness (SORR). The CAP test 

provides a single score, whereas the Book and Print Awareness Portion of the SORR 

includes three scores: Book Awareness portion score, Print Awareness portion score, and 

the Book and Print Awareness Total Test score. There was a significant positive 

correlation between the CAP test and the SORR Book Awareness portion, r = .69, p < 

.001. The CAP test was also found to have a significant positive correlation to the SORR 

Print Awareness portion, r = .75,p < .001. There was a significant positive correlation 

between the CAP test and the SORR Book and Print Awareness Total score, r = .79, p < 

.001. Additionally, there were intercorrelations found between the SORR Book and Print 

Awareness portion and between each SORR Book and Print A warene s portion and the 

SORR Book and Print Total score. These results are shown in T able 2. 
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Table 2 

Pearson Product Moment Correlations Between the Concepts About Print Test and the 

Screening of Reading Readiness-Print and Book Awareness Portion. 

CAP Book Awareness Print Awareness 

CAP .691 * .748* 

.790* 

SORR Book Awareness .646* 

.925* 

SORR Print Awareness 

.887* 

*p < .001 

Gender Differences 

A One Way Analysis of Variance (ANOVA) was computed to determine the 

differences in the performance scores of males and females on the CAP test, SORR Book 

Awareness portion, SORR Print Awareness portion, and the SORR Book and Print 

Awareness Total test score. The results yielded no significant difference between the 

performance of males and females on the CAP test, F( 1, 11 8) = 2.32, p = .13 . However, 

there were significant differences found between the performance scores of males and 

females regarding all three of the SORR scores ( ee Table 3). Female perform d 

significantly higher on the SORR Book Awarenes portion, F( 1 11 8) = 6.29 p = .01 , as 

well as on the SORR Print Awareness portion, F( 1, 1 8) = 8.6 p = .004. Additionally, 

the scores of female participants were significantly higher than male scores on the SORR 
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Book and Print Awareness Total, F(l, 118) = 11.67,p = .014. These results indicate that 

although males and females performed similarly on the CAP test, females performed 

significantly better than males on the SORR Book and Print Awareness portion as well as 

the SORR Book and Print Awareness portion Total score. 

Table 3 

Effects of Gender Differences on Performance on the Concepts About Print Test and the 

Screening of Reading Readiness-Print and Book Awareness Portion 

N 

CAP 
Males 48 
Females 72 

SORR Book Awareness 
Males 48 
Females 72 

SORR Print Awareness 
Males 48 
Females 72 

Mean 

10.02 
13.14 

4.73 
5.54 

4.98 
5.83 

SORR Book & Print Awareness Total 
.014*** 
Males 48 9.71 
Females 72 11.38 

* p < .001 level, ** p < .01 level, *** p < .05 level 

Family Income Level 

F p 

2.32 .13 

6.29 .01 ** 

8.63 .004** 

11.67 

The family income levels of the participants were distributed among the following 

four categories: 19 participants (15.8%) were $47,500 or le · 19 participants (15.8 %) 

were $47,500 to $77,499; 31 participants (25.9%) were $77,500 to $107,499· and 51 
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participants (42.5%) were $107,500 or more. An ANOVA was conducted to determine 

the effects of family income level on the participants' performance scores on the CAP 

test and the SORR Book and Print Awareness Total Test score. There were significant 

effects found for family income level on both the CAP test, F (3, 116) = 3.01, p = .03, 

and the SORR Book and Print Awareness Total Test score, F (3 ,116) = 5.83, p = .001. 

However, there was no linear relationship found when examining the means of the 

income level groups. The highest income level group actually had the lowest mean score 

on both measures, which is contrary to the expected results. Table 4 presents the mean 

scores for the four income levels included in this study. 

Table 4 

Effects of Family Income on Performance on the Concepts About Print Test and the 
Screening of Reading Readiness-Print and Book Awareness Portion 

N Me~ F p 

CAP 
.033*** 

Less than $47,499 
$47,500 to $77,499 
$77,500 to $107,499 
$107,500 and above 

19 
19 
31 
51 

SORR Book and Print Awareness Total 
Less than $47,499 19 
$47,500 to $77,499 19 
$77,500 to $107,499 31 
$107,500 and above 51 

* p < .001 level , ** p < .0 I level , *** p < .05 level 

50 

11.21 
13.16 
13.06 
10.96 

9.95 
11.95 
11.71 
9.92 

3.01 

5.83 .001 * 



Post-hoc comparisons using Tukey HSD revealed that the mean score for the 

$47,500 to $77,499 income group was significantly higher than that of the $107,500 and 

above income group (p =.13) on the CAP test. Regarding the SORR Book and Print 

Awareness Total Test score, the $47,500 to $77,499 income group scored significantly 

higher than the $107,500 and above income group (p = .01) and the $77,500 to $107,499 

income group scored significantly higher than the $107,500 and above income group (p = 

.01). These results demonstrate that students from middle income levels significantly 

outperformed students from the highest income level, which is contrary to the expected 

results. 

Parental Education Levels 

A MANOV A was computed to analyze the effects of the parental education levels 

on the participant's performance on the CAP test and SORR Print and Book Awareness 

portion. No significant effects were found regarding the mother's education level or 

father ' s education level on either the CAP test or the SORR Print and Book Awareness 

subtests. When analyzing the effects of the parental education levels on CAP test 

performance, the Ftests were not significant, F (4, 119) = .83,p =.51 (mother) and F (5 , 

119) = 1.91 , p = .10 (father). There was also not a significant interaction between mother 

and father education level on the CAP scores F (I 2, 119) = 1.38, p =.19. 

In detennining the effects of the mother· s and father ' s education le els on the 

SORR subtests the F test was not significant, F ( 4 119) = .63 p = .64 and F (5 11 9) = 

l .82, p = .115, respectively. Additionally, there wa not a ignificant interaction between 

parental education level on the SORR Print and Book Awarene s Total core F ( 12, 119) 
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= 1.14,p =.33. These results indicate there was not a relationship found between the 

education levels of the parents and the participants' performance on these tasks. 

Age Differences 

Four Year Olds Compared to Five Year Olds 

An ANOVA was computed to test for mean differences on the CAP and SORR 

Print and Book Awareness portion based on two age groups (four year olds and five year 

olds). This analysis determined that the five year old participants in the study yielded 

significantly higher performance scores than the four year olds on the CAP test, F (1 , 

118) = 14.84,p < .001. 

Table 5 

Effects of Mother 's and Father's Educational Levels on Performance on the Concepts 
About Print Test and the Screening of Reading Readiness-Print and Book Awareness 
Portion 

CAP 
Mother's Education 
Father's Education 
Mother's x Father's Education 

F 

.83 
1.91 
1.38 

SORR Total 
Mother' s Education .63 
Father's Education 1.82 
Mother's x Father' s Education 1.14 

* p < .001 level, ** p < .01 level , *** p < .05 level 

p 

.507 

.100 

.188 

.640 

.115 

.334 

The five year olds also performed significantly better than the four year old on 

the SORR Book Awareness portion, SORR Print Awarene s portion, and SORR Book 

and Print Awareness portion Total score (see Table 6) The e findings indicate the 
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developmental nature of book and print awareness skills. With age, children continue to 

increase their book and print awareness skills, including concepts about print. 

Table 6 

Effects of Age on Performance on the Concepts About Print Test and the Screening of 
Reading Readiness-Print and Book Awareness Portion 

N Mean 

CAP test 
4 year olds 36 9.94 
5 year olds 84 12.73 

SORR Book Awareness portion 
SORR Print Awareness portion 
SORR Print and Book Awareness Total 

4 year olds 36 9.28 
5 year olds 84 11.32 

* p < .001 level, ** p < .01 level, *** p < .05 level 

Additional Findings 

The Effects of Dividing the Sample into Four Age Groups 

F 

14.84* 

16.56* 
12.58* 
18.28* 

The age groups were then further divided into "younger fours" (ages 4-0 to 4-5), 

"older fours" (ages 4-6 to 4-11), "younger fives" (ages 5-0 to 5-5) and "older fives" (ages 

5-6 to 5-11 ). These results showed that at each six month age difference, the mean scores 

increased. 
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Table 7 

Effects of Age When Dividing Sample into Four Groups 

N Mean F 

CAP 7.44* 
Younger 4's 18 9.67 
Older 4's 18 10.22 
Younger S's 35 11.54 
Older S's 49 13.57 

SORR Book Awareness 5.82** 
Younger 4 's 18 4.22 
Older 4 ' s 18 4.56 
Younger S's 35 5.43 
Older 5's 49 5.67 

SORR Print Awareness 7.47** 
Younger 4 's 18 4.61 
Older 4's 18 5.17 
Younger 5's 35 5.34 
Older 5's 49 6.04 

SORR Total 7.71 * 
Younger 4's 18 8.83 
Older 4's 18 9.72 
Younger 5's 35 10.77 
Older S's 49 11.71 

* p < .001 level, ** p < .01 level , *** p < .05 level 

Post-hoc comparisons using Tukey HSD revealed some significant difference between 

age groups. These results of these comparisons are presented in Table 8. 
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Table 8 

Tukey Post-hoc Comparisons of Age with CAP, SORR Book Awareness portion, Print 

Awareness portion, and SORR Book and Print Awareness Portion Total score 

Test Post-Hoc Tukey Comparisons 
CAP 

Younger 4's 

Older 4's 

Younger S's 

SORR Book Awareness portion 
Younger 4 's 

Older 4 's 

Younger S's 

SORR Print Awareness portion 
Younger 4 's 

Older 4 's 

Younger S' s 

Older 4's 
Younger S's 
Older S's 
Younger 4 's 
Younger S's 
Older S's 
Younger 4's 
Older 4 ' s 
Older S' s 

Older 4 ' s 
Younger S' s 
Older S' s 
Younger 4 's 
Younger S's 
Older S's 
Younger 4 ' s 
Older 4 's 
Older S' s 

Older 4 ' s 
Younger S's 
Older S' s 
Younger 4 ' s 
Younger S' s 
Older 5' s 

Younger 4 ' s 
Older 4 ' s 
Older S' s 

* p < .001 level, ** p < .01 level,*** p < .05 level 
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p 

.97 

.27 

.001 * 

.58 

.005** 

.053 

.90 

.03*** 

.003** 

.17 

.03*** 

.87 

.50 

.15 
<.001 * 

.96 

.04*** 

.04*** 



Table 8 continued 

Test Post-Hoc Tukey Comparisons 

SORR Book and Print Awareness portion Total Score 
Younger 4 's Older 4's 

Younger S's 
Older S's 

Older 4 's 

Younger S's 

Younger 4's 
Younger S's 
Older S's 
Younger 4 's 
Older 4's 
Older S's 

* p < .001 level, ** p < .01 level, *** p < .05 level 

Best Predictors of Performance 

p 

.68 

.03 *** 
< .001* 

.43 

.02*** 

.28 

A stepwise linear regression was computed to determine the be t predictor of 

performance on the CAP Test score, the SORR Book and Print Awarene portion , and 

the SORR Print and Book Awareness portion Total score. The independent ariables 

included were age, gender, family income level , mother· education le el and father ' 

education level. Regarding the CAP te t 15% of the arianc wa accounted for b 

gender. Age accounted for another 10% of the ariance re ulting in a total adju ted r 

squared of 25%. These result indicate that out of the four ariable xamined the be t 

predictors of performance on the 

SORR Book and Print Awaren 

P te t are th ch ild ' g nd r and age. R garding the 

% f the arianc v a 

accounted for by age and an ther 9% v a a count d fi r b gend r. n additi nal 2% wa 

accounted for by father education I I r ulting in a t tal adju t d 



r squared of 24%. The results demonstrate that the best predictors of the child 's 

performance on the SORR Book and Print Awareness portion Total score are age, 

gender, and father's level of education. 

Summary 

The purpose of this study was to examine the concurrent validity of two book and 

print awareness tests, the Concepts About Print test (CAP) and the Screening of Reading 

Readiness (SORR)- Book and Print Awareness portion. The variable of gender family 

income, parents' education levels, and age were also examined to determine the effect 

that they have on performance on these measures. There wa a ignificant positi ve 

correlation found between the CAP test and the SORR Book and Print Awarenes Total 

score as well as intercorrelations found between the SORR Book and Print Awarene 

portion and between each SORR Book and Print Awareness portion and the SORR Book 

and Print Total score. The results yielded no significant differences between th 

performance of males and females on the CAP test howe er there were ignificant 

differences found between the perfonnance c re of male and female regarding all 

three of the SORR scores. Significant effect were found for family income le el on both 

tests however, there was no linear relation hip found wh n examining them an of the 

income level groups. The highe t incom I el group a tuall had th lowe t rn an core 

on both measures which i contrary t th e p t d re ult . o ignificant ffi ct v re 

found regarding them ther ' ducati n I ucation I ith r f the 

tests. The results detennin d that th fi e y ar Id participant in th tud yi Ided 

significantly higher p rformance than th D ur ar Id n oth t t . ut f the 
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four variables examined, it was determined that the best predictors of perfonnance on the 

CAP test are the child's gender and age. Regarding the SORR Book and print Awareness 

portion, the results demonstrate that the best predictors of the child' s performance are 

age, gender, and father's level of education. 
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CHAPTER V 

DISCUSSION 

Introduction 

The purpose of this study was to analyze the concurrent validity of An 

Observation Survey of Early Literacy - Concepts About Print test (CAP) and the 

Screening of Reading Readiness (SORR) - Book and Print Awareness portion. 

Additionally, the effects of gender, family income level, parent ' education Iev 1, and age 

on student performance on these measures were also explored. The CAP test and the 

SORR Book and Print Awareness portion were individually administered to a sample of 

120 children ranging in age from 4-0 to 5-11. Parent of each of the participant 

completed a demographic questionnaire which included r ports of the child ethnicity 

family income level, mother' s education level, father education le el pre chool 

experience, and language spoken in the home. The r ult re ealed ignificant 

relationships between what is measured by the CAP te t and the RR Book and Print 

Awareness subtest. Generally correlation coefficient or high rare expect d for 

tests which are used for diagnostic purpo and . 0 r higher forte t u ed ere n r . 

Since the CAP and the SORR correlation c ffi i nt \ a . 79, b th t t are uitabl for 

screening purpose but not diagno tic purpo 

The result al o determined that th fi mal participant c r d ignifi anti 

higher than the male participants but nl n th RR 

subtest. The family income le el did ignificantl a fi ct th parti ipant · c re n the e 

59 



measures however, contrary to the original hypothesis there was no linear relationship 

demonstrated. There was also no significant relationship found regarding the parental 

level of education and the participant's performance on these measures. The five year 

olds in the study scored significantly higher than the four year olds on all three measures. 

These findings will be discussed in further detail in the following section. 

Findings 

The first hypothesis stated that the CAP test and the SORR Book and Print 

Awareness portion would correlate at a moderate to high level. Pear on Product Moment 

Correlations revealed a significant positive correlation between th CAP te t and the 

SORR Book Awareness portion. A significant positive correlation was also found 

between the CAP test and the SORR Print Awareness portion. Additionally, a significant 

positive correlation was found between the CAP test and the total core of the SORR 

Book and Print Awareness subtest. 

There are many similarities between the CAP te t and the ORR Book and Print 

Awareness subtest. Both instruments include items that as e the following: kn wledge 

of the front of the book, identifying a letter indentifying aw rd directional flow of 

reading, left page read before right, print contains the me age con ept of fir t and la t 

function of a period, and oice to print rre p nden e. The bigg t diffi renc b tw n 

the two te ts involve reading abilit a r qu ti n orrectly. Tuer 

are 4 items on the CAP te t that th child wi ll n t be able t an w r without being able to 

read. The SORR B ok and Print u t t d n tr ly n the ability t read in 

order t answer any i tern . The P t t al m r n punctuati n with 4 item 
6 



including period, comma, question mark, and quotation marks. These difference 

between the two tests are possible contributing factors to the concurrent validity value. 

The two instruments might have had a higher level of concurrent validity if the CAP 

items which rely on reading were not included in the measure. 

Marie Clay's CAP test is well known and has been the most widely u ed 

instrument for assessing print and book awareness kills. However, these result 

demonstrate that both of these tests measure the same construct . The SORR Print and 

Book Awareness portion is an especially useful alternative with younger student becau e 

reading is not involved. This study provides the means and standard de iation of each 

age group for the SORR Book and Print Awareness subtest, which was not available 

when the instrument was originally standardized. 

It was hypothesized that the female participant in the tudy would obtain 

significantly higher scores than the male . An A OVA re ealed no ignificant 

differences between the performance of male and female participants on the CAP te t. 

However, females were found to perform ignificantly higher than male on the ORR 

Book Awareness portion, SORR Print Awarene p rtion a well as the RR Book and 

Print Awareness portion Total cor . The main difference b tween the tv te t i that 

there are item on the CAP te t which rel nth child ability t r ad and und r tand 

punctuation. Although re earch how that D ma! 

than males, the CAP te t in d high r rd r literacy ill 

ta k 

y nd b i r ading. The 

tasks involve the child ' ability t id ntify w rd that ar m1 p lied r a lin that i in 

the wrong equenc . It i p ibl that r nth it m affi ted th m an cor 



of the girls so that no significant difference was found. The results of the tudy yielded by 

the SORR Book and Print Awareness portions as well as the Book and Print Awareness 

portion Total Test score regarding the effects of gender are consistent with the findings of 

Beach and Robinson (1992) who found that girls scored higher than boys on chool-like 

literacy tasks. Soderman and colleagues (1999) demonstrated developmental difference 

between first grade boys and girls and that these differences are related to their emerging 

literacy abilities. 

Hypothesis 3 stated that participants with a higher fami ly income 1 el wou ld 

obtain significantly higher scores than participants from fami li e with lower income 

levels. An ANOVA revealed there were significant effect found for family inc me level 

on both the CAP test and the SORR Book and Print Awarenes Total T t core. It wa 

expected that there would be a linear relationship demon trated where the higher th 

income level, the better the performance. However the group with the low t mean core 

on both the CAP test and SORR Book and Print Awaren Total Te t cor wa actuall 

the highest mean family income level group ($107 500 and abo e ). The ec nd lowe t 

performing group on both tests wa lowe t mean family inc m le el group 4 7 500 and 

below), which was followed by $77 500 to 107 499 m an famil y income I el. he 

highest performing group on both the C P t t and RR B k and Print aren 

subte twas actually the 47 50 t 77 49 mean famil y in m I el gr up . hi i 

contrary to e idence that ugge t th re are diffi r nc in r ading abilit am ng children 

in various socioec nomic gr up (Merl Bowman Barn tt 200 ) with childr n from 

higher income le l famili having m r ad antag and thu higher p rfi nnan 

2 
u h 



of the difference in performance between children of high and low SE background on 

reading achievement is not directly affected by family income but from the differences 

they experience in home environments, including acce s to resources and learning 

opportunities, as well as parental aspirations for the child (McCormick & Ma on 1986). 

In this study, there were limitations due to the number of participant in each 

income level. Having unequal numbers of participants in each group and with ome 

groups having a low number of participants, the range of scores wa restrict d . Thi 

restriction of range is a possible contributing fac tor a to why the core were not 

significant and the results were not a hypoth ized. 

Another contributing factor as to why the re ult were contrary to what research 

has demonstrated is that the student in the 47,500 and below mean family inc me 

group were currently enrolled in a Head tart program. The g al of Head tart program i 

to get these lower income students to catch up to the a erage tudent befi re tarting 

kindergarten and perhaps this particular chool i ucceeding. dditionally the e 

participants were enrolled in the program fi r the c nd ear ince the all tum d fi e 

after the state cutoff of September 1. 

An additional fact r to c n id r i that 3 .5% f the parti ipant in thi tudy 

were student from a charter ch I. Th tud nt v r includ d in all fi ur inc m 

le el group but w r h a il r pr nted in th inc me I el . 47, 00 t and 

$77 500 to 107 499 tud nt w re nr 11 d in a hart r 

ch 1 how that th parent might di ati 1 d v ith th publi 

and are taking action t n ur that th ir hildr n g t a g d du ati n in a afi 



environment. These parents appear to want their children to have more advantage in 

their lives than they had themselves. Regarding the particular charter chool involved in 

the study, it was reported that parents actually sleep outside in front of the chool on the 

night before enrollment begins to ensure their child 's admission to the scho 1. 

The majority of participants that comprised the highest mean family income 

($107,500 and above) were enrolled at day care centers either in a four year old program, 

private kindergarten program or after school program. These day care center mo tly 

included students from families where both parents work outside the horn and the 

children are often at the center for long hour each day. The e parents might have the 

financial means to provide their children with many learning opportunities and 

educational advantages but with their hectic schedule they might not take the time to do 

so. It is likely that these parents rely heavil y on the day care teachers for their child s 

academic development, which lead to the que tion of what qualifications are nece ary 

for their employment. 

An interesting finding regarding fami l mcom 

lowest income level and the highe t incom le l gr up 

1 and p rformance i that th 

tain d imilar m an core . It 

would appear that the e group would ha e th lea t in mm n. How r one imilarity 

that might be evid nt in their familie i th par nt · la k f tim p nt r ading t their 

children. In th lowe t inc m I I, the par nt might b v rking multipl j b or an 

e ening hift in order t pr id ba ic ne iti . In th high t in me l l th 

parent' career might al in ol lat ffi h ur tra l r Ii nt nt rtaining whi h 

would al o limit th ir tim at h m . 
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The intention of hypothesis 4 was to explore the effect that parental level of 

education had on each participant's performance on the CAP tests and SORR Book and 

Print Awareness portion. A MANOV A was computed and no significant effect of the 

parents' education levels were found on the on the CAP test scores or the SORR Book 

and Print Awareness Total Test score. It was expected that there would be a p itive 

significant relationship between the parents ' levels of education and the child ' 

performance however the results yielded no significant relationship. As their fir t 

teachers, parents do play an important role in building children' early literacy kill 

before they enter fom1al schooling (Bingham, 2007). Enriched home literacy 

environments, which include exposure to and interaction with print, contribute to the 

development of early literacy skills and language abilitie . In thi tudy the majority of 

participants ' mothers and father had earned degree abo ea high chool diploma or 

GED. Among the participants 85. % had mother with a 2 year trade or c Hege degree, 

or higher, 13.3% with a high chool diploma or GED and only. 3% with ut a diploma 

or GED. Regarding the participant fath r 79.2% had c mpleted a 2-year trad r 

college degree, or abo e 15% earn d a high ch l dipl ma or G D and nly 5. % had 

not completed a high chool or GED pr gram. gain , th fact that ach gr up w n t 

represented equall and that ome group had I v numb r f parti ipant p ly 

re trict d th range f cor and thu afD t d th ut m f the ignifi an of th 

mean core . 

It a hypoth iz d that th 

ignificantl y high r nth 

ar- ld parti ipant in th tud uld btain 

Pt t and 

6 
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analysis determined that the five-year-old participants in the study yielded ignificantly 

higher performance scores than the four year olds on the CAP test and the SORR Book 

and Print Awareness portion Total score. When the participants were further divided into 

four age groups, the mean score of each group increased at every six m nth age 

difference. These findings support studies that have shown print and bo k a war ne s t 

increase with age. Bader and Hildebrand (1991) examined the developmental nature f 

literacy skills and attempted to determine the age at which children identify print, try to 

print, demonstrate attending to letter or words or show other evid nee of moving toward 

literacy. In their study, the older four year olds and five year old had acquired ba ic 

concepts about books and print. Lomax and McGee ( 19 7) al o found that with age 

children continue to increase in their awareness and under tanding of each f the five 

print components, including concepts about print. It appears that a children learn about 

preceding print awareness constructs this learning allow them to acquir ther concept . 

The results of this study demonstrate that with age children c ntinue to increa e in their 

book and print awarenes and under tanding of the c ncept about print. 

ummary 

The finding of this re earch re ealed a ignificant p iti e c rrelati n b t en 

the CAP te t and th ORR B k and Print RR m a ur th 

same construct a the P t t but d n tr l n r ading kill fi ran item making 

it a u eful alternati e wh n a ing print and b ill in y ung r hildr n 

and female participant n th w r fi und t p r rm 



significantly higher than males on the SORR Book Awareness portion, SORR Print 

Awareness portion, as well as the SORR Book and Print Awar ness Total Test score. The 

fact that the CAP test relies on higher level reading skill for some items might have 

affected the scores for even the females on that particular test. This tudy revealed that 

although there were significant effects of family income level on performance, there wa 

no linear relationship demonstrated. In this study, the highe t income level participant 

had the lowest scores overall. There was no relation hip found regarding the moth r 's 

education level and father ' s education level on eith r the CAP te tor the ORR Book 

and Print Awareness subtest. In this study the majorit of parent had at lea t earned a 2 

year college or trade degree. Regarding the family incom level and parental education 

levels, it is likely that the low number of participant in ome group re tricted the range 

of scores and affected the outcome of the ignificance f them an c re . expected, 

the five year old participants in the study did per£ rm b tter than th four year old n the 

CAP test and the SORR Book and Print Awarene 

five year olds were further dived into four group . th mean core incr a ed with ach 

six month age di fference. The ere ult dem n trate that with ag children c ntinu t 

increase in their book and print awar ne and und r tanding of th concept ab ut print. 

Marie lay P t ti wid ly u d fi r a 

concepts ab ut print. The re ul f thi tud d m n tr t d that the 

Awarene and Print A war n 

ORR actually yi ld a tru m a ur f th hi Id· print and b 

f 

RRB k 

pt t. h 

v ith ut th 



need for higher level reading skills or knowledge of punctuation. Additionally, becau e 

the SORR does not rely on reading ability in assessing these skills as the CAP does, it is a 

useful alternative especially when working with younger student . 

It is important for school psychologists not to make assumption about a child ' s 

abilities and limitations based on family factors. This research demonstrated that parents ' 

education levels did not significantly affect the child ' s performance on the three mea ure 

used in this study. Regarding family income level, there was no linear relation hip found 

where the higher the income level, the higher the child ' s performance. In this tudy, the 

students whose families had the highe t income level did not yield the highest core on 

the tests but rather the lowest scores. It is likely that both the highe t income le el 

families and lowest income level families truggle with finding time to read with their 

children. Just because the parents are well-educated and ha e the mean t pro ide their 

children with the best learning opportunitie doe not mean they take the time and make 

the effort to do so. Just because a child is fr m a lower income family or with le 

educated parents does not mean their par nt d n t alue and upp rt educati n and ar 

not actively striving for their child to ha e e ry p ibl 1 arning pportunity. 

Future re arch hould be dir ct d t ard analyzing pr hoo l and indergarten 

literacy program and p cificall \ hat cla r m t a her ar acti el d ing t d 

their tudents' book and print awaren r co ll ct d fi r thi tud 

it was evident when te ting ne tud nt a r an th r fr m th am cla that man 

tudent dir ctly d m n trat d what th h I amed in th ir la r m fr m intera ti on 



with their teachers and books. In listening to the responses of many tudent from the 

same class, it became apparent if the teachers were incorporating these skill in the 

classroom, such as pointing out the title and author's name when reading to the clas . In 

one particular preschool, many participants of the class made a point of pointing to and 

naming the spine of the book, which showed that their teacher demonstrate thi to them 

when reading. Students from the same class often used the same terminal gy when 

responding to some test questions, as in referring to a question mark a a " my tery" . It 

appeared that most teachers use the term "upperca e" rather than 'capital" when refi rring 

to letters, which caused some confusion for the tudents on the CAP test when they were 

asked to locate a capital letter. 

Current literacy literature consistently hows print knowledge to be on f the 

better predictors of school-age reading abilitie (Ju tice Bowle , & Skibbe 2006). 

Teachers of young children are likely to overlook the importance of teaching and 

reinforcing the concepts about print when they are focu ed on teaching uch literacy 

skills as letter recognition and phonemic awarene . If teacher r i w the e kill each 

time they read to their clas e it would help their tudent master the c nc pt a out print 

and aid in developing their future reading abilitie . 

Limitati n 

The limitation to thi tud mainl in 

in the con ent proce which limited th 

student . Fir t th examin r had to gain p rmi 

th parti ipant . here were tv o t p 

r ac t th gen ral p pulation f 

m pre 1 and kind rgarten 

admini trator in order t c ntact par nt p ibl parti ipan . Th n nl childr n 



whose parents agreed to their participation were included. For th er a on , it may not 

be assumed that this sample is representative of the general population from which it was 

drawn. Additionally, in examining the effects of the variables the group were not 

represented equally and some groups contained a low number of participant (i.e. income 

les than $47,499, or mother's level of education less than high chool diploma/GED). The 

low numbers caused a restriction in the range of score and thus possibly affi cting the 

results of the study. 
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APPENDIX A 

Texas Woman' s University Participant C n nt 

To Participate in Research 
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Case# 

TEXAS WOMAN'S UNIVERSITY 

CONSENT TO PARTICIPATE IN RESEAR H 

Investigator: Tricia S. Williams, B.S. 972-899-2175 tswilliams grand c m.net 

Advisor: Daniel C. Miller, Ph.D. 940- 98-2251 DMiller mail.twu.edu 

A researcher from Texas Woman 's University is conducting a tudy, for dis ertation 
purposes, to examine the concurrent validity of two test of b k and print awaren . Thi wil l 
allow the investigator to see if the results from one test agree with the r suit of the oth r t st. he 
effects that family income, parents ' education levels, and language sp ken at home ha eon the 
child' s performance on these tests will also be examin d. Fi e y ar old childr n will b 
individually administered certain sections of two print and b k awarene s te t . Their 
knowledge of specific print concepts will be as e sed through item during a reading acti ity 
between the examiner and child using a book. The total time fi rte ting each child will be IO to 
15 minutes and it will take place outside of the clas room. A Dem graphic Information 
Questionnaire, developed by the researcher, will be sent home and compl ted by the parent and 
will be used to gain information about the child participant and hi or her family. 

Your child ' s participation in th.is study will contribute t kn wledge in the fi Id of early 
literacy and specifically book and print awareness. There are no direct benefits · howe er y u will 
receive feedback on your child ' s performance approximately one month after the t ting e ion. 
There are possible risks associated with your child participation in thi tudy but the researcher 
will take measures to reduce the possibility of all of the e risk . The e p ible ri include los 
of confidentiality, possible fatigue, loss of anonymity los of educational time and po ible 
coercion. To minimize the possible of loss of confidentiality the re earcher will keep identifying 
information in a locked file cabinet and all identifying informati n will be de tr yed once the 
study is complete. The risk of possible fatigue due tote ting acti itie will e minimized becau e 
the researcher will give the participants opportuniti to take break if needed. To minimiz the 
possible loss of anonymity the teacher will introduce the principal in tigator to th tudent and 
explain the she will be doing acti itie with ome f th tudent . o of educational time will be 
minimized because the investigator will a k th tea h r to p ify a time to remo th 
participant from the clas r om that direct in tructi n tim i not lo t. The ri k of p ible 
coercion will be minimized becau e parti ipation i oluntary and the deci ion fi r their child to 
participate or not will not affect the child' tanding at the ch I in an wa . 
Parent/Guardian Ini tia l __ _ 
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Confidentiality will be protected to the extent that is allowed by law. N id ntifying data 
will be kept about your child. The paper test materials and computer file di k will be tor din a 
locked file cabinet with limited access by others. All data will be de tr yed by ix months after the 
completion of the study. Participants will be allowed to take breaks as needed. The teach r will 
explain to the class that the researcher will be doing reading activities with ome of the tudents. 
The researcher will verify with the child ' s teacher the daily sch dule o that no child is taken 
away from direct instructional time. The teacher will send h m any pap r mat rial by directly 
placing them in the folder or book bag, rather than pass them out to each child. 

If you are willing to have your child participate, please initial the bottom of thi page and 
complete the attached page. Please return the Demographic Information ue tionnaire and b th 
pages of this consent form in the envelope provided to your child' teacher as n a possible. 
By completing and returning the Demographic Information Qu tionnair and igned the c nsent 
form, you are voluntarily agreeing to have your child data included in thi tudy. Participation is 
completely voluntary and you may withdraw your child from the study at any tim . Refusa l t 
participate will involve no penalty. 

You will be given a copy of this ign d and dated cons nt form t k ep. If you ha e any 
questions about the research study you hould a k the re earch r th ph ne number i at the top f 
this form. If you have questions about your rights a a participant in thi research or the way thi 
study has been conducted, you may contact the Texa Woman ' niver ity ffice of Re earch and 
Sponsored Programs at 940-898-3378 or via e-mail at IRB@twu.edu. 

The researchers will try to prevent any problem that could happen because f thi 
research. You should let the researchers knov at once if there i a pro bl m and they will help you. 
However, TWU does not provide medical ervice or financial a sistance fi r injurie that might 
happen because you are taking part in this re earch. 

I , _________ __________ , agree to allow m child to participate in this 

research study. 

Parent/Guardian Signature ate ----------- a e 
# ____ ______ _ 

*Child ' s Nam 

* nly the child ' s data (not nam ) v ill be maintained 

_ __ Check her if ou do not v i h t r c i e feedbac regarding our chi Id · p rfi rmance 
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APPENDIX B 

Demographic Information Qu stionnaire 



Case# 

Demographic Information Questionnaire 

Child's date of birth: (mm/dd/yyyy) ___________ Age 

Circle One: Boy 

Ethnicity of Child 

__ Caucasian 

__ African-American 

_ _ Hispanic 

Asian 

American Indian 

__ Other: Specify ____ _ 

Highest Level of Education of Mother: 
Father: 

__ Less than high school diploma 

__ High school diploma or GED 

__ 2 year college or trade degree 

__ Bachelor's Degree 

__ Master's Degree 

__ Doctoral Degree 

Girl 

Approximate Mean Family Inc me 

__ Less than $17,499 

__ $17,500 to $47 499 

$4 7 500 to $77 499 

__ $77 500 to I 07 499 

__ 107, 500 or m r per ear 

Highe t Le el of Educati n f 

__ Le than high ch l dipl ma 

__ High ch ol diploma r GED 

__ 2 year c llege r trad degr e 

__ a ter ' Degr 

D toral gre 

The child has had prior formal pr ch ol xp ri n e: 

__ Yes : Number of year __ _ 

Language Spoken in the Home 

__ English 

Other: Specify _____ _ 




