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Abstract

One of the biggest challenges confronting literacy education in
Aotearoa! New Zealand is accommodating the differences in English
reading-related variables at school entry to produce equitable outcomes in
later reading achievement (Wilkinson, Freebody, & Elkins, 2000). English-
medium schools in Aotearoa struggle to negotiate effective literacy practices
that validate and cater for the cognitive, cultural, and linguistic differences
children bring to the process of learning to read in English. Whereas, the
role of Engl i sh r e a dnediug schaols has beert an
under-researched and controversial issue. How to accommodate for these
differences to achieve equitable English reading outcomes in a year 1 level

2 M Umedium context is the theme that this research seeks to explore.

This Masters thesis reports on a shared reading intervention that
explicitly teaches phonological awareness and alphabet knowledge to
examine its effects on the English reading skills of year 1 students in a level
2 MUmedium setting. The research
framework and used interviews, surveys, reliable literacy measures, and
research-based literacy instruction to explore reading acquisition for this
particular cohort. Thus, the purposes of the study were (a) to glean an in-
depth understanding of the literacy and language practices that potentially
shaped the participants English readingi related variables, (b) to examine
the range of English reading-related skills for this cohort, and (c) to

determine the effects of the intervention on their English reading skills.

Eight students were divided and matched with a pair according to
their reported pre-test phonemic awareness and alphabet knowledge
scores, and then randomly assigned to either an intervention (n = 4) or
treatment control (n = 4) group. The intervention programme was carried
out over a six week period and comprised 12, 30 minute lessons that

integrated phonological and alphabetic based decoding skills within the

1 Hereafterei t her tAbtearoado wrr & N e vis uged @ dematedtife wider context of this
study.
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shared reading approach. The duration of the treatment control programme
was also carried out over a six week period and comprised 12, 30 minutes
lessons that integrated semantic, syntactic, and visual graphophonic
sources of information to recognise words. The results indicated the
breadth and depth of Engl i shorirmediuni ng s ki
contexts are diverse and the children had a positive attitude and sense of
efficacy towards reading. A comparison of the test results between the
intervention and treatment control group demonstrated that a shared
reading intervention that focused explicitly on phonological awareness and
alphabet knowledge is effective in raising letter-naming knowledge,
pseudoword decoding, phonemic awareness, and invented spelling. The
results are discussed in light of theoretical assumptions about reading
acquisition that underlie word-base and text-base approaches to word

recognition.

Overall, this study supports the development and reform of training
and professional development opportunities in phonological awareness and
alphabet knowledge to better support, inform, and educate Aotearoa
reading teachers. This study contributes to the knowledge of English
reading acquisition that validate the depth and breadth of early cognitive
and linguistic differences to increase equitable English reading outcomes in

| evel -hedMicontéxts.
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Chapter 1: Introduction

1.1 Introduction

MUOori students in Aot(easldod)continuenary e d
to be over-represented in English reading difficulty statistics and research
shows this need not be the case (Nicholson, 2003). Children with reading
difficulties become adults ? with reading skills below those needed to
participate fully in Aotearoa society unless they receive an effective reading
intervention. The ability to read competently is significantly related to
Acapitalizing on the power oferteehppyati ono

quality of life and good health outcomes (Durie, 2001).

In 2013 there were 113,684 years 1to8MUor i students enga

either English-medium (n = 104, 468) o r MBhediurm3 (n = 9, 216)

educational contexts (Education Counts, 2014). This figure s hows MUor i
students made up 25% of the total primary school population. This study,

however, focuses in on, the early cognitive English literacy knowledge and

skills o f  Midediurh students, in particular phonological awareness and

alphabet knowledge, which research has identified to be two powerful

predictors of later reading achievement (National Early Literacy Panel, 2008;

National Reading Panel, 2000).

Chapter One provides a brief background concerning English literacy
acquisition within Aotearoa, i n par t i c udmadiumandEnglishh 2 MUor
medium educational settings, and the role emergent literacy plays in the

process of learning to read.

1. 2 Mibkdium Education

MU o-mddium Education (MME) is the umbrella term for various

i mmer sion and bilingual provisions that i

2 43% of adults aged 16-65 in New Zealand have reading difficulties (Tertiary Education Commission,

2010).

¥ MU o-mddium includes students who are taught the curriculumint he medi um of te reo MUc
MUor i | pfor gt leasg5é percent of the time.

1



primary), Wharekura (KKM secondary), Kura-a-iwi (tribal based), Rumaki
(immersion), and Reo Rua (bilingual/partial-immersion) schooling options
(Hohepa, 1998, n.d; Rau, 2005). Although significant developments in
MU o-medium education have been achieved, the availability of these

provisions is scarce or nil in many communities.

MU o-medium education is a structural intervention to regenerate
MUor i | anguage and culture as well as
achievement (Mead, 1996; Penetito, 2010). An aspiration that underpins
MU o-medium educationi s MEmijioyi ng educational Succ
(Ministry of Education, 2013). The distinction between immersion and
bilingual within MU o-médium education is the level of immersion in the
heritage language®(t e r eo MUor i ) TiakiwaM@004) sigal&nl , an d
i mportant caveat, Afor a programme to be
both | anguages [MUori and English] must |
and thus to deliver c uThe daducatibnalmoaldoo nt ent 0
MU o-meédium education is to -&mglish kilngualismul | MU o

biculturalism, and biliteracy®.

However, largely due to the colonisation processes that: 1)
interrupted the intergenerational transmission of t e r e g 2) Mflllenced
the wider social, historical, and political bilingual context of Aotearoa; and 3)
shaped the positioning of MU o-meédium educational contexts (Barnard,
2007), teaching and learning academic English in MU o-meédium education
consequently has been a controversial and under researched issue (Hill,
2010; Rau, 2005). Furthermore, level 27 MU o-médium contexts tend to

operate on English-medium Education (EME) sites. As a result, level 2

4 As at 1% of July 2013, of the 9,605st udent s e nr-médium primaryneduktfian r 96%
identified as MUori (Education Counts, 2014).
> MU o-mddium primary programmes are divided into two levels according to the percentage of
curriculum instruction delivered via the medium of te reo MUoewel 1immefBibnese ar e:
programmes that include 81-1 00 % t e r a&nd lev®lU bilingual programmes that include 51-
80% te reo MUor.i (Educat i o009 oaimthaslevel 2dahd ldvgl 2 MMEMay and Hi
programmes are regarded as being comparable to additive bilingual programmes that promote
bilingualism and biliteracy most effectively.
6 Children need to participate in level 1 or level 2 MME programmes for a minimum duration of six
years, ideally eight years,i n or der to achi eve abBndlishtbdingwalfishandf r om f ul |
biliteracy success (to function communicatively and academically) as advocated by May et al., 2004.
"Level rizmediith@rogrammes on EME sites typically begin literacy instruction in the majority
language, which is usually English as a first language (L1).

2



MU o-meédium education students 8 English reading achievement is

facilitated, measured, represented, and interpreted in English-medium

educational terms (Rau, Whiu, Thomson, Glynn, & Milroy, 2001).

Unfortunately, English-medium education reports illustrate persistent rates

of under achi evemen t(Raf, 8005). Mlie praportionech d e r s
English reading achievement statistics related specificallytoMUor i st udent s
inl evel 2nedMr) oontéxts is yet to be identified separately from

English-medium national and international reports.

Level 1° MU o-médium education programmes have attracted the

most attention in national and international research, with a particular focus

on the success of addressing the decline
2001). What is becoming -médiumcontextsisenabling MUor i

MOor i s todedra academic English successfully. The paucity of

action research studies thatareaval i abl e on t hedunssue of

students learning to read and write in English, have focussed on: 1)
preparing MME students for the transition to English-medium secondary
contexts (Berryman & Glynn, 2003); and 2) exploring how years 7 and 8
MOori students in a MME bilingual context
taught how to transfer their English literacy skills to the task of becoming
| i t er at e(Lownman, Mizgenald, Rapira, & Clark, 2007). Recently,
Hi ll s (2010) ethnographic research foun:
can play a part in MME in a way that does not detract from the priority of
regenerating the MUor| | anguageonin Howeve
a year 1 |-mederhcoltextMaboyet fo be clarified by research.
Thus, this study will contribute to the significant limited pool of research on

this theme.

The undergraduate pr of imeddumatiidensear 1 |
are largely classified as incipient bilinguals'® and possibly could have

graduated from one of the diverse range of Aotearoa Early Childhood

8Asatl1stJuly 2013, 4, 945M0w0oir is taundde n3t7a0levekdrv&IE grimano | | e d
contexts (Education Counts, 2014).
°Level Inediioh@rogrammes typically begin literacy instruction in the target language, which
isusuallytereoMU o r i as a second | anguage (L2)
10 Incipient bilingual refers to the early stages of bilingualism where the first language is not yet
strongly developed and the individual is beginning to acquire a second language (Tabors & Snow,
2003)..
3



Education (ECE) contexts. In 2001 Wylie, Thompson, and Lythe (2001)

conducted a longitudinal study in the Wellington region of New Zealand that

examined the continuing contribution of ECEt o chi |l drendst compet
10 years of age for a sample of 505 participants. The results indicated that

the quality of ECE had enduring associations with future educational

success and identified some key literacy competencies that had long term
effects on childrends reading Toekeyr es at

literacy competencies included being familiar with letter-sound relationships,
the reciprocal relationship between oral and written language, and being
exposed to quality teacher-student interactions in relation to print (e.g.,
shared reading) (Wylie at al., 2001; Wylie & Thompson, 2003).

In Aotearoa, formal school and reading instruction begins on or soon
after a oithday,@ltheughfséhdot ishnot compulsory until the age
of six (Greaney & Arrow, 2012). At school entry, Rau et al., (2001) identified
that MME seeks to cater for students who typically relate to one of the

following language groups depicted in Table 1.

Table 1. Language Groups at School Ent r y i rmedilhoProigrammes (Rau et al., 2001)

Language group Description Status

1 Children for whom MUor i i s th Minority
Children who have mixed competencies in more than two L

2 | Minority
anguages

3 Childrenwho havedualc apaci ty in both E Minority
Children for whom English is their first language but have L

4 ; - . Majority
some competency in the MUor.i

5 Children for whom English is their first and only language and Majority

who wil I begi n t leaningatdtbolr i | a

The significance of these language groups in Table 1, presuppose

M U o-medium students descend from a diverse language base and bring a
diverse range of Literate Cultural Capital (LCC) to the process of English
4



reading acquisition. Literate Cultural Capital refers to the emergent English
reading-related variables at school entry that are strongly linked to the
language and literacy practices in the home and community environment
that support the development of word recognition skills (Tunmer &
Nicholson, 2011).

According to Tunmer, Chapman, and Prochnow (2006) differences
in Literate Cultural Capital not accommodated for in the first year of school
trigger disadvantages in later reading achievement. Current research in

Aote ar o a concerning MUor i student so

demonstrate that the majority of MU o r i chil dren are
school with fewer concepts about print, phonological sensitivity, and
knowledge of letter-sound relationships because they are more likely to
come from low-income homes (Tunmer, Chapman, & Prochnow, 2003,
2004; Nicholson, 2003). A contrasting view is that the MU o-Enplish
bilingual resource M U o students bring to their learning is the key to their
reading success (Harris, 2009a). But perhaps most significant is the
empirical evidence that suggests a strong corrrelation between
phonological awareness and alphabet knowledge, and later reading
achievement, irrespective of differences in Literate Cultural Capital (Juel &
Minden-Cupp, 2000; Nicholson, 2002b; Whitehurst & Lonigan, 2003).

1.3 English Reading Acquisition

Liberman and Liberman (1990) claim that up to 75% of children will
learn to read in English. Why some children experience difficulties learning
to read English has received substantial attention in reading research. The
accumulation of research findings suggest a number of possible variables
that can affect reading success. For example, changing demographics,
socio-economic factors, and political changes are often explained as causal
factors that influence reading difficulties (Limbrick, 2001; Nicholson, 2003;
Tunmer et al.,, 2006). Evidence shows biological disorders such as

Engl

mor e



dyslexiall (Shaywitz, Morris, & Shaywitz, 2008; Tunmer & Greaney, 2010),
ineffective reading instruction'? (Au, 2000; McNaughton, 1995; Pressley,
2006; Tunmer et al., 2003), low levels of Literate Cultural Capital (Tunmer
et al., 2006), and the quality of the curriculum (Ministry of Education, 1999)
also lead to reading difficulties. Subsequently, many studies have
corroborated the significant correlation phonological awareness and
alphabet knowledge exert in preventing reading difficulties (Adams, 1990;
Gillon, 2004; Henry, 2010; Juel, 1988; Moats, 2010; Nicholson, 2005;
Pressley, 2006; Stanovich, 1986; Torgesen, 2002; Tunmer, Chapman,
Greaney, Prochnow, & Arrow, 2013).

The 2011 Progress in International Reading Literacy Study (PIRLS)
covering 49 countries showed New Zealandd s nati onal approach
produces inequitable outcomes between good and poor readers (Mullis,
Martin, Foy, & Drucker, 2012). The majority of poor readers continue to be
from low income families with an over-r epr esent ati on of MUo r
What is of major concern is the persistence of this inequitable achievement
pattern as is reflected in the PIRLS 2001 (Mullis, Martin, Gonzalez, &
Kennedy, 2003) and PIRLS 2006 (Mullis, Martin, Kennedy, & Foy, 2007)
international reports. In 1998 the New Zealand government initiated a
Literacy Taskforce consisting of educators to examine in-depth the major
factors impacting on reading achievement and to make specific
recommendations to improve reading instruction for children in their first four
years at school to ensure the achievemen
every child turning nine will be able to
(Ministry of Education, 1999, p. 4). This Taskforce was advised by a
Literacy Experts Group that brought together academics who possessed a
wealth of theoretical and research-based expertise in reading in order to
balance and end the vitriolic debate about how best to teach reading that
errupted and polarized New Zealanders in the 1990s (Limbrick, 2001). The
first recommendation emphasised, i gr eat er attenti on needs

on the development of word-level skills and strategies in beginning reading

11 Reading research experts suggest that between one and five percent of the population may have
a biological disposition that results in reading difficulties (Stevenson, 2004; Velluntino, Scanlon, Sipay,
Small, Pratt, Chen, & Denckla, 1996; Pressley, 2006).
12 pressley (2006) argues between 95 and 99 percent of all learners should be able to read with
effective reading instruction that is based on scientific reading research.

6



instruction,incl udi ng the devel opment of
2000, p. 141; Tunmer et al., 2013, p. 2). Central to this recommendation
marked a gradual shift from relying on multiple cues for processing unknown
words and stressed the role phonemic awareness played in early literacy
acquisition (Limbrick, 2001).

In response to the recommendations made by the Literacy Taskforce
the New Zealand government developed and distributed a core professional
literacy handbook, Effective Literacy Practice (ELP) in Years 1 to 4 (Ministry
of Education, 2003a) (Patel, 2010). Despite the large body of scientific-
based research evidence that characterises any effective reading
programme must include explicit and systematic instruction of the core
elements of reading: phonolgical awareness, alphabetic principle, word
recognition, fluency, vocabulary, and reading comprehension (National
Reading Panel, 2000). The Effective Literacy Practice (Ministry of
Education, 2003a) handbook appears to pay lip service to these
fundamental components described above and largely advocates a
meaning-driven approach to reading that encourages teachers to teach the

core elements of reading implicitly on an ad hoc basis within the context of

phonol o

real reading, regardl ess of an age ofdlevelagpmental 6s r e

(Patel, 2010). An approach that is similar to that of E L P predecessor,
Reading in Junior Classes (Department of Education, 1985), provided 29

years ago. Thisimplies no major changesto NewZealandds | i t eracy pol

were made.

Most recently, Reading and Writing Standards for Years 1-8 (Ministry
of Education, 2009b) and The Literacy Learning Progressions (Ministry of
Education, 2010) were introduced as professional tools for teachers to
support students to meet the reading and writing demands of The New
Zealand Curriculum (NZC) (Ministry of Education, 2007) by the end of each
year of school. For early readers, the progressions provide a reference
point of the knowledge and skills students need to master to decode reliably
and efficiently. These skills are classifiedas 6éconstrained
possible to master rapidly and include: alphabetic coding skills, phonological
awareness, and fluency (i.e., automaticity) (Paris, 2005). Yet, Literacy

Learning Progressions (Ministry of Education, 2010) aligns itself with
7
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Effective Literacy Practice (Ministry of Education, 2003a; 2006) as the key
resource to teaching and learning reading, which maintains its context-
driven position and continues to encourage teaching constrained skills
through implicit shared and guided reading approaches over explicit and

systematic instruction (Patel, 2010).

The implicit shared reading approach encourages students to work
out unknown words by orchestrating multiple sources of information such
as, semantics, syntactics, illustrations, initial sounds, and comparing rime
analogy patterns that are similar in recognisable words to the reader
(McLachlan, Nicholson, Fielding-Barnsley, Mercer, & Ohi, 2013). Whereas,
an explicit approach is favoured by research-based evidence and advocates
teaching letter-sound correspondences and how to segment and blend
sounds together to approximate a spoken word when reading (McLachlan
etal., 2013). Although many students in Aotearoa have cracked the English
code and learnt to read, an estimated 20% struggle to learn the conventions
of written language through an implicit approach (Education Review Office,

2009a; Tunmer, Prochnow, Greaney, & Chapman, 2007).

Greaney (2010) draws attention to the fact that English-medium
contexts in Aotearoa have no systematic literacy assessment tools to
monitor students progress of mastering constrained skills at any point in the
New Zealand Curriculum (Ministry of Education, 2007) to inform instruction
effectively. The absence of early literacy assessments that measure the
fundamental skills of reading is particularly problematicasitpar al | el s a 6w
to faild approach that is |likely to have
exhibit early reading difficulties (Greaney, 2010). The Education Review
Office (ERO) (2009b) reported the range of informal and formal assessment
tool s t o identi fy chil drenbs knowl ege
phonological awareness, decoding, vocabulary, and oral language varied
considerably across the 212 primary schools evaluated. However, 92%
indicated students first formal assessment in the early years is after one
year of s choolO5udsemagon Survayy(BRO, 2008k). The
Observation Survey (Clay, 2005) is divided into six literacy tasks: letter
identification, word reading, writing vocabulary, hearing and recording

sounds in words, and text reading. The validity of the hearing and recording
8



sounds task has been criticized as an inadequate measure of phonological

awareness (Greaney & Arrow, 2012).

Greaney and Arrowo6s ( 2 Ghht2the hearing d y

and recording sounds in words task risks weakness in phonological
awareness being misdiagnosed or undetected, consequently leading to
reading difficulties. The conception that these children will catch up to their
peers with time and more of the same implicit instruction at first tier (e.g., in
the classroom) or second tier (e.g., Reading Recovery) levels of intervention
is not supported by research (Nicholson, 2003), which signals the notion of
Stanovi chos ( Bffecs@lgrivedifeon ta bilgieal proverb. With
respect to reading, the Matthew Effects explains that, the rich who have
good phonological awareness will get richer whilst the poor who have poor
phonological awareness will get poorer (Stanovich, 1986). Consequently,
Tunmer et al. (2008) argue New Zealandd sne-size-fits-all literacy strategy
is feeding persistent reading difficulties, producing victims of educational
neglect, and causing negative Matthew Effects.

However, Nicholson and Dymock (2011) argue the downward spiral
of negative Matthew Effects need not be the case, particularly if higher
dosages of explicit phonological reocding skills is combined with
opportunities to practice reading and receive explicit feedback about the
application of word-level skills through reading text. In support of this view
Denton and Vaughn (2010) concede children experiencing reading
difficulties benefit from systematic interventions that explicitly teaches
phonological recoding skills and strategies in order of developing complexity
in the context of real reading. Pressley (2006) advocates explicit teaching
of systematic phonological recoding skills within the context of real reading
can be compatible and discountsthenoton of a o6ski |l | s

to developing phonological awareness and alphabet knowledge.

The discussion to this point has signalled significant concern about
the | evel of EngliShoreaiing schievdneenttthe dearth studies
on English reading acquisition in the early years of level 2 MU o-médium
contexts, and that scientific-based research shows that interventions

explicitly teacing phonological awareness and alphabet knowledge can be
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successful in the context of real reading. Furthermore, May et al. (2004)
emphasizes, an intervention that is relevant to MU o-médium aspirations,
needs, and theoretical understandings about effective approaches to
achieve bilingual language patterns requires strong consideration.
Therefore, knowing more about the English reading-related skills for level 2
MME beginning readers and the potential effects of a shared reading

intervention is desirable.

Chapter 2 will review literature concerning national and international
research in the area of English reading acquisition, and the specific

research questions for this study will be presented.

10



Chapter 2: Literature Review

2.1 Introduction

Success in reading is critical to academic learning and success
(Snow, Burns, & Griffin, 1998). However, learning to read is a highly
complex and cumulative process that has a long history of robust debate
about the approach to developing word recognition skills. The perversity of
the debate is whether words should be segmented into its phonological
parts (phonological decoding), or whether text-base sources of information
should be employed to recognise the word as a whole within context. An
agreement amongst literacy researchers is that the aim of reading is to
construct meaning from text, rather than simply to decode (Glynn,
Wearmouth, & Berryman, 2006; Harris & Hodges, 1995; Plaut, 2005;
Pressley, 2006). Yet, the prerequisite to gaining meaning from text is to
decipher words which in turn relies on mastering the alphabetic code
(Dymock & Nicholson, 2002; Luke & Freebody, 1999). Regardless of the
approach to developing word recognition skills, Arrow and Tunmer (2012)
argue t h athe, modi effective form of reading instruction begins with the
reading related knowledge, skills, and experiences that each child brings to

theprocessof | earning.to reado (p. 2)

The purpose of this chapter is to explore: (a) how children develop
reading-related knowledge and skills; and (b) national and international
research of effective word recognition instruction, in order to extrapolate key
indicators of effective literacy practice and intervention programmes to
develop skilled English readers in a year 1 level 2 M U o-mddium context.
Lastly, research questions for the current study will be presented.

2.2 The Simple View of Reading

Understanding the nature of skilled reading provides an
understanding of what should be the foci of an effective beginning reading
instructional programme to achieve skilled readers (Pressley, 2006). Many
agree that the nature of reading requires the reader to orchestrate a variety

of constrained (e.g., decoding) and unconstrained (e.g., linguistic
11



comprehension) processing skills and strategies to construct meaning from
text (Pressley, 2006; Tan, Wheldall, Madelaine, & Lee, 2007). A model that
conceptualizes the complexities of constrained and unconstrained skills,
strategies, and knowledge involved in reading comprehension is the Simple
View of Reading (SVR) (Gough & Tunmer, 1986). The SVR model is widely
accepted by the reading research community (Dymock & Nicholson, 2012)
and has shown to be a good predictor of reading comprehension particularly
over the first four years of reading acquisition (Catts, Hogan, & Fey, 2003;
Johnston & Kirby, 2006; Roberts & Scott, 2006; Stuart, Stainthorp, &
Snowling, 2008). While there is a wealth of literature supporting the SVR
model, there is very little literature known about the SVR model and its

suitability inyear 11 e v e |  -thediMrb settirigs.

Gough and Tunmer (1986) argue that Reading Comprehension (RC)
is the product of two cognitive elements: Decoding skills (D) and Linguistic
Comprehension skills (LC). Within the SVR model, decoding skills is the
ability to translate a sequence of graphemes (i.e., letters) into their
corresponding phonemes (i.e., sounds) in order to pronounce and recognise
the word in the reader 6s | exiyovhdn
reading continuous text or words in isolation (Dymock & Nicholson, 2012;
Henry, 2010; Hoover & Tunmer, 1993, Perfetti, 1985; Pressley, 2006).
Lexical memory refers to the reader® mental dictionary, where words are
acquired or added to as they are learnt through oral or written language
(Hart & Perfetti, 2008). An unskilled decoder who deciphers print slowly is
decoding only, whereas, a skilled decoder deciphers words accurately,
fluently, and automatically (Roberts, Christo, & Shefelbine, 2011). Skilled
decoding frees up the readers short-term cognitive capacity to engage with
meaning at a word, sentence, paragraph, and whole text level (Dymock &
Nicholson, 2012; Pressley, 2006).

Linguistic comprehension is the ability to understand oral language
and includes the processes by which the meaning of lexical information is
obtained, as well the process by which sentences and discourses
composed of phonology, semantics, and syntactic cues are synthesized and
interpreted (Gough & Tunmer, 1986; Hoover & Gough, 1990; Hoover &

Tunmer, 1993; Wren, Litke, Jinkins, Paynter, Watts, & Alanis, 2000; Wren,
12
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2000). The knowledge and skills required to comprehend text are more
dynamic and viewed as being unconstrained because expanding readers
vocabulary, grammatical sophistication, and knowledge of the world is a
lifelong process (Dymock & Nicholson, 2012; Paris, 2005; Tunmer &
Chapman, 2012a).

The SVR model proposes the relationship between the two
continuous variables, decoding and linguistic comprehension, is
multiplicative which is represented in the following algorithm D x LC = RC
(Gough & Tunmer, 1986; Hoover & Gough, 1990; Tunmer & Greaney,
2010). Thus, the SVR model strongly asserts the degree of reading
comprehension is dependent on the degree of interaction between the
readers decoding ability to translate print into oral language and the
comprehension factor that then makes sense of the text (Catts et al., 2003;
Eason & Cutting, 2009; Kamhi & Catts, 2012; Dymock & Nicholson, 2012;
Pressley, 2006; Wren, 2000).

The multiplicative formula, RC = D x LC, proposes a framework for
facilitating reading acquisition as well as diagnosing and analysing variation
in reading (dis)abilities in order to design appropriate interventions and
instructional programmes. The model in Figure 1 depicts a continuum of
the different classifications of reading (dis)ability that can result from
proximal causes of strengths and/or weaknesses in decoding,
understanding oral language, or both (Tunmer & Greaney, 2010).

13



Specific comprehension Competent

difficulties readers
g
-
g
E
=
Mixed reading Reading disability
disabilities (Dyslexia)

Oral language comprehension

© W. Tunmer, 2008

Figure 1. Simple View of Reading framework® for analysing reading difficulties*

For example:

M

The competent reader, has an ability to recognise words and
comprehend oral language;

The poor decoder (or dyslexic®), has an inability to recognise words;
The reader with specific comprehension difficulties, has an inability
to comprehend oral language; and

The poor reader (also known as mixed reading difficulties or garden-
variety), has an inability to recognise words and comprehend oral
language.

(Clarke, Snowling, Truelove, & Hulme, 2010; Gough & Tunmer, 1986;
Hoover & Gough, 1990; Ministry of Education, 2008; Nation, 2005;
Tan, et al., 2007; Tunmer & Chapman, 2012b; Tunmer & Greaney,
2010).

To accommodate for the diverse range of reading (dis)abilities

Pressley (2006) makes a case for a balanced literacy perspective on

13 Note. The two variables that differentiate the different classifications of reading (dis)ability are
continuous (Tunmer & Greaney, 2010).

14 From About dyslexia (p. 4), by Ministry of Education, 2008, Wellington, New Zealand: Ministry of
Education. Copyright [2008] by W. Tunmer. Reprinted with permission.

15 Note. A reader who has decoding difficulties does not always indicate dyslexia (van Lamoen, 2013)
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reading instruction that combines the strength of decoding skills and
meaning making sources of information when learning to read. Furthermore,
Arrow and Tunmer (2012) argue a case for differentiated instruction that
capitalises on the differences across the continuum of reading (dis)abilities

and what beginning readers bring to the reading process.

Hoover and Gough (1990) confirmed the predictive validity of the
SVR multiplicative formula in a longitudinal study that tracked 254 English-
Spanish bilingual children from grades 1 through 4. Multiple yearly
assessments were made of each st
language, and reading, employing multiple measures within each domain,
and assessing both English and Spanish skill with respect to the latter two
(Hoover & Gough, 1990). Results indicated that the correlation between

decoding and linguistic comprehension accounted for .83 of the variance in

reading compr ehensi ornhat skill Tnhréading icam foé i

simply characterized as the product of skill in decoding and linguistic
c omp r e h elHo®vero&nGough, 1990, p. 127). Although the validity of
the SVR model in bilingual contexts suggests its suitability for year 1
students in a level 2 M U o-mddium context, the parallel between authentic
MUori epistemol ogy and pedagogy th
determination in reading achievement (Rau, 2004, 2005; Te Aika, 1997) and

the SVR model is yet to be examined.

However, Stuart et al., (2008) deconstucted the Simple View of
Reading to examine why The Rose Review (Rose, 2006) report
recommended adopting the SVR model to guide the reconstruction of the
searchlights model (orchestrating semantic, syntactic, and visual
graphophonic cues to extract meaning from text) embeddded in the United

Ki ngdomds reading curr i culthatmegardleSstofu ar t

the socio-cultural and educational context of individual readers, readers
have to develop both decoding and linguisitic comprehension skills to
become a competent reader.

There is considerable evidence supporting the idea that decoding
and linguistic comprehension are interdependent intrinsic components for

success in reading (Aaron et al., 1999; Chen & Vellutino, 1997; Dreyer &
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Katz, 1992; Gottardo & Mueller, 2008; Hoover & Gough, 1990; Lee &
Wheldall, 2009; Savage, 2006). However, the simplicity of the Simple View
of Reading has been questioned by many researchers who argue SVR
insufficiently captures the complexity of other cognitive related processing
skills that could possibly account for variance in the reading process, for
example, fluency, rapid automatised naming, vocabulary, and visual
working memory (Adolf, Catts, & Little, 2006; Goswami, 2008; Kershaw &
Schastschneider, 2012; Kirby & Savage, 2008; Kirby, Parrila, & Pfeiffer,
2003; Kuhn & Rasinski, 2011; Ouellete & Beers, 2010; Vellutino, Tunmer,
Jaccard, & Chen, 2007). Advocates of the SVR model do not deny the
complexity of other cognitive related processing skills involved in the
reading process, but assert they subsume decoding and linguistic
comprehension (Hoover & Gough, 1990; Wren, 2000; Kendeou, Savage, &
van den Broek, 2009). Recent research highlights vocabulary knowledge
has a critical role in reading comprehension and it has been suggested not
only does the depth of vocabulary knowledge contribute to reading
comprehension directly via linguistic comprehension (Tannenbaum,
Torgesen, & Wagner, 2006), but the breadth of vocabulary knowledge also
relates indirectly via decoding (Tunmer & Chapman, 2012b; Ouellette,
2006). For this reason a new Simple View of Reading has been proposed
(Dymock & Nicholson, 2012).

In summary, the strength of the SVR model is that it identifies two
core competencies, decoding and linguistic comprehension, that must be
developed to achieve skilled readers (Garcia & Cain, 2014; Gillon, 2004;
Kendeou et al., 2009; Tunmer & Chapman, 2012b). Decoding is the aspect

of SVR that the present study concerns itself with.

2.3 Emergent Literacy Skills

Emergent literacy signals the early period of literacy learning
development that young children acquire between birth and the early years
in primary school (6 years or under in Aotearoa) (Arrow & McLachlan, 2011;
Girard, Girolametto, Weitzman, & Greenberg, 2013; Justice & Pullen, 2003;
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Lonigan, 2004; Teale & Sulzby, 1986; Tracey & Morrow, 2012; Whitehurst
& Lonigan, 1998).

From the perspective of socio-cultural constructivist understandings
of human development and learning, particularly the theories of Vygotsky
(1978) and Bronfenbrenner (1979), the concept of emergent literacy is
percieved as a social practice, through which children engage with different
contexts of literacy practice at home and in their communities (Glynn et al.,
2006). During this period there are many opportunities for children to
experience sociolinguistic interactions that are part of home and community
life (Clay, 1966; Sonnenschein et al., 1996; Tolchinsky, 2004). These
include for example, responsive interactions during p dwh i r i (wel comi
ceremony), whakawhanaungatanga (gatherings), meals, game and play
activities, media viewing, outings, having books read to them, writing, and
drawing (Baker, Sonnenschein, Serpell, Fernandez-Fein, & Scher, 1994;
Pressley, 2006).

Research suggests that the interactions from these language
experiences activate senses, feelings, and thoughts which in turn stimulates
brain cognition and language development (Frijters, Barron, & Brunello,
2000; McCain & Mustard, 1999). In other wor d s, Ai nteraction
acqui sti ono.2/% IvaniHees (207 iDuBtratesthis connection:
Al anguage gives form t dhoaghtoandydognisionand cog
are expressed t hrl6)uThhs, sbcolinguiste mpteractioasp
impact on the immediate and long term cognitive and linguistic development
and resources of young children. This highlights the fact that home and
community contexts are potentially rich semantic spaces for young children
to build, expand, share, think about, enact, evaluate, and negotiate their
cognitive and linguistic comprehension capacity prior to attending school
(Alexander, 2008; Edwards-Groves, Anstey, & Bull, 2013). Pressley (2006)
argues rich linguistic interactions advantage the development of beginning
reading skills. The reality of potential rich linguistic interactions is highly
dependent on the quality of substantive interactions scaffolded by
competent and responsive family and community members, irrespective of
being a monolingual, bilingual, or multilingual speaker (Cummins, 2001,

Edwards-Groves et al., 2013; Glynn et al., 2006; Pressley, 2006;
17



Sonnenschein, et al., 1996; van Hees, 2007; Whitehurst & Lonigan, 1998,
2003).

Supporting this claim is a large body of research that illustrates
substantial predictive relationships between emergent literacy skills and
later reading achievement (Torgesen, 2002; Tracey & Morrow, 2012;
Tunmer et al., 2004, 2006, 2008, 2013; Tunmer & Nicholson, 2011).

Eachchi |l dés pat hway of y dcquisitpon i ghe
emergent period is uniquely developed from a diverse range of cultural and
linguistic abilities, skills, knowledge, and life experiences (McLachlan et al.,
2013). Early cognitive, language, and emergent literacy skills and
knowledge developed concurrently and interdependently, are regarded
critical in developing the precursors needed to meet the literacy demands
of the New Zealand Curriculum (De Temple, Dickinson, & Tabors, 2001;
Ministy of Education, 2007, 2009b, 2010; McLachlan et al., 2013; Pressley,
2006; Whitehurst & Lonigan, 1998).

Research shows that the foundational knowledge of language
composition needed at school entry are: oral language, speaking and
listening comprehension; alphabet knowledge, the ability to identify letters
of the alphabet; phonological awareness, an appreciation of the role that
sounds play in words; vocabulary knowledge; and print concepts (Henry,
2010; McLachlan et al.,, 2013). Although, there is a large body of
international and national research-based evidence illustrating the
emergent literacy prerequisite skills that contribute to reading acquisition,
particularly the role of phonological awareness and alphabet knowledge
(Cullen, 2007; Foulin, 2005; Juel, 1988; Lesaux & Siegel, 2003; National
Early Literacy Panel, 2008; National Reading Panel, 2000), the findings
have not had a significant impact on the transition practices to literacy
education in the early years of primary school in Aotearoa (Nicholson, 2009),

particularly, for year 1 studentsina | e v e | -meiunMsgttng. i

In transitoni ng t o school many MUor i
(families) face a critical period of language and literacy adjustment. Peters
(2010) reports, there is a paucity of research about the multi-faceted
transiion s many MUoamnd cthh ¢ id expesdnterinatheir first
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formal year of MU o-mddium education, such as the interface: between
home and school (e.g., unconventional to conventional forms of literacy
practices), across different education settings (e.g., early childhood to
primary), and across different language settings (e.g., immersion to partial-
immersion, oral to written language modes, andt e r eo MUo,r i di al
including the implications each of these considerations has for skilled
English reading acquisition to happen in year 1 level 2 MU o-médium
settings. Many researchers agree partnerships that affirm connections
bet ween ,wvHeUearaan, and teachers/school at the interface is
paramount to learning achievement (McLachlan et al., 2013; Peters, 2010;
Smith, 2012; van Hees, 2004) because simply being immersed in good
models of written and oral language will not ensure competency in
beginning reading skills (Gibbs & Nicholson, 1999).

The multi-faceted transitions many year 1 studentsin a | evel 2 MUO
medium context experience draws attention to the possible variations of
bilingual and multilingual patterns of language use and the complexity of
language circumstances and resources that reflects one® identity, culture,
and world views (van Hees, 2007). This is important because flanguage is
culture, culture is languageo (van Hees, 2007, p. 66), and fanguage
constructs realitieso (Janks, 2010, p. 60). The bilingual realities demand
consideration in any teaching and learning context, particularly in expanding
reading acquisition. Bialystok (2013) argues that participation in bicultural
and bilingual communities of literacy practice means that bilingualism plays
an important role in the acquisition of emergent literacy skills and
consequently reading in Engl i s[linguaismpt t he
i's neither simple nor .4bn iTHeargumentigtiei al yst o
languages that early bilingual students bring to their formal learning is a key
linguistic resource (Bialystok, 2001) and an intrinsic component linked to
developing English reading skills for future reading achievement despite the

variation of (bi)literacy-related differences at school entry.

The term Literate Cultural Capital reflects the variation of literacy-
related wealth acquired in the home or community environment. Tunmer et
al. (2006) have conceptualised the key Literate Cultural Capital reading-

related variables into the following four categories: phonological sensitivity,
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grammatical sensitivity, receptive vocabulary, and letter-name knowledge.
Studies have shown these four Literate Cultural Capital variables have a
strong influence on early literacy development (Foulin, 2005; Henry, 2010;
Tunmer et al., 2006). Tunmeretal.6 s ( 2rQuinénj is that the interaction
of Literate Cultural Capital at school entry and New Zealandé s entur r
literacy education practice are major contribuiting factors to social and
cultural differences in entry level pre-reading skills and later reading

achievement.

Tunmer et al. (2006) examined the validity of the Literate Cultural
Capital construct in a seven year longitudinal study that tracked 76 children
in English-medium contexts within New Zealand from school entry (5 years
old) through year 7 (12 years old). Data was collated on a range of reading-
related measures (phonological awareness measures; onset-rime
segmentation, sound matching, syntactic awareness measures; oral cloze,
word-order correction tasks, and receptive vocabulary, letter identification
and verbal working memory) at the beginning of year 1 (mean age =5 years,
1 month) and a range of reading-related measures (pseudoword decoding,
context-free word recognition ability and reading comprehension) at the end
of year 7 (mean age = 11 years, 9 months). Results indicated that Literate
Cultural Capital accounted for 55.3% of the variance in year 7 reading
comprehension performance. This was after controlling for the effects of
extraneous variables (socio-economic status, ethnicity, and verbal working
memory). This implies that the degree of Literate Cultural Capital at school
entry can be the point of difference between developing skilled readers or
poor readers.

Tunmer et al.0 s ( 2a&hdly8iy of data showed that MUo r i
participants entered school with low-levels of Literate Cultural Capital and
consequently were at least one year behind in reading age in year 7. The
results infer inadequate levels of Literate Cultural Capital at the outset of
formal instruction, further impeded by educational neglect are strong

precursors feeding persistent rSemedi ng di

of Aotearoa researchers criticize that the profiling of MU o r i | marners
Tunmeretaldbs (2006) study pr camdopatbofogisdse f i c i t
MUOor i | latex readimg ashievement by feeding the notion that factors
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in the home have impacted negatively on the strength of individuals Literate
Cultural Capital at school entry (Berryman & Bishop, 2011; Bishop, 2008;
Harris, 2008, 2009b; Keith, 2002). Glynn et al. (2006) and McNaughton
(2002)ar gu e, M U o Gréading potential attschool entry is realised
when matched with high expectations of achievement, effective knowledge
of language and literacy acquisition and assessment, and socio-cultural

responsive pedagogy.

A critique of Tunmeretalds (2006) study gdgheves an
education system performance in Aotearoa by highlighting inequitable
literacy out c o mes MU o experiercédi oved seegen years. The
approach to literacy in Aotearoa primary schools appears to rely heavily on
children bringing strong levels of Literate Cultural Capital to their learning
and ignores or marginalises M Ue@adersokey bilingual resource to reading.
The persistance of inequitable literacy achievement patterns f o r MUO T i
children is evident in the results from the PIRLS (Progress in International
Reading Literacy Study) 2011 (Mullis et al., 2012) data report. A key finding
of PIRLS revealed there was no significant changes in the reading
achievementp at t er n s bdtween thel BIRLSi2001, 2006, and 2011
studies (Mullis et al., 2003, 2007, 2012), as predicted by Tunmer et al.
(2004). The international data reports strongly infers the current education
system in Aotearoa has not and does not respond adequately to the English

iteracylear ni ng needs af MUori students

The negative repr es e n erdsdb achievement MUO T i
demonstrated in the international reports is the source of much concern
(Nicholson, 2009; Rau, 2005) and suggests the prime factor influencing
academic disparities appears to be in the architectural structure and
discourse of New Zealand® literacy education policies and pedagogy of
oppression (G. Smith, personal communication, July 3, 2013; Bishop,
Berryman, Tiakiwai, & Richardson, 2003). Berryman and Bishop (2011)
claim the explanation of structural power is embedded in the patterns of
power imbalances such as dominance and subordination inherent in New
Zealanddbs educati on syst e mialarginsalnsupperudf t of i
this view Freire (1972) argues, literacy is socially and politically construed.

For example, those in dominant positions in society have the power to
21



influence and control educational literacy policies, which in turn can
influence, control, and maintain the status quo of literacy practices, learning

achievements, attitudes, values, and beliefs in society (Baker, 2011).

A critical point to further examine from these reports is how the PIRLS
assessments have measured the distinctive funds of emergent (bi)literacy
knowledge, experiences, and practices M U o leairners bring to their school
learning (Harris, 2009A; McNaughton, 2002; Peters, 2010; Phillips,
McNaughton & MacDonald, 2004; Schwinge, 2008). This highlights a
constant site of struggle many MU o experience: through whose lens do we

view and validate knowledge?

Research shows the continuation of individual differences in literacy-
related skills in young childreno
accounted for by the method of teaching reading skills (Elliot, 2005; Hales,
2006; McNaughton, 2011). Thus, the historical and present situation draws
attention to the need for: effective levels of professional knowledge in
beginning reading programmes (McNaughton, 2002); how to support
struggling readers (Nicholson, 2009); agentic pedagogy (Bishop, 2011); and
an overhaul of national infrastructural reading policies and practices to
prevent English reading difficulties for year 1 bilingual learners in level 2

M U o-méddium contexts.

2.4 Word Recognition Skills

Many agree word recognition is oligatory for skilled reading (Roberts
et al., 2011). Scarborough (2003) claims word recognition is most early
readers However, the development of word recognition skills has been the

focal point of a persisting conflict that is well rehearsed and described as

the Areading wars, & K&@obonhor 20Mdj)rosonhe

(Chall, 1967) between approaches to literacy that emphasize the
development of phonological recoding skills and those that do not, such as
the multiple cues model embedded in the whole language approach
(Nicholson, 2009). Tunmer and Nicholson (2011) believe the source of

conflict stems from competing paradigms relating to two interrelated
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cognitive concepts: the cognitive developmental process in learning to read,

and facilitating the acquisition of reading skills.

In Aotearoa the multiple cues approach has shaped literacy
instruction and assessment both at the first tier (i.e., classroom instruction;
Ministry of Education, 2003a, 2003b, 2006; Rau, 1998) and second tier (i.e.,
reading recovery; Clay, 1985, 1993) intervention levels and continues to be
given primary importance. The multiple cues approach advocates text-
based sources of information such as: semantic (M), syntactic (S), and
visual graphophonic (V), preceding passage context, and activating prior
knowledge to generate hypotheses about the text yet to be encountered
(Tunmer & Nicholson, 2011). The multiple cues model perceives word-level
cues as a final resort to confirm and self-correct predicitions (Clay, 2013).

Many researchers contend the multiple cues theory fails to recognise
that phonological awareness and alphabetic coding skills are of primary
importance in beginning reading development and the continued adherence
to this theory continues to produce the status quo of poor readers due to its
ineffective strategy to recognise words (Pressley, 2006; Shankweiler &
Fowler, 2004; Tunmer & Nicholson, 2011). For example, when beginning
readers encounter unfamiliar words in text they are enouraged to skip the
difficult word and read on to the end of the sentence, and then to go back
to the beginning of the sentence and try again, followed by cross-checking
their predictions with integrated sources of information (MSV): Does it make
sense? Does it sound right? and Does it look right? (Routman, 1991, p.
226b). In contrast to the multiple cues approach, scientific evidence
indicates word-level (i.e., grapheme-phoneme cues) analysis should
precede contextual (i.e., semantic or syntactic cues) analysis in recognising
words (Pressley, 2006). The argument is, the multiple cues instructional
philosophy that has dominated New Zealand® beginning reading
programmes in the last three decades, plays an important role in producing
inequitable outcomes for poor readers (Tunmer et al., 2013). Simply put,
poor readers are currently faced with inequitable opportunities to participate
and further develop their reading skills unless a balanced literacy approach
to reading based on scientific research is made (Nicholson, 2009; Pressley,

2006).
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Skilled word recognition is often described as the ability to identify
the pronunciation and meanings of words automatically and effortlessly in
lexical memory (Ehri, 2005a, 2005b; LaBerge & Samuels, 1974; Perfetti,
2007; Roberts et al., 2011; Wren, 2000). This definition of word recognition
parallels the definition of decoding presented earlier in this chapter. The
parallel in definitions challenges the simplicity of the SVR model due to the
degree of ambiguity in how decoding is conceptualised (Kirby & Savage,
2008; Ouellette & Beers, 2010): decoding accuracy (e.g., letter-level
phonological processing) or decoding fluency (e.g., automaticity).
Furthermore, it is argued the discrepancy relating to the semantics of
decoding combined with how decoding is measured can significantly
influence the effects of reading comprehension reported in studies (Garcia
& Cain, 2014).

Clarity was sought by examining whether decoding accuracy and
decoding fluency contributes to reading comprehension as separate
components of SVR or are inclusive of decoding ability (Kirby & Savage,
2008). Tan et al. (2007) found the significant contribution decoding ability
has towards reading comprehension is the level of accuracy needed to
develop fluency and automatic word recognition. Tan et al.& (2007) finding
resonateswi t h Tunmer & R012bFimdinmsriEanfldency is not
a separate component of SVR but a critical component of decoding. This

perspective further suggests that decoding ability develops in a continuum:

1 phonological awareness: understanding that words are composed of
distinct sounds;

1 alphabetic principle: applying systematic correspondence between
spoken and written forms of words;

1 word-specific orthographic knowledge: understanding spelling
patterns and their relationship to syllabic units in speech; and

1 fluency: developing automaticity in word recognition.
(Adams, 1990; Chall, 1983; Ehri, 1985; Henderson, 1990; Henry,
2010; Nicholson, 2005; Tracey & Morrow, 2012).

A review of the literature suggests the development of teaching and

learning decoding skills can be divided across years of instruction at school
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as depicted in Figure 2 (the American grades k-8 relate to Aotearoa primary

school years 1 to 9):

K 1 2 3 4 5 )
Alphabat Compound
Fhonological (—‘——-D Anglo-ScncclT ( words )
awareness SOronant Latin Graek
and vowels Frefines roats cormbining
and suffiues forms
Revie
Syllable ofal
and syllable previous
division materal
patterns

Figure 2. Continuum of decoding instruction?®

In contrast to the multiple cues approach to word recognition, the
decoding continuum indicates skilled decoding is primarily associated with
word-level cues: word origin and word structure (see Figure 2) (Henry, 2010;
Pressley, 2006). This finding is consistent with brain imaging studies that
suggest reading is primarily a phonological process (Turkeltaub, Gareau,
Flowers, Zeffiro, & Eden, 2003). The continuum suggests that beginning
readers must learn word-level decoding strategies before they can
recognise words accurately and fluently as competent readers. Explicit links
between oral (e.g., phonology) and written (e.g., morphology and
orthography) form of words links to the significance of further enhancing
beginning readers metalinguistic abilities (Afflerbach, Pearson, & Paris,
2008; Cazden, 1974; Henry, 2010; Kamhi & Catts, 2012; Lee, 1996; Yopp
& Yopp, 2000). Metalinguistic ability invokes deliberate control processing
where readers consciously apply their cognitive understanding of how
words are formed in order to manipulate the structural features to decode
(Tunmer, Herriman, & Nesdale, 1988). The significance of metalinguistic
awareness is that it is closely related to one of the cognitive advantages of
bilingualism (Cummins, 2008; Gillon, 2004; Hill, 2010; May et al., 2004).

16 From Unlocking literacy: Effective decoding & spelling instruction (2" ed.) (p. 9), by M. K. Henry,
2010, Baltimore, MD: Paul H. Brookes. Copyright [2010] by M. K. Henry. Reprinted with permission.
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Cumminsé (1979) theory of | anguage

there is a Common Underlying Proficiency (CUP) between languages.
Cummins (2011) illustrates a visual representation of the interdependence
theory referred to as the Iceberg Model (see Figure 3). The two icebergs
are separate above the surface which reflects the understanding that the
visible aspects of first (L1) and second languages (L2) appear to function in
isolation (e.g., pronunciation and fluency). However, beneath the surface,
there is a common area where the two languages are fused together. Which
means, although the two languages are visibly different in outward
conversation the two languages do not function separately. Rather, the
associations between concepts and skills (e.g., word recognition) that are
common across both languages operate and interact through one central

cognitive processing system (Baker, 2011; Cummins, 1980).

First
Language
Surface Features

o e

Second
Language
Surface Features

Common Underlying Proficiency

Central Operating System

Figure 3. Iceberg model'’

The interdependence theory proposes explicit cognitive/academic
language instruction (e.g., phonological awareness) and literacy-related
skills and knowledge (e.g., word recognition) easily transfers from one
language to another (Cummins, 2008). This implies a child who has been
explicitly taught phonological-recoding skills in English does not have to be

re-taught phonological-reco d i ng s k i Iplovidedithere i Bdequate

exposure to Cognitive Academic Language Proficiency (CALP)®®in MU o r i

17 From Foundations of bilingual education and bilingualism (5" ed.) (p. 166), by C. Baker, 2011,
Tonawanda, NY: Multilingual Matters. Copyright [2011] by J. Cummins. Reprinted with permission.
18 CALP is specific to decontexualised language of the curriculum which is needed to participate in
bilingual classroom discourse. Cummins (2000) proposes CALP takes 5 to 7 years to develop in L2.
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and vice versa. This exchange suggests that the connection between
skilled decoding instruction and the interdependence theory are key
considerations for the development of word recognition skills in year 1 level

2 MU o-mddium contexts.

Tunmer et al. (1988) investigated the role metalinguistic abilities
played in the initial stages of learning to read in a two year longitudinal study
that tracked 118 English speaking children in Western Australia from the
beginning of grade one (mean age = 5 years, 8 months) through end of
grade two (n = 92). Data was collated on a range of literacy-related
measures such as: reading skills (letter identification, concepts about print,
and ready to read word test), metalinguistic abilities (phonological
awareness, syntactic awareness, and pragmatic awareness), receptive
vocabulary, and concrete operational thought at the beginning of grade one.
At the end of grade one participants reading skills and metalinguistic abilities
were reassessed on the above measures as well as their reading
achievement using the Interactive Reading Assessment System (IRAS)
(Calfee & Calfee, 1981) subtests: real word decoding context-free,
pseudoword decoding, and reading comprehension. The participants were
reassessed on the three IRAS subtest measures at the end of grade two.
Participants were obtained from 11 first grade classrooms that used a
combination of language experience and phonics methods in their reading

instruction programmes.

Results indicated that metalinguistic ability, particularly phonological
and syntactic awareness, played important roles in the acquisition of
phonological-recoding skill than in the development of text-level processes.
At the end of grade one, the multiple regression analysis showed the
product of phonological awareness and letter identification was a stronger
predictor of decoding than the two variables, phonological awareness and
letter identification, independently. Whereas, intercorrelations analyses
revealed receptive vocabulary (measured using the Peabody Picture
Vocabulary Test) (Dunn, 1965) was not significant in the development of
metalinguistic abilities, decoding, and reading comprehension. Tunmer et

al. (1988) concludes that first graders who possessed phonemic awareness

27



and letter-name knowledge were most certain to make progress in learning

to decode.

A similar pattern of findings were reported in a recent three year
longitudinal study conducted by Tunmer and Chapman (2006) within 16
New Zealand English-medium urban schools from a range of socio-
economic areas. The study tracked 152 new entrant children (mean age =
5 years, 1 month) who had entered school for the first time at the beginning
of a new school year (beginning of year one) through to the end of year two.
The aim of the study was to investigate the relationships among
metalinguistic abilities, learning strategies, and beginning reading
development in English. Data were analysed from a range of reading-
related measures administered toward the end of year one (mean age =5
years, 9 months), at the middle of year two (mean age = 6 years, 5 months),
and at the end of year two (mean age = 6 years, 10 months). These
included measures of: metalinguistic abilities (phonological sensitivity,
phoneme segmentation, and grammatical sensitivity; oral cloze and word-
order correction tasks), oral language skills (listening comprehension),
learning strategies (ability to use letter-sound patterns and ability to use
sentence context: percent relative contextual gain and priming by context),
and reading achievement (context-free word recognition and reading

comprehension).

At the middle and end of year two, results indicated phoneme
segmentation correlated more highly with the ability to use letter-sound
patterns than did oral cloze and word-order correction tasks. Furthermore,
from the end of year one to middle and end of year two, the letter-sound
patterns learning strategy exerted a stronger influence than the sentence
context strategy in relation to reading development and the reciprocal
causation between these two factors. Whereas, both metalinguistic ability
measures, phonological and grammatical sensitivity, independently
influenced the ability to use sentence context, however, phonological
sensitivity showed to be more of a stronger influence. In addition, when
extraneous oral language variables and autoregressive context-free word

identification effects were controlled, both metalinguistic ability measures
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made independent contributions to variance in reading achievement at the

end of year two.

Tunmer and Chapman (2006) summarise that metalinguistic abilities
play an important role in developing word recognition skills, in particular,

phonological sensitivity. In contrast to the multiple cues approach to

recognising unfamiliar words, Tu n me r and Chap stadg 6 s

suggests that beginning readers should be encouraged to decode unfamiliar
words by using letter-sound patterns as the primary word recognition
strategy and then to use sentence context secondary, but only to confirm
their hypothesis about what the unfamiliar word might be, based on
information from their initial decoding attempts. However, research that
investigates the development of word recognition skills for early readers in
a | ev e |-maliunMsgting is desired.

Henry (2010) signals an important caveat to interpreting the
continuum of decoding instruction: fluency and automaticity are not
synonymous. The need for fluency is well supported by the literature and
refers to the speed of decoding text. Whereas, automaticity is the
immediate recognition of a word& pronunciation and meaning (Dymock &
Nicholson, 2012; Henry, 2010; National Reading Panel, 2000). Ehri (2005b)
shows to traverse from fluency to automaticity readers need many
opportunities to practice orchestrating their decoding skills, strategies, and
knowledge. Research shows frequent encounters of successfully sounding
out a word increases the connection between the spelling patterns of the
word and the word in lexical memory (Adams, 1990; Ehri, 1987, 1992). This

(20

means that when a reader® eyes encounters a word by sight, t he wor dos

pronunciation and meaning is triggered in the reader@ memory
automatically (Ehri, 1992). Ehri (2005b) argues it is inaccurate to limit the
term 6 s i g h tto only high-frequency or irregularly spelled words. The
key understanding of sight word recognition is that words come to be read
automatically as single units with no pauses between word parts (Ehri,
2005b).

Recent studies reporting the notion that automaticity plays a

fundamental role in facilitating comprehension of text shows the efficiency
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of this ability depends on the quality of knowledge a reader has about words
and specific lexical information, or what Perfetti (2007) calls lexical quality
(Perfetti & Hart, 2001; Vellutino et al., 2007). Lexical quality refers to the
reader® ability to draw on their knowledge of phonology and alphabetic
orthography to execute precision in mental forms of representation (i.e.,
phonological and orthographic variations) and flexibility in representations
of semantics (e.g., differentiate cases of multiple word meanings and/or
homophonic pair selection) (Calfee & Drum, 1986; Cunningham, Nathan, &
Raher, 2011). Lexical quality implies the critical construct of phonology is
the overall understanding of a | anguageds sie.uwods
constitue a sound structure (Gillon, 2004; Goswami, 2008; Ziegler &
Goswami, 2005). Whereas, alphabetic orthography refers to the alphabetic
spelling system used by the English language (Moats, 2000; Yopp & Yopp,
2000). Subsequently, the phrase semantics in lexical quality, is used to
refer to the qualities of a word® meaning that gives it its purpose in lexical
memory (Hart & Perfetti, 2008).

This means the degree of lexical quality has a direct and
cummulative effect on the variance of decoding ability (Perfetti, 2007). The
centralclaimofPer f et t istudy enjpBaBifes that high lexical quality
advances skilled decoding, causing positive Matthew Effects (Stanovich,
1986) and sophisticated reading skills (Perfetti, 2007). Whereas, low lexical
quality impedes skilled decoding which in turn triggers a pattern of poor
reading acquisition or negative Matthew Effects (Stanovich, 1986) and
persistent reading difficulties (Perfetti, 2007). Research shows that poor
decoding skills is the most salient impediment in learning to read for many
poor readers (Juel, 1988, 1991; Pressley, 2006). In short, the rich who have
good decoding skills get richer whilst the poor who have poor decoding skills

get poorer (Stanovich, 1986).

An instructional implication of Per f et t i étwly if thad ¢he )

acquisition of explicit phonological, orthographic, and semantic knowledge
is imperative to developing high-levels of expertise in automatic word
recognition. In fact, findings strongly suggest that automatic word
recognition is one of the strongest predictors of reading achievement,

particularly in the first three years of learning to read (Adams, 1990; National
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Early Literacy Panel, 2008; National Reading Panel, 2000; Nicholson, 2003;
Scarborough, 2003; Vellutino et al., 2007).

2.5 Development and Assessment of Word Recognition
Skills

According to Ehri (2005b), the key to understanding the development
of word recognition skills, is knowing how beginning readers learn to

recognize written text accurately and automatically.

Ehri (2005b) has distinguished five phases to identify significant
stages that occur as children develop word recognition skills as follows: pre-
alphabetic, partial-alphabetic, full-alphabetic, consolidate alphabetic, and

sight-word (see Figure 4).

/ Sequential \
decoding and
Recognition /

fluent analogizing

of “chunks" to larger units /
/ Letter et
name / —= ==
Incidental 3 Pho"leme. syllable,
visual Grapheme-phoneme I morpheme, and

cues - connections speech-print

connections

/ More elaborated
(context deoenoen e // i and

awareness morpheme
awareness

Early Later . Consolidated
alphabetic alphabetic alphabetic

Partial
phoneme
awareness

(initial letter,
salient consonants)

Prealphabetic ——=

Figure 4. Decoding development continuum?®

The pre-alphabetic phase (see Figure 4) is also refered to as
logographic, environmental, and visual cue reading (Ehri, 1991). The
predominant strategies at this phase involves immersion, exposure to print,
and remembering selected visual characteristics that includes a word to
recognise a word, for example, McDonalds in the context of its logo, or

predicting based on the context and initial letter cues to guess unfamiliar

19 From Speech to print: Language essentials for teachers (2™ ed.) (p. 11), by L. C. Moats, 2010,
Baltimore, MD: Paul H. Brookes. Copyright [2010] by L. C. Moats. Reprinted with permission.
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words (Goodman, 1976). At this phase children know little about the
alphabetic principle or its application to reading words and this eventually
leads to reading difficulties for many beginning readers unless they become

aware of phonological segments in spoken words.

The partial-alphabetic phase (depicted as early-alphabetic in Figure
4), involves developing an awareness of the relationship between
alphabetic letters and phonological segments, known as the alphabetic
principle. At this phase children understand they can begin to use this
awareness as a strategy to decode words but often only form connections
between the initial and final sounds. They still experience difficulties
decoding unfamiliar words as they are yet to acquire full knowledge of the
alphabetic principle, especially medial vowels, and the ability to segment

word pronunciations into all its phonemes (Ehri, 2005b).

The full-alphabetic phase (depicted as later-alphabetic in Figure 4),
involves phonological-recoding (Tunmer & Nicholson, 2011), the ability to
translate, segment, and blend letters and letter patterns into phoneme,
onset-rime and syllable forms to recognise unfamiliar words. The
significance of the interaction between the alphabetic principle and
phonological awareness during this phase is that it increases the reader®
degree of lexical quality (Perfetti, 2007) that leads them to automatically

recognise words.

The consolidated alphabetic phase (see Figure 4) involves the
retention of sight words in memory increasing as readers process recurring
letter patterns or word-parts as chunks or wholes, for example, rime, syllable,
and morphemes (e.g., prefixes, root words, and suffixes). Reading by
analogy (parts of words the reader already knows) is a sophisticated
decoding strategy that requires onset-rime segmentation and blending skill
(e.g., reading brick by knowing how to read kick) that leads to efficient and
accurate decoding of unknown words and automaticity (Chard & Dickson,
1999; Goswami, 1986).

The sight word phase, involves the reader decoding and
comprehending the word automatically (Ehri, 2005b; LaBerge & Samuels,
1974; Pressley, 2006). Automatic sight word recognition leads to
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tremendous advantages for the reader as in this phase decoding requires
little effort, thus there is substantial short-term capacity remaining for

comprehension (Pressley, 2006).

An analysis of these phases reveals phonological awareness,
phonemic awareness, and knowledge of the alphabetic principle are the
most significant factors that underpin word recognition ability (Aaron et al.,
1999; Ehri, 1998; Goswami, 2005, 2008; Moats, 2001; Roberts et al., 2011,
Tunmer et al., 2008; Tunmer & Nicholson, 2011). Furthermore, a large body
of research shows word recognition skills must be consciously and explicitly
taught, that many students do not acquire decoding skills simply through
mere exposure to spoken and written language (Foster-Cohen, 2004;
Garcia & Cain, 2014; Ministry of Education, 2009a; Tunmer et al., 2008;
Tunmer & Nicholson, 2011).

Ehri, Nunes, Stahl, and Willows (2001) conducted a meta-anlysis to
evaluate the effectiveness of systematic phonics interventions on decoding
and word recognition ability, compared to unsystematic interventions using
66 treatment-control comparisons derived from 38 experiments. Systematic
phonics instruction deliberately teaches children systematically and
sequentially the alphabetic principle, that is, the correspondences between
graphemes and phonemes that link to the spelling of their pronunciations.
The systematic approach then teaches readers how to apply their
grapheme-phoneme knowledge as a strategy to decode unfamiliar words
by sounding out the letters and blending the sounds. Unsystematic
instruction is to teach grapheme-phoneme relationships in context as the
need arises which is fundamental to the whole language approach. Ehri et
al . 6 s njea@ralys)s showed that the systematic phonics instruction
developed beginning readers word recognition skills more effectively in
comparision to unsystematic instruction and produced better reading results

overall.
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2.6 Phonological Awareness

Phonological awareness is the conscious ability to understand
explicitly that words consist of a sound structure (Castles & Coltheart, 2004;
Gillon, 2004). Phonological awareness refers to the ability to percieve and
manipulate smaller elements of sounds within the single word level of
spoken words via aural discrimination only (Goswami & Bryant, 1990;
Goswami, 2008; Ziegler & Goswami, 2005).

Research shows the sequence of phonological development is
conditioned largely by speech and language acquisition factors (Goswami,
2006) and develops in a continuum, with the larger word parts (e.qg., syllable)
more easy to learn and identify than the smallest unit of sound in a word
(i.e., phoneme) (Adams, Foorman, Lundberg, & Beeler, 1998a, 1998b).
The phonological structure can be divided into a hierarchical manner to
represent the differing levels of complexity: word awareness, syllable
awareness, onset-rime awareness, and phonemic awareness levels (see

Figure 5).

Example Levels

rabbut wierd
rab bt syllable

ah b it onset-rime

b b i t phonems

Figure 5. Different levels of phonological awareness?

This means when a one syllable consonant-vowel-consonant (CVC)
word is divided into onset-rime, for example, the word /keet/, the onset
consists of the first consonant /k/ and the rime /aet/ is the vowel and the
following consonant. If /keet/ was to be further divided into smaller sound

elements such as phonemes, there would be three individual sounds such

20 From At the cutting edge: The importance of phonemic awareness in learning to read and spell (p.
27), by T. Nicholson, 2005, Wellington, New Zealand: New Zealand Council for Educational Research.
Copyright [2005] by T. Nicholson. Reprinted with permission.
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as, /k/ leel It/ (Dymock, 2013; Wagner et al., 2003). One of the complexities
of phonological awareness is that each tier includes developmental
processes, for example, at the phonemic awareness tier, analytic
(substituting initial and final phonemes) skills requires more complex and
sophisticated phonological awareness than synthetic skills (phoneme
identity) (Hulme et al.,, 2002; Nicholson, 2005). The progression of
phonological awareness and instruction depicted in Figure 6, suggests
children usually develop synthetic skills before analytic skills (Nicholson,
2005; Ouellette & Hayley, 2013). However, being phonologically aware
means having analytic and synthetic knowledge and skills at all four levels
of complexity (Chard & Dickson, 1999).

Step Phonological task ‘ Example
1 Syllable awareness ' Let's clap the syllables in RABBIT.
2 Rhyme awareness ‘[ Which word does not rhyme with the
; others?
HOT CAT POT
3 Phoneme identity Which picture starts with /s/?
Which picture starts with /g/?
4 Blending Turtle talk: Find the B-AG.
5 | Deletion:
| initial ‘ Say CAT without the /k/.
final | Say CAT without the /t/.
6 Segmentation | What are the three sounds in DOG?
7 Substitution ‘ Point to the MOP. Instead of the /m/.
start a new word with /p/.

Figure 6. Progression of phonological awareness and instruction®!

Many concede to prevent confusion of comprehending phonological-
related terms that are often used interchangeably in research, that it is
critical that associated terminology such as: phonology, phonics,
phonological awareness and phonemic awareness are defined (Chard &
Dickson, 1999; Gillon, 2004; Walsh, 2009). Phonology refers to the study

21 From At the cutting edge: The importance of phonemic awareness in learning to read and spell (p.
38), by T. Nicholson, 2005, Wellington, New Zealand: New Zealand Council for Educational Research.
Copyright [2005] by T. Nicholson. Reprinted with permission.
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of language that focuses on understanding the governing speech-sound
production. Phonics refers to teaching the relationship between sound and
symbol in an alphabetic orthography (Adams et al., 1998b). Phonological
awareness is a broader aspect of the metalinguistic development continuum
that encapsulates an understanding that spoken words are composed of
segments of sound, for example, syllables, onset-rime, and phoneme. Each
sound structure is positioned at different points along the metalinguistic
development continuum. Thus, phonemic awareness is a sub-set of
phonological awareness. The role of phonological and phonemic
awareness is critical to early word recognition and spelling development
because it aids readers to access orthographic representations of words
such as: mapping graphemes to phonemes, and analogy patterns and their
meanings (Blachman, Tangel, Ball, Black, & McGraw, 1999; Gillon, 2004;
Nicholson, 2005).

Research shows measures that include a combination of appropriate
simple and complex phonological skills within each tier should be employed
to effectively identify and monitor the development of studentsdphonological
awareness within the first year at school (Chard & Dickson, 1999). This is
because the st u d erestltd sf the combined measures give greater
predictive validity in reading acquisition than one measure alone of the
phonological development continuum (Ehri et al., 2001; Yopp, 1988). Many
agree that the more complex the phonological awareness measure, the
stronger correlation of complex decoding skills was found (Rachmani, 2011;
Stahl & Murray, 1994).

Lonigan, Burgess, and Anthony (2000) conducted a longitudinal
study in the United States of America that tracked two groups of preschool
children to investigate the predictive significance between oral language,
print knowledge, and phonological sensitivity aspects of emergent literacy
and future reading ability. Group one consisted of 96 children (mean age =
3 years 4 months, SD = 9.41) who were followed from early to late preschool.
The second group consisted of 97 children (mean age =5 years, SD =5.41)
who were followed from late preschool to into kindergarten or first grade.
The study showed that phonological awareness was a significant and strong

predictor of future decoding skills, particularly for children in group two. A
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strength of this study was that it employed a variety of phonological
awareness tasks that measured the different levels of linguistic complexity,
for example, rhyme oddity, alliteration oddity, blending sounds, and deleting
sounds. The findings reinforce that letter knowledge and phonological
sensitivity had stronger correlations with later reading achievement than

concepts about print and pre-alphabetic skills (Lonigan et al., 2000).

Hulme et al. (2002) conducted a short-term study in England to
ascertain conclusive evidence about the relative importance of the different
levels of phonological complexity as individual predictors of reading ability.
The patrticipants involved 72 reception and year one primary children with
an age range from 5.14 to 6.34 years (mean age =5 years, 6 months) during
the initial assessment period that was spread over a seven month period.
The final assessment period ranged from seven to 14 months. The results
showed that phonemic awareness is a stronger predictor of reading ability
than other phonological skills such as onset-rime skills. These findings
support other related studies that show the predictive power of phonemic
awareness accounts for 50% of variance in reading ability at the end of first
grade (Adams et al.,, 1998a; Blachman, 1991; Juel, 1991; Wagner,
Torgesen, & Rashotte, 1994).

2.7 Phonemic Awareness

Research shows phonemic awareness to be a powerful predictor of
successful reading acquisition because it helps children understand the
alphabetic principle (Goswami, 2005; Lonigan et al., 2000). Phonemic
awareness refers to the ability to manipulate phonemes in spoken words
(Liberman, Shankweiler, Fischer, & Carter, 1974; Mraz, Padak, & Rasinski,
2008). Without phonemic awareness, phonics instruction is not meaningful,
as children do not hold the letter to sound knowledge necessary to decode
words (Lyon, 1998; Torgesen, 2002). Evidence shows that early and
explicit phonemic awareness instruction significantly helps children to
progress towards independent decoding, particularly for children learning to
read languages with orthographic inconsistencies like English (Goswami,

2008, Velluntino, Scanlon, Small, & Fanuele, 2006).
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A phoneme is the minimal sound unit that can map to distinctive
visual symbols, known as graphemes, in words (Goswami, 2005; Moats,
2010), and can change the meaning of a word (Dymock, 2013). In the
English language there are 42-46 phonemes that are represented by 26
letters (or 52 visual features i.e., lower and uppercase letters) of the
alphabet (Ehri, Deffner, & Wilce, 1984). The 42-46 phonemes can combine
to form syllables and over 500, 000 words (Dymock, 2013; Ehri et al., 2001).
The ability to map or recode phonemes to their corresponding graphemes
(also refered as phonological recoding skill) is the critical ingredient in

learning to read and spell (Nicholson, 2005; Shaywitz, 1996).

The acquisition of phonemic awareness is rapid when the
phonological structure of a language follows a consistent 1:1 mapping
between letter and sound (Goswami, 2005, 2008). The difficulty of the
English language is that it is based on the alphabetic principle with deep
orthographic variables (Nicholson, 2005; Goswami, 2008; Gunderson,
D6 S i & Ghen, 2011). This means a single letter or letter chunks can have
multiple pronunciations (Goswami, 2005; Moats, 2010). Research shows
the orthographic depth and inconsistent grapheme-phoneme mapping of
the English language can explain the differences in English reading
difficulties for both L1 and L2 speakers of English (Gunderson et al., 2011,
Ziegler & Goswami, 2005; Ziegler, Perry, Ma-Wyatt, Ladner, & Schulte-
Kdrne, 2003).

Because there are no breaks in speech signalling where one
phoneme ends and the next one begins, part of the difficulty in acquiring
phonemic awareness is being able to distinguish, or parse, the separate
phonemes in the pronunciation of words so that they can be matched up to
graphemes. Rather, phonemes are blended into one another and are
coarticulated (Ehri et al., 2001, Moats, 2010). Adams et al. (1998b) describe
this elusive element of the phoneme further by drawing attention to the fact
that listening comprehension directs attention to the meaning and force of
spoken utterances as a whole word, rather than attending to individual
phonemes as they produce or listen to speech. In addition, phonemes are
acoustically variable in that the pronunciation of phonemes between

speakers can be varied (Adams et al., 1998a).
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Harris (2009a) conducted a study in Aotearoa that investigated the
role MU o-English bilingualism plays in the development of phonological
and phonemic awareness in both En gl i s h ralanduaghsU Harris
(2009) tracked 1 1 M @hildrén (age range = 4 years, 10 months to 10
years, 4 months) in a composite years 1 to 6 level 422 M U o-mddium setting
situated within a English-medium context for one year. All participants had
previously attended te k @ h a n g?a Qualiative data were collected using
a range of measures such as, classroom observations; video- and audio-
recorded conversations with key personnel, participants, parents,
grandparents, and siblings; examination of school policy documents; journal
writing; and home visits. Quantitative literacy-related assessments included:
The Preschool and Primary Inventory of Phonological Awareness (PIPA)
(Dodd, Crosbie, Mcintosh, Teitzel, & Ozanne, 2000), and Running Records
(Clay, 2000). Harris (2009a) developed a phonological awareness task in
MUor i t hat p éoda ktlale 20800 to dasurk the participants

phonol ogi cal awareness in MUori

The thematic analyses indicated that all 11 participants awareness
of the CV syl | ab |demimtedtheic attempts to segmeMUor i |,
words into phonemesacr oss bot h MUlangiages rFudingsn g | i s h
showed that for the seven early readers of this study, the MOor i CV syl |l ab
structure was a significant linguistic strength that they automatically
transfered to phonologically recode CVC English words as CV-C rather than
C-VC. Inrelation to the Running Records (Clay, 2000) measure, these early
readers were not yet recognising words in-context and comprehending text
according to their age norms. Whereas, the older readers from 9 through
11 years of age were decoding and comprehending text according to their

age norms.

Har r i s 0 stdpsbddvedahat CALP takes longer to develop for
children who are having to master the academic register of a second

22 | evel 4 M0 o-mddium education has recently been reclassified as level 4 MU o r i | anguage in
English-medium education (Education Counts, 2014). Although the level 4 partial-immersion level of

1230% te rebasMUoemained the same. To achieedumt he educa
education effectively, bilingual/immersion programmes require a minimum level of 50% immersion of

te reo MUori ctancriculum instru

BTe k(_Zhanga reo siisen aMUoortiall amgneage nest designed to re
reo MUor .
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language with inconsistent orthographic variables, at the same time as
having to learn new curricular content in that language. Furthermore, the
idea that the development of syllable awareness precedes the development
of phonemic awareness is a prevalent theme located in the scarce cross-
linguistic studies available on the development of phonological and

phonemic awareness for bilingual learners (Goswami, 2006).

Many agree that phonemic difficulties is the core factor for the
majority of children who experience English reading difficulties (Adams,
1990; Adams et al., 1998b; Graves, Juel, & Graves, 2004; Juel, 1988, 1991,
Lyon, Shaywitz, & Shaywitz, 2003; Milina, 1994; Phillips, Clancy-Menchetti,
& Lonigan, 2008; Shaywitz, 1996; Stanovich, 1986). Thus, explicit teaching

of phonemic awareness t h a t prompts <chil dmiaimabd s

sound structure of words is key to grasping the alphabetic principle in order

to decode and encode successfully (Gunderson et al., 2011; Moats, 2010).

Juel (1988) conducted a longitudinal study of phonemic awareness
that has led to many further studies on the effects of phonemic awareness
instruction. Juel (1988) followed 54 children from grade one (6 to 7 years)
through four (approximately 10 years) in one American school with a large
population of minority children from a low socio-economic community. One
aim of this study was to investigate whether children who identified through
standardised reading achievement tests as poor readers on grade one entry,
remained poor readers and writers throughout their first four years of school.
Another aim was to investigate what skills poor readers needed to develop

and prevented them from improving to experience reading success.

J u e (1988) findings showed that poor readers had little phonemic
awareness at school entry and struggled with letter-sound correspondence
despite a year of phonics instruction, leading to a vicious cycle of low
achievement. Without being able to decode, poor readers faced difficulty
identifying words which limited their vocabulary development as well as
growth and sense of enjoyment and success in reading and writing.
Consequently, poor readers found the experience of reading challenging
and therefore tended to read less frequently than average and good readers

who benefited from positive Matthew Effects. Furthermore, this study
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showed there was .88 probability that a poor reader at first grade would be
a poor reader at fourth grade. Juel 6s (1988) study highl |
phonemic awareness and related word-level processing skills impairs

decoding, prevents word recognition, and leads to reading difficulties.

Ehri, Nunes, Willows, Schuster, Yaghoub-Zadeh, and Shanahan
(2001) conducted a meta-analysis which examined the effect phonemic
awareness instruction had on children learning to read. Fifty-two studies
were evaluated that contributed to 96 cases comparing the outcomes of
treatment (phonemic instruction intervention) and control groups. Results
indicated that phonemic awareness instruction that explicitly taught
beginning readers the mapping of letters to phonemes and how to use their
alphabet knowledge to manipulate phonemes were more effective. The
findings show that phonemic awareness consistently exerts a strong
influence on word recognition ability and reading achievement for all
classifications of reading (dis)abilities (Ehri et al., 2001). Furthermore, the
analysis of effect sizes indicated that phonemic awareness instruction had
a significant impact on beginning readers acquiring phonemic awareness (d
= 0.86). The effect of phonemic awareness instruction for beginning
r e a d @hor@emic awareness acquisition, word recognition ability, and
reading performance in a level 2 MU o-médium setting, however, is yet to

be examined.

2.8 Development of Phonological and Phonemic Awareness

The development of phonological awareness can be achieved using
a variety of activities that promote t he
sound structure to aid childrends abilit
2004). Research strongly supports phonological instruction that is explicit
and systematic in its approach and that promotes the application of the
children® skills in a variety of contexts, rather than a skills and drills
approach (Phillips et al., 2008). Children can develop beginning levels of
skill at the complex level of the phonological continuum, whilst also working
towards mastery at the simple levels (Phillips et al., 2008). Thus, to cater
for the diverse phonological needs and abilities, research advocates that

41



phonological interventions should include activities that develop a variety of
phonological skills levels via word, syllable, onset-rime, and phonemic
awareness rather than focusing on one phonological construct exclusively
(Nicholson, 2004).

Chiil drends ability to detect words that
that children can readily master, but is one way of measuringchi | dr end s
onset-rime awareness (Phillips et al., 2008). To develop rhyme awareness
research shows it is important children understand the construct that for
words to rhyme the words need to share an ending or rime that has the
same sound. To determine words that rhyme, children need to isolate the
onset from the rime and to hear if the endings of the words compare. This
process involves initial phoneme segmentation and the ability to manipulate
the sound structure of words. The development of rhyme awareness can
be achieved through language games and shared books that use rhyme
(McLachlan, 2010; Henry, 2010). Rhyming is a valuable step to acquiring
phonemic awareness as it encourages the development of acquiring letter-

sound associations to decode words (Adams et al., 1998a).

An analysis of the phonological tier indicates phonemic awareness
tends to expand on the knowledge of larger phonological sound structures
such as syllable and rhyme awareness (refer to Figure 6). To develop
phonemic awareness research s hows it i's i mportant to
attention to the existence of individual phonemes within words and how to
manipulate phonemes in words (Adams et al., 1998a). Research
recommends blending phoneme activities should precede activities that
develop segmenting and substituting phonemes in words. Nicholson (2005)
and Adams et al., (1998a) recommends Turtle talk or Troll talk as an
effective strategy for slowing down the pronunciation of individual
phonemes in words for children to develop blending skills. This process
involves the teacher slowly segmenting the phonemes in a word. The aim
is for the children to hear each phoneme and understand that they can then

blend the phonemes to identify the word.
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2.9 Alphabet Knowledge

While phonemic awareness is a necessary prerequisite to reading an
alphabetic system successfully, it is not sufficient on its own (Badenhop,
1992; Cunningham & Cunningham, 2002; Nicholson, 2003, 2005;
Shankweiler & Fowler, 2004). Alphabet knowledge and phonemic
awareness function in a complementary way for beginning readers and
writers to decode and encode words (Byrne & Fielding-Barnsley, 1991).
Alphabet knowledge is the product of letter-naming and letter-sound
knowledge, letter-form recognition, ability to print letters, and rapid letter
naming all merged together (Bradley & Stahl, 2001; Piasta & Wagner, 2010).
An alphabetic writing system like English is dependent on alphabet
knowledge which in turn underpins the alphabetic principle. The alphabetic
principle reflects the understanding that graphemes represent phonemes
which blend together to form words (Nicholson, 2005; Moats, 2010). Thus,
in combination with phonological awareness, children need to learn the
alphabetic principle to successfully read (Byrne & Fielding-Barnsley, 1991;
Foorman et al., 2003; Ministry of Education, 2003a). Without alphabetic
knowledge, the reciprocal translation from print to sound makes word
recognition an extremely difficult task (Adams, 2003; Scarborough, 2003;
Whitehurst & Lonigan, 2003; Young-Suk, Foorman, Petscher, & Zhou,
2010).

Burgess and Lonigan (1998) point out that letter-naming knowledge
tends to develop earlier than letter-sound knowledge. In support of this view
Adams (1990) suggests the scope of alphabet knowledge begins with
children learning the names of the letters, followed by its associated graphic
representation, and lastly the sounds. Letter-name knowledge is an
essential emergent literacy skill that is categorised by Whitehurst and
Lonigan (1998) as an inside-out skill that supports the development of early
decoding and spelling. Furthermore, letter-name knowledge is considered
a strong predictor of beginning reading achievement until children have
reached the ceiling level for alphabet naming, then letter-sound knowledge
becomes a better predictor (Adams, 1990; Foulin, 2005). Letter-name
knowledge appears to be causally related to early literacy development in
three ways:
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1) Letter-name knowledge acts as a bridge towards
understanding the alphabetic principle, as reflected in
chil dr en 6 pellings (e.g.,/KLRefar cokur);

2) Letter-name knowledge acts as a precursor to more
general letter-sound knowledge because many of the
individual letter names also represent a constituent sound
(e.g., the first phoneme of the letter-name /bi/ is /b/); and

3) Letter-name knowledge facilitates phonological sensitivity
particularly when children are exposed to alphabet texts
and games that increase an awareness of the relationship
between letter namesand t heir soundssoin words (

is for snake) (Tunmer et al., 2006).

Piasta and Wagner (2010) conducted a recent meta-analysis of
alphabet learning to examine the effects of alphabet instruction on both
alphabet knowledge and other emergent literacy outcomes. Most of the 63
studies analysed included multiple instructional components (n =53). Forty-
four of those 53 studies typically included alphabet instruction in
combination with phonological training. Whereas, ten studies had a sole
focus on alphabet instruction which either targeted: letter-names only (n =

3), letter-sounds only (n = 4), or both letter-names and letter-sounds (n = 3).

Results showed that interventions targeting alphabet knowledge
combined with phonological awareness exerted a greater influence in
increasing childrenéds familiarity with |
sounds, and subsequent emergent reading skills. In contrast, interventions
that primarily focused on alphabet knowledge had a non-significant transfer
effect on phonological awareness, emergent reading, or developmental
spelling skills. The lack of transfer may be due to a number of possible
idiosyncratic factors of individual studies for example, intervention design,
duration, and intensity. However, Pi ast a and Wagme@r 0s (20

analysis infers alphabet knowledge does not readily transfer to decoding
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and encoding as beginning readers need to be taught explicitly how to apply
their alphabet knowledge in conjunction with phonological awareness to

recognise words.

2.10 Development of Alphabet Knowledge

The role alphabet knowledge plays in the process of beginning
reading development is well established, however, information on how to
effectively impart alphabet knowledge is greatly needed (Piasta & Wagner,
2010). Adams (1990) claims ¢ hi | dr e n 0 sapidly tearh thet Istter-t o
names of the alphabet can be achieved through singing the Alphabet song.
This is because the phonological module, the part of the brain which
processes the distinct sound elements that consitute language, is highly
attuned to patterns of rhyme, rhythm, and pitch which makes songs easier

to recite than a monotonous list (Adams, 1990; Shaywitz, 1996).

An alphabet recitation activity that Justice, Chow, Capellini, Flanigan,
and Colton (2003) employed in an emergent literacy intervention involved
children singing the alphabet song whilst pointing to the letters on their
alphabet cards, followed by several alphabet games, such as having the
children use their alphabet cards to find the letters in their names. The
results indicated a robust growth in the participants6alphabet knowledge

after 6 and 12 weeks respectively (Justice et al., 2003).

2.11 The Combination of Phonological Awareness and

Alphabet Knowledge

Research shows phonological awareness and alphabet knowledge
are key components of emergent literacy and strong predictors of future
reading achievement (Whitehurst & Lonigan, 1998; Nicholson, 2003). Both
components have a critical role to play, but individually are insufficient in
developing the acquisition of the alphabetic principle. Early attainment of
phonological skills and alphabet knowledge are therefore critical at a year 1
level (Juel, 1991).
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There is a paucity of research in an Aotearoa context that specifically
examines the combination of phonological awareness and alphabet
knowledgeof year 1 students | et alone
medium setting. However, Nicholson (2003) conducted a five year
longitudinal study in New Zealand to investigate the alphabet knowledge,
phonemic awareness skills, and receptive vocabulary of 111 children at the
beginning of year 1 (mean age = 5.26 years), at the end of year 1 (n = 94,
mean age = 5.9 years), at the end of year 2 (n = 78, mean age = 7.0 years),
and at the end of year 5 (n = 46, mean age = 9.9 years). Participants were
assigned to two different groups according to the decile rating and socio-
economic (SES) background of the school they each attended.

At school entry the data illustrates a wide range of scores for both
groups. The high-SES group had a stronger receptive vocabulary and
achieved higher scores than the lower-SES group in all measures: alphabet
knowledge (uppercase and lowercase letters), phonemic awareness,
invented spelling, and pseudoword reading. A similar pattern of findings
were reported at the end of year 1. Furthermore at the end of year 1, the
partial-correlation analysis showed alphabet knowledge was a stronger
predictor of the Burt Word Reading Test (assesses reading words in
isolation) (Gilmore, Croft & Reid, 1981). Whereas, at the end of year 2, the
partial-correlation analysis now showed phonemic awareness was the
stronger predictor of the Burt Word Reading Test (Gilmore et al., 1981) Year
1 and year 2 partial-correlations analysis revealed receptive vocabulary
(measured using the Peabody Picture Vocabulary Test) (Dunn & Dunn,

1981) was not significant in predicting reading success.

The childrends word recognitio
and writing progress were assessed until the end of year 5. The study
showed that the Aotearoa schools in the study privileged children who
entered school with high levels of emergent reading related skills (i.e.,
alphabet knowledge, phonemic awareness, and phonological recoding), but
did not effectively meet the needs of children who presented lower levels of
emergent reading related skills on school entry. Nicholson (2003)
concludes that alphabet knowledge and phonemic awareness in years 1

and 2 respectively, are strong predictors of future reading achievement.
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However, a contrasting view point of what constitutes essential
factors to future reading achievement in year 1 has been questioned by a
literacy research project conducted in Aotearoa and supported by the
Ministry of Education (Phillips, McNaughton, & MacDonald, 2001). The aim
of the project was to accelerate reading achievement levels of new school
entrant children from minority groups (e.g., children from MU o r | an
Islands backgrounds) in attempt to reduce the growing disparity between
New Zealand children who are successfully learning to read and those who
are achieving poorly as is reflected in international reading performance
reports since 1991 (Elley, 1992; Mullis et al., 2003, 2007, 2012; Tunmer et
al., 2004, 2008, 2013; Wagemaker, 1992).

The intervention involved providing professional development for
contributing early childhood education teachers and new entrant primary
teachers. This intervention was based on the knowledge that teacher
expectations and knowledge are key variables to picking up the pace of year
1 student literacy achievements. The study hypothesized that once a child
is at school, teacher expectations are more significant in accelerating
reading achievement than the influence of Literate Cultural Capital in year

1 literacy programmes.

Phillips et al. (2001) reported that their findings showed participant®
who had low literacy knowledge at school entry made progress in alphabet
knowledge and phonological awareness. However, their findings further
indicated that their text based reading and writing ability after one year of
school was very low. This suggests that the professional development
intervention had negative transfer effects to word recognition ability and
spelling for year 1 students, as well as posing students at risk of
experiencing reading difficulties. Ironically, the inability to decode print
leads to substantial and significant differences in word recognition and
overall literacy achievement after three and four years of literacy instruction
as noted in a later study conducted by the authors (McNaughton, Phillips, &
MacDonald, 2003).

Despite the claims of the original study, the Education Policy

Response Group at the College of Education at Massey University
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(Chapman, et al., 2003) contest the validity of the research findings by
pointing out several serious limitations, for example, no data was gathered
to show entry characteristics between the intervention and control groups
did not lead to systematic differences between children, teachers, and
schools, and the absence of a clear control group lowered the level of
confidence that any difference in outcomes between the new entrant
intervention group, non-intervention group, and baseline groups is due to
the intervention rather than chance. Therefore, it is argued the findings of
this sudy are not supported by strong nor possible evidence of effectiveness,
and are seriously misleading (Chapman et al., 2003; Harker, 2003; Nash,
2003).

A similar pattern of reading achievement for year 1 students was
reported in a mixed longitudinal and cross-sectional study conducted by
Phillips et al. (2004) in 12 Aotearoa schools. Phillips et al. (2004) examined
shifti n g t e a c h ehow @ractices caneerinisg laaguage, literacy, and
learning to enable new entrant children to acquire expertise in reading in
their first six months at a decile one school. The cross-sectional design
involved all 343 participants to form baseline comparions groups across
three phases: at the beginning of year 1 (new-entrant intervention group,
age 5 years, n = 108), after six months at school (non-intervention group,
age 5 years, 6 months, n = 135), and after one year at school (baseline
group, age 6 years, n = 100). The three groups were assessed to compare
the effects of the intervention results with the baseline comparison group
data and non-intervention group data over the first year of school.
Assessments included: Observation Survey (concepts about print, letter
identification, hearing and recording sounds in words, writing vocabulary,
and word recognition) (Clay, 1993), Burt Word Reading Test (Gilmore et al.,
1981), Tell Me (RETELL; Learning Media, 1998), and the Peabody Picture
Vocabulary Test (PPVT) (Dunn & Dunn, 1997) to measure emergent literacy

knowledge and skills.

The intervention design was an intensive professional development
course of ten half-day sessions over 20 weeks. The intervention involved
73 teachers drawing on socio-cultural and co-construction views of learning,

language, and literacy to inform ways in which teachers can manage the
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mismatch between participantsé home and school literacy practices to
enhance effective literacy progress within the typical four instructional
approaches: 1) Instructional (guided) reading; 2) Reading to (shared
reading); 3) Re-creative (shared) writing; and 4) Instructional (guided)
writing. Phillips et al. (2004) noted these four particular literacy programmes
omit to include explicit and systemic decoding skills, rather these skills are
left to be initiated by the teacher incidentally during reading or composing
text. Therefore, the methodologies underpinning the four approaches to the
teaching of literacy in this study is the aut hor so per

constitutes a valid approach to language, literacy, and learning.

The results showed literacy practices and programmes based on
socio-cultural and co-constructivist views can aid student® ability to achieve
national expected levels for alphabetic and phonological knowledge.
However, it is important to note, phonological knowledge measured in
Phil |l i ps e studni$ defined ag tBeOstudentsoability to hear and
record sounds inwords u si ng (@993 Plisarvation Survey sub-test,
Hearing and Recording Sounds (H&RS). Tunmer et al. (2013) argue that
the Observation Survey (Clay, 1993) is not an adequate measure of
phonological awareness or alphabetic coding skills. A critique of the
Observation Survey (Clay, 1993) sub-test, Hearing and Recording Sounds
(H&RS), is that H&RS fails to identify where the participantséphonological
knowledge is positioned on the continuum of phonological awareness and

the studentséphonological processing ability. Consequently, the findings

ception

from this study concerning the particip

limited in scope. Although the participants had achieved national expected
levels for alphabet knowledge and phonological awareness, it appeared
participants were not able to positively transfer this knowledge effectively to
recognise words as the risk analysis of Burt Word Reading Test (Gilmore et
al., 1981), indicated that the degree of experiencing word recognition
difficulties for this particular cohort is moderately high. The instructional
implication of this study demonstrates that the multiple cues approach
dominant in the socio-constructivist view of language and literacy learning

is an ineffective approach to word recognition.
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A similar pattern of findings was reported in a study that examined
|l iteracy practices and | anguage devel opn
years 0 to 1 level 1 MU o-mddium contexts (McNaughton, MacDonald,
Barber, Farry, & Woodard, 2006). The findings from both studies highlight
the differences between the deeper features of oral and written language
acquisition and further suggests the theory of how one learns to decode is
not equivalent to how one acquires oral language (Casinader, 2014; Tunmer
et al.,, 2007). Although these New Zealand Ministry of Education funded
research projects have been worthy attempts to address effective literacy
practi ce dtudents, KhEyohave nonetheless invited criticisms
because of scientific design flaws and ambitious claims (Nicholson, 2009).

2.12 Shared Reading Approach

Shared Reading is one of the four approaches to reading in years 1
to 8 reading programmes in Aotearoa (Ministry of Education, 2003a, 2006).
The Shared Reading approach was designed by Holdaway (1979) based
on his investigations of how to develop competence in written English for
the influx of culturally and linguistically diverse populations in Aotearoa
primary schools of that period. Thus, Holdaway (1979) examined how fluent
readers in their first year of school acquired literacy skills in their home
environments. Hol daway 0 sat 4 le@®imesforyf i ndi ng
cycle consisting of substantial rich sociolinguistic interactions scaffolded by
competent and responsive family members had positive effects on early
r e a d devek@ment of written language and its reciprocal relationship with
oral language (see section 2.3). Therefore the shared reading experience
was replicated into the Aotearoa classroom context to teach children the
reading process (Holdaway, 1982). Systematic and explicit linguistic
interactions and deliberate acts of teaching (e.g., immersion, modelling,
scaffolding, specific feedback, prompting, explaining, and opportunities to
practice) underpins the effectiveness of the Shared Reading approach to
exemplify how to become good readers for children to emulate (Cambourne,
1988; Morrow, 2009; Parkes, 2000).
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There is a growing body of research, particularly in early childhood
settings, that demonstrates positive correlations between the shared
reading approach and emergent literacy skills: concepts about print,
alphabet knowledge, and phonological awareness (Justice, Pullen, & Pence,
2008; McGinty, Breit-Smith, Fan, Justice, & Kaderavek, 2011; McLachlan &
Arrow, 2010; Piasta, Justice, McGinty, & Kaderavek, 2012; Sim, Berthelsen,
Walker, Nicholson, & Fielding-Barnsley, 2013; Whitehurst & Lonigan, 1998).
Yet, little is known about whether a modified shared reading intervention

that explicitly teaches phonological awareness and alphabet knowledge can

be the vehicle for year -rfedisnt aordestriaa s

develop essential cognitive reading-related skills in order to read with

SucCcCess.

2.13 Efficacy of Emergent Literacy Interventions

The studies reviewed in this section have been chosen according to

several criterion:

1) The study was done in English.

2) The study was recent (i.e., no older than 2000).

3) The participants were of a similar age to the children in the current
study (i.e., the children had recently entered their first formal year
of schooling and had received a minimal amount of formal reading
instruction before the intervention).

4) The intervention included explicit teaching of phonological

awareness or alphabet knowledge, or a combination of the two.

A summary of each study is provided in Table 2 and a discussion

follows.
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Table 2. New Zealand Studies Relating to Phonological Awareness and Alphabet Knowledge Interventions

Author/s and
Year

Participants

Intervention focus

Findings

Tunmer &
Chapman
(2002)

1 Phonological recoding

1 Alphabetic principle

Word-based  (WB)  strategies/code-emphasis
approach performed better in reading achievement
and reading related skills, as well as having greater
reading self-efficacy and academic self-concept
than a text-based (TB) approach to word-

recognition.

Tunmer,
Chapman, &
Prochnow
(2003)

T N=152

1 Mean age =5 years
1 month

T N=143

1 Mean age =5 years

1 month

1 Phonological awareness
1 Rhyme and analogy
9 Phonics

Significant gains in reading achievement seen
during the approximately 40 week systematic

phonological-based intervention.

Positive effects of the intervention increased in

follow up data two years after the intervention.
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Ryder, 1 N=24 Phonemic awareness Struggling readers can make significant progress in
Tunmer, & f Agerange=61i 7 Phonemically based decoding phonemic awareness, decoding, context-free word
Greaney years strategies recognition, and reading comprehension skills with
(2008) { Alphabetic coding skills intervention.
Positive effects of the intervention were maintained
for context-free word recognition accuracy and word
recognition accuracy in-context skills in follow up
data two years after the intervention.
Greaney & Phase 1 Phase 1 Students with low levels of Literate Cultural Capital
Arrow (2012) at school entry can make significant progress in
T N=26 1 Regular class reading instruction

1 Agerange =6 years

to 6 years 8 months
Phase 2

T N=15
f Mean age =5 years

4 months

during their first 12-20 months at

school
Phase 2

Alphabet knowledge
Phonemic awareness
Phonological-recoding based
skills for word recognition in-

context

foundational literacy-related skills with intervention.

Explicit phonological-based instruction had positive
transfer effects to the development of phonemic

awareness and alphabet knowledge.
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A longitudinal study by Tunmer and Chapman (2002) tracked the
long-term effects of a whole language approach to teaching reading for new
school entrant children in Aotearoa. All 152 participants (mean age 5 years
1 month) were asked what word recognition strategies they employ for
unfamiliar words in text. Depending on the participants response to this
guestion, participants were assigned to either a word-based (WB) strategies
group or a text-based (TB) strategies group. The WB group consisted of 73
participants and the TB group 48 participants. The participants were initially
assessed towards the end of year 1 for phonological processing ability
(pseudoword decoding and phoneme segmentation) and contextual
faciliation (decoding 80 irregular words in isolation and in-context, context-
free word recognition accuracy, reading comprehension, and instructional
reading level). Two years later the participants were reassessed on the

above measures, and reading self-efficacy.

The findings showed the WB group performed significantly higher on
all measures relating to reading achievement, reading-related skills, and
academic self-perceptions. The findings further indicate the importance the
alphabetic principle has in effective word recognition strategies and later

reading achievement.

Tunmer et al. (2003) retrospectively studied the efficacy of a
phonological awareness and alphabetic coding intervention on a group of
new school entrant children in Aotearoa. Furthermore, they investigated
whether a modified literacy programme could reduce inequitable outcomes
bet ween MUor i a n d. Ee 148 padi@pantsdnheanl ager=e n
5 years, 1 month) were selected from seven target schools in New Zealand
from a range of socio-economic areas. Eighty participants were assigned
to an intervention group and compared with the 63 participants from Tunmer
and Ch ap ma nlangitudin@ sy conducted three years earlier in
the same seven target schools. The intervention involved professional
development for the new entrant teachers and utlised three supplementary
teaching materials. The intervention was split into: a phonological
awareness programme (i.e., initial and final sounds), a rhyme and analogy
programme (i.e., onset and rime, rhyme, initial sounds, and grapheme-

phoneme relationships), and a phonics programme (i.e., manipulation of
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word segments). Each intervention was intergrated into the year 1 literacy
programme by the classroom teacher over 40 weeks. The phonological
awareness programme was taught in Term One (10 weeks), the rhyme and
analogy programme was taught in Term Two (10 weeks), and the phonics
programme was taught in Terms Three and Four (20 weeks). All
participants were assessed four times: at the beginning (pre-intervention),
middle and end of year 1, and at the end of year 2 (post-intervention). The
measures were systematically administered at age appropriate testing
points and included: letter identification, phonological awareness (onset-
rime segmentation, sound matching, and phoneme segmentation),
decoding, orthographic analogies, invented spelling, conventional spelling,
reading isolated words, reading level, and reported word identification

strategies.

The results showed the phonological awareness and alphabetic
coding programme was highly effective in raising the levels of literacy skills
of the 80 participants involved in the intervention and this growth was not
only maintained but had increased when reassessed at the end of year 2.
The results also showed that the intervention had a positive effect in
producing equitable outcomes between MUo
However, the effect of this finding was limited by the small sample size of
MUor i p ar(t # 24) maonpayison to the sample of European
participants (n = 110) in Tunmer et al.& (2003) study. The pattern of
progress between Tunmer and Chapmanodos (2

Tunmer et al.& (2003) retrospective study are parallel.

Ryder et al. (2008) examined the effectiveness of an intervention that
focused on explicit instruction in phonemic awareness and phonemically
based decoding skills for New Zealand children presenting early reading
difficulties. The 24 participants (age range = 6- and 7- years) were selected
because of their low context-free word recognition ability. Twelve closely
matched pairs were formed. Each pair was randomly assigned to an
intervention or control group. For the intervention the 12 participants were
divided into four teacher-aide directed small instructional groups of three.
In addition to the participantséregular classroom literacy programme, the
phonemic awareness and alphabetic coding skills based intervention group
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were involved in four 20 to 30 minute withdrawal lessons per week for 24
weeks. The participants were assessed on their emergent literacy
knowledge and skills three times: at pre-test (prior to intervention), at post-
test (immediately after the 24 week intervention was completed), and post-
intervention (two years after the intervention). The participants were tested
on five meaures: phonemic awareness (phoneme segmentation, phoneme
blending, phoneme deletion, and phoneme substitution), phonological
decoding, context-free word recognition accuracy, word recognition
accuracy in-context, and reading comprehension. Two years later the
participants were reassessed on the context-free and in-context word

recognition measures.

Ryder et al . 0s (2008) findings

outperformed the control group on all measures at post-test. In addition, as
Ryder et al. (2008) had hypothesized, the intervention showed significant
effects on improving the phonological awareness skills, decoding ability,
and context-free word recognition skills of struggling readers. The findings
indicated the positive effects of the intervention were maintained and had
positive transfer effects to word recognition accuracy in-context.
Furthermore, two year follow-up data showed the participants of the
intervention group were within normal range on both measures. This study
suggests a phonemically based word level skills and strategies intervention
during the early stages of reading acquisition is an effective means of
accommodating the needs of differences in Literate Cultural Capital at

school entry and improving future reading achievement.

A recent pre-test post-test study conducted by Greaney and Arrow
(2012) aimed to investigate the assessment and teaching of phonological-
based skills and strategies within a year 1 class in Aotearoa. The study
involved two phases: 1) regular classroom support (RCS) (control group),
and 2) the intervention. Twenty-six participants (age range = 6 years to 6
years 8 months)whower e predomi nant | y MBJdRCS
between 12 to 20 months were assessed once on the following measures:
Observation Survey (letter name knowledge, concepts about print, sight
word recognition, writing vocabulary, and hearing and recording sounds in
words) (Clay, 2005); Burt Word Reading Test (Gilmore et al.,, 1981),
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phonological ability: detecting rhymes, counting syllables, matching initial
sounds, counting phonemes, comparing word lengths, and phoneme-
grapheme relationships (Adams et al., 1998a); phoneme segmentation
ability (Tunmer et al., 1988); and phonological decoding ability (Richardson
& Di Benedetto, 1985). Fifteen participants (mean age =5 years, 4 months)
were involved in the phonological-based intervention and were assessed on
the same measures as the control group as well as letter sound knowledge
and letter writing ability. The participants in the intervention group were
assessed on their emergent literacy knowledge and skills three times: pre-
test (prior to intervention), post-intervention (immediately after the 10 week
intervention was completed), and post-test (at age 6 years).

The intervention programme consisted of 30 minute semi-structured
in-class lessons on a daily basis for four days per week in Term Two (10
weeks) to both the whole class and small groups of participants by the
regular classroom teacher. The phonological-based intervention learning
tasks included: alphabet knowledge (letter names and sounds), letter writing,
phonemic awareness activities (rhyme, syllable counting, phoneme
blending, initial phoneme deletion), linking phonemic awareness to spelling,
linking phonological-based recoding skills for word identification during
context reading and writing. These phonological-based tasks were explicity
taught as supplementary tasks to the participants regular literacy

programme.

The findings of the pre-test data for the intervention group indicated
that they had low levels of important literacy-related knowledge on all
measures prior to the intervention. On completion of the ten week
programme the post-intervention findings showed greater increases in all
measures of the intervention group, particularly in alphabet knowledge and
phonological awareness. In addition, the intervention group out-performed
the control group on all the Observation Survey (Clay, 2005) sub-test

measures and phonological-based post-test measures.

Further examination of the post-test results for phonemic awareness
ability indicated minor differences between the two groups in the Hearing

and Recording Sounds sub-test of the Observation Survey (Clay, 2005)
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measure. However, in the oral phonemic awareness tasks the intervention
group showed higher levels of phonemic awareness compared to the
control group. These findings suggest that the intervention group® level of
phonemic awareness had positive transfer effects to context-free word
recognition, word reading in-context, and decoding pseudowords in
comparison to the control group. Nonetheless, the difference of results
between the two phonemic awareness measures signals appropriate (oral)
phonemic measures is necessary to map the degree of phonemic
awareness variability and identify patterns of strengths and weakeness that
is needed to plan appropriate first tier (classroom level) intervention tasks
for students to benefit from, rather than inadequate phonemic awareness

measures that risk weakenesses being undetected.

Greaney and Arrow (2012) argue relevant phonological-based
assessments are essential to glean an in-depth understanding of year 1
students phonological awareness to design effective literacy instruction. In
support of relevant and appropriate robust phonological assessment tools

Harris®& (2009a) finding concurs phonological-based assessment tools that

measurethebili ngual resource MUori students

is needed to scaffold MU o-English bilinguals achievement in English

reading acquisition.

The causal relationships of teacher effect and intervention effect of
Greaney and Ar r ocaredifficul(t@establish with tertaihty for
several reasons. Firstly, the authors note because of the age variation of
the intervention group, the final post-test assessment time point (at age 6
years) varied for each participant up to six months after the conclusion of
the intervention, which during this time many of the participants had up to
three different teachers post-intervention. Secondly, there was no data to
show entry characteristics between the intervention and control groups did
not lead to systematic differences post-test. Thirdly, the small sample size
of the control group (n = 26) compared with the intervention group (n = 15)
lowers the level of confidence that any difference in outcomes between the
two groups is due to the intervention rather than chance, which draws

attention to the fact that the findings are not supported by meaningful
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evidence of effectiveness as no robust statistical analysis tests were

reported to show statistical significance or effect size of the results.

2.13.1 Findings of meta-analysis.

The design of most research studies include possible implications
that have the potential to exert influence on the effect size. Whereas, a
meta-analysis study considers the weight of evidence from synthesising a
large number of studies on a specific topic (e.g., phonological awareness
and alphabet knowledge) to assess whether an effect exists and what
significance the effect has (Cohen, Manion, & Morrison, 2011; Nicholson,
2005).

The National Reading Panel (NRP) was convened in 1997 by the
director of the National Institute of Child Health and Human Development
(NICHD) in consultation with the Secretary of Education in the United States,
and the NRP Alphabetics sub-group conducted a meta-analysis of 52
studies to determine effective research-based approaches to teaching
children to read (Ehri et al., 2001). NRP found explicit instruction in
phonemic awareness and alphabet knowledge are both strong predictors of
future reading success and produced greater reading outcomes in year 1
classrooms (NRP, 2000; Ehri et al., 2001). This finding is supported by later
research (Foorman et al., 2003; Foulin, 2005; Nicholson, 2003).

Snow et al. (1998) highlight phonemic awareness and alphabet
knowledge are prerequisites to acquiring the alphabetic principle. Moats
(2010) argues that, understanding the alphabetic principle is critical for early
reading success. The importance of phonemic awareness and alphabet
knowledge on reading achievement is also supported in the National Early
Literacy Panel (NELP) meta-analysis findings of approximately 500 studies
(NELP, 2008).
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2.13.2 Summary.

All the interventions reviewed that included explicit teaching of
phonological awareness or alphabet knowledge, or a combination of the two,
had positive effects on emergent reading skills.

Many agree there is a limited pool of research that investigates what
wor ks best for supporting year
achievements in both English-medium and MU o-médium contexts (Cath,
2005; Nicholson, 2005; May et al.,, 2004). However, none of the studies
reviewed were conducted withi n a year 1 -meditumn edntexf

Furthermore, there is much debate of who defines what consititues a valid

1

research desi gn to demonstrate significant b €

Noticeably a Kaupapa MUor i me t hamelvork thag defirees thef
parameters of research design, process, and approaches is absent from
many of these studies, and so isthe voi ce of MUor i

families in regards to legitimising their emergent language and literacy

experiences.

childre

Therefore, there is a need for a study designed for,by,and wi t h MUor i
to examine the potential effects of a shared reading intervention on the
Englishr eadi ng ski |l | s o-mediumstudents that explieity 2 MUor
teaches phonological awareness and alphabet knowledge, both which have
been identified as powerful predictors of reading acquisition, to accrue
benefits to MUori r e awkeenvobvedanrthe researchpr ec | ud

from being disadvantaged.

2.14 Objectives for Research

The argument presented in this thesis is that phonological awareness
and alphabet knowledge are two key ingredients to reading acquisition and
future reading achievement. A review of the relevant literature predicts a
shared reading intervention that explicitly teaches phonological awareness
and alphabet knowledge will have a positive effect on the reading skills of

year 1 students in a level 2 M U o-mddium context.
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Based on the literature reviewed in this chapter, the research

questions for this study are:

1. What literacy and language experiences have shaped the Literate
Cultural Capitalofy ear 1 st udent s-medinmantdxte v e |

2. What is the range of English reading skills in a sample of year 1

students in -mediuecomtdxt? 2 MUor i

3. Can a shared reading intervention that explicitly teaches
phonological awareness and alphabet knowledge have a positive
effect on the English reading skills of year 1 students in a level 2

M U o-mddium context?

Details of the methodology that guided this investigation will now be
described in Chapter 3.
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Chapter 3: Methodology

3.1 Introduction

The purpose of this study is to describe the Literate Cultural Capital,
the range of English reading skills, and to evaluate the effects of a shared
reading intervention on the English reading skills of year 1 students in a
level 2 MU o-mddium setting situated within an English-medium
educational context. This chapter details the methodological framework,
setting, procedures, participants, data collection, and intervention design.

The chapter concludes with a summary.

Selecting the most appropriate framework to guide a particular study
requires careful consideration of the participants, the setting and the
research questions (Creswell, 2009; Drew, Hardman, & Hosp, 2008). There
are many methods to approach a research question and to systematically
gather and interpret data (Cohen et al., 2011; Duke & Martin, 2011; Guthrie,
2010). The key principles underpinning the methodological approach and

the research methods employed for this study are outlined below.

3.2KaupapaMUori Research Framewor k

The validityandet hi ¢cs of research involving M
been a subject of debate over the past two decades (Hudson & Ahuriri-
Driscoll, 2005). The effect for MUor i comaoredni ti es
cynicism about Athe ways in which knowl e
was collected, classified and then represented in various ways back to the
West, and then, through the eyes of the West, back to those who have been
c ol o n iL.Smith,2012, p. 1). As noted by Merata Mita (1989),i we hav e
hi story of people putting MUor i under a
scientist looks at an insect. The ones doing the looking are giving
t hemsel ves t he p @w&). These ploeessen bave (
consequently misrepresented MUgand cul tur
meanings that are now partof New Zeal andés delievedyoylay myt t
MUori aMWomional i ke .(TBénsuredhp rightsdaddvalyes

of MUor i c is neogniaed, trespected and accurately represented
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in the research process, this study is grounded in culturally responsive
principles embedded in Kaupapa MU o Research (KMR) and the Initiation,
Benefits, Representation, Legitimation and Accountability (IBRLA) model.

The objective of this study is to describe the Literate Cultural Capital,
the range of English reading skills, and to evaluate the effects of a shared
reading intervention on the English reading skills of year 1 students in a
level 2 MU o-medium setting so t hat MUo r i students can
literacy potential and experience reading success and its benefits from the
outset of their formal learning. Therefore a KMR framework was employed
to guide this study. KMR is a structural intervention which reclaims space
for cultural practice that is explicitly
rigour of research (Irwin, 1994; Pihama & Daniels, 2007; G. Smith, 1997; L.
Smith, 2012). The strength of this approach is
define the directions for the priorities, policies, and practices of research for,
by and with MOor i, with the eventual outcomes
MOor i wtarilies), ha p {sub-tribe), and iwi (affiliated tribal group) (L.
Smith, 2012).

KMR rejects deficit theorising and pathologising terms persisting in
New Zeala n d éusent educational discourses as a means of explaining
and setting expectations of MUor i studen
(Bishop, 2008). For example, Harris (2009b) stated the use of terms
commonly used i n resear c hen edechtiamali n g to
achievement such as, fiy a pédunder ac h,i ed @ imamdO@itt yrd s k 6

signal percei (frpR).def i ciencieso

Harris (2008, 2009a) has reviewed literacy-related research
performed in Aotearoa. As a result, Harris (2008, 2009a) has interpreted
the way the authors of the studies she reviewed have constructed MU o r i
children as deficit learners based on the authorséWestern perception of
MUor i chil dren | acki ng Feroeraenpleglackimgnt i a l e
Literate Cultural Capital at school entry because they come from low-socio-
economic and culturally and linguistically diverse backgrounds. Berryman
and Bishop (2011)ar gue t hat, nif we see students
then our practices will address deficiencieso pp(250-251). KMR challenges

the notion of such deficit expectations. Additionally, KMR challenges the
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parameters defined by a colonial lens, which tend to ignore the fact that
deeply-embedded economic and power relations are major contributing
factors to the state of educational outcomes in Aotearoa (G. Smith, 1997).

G.Smith (2003), who has written extens
initiatives in an educational context, draws from this framework a set of
transformative elements. They comprise six key tenets, derived from
traditional Mttiob aré funpamentaktd gpiding sujturally safe
and responsive research practices (Berryman, SooHoo, & Nevin, 2013; L.

Smith, 2012). These concepts are:

Tino Rangatiratanga i The principle of self-determination;
Taonga Tuku Iho T The principle of cultural aspiration;

Ak o MiUThe principle of culturally preferred pedagogy;

=4 =4 A =

Kia piki ake i n g Ui The principla of socio t e k Ui
economic mediation;

Wh U n & The principle of extended family structures; and

=

1 Kaupapa i The principle of collective vision/philosophy
(G. Smith, 2003, pp. 8-11)

These terms are used widely in the general lexicon of KMR discourse.
Many of these terms have developed a wide range of literal and metaphoric
meanings (Keegan, 2012). In the following sections | have attempted to
demonstrate how these specialised concepts are critically woven into the

fabric of this study.

Tino rangatiratanga

Rangatiratanga means chiefly control, or self-determination to seek

meaningful control over oneds des.t iTmsycongeptiiss hop, 2
fundament al to Kaupapa MUor met hodol og)
aspirations of this study for year 1 MU o r i c h actedsrtrein litetacy

64



potential and enjoy reading success and its beneftisi n a | ev el 2 MU

medium setting.

Taonga tuku iho

This means dhe treasures handed down (from the ancestors)q or, the
on-going transmission of cultural practices, aspirations and values. Taonga
tuku iho provides a set of principles by which to live our lives and that guide
relationships and interaction patterns (Bishop, 2008). This principle
manifests in the study in the adoption of cultural values, such as
manaakitanga (caring for participants), kaitiakitanga (mentorship), and
mana motuhake (respect for the individual participants), as well as passing
on the essential cognitive reading-related skills and strategies to the next
generation within a shared reading intervention. Within the principle of
taonga tuku iho the participantso cultural identities and socio-economic
realities are embraced and validated. In other words, the participants can

be themselves.

AkoMUo r i

Ako means to learn as well as to teach (Pere, 1994). Metge (1984)
affirms that the acquisition of knowledge and the processing of and
imparting of knowledge are positioned simultaneously, emphasizing the
reciprocal nature of learning. The shared reading intervention in this study
created a context for teaching-learning practice where the researcher and
participants could enter into learning conversations based on their reading
skills in a reciprocal manner. This principle values the process of
knowledge-in-action for the purposes of teaching-learning interactions,
appropriate to MUori pedagogy (Appl ebee,
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Kiapiki ake i ngU rarurau o te kUinga

This concept translates as rising above or overcoming problems at
home or in the community (Keegan, 2012). The concept is manifested in
the present study because for various reasons, w h U n laave consciously
enrolled their child in this level 2 MU o-mddium context and granted
permission for their child to participate in this study. The strength of this
principle reachesintoeachp ar t i c i p amdtmédsatedtioe myportance
of whUnau partici pa trdsemistructurédhinerviewst er v e nt
(Bishop & Glynn, 2000). This principle recogniseswh Un a u adeacy te
make positive changes in thei r ¢ langladeéasd literacy achievements

with a domino effect into the community (Bishop, 2008).

WwhUOnau

Wh U n ameans family, an d Asubsumes ot her rel at
including: whanaunga (relatives), whanaungatanga (relationships),
whakawhanaungatanga (the process of establishing and maintaining
relationships), and whakapapa (literally, the means of establishing
rel at i o Bishbp, 2088) @ 448). Wh U n -aftdnterest (collaborative
relationships directly involved in the orchestration of the present study) is
another related tresearch. tWithimehKaupapa Md o d i
framework, relationships matter and continue beyond the conclusion of the
study (L. Smith, 2012).

Inthe contexto f 't hi s st reférg to thevéxt@nded family
structures and networks; a col | ecti ve group o f peopl
community) working collaboratively towards a common aim of improving
literacy acquisition practices for year 1 MUo r i s.t A dignificaist
strength of this concept is the wairua (spiritual) and ngUkau (emotional)
el ements of connectedness and engagement
(i.e., participants, parents/caregivers and key people of the school) which is
at the heart of this research.

Whanaungatanga: This concept mediates the ethical complexities of

a MUor i researcher working within a MUo
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Oi nsider r es e al $nhtle 2062). &. Bmwith ¢2812)Istatés that
Ainsider resear ch ha ectfil,asrdflexivesasdctitah i cal an
as outsider research. It needs to be humble because the researcher

belongs to the community as a member with a different set of roles and
relationships, 1t140). lhave anang strpng sonnectioman 0 (

to the school in which this study was conducted (the description of these

connections has been purposefully omitted from this thesis to respect the
confidentiality of .t MhereforeMl® witues @b mmu ni t
manaakitangaandt 1 t o h u($easitivity) are paramount in managing the

relationships inside and outside the research.

Whakawhanaungatanga: Relationships were established with
whUnau and mai routthe date abllettidnprocess,tboth during
and after the intervention. My relationships with the community/wh Un a u

involved are ongoing.

Wh U n-afinterest:  Continuing with the metaphoric sense of
whUnau, this concept relates twocoll abo
supervisors and MUor. iGlyenl (2083) asseitsnthatt hi s st
coll aborative participation within this
restoring tradit wakngWwith Migs toi generatey rew o f
meanings and new understandings, but with control and decision-making

processes remaining squar eldy). Théevalbei n a MU
of the kaitiakitanga (mentoring) resulting from these relationships and

int eraction patterns is grounded in a MUor
potential for collective benefits for MU
Kaupapa

In a linguistic study of 6 K a u p &he key term embedded in KMR,
Keegan (2012) highlights its diverse meanings, i nc lauplan rorg o]
framework for consideration6 Equally, Pihama (2010) states that, it h e
multiple layers of meaning withinter e o MUor i me a ndGupapa@t t he
has many p ops&.iKbegdn (201R)suggestythat determining the
intended meaning of &kaupapadas employed in the context of a particular

study is essential to achieving a shared understanding for and with the
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intended audience. For the purposes of this study, the concept Kaupapa is

defnredasa col l ective vision and philosophy
knowledge, and which provides impetus and direction to the multi-

di mensi onal shapes of str uigtheé domihabto r i ar e
educational discourse in society (Bishop & Glynn, 1999; Pihama, 2010,

Pihama, Cram, & Walker, 2002; G. Smith, 1997; 2003; personal
communication, July 3, 2013; L. Smith, 2012).

KMR is the main framework that guides this study, and is augmented
by the IBRLA model as a means of mediating the intersection of power

rel ati ons between MUori .and mainstream el

3.3 IBRLA Model

Bishop (1996) identifie s f i ve key i ssues of power
research should address namely: Initiation, Benefits, Representation,
Legitimacy and Accountability (see Table 3). The IBRLA model evaluates
power sharing relationships by reflecting essential critical questions for
establishing, conducting and interpreting research (Bishop & Glynn, 1999).
Bishop (1995) asserts that the objectives of this model align with the dual

purposes of Kaupapa MUori education whicl
system rooted within MUor.i aspirations,
chall enge t he mai nstr e anb8).e dHow théese o n Sy s

considerations have been satisfied in this study are summarised in Table 3
and will now be described.

68



Table 3. IBRLA Framework to Establish, Maintain and Evaluate Power-Relationships in this Study (Bishop, 1996)

Component Ethical Considerations to reflect upon Expectations
1 Who will initiate the research and how will M U o beiinvolved? MUor i wi | Initiate ehe desearchd
1  What were the goals of the research? interactions.
I Initiation - . .
1  Who set the goals? Participants have the right to give
1 Is the programme towards subtractive bilingualism (assimilation) or towards informed consent.
additive bilingualism? Participantsd have
1  Who decides on the methods and procedures for this research? withdraw.
T Who will benefit from the research? The goal of the research is to accrue
1 Will there be any benefits for MUor benefits to MUOori
B Benefits ) . - .
T Ifso,whatwillbethebenefits for MUor i ?
1 Whose interests, perspectives, needs, concerns and aspirations are MUor i perspectives
represented in and driving the research? accurately represented in the research
R Representation L . L L . A : ;
1 Whose voice is heard in designing, delivering and evaluating the programme? findings (use of information).
T How wil|l MUor i perspectives and asp
T How wil|l M Uives and aspératieng e tegitimated? The validity and legitimacy of the research
1 Who is going to evaluate the effects of the intervention? findings will be de
L Legitimation
1 What happens to the results?
1  Who defines what is accurate and valid?
1 Who theorises the findings?
1  Who interprets their significance?
 Who is the researcher accountable to? The research findings will be transparent,
N 1 How will the research data be stored and shared? pono (honest) and a
A Accountability ) . - .
1 Whois to have access to this data? Arrangements for participants to receive
1 Who has ownership of the research, language and cultural knowledge being information.

shared?
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Initiation

Bishop (2005) asserts that the concept of initiation concernsi h ow t h e
research process begins and whose concerns, interests and methods of
approachd et er mi ne/ def i np 1llR)hleitially this stumyneas 0 (
initiated by engaging in a M U o-self-analysis of who | am. Understanding
of my identity reflects my literacy and language experiences which have
emerged from being positioned as a 6| ear ner 6, O martdh er 6, 0
belonging to a w h U n. &Emerging from these positions and experiences is
a common element of literacy injustice that continues to be endured for a
vast majority of MU o. rdonversations wthwh Unau i ndirectly anc
i nvolved with the sett i-of-gteresfshowddithat st udy,
they also shared similar views. Simply put, literacy injustice is totally
unacceptable. Consequently, | accepted the challenge to engage in
transformative praxis in attempt to rectify this injustice and provide an
intervention that enables MU o students to achieve literacy success.
Therefore, the determination to make a distinctive difference for MU o r i

students to advance their literacy knowledge and skills initiated this study.

Benefits

The fundamental aim of this concept is to be critically aware of who
stands to benefit (Bishop, 2005). The goal of this study is to accrue benefits

to MUori and to precl ude. Thetejaceaeumbee i ng di s
of MUori groups and individuals who O6benece
study,includi ng the participants, t ivieand esear clt

University. Notwithstanding the complex issue of benefits in an intervention
study in which there is a treatment control group who does not receive the
intervention, there is always the question, is it ethical to deny the
intervention to the treatment control group? However, the direct benefits, if

any at the time, were not known until after the post-data collection period.
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Representation

This concept amstoensur e MUor i knowl edge, cul

language, interests, perspectives, needs, concerns, and aspirations are
legitimately represented in and driving the study (Bishop & Glynn, 1999). In
the present study representation was met by returning interview transcripts
to the participants for their confirmation of the representation of their ideas.
Further, kanohi ki te kanohi dace to facednegotiation took place to ensure

their views were accurately represented. Quantitative data was critically

evaluated and responsivet o t he interests of anhe whUn:
of MU o in general, as well as to the interests of non-MU o r i popul ati ot
The intention of this study is to ensure that MU a dave a voiced , t hat t hey

have a sense of autonomy over issues that are of concern to them.

Legitimation

Hill (2010) argues that, it hi s concept attempts to

ideology of cultural superiority that has pervaded much previous research

i nvol vi ng MU ower-sharing@rocesses are emplpyed, and that

MOor i epi st emol ogi p.slO8)a rire thid pregenttstudyj z ed 0 (
collaborative and negotiated discussions of the findings as they appeared
were sought between the researcher, key people of the school, whUnau-of-
interest, and whUnau, to ensure an accurate and valid understanding of the
research data. KMR embraces and validatest hose MUori .perspect

Accountability

Imperative to the notionof 6 by MU o r i jsthé issue oM bor ri i &

having control over the entire research process: that is, the procedures, the
evaluations, the text constructions and ways of distributing new knowledge
ar e det er mi n.e dromb this pdrSpeatiie, the researcher is
accountable to the participants, the MU o r i ¢ o,and tha prdfegsional

research community (Hill, 2010).
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In this study, | honored the fact that these par t i cwgeant s o

withdrawn from their formal education for a period of time to participate in
this study. Essentially, within a sharing of power between the classroom

teacher, associate principal, principal, and researcher, | negotiated a final

report of each participant 6sandleaenmggent |

during the study, as part of my accountability back to each participant and
their w h U n. aThis process draws attention to the intent of kaua e takahia
te mana o te tangata (do not trample on the mana or dignity of a person) (L.

Smith, 2005), and honors and respects the mana of the school, the

classroom teacher andt he parti ci pan.tThéreparts lveree ve me nt

C

-

Il ssued to partici pauwmbnocemplptiarr of thé semie ar egi v e

structured interviews. Any remaining reports were posted to participantsé
parents/caregivers homes. Furthermore, communication between the key
peopl e of t h e -d-iotéresto iwi, andvtne) researcher was
maintained at all times to honour my accountability within this study.

After the completion of this thesis, arrangements will be made for a
summary report to the contributing primary school community. A digital
copy of this thesis will be lodged permanently with the University of Waikato

library.

3.4 Ethical Considerations

Ethical approval was sought from The University of Waikato Faculty
of Education Research Ethics Committee. Approval was granted on 5 April
2012 (see Appendix A).

The use of KMR and IBRLA meant many ethical considerations were
addressed and have been discussed above (i.e., cultural and social
considerations, conflicts of interest, arrangements to receive information,
access to participants, informed consent,andpar t i ci pant s o
and to withdraw). These ethical considerations are aligned in Table 3
alongside Bi s h ¢1p98)dramework presented earlier in this chapter and

also addressed in the following ways.
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To assure confidentiality, all participants, parents and caregivers,
class teacher, and school will remain anonymous in all writing about the
research. Pseudonyms P1, P2, P3, P4, P5, P6, P7, and P8 are used for
each participant, Parent 1, Parent 2, Parent 3, and Parent 5 are used for
each parent/caregiver interviewed, and the school is referred to as Kura A.
All research materials and notes concerning this research are stored in a
locked cupboard and | have sole access to this information.

With regard to potential harm to participants, written permission from
the school Board of Trustees, principal, associate principal of the level 2
partial-immersion unit, class teacher of the participants, and informed
consent from the participantsd par
to choose for themselves whether it would be in the best interest of the

participants to be involved in the study (see Appendix B).

Concerning the procedures for resolution disputes, in the information
letter (see Appendix B), the names and contact details of my supervisors
were listed and any potential complaints or issues could be passed to either

of these contact points for appropriate resolution.

3.5 Setting

The target population consisted of year 1 students enrolled in a level
2 MU o-mddium setting situated within an English-medium contributing
state primary school context in Aotearoa. A database of New Zealand
schools identified a school, referred to as Kura A throughout this thesis, that

met this criterion.

The data collection and interviews for this study took place within
Kura A. The school is a large, suburban, decile 5 primary school, catering
for students in years 1 to 6, and offering M U o-mddium education (at a

partial-immersion level of 51-80%) for children from years 1 to 6. The roll

ent s/ ca

has 617 students, 37% of whom identify

European, and 25% of other ethnic groups. The overall student population
is culturally diverse with students of over 50 nationalities attending the

school.
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A component of Kura A is the level 2 (51-80%) partial-immersion unit
which comprises three composite classes; a junior school class catering for
years 1 and 2 students, a middle school class catering for years 3 and 4
students, and a senior school class catering for years 5 and 6 students.
Under the leadership of an associate principal, each partial-immersion class
is staffed by a full-time, fully registered classroom teacher, and a part-time
kaiOwhina (learning assistant). Two ofthethreet eacher s are fl uent
and Engli sh, and one teacheroés | evel o f
developing. The primary purpose of the kaiOwhina role is to support the
devel opment omifthetclassrooemo All ihige classes work solely
from The New Zealand Curriculum: For English-medium teaching and

learning in years 1-13 document (Ministry of Education, 2007).

Key features of the partial-immersion unit include all three classes
starting the day toget (payer),hmenahymms)nau, f o
waiata (songs),a n d  p(tbtices). This process is led by a tuakana (older)
student. The three classes lead p@whiri within the school as the need arises,
to welcome new visitors and partial-immersion students to the school. They
also support their local community in leading significant p@whiri. The partial-
immersion unit meets once a week for kapa haka (MUo r i cul tur a
performance). The essential curriculum learning areas are planned for
independently by each class teacher and within their identified mainstream

syndicates.

3.6 Process of Access to Participants

Kanohi kitea was the initial point of access to participants, which
involved presenting myself and the idea of the research to the community
before sending out consent letters (L. Smith, 2005, 2012). Brief kanohi ki
te kanohi discussions of the research intentions was shared separately with
Kura Ab6s principal, yeaslteacherairitee lepgal 2 nci pal
partial-immersion unit (referred to as key people of the school throughout
this thesis). Each was then given an introductory letter that provided details

of the research project and a consent form to accept partnership in the study
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(see Appendix B). On receipt of the approved consent, the teacher

identified all the year 1 students who could be potential participants.

3.7 Participantsodo Selection Process:s

The following criteria were applied for selection of participants:
They were children:

1. enrolled as year 1 students, and
2. enrolled in a level 2 MU o-mddium education setting situated within

an English-medium primary school context.

Eight students met these criteria. Their parents were approached for
consent (see Appendix B) and this was given. | of fered each part
parents/caregivers the opportunity to email, phone or informally meet with
me to discuss the contents of my research and to have any queries clarified.

This offer was not taken up.

Although parents/caregivers of all eight potential participants agreed
to their child participating in the study, it was deemed important to respect
the individual participants by seeking their agreement. To help each
participant make their decision in an informed manner, details of the
research were provided in age-appropriate language (see Appendix B).
Voluntary participation and the freedom to withdraw at any stage can be
difficult for year 1 students to grasp. After the initial explanation, therefore,
| sought the consent of the participants on an on-going basis.

Participants

At the time of administering the pre-assessment measures the eight
participantsé ages ranged from 5 years 0 months through to 6 years 7
months. Three participants were male and five were female. All participants
identified as N e Wwo Zparticipants @lso iBntified as
Samoan. The diverse language base the participants brought to their first
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year of formal primary school learning came from the following language
groups as presented in Table 4, which are modified from the five language
groups discussed by Rau (2005):

1. Children for whom MUor i i's their firs
competency in the English language,
2. Children for whom English is their first language but also have some
or al competency in the MUor | anguage.
3. Children for whom English is their first language and only language

and who will begin their MUorii l angua:

Most of the participants had previously attended one of the diverse
range of Aotearoabs chartered and | icensed Early
(ECE) contexts including; te khanga reo, earl vy child
kindergarten as presented in Table 4.

In addition to the eight participants, four parents/caregivers
participated in a semi-structured interview with me. One parent/caregiver
was male and three were female. All parent/caregiver participants identified
as New Zealand MUori . One parent/ caregi
Cook Island MU o and One parent/caregiver participant also identified as
Samoan. All four parents idenitified as being L1 speakers of English and

second | anguage learners of MUori
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Table4.Par t i c iDptailat 6 s

Participant Age Gender Ethnicity Language ECE
Group® Home Background
P1 5.11 M MUor i / 2 English/ Childcare centre
Samoan MUor i /
Samoan/
Tongan
P2 5.03 F MUor i 2 Engl i s h, Childcare centre
P3 5.08 F MUOor i/ 2 Engl i shi Te khanga reo
Samoan Samoan and

Kindergarten

P4 511 F MUor i 2 Engl i s h, Childcare centre
P5 5.05 F MOor i 2 Engl i s h, Childcare centre
P6 5.07 M MUor i 3 English Unknown

P7 5.08 F MUor i 2 Engl i sh, Tek@h a nrgoa
P8 6.09 M MUor i 1 MOor i / E1 Tekdh a nrgoa

Note. P = participant.

* Language Group refers to the three modified patterns of language used inthepar t i cliopeant 6 s
as discussed by Rau (2005);

1. Children for whom MUori is their first | anguage but
language,

2. Children for whom English is their first language but also have some oral competency in the
MUori | anguage, and

3. Children for whom English is their first language and only language and who will begin their
MUOor i |l anguage | earning at school .

a All ECE settings are licensed and guidedby Te Wh Ur i ki : He WhUOri ki MUtauranga

o Aotearoa: Early Childhood Curriculum (Ministry of Education, 1996).

English was the predominant medium used in t.hese setti
For example, waiata (songs), phrases and commands, and kai karakia (blessing of food).

3.8 Overview of Research Design and Purpose of Study

The research design used in this present study takes into account
the complexity of the topic, the context, and relationships. An overview of
how the research design will be presented is illustrated in the diagram below
(see Figure 7). The methods employed to systematically gather and

interpret data will now be discussed in the following sections.
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Pre-test and Post-test
Quantitative Measures

Pre-testing and Analysis

Selection Process for the
Intervention

Overview of
Intervention/Treatment Control

Post-testing and Analysis

Semi-structured Interviews
Qualitative Measure

Figure 7. Overview of research design.

Mixed Methods

Mixed methods are an appropriate means of investigating the context
and complexity of social phenomena. When used in isolation both
quantitative and qualitative methods are limited in scope, lacking the
capacity to adequately reflect inclusiveness, cultural diversity, and
epistemological pluralism (Onwuegbuzie & Leech, 2005). They can
overlook the significance of the diverse ways people come to know about
the transmission and production of knowledge, and what constitutes as
meaningful knowledge in their worlds (Berryman et al., 2013; Biermann,
2011). A mixed methods approach using both quantitative and qualitative
methods intentionally legitimizes and respects multiple ways of knowing and
valuing, that catalyzes broader, deeper and inclusive understandings of
complex social and human phenomena (Greene, 2007, 2012). Importantly

for the purposes of this study, mixed methods seek to enhance social justice
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and uncover inequities in access to education (Mertens, 2013), with specific

regard to M U o experiencing successful educational outcomes in reading.

Quantitative methods offer essential tools for analyzing trends and,

I n particul ar, di sparities in areas

Quantitative analyses are used to guide policy and plan strategies in the
education sector, and to monitor the impact of government policies on the
educati on o fon-MIJoof€hamberlaim, 2008). It is important to
note, however, that any tools and measures used in analysis need to be
critically examined to ensure that they are as responsive to the interests of
indigenous peoples and minority ethnic groups as they are to the interests
of the numerically dominant population/s. When employed critically,
quantitative methods can work cooperat i vel y wi t hin

research framework, to facilitate MU o r i -determihation in education

research (Robson, Purdie, Cram, & Simmonds, 2007).

Qualitative methods are often used for the study of social
phenomena and give a voice to the perspectives and perceptions of its
participants in context. Qualitative research method encompasses a wide
range of methods including observations and semi-structured interviews
(Muijs, 2004).

The aim of this study is to describe the Literate Cultural Capital, the
range of English reading skills, and to examine the effects of a shared
reading intervention on the reading skills of Year 1 students in a level 2
M U o-mddium educational context. An experimental pre-test and post-test
treatment control group design was chosen to for this study to test the
hypothesis that year 1 students in a level 2 MU o-médium setting can
benefit from an intervention that promotes phonological-recoding
processing skills and alphabet knowledge. Eight year 1 students were
closely matched with a pair, resulting in four matched pairs that were then
randomly assigned to an intervention or treatment control group. The
purpose of this design was to collect empirical data to assess the effects of
the intervention and allow outcomes of the intervention and treatment

control groups to be compared. Pre-test and post-test measures used in
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this study will now be discussed followed by the group selection process,

the intervention, post-testing and analysis, and semi-structured interviews.

3.9 Pre-test and Post-test Quantitative Measures

Pressley, Graham, and Harris (2006) claim that studies which include
diverse measures to assess the impact of an intervention, including its
impact on how readers process text and illuminate how the intervention
works are of significant value. Therefore, measures of receptive vocabulary,
letter identification, decoding, phonological sensitivity (as measured by level
of phonemic awareness), context-free and in-context word recognition
accuracy ability, reading comprehension, and reading attitude were
employed. The measures selected were those that measured the value of
emergent literacy skills. The majority of measures employed for this study
are not normed for Aotearoa or level 2 M U o-mddium education (Rau, 2008),
nevertheless, they were selected because of their widespread usage in
similar studies, their reliability and the fact they have been shown to be
purposeful (Dickinson & Tabors, 2001; Nicholson, 2005; Ryder, Tunmer, &
Greaney, 2007; Tagoilelagi-LeotaGlynn, McNaughton, MacDonald, & Farry,
2005). Details of these eight measures are summarized in Table 5. They
are now described in the order in which they were administered during both

pre- and post- intervention unless otherwise stated.
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Table 5. Assessment Measures

Measure Reading Skill Maximum Score

Peabody Picture Vocabulary Receptive Vocabulary

Test
Letter Identification Letter-name identification total 54
Upper case 26
Lower case 26
Letter-sound identification total 54
Upper case 26
Lower case 26
Bryant Test of Basic Pseudoword Decoding total 50
Decoding Skill
List A 20
CVC words
List B 20
Words with vowel variations, digraphs
and blends
ListC 10
Multi-syllable words
Gough-Kastler-Roper Phonemic awareness total 42
Phonemic Awareness
Phonemic blending 7
Deletion of initial phoneme 7
Deletion of final phoneme 7
Phoneme segmentation 7
Substitution of initial phoneme 7
Substitution of final phoneme 7
Invented Spelling Phonetically correct spelling total 72
Conventionally correct spelling total 18
Neale Analysis of Reading Word recognition accuracy in-context 100
Abilityt
Reading comprehension 44
Burt Word Reading Test Context-free word recognition accuracy 110

Reading Attitude and Reader  Attitude towards reading
Profile

Note. The New Zealand Curriculum Reading and Writing Standards for Years 1-8 (Ministry of
Education, 2009) and The Literacy Learning Progressions: Meeting the Reading and Writing
Demands of the Curriculum (Ministry of Education, 2010) formally begin after one year at school.
1The Neale Analysis of Reading Ability (1999) fluency in-context component was not a focus of this

study as fluency levels for each participant was not at an age appropriate text level.

81



The Peabody Picture Vocabulary Test (PPVT)

Receptive vocabulary was measured using the Peabody Picture
Vocabulary Test (PPVT) (Dunn & Dunn, 2007). In this test each participant
is presented with a series of four colorful pictures. The administrator says
a word, f osteepiagd amu phe partidpant needs to point to the
picture that best illustrates the word. PPVT (Dunn & Dunn, 2007) was
employed because research shows a relationship between oral vocabulary
and phonological awareness (Whitehurst & Lonigan, 2003). Because
vocabulary was not explicitly taught in the intervention or control groups this
measure was not administered again in the post-testing. The information
collated served as baseline data, rather than data to show growth from one
period of time to another. The split-half internal reliability estimates for this

measure ranges from .89 to .97 for the age groups (Dunn & Dunn, 2007).

Letter Identification

C | a y200%) lefter identification task was modified to assess each

participant 6 s al phabet k n o wicasal ane lowerscpsk i

letter-naming, and upper-case and lower-case letter-sounds) because
alphabet knowledge is one of the strongest predictors of reading acquisition
(Nicholson, 2002b). The data gathered gives an indication of the

participantdés ability to distinguish

letters in the English alphabet.

Upper-case and lower-case letter naming: Participants were
presented with 26 upper-case and 28 lower-case letter forms of the English
alphabet in random order, two of which lower-case letters appeared in
varying fonts for letters a and g. The administrator masks the letters and
reveals the letters line by line so the participants can focus on each line
separately. The participants were asked to respond to the letter by
identifying the letter name. Scoring is based on the number of items

identified correctly by name. The maximum possible score is 54.

Upper-case and lower-case letter sounds: Administration procedures
replicated the upper-case and lower-case letter naming measure, the sole

difference being participants were asked to respond to the letter by
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identifying the sound the letter makes. Scoring is based on the number of

items identified correctly by sound. The maximum possible score is 54.

The letter identification task has an internal consistency of
Cr o n b a¥x=h95 and split half reliability of cx = .97 (Clay, 2005).

Bryant Test of Basic Decoding Skills

Decoding ability was measured using the Bryant Test of Basic
Decoding Skills (Bryant, 1975). The reason for including this measure was,
Amany researchers believe teohdecoding especi
ability is pseudoword reading 1 that is, being able to read letter
combinations that have structural characteristics of real words but are not
real wor dso ( Pr £78)s I Thiy measfAr® @ssessespeach
participant 0s koundwdlagodships amdfsyllabiBcatione r

Fifty pseudowords are presented to the participants who are asked
to read aloud the, fAfunny sound.iThmg names
three lists of pseudowords were presented in order of increasing difficulty.
The first 20 items presented in List A are simple consonant-vowel-
consonant (CVC) patterns (e.g., buf, cos, and dit). The next 20 items in List
B are more complex single syllable pseudowords that use vowel variations,
digraphs and blends (e.g., fute, cho, thade, and fler). The last 10 items in
List C have multi-syllable words (e.g., cosnuv, prefute, and vomazful) (Juel,
1988). Two practice items with corrective feedback were given followed by
50 test items with no corrective feedback. The administrator masks the list
of words and reveals one word at a time for the participant to read aloud.
Testing continues until ten successive words are read incorrectly or not
attempted. The administrator records all attempts but scores only correct
responses based on the number of items pronounced correctly. The test
reliability (Cronbachés alpha) is .96 fo
Juel, 1993; Juel, Griffith, & Gough, 1986).
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Gough-Kastler-Roper Phonemic Awareness Test

The Gough-Kastler-Roper (GKR) Phonemic Awareness Test was
developed by Roper (1984) at The University of Texas in Austin.
Specifically designed for children (Nicholson, 2005), this oral test consists
of Si X subtest s, each measuring
phonemes by blending, deleting, segmenting, and substituting sounds.
Each subset is presented in order of increasing difficulty from simple to
complex phonemic tasks. Each subtest consists of seven items, giving a

maximum score of 42 (Roper, 1984).

Phoneme blending subtest requires the participant to repeat a word
that is presented as isolated sounds by the administrator (e.qg., fsay /k/ /ae/
/. The admini strator then asks the
is /kl leel tI ? 0 paiTidipant is required to blend the sounds together to
produce the word, /keet/.

Deletion of first phoneme subtest requires the participant to repeat a
real word that was presented orally by the administrator (e.g., feay /keet/0),
followed by a request to say the word without the initial phoneme (e.g., fmow

say /keet/ without the /k/q answer = /aet/).

Deletion of last phoneme subtest requires the participant to repeat a
real word that is presented orally by the administrator (e.g., fsay /keet/0,
followed by a request to say the word without the final phoneme (e.g., fmow

say cat without the /t/g answer = /kae/).

Phonemic segmentation subtest requires the participant to repeat a
word (e.g., fsay /keet/9), followed by the task of segmenting the word into its
individual phonemes (e.g., fwhat are the sounds in cat?0 Answer = /k/ /ae/
It/).

Substitution of first phoneme subtest requires the participant to
repeat a real word that is presented orally by the administrator (e.g., fsay
/keet/9), followed by a request to change the initial sound to another, and
pronouncing the new word (e.g., fnow, instead of /k/, start the new word with

Iflq answer = /feet/).
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Substitution of last phoneme subtest requires the participant to
repeat a real word that was presented orally by the administrator (e.g., fsay
/keet/9, followed by a request to change the final sound to another, and
pronouncing the new word (e.g., fhow, instead of /t/, end the new word with

/p/g answer = /keep/).

The total score is based on the number of correct responses for each
subtest. The GKR Phonemic Awareness Test (Roper, 1984) has reliabilities
greater than r = .70 for all subtests (Nicholson, 2002a, 2004; Juel, 1988).

Invented Spelling

The Invented Spelling Task designed by Tunmer and Chapman
(1995) is used as a measure of exhibiting phonemic awareness. Eighteen
words are dictated individually to each participant. Each word is
pronounced singly, again in the context of a sentence to clarify
comprehension, and then repeated before requesting the participant to write
the word. Points are awarded for phonetic equivalence to the test words,
ranging from one to four. The maximum possible score is 72 points.
Tunmer et al. (2003) reported that the internal reliability estimate for this

measure is ¥ = .94.

The results of this measure were compared with the Bryant Test of
Basic Decoding Skills (Bryant, 1975) and letter identification measures to
obtain a clear diagnosis of the partici pant 6s knowl edge of

phoneme relationships.

Word recognition accuracy in-context and reading comprehension
The Neale Analysis of Reading Ability (Neale, 1999) is an individually
administered, standardized test of reading ability. It consists of six graded
passages read aloud by the participant followed by comprehension
questions, and assesses three aspects of reading: rate, accuracy and
comprehension. The Neale Analysis of Reading Ability (Neale, 1999)
feature norms, including reading ages for children aged 6 to 12 years. The
test-retest (parallel-forms) reliabilities are .98 for accuracy and .95 for

comprehension (Neale, 1999).
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The accuracy and comprehension subtests of the Neale Analysis of
Reading Ability (Neale, 1999)wereus ed t o assess w@dkh part.
recognition accuracy in-context and reading comprehension ability.
Participants were asked to read aloud the first passage. A practice passage
and questions relating to the text are presented to the participants to read
with corrective feedback, followed by the first passage and questions
relating to the text without corrective feedback. The administrator records
all reading errors on a recording sheet. The errors provide the basis for
deriving the reading accuracy score. Testing continues until 16 consecutive
errors have occurred in the one passage. The comprehension questions
for the ceiling passage are not given if the number of errors exceeded 16.
A series of questions relating to the passage were presented to each
participant to assess their level of reading comprehension. The reading
comprehension score are based on the total number of correct responses
to these questions

Burt Word Reading Test

Context-free word recognition accuracy ability was measured by the
standardised Burt Word Reading Test, New Zealand Revision (Gilmore et
al., 1981). Participants are presented with a list of 110 words of increasing
difficulty. Their task is to decode each word aloud. Testing continues until
10 successive words are read incorrectly or not attempted. Scoring is based
on the number of correct responses. Tunmer et al. (2006) report a Kuder-

Richardson Formula 20 reliability coefficient of .97.

Reading Attitude and Reader Profile
The Reading Attitude and Reader Profile measure developed by
Dymock (1997) was used to measure the participantsé attitude towards
reading. The reason for administering this non-standardized measure was
because Walker (2012)c | ai ms , fa positive attitude t
key rol e i n readi ngp. #B)g Pytecipants aré asked 11
guestions regarding their attitude towards reading and nine multi-choice
guestions regarding how they feel about reading. This measure was not

administered again in the post-testing as informal anecdotal notes were
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recorded and examined to gagethep ar t i clevel afrerigégement and

attitude during the shared reading sessions.

3.10 Pre-testing and Analysis

All eight measures were individually administered to each participant
in the English-medium. Pre-test data gathered were used to build a detailed
profil e of e ac hytoppeocessitext] thea ame@ent ligeraay |
skills, and their literacy knowledge. A rapport between the administrator
and participants was further established during the administration of the

measures.

The information these measures revealed was evaluated to

determine who would benefit from the research. This immediately

positonedt he responsibility and control of p
as a MUor i r e s etlaerdatehbenefitstthe paeticipantsrdeectly.
Essentially this critical reflection 1is
MUori proverb

He tangata i te whakautu whakanakonakotia;
Te tangata i te whaka utu kore ko koia kia tOtahi
The teacher, who investigates and uses assessment data wisely,
benefits the |l earner (whUnau);
The teacher who does not investigate and uses assessment data wisely,

is cheating the learner (whUnau

3.11 Selection Process for the Intervention

Following the pre-test evaluations (see Table 6) the eight participants
who met the selection criteria, based according to their identified language
group (see Table 4), letter identification (see Tables 7 and 8), and phonemic

awareness ability (see Table 9), were closely matched with a pair, resulting
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in four matched pairs. Ea ¢ h  p a r tdentficafiom was then placed into
a hat. The first participant randomly drawn from the hat was assigned to
the intervention group (i.e., shared reading group with explicit instruction).
The matched pair was then assigned to the treatment control group (i.e.,
shared reading group with implicit instruction). The participants were
distributed approximately equally across the intervention and treatment
control groups. This procedure resulted in four participants selected for the
intervention group and four participants selected for the treatment control

group (see Table 10).

Participants and their pre-test scores were sorted into the following

categories to find their closest matched pair:

Language Group: As is presented in the participants6 s el ect i

section of this chapter (see Table 6).

Letter-Name Identification: Upper-case and lower-case scores were each
categorized as follows: 0-5, 6-10, 11-15, 16-20, and 21-26/28 letter names
identified correctly (maximum score is 26 for upper-case and 28 for lower-

case).

Letter-Sound Identification: Upper-case and lower-case scores were each
categorized as follows: 0-5, 6-10, 11-15, 16-20, and 21-26/28 letter sounds

identified correctly (maximum score is 26 for upper-case and 28 for lower-

case).

Phonemic Awareness: Scores for the six subtests of the GKR Phonemic

Awareness Test (Roper, 1984) were each categorized as follows: 0-2, 3-5,

and 6-7 (maximum score per subtest is 7).
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Table6.Par t i c iPpaaading @bility

Reading Skill Participants

(Maximum Possible Score) P1L P2 P3 P4 P5 P6 P7 P8

Letter-name Identification (54) 42 2 27 46 44 44 14 24
Uppercase (26) 20 1 15 23 22 23 7 15
Lowercase (28) 22 1 12 23 24 21 7 9

Letter-sound Identification (54) 46 0 17 39 44 34 4 16
Uppercase (26) 24 0 8 20 25 19 2 11
Lowercase (28) 22 0 9 19 20 15 2 5

Phonemic Awareness (42) 18 0 6 2 16 15 3 13
Phoneme blending (7) 5 0 2 1 5 4 1 4
Deletion of initial phoneme (7) 6 0 0 1 4 3 0 0
Deletion of final phoneme (7) 2 0 0 0 3 4 2 6
Phoneme segmentation (7) 3 0 3 0 3 3 0 1
Substitution of initial phoneme (7) 2 0 1 0 1 1 0 2
Substitution of final phoneme (7) 0 0 0 0 0 0 0 0

Note. P = participant.
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Table 7. Letter-name Identification Criteria for Randomly Selecting Matched Pairs

Reading Skill Score 0-5 6-10 11-15 16-20 21-26

Number of letter-names
correctly identified

Ranking Low Low- Medium High- High
medium medium

Lower case P2 P7 P3 P6 1]
P8 P4
P5
Uppercase P2 P7 P3 P1 P4
P8 P5
6

Note. P = participant.

Table 8. Letter-sound Identification Criteria for Randomly Selecting Matched Pairs

Reading Skill Score 0-5 6-10 11-15 16-20 21-26

Number of letter-sounds
correctly identified

Ranking Low Low- Medium High- High
medium medium
Lower case P2 P3 P6 Pl
P7 P4
P8 P5
Uppercase P2 P3 P8 P4 P1
P7 P6 P5

Note. P = participant.

90



Table 9. Phonemic Awareness Ability Criteria for Randomly Selecting Matched Pairs

Reading Skill Score 0-2 3-5 6-7

Number of phonemic awareness
tasks correctly identified

Ranking Low Medium High
Blending P2 [
P3 PS5
P4 P6
P7 P8
Deleting first phoneme P2 P5 P1
P3 P8
P4
P7
P8
Deleting last phoneme 1] P5 P8
P2 [=/¢]
P3
P4
P7
Phoneme segmentation P2 P1
P4 P3
P7 P5
P8 P8
Substitution of first phoneme P1
P2
P3
P4
P5
B8
P7
P8
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Substitution of last phoneme .

P2
P3
P4
P5
B8
P7
P8
Note. P = participant.
Table 10. Matched Pairs
Intervention Treatment Control
P7 P2
P8 P3
P4 PS5

Note. P = participant.

3.12 Overview of Intervention and Treatment Control

The English language was chosen as the medium of instruction for
both the intervention and treatment control groups. This decision was

based ont he f act t hat the participantsé f ot

delivered in the medium of English, the availability of English-medium
resourcestoteach and assess participant s
the dominant basic interpersonal communication language skills of the

participants was English.

Both the intervention and treatment control groups were separately
withdrawn from their classroom programme for each session to a quiet

learning space within the school that could accommodate the number of
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participants, myself, and learning objectives. The learning space was

booked in advance for each session.

| worked with the intervention group first, followed by the treatment
control group immediately after. The shared text used per two 30 minute
sessions per week was identical for both the intervention and treatment
control groups. Although meaning-making is pivotal to reading, explicit
comprehension strategies were not a specific focus for this particular
intervention. Emergent literacy foci for the respective groups will now be
detailed (see Table 11).
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Table 11. Emergent Literacy Focuses Across All Lessons

Intervention

Treatment Control

Relating sounds to print

- Letter-name knowledge
- Letter-sound knowledge
- Letter-name knowledge facilitates

phonological sensitivity

Relating sounds to print

- Letter-name knowledge
- Letter-sound knowledge

Phonological and Phonemic Awareness

Activities

- Syllables

- Rhyme

- Phoneme blending

- Initial phoneme deletion

- Final phoneme deletion

Semantic, syntactic and visual (MSV)

awareness activities

- Conventions about print

Exploring the illustrations

Exploring the illustrations

Linking phonological-recoding skills to context
reading

- Word level decoding strategies

Linking semantics, syntactic and visual (MSV)
skills to context reading

- Context decoding strategies

Cross-checking strategies

- Does it sound right?
- Does it look right?

- Does it make sense?

Cross-checking strategies

- Does it make sense?
- Does it look right?

- Does it sound right?

Linking phonological-recoding skills to context

free word recognition accuracy

Context free sight word recognition

Linking phonemic skills to spelling

- Dictation

Post-reading activities

- Retelling the story with tuakana/teina

- Dramatizing episodes

- Shared and Independent writing and
illustrations modeled on the text

- Shared text was available for
students to replicate the shared

reading experience.
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3.13 Intervention

Following group selection, a six week withdrawal intervention was
undertaken that involved two 30 minute shared book lessons a week,
totaling 12 lessons. The aim of the intervention was to further strengthen
the relationship of phonemic awareness and alphabet knowledge as
essential cognitive prerequisites to emergent English reading skills (see
Appendix C).

3.14 Outline of Intervention Lessons

Resources were purchased, booked, and designed for this small
group to teach the following phonological-recoding skills and the alphabetic
principle. Each lesson began with reciting the learning map. The foci of
these lessons (see Table 11) will now be outlined.

Relating sound to print

Foulin (2005) states that letter-name knowledge is a good predictor
of reading acquisition. To support the development of letter name and letter
sound knowledge, each child was given a lap top to access a YouTube link
that integrates the alphabetic principle in a song (Jenkins, 2009).
Participants were encouraged to sing along. The alphabetic principle
consists of three concepts:

1. Letter-name knowledge,

2. Letter-sound knowledge, and

3. Letter-name knowledge facilitates phonological sensitivity (Tunmer
et al., 2006).

Letter and picture bingo cards containing pictures of common objects
(e.g., apple, butterfly) were also used to enhance awareness of the
alphabetic principle. For example, participants placed counters on any
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pictures that matched with the given

begins with /[/v/o0).

Phonological and phonemic awareness activities

Letter and picture bingo cards containing pictures of common objects
(e.g., apple, butterfly) were used to teach phonological and phonemic
awareness. For example, for syllable awareness, picture aids were used

for participants to clap the syllables in each word the picture identified.

For phonemic awareness participants were required to hear, identify,
and manipulate sounds in words in the following oral activities asaw h U n

(see Appendix D).

Hearing rhyming words required the participants to listen for which
words rhyme. A definition of words that rhyme was given followed by an
example. A series of eight two worded tasks were then said aloud to the

participants. They were asked to repeat them before responding as to

au

| et |

whether the words rhymedornot. Par t i ci pants were randoml

do you know?0 as a way of me a standingn
This applied to both correct and incorrect responses.

Phoneme blending required participants to listen to a series of eight
specific sounds and blend them together to make a word. For example, im/
/el Itl. What word is /m/ /ae/ t/?06 (Answer = /maet/).

Initial phoneme deletion required participants to repeat a word, and
then say the word without the first sound. For example, fsay /maet/. Now
say mat without the /m/. This was repeated for a series of eight wordsa
(Answer = /eet/).

Final phoneme deletion required participants to repeat a word, and
then say the word without the last sound. For example, fsay /meet/. Now
say mat without the /t/a (Answer = /mae/). This was repeated for a series

of eight words.
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Segmenting phonemes required participants to repeat a word, then
to break the word into its distinctive units of speech (phonemes). For
example, fsay /meet/. What are the sounds in mat?0 (Answer =/m/ /el It/).

Substituting initial phoneme required participants to repeat a word,
then delete its first sound and replace it with a new sound. For example,
fsay /meet/. Now, instead of /m/, start the new word with /k/@ (Answer =
Ikeet/).

Substituting final phoneme required participants to repeat a word,
then delete its final phoneme and replace with a new phoneme. For
example, fsay /maet/. Now, instead of /t/, end the new word with /p/a

(Answer = /meaep/).

Exploring illustrations

Each session covered each page of the shared text. Participants
looked and discussed the illustrations. Prompts were used to connect the
text to participantséexperiences and to predict something of its meaning and
structuref or exampl e, Al 6 m t Hsiinthisistarg?0 @leout wh a
illustration is giving me a good idead fWhere are the bubbles going?0 and
AVhat problem do you think the character faces?0 Predicting '
encouraged and attention was drawn to beginning letter sounds of
illustrated subjects for examplihat Awhat
l etter will you expeaandidiaushlilablegcamdyout o begi |

heari n t he wo?Pdd O6bubbl es

Linking phonological-recoding skills to word recognition in-context

The participants were encouraged to use their phonological-recoding
skills to assist with word identification. Word-level decoding skills for
example, segmenting and blending CVC patterns, were modeled within the
shared book approach to assist the participants to use their phonological-
recoding skills for word identification during context reading. Predictions
were followed by evaluating cross-checking strategies.
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Cross-checking strategies

Development of cross-checking strategies was encouraged to
evaluate predictions of unknown words via word level strategies. For
example, when phonological-based attempts to decode unknown words

were made, participants were encouraged to ask:

1 Does it sound right?
1 Does it make sense? and
1 Does it look right?
(Routman, 1991, p. 226b)

Oncepar t i c hagd eross-chécked their attempts, they were then

expected to re-read the sentence for meaning.

Linking phonological-recoding skills to context-free word recognition

Five high frequency sight words were selected from the shared text.
Students were encouraged to analyze these words by their phonological-
recoding skills to assist their ability to decode. Irregular words (e.g., the)
were explained to the participants as, o just need to know thema The
focus was to develop a sight vocabulary, which is a key factor in enabling
emergent readers to automatically recognize words thus freeing cognitive

processing to concentrate on meaning.

Foll owi ng t he s hativeydearhtéhe listoffiebasid ent s 6
sight words derived from the text on individual flash cards as a wh Un,a u
before pairing into their tuakana-teina (reciprocal peers) roles to support one
anothero6s automaticity develPeepsmera:t of b
expected to revise previous session high frequency words too. The five
words were added to their kete (woven basket) of high frequency words.
Each participant was supplied with a small kete to store their basic sight

words and to refer to as a concrete resource.
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Dolch Word List One (Dolch, 1936; Lanternfish Language Arts, 2007)
was also used to develop automaticity and increase the number of known
high frequency words. Unknown Dolch words (Dolch, 1936; Lanternfish
Language Arts, 2007) were decoded by segmenting and blending the

phonemes or syllables.

Linking phonemic awareness to spelling

To develop phoneme-grapheme awareness, five target CVC words
were dictated individually. Participants were encouraged to write the letters
for the sounds that they hear in order. Their responses were recorded in
their workbooks. Corrective feedback was given.

3.15 Treatment Control

Alongside the intervention group, | also worked with their matched
pairs in a shared reading group (treatment control group). The treatment
control group continued to receive their regular instruction of an implicit
shared reading approach by the researcher that was modeled by the
participantséclassroom teacher. A decision was made to use the researcher
rather than the class teacher to reduce any variations due to teacher
differences. The treatment control group was also involved in two 30 minute
shared book sessions a week over a period of six weeks; totaling 12
withdrawal lessons (see Appendix E). The focus of this approach was
learning to read by reading, with an emphasis on utilising contextual cues
for meaning (including decoding unfamiliar words), automatic recognition of
high frequency words, and letter-sound cues. Sensitivity to the semantic,
syntactic and visual constraints of sentence contexts (also known as
grammatical awareness) dominates the instruction for this approach as one

of the essential cognitive prerequisites to emergent English reading skills.
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3.16 Outline of Treatment Control Lessons

Resources were purchased, booked, and designed for this small
group to teach reading by integrating the three sources of information:
semantic (M), syntactic (S) and visual graphophonic (V) (Ministry of
Education, 2003a). The lesson was divided into its emergent literacy foci
(see Table 10). These will now be described.

Relating sounds to print

Each session had a single letter focus reinforced through the

selected text to aid the development of:

1. Letter-name knowledge, and
2. Letter-sound knowledge
(Ministry of Education, 2003b)

Semantics, syntactic, and visual graphophonic skills cues awareness

activities

The purpose of the introduction brief was to help the students relate
the text to their experiences and to predict something of its meaning and
structure. The purpose for reading the text was also shared with the
students. Introducing the text was also achieved by exploring the text
illustrations before reading.

Discussions took place around different aspects of visual sources of
information including concepts about print for example, text direction, capital
letter at the start of a sentence, full stop at the end of a sentence, and
punctuation marks. The aim was to develop an awareness of the essential

Concepts About Print (CAP) that aid meaning.

100



Exploring the illustrations

Exploring the illustrations for the treatment control group replicate the
procedures of the intervention group. The sole difference being participants
were not asked questions of the following nature, i what syl | abl es ca

hearintheword bbb bl es 6 ? 0

Linking semantics, syntactic, and visual graphophonic skills to

reading in-context

The first reading of the shared text focused on participantsd
enjoyment and understanding of the text. Participants were encouraged to
join in on the first reading. | purposefully paused at specific moments to
encourage participants to predict what may happen next and to share their

responses briefly.

Participants were encouraged to use their semantic, syntactic, and

visual skills to predict meaning leading to word identification for example,

1. look at the beginning letter sound of an unknown word as a clue to
decoding that word,

2. combine knowledge of beginning letter-sound relationships with
picture cues, and

3. use cross-checking strategies (grammatical awareness) to confirm

predictions.

These aspects were modeled within the shared book approach to
assist the participants to use their MSV skills for meaning and word

identification during context reading.
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Cross-checking strategies

Development of cross-checking strategies was encouraged to
evaluate predictions of unknown words via illustrations and meaning. For
example, when attempts to decode unknown words were made, participants

were encouraged to ask:

1 Does it make sense?
1 Does it look right? and
1 Does it sound right?
(Routman, 1991, p. 226b)

Context-free sight word recognition

Five high frequency sight words were selected from the shared text.
Students were encouraged to analyze these words by relying primarily on
their knowledge of beginning letter-sound relationships, and memory to
assist their ability to decode. Sounding out was a final option. The focus
was to develop a sight vocabulary, which is a key factor in enabling
emergent readers to automatically recognize words allowing cognitive

processing to concentrate on meaning.

Students actively learnt the list of five basic sight words derived from
the text on individual flash cards as a w h U n, d&efore pairing into their
tuakana-teina roles to support one anotherds auto
basic sight words. Peers were expected to revise previous session high
frequency words too. Similar to the intervention group, the five words were
added to their kete of high frequency words that the students could refer to

as a concrete resource.

Post reading activities

Examples of post reading activities consisted of retelling the story in

the participantsétuakana-teina roles, dramatizing episodes of the story and
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shared or independent writing modeled on the text. The shared text was
available for students to replicate the shared reading experience with their

tuakana or teina.

3.17 Post-testing and Analysis

At the conclusion of the intervention and treatment control groups
shared reading sessions, quantitative post-data were collected from the
eight participants for the nine measures of English reading skills (letter-
name awareness, letter-sound awareness, pseudoword reading, phonemic
awareness, phonetically correct spelling, conventionally correct spelling,
word recognition accuracy in-context and context-free, and reading

comprehension) that were assessed.

The pre-test post-test data served the purpose of analysing the
effects of the intervention by conducting a simple and complex analyses of
covariance as well as a paired-sample t-test statistical analysis. Effect size
of statistically significah(Cohaneld88)s i s r e

to determine the strength of significance as will be discussed in Chapter 4.

Each participant® post-test information was summarized and
reported back to their parents/caregivers. As mentioned previously the
reports were issued t o psapoh completiomnit sdé par
the semi-structured interviews. Any remaining reports were posted to

participantsdéd parents/ caregivers homes

3.18 Semi-structured Interviews Qualitative Measure

The primary purpose of semi-structured interviews used in this study
was to develop whakawh U nngatanga wi t h t he partici |
parents/caregivers.  Furthermore, semi-structured interviews provided
spaceto6 |l i ve and breatheo6 t hedlinthisdtudyc(se¢ pr i nci
Table 3), and an option for w h U n ta further exercise their agency. Semi-
structured interviews are appropriate in a KMR study as it validates k&rero
(personal language) as data (Newton, 2010). Additionally, semi-structured
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interviews can generate rich narrative kZfero and glean an in-depth
understanding of p a r t i cpostiannot tieeid literacy education (Cohen et
al., 2011). Newton (2010) draws attention to the significance of contextual
and relational central to understanding othersé p e r c.e plrherefone,
semi-structured interviews can validate more precisely the possible
meanings o f p ar t iicfarnpah nahds dormal (bi)literacy and
(dual)language development at school entry to progress further. The
approach taken to semi-structured interviewing was focused on flexible
conversations to achieve a collaborative understanding opposed to merely
extracting information. This point draws attention to co-constructing
knowledge from kanohi ki te kanohi conversations between partners of
equal status. Accordingly, the ability to establish interpersonal relationships
based on trust, honesty and humility is pivotal between the M U o researcher
and the participants to achieve rich material that reflects the sense of what
the interviewee believes (Carruthers, 1990; Newton, 2010).

Initial attempts to contact parent/caregivers for semi-structured
interviews prior to the selection of the intervention and treatment control
groups were unsuccessful. It was decided to leave the semi-structured
interview component of the study until after the post-data was collected and
summarized for each participant. Parents/caregivers who expressed an
interest in participating in a semi-structured interview were then sent a text

message.

MUnU koe, thank vyou for al
name removed] to participate in my research. Are you
available for a 15 min discussion about her preschool
literacy experiences next Friday 14/09 at [school
name removed] between 11:00-3:00p.m.? Please txt
me back a time that suits & | will meet you at the front

officeon Friday. NgU mi Whaea ,Kylie Te
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| have a strong awareness of my position in this study and how the
related power relations affect research processes and outcomes. The aim
of sending a text message was to minimize the negative effects of power in
our relationships. The intent of aroha ki te tangata (a respect for the people),
by text messaging provided parents/caregivers an informal/less threatening
context that allowed them the authority of decision-making in regards to a
suitable time to meet or not to meet (Smith, 2005). | received replies from
seven of the parents/caregivers. Four of these parents/caregivers

participated in a semi-structured interview with me.

Burnard (2005) explains semi-structured interviews are the most
common form of qualitative interviews. Furthermore, he suggests semi-

structured interviews are conducted in which the interviewer:

1. refers to a sheet containing important areas to be covered, and
2. uses a sets of questions but is prepared to incorporate further
questions into the interview in order to capture elaboration
(Burnard, 2005, p. 5) (see Appendix F)

According to Newton (2010) i t h e ss and \@lality of an interview
rests on the extent to which the;respond
the intervieweeds ifitheoperodpe @td)minaiidisi Cat i ng
study, participants were given autonomy over the interviewing process
where they were able to withdraw from the study or edit their transcripts to

ensure their voice was legitimately represented.

3.19 Summary

In this chapter, a synthesis of Kaupapa MU o rResearch
methodological framework that guided the research was outlined. An
evaluation of how the IBRLA model mediated the intersection of power
relations between M U o andl English-medium elements were described. A

rationale was provided for the ethical considerations and principles that
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underpin the design of this study. These ethical principles draw attention to
the significance of cultural concepts and values that were woven into the
contextual and relational aspects of this study. Additionally, how KMR and
IBRLA ethical principles shaped the way this study was established,
conducted and how data was interpreted and described. The data for the
study presented in this thesis was collected through both quantitative and
qualitative methodology. Appropriate pre-test and post-test literacy
measures that assessed the reading skills of year 1 students in a level 2
MU o-medium context were conducted. A semi-structured interview
approach was considered essential in gaining an insight into the perceptions
and values of literacy education for w h U n thisistudy relates to.

The findings of the data analysis will be presented in Chapter 4.
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Chapter 4: Results

4.1 Introduction

The purpose of this study was to evaluate the effects of a shared
reading intervention on the English reading skills of year 1 students in a
| evel -mhedMbantéxt. This chapter presents the results of the data

collected in this study to answer the three key research questions.

1. What literacy and language experiences have shaped the Literate

Cul tural Capital of yea-medumeontexitent s

2. What is the range of English reading skills in a sample of year 1

students in -mediuecomdxt?2 MUor i

3. Can a shared reading intervention that explicitly teaches
phonological awareness and alphabet knowledge have a positive
effect on the English reading skills of year 1 students in a level 2

M U o-mddium context?

This chapter initially presents the themes that emerged from the
semi-structured interviews, reading attitude, and reader profiles to
contextualise this study. Then moves onto describing and presenting the
data collected from the eight participants for the 10 measures of English
reading skills (receptive vocabulary, letter-name awareness, letter-sound
awareness, pseudoword reading, phonemic awareness, phonetically
correct spelling, conventionally correct spelling, word recognition accuracy
in-context and context-free, and reading comprehension) that were
assessed. Followed by two analyses of covariance and a paired-sample t-
test statistical analysis to measure the interaction effects of the intervention
and treatment control groups data between pre-test and post-test. Effect
size of statistically signi ttodetmine

the strength of significance.
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4.2 Semi-structured Interview

The primary aim of the semi-structured interview was to develop
whakawhanaungatanga (partnerships) with the participants parents and to
ensure their voices, MUori knowledge, cul
perspectives, needs, concerns, and aspirations are legitimately represented
in the context of this study. The secondary aim was to gain an insight into
the contexts and nuances of language and literacy experiences that shaped
how | ev emedum Maticiparits are positioned in year 1, as well as

wider influences on the development of participants Literate Cultural Capital.

4.3 The Procedures for Analysing Qualitative Data

I n order t o answer t he research gue
language experiences have shaped the Literate Cultural Capital of year 1
students in -medeuml c agnditélivetd@aderived from
the four individual semi-structured interviews were firstly analysed
individually to preserve the integrity of responses. The qualitative data were
then subject to a content analysis coding scheme, by highlighting similar

passages of text to determine themes (Bryman, 2012; Cohen et al., 2011).

Four key themes emerged from the transcribed data that
contextualise the intervention. These themes are: emergent literacy
experiences, exposure to more than one languages in home and community

environments, language shift, and accessing bilingual pathways.

Emergent literacy experiences

All parents reported English as the dominant oral and written
language in the nuclear home. The interviews showed that participants
were exposed to an environment that supported emergent literacy such as:
interpersonal ako experiences with parents, siblings, grandparents and
others; their physical environments included literacy materials from
storybooks, puzzles, board and card games, paper-based writing material
to digital-based literacies; and attending predominantly English-medium
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early childhood education settings. All parents read to their children on a

regular basis and reported to having a strong tradition of reading at bedtime

as well as reading for pleasure. Thisclaimwassupported i n the par:
reading attitude profile. Parent 2 expal
of reading...puzzles and stuff were al wa\)
claim was supported by P2 interewpting tF
went to the [public] l i br arthadbhischildcur t her n
Ahas a | ibrary of books at home mostl vy i
MOor i but she enjoys her books and being

There was a clear commitment by all parents to ensure their child
acquired competent English emergent literacy skills. Parent 1 commented,
Al dondét want [P1l] to be disadvantaged i
Afat home we helped [P3] to write her name
older siblings read to her and play gam
reported, A my muonw tteoa crhead mieERagehti2s h ] wor
expressed concern and frustration that despite providing P2 with a
supportive emergent literacy environment in the home, her child is having

[English] alphabet and word recognition difficulties:

She sl eeps with books and everything
know how to read or grasp any letters and stuff. She is
having a real problem with that. | thought she would be quite
quick cause she was good at writing and she did her name
and stuff | ike that, um. .., yeah. I

woul d encounter from that sheds havin

Furthermore, Parent 2 regarded attending an early childhood centre
as a positive step towards a successful transition into primary school and

stated that:

I thought she was ready for school because she enjoyed
reading, writing, singing, puzzles, art, and that. She speaks

well and is always involved with what is happening and
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seemed to be on par with her peers [at her childcare centre]
and appeared ready for school. She just seems to have

trouble with recognising letters and words.

Parent 1 considered that attending an early childhood centre

strengthened P16s dnd preparatianyfor s£hopl.e Bhee nc e s

di scussed this in more depth by stating,
|l iteracy programme of reading, singing e
I n summary, the k@rero strongly sugg

parents interviewed appeared to be immersed and supported in

communicative emergent literacy interactions.

Exposure to more than one language in their home and community

environments

A theme that emerged strongly in the semi-structured interviews is
that MUor i par ent peakers @1) 6f Englssth and seaorglu a ge s
| anguage | earners (L2) of MUori. L2 or e
extended from basic to conversational levels of proficiency. Three of the
four parents interviewed were aware of their limitations to support their
chil dr en dlanguage deMelbprment at home. Parent 5 reported that
the exposure to te reo MUori for P5 is I
attend t e k hanga reo-b anald kMUWar i r eloan(gm:

immersion courses). He added:

P50s motviedr Oosf Iper of i ciency in te reo
conversational level. She is part-time studying [a level 6 te
reo MUori and tikanga MUori total i mm
36 weeks] at [a recognised Aotearoa tertiary education

provider].
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Parent 5 furtherreportedt hat , fAshe is happy to hel
and to pass on te reo [MUori] skills as :

surrounding community for example, school

Three of the four parents reported other languages such as MU o r i
Kiki ' (Cioroknil sl and MUori), Samoan, and Ton

home by adults to adults and children.
Parent 1 reported:

| was raised by my grandmother, whose first language is

Samoan. She could speak a little MUor
is English and | can speak a Ilittle MUori
want to strengthen my |evel of MUori
Parent 1 shared, fiwhen visiting famil
te reo MUor i's spokendo and observed, A F
MOor i and @etos f rPlasterndat 1 expressed her

struggles with speaking and reading English and needs to strengthen one

| anguage first instead of doing both at t
L1 Tongan and L2 English speaker, and is learningtereoMUor i t oo .
I n summary, each participantds or al

resources are diverse, complex, highly variable, and context dependent.

Language shift

All four parents reported that they are direct descendants of a
generation of L1 speakers oftereoMU o r i . Due to the soci al
historical colonisation processes of Aotearoa a language shift from te reo
MUori to English occurred, with the outec
speakers of English and second language learners ofter e o MUor i . The

of the language shift occurred over two generations.

Parent 5 reported although both his parents are fluent speakers of te

reo MOor i, they chose to teach him and
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educational attai nm@Whmer eaansd yearme ntt lealt, 6 S

touchy subjecto.

Parent 1 reported, Amy father i s flue

generation that was punished for speakin

Parent 2 expressed her mumdés a fluent

shared:

She moved to Gisborne and they sort of made fun of her, so
she spoke MUori and she never spoke En
|l earn to speak English properly. She

home and to the whUnau.

When posed with the questioonParfeditd 2s h

responded, fANo, we didnodot | earn it at all
put P2 into partial-i mmer si on?0 Parent 2 replied, AY
going again, yepo.

There was an inclination of kiseeae pi ki a

section 3.2.4), that all four parents had autonomy to privilege the impact of
the language shift they experienced by resisting against monolingualism
and engaging in transformati venequmacti ces
contexts to mediate English-MU o r i bilingualism in their

school, and community environments.

Accessing bilingual pathways

All parents reported the desire for their children to become literate in

Englishand English-MUor i bilingual speakermsts Conse
have consciously thought about the transition from mainstream early

childhood educat i o4mediumimmérson they desitefoo f MUor i
their children that will $herpappearedtot hei r wl

be a need for parental knowledge about the rate of L1 and L2 language
growth, patterns of language use, and bilingual and biliteracy development

in both te reo MUori and English | anguag:
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Parent 1 reported, il didndét send [ P1
was too f ar awaeddadhat P1 spdntehis érst gix rmosths at
school as a year 0 in English-medium whilst on the waiting list to be

transferred over i nt gnediumelasy.ear 1, | evel :

Similar to Parent 1, Parent 506s key r

centreovert e k@hanga reo were the centreds o]

A

parentsd occupational hours and the cent
workplace. As a result Parent 5 reported:

I wasnét confident in sending P5 to a
butstilwantedher to | earn some te reo MUor i é
main reason we came over here was for this school. We
specifically came for this school and te reo, we moved over

here so we could get into the school.

Parent 5 reflected the transition to Kura A for P5 was simple due to
already established relationships withte ac her s, At hos siclwer e th
connections we have so yeah it was pretty simple for us to bring her here

and ités been good, been really goodo.

In summary, all four parents recognise they have agency to support

their childés devel opment of emergent | i
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4.4 Reading Attitude and Reading Profile

An aim of the reading attitude and reading profile (Dymock, 1997)
measures was to develop whakawhanaungatanga (partnerships) with the
participantséand to glean an in-depth understanding of their reading-related

experiences, interests, perspectives, needs, and practices.

I n order to address t heWhatéstherane
of English reading skills in a sample ofyear1 st udents i n-
me di um c ogoantkakve ahdqualitative data derived from the reading
attitude and reading profile (Dymock, 1997) surveys were firstly analysed
individually to preserve the integrity of responses. The survey data was
then subjected to a content analysis coding scheme, by highlighting similar
passages of responses and text to determine themes (Bryman, 2012;
Cohen et al., 2011).

The survey data indicated all eight participants appeared to have a
positive attitude towards reading. Furthermore two key themes emerged
from the participantsdsurvey data. These themes are: reading as a social
practice and word recognition difficulties.

Reading as a social practice

The theme reading as a social practice is supported by the following
responses, taken from the reading
enj oy about reading?o

researc

a | eve

attitu

AMhen my mum reads X)taedri es to meo (P3

AReading with my friendso (P8).

The theme, reading as a social practice, is further supported by the
following responses taken from the reading profile survey. Most participants
(5 out of 8) said they felt really good about reading for fun at home, when
their teacher reads out loud, and reading at school. Most patrticipants (6 out

of 8) said they felt really good when someone reads them a story at home

24 Note. P = participant.
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and all eight participants said they felt really good when they are asked to

read out loud to the teacher.

Word recognition difficulties

The theme word recognition difficulties is supported by the following
responses, taken from the reading attitu:i
find difficult about reading?o0.

=)}

The words that myoomuchnworisoe PRt s avy

=]

My mum teaches me how to read wordso

=]

The hard wordso (P5),

=]

Hard | ettérwomdasio h@P6),

=]

find reading hard sometimeso (P7),

1]

|l dondét know what the words sayo (P8

Y

In summary, all participants appeared to have a positive attitude
towards reading, favoured reading as a social practice, and found
recognising words the most difficult factor about reading.

4.5 Pre-test Quantitative Data

To address the research question, A Wt
reading skills in a sampl e of-medi@amr 1 st
context ?o0, descriptive statistiters for t

measures of English literacy skills will now be presented.

Ten measures were conducted to assess each of the English reading
skills of the eight participants. Three of these measures related to decoding
skills: Bryant Test of Basic Decoding Skill (Bryant, 1975), Neale Analysis of
Reading Ability (word recognition accuracy in-context) (Neale, 1999), and

Burt Word Reading Test (Gilmore et al., 1981). Two measures assessed

25 Note. P = participant.

115



alphabet knowledge: letter-name and letter-sound identification (Clay,
2005). Three measures related to phonological awareness: GKR Phonemic
Awareness Test (Roper, 1984) and Invented Spelling Test (phonetically and
conventionally correct) (Tunmer & Chapman, 1995). One measure
assessed reading comprehension: Neale Analysis of Reading Ability (Neale,
1999). One measure related to receptive vocabulary: PPVT (Dunn & Dunn,

2007), which will be presented separately from the other nine measures.

Table 12 presents the scores for the first nine separate measures of
English reading skills. The data in Table 12 shows the large range of
English reading skills in this small sample of year 1 participants in a level 2
M U o-mddium context. It can be seen that for seven out of nine measures,
the range of scores starts from the lowest possible score, zero, and that all
nine measures do not reach or even come close to reaching the maximum
possible score. The pre-test data indicates the participants have stronger
alphabet knowledge (letter-name identification: M = 30.63, SD = 16.62 and
letter-sound identification M = 25.13, SD = 18.24) than phonemic awareness
(M=9.13, SD = 7.14).
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Table 12. Pre-test Mean Scores for all Participants (N = 8)

Measures M SD Range

(Maximum Possible Score)

Letter-name Identification (54) 30.63 16.62 2-46
Letter-sound Identification (54) 25.13 18.24 0-46
Bryant Test of Basic Decoding Skill (50) 0.00 0.00 0-0
Neale Analysis of Reading Ability (word 1.00 1.93 0-5

recognition accuracy in-context) (16)

Neale Analysis of Reading Ability (reading 0.00 0.00 0-0

comprehension) (4)

GKR Phonemic Awareness 9.13 7.14 0-18
Invented Spelling (phonetically correct) (72) 19.00 17.05 2-45
Invented Spelling (conventionally correct) (18) 0.75 1.04 0-3

Burt Word Reading Test (110) 3.63 5.15 0-14

4.6 PPVT Scores

As described in Chapter 3, PPVT (Dunn & Dunn, 2007) was
administered to the eight participants in this study. PPVT (Dunn & Dunn,
2007) was employed to collate information on the receptive vocabulary of
the participants to serve as baseline data (see Table 13). The results
showed a raw score range of 59-114, a mean score of 90.88, and a standard
deviation of 17.41 for this sample of year1 | e v e | -ma&iunMsiudents.
A mean score of 100 and standard deviation of 15 is considered average
on the standardised bell curve. Raw scores were converted into stanine
scores to compare participant 6 s I performeanced with kthe results
obtained by a national reference sample chosen to represent a year 1 cohort.
The distribution of participant® standard scores suggests: one participant
performed comparatively below average (stanine score of 3), five
participants performed comparatively average (stanine score range of 4-6),

and one participant performed comparatively above average (stanine score
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of 7). The standard scores indicates the eight par t i ci pant 6s ec
vocabulary performance ranges from below average to an above average
level to support their decoding ability to gain meaning from print.
Table 13. Receptive Vocabulary Raw Scores and Stanines for all Participants (N = 8)
Participant Raw Score Stanine

P1 102 6

P2 59 3

P3 88 4

P4 114 7

P5 109 7

P6 84 4

P7 84 4

P8 87 4
Note. P = participant.
4.7 Effectiveness of Shared Reading Intervention

Inorderto address the third research quce

reading intervention that explicitly teaches phonological awareness and
alphabet knowledge have a positive effect on the English reading skills of
year 1 students ina | evel -m2diMWUmricont ext ?20, descr

inferential statistics will now be presented for the eight participantséthat
were randomly assigned into the intervention (n = 4) and treament control

groups (n = 4).

Table 14 presents the pre-test and post-test mean and standard
deviation scores for the intervention and treatment control groups on the
nine measures of English reading skills. The descriptive data suggests
some growth in all nine measures of English reading skills over the six week
period for both groups. The higher pre-test mean scores for letter-name
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and letter-sound identification (Clay, 2005) suggest these two measures
may have been the easiest of the nine measures for the participants. In
contrast, the Bryant Test of Basic Decoding Skills (Bryant, 1975) appeared
to pose considerable difficulty for the participants, with both groups pre-test
mean scores being zero out of a possible 50. The Neale Analysis of
Reading Ability (reading comprehension) (Neale, 1999) measure also
appeared challenging for both groups, with pre-test and post-test mean
scores sitting below two out of a possible four. The participants had a similar
level of phonemic awareness, as is evident in both intervention and
treatment control groups pre-test mean scores of 9.00 and 9.25 for GKR

Phonemic Awareness (Roper, 1984), respectively.

To answer the third research question, statistical analysis was
employed. The data was analysed using a one-way Analysis of Covariance
(ANCOVA) to examine the interaction effects of the shared reading
intervention that explicitly taught phonological awareness and alphabet
knowledge. Initially, a simple one-way ANCOVA statistical analysis was
conducted using both the intervention and treatment control groups pre-test
data as the covariate to control for initial group differences on English
reading skills (see Table 14). Separate analyses were conducted for each
measure. When pre-test data is shown to covary with post-test data
significant interaction effects is evident for the intervention group on four
measures: letter-name identification, F(1,5) = 8.63, p = .03, GKR Phonemic
Awareness, F(1,5) = 39.09, p = .002, Invented Spelling (phonetically
correct), F(1,5) = 20.38, p = .006, and Invented Spelling (conventionally
correct), F(1,5) = 64.07, p <.001.

Because both the intervention and treatment control groups pre-test
scores for Bryant Test of Basic Decoding Skills (Bryant, 1975) and Neale
Analysis of Reading Ability (reading comprehension) (Neale, 1999) were
zero, a paired samples t-test statistical analysis was conducted to evaluate
the i mpact of t he i nsceresVoeboth measuresdrom
pre-test to post-test (see Table 14). Results showed that the intervention
group made significantly greater gains in the measure, Bryant Test of Basic
Decoding Skills, t(3.06) =5.78, p = .01.
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Table 14. Descriptive Statistics, t-test, and ANCOVA Results using Pre-test Data as the Covariate for Intervention and Treatment Control Groups

Intervention (n = 4)

Treatment Control (n = 4)

Measures Pre-test Post-test Pre-test Post-test

(Maximum Possible Score) M SD M SD M SD M SD t F
Letter-name Identification (54) 31.50 15.09 49.75 5.68 29.75 20.37 35.25 19.75 8.63*
Letter-sound Identification (54) 26.25 19.60 51.25 3.78 24.00 19.71 35.75 22.68 3.01
Bryant Test of Basic Decoding Skills (50) 0.00 0.00 14.75 4.99 0.00 0.00 5.25 0.50 5.78* -
Neale Analysis of Reading Ability (accuracy) (16) 2.00 2.45 7.00 5.77 0.00 0.00 0.50 1.00 1.38
Neale Analysis of Reading Ability (reading 0.00 0.00 1.50 1.73 0.00 0.00 0.25 0.50 1.39 -
comprehension) (4)
GKR Phonemic Awareness (42) 9.00 7.78 29.25 2.21 9.25 7.63 9.25 8.46 39.09**
Invented Spelling (phonetically correct) (72) 18.25 15.92 54.25 2.06 19.75 20.56 22.25 21.48 20.38**
Invented Spelling (conventionally correct) (18) 0.50 0.58 5.00 0.82 1.00 1.41 1.00 1.41 64.07**
Burt Word Reading Test (110) 6.00 6.68 18.25 6.50 1.25 1.50 6.25 6.29 3.76

Note. - F value cannot be computed because the standard deviation error of the difference is zero.

*p<.05. **p<.01.
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To further examine the interaction effects of the shared reading
intervention that explicitly taught phonological awareness and alphabet
knowledge, a more complex one-way ANCOVA statistical analysis was
conducted. The complex model consisted of using both the pre-test data
and participants chronological age as the covariates to also account for the
possible effects of difference in age between the intervention and treatment
control groups (see Table 15). The more complex analysis of covariance
confirmed significant interaction effects for the intervention group on three
measures: Bryant Test of Basic Decoding Skills, F(1,4) = 13.98, p = .014,
GKR Phonemic Awareness, F(1,4) = 12.571, p = .024, and Invented
Spelling (conventionally correct), F(1,4) =50.32, p =.002. In contrast, when

controlling for the effects of within-in group variation explained by the pre-

test dat a and parcaliages, hater-nains Identticatom ol o g i

and Invented Spelling (phonetically correct) lose their significant difference
for the intervention group. The treatment control group did not differ

statistically on any of the nine measures from pre-test to post-test.

To determine the strength of the significant differences between the
intervention and treatment control groups, an Effect size was required
(Pallant, 2010). C o h e d was used to measure the Effect size. Co h e

(1988) criteria for interpreting d is: small Effect size, d = 0.2, medium Effect

size, d = 0.5, and large Effect size, d 0.8. Thus, accordi

(1988) criteria large Effect sizes were observed for four of the five measures,
scoring: Letter-name Identification, d = 1.73, Bryant Test of Basic Decoding
Skills, d = 4.09, GKR Phonemic Awareness, d = 3.89, and Invented Spelling
(phonetically correct), d = 2.94. The Effect size for Invented Spelling
(conventionally correct) could not be computed because the standard
deviation error of the treatment control groups pre-test post-test difference

was Zero.
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Table 15. Descriptive Statistics and ANCOVA Results using Pre-test Data and ParticipantsdChronological Age as the Covariates for Intervention and

Treatment Control Groups

Intervention (n = 4)

Treatment Control (n = 4)

Measures Pre-test Post-test Pre-test Post-test
(Maximum Possible Score) M SD M SD M SD M SD F

Letter-name Identification (54) 31.50 15.09 49.75 5.68 29.75 20.37 35.25 19.75 1.65
Letter-sound Identification (54) 26.25 19.60 51.25 3.78 24.00 19.71 35.75 22.68 151
Bryant Test of Basic Decoding Skills (50) 0.00 0.00 14.75 4.99 0.00 0.00 5.25 0.50 13.98**
Neale Analysis of Reading Ability (accuracy) (16) 2.00 2.45 7.00 5.77 0.00 0.00 0.50 1.00 .140
Neale Analysis of Reading Ability (reading 0.00 0.00 1.50 1.73 0.00 0.00 0.25 0.50 .708
comprehension) (4)

GKR Phonemic Awareness (42) 9.00 7.78 29.25 2.21 9.25 7.63 9.25 8.46 12.571*
Invented Spelling (phonetically correct) (72) 18.25 15.92 54.25 2.06 19.75 20.56 22.25 21.48 7.05
Invented Spelling (conventionally correct) (18) 0.50 0.58 5.00 0.82 1.00 1.41 1.00 1.41 50.32**
Burt Word Reading Test (110) 6.00 6.68 18.25 6.50 1.25 1.50 6.25 6.29 q72

Note. *p<.05. **p<.01.
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Four of the nine measures: letter-sound identification (Clay, 2005),
Neale Analysis of Reading Ability (word recognition accuracy in-context and
reading comprehension) (Neale, 1999), and Burt Word Reading Test
(Glimore et al., 1981), elicited no significant difference within pre-test and

post-test measures between intervention and treatment control groups.

The two measures, letter-name identification (Clay, 2005) and
Invented Spelling (phonetically correct) (Tunmer & Chapman, 1995), for
which there was a significant difference using the simple model of
covariance analysis are represented in Figures 8-9 using the data from
Table 14. Whereas, the three measures, Bryant Test of Basic Decoding
Skills (Bryant, 1975), GKR Phonemic Awareness (Roper, 1984), and
Invented Spelling (conventionally correct) (Tunmer & Chapman, 1995), for
which there was a significant difference using the complex model of
covariance analysis are represented in Figures 10-12 using the data from
Table 15.

The data in Figure 8 indicates a small difference in the intervention
and treatment control groups pre-test mean scores of 31.50 and 29.75 in
the letter-name identification (Clay, 2005) measure, respectively. Post-test
results showed the intervention g
reached the ceiling level of 54.0, and outperformed the treatment control

groupbébs mean score of 35.25.

Letter-name Identification

60 -

50 -
O 40 -
o
O .
" 30 4 =@ |ntervention
c
g «+ @+ Treatment Control
S 20 A

10 A

0

pre-test post-test

Figure 8. Mean scores (pre-test and post-test) for significant gains in letter-name identification
(Clay, 2005) knowledge.
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A similar pattern of performance was evident for the Invented

Spelling (phonetically correct) (Tunmer & Chapman, 1995) measure. The

data in Figure 9 shows t htast mearhseoreiofnt er ven-

18.25 had increased significantly to a post-test mean score of 54.25. The
treat ment c 0 nt-tesi Imeary score Pf619.75 phade slightly
increased to a post-test mean score of 22.25. These results suggest that
the phonological-based intervention had positive transfer effects to spelling.

Invented Spelling (phonetically correct)

=@ |ntervention

«+@.. Treatment Control

Mean Score
w
o
1

pre-test post-test

Figure 9. Mean scores (pre-test and post-test) for significant gains in Invented Spelling
(phonetically correct) skill (Tunmer & Chapman, 1995).

Figure 10 illustratesth e i nt e r v e rpost-teshmegnrseone pfd s

14.75 in the Bryant Test of Basic Decoding Skills (Bryant, 1975) measure,
outperformed the treatment control group6 gost-test mean score of 5.25.
These results suggest that the intervention group were more confident to
apply their phonological skills to attempt many of the pseudowords
presented in this measure. Whereas, the treatment control group appeared
unsure of the i1 rregularity of t he
words or make no attempt at all for all of the items. These results further
suggest, that the phonological-based intervention had positive transfer

effects to decoding.
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Bryant Test of Basic Decoding Skills
16 -
14 4
12 4
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=@ |ntervention

-+ @« Treatment Control

Mean Score
oo
1

(o)}
1

SN
1

pre-test post-test

Figure 10. Mean scores (pre-test and post-test) for significant gains in Bryant Test of Basic
Decoding Skill (Bryant, 1975).

The data in Figure 11 shows thatatpre-test t he i nterventi on
GKR Phonemic Awareness (Roper, 1984) mean score of 9.00 had
increased significantly to 29.25 post-intervention. In contrast, the treatment
control gr oup0s GHKRRhommensccAwaremess (Raper,t1984)
measure was 9.25 for pre-test and post-test. These results indicate that the
phonological-based intervention had impacted positively on the

development of phonemic awareness.

GKR Phonemic Awareness

25 A

20

=@ |ntervention
15

@« Treatment Control

Mean Score

10 -

pre-test post-test

Figure 11. Mean scores (pre-test and post-test) for significant gains in GKR Phonemic
Awareness skill (Roper, 1984).
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The data in Figure 12 shows that at pre-test the interventi on gr oup 6s

mean score for the Invented Spelling (conventionally correct) (Tunmer &
Chapman, 1995) measure was 0.50, which was lower than the treatment
contr ol preptesbmeanésore of 1.25. Thei nt er ve nt postn
test mean score for this measure increased significantly to 5.00 and
out performed the tr epads-test mean scooerot 100. |
These findings suggest that the intervention group were more confident to
segment the sounds in basic CVC words and to use their phonemic and

alphabet knowledge to assist with conventionally correct spelling.

Invented Spelling (conventionally correct)

=@== |ntervention

«+ @+ Treatment Control

Mean Score
w
1

pre-test post-test

Figure 12. Mean scores (pre-test and post-test) for significant gains in Invented Spelling
(conventionally correct) skill (Tunmer & Chapman, 1995).

4.8 Summary

To summarise, the semi-structured interviews conducted with

groupc

group

parents provided several perspectives of

experiences prior to attending school that influenced and shaped the

devel opment of participantés Literate Cul

emerged are: emergent literacy experiences, exposure to more than one
languages in home and community environments, language shift, and

accessing bilingual pathways.
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The survey data suggests all participants have a positive attitude
towards reading and two key themes emerged from the reader profile
measure: participants favoured reading as a social practice and found

recognising words the most difficult factor about reading

The quantitative pre-test results showed a large range of emergent
literacy knowledge and skills in this sample of year 1 participants in a level
2 M Uroediim context, with participants scoring from the minimum to the
maximum score on many of the post-test measures. The PPVT mean score,
indicated that the receptive vocabulary for the sample of this present study
is relatively within an average range level to support their decoding abilitity.
Returning to the research question on the effectiveness of the intervention
for year 1 st ud e medumbsettinga The post-testfindingd1Uo r i
suggest that a shared reading intervention that focused on phonological
awareness and alphabet knowledge had a positive effect on the
development of the following English reading skills: letter-name knowledge
and phonetically correct spelling after accounting for one covariate, and
after controlling for par t i c i ptash $cdres amgl rcleonological age
positive effects were significantly so for, pseudoword reading, phonemic

awareness, and conventionally correct spelling ability.

Chapter Five will discuss the findings in relation to exisiting literature.
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Chapter 5: Discussion and Conclusions

5.1 Introduction

The primary goal of this study was to determine whether or not a
shared reading intervention that explicitly teaches phonological awareness
and alphabet knowledge would have a positive effect on the English reading
skills of year 1 students in a level 2 MU o-meddium context. As well as to
describe the Literate Cultural Capital and the range of English reading skills
for this particular cohort. Chapter Five aims to discuss the findings related
to each of the three research questions in view of existing literature, to
consider practical implications, and limitations of this study. This chapter
will conclude with suggestions for future research, a summary, and final

conclusions.

The research questions addressed are: 1) What literacy and
language experiences have shaped the Literate Cultural Capital of year 1
studentsinaleve | 2 -rivedionT context? 2) What is the range of English
reading skills in a sampl e of-mediamr
context? and 3) Can a shared reading intervention that explicitly teaches
phonological awareness and alphabet knowledge have a positive effect on
the English reading skill s of-medi@amr
context? The findings revealed that the Literate Cultural Capital of eight
year 1 student s -mediumasetting was influehcedVby @r i
diverse range of emergent literacy experiences which encompassed
attending early childhood education, navigating bilingual pathways,
intergenerational language shift, and exposure to more than one language
in home and community environments. Results further indicated a
considerable range of English reading skills exist for this particular cohort.
Statistical analyses illustrates that the shared reading intervention did
support progress in letter-name identification and phonetically correct
spelling, significantly so in pseudoword decoding, phonemic awareness,

and conventionally correct spelling.
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Chapter 5 looks closely at the range of English reading skills in a
level 2 MU o-médium context, discusses the findings of each assessment

measure, and discusses what makes an effective intervention.

5.2 Literacy and Language Experiences that have Shaped
the Literate Cultural Capital of Year 1 Students in Level 2

M U o-meédium Contexts

Studies relating to Literate Cultural Capital in New Zealand appear to
be underpinned by defici t t heori es that position MU
adequate levels of reading-related variables, which in turn are problematic
to benefit from literacy instruction (Tunmer et al., 2006). Tunmer et al. (2013)
found the difference in the skills and competencies important in English
reading acquisition at school entry is largely due to low socio-economic
status and/or culturally diverse backgrounds. Noticeably, the voices of
MUor i children and their whUnau are ab
legitimately define what shaped their level of Literate Cultural Capital. The
key principles underpinning the Kaupapa
empl oyed for this present study <chall eng
current educational discourse and associated expectations of literacy

achievement for MUori children beginning

The results of the present study seek to legitimise the literacy and
language experiences that shaped the Literate Cultural Capital of year 1
students i n -mediure cortéxt. ZThedd Bre nefresented in the
four key themes that emerged from the
literacy experiences, the participants had exposure to more than one

language in their home, language shift, and accessing bilingual pathways.

Wh Un au arss prevealed there was a clear commitment to
ensure their child acquired competent English emergent literacy skills whilst
also trying to achieve bilingualism in English-MUo r i . Hol dawayos
study which examined how fluent readers in their first year of school
acquired emergent literacy skills in their home environment, showed that a

series of bedti me reading cycles had po
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development of oral and written language. A similar pattern of findings was
identified in the present study for most participants whom experienced a
strong tradition of bedtime reading. This supports the idea that shared

reading is a source of language learning as well as a skill itself.

Although not all domains of Literate Cultural Capital were measured
in the present study, one particular participant scored poorly on receptive
vocabulary, alphabet knowledge, decoding, phonological awareness, and
reading comprehension measures, despite a strong tradition of bedtime
reading and attending an early childhood education centre. What should be
noted was this participant participated in the treatment control group and
made minimal progress in developing essential alphabet knowledge,
phonological awareness, and decoding skills. The results of this study are
consistent with previous findings, showing an implicit response to reading
acquisition does not constructively bui

needs (Tunmer et al., 2006).

These findings also suggest how the downward spiral of negative
Matthew Effects can develop and contribute to the status quo of literacy
achievement patterns in New Zealand (Stanovich, 1986). The effects of a
multiple cues approach for year 1 readers with specified differences in
Literate Cultural Capital are likely to experience difficulties mastering the
alphabetic code, inhibit efficient and reliable decoding strategies, and
therefore impede the development of automaticity in reading (Juel, 1988;
Pressley, 2006). Research has shown automaticity is key to reading for
meaning and is one of the strongest predictors of reading achievement,
particularly in the first three years of school (National Early Literacy Panel,
2008; National Reading Panel, 2000; Perfetti, 2007; Vellutino et al., 2007).

A closer look at the findings revealed one participant who appeared
to have low levels of emergent literacy skills across all measures identified
most of the English letter-names and corresponding sounds that paralleled
with te arapl MUori (the MUori alphabet)
not recognise the others. Furthermore for the Bryant Test of Basic
Decoding Skills (Bryant, 1975) pre-test this same participant commented,

A Whaea, kaore e taea te pUnui [ te reo P
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infers the pseudowords visually parallel real words for this child. It could be

arguedthi s chil dés | ow | evel of Literate Cu

explained by the development of English as a second language or in
conjunction with a third language. What this study failed to examine was
the level of bilingualism children brought to the learning context that was
shaped by the intergenerational language shift, exposure to more than one
language in their home, and accessing bilingual pathways. The measures

employed for this study reveal ed t he partici padiated 6 Engl i

skills and competencies only. The | ack

knowl edge and phonol ogical awareness 1in

a definitive judgement of their Literate Cultural Capital cannot be made.

What should be noted was this participant participated in the
intervention group and made rapid progress in developing the essential
reading-related skills and competencies measured in English. The results
of this study are consistent with previous findings, showing a shared reading
approach that focuses explicitly on alphabet knowledge and phonological
awareness makes a positive differ
literacy skills (Tunmer et al., 2006, 2013).

5.3 The Range of English Reading Skills in Year 1 Level 2

MU o-medium contexts

The majority of poor readers apparent in the 2001, 2006, and 2011
PIRLS studies were | argely MUor i
negative achievement pattern is of major concern (Tunmer et al., 2013).
One of the biggest challenges in literacy education in Aotearoa is
accommodating the differences in early cognitive English literacy
knowledge and schools at school entry to produce equitable outcomes in
later reading achievement (Nicholson, 2002; Tunmer et al., 2006; Wilkinson
et al., 2000). The findings of the present study are consistent with previous
findings, showing large variability in English emergent literacy skills of a
sample of year 1 student s eneduenrcdntexy
(Nicholson, 2003). How the classroom reading programme responds to the

diverse range of English reading-related skills children bring to their learning
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can be the point of difference between developing skilled readers or poor

readers.

The participants with the higher scores tended to be able to identify
most of the upper-case and Ilower-case letter names and their
corresponding sounds, they showed relatively high levels of phonemic
awareness and were able to transfer their phonemic skills to encode
phonetically and conventionally correct, as well as decode real words in
isolation in comparison to participants with lower scores. Participants with
lower scores struggled to identify more than two letter-names, more than
four letter-sounds, had poor phonological and phonemic awareness, and
struggled to encode and decode. The range in English reading skills
proposes there are some children who are progressing positively towards
mastering the constrained skills needed to decode, but also indicates there
are others who will struggle to learn to read and possibly endure reading
difficulties unless they receive some form of systematic intervention (Juel,
1988; Whitehurst & Lonigan, 1998, 2003).

To prevent the range of emergent literacy skills from widening in

| ater reading achievement and to effect

pattern of disparity between poor and good readers from the outset of formal
instruction, it has been suggested interventions that promote alphabet
knowledge and phonological awareness should be part of a beginning
reading programme. The findings

study identified an early intervention that promotes phonological awareness
and alphabetic coding was highly effective in the development of reading
acquisition, later reading achievement, and reducing inequitable outcomes

between poor and good readers.

The results from this present study showed a six week intervention
that focused on phonological awareness and alphabet knowledge can be
beneficial for developing a range of cognitive emergent literacy skills for
year 1 chi |l dr e nmediun cantekt.eParécipan® in M study
who received the intervention scored higher than the treatment control
group across all nine measures, significantly so on letter-name identification,

phonemic awareness, pseudoword decoding, and invented spelling

132

of

Tunnmn



measur es. The progress in childrenods

that focuses on phonological awareness and alphabet knowledge, has also
been demonstrated by Ryder et al. (2008) and Tunmer et al. (2003).

The results of the present study also demonstrated gains in emergent
literacy skills for the treatment control group over the six weeks. The growth
in emergent literacy skills from being engaged and immersed in meaningful
sociolinguistic interactions is supported by research (McLachlan & Arrow,
2010; Phillips et al., 2004). However, all of the children in the intervention
group made progress on their English reading skills despite their initial level
of emergent literacy skills, whereas, three out of the four participants in the
treatment control group showed minimal growth in alphabet knowledge, and
no growth in pseudoword decoding, phonemic awareness, and
conventionally correct invented spelling scores across the six weeks. This
supports research that highlights simply being immersed in good models of
written and oral language will not ensure competency in essential reading
skills (Foster-Cohen, 2004; Gibbs & Nicholson, 1999; Tunmer et al., 2008;
Tunmer & Nicholson, 2011).

5.4 Assessment Measures

Ten assessment measures of English reading skills have been
categorised as: alphabet knowledge tasks, phonemic awareness tasks,
decoding tasks, with reading comprehension and receptive vocabulary/oral
language (PPVT) findings discussed separately as they were not explicitly

taught in the intervention.

5.4.1 Reading comprehension.

The Simple View of Reading asserts reading comprehension is the
product of two cognitive elements: decoding skills and linguistic
comprehension skills (Gough & Tunmer, 1986). Reading comprehension
was not explicitly taught as part of the intervention so there was no

expectation that the scores between the two groups would differ significantly.
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Interestingly the increase in alphabet knowledge, phonological
awareness, and word recognition skills which developed during the
i ntervention appeared t o scaff ol
comprehension ability as the mean score post-intervention was higher than
pre-intervention. These findings support the decoding theory that skilled
decoding is critical as it frees up cognitive resources to construct meaning,

the aim of reading (Dymock & Nicholson, 2012, Pressley, 2006).

5.4.2 PPVT findings.

Oral language, along with alphabet knowledge and phonological
awareness, has been shown to influence the acquisition of emergent
literacy skills and later reading achievement (Lonigan et al., 2000; National
Reading Panel, 2000). Despite direct and indirect effects of vocabulary
knowledge in relation to reading comprehension, Nicholson (2003) found
the receptive vocabulary of 111 children divided into the following SES
groups, low-SES group (n = 88, mean age = 5.27) and high-SES group (n
=23, mean age = 5.26), were not significant in predicting reading acquisition

in years 1 and 2.

In the present study the mean PPVT score was 90.88 (SD = 17.41),
which indicates the linguistic comprehension of this particular sample is at
an average level to support their decoding ability to gain meaning from text.
The results may be explained by the quality of oral language interactions
underpinning sociolinguistic practices of the home and promoted in Te
WhUri ki : Ear |l y Ch(Ministrip of &&ducativn, r1996) as ib

reflected in the results coll ated

Although research shows oral language is important to the
development of emergent literacy and later reading achievement, explicit
teaching of oral language and vocabulary were not included in the
intervention of the present study because research shows opportunities to
explicitly develop alphabet knowledge and phonological awareness (that
are both shown to be powerful predictors of reading achievement in year 1
than receptive vocabulary), are less prevalent in Aotearoa primary schools

(Tunmer et al., 2013).
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5.4.3 Alphabet knowledge.

Alphabet knowledge is known to be a strong predictor of future
reading achievement (Nicholson, 2002). It has been suggested that
alphabet knowledge underpins the alphabetic principle which in turn
facilitates the understanding that letters represent sounds that blend
together to form words (Nicholson, 2005, Moats, 2010). In the present study
alphabet knowledge tasks were separated into letter-name and letter-sound
knowledge. Research shows letter-name knowledge is considered a strong
predictor of beginning reading achievement until children have reached the
ceiling level of alphabet naming, then letter-sound knowledge becomes a
better predictor (Adams, 1990; Foulin, 2005).

The gain in alphabet knowledge for both treatment control and
intervention groups is consistent with studies that show positive correlations
between the shared reading approach and emergent literacy skills (Justice
et al ., 2008; McLachl an & Arrow,
(2010) recent meta-analysis found interventions targeting alphabet
knowledge combined with phonological awareness exerted a greater
influenceinthe devel opment o fnanoiry iard dettee-soung
knowledge, letter-form recognition, ability to print letters, rapid letter-naming,
and subsequent emergent reading skills, in comparison to interventions that

developed alphabet knowledge.

In the present study, children who received the intervention scored
higher than the treatment control group in both letter-name and letter-sound
knowledge measures, significantly so on letter-name knowledge. The
significant findings for letter-name knowledge parallels with Burgess and
Lonigands (1988) snamind knowledge tends to devebbp
earlier than letter-sound knowledge, which could explain why letter-sound
knowledge was not statistically significant in the present study. Furthermore,
it could be argued that a shared reading intervention that focused explicitly
on alphabet knowledge and phonological awareness strengthened
childrenbés kn@oameedge of | etter

The letter-sound knowledge of the eight participants in the present

2010) .

| et t e

l etter

study were generally | ower t haametkrowledgear ti ci p
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pre-intervention. Interestingly the letter-sound knowledge of the children
who received the intervention was slightly higher than their letter-name
knowledge scores post-intervention. Two of the participants had reached
the ceiling level for the letter-sound task and the other two participants
nearly reached ceiling level, in comparison to the treatment control group
where only one participant (who began with strong alphabet knowledge) had
reached the ceiling level for the letter-sound task. This finding indicates that
alphabetic instruction with explicit phonemic awareness, increases the rate

of letter-sound knowledge (Foorman, et al., 2003).

5.4.4 Phonemic awareness.

Phonemic awareness is seen as the most complex level of
phonological awareness and refers to the ability to hear and manipulate
individual sounds in words which is critical to reading success (Mraz et al.,
2008; Nicholson, 2005).

Phonemic awareness can be divided into two different skills:
synthetic (blending, deletion of initial phoneme, deletion of final phoneme,
and phonemic segmentation) and analytic (substitution of initial and final
phoneme) . The present study showed the
and analytical phonemic awareness skills significantly increased over the
six week intervention. This finding can be explained by explicitly directing
childrenés attention to the existence a

spoken words, which is consistent with Ehrietal. 6 s (2001) study.

The connection between the treat ment
letter-sound knowledge and low level of phonemic awareness relates with
the findings of Juelds (1988) study that
awareness at school entry struggled with letter-sound correspondences.
Further more, Juel 6s (1988) findings 1i111u
that if a child had low phonemic awareness in grade one, the child will
continue having reading difficulties in grade four. These findings indicate
children in a yneedumcdntektwouldbeneflt fravh@xplicit

instruction to acquire phonemic awareness.
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The significance of the invented spelling (phonetic and

conventionally correct equivalence) analysis indicated that the

i nterventionb6s group phonemic awareness

phoneme relationships had positive transfer effects to their phonological
recoding ability to encode. A closer examination of the data suggests

explicit and systematic teaching of phonemic awareness in a shared reading

cont ext scaffolds childrenbds attent.i

consciously apply their understanding of how words are formed, regardless
of the differences in emergent literacy skills. The interaction between

phonemic awareness and alphabet knowledge in this measure

A

t

demonstrated participantso metalinguist:i

principle, consi stent with Tunmer
children in the treatment control group showed minimal progress of
developing phonemic awareness or an understanding of the alphabetic
principle in their invented spellings. The positive impact of the intervention
on phonemic awareness and alphabet knowledge suggests that it is
possible to improve the level of phonemic awareness of year 1 children in a
l evel medMr) @ducation setting to effectively understand the
alphabetic principle than would otherwise have occurred.

5.4.5 Decoding.

In the present study, the key message represented via reading

et

al

att i tude survey data identified powerful

understanding of the process of learning to read. All eight participants
shared similar responses describing what they found difficult about reading,
which were difficulty in recognising words. A closer examination of this
emerging theme demonstrated year 1 students in a level 2 MU o-médium

context comprehend in order to achieve reading success, they first need to

decode. The participantsd perspective

Reading (Gough & Tunmer, 1986). Ideally, this is a valuable opportunity to
pri vi | eg e agenbyibly tulyerespoading to what they initiate as
important in the process of reading acquisition. The present study
demonstrated that explicitly teaching children phonemic awareness and

alphabet knowledge to decode, values student voice.
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Thus, singing along to a song that integrates the alphabetic principle
with a visual stimulus for each grapheme and the combination of systematic
phonological awareness activities develops phonological recoding skills. In
addition, explicitly linking phonological recoding skills to reading in-context
enhances childrendés confidence and metal.
are structured to decode accurately in-context or in isolation. The results of
the Bryant Test of Basic Decoding Skills (Bryant, 1975) strongly suggests
that the phonological-based shared reading intervention had positive
transfer effects to pseudoword decoding skills. In contrast, the treatment
control group appeared unsure of the irregularity of the pseudowords and
tended t o i ni orimade moattempm a &lldor al of thel iems in
the Bryant Test of Basic Decoding Skills (Bryant, 1975) measure.

The difference in results could be explained by the implicit approach
to word recognition embedded in the treatment control group sessions. This
approach encouraged the participants to work out unfamiliar words by
integrating semantic, syntactic, and visual graphophonic sources of
information, also known as text-based clues. The visual graphophonic
sources of information privileges the larger phonological structures of a
word (e.g., syllable) as they are easier to learn and identify than the
individual phonemes in words. Therefore, it could be argued children who
have been implicitly taught to recognise words are dependent on all three
sources of information in-context to accurately decode. This could possibly
suggest why the treatment control group had difficulty recognising
pseudowords and words in isolation, as demonstrated in the Bryant Test of
Basic Decoding (Bryant, 1975) and Burt Word Reading Test (Gilmore et al.,
1981) results. Whereas, the intervention control group who were explicitly
taught to hear, identify, and manipulate phonemes in words, could transfer
their phonemic awareness to decode pseudowords, words in isolation, and

words in-context more accurately than the treatment control group.
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5.5 Effective Shared Reading Interventionf or Levetl

medium Contexts

The findings of the present study strongly suggest the intervention

was effective in improving the phonological awareness and alphabet

knowl edge of year 1 st unddeum tcantexi. nThea

positive effects of the present study could possibly be explained because
the intervention was research-based and age appropriate. Reyna (2004)
asserts t hdtwheniiis basee asourd scientific observations
and analyses i provides reliable information about what words and why and

how it workso (p. 47).

A theme that emerged from the reading profile and reading attitude
surveys indicated the participants of the study had a positive attitude
towards reading and viewed it as a social practice. The results infer young
children value and benefit from the confluence of sociolinguistic interactions
and reading. The nature of the fi
that highlighted the benefits of the shared reading approach to developing

the acquisition of emergent literacy skills.

Traditionally the shared reading approach in New Zealand literacy
programmes place emphasis on teaching beginning readers to decode
words by using multiple sources of information from the text rather than
phonological recoding strategies (Ministry of Education, 2003a, McLachlan
et al., 2013). Thus, a modified shared reading intervention was designed
based on research as the vehicle for promoting the essential cognitive
reading-related skills for students to master in a sociocultural environment.
It could be argued the tailored shared reading intervention in the present
study was effective in scaffolding
awareness, and pseudoword decoding ability because it was research-

based and age appropriate.

Both the intervention and treatment control groups attended the
regular classroom literacy programme during the six week withdrawal
intervention. However, the treatment control group had shown minimal
progress in alphabet knowledge, decoding skills, and phonological

awareness (see Figures 8 to 12). Whereas, the intervention group showed
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2 MUCc
|l evel
ndi ngs
stude



positive effects for alphabet knowledge, phonemic awareness, and
pseudoword decoding. These findings suggest that if the first year of
literacy instruction does not include explicit and systematic phonemic
awareness and alphabetic coding instruction it is likely to have a minimal

effect on the cognitive development of the precursors to skilled reading.

The positive effects of the intervention in the present study could be
explained by utilising the Simple View of Reading model as a framework for
facilitating reading acquisition. Furthermore, this study supports Stuart et
al .6s (2008) finding that regardl ess of
context of individual readers, readers have to develop both decoding and
linguistic skills to become a competent reader as advocated by the Simple
View of Reading. In the present study it could be argued the Simple View
ofReading model aligns with empowering wh!

competent English emergent literacy skills.

Ryder et al. (2008) study is an example of a short term (24 weeks)
research-based intervention that showed positive effects on phonological
awareness, decoding ability, and context-free word recognition skills for
struggling readers and were not only maintained two years after the
intervention, but had generalised to word recognition accuracy in-context.
The intricacies' of the intervention showed higher levels of phonemic
awareness and alphabetic coding skills were systematically and explicitly
taught to four groups of three children and each lesson was 20-30 minutes
long. The design of this intervention adds to the knowledge base of
essential conditions for an intervention programme to have long term effects

on reading acquisition (Coalition for Evidence-Based Policy, 2003).

For any literacy intervention to be effective it must be based on
scientific evidence and able to be implemented by classroom teachers
within their literacy programmes. The nature of the intervention in the
present study could easily be embedded within year 1 reading programmes
as it promoted explicit instruction of phonological awareness and alphabet

knowledge in a sociocultural environment.
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5.6 Limitations

A number of methodological limitations of this study should be noted.
Firstly, as the sample size is relatively small (N = 8) the degree of
generalisability to the year 1 level 2 MME population is limited. A replication
of this study with a larger sample size of participants across randomly
selected level 2 MME cites would give greater representation and levels of
confidence in the results.

A

The participantsd ages ranged from 5
years 7 months. Therefore, the difference in age maturation is a potential
factor that could have exert influence on the results. To account for the
potential impact of the age variable, an ANCOVA statistical analysis was
conducted with age as the covariate to measure the relationship between
the intervention and the outcome due to a reduction in the amount of error.
Matched pairs were formed and randomly assigned to either the intervention

or treatment control group to eliminate bias.

Although during the semi-structured interviews every effort was
made by the researcher to act as a neutral medium a certain degree of bias
cannot be fully eliminated. To increase the reliability of the research findings
the semi-structured interviews were recorded and transcribed. A copy of
the analysed transcript was emailed to the interviewees to provide them with
the opportunity to add, delete, or revise comments in order to increase
accuracy. One interviewee made use of this opportunity and made minor

adjustments to the transcript.

A factor that has the potential to threaten the degree of internal
validity is the researcher implemented both the treatment control and
intervention lessons, conducted, and marked assessments. To increase
the reliability and validity of the research design, long term overviews for
both the intervention and treatment control groups were planned and
moderated, and informed individual lessons. Standardised assessment
measures were employed and administration scripts were adhered to with

high levels of accuracy.
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5.7 Future Research

English reading research in year 1 level 2 MME contexts is scarce
and possibly non-existent, thus, future research following from this study
could help build on the knowledge base for this unique cohort in Aotearoa.
Future research could also involve tracking the eight participants over two
years to examine which reading skills correlate with later reading success.
Alternatively a follow-up comparison between the intervention and
treatment control groups reading development, could indicate whether the
intervention had long-term effects on the participantséEnglish reading skills.
Another possibility for future research could be to include a home-school
partnership shared reading pr omaaadnme t hal
classroom teachers in the intervention to reciprocate the learning between
home and classroom contexts. Furthermore, a study that investigates
whether a phonological-based shared reading intervention has a positive
cross-linguistic transfer effect on MUor i reading -skills
medium settings is yet to be explored. Future research could also involve
wor king with vy emeadiuniedicationéehche?s toVeastigate
whether the shared reading intervention could be implemented as part of a
balanced literacy programme and to examine further how such an

intervention sits within the aspirations of MU o-médium education.

5.8 Implications of the Study for Professional Practice

A for mal judgement o f MUor Capitaihi | dr en
cannot be made simply using English reading-related measures. However,
to prevent the range of English emergent literacy skills from widening
beyond year 1 and to scaffold successful reading outcomes, research
shows interventions that focus on powerful predictors of reading acquisition,
phonological awareness and alphabet knowledge, need to be part of year 1
instructional reading programmes from the outset (National Reading Panel,
2000; Ehri et al., 2001). T étrespdctiver di ngs ¢
study also identified an early intervention that focuses on phonological
awareness and alphabetic coding skills, to be a purposeful method in

producing equitable outcomes for MUori cl
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This study asserts the range of reading related variables at school
entry for MUori children should not be
emergent | iteracy skill s y-maliumcbntegstt udent s
bring to the process of learning to read are complex and context dependent.
Furthermore, alphabet knowledge and phonological awareness are key and
a crucial foundation for enhancing their metalinguistic awareness to
recognise words. Thus, explicit instruction is needed to support year 1

students to achieve competency in English reading skills.

5.9 Summary

This study showed a large range in emergent literacy knowledge of
a sample of 8 year 1 -<anbdiumdettiegrsituatedina | ev el
an English-medium context. Alphabet knowledge and phonemic awareness
have been shown to be strongly related to reading acquisition and later
reading achievement. An evidence-based alphabet knowledge and
phonemic awareness intervention was designed for the present study and
implemented over a six week period. The post-test results showed that
children who participated in the intervention increased their rate of progress
in learning alphabet knowledge, phonemic awareness, and pseudoword
decoding in comparison to the treatment control group. The results of the
present study suggest a six week intervention that focuses explicitly on
alphabet knowledge and phonemic awareness can benefit the development
of essenti al English reading skilkls for
medium educational context. The present study supports previous
phonological-based emergent reading research and suggests further
emer gent reading research possib-ilities

medium educational contexts.

5.10 Conclusion

The present study set out to examine 1) the literacy and language
experiences that have shaped the literate cultural capital of year 1 students
in a level 2 MU o-médium educational context, 2) the range of English
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reading skills that exist for year 1 students in a level 2 MU o-médium
educational context, and 3) the effects of a shared reading intervention on
the English reading skills of y e a r 1 students -mediuma | evel

educational context.

The four themes that emerged from the transcribed interviews were:
(a) emergent literacy experiences, (b) exposure to more than one language,
(c) language shift, and (d) accessing bilingual pathways. The themes
contexualised the intervention and provided a legitimate insight into
contributing factors that shaped the Literate Cultural Capital for the sample
of participants in the present study. A holistic analyses of all the data in the
present study infers def i ni tive judgements of MUO T |
Cultural Capital cannot be made based on English reading-related

measures alone.

A sample of eight year -“medumeettimgnt s i n
situated in a English-medium context were assessed using a range of
measures to gather information on their phonological awareness, alphabet
knowledge, and receptive vocabulary. The participants were divided into 4
closely matched pairs according to their reported phonemic awareness and
alphabet knowledge. The participants in each pair were then randomly
assigned to either an intervention (n = 4) or treatment control group (n = 4).
The results showed a range of emergent literacy skills and degrees of
literate cultural capital. Over a six week period the intervention group
received an evidence-based intervention focusing on phonological
awareness and alphabet knowledge. The post-test results showed the
intervention group made better progress in their reading skills that the
treatment control group, significantly, in letter-name knowledge, decoding
ability, phonemic awareness, and conventionally correct spelling. These
results indicate that explicit instruction is required to develop phonological
awareness and increase the rate of alphabet knowledge. The results further
illustrated that when interventions are designed with regard to focus
(phonological awareness and alphabet knowledge), duration (30 minutes a
session), frequency (twice per week), and group size (small), they can be

effective.
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Appendix B: Consent Letters

Letter to Board of Trustees

5 April 2012
TUthUKoutou Katoa,

My name is Kylie Te Arihi and | am a Masters student at The University of Waikato.

| am planning to conduct a research project in [paiahersion unit hame

removed]. | am writing to seek your permission to approach [Principal name
removed], [Associate Principal name removed], [Class Teacher name removed],

year 1 children and their parents/caregivers of [name removed]. | have a passion

for readi ng, strengthening Mthediim st uder
education.

| would like o evaluate English reading skills in Year One students and to
implement an intervention focusing on emergent literacy awareness and to assess

the benefits and effects this intervention has for bilingual students. | would also

like to meet with their parens / car egi vers to develop wha
process of establishing positive relationships) and to gain background information

of their childés early childhood experi el

There will be an intervention group and cohtgooup which will involve 4 or 5
students per group. Both groups will have twen3@ute sessions a week for six
weeks. Although it will only be a selection of students participating, the results will
help assess the benefits of teaching phonemic aesse@xplicitly through a Shared
Reading approach for partishmersion students.

respect
f the two
hina
rm my
the
and | earnin
Two important points need to be made clear:

1) The intention of my research is not to judge the provision of emergent literacy
skills by the school, classroom teacher or parents/caregivers but rather ackgowled
that some children regardless of their early literacy experiences will not acquire the
knowledge of literacy fundamentals needed for optimal reading development
simply by immersion.

2) My intervent i osnediun education khubto dmeeeé and t | e MU
provide status and credibilitymadiomthe val
education.
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| acknowledge | am accountable to the professional community and especially to
the participants, therefore, | will maintain communication betweemetbearcher

and key people in the school at all times. All data collected will be confidential
and a pseudonym will be used to protect the identity of all participants. A final
summary of findings will be available on request.

Participation in this studis voluntary. All participants are free to withdraw at any
stage without explanation. If you have any questions regarding or require further
information regarding this research, please contact me at | ib or by
email, | -

The University of Waikato Ethics Committee has approved this study.

| appreciate your time and welcome any questions.

NgU mi hi

Kylie Te Arihi
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Consent to approach [Principal name removed], [Associate Principal name
removed], [Years One/Two Classroom Tacher name removed],
Parents/Caregivers and Year One Students of [partialmmersion unit name
removed].

f | have read and understood an explanation of this study.

| have had an opportunity to ask questions and have them answered.

B}

n | agree that Kylie € Arihi can conduct her research project in [partial immersion
unit name removed] Year One class.

A | agree that Kylie Te Arihi can approach [Principal name removed] and
[Associate Principal name removed] to discuss her research and seek written
permisson to conduct her study.

f | agree that Kylie Te Arihi can approach [Class Teacher name removed], year 1
students and their parents/caregivers of [panti@hersion unit name removed] to
discuss her research and seek written permission to conduct her study

i | understand if | have any concerns regarding this research that | prefer not to
discuss with the researcher, | can contact:

Dr. Sue Dymock, Dr. Nicola Daly or the Chairperson of the Arts and Language
Education Department, Dr. Margaret Franken

The Unwersity of Waikato,

Faculty of Education

Private Bag 3105

Hamilton

Phone: (07) 838 4500

i lunderstand that the parent/caregiver needs to give written consent for their child
to participate and the children are able to withdraw at any time from thistprojec

i | am happy for Kylie Te Arihi to meet with the parents/caregivers of year 1
[partiakimmersion unit name removed] students to establish a positive relationship

based on trust and mutual respect as well as accessing background information
relatingtohei r chil dés early childhood experie

N lunderstand | can gain access to a draft copy for comment if | wish.

Signed:

Date:

Pleag indicate whether you would like a summary of the study delivered to you.

Yes, | do wish to have a summary of the study delivered to me.

N
N No, | do not wish to have a summary of the study.
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Letter to principal
5 April 2012
TUnU Koe -paReréemowed],p al

I am embarking on a Masters of Education degree at The University of Waikato and
planning to conduct a research project in [paitiahersion unit name removed].

| am writing to seek your permission to approach [Associate Principal name
removed], [Class Teacher name removed], year 1 children and their
parents/caregivers of [name of paril@mmersion unit removed]. | have a passion

for readi ng, strengthening Mthwediim st uder
education.

| would like to evaluate Hiylish reading skills in Year One students and to

implement an intervention focusing on emergent literacy awareness and to assess

the benefits and effects this intervention has for bilingual students. | would also

like to meet with their parents/caregivérso devel op whakawhUnaun
process of establishing positive relationships) and to gain background information

of their childés early childhood experi el

There will be an intervention group and control group whidghinvolve 4 or 5
students per group. Each group will have twendfiute sessions a week for six
weeks. Although it will only be a selection of students participating, the results will
help assess the benefits of teaching phonemic awareness exglioiigh a Shared
Reading approach for partiehmersion students.

aware
inate the

das

intend

hat

and |l earr

Two important points need to be made clear:

1) The intention of my research is not to judge the provision of emergent literacy
skills by the school, classroom teacher or parents/caregivers but rather acknowledge
that some children regardless of their early literacy experiences will not acquire the
knowledge of literacy fundamentals needed for optimal reading development
simply by immersion.

2) My intervent i ormmedium education lhubto émeehandt t | e MU
provide status and credibilitymadiomthe val
education.

I acknowledge | am accountable to the professional community and especially to
the participants, therefore, | will maintain communication between tleaneser

and key people in the school at all times. All data collected will be confidential
and a pseudonym will be used to protect the identity of all participants. A final
summary of findings will be available on request.
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Participation in this studysivoluntary. All participants are free to withdraw at any
stage without explanation. If you have any questions regarding or require further
information regarding this research, please contact me at | jib or by
email, | -

The University of Waikato Ethics Committee has approved this study.

| appreciate your time and welcome any questions.

NgU mi hi

Kylie Te Arihi
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Consent to approach [Associate Principal name removed], [Class Teacher
name removed], Year One students and theparents/caregivers of [Partial
immersion unit name removed].

| have read and understood an explanation of this study.

S

f | have had an opportunity to ask questions and have them answered.

n 1agree that Kylie Te Arihi can conduct her research prajg&artiaimmersion
unit name removed] year 1 class.

n | agree that Kylie Te Arihi can approach [Associate Principal name removed],
[Class Teacher name removed], year 1 students and their parents/caregivers of
[Partiatimmersion unit name removed] thscuss her research and seek written
permission to conduct her study.

i | understand if | have any concerns regarding this research that | prefer not to
discuss with the researcher, | can contact:

Dr. Sue Dymock, Dr. Nicola Daly or the Chairperson of Ares and Language
Education Department, Dr. Margaret Franken

The University of Waikato,

Faculty of Education

Private Bag 3105

Hamilton

Phone: (07) 838 4500

i lunderstand that the parent/caregiver needs to give written consent for their child
to participae and the children are able to withdraw at any time from this project.

i | am happy for Kylie Te Arihi to meet with the parents/caregivers of year 1
[Partiatimmersion name removed] students to establish a positive relationship

based on trust and mutuaspect as well as accessing background information
relating to their childdés early childhooc

N lunderstand | can gain access to a draft copy for comment if | wish.

Signed:

Date:

Please indicate whether you would like a summary of the study delivered to you.

Yes, | do wish to have a summary of the study delivered to me.

N
4 No, | do not wish to have a summary of the gtud
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Letter to associate principal
5 April 2012
TUnU Koe [Associate Principal name removV:i

I am embarking on a Masters of Education degree at The University of Waikato and
planning to conduct a research project in [Partrahersion unit name removgd

| am writing to seek your permission to approach [Class teacher name removed]

and year 1 children and their parents/caregivers of [pami@ersion name
removed]. | have a passion for reading,
and Mdigdiumeducation.

I would like to evaluate English reading skills in year 1 students and to implement
an intervention focusing on emergent literacy awareness and to assess the benefits
and effects this intervention has for bilingual students. | would &sadi meet

with their parents/ caregivers to develo
background information of their chil dds €
spoken at home.
There will be an intervention group and control group which will invelver 5
students per group. Each group will have twend3fute sessions a week for six
weeks. Although it will only be a selection of students participating, the results will
help assess the benefits of teaching phonemic awareness explicitly throaghd Sh
Reading approach for partehmersion students.
aware
inate the
as
intend
hat
he stud:

Two important points need to be made clear:

1) The intention of my research is not to judge the provision of emergent literacy
skills by the school, classroom teacher or parents/caregivers but rather acknowledge
that some clhiren regardless of their early literacy experiences will not acquire the
knowledge of literacy fundamentals needed for optimal reading development
simply by immersion.

2) My intervent i ormnediumeducation btutdo emteaceé and | e MU
provide status and credibilitymadonthe val
education.

| acknowledge | am accountable to the professional community and especially to
the participants, therefore, | will maintain comnoation between the researcher
and key people in the school at all times. All data collected will be confidential
and a pseudonym will be used to protect the identity of all participants. A final
summary of findings will be available on request.

Partigpation in this study is voluntary. All participants are free to withdraw at any
stage without explanation. If you have any questions regarding or require further
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information regarding this research, please contact me at | jib or by
email,

The University of Waikato Ethics Committee has approved this study.

| appreciate your time and welcome any questions.

NgU mi hi

Kylie Te Arihi
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Consent to approach [class teacher name removed] and Year One students and
their parents/caregivers of [partial-immersion unit name removed].
n | have read and understood an explanation of this study.

f | have had an opportunity to ask questions and have them answered.

A | understand by signing this form | agree that Kylie Te Arihi can contar
research project in [partid@ihmersion name removed] year 1 class.

A | agree that Kylie Te Arihi can approach [class teacher name removed] and year
1 students and their parents/caregivers of [partiatersion nhame removed] to
discuss her researeimd seek written permission to conduct her study.

A | understand if | have any concerns regarding this research that | prefer not to
discuss with the researcher, | can contact:

Dr. Sue Dymock, Dr. Nicola Daly or the Chairperson of the Arts and Language
Education Department, Dr. Margaret Franken

The University of Waikato,

Faculty of Education

Private Bag 3105

Hamilton

Phone: (07) 838 4500

N lunderstand that the parent/caregiver needs to give written consent for their child
to participate and the childreme able to withdraw at any time from this project.

i | am happy for Kylie Te Arihi to meet with the parents/caregivers of year 1
[partiakimmersion unit name removed] students to establish a positive relationship

based on trust and mutual respect as aglaccessing background information
relating to their childds early chil dhooc

f | understand | can gain access to a draft copy for comment if | wish.

Signed:

Date:

Please indicate whether you would like a summary of the study delivered to you.

Yes, | do wish to have a summary of the study delivered to me.

N
N No, | do not wish to have a summary of the study.
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Letter to year 1 class ¢acher
5 April 2012
TUnU Koe [class teacher name removed],

I am embarking on a Masters of Education degree at The University of Waikato and
planning to conduct a research project in [paitiahersion unit name removed].

lhave apassiohor reading, strengthening-MUori s
medium education.

| am writing to ask if you will be happy for me to conduct my study in your class
with your year 1 Students. | have been given permission from your Board of
Trustees, Pricipal and Associate Principal of [pardadimersion unit name
removed].

| would like to evaluate English reading skills in year 1 students and to implement

an intervention focusing on emergent literacy awareness and to assess the benefits

and effects thg intervention has for bilingual students. | would also like to meet

wi t h t heir parents/ caregivers t o develo
background information of their chil dds &€
spoken at home.

There will bean intervention group and control group which will involve 4 or 5
students per group. Each group will have twendfute sessions a week for six
weeks. Although it will only be a selection of students participating, the results will
help assess the bditg of teaching phonemic awareness explicitly through a Shared
Reading approach for partiehmersion students.

aware
e
ed as
intend
t

me.

Two important points need to be made clear:

1) The intention of my research is not to judge the provision of emergent literacy

skills by the school, classroom teacher or parents/caregivers but kthewsedge

that some children regardless of their early literacy experiences will not acquire the
knowledge of literacy fundamentals needed for optimal reading development

simply by immersion.

2) My intervent i osnediun educationut toembrace andt | e MU
provide status and credibilitymadiomthe val
education.

| acknowledge | am accountable to the professional community and especially to
the participants, therefore, | will maintain communication leetwthe researcher
and key people in the school at all times. All data collected will be confidential

187



and a pseudonym will be used to protect the identity of all participants. A final
summary of findings will be available on request.

Participation inhis study is voluntary. All participants are free to withdraw at any
stage without explanation. If you have any questions regarding or require further
information regarding this research, please contact me at i or by
email,

The University of Waikato Ethics Committee has approved this study.

| appreciate your time and welcome any questions.

NgU mi hi
Kylie Te Arihi

Consent to conduct research in year 1 class.

N | have read and understood an explanation of this study.
f | have had an opportunity to ask questions and have them answered.

f | understand that by signing this form | am happy for Kylie Te Arihi to conduct
her research project in my class.

i lunderstand that the parent/caregiver needs to give writtesenofor their child
to participate and the children are able to withdraw at any time from this project.

i | am happy for Kylie Te Arihi to meet with the parents/caregivers of Year One
[partiakimmersion unit name removed] students to establish a posetatoonship

based on trust and mutual respect as well as accessing background information
relating to their childdés early childhooc

N | understand if | have any concerns regarding this research that | preter not
discuss with the researcher, | can contact:

Dr. Sue Dymock, Dr. Nicola Daly or the Chairperson of the Arts and Language
Education Department, Dr. Margaret Franken

The University of Waikato,

Faculty of Education

Private Bag 3105

Hamilton

Phone: (07) 83 4500

Signed:

Date:

Please indicate whether you would like a summary of the study delivered to you.

Yes, | do wish to have a summary of the study delivereaeto

N
N No, I do not wish to have a summary of the study.
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Letter to parents/caregivers
23 April 2012

TUnU Koe,

My name is Kylie Te Arihi :00
and | am also a Masters stmtlat The University

of Wai kat o. I am planning on conducting
name removed].

Il have a passion for reading, strengtheni
medium education and my study will be lookingtedching reading to year 1
children in a partial -immersion bilingual class.

My intention is to assess your <childds b
occasions during this study. Your child will be randomly selected to participate in

one of the two rading groups for two thirtyninute sessions per week for six weeks.

The activities are designed to be fun with a focus on games and books. This work

wi || help us to understand how to furth
learning to read.

As lintend to work with your child | would value the opportunity to meet with you

to establish whakawhUnaungatanga and to
childhood experiences and language/s spoken at home for 15 minutes at [school

name removed]. Pleasadicate your interest on the consent form and | will be in

touch with you to arrange a time for the both of us to meet.

To protect your childbds privacy, i ndi vid
report. If you would like a final copy of my reppplease provide an address at the
bottom of this form, so | can send you one.

| have already discussed this project with the Board of Trustees and Principal of
[school name removed]. They have given permission for me to undertake this
research, as thesee that many benefits will arise from it. My research project has
also been approved by, The University of Waikato Ethics Committee.

If you are happy for your child to take part in this research, please send to school
your signed consent form. If youowld like to find out more, | will be available at
[school name removed] from 1:30 to 3:00 p.m. on Friday 27 April. You will be
able to ask any questions you have during this time. Alternatively, you could phone

me at hom (D) or by email |-

| appreciate your time and welcome any questions.
NgU mi hi

Kylie Te Arihi
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Parents/ Caregiverso consent form (to be

This consent form explains how the rights of your child will be protected while
he/she takes pain this project. Please read this paper, and if you are happy with
your child taking part in this research, sign at the bottom and return it to school as
soon as possible.

Name of parent/guardian:

Name of child:

Contact phone/mobile number:

n I understand the purpose ofhdthatypyi e Te
signing this form lam happy for my child to take part.

N luderstand Kylie Te Ari hi ngwreddihg assess
knowledge up to twaccasions.

N My child will not be personally identified in thesearch and the information
will be confidential to Kylie Te Arihi and her supervisors, Dr. Sue Dymodk2an
Nicola Daly.

N | know that at any time | can withdraw my chffdm this programme, up to
theperiod when the research data is being processed (29 June 2012).

~

n | have had an opportunity to ask questions and have them answered.

N | am happy taneet with Kylie Te Arihi to establish a positivelationship
based on trust anchutual respect as well as accessing background informatio
rel ati ng t o chithood dxpeliedcéssanddaagudge/s spoken at home.
Kylie will contact me by phone &rrange a time.

N I understand if | have any concerns regarding this research that | prefer not
to discusswith the researcher, | can contact:

Dr. Sue Dymock, Dr. Nicola Daly or the Chairperson of the Arts and Language
Education Department, Dr. Margafatanken

The University of Waikato, Faculty of Education, Private Bag 3105, Hamilton
Phone: (07) 838 4500

~

n | am happy for Kylie Te Arihi to use the information fronmstproject for the
purpose of aMastethesis she is completing.

~

n | can gain acceds a draft copy of this thesis for comment when it is written.

4 | would like a summary of the study and have provided a padthakss at the
bottom of thisform.

Signed (parent/caregiver). Date:

Postal Address:
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Consent of the year 1 student

This sheet contains information that will be shared orally with the children.
After sharing or during the sharing of this information | will encourage an

informal discussion to bring up any worries, questions or problems the
children may have.

TUnU koutou katoa,

My name is Whaea Kylie and | am really excited about working with you in the
afternoons. | am here because | am interested in reading books as well as playing

letter and word games. | have some games and questions that we could work on
together, would you |Ii ke to do that now?
is your choice.

Just so | know who would like to work on the questions and games | am going to

give you all a piece of paper and we are going to think of some ideas of how we
could show whether we want to take part o
of paper).

Now even if you say yes now and you chang
okay too.

Does anyone have any guestions they might want to ask?
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Appendix C: Intervention Overview and Lesson

LONG TERM OVERVIEW - INTERVENTION

Plans

TEACHER:

Whaea Kylie Te Arihi

TERM: Two

WEEKS: 5-10

GROUP
INTERVENTION

Emergent Literacy
Skill focus

WKS5

WK6

WK7

WKS8

WK9

WK10

Session 1a & 1b

Session 2a & 2b

Session 3a & 3b

Session 4a & 4b

Session 5a & Sb

Session 6a & 6

Relating sounds to
print (phonics)

- Phonics song 2

- Short vowel sounds
mnemonic .
Letter sound and
picture matching

- Phonics song 2

- Short vowel sounds
mnemonic

- Letter name,
sound, phonic
matching

- Phonics song 2

- Short vowel sounds
mnemonic

- Letter name,
sound, phonic
matching

- Phonics song 2

- Short vowel sounds
mnemonic

- Letter name,
sound, phonic
matching

- Phonics song 3

- Short vowel sounds
mnemonic

- Letter name,
sound, phonic
matching

- Phonics song 3

- Short vowel sounds
mnemonic

- Letter name,
sound, phonic
matching

Phonological
awareness

Syllable awareness
- identification

Syllable awareness
-identification
-blending

Syllable awareness
- identification
- blending

Syllable awareness
- identification
- blending

Syllable awareness
- identification
- blending

Syllable awareness
- identification
- blending

Phonemic

2. Hearing rhyming

2. Hearing rhyming

2. Hearing rhyming

2. Hearing rhyming

2. Hearing rhyming

2. Hearing rhyming

awareness words words words words words words
3. Phoneme 3. Phoneme 3. Phoneme 3. Phoneme 3. Segmenting 3. Segmenting
Blending Blending Blending Blending phonemes phonemes
4. Deletion of initial 4. Deletion of initial 4. Deletion of initial 4. Deletion of initial 4. Substitution of 4. Substitution of
phoneme phoneme phoneme phoneme initial phoneme initial phoneme
5. Deletion of final 5. Deletion of final 5. Deletion of final 5. Deletion of final 5. Substitution of 5. Substitution of
phoneme phoneme phoneme phoneme final phoneme final phoneme
Linking Revise previous weeks sight words each week — to develop automaticity. Read/locate sight words on butterflies chart too.
phonological base my up it over not Over
skills to context said down can if no If
reading the over see you now They
it's the me all All
my is me

Cross-checking
strategies and
rereading for
meaning

Establish early understanding of cross-checking strategies to evaluate word level decoding strategies back in the context of the sentence

for every prediction. Followed by rereading the sentence for meaning.
Does it make sense? Does it look right? Does it sound right?

Linking
phonological

based skills to am down a my the over
context free word for my can said oh if

recognition my the see the you they
| up you no all

too over me it's B me

Five High frequency words (HFW) are selected from the text. Revise previous weeks sight words each week with tuakana/teina from their

collection of HFW in their kete.
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Go through Dolche word list for automaticity and/or segmenting and blending word level decoding strategy for unknown words in the list.

Linking phonemic
skills to spelling

Dictation WALT: write the letters for the sounds that we hear in five one-syllable (CVC) words — using the short vowel sound focus of the

week.
W.IL.L.F

- to use their phonemic awareness
- to use their knowledge of letter-sound relationships

Marking

- Model segmentipg words into sounds and then write these sounds using known letters and letter patterns

- Give corrective feedback

short u

short u

short i

short o

short e

short a

Shared Text

Too Big!

Bubbles

The ligaree

It’s My Bread

The New Cat

Dan, the Flying Man

Shared reading

Same text is used for sessions a & b, focusing on emergent phonological literacy skills and embracing teachable moments.

Exploring lllustrations

- Go through each page of the shared text, looking and discussing the illustrations to help students gain meaning from the story as a

whole.

- Link phonological and phonemic skills to support decoding of unknown words and/or interest words.

Linking phonological-based skills to context reading
- Model word-level decoding skills to identify unknown words and/or interest words.

- Draw links between the students phonological and phonemic awareness ability and how they can apply it to read words they don’t know.

»

- Evaluate predictions with cross-checking strategies and rereading for meaning.
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INTERVENTION GROUP SHARED READING LESSON PLAN

TEACHER: Whaea Kylie Te Arihi

SESSION: 1a TERM: 2

WEEK:

Text : Too Big! by Materoa Tangaere
Text Series: Ready to Read

Text Level: Magenta

Learning Intention:
To know the letters and their sounds so we can read
words, sentences and stories (learning map).

OTI/FTP

Relating sounds to print (phonics)
- Letter-name knowledge

- Letter-sound knowledge

- Letter-name knowledge facilitates
phonological sensitivity

Consolidation activities
1. Alphabet/phonics song 2
2. Short vowel sounds

Letter focus: Bb
Words from the text: Big, big, bike, but

WALT: to read and say letter names and their sounds

Activities:

1. Use laptops to view and sing along to Phonics Song
2 downloaded from YouTube.

2. Use Butterfly’s alphabet chart to show the letters of
the alphabet. Introduce the terms consonants and
vowels. Each vowel has two sounds, a longand a
short. The long vowel sound is easy peasy lemon
squeezy, it just says it names. The short vowel likes
to make you think. So I've got a great idea to help
us remember the short vowel sounds.

3. Picture mnemonic activity to aid recall of short
vowel sounds. Students to illustrate,

An Egg In Orange Undies, and insert initial short
vowels to complete mnemonic.

Phonological and phonemic awareness
1. Syllable awareness
o syllable identification
o syllable blending
o syllable deletion
o syllable segmentation
2. Hearing rhyming words
3. Phoneme Blending
4. Deletion of initial phoneme
5. Deletion of final phoneme

WALT: to develop knowledge of letter-sound
relationships; and to hear, identify and manipulate
sounds in words.

Activities:

1. Syllable awareness

- Use of Butterfly picture aids to clap the syllables in
each word the picture identified.

2-5, Oral Activities - to hear, identify and manipulates
sounds in words (Refer Phonological and Phonemic
Awareness oral activities attached).

Exploring the illustrations

- relate the text to the students
experiences and to predict the
something of its meaning and structure

1. Introduce the text

WALT: look at the illustrations to help me understand
the story.

Go through each page looking at the illustrations to
help children gain meaning from the whole story.
Cover: | wonder why the boy is looking sad. Model
how to use word level decoding skills to read the title
e.g., What sounds can you see in the second word?
Blend the sounds /b/ /i/ /g/. What is this word?
Encourage children to cross-check. Does the title fit
with the picture? What are the names of the letters?
Lead to the idea of identifying the CVC pattern and
understanding the ‘v’ means it is a short vowel sound.
Read the title together and the names of the author
and illustrator.

p. 2-6: What is the boy thinking?

p. 7: How is the boy feeling?

p. 8: How is the boy feeling now? Why?

Linking phonological base skills to
context reading
Word level decoding strategies
(segmenting and blending)
CVC patterns
- Two vowels go walking the first
one does the talking

2. Reading the text aloud together

WALT: Use word level decoding strategies to read
unknown words.

p. 2 Model orally and on the whiteboard. Discuss the
word level decoding strategy to the children e.g., /f/ /o/
[r] =for. /)] [ea] [n] [s/ = jeans. Encourage the
children to cross-check and reread for meaning.
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Cross-checking strategies
To confirm word level decoding
strategies in context
- Does it sound right?
- Does it look right?
Does it make sense?
Reread for meaning.

p. 3 What is the boy thinking? How do you know?
Model and discuss the word level decoding strategy to
the children e.g., /T/ /s/ /n/ [i/ [t/ ]t/ - encourage the
children to cross-check, discuss why this attempt is not
correct. Draw attention to the /sh/ digraph - two
letters make one sound. Is the letter ‘i’ a short or long
vowel sound? Try again, /T/ /sh/ [i/ [t/ [t/ = T-shirt.
Cross-check and reread for meaning.

p. 4 Listen to the children read the text themselves.
Observe which children notice the /sh/ digraph and two
vowels /oe/. Get children to model segmenting and
blending the word ‘shoe’. Encourage the children to
cross-check and reread for meaning.

p. 5-6: The pattern of the text supports independent
reading. Support the children who appeared to need
one-on-one support (identified from observations on o.
3-4) with the segmenting and blending decoding
strategy.

p. 7 1 wonder how the boy is feeling...?

Encourage the children to predict what might happen
next.

p. 8: Have a look at the first word. Let’s cut up the
sounds. How will we do that? Show working on
whiteboard as well as orally, /b/ /u/ /t/ = but.

Infer; What might the boy do with his old clothes and
toys? Look at the picture on p. 8. What clues does it
give us?

Linking phonological based skills to
context free word recognition
5 High Frequency words
selected from shared text.
Words: am, for, my, |, too

WALT: to develop automatic recognition of high-
frequency words.

Activities:

1. Read all words on the card as fast as possible
2. Add to kete.

Linking phonemic skills to spelling
- Dictation

Target sound/words:

To be recorded in student workbook.

1. nut
2. bus
3. sun
4, hug

5. fun

WALT: write the letters for the sounds that | hear in one
syllable words.

W.ILF

- to use their phonemic awareness

- to use their knowledge of letter-sound relationships
(can use Butterfly’s alphabet chart for support)

Marking
Model segmenting words into sounds and then
write these sounds using known letters and letter
patterns.
Give specific corrective feedback.

* If time allows, reread text for fluency.

Formative
Assessment:

- Anecdotal
notes
Student voice
Teacher
observations
- Student work

Key: OTJ = Overall Teacher Judgment, FTP = Future Teaching Points, W.I.L.F = What | am looking for
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INTERVENTION GROUP SHARED READING LESSON PLAN

TEACHER: Whaea Kylie Te Arihi

SESSION: 1b TERM: 2

WEEK:

Text : Too Big! by Materoa Tangaere
Text Series: Ready to Read

Text Level: Magenta

Learning Intention:
To know the letters and their sounds so we can read
words, sentences and stories (learning map).

OTI/FTP

Relating sounds to print (phonics)
- Letter-name knowledge

- Letter-sound knowledge

- Letter-name knowledge facilitates
phonological sensitivity

Consolidation activities
1. Alphabet/phonics song 2
2. Short vowel sounds

Letter focus: Bb
Words from the text: Big, big, bike, but

WALT: to read and say letter names and their sounds

Activities:

1. Use laptops to view and sing along to Phonics Song
2 downloaded from YouTube.

2. Revisit the Butterfly's alphabet chart to show the
letters of the alphabet and the terms consonants
and vowels. Revisit the concept each vowel has
two sounds, a long and a short. The long vowel
sound is easy peasy lemon squeezy, it just says it
names. The short vowel likes to make you think. So
we've got a great idea to help us remember the
short vowel sounds.

3. Revisit picture mnemonic activity to aid recall of
short vowel sounds. Students to say and share their
short vowel mnemonic illustrations.

4. Using the Butterfly picture cards play an initial
sounds game e.g., Say the name of the picture on
the card and place picture side up on the table,
repeat for another card (e.g., ‘volcano’, ‘house’).
Ask a student, which picture begins with /n/? If the
student gets it correct, they take the card. If the
students attempt is incorrect — ask them to say the
names of the pictures and repeat the question.
Whether their next response is correct or not,
provide explicit feedback i.e, ‘house begins with the
sound /h/, /h/ for house’. Repeat for the next
student, and so on until all the cards have been
claimed.

Phonological and phonemic awareness
1. Syllable awareness
o syllable identification
o syllable blending
o syliable deletion
o syllable segmentation
2. Hearing rhyming words
3. Phoneme Blending
4. Deletion of initial phoneme
5. Deletion of final phoneme

WALT: to develop knowledge of letter-sound
relationships; and to hear, identify and manipulate
sounds in words.

Activities:

1. Syllable awareness

- Use of Butterfly picture aids to clap the syllables in
each word the picture identified.

2-5. Oral Activities - to hear, identify and manipulates
sounds in words (Refer Phonological and Phonemic
Awareness oral activities attached).

Exploring the illustrations

- relate the text to the students
experiences and to predict the
something of its meaning and structure

1. Introduce the text

WALT: look at the illustrations to help me understand
the story.

- Where does the story take place?

- Who are the characters in the story?

- What is the problem the character faces?

Cover: | wonder why the boy is looking sad.

p. 2-6: What is the boy thinking?

p. 7: How is the boy feeling?

p. 8: How is the boy feeling now? Why?
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Linking phonological base skills to
context reading
- Word level decoding strategies
(segmenting and blending)
- CVC patterns
- Two vowels go walking the first
one does the talking

Cross-checking strategies
To confirm word level decoding
strategies in context
Does it sound right?
- Does it look right?
- Does it make sense?
Reread for meaning.

2. Reading the text aloud together

WALT: Use word level decoding strategies to read
unknown words.

- Remind students of the word level decoding strategy |
want them to focus on during the reading.

- Read through the text together providing support
where necessary and reminding them to cross-check.
- Then listen and observe the children reread the text
aloud themselves.

- With their tuakana/teina locate which words in the
story begin with ‘b’ and start with the /b/ sound?

Linking phonological based skills to
context free word recognition
5 High Frequency words
selected from shared text.
Words: am, for, my, |, too

WALT: to develop automatic recognition of high-
frequency words.

Activities:

1. Read all words on the card as fast as possible
2. Revise kete of words with Tuakana/teina.

Linking phonemic skills to spelling
- Dictation

Target sound/words:
To be recorded in student workbook.

1. dug
2. bud
3. lug
4. cut

5. but

WALT: write the letters for the sounds that | hear in one
syllable words.

W.LLF
to use their phonemic awareness

- touse their knowledge of letter-sound relationships
(can use Butterfly’s alphabet chart for support)

Marking

- Model segmenting words into sounds and then
write these sounds using known letters and letter
patterns.
Give explicit feedback.

* |f time allows, reread text for fluency.

Formative

Assessment:

- Anecdotal
notes

- Student voice

Teacher

observations

- Student work

Key: OTJ = Overall Teacher Judgment, FTP = Future Teaching Points, W.LL.F = What | am looking for
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INTERVENTION GROUP SHARED READING LESSON PLAN

TEACHER: Whaea Kylie Te Arihi

SESSION: 2a TERM: 2

WEEK:

Text : Bubbles by Dot Meharry
Text Series: Ready to Read

Text Level: Magenta

Learning Intention:
To know the letters and their sounds so we can read
words, sentences and stories (learning map).

OTJ/FTP

Relating sounds to print (phonics)
- Letter-name knowledge

- Letter-sound knowledge

- Letter-name knowledge facilitates
phonological sensitivity

Consolidation activities
1. Alphabet/phonics song 2
2. Short vowel sounds

Letter focus: Bb
Words from the text: Bubbles, bubbles,
blew, birds

WALT: to read and say letter names and their sounds

Activities:

1. Use laptops to view and sing along to Phonics Song
2 downloaded from YouTube.

2. Revisit picture mnemonic activity to aid recall of
short vowel sounds. Students to say and share their
short vowel mnemonic illustrations.

3. Using the Butterfly picture cards play an initial
sounds game e.g., Say the name of the picture on
the card and place picture side up on the table,
repeat for another card (e.g., ‘volcano’, ‘house’).
Ask a student, which picture begins with /h/? If the
student gets it correct, they take the card. If the
students attempt is incorrect — ask them to say the
names of the pictures and repeat the question.
Whether their next response is correct or not,
provide explicit feedback i.e, ‘house begins with the
sound /h/, /h/ for house’. Repeat for the next
student, and so on until all the cards have been
claimed.

Phonological and phonemic awareness
1. Syllable awareness
o syllable identification
o syllable blending
o syllable deletion
o syllable segmentation
2. Hearing rhyming words
3. Phoneme Blending
4. Deletion of initial phoneme
5. Deletion of final phoneme

WALT: to develop knowledge of letter-sound
relationships; and to hear, identify and manipulate
sounds in words.

Activities:

1. Syllable awareness

- Use 8 of Butterfly picture aids to clap the syllables in
each word the picture identifies.

2-5. Oral Activities - to hear, identify and manipulates
sounds in words (Refer Phonological and Phonemic
Awareness oral activities attached).

Exploring the illustrations

- relate the text to the students
experiences and to predict the
something of its meaning and structure

1. Introduce the text

WALT: look at the illustrations to help me understand
the story.

Go through each page looking at the illustrations to
help children gain meaning from the whole story.
Cover: What is the boy doing? Even if the students
predict the title based purely on the illustration, still
follow through with modeling how to use word level
decoding skills to read the title e.g., What sounds can
you see in the title? /b/ /u/ /b/ [b/ ]I/ [e/

What are the names of the letters? Lead to the idea of
identifying the CVC pattern and understanding the v’
means it is a short vowel sound. Blend the sounds,
what is this word? Encourage children to cross-check.
Does the title fit with the picture?

Read the title together and the names of the author
and illustrator.

p. 3: What direction is the bubbles going? (segment
and blend /u/ /p/, up)

198



p. 4-6: Where are the bubbles going now? (segment
and blend /o/ /v/ e/ [r/, over)

p. 7: What is the direction the bubbles going now?
(segment and blend /d/ /o/ /w/ /n/, down)

p. 8: What happened to the bubbles? Why? (segment
and blend /p/ /o/ /p/, pop).

Linking phonological base skills to
context reading
- Word level decoding strategies
(segmenting and blending)
CVC patterns
Two vowels go walking the first
one does the talking

Cross-checking strategies
To confirm word level decoding
strategies in context
- Does it sound right?
Does it look right?
Does it make sense?
Reread for meaning.

2. Reading the text aloud together

WALT: Use word level decoding strategies to read
unknown words.

Remind students of the word level decoding strategy |
want them to focus on during the reading.

- Read through the text together providing segmenting
and blending word level decoding support where
necessary and reminding them to cross-check and
reread for meaning.

3. Reading the text aloud together (without teacher)
- Then listen and observe the children reread the text
aloud themselves.

- With their tuakana/teina locate which words in the
story begin with ‘b’" and start with the /b/ sound?

- Lead children to make connections with the ‘b’ words
in the ‘Too Big!" text and add to their list of ‘b” words.

Infer: Why did the bubbles pop? Could this story be
true?

Linking phonological based skills to
context free word recognition
5 High Frequency words
selected from shared text.
Words: down, my, the, up, over

Dolche word list: one (dark blue)

WALT: to develop automatic recognition of high-

frequency words.

Activities:

1. Read all words on the card as fast as possible

2. Revise kete of words with Tuakana/teina.

3. Go through Dolche word list using segmenting and
blending word level decoding strategy for unknown
words.

Linking phonemic skills to spelling
Dictation

Target sound/words:
To be recorded in student workbook.

1. nun
2. bug
3. bun
4. hut

5. tub

WALT: write the letters for the sounds that | hear in one
syllable words.

W.LLF
to use their phonemic awareness
to use their knowledge of letter-sound relationships
(can use Butterfly’s alphabet chart for support)
Marking
- Model segmenting words into sounds and then
write these sounds using known letters and letter
patterns.
Give specific corrective feedback.

Formative
Assessment:

Anecdotal
notes
Student voice
Teacher
observations
Student work

Key: OTJ = Overall Teacher Judgment, FTP = Future Teaching Points, W.I.L.F = What | am looking for
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INTERVENTION GROUP SHARED READING LESSON PLAN

TEACHER: Whaea Kylie Te Arihi

SESSION: 2b TERM: 2

WEEK:

Text : Bubbles by Dot Meharry
Text Series: Ready to Read

Text Level: Magenta

Learning Intention:
To know the letters and their sounds so we can read
words, sentences and stories (learning map).

OTI/FTP

Relating sounds to print (phonics)
- Letter-name knowledge

- Letter-sound knowledge

- Letter-name knowledge facilitates
phonological sensitivity

Consolidation activities
1. Alphabet/phonics song 2
2. Short vowel sounds

Letter focus: Bb
Words from the text: Bubbles, bubbles,
blew, birds

WALT: to read and say letter names and their sounds

Activities:

1. Use laptops to view and sing along to Phonics Song
2 downloaded from YouTube.

2. Using the Butterfly picture cards play an initial
sounds game e.g., Say the name of the picture on
the card and place picture side up on the table,
repeat for another two cards (e.g., ‘umbrella’,
‘goat’, ‘duck’). Ask a student, which picture begins
with /u/? If the student gets it correct, they take
the card. If the students attempt is incorrect - ask
them to say the names of the pictures and repeat
the question. Whether their next response is
correct or not, provide explicit feedback i.e,
‘umbrella begins with the sound /u/, /u/ for
umbrella’. Repeat for the next student, and so on
until all the cards have been claimed.

3. Play bingo using the Butterfly bingo alphabet set
combined with the Phonics 2 song tune e.g., Show
students the picture and sing “o’ is for ‘orange’ /o/
/o/ ‘orange”. Students to place counter on the
relative letter on their bingo card. Encourage
students to join in the singing.

Phonological and phonemic awareness
1. Syllable awareness
o syllable identification
o syllable blending
o syllable deletion
o syllable segmentation
2. Hearing rhyming words
3. Phoneme Blending
4. Deletion of initial phoneme
5. Deletion of final phoneme

WALT: to develop knowledge of letter-sound
relationships; and to hear, identify and manipulate
sounds in words.

Activities:

1. Syllable awareness

- Use 8 of Butterfly picture aids to clap the syllables in
each word the picture identifies.

2-5. Oral Activities - to hear, identify and manipulates
sounds in words (Refer Phonological and Phonemic
Awareness oral activities attached).

Exploring the illustrations

- relate the text to the students
experiences and to predict the
something of its meaning and structure

1. Introduce the text

WALT: look at the illustrations to help me understand
the story.

- Where does the story take place?

- What sort of day is it?

- Who are the characters in the story?

- What is the problem the character faces?

p. 3: What direction is the bubbles going? (segment
and blend /u/ /p/, up)

p. 4-6: Where are the bubbles going now? (segment
and blend /o/ /v/ [e/ /x/, over)

p. 7: What s the direction the bubbles going now?
(segment and blend /d/ /o/ /w/ /n/, down)

p. 8: What happened to the bubbles? Why? (segment
and blend /p/ /o/ /p/, pop).
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Linking phonological base skills to
context reading
- Word level decoding strategies
(segmenting and blending)
CVC patterns
Two vowels go walking the first
one does the talking

Cross-checking strategies
To confirm word level decoding
strategies in context
- Does it sound right?
- Does it look right?
Does it make sense?
Reread for meaning.

2. Reading the text aloud together

WALT: Use word level decoding strategies to read
unknown words.

Remind students of the word level decoding strategy |
want them to focus on during the reading.

- Read through the text together providing segmenting
and blending word level decoding support where
necessary and reminding them to cross-check and
reread for meaning.

3. Reading the text aloud together (without teacher)
- Then listen and observe the children reread the text
aloud themselves.

- With their tuakana/teina locate which words in the
story begin with ‘b’ and start with the /b/ sound?

- Lead children to make connections with the ‘b’ words
in the ‘Too Big!" text and add to their list of ‘b’ words.

- Blow bubbles with tuakana/teina after spelling. Mimic
positional language in the text e.g., ‘Look the wind blew
the bubbles up! They're going over the tree..’

Linking phonological based skills to
context free word recognition
5 High Frequency words
selected from shared text.
Words: down, my, the, up, over

Dolche word list: one (dark blue)

WALT: to develop automatic recognition of high-

frequency words.

Activities:

1. Read all words on the card as fast as possible

2. Revise kete of words with Tuakana/teina

3. Revise Dolche Word list for automaticity and/or
segmenting and blending word level decoding
strategy for unknown words.

Linking phonemic skills to spelling
- Dictation

Target sound/words:
To be recorded in student workbook.

1. rug
2. mud
3. rub

4, cub

5. pup

WALT: write the letters for the sounds that | hear in one
syllable words.

W.LLF

- to use their phonemic awareness

- to use their knowledge of letter-sound relationships
(can use Butterfly’s alphabet chart for support)

Marking

- Model segmenting words into sounds and then
write these sounds using known letters and letter
patterns.
Give specific corrective feedback.

Formative

Assessment:

- Anecdotal
notes

- Student voice

Teacher

observations

- Student work

Key: OTJ = Overall Teacher Judgment, FTP = Future Teaching Points, W.L.L.F = What | am looking for
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R ON GROUP SHARED READ ON PLA
TEACHER: Whaea Kylie Te Arihi SESSION: 3a TERM: 2 WEEK:
Text : The Jigaree by Joy Cowley Learning Intention: OTJ/FTP

Text Series: The Story Box

Text Level: Level one emergent

To know the letters and their sounds so we can read
words, sentences and stories (learning map).

Relating sounds to print (phonics)
- Letter-name knowledge

- Letter-sound knowledge

- Letter-name knowledge facilitates
phonological sensitivity

Consolidation activities
1. Alphabet/phonics song 2
2. Initial sounds

Letter focus: |i
Words from the text: is, it, |

WALT: to read and say letter names and their sounds

Activities:

1. Use laptops to view and sing along to Phonics Song
2 downloaded from YouTube.

2. Using the Butterfly picture cards play an initial
sounds game e.g., Say the name of the picture on
the card and place picture side up on the table,
repeat for another two cards (e.g., ‘umbrella’,
‘goat’, ‘duck’). Ask a student, which picture begins
with /u/? If the student gets it correct, they take
the card. If the students attempt is incorrect - ask
them to say the names of the pictures and repeat
the question. Whether their next response is
correct or not, provide explicit feedback i.e,
‘umbrella begins with the sound /u/, /u/ for
umbrella’. Repeat for the next student, and so on
until all the cards have been claimed.

Phonological and phonemic awareness
1. Syllable awareness
o syllable identification
o syllable blending
o syllable deletion
o syllable segmentation
2. Hearing rhyming words
3. Phoneme Blending
4. Deletion of initial phoneme
5. Deletion of final phoneme

WALT: to develop knowledge of letter-sound
relationships; and to hear, identify and manipulate
sounds in words.

Activities:

1. Syllable awareness

- Use 8 of Butterfly picture aids to clap the syllables in
each word the picture identifies.

2-5. Oral Activities - to hear, identify and manipulates
sounds in words (Refer Phonological and Phonemic
Awareness oral activities attached).

Exploring the illustrations

- relate the text to the students
experiences and to predict the
something of its meaning and structure

1. Introduce the text

WALT: look at the illustrations to help me understand
the story.

Go through each page looking at the illustrations to
help children gain meaning from the whole story.
Cover: ‘I'm thinking about where this story has
happened. The illustration is giving me a good idea...
what is the boy wearing? What sort of character is
behind him? | wonder what he is called? Model how to
use word level decoding skills to read the title e.g.,
What sounds can you see in the title? /i/ /i/ /g/ /a/ [t/
[e/ e/ ‘jigaree’.

What are the names of the letters? Lead to the idea of
identifying the CVC pattern and understanding the ‘v’
means it is a short vowel sound. Blend the sounds,
what is this word? Encourage children to cross-check.
Does the title fit with the picture?

Read the title together and the names of the author
and illustrator.
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Linking phonological base skills to
context reading
- Word level decoding strategies
(segmenting and blending,
deleting and substituting initial
phoneme)
- CVCpatterns
- Rhyming words
See, me, Jigaree
here, there, everywhere

Cross-checking strategies
To confirm word level decoding
strategies in context
Does it sound right?
Does it look right?
Does it make sense?
- Reread for meaning.

2. Reading the text aloud together

WALT: Use word level decoding strategies to read
unknown words.

Remind students of the word level decoding strategy |
want them to focus on during the reading.

- Read through the text together providing segmenting
and blending word level decoding support where
necessary and reminding them to cross-check and
reread for meaning.

- Identify rhyming words in the text. Teacher scribe
them on the wall. Discuss the positional language and
assign actions to each word to aid meaning.

- Introduce concept of deleting initial phoneme and
substituting the initial consonant to decode the word -
model orally and on the whiteboard with the rhyming
words identified from the text.

- Encourage students to add other rhyming words to
the list.

- With their tuakana/teina locate which words in the
story begin with ‘' and start with the /i/ short and long
vowel sounds?

Linking phonological based skills to
context free word recognition
5 High Frequency words
selected from shared text.
Words: a, can, see, you, me

Dolche word list: one (dark blue)

WALT: to develop automatic recognition of high-

frequency words.

Activities:

1. Read all words on the card as fast as possible

2. Revise with Tuakana/teina

3. Go through Dolche word list for automaticity
and/or segmenting and blending word level
decoding strategy for unknown words.

Linking phonemic skills to spelling
- Dictation

Target sound/words:
To be recorded in student workbook.

1. sit
2. hid
3. tin
4. hip

5. win

WALT: write the letters for the sounds that | hear in one
syllable words.

W.LLF

- to use their phonemic awareness

- to use their knowledge of letter-sound relationships
(can use Butterfly’s alphabet chart for support)

Marking

- Model segmenting words into sounds and then
write these sounds using known letters and letter
patterns.

- Give specific corrective feedback.

Formative

Assessment:
Anecdotal
notes
Student voice
Teacher
observations
Student work

Key: OTJ = Overall Teacher Judgment, FTP = Future Teaching Points, W.L.L.F = What | am looking for
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