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ABSTRACT

THE ROLE OF THE PERSONAL AND CONTEXTUAL FACTORS OBMERGENT
LITERACY SKILLS

by
Leah Brittnacher
The University of Wisconsin-Milwaukee, 2014
Under the Supervision of Professor Dr. Karen Stoibe

Academic readiness skills for preschool aged oiiidhave recently become a
focus for researchers and professionals. In padatictesearchers have sought to better
understand and identify the factors associated agddemic performance for children
who live in poverty. Researchers have identifieobldrconstructs for the personal
variable of social competence along with the caonigixvariables of the home
environment that play a role in the acquisitiorenfergent literacy skills. To better
understand the relationship between these variaol@é€mergent literacy this study
included 121 preschool aged children attending ad-&tart program in the Midwest.
Hierarchical regression analyses were utilizedetibelb understand how these individual
and contextual factors, both collectively and inelegently, affect emergent literacy.
Specifically, the effects of social competence hadhe environment on early literacy
skills of vocabulary skills, alphabet knowledged@aound awareness were analyzed
separately. Results indicated positive social cdenme played a significant role in
predicting vocabulary skills and alphabet knowledge association was found between

the home environment measures and young, at-rikkeh’s early literacy development.



The results of the study serve to broaden the relsdéar social competence on emergent
literacy skills. Implications for school psycholstg and future areas of growth for the

field are presented and discussed.
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CHAPTER ONE

Introduction

Approximately half of the children in the Unitedagts have struggled to
appropriately transition to kindergarten. Speclfigachildren from low-income
backgrounds are disproportionally represented anstmggling learners as early as the
preschool year compared to children from higheomne brackets (Hindman, Skibbe,
Miller, & Zimmerman, 2010). It is important forgearchers and educators alike to better
understand the prominent factors influencing odbimg a child’s early growth and

development.

Researchers have indicated children in povertyatas increased likelihood to be
faced with risk factors that negatively affect #eademic skills of a child (Bulotsky-
Shearer, Dominguez, & Bell, 2012; Elias & HayeD20Hindman & Morrison, 2011).
Although there is a strong link between risk andrmpaevelopment, many of these at-risk
youth continue to thrive (Maier, Vitiello, & Greaald, 2012). This success can be
attributed to the resilience factors within a clsilife. Some researchers have suggested
that multiple dimensions within the various bio-lgical levels of a child’s world,
including the individual and family, can positivehfluence development for children in
poverty. Targeting these potentially adaptable etspaf a child’s life can assist with
promoting children’s academic competence and fuduceess (Rhoades, Warren,
Domitrovich, & Greenberg, 2005). Social competefRlair, Denham, Kachanoff, &
Whipple, 2004; Denham, 2006a; Elias & Hayes, 2G0®) the home environment

(Evans, Shaw, & Bell, 2000; Hood, Conlon, & Andre®808; Roberts, Jurgens, &



Burchinal, 2005; Sonnenschein & Munsterman, 2002 w0 broad variables that
researchers have begun to shed light for the infle®n outcomes. Additional
information is needed to better understand howethisk and resiliency variables work

together and the level of each influence on academticomes (Hindman, et al., 2010).

Importance of the Preschool Year within Development

Researchers have demonstrated the trajectory @hachent patterns for children
are developed early and remain stable within tts¢ few years of school (McWayne,
Fantuzzo, & McDermott, 2004%pecifically, the preschool year is the first tienehild
encounters the academic setting, which can impposaive or hindering trajectory
(Herndon, Bailey, Shewark, Denham, & Bassett, 20I3¢ identified outcomes by these
researchers demonstrate the importance of an irmgronderstanding for the critical
time period of learning and academic growth duthgpreschool years. Children’s
development of emergent literacy skills within fireschool year is associated with
positive outcomes for their later language andditg skill development (Maier, Vitiello,
& Greenfield, 2012). Specifically, deficits at theginning of the kindergarten year are
often maintained and can be intensified throughilal’'s academic career (Gettinger &
Stoiber, 2007). Early intervention during the presal year can help to enhance specific
emergent literacy skills for successful literacgwth and reduce the current academic

gap (Hindson et al., 2005).

Early literacy skills, such as phonological andliistic awareness, letter
recognition, and print awareness, set a strongdation for later literacy learning.

Additionally, past researchers have demonstratesetiemergent skills consistently



strengthen a child’s success in reading ability\(Wgyne et al., 2004). It is important to
ensure these foundational skills are competerappsoximately a fifth of sixth grade
students are failing to read at sufficient levaieasured by the acceptable reading
standards set in the National Curriculum (Drou®Q®). Additionally, a study completed
by Hindman et al. (2010) concluded children fromv IBES backgrounds start preschool

with pre-academic skills approximately one standidation below the average.

Role of Low Socio-Economic Status

Gaining a better understanding for the risk andieese factors impacting
children in poverty is vital due to the large ambahchildren affected. The National
Center for Children in Poverty (2002) reported 46B6hildren under the age of six live
in households in which the income is 200% belowgtreerty criteriaMultiple studies
have demonstrated children from socioeconomicatigadi’antaged backgrounds are at an
increased risk for educational difficulties (Domireg, Vitiello, Maier, & Greenfield,
2010; Hindman & Morrison, 2011; Stanton-Chapmamg@han, Kaiser, & Hancock,
2004). Due to the detrimental effects of poverggearchers have increased attention to
better understand the relationship of this factodevelopment and achievement.
Children exposed to risk factors, such as low ssmoomic status have an increased risk
of academic and behavioral struggles as compartéeiopeers who are not exposed to
these same factors (Reardon, 2003). Nationwidarrgatores demonstrated fourth
grade children in urban schools performed lowen tttaldren from a higher SES status.
Specifically, 14% of urban children read at a priefnt level, as compared to 41% of

children in a higher SES bracket (Elias & Haye€)80Additionally, the factor of



poverty has demonstrated associations with lateooues especially within the first five
years of a child’s life (Maier et al., 2012). Asa&teStart was developed to assist low SES
families, the majority of children attending Hea$fall within this criterion, which

results in increased exposure to the risk factopterty.

Although a link is present between risk factorglsas poverty and later
academic outcomes, many of these at-risk youtlstdkable to prevail and succeed.
These children demonstrate resiliency factorsdhatv them to achieve and overcome
adversity (Maier et al., 2012). Dalton et al. (2P@&fined protective features as the
“strengths or resources associated with positideszidual outcomes” (p.245).
Additionally, these factors are found within theyag levels of the individual, family,
and community networks which assist a person totfon in society (Elias & Hayes,

2008).

As a means to close the achievement gap, a sidtus has turned to better
identifying the strengths for the within group \&doies that can positively impact
resiliency factors (Hindman et al., 2010). Quewticemain regarding the impact of the
contextual and personal factors on outcomes wighsthift in focus. Specifically, few
studies have explored the aspects impacting atghady skills during the preschool

year.

Role of Social Competence

One of the aspects identified to impact literacticomes for children is the

understudied personal factor of social compete@bédren within the preschool



classroom demonstrate differing abilities, stresgdnd competencies (Maier et al.,
2012). Social competence has been defined asitloksability to successfully interact
and function within their environments (Stoiber &#ochwill, 2002). These skills
include positive behaviors such as helping, shaang taking turns along with the
ability to control frustrations (Bierman et al.,GB). These types of behaviors are an
important and unique factor that can assist childneachieving within the school setting
through intellectual functioning (Elias & Hayes,(8). Social competence has gained
interest as past studies have demonstrated this &ocore factor for a child’s ability to
access instruction and ultimately contribute todacaic achievement (Konold & Pianta,

2005).

On the other hand, behavior problems or a disptayhallenging behaviors can
have negative effects on a child’s functioning.|@@n exhibiting challenging behaviors
within the preschool year have demonstrated stadylectories of continued problems in
the school classroom resulting in disruptions fantipipation in learning activities and
ultimately development of academic skills (FantyzZzalotsky-Shearer, Fusco &
McWayne, 2005). Researchers have revealed chittiegrattend school in low-income
areas display poor social skills and deficits iniabemotional readiness. Specifically,
40% demonstrated delays in social competence \2B#e exhibited high rates of

disruptive behavior (Bierman et al., 2008).

Role of Home Environment

Another aspect identified to impact a child’s editigracy outcomes is the home

environmentParents are the child’s first and most consisteather throughout their



lives. A study by Foster, Lambert, Abbott-Shim,Géasty, and Franze (2005) concluded
the home literacy activities played a mediating foétween low SES and emergent
literacy skills. Previous researchers have dematestiiteracy activities within the home
setting influence emergent literacy skills (Evahale 2000). Children from a low SES
background are exposed to home environments wairieh language experiences
(Maier, Vitiello, & Greenfield, 2012). A study byuBgess et al. (2002) demonstrated that
the parental demographics impacted alphabet kn@sladile the parent-child shared
book reading played a larger role for multiple ames: oral language, letter-sound

knowledge, phonological sensitivity, and word dengd

Researchers have demonstrated children not oniy feam the types of literacy
activities in the home, but also the types of imt#&ions that occur during these enriching
experiences. These interactions include the instmel behavior the parent participates
in during these activities (Cline & Edwards, 201Specifically, dialogic reading is an
evidence based approach for children to learn eemétgeracy skills. This technique
focuses on allowing the child to be an active pgréint during interactions while the
parent is available to provide feedback and coettoufacilitate learning (Blom-
Hoffman, O’Neil-Pirozzi, Cutting, & Bissinger, 20p6Although this practice has been
studied comprehensively during book reading, ttiestasgy can also be utilized during

additional activities within the home setting (dmg & Leseman, 2001).

Past researchers have demonstrated the importhmegualing literacy enriching
activities and parental instructional strategiefaasors that impact the development of

emergent literacy skills (Drouin, 2009). No knoampirical study has included the



individual factor of positive and challenging skillvithin social competence, along with
the quality and quantity of aspects within the haneironment, to better understand

how the child and his/her environment impact emetrjeeracy development.

Although literacy outcomes have been a focus foemeresearchers, a focus on
emergent literacy skills for preschools has nonbsadied extensively. Additionally,
researchers have demonstrated low academic abditid achievement for low SES
students, but researchers need to better explese targe constructs to more clearly
understand the precise factors playing a role. iBpaity, the complex associations
among the personal and contextual factors on emgiigeracy skills are rarely
examined. The goal of this study is to better ustded the factors that promote
resilience for preschool children as demonstratethé attainment of early literacy
skills. An investigation that incorporates a congtion of these variables will assist
researchers in better understanding the contribsitod each factor individually and

collectively.

This study draws information about high-risk presaichildren from a larger,
federally funded project, the Exemplary Model oflg&eading Growth and Excellence
(EMERGE) (Gettinger & Stoiber, 2007, 2012; StoiBeGettinger, 2011, 2012). Based
on theories of past research and the current gaksowledge, this study will examine
the combination of the risk and resilience factmmiemergent literacy skills of preschool
children. The first purpose of the study is to ekaathe effects of the personal and

contextual factors on children’s emergent literaBpecifically, the study examines the



effect of the relationship for personal and contaktactors on vocabulary, alphabet

knowledge, and sound awareness separately.

CHAPTER TWO

Theoretical Framework

Bronfenbrenner’'8ioecological Theory of Human Developmprivides a
holistic view for the development of a child (Brenbrenner; 2005). It is based on the
understanding that child development is an intéragirocess between the characteristics
of the individual child and his/her environment otime. This perspective supports the
notion that the child interacts within the contastopposed to the child and context as
separate entities (Trudge, Morova, Hatfield, & Kky12009). From this model,
Bronfenbrenner developed the Process-Person-Cenitere model (PPCT), which is the

theoretical basis for this research study.

One of the factors within the model, processhéshasis for the bioecological
model presented by Bronfenbrenner and plays &akitole in the development of
children. The importance of this factor is evidastthe processes in a person’s life are
determined to be the “engines of development.” €l@ecesses are the interactions a
child has on a daily basis between themselvestandrivironment. Additionally, these
interactions take place over time (Bronfenbrennév@ris, 2006). Through these
interactions, children develop an understandinipeiir environment, which can influence
their capacity to learn. Outcomes from the conoéprocess can result in either

competence or dysfunction in a child’s developn{&nidge et al., 2009).



Bronfenbrenner and Morris (2006) defined the cohoépysfunction as the continued
struggles for the child in his/her environment. tBa other hand, competence is the

continued advancement of skills (intellectual, pbgt socioemotional, or combination).

The domain of person is related to the biologicagnitive, emotional, and
behavioral characteristics of the individual. Th&s®ors are determined to not only be
effected by, but also influence the proximal preessof the environment. The
characteristics of the child can impact the positiv negative interactions with other
individuals (Trudge et al., 2009). Bronfenbrenaed Morris (2006) explained children
need two characteristics in order to develop coegbtin life. The first is resources
which include the knowledge and skills of the indual him/herself and the second is
the demand that encourages interactions with atfiées positive and challenging social
competence factors of a child are included in tmeent study to better understand the

person factor.

The context factor within Bronfenbrenner’s theoryolves four interrelated
environments. The microsystem is viewed as a prakenvironment as it is the
immediate environment a child is involved in. ThkRey environments (mesosystem,
exosystem, and macrosystem) are labeled distal@maents as development does not
necessarily occur within these environments, burtdgectly influenced by them. The
environments are viewed as bidirectional as ead#l Iafluences another while also
being influenced (Trudge et al., 2009). Althougimsoof these factors are viewed as

distal to the child, a strong and powerful influensuch as poverty, can impact the
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child’s development and achievement outcomes (Fesi@., 2005). The home

environment will serve as the contextual factortfa@ present study.

The time factor is the final aspect of the modéle essence of development is
that it takes place for a period of time (Trudgealet2009). Development may occur
during an interaction of proximal process (micro), over days or weeks within
multiple, consistent interactions (meso-time), werathe life course or generations

(macro-time) (Bronfenbrenner & Morris, 2006).

Review of Literature

Based on Bronfenbrenner’s bioecological mode$ study will incorporate the
contextual and personal variables to better unaedshow these important factors can
impact a child’s ability to develop emergent liteyakills. As the personal variable is the
factor within the child’s immediate environmentetimclusion of social competence will
help to better understand the direct influencénefahild, him/herself. Additionally, the
contextual factor of the home environment can impronderstanding for the indirect
influences on a child’s learning. The following aseexamine past research for these two
factors and their impact on development for emdrlimacy skills within preschool

aged children.

Social Competence

Recently, an increase in attention regarding ohil social and emotional
readiness has occurred. Social competence as tuaing/hile described in different

ways, can be defined as the “effectiveness inacteyns, the result of organized
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behaviors that meet short and long-term developahe@eeds” (Denham et al., 238,
2003). Social competence can also be defined asotistruct utilized for the within child
factors playing a role in literacy outcomes. Thogigtruct is the “child’s abilities to have
positive relationships with peers, family, and teas” (Brophy-Herb, Lee, Nievar,
Stollak, 134, 2007). Specifically, socially comp#tandividuals demonstrate key
emotional, cognitive and behavioral skills acrosmdins such as home, school, and

community (Elias & Hayes, 2008).

Preschool typically is the setting in which sbcampetence is initially
developed through play with peers (McWayne et28l04). For a preschool-aged
individual to be successful during these interaxgjgarticipation in positive classroom
behavior along with developing emotional competeamug self-regulation, aspects of
social competence, are vital (Denham et al., 2088gcifically, Stoiber (2004; 2014)
identified three key components of social competermotional regulation and self
control, social awareness and cooperation, anéistecision making and life skills. A
child’s ability to display these characteristicsp@ely can play a role of resiliency or of
promoting the child’s disposition toward learni@n the other hand, if social
competence in the preschool year is not developatigmtppropriate and successful, a
child is at an increased current and future rigkp&ychopathology and academic

struggles (Denham, 2006b).

The first aspect to be further explored withiniabcompetence is self-regulation
or emotional competence. While some researcheesaepemotional competence from

social competence, others have demonstrated iatebgitween the two (Diamond &
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Aspinwall, 2003). Emotional competence can bendefias “how children can respond
emotionally, yet simultaneously and strategicapiplg their knowledge about emotions
and their expression to relationships with othgosthat they can negotiate interpersonal
exchanges and regulate their emotional experier(@=iham et al., 2003, p. 238). It
constitutes both a child’s level of awareness fug’s own emotions along with the

ability to appropriately express and regulate tresetions (Denham et al., 2003; Stoiber
& Kratochwill, 2002). Self-regulation plays a fuardental role in a child’s ability to
regulate emotional expression (Diamond & Aspinw2li3). While these skills develop
and are learned throughout a person’s life spafdreh within the preschool years
possess the ability to utilize components thattsestage for successful future

development (Denham et al., 2003).

The child’s ability to appropriately express emosmn an interaction-to-
interaction basis will aid in relationship develogmhover time. Positive attributes for
social competence also require skills such asltiityao communicate well with others,
engage with others positively, and build relatiopsto be successful. Positive
expression skills such as positive affect helpesgnool child to start and maintain social
interactions with others. These skills assist amigd’s ability to be liked and to develop
friendships (Denham et al., 2003). These expressian also assist a child with support
from others when displayed appropriately. For tredsts to be obtained, students must
first attend to self-awareness, self-managemenialkawareness, and responsible
decision making (Dunham, 2004). Positive affectsés€hildren to utilize the cognitive
flexibility, which allows for successful decisionaking (Diamond & Aspinwall, 2003).

Collectively, these skills can be organized arotihd developmental tasks of positive
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engagement and managing emotional arousal witltuialsateraction, while successfully
moving into the world of peers” (Dunham, 26, 200Zhis occurs because the children
that are able to demonstrate positive social coempet characteristics more often than

negative characteristics are viewed as sociallgptedle (Denham et al., 2003).

On the other hand, poor emotional competence tregllation has been
demonstrated as associated with poor social artkata outcomes for preschool aged
children. This display of challenging socially coetgnt behavior hinders the child’s
resiliency and compounds additional risk factoestResearchers have focused on both
internalizing and externalizing problem behaviocimldren. Externalizing or overactive
behavior are concepts that incorporative behavioh s aggression, inattention, and
opposition. Internalizing or underactive problenhéé&or, on the other hand, includes
social reticence and withdrawn behavior (Bulotske&er et al., 2012). Negative
expression skills, such as anger, hinder sociaftaations with others as it can serve as a

roadblock through outward displays of unacceptakleavior (Dunham, 2004).

Past studies have demonstrated children with pelbresgulation of emotions can
also have both present and future academic diffesi(Graziano, Reavis, Keane, &
Calkins, 2007). Specifically, studies have dematstt as many as 10-15% of preschool
children exhibit moderate to clinically significagtnotional and behavioral difficulties
(Fantuzzo et al., 2005). An additional study codellione in five children experience
characteristics of emotional distress while elepercent of all children experience
“significant functional impairment” (Fantuzzo, Biséty, McDermott, Mosca, & Lutz,

2003). These struggles can impact a child’s ahtititipe socially and academically
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prepared for school. These externalizing behadoeslemonstrated to be one of the
largest concerns within the preschool year resgitinater adjustment concerns within

the classroom (Konold & Pianta, 2005).

Social Competence on Learning

Learning behaviors are another aspect of sociapetemce that impact academic
skills within the classroontit is vital to understand how these behaviors lo@belop and
change during the school year due to this influgBamminguez et al., 2010). The
preschool years allow for a child to better hartlechallenges of a classroom, which
can result in developing the academic course famniag success or struggles (Herndon
et al., 2013). For example, a study completed bydfaband Pianta (2005) demonstrated
high levels of socially competent behavior in phesd was a more robust predictor than
cognitive functioning in a child’s academic achieent in the first grade. Children’s
social competence skills and behaviors affectednbytindividual learning abilities but

also classroom dynamics for other children to l¢Buuncan et al., 2007).

Researchers have indicated children who contairip®social competence
characteristics are not only more successful ireldging a positive perspective and
adjustment to school demands but also have anasedetrajectory for better grades and
achievement. These results are true even whentoagskills and family background
have been accounted for (Denham, 2006b). The pesitiaracteristics for appropriate
learning behaviors include persistence, motivatioitiation, flexibility, and
attentiveness (McWayne et al., 2004). The apprtgtiae of emotion regulation helps to

support learning behaviors through a child’s aptit independently focus on and learn
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the information provided from the teacher (Graziahal., 2007) through following
directions, waiting, and utilizing personal resagdor learning (Herndon et al., 2013).
The use of these socially competent skills increéise amount of time children are
engaged and participated in academic endeavorseSsfal children are able to utilize
these skills while also completing additional tastsaring materials, concentrating on
tasks, and taking turns (Denham, 2006a). These@sptbehavioral regulation such as
attention, working memory, and inhibitory contriove predicted emergent literacy
skills in both the preschool and elementary yaadependent of both cognitive and
language ability (Duncan et al., 2007). For examplstudy found the level of children’s
attention in the preschool year predicted readewgls for the same children at 54

months (McClelland et al., 2007).

Maier et al. (2012) evaluated the effect that chidtered factors played on
enhanced language ability through five classrooitisinvsouth Florida. The
psychosocial strengths of the child, as evaludiezligh the Devereux Early Childhood
Assessment Scale, were a significant strengthsalipe but did not play a significant
role for the potential gains over the year. Thiglgtconcluded that a child’s ability to
self-regulate his/her behavior was found to haw@tpe longitudinal results on academic

abilities (Maier et al., 2012).

Adding to the literature on self-regulation, Herndt al. (2013) concluded
preschool children who possess the ability to r@guémotions are better adjusted to the
Head Start classroom and are better able to haémellehange in the learning environment

for the kindergarten year. This regulation is keydchool learning as it assists children
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to utilize appropriate classroom behaviors. Chitdas young as the preschool age
demonstrate the ability to learn and utilize seljulation skills to support classroom

behavior such as problem solving, support seekind,attention (Herndon et al., 2013).

Relationships with peers and teachers in the @dassiare additional factors that
are impacted by a child’s level of social compegerite child’s ability to comply with
the teacher and cooperate with peers can assishillden learning from and with other
individuals within the classroom setting (Hindmarak, 2010). These relationships also
aid in the development of a positive attitude tadgaschool. The child’s ability to enter
the preschool year with relationship skills sucls@s$ control, cooperation, and
compliance can impact academic skills. Children whssessed these skills also
demonstrated stronger academic abilities (Hindmah ,€2010) even when previous

academic success had been taken into account (Destha., 2003).

However, children’s ability to successfully regel&motions may not always be
possible due to the demands of the academic seftirege activities include: behavioral
inhibition, compliance with rules, and behaviorttheomotes relationships with peers
and teachers. Preschool children who present weigfative social competence
characteristics of externalizing behavior suchgggession at the beginning of the school
year tend to also demonstrate a decreased abilggy attention and successfully
complete tasks. Additionally, a decrease in posiéttitude for learning at the end of the
year can transpire (Dominguez et al., 2010). Thauoence of negative attitude tends to
occur when the child is unable to maintain bott sgulation and higher order cognitive

skills during a task. The lack of participation fath skills simultaneously can hinder
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appropriate follow through and task completion. Aiddally, overactive behaviors such
as aggression and tantrums impact the child’s appoal behavior for teacher instructed
academic demands (Fantuzzo et al., 2005). Theofitks behavioral control can have
both present and future academic difficulties dusttuggles with completing school

related tasks that promote learning (Graziano.e2@07).

Poor emotion regulation hinders a child’s abiliyutilize working memory,
attention, and planning within the classroom sgtth child who needs to actively
regulate emotional actions or reactions focusegtzeh level of energy to emotion
regulation, which hinders the energy for higheresedl cognitive demands (Dunham,
2004). When these higher order processes are thskug child has more difficulty
attending to and remembering information presehtethe teacher. The co-occurrence of
academic and behavioral concerns upon entranderteeatary school often results

(Graziano et al., 2007) and proceeds through #rmehtary and middle school grades.

Past studies have demonstrated children with gassmom behavior often
struggle to build and utilize healthy relationskklls needed for academic success.
Researchers demonstrate children with behaviorateros in the school setting are
especially prone to struggle to interact with pesard teachers appropriately (Fantuzzo et
al., 2005; Bulostsky-Shearer, Dominguez, & Belll2 A study by Raver (2004)
identified reasons for children’s academic struggitaen presented with poor
relationship skills and included factors such a3it(is difficult to teach disruptive
children, (b) these children are less likely todf@rfrom cooperative learning

experiences with peers, and (c) less rewardingreqpzes with individuals in the school
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setting impact the child’s interest and motivationschool success. These negative
characteristics have been linked with specificatfifor both literacy and language
achievement (Bulotsky-Shearer et al., 2012). Theweral problems identified in the
preschool year are often found to be stable througthe year along, and may increase

with additional classroom behavioral concerns (&zx et al., 2005).

The Role of Social Competence on Academic Abilities

Social competence has been linked to academitieddluring preschool. A
study by Fantuzzo et al. (2003) found evidencesémially reticement behavior
negatively impacting expressive vocabulary skillbjle withdrawn characteristics
negatively impacted receptive vocabulary. On theiohand, children who displayed
overactive behavior or inattention/hyperactive peols also demonstrated poorer
cognitive and speech-language skills at the ertdeopreschool year. Additionally, a
study by Bulotsky-Shearer et al. (2012) concludeith lmveractive and underactive
behaviors reported by the teacher within the ctasarsetting were linked to lower
cognitive abilities at the end of the school y&ather researchers noted that children
from the ages of two to nine who consistently destiated heightened levels of
aggression were more likely to have achievement@mis in third grade (Duncan et al.,
2007). Additionally, past studies have demonstratéatk of attention over and above
externalizing problems in preschool predicted latrievement abilities (Duncan et al.,
2007). However, preschool aged children with hidsedravioral regulation skills
demonstrated increased abilities for vocabularyemdrgent literacy skills in both the

fall and spring even after controlling for age gahder (McClelland et al., 2007).
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Socially competent skills such as attention, wagkammemory and inhibitory control in the
fall of the preschool year not only predicted ensetditeracy skills at the end of the year
but also into elementary school (Howes, Calkinsagtropoulos, Keane, & Shelton,

2003).

Children who grow up in low socioeconomic envir@amnts are at an increased
risk to enter the academic setting with deficitsaial- emotional abilities. Kaiser,
Hancock, Cai, Foster, and Hester (2000) found 40éhidren in low SES communities
demonstrated poor social competence and commuorcskills while 20% displayed an
increased rate of disruptive behaviors. Other studéported approximately 30% of
children in community based programs demonstratgtiermal and behavioral needs in
the classroom that reach moderate to clinicallpificant levels (Bulotsky-Shearer et al.,

2012). These characteristics hinder a child’s ghit adjust to the classroom setting.

Role of Gender

The constant personal variable of gender maytase an important influence on
preschool aged children’s academic readiness. Rém®a have found inconsistent
results for the impact of a child’s gender on acaideabilities. While some studies have
concluded boys have higher academic skills, othave concluded the same results for
girls. On the other hand, some researchers havelfoa differences between genders.
Specifically, there is question regarding gendéeinces for young children (Ready,
LoGerfo, Burkham & Lee, 2005). Boys have histolicdlemonstrated higher academic
abilities than girls, but a shift in recent yeass loccurred (Matthews, Ponitz, &

Morrison, 2009). Positive differences for femalesd become apparent as grade levels
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progress when looking at gender differences froesadndergarten to ¥2grade.
Additionally, Ready et al., (2005) concluded fensadater kindergarten with stronger
academic scores and gain more literacy skills tweryear. However, Matthews, Ponitz,
and Morrison (2009) concluded that other reseaschave shown no gender differences

for children in the early school years.

Past researchers have found inconsistent resultsddevel of influence specific
personal and contextual variables have on emehigenmtcy skills. Hindman et al. (2010)
conducted a research study and found that parataks were no longer significant
when child factors were taken into consideratidme $tudy focused on identifying
factors that promoted early learning by lookinghet degree to which child and family
factors played a predictive role in a child’s eaabademic skills. In their study, 945
children who attended Head Start preschool wetevield through first grade. The
results concluded that children’s social skillstsas self-control, cooperation, and

compliance played a prominent role a child’s acadeskill level (Hindman et al., 2010).
Role of the Home Environment

Although researchers have demonstrated the irdiehpersonal variables on a
child’s ability to develop emergent literacy skilontextual factors, such as the home
environment, can also indirectly (and perhapsagsstrongly) influence a child’s
academic competence. Researchers have demonstrateaportance of the home
literacy environment on early literacy skills withthe domains of vocabulary, letter
knowledge, phonemic awareness, and reading sBitigq & Brooks-Gunn, 2001).

Conceptualizations for the home literacy environtteve included parental
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involvement for literacy-based activities alongtlwtarental reading practices in the
home setting. Both of these factors are relateshtergent literacy skills for Head Start
preschool children (Dodici, Draper, & Peterson, 200 he home is an important factor
for emergent literacy skills as it is the settingnhich children first encounter the
academic related experiences, attitudes, and ramsté¢Roberts et al., 2005). Past
researchers have cited the home environment aglaarnce for both literacy and school

achievement with children (Britto, & Brooks-Gunig@).

The home environment can set the building blook$urther growth and
development with literacy. DeBaryshe, Binder, angIB(2000) concluded the home
environment allows for the child to encounter mangitive literacy experiences that can

impact future growth:

(a) become familiar with literacy materials, (b)yebve the literacy activities of
others, (c) independently explore literate behavifd) engage in joint reading
and writing activities with other people and (ehbgt from the teaching
strategies that family members use when engagifgnhliteracy tasks. (pp. 119-

120).

Literacy rich home environments have demonstrptesitive outcomes for both
emergent literacy skills in the preschool year kter reading abilities. Parents are key
components to a child’s ability to develop literadylls. Home environments that
provide a rich language environment, including oardl learning experiences and verbal
conversations, are significantly associated wittihb@nguage and literacy development.

Rush (1999) conducted research focused on therésadfi positive literacy activities
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between the child and caregiver from low incomem@mments. Thirty-nine preschool
children from two Head Start preschool classroontstheir families participated in the
study. Observations within the home environmerdugh the CIRCLE-2 assessment,
along with the SFRS and PPVT-R assessment measteesyused to address the
research questions. The results of this study detrated the high rates of literacy
related activities were positively associated witdracy outcomes. In particular, the
activities that demonstrated positive effects atddanguage abilities included: type of
activity, caregiver involvement and vocal respordddren’s social and engagement
behaviors, and involvement in literacy-relatedatiés (Rush, 1999). These verbal
interactions between a parent and child contribtdettie development of language

acquisition.

Participation in other literacy practices in tharte setting has also demonstrated
positive outcomes for emergent literacy skills. §dactivities include singing songs,
reciting nursery rhymes, telling stories, drawinctygres, having conversations at dinner,
and playing games (Skibbe, Justice, Zucker, & Mt%iR008; Weigel, Martin, &
Bennett, 2006). Growth in early literacy skills it the home setting can contribute to

specific understanding for letter sounds and volaap{Hood et al., 2008).

One literacy activity demonstrated to be a robustigtor is book reading. A
meta-analysis focused on literacy and languageomas for preschool children
concluded a positive effect for the frequency afjshared reading (Bus, van
ljizendoorn, & Pellegrini, 1995). Additionally, austy by Burgess, Hecht, and Lonigan

(2002) concluded the frequency of book reading betwparents and children influenced
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oral language, letter-sound knowledge, phonologeakitivity, and word decoding
skills. Another study focused on shared book regpdttivities between parent and child
within the home environment and determined thisoialsad significant effects on later
academic abilities within a Head Start preschooa¢ken & Fischel, 2008). This study’s
research questions focused on: the relationshiypdset reading behavior within the
home and early literacy and language skills, aeddfe in which family literacy
behavior influences a child’s ability over and abaemographics. Two hundred thirty-
three children attending full-day Head Start proggavithin the New York area
participated in the study. The reading interachetween the parent and child through
frequency of shared reading, literacy activitieg] age when shared book reading began
were significantly correlated with multiple emergéteracy results on the RTR, PPVT-

[ll, and story and print concepts (Bracken & FidcR608).

Not only is the amount of exposure to book readimgortant, but also the
frequency of high quality parental instructionakiractions. The dialogue about the book
is found to be just as important as the actualrexding during shared book reading
(Sonnenschein & Munsterman, 2002). This qualitpadk reading is referred to as
dialogic reading and is based within three prirespthe parent encourages the child to
elaborate on the pictures within the book, the migpeovides feedback to allow for
expansion on thought and corrective feedback, laagarent adapts sensitivity to the
child’s developmental level. The child becomessdtwyteller of the book as opposed to
passively learning through listening (Mol, Bus,Jimg, & Smeets, 2008). The important
factors for the discussion of the book include: iwkdappening in the story,

foreshadowing of future events, and relating theklto real world experiences. The
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reading activities between parent and child hay#a@xed around eight percent of the
variance in early reading skills (Hood et al., 20@81ditionally, parental behaviors for
adding information, focusing on print concepts, asking open-ended questions were

correlated with language abilities (Roberts et2005).

To better understand the effects of dialogic regquti@haviors on emergent
literacy skills, Blom-Hoffman et al. (2006) evaledtthe effects for parental use of this
reading technique on children’s vocabulary of thek The researchers utilized a
randomized experimental design to complete theystdrticipants included eighteen
children with a mean age of forty-eight months glenth their caregivers. The parents
within the experimental group were taught dialagiading techniques through a video
and were provided handouts outlining the technigueteo observations were utilized to
score the dialogic reading techniques betweenahenp and child. Results concluded
children’s oral language skills increased with tise of dialogic reading strategies by the

parent (Blom-Hoffman et al., 2006).

Cline and Edwards (2013) also demonstrated instrit quality from the parent
positively impacts emergent literacy outcomes fauryg children. Eighty-one children
under the age of three along with their parentigpated in this study. The researchers
evaluated videotaped book reading interactions éetvthe parent and child. Based on
instructional qualities of book reading adaptedd®Baryshe, the interaction was
evaluated on questions asked to the child, feedpemkded by parent, book-related
conversations, and direct reading. Additionally &mergent literacy outcomes for the

children were based on the Bayley Scales of InDavelopment- Second Edition. The
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results concluded the specific instructional styege positively impacted child learning

(Cline & Edwards, 2013).

As research continues to expand upon the evaluafidialogic reading skills, a
study by Mol et al. (2008) evaluated past studigbiva meta-analysis to better
understand if this technique plays a significate o improving emergent literacy skills
for children. This meta-analysis included sixteeevpus research studies focused on the
outcome variables of receptive and expressive udaap The children within these
studies ranged from twenty-seven to seventy manthge. The results concluded that
the increased dialogue of the book through actarigpation of the child increased the
effects of the reading interactions. Additionatlye researchers identified the quality, just
as much as the quantity, of book reading signiigampacted early literacy skills.
Interestingly, these effects were the most promif@myounger children ranging from
two to three years old, thus demonstrating thd tiitee frame for preschool children

(Mol et al., 2008).

Parents can provide a multitude of literacy enhageictivities in the home
setting despite socioeconomic factors. Foster.€2@05) conducted a research study
examining preschool children’s home learning envinent and its effects on emergent
literacy skills. The authors utilized structurabiatjon modeling to address the mediating
effect the home learning experiences had betweanesmnomic status and children’s
emergent literacy competence. The study randondéctesl 48 classrooms from a
possible 190 within the southern area. Approxinyad@l Head Start preschool students

and 362 parental interviews were conducted. Theehearning environment was
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comprised of: reading activities with the childpmlearning activities, and enriching
experiences completed with the child. Their measfireome learning environment was
found to play a mediating role in the relationsbgiween SES and emergent literacy

(Foster et al., 2005).

These literacy activities within the home settimyé been found to increase a
child’s motivation for reading and learning. Sons&mein and Munsterman (2002)
concluded the opportunities to interact with prirvdterials before entering school
increased a child’s interest in reading. A studyBeynett, Weigel, and Martin (2002)
found children’s motivation for reading was inflwexa by the parent’s participation in
reading books aloud and visiting the library alevith reciting rhymes, telling stories,
drawing pictures, and playing games. The assoastizere still determined to be

significant one year later.

Emergent Literacy Skills

To better understand the desired outcomes of #cpool years, it is important
to comprehensively understand the concept of emefigeracy skills. The term
emergent literacy skills refers to the basic skhilst are believed to be relevant for the
acquisition of a child’s reading ability (Sonnensith& Munsterman, 2002) including the
awareness for printed materials and sensitivitgoiends for oral language. Children who
struggle with emergent literacy and literacy skiliging their first years in school are at
an increased likelihood to struggle with literaayidg the proceeding academic years
and beyond (Drouin, 2009). Rhyner (2009) has furtteeloped the concept for

emergent literacy to encompass the observable bkalemonstrating the knowledge,



27

skills, and attitudes that develop in children ptmthe conventional ability to read and

write.

Shanahan and Lonigan (2010) evaluated the resfudtsneta-analysis through the
Developing Early Literacy: Report of the Nationarly Literacy Panelto better
understand which measures are related to lateeatadichievement. The study
concluded six variables were significant predictatphabet knowledge (names and
sounds of letters), phonological awareness (datembjpulate, or analyze spoken
language), rapid automatized naming of lettersidgigmame letters or digits), rapid
automatized naming of objects/colors (rapidly na®guence of repeating pictures of
objects and colors), writing/writing name (writétégs or own name), and phonological
memory (remember spoken information for a shortamof time). Additionally, five
other variables were determined to be predictivat déast one later literacy skill:
concepts about print, print knowledge, reading irezss, oral language, and visual
processing (Shanahan & Lonigan, 2010). This me#dyais helped identify the impact

of specific emergent literacy skills on later laey skill ability.

The NELP meta-analysis study, along with many athieelped to identify the
skills that laid a foundation for future literacyogvth and development. Two factors
(outside-in and inside-out) (Whitehurst & Lonig&001) along with four areas
encompass the main skills within emergent liter&yind Awareness, Oral Language,
Alphabet Knowledge, and Print Awareness (Getti@&toiber, 2007; 2012). These
areas of emergent literacy skills have been styocgirelated with later academic

success (Gettinger & Stoiber, 2012). Specificaltyditional research has indicated these
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four emergent reading skills are associated wildiregy comprehension and receptive

vocabulary both five and eight years later (Tab8rggw, and Dickinson, 2001)

The terms inside-out and outside-in were concagteloped to explain two set of
skills which advance concurrently and independeatigt are required for successful
reading. Whitehurst and Lonigan (2001) utilizedstheoncepts to describe the emergent
and conventional literacy skills that predict agadelearning. Inside-out factors are the
knowledge and rules related to the translationrittewn print to sounds and meaning,
including alphabet knowledge and sound awareneassh®other hand, the outside-in
domain encompasses the understanding for contelxdimg oral language and print

awareness.

Alphabet Knowledge. The child’s ability to recogaiand recall names of letters
falls within the alphabet knowledge domain. Ithe understanding and the ability to
verbalize that each letter has a name. It alsaded the awareness that the uppercase
and lowercase forms of a letter are related. Thilslsas been found to be one of the best
predictors of later reading achievement (Lonig&96). Because of this, alphabet
knowledge, as an emergent literacy skill, has lzefacus for intervention development,

instruction, and policy development (Lonigan et 2008).

Sound Awareness. Sound awareness, also known aslppgal awareness,
incorporates understanding, decoding, and blendfisgunds. It is the recognition and
manipulation of the syllables, graphemes, and pm&sao develop words. The initial
step for sound awareness is the understanding@d#catletter makes a sound and the

combination of these sounds makes a word (Lonig@06). It encompasses the
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conscious ability to “attend to and manipulate wdlial sounds or phonemes making up
speech...cracking the spelling-to-sound code” (R8BI, p.4). Rhyming and
alliteration practices can assist a child in retnigg and understanding similarities and
differences among words. A study by Lonigan e{2008) demonstrated phonological
awareness skills predicted later reading abiligegn when the variables of alphabet

knowledge, oral language, and decoding were cdettol

Oral Language. Oral language includes the vocapugntax, and narrative
understanding children have. It is the child’s kfenge and understanding for labels of
items and constructs (Lonigan, 2006). This skilmportant to understand and develop
as Glazer (1989) believed “without oral languagejight be impossible to develop the
ability to read and write” (p.19). This has beepmurted with a study by Fernald and
Weisleder (2011), which identified deficits in olahguage within the early childhood

years have been associated with later reading gmrabl

Print Awareness. Print awareness incorporates daratanding for the function
of the written language along with the relationsbgtween the spoken and written words
(Gettinger & Stoiber, 2014). A child’s understargiiof this concept is learned by
identifying the differences between pictures oragewith letters and words (Lonigan,
2006). Additionally, it incorporates rules withinet written language, such as reading
from left to right and top to bottom. Lonigan (2Q0@dentified print awareness as the
understanding for books and written language. Algiothis emergent literacy skill is

important for the growth of additional conventioséllls, other skills have been
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demonstrated to be a stronger predictor for laading skills (Phillips & Lonigan,

2009).

Current Study

Evidence has demonstrated positive effects ferdity development with early
intervention. When young children are faced witthivwdual and environmental risk
factors, they are at a greater risk for not devielppssential competencies. As a means
to close the achievement gap, more research isddedetter understand the contextual
and personal characteristics that play a promir@atwithin a child’s life. Additionally,
more explicit knowledge regarding the resiliencedes that predict responsiveness to
early intervention can aid in a positive trajectorer the year. In particular, as early as
the preschool year, many children from low-incoraekgrounds have been identified as
struggling learners (Hindman et al., 2010). A mgpecific understanding for
characteristics of children who are at risk fogr#cy problems is necessary to better
design and implement interventions (Hindson et28105) along with possessing

important implications for early education prografidsincan et al., 2007).

The Process-Person-Context-Time model was utikiaexkamine the
development of children’s literacy skills in thentexts of a child’s social competence
and the home environment. This model providededul$ramework to guide the
examination of relations among key predictors mdlevelopment of literacy skills at the
various levels of influence. The study incorporaigd factors within the model. The
positive and challenging social competence fadoesconceptualized as the person

variable while the parent enrichment activities padental dialogic reading practices
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aligned with the contextual variable. All the elerteincluded in the current model have
been linked, alone or in some combination, to cbiits emergent literacy skills. No
study has examined how the combination and unigfligeinces within the combination

are related to emergent literacy skills.

The primary purpose of this cross-sectional studyg te examine the factors that
affect a child’s ability to develop emergent liteyaskills. The current study explored

three research questions:

1.) What are the relations of personal (positive batrawhallenging behavior)
and contextual (parent enrichment activities, plesialogic reading

practices) factors on young urban children’s em@rgeeracy skills?

a.) What are the relations of the personal and conéxaictors on

children’s vocabulary skills?

b.) What are the relations of the personal and conééfagtors on

children’s alphabet knowledge?

c.) What are the relations of the personal and conéxaictors on

children’s sound awareness?

As the field places more emphasis on the importahcederstanding the
personal and contextual factors, researchers hes@nte increasingly aware for the need
to better detect the specific predictors, alongnhie interplay among factors. Past
researchers have indicated a significant influéocéhe personal factor of social

competence (Bierman et al., 2008; Stoiber & Krawatth2002; Elias & Hayes, 2008)
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and the contextual variable of the home environn@atlong & Leseman, 2001; Foster
et al., 2005; Weigel, Martin, & Bennett, 2006) laya role in early literacy skills.
Specifically, a low rate of challenging behavion$hsa combination of high positive
behaviors has increased a child’s ability to ganergent literacy skills (Stoiber, 2014).
Additionally, high quantity of enrichment activii¢Bennet, Weigel, & Martin, 2002)
and high quality of dialogic reading practices (€li& Edwards, 2013) have played a
significant role in positive outcomes for preschagéd children (Stoiber et al., 2011).
Based on past research, it was predicted thatharhtg of positive social competence,
enrichment activities, and dialogic reading paieth a low rate of challenging behavior
would significantly predict emergent literacy skillThe social competence factor, in
particular, was predicted to have a stronger @hatiithin the model due to the proximity

of the variable to the child (Hindman, Skibbe, Mill& Zimmerman, 2010).

Chapter 3

Methods

Participants

The sample for this study consisted of 121 threkfaar year old children
enrolled in full-time Head Start preschools witktve Milwaukee area, and participants in
Project EMERGE classrooms. The students rangeddriram 35 months to 60 months
at the start of the school year with an averageofg®.8 months (SD = 6.95). Fifty-three

percent of the students were male and the majmaty African American.



33

Adult participants included the children’s teachend parents, who completed
rating forms or surveys measuring predictor vagaldxamined in the study. One
hundred twenty-one parents participated, as eanlyfavas asked to complete a parent
survey developed by Project EMERGE Co-Pls, Kar@ib®t and Maribeth Gettinger. A
majority of parent participants identified as AakicAmerican (n = 91; 75.2%). Parent
participants also identified as White (n = 13; 20)7Hispanic (n = 7; 5.8%), Other (n =
6; 5%), and Asian (n = 1; .8%). Over 60% (n = 7f3participants indicated an age
between 21 and 30; 24% (n = 29) reported an ageckat31 and 40; 8.2% (n = 10)
indicated an age between 41 and 50; 2.5% (n =d#¢ated their ages as being under 20
years; and 2.5% (n = 3) reported an age betweem&50. A majority of guardians
indicated the relationship to the child as a mother 105; 86.8%), grandparents were
4.1% (n = 5), aunts were 3.3% (n = 4), fathers wé¥e (n = 1), and foster parents were
.9% (n = 1). The largest number of participantsaatkd they were single (n = 88;
72.7%), 19% (n = 23) were married, and 4.1% (n wéje divorced. Many guardians
indicated obtaining some college (42.1%; n = 51)ilev25 individuals reported
graduating from high school (20.7%) as highest atloc level, and 22 guardians
indicated graduating from college (18.2%), 16 pavtnts endorsed some high school
(13.2%), and four reported attending or complegrapduate school (3.3%). For the
categories discussed, five participants had missamgographic information accounting

for 4.1% of the data. (See Table 2).

Fifteen lead teachers within 15 classrooms alseesesis active participants. Of
the Head Start teachers, 80 percent of teacheesferrale while 20 percent were male.

The majority of individuals reported obtaining assaciate degree (53.3%), 26.7%
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reported completing some college, 6.7% indicata@ja school diploma, 6.7% reported
obtaining a bachelor’s degree, and 6.7% of indi@igduvere missing educational data.
Additionally, the years of teaching in a Head Stdassroom ranged from 3-33 years:
26.7% (under 10 years), 33.3% (11 to 20 yearsB%q21 to 30 years), and 13.4% (30

and over years). (See Table 3).



Table 1

Parent Demographics

Characteristic

% of Participants

Gender
Female 90.9
Male 5.0
Missing 4.1
Relationship to Child
Mother 86.8
Father .8
Grandparent 4.1
Aunt 3.3
Foster Parent 9
Missing 4.1
Age
Under 20 2.5
21-30 60.3
31-40 24.0
41-50 8.2
51-60 2.5
Missing 2.5
Racial Group
African American 75.2
Hispanic 5.8
Asian or Pacific Islander .8
White 10.7
Mixed 5.0
Missing 2.5
Schooling
Some high school 13.2
High School Diploma  20.7
Some College 42.1
College Diploma 18.2
Graduate School 3.3
Missing 2.5
Marital Status
Married 19.0
Single 72.8
Divorced 4.1
Missing 4.1

Note.Frequencies were calculated with 121 participants.

35
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Table 2

Teacher Demographics

Characteristic % of Participants
Gender
Female 80
Male 20
Schooling
High School 6.7
Some College 26.7
Associate 53.3
Bachelor 6.7
Missing 6.7
Years of Work
Under 10 26.7
11-20 33.3
21-30 26.8
Above 31 13.4

Note.Frequencies were calculated with 15 teacher aatits.

EMERGE

The current study is part of a larger, federallyded research project: Exemplary
Model of Early Reading Growth and Excellence (EMBEBGStoiber & Gettinger, 2007;
2011; 2012). This project was funded through theyHReading First project within the
Department of Education. The program utilizes evadebased practices to implement
and develop emergent literacy skills (Gettingert&ilger, 2007, 2012). The goals of this
program are to apply a mutiltiered instructionald®loand promote high-quality
environments. These environments are developesisistavith learning necessary skills
and increase positive learning experiences (GettiBgStoiber, 2012; 2014). To fulfill

these goals, a research based curriculum alongefféhtive instruction and activities are
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applied. Additionally, high quality literacy matals and resources are provided to ensure
guality environments (Gettinger & Stoiber, 20079. dssist with the development of
emergent literacy skills for preschool children, ERIGE incorporated professional
development and coaching for teachers along wiatbliiement of families through
newsletters and family libraries. Additionally, gress monitoring was utilized as a
means to develop benchmarks to identify strugdiagners and implement appropriate

second or third tiered interventions (Gettingeri&iBer, 2007, 2012).

An evaluation by Lieberman-Betz, Vail, and ChaiX3Plooked at the
components of the EMERGE program in correspondesittean evidence-based
program for preschool classrooms using criterialdsthed by Lieberman-Betz, Vail, and
Chai (2013). The Lieberman-Betz, Vail, and Chail@0study concluded EMERGE
demonstrated evidence-based practices for promptisgive and healthy families
through primary nurturing contexts, strengthenieigtronships, learning by active
participation, mediating the child’s learning atyiliparticipating in developmentally
appropriate settings, including goal-oriented pcast, and enhancing change by
applicable adults (Lieberman-Betz et al., 2013 €laaluation by Lieberman-Betz, Vall,
and Chai (2013) concluded EMERGE utilized eviddmased practices within Head Start

preschool programs.

Procedure

Recruitment. Any child who attended the HeadtStesrgram in designated
EMERGE classrooms was eligible to join the studyparents or guardians in each

participating classroom were given an informatiar@isent letter at the beginning of the
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school year allowing their child to participatetive educational assessments. The parents
were provided directions to return this consentniféo the teacher. Contact information
for the Project Co-Pls and the assessment diresrmprovided on the consent form for

parents to ask questions or report concerns.

Data Collection. The children with consent werenadstered the PPVT-IIl and
PALS Pre-K measures in the spring of the 2011-Zxhdol year by trained research
assistants. The testing session lasted approxiynEse20 minutes for each student. The
children accompanied the research assistant teeargom or area within the school
building to complete the assessment. All childremenadministered the PPVT-III for
vocabulary knowledge and PALS-PreK for alphabetedge. The sound awareness
portion within the PALS-PreK measure was only adstéred to select number of
children within the sample who qualified. A childajified to complete the sound
awareness portion of the PALS-PreK if he/she cdyrédentified sixteen Upper Case
and nine Lower Case letters in the alphabet knaydeslibscale of the PALS-PreK. The
parent or guardian for each participant was praya@arent survey (described below) in
the spring and was asked to complete it withiniweeks. Guardians were directed to
deliver the parent survey to the student’s teadbering the same time period, the
teachers were provided a social competence ratag $or each child and asked to
complete based on the child’s presenting behawlsn the classroom. Research
assistants collected the parent surveys and dtilggrforms from each classroom upon
completion, and applied research numbers to thiegots so that no parent or teacher

identity would be apparent.
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Assessment measures

Four measures were utilized within the study t@suee: children’s emergent
literacy skills (alphabet knowledge, vocabularylisksound awareness), social-

emotional competence, and home literacy environment

Predictor Variables

Individual Factors. A measure of child’s sociahqmetence skills was collected
to comprehensively understand the individual fexctdrthe child. This teacher-report
measure was completed in the spring of the acadgsaic Questions from tigocial
Competence Performance Check{lSCP Checklist) of the Functional Assessment and
Intervention System: Improving School Behavior (BAStoiber, 2004) were utilized to
gather these child factors. The forty-two item nueasvas adapted from the 50-item SCP
Checklist, which contains two subscales: positigkdvior and challenging behavior.
The Positive Behavior scale used in the currerdystonsisted of 17 questions that fell
under four subscales: Self-Control, Social Coopemnatearning Behaviors, Pre-
Academic Performance. The Challenging Behaviorescadluded 25 questions that fell
under four subscales: Aggression, DistractibilNpncompliance, and Negative Affect.
The students were rated on a four-point Likertestladt ranged from 0-3 (O=Rarely,
1=Sometimes, 2=0ften, 3=Mostly, N=No OpportunityGbserve). As reported by
Stoiber (2004), the SCP Checklist has an intera@gezement of .97 for the Positive
Behavior scale and .94 for the Challenging Behastaide (individual subscale
coefficient alphas range from .85 to .96). Theringger reliability for the SCP Checklist

reported in the FAIS manual is considered strortygh level of agreement was found
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between pairs of teachers who rated the same chitde Positive Behavior scale and
Challenging Behavior scale (.90, and .93, respelstiv95 total SCPC score).
Discriminant function analysis on the SCP Checkiisther suggested that it has good

criterion-related validity.

Parents’ perceptions of their involvement in tioene environment were
examined through the Home Literacy Environment @aesaire. This measure was
created specifically for the EMERGE project by Sasiand Gettinger. This parent-report
survey was completed in the spring of the acadgese. This questionnaire has six
subscales for the home environment: Parent Enrinhetivities, Parental Dialogic
Reading Practices, Parent Early Literacy Beha@bild Reading Interest, Child Book
Reading Behavior, and Child Early Literacy Behavieor the purpose of the current
study, the Parent Enrichment Activities and Palddi@ogic Reading Practices were
included. The Parent Enrichment Activities subseaiguates the types of emergent
literacy activities the child participated duringypical week. Thirteen questions assessed
the quantity of early literacy activities such aswoften the parent read a book at
bedtime, sang songs, had conversations abouttegivand made up rhymes.
Parent/guardians provided responses to questioasigmoint Likert scale (1 = never, 2 =
few times (1-2 times), 3 = sometimes (3-5 times},dhily (6-7 times). The Parental
Dialogic Reading Practices subscale consistedktée questions to evaluate the
guantity of the parental instructional interactiovithin literacy activities. The questions
include the child finding letters, describing phatasking what will happen next, and
telling the story in the child’s own words. Theseegtions are answered on the same 4-

point Likert scale. The Home Literacy EnvironmenteQtionnaire has an internal
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consistency of .79 for the Parent Enrichment Atgsiscale and .72 for the Parent

Dialogic Reading Practices scale. These reliabslityres are considered strong.

Academic Variables

Early literacy Skills. All preschool children weaéso administered the
Phonological Awareness and Literacy Screening-Pndirgarten PALS-PreK;
Invernizzi, Sullivan, Meier, & Swank, 20D4This assessment measure was administered
at the end of the school yearhis measure is criterion referenced and focusetth®n
emergent literacy skills predictive of future reaglisuccess: upper and lower case
alphabet recognition, letter sounds, beginning dawareness, print and word
awareness, and nursery rhyme awareness. For thegauof the current study, the
researcher selected the Alphabet Knowledge anddSawareness subtests to evaluate
emergent literacy skills. Specifically, the Uppeasé Alphabet Recognition subtest
includes the 26 upper-case letters randomly placed card. Students were asked to
verbalize the name of each letter. For the SoundrAmess subtest, the examiner pointed
to a letter or digraph (ch, sh, th) in a randomeos@hd the child verbalized the sound.
The evaluator marked if the letter or sound was@eted correctly or not and totaled for
a raw score. Invernizzi et al. (2004) reportedringger reliability of .99. Additionally,

correlations for validity range from .61 to .71 kvgimilar assessments.

Emergent Literacy SkillsAll preschool children were also administered the
Peabody Picture Vocabulary Test-Third EditiGtP{/T-IlI; Dunn & Dunn, 1997). This
assessment measure was administered at the emel atademic yeaThe PPVT-IIl is

an achievement test of receptive vocabulary stib$ measures listening comprehension
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of spoken words for children and adults. Trainesieies administered this assessment to
each student. The PPVT-III can be administereddoviduals from 2-90+ years of age.
It contains 204 test items that are grouped intgettg with 12 items each. Each set
becomes increasingly more difficult for the indivad. The administrator asked the
individual to point to a verbally given word. Thieident then selected the picture that
best represented the identified word. These wortg wontinually given until the
appropriate basal and ceiling sets were determifleel student obtain a basal by getting
0 or 1 wrong in a set, while the ceiling was detiesd by getting eight or more errors in
a set. Once the test administration was finisieslatiministrator referenced the norms
tables provided to obtain the standard score ®istbdent. The standard score has a
mean of 100 and a standard deviation of 15. DunDamn (1997) report reliability for
internal consistency ranging from .92 to .98 w@h as the median. Additionally, the
test-retest range from .91 to .94 with .92 as tkdian. The PPVT-IIl has an average
correlation of .69 with the OWLS Listening Comprab®n scale and .74 with the
OWLS Oral Expression scale. The PPVT-IIl was alswedated with measures that look
at verbal ability: WISC-111 VIQ (.91), KAIT Crystéiked 1Q (.89), and K-BIT

Vocabulary (.81).

Control Variable

Gender served as a control variable due to thengistent findings on emergent
literacy skills. The reason for using gender asrdrol is due to some research
suggesting higher performance for females beingaied when significant findings

occur (Ready et al., 2005). Age is also included asntrol for the criterion-based
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academic variables of sound awareness and alpkatwetedge. The PALS PreK
measure does not account for the differences débpeance between ages for the

children tested.

Data Analysis

Analysis 1: To examine the research questions, what aresthtans for the
personal and contextual factors on young urbamliils growth of emergent literacy
skills, the data was evaluated through hierarchiudtiple regression analyses. This
analysis was proposed to better understand thecpxedpower for the independent
variables- positive social competence behaviorall@hging social competence
behaviors, parental dialogic reading practices,@arént enrichment activities- over and
above that offered by all the variables indeperigiehe independent variables were
used to predict three dependent spring emergenady skills (vocabulary skills,
alphabet knowledge, sound awareness) through deparalyses. First, t-test analyses
were utilized to identify if significant differenserose between gender and age for each
dependent variable. If significant results weralewmt, gender and age would be utilized
as control variables. Specifically, based on thiemakgrounds the predictive variables
were entered in multiple steps. The gender andragables, if applicable, would be
entered in the first step, the personal factorsi{pe social competence behaviors,
challenging social competence behaviors) wouldritered into the second step, and the
home environment factors (parent enrichment astsjipparental dialogic reading

practices) would be entered into the third stethdfgender and age variables were not
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significant, the personal factors would be entenettie first step and the contextual

factors would be entered within the second step.

The first analysis included the control variablggender, if applicable, along with
the four predictive variables (positive behavidralbkenging behavior, parental dialogic
reading practices, parent enrichment activitiegraalict the spring vocabulary skills
through the PPVT- Ill measure. The second analgsisded the control variables of
gender and age, if applicable, along with the fmedictive variables (positive behavior,
challenging behavior, parental dialogic readingcpcas, parent enrichment activities) to
predict the spring alphabet knowledge score thrahglPALS-Prek measure. Finally, the
third analysis included the control variables afider and age, if applicable, along with
the four predictive variables (positive behavidralblenging behavior, parental dialogic
reading practices, parent enrichment activitiegraalict the spring sound awareness

score through the PALS-Prek measure.

CHAPTER 4

Results

Preliminary Data Analysis

The Statistical Package for the Social ScienceS&E for Windows) program
was used to conduct the statistical analyses feistidy. Prior to answering the research
guestions, descriptive statistics were calculaseg (Table 3). Subsequently, the
distribution of values for skewness and kurtosisensdso examined. According to

Tabachnick and Fiddell (2007), distribution of v@dus normal if the skewness and
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kurtosis (Table 4) are not significantly differdram zero. Based on this information, all
values were determined to fall within the normatidbution limits. Additionally, the
internal consistency of the Social Competence Paidace Checklist and Home Literacy
Environment Questionnaire were computed for theerurstudy. The Social Competence
Performance Checklist measure had internal comsigtef .95 for the Positive Behavior
scale and .97 for the Challenging Behavior scate Flome Literacy Environment
Questionnaire demonstrated an internal consisteh@0 for the Parent Enrichment
Activities scale and .83 for the Parent Dialogi@Biag Practices scale. These reliability

scores are considered strong.

Table 3

Descriptive Statistics

N Mean (SD) Minimum Maximum % Missing

Child Characteristics

Child age (months) 121  45.89 (6.96) 35 60 0

Child Gender 121 0
Language and Literacy

Alphabet Knowledge 121 13.42 (9.94) O 26 0

Sound Awareness 54 10.89 (6.49) O 24 55.38

Vocabulary Skills 121  94.92 (14.26) 57 131 0
Social-Emotional Competence

Positive Behavior 121 35.03(12.14) 5 51 0

Challenging behavior 121  14.68 (15.47) O 61 0

Home Literacy Environment
Enrichment Activities 121  30.37 (4.98) 17 40 0
Dialogic Reading 121 39.13 (6.56) 22 52 0
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Table 4

Skewness and Kurtosis

Skewness Kurtosis

Language and Literacy

Alphabet Knowledge .034 -1.619
Sound Awareness .100 -.880
Vocabulary Skills -.102 -.137

Social-Emotional Competence

Positive Behavior -.473 -.885

Challenging behavior 1.230 .609
Home Literacy Environment

Enrichment Activities -.130 - 747

Dialogic Reading -.510 -.057

Intercorrelations among independent variables weneputed to check for a high
relationship (collinearity) between predictors thedult in a biased estimation of
regression statistics. Intercorrelations amongridependent predictor variables
suggested a low to moderate relationship. Cormglatthat were moderate and found to
be significant at &=.05 level included the following: Alphabet Knowbgeland
Vocabulary Skills( = .412), Alphabet Knowledge and Sound Awareness.593),
Alphabet Knowledge and Positive Behaviars(.324), Vocabulary Skills and Positive
Behaviors ( = .303), Sound Awareness and Positive Behavier.£00), Sound
Awareness and Challenging Behavior(-.335). Moderate correlations were found for
the two social competence predictor variables,tResBehavior and Challenging
Behavior ¢ = -.698), and for the two parent involvement measuEnrichment Activities

and Dialogic Reading (= .612). Field (2013) suggests correlations highan .80 could



47

indicate concerns with multicollinearity. The cdatéons do not exceed this cut off value,

and, therefore, do not suggest a concern with oallithearity. (See Table 5).

Table 5

Intercorrelations Among Continuous Variables

Alphabet Vocabulary Sound Positive Challenging Enrichment Dialogic
Knowledge Skills Awareness Behavior Behavior Activities Reading
Alphabet - A412%* .593** 324 -114 -.036 .109
Knowledge
- .160 .303** -.083 .097 .186*
Vocabulary
Skills
-- .400* -.335* -.164 -.065
Sound
Awareness
Positive - -.698** 115 .140
Behavior
Challenge -- -.113 -.044
Behavior
Enrichment -- .B612**
Activities
Dialogic --
Reading

* p< .05, ** p<.0L.

Independent t-test analyses were conducted toiexathe mean differences for
gender between the continuous academic variablesusfd awareness, alphabet
knowledge, and vocabulary skills. The results ditlindicate significant differences
between males and females for sound awarepesssQ), alphabet knowledgp € .87),
or vocabulary skillsg = .87) (Table 6). These results revealed no samt differences
were evident between the males and females, thmsmgrating gender does not need to

be included as a control variable within the midtipegression analyses.
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Table 6

T-test Between Gender and All Continuous Academimbes

Male Female

Variable N M SD N M SD df T p
Vocabulary 64 94.14 15.25 57 95.79 13.14 119 -63 .52
Skills

Alphabet 64 13.28 10.17 57 13.58 9.76 119 -16 .87
Knowledge

Sound 28 10.75 6.19 26 11.04 6.92 52 -16 .87
Awareness

Note. * p< .05

Independent t-tests were conducted to examine danmifferences between ages
for the criterion-based academic variables of sawadreness and alphabet knowledge.
The results did not indicate significant differesdmtween three and four year olds for
sound awarenesp € .67) or alphabet knowledgp £ .09) (Table 7). These results
revealed no significant differences were evidemvben the three and four year olds,
thus demonstrating age does not need to be inclasledcontrol variable within the

multiple regression analyses.
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Table 7

T-test Between Age and Criterion Academic Variables

3 year olds 4 year olds
Variable N M SD N M SD df T p
Alphabet 52 11.63 9.80 69 14.77  9.90 119 -3.13 .09
Knowledge
Sound 19 10.37 7.85 35 11.17 5.74 52 -.80 .67
Awareness
Note. * p< .05

Hypothesis One

The research hypothesis examined the relatiottsegbersonal (positive behavior,
challenging behavior) and contextual (parent emnieht activities, parental dialogic
reading practices) factors on young urban childremergent literacy skills. This

hypothesis was partially supported.

Multiple Regression Assumption Checks

Several assumptions must be met for results oé@atahical regression analysis
to be valid. The current analysis was evaluateaddmcerns with outliers. No extreme
scores were present through an evaluation of #relatdized residual plot as all scores
fell below the cutoff point of 3.3 (Tabachnick &deill, 2007). Multicollinearity and
singularity were also evaluated through an analystorrelations. As stated previously,
the correlations for the current variables felldver = .8, indicating no concerns for
multicollinearity (Field, 2013). Additionally, theariance inflation factor determined all

variables fell within normal limits. The assumptsoof normality, linearity,
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homoscedasticity, and independence of residuals feeind to be appropriate for the

analyses within this study.
Hierarchical Regression Results

Hypothesis (1a) evaluated how well the persondlamtextual factors of the
child predicted vocabulary skills. Gender was motuded in this model as a control
variable due to no evidence of significant differes between genders for this academic
variable. Age also was not included as a controbbée due to use of the standard score
for the PPVT-IIl. Table 8 presents results fronsthierarchical regression analysis. The
relationship between the personal variables (pasénd challenging behaviors) and
vocabulary skills was significali®® = .12, adjuste®® = .112,F (2,118) = 8.33p < .01.

The contextual variables (enrichment activities dradogic reading) did not predict
significantly over and above the personal factorssfbcabularyR? change .14F (2,

116) = 1.18p = .311. The Challenging behavior constrytt(.250,p < .05) along with
the Positive Behavior construgt € .477,p < .01) reached significance within the first
model. Additionally, the Positive Behavior varialffe= .448,p < .01) maintained
significance when the contextual factors were adBesults indicated the children with
high levels of positive behavior and high levelsbéllenging behavior tended to
demonstrate positive vocabulary skills when sdlebking at the personal factors. High
positive behaviors continued to play a significané in a higher skill level for
vocabulary knowledge even when the contextual factere accounted for within the

model.
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Table 8

Hierarchical Regression Analysis Summary for Peas@md Contextual Factors
Predicting Vocabulary Skills

Step and predictor B SEB b p R2 A R?
variables
Step 1: 124%**
Constant 71.918 6.313

Positive Behavior .560 141 ATTH* .000

Challenging Behavior  .230 11 .250** .040

141 112

Step 2:
Constant 62.573 10.019

Positive Behavior .526 143 A448*** .000

Challenging Behavior  .215 112 234 .056

Enrichment Activities 311 .239 .143 .884

Dialogic Reading -.046 .314 -.016 197

*p<.05.*p< .01 ** p<.00L.

An examination othe data and analysis indicated evidence of chgibhgnbehavior
as a suppressor variable. Challenging Behaviormaasignificantly correlated with
Vocabulary Skills ( = -.083,p = .365) while Positive Behavior was significantly
correlated i( = .303,p < .001). The predictor variables of Positive Bebaand
Challenging Behavior were also significantly coatet ¢( = -.698,p < .001). When these
variables were included within the regression mgithel regression coefficient increased
for Challenging Behaviorgi(= .250). Additionally, the correlational analysientified a
negative relationship between Challenging Behavaod VVocabulary Skills while the
regression analysis demonstrated a positive relstip between the two variables. These
results indicated the Challenging Behavior varigidéged a suppressor role within the

model.
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To further investigate a suppression effect, téueable of Positive Behavior was
removed from the hierarchical regression analydie. current analysis evaluated how
well the challenging behavior variable and contakfactors of the child predicted
vocabulary skills. The relationship between thespeal variable (challenging behaviors)
and vocabulary skills was not significa®ft= .007, adjuste&” = -.001,F (1,119) = .829,
p = .365. The contextual variables (enrichment @&et and dialogic reading) did not
predict significance over and above the persormabfaR’ change .034 (2, 117) =
2.08,p =.130. The Challenging behavior constrytt(-.114,p = .215) no longer
reached significance within the first model. Resuldicated the Challenging Behaviors
and contextual variables did not predict Vocabukills for preschool aged children

(See Table 9).

Table 9

Hierarchical Regression Analysis Summary for Chradiag Behaviors and Contextual
Factors Predicting Vocabulary Skills

Step and predictor B SEB S p R2 A R2
variables
Step 1: .007
Constant 9.370 1.209

Challenging Behavior -.071 . 057 -.114 215

.041 .016

Step 2:
Constant 7.803 6.074

Challenging Behavior -.078 .057 -.124 174

Enrichment Activities  .316 .168 215 .063

Dialogic Reading -.352 223 -.182 117

*p<.05. *p< .01 ** p< .001.

The Positive Behavior factor was the sole perseaaéble utilized for

interpretation of the final model due to the knasge of Challenging Behaviors having a
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suppression effect within the original hierarchiaadression model. The current analysis
evaluated how well the positive behavior and cani@xactors of the child predicted
vocabulary skills. The relationship between thespeal variable (positive behavior) and
vocabulary skills was significai®® = .092, adjuste®® = .084,F (1,119) = 12.02p <

.01. The contextual variables (enrichment actigiaed dialogic reading) did not predict
significance over and above the personal fagochange .02 (2, 117) = 1.45p =

.239. The Positive Behavior construct reached Bggmce within the firstf = .303,p <
.001) and secon@ = .284,p < .002) models. Results indicated the childremigh
levels of positive behavior demonstrated increasmabulary skills when solely looking
at the personal factors. High levels of positivedaors continued to play a significant
role in higher vocabulary skill abilities even whitie contextual factors were accounted

for within the model. (See Table 10).
Table 10

Hierarchical Regression Analysis Summary for PesiBehaviors and Contextual
Factors Predicting Vocabulary Skills

Step and predictor B SEB S p R2 A R2
variables
Step 1: .092**
Constant 82.457 3.802

Positive Behavior .356 .103 .303** .001

114 .091

Step 2:
Constant 72.254 8.769

Positive Behavior .333 .103 .284** .002

Enrichment Activities .370 .240 A71 125

Dialogic Reading -.115 .315 -.040 716

*p<.05.*p< .01 ** p<.00L.
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Hypothesis (1b) evaluated how well the personal@mdextual factors of the
child predicted alphabet knowledge. Gender andasge not included as control
variables within this model as no evidence of digant differences were found for this
variable. Table 11 presents results from this hodriaal regression analysis. The
relationship between the personal variables (p@sdnd challenging behaviors) and the
alphabet knowledge skill was significaRft= .156, adjuste®® = .142,F (2,118) = 10.93,
p <.01. The contextual variables (enrichment aibiziand dialogic reading) did not
predict children’s alphabet knowledge significardlyer and above the personal factors,
R? change .02F (2, 116) = 1.22p = .300. The Challenging behavior constryct(.255,

p < .05), along with the Positive Behavior constrifct .528,p < .01), reached
significance within the first model. Additionallshe Positive Behavior variablg € .509,

p < .01) maintained significance when the contextaetiors were added. Results
indicated the children with high levels of positivehavior and high levels of challenging
behavior tended to demonstrate positive alphabaladge when solely looking at the
personal factors. High positive behaviors contintgeglay a significant role in a higher
ability level for alphabet knowledge, even when ¢batextual factors were accounted

for within the model.
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Table 11

Hierarchical Regression Analysis Summary for Peas@md Contextual Factors
Predicting Alphabet Knowledge

Step and predictor B SEB b p R2 A R?
variables
Step 1: .156%**
Constant -8.704 4.190

Positive Behavior 420 .094 .528*** .000

Challenging Behavior ~ .159 .074 .255%* .033

174 .145

Step 2:
Constant -6.980 6.648

Positive Behavior 404 .095 .509*** .000

Challenging Behavior  .143 .074 .230 .055

Enrichment Activities 211 .159 144 147

Dialogic Reading -.304 .208 -.157 .186

*p<.05 *p<.01. ** p<.001.

The suppression effect was also evident when etmafualphabet Knowledge.
Challenging Behavior was not significantly correthivith Alphabet Knowledge € -
.114,p = .215) while Positive Behavior was significantlyrrelated with Alphabet
Knowledge ( = .324,p < .001). The predictor variables of Positive Babaand
Challenging Behavior were also significantly coatet ¢ = .698,p <.001). When these
variables were included within the regression mgoitiel regression coefficient was
increased for Challenging Behaviofs .255). Additionally, the correlational analysis
identified a negative relationship between Chaliegd@ehaviors and Alphabet
Knowledge while the regression analysis demonstratgositive relationship between
the two variables. These results indicated thel€hging Behavior variable played a

suppressor role within the model.
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To further investigate a suppression effect, theabée of Positive Behavior was
removed from the hierarchical regression analydie. current analysis evaluated how
well the challenging behavior variable and contakfactors of the child predicted their
alphabet knowledge. The relationship between tihgopal variable (challenging
behavior) and alphabet knowledge was not signififér .013, adjuste& = .005,F
(1,119) = 1.56p = .215. The contextual variables (enrichment &t and dialogic
reading) also did not predict significance over ahdve the personal facté change
.031,F (2, 117) = 1.91p = .152. The Challenging behavior constryct(-.114,p =
.215) no longer reached significance within thetfinodel. Results indicated the
Challenging Behaviors and contextual variablesnitpredict Alphabet Knowledge for

preschool aged children (see Table 12).

Table 12

Hierarchical Regression Analysis Summary for Chaglag Behaviors and Contextual
Factors Predicting Alphabet Knowledge

Step and predictor B SEB b p R2 A R?
variables
Step 1: .013
Constant 9.370 1.209

Challenging Behavior -.071 . 057 -.114 215

.044 .031

Step 2:
Constant 7.803 6.074

Challenging Behavior -.078 .057 -.124 174

Enrichment Activities .316 .168 215 .063

Dialogic Reading -.352 223 -.182 117

*p<.05.*p< .01 ** p<.00L.

The Positive Behavior factor was the sole perseaaéble utilized for

interpretation of the final model due to the knasge of Challenging Behaviors having a
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suppression effect within the original hierarchiaadression model. The current analysis
evaluated how well the positive behavior and cani@xactors of the child predicted
Alphabet Knowledge. The relationship between thrsq®al variable (positive behaviors)
and Alphabet Knowledge was significa®ft= .123, adjuste®® = .115,F (1,119) =
16.668,p < .001. The contextual variables (enrichment &eatiy and dialogic reading)

did not predict alphabet knowledge significantlyepand above the personal facfef,
change .024F (2, 117) = 1.65p = .196. The Positive Behavior construct reached
significance within the first{= .351,p <.001) and secong & .347,p < .001) models.
Results indicated the children with high levelpositive behavior demonstrated positive
Alphabet Knowledge when solely looking at the paeddactors. High levels of positive
behaviors continued to play a significant role inigher level of Alphabet Knowledge
abilities, even when the contextual factors weanted for within the model. (See

Table 13).

Table 13

Hierarchical Regression Analysis Summary for PesiBehaviors and Contextual
Factors Predicting Alphabet Knowledge

Step and predictor B SEB S p R2 A R?
variables
Step 1: 123%**
Constant -1.421 2.527

Positive Behavior .278 .068 351 *** .000

147 .125

Step 2:
Constant -.532 5.819

Positive Behavior 276 .069 347%** .000

Enrichment Activities .251 .159 171 118

Dialogic Reading -.350 .209 -.181 .097

*p<.05.*p< .01 ** p<.00L.
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Hypothesis (1c¢) evaluated how well the personal@mrdextual factors of the
child predicted sound awareness. Gender and ageneéincluded in this model as
control variables due to no evidence of signifiadifferences for this variable. The
relationship between the personal variables (p@sdnd challenging behaviors) and the
sound awareness skill was signific&it= .16, adjusted R=.129,F (2, 51) = 4.919p <
.05. The contextual variables (enrichment actigiaed dialogic reading) did not predict
significantly over and above the personal factBfsshange .03F (2, 49) = .837p =
.439. No predictor variables were significant wittihe model. Results indicated the
personal and contextual variables were not sigamtily predictive of children’s

performance on the emergent literacy skill for sbawareness. (See Table 14).
Table 14

Hierarchical Regression Analysis Summary for Peas@md Contextual Factors
Predicting Sound Awareness

Step and predictor B SEB S p R2 A R2
variables
Step 1: .162**
Constant 3.243 5.633

Positive Behavior .204 118 .346 .089

Challenging Behavior -.031 .090 -.070 .728

.189 123

Step 2:
Constant 7.961 8.248

Positive Behavior .203 .118 .343 .093

Challenging Behavior -.034 .090 -.075 712

Enrichment Activities .099 162 .098 .544

Dialogic Reading -.280 219 -.205 .206

*p<.05. *p< .01 ** p< .001.



59

CHAPTER 5

Discussion

This study was conducted to examine theoreticlfyported predictive variables
on the development of emergent literacy skills.cHmally, this study sought to
determine (a) the relations of personal and con&xXactors on the emergent literacy
skill of alphabet knowledge, (b) the relations efgpnal and contextual factors on the
emergent literacy skill of vocabulary knowledged 40) the relations of personal and

contextual factors on the emergent literacy skiBmund awareness.

Personal and Contextual Factors on Emergent Literagc Abilities

The first two hypotheses were partially supporidte personal factor of social
competence (positive and challenging behavior)gaay significant role in predicting
academic abilities independently. Additionally, phasitive behavior variable
significantly predicted emergent literacy skillseo\and above the inclusion of the
contextual factor, the home environment. Converseyne environment factors (i.e.,
parent reported involvement in enrichment actisis@d dialogic reading practices) did
not significantly predict early literacy abilitiésr preschool aged children on either the
alphabet knowledge or vocabulary skill measureg. third hypothesis was not supported
as the personal and contextual factors did noifgigntly predict the emergent literacy

skill of sound awareness.

Evidence supporting the presence of a suppress@ble was revealed upon

further evaluation of the first two research quesdi The challenging behavior variable
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was identified to have a classic suppression etiedhe model. The results from the
current model supported the notion from Gaylordddaret al. (2010) in which the
“simultaneous inclusion of two or more predictargroves the validity of one or both
predictors.” (p. 844). The beta weight for the tdvaging behavior variable was of the
opposite sign from the correlation analysis. Spelify, the correlations between the
challenging behavior factor and the early literaayiables (vocabulary skills and
alphabet knowledge) were negative while the retetiip between the predictor and
academic variables were positive within the regogsanalysis. This pattern was evident
in the original model as both the positive and lemgling behaviors were included as
predictors for alphabet knowledge and vocabulaily slodels. Gaylord-Harden et al.
(2010) recommended dropping the suppressor varaitethe model when it is found

to be substantively related to another variableéhis case, the positive and challenging
behaviors are related within the construct of damapetence resulting in the ability to
drop the variable of challenging behaviors as ana¢a more thoroughly understand and

interpret the findings.

Positive Social Competence

The final models for alphabet knowledge and vocatyuskills solely included
positive behaviors for the personal factor. Resatigcated high ratings of social
cooperation, learning behaviors, and self-conttaygd a significant role in predicting
positive emergent literacy skills for alphabet kieadge and vocabulary skills when
examining the personal factor of positive behavidtgs information is meaningful as

positive social competence emerged as a key varinbbependently and in collaboration
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with additional variables. Previous research is Hrea reflects similar findings. For
example, Elias and Haynes (2008) found a posiglegionship between high levels of
social competence and positive academic abili8pgcifically, the researchers found that
children who demonstrated high levels of positiweial competence abilities were able
to gain essential early literacy skills despitengeiaced with the risk factors apparent for
low SES families in an urban setting. Conversdigse results disputed findings from
Herndon et al. (2013) who found that higher rafeshallenging behaviors had a stronger
influence on academic abilities than positive dampanpetence behaviors. The
significant relation of social competence on mugtiparly literacy skills found in the
current study demonstrated the strong influengeostitive social competence behaviors

on a child’s overall academic abilities.

The present study demonstrated a link betweendhstruct of positive social
competence and emergent literacy skills. Previeasarch has demonstrated the specific
constructs within this study’s measure of sociahpetence plays a role in developing
early literacy skills (Stoiber, 2014). Specificaltize role of self-control was found to
have positive effects on emergent literacy abdif@ preschool aged children. As
indicated previously, past research emphasizesrpertance of emotional regulation on
concentration, following instructions, and takingrs. These skills are reported to play a
role in gaining positive academic outcomes (Denh2df6a). Research conducted in
Head Start preschool classrooms has shown thalrehis positive affect can increase
cognitive flexibility; resulting in improved acadénperformance and improved ability to

utilize appropriate decision making (Diamond & Aspall, 2003; Graziano, Reauvis,
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Keane & Calkins, 2007; Herndon et al., 2013). Idiadn, children who demonstrated

mastery of these skills were viewed more positivshother children and their teachers.

The social cooperation factor within social congpee for this study has also
been supported by prior researchers to improveesmgdabilities. Denham (2006b)
reported the children who enter school with thditglio develop and sustain friendships,
along with participating in positive interactionghwvteachers, were more likely to view
school positively. Not surprisingly, children whatéract and participate more within the
school setting demonstrate better academic outc@bestham et al., 2003; Elias &
Haynes, 2008). Herndon et al. (2013) found thdtlobim who cooperate with other
children in the classroom participate and engagesnmolearning behaviors through play
than children who did not demonstrate social coajpen. Play during the preschool year
was found to have positive results on social adjest as children learn the essential
social knowledge and interactive skills with pedusing this stage. Children who did not
have the skills needed for social cooperation Ingi&rgarten continued to struggle
developing this skill and resulted in hinderingeets on academic growth (Fantuzzo et

al., 2003).

Additionally, learning behaviors within the classm, such as keeping focused
and resisting distractions (Stoiber, 2004), prom@eademic outcomes. This information
is supported by the current study and aligned ptidvious research on behavioral
regulation and early academic achievement. For pl@grRhoades, Warren,

Domitrovich, and Greenberg (2011) found attentmplaly a mediating role between

emotion regulation and academic skills. In otherdgpthe more a child was able to
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regulate attention, the more he/she was able tibiexiontrol over his/her behavior in the
classroom. McClelland et al. (2007) reported sinfiladings in that preschool-aged
children with higher behavioral regulation skilks, observed in the classroom, achieved

higher levels of academic success, specificalthéarea of emergent literacy.

Difficulty for interpreting results related to satcompetence is due, at least in
part, to the different frameworks presented byaeseers. Some researchers focus on
emotion regulation (Denham, 2006a) while otherstemsjze relationship skills (Mendez,
Fantuzzo, & Cicchetti, 2002). The Collaborative Aarademic, Social, and Emotional
Learning coalition identify five factors within set competence: self-awareness, self-
management, social awareness, relationship siiil$ responsible decision making while
others have identified fewer factors in which #hése factors are contained (e.g.,
Stoiber, 2004; Stoiber & Gettinger, 2011; Stoil2€14). Yates et al. (2007) described
the difficulty with measuring social competencepassibly due to the construct being
subjective in nature. Despite the differences &atdrs included within social
competence, the results of the current study addetpast research demonstrating the
variables of self-control, social cooperation, éwning behaviors, as identified by

Stoiber (2004), play a prominent role in early agad abilities for children.

Results for the prediction of personal and conigixtariables for the emergent
literacy skill of sound awareness were not sigaifiic It is important to note this analysis
likely lacked sufficient power due to the lower gdensize as it includes less than half of
the overall sample size available for the other éneergent literacy measures. The

results for sound awareness also should be interprath caution due to the lack of
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variability present. The bottom portion of the disition of child participants was not
included as a result of the qualifying requiremearithe PALS-PreK assessment

measure.

Home Environment

In the present study, parents’ reports of their @@mvironment practices were
not found to significantly predict their childrerésnergent literacy skills. This finding
was unexpected due to past research demonstragngportance of the home
environment through enrichment activities and djadoeading practices (Drouin, 2009;
Foster at el., 2005; Roberts, Jurgens, & Burch2@05; Weigel, Martin, & Bennett,
2006). The results from the current study add ¢ocitnflicting research on home literacy
environments. Evans, Shaw, and Bell (2000) repdhitatthome enrichment activities
only accounted for 1.2% of the variance for childime kindergarten when accounting for
additional variables such as cognitive abilitiegsghool experience, and age.
Specifically, in the Evans, Shaw, and Bell (20a0py, general reading activities in the
home environment did not significantly predict Spe@arly literacy abilities. The
results of Evans, Shaw, and Bell (2000) were comsisvith those found in the current
study. This previous study’s findings reflect theed to identify which home
environment activities are associated with paréicoutcome variables. Conflicting
findings across studies may be explained by thel laty*‘home involvement” as a broad
construct without consideration of specific liteydzased practices within the home

(Hindman & Morrison, 2011).
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Hindman and Morrison (2011) examined how familyalvement played a
positive role in early literacy development throyglying games at home, participating
in conversations, and specifically teaching knogkedf emergent literacy skills.
Hindman and Morrison (2011) concluded that childesrn best through explicit
instruction related to vocabulary and alphabet Wgment. Further, researchers also
support the positive impact of dialogic readingadocus on the content of printed
material during book reading, on the developmer@moérgent literacy skills (deJong &
Leseman, 2001; Drouin, 2009). A recent meta-anggisio focused on the impact of
reading from infancy to early adulthood concludihgt shared book reading accounted
for 10-12% of a child’s language abilities and 8ftis or her basic reading skills (Mol
& Bus, 2008). The support for these practices ma@sevident in the current study as the
parent reported practices of home literacy acésiind dialogic reading did not

significantly predict early literacy abilities digir children.

There are a multitude of factors that may haveaictgd the lack of significant
finding for the home literacy environment. One &adhat should be highlighted is the
use of parent report for data collection. Pastistudy Blom-Hoffman et al. (2006) and
Cline and Edwards (2013) found significant outcorieeslialogic reading practices by
parents. These studies incorporated videotapitigeofeading practices to ensure
accurate analysis of instruction and behavior betwbe parent and child. Additionally,
it is unclear what additional factors within then® setting (parental work schedule,
behavior management skills, etc.) may have impattegarent’s literacy activities and

instruction. Based on the results of the curramd\stthe parent reported practices within
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the home setting were not demonstrated to sigmifigampact emergent literacy abilities

for preschool aged children.

Gender

The current study adds to the conflicting evideinom previous research about
the impact of gender on early literacy practicessuits from the current study
demonstrated no differences for gender when evatyabcabulary skills, alphabet
knowledge, and sound awareness. These resultscaesestent with past researchers
who have identified no gender differences presannd the preschool and early
elementary years (Freeman, 2004; Matthews, Pahiktorrison, 2009). To more fully
examine differences in emergent literacy skillooasrgender, it may be beneficial to
further explore academic growth as children progitesough the school year. Matthews,
Ponitz, and Morrison (2009) concluded no genddedthces were found for the early
school years but reported discrepancies in acadghilis starting in middle school.
Specifically, they found higher academic skills females as compared to males. Other
researchers have found that female children emeekgarten with higher academic
abilities and gain skills at a higher rate thanesgReady, LoGerfo, Burkham, & Lee,
2005). The current results suggest that acaderfiereiices may not be pronounced

during the first year of exposure to the classroom.

Limitations and Future Directions

Limitations of this study warrant consideratiordanfocus for future directions in

research. In the current study, the conceptuafizdework focused on theoretically
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supported indicators for early literacy skill dey@inent of young children. Based on this,
the theory of Bronfenbrenner’s bioecological madak utilized (Bronfenbrenner, 2005).
Four prominent factors are included within this mlogherson, process, context, and time.
The current study included the person and contasables, but, similar to many studies,
the inclusion of all four factors was not realisfizidge, Mokrova, Hatfield, and Karnik
(2009) acknowledged if researchers incorporatedsgécts of Bronfenbrenner’s theory,
the study would be large and complex. Additionaypnfenbrenner identified not all
aspects need to be utilized within his model téhierr understand development. Future
research may aim to include the whole model to celmgmsively build upon the
relationships and influences of the theory as alevhithe inclusion of collecting data at
multiple time periods within the school year wouldorporate the time variable.
Additionally, a focus on behavioral interactiongvibeen the child and his/her parent or

teacher would include the factor of process.

Additionally, the individual and home environméattors were included in the
model to better understand and determine prediagtiieators within the model. It is
important to note, this study did not examine albgible domains related to academic
development for emergent literacy skills, suchhesdassroom environment, early
development, and the parent-child relationshipt ass beyond the scope of this study.
The inclusion of these additional variables wouldvafor a more holistic view of the
child’s development within his/her multiple contexEuture research may allow for
clearer understanding with the addition of thesarenments, to assess pertinent risk and

resilience factors influencing emergent literacyelepment in preschool aged children.
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The personal and contextual variables includetliwithe study represented broad
constructs to describe aspects of the child antdnsurrounding environments.
Although the results identified significant implteans for positive behaviors, it remains
unclear whether specific aspects within this carcstwere impacting academic
outcomes. Stoiber (2004) identified self-controkial-cooperation, and learning
behaviors as factors within the positive behavaansstruct. When looking at the dialogic
reading and literacy enrichment activities, muétipbmponents fell within these larger
constructs. The sample size for the current studiydt allow for a more in-depth
analysis of the specific variables impacting eétgracy abilities. Future research
examining specific features within these constratdy assist in identification and

implementation of appropriate interventions.

A longitudinal design focused on the relationdb@ween social competence and
early literacy outcomes would allow for further @nstanding of the relationship between
the two constructs over time. The focus of thisigtwas to evaluate the influence of the
contextual and personal variables on early liteegmiities at one point in time, hindering
the evaluation of these variables throughout tihealcyear. The inclusion of evaluating
these variables over time would further supportBeabrenner’s bioecological model
with the addition of the time variable. It woulgsalimprove the understanding for the
developmental progression of these social competand academic skills
simultaneously. Results of this design may allowaf@learer link between the
assessment and the identification for an effectitervention. Additionally, a
longitudinal study may provide insight to potentiabdifications needed as the school

year progresses and development naturally occurs.
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The current study utilized three measures thaewdantified to be pertinent
factors within emergent literacy skills: vocabulakylls, alphabet knowledge, and sound
awareness. The first two factors (vocabulary sklid alphabet knowledge) were
assessed for all children within the study. Ondtieer hand, the children who were
assessed for knowledge in sound awareness werea@fo meet criteria for the
uppercase alphabet knowledge and lowercase alpkiatetedge portions of the
measure to qualify to be administered the soundevess measure. This process only
allowed for select individuals to be included ie $ubset. The resulting low sample size
for this academic measure may have hindered anateduterpretation for the prediction
of the person and contextual variables. The usernéasure such as the Comprehensive
Test of Phonological Processing — Second Editicii @PP) may aid in the ability to

measure sound awareness skills for all childreherstudy.

It is important to note the home environment deaa collected through the
Home Literacy Environment Questionnaire, a meastgated by Stoiber and Gettinger,
co-directors, of the current study. A previous gtadmpleted by Stoiber, Gettinger, Van
Grinsven, Hernandez, and Fenelon (2011) evaluhtedetationship between the Home
Literacy Environment Survey and emergent literdalfss The results of this previous
study indicated significant correlations betwees lbme environment subscales and
emergent literacy skills. The enrichment activisedscale was significantly correlated
with vocabulary skillsi(= .16, p <.01) and alphabet knowledge (28, p < .01).
Additionally, the dialogic reading practices scaigs also significantly correlated with

vocabulary skillsi(= .30, p <.01) and alphabet knowledge (31, p < .01). Despite the
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significant correlations of this previous studye tineasure was not found to predict

emergent literacy skills significantly for the cemt sample of children.

Finally, the personal and contextual factorss{jpee behavior, challenging
behavior, enrichment activities, dialogic readingye collected through parent and
teacher reported means. On the home environmergsut is likely some parents may
have under or over reported their quantity andityuaf the home literacy practices.
Additionally, the social competence survey may hge&ded inaccuracies by the
teacher’s ratings of the child’s behavior in th@ssloom. However, it should be noted
that the social competence measure was found ighéy correlated with actual child
behavior as rated by coders who were blind to teratings (Stoiber, 2004). Future
researchers may wish to include other modes ofddkaction when looking for
accuracy of behavior, such as direct observationgoth the child’s social competence

abilities and participation in home literacy praes within these settings.

Implications for School Psychologists

The current study highlights a variety of pradticaplications worth noting.
Specifically, several associations for personaidiscon emergent literacy development
were present. The results may serve researchéisy pakers, and school personnel
who wish to further investigate resilience and priaek factors of early literacy skill
growth. Specifically, school psychologists haves@sive training in both education and
psychology, resulting in an ability to specificallgsist children with academic,

behavioral, emotional, and social difficulties. Atitthally, school psychologists work
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within multiple systems and can assist in makingngies from the individual to the

district level.

Social competence is a topic that has gainedtadteim recent years but
continues to be under researched and not comprigeBnsnderstood. Results from this
current study, along with past research, have dstrated the importance of
incorporating a focus on social-emotional developinas a dimension to assist in the
growth of emergent literacy skills for preschooédghildren and literacy skills for older
children. Interventions related to the behavioral amotional needs of children may
help to continue improving these academic skiltscfuldren as there is a current focus to
reach academic standards. On the other hand, éosoke on academic abilities may

hinder a child’s full potential as compared to adli@g to the whole child.

Additionally, the focus is often on improving thleallenging behaviors of a child
when targeting the social-emotional needs of alchllhe results from the current study
demonstrated the positive behaviors are a morestdactor when evaluated both
individually and the inclusion of the contextualiables, the home environment. A shift
in focus to implement interventions targeting pesitbehaviors may help build upon the
resilience factors within a child to improve andelep greater gains for a child’s early

literacy skills.

Specifically, school psychologists play a criticalle within the school setting
through the implementation of the Positive Behauberventions and Supports Program
(PBIS). School psychologists can influence the sthe a whole through the first tier

with making climate changes to positively impaatiabcompetence for all children
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despite their need for support. Additionally, sdhaychologists can play an influential
role in identifying children requiring more intexsiservices within tier two. This allows
for school psychologists to focus more specificaltlysmall groups that incorporate the
social competence skills of self-awareness, selfagament, and relationship skills
(Osher et al., 2008). Children requiring even motensive services of the third tier can
be identified through progress monitoring of thpeegrams by school psychologists.
Interventions focused on a functional assessmdhhelp to increase positive behavior
while decreasing challenging behaviors within thedttier (Stoiber, 2014). School
psychologists are within a role that can allowddher consultation with school
personnel for fidelity of an intervention or implentation themselves. The school
psychologist can also play a significant role f& % within the preschool classroom by
evaluation of progress monitoring and linking thermation to data based decision

making.

Recognition of the relationship between social petence and academic skills
demonstrates the importance of evaluating the @sld whole. Through comprehensive
evaluations, school psychologists are able to betémtify and recognize the interplay
between these two variables for students. Solaydimg on and assessing for academic
concerns of a child may hinder the conceptualizagiod implementation for effective
interventions. Osher et al. (2008) recognizeddividuals within the school system only
assess academic progress, it is all the teamauills on. Because of this, states such as
Alaska and lllinois have focused efforts on evahgaaind addressing the social-
emotional needs of children as well. A failure W@leate the child comprehensively may

limit the types of interventions put in place simssessments are linked to preceding
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interventions. This understanding is imperative mvaealuating a child for special
education through a problem solving meeting orfabm®ral intervention plan within the

third tier.

Conclusion

This study was designed and conceptualized torhattierstand the personal and
contextual factors that play a role in early limrabilities for preschool aged children
within an urban population. The results of thisdgtshow the importance of social
competence as a factor that plays an importantmatildren’s development of literacy
skills. Additionally, the data supports the nee@dntinue providing funding for services
that go beyond an academic scope. Social compebersceeen identified in the past and
continues to be supported as a prominent resilieaater. Specifically, a focus on
enhancing the positive social competence behawatweg with academic performance,
may aid in the most success. The study also sugtesneed for a better understanding
of whether and how the parent involvement in hoieedcy activities impact on their
child’s literacy performance. Several limitationstihe current study restrict the
interpretation of the home literacy variables neilg found to predict children’s literacy
performance. School psychologists and other edtgate viewed as key individuals
who can help the understanding of personal anceztudl factors affecting academic

and social-behavioral needs of young children, ladtie individual and classroom level.
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APPENDIX A: SOCIAL COMPETENCE PERFORMANCE CHECKLIST

Social Competence Performance Checklist Survey Sutmes
Positive Behaviors (Examples)

Calms him or herself when upset

Controls frustration to resolve a conflict or preioi
Participates appropriately in large group

Interacts positively with peers

Demonstrates understanding of concepts being taught
Keeps focused on work or tasks

Challenging Behaviors (Examples)

Pushes, kicks, hits others
Talks out of turn

Has anger outbursts

Does not attend to work/activity
Does not follow directions
Appears sad or annoyed
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APPENDIX B: HOME LITERACY ENVIRONMENT QUESTIONNAIRE

Home Literacy Environment Survey Subscales
Parent Enrichment Activities (Examples)

Read a book to your child at bed time.
Taken your child to visit a library
Taken your child to the museum, zoo, or other @asehe community to learn special

things

Parental Dialogic Reading Practices (Examples)

Point to and name pictures as you read

Point to letters and name them

Ask child what will happen next

Ask your child to explain what happened or why stimimg happened
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