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For the past three years my colleagues and I have been conducting a study

We got into this line of work

of litEfgey‘iﬂ’hﬂmEE aﬁeré young %hiid:Eﬂ live.
it promised to answer some questions that hgigiﬁaghe:;d educators as
8 ﬁsrents for a lang_tige- We know from ‘a variety of sources that

who read to the;z kids and have a lot of books around the house are
likely to have Ehildféﬂ who &are gﬁggessfui in school. 1In fact, knowledge of

the alphabet is one of the best predictors that an entering first grader will
rn how to read a what the school considers a reasonable sta dard. We also
their children in a supportive, yet non-

le
know that ps:en;s who interact ﬁith

children wha score rélstively high on standardized tests, which in turn are
aur EEEﬂdEfd mean of predicting a:haﬂl‘éuccesé feagg Alay, 1949; Sheldon &
This pattern of results

Carrillo, 1552 Wells & Raban, 1978; Wells, 1981).
/ suggeste that there is.a causal :anneztian bgtwe n literacy e;getienbes in the
: home prior te beginning schoal and sehaal success. - -

There areitwé major flswg in our Eﬁgﬁledge sbaut the importance af early

engauntefs with print. The relevant data are lgrgely :afreigti;nal aﬂd ‘obser=
vatiaﬂal leaving zausslﬁ%laims ﬂpeg to "third vgtigble" explanationsz (e.g.,
This is an inpaftaﬁt priblem, but not

parental and child I1Q’s fa? e:gﬁple);i
Eﬂe one that our work has bee§’aimed at. We are willing to grgnt that-it 'is
good ‘thing in our ;aéiety faf-éa’ nts ; 1ntergat é%th yaung ghildrea aruuﬂd

+ However,’

print, even if *arrelééians with prgﬂigtq: variablas can be faulted:

we want to know more about what kind of gqudxthing enrly litéracy 1is..
sumed efficacy of felﬂiﬁg llgud and geaerals

%

At the

moment we hsve aﬁly the pre

£ .
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- : 2.
 exposure to print as mediatiﬂé‘neghagians for esdrly agia;urg to ptiﬂé- Ve
- \tkncﬁ ilmoat>na:hing.§bau; the frequency of reading eégg:g other than story ;
time in ?ystemaci; u;ysg Yet, it seemed unfeasan;ble to assume zhaé scor;
- book reading is-;he 7aua§ ghiid’é only exposure to print. °Olr e;perieﬁce as
children and parentsa belies that notion. Moreover, we héﬁe no ;easanrtc

‘expect that storybook reading will be equally representative of literacy

experiences in all homes. ’ .

i - e \ )

‘This uncertainty about the range of literacy activities that ;Ea:ncteii;e
people’s evérfaa? lives at home produces corresponding uncertainty concerning

social policies intended to increase students” achievements .through home . .
- £ i < . ,i, : ' \. i ‘ - ' - !
) intervention. Should we aim solely at increasing prescribed forms -of activity

(story reading for e;gmplé) or atfemp: to modify mother-child interaction in

some general manner? And how, whatever our aims, can they be impiénenced in
4n era when government intervention in the home lives of citizens,Kis idealogi-~

cal amnethema?

We decided to confront ;hese'issﬁes.d;re,glj by arranging to spend signi-

-

—

ficant amounts of the time in the homes of a selected number of' low=income

families in tue San Diego metropeclitan area, We focused on homes where there

.

were véry young children (ages 2-4) in our study as‘a way of finding out what

i

. % ~ _ ~
the pre-preschool print-related experiences might be. 3
~ « " /

=

We went into these homes accompanied by a good deal of umeertaiﬁ;y and

-qﬁe prior conceptions. We were particularly iaterested in the ::ﬁgei struc-

| fferent literacy events. We were aware of the corre-

ture and frequency of d

"+ lational data linking home and school success, which we used as a kind of

I

bgékggagnd of copmon wisdom. What we wanted to know was whether there were

& ! : a“.

Q
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kinds of literasity experiew:es ormer than story. reaﬂing that provide systematic

and Eheareticaa-;'uaifaA asuises of legrning about print. We iefg also very
3 .

guraticen of pespiie” = ‘ivem. Couvld we identify égts;de sources of literate
activity (echurek, schorl, govermmental &ﬂenmegts)? Weuld Eh;fe be ény group-
ings of s;:ivizi;l that might lead us to identify eulzural elgments in- the
agganisatian of iiterate practice? We were, in effe:t, at:emp;ing to build a

broader notion of liﬁefg;? practice in the home to be used in future quantita-

. tive work either -as independent variables (to predict school success) or as -

dependent variables (to measure the effect of some intervention) .
e T

@

) ) 2 = C it ) < s . o
ur goal in this research was to describe the home literacy experiences
of twenty-four low-income children so that we might gain samé iheight into why
such children, a8 a gréup do not succeed asg well as Ehgit,niddie class coun-

in learning to read and ﬁfite. We reasonmed that ebservgtian of the

terpart

children gnd their families as they went. about their Everyday g;tivitigg would

be tbe'best way of developing accurate and detailed descriptions of the

o !
literacy in the children’s lives. -

Self-report interviews would not be sufficient to accdmplish ow. pur--

poses. hith‘iﬂtgrvieﬁs not only is there the problem of parents giving_
: moclally acceptable anéﬁers~cg‘p:ﬂblem vhich can be 2i§egﬁ§ented to gome
;:téng by disguising the purpose of the interviev and désiéﬁ%;g the interview '
sueh that there are double checks on the fgli;bility of the 12£E§?i§£§é'§

§
i

tgapaﬂsés)- A more fundamental problem iith usigg an intervigwifgehnique to

g4 ther 1ﬂfafngtian on children®s ﬁrenchnal literacy a:périenegs is that so




=
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often reading $§g_ﬂriting events are’ such intggrgl aspects af the streanm’ af
evetydgy activigies thst they are nat recognized as literacy by the adults in
the home' (and thus are not- recallea du:ing an 1nterviec). We were interested

not just in well-marked 1iﬁe:acy events like story reading or homework but ia

- the entfre range qf,teadiné ahd writir; experiences thé children had. Addi-

u

: :iaﬁaliy, we ‘wanted to gblerve the children”s activity when they were alone.
As parents may be gngaged in some other task while the chiid is ‘writing’ or

' lanking at a book or invelved with an older %ibbling 1o @ li:erszy Event, they

L

ofterd miss.these aspects of the child’s literacy experience. Thus, much of .
! : . ' .

what the children do and what ‘the adults themselves do can go unreported
unless someone har been trained to observe the reading and writipg which ocecur

in the child’s 14f..

I N

The approach employed in this research, ther, was to conduct extensive’
observations in the homes of low-income farilies with preschool children. The
observaiions weré used to develop descriptions of the nature, aims, and func-

tions of and values attached to literacy in the families.

It was important that the observations be conducted over an extended

" period of time. 'The reasons for this were two<fold. Firat of all, in order

to make claims about the literacy environment of the home, it was necessary .to

sample the activities adequately. It takes time to get a ‘feel’ for (as well
as s quaﬂcita:ive assessment of) the .daily 1literacy activities of the homes.

It was imporzant to observe during differeat times of the day as well as dif-

. ferent days of the veek so that an overall pie:gre of the diffgf!nt phangs of

faxily 1ife Eight be developed. Therefore, we needed to spend an adequate
amount of time in the homes to get this picture develsped.

/s ' v %

- .
- §
2 .

R PRI e e el

e



“Final Report . . i NIE-G-79-0135 ~
. 5
At the time this study began, there were few guidelines we could draw
/fzpaﬁ 1n cahducsiug our observations. Since no comparable xescarch had been
done previously we could not predict how many hours of ohservation would be
required. Therefore, we wanted to give ourselves ample time to understand the

literacy of the home.

A second reason for conducting longitudinal rather than intensive obser~ :
vations was our interest in changes over time. Becaur= wWe viewed literacy as

social activity and iiteracy learning as a process of internalizing social

La]
b

elations, we were e@specially interested in the development in adult-child

inte:actiaﬁs involving literacy. Such development is what is heﬁ;eniﬁghin the
) ﬁavg&frﬁm interpsychological to intrapsychological Eunctiaﬂing- According to
ngafsky’s"(1§78) theory, the child would gradually assume more end more con-
trol évg:-ﬁhgt had begﬁ iointly cana::getéd ngtivizies. Only longitudinal
Qbﬂéf§g€19ﬂ8 would enable wus :a_gssess.the applicability of this thesry to

literacy 1eérning_

. As it turned out ‘there were also other changes over time faf several of
our families, chaﬁgeg which directly influenced the literacy enviromnment of
the home. Fsmiiy sepgrat%ang, the birth of additional chiléreﬂ, changes in
employment status--all né these had.gubszgng;gi effects upon Ehe‘liﬁg:a;y_
activities in certain of our families. Such happenings are pat;jaf the flow
of reality for many famillies in our sa:ig;y,;gnd;thus the iépar;gnce of
;bjgfviﬁg longitudinally in order to understand the prcctieg of ligeégcy was

reinforced. , p
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e. " The children studied were between approximately 2 1/2 and 3 1/2

f

years of age when they began to be observed. Children in this age_range ﬁe:é

chosen because, although initial encounters with print usually aécutvgsfare
this time, it is generally about this age that (1) children.begin to explore
reading ond writing on a more extensive basis and- (2) that the bulk of what

L

will be their preschool literacy experiences begins.

As was mentioned above, we focused only on laﬁsinéaﬁg séipie because, as
a group, these people tend not to achieve as well in reading and writing as

A . . E
their middle and upper class counterparts. Furthermore, we were extremely

interested in how cultural background would affect the literacy activities to
which the child would be exposzd. We wished to examine the cultural préétice

thedry of development (Laboratory of Comparative Enﬂan Eagnitian, 193}' in
press) and to assess the feasibilitry of :hg notion of 11Eef cy as cultural
practice (Anderson & Teale, 1981). Therefore, we includéd in the sample fami

lies from three different ethnic groups: Anglo, Black and Mexican-American.

= ' ™

Alsa, previﬁus-feaeafehihas shawﬁ'zhs;'g;rlaf aehiévgnent in reading is
K ?

higher than that for boys (Downing & Thackrag, 1975; e Iﬁérefafe;'ﬂa included

equal number of boys aﬁd_gifls in the gample so -that we ﬁight see if sex was a

factor in de;grniniﬁg the prescho a; literacy e:pe:ien;eg of the :hildren; "

i

It is relevant at this paiﬁt to discuss in some detail the sample selec-
7 E

tion pfﬂ;gaufes that wvere used .to obtain uuhjgezs for the research. Our ttif

:la ‘and :ribulgtiang can serve as useful instructions for.others ﬂiﬂhihi to

;:udr the home” 11;2f3=y g:petienzes of preschool ghildrgn- ;!e;u;e e

- R i . B )
spent their time at home, in interaction with parents. Hg were/not inter:sted
, : , v

e E ]

A
. ' o i E;
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in children who were in day care, nursery school, Head Start of other institu~

&

tional situations. This does create some difficulties for iﬁbj;gt selection.

It is far easier to get cooperation of a school or day care center where there

is a pool of children whose parents can be contacted about participating in.

2

the research. Our task was to find low-income families with ptegeﬁaal chil-

dren who wanted to be involved in our project.

Ve started b§ contacting community agencies and o:ggnisatiou§ (Urhan
League, Chicauna Fede:aﬁian; churches) té see if they could put us ;ﬁiganggeé
with any appropriate families. This strategy yielded liniteé -uczﬁps;) At the
same time we began by “hanging auﬁ* at 1@=atisa§ like the Hélfare/bffieg vhere
ve reasoned we could make contact with low-income families. A few families
were found in this way. 41;@ we gzzenptgd:ta work at the in;:itu;ianalxlg?el
with the Welfare Offiég to see if they could put families in touch with us.

Unfatéiﬁately, we met with no succeas using this procedure.

Our two paée useful strategies vere the following. ﬁe contacted Ehgr
Uamgn’5; Infants, aﬁd Children (WIC) Program, a! program which provides nutri-
tional advice and suppafg-faf 19wiig=nme,£;miiﬁéa~ They arranged for us to be
able :? deliver, a brigé talk on the project to Ehg groups qf mothers ﬁha came
to their office. Then arrangements were made with in:gfesteésma;ths'Ear a

researcher to visit their home and explain to them the details of the project.

Our final strategy was perhaps our most productive. We canvassed what we

kney to be low-income neighborhoods and delivered to each household a flyer on

) ) A . . : i :
the project. It briefly described wvhat we were interested in doing and

invited parents to phone us: at the uiivgfsity for :édi:i;ﬁal information if

they were interested in:piftieipltiﬂg- When a family phoned, we would explain

.

P T
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_the prgjeet in more detail and Ehen ;rrnnge for a fe;es:ghgt ta visit the home

- ‘to talk with the family.

. This whole procedure was a pratfseggd one and points up the diffic ult i £

of finding subjects .for extended nnturalis;ic/nbggfvatianal reseafch wha

i

not associated with an institution like a sghaal or day care center. I ‘all,

direct contacts with potential subject were most ﬁrafi;gblg, and we wpuld

especially employ the “flyer apprcach’ were vel ta begin another such project

Through these strategies 24 target childrenl! and -their families (8 Anglo,

L

Insert Table 1 abaut here

8 Black, .8 ngigan—Amefican)z were included in the sample. Table 1 sets out

information on the entire 24 families in the sample:. the age and sex of the

target child, the members of the family, and gﬁe‘aééﬁpsﬁians and educational

levels of the parents. : o g

Data Collection. Naturalistic observatiocns of the children and their

families were conducted fpr periods of from 3.to 18 months. Our main method
’ : # ‘
of data collection was field notes. We aiso audio taped some interactions and

used transcripts of these tapes to augment Ehe_figld naz§s} As was mentioned -

=

1. Ihe term Egrge; child is used to refer to zhe preschoocler in the family who
vas the focus of the abaerva;iang- \ .

2. The term Mexican-American is used in the same ﬁa?'ht ‘was by Laosa (19772,
referring to persons born in Mexico whe now hold United States Eiti:eﬂship or
_otherwise live in the United States or whose paren:a T more remote ancestors
. immigrated to the United States from Mexico. It-also efers to persons who
- tracé their lineage to Hispanic forbears who resided within the Spanish or
Mexican territory that is mow part of the southwestern |United States.

(€]
ERIC
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Identifier
Letter b b/ ¢ D E_
= i / 5
! TEi‘gEE \ __ff. ‘ ' //
Gild T e bbby /| Babars | Kelstin Ale
' (Age, Sex) e ' yd e rs ' S
(3-10; M) ) " (2:8! [) (2.8, F) (2!4; F) (ziE; M) '
= ’ S =
. - . Father (44) | FPather (44) o |
Adults in Father (22) Nother (42) Mother (42) Father (24) Father (25)
Hone (Age) | Mother (22) | Awit (23) | Daughter (23) &| Mother (22) Hother (25)
\ S Unele (25) Husband (25) | -
- '7 - 7 - i }. ;*‘:' T e — - s ] s B
mmﬁm Father - Atten-|: Father - Atten-| Father - Father -
Occupation ' | cgn_dﬂitipning_r f dan; gt nursing| dant at nursing Ea_iq;ef; Marine
*of Parent(s) | Inetaller, plup \home * hone, requently
y bet's helper;/ | Uncle - School | Uncle - School | uneaployed
. frequently custadian custodian
¥ "Tjter LI) | Brother (18 Brother A - Sster (5
: Stster (1) | Brother (19 " ~ Stater (9
S1blinss l / Sister (13) Sister (1 ) ‘
s ot f/ ; Stbter (1) | Sister (11 \
(hge) ( / Si%tét (2.8) | Brother (2.8) ,

’ ] Cousin (4.5) | Cousin (l» 5)

‘\f 5 { \‘ \ ¥ f ‘
 Parental FE!A F=12 Fall ’ Faf =11
'Educatiun = ]2 N=1l H=1l Ne=1? N=al12 o,
" (Years) { '

i e — | ] i _t =
S L . — j
A N Yo
Ethnicity Anglo Anglo Anglo nglo ¥
E KTC | 5\\
i B Ft. \ '




a—— ‘*G = s 1 = j — K ..L— — H_ =
Paul Hol1y Myeesha Natalie Amin Denise Harvey |
(L2, 1) (7,8 (3.0, §) (3.5, § (2.8,1) (2.8, ¥ (.10, ¥

Mother (28)

Father ()
Mother (29

Father (25)

Hother (25)

Fether (3))
 ¥o-ther (%)

Father (317D

Mother (37D

Mother (27)

Mother = Suppor

ted through
welfare

Father__ - Trsh
haulerg fre
quent Iy uner
ployed

Tather - Unenr
ployed

Fether - jal-
thr

Father -
Janitor

Father - Pl ay-
ground
supervisat

Nother -
Supported
through
velfare .

TA.H’.*.E o R

Brother (5.1)

. Brother (2,0)

Sister (1.4

Brother (0.3)

Breother (8)

Slsster (5)

Brother (f)

Sister (9)

S

Sister (6.59)

e

Sister (0.11)

Brother (28) | Sister (3.5)
Hel2 = CFell F= 12 F=l2 F=1] M= 10
M= 12 =12 M= 12 H=12 M=1]
Anglo Anglo “Black Bl=ck Black Black Black




4lethia Lori .Alma Luis Juan Maria
(2.5, B (3.7, F) (3.5, B (2.9, M) (3.0 , M 32,9 ‘
Stepfather (24) Father (38) Father (30's) Resident male Father (32 ) Father (31)
Mother (24) Mother (32) Mother (:B) (32) 5 Mother (29 ) Mother (28)
Aunt (22) Mother {26)
Father - Laborer| Father - Father - Drapery Male - Unemployed Father - . Father - Sheet o
(part time) Unemployed naker Mother - Teacher| Electrical metal worker - |—
Mother - Clean-| aide * Assembler
ing woman (occ.) %
. 7 Avonvep. | s o N
Brother (15.8) | Brother (11.3) [ Sister (5.9) Brother (7) Sister (5) E
Brother (11.7) | Sister (B.10) - Brother (5) Brother (4) r
Brother (4.8) Brother (5.11)
Brother (4.10)
M= 12 F=12 F=12 F=0 F=6 Fi= 7 .
M=12 M=1 M= 12 M=7 M=6 |3
Black Black Mexican-Anerican | Mexican-American| Mexican-American| Mexican-American| '3

Q
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TABLE #1

U ) \ W I
Terri Roberto Ronnie Miguel
(3.2, F) (3.3, ™ (3.0, M) (2.5, ™

Mother (20
Grandmother (55)
Grandfather (47)

Father (35)

. Mother (45)

Father (28)
Mother (24)

Father (32)
Mother (32)

Aunt (22)
Uncle (12)
Mother = Security
gua§§ (§D521y Y=l Father - Heavy Father - Father -
é@p g?é % ) equipment Laborer at Laborer
c§§g¥f§f:§§%5 operator shipyard (on Mother - Avon
Laborer (on & off) and off) representative
Aunt - Typist _ B
Sister (6.3) Brother (6.5)
Brother (2.9) Brother (4.7)
Brother (0.3)
M= 11 F=6 F=12 F =12 )
M=0 M= 12 M=10
Mexican-American| Mexican-American Mexican-Ameri-an Mexican-Ameri can
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sbove, &bservations-were spread over the hours of the day during which the’

child waa typically awake and over the seven days of the week.

' As researchers we assumed the role of observer partieip;nt when in the
homes collecting data. That is to say, ve'respanded,apprapria;gly to conver-

sation directed at us but initiated no interactions during the ‘shservations.

There were two focl for the observations. One was the target child (TC).

The observer would follow the TC wherever the R went, thus taking notes

€

according .to what the TC observed and/or experienced directly. The other
focus of the observations was on literacy events, those occasicas upon which a

person produced, campreheﬁ&ea, or attempted to produce or comprehend written
13n§usggi Any timé the target child or anyone in the TC’s immediate Eﬂviran;
ment pi@kgd up é:bﬂdk. wrote a note, signed his or her géme, scribﬁled or- was
ih gn§ other way egégged vith written language, we characterized :ﬁg event as
fully as passible;- We attempted to describe the actions which took place, the
context of which the event arose and was played out, the participants in the
event, any activities which ;s—aceérfed or alté:nateé with the literacy event,
it. 1In this wvay we spdght to develop a picture of the child®s direzt literacy
experfences as well as‘the literacy experiences which she/he had the opportun-
ity to cbserve.

To give # flavor for the basic data actually used for the analyses per-
fér;ed in this p:ajggt; we include here some -:nﬁie events. These events are

“cooked" notes (Spradley, 1980) rewritten from raw field notes taken during

\gt:’ahlerv-:idhs; A '
i P '7 A
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(=30 Min.)

Piele—l Nates
Decemember 12, 1980
(2= min.) \
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Literacy Event - A '
P

M (eather) is watching TV, 1IC is in :nd out of

"the room. Dad reads the classified ads of the
newspaper, apparently lcoking for job possibvi-
lities. A8 he reads he occasionally circles an ad.
The event ends wvhen Dad puts down Ehe ﬂeaspslagr and
gaes out to get the mail. !

Literacy Event B .-

M (otfier), TC and baby brother have just arrived

_at the grocery store. After they go in the two

children are plsced in the cart, and M does her

) Shapp%ng. M uses her list (comstructed just before

leaving home) as a reference for selectling .certain
items. On occasion she glances at partic:ular labels
and selects items quickly; at other times she reads
labels carefully for a mpuch longer period of time. -

"TC spends nt‘;h of her time playing vith the items in

the bagsket. As the family checks out of the market,
M pays for the items with food koupons and signs her
name to each of them. The event ends after ‘the

check=out: operatieﬁ is completed and \t.he fgiéy heads

home. et . y .

L3
’

Each of these write-ups represents one 11tétacy events Note that the

- durat=1on of the event is also iﬁéluded-r In our. analyses we used both fre-

quenc=7y and duration as quantitative indices of th‘e:lieracy environments of the

= =,

homes== . The time, or duration of the event, was eéng:ldEfed to be from the
Y

\

begimeemning of the activity which the literacy ge\diate;d to the end of the .

activ—ity. In ?vent A above we see that the event lasted for 30 minutes and

thag <zhere was literacy going on for the entire duration of the event.

Q
ERIC

~

~

19

"\



Pinal Reperg NIE-G-79-0135
§2

Bovever, n=>tice Event Babove, BHer— the activity, "shopping,” lasts for
25 minutes. The=re is, of couse, 1.i:eriu;y mediating this event- That is,
nearly all the s=ctions of ’Eere; organige=d around the print on hef shopping
liat or l;h,a;[: aon “i:ackage ;g’bglsi ‘But the = reading/writing itself does not last
the entire 25 afinuytes. Nevertheless, ve - code it as a literacy event lasting
25 minutes becaL_ise we comsider that the activity itself with its associated
motives, g@glé, a_nd operatims is the fu—mdamenral unit of agglygis. There-
fore, ve have c=—mnsistently coded time (d*®Buration) as the time involved from the
beginning to the= end of the stivity. )

Also, one c=ther point shout our met¥ hod of srganizing notes for analyses
ghﬁuld be pade. Our objective vas to fomrus on the contexte of apacific
literagy wents as we wrote ip thé obser—wations into the "cooked" form which
would be uged fomr analyses. 0n m,s:ly’ octanazions the contexts of individual

: y :

literacy events overlapped tosuch 8 deg—ree chat to separate them and then

-

view thet only ma = separate literacy evenmars would have distorted the sense of

L] f
" the way in vhiclam the literacyenviroumens—T evolved in interaction.
! That 18 t¢ =may, often sme action emmmbedded Hithin one literacy_ event A

ﬁﬂi;llﬂr trigger 11i_teracy event i or aomethE=ing which co-occurred with literacy
'+ “event Cwyld ca_use literacyeent D to Edbegin.

Here i&8 ap example of suith an ﬁgensivelﬁﬁedégd literacy sequence. We

prggent\,;hg writ e—-up from £ield notes anc—1 then discuss how we approached the

\{;nalygis of such . sequences. _ .
M e m .
- ( ’ - /‘i o 5 Y - .
Field Notes >~ - 1:26 S (TC"s sEMister) comes homé from her first day
January 28, 1981 ' back st school smfter a long absence due to illness.
(61 Min.) © .S cmes into the== kitchen and finds M chatting with

|
'
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O at the kitchen table. S shows M all of the home-
work she has to do as a result of her absance from
school. S and M diascuss the amount of work to be
done, the subjects and when it .is due back to the
teacher. 5 wants to go out and play but M decides
that they will get stzrted on the work "right now."
M asks 5 to decide what she wants to do first (i.e.,
"what do you want to start with."). As S begins to
sort through the material (dpparently to decide what
she wants to start with). M leaves the kitchen and
returns. (followed by TC) with two versions of the
Bible, Aid to Understanding the Bible, a pen and a
tablet. M informs O that since she is going to be
helping S, she might as well write a letter to ome of
her church brothers who lives in Arizena. When M
returns to the kitchen S says to M, .

1:36 S: Ma, Help me with my spelling words

M: Let me see them.

S: (Hgﬁds a spelling 1ist to M)

M: r&mmes the list of spelling words)

‘M: Okay, we’re going to do these like we
always do. You write each word five

times and when you finish 1711 give
you a little test. .

1:38  With this statement M hands back the list of
wordg, tears off a page from her tablet and gives it
to S and S begins writing the spelling words. TC,
who followed M back into the kitchen, has been watch-
ing and listening throughout the interactions, now
asks M for a sheet of paper and a pencil. M gives TC
a sheet of paper and & gives her a pencil. M then

. starts writiog her letter, S begins writing her spel-

1ing words ad N starts producing marks on her page.

1:42 M opens her Bible for the first time. M is
flipping back and forth through about eight pages.
Thea: she finds what she 18 looking for and directly
copies 8 passage from the Bible into the letter.

ol

I:44 TC writes for maral minutes until her ysunger
brother comes into the kitéhen éarrying TC’s bat. A
struggle for’ possesion ensues cpusing M to stop her
letter writing activity in order to settle the

dispute. Then M'goes back to letter writing. As M
' .continues writing the letter she pauses twice more to

search for and use quotes from the Bible.

i
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2:03 S tells M that she’s ready to take her spelling
test. M stops letter writing to recite the spelling
list. After reciting each word,' M would pause and S
would £1ll the pause by verbally spelling the recited
word. While going through the list M varied the
order.of presentation from the way the list was con-
structed and the way 5 had practiced writing them. S
spelled each word correctly and M rewarded her with
praise. M and S repeated the list three times in
succession before M suggested that S do some math.

2:14 After giving S5 the spelling test M 3aés back to

letter writing for “about 15 minutes. The event ends
when M stops to chat with O. :

Su:hlgeéuggzgs raised importgnﬁ issues for the concept of literacy event.
In some general seaée this enggte:pe:igd wvas an extended literacy interaction.
However, we wished to break it d@éﬂ to iqs component parts, therefore we
qpeeified-guideliﬂes to determine where one literacy event ended and another
began. We saw a iitefécy event being deﬁineq by (a) one of two general
literacy actions (reading or writing), (b) a participant structurc

(literate(s) alone, litersates interactive, literate-TC interactive, TC alone,

a

. . ) . ) . . |
. and a few others), (c) the literacy materials involved. When two or more of

these facets changed, we EGﬂBidéféd that a new literacy event had begun.

In the example just presented, we used the criteria stated above to par-

‘tition the sequence into the following five lireracy events:

Bvent 1: Literates Interactive (10 min.) S (TC’s sister) and M
(TC’s mother) review and discuss homework ﬁa;erials.

Event 2: Literate Alone (25 min.) S studies 1l1st of spelling
words. S ’ : '

Event 3: TC Alone (6 mi .) TC "writes™. names on a sheet of paper.

Event 4: Litnrata \Yode (&D min.) M writes letter to a friend and

reads the/Bible. Event alternates with settling a dispute
and giﬁ g & lpalling test. .
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Eve=nt 5: Literates Interactive (11 min.) M (reads) recites list of
spelling words to S. In turn S orally spells the list of
words.

The crit—ical events in this sequence are those which involve the homework.
First, b»ecause the homework itself seems to have set in motion this entire
sequence= of events. As important, however, is the question of how many events
occurred® during the interaction between mother and her seven year sld

daughter— . The answer, as we have indicated above, is that there are three

differersmt but related literacy events embedded in this extended interaction.

The== opening event in the sequence involves mother .and daughter reviewing
8 range of school related materials (spelling exercises, math exercises,
phonic e==xercises and word teeagnitit;n exercises). Both pafticipéﬁts’ are read-
ing and discussing the material. After several minutes of this activity
tother 1. eaves the reocom, which changes the épéfrtif;i‘lpaﬂt structure. However, for
twvo reas=—ons the event continues; (1) the reviewing (réading) of this same

paterial continues, (2) even though mother leaves the room, her question,

'what do you want to start with?" 1is a continuation of the interaction. This

returns , to the room (i.e., "Ma, help me with my spelling words"). This event
inds whewmn the interaction becomes more focused around a single spelling list.

The focu==s allows M to prescribe definite steps for S and sets up the mext

, tvent.

Evemnt 2 can be differentiated from event 1 because of a change in parti-

¢tipant s®ructure (from literate interactive to literate alone) and a change in

the Iitemscacy actions (from reading to reading and writing). ‘The isolation of

wents 3 and 4 from the others should be obvious. Both TC and mother are
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Ay

working alone (lndepen «<dently) using different sets o: f material to accomplish

diffsrent ends

The difference be T ween event 1 and event 5 18 nesot quite as obvious as the
differences bitveen thee other four "events: The(bssi::qu,estiﬂn is; how can
event 5 be comidered Zms separate from event 1, espesmcially since we see the

same material id the ==same participants in the two ewsrents. The answer focuses

on the materifsl. Even though the spelling list was =—involved in both events,

it was used differentlwy with differé&nt consequences IEor action in the two
events. In evnt ] the= spelling list began as just gnathe% printed sheet
among many (fuctioning=x in much the same mamner as wve—uld a single égge in a

1ze the next literacy event for S. In event 5 the . 1mE st functions as the focus

of the event id oxganik zes the entire interaction int—o" an initiation-reply-

evaluation seqence (dﬂseussgdrin the next chapter). Moreover, this different
function of th naterjaml results in differ;nt literac—y actions being carried
out by the participgnés - This is especially true for— S. 1In event 1 ba:l;; par=
ticipants are simultaﬂmﬁus_lyﬁ:eading and discussing t—he same material (this ;s
a review sesasin), Igl jEVEﬂt 5 M reads tlli/en tecites e=ach word on the spelling
list whiie S onlly r¢nmders the spel? ‘Lng of .each word™ recited by M (a test
sii;ua_i;ioh). Tws the dEAfference between the tWo evemsts results from changes

in material and chapRe¢s= 1in literacy actions.

= |

Aithaugh W dié piggk apart these extended sequens-ces of interaction so
that individul |itergc—y events could be tallied and =wsed in the qu’gntizgziv;
anglyses‘; we ali0 kepy =ssuch sequences intact for our ssgualitative analyses. In_
t:h:}.a :my we sttomptefl te=> treat Eh‘ei sequences ap;r;é?zi;igely for different pur-

: 26 -
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poses.

These types of write-ups then, represent the da*a collected from our
observations. The presence of an observer in the homes ueemed in no way to
stifle the reaéiﬂg and writing of the members of the heuseheld. On the con-
trary, in a few families Eﬁtrg literacy events ﬁére almost certainly staged
for our benefit ‘until the novelty of having an observer around had ﬁﬂfn'ﬂffa
Because of this %act and our time sampling techmnique, we would say that, if

anything, the findings reported here may represent a slight overestimate

rather than an underestimate of what normally occurs.

Usually during the initial visit to a family, we conducted a Day in the

Life Interview. This interview served to give the researcher an idea of the

parents” view of a typiéal.day in the family“s life and was used both to cor-
; i . = :

roborate what was observed and as an indficator of the times when -literacy

events would be most likely to occur.
s

The Study

"The activities involving print which we have just presented represent a

. few e:émélgrg of the influence of culture and society on the development of

literacy Eég one preschool child. Earlier we stated that we believe socilety

R

exerts a stronger influence than does culture on literacy development in the

“United States. This is not merely a speculative glg;ﬁ-k Rather, it is based

~-.on a two year ethnographic study which my colleagues and I conducted in homes

ﬁhgfé%;ﬁuﬂgaghildrgﬁ ligg- thg research participants in your study were 24

'ngtzapaliﬁanf5233*§f San Diego and equally répfesan:ad'thfee ethnic groups

" R



Final Report ' ‘ . NIE-G- /9-0135
i8

(black Americeu, Mexican American and Anglo). Obsarvations were focused on
the preschool <hildren but alse included the daily activities of their fagi-
lies when the child was present to observe or narticipsate in them. Observa-
tions_were conducted for periods of from 3 to 18 months. The numbers of home
visits per child raged from 9 to 49, and the aumber of hours of ab;érvatians
per child'ranged from 16.5 to 142, with the total number of hours of abservaéf
tions in the homes of all the children exceeding 2000.

Our basic approach employed observational techniques which Bere-pfeservéd'

- -

by detailed field notes. By this approach wk attempted to describe ga‘fﬁlly

as!pgssiblé any and all literacy events which occurred during Bﬁséf;gtiaﬂ e
F ¢ :
periods. We defined a literacy event as any action sequence , involving one

or more persons , in which the production amd/or compreheusion of print plays

a role. Anytime the target child (TC) or anyone in the TC’s immediate

enviraﬁmgnﬁ directly ugeé7é§y type of 1;&;:323 technology (e-g-,:g book, a ”
pencil, a newspaper, etc.) or was in any other way engaged with ﬁritteq
language, the observer ahars:terisea-the event in their nage%i‘gé Euliy ak -
possible. The focus was on providing a déggfiptian aféthe actions which took
place, the cgntei:s ffﬂmnﬁti:h the event drose and ias.plsyedxiat, thegﬁgrti-
cipants in the event, any activities which co-occurred or alternated with the
literacy event, and the activity which oecurée " after the event ended. 1In
this ﬁay:ve sought to develop a picture of the child’s direct invai%gmént in
literacy events as well as the literacy events which s/he had the opportunity

a

to observe.

[T S
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Observations were spread over the hours of the day during which the child
was awake and over th% seven days of the week. We attempted to interfere as
little as péssihle in the normal activities of the families, and thus assumed
the ralg of passive observer. The presence of an observer in the homes seemed
in no way to stifle the reading and writing of the members of the household.
On the :ant:aff, in a few families extra literacy events were almost certainly
séaged for our benefit until gheinavelty of having an observer around had worn
off. Because of this fact aﬁd our time sampling technique, we would say that,
if anything, ;hé fiﬁdingé reported. here may represent a slight'ave:eszimﬁce
rather than an underestimate of what nar%ally occurs. :

r

Chgpter III Resu 1 1ts

Overview . )
% i

As hLas been diseugaed in the previaus chsptef, the target péragn af our

obgervations wzs the pfes:hgel Ehild. HE wanted to knav vhat canstitutes

¥

thgre wvere kiﬂds of litera:y experiences ather than story resding that pravide
TR o

these pre chaalers with gystemaﬁig and useful sources of 1earniﬁg about p:int.

- - -

Since tHe family unit represents the smallest e familiar social organi-

zation wﬁieh transmits knowledge of liEEfaey it was chosen as the focal set- .
tingifa?xaui ebaervgtionsg,'iacuS'an the fgmily unit wad esseﬁtial because we
also wanted to know how zhe family’s everyday use of literacy influeneed the

ta:geEKZhildfen. We were,’ Ehefefare, very geggitive to the wvay in ihieh pata

terns of literacy related to the ﬁntal configuration of people’ ; lives. Gauld

=

i

_we identify outside sources ofﬂfi;gggtg activity (church; governmental docu-

ments, school)? Would there be énygqréupings of ;ctivigies that might lead us
’ i B 7 o ; % ,

Al . o

*his/her experiences with literagy- In particulaf, we ﬁanted to know whether;g,j
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to identify societal or cultural elements in the organization of literate
practice? We were, in effect, attempting to bulld a broader potion of
literacy practice in the home to be used in future quantitative work either as

independent variables (to predict school success) or as dependent variables

(to measure the effect of some intervention).
Xé'%--.‘_f

-During our cbservations one notable fact emerged and generally character-
izes the emviromment of the children we worked with in this study; literacy is

an important part of a wide range of activities which comstitute the evepyday

 1ldves of their families. Literacy seems to be used in functional ﬂéya by buf o

families and 4n ways which link them to @oclety at large. For example we saw

parents constructing shopping lists, doing crossword pﬁ:zleg; filling out wel-
fare forms, reading the newspaper and studying the Bible: Aduits were
observed reading game rules together; children doing homework alone and in
interaction with their parents. We also saw siblings arﬁgdulzs readi;g

stories to yaﬁnger children and small groups of children reading a comic book
together or reading store catalogues. 2

= 3

The wide range of literacy events observed represented a real coding
problem for us. Before we could begin analyzing, we had to figure out what we

had te analyze. Our field potes were not check sheets. Hé had no prespeci-

fied categories to guide us. Story time might be considered an exception, but

LY

it only serves_to 1;;u§t:ate the problem we-faced. Suppose that we agree that

we kﬁav what. we mean by story time and that it is a reliably ;zargﬁle unit of

-

" activity to be observed in any home.. What other cggé;origg are there? 'Home-

work" might gﬁéges: itaself, but we ﬁgre;narkiug with preschoolers. . the fact
is, there was not an accepted taxonomy of home literacy avents that migﬁ;‘{n

= *
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involve 2-4 year olds. We had to build a descriptive scheme and using this

k.

- . = N ﬁ = =
scheme as a starting polnt, we could then code each event imnto its proper
category-

=

The fegélts reported on,in this paper represent our solution to the com-
Plex problem of building a descriptive scheéme. . The analytic framework
presented below evolved out of a detailed analysis of the over 1400 literacy

events .we observed dufiﬁg the course of the study. We have attEﬁpEed to main-

2

tain the descriptive fazus of our ethnographic nethadalagy and to, at the same

-~ time, present a quantitative sﬂmmgriAaf the major configuration of litEEate
practice Hiﬁhin the pfesent sample which could be generalized to similar papu—

lation of low-income Amerighusi o .
The qugaéitggive analysis of data pfesegtéd'belaw uses.e;hgicitj as the t

independent variables. Dﬂe factor, the literacy event, differentiated slang

- i five major dimensions served as the d3§ endent variable. Each 'class of vari-

E

ables 1s discussed below.

ty. Our first independent variable was operationally defined as
membership in one of the ethgietgfaupa aelec;ed to participate in the study.

A iéfée body of saéial‘scien;j research suggests that the culture of Aneri:a 8

““v;riaus ethnic groups accounts for thg vgfiability on a wide range of peffaf—

: msnce measures of litEf;E?- Indeed, Daiﬂing ind Ihagkraj (1971) eitiﬂg
ggz;er:al studies, and Heath (1982) ;hsve argued that culture plays a iresy signi-
'f;ﬁant rolé in :gaﬂiag>reg&in ess. At the outset of our study we reggéneﬂ that

’ any vgrigbil,i;j;‘in literacy né:ﬁ;éy :%gultiﬁg from ethnic group membership
. e . IS . .- %

(%)
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may reflect cultural differences in literate practice. It was, therefore,
important to organize our snalysis in a way that would allow us to investigate

this possibility.
Dependent Variable

The afiginal dependent vg}isble employed in the study was the literacy
event. EQEFVE?, our observation method and a detailed qualitative analysis of
each event allowed us to differentiate the original dependent variable {nto *

two quantitative components and three qualitative campaaenté- The five dimen-

sions of the literacy event are used throughout the remainder of this report,

both to ﬁfganize the analysis of data and to discuss major configurations of

litera%j activity in the sample. However, in this section only the quantita-

tive yégsures will be discussed. The remaining qualitative ie&sgfes will only
/ . . 2
be mentioned here, saving the more detailed discussion of them for later sec~

:fgns of the paper.

v
7

// ? Both of the quagzitativé variables employed in ‘data analysis were derived
// ffém our method of recording literacy !VEﬂEE in éhg field. " The first Eepena
//4 dent variable 1s time and is operationally defiéeé as the duration of tﬂe
// literacy event. This varigﬁlg ig measured in minutes and expressed as a pro-
‘portion in order to gzanggfdigg it’acresg all families. This prapa:giéﬂ was
obtained by dividing the%;ata; minutes of literacy events by the tatgléhaufs
of observation. The second dependent variable is frequency and 1s operation-
ally defined as the nunber“&f égéurreﬁces of literacy events. ‘This variable
is also gﬁ:essgd 88 a pfaﬁg::iau _in' a:égr to :Eaﬂdaijd:gze it across all fami-
lies. This proportion was obtained by dividing the total number of literacy
ggggég by the total hﬂﬁs; of observation. i

y 3 = : £ 4

F
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The three qualitative variables employed in the analysis were derived
from a detailed analysis of each literacy event. These dependent variables
are; (1) the participant structure of the literacy event, (2) the "lesson"
iCQDtEﬂE of 1itgf;cy events, and (3) the domain (context) of activity in which

{
A

the literacy event occurred. All five dimensions of the literacy event will
be activities of the families participating in the study. Both dependent
variables were examined in isolation and in combination ss they resulted from

the various levels of both predictor variables.

Basic Data

literacy material gathezéd during the course of the stuc.. As we have dis-
cussed in the pféviauégchgp:er, the research participants in our study were 24
low=income pfeséﬁpalgrs and their fsm;lies; Observations were focused on the
preschool gpildren but also included the daily activities of their families -
when Ehe‘ébild.ﬁas present ;agabﬁer?esar'ﬁatti;ipa:e in them. Observations
were conducted for periods of from 3 to 18 Eﬂﬁtgﬁ-_ Examinations of stlg 2
_féVeélé that ‘the number of home vigiﬁg per child igngedxfgem 9 to 47, and the
number of houfstaé observation per child ranged from 14 £o0142, with the total
number of hours Ef.observ#tiaﬂé in the homes of all thé ehiléren approaching

" Insert Table 2 about here

) 1400. Table 2 reveals that the total number of minutes of literacy observed

in éach home ranged from 115 to 1351 minufes and the total frequency of

Eiéeincyagvﬁﬁtsxﬁbigzved‘in each family ranged from 20 to 97.

.81
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TABLE #2
SUMMARY of LITERATE ACTIVITY
ACROSS ALL FAMILIES

evao e e cmeeme o o | OVERALL FREQ.
SESSIONS S. 0 . | Tor. MIN. IT. | ,
SESSIO! HRS. OF OBSERV. | TOT. MIN. OF LIT. | “op pypnrs .

Mike A | 30 T 7 ’ 379 | ss

Bobby - s | 28 1T 51 N T s

Barbara c | 29 s R 55
Kristin p | 9 T 20 153 | 23

Alex ' | 17 | a1s 25 7
Becki F | o1 | | ss | e
Paul ¢ | 34 T | D o

Holly H 11 24 S 417 61

Myeesha 1 47. . ‘142 664 75

Natalie 1 -2 33 85 ' 1351 - 58

Amin | K 33 |, 8 1196 53 T

‘Demise - | L © 30 "75 ; 889 73

Harvey " M 20 42 - - 23 - 20

" David N ) 7719 7 59 - ; 39;7 iléél ]
Alethia - | o© 5. B ) w o
‘Sharita - | P -1 21 | 7 . T sse 23

Alma o0 Q@ ‘f 36 104 T ) 606 T 67 -
Luis R 37 103 e B 63 )
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Literacy gg:efials present Iin the homes were varied. The -ajgri;y of the
homes had few literacy materials, either for adults or for the children.
Perhaps the most ubiquitous item was the guide to television programs. In
three of the homes no children‘s banks were to be found; ip only five homes
was there more than a handful of adult tegdiﬁg materials present. Every fam
ily had writing materials; hauevef, only five homes were organized so that tﬁe

target children have ready access to paper and pencil/pen/crayon/etc.

There were seven homes which had, :aﬁparaﬁively pégking,'signifigaﬁtly
‘greater numbers of literacy ma:eriaié for both adults and children. Feour of
these homes were also among the six families for whom 1it teracy played a

greater role in everyday activities. 3

Participant Structure

As we began to examine our field notes we noticed that there was a lim-

ited range of participant structures associated with the literacy events we
B z 5;5 s
observed. Four general types of pgrtieipant structufes emerged. These are:

=

(09) Literate klﬁﬁéf (2) Literates in Interaction, (3) Litera Targe: Child
in Iﬁteracgian, and (4) Target Chiid Alané- Inighis gection our objective is
to present the pattern of 1itefaey activity we observed organized a ,fﬂiﬂg to
this variable aspect of the literacy event. However, befaté we ;fEEEﬂE these

%ﬁg;gtgrgs it was used to mark

results, it is impaétgﬂt’ta define -the term lit

the various levels of the participant structure.

35-0n at least three of four messures of amount of literacy in the home (fre-
qugncy of events far adults, amount af time lpent in ligarnzy aveﬁta by

:pent 1n Litegae? ééaéiirby IE), Eha:g six hpuiehalds were- quite high. Alsa,
these figures reflect the global judgments of the literacy environments in the
homes made by the researchers who worked with the families.

L - !

2
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The term literate has been defined in many ways. The definition of con-

qutianal literacy offered by Hunter and Harman (1979) accurately specifies

the abili;y level of most of the adults that ffequently interact with our tar-
get children. They define a lite:acé person as ome with "the ability to read,
write, and ;amﬁfeheud texts éﬁ!fgmiligr subjects a;d to understand whatever
signs, labels, instructions and éi:e;tiagsigre necessary to get aléng within
QﬂE‘S_EBViEQﬂDEDt-". Although ;his’defiﬁiéien ié-iécu:a;e in its description

of most of the adults in our sample, its limitations ‘is.that it over specifies

: R L
© the "ability with print of most of the scheol age siblings of our target chil-

dren.

Our alterpative was taﬁqggwa‘ﬁé?e fundaﬁentgl definitions of a literate
person. 1In this situation many people mfight uée the term literate in its most
fundamental sense: the ability to read and write one’s name. However, b§
ﬁhis-&efinitiﬁﬂ iaﬂﬁ of our target children ca;ld be considered literate.
Si;ce one of our concerns in thg study was an examination of how literate peo-
ple assist preliterate people to betome literate, vé?rgquifed a more rigorous.
définitian of literacy. Our next alternative was to accept that "a person 1is’

literate who can with uvnderstanding both read and write a“shofﬁ,'aigple state-

"ment on his everyday life." (UNESCO, 1951) This definition successfully

-3

excludes our preschool target children from the category of .1iterate people

and accurately describes the ability level of ﬁést of the school age siblings

" of our target children. Everyone whose ability with print exceeded this fun-
3 #X‘ .

damental 1limit was considered to be literate. All others were considered to

-3

be prel‘terate.

34
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Having defined the limits we placed on the term literate, ﬁ? are nﬁ%Ain a
poaition to present the results of our analysis of the participant structure
associated with literacy events. Those events which involved a literate per~
son alone aé literate persons in interaction, which the target ;hild observed,
are Eiggifiaant. Théy provided our target children with an opportunity to
obgerve .the various ways that literacy enters into, and sometimes connects,
the-azé§vities of people. A few gk&mples_f:an our field notes will provide
the=§gad;r with an idea of some of the thipgs:auf target children sawv people

doing with literacy. These events will also serve to {1lustrate the kinds of

_ii’ N e —— —

events we coded into the lit ,ate alone and literates interactive categories.

These qualitative exemplars will be useful to keep in mind as we proceed

Fileld Notes M(other) and Sharon are at the kitchen table. Sharon

January 16, 1981 (age 7) is doing homework and mother is writing a

Literate Alone (10 min.) letter and alternately assisting Sharon with her
homework. Andrew (TC) is in the living room with //

Terry (brother, age 9) watching TV and playing with
toys. Terry who became bored with TV watching, 1s

g writing down the names of his ideal all-pro football
. team. The event ends when Terry finishes his roste
of teams and goes outside to play. ;/gj *
F AR
Field Notes M(other) 18 preparing to go to the market, éﬁ%cy is
December 3, 1980 in the TV room with ail of the kids. Fathef is in
Literate Alone the kitchen paying bills. He is using a tablet where
(30 min.) he writes the payee, amount paid and datg paid.

His procedure is as follaws; opens the Bill and reads .

it,lﬁritgs l'ehezk (prape;;yrreeord

with Uhgt nppeats to be agha: recoyds :f p:ygeat
: receipts, stuffs the envelope then repeats the pro-
. cedure with next bill. Througho the avant Kstalie
is in and out of the kitchen, s .
watch vhat F is doing, and chay with him. The.event
ends when father pays the last bill.
/ . .

- 3

Q
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/¥leld Notes Martin, Paul (TC), Mother and Grandmother are in
/ July 7, 1981 living room when observer arrives. Mother and Martin
Literates Interactive have just arrived home from school. Mother and observer
(6 min.) chat while ngtin shows his “haﬁeuark” to Grandmother.

M: 1I°ve got homework, lots of homework.

" G: Great, that’s vhat I like to see. Oh, that’s
good. Let me gee some mare.

Martin and Grandmother continue goiﬂg over ;he "home-
Hurk“ (names and various other print in this manner
for several minutes. The event ends when grandma has
seen all of Martin’s work and he tgkes it to mother
to feview.

#

Field Notes 11:05 Mother and Peg (TC’s sister, age iZ) are in the
June 1, 1981 1living reom. Liz (TC’s married sister) comes over
Literates Interactive from next door. She goes into the kitchen and begins

to write a list of things she has to do for the day

(her list includes a shopping 1list). Soon mother

joins Liz in the kitchen and talks' with her about. the
) ‘ things on the list.

11:10 Mother’s. sister-in-law comes over. - Now all
three talk about list .and help to add items as Liz

11:20 Target child goes outside (list making still
going on).

These few events provide us with only a glimpse of the various ways that
literacy enters into the ;ctivitiééiof‘péapleéﬁith whom our target children
live. Nevertheless, they are instructive for they suggest that the various
ways might g£pgzd a quite aifgtaé range of activity. As these events indi-
cate, the range will :L:lcludé such routine activities as paying thé monthly
bills and disf:uséing school work and ét’gnd to such creative and entertaining

netivitiea as a8 9 year old boy bga}ding a football superpower. However, for

our purposes, of even granter 1n=graig are those events in uhich the parti:i—

1

4\ 36
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pant structure is the preliterate target child interacting with a literate
person, especially with a parent but also with an older (literate) sibling.
Such events are of particular significance because it is in these social
interactions that we can observe (1) the structure of the activity, (2) the
effectiveness of the literate person in negotiating the preliterate child’'s
zone of proximal Sevelapmégﬁ and (3) the manner that beginning lirerates use
print to mediate their interactions with others. Again, a :égﬁle of examples
from our field Bﬂﬁésiﬁiil serve to illﬁstrate:the type of events we coded into
the literate~target child intergztive category. The events included here pri-
marily illustrate points 1 and 3 but the last example gléﬁ illu;tra;és an
unsuccessful attempt of an older sibling to conmstruct and negotiate the

child"s zone of proximal development.

Field Notes After TC and Tina watch Romper Room, Tina begi@s to
April 15, 1981 color and TC gets a nev card game to show 0. TC
Literate - TC Inter- hands O the box (Strawvberry Shortcake card game).
active (2 min.) TC tells O they are Strawberry Shortcake cards.
TC: Llet’s éig?i '

Bow do you play?

H o
(9]

(Handling O the Directions card)

: 7 You read the directions. 7
0 reads the directions aloud. (2 min-)

TC: You have to let me win.
(TC and O play cards.)

by

Field Notes_ Paul (TC) is called into the kitchen to eat breakfast.

Januvary 5, 1981 While in the kitchen he shows O a wall calendar.
Literate = TC Inter- He says, "McDonalds, h:;burgue:nn as he points to
active (2 min.) Burger King. He turns the p-gn and points to a

food coupon on each saying "you buy one--you get
another one too." . After about 2 minutes M announces
that everything is served and must be eaten while
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Field Notes Walking in the park Tasia spots a stake-like metal

May 11, 1981 object with print on it. She asks M what it is.

Literate - TC Inter- M tells her she told har last time, then M reads,

Literate - TC Inter- "City of San Diego = Survey Monument’." They continue

active, (30 sec.) walking through the park.

Field Notes Tasia has been picking things up in preparation for

September 30, 1981 watching Sesame Street. 5She finishes ahead of time

Literate - TC Inter- and begins to color. She opens her color book upside down

active (30 sec.) She feaagniseg one picture (book still upside dowm),
- says "ice cream man.” Mike (12 yr. old) asks TC what

. 5-0-D-A spells (also printed in picture.) TC says

she doesn’t knaw. Hike gives her a clue—-1its some-

Ehing yau drinki TC is not in:eresteﬂ. She asks for

% * %
E

The final- category of partizipéﬁgﬁstfuetufe“ig target child alone. - The

_reading and ﬁfitiﬂg and attempts at reading and writing which our preschool

children perform provide information about their develaéiﬁg ;5;;3ptigns of aud

skills in literacy. The literacy events in which the TC.engaged independently
ranged from the pretend reading of baaks and labels to the invented spelling

of the names nf Eggily members and the ennsgtu:tiaﬂ of preténd ‘shopping lists.
Examples f:um our field notes ﬂill ptﬂvide ;ﬂﬂe 1dea of Ehe activities with
#

print ma ter;al which our young pfeachaalers egrry,ﬁut.

Y - s £ =z

Field Notes . M and O are chatting. TC is watching TV. During
April 4, 1980 . a commercial TC decides to bBrush her teeth. M gets
TC Alone (2 min.) - and gives TC the tub of toothpaste. After M hands
Reading 2 TC the foothpaste, TC looks at it and says,g'That’s

aim." (it wds) TC continues to récite a portion of
the TC gm:gereinl about -"no tooth decay" as she
points to fhie word fluoride on the tube.

e * . &

%
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Field Notes = M, TC and Player have juat finished grocery !happing.
December 12, 1980 . While riding home in the car, TC searches for and
TC Alone - finds a pen in the glove compartment .and a piece
Writing of paper on the floor ad begins writing. She continues

for approximately eight minutes. Upon arriving at
home, TC shows the paper to O and says, "See my
list." Once the family is back in-the house TC con-
tinues working on her list for amother two minutes.
This literacy event ends when Marie apparently fin-
ishes her list and gaes to help her mother put away
the groceries. :

= 1

Field Notes M is watching TV soap operas- when TC, who is sitting
) January 16, 1980 on the sofa next to O announces to no ome in particular,
° TC Alone "1 gonna watch something else." With this statement ..
Reading (TV Guide) she walks over to the TV and picks up the IV Guide
. : one page at a time. After zurnizg past the articles
- in the magazine -8he says, "Momma, what day this 1s?"

Mother replies that it is ?ridsyﬁ The child then
turns five more pages before she focuses her gaze on
a single page. When she stops turning pages, she
-begins to vocalize, again to mo one in particular. -
She says, "I gonna watch Popeye" as she pointa to = .
prink in one 7 of the page. This naming included tweo
other programs. Then slie announces, "No, I gomna
watch Wonder Woman at 3:00." When Marie says this
she is actually pointing to the 6:00 listings;
specifically, she points to CBS REMS for Wednesday.*
After she makes her "decigion," she gets up frofi her:
seat, goes over to the TV and quickly pretends to
turn the channel. Then she puts the Guide back on

- top of the TV and sits back down with her arms folded

: across her cheat which ends the event.

E . ¥ -

Inagrt Tgble 3 gb&ut here

i -

\S,f;;gg.' Table.3 and Table 4 summarize, for’each éf the

hﬁusahﬂlds— the ;v&rige !requgn;y aé liEEflEy events and amount of Ei%e spent ,ﬁj

- N

in sctivities iﬁvalviﬂg riiding or u:itiﬂg, according to the pgrtigip%nt
= / e
¥ ‘ y . . ;s\-
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m= tructures of the events. First, it should be not-«d that all of the target

cThildren had opportunities to cbserve the reading ;md writing of other perso-mns
&—xound them and that they sll ég,rtic;ipgfzed in lif.e:zgéy events. It should al  =o
b-e noted, however, that there vas comsiderasble rin e in the frequenty and tizrme

n~easures of the literacy event in the families.

,Iﬁe adults engaged 1in a pedian. mumber of -45 1 1iteracy events pir hS\,i:: (-or

agp:oiimately 6 per day) vhichb the target children had the oppor tumity é—* 1?_

o> serve and spent a éediag af 3.62 ﬁinutes per houme (cr approximately Sl-asf

n=4nutas per day) inm auch aetivi:ies- Relative to m—he parcicipant atructures-f,_ :

‘}x =

0=F Literate(s)-TC Interactive and TC Alone, :he fre=quency and time of gdult =

erents w%re more hamagegeaus scross £ amildes, The range in the amoumt of - T--
icateractive litera:y events between the 'I'C s and 13 rerates [parents ¢r older ;
s!.b‘lingsj in the families wis especimlly striking, Three of the children
em=perienced on the aversge of only 1 =much event evemry 50 hours (or aln;ast ope=
*g\-rety 3=4 days), and for a total of 1 O of the targe= € children there is an

A\iferage of 1 or fewer intersctive literacy events pgf day. On the other hapdiE,

6 of the children averaged mre than 7 mterae:ive events with adults each
dam-y. Overall for the 24 target ‘childiren _the medism frequency (1.13
#v—ents/hour) and wedian (1.)5ninutes/hour) of intexactive literacy events

we-Te lower than the medians for eithex the particip~;ant structure of literates-=

#

Al =bne or in Interaction or that of TC Alone.

The TC Alt:pe *égt_ego:y, as vas thhe came vith li-xerate(s)-1C Interactive
al=m=0 ghibited_gaigiderablg variatiom across the 24 target éh;ld:e:'g for: fre=
queency of and time spent 1in sctivities involving remmding or writing. Nine of
thee children initiated, on tha :verhgg. fewer they =3 indiw}idugl 11terscy

' 2 . . _ .
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get children tended to be involved in more literacy where they were the only
participants than in interactive literacy events with adults or older

siblings.

The quantitative results presented above examine participant structure as
it occurred in each of the participating families. Our final quantitative
éumiafy of the participant structure variable examines it as ié resulted from

variation on the two primary predictor variables. A close examination of

Insert Table 5 about here
—— e s o s . S ”’**’/;' - =
Insert Table 6 sbout here
e - R

£
Insert Table 7 about here

2 &
F

Table 5, Table 6, and Table 7 demonstrates that within the participating fsmisA

, 11es literacy events more frequently occurred when literates were acting sione

than when they were in interaction with other literates or when they were

tively; p= ). Within this overall pattern Anglés tended to more frequently
eﬁgagé in literacy events in both the Literate Alone condition (ﬁggagff3qu§ncy

= .49) and the Literates Interactive condition (mean frequency = (.26) than
did Chicanos (mean frequency, Literate Alone = .19) and Chicanos and Blacks
(mean ffgqueﬂciés, Literates Interact = .11 and .10, respectively; p =

=

T N - 45
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Table 5: Mean Number of I_.iteracy Events per Hour of Observation

3

Literates~TC Intee=xr-  Literates Interact

Act (Mult & TC I it.

Literates Alone

¢combined)
Yean sp i . Mean SD Mean SD
- Overall Cas .16 14 a1 .28
Anglo 29 .26 .19 .49 W42
Black A7 .10 .10 .26 .10
Chic ano 30 .11 .06 .19 .08
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Table 6
¥ean Minutes of Litersmacy Events per Hour of Ohsmnation

2 _ . o - " e " = . - e o

Literates-TC Intexx- Literates Interact literates Alone
Act (Adult & TC Ip=—it.
combined)

Mean sD Mean SD ean s

) :
Overall  1.91 - 2.57 2.84 S 350
Ang1lo 2.05 2.56 2.34 112 4 .53
Black 2.01 .. 2.76 2.76 534 3.20
Chicamo  1.67 : 2.39 3.65 128 .38
/
4"1
[ {
?
/ .
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Table 7 ;
Mean Number of Literacy Events per Hour of Observation
i
{
- i s i — g ' N — -
Literates-TC Inter- [Literates Interact Literates Alone
Act (Adult & TC Init. “ )
combined) |
SN - - - S e s - i - S
Mean _ SD -  Mean \ SD Mean . SD
Overall .25 T .16 \K 14 .31 .28
Male «22 ‘ .13 \ «06 -30 .31
Female -31 .18 \ '1-19 «32 +26
,ﬁ"{: '\
\
\
\\- |
]
48

O
ERIC



Final Report N W IE~G~79-0135

\ 39

Table 8

for the combined Factors of Participant Strugire and Sex’ ~of TC

\

N eoroteos atone

‘Literat—es Alone

s e — s —— i e e

Literates-TC Inter- Literates Ingect
Act (Adult & TC Init.
combined) ! \,‘

e e e R = e o = e i S —

Mean -SD Mean bl Mean sD

Overall 1.91 ©2.57 2.8 3.25 3.50
Male 1.13 1.48 1.9 1.85 1.65

Female 2.69 -3.66 3.2 %4.64 4.32

S e = e S S A e —— e - - e

ERIC



"Final Report ) Lo " NIB-G-79-0135
40

-

(Literates Alone) = .0678, rmmc:gn > .075; p (Literates Interact) = ;933&, Dun~

In regards to time, a different pattern of finding emerges. The most
literacy still occurs in the Iiiﬁéfatg Alone condition (mean time = 3.25) gs

compared with the Literates Interact (mean time = 2.57) and Literates=TC-"

-

nteract condition (mean time = ;ggl)_ However, with this pattern, Blacks
tended to spend more time doing literacy slone (mean time = 5.34) than did
Chicanos (mean time = 1.28; p = .0604, Duncan > .05). Anglés were undistin-

guishable from either group in amount of time spent doing literacy alone (mean

Insert Table 7 about here
. time = 3.12). Table 8,

-

No significant differences-in thgi ffequégcy of literacy events 1in the

‘three participant structures occurred with respect to sex. (See Table 3).

With tespeét‘ to time, females tended to 'spend more time in all ghtéeieané
ditions (Literates-TC Interact, mean time = 2.69; Literates Interact, E%Eﬁ

time = 3.66 and Litargges Alm:e; mean time = 4.64) than did males.(mean times

= 1.13, 1.48, and 1.85; p = ___, 0585, and

With one exception,; mo significant differences in time or fre
found among the three participant structures in regard to the remaining demo-
A N * . B .

graphic variables (level of education, family size, and presence or’absence of

¥

siblingjg')i This one exception was in the Literates Interact condition. Suall
families tended to spand less time, literates in small families tended to

spend less time in interactions with each other involving literacy than did
. ¢ _

(€]
ERIC
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medium and large tized fami l1ies (mean times = .99, 3.47, and 3.56 respec

tivély, p = .104)).
Leason Content’ A

In the previos sectic m we presented the four participant structures
associated with the literac y events we observed. Of these four structures we
were particularly {ateresce o :in the configuration of partic;ipsint's ﬁhizl;;
jlmrélvéd litarates {ateract ivesly and a literate pgrscm and the targec child 1in
iﬁ:gfac:i_aﬂ. * These partici—pant structures provided us the opportunity to
examine in generdl literacy lessons és‘they occur in the home and in particu-
lar those which fwolve the * tgfgét ehild;s a direct participant. We have
defined 11;2};‘;::3; legggg as interactions which are organized SPécific;lly to
communicate gsome type of in—Fformation (e;g-; i;e;hniqlies; skills, values, etc.)
about literate practice. .Dﬁte’n%g pafl::}r;-ulgr discourse structure is employed

. A
to accomplish -the lesson.

"y

-The "hitiati@natEplyﬁE\rsluatinn" (IRE) sequence has aften been degsfibed

=

as the critical cuponent o=F classroom lessons (e.g., S:Lgel,air and Coulthard,
1975; Griffin and lumphrey, 1978; Mehan, 1979). When this discourse 7;31,1;;1;%3

occurs at home in gssociatimon with reading and/or wiiting it is considered to
3

be excellent pi"ep&t;tian fomx later success in school. Aséﬁfﬂjng to Heath
(1982) “it-1s a strubfute themt 1s primarily constructed around books and most

frequently carried out by "mmmainetrean” families. We were interested in exa-

mining the a:i;snt to grl'iieh S-his type of literacy event occurs in low-income

homes . Ve discovered that EE lessons do oceur in lmr-incgme f:;ﬂies. Ema—

&

aver, :11 litzflcy lnicﬂ-a —ih.gt m:E at home do not necessarily use an EE

di,-gmgs-& structure. ;g 5 1
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We have differentiated the literacy events we observed into two
:;E:gafies of lessoﬁs; IRE and Non IRE. Each category of event is briefly

discussed below accompanied. by ap?fop:iate examples. «

IRE Lessons. This ;ategarf of events captured iateraetiﬁ?s between par-
tiﬁipanﬁs which centered upon literacy in a manner which replicated or gen-

erglly ﬁadeled the disacurse structure and content of lessons as they typi-

=cally occur in school classrooms. However, ﬁﬁere are a fev differences

becueen IRE lessons as they occurred at home as zempafed to how they mighc be

expee:ed to occur in the .school settiﬂg-

In=-school lessons tfgi:all} are eampéseﬂ of multiple or extended (in

time) IRE sequences. The IRE lessons we observed in Ehe'hqﬁgétwere marked by .

; variability. They ranged from comparatively brief encounters, consisting only:

of a single IRE sequence and lgs;iﬁg less than a minute to those which lasted

=féf an hour or more and were composed of multiple IRE sequences. These les-

‘aaés most often 1nvn1ved the mother 1ntersc;ing with the- tgrget,:h

"

alt haugh azcasionally there were instances in which alder 8iblings or other

literate people interacted with the target child in an IRE lesson event. . -

1
This 1eads to a ;ecnnd point about ,)E lessons. Li:eraey instruction in

Seganl is guided by an uverall cufrieulum. some general or specifie set of

s,
y

instructional practices that are intended to helz studenta progress in reading

-ud writing. Although we describe IRE lessons in the home as bgigg organized

specifically to communicate some type of information about reading and writ-

ing, this should dot be tnkgﬁ to i;ply that the literate people in our target

childran » gnvirou-ect- hgva worked out a coordinated -chgme for 1nstructing
b . ,

=
*

o520 L

i R ;
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the childre in reading and H%ifiﬁg-' On the contrary, indtﬁli one home did we
find a mother who had devised some generalized plan -for instructing her child

in literacy.

2 ' o

Finally, itﬁshould be mentioned that, the lessons involved both reading
acd iﬁiéing, but most often thHe unit of language ffaéjised tipon was éamegﬁing

less than a textual one. That is°to syy, letters or words (especially per-

N : - . ) ;
\ sonal names) were more often the object of the IRE lesson thad were atories or
\\ . . .
“.  other types of text. A few examples from field notes will -serve to illustrate
. v "
\\the paiﬂts we have msde above. . i
\ - # . ) . 7 s £
. §ieid Nétes Larry was in his room, playing alone when his ‘mother
October 3, 1980 brings the tafget child a a poster for- th:- to put up.
Literate - TG '
Interactive R . . x
t < N ;
’ o4
Mother: "Where do you want 1t?" )
) (As she unrolls the poster.)
’ : Co " TC: “Rj.ght there "
b Haﬁﬁézi' "What daes 1t say?" ‘(As mather .
~~ finishes pinning poster to wall).
] T g \

TC: "Kg:ii: the frog." }
Mother: "No there’s no (meaning
g "no word") frog up there.
Where’s the “F’7" ‘
't "I don’t know."
Mother: "It just says (Mother runs
I finget under print on poster)

TC: "Kermit, that’s Kermit."

¥ . o '; » ‘ (As he points to poster)
e . ) i ﬁnth;rz "Yea."
s (i ' ) ’ = i - LA gi / .

A : * Rermit." | /\
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Interactive
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Dad is babysitting with D and has just finished reading
the "Three Bears" to D (non-interactively). When

they are finished Dad selects an ABC hook from a

stack of two sitting on the sofa to their left. He
opened the book and the following occurred:

D: What’s that? (pointing to the
letter A)

De: I don’t know.
D: A is for Apple.

De: 1 a A (generally pointing
to the A)

D: That’s right, now what’s that
{pointing to B)

De: I don’t know.

D: B, is for baboon.

De: Oh
D: What letter is this
(points to B)
De: It°s a secret.
D: 1It°s a B
De: B!

D: Ah (makes the sound of A,
apparently as a hint)

De: S
D: A
De: A!

Da- Now, what letter is this
(points to A)

De: A!
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D: Right on, give me 5 (extending
his hand). Now, what“s that?
(points to B)

Dad closes the book ggditurns on the TV.
D continues looking at book for about 3 minutes. Then she
gets on the floor with her perfgftian game and begins playing

with 1{it.

Field Notes

June 23, 1980

Literate - TC Inter-
active (68 min.)

| Q
ERIC

\ IS
<7

5:25 The TV show mother and TC have been watching is
just about to go off when Mother decides that now
might be a good time to "have achool.” M sets up

the Magic Erasable Writing Board (plastic ecard board
approximately 12 x 18, with faint green lines printed
across it) which M had bought for TC.

TC begins trying to write a Z, gets frustrated. M
writes a Z, says:

M: That’s a nice A. You could
make them smaller so they fit
in the lines.

TC then makes L°s.
M: Oh, you’re L. (TC begins
making more lines on L°8)
Oh, what are you turning it into?

Ends up with __
M: You got carried away. E’s only
have a line in the middle. An
F has two lines. An E
has three lines. Yours has (count-
ing 1=7) 7 - too many.
TC makes an E.
M: iﬁgt'g Eighti
5:30 M talks to O about her job. TC continues writ-

ing on master paper (diagram of letters with direc-
tional arrows to aid in letter formation) with

55
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alphabet diagram.

5:37 TC and M put Magic Writing Board away. TC
washes hands.
5:39 Return to table.
M: Do you want to do words or
puzzles?
'\a

TC: Puzzles

M hands TC bunch of animal puzzle pieces. It has
names of animals written over the animals. M helps
her match the pleces.

z

: What’s this one say?
TC: Lion

M: And this one?

TC: Baby one.

M: Lion cub. That”s what they
call a baby cub.

After puzzle together M “quizzes” TC:
M: Where does it sayxelephanté

TC points to correct word, says it, following word
with her tiger (etc. for monkey, giraffe, camel,
lion, lion cub). v

e

5:46 M brings out bunéh of larger and smaller cards.

Task 1is to march words (Hauée, pig, apple, zoo, et
al )-

o ,\'
E

5:58 M brings cut small paperbaek book from the
1earnigg skills kit. Rngef and the EleEhant- H has

peging. Go through whale baak, page by psge.
\

6:00 M brings out Magic Board. TC'writes on it
alone for 5 minutes. \,

6:12 TC opens Sesame Street magazine to_page where
there is letter matching exercise. M tries to get:
her to do this and other activities in the\book. M
reads certain portions to TC. At some pain; M ﬁill

00

\
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. -

read question and TC will circle amswer. Or TC will
put X on the word ___+ Also pages with shapes.

6:21 M tears printed ad insert out of Sesame Street

" Magazine, goes to TC, and puts away magazines TC
writes on insert. TC continues writing on paper,
Magic Board 10 minutes alone while M, F, O talk.

Event ends at 6:35 when all go into 1living room.

Nen i&g Lessons. In contrast to IRE lessons, non IRE lessons center more
around the functional use of print than the techniques and skills involved in
the production of print (e.g., print can be ,ed to label things or to aid in
fiﬂdiﬁé things, etc.). Non IRE lessons may also present the child value
statements regarding literacy (e.g., "writing is betrer than playing") or
alert the child to the fact that literacy is an operation that is distinguish-
able from other operations than can be performed with the same utensils (e.gx.,
"I want you to write not draw"). Again, a couple of examples from field notes

will serve to illustrate non IRE lessons.

Field Notes 12:12 TC has been plodd.ng around house for a few
March 6, 1980 minutes. She doesn’t want to stay inside but must
Literate -~ TC Inter- because it is raining.

active

M: Let me see if I can think
of something fun for you to do. s
Would you like to color with
some paper and markers?

TC: Yeah!
Interactive play with paper and narkgra takes place.
Characterized a lot by IRE sequences, “with mother
asking "What color is that?" as TC marks on paper.
Also discussion of TC’s ‘drawings.’ °

12:20 M: Do you want me to write your
name?

"IC: Yes
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March 11, 1981

Literate - TC Inter-
active
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M: You do it

TC: By myself?

M: Do you know how?
TC: No

M takes marker. Says each letter as she writes it.
(as M writes TC'm attention diverted ‘elsevhere)

M: See, there’s your name.

TC: Oh. (mot showing much enthusiasm)

Then TC and M interactively draw more pictures. TC
requests that M make a hoy. M draws one body part at

.a jlme, announcing which it id and when finished with

drawing says:

M: Now we’ll make a boy.
(and writes BOY over top. of
drawing)

Same with Mama. (TC now participates in labeling of
body parts). Repeéeat with Erin. And Dad.

From time to time M tries to opt out of this activity
but TC keeps drawing her back in, making her
write/draw for TC. M wants TC to write/draw for her-
self. ©

11

At end of ab;ivi;j M puts TC’s name on paper "so

everybody will know who did it."

Mom has just served D her breakfast of eggs and
grits. She is now loocking for something. in cabinets
above the sink.

¢ M: 1 cgﬁ't find the Qvg;tine.

D: (Who is now faeusing on mom)
There it is.

M: ﬁheteg? (she says this as she
. picks Delores up to take her over
to the cabinet) Show me.

o8
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D: (Goes right to it and piﬁkﬂ it
off the shelf)
M: Hey, that’s good! I didn“t
know you could read.
D: smiles
Insert Table 9 abaut here

Quantitative Summary. Table 9 and Table 10 summarize, for each of the

households, the average amount of time spent in and frequency of literacy
events azcafding to the lesson content of events. First, it should be noted
that gnée again there was considerable vgriétiaﬁ between families in the
Eimeffrequenty of literacy lessons. Three ta?get children had neither the
opportunity to cbserve or participate in a literacy lesson during the entire
course of observations. An additional two target children, had no experience,
during observations with IRE lessons and an additional seven target ghildrén

had

-]

o observable experience with non IRE lessons. On the other hand, four
target children experienced comparatively extensive exposure to literacy les- o

gaons.

The quantitati?e results presented above examines the lesson content of

literaey events ss an outcome in each participating family. Our final quaatiﬁ

:g;ive sgm@g:y of the lessons variable examines it a8 it resulted from varia-

tion on the two primary predictor variables. A close examination of Tables 12

through 15 reveals that overall, the highest frequency of literacy events

59
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Lesson Content of Literacy Events
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occurred in the non lessons category (mean frequency = .49) as compared with

lessons (IRE and non IRE combined, mean frequency = .13). As can be seen from

ert Table 11 about here

Ins

Table 11 no Eignificant differences in the frequency of IRE Lessons, NonIRE

= .

Lessons, or Nonlessons obtsined among ethnic groups in the sample.

In regards to time, the same pattern obtains, the most literacy still

7
occurs in the Nonlesson category (mean time = 5.93) but the differences in
amount of time between Nonlessons and IRE Lesscns (mean time = .58), NonIRE
Lesson (mean time = .65) or lessons (IRE and NonIRE combined mean time = 1.24)
are not significant. Further, no significant difference in the amount of time
spent in IRE Lessons, NonIRE Lessons, or Nonlessons obtained among ethnic
Insert Table 12 about here
a: e —— Bme _ - R
groups in the sample (see Table 12). ' . ’
No significant differences in the frequency of literacy events in regards
to IRE or NonIRE Lessons or Nonlessons occurred with respect to sex (see Table
Insert Table 13 about here
r ;
Insert Table 14 about here
13 and Table 14). ) R . o s
o "
_ - Fr _c
62 T
‘ ~ . P '



Final Report

Table 11

NIE-G-79-0135
53

-
e

Mean Number of Literacy Events per Hour of Observation
for the Combined Factors of Lesson Content and Ethaicity

NonIRE Lessons Hon Lessons
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Table 12

Mean Minutes of Literacy per Hour of Observation
for the Combined Factors of Lesson Content and Ethnicity

Overall .59 1.04 65  1.50 5.93 5.30
Anglo .70 1.56 .32 44 6-31 7.30
Black I5 .87 1.23 © 2.54 7.41 -+ 4.26

Chicano .32 .50 .39 © .48 4.07 3.76

o

ERIC

A v ot provided by emic
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Mean Number of Literacy Events per Hour of Observation
EDE the Combined Factors of Leason Content and Sex of TC

Table 13

oy

3

IRE Lessons

Non Llessons -

Mean - SD

Mean sD Mean sD
- Overall .04 .05 .09 .20 <49 .37
Male .04 .05 .14 .28 .38 11
Female .04 .04 .05 .05 .60 .50
£
‘\_\

ERIC
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Table 15

Mean Minutes of Literacy per Hour of Observation
for the Combined Factors

IRE Lessons NonIRE Lessons Non Lessons
Mean 1)) Mean sDh Mean sD

2§

(ap)
<l

(€]
ERIC
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7
With respect to time, however, families with female TCs spent more time ~

in nonlesson literacy events (mean time = 8.53) than did families with male

TCs (mean time = 3.33) (p = .0125). !
Ll R - .l ’}‘
Domains of Literacy Activiey ., °

Up to this point ‘our presentation of results has presented the literacy
v

event as an isolated unit. Eeﬁevéf, our data clearly indicates that in real-
ity che 1%;éfgte environment cf the child is not a sequence of random events.
:hé(literscy event ‘functions not as an isolated event of human activity, but
as a connected unit embedded in a functional system of activity generally
invoelving prior, za;océuffing'an; subsequent units of gtﬁiag. In other words,
the 1i§2facy;eventsfue observed occurred within partiduiéf contexts, i.e.,
within particular gpciglly assembled situations. Through a careful gnglzgis )
of the several literacy cantexts%ﬁé described in our field notes we were able
to identify several élémeﬂgg af‘tszbe complex literacy situations. The par-
ciéc;a; elémen:é of the literacy contaxt that we hgve'ideﬁtified,a:e tha‘
materials, the people (and their participant stfucture) their goals, i
behavioral tuies and. expectations, éhe physical QeZEing,fés wéll as prior ané
subsequent units of acti;g- Based ou this qualitative gnaiysis of the‘context

surrounding the literacy event we were able to construct an analytic system of

,Edoﬁéi,g%i of literacy activity. .

-

Once we began the detailed qualitative gaalyai! of our fleld descriptioas
of the literacy events we observed, we ﬁoticed;thgc the';jpe OfrlitBEBQY tech-
nology being used ad the seFians consttucted around them were implicated in_

the events in non trivial uﬁys. 'E&fat,*ehe ugterial could bg}liﬂked to g:hgf
; (R o :
organizations and 3ngeitu;;on-'ou:gidg of the home. That is, the originating
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point of the material fimlved in wmost literacy events could be traced
directly back to particiir segnecxts of this society, e.g. the trade economy,
the school, the church, th welfar—e system, etc. Second, particular material
was associated with a piticular sxequence of actions. For example, TV or
zwie listing-s were useduclusive=ly in gﬁ:inst_rmental way to select enter-
tainment, the Bible wag ued gcl@siveiy to learn or teach "the word of God,"
a shopping list. was us,gdexelusiﬁsly for shopping, etc. The limited range of
acziogxs associated with (e partic- wlar literacy material could be described
and défined only by a:] hited rang & of labels a;n;ﬂ meanings provided by the
society. That is, lite1iy contex T=s are gan‘stituzed of actions that cluster
around or can only be deuribed iu terms of definitional labels provided by
soclety, e;g; shopping, (tting «e. 1 fare, playing games, doing homework, etc.
Moreover, these actions [it into nes=tworks of activity that are organized by

the society.

For the purpose of tnstructimag an analytic r;’—gt:ggc:rfy system of domains of
literacy activity we focund our emecamination of“ the literacy event on the
observable behavior thacws organEX zed around literacy materials. We were
then able to identify tha talient cA4Amensions of the literacy context as the
material, the actions of pople ancx the societal defliniltinns typically
assigned by society to phie actidmas . Based on a consideration of these
dimensions of the literacontext <wre were able to arg@ize' our literacy
events into nine domaing ¢f liter8c=y activity. The nine domains have been
labeled as Daily Living, ltertainmment, School Related, R,elrigian, General
Information, Wéfi:, Literay Te&hni‘q;mgg a;nd Skills, Interpersomal Communication
and. Stéfybaok-'rime.. The st domains and their societal linkages' are presented

e

below.
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(1) Daily Living R=outines. Literacy events coded into this domain were
embedded in activities which conatitute the recurrent practices of ordinary
life for the families 1 _n our sample: . .btaining food, maintaining shelter,

participating in vhat L _s required By gocial institutions, malntaining the

social atgsnizaéiaﬂ of the family. Literacy events appeared in daily living
activities such as shopeeping, washing clothes, paying bills, getting welfare
assistance, preparing f ood, getting the children dressed, etc. Examples of
this type of event were presented earlier in the section on participant struc-

ture. An additional ex. ample ig presented below;

Field Notes M has just finished preparing breakfast and is talking
December 12, 1980 to F, who is trying to concentrate on a boxing match
Literates Alone being shown on TV. TC is at the kitchen table eating
(10 min.) breakfast. After M finishes her comversation with F
Daiiy Living shout going to the grocery story M entg&s her kitchen,

selects a cookbook from on top of the refrigerator
and takes tbe book to the kitchen table where TC is
sitting eating breakfast. M sits diréctly acroaes the
table from TC. TC directs her attention to M when
she sits down. M first consults the table of con-
tents in the book and then turns to’ a particular
recipe and reads it for approximately three minutes.
TC watches closely what her mother is doing during
this time but does not verbally or physically
interact with her. After the three wminute period M
closes the book, get a small tablet and pencil and
returns to sit at the table. TC then asks, "What
‘cha doing”, Ma?" M’s response was partially inaudi-
ble but she ends by saying, ..and I got to make my
list." Still sitting directly across from TC, M
begins to construct her shopping list. 1In construct-
ing the list, M writes the names of several items she
needs. Then she proceeds to alternate between get-
ting up to check the refrigerator or the cupboard and
writing additional items on the list. These actions
last for a total of six minutes. Agsin TC attends
closely to what her mother is doing. The event ends
vwhen M finishes /her list and leaves the table to get
_Player dressed to go to the store.

€0

\
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(2) Entert==inment. Literacy events comeded intithis cRomain were embedded

in activities tEaat passed the time of the pér;ieipmt(s) 4An an en;jo;rable,‘s:an-
structive or inme—eresting manner. Literacy -was obarved tcs occur in a wide
variety of acti_rities in this domain. Howe—ver, ‘de.pend'ing on the activity,

literacy itself may be (1) the sourceof th e entértaimem: (reading a novel or

doing a crosawor—d puzzle), (2) instrmental to engaging i th; entertainment

-

itself (reading the TV guide to finding out what programs wwlll be on, :’eading
the rules for pamrlor games), or (3)a facet of medh enter ainment (reading
which occurs in the course of a television jl"agf@dl’filgj « Examples of each

,

type of entertal mment event are presented bes=low.

Field Notes 2:19 M has just f—fcnishedcleaning up from lunch. She

February 19, 1960 She comes fate the living rom where TC is playing. M

Literates Alope . picks up her novel . sits dm to = ead. Ends whea next
(10 min.) - event begina/mailmgn arrives. :

Entertaimment - Print
as Source

Field Notes 3:13 Mocther {s 4n  kitchencleanixag and arranging things
June 12, 1981 in there. After tk==e chilirn had shown me somé Bible
Literate/TC Inte-xactive stories they liked,., Javiérloocks £or something to do

(2 min.) and gets out 8 boolec about 1dog. Geraldo goes into the
Entertaioment ~ “Print kitchen with mother— . ; - :

" as Source . .
Javier goes gcrogs the romto sit= on the sofa tel-
ling me that the bomeok he hiwas Emis favorite book.
TC goes and sits by Javierws JavELer begins to read.

As Javier reads him= book hholds It right in front

i of him rather than .accommoliting mimself to Raul at

( : his: side. Rul i8 forced ttmove This shoulder in an
- : avkward position.

TC makes a fev commments abut the picture. Javier
tells him, "fes, bu=1t listen’ TC F£alls in closer
into Javier's lap b—wut Javir sudgeess him up. Af ter
b two minutes IC tire = of thitand ge=ts off the sofa.
He goes off {ato thewe one belroom oF the house. This
* room is where the t==oys are kpt amed TC soon returned
to the living room =writh a woden pu:;::le.

ERIC
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Field Notes
February 14, 1980
Literates Alone
(2 min.)
Entertalinment - Print
as Instrument

Field Notes

March 6, 1980

Literates Alone (5 min.)

Entertaimment - Print
as Instrument

Field Notes
September 25, 1981
Literates Alone

(30 sec.)
Entertaimment - Media

Field Notes,

June 30, 1980
Literates Interactive
Entertaimment = Media

(3) School Related.

NIE-G-79-0135
] . 61

M is in living room watching TV. TC.4is playing with
toys on floor. M looks at TV Guide,then changes
channel to Dionne Warwick special.

M, F and TC have just arrived back from F's father’s.
They carry in some things and get settled. F sets in
chair in living room and immediately begins reading

directions for playing backgammon. (M 4in kitchen get-
ting lunch ready) TC in living room playing with toys.

The children were all watching TV. Mother was in the
room with the children. A '"Kool Aid" commercial came

" on the tube. As the words "Kool Aid" flashed onto the

product name.

TC and cousin (9 yéar old - J) have just
inished having bath. They come to living
e F is watching TV. They also watch.

8:20 Show over. There is conversation about Jaws, 11
being on HBO next month. J asks if family has HBO.

F: No, it"s too bad we gon”t have HBO
(as on screen there dppears a notice
saying that the progrhm just on was a
presentation of HBO).\ What’s that
say?

/

J: Looks at screen.
‘'M: (Reads notice to J)

J gets the message and M rubs in what a dummy he is.

Literacy events coded into this domain were embedded—

in activities which are directly related to the institution of the school. In
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most cases the particular material serving as the focal point of the event

ame directly from the school. 1In other caues the direct link to the school

n

was provided by the participants in the events labeling their ongoing activity

as being school related. For examples, literacy events were coded in this

‘domain when siblings were "playing school” or when parents were getting their

children "ready for school” or when parents were helping their children "do
better in school." Parents or siblings organized these types of events around
workbooks purchased at the supermarket or other literacy techmology such as
tablets and cut=out pages of magazines. Some examples of school related

literacy events are presented below.

i

Field Notes Mother, I and TC sitting outside. TC running up
October 22, 1981 ‘ and down stairs. The two boys come home carry-
Literates Alone ing a flyer from school. Javier and Geraldo hand
(30 sec.) mother their flyers. . Mother takes one and flips
School Related it to Spanish side. Mother looks at it, tells O

it is another announcement.

Field Notes Sister (6 year old - S) gets out phcket of word
July 29, 1981 flash cards (she got these from 10 year old neigh-
School Related bor child who was given them at school to practice

Literates Alone (7 min.) reading because he doesn’t read well).
S goes through cards, one at a time, trying to say
each of them.

TC tries to participate but S won’t let him. Soon
TC, S fight over cards, M comes in from other room’
and stops activity.

Field Notes The family was watching Kung Fu movie on television.
January 6, 1981 TC is in the room with the rest of the family.
Literates Interactive During the movie Olga asks her father what the

(15 min.) movie was about. Father tells Olga, "Why don’t
School Related you write down what you think the story is and I

will look at 1it." Father said this in an angry tone
of voice. (I found out later that about this time

Lari . }
{
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Field Notes
June 23, 1980
Literate - TC Inter=

active (68 min.)

RIE-G=79-0135
63

the parents wvere realizing that though their daughter
was receiving good grades in school [a good gtudent]
her level of achievement did not meet the parents”
expectations).

Olga retrieved her notebook and began to write down
what the movie was about. At the top of her paper
uhe wrote, "The story was about...?"

As Olga wrote, she watched portions of the movie.
When she finished she took her notebook up to her
father. Her father looked it over telling her that
her writing has improved but that she would have to
make her letters straighter. After father gave her
notebook back, 0Olga put it by the TV and continued
watching the movie.

5:25 The TV show mother and TC have been watching is
just about to go off when Mother decides that now
might be a good time to "have school."” M sets up

the Magic Erasesble Writing Board (plastic card board
approximately 12 x 18, with faint green lines printed
acroas it) which M had bought for TC.

TC begins trying to write a Z, gets frustrated. M
writes a Z, says:

M: There’s a 2.

TC makes A.

M: That’s a nice A. You could
make them smaller so they fit
In the lines.
TC then makes L s.
M: Oh, you're L. (TC begins
making more lines on L°8)
Oh, what are you tufﬂigg it into?

Ends up with

M: You got carried away. E’s only
have a line in the middle. An
F has two lines. An E ,
has three lines. Yours has (count-
ing 1=7) 7 - too many.
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TC makes an E.

H:

5:30 M talks to O about her job.
ing on master paper (diagram of letters with direc-

tional arrows to aid in letter formation) with alpha-

_That"a.right.

bet diagram.

5:37 TC and M put Magic Writing Board away.

washes hands.

5:39 Retﬁfﬂ to table.

M:

TC:

M hands TC bunch of animal puzzle pigges.
names of animals written over the

Do you want to do words or
puzzles?

Puzzles.

her match the pleces.

M:

What“s this one say?
Lion

And this one?

Baby one.

Lion cub. That’s what they
call a baby cub.k

M: Where does it say elephgnt?w

TC points to correct word, says it, fallewing word
with her tiger (etc- for magkgy, giraffe, camel,

l1ion, lion cub).

5:46 M brings out bunch of 15fgéf and smaller cards.

Task is to march words (Mouse, pig, apple, zoo, et

!1).

5:58 M brings out small paperback book from the
la;ef and the Elephant.
TC look at different pages and nd describe what is hapi
Go 'through whole book, page by page.

learning skills kit.

pening.

- 74
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6
a

ngs out Magic Board. TC writesss on it

00 H bri
for minutes.

one

e
Lh ‘I""

6:12- TC opens Sesame Street mgazine to page where
there 18 letter matching exercise. M tr=4fes to get
her to do this and other activities in tEhe book. M
reads certain pertiens to TC. At som2 pmoint M will
read question and TC will cdircle answver. Or TC will
put X on the word _+ Als pages witEE shapes.

6:21 ™ tears printed ad insert out of Sem=same Street
Magazine, goes to TC, and puts ivay maga==ines TC
writes on insert. TC continuws writing —n paper,

Magic Board 10 minutes alone vhile K, F, 0 talk.

Event ends at 6:35 when all p inte 1§v1‘i§g room.

(4) Religim. LiL_ teracy events coded into this dmin were emmbedded in

activities which are clirectly related to religious practices. A <=ldistinguish-

ing feature of literAc=vy events which occur in this domin is that they typi-~
cally iﬂvalvé mwre sdpshisticated literacy skills than d EVEﬂtSéiiﬁ mgstg of the
other domains. For &x—ample, it was not ‘uncommon for these events to require
individual or group fe==xt analysis skills as a part of Hble study sessions.

We present two e:amplag-nf this type of literacy event below.

Field Notes The kids are in the TV room wiching cart==oons.
October 28, 1980 - M decides to study the "word" ad goes fo= her room
Literates Alone . to get her books. ‘M emerges vith "ald fo- under
(30 min.) standing the(Bible and two venions of fhuse Bible
Religion ‘ (Ring James and—a Jehovas Witness translamstion) a

tablet and a pencil.: She goes to the kitt—chen table,

sets. up,:a,ncL begins studying. Again, M ux=es all three

books, first reading one thenthe other- She is also
taking notes on some of what she is readf _ng. On her
tablet I notice the following headings fo-xr sections
of at least one paragraph in legth; Exod®us 20:4,
Matthew 6:9, First Corinthiaps 11:1-10 Amasd Ephesians
5. Sharre and Toussant arrive home from a=chool. M
pauses- Ea answer questions andgive. -‘super—vision.
Then she’s back to studying fir several meeore minutes.

The event ends when Arthur bretks a windowsss.
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Field Notes S M and O are sitting in the TV Tom chs:t:mg
November 6, 1980 M has just finished disciplining C’s. Nic—kie
Literates Interactive is now in her room pouting, Arthir is Seate==d }
(90 min.) quietly seeming to be waiting for the right— moment
Religion to get (1:00) back into action. Shirley domsmes

over to visit. One of the first questiong she asks M
1is what she thought about the elections M° = response
was that they represent nothing more than "“~“men play-
ing games”", that in fact, they not only -did.~ not
govern her but they were also incspable of governing
themselves, Shirley responded by saying sh-e was
disappointed that Carter had lost but perba- ps Reagan.
could really turn the country aromd. -M re- plied that
' : only Jesus could do that and that this is h- is kingdom

. and He 1s our true king. To prove her painﬂ she gave
Shirley the Bible and instructed her t0 reawd a par-
ticular verse. ~When Shirley finiihiéd M Ipteserpreted
it for her and expanded on that isterpretat—Iion adding

~ meaning and verification by get:ing Shirley to read
other verses. The conversation wif mediatemmd by the
Bible throughout and ranged fromthe origin==l focus
to include false prophets, false religions, the des-
truction 6f the planet, how many people willl be left,
etc. Throughout this event TC“g were both MMn and out
of the room. Once Arthur puts his hands ot a maga-
zine but did not open it._ The eveit ends wtraen Shir-
ley must go home to be there (2:30) when Darswny gets
home from school. (The Bible 'is {otimately involved
in this event, several verses fron the Biblee= are read
as part of the’ discussign of all: the topicShe .

(5) General Information. Literacy events coded into this domainem were

embedded in activities which can be most accurately labeled a8 accyliumml ating

general information. The information being accumulated covers a widee= range of

-
-

toples and may or may not be used at some future time. Exmples of t _his type

.

are presented below.

Field Notes This is a concurrent évent. WhileM, TC gnd O

September 3, 1981 interact in the living room, Grandm sits in the

Literates Alone . dining area reading the daily newsptper. N0 comments
(13 min.) . - are made to or by her concerning her activit=y for

13 minutes, then:

GM: Look Patty, your buddy’s in
' the paper again.

M: Whdt°d he do now?

78
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Field Notes
December 3, 1980
Literates Alone
(10 min.)
Field Notes

(6) Hork.

activities which are directly related to employment.

., K-Mart.
~grandfather’s shopping tgip,

_In the meantime news and -advertisements
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M goes into the dining area, tins the msmrticle. She
makes no comment on the content of the m=article, other
than shaking her head. Grandiither ret&=irns home from
‘Activity-changes andentets Ar=—ound

Mom is prepai‘ent to go to thewrket, F is in the
kitchen paying bills and Nancy (age 2&? is in the
TV room with all four kids- lincy had t=ehe TV turned
to channel 5 waiting for Wopdi Voman foe> come on.
are being

displayved on the screen. Napntyreads flo—.is print

.mmtll Wonder Woman comes on,

Literacy events coded into this domaipnwre embedMded in

It post c#8-=e&s5 the

literacy events in this domain were associated with prolicing a pesroduct, per-

forming labor er providing a service which is exchanged for monet —ary

Tesources.

in some cases the lite

acy eyent i assocfa xted wizh

either gaining ot maintaining the opportunity to eafn EOEEy in th a1s way. Some

examples of employment related literacy events aTe prestited below—w.

Field Hotes

October 9, 1980

Literates Alone
(15 min.)

Field Notes

September 11, 1981

Literates Interactive
(2 min.)

Work

When M, A and O enter the TV rm Nickie 1s watching
"Love Boat" and Nancy 18 readin the elas ssified ads
(looking for a joh). For the next severs al minutes
Nancy alternates between readig thé psps—er and

" glancing up to look at the Ty. The actlw—vity ends

and Nancy puts the paper dowy id focuse== on the TV.

Children were watching telsvgmn. TV ims located

in same corner of room where litchen tsb—le is.
Father brings a flyer he receld ffém VemoTk over

to me and asked me to read 1p id explaicmn it to him.
Flyer was about the procedureshis emplow—vyer would
use in- the event that cutbacksin emploYemees would
have to be made. .

Parents diacusaed this with gBCh other Eh:pressing
theixr fear of what they night, live to doe.

'?’,7':
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Fleld Notes

August 28, 1980

Literates Interactive
(1 hr.)

Work

Ha:ch ZD, 1981
Literates Alone
(10 min.)

Work
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Javier overhearing us asked father 1f he had lost his

‘Job. Father explained, holding the flyer, that he

had not, the company was only telling the workers
that some might lose their jobs, he did mot think he
would lose his.

Two insurance men arrive to sell Larry a life policy.
TC is now looking in the mirror and generally playing
around in the room. N has stopped reading the paper
and started playing with Player and talking with

TC. The event directly involves the twe insurance
men and dad. The.saleamen are using several charts
and booklets to sell their product. All three men
are reading the various material and the two men do a
fair amount of writing. The event ends when the
insurance people leave without a sale. They also
leave a business card which Larry glances at then
places on top of the TV.

The :hildren, including TC entered the house.
Ralph asked his mother for something to eat. Mom,
who was in the kitchen asked the children to sit
at the table. The children were served their meal.
Mom went into the living room, which can be seen
from the kitchen, and sat with an Avon product
catalogue.

Mother explained to me that this was a new "book" for
her customers to lock through. I sat with the chil-
dren at the kitchen table. Mom got up once to serve
me a tea but returned to her booklet of products.
When the children finished we returned outside.

(7) Literacy Techniques and Skills. Literacy events coded into this

domain were those where reading and/er writing was the specific focus of the
-

ongoling activity. Thus, print was embedded in activities specifically organ-

ized to teach/learn literacy techniques, skills or information. These events

vere sometimes initiated by a literate person but more frequently they were

initiated by the target child. “In either case, however, at least one partici-

_pant in the éventvand,-9ﬁgti:gs both participants are typicglly required to

=

78
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abruptly shift out some unrelated ongoing activity im order to participate in

this type of event.

Field Notes

January 5, 1981

Literate = TC Inter-
active (30 sec.)

Literacy

Field Notes

April 16, 1981
Literates Interactive
Literacy

Field Notes

October 6, 1980°

Literate ~ TC Interac-
tive (1 min.)

Literacy

A fev examples are presented below.

TC has been going in and out playing "cowboy" while

M and O chat. After several minutes, TC enters kitchen.
M tells TC to sit in living room and "write" for a
while. 'TC replies that he would rather play. .

M tells him that she will not take him to the park

if he does not write. She tells him to write in his
"book" (1libro), referring to his steno tablet.

TC goes 1into the living room, picks up his tablet and
a pan from the corper table and writes for about 30
seconds. He then returns to play activity. When
questioned by M (who is in kitchen) TC replies, "I
already wrote" (trans.). He shows his page of many
large circles to M. M tells him he did not write, he
only scribbled. M allows TC to return to play
activity. )

TC is sulking as Ruben looks at TC’'s Wildlife book.
Linda is asking M where the crayons are, saying she
wants to color. Amalia (Linda’s mom) tells Linda that
she wants her to write, not color. She tells

her that nothing is gained from coloring. Linda
picks up TC steno pad and writes. She writes names .
of all the people in the room. She shows the list to
0, then to Mom who tells her it is very nice. Linda
then tells Ruben to practice his name.

Family has been hanging around. TC shows O one of
siaster’s (Becky ? years old) s:hoal papers, says
"Look, O, Becky“s".

M (to TC): Do you know what letter that 15?
TC: Letter
M: P o
TC: P . _
{: Yeah, that’s right...letter P.°
. what starts with 1etter P= pain
butt-pug face. - .
TC: Ye;h, letter P. foe =

You know ‘°
<

in the -

‘Brother reenters room TC distracted, watches TV. .

=

A i - )
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LiterBcy events coded into this domain

were embedded in activities organized to communicate with friends or relatives -

ﬂsiﬂg print as the means for reaching across time and/or distange. ‘A few

2]

g:smpies of this type of event are presented below.

Fleld Notes ’ When O arrives sister (20 year @15 Pgtﬁy) and héf

December 15, 1980 husband (Frank) are in the midst of wvriting a personal
Literates Interactive message on a Christmas card they are sending to Frank’s
(15 min.) = family igf Mexico. F has ﬁritgéa a message in Spanish
Interpersonal Communi- on a plece of paper. P 1is copying the message on
cation the card itself. P asks questions about spelling

. from time to time and reads parts aloud. F also
reads to self after P finished copying.

‘Fleld Notes 10:37 TC and brother were playing army.

December 5, 1981 Mother began writing a letter sitting at the kitchen
Litérates Interactive table. During his play Geraldo asked mother who
(1 min.) she was wfiging the letter to. -Mother said, "To
Interpersonal Communi- my mother."” Geraldo said, "What are you going to
: cation. . tell Nana?" - Mother, "Oh how good you’ve been and
: - when we will visit her.” Geraldﬁ, T0h are you going

to tell her to get us a present." Mother, "Oh
Geralde you are not supposed to ask fnr presents
Geraldo, "Tell her #just: a small ome.

"

e

Mother'and I chucklé gnd she says to me, "Oh look at
how these children are." Mother feturns to her writ-—

e 7 ing.e v
Field Hgtéé ' ) O arrives at house and M and F are reading a letter
February 8, 1980 from a friend in Qfggun. They are standing side
Literates Interactive = by side reading, occasionally ‘pointing to text and
(3 min.) . - " diseussing contents of message. After 3 minutes TC
Interpersonal Communi- leaves héuse to go to neighbors.
~catiens - . ' o

s

Story gnnk Time. Litéracy events coded iﬂtn this domain were those where

o=

a ;ntegivgr regds-zn a ehilé ‘or zhildréh in the family as a part of the care-

. giver: fnuziﬂe g:tivity-' Of course, nﬁt all evamts in which a caregiver readsr

. “ " .
. . - oy s : .y = ) .

(%)
ERIC
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to a r:hil_d involve books which contain a narrative ac::mml.:; (story). Typ:lc:ally
books involved in these events were alphabet books or books whichhave ombjects

plctured with their corresponding labels; such labels contain nostory 1—ine at

p%

all. However, the term storybook time 1is meant to- include such readings  and

J 3 . , —

emphasize the planned regularity of the event. - 5

The domains of literacy activity presented abeoye orgsaunize the:‘lit'efgcy

s of/ the contextsyithin wwhich

events we observed according to salient featur
the events wé:g embedded. Our analytic system provides an accyrite desce=1p~

tion of the fune:iaﬁs of literate praczice as they emerged out nf the g;:ivia-

4

ties of the people we worked with in this study. This organizatim of ex;rrem;?
elearlyiingicates that certain types of literate prgctice, s;uczh 4 thoge

embedded within peoples d!,sily living routines, are virtually a gpuesity of

A

life in a complex literate society. However, the construction ofthis ann  a-
|

=

did not restrict their reading and-'wri ting activities to those which are

Insert stle 15 abﬁut here

necessary for ﬁanagiﬁg~t7:eir iives in this society. Table .15 sumirizes =xhe
density of literacy activity which occurred in the nine domains. I the —

interest of clarity and for ease of comparison we have unpacksgedtw of cour

:dﬂgaiﬁs in this t‘gblé. First, we have differentiatéd the entertalment deomain

F
-

l;ﬁfﬂiug to the t;hfee ways pfinc enters inte this sctivity. Second, we Eaave
diffe:enfiat:ed the literncy :g:hniques and skills dbnain sccordingteo who  dni-
tiated the.event. We will repeat this p:ocedure in all future premtaticesns’

of the domains. ‘o .
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Table 15

Average Density of Literacy Events by Contexts
Per Hour of Observation

Tiwe Frequency
SN j— - -
Average Average
Minutes Percentage Freq. Percentage
Daily Living 1.41 16.6 0-18 22.6
Entertaimment Source 1.8l 21.4 0.12 15.3
Entertainment Instrumental 0.28 3.3 0.09 11.7
Entertainment Media 0.03 G.4 0.01 0.
School Related . 1.26 14.9 0.09 11.0
Religion 1.37 16.2 0.03 3.1
™~ General Info. © 0.74 8.8 0.07 8.1
Work 0.10 1.2 0.01 1.5
Literacy Techniques
and Skills
Literate Ini;ia;gé*gfif' 0.21 2.5 0.03 4.2
TC Initiated . 0.64 7.5 - 0.11 14.1
Interpersonal Communicatisn 0.18 2.2 0.03 3.1
Storybooks 0.14 1.7 0.01 0.8
Totals 8.17 100.0 <78 100.0
. 4
l\:;
S
52

o

ERIC
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Considering both time and frequency the highest density of literacy

occurred within Daily Living, Entertaimment (Source), School Related, General

H

Information and Literacy Te¢huiques§and Skills (TC Initiated) Demains (Percen-
tage Range = 7.5 4 22.6X). The lowest demsity for both time and frequency
occurred within Entertainmment Media, Work Related), Literacy Techniques and
Skills (Literate Initiaﬁed), Interpersonal Communication, and Stnrybﬁgk
Domains (Percentage Range = 0.4% to 4.2%) Entertaimment (media) was m;re dense
in respect to Frequency (11.72) as compared to Time (égBZ) and Religion was
more dense in respect to Time (16.22) as compared to Frequency (3.1Z).

Inséft Table 16 about here

Insert Table 17 about here

Quantitative Summary. Table 16 and Table 17 summarizes for each of the

households, the average frequency of events per hour of observation and the
average amount of time spent in activities.inveolving reading and writing,

according to the domains of literacy activity. First, it should be noted that

all of the target children had an opportunity to observe literacy serving ‘a

variety of functions in the lives of the literate people in their environment

" and that all but five of the térgeﬁ children ipitiated events which focused on

2 14
literacy techniques and skills. It should also be noted that there is consid-

etgble‘?gtiaticn by families within any particular domain and é&nsideraﬁle

ifamily to Eanify variation with respect to literacy activities across the

domains.

| 508 ‘ Clae
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A close inspection of Tables 16 and 17 reveals certain patterns regarding

the domalns of literacy activity. To begin, the domain of Daily Living rou:
tines was one in which activities were comparatively frequently mediated by
literacy. This finding was a relatively consistent one across families. It
1s also interesting to note that Daily Living routines tended to be 2 demain
of activity where few Literates-TC literacy interactions took place. Thus,
although a significant proportion of the adults® literacy was imvelved with

Daily Living activities, adults did not tend to inveolve their children on

these nccasinsne.

Another finding is related to the domain of Work: There was a general
paucity of literacy associated with activities in this domain. The parents
who worked were generally empleved in unskilled or semiskilled jobs. We do
not know how much literacy was imvolved in their actual activities while at
work because we did not observe the parents in that setting; however, when we
censider what their jobs were and what we have learned through interviews
ab ut the literacy connected with those jobs, we hypothesize rhat it was actu-
ally quite litcle. One thing that we can say for certain is that almost no

reading or writing assocciated with work of parents® “spilled over’ into the

home environment.

One other significant domain where adults were involved in literacy was
Religion. However, literacy-related activities in this domain was by no means
consistent across families. ﬁin fact, the time spent readingiagd writing
related to Religion was accounted for primarily by Natalie, Amin"s and Maria’s
parents, and then to a lesser extent Lori, Juan and David's parents. It

should also be noted that, with the exception of Denise and David's families,

ot
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the frequency of these events across the remaining families do not differ in
any substantial way. The events in this domain of activity were all associ-
ated with religious practices. Actually, they imvelved fgédigg and interpret-
ing the Bikhle and, on occasion, writing about the understandings and interpre-

tations develsped.

Similarly, there was substantial variation among families with respect to

the extent to which -Entertaimment and General Information activities were

=

mediated by print and te which School-Related Literacy entered the home.

Also, the number of Literacy Technique and Skills events varied greatly. Sto-
rybook time as _a domain of activity was found in three of the homes but not in’
the others. Fﬁnally. there was for the moest part 1ittlé mediating of
Interpersonal Communication activitfes with literacy. 1In only one home was

there considerable writing of letters or notes.

The quantitative results presented above exsmine the domains of literacy
activity as they occurred in each of the . participating families. We will now

present a quantitative summary of the domains of literacy activity as they

above indicated that the domains of Daily Living Routines, Entertainment,

School Related, Religion, Literacy technlques and Skills and Storybook time

ylelded some differences on the time and frequency measures as a function of

variation on the demographic factors. Statistical analysis of the data

. presented 1in that table indicates members of Black families BPégtemﬁte time in

Daily Living Literacy (Mean = 2.03) than did Chicanos (Mean - «52).. Anglos

vere indistinguishable from either group in this regard (p = .0l171, scheffe =

i
«05). No significant differences angfg these three groups were found with

- g
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reapect to the frequency of Daily Living literacy events. Blacks also more
frequently engaged in religious Literacy events (Mean = .02) than did Anglos,
who engaged in none (Mean = 0). Chicanos were indistinguished from either
group in this regard (p = .0352, Scheffe = .05). However, because of high
variability within the Black sample, there was, gniiag tendency for Blacks to

distinguish

™

hemselves from Angles in terms of time spent in religious
literacy (Means = 2.68 and, p = .1932, Duncan = .10). There was also a ten-
dency for Anglos to more frequEﬂtli engage in Literacy Techniques and Skills
Bvents (Mean = .06) than did Blacks (Mean = .0!). Chicanos were indistin-

guishable from either group in this regard ( p = .0701, Duncan = .05).

5

-

With respect to gsex, families with female TCs spent more time using print
as the source of entertainment (Mean = 2.59) than did families with male TCs
(Mean = .73) (p = .0513). Families with female TCs alse‘évidénﬁed a tendency
to more frequently engage in literacy as a source of entertainment (Mean =
.16) than did families with male TCs (Mean = .07) (p = .0859) . Finally, fami-
lies with female TCs also tgﬁded to spend more time in literacy (Mean = 1.80)
than did families with male TCs (Mean = .52) (p = .0789) g;d more frgquently
engaged in storybook timé activity (Means = .0l and O respectively, p =

-0732).

Co
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Chapter 1V

Discussion

This study addressed the following question: What are the sources of
those life experiences that lead to the development of literacy? We addressed
this problem because of a concern we share with many fellow citizens and scho-
lars. We are concerned about the fact that the school achievement of
America’s poor, in particular those gméng the poor usually referred to as
"ethnic minorities” falls short of that of Americas "mainstream" students. We
also share a belief in the relevance of literacy to schooling; only in excep-
tional circumstances are the two separable for sll practical purposes (see
Scribner an& Cole, 198l). However, based on the findings of this study we do
not share key assumptions that seem to characterize a gfggg deal of the
literature on the sources of what are considered high levels of

L]

literacy/schooling achievement in children: (1) the assumption that books pro-

"vide the only valuable source of literacy experience for preschoolers, and (2)

the assumption ;hat:ethniciculturﬂ; factors mitigate against literacy develop-

ment and practice.

(1) The Equation of Literacy with Books

Clearly, few would argue with the aséeftien that the United Sc=2tcs is a
literate society. Writing and its associated technologies are central to the
organization of industry, government, science and education. "Get it in writ-
ing" 1s ‘not mereifla saying; it is the accepted legal practice. Literacy is

also extensively used by businesses in their dealings with the public..

Advertising, product labels, billing systems, directions, receiving and giving

89 -
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out the family income all make extensive use of written language. Tn the
United States, literacy is an integral part of food gathering, the acquisition
and maintenance of shelter and clothing, transportation, entertaimmert and
other recreational activities. Literacy seems to be involved in many of the

essential demains of human activity as they are organized in the society.

Despite the obvious impertance of literacy to everyday functioning in
many different contexts, it has appeared plavsible for social scientists to
concentrate their attention on only a few of these, especially cases where
parents engage their children in reading in a deliberate and planned manne;_
Book reading, story book time and other experiences related to books (Wells,
1981; Scollon & Scollon, 1979; Varenne et al., 1981) are not the only sources
of literate experience although these are the ones typically focused on when
considering the child’s preparation fer school. In summarizing this body of
research, Heath (1980b:15) informs us that ehildfen_ui;h book reading experi-
ence at home arrive at achool already socialized into the school preferred
approach to teaching literacy. With such socialization the school can best
capitalize on what the child has already learped about print and its functions
and meaning through early exposure to books. Thus, one predominant source of
poor school performance of lower class children is consjidered te be a lack of

experience with books. ‘
&
However, as the results of this study show, book reading, story book time
i .
and other experiences related to books are not the ﬁ%ly sourceu of Literate

. ~ )
experience even among the urban poor of the U.S5. 1In facte it represents a

minority of betetageneaus activities invelving print. The 1ﬁwainca§% children

who participated in this study had considerable experieace with print that did

= »
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not include books.

frs"'

Everything we know as social scientists suggests a very llﬂplg truth:
the literate practice observed within a group can best be accounted for by
examing the external fegtfiéticns on the uses of literacy within a cammunigy.
In West Africa, Scribner and Cole (1981) show this to be true of the Vai: the
extent and structure of literate skills practiced by the Vail matched the range

restricted because many of these contexts where litgrac} would be functional
are uﬁder the coné}ol of govermment agencies, schools, modern economic insti-
tutions, etc. In so far as Améfiéaﬁ communities are also defined by the con-
straints which shape them, we need to kqév the contexts in which literacy 1is
? .
practiced and the links between local cantéit?; in order to say much about

literacy devélopménﬁa In fact, the whole notion of levels of development is
seen as contingent; contingent in this case on the overwhelming power of the
school for determining entry into a wide variety of important contexts. Conﬁ
sequently, we sought not only a principled, rePiicablé, description of dif-
fére?ﬁ learning contexts, bg; some notien @fﬁghe frequency of different kinds
of events, as a basis for characterizing the patterns that make up differént

fundamental "kinds" of literate activity in homes where young children are

being raised.
R S

As Table 16 in the previous chapter indicates t%e_ave:agé préscheal child

»

minutes of literacy during every hour of observation. Also, nearly once §ver?.
hour a literacy event occurred which our preschool children either observed

and/or participated in. If we take into accoumt that the average low-income

91 .
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child who participated in our study is awake 10 hours per day, we can then
estimate, if our sample is representative, that this child is going to either
vbeerve or participate in nearly 8 literacy events or about 8l minutes of
activity i{nveolving print, virtually every day of his/her life. However, these
events are not organized one after another nor is all the reading/writing time
condensed into one peried. Rather the frequency and time of events is distri-
buted across the nine domains. .

Table 16 also reveals that the domains of activity where print most fre-
' oo

T quently becomes invelved are: Daily Living, Literacy Techniques and Skills,

Entertainment (where print 4s both the source and iqsgruqégggi :o the enter-

tainment é;:iuit?) and School Related activities -respectively. Regarding the
amount of .time spent in literacy events, the highest percentage 1s committed

to Entertainment (where print is the source of the activityb followed by Daily
: -

Living, Religion and School Related activities.

~

In addition to our da

r

a we also know from the work of Heath (1980a&b)
that even among working class people, there are many ways, in addition to
reading books, that adults arrange for their children to come into contact

with pfint, shaping their notions of what it is all about. Hith‘respac% to

deliberately constructed contexts in Hhicb‘paféﬂts-tééﬂh their cﬁildreﬁ about
print, her reports are quite detailed and suggestive. -She notes different
orientations ;éwgtd the kind of igading that Dﬂé—ﬂill éeed to do in school
that split along both class and ethﬂié iines, arriving at ggree different con-
figurations of home literate égtivity Hith three resulting patterns of

- : , ¥
T school-~home correspondence. - i}

. .. ‘ . qc .
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Based on such evidence, and the data summarized in this report we may

conclude that literacy is not absent in low-income homes. Literacy is a gkill
vhich encompasses a wide range of everyday practices. These practices are

- important aspects of the knowledge people acquire about 1iter§cy-

#
=

(2) Ethnic & Cultural Aspects of Literacy Development

As an ethnically and socially diverse group of social sclentists, our
research gfaup& was also very concerned with seeking to clarify the basis upon
which such phrases as "ethnic group differences in literacy," or "literate
practices associated with poor people"” are used. In our opinion, far too much
emphasis has been givén to the "cultural" impediments to literacy, making it

& difficult to see the ways in which social and institutional forces operating

on groups of people structure their exposure to, and uses of, print.

. - 3 Hence, in our analysis we were espéciélly concerned te link pr ctices ;n
the Eama £ e 5§:ial sources from which tﬁgg sprang. In effect, we ssged,ry
"when we see a literate practice in the homejjghefz_did it ebme frgm?“’ﬁhen we

! see cultural forces at Hafk: we see resources for ;nping with print, as part

of the mix-

S

!
-
Tﬁz
S, U —
*. ..
: 4, Anderson, A. B.; Stokes, S. J.; Teale, W.; Martinez, J.; Bennett, Rej
; Vaughn, B. E.; Forrest, L.; Estrada, E., Laboratory of Comparative Human Cog-
nition, UCSD. 5 - 5
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When we compared the experiences that families in our population had with
liEETEEY‘QEfOES the domains comprising our analytic framework, we found; 1)

all families came into contact with print, and 2) there was cinsiderable vari-

———

»i:bllityidié;ributed across all families in all ethnic groups. In turn, the
frequency and duration of péfticular experiences that a pregéhoal child has

~ with prigk are-apparently determined in large part by the interactions-that
their parents and othar literate people in their home have with various organ-
izations and ;natitutians that exist;énzside the home. These a%pe:iEﬁces do

not seem to be determined by the cultural girangéﬁegts particular to each eth-

nic group. : . ’ -
Results reported in the previous Chapcér indicate that the patterns of
activity by ethnic group differ across the nine domsins. However, the differ-

ences are statistically significant in only four of the domains of activity;

the duration of Daily Living events and Entertainment events (where print is

*

instrumental), chg frequenc

7 of Religious events and the frequency of Literacy
) £ ’ N

Techniques and Skills events. Below i@PPSESEﬁE examples of the“events we

obgserved in each of these four domains. While the examples do not ﬁeeessafily

represent the range of events in that domain, we intend for them te provide an

indication of the source of the statisti%gﬁ differences.

Daily Living. Many of the events we observed in the domain of Daily Liv-

Fs

ing involved consumer goods gtiangiy derived from ;hg_éfade economy. No
between group difference were obtained wi;hé;pﬁiect to the afér:llifrequency é
of Dally Living:en;nuntgrs; However, Black families spent significantly mogé
>§;55 (p = .02) involved in these kinde of events than the n;hgr gfeépa (see

TahieELQ). While the sources of these differences still merit further inves-
~ . 4

=
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tigation, the follewing examples of lengthy events suggests how they may
arise. The first event describes the actions of an Anglo mother and the
second event describes the actions of a Biagk father.

N Field Notes 1:05 Mother comes into the living room where TC
s C@ April 14, 1980 is. She is reading a letter from one nf the companies
. 8 Daily Living ~ she has an account with (5 min.).
Literate Alene (8 min.) 1:13 Mother gets out an o1d Pampers box \
which-1is gstuffed full of bills and receipts.
She searches through this material and finally pulls
out one thing. Then mother writes a note and
addresses an envelope (3 =in.).
Field Notes Mother is preparing to g. to. the market, TC is
December 3, 1980 in the TV room with all of the kids. Pather is
Literate Alope in the kitchen paying bills. He is using a
(30 min.) tablet where he writes the payee, ampunt paid
% and date paid. His procedure is as follows; spens
the bill and reads it, writes a check (preperly

recording 1it.) Enters the transaction on his tablet,
writes paid on the customers copy of the bill, files
that in a' shoe box with what appears to be other
records of payment receipts, stuffs the envelope then
repeats the procedure with next bill. Throughout the
event TC is in and cut of the kitchen, sometimes
pausing to watch what F is doing, and chat with him.
The event ends when father pays the last bill. '

— ) . o
‘xlgsgzizrtesP%cts, except time, the two events are remarkably similar. ‘- The

saciéi label wé can assign to the actions that take place in these events is

: "paying Qills." The material involved in both events were records of aconomic .
transactio and both people even have these records stored in a handy box.
The ;artijélsr procedute-fags“pgfiﬁg bille" alsb appears :ﬁ/be generally the
same; (1; read the bill, (2) write a response (a note or alcheck), 43) make a
‘record (which appears to be optional) and (4) ndd:esé an envelope. In the —

case of these two events the difference in their duratioa is accounted for by

the difference in the number of bills beiﬂg paid. 7 ’ ‘f\ fe

_ o . A
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Religion. While religious litéracy will be discussed in more detail in
the next section of this paper, we will indicate here that Black families more

frequently engaged in religious literacy activities than the other groups (p =

+0352). Chiczanos were indistinguishable from either group in this fegard (see

Table 19) . The same pattern of results was found in respect to time, al;haugh

Elack families were highly variable in this regard {p = .1932).
S

-Entertainment. Many of the businesses in the United States éééigﬁ and

distribute print material which become a part of leisure time activities:%”fhe

proliferation of print materials for entertaimment no doubt contributed to our

‘finding that entertainment represent the most frequent use (27%) of literacy

in the low-income homes we visited during the past two years. Across all
three groups we found no difference in the Efeguenc; with which print was used
in an instrumental way for entertainment. But Anglos spend gg;g time engaged
in activities where print materiai enters in éﬁway that is instrumental to the
entertainment activity (p = .10)., The sequences ;fesentgd below provide us

with one example of how Anglos spend more time in these kinds of events along

with some other interesting information which we will discuss after the events

" have bgen‘ﬁfesegted. The first. two evgntgfﬂetg recorded in a Black family and

the last event was recorded in a White family.

A
§

-Fleld Notes The insuraince men ﬁhve just left and mother
August 28, 1980 . and father gte'diszﬁbsiﬁg what the insurance men
Literate Alone (2 min.) had to say. TC is on the floor with a toy (but she .

Entertainment (I) seems to be paying more attention to the conver-

: sation of her parents) when mother and father finish
reviewing the visit from the insurance man, father
picks up the TV guide to select a program. Father
reads through the guide for a few minutes, puts it
down and tunes in a boxing match on ESPN.
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Fiaeld Notes

. August 28, 1980
TC Alone (5 min.)
Beading (TV Guide)

Field Notes
April 1, 1980
Lit./TC Interactive
Entertaimment (I)
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‘ihthéf has just finished reading the TV guié;:gnd

is pow watching a boxing match. Mother is reading
the classified ads when TC goes over ‘and picks up
the TV guide that father just put dowm. TC begins
paging through the TV guide pausing and focusing her
gaze on pages that have pictures. The event ends
wvhen TC apparently tires of the aetivity, puts the.
guide down and begins wandering around the room
apparently looking for something else to do.

:30 When M puts K to bed, TC sits on couch, still
jatching TV.

:32 TC puts head on pilllow, continuing to watch

o M comes back to couch. TC says he doesn’t like
the show he is watching (Sigmund and the Sea Monsters).
M goes to TV to get TV Guide She looks through. /

4

M: Gilligan’s Island 1s on.-

TC: What else is on?

: Tom and Jerry. :

TC: I°11l watch Tom and Jerry. 1Is
Superman on, too?

M: Uh=<huh (yes).

TC: What else after Superman?

M: Starsky. '

TC: What’s after Starsky?

M: Happy Days.

TC: What else after Happy Days?

HM: PM Magazine.

TC: What else?

M: What®s after what? PM Magazine?

TC: Uh-huh (yes).

M: {(Pointing to bﬁak) Two holiday specials.

4:36 TC EakEEQTV Guide from M.. Flips through and
looks at for appra;imgtely 1 minute. During this
time M"s brother-in-law (20°s =-J) comes in. M and J
talk a bit.

TC: Mom, when is that going, to be on?
(Pointing to a picture/ad in Guide)
M: (Did not catch response she made)

TC resumes looking through Guide.

4:41 TC: Mom, when’s this one going to be on?
. (pointing to another picture/ad)

g7
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M: (Laaking at Guide) Sunday.
(5 sec. as TC looks at Guide.

TC: Look what I°m gonna watch though.
(Pointing to another).

M is at Ehia'paing talking to J; She gives no,
response to TC.

4:43  TC drops Guide on :Elaaf, liea bazk on couch and
watches TV.

Besides the fact that the 1iteraey event lasted for 13 minutes in the
Anglo family and that the two events in the Black'famiiy lasted for a total of
7 minutes, these events also represent occasions ﬁheﬁ pggehis ﬁave differently
organized literacy experiences for their children. In each case we see the
same type of pfint material being used by a literate adult and a preschool
ghild-'”ln each family the print material ié.ﬁhat connects the actions aflthe
individuals. The actions of the adults are ir some ways gui;e similar, yet
they are different in important ways. Both parents read the ing of pro-
grams but oné does it interactively with her child and the other pgfég;
doesn’t. This difference in the actions of the gd‘%t are related E;‘; the
differences in the actions of the two children. . Yet vhen the chiidren are
alone with the TV giides they seem, at least on the surface, to be doing simiv
lar things with 1:
Li:eraez Techuiguea and § ,i;ls. The events we observed in the domain ﬂf?i
Literacy Techniques and Skills focused on the production or :éﬁgzeheagién of
print symbols. Many of these events also pr@viﬂed the prgsehbal‘ghild with‘
value statements regarding litefhgy, e.g.,."it is better to write than color.”

N\ .
While all of the events in this domain could be characterized as a literacy

1gisan, anly a portion of them used ttL f;miliar ;nitiatian-reply—evalu;tion

1
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sequence (Mehan, 1979). Our findings regarding the frequency of these kinds

, of events generalli,teplieatg those reported by Heath (1980b). It is the case

that Anglo parents more f%équently (p = .07) initiate activities ihiéh specif-
ically communicate about the value of literacy or its techniques and skills.

It

-

8 also interesting to note thas, as Heath (1980a) found in. Tracten,

1itérate adults in Black families usually wait for the preaﬁhacl -ehild- to ini-

19). However, our data guggest that when p:gs;haalers did iﬂiﬁiaze events in
this domain, they éend EQ.last/lOﬂgéf in Blgck fégilies than when:they Ogéuf
in Anglo families. The first event occurred in an Anglo family Hgile the
second event occurred in a Black family.

\!

Field Notes TC has been writing alphabet. TC asks M about how
January 8, 1981 ‘20 make G.
'Lit./TC Interactive o
(3 min.) ' . M: You remember. Like that (Makes a
Lit. Technical Skills ' G for him). :

Then TC sings the alphabet song 2 or 3 times. Each
s time he stops at P. Finally M sings (when TC gets to
) P) leg %

TC: How do you make a Q.
M: O with a line.

TC makes R, S. Then for T tc the end TC asks M to
write them for him on another page. She does. All
of the E’s are non verbal. TC pauses after producing
each letter for some type of confirmation of correct-
ness before praducing next letter. -

"

Field Notes Mother is watching Scap Operas. Delores is on the
November 7, 1980 floor playing with her "pop-up" game (Perfectionm)
Lit/TC Interactive when she notices a pencil and paper Kathy had

(8 min.) ’ placed under the sofa. D crawls over and pulls

~Lit. Techniques & Skills them out, then she begins to scribble. .  After

about 2 minutes of this:

90
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Ma, I can"® write my name. '
Shh
Continues to scribble alome.
(1 min. pass and a commercial ¢omes on)
What did you say Delores?
Nothing
You just said something about ysur name.
Will you vrite my name?
.No, but I°1ll help you. Bring me the paper.
(Brings the paper and pencil ta mom)
who sits D in her lap)
(Mom’s comment: Now you hold Ehe pencil
like you gon write.)
- (When D does this mom wraps her hand around D’s)
. M: (Mom holds and guides her hand as they
print DELORES. As they print each letter mom
pronounces it first and then D promounces
them)
¢ That’s my name. , That aays Dolores.
M: You got it kid.
¢t (Very proud of what they had just done
"and studying the word) And that’s °
uh "0" (pointing at the O in her name),

-

dxdx3d =3 :: a3

- right ma? .
M: Yea, now you go and write some more by
©  yourself.
- TC looks at her name. for a few more seconds and then

goes back to playing her "pop-up" game.

A final paiﬁ: should be made regarding the overall differences in ‘pa'ts ’
terns af literacy activity betweeﬂ the three ethnic gfaups Hhich«paft%sipated
;in this study. Overall, m*anbefs of Anglo families invalve print 11: their .
! 'a:tiviﬁies more frequengly than the members af Black or Mexicau-American fami-
lies. However, Anglo families do not spend more %}g& _involved ﬂil;!%gi;iﬂ:.

Thus preschool children in Anglo families can be expécted to either observe or

e

participate in a comparatively largeér number of litérngy events than do their’
Black or Mexican-American peers. However, these events can be ‘expected to be

of compiratively ihai;t;g: duration than those which occur in B,ll’s{:t or Mexican~

.

American. families. By contrast, preschool children in Black .and Hﬁiegn—

American homes can be expected to obu:ve or participate in 'eaﬁparg;h?ely .

QO
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fewer literacy events than their Anglo peers, but for Black children these

. e

events can be expected t&,lgst’fer'Eanpgsativgly longer periods of time than

they do in Anglo families. . ) -

- m

Reshinkia' the Hation of Culture d Litera ;
%u an [+]

We star;ed'thié‘ééﬁa} éi;h the que;ti@gég What are the sources of those

“  1ife experiences that lead to the develoﬁmé;t of liteéaéy. éaztiéulsfly among

.ethnic minorities and the poor? We vere/éware of the 1;tge body of social

' science research which suggests that the culture of Anefica 8 poor and "ethnic

‘iminafities" accounts for their failugg to develop aufficient skills in fgédiﬂg
and writing to do well in school (See, Downing & Thg;E?EF§j1975; Cullinan,
1974; Simons, 1974 for reviews). ;éhus from the Beéiﬁéing we thought we would

find thdt culture exerts paftieular 1nflu2n:e on the.child’s development of

> —
T e e

literacy and that this ﬁéulé likelx be- the case even within our lower-class

b

# ‘ sample. .
8 {

=

With these understandings n mind, we were careful to select our research
aampie in a way that uauia allow us-to iuves;iggte éhis possibility. At the
outset we reasoned--as ngny social scientists before ug—-:hat any variability
in literacy activity reaulsing from ethnic group ﬂembership may Eefle:t cul-

tural differences in li;erate prn:tice. However, uhen comparing the patterns
of literacy practice prEEﬂEEé by the :hége gghn;e groups in our sample, we
‘found it difficult to ganéludg thsti%phnicity was a“uiifarnly signifieant

7
£

. source of differences.

Q
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Social Institutional Iﬁfigagggg,gé_Li:ggg,

You will recall that the glegigta of the context which we ujgd in build-
ing our descriptive scheme qf domains of Iiteracy dctivity were; (1) the
source and type of waterial involved in the literacy event; and (2) the par-
ticular sequences of action that were clustered around the particular function
af§the mg;e?ial. Using these criteria to define the téievnn; features of the
contexts where literacy occurs suggests that literacy ie largely influenced by

social institutions, nmot cultural membership.

Y

In fect, the closest we come to a source of cultural influence on
licerate practice conucerned religion. Even there, the ﬁtganisatiaﬁ of reli-
gious practice was not consistent with tf;ditiaual accounts of an "arsl tradi-
tion." The Black and Hexiesa—Amgrigih f&gilies in our study who practiced ,
religion were not engaged id “cral tradition." Quite the contrary, the )

. - ¥

churches our families attended encouraged and even required an active and

assertive approach to print.

A eTose examination of Table 17 and 18 that in the families of four of

o

our children the-literacy carried out in association with éeligious practices

\

is the most frequent and time cagguming uses of .reading and ﬁritﬂng these

\

children observe. A atatgneng fram Natalie’ : mother, Pauliﬂé. pravideg

insight into this gsaaei&:ian@pgtagiﬁ li:eficy and religian for thgse fnn1=

lies. ) ( .

“Rgading the Bible builds up ‘'your faith, the more kngﬁledgg you take
in the more faith you have, it helps you build & better fGlltiDn!hip
with God... Besides, scripture says that from.babes you lhquld‘
inculcate them with the Word." :
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Pauline’s religious beliefs require her to learn and live "the Word of
God." She explained that the only vay :o‘undgtstand God’s will is through

consistent study and application in daily life of "His Word." His Word was

for her learned both in the chutrch setting and at home. Study of His Hﬁrd at -

3
home involved reading and analyzing the Bible and making use of Bible study
/ B

aid books. - For Pauline "the Word" was her religion, and learning haow to be a
better analyzer of text was synonymous with advancing in her faith. In fact,

most parents in these families were fundamentalist and in their church the

congregation is responsible, under the leadership of the ﬁiﬂiéier, for read-

ing, analyzing and applying "the Word of God." Thus, we can see :ﬁat as a
sult of the way in which their religious az:ivitiea are conducted, these
families are ofren involved with literacy. The "Word" also instructs these :
parents to get their children involved with the Word from the time thst::hey
are infan;sf This feligiaus imperative 1&& many of our parents who géaetize
religion to include the children in their ;gmisﬁeekly Bible study sessions
conducted at home or at the house of friends. Sﬁﬁeéimes Bible. study groups

were specially organized for the children. On these occasions an adult would

lead a.group of children thrgpgh a reading and digcunsian of Bible stories or
a rgview of the :hildren 8 knowvledge of the Bible. Alsa,'an; of our mothers
caﬂdu:;ed regular bgdtime Bible reading even;g for her children. 1In these
events the TC either "pretended” to read alaag with a 1ite:ate person or said

the Lord‘s Prayer while pretending to read it from the Bible.

Another factor which would seem to be a possible source of cultural

) infquﬂce is 1nﬂgu;ge or dialect. Some of our families spa&g Spanish, and

even more of our families frequently spoke v:ngcu;gf Black Engliah-[fie: these

fncta:s seem tO &xert rel-tively little 1ﬂ£1uen== on the pat:ernsng literacy

72
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use that we observed during the study.
. ) '
Anticipatory Preparation for Schooling

" A more prevalent influence on literacy seemed to be the pgfeatsﬁangic;pa-
tian of their preschoolers going to achool, the routine requirements of daily
life, or passing time in recreation. nghgpsxﬁhé moet dramatic example of
social iﬁflu3ﬂ225 comes from our one naaali;etsée mother who exhibited a
strong arieztgéian.zaﬁard 1iteracy; Desplite vhat would seem to be extreme
impediments to liéergte practice, this parent organizes an incredible amount
of literacy for her ghildrem. Cultural factors in this instance pfﬁ?ide a

ifferent set of resources (i.e., Spanish language referents and s;?lg of

‘¢

[+

nteraction, e.g., Heath, 1980) but they do not appear, inithemgeivés, to be
impediﬁenzs to literacy. The mother pushed the TC im rather creative ways to
attain literacy and was improving her own skills as well. She was very much
aware of the importance of literacy and of the constraints hé: liéitéhl
literacy skills placed on her. She clearly did not want her ehildfeﬁ to be
illiterate.

i .\’

In her own efforts to improve her 1;t2fae§ skills, the church became a
primary broker for literacy practice; r an :hﬂﬁgh the context of this practice
wvas nqt religious. 5 Preparation for -choai (!né presumably subsequent suc-
cess) for the TC was the -source for much of hgfliitéfgcy interactions with

this child. One would not expect s middle class variety of p:fentadifeeéed

5. A sister from the mother’s church visits the mother twice a week to teach

her how to write. On one-occasion the mother shows the observer her "assign-

' ment." The sister ("tutor™) had written the alphsbet, identified consonants
, and vovels and made some words by combination. e mother’s homework assign-

ment was to write a word for each letter of the alphabet.

L

o e mdd R
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storybook time in this family because the mother could not rggd well gnaugh.
Eouever, several interactions aroumd, bool (g.g-. wild life encyclopedia,

ete.) occurred in which the adult made up s:a:ies; attempted to sound out
words, and named pictures. Even dpting play activities in the park the Qothgf
attempted to incorporate literacy by spelling out new words she had learned
with sticks! The mother’s owm prﬂ:?{:e with literacy in effég: ﬁés se;viﬂg to.

get two jobs done at the same time/-improvement of her own literacy skills and

the teaching of these skills (and/of the importance of the skills) to her

child. :

/ \

/ o . L

The following is an exgm3¢e of| the mother‘s homework writing assigmnment

which TC observes. /
Field Notes » gnd ﬁobefte are coloring in the living room.
February 6, 1981 Yolanda is napping in the bedroom. M walks over
Literates Interactive - o the TV set (also in living room), picks up a spiral

Lit. Alone (35 min.) notebook. She takes out several sheets of paper
School Related with writing on them; she stands there, studying/
examining the sheets.

/ The boys stop coloring and begin'to play. M chats
/ with O about writing. Some of M°S comments
(translated): " . v !
// "They say the letters spesk, but if you don’t
know what they gound like, you don’t hear

‘ / vhat they say."
( o
// "Perhaps I am too old to learn."
4 "If I eéuld get some help--maybe one hour a
/ day, I think I could do it."

; M demonstrates that she can read a little of a reli-
/ gious pamphlet. She tells O that she can read a lot
/ of the words in the pgmphlee but vhen it comes to

/ writing, she just can’t. 4

/ M chats some more, :hgnzshaﬁi Observer the y@:dsﬁshé
/ *  came up with for her hanauu£F assignment. Many

// _ R * - il(}é; T \ : .
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wildlife encyclopedia):

\
Field Notes
July 7, 19481
Literate = TC

active (19
Entertainment

Inter~
min.)

(s)

T
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- errors were made. M had written DEO for DEDO; CSA .
© foxr CASA and BILCA farEBLAﬂCA- M exhibited reversals

d/b, etc. M°s attempts to do well and her comments,

‘made it impossible for Observer to refrain from help-

ing her with her "homework." 0 helped M form vords
for approximately 30 min. TC was not present.

' oo =t P + 2 *

in an interactive event with the TC ("feading" a’

TC has been writing and coloring. M'sends him to
wash yp. When TC re-enters living room, M has the
Wildlife  Encyclopedia and is looking at the first'.
two pages as if reading: TC-'sits next to M.

He asks her what the picture is. M looks at -cap-
tion and at;empts ‘to sound out a word. M makes an

attempt| then gives the book to TC, telling him to ask N

O what it says. (What M had been attempting to.sound
out was\the photographer’s name. ) O reads Alligatar,

to the bear pagei TC says "Lobo

M says ‘no’ but
does not :arrec: TC- *

then TC tskea the book back to HT They 'turn, the page'

TC tell H he wants to see a pig ure of fish. M and
TC discyss\names of animals they pass in the book and
what the animals eat. One page is the hippopotamus
page. TC ;gks what it {a. M éaﬁs not know 1t in
either Spanish or English.. .

EY ' \, : &
M and TC finally come to the fish page. 'IC wants to’

know what the particular fish is called. M attempts
to sound it au;. She says sométhing to TC (not ‘heard
by 0). TC asks M several Why q',gcians about the
fish 1in the picxuté M makes up a story. .

TC, tired, lies daﬁn, but. can:iauéa talking about the
animals pictured. He gets up 2 minutes later and
locks at book with-M. -The pracedure continues with
bunnies, and birds (what and why questions). The_

‘mnake section is ‘next. After the snakes, TC requests

& particular page igain.‘ He leaves through the book
to find;it for M; but cannot. He closes the book,
turns it around, logks .through 1t leafing from back
to front. M doesn’t|\like how he handles the book.
She takes it from him and turns the page. M and TC °,
continue what and why'questions for other animale
they see in‘°the book 5::1! approximately 4 minutes. TC
1ies down again. H‘e?:inuu to look through the -

o 1ee N

L



T

4 ?%ﬂéi Report g : - NIE-G-79-0135'
# * . i » I;;

book while Tcaarifts off to sleep.

jom—— ey

e M makes effotes to prepgre TC for schnal even though she has little

3

gxpEfience with it (t.e., school is arganizing 1ite:acy activity ;hféugh,;hg"b‘
pEEEQES' anticipatian of it). M teaches TC what - she kgaws abaut vriting as

she pragresses in her owm- skills she teaches TG more. " Thus, the mother ..
. ,

‘present 8| material just outside ‘of the child‘s pfgseng unde:stsnding and akills

&

' in a manner that (far her) is the ﬂa:ural develgpmental sequence for 1earning

!

'

/ to read aﬂd write: .
/ ' EY : '
Iy N * " - I

) . * ' / =T s
Field Notes TC has been writing. off and on in the living room. / P
April 30, 1981 * He stops and helps Liz with the. timer on the per-
Literate TC fection game. .M tells. TC that he should be writing,
Interactive (40 min.)  not playing. M sits on the couch and sews. TC

1 Literacy Techniques ° tries to get out of writing by complaining of

: and Skills .. being tired. M tells him that when he is dn scheool .

the teacher will hit him if he doesn”t write. TC R

picks up his steno pad. As he leafs through it _he’ ° \

asks M questicns about school (Will I make 1litt e \
» circles at school?”" X does not,answer directly) M. \
’ tells him that at schaal the teacher, unlike 0 will . !

beat him 4f he doesn’t do. as he is told. TC sttempts

to change the subjecc, talking about fishing. M

tells him that éhildren who do not do as they are

told in school zaﬂnot\ga fishing. TC makes marks on-

a plece of wood. he picked up tc play "fishing". M 7
telis him not to write ‘there, to wiite in his note-

book (cuardernd). TC appears not to understand the .
term. M tells him to write 4in his "1libro". TC picks .
- up his stano pad and writes .(1 minute). . He camplains
> v of a headache. M gives him permission to lie down,
but tells him that children with hgadaches are not
allowed to go fishing. °

?ield/ﬁates : TC and M had been :elling 0.about their
"April 3, 1981 stay in Los Angelea. TC tells M that he wants te .
Interactive (20 min.) take a nap. M tells him that he must write or
Literacy Techniques Observer will leave. TC agrees to write but wants
and Skills M to show him how. M tells him he knows how.

TC begins making circles on a page in one of his 0
'Eatgbaeks. Qa aiﬂute) : .

107 7 S L
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M apparently does not feel TC is writing just right.
She takes the pen and shows him (while he holds the
tablet) how the circles should be made (she goes left
to right, one line at a time, but does not verbalize
this) (30 secs.) Then TC "writes" following M’s
example (4 min.) while M and O chat.

Four minutes later, M notices that TC is making cir-
cles at the bottom of the page instead of the top.

- She takes the paper and pen and shows him the top
left of the paper, telling him that one always begins
at the top and goes from top to bottom. As ghe
explains, she also shows that one goes left to right
as one travels down the page (though she does not
verbalize this).

TC makes more circles. Seven minutes later, TC wants
to stop. M tells him no. Observer tells them that
she must leave soon. TC continues writing at M's
insistence. Observer leaves. -

Clearly the mother’s work is not wasted. In the following event TC demon-

strates what he has learnmed through teaching another child how to "write."

Field Notes TC has been busy writing his circles. Upon observing

April 30, 1981 : him, Liz (a 2 year old visitor) asks M for paper and

TC = Nonliterate pen. She makes marks on paper (2 min.). Then TC
Interact (7 min.) tells M that Liz-is not writing, she is scribbling.

Literacy Techniques M tells him that Liz is still very young and cannot

do as well as he. "TC attempts to show Liz-how to do
1t. BPEe tells her (trans.) "Not like that! That’s
junk!"™ TC then shows Liz how to properly hold the
pen, then how to make a row of neat little circles (1
minute). Then both children "write" for 5 minutes).

Over the course of the study it became increasingly clear that many of
the businesses aud institutions of socilety exert a>s::aﬂg influence on
literacy practices of 1aﬁbinea§e peaél!éa Besides using print to carry out
"official” and routfue activities of life, it-is also involved in the feeteés

tional activities (seen in the domain of Entgttginnéﬁt}zoizghg people who par-

ticipated in the study. Many of the businesses in United States soctety

108 : | T
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design and distribute print material for use during leisure time aetivifies.
The proliferation of print for entertainment includes such items as children’s
and adult games, instructions and rules for playing ggmes,;gaﬁiﬁ books, paper
back books, all varieties of TV listings, some TV game ghasg, the theater
guide, etc. In the United States the production of print for entertaimment

purposes can Indeed be a very profitable enterprise.

With such a wide availability of print for entertaimment, Americans at
all income levels are provided the opportunity to interact with print on a
regular basis. In fact in the low Income homes we visited during the past two
yeafs; entertalument represents the most frequent use of literacy. We have
observed both children and adults using print materials to entertain them-
selves both alone ;;d.%p interaction. Sometimes print was the source of

entertainment such as novels, scrabble games, crossword puzzles, comic books,

162
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Al though our work shows the home envirommet for literacy to be quite a
bit like that shown by other researchers, there are two particularly important
points to our research:

1) we focus on the importance of literacy events that do not
involve children’s books;

2) we find that social institutions, rather than specific sub-
cultural practices, exert an organizing influence on the
literacy events in a family.
Despite the obvious importance of literacy to everyday functioning in
many different contexts(cf. Laquer, 1976), it has appeared plausible for read-

ing environment researchers to concentrate mostly on cases where parents

-engage their children in reading in a deliberate and planned manner. Book

réading, story book time and other experiences related to books are reported,
as in Wells, 1981; Scéllag § Scollon, 1979; Varenmne et al., 1981. Although
these e;ents are the ones typically focused on when considering the child’s
preparation for school, they are not the only ones that occur. Our data shows
that low-income children have considerable experience with print in addition

to whatever exposure to books they experience.

In summary, we find that

1. Literacy is a major tool required for managing one’s life in the United
States. ;

2. The experiences a child has with print before entering school are organ-
1zed by and result from the activities, iavolving print, which the
"child’s parents and other literate family members carry out in the pres-
ence of the child. These seem directly linked to society. Therefore the
quality of a child’s school performance with literacy is related to the
societal experiences of their parents.

, . 110 '
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1itefg§y is a tool used by a literate ?erson according to the ecological
or circumstantial need for its application. .

Literacy is a motivated pfictice (externally motivated) which exist=
semi-independently of language development. 1Its development parsallels

‘the need for it inm a person’s enviromment and it is appropriated or
;, learned not simp?- taught.

Children probably first see the instruments of literacy as discriminant
stimuli (objects) in the envirommen:t which arouse their curiosity and
their actions to master them. Children see literacy instruments being
used 6n the average of BO min. per day, every day of their lives. Chil-
dren probably develop action schemas (or scripts) for these techniques
and skills as well as concepts of proper functional applications of
literacy, just as they do for other highly freqent activites in which
they are imvolved. (cf., Ferreiro for a Piagetian view of this process
with respect to literacy and Nelson and French for a view of the process
in general.)

Ethnic differences seems to be only marginally implicated in the variety,
frequency and duration of print encounters.

Preschoolers seem to model their literacy environment and they involve
print in their play and interactions with others.

Iittle girls live in homes where more literacy occurs and they interac-
tively participate in more literacy events.

Parents can more frequently and directly involve their preschoolers in
the use of literacy. That is, there are occassions of literacy from
which children are excluded, and 1lit:racy events are begun but stopped
before they are in some sense ''finished'.

Economic status may exert a stronger influence on ;}terate practice than
ethnic culture. . .

113
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Chapter V
Implications

The results of this study are especially important given some recent
trends in thinking about the usefulness of literacy for low-income Americans.

There has been a narrow emphasis on ome particular set of literacy activities

‘i.e., storybook reading and homework. When literacy is equated with béaks

only we find research rep&fts that say lower-class families engage much less
frequently in these activities than do middle-class families. When we turn to
studies of other types of literacy events, the little evidence available in
the literature also leads to the conclusion that lower class families are not
1£tera:e; Except when special constraints are in effect (such as a civil ser-
vice examination) pecple with little of no literacy skills get by; using their
general knowledge and social arrangements. Indeed, critics of recent literacy
research (Nunberg; 1981) raise an interesting question: If people don’t use
literate skills outside narrow technological realms, why worry about making
people literaté at all? Our data suggest that literacy is not 'a tool used
only 1in narrow technological realms. Rather, literacy 1s a powerful tool for
engaging in many activities in many domains. This finding provides geve:alr

suggestions regsrdiné home interventions and future research.

Home Interventions

With literacy being used as a tool for ehgaging in such a wide range of
activities in low-income homes it seems that there 48 a great deal parents can
do to help their child develop in literate practice. However, informal

conversations with p%f&ﬂﬁl sugggit to us that two perceptions serve as
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barriers to parents actualizing the literacy teaching potential of the home.
These parental perceptions involve (1) the role of the school a==ad (2) the role
of routine home activiries in teaching childreén to resd 7 vrieme.

= 2
achool. Comments made during infomal coovermsatinns

15

Perception
between parent and researcher as well as observaticnasof Hﬁac p==rents say and
da” with other children in the environmeat lead us to conclude ‘Ei’-:i‘lét all of our
parents believe that "good" literacy skills are not nly insrrummmental to buc
essential for achieving success in school. Moreover, these cancrersations and
the ‘,a-:_tivityrvge obgerved in the domain of Literacy Tehniques ac—ad skills
aséufés us t’hat‘the parents who participated in the study vant t==o help their
children dz well in school. However, the 'first barrier to the Feme becoming a

more effective literacy teaching/learning environment is indicat—ed in parents

communicating to us in various ways that they do not feel possem=ss the neces-

" sary competence to be effective teachers of literacy for their c——hildren._

\

\

These parents believe that school teachers are much mre capable= of tedching
literacy because of their special training. Therefore, teacher== and schools
are viewed as the experts and the only legitimate source of lites=racy training

for their children.

When we consider the operation of this perception it is not=— surprising to
learn to read and write, they organized literacy experiences for— their chil-
dren which seem to reflect the parents” perception of the vay sc——hool would
teach literacy. Clearly, this approach can only be a8 good sa t=he parents’
perception of the relevant dimensions and details of the schoole=a”" methods.

Unfortunately, the parents’ pereept:iaﬁ of the power of the scho=>1 seems to

PR 113
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have placed parents in the position of having to model the school in order to

",

inimize thei

teach their children to read and write, and at the same time to

ova ability.

In many cases these parental perceptions are mistaken. If we assume that
data from this study provides a true indication of what typically goes cn in
the homes of low-income children, then the routine activities of parents and
other literate people in the child’s enviromment can serve as viable contexts
for teaching children to read and write. 1In order focr this to occur, §arenfs
need to realize that they probably create potentially very effective 1itefaéy
environments for their children and that the definition of an effective
enviromment if not neéessarily one that is “échsplslike." Parents could pro-
fit from understanding the implications for teaching literacy of the range of
activities they normally carry out. Moreover, it would be useful for pgfenés

i -
to understand the value of and the means by which they can maximally exploit

;’ .
the literacy teaching potential of those literacy practices they enact-on a
regular basis. This, of course, brinés us to the second perceptual barrier to

the home becoming a more effective literacy teaching/learning environment.

Perception of routine home activities. Hhen parents in Bur Blﬂpie go to

-

the market using a shopping list, eqpk fpam a re:ipe, read the Bible, or -use
the TV Guide, they do not seem to :cmsciausly caﬂce;:tuauze these activities
8 “gqing to the store," "cooking," "Etudyiﬁg‘the word" oris;atching TV."
Parents seem to think about what they are daiﬁg in terms of the larger
geti%i;y. not in terms of tﬁe instrumental "steps" invalviﬂg.rgaﬂing and/or
writing that are embééded in the la:ge; aetiviﬁya Thgfgfgfg, it 4is not

surprising that the parents in our sample don’t seem to realize that portions

114



of these activities could i:e turned to their child"s bewnfit = Indeed, a com-
paratively large amount of time in the domains of Dailylivimg, Beligions and
Entertaimment is spent doing literacy within the view of the ehild, vet there
is little effort on the part of the more literate personto Anclude the child

or create a teaching/learning context. Nor do more literate people may very

much which explicitly labels what they are dolng as readlly or writinog or make

. explicit the various social and cognitive functions of the 1 L teracy used in

the activity.

Clzarly, what people do in the domains >f Entertaiment , Daily Living,
Literacy Techniques and Skills and School Related activitles create the oppor=

tunity fcr children to come to know a great deal about literate practice.

_Over all families, these four domains of activity account foxr a total of 79.8%

of the literacy events we observed. (It should ke notedthat print also fre-
quently mediates religious activities in homes where an orgamaized religion is

practiced.). Our data indicates that activities in these domains represent

Specifically, if literates would more frequently intiate activities in

the domains of Literacy Techniques and Skills and more freque=ntly involve |
preschoolers in the domain of School Eelstied activicies gﬁesae events could
provide the child with both iﬂtétg;s;_ive and supgﬁri{ed eper L ences which faocus
on helping the éhild to develop the mechanical .and techaicsl ;:’1;1115 in svgil;
able through activities carried out in other high frequey <lomains. The
literacy events which the child primarily observed in th déﬁiiﬁ, of Daily Liv-
ing activities place hES:f? glphasi; on u{ing_iitetlﬁy ta_azﬂ,age the daily |

affairs of 1ife. Those literacy events which occur 1n th B tertainment , -
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domain emphasize- the use of literacy for recreation. Also L_wmsportant s the

fact themat many of the events in these four domains, as well as many of ehse

in the Religious domain of activity, contain actions amnd ope--rations that:
cogniri- ve psychologist would describe as instantiations of p-roblem solvin,

plannime=g, decision making and memory operations.

Th e benefit for the preschool child of these dimensious of home event
could b—e accomplished by eliminating the perceptual barriers of the parents.
The obj ective of home intervention should focus on (1)_makingg parents awure of

the 1lit-eracy teaching

otential of their daily sctivities (27D "increase purts

sense o= f competence regarding their sbility to be effective “sxteachers of
literac~vy for their children and (3) provide parents with proe—edural inform-
tion anewd strategies which will allovthem to actualize :%e‘lj:jbtefggg teaching
potenti==al of events cmbedded in their normal da‘iljy; activitiess. For exanjle,
for ﬁmzxger ptj"es':haale;tS—, ‘parénts could c’;ansciausly.anﬂ verb==ally label g:he‘
literacssy steps in their activities as reading anﬂiwitiﬁg as well as a‘p&ciiis
cally fcor, the child the social and/or cognitive funct\ians; of the literae&'-
For oldesr pfegchaalera, parents could .fea:ganiée ﬂacaéians viE==men they Q‘::'E read-
ing or wseriting to include the child s that these occasions L=>ecome i:xt__ersc‘tive

11,:41*3::?7 teaching/learning situations vhich focus on techniqu=es and gkills,

social F=unctions or cognitive functions involved in that part—1icular ule of

‘resdipg and/or writing. -

The== results of this study suggest a different approach t=—o home iaterw-
tion. G=iven that we see families engsging in a variety of 11 __terate praccius,

vith conmsmections to social imstitutions, 1f we want to reach children in thlir

‘homes fma a maoner "that will facilitate the development of 14t :eracy practfuve -
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would be well advised to focus on the social imstitutions which serve as the
origins of the literate practices they observe. With this focus we could
introduce interventions through the social institutions where print ori-
ginates. Thus we would concentrate on intervening through daily living,
entertaimment, school related aﬁd religious activities using the particular
organizations and institutions which are the source of these activities in the

home as the particular medium of intervention.

Continuing Research

OQur continuing research has concentrated on developing a Literacy Event
Observation System, a LEOS that takes advantage of the home research reported
above and provides for a way to examine many aspects of the cross—situational
variety in the enviromment of reading. .The LEOS is based on the following
notions: |

1. The literacy event is an occasion that is well marked in time and is
easily observed, so it has a lot of potential for detailed study. Gen-
erally speaking, the literacy event has two kinds of attributes; (a) Glo-
bal features which include the dominant theme of activity and other

aspects of the context (b) specific features Hhich include materials,

3 patticipsnts and actions/operations. |

2. The Li:eraz; Event Dbservational ;sg em reflects these features. It also
provides a general framework for locating the literacy event within a
socially constructed context and examining its links to the other ele-
ments represented in that context. 1In other words, LEOS allows one to
specify a wide range of contexts in which literacy is practiced, both
home and commumity contexts as well as school contexts, and the links
between these eonte:tsi

3. The Literac
structure of the literacy event. (a) LEOS focuses on the relationship
between events and the relationship between events and context. (b) LEOS
focuses on the relationship betveen people within each literacy event
revealing the patterns of actious/operations which occur between people

acrgas literacy events and over time.

y Event Observational ! 23: focuses on two aspects of the

)
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1t appears that the LEOS will have 1nterestigg payoffs, allowing us to
arrive at some more subtle understandings of fegding For gssnﬁle, an appli-
cation of LEOS to the gatg reported above has detected that, within the home
settings of the present sample, it is most typical that a lireracy event is
neither preceded nor followed by another lite Ej event. However, there are
several occasions when one literacy event is followed by a second literacy
event and then a third and so on. Hnrééver, there are several occasions wheu
literacy Event A stimulates a parallel (in time) literacy Event B on succeed-
ing day;- Further gnalysig will allow a specification of what the contextual
circumstances are that organize  these three types of relationships between
litefacy events. -If anm aévaﬂtaéé to sequencing structures in a particular wvay
or sequencing structu of a particular type shows up in studies of later
consequences, for the child, we will be able to consider whether we are in a
position to adjust the circumstances to achieve the ;dvan:age>more frequently.
Hence, we will be able to complete our imvestigations with training studies to

establish a causal link in our chain of reasoning (cf. Bradley and Bryant).

uture Research

"'li\

We have achieved a certain level of coherence in our present study. That
is, we have observed and described regularities and patterns which exist in -
our ﬁufgenb data. However, we have not achieved a level of coherence that we
are satisfied with because we are lacking a comparison sample. If we conclude
our work at this Eoint we will have provided a dgszf;péion of coherent pat-
terns of literate prﬁﬁtieeygt the low-income level ﬁighéu: pra?iding what we
feel is an adequate interpretation of these patterns. More information is
need;ﬂ to elaborate our ;épfa;ch through eaﬁpgfiian with a giddle—élfsa sample

C o . 118
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and subsequent follow-up on other lower-class samples.

-

H

ere are sume very important issues which still require informed
regponses. For example, is the average level of literate practice we observed

typical for the middle class? We know from a varjety of sources that middle

which accounts for the performance differences that show-up in school between
low and middle income children: We,daubt;thsﬁ_ A more prcﬁisiﬁg hypothesis

is that middle class parents carry out giguifizsﬁtly more actions across the

nine domains of literacy activity. This increased frequenéy creates both an

also expect to see significantly more parent/child interactions %eiﬁg organ-

1zed to actualize the literacy teaching patentiél of the home enviromment. If
it does in fact turn out that middle-~income children have a gfeaﬁeé éﬁrieéy of
experiences with li;gracy (across the nine domains), then we need to déevise a
means of testing the cognitive comsequences of literate activity within gagh
domain of literate practice we have identified, to determine the overall

impact of home literacy practice.

We have noticed that children will interact with any p:int épgtsis put
"in their way." Ih;teféﬁe.:ﬁe think there is a need to carry out research
designed to test the ﬁsefulneés of introducing ;ttrsgtive liﬁzfﬂ%j gezivities
as part of the packaging of products used in the home. We believe that such a
use of breakfast cereal containers, for e:;ﬁpie,‘e@gid provide a subtle iﬁtgi—

vention which could possibly and significantly increase children’s interactive

involvement with print in the course of their everyday lives.
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lur analysis suggests that mamny routine activities of parents involve
useful cognitive operations. Ther—efore, a program of applied research should
be implemented which 1s designed t—o increhse parent and child interactions
with print routinely involved in t—he adult’s daily éct;vity. '11115- deveiapﬁens
tal program should focus on providI ing parents with information and procedural
suggest:lgns; Specifically, to edumcate pare=ts zhout all the things they rou-
tinely do that imvolves literacy, -.as well as the educational potential of

those activities for their child. Simul taneously, some of the ways they can

learn to recognize letters, learn -*the memory fupction of print, etc., could be

demonstrated.
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This dimension identifies the location of the people at the time the
- literacy event occurs. The specific locations and the appropriate code for

each are listed below.

Code

1 for family room - this is typically the place
where the television is located. It can be a room
designated as the "family room" by the family members
or what is normally referred to as the living room.

2 for kitchen/dining room.. The place where meals are

prepared and/or eaten.

[

for rest of home. This would be any other .location
in the home. ) d

4 for church. This is self-explanatory.
- 5 for market. This is also self-explanatory.

6 for other. When a literady event occurs in any location
not mentioned above score it a 6. Examples would be, the
bus stdp, the laundramat, a restaurant, etc.

The literacy event functions not as an isolated event of human activity,
but as a connected unit embedded in a functional system of activity. Literacy

‘eyents ocpur within particular contexts, i.e., within particular socially
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thgt cluster around or can be aeaqribed in terms of definitional labels pro-
vided by society, é.g.; shopping, getting welf:re, playing games, doing home-
work, etc. These various az:ions fit into networks of activity that éan be
labeled according to the gaﬁgpn function of the activities. It is therefore
possible to identify each literacy event according to the dominant theme of
the activity within which the event is embedde.. The specific themes "and the

appropriate code for each are listed below.

Code

W

.

1 for Daily Living Routines. Code literacy events into this

domain that are embedded in activities which constitute the
recurrent practices of ordinary life for the family: obtaining
food, maintaining shelter, participating in the requirements of
sacial institutions, maintaining the social organization of the
family, etc. For example, literacy events which appear in such
daily living activities as shopping, washing clothes, paying
bills, getting welfare assistance, ‘preparing food, getting the
children dressed, etc. .

for Entertainment. Code literacy events into this domain

. that are embedded in activities which passed the participant(s)

time in” an enjoyable, comnstructive or interesting manner. The

coder ghould expect literacy to occur in a wide variety of activities
in this domain. However, depending on the activity, literacy

itself may be (1) the source of the entertaimment (reading
a novel or doing a crossword puzzle), (2) instrumental

to engaging in the entertaimment itself (reading the TV
Guide to find out! vhat programs will be on, reading the
rules for parlor games), or (3) a facet of media entercainment
(reading which occurs in the course of a television program or

film).

]

for School Related. Code literacy events into this domain
that are embedded in activities which are directly related to
the institution of the school. In most cases the particular
material serving as the focal point ¢f the event will come
directly from the school. 1In other-cases the direct link to
the school will he provided by the participants in the events
labeling their ongoing activity as being school related.

For examples, code literacy events in this domain when
siblings are "plnying school" or when parents are getting
their children "ready for school" or when parents are helping
their children "do better in school."” Parents or siblings

‘ - 125
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will organize these types of events around workbooks purchase
at the supermarket or other literacy technology such as
tablets and cut-out pages of magazines.

for Religion. Code literacy events into this domain that
are embedded in activities which are directly related to
religious practices. A distinguishing feature of literacy
events which occur in this domain is that they typically
involve more sophisticated literacy skills than do events
in most of ths other domains. For example, it is not
uncommon for thesewevents to require individual or group
text analysis skills as a part of Bible study sessions.

for General Information. Code literacy events into this - _
domain that are embedded in activities which can be most
accurately labeled as accumulating general information.

The information being accumulated covers a wide range of
topics and may or may not be used at some future time.

for Work. Code literacy events into this domain that

are embedded in activities which are directly related to
employment. In most cases the literacy events in this
domain are associated with producing a product, performing
labor or providing a service which is exchanged for
monetary resources. However, in sor- *asgszthe'iiteracy
event will be associated with either gaining or maintain-
ing the opportunity to earn momey in this way. PFor example,
reading the want ads in the newspaper.

for Literacy Techniques and Skills. Code literacy events
into this domain where reading and/or writing is the

.specific focus of ‘the ongoing activity. Thus, print is

joo

\Nm\

.embedded in activities.specifically organized to teach/

learn literacy techniqueg, skills or information. These
events are sometimes initiated by a literate person but
more frequently they are initiated by the target child.
In either case, however, at least one and sometimes both
pattieipants in an ev-t arg :equired Ea ahift !Efuptly

FE]ZBQ

for Interpersonal Communication. Code literacy events
into this domain that communicated with friends or relatives:
using print, usually in letter form.

for Story Book Time. Code literacy events into this domain

_where a caregiver reads to a child or children in the family

as a part of the caregivers routine activity. Of course, not
all events in which a caregiver reads to & child involve
narratives (stories). Typically books involved in these events
are alphabet books or books which have objects pictured with
their corresponding labels; such materials contain no story

ER
i

126

NIE-G-79-0135

116



Q
ERIC

Final Report NIE-G-79-0135
: 117

line as conventionally understood. However, the category
storybook time, includes such reading and emphasizes the

planned regularity of the event.

Time of Day

This dimension locates the literacy event within the three majaf time
periods of the day; morning, afternoon or evening. The specific time periods
and the appropriate code for each are listed below.

Cc ée

1; “8:00 a.m. to 12:00 noon
2. 12:00 noon to 6:00 p.m.

3. 6:00 p.w. to 12:00 midnight
Column 4
Who 18 in Room

This dimenéion identifies the people in room at the time the literacy
event occurs. It is important to note that for coding putpasés that you
should only be ¢$ﬁcerned with those people who could potentially participate
in the event with the target child or tﬁéﬁ the target child could observe. For
example, riding on a bus or attending ehureh,(éll the people present are not R

-

potentisl interactors. You would confine your designation of "who 18 in the .

room" to those who are in the immediate vicinity of the child.

pit
)
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Each person 1s identified according to their literate ability. Specifi-
cally as either, (1) literate (L), (2) pre-literate (PL) or (3) the target
child him/herself. The term literate, as it is used in this coding scheme,

specifies a person’s ability with print as follows; "a person is literate who

can with understanding both read and write a short, simple statement on

his/her everyday life' (UNESCO, 1951). Everyone whose ability with print

either mests or exceeds this fundamental limit is to be considered literate.

e s

All others are to be considered preliterate. The specific combinations of
people in the room at the time of the literacy event and the appropriate code

for each are listed below.

alone

=
h
Q
Lo}
re

]
]
0]

irt
1]
b=
s
™
[}

2 for target c 1 and a preliterate person

3 for target :h;ld'énd two or more preliterate persons

o
o
[ o
[
=%

n
-
vl

4 for target child and a literate person

5 for target child and two or more literate persons

2]

le]

o
[
-
Qo

6 for target and a preliterate
person 2 ] . .

person and a literate

for iargeg child and two or more,gfelit2fate persons and a
literate person

I~

8 for target child and a preliterate persai'agd two or

more literate persons

9 for target child and two or more preliterate persons and

two or more literate persoms

.Column 3 -
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Immediately Prior Activity

This dimension identifies the ongoing activity immediately priaf to the
literacy event. "Immediately prior activity” is differentiated into two broad
categories. Either that activity was a literacy evéﬁt or it wasn‘t. That
activity is considered a literacy event 1if it conforms to the followiag defin-

ition. A literacy event is defined as any gggign sequence, i@%é;qing one or

more persons, in which a person produces, comprehends, or aitggg;g to produce

or comprehend written 1ga5ugge. All other human activity is considered, for

pgg@ases f Ehis [{=

ding system, ggn—;i;gtggz events. The specific

\I 0

ategaries

and the appropriate code for sach is listed below-

Code

1 for 1 teracy event

2 for non-literacy event
Column 6

%his dimension identifies the action or actions which introduce print
into the activity. These actions fall into ome of two general categories
defined as either facilitation or gaﬂtrgi."éenerally speaking, facilitation
focuges upén making it easier for a person to participate in print médigted
activity. Specifically, omne pérgag will supply material, structure the task
or provide technical assistance; e;c-,fgr=bim/hgrsglf af aﬁaghgf person. On
the chéf hand, 'a-nd g&erélly gpeakiﬁg. control focuses upon the exercise of

restraining, directing or guidiﬂg influence over =1=3en;s in one’s euviran—

: -aﬂ:. Litnra:y events typically have their origin in one or the at;hef of thebe

(%)
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actions. However, it ig necessary to note that, regarding literacy, facilita-
tion and control are not necessarily negative actions. Rather they indicate
the successful and near successful att;apié of people to effectively interact
with aspects of their entire material and human environment. Fxamples drawn
from field notes will serve to illustrate these two categories of ;Eti@n.

Panel A presents examples of facilitation and Panel B, examples of control.

It should be noted that Example B-1 presents an instance of both.

eD)

5:25 The TV show mother and TC have been
watching is just about to go off when Mother
decides that now might be a good time to

"have school." M sets up the Magic Erasable
Writing Board (plastic card board approximately
12 x 18, with faint green lines printed across
it) which M had bought  for TC.

M .

TC begins trying to write a Z, gets frustrated.
M writes a Z, says:

M: There’s a Z

(=}
Q
i N g

B
=
]
]
\I:'p

M: That’s a nice A. You could
make them smaller so they fit
in the lines.

2)
M, F and TC have just arrived back from F's
father’s. They carry in some things and get
settled. ' F sits in a chair in the living room
and immediately begins reading directioms for

playing backgammon. (M in kitchen getting
lunch ready) TC in living room playing with toys.

(3)

120 - i
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TC has been picking things up in preparation for
watching Sesame Street. She finishes ahead of’
time and begins to color. She opens her color
book upside down. She recognizes one picture
(book still upside down), says "ice cream man".
Mike (12 vr. old) asks TC what S-0-D-A spells
(also printed in picture.) TC says she doesan’t
know. Mike gives her a clue-=its somethimg you
drink". TC is not interested. She asks for.
marking pens so that she may color the picture.

1:36

W
m
™
ot
-
]
m
M‘
=
8
]
L]
b ]
m
el
[
[
=}
oy
5
M
B
L]

M: Let me see them.
S§: (Hands a spelling list to M)

M: (Ezsmines the list of spe;ligg words)
Okay, we“ie going to do these like we
always do. You write each word five
times and when you finish 1I°11 give
you a little test.

2)
M is in living room watching TV. TC is playing
with toys on floor. M looks at TV Guide, then

. changes channel to Dionne Warwick speci,l

- " ' 3

=z

Family has been hanging around. TC shows O one of

sister’s (Becky 7 years ﬁld) _school pap&rs, says
“laak 0, Becky’s. )

i
M (to TC): Do you know what let “er that .is8? -
TC: Letter
M: P

C: P

M: Yeah, that’s right...letter P. You know

what starts with letter P- pain in the

butt-pug face.,
. 131
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TC: Yeah, letter P.

Brother re-enters room TC distracted, watches TV.

%)

Mother is watching soap operas. TC 1s on the floor
playing with her "pop-up" game (Perfection) when
sBhe notices a pencil and paper Kathy had placed umngder

the sofa.

I crawvls over and pulls them out, then she

begins to scribble. After about 2 minutes of this:

Ma, I can‘t write my name.
Shh
(Cantinues to scribble alone)

¥

(1 min. pass and a commercial comes on)
What did you say Delores?

Nothing
You just said something about your name.

Will you write my name?

‘ No, but 111 help you. Bring me the

paper.

Literate'actions are composed of a sequence of literate opergtioné. Some

& of these operations are competently handled by TC, other steps in the sequence

are beyond the child’s ability to perform. Very often, as Example B-4 illus-

trates, children are successful in recruiting a more literate person into the

activity to perform the needed apératiag- These occasions represent instances

of young children gan:ralling aapeets of their enviromment. The ;pecifiz

categories !ﬂd the appropriate code far each one is listed below.

Code

l\l“

Y]

Q
ERIC

Sy

for Literate Facilitates

for Literate Controls

- L g

=
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p 3 for TC Facilitates

3 for Preliterate Facilitaéeg

6 for g:gliggz;ﬁg Controls

0
)

Jr
g
o

Recorded Activity

This dimension identifies the focal event, that is, the event described
~in the field notes as fitting into one of two broad categories. The recorded

event is either a literacy event or it isn’t. The definition of a literacy

-

event conforms with that used in column five (5). The specific category gné

the appropriate code for each category is listed below.

Code

[ I

1 for literacy even

2 for non-literacy event

This dimension identifies ghe'pegple who participate in the recorded

literacy event. Each person 1s identified according to their ability with
print. Specifically Ehéy are identified as either; (1) literate, (2) preli-
terate or (3) the target child him/herself. The definitions used for thts

dimension conform to those used. in column four (4). The specific coméina;ian

of people involved in the recorded literacy event and the appropriate code for
a-’*""d V ) ' é
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each isriisted below.

1 for literate alone

2 for ;argeiwgggég alone

3 for preliterate alone.

4 for two literates interacting
5 for a literate person and the target child interacting
; reli ‘

6 for a literate person and a terate person interacting

YA for the target child and two or more literate persons
interacting

8 for the target child and a

reliterate person interacting

9 for the target child and two or more preliterate persons
interacting '
10 for the target child and a literate perscn and a

preliterate person interacting

11 for any combination of people interacting without the o
target child participating in the interaction.

~Column 10-11

Materials

This dimension identifies the materials interacted with during the

&

literacy event. Each category should be self explanatory. The specific

categories and the appropriate code for each one is presented below.

1 for book of any type

3 for @igcell:nagi;- material (e.g., letters, ) T
N
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pamphlets, recipes, rules, etc.) k
4 for any type of label
5 for any tyﬁe of gdgég;ionél material
6 for any Eype of mrcerial :ela&eé to the. institution
of the school (e.g., application forms or notes and
announcements sent home from the school)
o b for games and toys
| 8 for paper and pen or pencil r - -
9 for paper and crayons : o .
10 for any ‘type of Eg;eagcrgégg form (e.g., job application,

welfare forms, etc.)

This dimension identifies the particular 1i£gfacy operations and actiohs
A . -
Fi . - . R
as well as the non-literacy actions, where appropriate, performed by each par-,

Eic%ggnt in the 11:efgcfievePt. We are par;iculatl} in:gfestgd ;n'thé confi=
guration o pgégicipauts which 1ﬁv§1ved a'literate persén and the target child
in inteséétion;: This participant structure provides gbeﬁéﬁpcféuaiﬁy to exam-
ine "teaching" events. In general, these interactions should be caé;é from

the point of view of the literate persom or teacher.

We define teaching as interactions which afeécfgagizedEapeeificaily to

=3 - ) ~

communicate some type of information (e.g., techniques, skills, ?sluas. etc.)

-

about literate praétige.* Often a particulat diaccurae.sttucture is Employed

i *

sequences 1is widely considered the critical conpanent of the teachiﬂg event.

:?pieglly, the literg:e pefsan 1nitigtes the interaction by asking a qd%atiaﬂ

. . . ,lil‘) .
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(to vhich they know the answer), the child replies, and this reply is in turn

-

evaluated by the literate person.

to 1llustrate IRE lessons.

Literacy Event A

Larry was in his room playing alone when his
mother brings the target child a poster for
them to put up-

Mother:

~
9]

Mother:

L=}
[ g

Mother:

[
A

Mother:

TC:

"Where do you want it?"
(As she unrolls the poster.)

"Right there."

"What does it say>" (As mother
finishes pinning poster to
wall)

"Kermit the frog.'"

"No there’s no (meaning

"no word") frog up there.

Where’s the “F° 1"

"1 don’t know."

"Ttvjust says (Mother rums
finger under pript on poster)
Rermit.” '

“Yea iii w7

Literacy Event B

Dad is babysitting with D and has just finisl

reading the "Three Bears" to D (mon-
- iateractively). When they are finished Dad

selects an ABC book from a stack of two sitting
on -the sofa to their left. He opened the book

and the following occurred: (excerpted from a
longer interaction) )

D:

De:z

—

Now what letter is thisa?
(points to A) :

It’s a secret

5

136
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D: Well, vou can tell me
De: A!,Al, A

D: Al1111, Riitight! Now,

you remember that.

De: .0.K. Daddy
D:

0.K. We’ll do sﬂmg more
later. -

Dad closes the book and turns on the TV. D
continues looking at book for about 3 minutes.

Then she gets on the floor with her perfection
game and begins playing with it.

In contrast to IRE lessons, non IRE lessons center more around the funz§
tional use of print than the techniques and.skills involved iﬂ the production
of print (e.g., print can be used to label things or to aid in finding tﬁiﬂgs,
etc.). Non IRE lessons may also present the child value statements regarding
literacy (e.g., "writing is better than playing") or alert the child to the
fact that litera acy is an operation that is distinguishable from other Dpet;é

tions that.can be performed with the same utensils (e.g., "I want you to write

not draw"). Again,’ ‘an example fram field notes will serve to illustrate non

IRE lessons.

TC and M interactively draw pictures. TC
requests that M make a boy. M draws one body
part at a time, announecing which it is and ﬁhen
finished with drawving says:

M: Now we’ll write boy.
(and prints BOY over top of

drawing) .
Same with Msma. (TC now pgftigipg;ég in
labeling of body parts). Rapeat with Erin.
. And Dad. : ,

From time to time M tries to opt out of this
S 13T .
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activity but TC keeps drawing her back in,
making her write/draw for TC. M wants TC
to vrite/draw ‘or herself.

At end of activity M puts IC’

T name on paper
"so everybody will know who

8r I
did {tc."

Teaching events should be differentiated into these two categories of
lessons; IRE and Non IRE. All other actions of participants should be self
explanatery with the possible exception of connected discourse. "Connected
discoursge" refers to a seguenc; of written words comstructed into ©ne or more
sentences. Tﬁe specific actiané involved in the literacy event and the

ppropriate code for each is listed below. Each participant in the literacy

event should be assigned one ¢ode in the appropriate column. If a person is

present in this room but that person is not involved in the literacy event

code a zero (0) into that person’s column.

Column

for target child

13 for preliterate number )

Iy
Q
L |
)
H-

erate pumber 2

for literate number

L]
L

™

.17 for literate number

Jo

18 for literate number

1 for igttEf Yeco :1tian (reading)

2 for letter writing

3 for read word(s)

: -+ 1238 B



Final Report : NIE-G-79-0135
129

4 for writes word(s)

Pl

5 for read comnected discourse - g

6 for writes connected discourse

7 for teach (IRE)

8 for teach (Non IRE)

9 for listens
0

for observes

11 for other mon lite;éte action

Outcome/Source of Termination

This dimension identifies the operation or action which marks the termi-

nation of the recorded literacy event. Generally speakingrliEEEa:y events are

i 1

wvell marked by a beginning and an end«¢ 7That-i§, literacy events are generally

receded by activity that is not mediated by print and followed by activity

that is not mediated by print. That action aequeﬁ;e-ﬁhich ;g!ﬁedfated by
pfing is the literacy event. anerI. in certain -instances, some action
embedded within one 1iéeragy event A will trigger literacy event B or some-
thing which co-occurs with literacy event C will cause literacy event D to
begin. Therefore, the coder should use the following guidelines to determine
where one literacy event ends and another begins. In general a literacy event
1s defined by (;j one of two general literacy actions (reading or writing),
(b) parcieipanta in the literacy event (see columns 8-9 above), and (c¢) the
literacy materials involved (see columns loglinébave)i When two or more of

‘) é I 7 -
these facets changes, the coder should consider that a new literacy event has

T i ,.__:1.39“ - attean _ ; T . l — ‘]\
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begun. These guidelines will be useful in determining whether one literacy

event is terminated by the beginning of a second literacy event.

Here 18 an example of such an extensive/embedded literacy sequence. We
present the write-up from field notes and then discuss how the coding of such

sequences should be approached.

1:28 S comes home from her first day back

at schocl after a long absence due to illness.
S comes into the kitchen and finds M chatting
with O at the kitchen table. S shows M all

of the homework she has to do as a result of
her absence from school. S and M discuss the
amount of work to be done, the subjects and
when it is due back to the teacher. § wants
to go out and play but M decides that they will
get started on the work “right now."” M asks S
to decide what she wants to do first (i.e.,
"what do you want to start with."). As S begins
to sort through the material (apparently to
decide what she wants to start with). M leaves
the kitchen' and returns (followed by TC), with
‘two versions of the Bible, Aid to Understanding
the Bible, a pen and a tablet. H informs O
that since she 15 goin g to be h 1pin

'ﬁigh as weil write a letter . to one of her church

Erothers who . lives 4n Arizona. wWhen M returns to

the kitchen ! S Bays ta M,

1:36 S: Ma, helo mg with m _i spelling
words.
g; (Hands a Egeiliﬂg list to M)
M: (Exanmines Ehg 1isﬁ of spelling

words) Okay, we re gaing to do these
1ike we always de- You @g%tg each

ward five times gnd ihen you finish
1*11 gtv you n li:tle test.

aff a g g fran hgr E:blet gnd givea 1:

) g’ ns writing the spelling words. IG,
<« Who foll a-gd Hfback into :he kitchen, has has be: been

ng throu ghout the interactions,




aper and a pencil. M
and S gives her a pencil.
er letter, S begins writing
; starts grpd, ing marks om
1:42 M aggn’s E Bible for the first time. M i3
£l h through about eight pages.
1s looking for and directly
e e from the Bible into the letter.
1:44 TC writes for several minutes until her
younger brother comes into the kitchen carryi
TC’s bat. A struggle for gﬁsseaaim ensues ¢
to stop her letter ﬂtiting s;’:tivit; in order to
ttle ;He dispute. Then M goes back to letter
ing. As M continues Iﬁiting Eﬁé letter she -
auses Eﬁ‘it‘;e mure to search for iﬂ use guates es from
2:03 S tells M thal: E 8 ready to take her
gpglling test. M stops letter writiﬂg to fEEite
the agelling 1ist. After reciting .each ‘ea:h word, M
ﬁauld -pause gnﬁd s would £ £111 the pause by verbailz
11r the recited word. While Eaiﬂg through the
1e order of present ta ion from the way
: fa:ti:ed
g_;lg; After giving S the s D€
to letter writing f£or about The
_event ends when M stops to gl
event.

iences raised ijngﬁ-’ft;nﬁ isgues for the concept of ]Eijge ac

1o some general sense this entire period was an extended literacy interaction.

However, wve wish to
—_— s =

In the example just presented, we used the criteria stated above to par-

tition the sequence into the following five liﬁergq:; events:

es Interactive (10 min.) S and M (TC 8
eview and discuss hanemrk materials.
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Bvent Literate Alone (25 miﬁ.) S studies 1ist of

spelling words.
Event 3: TC Alone (6 min.) N writes names cn a sheet
of paper. S

Event 4: Literate Alone (40 min.) M writes letter to a
friend and reads the Bible. Event alternates with
settling a dispute and giving a spelling test.

Litergtés Interactive (11 min.) M (reads) recites

list of spelling words to S.- In turn § orally
spells the 1list of words.

Bvent

L
-

The critical events in this sequence are those which involve tﬁe homework-
First, because the homework itself seems to have set in motion this Eﬁgirghi
sequence of events. As important, however, 1s the qﬂestie§ of how many events
oscutfed during the interaction between mother and her seven year old =~~~

daughter. The answer, as we have indicated above, is that there are five dif-

ferent but related literacy events embedded in this extended interaction.

The opening event in the sequence involves mother and daughter :eviewing

a range of school related materials (Epelling exercises, math exercise
phonie exer cises and word recognition exercises). Both participants are read-
ing and discussing the material. After several minutes of this activity
mother leaves the room, which changes the participant structure. However, for
two reasons the event continues; (1) the reviewing (reading) of this same
material continues, (2) even though mother leaves the roon. her question,
"what do you want to start with?" 1s a continuation of the 1ﬁt£faetian- This
interpretation is supported by S°s diract response to the qgeltiaﬂ wvhen M
returns tc the room (i.e., “Hg. hgiﬁ me with ;y :pelii;g words"). This event

ends vhen the interaction becomes more focused around a single spelling list.

The focus allows M to prescribe definite steps for S and sets up the next

142
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event .

Event 2 can be differentiated from Event 1 because of a change in parti-

cipant (from literates interactive to literate alone) and a change in the
literacy é;:ians (from regdiné to reading and writing). The isolation of
Bvents 3 and 4 from the others should be%abviouss Both TC and mother are
working salone (independently) using different sets of material t; accomplish

different ends.

The difference between Event 1' and Bvent 5 is not quite as obvious as the
differences between the other four events. The basic question is; how can
Event 5 be considered as separate from Event 1, especially since ;e see the
same material and the éaﬁe participants in the two events. The:aﬁsﬁer focuses
on the material. *Even'thaugh the spelling list was involved in both evenés,
it was used differently with different ;anséquen:es for action in the two
events. In Event 1 the speiliﬂg list began as just another printed sheet
among many (functioning in much the same manmer as would a single page in a
book) . When fhe list was eventually singled out it functioned omly to afg;n—
ize the next literacy event for S. In Event 5 the list functions as the focus
of the event and organizes the entire interaction into an initiation-reply-
evaluation sequence (discussed above). Moreover, this different function of
the éaterial tesul;s;iﬂ different literacy actions being carried out by the
participants. A This is especially true for S. 1In Event lliath participants
are simultaneously reading and ﬂigeus;igg the same material (this is a réview
GESlién)s In Event 5, M reads then recites each word on the :pell;ng‘ligt
vhile S orally renders the spelling of each word recited by M (a test aiﬁua-

ticn). Thus the difference between the two events results from changes in

S 143
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material and changes in literacy actionms.

The example presented above also provides illustrations of three other
ways that a literacy event can be terminated. Event 3 was terminated Ey the
interruption of an outside person, Bvent 5 was terminated by éampleti@n of the

task, and Event 4 was terminated by :he voluntary departure (from the task) of
the participant in the event. The specific sources of termination of the

literacy event and the appropriate code for each is listed below.

%

Gade,
1 for literate event &
2 for voluntary departure by cne of the gatéicipants

interruption by an outside person

fw
Ty
o
"

o
Hh
o
L |

task completion

M

Calumns 20~

——

‘Duration of Event in Minutes _ =

) This dimension identifies the duration, of theili;efacy event defined in

minutes. The duration of a literaey event is considered to be from the begin-
ning of ‘the- activity mediated by print to the endraf the activity. The coder

should note that print need not mediate every single seeand'br operation of an
activity in order to arrive at a determination of the duration of a particular

wl

event. Again examples from field notes should serve to illustrate this point.

Literacy Event iveﬁﬁ A

. M is watching TV, IC is in and out
' . of the room. Dad reads the classified aﬂs Y,

of the newspaper, apparently laaking for

=
»

¥ ’ l

=
!

{

N L A
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job possibilities. As he fgaﬁikhe occasionally
circles an ad. The event ends when Dad puts down
the newspaper and goes out to geé\ghe mail.

selecting certain items. On occasions she \ 7
glances at particular labels and selects items
quickly; at other times she reads labels
carefully for a much longer period of time.
TC spends much of her time playing with the
items in the basket. As the family checks out
of the market, M pays for the items with food
coupons and signs her name to each of them.
The event ends after the check-out operation is
completed and the family heads home. . L
In the examples presented above the duration of the events were cori-
sidered to be from the beginning of the activity which the literacy mediated
to the end of the activity. In Event A above we cee that the event lasted for
30 minutes and that there was literacy going on for the entire duration of the .
event. Eéﬁeve:i notice Event B above. Her the activity, "shopping" lasts for )
25 minutes. Neverthe;esa,’ﬁg should code it as a literacy event lasting 25
) o= o i )
minutes because we consider that the activity itself with 1its associlated
motives, goals, and operations is the fundamental umit of analysis. There--
fore, we should consistently code duration as the time involved from the
1
beginning to the end of the activity. .
. Columns 20-22 should be used to code the number of minutes involved in
the particular literacy event being coded. If an event lasts for 5 minutes, .
. LY
\ for example, it should appear on the coding sheet.as 005. Ten minutes should
appear as Ol0 and two hours should appear as 120. l
o % S
Q
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In this section we present an example of the kind of analysis and
interpretation which is made possible by LEOS. The focus here is on the

child’s contextual knowledge. Specifiagily there are two q&gstiaas: 1) what

-

is it that the child does in alone activity that is similar to what a literate
person does in alone activity and 2) how do these actions of literates influ-
ence the actions of preliterates. The strategy was to examine "who is

involved" in theriite:gzy event by the five variables listed below.

Specifically: 1) whoinvol x material
: . 2) whoinvol x ActlLl
3) whoinvol x ActTC
. 4) whoinvol x Outcome
* 5) whoinvol x Duration

The table bel&w presents the results of a cross tabulation of the
relevant varisbles. The chi dquare analysis of each séctifn of the table was
v o 1

Insert Tgble Ahauc Eere

PR —— ———— ma———— -

i

1) Focuging on who is 1nvolved in the event and actions of 1itetate amd
TC when they are acting alone we gee zhat- there is essentially no difference
in the frequency distribution of giterate ‘action between Literate and TC.
Thus, considering the criterion activity of reading and writing, the TC does
in fact recreate in gctian this paf;ieular feature of adult ae:ivity.

2) Fﬁcusing on who ig involved 1n :he event and the material they use we

see that there is a difference in the "material used” pattern between -
literates activing along and pre-literates acting alone. 90X of literate. per-
sons’ actions in literacy events involve. qgending and comprehending printed
material found in books, pcriadicnl;, ﬁildlli!ﬂ!ﬂu! reading material such aa
labels, recipes, etc., and.eleactronic media. On the other hand 65Z of the
pre=Iiterate persons” actions in literacy events 1n¥a1ved.::;' 7Eed decoding
and ‘comprehension of the prinzad material found in these same sources. The
real differences in these pitterns is found in the emphasis that pre-literate
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PERCENTAGES BASED ON FREQUENCY
Event Participants L/TC
Lit. Alone Prelit. Alone L PL
e 22— - B e — e ———— _— — - R SS— _ - ‘l
Read 66.7 63.5 40.7 40.8
Actions of Write 31.7 35.4 2.5 17.1
Pirticipant
Facil. 1.7 G. 48.1 1.3
Other 0. 1.0 8.6 40.8
L/TC
Books/ 63.3 39.5 53.5
Periodicals .
Misc. reading 25.8 17.1 20.9
Material materials '
Paper & Pencil 9.2 37.2 19.8
; Elect. Media 1.7 6.2 5.8
Outcome of Literate 25 10.9 25.6
Bt Non-literate 75 89.1 74.4
. Less than 2 17.3 ¢ 26.6 21.3
* hY
. % i )
Duration 3-5 g 19.4 29.0 27.5
. in 6 - 24.5 33.1 26.3
Minuces . 11 - 20 - 25.5 11.3 22.5
" 20 plus 138 5 i 6.~ . . 2.5
. 144 :
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persons place on using paper and pen or pencil to lpplIEﬂtly attempt to pro- .
duce written messages (32.2I). Literates much less frequently use paper and
pen or pencil to produce written messages (9.2%).

This provides one strong indication that pre-literates have as much of an
intereat in producing written messages as they do in decoding and comprehend-
~ 4ng of written messages they find in books and periodicals. This is true in .
contraat to the fact that reading is the primary literate activity modeled for
them in their -environment. , . :

3) Focusing on the participants in the event and the outcome of the event
we see ;hat thaée events invalvigg a pr2sliterate ehild gcting alage are- less
aon ggting alane- (It could be noted Eh;t the events iﬂvalvlng literate/TC
interael:iaﬁs have a pattern of outcome very similar to the literate alone pat-
tern. This suggests that literates help move the pre-literate child closer to
the.literate pattern in interactions than the child performs on his own. This
direction of influsnce 18 also evidenced regarding "material” used in literacy
events, giaep; Eﬁit the pattern reverses eith paper and pegc;l- :

4) szusing on the participants and the duration of literacy events we
found that there is very little similarity in the frequency distribution of
“events In duratisn categories. However, here as inm tables 22 and 23, the——
influence of the literate pattern on the pre-literate pattern can be noted.
Considering literate/TC interactive events, it appears that the literate per-
son moves the prg—literate person in the direction of -more longer interactions
with print than the pre—li;gfate would perform acting alone. That is, pre-
literates are involved in twice as many 11=i9 min. events when they interact
with a 'literate than when they act alone. ' However, considering these 11-19
min. events, the pre-literate initiates two events of this duration: to ewvery
one 0f those initiated by a literate person. So we may conclude that if we
see literate/IC interactive event lasting 11-19 min., it is more likely gha:

the pre=literate initiated the event.

!148  o o e i%wi
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