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ABSTRACT 

The purpose of this study was to discover the print awareness 

knowledge of 25 four- and five-year-old Spanish-English bilingual chil

dren and to see if differences among the children are related to home 

environmental factors. The specific questions to be answered were: 

1. How does the use of language varieties in the home affect print 

awareness? 

2. How does the language of written materials in the home (whether 

in Spanish or English) affect print awareness? 

3. In what language do children respond to print awareness tasks? 

4. How does the literacy environment in the home affect print 

awareness? 

5. How does the language of the literacy environment (whether 

English or Spanish) affect print awareness? 

6. How does the parental attitude toward reading affect print 

awareness? 

This naturalistic study presents data collected and analyzed 

with the following instruments: Signs of the Environment, Level I and 

Level II; Pre-Schooler's Book Handling Knowledge; and a Parent Interview 

which was conducted in the home. 

The data indicate that the children whose parents said that both 

languages were spoken in the home had the highest percentage of appro

priate responses on all three tasks. 
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Three main factors appear to influence the language in which the 

child responded to the tasks. These are contextual setting, experience 

with the item, and television. 

This study was not organized in such a way as to discover whether 

amount of literacy in the home and its degree of use makes a difference 

to children's print awareness. However, it is evident from the respon

ses given by the children that the literacy environment of the home and 

its surroundings does influence print awareness. 

This study provides ample evidence that some bilingual economic

ally poor children have a strong support base in literacy development 

which schools can expand upon: 

1. Bilingual children are print aware and have knowledgE vf books. 

2. Bilingual parents care and are anxious for the children to 

learn. 

3. Bilingual parents read to their children and provide them with 

opportunities to read and write in the home. 

4. Bilingual homes have a variety of opportunities for literacy. 



CHAPTER 1 

INTRODUCTION 

Home Environment and Early Reading 

It is an outstanding characteristic of many of the studies of 
oral language acquisition that the researchers have focused 
their attention on the components of learning, whereas in the 
field of reading acquisition, the interest has been on teaching. 
Perhaps a fundamental misconception which has plagued learning 
to read has been the belief that the child has to be taught to 
read and that this can happen only when he goes to school 
(Doake, 1977). 

Although recent studies (Durkin, 1966; Clay, 1966; Goodman and 

Goodman, 1979; and Ferreiro, 1980) have concluded that reading can be 

learned as naturally as oral language, it is still believed by most 

educators and parents that reading must be directly taught and that the 

process begins when the child goes to school. 

As a result of this belief, many school systems do not take into 

account the language and the experiences which children bring with them 

to school, and insist on providing new and sometimes foreign experiences 

and language to children in order to "help" them to become ready for 

learning to read (Gonzalez, 1975). 

Wells (1981) states that in order for readers to understand the 

text they must bring their cultural and personal knowledge to the text. 

Children must have an interest in what the printed word says; they must 

want to know the message. Children of preschool age are naturally 

1 



interested in their environment and will ask older siblings or adults 

about the print around them. 
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A basic linguistic understanding necessary for success in reading 

is the insight that print is meaningful (Smith, 1977). In studies of 

children who have encountered few if any difficulties in reading at 

school, it has been noted that most of these children were reading before 

they entered school. Durkin (1966), Clay (1966) and Torrey (1969) have 

found that generally these children come from homes where there is read

ing going on. The child sees people reading and is read to. In Durkin's 

study, which included children of different socioeconomic and ethnic 

backgrounds, the children asked questions about the print in their envi

ronment. These children who began to read by asking questions at home, 

appeared to have no reading difficulties when reading instruction began 

at school. Durkin also states that these same early readers, as a group, 

maintained their lead in achievement over classmates of the same mental 

age who did not learn to read until the first grade. Although there are 

many studies which have reported about early readers, little is known 

about the literacy development in bilingual children before they attend 

the elementary school. 

It has become apparent that some preschool readers have learned 

to read almost as naturally as they learned to speak (Durkin, 1966; 

Torrey, 1969; Forester, 1976; Goodman and Goodman, 1976). 

Clay (1973) states that as soon as children ask "What does it 

say?," they are learning to read; they are print aware. Smith (1976) 
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suggests that children learn about reading without adults being aware 

of it. 

Halliday (1969) in defining his functions of language states that 

children have acquired all seven of the functions before entering school. 

Goodman and Goodman (1976) conclude that written language development 

draws on competence in oral language since oral language competence 

reaches a high level earlier. As children become literate, the two sys-

terns interact and support each other. 

As more studies are conducted of early readers, it is evident 

that these children are the ones who ask questions about written language 

(Torrey, 1969; Durkin, 1966; Clay, 1967; Sutton, 1964). Torrey (1969), 

in writing about John, a Black five-year-old child who began to read 

naturally, states that John learned to read by asking the right questions. 

Torrey affirms that children can learn to read naturally. They do not 

have to be gifted or come from a middle or upper economic status. 

Home Environment, Early Reading and 
the Bilingual Child 

Since most of the studies on early readers have been done on 

monolingual English speaking children, there is a need to expand the 

research data base and for studies to be conducted on the bilingual 

child. There is a need to find out if bilingual children are print 

aware. There is a need to investigate the home environment and how the 

bilingual child develops literacy. The largest bilingual population 

attending public schools in areas of the Southwest and Southeast is 

Spanish-English speaking. Gaining greater understanding about the 



knowledge of print awareness in the child and the home environment of 

this population will help teachers have a more accurate picture of the 

degree of support for literacy in bilingual homes. Then, teachers can 

operate on researched information and parents can be helped to have 

greater understanding of their role in the development of their child's 

literacy. 

Purpose of Study 
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The purpose of this study is to discover the print awareness 

knowledge of 25 four- and five-year old Spanish-English bilingual child

ren and to see if differences among the children are related to home 

environmental factors. The children to be studied include the Spanish

English bilingual four- and five-year-olds from the Parent and Child 

Education Program (PACE) in Tucson Unified School District from two of 

their schools. The major problem to be analyzed is concerned with three 

areas: the use of language in the home; the literacy environment in the 

home, and parents' attitude toward literacy. The specific questions to 

be answered are listed under each area. 

A. Use of language in the home: 

1. How does the use of language varieties in the home affect 

print awareness? 

2. How does the language of written materials (whether in 

Spanish or English) affect print awareness? 

3. In what language do children respond to print awareness 

tasks? 



B. Literary environment in the horne: 

4. How does the literacy environment in the horne affect print 

awareness? 

5. How does the language of the literary environment (whether 

English or Spanish) affect print awareness? 

C. Parent attitudes: 

6. How does the parental attitude toward reading affect print 

awareness? 

5 

The educational system in most of the United States requires all 

children, regardless of race, color, creed or economic or linguistic 

status to attend school. Teachers must have completed at least four 

years of college and be professionally educated. This in itself shows 

the importance which the American society places on education. Some 

critics of this system maintain that because the goal is education for 

all, quality education has been sacrificed (Ragan, 1966). Others main

tain that although all children are required to attend school, equal 

education for all has not been achieved (Carter, 1970; Manuel, 1974; 

Gonzalez, 1975). 

Many cultural minority children with a diverse language have not 

succeeded in achieving their optimum potential in monolingual English 

schools. This may be due to the fact that the educational system in the 

United States is designed for the English speaking child. When children 

who are limited English speakers enter the system, it does not seem able 

to adequately provide quality education for them. For this reason, equal 
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education for all is seriously questioned by proponents of bilingual 

education programs. They question whether the focus on English as the 

medium of instruction has helped children whose language is other than 

English, achieve educational goals. These same proponents of bilingual 

programs think we must have greater insight about the environment, back

ground and language of the child, to be more helpful to parents and 

teachers. 

Dewey (1916) proposed that we place the child at the center of 

the curriculum. He ~tated that we must adapt the school to the learner 

rather than the learner to the school. We must accept children as they 

come to us and build on their strengths while we help them to acquire the 

skills necessary for success in school and society. 

Through personal experiences in teaching bilingual Spanish-English 

speaking children and through review of research studies, I have come to 

believe that there are bilingual Spanish-English speaking children who 

are as ready to read when they come to school as their monolingual English 

speaking peers. Much of the early assessment uses both oral and written 

English; the knowledge of bilingual children may be inaccurate or limited. 

Educators cannot ignore this. Studies are needed about the home environ

ment of the bilingual child and parental attitudes toward literary to 

discover what literacy experiences the child brings to school. Such 

studies will assist in highlighting the differences and similarities 

among bilingual children. With such knowledge, curriculum can be devel

oped to expand on experiences and learning for those children who may 

already be print aware and to provide a richer environment for those who 



need more literary experiences. In addition, with this information, 

parents can be helped to realize the significance of their role in 

literacy development. If studies can provide the knowledge about the 

significance of parents' role in the literary development of their 

children, the educators can have more scientific information than is 

presently available as part of parent education programs. 

Limitations of the Study 
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The study will be limited to collecting information about child

ren in a preschool program in one school district in Tucson, Arizona. 

Restriction of the sample number to approximately 25 four- to five-year

old bilingual Spanish-English children in two classrooms, will not allow 

the results to be generalized to the wider population. The fact that the 

PACE Program involves parents in the classroom and promotes literacy may 

further restrict the generalization of results. 

Definition of Terms 

Beginning Reading: Reading which is usually taught in a school 

setting. 

Bilingual-Bicultural Education: Teaching pupils in two languages 

and from the point of view of the cultures of which the langu

ages are a part and an expression (von Maltitz, 1975). 

Bilingualism: The use of two languages by an individual. 

Book Handling Knowledge: The abilities which are developed when 

children interact with print in a book. This knowledge focuses 



on directionality, use or understanding of terminology such as 

page, letter, word, and concepts about books and their use. 
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Early Reading: Reading which begins before the child enters school 

or has any kind of formal teaching. A child learns to read when 

he or she makes sense of the printed text (Smith, 1979). 

Literary Event: Those occasions upon which a person produces, 

comprehends, or attempts to produce or comprehend written 

language (Teale, 1981). 

Native Language: Language of the home; the first language learned 

by a child. 

Natural Language Development: Learners are active participants in 

the development of both oral and written language. Natural 

development will occur when there is meaningful interaction 

between learners and significant others. 

Print Awareness: Young children's reaction to print in and out of 

the school environment and in books, and an awareness to their 

own responses to print (Y. Goodman, 1980). 

Problem Statement 

Many language and cultural minority children have not succeeded 

to their optimum potential in monolingual English schools. This is not 

due to the child's inability to learn; there may be many factors in

volved. The more information teachers have about the background and 

experiences of the children they will teach, the better they will be 

able to meet the needs of those children. 



There is a need for research about bilingual Spanish-English 

preschool children and their home environment. Through the results of 

additional research, we can prepare teachers to adequately meet the 

needs of these students, as well as help parents to realize the impor

tance of their role in literacy development. 

The purpose of this research study will be to discover how: use 

of language varieties in the home; literacy in the environment; and 

parent attitudes contribute to a bilingual child's print awareness: 

1. How does the use of language varieties in the home affect print 

awareness? 

2. How does the language of written materials in the home (whether 

in Spanish or English) affect print awareness? 

3. In what language do children respond to print awareness tasks? 

9 

4. How does the literacy environment in the home affect print aware

ness? 

5. How does the language of the literacy environment (whether English 

or Spanish) affect print awareness? 

6. How does the parental attitude toward reading affect print 

awareness? 



CHAPTER 2 

LITERATURE REVIEW 

Limited and non-English speaking children have not learned to 
read properly because they have been placed in reading programs 
where their chances for success were very minimal due to their 
inability to speak the language of instruction; thus, by the 
third grade they were potential drop-outs with no hope for any 
decent educational outcome (Pacheco, 1977). 

Bilingual and Beginning Reading 

The educat~onal approach toward bilingual children before the 

1960's and the Bilingual Education Act, had been to place children in an 

English immersion program and prohibit the use of the native language. 

The belief was that the child could learn English faster and therefore 

be able to participate in the regular classroom sooner. This practice 

did not have favorable results (USCCR, 1971-1974). 

Documents dating back to the 1930's have shown that minority 

children, particularly with a diverse language background, had a higher 

dropout rate and that most of these children never progressed beyond 

third grade (Manuel, 1974; Carter, 1970). Instead of looking at teach-

ing and its effects on language and cultural minority children, it was 

suggested that the reasons for their failures were low-economic status, 

lack of English language, and inaccurate measuring instruments. The 

blame for not achieving in education was placed on the child instead of 

on the school system (Carter, 1970). Parents were asked not to encourage 

10 
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the home language but to help their children become fluent in English so 

that they might be successful in school and in society (Cummins, 1981). 

The children were said to be linguistically and culturally deprived. 

Carter (1970) states that "explicit in this concept is the idea that 

certain nurturing cultures do not provide the necessary influences to 

make children successful in school or acceptable in the majority society." 

In many instances, these researchers did not look at the home environment 

in order to see if their assumptions were valid. They only assumed that 

"the school is essentially satisfactory as it now exists, and that it is 

a valid representation of the American culture" (Carter, 1970). The 

curriculum in the schools would represent the Nativism theory, a suspi-· 

cion and distrust of all foreigners or anything foreign (Banks, 1981), 

in which dominant cultures ideologies prevailed and English was the only 

language which would help the child. Teachers and administrators were 

all trained under the Melting Pot Theory (Casso, 1960), in which all 

people were to become assimilated into the dominant culture. In this 

manner, all people would become Americans and alike. 

A small number of educators began to question these assumptions. 

If education is to be a gateway to greater goals, educators mu£'t start 

where the child is and expand his or her knowledge. It is also necessary 

to use the language which the child brings as the vehicle which will 

facilitate learning. The use of the child's culture as well as his or 

her language is recommended as the means of transporting the learner from 

monolingualism to bilingualism and to the optimum of the child's capa

bilities (Rodriguez, 1979; Gonzalez, 1975; Zepeda and Saldate, 1978; 



12 

Baker, 1978; Schamess, 1978; Bennett, 1979). Through Bilingual Bicul

tural Education, the child will have more of an opportunity to succeed 

in the classroom. Rudolph Troike (1978) stated that "despite the lack 

of research and inadequacy of evaluation reports, enough evidence has 

now accumulated to make it possible say with confidence that quality 

bilingual programs can meet the goal of providing equal educational 

opportunity for students from non-English speaking backgrounds." The 

programs in St. John Valley, Maine; Santa Fe, New Mexico; San Francisco, 

California; and Rock Point community school on the Navajo Reservation 

are among the most effective programs in the nation. 

In St. John Valley, Maine, 80% of the French speaking students 

would always score below grade level; after they were taught bilingually 

the children "outperformed students in matched English-medium schools in 

both English and math scores" (Troike, 1978). 

In each of the other locations which have been mentioned, the 

studies showed growth comparable to the St. John Valley study. These 

quality programs are the ones which allow the child to take an active 

part in his learning. As John Dewey and other leaders in the fields of 

child development and child learning have discovered in their studies 

and proposed in their literature, we must allow the child to learn 

through his or her accumulated experiences. Ferreiro and Teberosky 

(1980) state that the kind of educational method employed can stop 

learning, facilitate learning or make learning difficult. Many times, 

learners have to "overcome barriers which have been placed in their way 

in order to become literate" (Goodman and Goodman, 1976)." 
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Smith (1977) has said that the child must learn that "print is 

meaningful." How easy is this for a child who does not understand the 

language which is being used for reading? Goodman and Goodman (1976) 

state that "acquisition of literacy is an extension of natural language 

learning for all children. Instruction which is consistent with this 

understanding facilitates learning." 

If we are to provide equal educational opportunities to the 

linguistically different child or the culturally different child, educa

tion must take into account the language and culture of the child. 

Materials may need to be adapted and methods of instruction may need to 

be varied according to the knowledge about language variations and 

cultural differences the child brings to school. 

Early Reading 

Learning to read should be like lea,rning to speak; the rules 

should be internalized, but there should be no need to verbalize them. 

A child learns to read when he makes sense of the printed text (Smith 

and Hoskinsson, 1979). When parents read to very young children, the 

natural reading process begins. This happens because they see how an 

adult handles books and that meaning comes from the printed word 

(MacGinite, 1976). At school this process needs to be continued in the 

language in which the child has acquired the beginning steps. 

The factors which will help a child to become literate are with

in his daily environment. His home, his family, his friends, and all 

the experiences which are provided by them help the child to understand 

and interact with his world. 
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Smith (1979) and Goodman and Goodman (1976) state that most 

children are surrounded by written language within their homes. Just as 

a child can hypothesize the probable meaning of oral language by the 

situation in which it occurs, he or she can also use the situation in 

which the written language occurs in the same way. Within a child's home 

he or she will see labels on food, laundry and bathroom products, news

papers, magazines, books and television commercials. Television programs 

such as Sesame Street, Electric Company, Villa Alegre, which are designed 

to help children's oral and written language, also have a great impact 

in making a child print aware at an early age. 

When children go shopping or out for a drive, they ar~ exposed to 

a multitude of signs and will begin to recognize the functions of that 

written language. 

Teale (1980) has observed that a family's income status is not 

necessarily a factor in determining a child's literacy experiences. 

Families with lower incomes may not be able to provide a great variety 

of literacy materials which are commercially produced, but they can pro

vide experiences for the child. Many of the families can provide these 

literacy materials without additional cost. Constructing shopping lists, 

following recipes, allowing children the opportunity to locate products 

on shelves (supermarket or cupboard), helping children write letters to 

family or friends, are 3 few of the literacy events which parents can 

make available to their children (Y. Goodman, 1980). 

Goodman (1980) stresses that all day every day, the child is 

handling materials which deal with print. This print comes in various 



shapes, sizes and colors, thus providing the child with opportunities 

to organize linguistic information. 
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Because "learning to read and being taught to read have been 

conceived as a one-to-one correspondence," Goodman believes that begin

ning reading development goes unnoticed. She lists seven ways in which 

children learn to read environmental print. Young children, usually 

between the ages of 2 and 4, begin to read when the printed symbols have 

meaning for them. By the time children are 4, they are aware that print 

does the telling. This leads them to react to print ideographically. 

The whole linguistic unit has a meaning and represents the item directly. 

Their responses to print tend to be appropriate and they usually respond 

confidently. Between the ages of three and five, children tend to be 

suggestive and tentative. As they try to sort all the meanings in the 

environment, they also must deal with answering questions about the 

print which carries the meaning. Direc tionali ty ,,~gins very early; a 

child pointing to print as the agent of communication, will most likely 

move his or her finger horizontally across the page. Even as young as 

two, children who respond to print in context tend to relate items 

conceptually. 

Ferreiro and Teberosky (1980), through studies which they con

ducted in Argentina, corroborate Goodman's beliefs. They stress that 

children are learners who actively seek knowledg~. 

Goodman's studies have been conducted in English, while Ferreiro's 

Argentine study was conducted in Spanish. There is a need for similar 

studies to be conducted on the bilingual, Spanish/English speaking child. 
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Beginning Reading 

MacGinite (1976) states that children are expected to learn to 

read in first grade. Most educators and parents expect this, and studies 

have found that children who have difficulty in learning to read in first 

grade are also the students who have difficulty in learning other academic 

areas throughout their school career. 

Because of this pressure, MacGinite recommends that reading 

instruction be started at an earlier level where it can be regarded as 

a start and the teacher as well as the child can be more relaxed. 

Future success in school depends to a large degree on a child's 

success in reading; therefore it is very important that the child starts 

to see himself as a reader very early in his school career. A good read

ing program is one that develops independent readers who are able to 

think critically (Carrasquillo, 1978). This can only be accomplished by 

using the language which the child is dominant in upon entering school. 

Preschool reading experiences are extremely important in determining a 

child's future reading success (Past, Past and Guzman, 1980). Sensitive 

teachers can prevent the linguistically different child from experiencing 

learning difficulties by accepting the child's language dominance by 

observation, interaction with parents, and lastly by language dominance 

inventories which school districts administer to children. 

Forester (1977), from her own classroom observations, has conclu

ded that if children are encouraged and are given opportunities, they 

can become natural readers in the same manner in which they become natural 

speakers. She states that beginning readers will structure written 
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language in the same manner they structure oral language. They are 

searching for meaning in their own way and supply their own labels when 

they are different from the accustomed ones. 

Smith (1979), in writing about the child's search for meaning in 

the printed word, states that unless children have had experiences with 

or are familiar with the language used in their reading material, they 

will experience reading difficulty. The child needs clues from meaning

ful situations and texts. The idea of reading before entering school is 

relatively new. Reading and writing have always been considered school 

activities. Until literacy is made meaningful to children, it will be 

difficult for a child to make sense out of reading and writing in school. 

Modiano (1968) suggests that reading material should be familiar 

in language and context to the child. Her study concluded that linguis

tically different children should learn to read first in their mother 

tongue. By learning to read first in the language which they speak and 

understand, the children are only learning the reading skills instead of 

learning a new language and having to cope with materials which are 

foreign to them. 



CHAPTER 3 

STUDY DESIGN AND PROCEDURES 

This chapter presents the purposes and an overview of the study 

which was undertaken, general information about the population studied, 

and the instruments and procedures utilized in collecting and analyzing 

the data. 

The purpose of this investigation was to look at the home envi

ronmental factors which contribute to a bilingual child's print aware

ness. Answers to the following questions were sought: 

1. How does the use of language varieties in the home affect print 

awareness? 

2. How does the language of written materials in the home (whether 

in Spanish or English) affect print awareness? 

3. In what language do children respond to print awareness tasks? 

4. How does the literacy environment in the home affect print aware

ness? 

5. How does the language of the literacy environment (whether 

English or Spanish) affect print awareness? 

6. How does the parental attitude toward reading affect print aware

ness? 

18 
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Overview of the Study 

This is a descriptive study of 25 bilingual, Spanish-English 

speaking children involved in the Title I Parent and Child Education 

(PACE) Program in Tucson Unified School District. The PACE Program 

includes nine schools in Tucson, Arizona. Selection of children who 

participate in the PACE Program will be discussed in this chapter under 

Population. 

"Descriptive research primarily aims at answering the general 

question, 'What exists?' and the observations that accompany such research 

are generally uncontrolled observations carried out in the fields of 

'natural setting'" (Cook, 1970). Descriptive studies are those that 

portray facts and describe how things are at present. They may also 

compare and contrast likenesses and differences or may classify and cor

relate data in order to describe relationships. 

The need for descriptive research conducted on bilingual 

Spanish-English speaking children and their development of literacy is 

very apparent, since a review of the literature provided very few refer

ences in this area. Recognized authorities in child development and 

language acquisition agree that the more natural setting is the one in 

which children acquire the skills which they will utilize in the future. 

This makes it most imperative that a close look be taken into the envi

ronment in which bilingual children are developing their skills. 

Clay (1979) states, "So much development has already taken place 

before children enter school that the teacher's role can be viewed as 

only supplementary to what has gone on before at home." In Parents: 
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Creative Sources of Learning (Thompson, 1976), it is stated that there. 

must exist a spirit of cooperation and exchanges of ideas and skills 

between home and school. By working with parents along with the chil-

dren, there will be a lasting effect which will be enriching for all. 

This study attempted to document the relationship among parents' 

attitudes toward literacy, the environment of literacy in the home, the 

oral language variations used in the home, and the bilingual child's 

degree of print awareness. 

Population 

Letters which explained the study and asked for permission for 

their children to participate in the investigation and for the researcher 

to visit their homes and conduct an interview were sent to the parents 

of the bilingual Spanish-English speaking children in two PACE class-

rooms. These two classrooms were chosen because of their large Spanish 

speaking population. Through discussions with the Tucson Unified School 

District Research Office and the availability of children for the entire 

study, it was felt that this would be the best manner in which the data 

could be obtained. Title One guidelines are used to determine children's 

eligibility for the program. 

Title I guidelines determine the selection of the most educa
tionally disadvantaged children from an area served by a public 
school for inclusion in Title I ESEA projects. The attendance 
areas selected for Title I projects are those areas which on 
the basis of the best available information have high concen
trations of children from low-income families. The following 
specific guidelines for the selection of the limited number of 
project participants in PACE were developed by the staff to 
include: 



The child who is the sibling of an older educationally 
disadvantaged child as determined by the Spring Reading 
Subtest of the Metropolitan Achievement Test. 

The child whose parent(s) have not attained the educa
tional level of a high school graduate. 

The child who is eligible to participate in a state or 
federal free lunch program. 

The child who has limited proficiency in English. 

An additional requirement is that the parent(s) of the target 
child must agree to participate in the parent education compo
nent of the project by assisting with the project at school, 
and learning techniques for developing their child's concep
tual abilities at home during staff visitations. 

As an alternative to this requirement, children are admitted 
to the project who have appropriate parent substitutes to 
assist in the preschool project, and whose parents are avail
able for frequent home visitations for the purpose of parent 
education and the establishment of the continuity between the 
preschool curriculum and the learning that takes place in the 
home (Thompson, 1976). 

This population was especially suited for this study because 

21 

variables such as socio-economic background, the language background of 

the home, and the educational attainment of parents were similar across 

subjects. Another advantage to using this population was that in this 

program parents agree to be involved in their child's schooling. This 

factor may affect the results of this study. 

Collection of Data 

During the spring semester of the 1981-1982 school year the 

children were given Dr. Yetta Goodman's Signs of the Environment Tasks 

and Preschool Book Handling Knowledge Task. These tasks wer.e admini-

stered in either Spanish or English, according to the child's language 
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dominance. The child's language dominance had already been assessed by 

the classroom teacher in the PACE Program. Language dominance was deter

mined by the teacher through discussion with the child's parents as well 

as verbal interaction with the child. The researcher of this study, a 

coordinate bilingual, verified the child's language dominance through 

additional discussions with the parents, observations _in the home and 

classroom, and through conversations with the child. A Parent Interview 

was conducted with the parents of the children, also using the language 

in which the parents felt most comfortable. The interview instrument 

was available in both English and Spanish. 

The following instruments were used in the collection of the 

data: 

1. Signs of the Environment: The first two tasks in Signs of the 

Environment (Appendix A) were administered to the children 

during the academic year 1981-1982. Dr. Yetta Goodmqn wrote 

"Signs of the Environment" (1975) In order to enable a more 

complete study on children's reaction to the print in their 

everyday environment. These tasks have been used in studies by 

Harste, Burke and Woodward (1980) and by Teale and Anderson 

(1981) and Haussler (1982). Schmidt and Green (in press) did a 

comparison study using these tasks with Australian and American 

children. The researcher asks open-ended questions about print 

in the child's environment. These tasks were administered in 

English or Spanish. 
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2. Preschool Book Handling Knowledge: The Preschool Book Handling 

Knowledge (Appendix B) was administered to the children during 

the academic year 1981-1982. Goodman and Altwerger developed 

this task as an adaptation of procedures which were used by Clay 

in 1973 and Doake in 1977. Studies with this instrument have 

been done in New Zealand, Australia and Canada as well as in the 

United States. This task focused on directionality, use or 

understanding of terminology such as page, letter, word, and 

concepts about books and their uses. The Preschool Book Handling 

Knowledge was translated into Spanish by the researcher (Appendix 

B). It was administered in Spanish or English depending on the 

language dominance of the child. The Carrot Seed by Ruth Krauss 

was used in the English Task, and its Spanish Translation, La 

Semilla de Zanahoria, was used in the Spanish Task. 

3. Parent Interview: An interview (Appendix C) was held with the 

parents of the children in the study to gather data about their 

attitudes toward literacy environment in the home. The inter

view was conducted by the researcher personally and orally in 

the child's home. The interview was conducted in either English 

or Spanish depending on which language was preferred by the 

parents. A report of the results of the study will be presented 

to the parents. 



Data Analysis 

All of the data collected were analyzed to provide a framework 

for the comparison of the data in order to answer the questions which 

were asked in the study at the beginning of this chapter. 
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1. Signs of the Environment: These two tasks were analyzed with 

Signs of the Environment Taxonomy, a categorizing system de

signed by Dr. Yetta Goodman (1979). Through this analysis, the 

researcher was able to identify the appropriateness of the 

response and the accompanying verbal and nonverbal explanations 

of strategies used. This analysis provided part of the answer 

to Question One, "How does the use of language varieties in the 

home affect print awareness?" 

2. Preschool Book Handling Knowledge: The Goodman and Altwerger 

Bookhandling Knowledge Score Sheet was used for evaluating the 

responses to this task. In analyzing these responses, the 

researcher gained information about the child's knowledge of the 

use of books and familiarity with books. Both Signs of the 

Environment and Book Handling Knowledge, when analyzed, provided 

information to determine the degree to which the child is print 

aware. This analysis provided part of the answer to Question 

One, "How does the use of language varieties in the home affect 

print awareness?" 

3. Parent Interview: The data collected through these intervievls 

were analyzed according to the parent's positive or negative 

attitude toward reading and whether the home environment is one 



which will positively affect a child's print awareness. This 

data was utilized to answer Questions One, Five and Six: 

1. How does the use of language varieties in the home affect 

print awareness? 

5. How does the language of the literacy environment (whether 

English or Spanish) affect print awareness? 

6. How does the parental attitude toward reading affect print 

awareness? 
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CHAPTER 4 

RESULTS AND DISCUSSION 

This chapter presents the results of the study on the print 

awareness of the bilingual Spanish-English speaking child. The purpose 

of this study, as stated in Chapter 1, was two-fold. To discover the 

print awareness knowledge of 25 four- and five-year-old Spanish-English 

bilingual children, and to see what influences the language and literacy 

environment of the home may have on their print awareness knowledge. 

Major Areas of Study 

The major problem to be analyzed, as stated in Chapter 1, was 

concerned with three areas of possible influence on print awareness, 

with specific questions related to each area: 

A. Use of Language in the Home: 

1. How does the use of language varieties in the home affect 

print awareness? 

2. How does the language of written material (whether in English 

or Spanish) affect print awareness? 

3. In what language do children respond to print awareness 

tasks? 

B. Literacy Environment in Home 

4. How does literacy environment in the home affect print aware

ness? 

26 
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5. How does the language of the literacy environment affect 

print awareness? 

C. Parental Attitudes 

6. How does the parental attitude toward reading affect print 
\ 

awareness? 

The first part of this chapter will provide evidence and analysis 

from the Print Awareness Tasks, Book Handling Knowledge, the Parent Inter-

view, and the instruments used to collect the data. The analysis will 

then be used to answer the questions listed above. 

Analysis of Tasks 

Print Awareness Tasks 

Task I. Task I of the Print Awareness Tasks, Print in Situational 

Context (see Appendix A-I), consists of the researcher asking open-ended 

questions about print in the child's environment. Actual packages of 

familiar products were used, following procedures described in Signs of 

the Environment (Appendix A-I). Ten items were presented to each of the 

children which yielded 250 possible responses for this Task (see end of 

Appendix A-I for list of items used.) This task was administered in 

either English or Spanish according to the child's dominant language (see 

Chapter 3, Collection of Data, for how dominance was determined.) 

The responses were then classified using the Signs of the Envi-

ronment Taxonomy (Appendix A-2) , a categorizing system designed by Dr. 

Yetta Goodman (1979), adapted for use in analyzing the data obtained in 

this study. 



Both the verbal and nonverbal responses to the question were 

recorded. Using the Signs of the Environment Taxonomy, the researcher 

was able to analyze if the response was semantic print related, print 

related or non-print related. 
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As seen in Table 1, Task I, 17.2% of all responses by the sub

jects were considered to be appropriate to the print. For example, a 

subject presented with a small bag from McDonald's responded "McDonald's," 

which is an exact identification coded as appropriate. Another example 

of an appropriate response are similar names, such as "coke" for "Coca 

Cola." Partial identification such as "Campbell's" for "Campbell's 

Tomato Soup," is also considered an appropriate response. 

Fifty-four and eight-tenths percent of the responses were Generic/ 

Specific. Responses such as "toothpaste" for "Crest" and "Toys" for 

"Lego" are considered Generic/Specific. Three and two-tenths percent of 

the responses were Parallel item or the name of an item for the same 

general class, such as "Chicken Noodle" for "Campbell's Tomato Soup." 

Eight and eight-tenths percent referred to the function of the item, for 

example, "Jabon para labarse los dientes" (soap for washing one's teeth) 

for "Crest." This suggests that children organize their responses accor

ding to appropriate categories relating items to their meaning rather 

than the alphabetic nature of the print. Ferreiro and Teberosky (1980) 

suggest this as a possibility, "la escritura es una manera particular de 

representar objectos. Manera particular, decimos, por que 10 escrito no 

son los elementos figurales del objecto, sino su nombre." (Writing is a 

special way of representing objects. Special manner, we say, because 
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Table 1. Responses of All Subjects, Print Awareness Task I. 

I 

Categories 

Q) 
01-1 
Cll 01-1 "'0 Q) 

OM U .-l ~ be ~ Q) U 
1-1 U OM Q) "'0 01-1 0 ~ OM "'0 01-1 ~ 
p.. OM 4-4 .-l Q) p.. OM OM 1-1 Q) Cll Cll 
0 1-1 OM .-l 01-1 Q) 01-1 ~ Pol 01-1 .-l "'0 .-l 
1-1 Q) U Cll Cll U U OM I Cll Q) OM Cll 

Responses 
p.. ~ Q) 1-1 .-l ~ ~ Cll ~.-l 1-1 0 01-1 
p.. Q) p.. Cll Q) 0 ::s ..c:: o Q) ~ ~ 0 

<Xl t!)tr.l Pol P:::U 
"'"' 

U ZP::: P ~ 

Frequency 43 137 8 5 22 2 0 17 16 250 

Percentage 17.2. 54.8 3.2 2 8.8 .8 0 6.8 6.4 100 
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what is written are not the figurative elements or parts of the object, 

but its name.) 

There were only two or .8% chaining responses, where it seems as 

if a chain of thought moved from item to response; for example, one child 

responded "carritos" (little cars) for "Lego Blocks." Little cars can be 

made from Lego B.locks. Another child responded "fruta" (fruit) for 

"pinole" (ground popcorn). In his neighborhood, one buys this product 

from Mexico at the corner fruit market. 

To summarize, in the environmental context of Task I where 

children have the actual item itself being referred to, more than 90% 

of the children's responses can be categorized as some appropriate rela

tionship to the print. The only categories which. do not relate in some 

meaningful way to the item, are avoidance and unrelated. In Task I, 

about 13% of all responses fell in this category. An example of an 

avoidance response is "Yo no se," (I don't know). An unrelated response 

is one in which the child's response is not in any way related to the 

actual product. "Jab an" (soap) for "Lego Blocks" is an example of an 

unrelated response. 

Seventy-one and six-tenths percent of all the responses in 

Task I were responses made in Spanish, 23.2% in English, and 2% were 

bilingual in both English and Spanish. This is shown in Table 2; respon

ses coded as Spanish were the ones in which the child answered in 

Spanish only. For example: Item 1119 this item was coded as "appropriate," 

"Campbell's Tomato Soup. 

Researcher: 6Has visto esto antes? 

(Have you seen this before?) 



Table 2. Responses in English or Spanish, Print Awareness Task I. 

Categories 

No 
Responses Spanish English Bilingual Response Total 

Frequency 179 58 5 8 250 

Percentage 71.6 23.2 2 3.2 100 

Subject: "S1" 

Researcher: 

Subject: 

(Yes) 

bQue crees quo es esto? 

(What do you think this is? 

"Es sopa. Cuando mi mami me dice que es sopa, dice, 

'Quieres sopa?' "S:!" 
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(It's soup. When my mommy says to me that it is soup, 

she says, "Do you want some soup?" "Yes.") 

Another Spanish dominant child, in response to Item #8, coded as 

"appropriate" El Zarape Tortillas: 

Researcher: 

Subject: 

Researcher: 

Subject: 

bRas visto esto antes? 

(Rave you seen this before?) 

Nods 

bQue crees que es esto? 

(What do you think this is?) 

Tortillas 



Researcher: 

Subject: 

l.Como sabes? 

(How do you know?) 

Por que dice Tor - tillas. 

(Because it says Tor - tillas.) 

(Child makes left-to-right sweeping motion on word 

"tortillas") 
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An example of a complete English response for Item #3, coded as 

"Appropriate" Crest Toothpaste, is: 

Researcher: Have you seen this before? 

Subject; "Yes" 

Researcher: What do you think it is? 

Subject: "Toothpaste" 

Researcher: How do you know? 

Subject: "Because you brush your teeth with that. 

The child responded to all questions in English. 

Sonetimes the children would code-switch from one language to the 

other while answering a question. These responses would be coded as 

bilingual. Two examples of this will be given. One example is of a 

child who had answered most of the questions for Task I in Spanish; the 

other is an example of a child who had answered most of the questions for 

Task I in English. 

Example One: Item It3, coded as "function" Crest Toothpaste 

Researcher: l.Has vista esto antes? 

(Have you seen this before?) 

Subject: Nods 



Researcher: 6Que crees que es? 

(What do you think it is?) 

Subject: Para brushing. 

(For brushing.) 

Example Two: Item tl8, coded as "appropriate," El Zarape Tortillas 

Researcher: Have you seen this before? 

Subject: Nods 

Researcher: What do you think it is? 
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Subject: A tortilla bag. (With a definite Spanish pronunciation 

of tortilla.) 

Task II. Task II of the Print Awareness Tasks provides evidence 

of the subjects' reactions to two-dimensional Print in Context (Appendix 

A). The name of the same items used for Task I was cut from the package 

and put on tagboard (see Appendix A-3). The same stylized print and 

color were used; only the designes and pictures were removed. Table 3 

summarizes this data. 

Children's reactions to Task II show a decrease in appropriate 

responses from 17.2% in Task I to 9.6% in Task II. The highest percent

age of responses is still in the Generic/Specific class, although this 

also dropped from 54.8% in Task I to 35.6% in Task II. Still, it is 

important to note that 58.4% of items including all but avoidance and 

unrelated responses are still appropriately related in a meaningful 

fashion by these subjects. The subjects can still use print to make 

sense. 
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Table 3. Responses of All Subjects, Print Awareness Task II. 

Categories 

OJ 
.j.J 

Cll .j.J "i:l OJ 
'M t) r-i I=l 00 I=l OJ t) 

I-< t) 'M OJ "i:l .j.J 0 I=l 'M "i:l .j.J I=l 
0.. 'M ~ r-i OJ 0.. 'M 'M I-< OJ Cll Cll 
0 I-< 'M r-i .j.J OJ .j.J I=l p....j.J r-i "i:l r-i 
I-< OJ U Cll Cll t) t) 'M I Cll OJ 'M Cll 

Response 0.. I=l OJ I-< r-i I=l I=l Cll I=lr-i ~ 0 .j.J 

0.. OJ 0.. Cll OJ 0 ::l ..c:: o OJ I=l ~ 0 
~ t.!)Ul p... P::U ~ U ZP:: :;:J [,-4 

Frequency 24 89 5 21 6 1 1 60 43 250 

Percentage 9.6 35.6 2 8.4 2.4 .4 .4 24 17.2 100 
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The percentage rate of unrelated responses went up from 6.8% in 

Task I to 24% in Task II, and the avoidance responses increased from 

6.4% to 17.2%. This suggests that although some children can use this 

decontextua1ized environment to produce appropriate responses, other 

children need greater contextual support to make sense of the print 

awareness task. This parallels the data of Goodman and A1twerger (1981). 

It is interesting to note that contextual support is necessary in devel

oping oral language also (Bloom, 1971). 

It seems that children need the contextual support of the envi

ronmental setting in order to understand the meaning of what is being 

said orally or in print. 

During Task II, the percentage of responses in Spanish increased 

slightly from 67.6% to 69.2% (see Table 4). Responses in English re

mained the same at 23.6%, and the bilingual responses decreased from 2.3% 

to .8%. Although there was little difference in the percentages, there 

were differences in children, especially the children who responded bilin

gually. The children who had responded bilingually on the first task 

did not respond bilingually on the second task. Two of them responded 

in English in Task II and three responded mostly in Spanish with one of 

these three responding in English to two items. 

The two bilingual responses in Task II were made by two different 

children who previously had responded in Spanish. In response to item 8, 

coded as appropriate, E1 Zarape Tortillas, one child said 

Researcher: Have you seen this before? 

Subject: 



Table 4. Responses in English or Spanish, Print Awareness Task II. 

Responses 

Frequency 

Percentage 

Researcher: 

Subject: 

Categories 

Spanish English Bilingual 

173 59 2 

69.2 23.6 .8 

What do you think it is? 

From the tortillas de ma1z. 

(From the corn tortillas.) 

No 
Response 

16 

6.4 

The second child responded bilingually to item 10, Pinole: 

Researcher: 

Subject: 

Researcher: 

Subject: 

6Has visto esto antes? 

(Have you seen this before?) 

Sl 

6Que crees que es ~sto? 

(What do you think it is?) 

Es un rainbow. 

(It is a rainbow.) 

Total 

250 

100 
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In summarizing the responses of the Print Awareness Tasks, it is 

obvious that context makes a difference. The more context that is avai1-

able to the chi1dren,the greater their combined ability to respond appro-

priately to the items. Yet even in Task II with greater decontextualiza-



tion, almost 50% of the responses indicated that these four- and five

year-old subjects were using a variety of cues including print to make 

appropriate responses. 

Book Handling Knowledge 
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The third task administered to the children was Pre-Schooler's 

Book Handling Knowledge (Appendix B). It was used to determine the con

cepts which the children had about books and their use. 

The Carrot Seed, by Ruth Krauss, was the book used. Six children 

responded to this version. It's Spanish translation, La Semilla de 

Zanahoria, was used by 19 children. Which version was used by which child 

was decided by the researcher based on the language dominance of the 

children during the administration of the other Tasks. This twenty-two 

page book has print on one page and a picture on the opposite page. 

Through a series of questions pertaining to the book itself, the 

researcher was able to determine how much knowledge about books and their 

use, print-related terminology, and comprehension the preschool children 

had. 

The Goodman and Altwerger Book Handling Knowledge Score Sheet 

was used. The Score Sheet has 22 items. Each correct response was given 

one point and no points were given for incorrect responses. 

Twenty-four of the twenty-five children responded "book" or 

"libro" when the book was shown to the child and the researcher asked 

"What is this?" The one child who did not respond to this question 

later responded correctly to the second question, "Que haces con el?" 

(What do you do with it?). He said "leerlo" (read it). 
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When asked "What's inside it?" 8% of the subjects saie' "stories," 

12% said "hojas" (pages) and 72% had responses related to the illustra

tions. For example, one child responded "el muchachito" (pointing to the 

illustration of the little boy). The other 8% did not respond to this 

question. In other words, 92% of the children showed some overt knowl

edge of what books contain. 

When the children were asked to read to the researcher, 88% said 

they could not read or they simply did not respond. One child pretended 

to read and when asked the next question: "Where do I begin to read?" she 

pointed to the next page and said "Aqui, por que ya te lei esta," (point

ing to first part of story "Here, because I already read this to you"). 

Another child pointed with a sweeping motion to the words but looked at 

the picture and tried to tell about it. Still a third child read 

silently. He turned the pages and when asked "Are you reading?" he 

nodded. 

Through their responses to the questions and tasks, the children 

demonstrated their views of reading. Some see reading as an oral pro

cess, although they may not yet understand that the print is what is read, 

as evidenced by the child telling the story from the pictures. Others see 

it as either oral or silent because the child that remained silent, 

looked at the book, turning pages appropriately, showed that he believed 

he was reading. 

When the children were asked "Show me where to start reading. 

Where do I begin?," 8% pointed to the first word on the page where the 

story started. Another 8% pointed to the first line on that page. 
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Sixteen percent, therefore, provided evidence that they are aware that 

print is used for reading and that they know where one starts to read 

with a particular word or line of print. The majority, or 44%, showed 

the first page or the title page. Sixteen percent pointed to the illus

trations on the first page. Therefore, sixty percent of these children 

know that reading starts at the front of the book. 

One child responded, as he pointed to the print, "estan iguales 

todos" (All of them are the same). This child still does not quite see 

the actual relationship between what is being read and what is actually 

written down. 

In order to determine if the subjects understand the difference 

between a letter and a word, the children were asked to show first one 

letter and then two letters. Eighty-eight percent of the children were 

able to show one letter, and 32% correctly showeu two letters. This 

parallels the findings of Goodman and Altwerger (1981). In that study, 

using eleven subjects, "Seven children showed one letter correctly and 

three children pointed to two letters correctly" (Goodman and Altwerger, 

1981). 

When asked to show one word, 64% responded correctly. Sixty

eight percent showed the researcher two words, when asked to do so. 

Again this provides evidence that most of these children have some defi

nition for language terms about written language, in this case letter 

and word. 

Eighty-eight percent of the children could point to the title of 

the book, but no one responded correctly when the researcher read the 



name of the author and said "What does Ruth Krauss mean?" One of them 

said "pues, qui ere decir 'Cruz Roja'" (Well, that means Red Cross). 
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After the above series of questions about the print in the book 

(Appendix B), the researcher then read the child the story in the selec

ted language and asked each child "Tell me something about the story." 

The purpose of this was to determine if the children comprehended the 

story. All but one were able to retell the story in e. manner that demon

strated comprehension. Each demonstrated a sense of story; that is, a 

beginning, sequence and ending. Some of them needed a little more encour

agement than others. The one child who decided not to retell the story 

said "no quiero, por que ya ma canse." (I don't want to because I'm 

already tired"). One child said that she preferred to tell another story 

that was better. After she finished telling her story, she did retell 

the one read to her. 

In summary, the book handling tasks showed that most of the 

children had concepts about book handling: knowing the beginning and end 

of a book; the sequence of turning pages; where to find the title; and the 

language terms which relate to books. They knew the function of books 

and could retell a story read to them, showing an awareness of story 

structure. 

Parent Interview 

An interview (Appendix C) w~s conducted with the parents of the 

children in the study. The Parent Interview instrument consists of 

thirty-five questions. This instrument and the home visit which the 

researcher made enabled the researcher to observe the home environment, 



the attitude of the parent toward literacy, and the language spoken in 

the home. 
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By recording the parents' responses and classifying them accord

ing to their opinion on literacy; the need of parents to help preschool 

children to develop math and reading skills; the need of reading and pro

viding children the opportunities to read, the researcher was able to 

categorize the responses according to language, literacy events and atti

tudes of parents within the home. 

Seventy-six percent of the families were either monolingual 

Spanish speakers or dominant in Spanish, although the latter did speak 

some English. Only one family, 4%, said the spoke English most of the 

time. Twenty percent said they were bilinguals, speaking both English 

and Spanish about the same amount of time. 

Thirty percent of the parents were born in the United States. 

Seventy percent were born in Mexico. 

In seven families, or 28%, both parents had either attended or 

completed an elementary school in the United States or primaria in 

Mexico. In 40% of the families, at least one of the parents had gone 

beyond elementary school or had at least attended high school in the 

United States or secundaria in Mexico. There were eight families, or 

32% in which at least one of the parents i.ad gone beyond high school or 

secundaria in Mexico. 

All of the parents responded that they read to their children. 

They all said it was very important to read to them. The researcher 

observed that there were opportunities to read in the homes, but since 
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actual reading was not observed, the answers had to be taken at face 

value. 

When asked how often they read to their child, the families in 

which both parents had gone to elementary school only had the highest 

percentage rate in reading every day. Table 5 reveals that 57% of this 

group, with 20% of the high school group and 50% of the beyond high 

school group, reported that they read every day. 

Table 5. Parent Interview Responses I; Question: How frequently do you 
read to your child? 

Reading Frequency 

Never Weekly Twice Every 
or a Other Every 

Education Rarely Week Day Day 

Elementary 
0 14% 29% 0 57% School Only 

High School 0 20% 20% 40% 20% Only 

Beyond High 
0 0 25% 25% 50% School 

Eighty-four percent of the respondents said that their children 

owned their own books. Of the 16% who responded that their children did 

not own books, half of them said that they took their children on a 

regular basis to the mobile library on 29th Street. This latter group 

all stated that they read to their children from b00ks borrowed from the 

school library. 
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Of the 84% who do own books, 24% responded that their children 

own books in Spanish only. Thirty-three percent only own books written 

in English, and 43% own books in both languages (see Table 6). 

The researcher's home visits verified the parent responses that 

the literary environment in most of the homes was extensive. Much of 

the literary material available may not fit the conventional definition 

of such materials, but nevertheless, it is a source of written language 

with which the children interact on a daily basis. Aside from books, 

magazines and newspapers, there was print on posters, T-shirts, labels 

on food products, paper products, junk mail, record albums, etc. 

Leichter (1982) also found "abundant opportunities for exposure to writ-

ten materials that exist within families in a literate society." Ander-

son and Teale (1981) substantiate that the quality of the materials is 

more important than the quantity of materials. 

Table 6. Percentage of Children Who Made Appropriate Responses to Over 
Half of the Questions in All Three Tasks, and the Language 
in Which Books They Own are Written. 

% Children Over One-Half App. Response 

Language Book Combined 
of Books Task I Task II Handling Total 

Spanish 80% 25% 75% 60 

English 85% 57% 100% 80.6 

Both 100% 66% 88% 85 
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When asked if she read letters from friends or relatives to her 

child, one parent responded ItS!, hasta los recibos Ie tengo que leer" 

(Yes, I even have to read the bills to him). Another mother, when asked 

if she or any other adult read to her child, said: "Sf, de la Biblia, es 

10 que vale mas de leer" (Yes, from the Bible. That is what is worth 

more for reading.) She said that her husband read from it every night 

and she and the children listened and discussed the readings. She also 

mentioned that when the father writes texts from the Bible, the children 

also want to write so she gives them a penc.il and paper. 

In both of these cases it is obvious that written language is 

not a background experience for the child but a significant event which 

the child experiences. 

The subjects were selected from children in the PACE Program. 

One of the requirements for participation in this program (see Chapter 3) 

is that the parent "must agree to participate in the parent education 

component of the project by assisting with the project at school, and 

learning techniques for developing the child's conceptual abilities at 

home during staff visitations." 

When the PACE teacher makes a home visit, she provides materials 

which are left in the home. The teacher discusses the uses for the 

materials and helps the parents and child to work with them. This is a 

service which provides contact between the home and the school. This 

service may also have the effect of encouraging many literacy events to 

take place in these homes. 
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The grocery store was also referred to as a source of written 

language encounters. One child explained to me that the print on an item 

must be in Spanish because "Hayen el Chino" (they have some at "EI 

Chino"). This is a reference to the corner market owned by a Chinese

American. The corner grocery stores are usually run by people who speak 

Spanish; therefore, in this child's mind, the print on the products found 

there would also be written in Spanish. 

Television also seems to be a source for print within the home. 

Not only do the public television stations provide programs which dis

play print for children to interact with, but connnercial stations also 

provide print experiences. Connnercials have a large variety of print on 

or about their products which attract the viewer. 

When asked about the programs their children enjoyed watching on 

television, one parent said "Carrascolendas y programas educativos y me 

sirve a m! tambien" (Carrascolendas and educational programs and they 

help me also). Carrascolendas, Sesame Street and the Dukes of Hazzard 

were frequently mentioned as the most popular television programs. 

Some children, when asked "Is this written in English or Spanish?" 

would answer with a reference made to commercials they see on television. 

For example, one child responded "En espa~ol" (in Spanish) when asked 

"~C6mo sabes?" (How do you know?); she said "Por que 10 anuncian en la 

noche cuando dan la novela" (Because they advertise it at night when they 

show the soap operas). 

Every parent stated that their child was interested in print and 

that the child had materials to practice on. The amount and types of 
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materials varied. One parent stated that her daughter already had two 

small boxes filled with paper, pencils, crayons and coloring books. In 

this same house there were many books of all types in evidence. Among 

them were the encyclopedia El Mundo Viviente (The Living World), 

Religiones y Creencias (Religions and Beliefs), and Historias de la 

Biblia (Stories from the Bible), as well as children's books, most of 

which were in Spanish, although there were a few in English. This parent 

also stated that every night they read either from the Bible itself or 

from stories about the Bible because it was so important to teach chil

dren about God. Once they finished reading Bible stories, they (the 

parents) or the children would read other stories to each other. 

Some parents said that writing materials were given to the child 

whenever the child requested them. 

All respondents stated that either they or someone in the family 

volunteered in the child's class'room frequently. The Parent and Child 

Education Program (PACE) requires that either the parents or another 

adult volunteers in the classroom at least twice a month. 

One parent told me that she feels sad that her two older children 

had not had the advantages of such a program. She stated that she learned 

so much from the workshops that are provided for parents by PACE, that 

she is now doing more activities with her children that will make it 

easier for them to learn at school. She said "En PACE en modo de juego 

ensenan mucho" (In PACE they teach a lot through play). She believes that 

her child who is now enrolled in PACE will be much better prepared for 

academics when she enters school, than the other two children were. 
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Eighty-eight percent of the parents said that they did some of 

the PACE classroom activities at home with their children. These activi

ties consist of such things as cooking with the children, making play 

dough, doing puzzles, paper cutting, looking for the letters of the 

alphabet around the house, interacting with children with color and 

number cards, etc. According to the parents, these games seem to encour

age their children to "bus can las palabras que tienen las letras de su 

nombre" (to look for the words that have the letters in their names), or 

they said that the children look for all the signs which they could read 

such as McDonald's, K-Mart, Zody's, etc. Ninety-two percent said that 

they either wrote grocery lists or letters to friends and relatives and 

allowed their children to participate in the process by either helping 

in the writing or by reading to their child what was to be sent, or 

letters which were received. 

Table 7 shows that the children whose parents did play games with 

them related to print, responded most accurately to the signs of the 

environment in both tasks. This difference was not as noticeable in the 

generic to specific categories. Although most children are aware of 

generic to specific relationships, especially in Task I, this data sug

gests that children whose parents help them focus on print in a playful 

way use the print cues in the tasks to a greater. extent than other 

children. 

When asked if they believed that parents should help preschool 

children with reading and math, only one parent said "no." This parent 

said "it might be a little too soon; later yes." However, the child has 



Table 7. Parent Interview Response II; Question: Do you play games 
with your child using the signs of the environment? 

Parents' Responses 

Accurate Generic Specific 

Categories Task I Task II Task I Task II 

Does Not Play 16% 8% 64% 34% 

Plays Games 33% 17% 53% 38% 
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a subscription to Sesame Street Book Club and showed the researcher his 

Walt Disney story books, Sesame Street Library and many other books, as 

well as educational toys during the home visit. This parent also stated 

that she reads to her children every other day. 

If the parent had not been interviewed in the home, the researcher 

might have concluded that this parent did not involve her children in 

written language activities. This parent was not aware of the fact that 

all of the educational materials which she has provided for her chil-

dren, the interest which she expressed in their learning, and the expe-

riences with which she provided them, was part of helping preschool 

children with reading and math. 

Areas of Main Concern 

The first part of this chapter presented the results of the 

three instruments, Signs of the Environment Task I and Task II, the 
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Pre-School Book Handling Knowledge, which were administered to twenty

five children in two PACE Program classrooms and responses by the chil

dren's parents to an interview instrument. Based on the analysis of the 

data, the discussion which follows focuses on the main questions of this 

research. 

Use of Language in the Home 

1. In analyzing the data of the tasks administered, the children 

whose parents said both languages were spoken at home had the 

highest percentage of appropriate responses on all three tasks 

(see Table 6). 

Of the children who had over half of the responses in the appro

priate category in all three tasks, the majority were from bilingual 

English/Spanish homes, and the next highest were from homes where Spanish 

was the dominant language. The child who came from the dominant English 

speaking home identified all the items on the first task of Signs of the 

Environment appropriately, and most of his responses on the Book Handling 

Knowledge were coded appropriately. On the Signs of the Environment 

Task II, he had less than half of the responses considered appropriate. 

It appears that the language spoken in the home does not have as much 

impact on th\~ child's development of print awareness as does the par

ent's interaction with the children (see Table 8). 

2. How does the language of written materials (whether in English 

or Spanish) affect print awareness? 



Table 8. Percentage of Children Who Made Appropriate Responses to 
Over Half of the Questions in All Three Tasks and the 
Language in Which They Answered. 

Percentage of Children with Over One-Half 
of the Appropriate Responses 

Three 
Dominant Book Handling Combined 
Language Task I Task II Knowledge Tasks 

Spanish 78.9% 21% 73.6% 57.86 

English 100% 0 68% 56 

Bilingual 100% 60% 80% 80 

The data show that the children who had materials written in 
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both languages available in the home responded appropriately more often 

than the children who had materials which were written in one language, 

either English or Spanish (Table 7). These children are able to talk 

about books and print awareness in Spanish as well as in English. 

Although there are not enough subjects in the study to conclude 

that children from dominant Spanish speaking homes are more print aware 

than children whose parents come from homes with other language varia-

tions, another more important statement can be made. The idea that 

dominant Spanish speaking homes interfere with children's development of 

print awareness or book handling can be rejected. Not only did these 

children do better than others in this study but they showed awareness 
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of print and book handling comparable to a similar study carried out on 

primarily dominant English speakers by Altwerger and Goodman (1977). 

Of the children who had over half of the appropriate responses 

in all three tasks, over half of them were the children who had books in 

both languages. The second highest percentage were the children who had 

books in English only. 

The importance of literacy materials in the home, whether in 

English or in Spanish, seems to have influence on children's developing 

knowledge of written language. 

3. In what language do children respond to print awareness tasks? 

The children responded in Spanish to the tasks the majority of 

the time; English was next; and very few responded bilingually. Of the 

19 children who were classified as being dominant Spanish speakers, one 

child responded to Task I in English and Task II in Spanish. The child 

who was dominant English, responded to both tasks in English. There were 

five balanced bilingual children: one answered both tasks in Spanish, one 

responded to Task I in Spanish and Task II in English, one responded to 

Task I in English and Task II in Spanish, and two responded to both tasks 

in English. 

There are three main factors which appear to influence the lan

guage which the child uses in responding to the tasks. These factors are: 

(1) the contextual setting, (2) experiences with the item; and (3) tele-

vision. 
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Children seemed to respond to the tasks in the language in which 

they felt most comfortable at the time, depending on the context, the 

people involved in the interaction, and the children's expectations. Although 

children may control one language to a greater extent than another, they 

seem to make decisions about which language to use based on the context 

of the situation and the environmental setting. Children seem to decide 

that one language may be appropriate at home or in play activities, and 

the other language for school-type activities. For example, one child 

whose parents are from Mexico and who reported that their home was 

dominant Spanish speaking with very little English, conversed with the 

researcher in Spanish during the home visit. He showed the researcher 

letters, numbers and drawings which he made, discussing everything in 

Spanish. The following morning at school during breakfast, during free 

choice time, and before administering the first Signs of th~ Environ

ment Task, the child conversed in Spanish. As soon as the researcher 

began to administer Task I of Signs of the Environment, this same child 

responded in English, code switching easily according to his needs. 

He did not respond to the questions about the first item. On 

the second item: Lego Blocks, coded as item use or function: 

Researcher: 

Subject: 

Researcher: 

Subject: 

~Has visto esto antes? 

(Have you seen this before?) 

Nods 

~Que crees que es esto? 

(What do you think this is?) 

Para jugar. 

(To play) 



Researcher: 

Subject: 

Researcher: 

j,Como se llama? 

(What is it called?) 

Toys, I don't have one of these at home. 

j,Como sabes? Por que piensas que son toys? 
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(How do you know? What makes you think they are toys?) 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Shrugs. 

j,Esto esta escrito en ingles 0 en espanol? 

(Is this written in English or in Spanish?) 

Ingles 

(English) 

j,Como sabes? 

(How do you know?) 

Points to the letters on the label. 

In response to item four, McDonald's bag, coded appropriate: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

j,Has visto esto antes? 

(Have you seen this before?) 

Nods. 

j,Que crees que es esto? 

(What do you think this is?) 

I go to McDonald's and I get one of those. 

j,Como sabes? 

(How do you know?) 

Points to the word "McDonald's" 

Although the subject used English most of the time during the 

task, the researcher continued to ask the questions in Spanish, which 

was part of the study design. Once the researcher started questioning 
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in one language she continued in that language as long as the child did 

not have difficulty understanding. 

The researcher administered Task II of Signs of the Environment 

and Preschool Bookhandling Knowledge in English to this child, and he 

responded in English to both of them without code switching. 

One little girl, in response to how do you know it is written in 

Spanish or English, would refer to the language in which she saw it 

advertised on television: 

Item two: Lego Blocks, coded as appropriate. 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

bHas visto esto antes? 

(Have you seen this before?) 

(Yes) 

bQUe crees que es esto? 

(What do you think this is?) 

Juguetes 

(Toys) 

bComo sabes? 

(How do you know?) 

Por que en la escuela hay de estos. 

(Because there are some of these at school.) 

bEsto esta escrito en ingles 0 en espanol? 

(Is this written in English or Spanish?) 

En ingles. 

(in English) 

bComo sabes? 

(How do you know?) 



Subject: Lo anuncian en los juguetes en ingles en la tele

visi6n. 

(They advertise it in the toys in English on tele

vision. ) 
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Item three: Crest Toothpaste, coded as appropriate: 

Researcher: iHas vis to esto antes? 

(Have you seen this before? 

Subject: s1: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

Researcher: 

Subject: 

(Yes) 

iQue crees que es? 

(What do you think it is?) 

Pasta 

(Paste) 

iComo sabes? 

(How do you know?) 

Por que nostros tenemos en la casa 

(Because we have some at home.) 

iEsto esta escrito en ingles 0 en espanol? 

(Is this written in English or in Spanish?) 

Espanol 

(Spanish) 

iComo sabes? 

(How do you know?) 

Por que 10 anuncian en la noche cuando dan la novela. 

(Because they advertise it at night when they show the 

"novela") 



Another child, in response to the same question, said that it 

had to be in English and Spanish because on television they say it in 

English and in Spanish also. 
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A boy, in response to,Item 116, Coca Cola, said "It's Coke, 

because its the kind you drink. It starts with a 'C.'" He said it was 

in English because "soda" is in Spanish and "Coke" is in English. 

The third factor which may influence the language children used 

to respond to the tasks may be that they know certain items by their label 

or function in one language regardless of the language in which the chil

dren may be dominant. One child who responded the majority of the time 

in Spanish resonded "para 'brushing'" for "Crest." An English dominant 

child, when shown the "El Zarape Tortilla" bag, responded, a "tortilla 

bag," with a definite Spanish pronunciation given to the word "tortilla." 

Still another child, in response to the same item, said "from tortillas 

de ma:lz." The children could communicate in both languages equally well. 

Children appear to use the language in which they have had certain expe

riences, and will use both languages or codeswitch when it is necessary 

to clarify or complete a response. 

Read (1980) states that we must take children's knowledge of 

language into account as we extend it. Most of these children have a 

very rich knowledge of two languages. When the children codeswitch as 

appropriately as t~~se children are able to do, it means that they have 

a strong foundation in two languages. They seem to use a variety of 

factors to make decisions about 'l7hich language to use in which setting. 

The language use in the home seems to provide them with a form of 
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security in which they perceive themselves as being in control of their 

immediate situation. They understand and feel a part of the social 

interaction. A change of topic, speaker or activity may cause a switch 

in language. Blom and Gumperz (1972) call this "situational switching." 

Throughout this study situational switching was a strength for these 

four- and five-year-olds, providing them with the opportunity to respond 

in whatever language seemed appropriate. Most of the code switching was 

done during the informal conversations which the researcher had with the 

children. As demonstrated by the many samples from the children during 

the administration of the tasks, where the children saw a more formal 

situation they spoke in one language "and very few code switched. Code 

switching never resulted in any kind of confusion for the child, even 

when the researcher maintained the same language throughout the task. 

Examination of the language used by these children suggests flexibility 

and control of language use. 

Literacy Environment in the Home 

4. How does literacy environment in the home affect print awareness? 

Although most of the parents, in response to inverview questions, 

said that they did not subscribe to any kind of magazine or newspaper, 

they all said that they provided reading materials for their children. 

Some bought books and magazines, some borrowed from the school library, 

and others borrowed from the public library. This was verified by the 

resear~her, who saw these items in the homes at the time of the home 

visits. Most of the parents also stated that once a month they receive 

materials from the PACE program when the teacher makes a home visit. 
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The subjects are also exposed to print on television or else

where around the home, in two languages; both Spanish and English. One 

child, in responding to the question "Is this written in English or 

Spanish?" said: "In Spanish because they show that during the 'nove1as' 

(soap operas) at night." These children are aware that they speak two 

different languages and that their environment includes people who speak, 

read or write one or the other of these languages or both of them. They 

appear to know which language should be used with home, and in which 

situation to use it. 

The child mentioned earlier, who spoke in Spanish at home and 

prior to the administration of the tasks in school and then switched to 

English during the administration is a good case in point. It was appa

rent that this child saw the researcher in a different light during the 

"school-type" activity. He therefore responded in the language he 

thought appropriate for those activities. 

5. How does the language of the literacy environment affect print 

awareness? 

The experiences which the children have with the horne and commu

nity languages surface in their responses to the tasks. The children 

who have an opportunity to watch television in two languages refer to 

those experiences in responding about print. The view of the linguistic 

situation of the store to which they relate the products which are fami

liar to them also inf1uencs their responses. 
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This study was not organized in such a way as to discover whether 

amount of literacy in the home and its degree of use makes a difference 

to children's print awareness. However, it is evident from the respon

ses given by the children that the literacy environment of the home and 

its surroundings does influence print awareness. Whether children see 

the print on television, newspapers, books, magazines or grocery products, 

they become aware that it says something and further more, that it is 

possible that it is saying it in either one or two languages. 

What is significant to keep in mind -is that although some bilin

gual parents may not subscribe to magazines and newspapers, and the homes 

may not have bookcases filled with books, every home had literacy mater

ials available and these children, with their parents, were interacting 

in a variety of literacy events. 

Parental Attitudes 

6. How does the parental attitude toward reading affect print 

awareness? 

Because the children in this study are enrolled in a PACE pro

gram, the parents are required to participate in the classroom and the 

teachers are required to visit the home. 

Parents mentioned to the researcher that the activities in the 

classroom, home visits by the teacher and the workshops which are pro

vided, have helped them to see that they can help their children to 

develop skills that will help them academically. 
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When asked if they participated in the classroom and if they 

ever did any of the classroom activities at home, a great majority said 

they either played some of the games or did other activities from the 

classroom with their children in which they use the signs of the envi

ronment. The children of the parents who played games using the environ

ment signs gave accurate responses to the tasks administered twice as 

often as the children whose parents responded that they did not play such 

games (Table 8). 

Some parents also responded that they either wrote letters or 

grocery lists and that their child participated in this activity. The 

children who were allowed to participate in these activities had a 

higher percentage of accurate responses than the children who do not 

participate. 

All of the activities which the parents had done with their chil

dren at home along with the many ideas which allowed expansions of those 

activities which they receive from the PACE program seem to have had an 

effect on the children developing knowledge about written language, as 

shown by the responses to the print awareness tasks. 

Every parent indicated an awareness of the significance of learn

ing to read and write for the development of their children. They each 

made some statement that suggested how much they cared about the educa

tion their children received. These parents did not reflect the attitude 

often heard expressed that "minority parents don't care." Carter (1970) 

states that too many teachers content that "failure will continue until 

the home environment changes." Perhaps the parents of the children in 
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this study are special in some way because of their involvement in PACE. 

Perhaps schools must do more to communicate with parents. Then they may 

not be so prone to stereotype parent attitudes and may be more ready to 

understand and take into consideration statements such as the following: 

liEs muy importante leerles a los ninos y tambH~n quiero que ellos nos 

lean a nosotros" (It is very important to read to children and I also 

want for them to read to us). 

This study provides ample evidence that some bilingual economic

ally poor children have a strong support base in literacy development 

which schools can expand: 

1. Bilingual children are print aware and have knowledge of books. 

2. Bilingual parents care and are anxious for their children to 

learn. 

3. Bilingual parents read to their children and provide them with 

opportunities to read and write in the home •. 

4. Bilingual homes have a variety of opportunities for literacy. 

It would be easy at this point to raise issues of racism and 

ethnocentrism, but that in itself would not help children. As educators, 

we may be able to help children by: 

1. Not blaming children and parents. 

2. Understanding what children know. 

3. Cooperating with parents, 

4. Finding out more about parents. 

5. Having a curriculum which expands on real literacy experiences. 



One parent in the study summed up what most Mexican-American 

parents feel about our school system. In thanking the researcher for 

taking such an interest in his child's education, he said: "Solo aqu1 

en los estados unidos se ve que tomen tanto interes en la educac10n de 

los ninos. Muchas gracias por haber venido a platicar con nosotros 
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(Only in the United States does one see such interest taken in children's 

education. Thank you very much for coming to talk to us ... ). 

" 



CHAPTER 5 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Summary 

The purpose of this study was to discover the print awareness 

knowledge of 25 four- and five-year-old Spanish-English bilingual chil

dren and to see if differences among the children are related to horne 

environment factors. All the children attended the Parent and Child 

Education (PACE) Program at Tucson Unified School District. 

Three separate tasks were administered to the twenty-five chil

dren. The first two, Signs of the Environment Print Awareness Tasks, 

were used to determine the children's knowledge about and interaction 

with print in their everyday environment. The third task, Book Handling 

Knowledge, was used to determine if children have concepts related to 

books and how they are used. 

An interview was held with the parents of each child in the study. 

These interviews provided information about the horne environment, par

ents' attitudes toward literacy, and the language(s) spoken at horne. 

Of the twenty-five children in the study, nineteen were Spanish 

dominant, one was English dominant, and five were bilingual. In analyz

ing the data of the three tasks which were administered, the bilingual 

children had the highest percentage of answers which were considered 

appropriate in each of the three tasks. The children whose parents said 
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Spanish was the dominant language had the second highest percentage of 

answers considered appropriate on all three tasks. 

Impact of Language, Literacy 
Environment and Parental Attitudes 
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The children in this study came from homes in which both Spanish 

and English are spoken. The extent to which the languages are spoken 

varies from family to family. 

The results of the data analysis clearly show that children raised 

in an environment in which Spanish is spoken are print aware. The Ameri-

can education system has had the belief that education is monocultural 

and monolingual, thus inferring that linguistically and culturally dif-

ferent people are deficient and cannot learn until remediation takes 

place (Gonzales and Zuniga, 1977). The results of this study reject such 

inferences. 

In analyzing the data of the twenty-five children and their par-

ents, the conclusion is that these children are not deficient in language 

learning; they acquire print awareness and book handling skills and knowl-

edge in Spanish. They also develop this awareness and knowledge in 

English. Whether they develop these abilities simultaneously in both 

languages or transfer from Spanish to English was not established by this 

study. However, since some of the subjects came from monolingual Spanish 

speaking homes, the children had to have been involved in transferring 

abilities from Spanish to English. Observations by Keats and Keats 

(1974) substantiate the fact that concepts, although taught and learned 

in one language, do transfer to the other language. Concepts taught are 

developed by the learner in both languages. 
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Through the home visits and interviews with the parents, the 

researcher was able to observe and confirm that a Spanish-speaking envi

ronment can be rich in literary materials and provide opportunities for 

children to value literacy. Even in the one home in which the only book 

in evidence was the Bible in Spanish, the comments made by the mother 

about reading to her children and helping them to understand what was 

read were very supportive of literacy development. This information 

suggests that Spanish speaking parents consider reading to and with their 

children to be significant to their education. 

The children's performance in the tasks administered further 

suggests that the speaking and reading to children in Spanish is as 

beneficial as speaking and reading in English. Therefore, the problem 

often stat~d, that speaking Spanish only in the home interferes with 

literacy development, was rejected by this study. The problem lies with 

an education system which does not provide for the needs of the linguis

tically and culturally diverse. Teachers attitudes have the Rosenthal 

effect. Spanish speaking children may not achieve because teachers do 

not expect them to do so. They may be unaware of history of literacy in 

Spanish, including authors like Cervantes, Gabriela Mistral and Juan 

Ramon Jimenez, a Nobel Prize winner. 

Because most of the interviews which are conducted by the schools 

are in English and the instruments used are also in English, it is dif

ficult at best, if not impossible, to obtain meaningful information from 

person who are not fluent speakers of the language. It is imperative 

that oral interviews be conducted in the horne, using the language in 
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which the respondent is most comfortable, and if instruments are used 

they should also be in that language. It is essential that persons con

ducting interviews be fluent in the home language. Only in this manner 

will a true understanding between the school and the home take place. 

The childr~n in this study responded to tasks in the language in 

which they were most comfortable at that particular moment. Some chil

dren responded in English, some in Spanish, and some responded bilingu

ally. These responses, whether in one language or in both, had 

appropriate lexicon, morphology and syntax. The children used language 

in order to communicate. This parallels the data by Huerta (1977), "In 

all such cases, the mixed linguistic utterances were well formed and 

communicative." Padilla and Liebman (1975) also found in their study 

with three-year-old bilingual children, that children use both languages 

appropriately even in mixed utterances. 

Bilingual children, therefore, are not linguistically deficient. 

They not only know two languages, but they know when to use one or the 

other and when to mix them according to their situational needs. Genishi 

(1978) states that "Code-switching may occur even when the speaker is 

able to say something in both languages." They may switch languages in 

order to include or exclude someone or to make a point. 

What Does This Mean for Schools 

On the basis of the results of this study, the following recom

mendations for practice are made? 

All the children in the study attended a pre-school program 

in Tucson Unified School District. During the interview, parents 



often referred to the positive impact they believed PACE had on their 

children's literacy development. The results of this study show that 

these children were print aware and had book handling knowledge. The 

possibility that PACE had an impact on the parents' support to their 

children's literacy development cannot be discounted. 
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There is a need for more programs like the Parent and Child Edu

cation (PACE) Program. Such programs provide services that enable 

parents to become active participants in their child's cognitive and 

linguistic growth. Teachers are required to make frequent horne visits 

which enable them to become acquainted with the child's horne environment 

and be a positive change agent where change may be required. These horne 

visits are also learning experiences for the teacher. Positive aspects 

of the child's horne learning environment may be incorporated into the 

classroom curriculum. Programs such as PACE can be a positive bridge 

between horne and school, not only for the child but for the teacher and 

the parent. It can provide positive, ongoing communication, leading to 

an educational partnership with better educational opportunities as its 

outcome. 

There is a need for teachers to become more aware of children's 

linguistic ability. It cannot be assumed that because a child uses two 

languages he does not know either one. A teacher must be proficient in 

both languages. A teacher must not be just bilingual. A bilingual 

teacher must also be bi1iterate. Without these proficiencies a teacher 

will be unable to help children reach their optimum potential in learning 

and become true bi1ingua1/bi1iterate adults. If a teacher is proficient 



in both languages, then the instruments for determining a child's lan

guage dominance will be judged by a professional who is linguistically 

knowledgeable. 
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There is a need for administrators and teachers to recognize the 

importance of becoming acquainted with the home and the parent. Too many 

stereotypes about literacy materials in the home and attitudes of parents 

toward learning exist. Many such stereotypes were dispelled by this 

study. And it is important to disseminate this information in order to 

build an understanding between the school and the home. This could be 

done through interviews in the home and not simply through written ques

tionnaires which are sent home and returned with the children. The full 

benefit of the information cannot be gained in this manner. Sometimes 

the parent may not fully understand the questions asked, or the teacher 

may not understand the responses. With home visits, each person has the 

ability to ask and receive clarification of either the question or the 

response. 

There is a need for teachers to understand that the Spanish speak

ing child is print aware and has skills in book handling. This child, 

therefore, does not need to' wait until English is mastered in order to be 

involved in reading and writing experiences in the home. Their language 

must be recognized as the means for representing thought, and as the 

vehicle for complex thinking (U.S. Commission on Civil Rights, 1975). 

These are knowledgeable children who are already involved in learning 

literacy, and this ability must be used by teachers. These children have 

code switching skills which are not limited to oral language. These 
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children have skills which also go across reading and writing. Sometimes 

when bilingual children hear a story in one language they will retell it 

in the other language, or when they read signs or books in English, they 

can talk about it in Spanish. 

There is a need to rethink reading and writing programs so that 

these may include the child's language and cultural experiences. Teach-

ers must provide opportunities for children to use their linguistic 

skills by involving them actively in the learning process. Their lan-

guage should be valued and expanded. Their experiences should be ack-

nowledged and used as a vehicle for learning reading and writing. 

What Does This Mean for 
Teacher Education 

There is a need to assist future teachers in understanding the 

linguistic and culturally diverse child. All future teachers should have 

a background in multicultural education. One parent stated, during the 

interview, that her child was very happy since they had moved into the 

neighborhood where the school had a PACE classroom. The parent said that 

at this school the teacher spoke Spanish to her child and included 

activities with which the child was familiar. This made both the child 

and the parent feel comfortable within the school environment. 

There is a need to have a focus of parent education as part of 

both undergraduate and graduate teacher education programs. Parents and 

the home environment are both significant in the literacy development of 

the child. Teachers must have more realistic views of what kinds of 

literacy events are available in the homes and explore ways of helping 



parents realize their impact on their children's growth in literacy 

development. 
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There is a need for more bilingual teacher training programs, in 

order for future teachers to be proficient in two languages. Children 

in this study seemed to respond to the tasks in the language in which 

they felt most comfortable at the time, depending on the conte};:t, the 

people involved in the interaction, and the children's expectations. It 

is important that a teacher working with a child that code switches or 

is influenced by his home language in speaking the second language, be 

able to understand clearly what the child is trying to communicate. 

This will enable the child to benefit fully from his school experience. 

There is a need for more graduate programs in bilingual educa

tion in order to augment the training which present reachers received 

before bilingual training programs existed. Since the first program in 

bilingual education began, there has been more research which states the 

benefits of such programs, and a variety of teacher training methods have 

been developed. 

There is a need for teachers to have more knowledge about lit

eracy development. Children will show what they know when they are 

presented with print tasks which are familiar to them. Teachers who 

understand literacy development will be able to recognize the knowledge 

children have as they interact with books and other print in classroom 

settings. 
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Recommendations for Further Research 

1. A longitudinal study following these same children as they pro-

gress through school. 

2. A comparison study with preschool children with the same 

linguistic background not in a PACE program. 

3. A longitudinal study of children of similar population starting 

at an earlier age. 

4. In-depth case studies in bilingual homes. 

El exito del aprendizaje depende, entonces, de las condi
ciones en que se encuentre el nino en el momento de recibir la 
ensaffanza. Los que se encuentran en momentos bien avanzados 
de la conceptualizacion son los unicos que pueden sacar provecho 
de la ensenanza tradicional y son quienes aprenden 10 que el 
maestro se propone enseffarles. El resto son los que fracasan, 
a quienes la escuela acusa de incapacidad para aprender 0 de 
"dificultades en el aprendizaje," segun una terminologia clasica. 
(Success in learning depends, therefore, upon the conditions in 
which the child finds himself at the moment in which he is being 
taught. The ones who find themselves at an advanced stage of 
conceptualization are the only ones who will benefit from tradi
tional teaching and they will be the ones who will learn ~lhat 
the teacher teaches them. The rest are the ones who fail, the 
ones that are said to be unable to learn or have "learning dif
ficulties" according to classic terminology) (Ferreiro and 
Teberosky, 1980). 

Ferreiro and Teberosky's statement highlights the importance of 

the necessity of continuing to study the literacy development of the 

young child. The more that is discovered, the fewer children will need 

to fail. It is hoped that this study has added to the growing knowledge 

base in this field. 



APPENDIX A 

SIGNS OF THE ENVIRONMENT 
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SIGNS OF THE ENVIRONlfENT 

Level I, Print in Situational Context 
Child's reaction to print in a situational context. 
(Directions to Researcher) 

Materials: 

tape recorder 
packaged products 
copies of response sheet 

Procedures: 

These should be coded 

1. Present children with the actual packages of products. 

2. Ask open-ended questions about the packages. 

3. Utilize tape-recorder to record responses. 

4. On response sheet note verbal responses as well as any pertinent 
non-verbal responses. 

Sample Questions 

Have you ever seen this before? 

What do you think this is? 
Tell me what you think this is. 

How do you know? 
Why did you say that? 
\'1hat makes you think so? 

Is this written in Spanish or 
in English? 

How do you know? 
What makes you think so? 

Purposes 

To determine if the child has 
had previous contact with the 
printed stimuli. 

To determine the child's 
response to the printed stimuli. 

To determine why the child 
responded in the way he/she did. 

To determine if the child is 
aware of language difference in 
print. 

To determine why the child 
responded in the way he/she did. 
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Level II, Print in Context 
Child's Reaction to Two-Dimensional Print in Context 
(Directions to Researcher) 

Materials: 

tape recorder 
packaged products 

copies of response sheet 

Procedures: 

These should be coded, cut out, 
and put on tagboard or hard backing 

1. Present the printed stimulus to the child. 

2. Ask open-ended questions about the printed stimulus. 

3. Utilize tape-recorder to record responses. 

4. On response sheet describe how printed material was presented 
to child. Not verbal responses ,00S well as pertinent non-verbal 
responses. 

Sample Questions 

Have you ever seen this before? 

Hhat do you think this is? 
Tell me what you think this is. 

How do you knm.? 
\.J'hy did you say that? 
What makes you think so? 

Is this written in Spanish or 
in English? 

How do you know? 
What makes you think so? 

Purposes 

To determine if the child has 
had previous contact with the 
printed stimuli. 

To determine the child's 
response to the printed stimuli. 

To determine why the child 
responded in the way he/she did. 

To determine if the child is 
aware of language difference in 
print. 

To determine why the child 
responded in the way he/she did 



LETREROS EN EL AMBIENTE 

Nivel I, Letras imprentas en contexto situacional 
Reaccion del nino a letras imprentas en contexto situacional 
(Direcciones al investigador (a).) 

Materias: 

Grabadora de cinta 
Productos empaquetados 
Copias de p{ginas de respuesta 

Procedimientos: 

Estos deben estar cifrados 

1. Ensenarle al nino los paquetes de productos. 

2. Hacer preguntas que no tengan una sola respuesta que sea 
correcta sobre los paquetes. 

3. Utiliza la grabadora de cinta para grabar las respuestas. 

4. '" En la pagina para las respuestas, anota las respuestas 
orales as! como las no orales que sean pertinentes. 

Muestras-de-Preguntas--------------------Proposito----------------------

~ Has visto esto antes? 

~ Qu~ crees que es esto? 
~Dime 10 que crees que es esto. 

~ Como sabes? 
~ Por que' diJ iste eso? 
~ Que' hace que pienses as {? 

~ Esto est a' escrito en espanol 
~ 0 en ingles? 

~ Como s abes? 
~ P~r que piensas as{? 

Para determinar si el nino 
ha tenido contacto anterior
mente con el est{mulo impreso. 

Para determinar la respuesta 
del nifio al estfmulo impreso. 

Para determinar p~r que el 
nigo contest~ en la manera en 
la que contestee 

Para determinar si el ni~o 
se da cuenta de diferencias en 
idiomas escritos. 

Para determinar p~r que el ni~o 
respondi6 en esa manera. 
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Nivel II, Letras Imprentas en Contexto 
Reaccion del nino a letras imprentas de dos dimenciones en contexto 
(Direcciones al investigador) 

Materias: 

Grabadora de cinta 
Productos empaquetados 

Copias de p~ginas de respuesta 

Procedimientos: 

Estos deben estar cifrados, 
recortados, y mont ados en 
carton. 

1. t-lostrar1e el est{mulo impreso al nino. 

2. Racer preguntas que no tengan una sola respuesta que sea 
correcta sobre el est{mulo impreso. 

3. Utiliza la grabadora de cinta para grabar las respuestas. 

4. En la pagina para las respuestas describe como se Ie presento; 
el est{mulo imprento al ni~o. Anota las respuestas orales 
as{ como las no orales que sean pertinentes. 

Muestras de Preguntas 

~Has visto esto antes? 

~Qui crees que es esto? 
l,Dime 10 que crees que es esto: 

~Como sabes? 
~Por que' dijiste eso? 
~QUf{ hace que pienses as{? 

~Esto esta escrito en espa~ol 
o en ingle's? 

.l.Como sabes? 
~Por que piensas as!? 

PropOs ito 

Para determinar si el ni~o 
ha tenido contacto anterior
mente con el est{mulo impreso. 

Para determinar la respuesto 
del nino al est!mulo impreso. 

Para determinar por que el 
nino contestoen la manera en 
1a que contesto~ 

Para determinar si el nino 
se da cuenta de diferencias en 
idiomas escritos. 

. ... 
Para determinar por que el n~no 

d ·" respon ~o en esa manera. 
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ITEMS FOR THE PRINT Al-lARE!lESS STUDY 

Task 01 Exact Partial Gen/Spec. 

1. Campbells Tomato Campbell's Tomato Campbell!'; 

Soup Soup or Tomato or Tomato 

Soup or Soup 

2. Lego Lego Toy 

3. Crest Crest or Crest Toothpaste 

---I 4. HcDonald's l1cDonald's 

5. Coca Cola Coca Cola Cola Soda or pop 

6. Carnation Milk Carnation Milk Carnation 
or Uilk 

7. Gerber's Peaches Gerber's Peaches Gerber Baby Food 
or Peaches 

8. El Zarape El Zarape Tortillas El Zarape 
or Tortillas 

~. Rosarita Beans Rosarita Beans Rosarita 
or Beans 

10. Pinole El Azteca Pinole El Azteca El Azteca 
or Pinole 



Signs of the Environment Taxonomy 

Header 

Column Definition 

1,2) Child Number 

Each child is referr~d to be an assigned subjects' number 

3) Sex 

1 Female 

2 = Male 

4) Language Dominance 

1 = MonoHngual Spanish 

2 = Honolingual English 

3 = Spanish 

4 = English 

5 = Balanced 

5) School 

1 Ochoa 

2 = Rose 

6) Tasks 

Dominant 

dominant 

Bilingual 

This study is comprised of two separate tasks 

7) Language in which task was administered 

1 = Spanish 

2 = English 

8-9) Item Number 

Each stimulus item used in the two print awareness tasks is 

assigned a number (See attached list) 

I. Initial Response - Have you ever seen this before? (10-18) 
What do you think this is? 

A. Verbal Responses (10-11) 

10-11) 00) No response 

01) Exact 

Names the complete label exactly. 
Ex. - Campbell's Tomato Soup for Campbell's Tomato Soup 
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02) Misarticulation 

Mispronounciation of exact name 
Ex. -

03) Alternate name 

An abbreviated or popular form of the more formal or complete 
name 
Ex. - Coke for Coca Cola 

04) Partial 

A response which is an exact reElponse to the main- part of the 
print on the label 
Ex. - Campbells for Campbell's Tomato Soup 

05) Parallel Item 

The response is the name for an item of the same general class 

06) Generic/Specific 

The generic term is given for an item which is specific to 
that generic class. 
Ex. Soda for Coca Cola or Milk for Carnation milk 

07) Specific/Generic 

A specific response is given for generic class item 
Ex. Rosarito's for Beans, 

08) Mixed Response 

A response which combines any of the other semantic relationships. 
Ex. 

09) Item use 

Refers to how the item is used. 
Ex. - Brush your teeth for Crest or to play for Lego. 

10) Closely Related Concept 

A response which is related conceptually to the item. 
Ex. - Butter for milk or soap for Crest 

11) Chaining relationship 

A response which suggest that a chain of thought moved from 
item to response. 
Ex. - Fruter!a for Pinole. Fruter{a (fruit Store) This thought 
might have gone from pinole ------- shopping for the pinole 
----- store in his neighborhood where pinole is bought-------
fruterr"'a. Another example would be "good" for Campbell's 
Tomato Soup. 

12) Semantic response to non-target print features 
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Ex. - Child refers to "Vitamin D" on Milk or ·'Enjoy" 
on Coca Cola 

13) Semantically unrelated 

No meaningful relationship to item 
Ex. Umbrella for Coca Cola 

12) Language in which Response was made. 

1 = Spanish 
2 = English 
3 = Bilingual 

13-14) Print Related Responses. Refers to print including both letter, 
numbers and sound-to-letter correspondence. 

00) No response 

01) Diectic Statement - Child uses deictic markers, "that," 
"those," "these," to refer to the print. 

80 

Ex. - Child says, "Those things~" in reference to the letters 
on the label. 

02) "letters" 

Response is ;'letters 
Ex.- Child simply says, "letters." 

03) "numbers" 

Response is ;'numbers" 
Ex. - Child simply says, "numbers" 

04) nWord" 

Response is "word/s." 
Ex. - Child simply says, "word" or "words." 

05) Names letters from the main print on the label correct or not. 

Ex. - "c" "R" "E" "s" "T" for Crest; pr "L" "B" "F" tiN" "H" 
for Crest. 

06) Names letters from other print on the label correct or not. 

Ex. - "E" "N" "J" "a" "Y" for Enjoy; or "s" "I" "V" "W" "Q" 
blocks. 

07) Names numbers on the label but not letters 

Ex. - "15" from "15 cents off" 



15) Non print Related 

0) No response 

1) Deictic statement _ Child uses deictic markers, "These," 
"Those," "that,,1 to refer to the non-print features. 
Ex. - Child says, "that thing," referring to the Campbell 
emblem. 

2) Picture 

Refers to realistic pictures (both photograph and realistic 
drawings.) 
Ex. - Picture of toys on Logo label. 

3) Design 

Refers to extra stylistic features on the label. 
Ex. - Golden Arches on McDonald's Label. 

4) Emblem 

Refers to symbol that is closely associated with the item 
such as a trademark. 
Ex - The gold medallion on Campbell's Soup. 

5) Color 

Refers to colors associated with the item. 
Ex. -"Red" for Coca Cola. 

6) Form of the item - packaging 

Refers to the package the item is contained in. 
Ex. - "French fry thing;; for HcDonald's 

7) Shape 

Child refers to the shape of the item or shapes on the label. 

16-17) Pointing behavior 

17. Points 

Child points one at a time to individual letters and/or words 
and/or emblems, designs, etc. 

00) Points - none 

01) Points horizontal left-right 
Child moves finger across the print in left-right direction 
by pointing to individual letters and/or words, and/or 
emblems, designsp etc. 

02) Points - Horizontal right-left 

Child moves finger across the print in right-left direction 
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by pointing to individual letters and/or words and/or emblems.etc. 



03) Points - Back and forth 

Child moves finger back and forth across the print by 
pointing to individual letters and/or words and/or 
emblems, designs, etc. 

04) One Point 

Child points once to the print in a general fashion or by 
pointing to a specific letter and/or emblems, designs, etc. 

Vertical 

Child moves finger over print either in a top-bottom 
direction or in a bottom-top direction pointing to individual 
letters and/or words and/or emblems, designs, etc. 

06) Sweeps - Horizontal left-right 

Child sweeps their finger/s across the print or other in one 
continuous motion in left-right direction. 

07) Sweeps-horizontal right-left 

Child sweeps their finger/s across the print or other in one 
continuous motion in right-left direction. 

08) Sweeps - back and forth 

Child sweeps their finger/s back and forth across the print 
or other in one continuous motion 

09) Distrinct point in combination with a sweep 

Child points directly to a specific letter and/or emblem. 
design, etc. but, in addition, uses a sweeping motion to 
point to other things on the label. 

10) Circling and/or outlining 

Child circles and/or outlines the print 

11) Variable 

Child moves finger/s across and/or over print or other in a 
random fashion without specific directionality. 

18) Avoidance Response 

0) Responded 

1) No Response 

2) I don't Know 

3) Game playing and/or pretend 

Any game activity that interferes with the task 
Ex. - Peek-a-boo, child pretends s/he can't see, etc. 
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4) Movement 

Any physical movement of the child that interferes with the 
task. 
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Ex, Child swings head back and forth, child turns pages of 
the note back before finishing task, child bangs on the table. 

5) Subject change 

Child keeps trying to talk about things other than the task 
at hand. 

6) Variations 

Any other avoidance attempt. 

II. Explanation (how do you know?) 

A. Verbal responses 

19) Semantic 

0) No 

1) Personal experiences 

Child refers to a personal incident or encounter with item. 
Ex. - I saw it at the store. 

2) Refers to other person 

Child refers to parent, friend, teacher, etc. as explanation. 
Ex. - My daddy told me. 

3) Function 

Child refers to the way the item is used. 
Ex. - Because I brush my teeth with it. 

4) Ego involved 

Child refers to own self as explanation for response. 
Ex. - Because I like it or because I think it is. 

"Because I knowed it before." 
"Cause" or "because", without further explanation. 

5) Fantasy 

Child constructs an imaginary story as an explanation for 
response. 

6) Whole item - animistic 

Child does not give specific information a.bout item but for 
example says "because its cereal." 



20) 

7) Semantic print response 

A subsequent whole language response, an extension that may 
not be correct. 
Ex. - Initial response is "bus," explanation is "stop sign." 
Initial response is "cereal", explanatioD. is "raisin bran". 
It says so right here. 

Language in which response is given 

0) No response 

1) Spanish 

2) English 

3) Bilingually (Spanish and English) 

21-22) Print Related 

23) 

00) none 

01) deictic statement 

02) "letters" 

03) 'numbers" 

04) "word/s" 

05) Names letters from the main print on the label 

06) Names letters from other print on the label 

07) Names numbers on the label 

08) Names numbers and letters on the label 

09) Grapho-phcnic analysis 

10) Mixed Grapho-phonic analysis - combines a through i 

11) "It says,1I or "because" with print-related pointing 

Ex. - Child, looking at stop sign, says (as an explanation 
for how s/he know it says "stop') "Because," and points to 
the letters. 

Non-Print related 

0) None 

1) Pictures 

2) Design 

3) Emblem 

4) Color 

5) Form of item - packaging 
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6) Shape 

7) Indeterminate 

8) "It says," or "because" with non-print related pointing. 
Ex. - Child, looking at Ivor, says (as an explanation for how 
s/he knows it says "Ivory!!) "Because, it says." and points 
to the white, swirled lines under the print. 

B. Non-Verbal responses 
24) Print related 

0) None 
1) Main print 
2) other print 
3) main print and other 
4) letters/numbers 

25) Non-print related 
0) none 
1) picture 
2) design 
3) emblem 
4) form of item/packaging or shape 
5) points to something outside of the display 

2.6-27) Pointing Behavior 
00) None 
01) Points - Horizontal left-right 
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Child moves finger across the print in left-right direction by 
pointing to individual letters and/or words, and/or emblems 
designs, etc. 

02) Points - Horizontal 
Child moves finger across the print in right-left direction by 
pointing to individual letters and/or words, and/or emblems 
designs,etc. 

03) Points - Back and forth 
Child moves finger back and forth across the print by pointing 
to individual letters and/or words and/or emblems, designs, etc. 

04) One point 
Child points once to the print in a general fashion or by pointing 
to a specific letter and/or emblems, designs, etc. 

05) Vertical 
Child moves finger over print either in a top-bottom direction 
or in a bottom-top direction pointing to individual letters and
or words and/Dr emblems, designs, etc. 

06) Sweeps~Horizontal left-right 
Child sweeps their finger/s across the print or other in 'Jne 
continuous motion in left-right direct:l.on. 



28) 

07) Sweeps-Horizontal right-left 
Child sweeps' their finger/s across the print or other in one 
continuous motion in a right-left direction. 

08) Sweeps-back and forth 
Child sweeps their finger/s across the print or other in one 
continuous motion 

09) Distinct point in combination with sweeping 

Child points directly to a specific letter and/or emblem. 
design, etc. but, in addition, uses a st-!eeping motion to 
point to other things on the label. 

10) Circling and/or outlitling 

Child circles and/or outlines print 

11) Variable 

Child moves finger/s across and/or over print or other in a 
random fashion without specific directionality, 

Explanation avoidance 

0) Responded 

1) No response 

2) I don't know 

3) Game playing and/or pretend 

4) Movement 

5) Subject change 

6) Variations 

III. Language (Is this written in Spanish or in English?) 

29) 0) No Response 

1) Spanish 

2) English 

3) Spanish and English 

30) Language in which child responded to question 

0) No response 

1) Spanish 

2) English 

3) Spanish and English 
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IV. Explanation (How do you know?) 

A. Verbal Response 

31) Semantic 

0) No 

1) Personal experiences 

Child refers to a personal incident or encounter 

2) Refers to other person 

Child refers to parent, friend, teacher, etc. as explanation 
ex. ~Iy mommy told me. 

3) Function 

Child refers to the way the item is used. 

4) Ego involved 

Child refers to own self as explanation for response. 
LX. Because I like it or because I think it is. 

"Because I knowed it before." "Cause" or Because" 

5) Fantasy 
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Child constructs an imaginary story as an explanation for response, 

6) Whole item - animistic 

Child does not give specific information about item but for 
example says "because its cereal." 

7) Semantic print response 

A subsequent whole language response, an extension that may 
not be correct. 
Ex. Initial response is "bus," explanation is "stopsign" 

Initial response is "cereal," explanation is "raisin bran," 

32-33) Print Related 

00) none 

01) deictic statement 

02) "letters" 

03) "numbers" 

04) "word/s" 

05) Names letters from the main print on the label 

06) Names letters from other print on the label 

07) Names numbers on tte label 



OO} Names numbers and letters on the label 

09} Grapho~phonic Analysis 

10) Mixed Grapho-phonic analysis - combines a trough i 

11) "it says," or "because" with print-related pointing 

Ex. Child, looking at stop sign, says (as an explanation 
for how s/he knows it says "stop") "because," and points 
to the letters. 

34) Non Print related 

O} None 

I} Pictures 

2) Design 

3) Emblem 

4) Color 

5) Form of item - packaging 

6) Shape 

7} Indeterminate 

8} It says," or "because" with non-print related pointing 

B. Non-verbal responses 

35) Language in which child responded 0-3 

36) Print related 

O} None 

1) main print 

2) other print 

3) main print and other 

4) letters/numbers 

3~) Non-print related 

0) none 

1) picture 

2) design 

3} embl.em 

4) form of item/packaging or shape 

5) points to something outside of the display 
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38-39) Pointing Behavior 

00) None 

01) Points - Horizontal left-right 

Child moves finger across the print in left-ri.ght direction 
by pointing to individual letters and/or words. and/or 
emblems, designs, etc. 

02) Points - Horizontal 

Child moves finger across the print in right-left direction 
by pointing to individual letters and/or words. and/or 
emblems, designs, etc. 

03) Points - Back and forth 

Child moves finger back and forth across the print by 
pointing to individual letters and/or words and/or emblems 
designs, etc. 

04) One point 

Child points once to the print in a general fashion or by 
pointing to a specific letter and/or emblems. designs. etc. 
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05) Child moves finger over print either in a top-bottom direction 

or in a bottom-top direction pointing to individual letters 
and/or words and/or emblems, designs. etc 

06) Sweeps-Horizontal left-right 

Child sweeps their finger/s across the print or other in one 
continuous motion in left-eight direction 

07) Sweeps-Horizontal right-left 

Child sweeps their finger/s across the print or other in one 
continuous motion in a right-left direction. 

08) Sweeps-back and forth 

Child sweeps their finger/s back and forth across the print 
or other in one continuous motion. 

09) Distinctpoint in combination with sweeping 

Child points directly to a specific letter and/or emblem 
design, etc. but, in addition, uses a sweeping motion to 
point to other things on the label. 

10) Circling and/or outlining 

Child circles and/or outlines print 

11) Variable 

Child moves finger/s across and/or over print or other in a 
random fashion without specific directionality. 
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40) Explanation Avoidance 

0) Responded 

1) No response 

2) I don't know 

3) Game playing and/or pretend 

4) Movement 

5) Subject change 

6) Variations 

41) Correction attempts 

0) No attempt to correct 

1) Semantically acceptable to semantically acceptable (upward 
change 12-1) 
Any semantically acceptable response that is expanded or 

clarified to produce a new semantically acceptable response 
Ex. Original response is Soup. expanded response is Campbell's 
Soup. 

2) Semantically unrelated to exact 
Ex. Child initially says "sugar" for "milk" then changes 
response to "milk." 

3) Semantic print relation 

Ex. Child initially says "I eat it," and then changes it to 
Campbell Soup." 

4) Semantically unrelated to semantic print related 
Ex. Child says chair in response to Ivory and then changes 

it to wash. 

5) Downward change in a semantically print related response 
Any semantically print related response that moves downward 
on the hierarchy. 
Ex. Child initially says "Coke" then changes it to "Pepsi' 
Child initially says, "Brush your teeth," then changes it 
to Colgate." 

6) Semantic print relationship to semantically unrelated 

Ex. Child says "Pepsi: for Coca Cola then changes it to "candy" 

7) Unrelated to unrelated 

8) 

Ex Child says "chair" in response to Tortillas and then changes 
it to game. 
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PRE-SCHOOLERS' BOOK HANDLING KNOWLEDGE* 

Name: ---------------------------------------------------------------------
Age (Years and Months): --------------------------------------------------
Sex: Date: ---------------------------- ---------------------------------
Interviewer ---------------------------------------------------------------

Instructions: 

1. Take a picture story book with you that is suitable for reading to 
a pre-school child. 

2. Make sure that the book has a title page which includes the title 
of the book and the author's name. 

3. Make sure that the pages have clear, bold print and that there are 
many pictures in the book. If possible, there should be a page with 
print on one side and a picture on the other. 

4. If you are right-handed, sit with the child on your left side and 
vice versa if you are left-handed. 

* Based on David Doake and Marie Clay, by Y. Goodman and B. Altwerter 



Item Administration 

l. Show book, title page 
covered 

_. 
2. Displaying book 

3. Displaying book 

4. Present book wrong 
way up and back 
toward S. 

------ -------

Instructions 

"What is this called?" 
"What's this thing?" 
If child answers with 
the name of the book, 
record and ask, 
"What's (say name of 
the book given by 
child) 

"What do you do with 
it? 

"What's inside it?" 

"Show me the front 
of this book" "Take 
the book and open it 
so that we can read 
it together 

~-- ---

Response 

"Book" "Story Book" 
"Story" Name of book 

"Read it" "Look at 
it" "Tell it" "Open 
it" 

"Story" "Picture" 
"Words" "Pages" 
"Letters" "Things" 

Any indication of 
front or first page 

Child's Response 

I 

\0 
l..U 



Item 

5. 

6. 

7. 

8. 

Administration 

Turn to page 3. 

Read this to me. 

If child doesn't read 
the book or does 
inappropriate book 
reading, continue. 
Give the book to the 
child. Read the 
first page. 

Turn to the next 
page. 

Instructions Response 

Hold on to a page and I Point to page "Yes" 
say "Show me a page 
in this book. Is 
this a page?" 

Record all responses 

"I'm going to read 
you this story. You 
show me where to 
start reading." 
"Where do I begin?" 

"Show me the top of 
this page." "Show 
me the bottom of this 
page." 

Indicates print on 
first page. 

Indicates top edge or 
toward top. Indicates 
bottom of page or 
toward bottom. 

Child's Response 

\0 
.l::-o 



Item Administration Instructions 

9. Show the page to the "Show me with your 
child. finger exactly where 

I have to begin 
reading. 

10. Show the page to the "Show me with your 
child finger which way I 

go as I read this 
page. 

11. Continue to show the "Where then?" (This 
page to the child already may have been 

done or stated in #9; 
if so credit, but do 
not repeat.) 

12. Read the page. "You point to the 
story while I read 
it." (Read slowly.) 

Response 

Points to the first 
word on the page. 

Left to right on the 
page. 

Top line to bottom 
line. 

Exact matching of 
spoken words with 
written word. Close 
matching. 

Child's Response 

\0 
VI 



Item Administration 

13. If there is print on 
both pages, display 
the pages. 

14. Read the next two 
pages. If possible, 
turn to a page with 
print and a picture 
on it. Turn the 
book upside down 
without the child 
seeing you. 

15. Show S how to use 
masking card to close 
the "curtains" over 
the "window." Use 
two pieces of black 
cardboard. 

Instructions 

"Where do I go now?" 

Can you or I read 
this now? Why or 
why not? 

"Let's put some of 
the story in this 
window. I want you 
to close the curtains 
like this until I 
can see just one 
letter." "Now just 
two letters." 
----------

Response 

Points to the first 
line of print on the 
next page. 

One letter correct. 
Two letters correct. 

-

Child's Response 

\0 
(J'\ 



"._. 
-

Item Administration Instructions 

16. Open "curtains" "Now close it until 
we can see just one 
word." "Now just two 
words." 

17. Open "curtains" "Show me the first 
letter in a word--
any word." 
"Now the last 
letter." 

18. Remove card "Show me a capital 
letter--any capital 
letter." 

19. Read to end of "Show me the name of 
story. Close book the book or name of 
and pass it to the story. " Incidentally 
child. ask somewhere in the 

middle, "Show me 
where I am." 

Response 

One word correct. 
Two words correct. 

First letter correct. 
Last correct. 

Points clearly to a 
capital letter. 
Points to any 
capital letter. 

Cover, fly-leaf or 
title page. 

Child's Response 

\0 
'-l 



Item Administration Instructions 

20. I Get at comprehension. I IITell me something 
about the story." 

21. 

22. 

Leave the book with 
the child. 

Title page pointing. 

"Show me the begin
ning of the story." 
Show me the end of 
the story." 

"It says here (read 
title of the book 
• • • by • (read 
the author's name). 
What does by 

(say author's name) 
mean?" 

Response 

Opens book to the 
first page and points 
to the first line. 
Turns to last page 
and points to the 
last line. 

"He wrote it." "He 
made up the story." 
"He made the book." 

Child's Response 

\0 
00 
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Name: ____________________________________________ __ Date: ----------------
Researcher: --------------------------------------

Scoring: 1 correct, 0 no response or inappropriate response. 

Book Handling Knowledge Score Sheet, Goodman and Altwerger 

Score Comments 

1. word "book" 

2. Book contains message 

3. What's inside 

4. Front of book 

5. Show me a page 

6. Not Read to me 
scored 

7. Where to start 

8. Top/bottom of page 

9. First word on page 
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Score Comments 

10. Left to right 

11. Top line to bottom line. 

12. Exact matching of voice 
and pointing 

13. Where to start (print 
on both pages) 

14. Upside down 

15. 1 letter 
2 letters 

16. 1 word 
2 words 

'"'--- -

17. First letter 

18. Capital letter 

19. Name of story 

20. Retelling 
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Score Comments 

21. Beginning story 

22. Name of author 
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CONOCIMIENTO PRE-ESCOLAR DEL MANEJO DE LIBROS* 

Nombre: -------------------------------------------------------------------
Edad (Anos y Meses): ________________________ __ Sexo: ----------------
Persona Haciendo Entrevista: -----------------------------------------
Fecha: --------------------------------------------------------------------

Instrucciones: 

1. L1eva un 1ibro con un cuento i1ustrado que sea adecuando para 1eerse 
a un nino pre-esco1ar. 

2. Asegura que e1 1ibro tenga una portada que inc1uya e1 t{tu10 del 
1ibro y e1 nombre del autor. 

3. Asegura que las paginas tengan 1a impresidn clara y 1etra negra y 
que hay a muchos retratos 0 i1ustraciones en e1 1ibro. Si es posib1e, 
deber1a tener una pagina con 1etras en un 1ado y una pagina con 
retrato a1 otro 1ado. 

4. Si usa mas 1a mana derecha, sientese con e1 nino a tu izquierda y 
haz 10 contrario si eres Zurdo. 

* Basado en David Doake y Marie Clay por Y. Goodman y B. A1twerger 

Traduccion por Guadalupe Romero 



Articulo 

1. 

2. 

3. 

4. 

Administraci6n 

Muestra e1 1ibro, 
Tapa1e e1 tftu10 con 
1a mano. Vo1tea 1a 
p~gina. 

Ensenando e1 1ibro 

Ensenando e1 1ibro 

Presenta e1 1ibro mal 
con 10 de abajo para 
arriba y 10 de atras 
hacia a1 nino(a). 

Instrucciones 

bComo se llama esto? 
bQue es esto? (Si e1 
nino responde con e1 
nombre del 1ibro, 
escribe10 y pregunta 
"bQue es (d{ e1 nombn 
del 1ibro que te dio 
e1 nino")) 

"bQue haces con e1?" 

"bQue hay dentro de 
e1?" 

"Ensename 10 de 
enfrente de este 
1ibro." "Toma e1 
1ibro y abre10 para 
que podamos 1eer10 
juntos." 

Respuesta 

"libro" "libro de 
cuentos" "Cuento" 
Nombre del 1ibro. 

"Leer10" "Veer10" 
"Decir10" "Abrir10" 

"Cuento" "Retrato" 
"Pa1abras" "Paginas' 
"Letras" "Cosas" 

Cua1quier indicacioD 
de enfrente 0 1a 
primera pagina. 

Respuesta del Nino 

f-' 
o 
w 



Ard.cu10 

5. 

6. 

7. 

8. 

Administracion 

Vo1tea a 1a pagina 
numero tres. 

Leeme esto 

Si el nino no lee 
el 1ibro 0 10 hace 
inapropiadamente, 
continua. Dale e1 
libro a1 nino. 
Lee 1a primera 
pagina. 

Vol tea a 1a pagina 
siguiente 

Instrucciones 

Deten 1a pagina y di 
"Ensename una pagina 
en este 1ibro." 
"Esta es una pagina?" 

Escribe todas las 
respuestas. 

"Te voy a leer este 
cuento." "Ensaname 
donde empezar a 
leer." "A donde 
empiezo?" 

ilEnsename 10 de 
arriba de esta 
pagina." 

Respuesta 

Apunta a 1a pagina. 
"Si." 

Indlca las rnarcas en 
1a prirnera pagina. 

Respuesta del Nino 

~ 
o 
.p.. 



Artlculo 

9. 

10. 

11. 

12. 

.;, 

Administracian 

Ensenale la pagina 
al nino. 

Ensenale la pagina 
el nino. 

Continua ensenandole 
la pagina al nino. 

Lee la pagina 

Instrucciones 

"Ensename con tu 
dedito exactamente 
donde debo de empezar 
a leer." 

"Ensename con tu 
dedito en que 
direccion voy mien
tras que leo esta 
pagina. 

"Entonces dande?" 
(Esto quizay 10 haya 
hecho 0 dicho en #9, 
si ya 10 hizo dale 
credito pero no 10 
repitas.) 

"Tu apunta al cuento 
mientras que yo 10 
leo." (Lee despacio. 

Respuesta 

Apunta a la primera 
palabra en la pagina. 

De la izquierda a la 
derecha en la pagina. 

De la linea de arribc 
a la linea de abajo. 

Aparear exactamente 
la palabra oral con 
la palabra escrita. 
Aparear casi bien. 

Respuesta del nino 

...... 
o 
\J1 



Artlculo 

13. 

14. 

15. 

Administracion 

Si hay palabras 
impresas en la dos 
paginas ensenale las 
paginas. 

Lee las siguientes dos 
paginas. Si es posiblT 
vol tea a una pagina qUT tenga palabras impresa 
y un retrato en ella. 
Vol tea el libro boca 
abajo sin que el nino 
se de cuenta 

Ensenale al nino como 
usar la tarjeta 
cubridora para cerrar 
las "cortinas" sobre 
la "ventana." *Usa 
dos pedasos de carton 
negro. 

Instrucciones 

"A donde voy ahora?" 

Podemos tu 0 yo leer 
esto ahora? Por que? 
o Por que no? 

"Vamos a poner parte 
del cuento en esta 
ventana. Quiero que 
cierres las cortinas 
aSl hasta que yo 
pueda ver unicamente 
(nomas) una letra." 
"Ahora nom~s dos 
letras." 

Respuesta 

Apunta a la primera 
linea en la siguiente 
pagina. 

Una letra correcta 
Dos letras correctas 

Respuesta del Nino 

I-' 
o 
0\ 



Ardculo 

16. 

17. 

18. 

19. 

Administracion 

Abre las "cortinas." 

Abre las "cortinas" 

Quita las tarjetas 

Lee hasta el fin del 
cuento. Cierra el 
libro pasaselo al 
nino. 

Instrucciones 

"Ahora cierralas hasta 
que podamos ver nomas 
una palabra." "Ahora 
dos palabras." 

"Ensename la primera 
letra en una palabra-
cualquier palabra." 

"Ensename una letra 
mayuscula--cualquier 
letra mayuscula. 

"Ensename el nombre 
del libro 0 el nombre 
del cuento." 
Incidentalmente, 
pregunta en alguna 
parte en el medio. 
"Ensename a donde 
estoy?" 

Respuesta 

Una palabra correcta 
Dos palabras correctas 

Primera correcta 
lhtima correcta 

Apunta claramente 
a una letra 
mayuscula. 
a cualquier 
mayuscula. 

Apunta 
letra 

Cubierta, Guarda 
del libro 0 portada 

Respuesta del Nino 

I--' 
o 
"-J 



Ardculo 

20. 

21. 

Administracion 

Comprension 

Dejale el libro al 
nino 

22. Apuntando a la 
portada. 

Instrucciones 

"Platlcame algo del 
cuento. 

" "Ensename el princi-
pio del cuento." 
"Ensename el fin del 
cuento." 

"Dice aqul. (Lee el 
titulo del libro) 
• . • por • • . (Lee 
el nombre del autor) 

~
~ "Que quiere decir 

'Por (Lee el nombre 
del autor)." 

Respuesta 

Abre el libro a la 
primera pagina y 
apunta a la primera 
linea. Vol tea el 
libro a la ultima 
pagina y apunta a 
la ultima linea 

"El 10 escribio." 
"El compuso el 
cuento.!l "El hizo 
libro." 

Respuesta del Nino 

~ 
o 
00 
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Nombre: Fecha: ------------------------------------- ------------------
Investigator(a): ---------------------------

Anotacion: Respuesta correcta: Un punto, ninguna respuesta 0 respuesta 
inapropriada: cero puntos. 

Anotador para Conocimiento Pre-Escolar Del Manejo De Libros--Goodman 
and Altwerger. 

Anotacion 

1. 

2. 

palabra "libro" 

El libro contiene el 
mensaje 

3. Lo que hay dentro 

4. Enfrente del libro 

5. Ensename una pagina 

7. Donde empezar 

8. Arriba/Abajo de la 
pagina 

Comentarios 
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Anotacion Comentarios 

9. Primera pa1abra en 1a , 
pagina. 

10. izquierda a derecha 

1l. L:fnea de arriba a Hnea 
de abajo. 

12. Apareo exacto de 1a voz 
y e1 apuntar. 

13. Donde empezar (letra 
imprenta en las dos 
paginas. ) 

14. libro boca abajo 

15. Una 1etra 
Dos 1etras 

16. Una pa1abra 
Dos pa1abras 

17. Primera 1etra 

18. Letra mayuscu1a 

19. Nombre del cuento 
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Anotacion Comentarios 

20. Recontar 

21. Principio del cuento 

22. Nombre del autor 



APPENDIX C 

PARENT INTERVIEW 
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PARENT INTERVIEW 

Adapted by Romero, 
Based on Haussler (l98l), Mason (1980) and Durkin (1966) 

Child's Name ------------------------------
Birthday ________ _ 

Date of Interview Sex ------------------------- -----------------------
School ------------------------------------
FATHER MOTHER 

Birthplace: Birthplace: 
Education: Education: 

U.S.A. Mexico U.S.A. Uexico ----Occupation: Oc c upa t ion: 

SIBLINGS 

BROTHER(S) AGE SISTER(S) AGE 

HDr-fE 

Do any adults live in your home besides you (and your husband)? 
(If so, who?) 

What languages are spoken at home? 
By whom? 

Do you (or your husband) read to your children? 
In English or in Spanish? 

Do you subscribe to newspapers or magazines? 
(If so, in Spanish or in English?) 

Do you watch televison with your child? 
(If so, in Spanish or in English?) 

Which programs does your child prefer? 

Do you take your child shopping with you? 

Do you make grocery lists? 
In English or in Spanish? 
(If so, does your child help you write the list?) 



Do you listen to the radio? 
In English or in Spanish? 

Do you or your husband write letters to friends or relatives? 
In English or in Spanish? 
(If so, does your child participate in letter writing?) 

Have you received books or any other materials from school? 
In English or in Spanish? 
What are you doing with them? 

Have you volunteered in the classroom? 

Do you do activities from the classroom with your child at home? 
Which activities? 

Subject 

At what age did -------- begin to talk? 

Did your child go to nursery school? 
(If so, why did you send your child to nursery school?) 

Why are you sending your child to a PACE Program? 

Have any of your children learned to read before starting school? 

Have any of your children had problems learning to read in school? 
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Do you think parents should give help with things like reading and math 
to preschool children? 

Does your child enjoy being read to? 

Does your child own any books? 

Does your child visit the public library? 
(if so, with whom?) 

Does your child show interest in words or numbers? 

At what age would you say your child first showed interest in written 
language? 

Is your child right handed or left handed? 

Does your child enjoy going grocery shopping with you? 

Does your child have the opportunity to help locate certain grocery items? 



Does your child recognize the grocery items? 
(If so, which items does he recognize?) 

Does your child recognize street signs? 
(If so, which signs does he recognize?) 

Does your child recognize business or other signs? 
(If so, which signs does he recognize?) 

Does your child point out and name words and/or letters of the alphabet 
around the house? (If so, which words or letters?) 

Does your child recite the alphabet without mistakes? 

Does your child receive any mail at home? 
(If so, in English or in Spanish?) 

Do you read mail from relatives or friends to your child? 
(If so, in English or in Spanish?) 

Is your child interested in printing? 
Explain. 

Additional Comments: 

115 
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ENTREVISTA DE HOGAR 

Feche de Nacimiento Nombre~ ____________________________ __ 
--------

Feche de Entrevista Sexo ------------------ -------------------------
Escue1a -----------------------------

PADRE MADRE 

Donde Nacio Donde Nacio ----------------------- ----------------------
Educacion Educaci6n ------------------------- ------------------------

E.E.U.U. MeSdco E.E.U.U. Mexico --- --------- ------- ------
Ocupacion Educacion 

~-----------------------------------------------
HERMANOS 

Hermano(s) Edad Hermana(s) 

HOGAR 

6Ademas de ud, viven otros adu1tos en su casa? 

(Si 1a respuesta es afirmativa, 6Quien?) 

lQue idioma(s) se hab1a en su casa? 

(lQuien las hab1a?) 

Edad 

lUd. 0 a1gun otro adu1to 1een 1ibros, revistas, periodicos, etc. en 

su casa? lEn ing1es 0 en espano1? 

lUd. 0 a1gun otro adu1to 1es 1een a los ninos? 

lEn ing1es 0 en espano1? 

lSubscribe ud. a a1gun periodico 0 revista? 

lVe ud. 1a television con sus ninos? 

lEn ing1es 0 en espano1? 

lCua1es son los programas de televisIon predi1ectos de sus ninos? 



~Lleva a su nino de cornpras con ud.? 

~Hace ud. lista de 10 que va a comprar? 

~En ingles 0 en espanol? 

(8i 1a respuesta es afirmativa, Le ayuda su nino a escribir la 

lista?) 

LEscucha ud. e1 radio? 

~En ing1es 0 en espano1? 

~Ud. 0 algun otro adulto escribe cartas a parientes 0 amigos? 

~En ingles 0 en espanol? 

(8i la respuesta es afirmativa, iToma parte su nino en escribir las 

cartas?) 

~Ha recibido ud. 1ibros 0 alguna otra materia de la escuela? 

~En ingles 0 en espanol? 

~Que hace ud. con ellos?) 

~Ha side ud. voluntaria en el aula de clase? 

~Hace ud. actividades de la clase con su nino en la casa? 

~Cuales actividades? 

NINO 

~A que edad empezQ a hablar? 

~Fue su nino a algun jard{n de ninos? 

(8i la respuesta es afirmativa, ~Por que 10 mando ud. al jardfn de 

ninos?) 

~Por que manda ud. a su nino(a) a una clase del programa PACE? 
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~Ha empezado a leer alguno de sus ninos antes de empezar la escuela? 

~Ha tenido problemas alguno de sus nines con la lectura en la escuela? 



6Cree ud. que padres deber{an de dar ayuda con lectura a ninos 

preescolares? 

6Le gusta a su nino(a) que Ie lean? 

6Tiene libros propios su nino? 

6Visita la biblioteca pUblica su nino? 

6A que edad dirfa ud. empezQ su nino a ensenar interes en el idioma 

escrito? 

6Usa su nino la mana izquirda 0 la mana derecha? 

6Le gusta a su nino ir al mandado con ud.? 

6Tiene su nino la oportunidad de encontrar ciertos art1culos? 

6Reconoce su ninos los artfculos para comprar? 

(Si la respuesta es afirmitiva, Cuales son los articulos que 

reconoce?) 

6Reconoce su nino los letreros en la calla? 

6Reconoce su nino letreros de comercios 0 algunos otros letreros? 
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En ingles 0 en espanol? (Si la respuesta es afirmativa, 6Cuales son 

los letreros que reconoce?) 

6SU nino Ie muestra 0 nombra palabras 0 letras del alfabeto al rededor 

de la casa? (Si la respuesta es afirmativa, 6Cuales palabras 0 

letras?) 

6Recita su nino el alfabeto sin equivocarse? 

6Recibe su nino correspondencia en casa? 

6En ingles 0 en espanol? 

6Le lee ud. correspondencia de parientes 0 amigos a su nino? 



iSe interesa su nifio en escribir? 

(Explique.) 

Comentarios Adicionales 
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