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I 

Abstract 
 

Correlational studies have confirmed significant relationships between parents’ past reading 

experiences and involvement in children’s literacy at home and how this could be associated 

with their children’s reading outcomes and motivation. The current study examined parental self- 

reported literacy experiences, home literacy experiences, child reported motivation for reading 

and potential associations with children’s reading development across Hispanic, African 

American, Caucasian, and Chinese cultures. Participants were recruited from public schools in 

New Haven Connecticut, United States of American and one urban elementary school in China. 

In total 238 children and either of their parents participated in the study. Parents form both 

samples completed a personal information questionnaire while participating children completed a 

battery consisting of reading tasks and a reading motivation measure. Significant correlations for 

differences between cultural groups were identified. Overall, findings of this study suggest that 

parents’ reading experiences and culture-specific home literacy practices could influence 

children’s reading motivation and reading performance. To conclude, existing research and 

findings from the current study propose culture-specific literacy practices that may be adapted by 

other cultures to strengthen children’s reading development. Additional directions for future 

research were discussed.  

Keywords: Parent reading experiences, reading motivation, home literacy, child reading 

development, cultural differences 
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Parental Literacy Experiences: 

Relation to a Child’s Reading Performance across Cultures 

A substantial number of children are met with difficulties in acquiring learning skills 

such as reading, math, and the ability to sustain attention in the classroom- a pattern often called 

learning disabilities (LD). Research confirmed that approximately 80% of children with learning 

disabilities encountered reading difficulties, and 25% represented youth at risk for a specific 

reading disability (SRD; Barbot, Krivulskaya, Hein, Reich, Thuma, & Grigorenko, 2016). An 

increased variety of published literature is available that addressed the deficits across skills and 

the effects on quality of life children with learning disabilities experienced (Baker, 2013; Barbot, 

et al., 2016; Cain & Oakhill, 2011; Rashid, Morris & Sevcik, 2005). For example, learning 

disabilities affected areas of cognitive function such as attention, perception, language, and 

memory. Meanwhile SRD’s affected how one’s brain processed language and reading related 

skills, pace of reading, reading with correct expression, and reading comprehension (Garcia- 

Mateos, Mateos & De Santiago Herrero, 2015).  

To succeed across reading related tasks, motivation to read was considered to be a 

significant predictor (Farrell, 2013; Habibian, Rosina, Idris, & Othman, 2015). Motivation was 

defined as a behavior which is influenced by the desire to achieve personal goals or having the 

willingness to participate in a task to obtain a sense of accomplishment (Farrell, 2013; Habibian 

et al., 2015). Research indicated that the most passionate readers, ranked at the 98th percentile, 

encountered more than 4 million words a year compared to less passionate readers who were 

ranked in the 10th percentile and only encountered about 500,000 words (Cain & Oakhill, 2011). 

This suggests that it was important to strengthen a child’s reading so that they may be more 

likely to access a larger vocabulary and have the opportunity to achieve advanced literacy skills. 
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Other risk factors that affected reading acquisition are low socio-economic status (SES), school 

environment, genetic and hereditary predispositions of reading disabilities, and cultural 

influences (Garcia- Mateos, Mateos & De Santiago Herrero, 2015). Therefore, investigating 

home literacy environments, parental reading experiences, reading motivation, and cultural 

influences could help with understanding a child’s reading trajectories.  

There are numerous existing studies in the field that identify at-risk children for reading. 

On the other hand, there is still a gap in the literature that needs to investigate the role of cultures 

in relation to the structure or quality of home literacy experiences and motivation in children’s 

reading development. Additionally, determining how knowledge of culture can be used to 

mitigate the learning challenges children experience is needed. Therefore, the present study 

aimed to fill the gap in literature by exploring associations among cultural variables, parental 

literacy experiences, home literacy practices, reading motivation and a child’s reading outcomes 

across four cultures. These variables were chosen to determine alternative reading practices and 

experiences between parents and children that were culture-specific and could also be adapted by 

other cultures to strengthen children’s reading development. The following literature review will 

provide readers with context and highlight the importance of variables that may help strengthen 

and build on an individual’s reading development.  

Literature Review 

Specific Learning Disability 

 The term ‘Dyslexia’ is no longer used to refer to an individual’s reading and language-

based disability (DSM-IV), rather is currently referred to Specific Learning Disability (DSM-V, 

2013). The Specific Learning Disability was reported to be the most prevalent learning disability 

that affected about 80% of the population, with a 20- 47% chance of it affecting a child with one 
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parent who have a reading disability (Bandla, Mandadi, Bhogaraju, 2017; Gerrits, 2003). This 

disability became apparent early in life with the primary defining characteristic being a 

phonological processing disorder (Catts, 1989). A phonological processing disorder was defined 

as lacking the ability to use sound structure of oral language while processing written language, 

which was considered an essential role in the acquisition of reading and spelling skills 

(Brandenburg, 2017). Literature showed that the term ‘Dyslexia’ was first introduced in 1887 by 

Rudolf Berlin to describe a form of word-blindness found in individuals caused by brain lesions 

(Elliot & Grigorenko, 2014). At the time when ‘Dyslexia’ was a term in the DSM-IV, it referred 

to a pattern of learning difficulties characterized by challenges with fluent word recognition, 

poor decoding, and poor spelling ability; which remained in effect when defining reading 

disabilities. The U.S. National Research Council (1916) have identified three broad factors 

contributing to reading disabilities: difficulty using alphabetic principles to develop fluent 

reading, poor acquisition of verbal knowledge to comprehend text, and a lack of motivation to 

read (Elliot & Grigorenko, 2014).   

Deficits 

There are additional signs and symptoms in published clinical resources that contributed 

to accurately defining reading disabilities. A reading disability had been identified as a language-

based learning disability where individuals exhibit difficulties in reading, writing, fluency, 

phonics, sight words, and pronouncing words (Tunmer & Greaney, 2010). The International 

Dyslexia Association (IDA, 2002) stated that these difficulties typically resulted from a deficit in 

the phonological component of language and absence of effective classroom instructions (Allen, 

2010; Elliot & Grigorenko, 2014). As for neurobiological characteristics, individuals with 

reading disabilities experienced under activation within the rear reading systems of the left 
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hemisphere while encountering overactivation in other areas that were less efficient for reading 

(Allen, 2010). These individuals also had less gray matter apparent in the left parietemporal area 

of the brain causing difficulties processing sounds of language, known as phonemic awareness. 

As a result, individuals with a reading disability experienced difficulty with short-term retention 

of verbal information when it came to recalling lists of letters, words, digits, and sentences 

(Catts, 1989), which contributed to the delay in reading development skills.  

 Other deficits that children with reading difficulties experienced include delayed speech 

until 15 months old, along with the inability to rhyme due to the challenges with accessing sound 

structure (Allen, 2010). Additionally, individuals may be faced with poor performance in 

working verbal memory, rapid information processing, ordering and sequencing, comprehension, 

and frequent letter reversals (Elliot & Grigorenko, 2014). Finally, these individuals experienced 

impairments in vocabulary, morphology, syntax, deriving the meaning from text and 

comprehending written stories (Tunmer & Greaney, 2010).  

 Ongoing research has generated potential indicators of reading deficits across distinct age 

groups such as delayed speech development and difficulty learning nursery rhymes or naming 

objects for pre-schoolers (Dyslexia & Mark, 1974). For instance, studies on 5-year-old children 

have displayed delays in oral vocabulary development and grammatical expression of a word or 

phrase in the context of a sentence (Gerrits, 2003). Moreover, primary school children 

experienced challenges with short-term memory, erroring on words that may appear similar, and 

showing discrepancies in identifying letters with similar visual features such as d, b, p, and q. 

Lastly, secondary school children exhibited difficulty in planning and writing papers, confusing 

times and dates, while needing repeated instructions (Dyslexia & Mark, 1974). Therefore, being 
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aware of the challenges children with reading disabilities may encounter at different stages of 

development could help improve interventions to strengthen their reading development.  

Reading Motivation 

One example of a significant environmental predictor of reading development and 

success is reading motivation. According to Aarnouste and Schellings (2003), reading motivation 

was a personal characteristic that influenced goals for reading, self-efficacy, social desire for 

reading, internal reward, and obtaining tangible rewards. Moreover, research indicated that a 

reciprocal relation existed, such that reading motivation influenced the use of reading strategies 

and vice versa (Kelley, 2009). Therefore, a child’s reading motivation was important in order to 

acquire and apply reading strategies as it may be a deciding factor between temporary and 

permanent learning outcomes (Aarnouste & Schellings, 2003; Kelley, 2009). Children diagnosed 

with a reading disability may typically experience lower levels of motivation as a result of 

repetitive failures when attempting to read. It is important to identify children experiencing 

limited motivation in reading as it could have a significant effect on successful future reading 

development. Children who had greater control over their achievement outcomes and were 

highly motivated to do better in school persisted when experiencing difficulties, created 

opportunities to read, and were more likely to become skilled readers (Kelley, 2009; Nolen, 

2007). Therefore, reading motivation may be correlated with successful reading skill acquisition.  

On the other hand, if students did not have the motivation to read, reaching their full 

literacy potential was troublesome (Gambrell, 2011). Children may be faced with behavioral, 

cognitive, and further motivational difficulties if having low motivation is not resolved (Morgan, 

2007). Alternatively, this is known as the negative “Matthew effect” which operated to 

discourage children from reading frequently and served a contributing factor to limited skill 
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acquisition. The Matthew effect distinguished groups of children; children with higher skill 

levels and understanding learned more quickly and children with lower skill levels and 

understanding may have continuously struggled over time (Huang, Moon, & Boren, 2014). 

Specifically, for reading the Matthew effect suggested that good readers become better while 

poor readers continued to struggle. Therefore, researchers supported employing early 

interventions that effectively counteracted poor reading skill and low motivation to provide them 

with opportunities and support to acquire skills (Gambrell, 2011; Morgan, 2007). 

Overall, research supported reading motivation as a proposed multidimensional construct 

composed of intrinsic and extrinsic reading motivation (Miyamoto, Pfost, & Artelt, 2018). 

Existing empirical evidence indicated a strong positive association between reading motivation, 

specifically intrinsic motivation, and reading skills (McGeown, Osborne, Warhurst, Norgate, & 

Duncan, 2016; Miyamoto et al., 2018). The associations between reading motivation and reading 

development included theoretical models such as self- enhancement model, skill- development 

model, and reciprocal effects model (Miyamoto, Pfost, & Artelt, 2018). For instance, these 

models suggested that intrinsic reading motivation was a precursor for stronger reading 

competence, was an antecedent for increased reading skills, and using motivation strategies such 

as spending more time reading while reading more challenging texts contributed to improved 

reading development. To better understand a child’s sense of motivation towards reading related 

activities, it might important to consider the two variations of motivation that exist. 

Intrinsic and Extrinsic Motivation. Firstly, intrinsic reading motivation may impact an 

individual’s action to read as it could be internally rewarding and naturally satisfying (Miyamoto 

et al., 2018). Intrinsic motivation was described as having positive experiences of reading, such 

as books valued as a source of enjoyment, personal importance of reading, and genuine interest 
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for topics covered in reading material (Becker, McElvany, & Kortenbruck, 2010). In addition, 

intrinsically motivated readers typically read for a variety of personal goals, were strategic in 

their reading behaviors, knowledgeable in understanding text, and were socially interactive about 

their reading experiences (Gambrell, 2011). Therefore, promoting intrinsic motivation should be 

considered as a priority in reading curriculum as teachers may perceive intrinsically motivated 

students to be better achievers.  

 Secondly, extrinsic motivation was described as obtaining external recognition and 

rewards for meeting external expectations or potentially avoiding punishment (Becker, 

McElvany, & Kortenbruck, 2010). Additionally, extrinsic motivation was referred to external 

factors that prompted children to engage in reading activities. For example, a child may have 

completed assigned reading tasks solely for the purpose of achieving good grades, rather than 

reading material to gain more information and understand the text (Sweet, Guthrie, & Ng, 1998). 

Existing literature confirmed that children had extrinsic motivation if they had lower levels of 

perceived competence, were less positive, and were more anxious about their reading 

performance. By being engaged in reading activities, adapting reading activities to a person’s 

reading skill level, and encouraging participation to enhance competence in reading could 

contribute to reading for personal interest and goals (Sweet, Guthrie, & Ng, 1998).  Overall, this 

might strengthen a child’s motivation, further creating opportunities for them to engage in 

reading material and improve their reading skill and outcomes.  

Competency and Interest. Two concepts, competency and interest, may be significant 

contributors to increased reading motivation as being competent in reading and having the 

interest to reading complemented one another. In the past, studies have demonstrated that a 

child’s interest in reading was correlated with their reading performance (Kirby, Ball, Geier, 
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Parrila, & Wade, 2011; Miyamoto, Pfost, & Artelt, 2018). This may be a result of children 

valuing and expressing interest in tasks on which they can succeed. Children with greater interest 

in reading were more likely to have opportunities to improve their reading ability and strengthen 

their competency, as opposed to children who did not prefer to read (Kirby et al., 2011). 

Moreover, consistent with the Matthew Effect, children with poor reading ability and 

comprehension may be less interested in reading, thus influencing future reading development. 

According to Dolezalova (2017), a child’s interest in reading changed at various stages of their 

overall development. For example, existing evidence indicated interest in reading declined 

throughout school years. Therefore, it might be important to continuously engage in reading 

activities with children to further motivate them while increasing their competency and reading 

ability in the early stages of development.  

 Furthermore, previous research stated that competency beliefs were often initial 

indicators of a child’s motivation (Morgan, 2007). To maintain reading motivation, having the 

competence to purse making goals and finding individual interests and strategies around reading 

could contribute to successful reading skill acquisition (Elliot & Dweck, 2005). Moreover, to 

further support a child’s reading motivation and development an evaluation was required to 

determine a child’s competence and interest levels towards reading.  According to Elliot and 

Dweck (2005), competence could be evaluated through three standards: absolute standard 

inherent, intrapersonal standard, and an interpersonal standard. These standards aimed to 

evaluate a child’s competence standard across a task or skill, pattern of learning observed in the 

past, or normative comparisons to current learning (Elliot & Dweck, 2005). Therefore, to 

minimize lower success rates of reading, avoidance of tasks, lack of engagement, or self- doubt 

(Dolezalova, 2017; Kelley, 2009; Kirby et al., 2011), implementing effective strategies to 
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increase interest, competence, and overall motivation could be essential. As a result, children 

may feel accomplished further enhancing these skills (Gambrell, 2011). 

Efforts to Increase Reading Development 

Research suggested that children were met with other negative side effects aside from the 

associated skill deficits of a specific learning disability that affected their reading development 

(Allen, 2010; Barbot et al., 2016). For instance, a child may have experienced negative self-

esteem as a result of their perceived ability to succeed due to previous repeated learning failures 

(Tunmer & Greaney, 2010). As a result, this may have led to a lack of motivation and deeply 

relying on text- based cues to identify words, picture cues, and some prior knowledge to assist in 

reading and understanding meaning of text (Tumner & Greaney, 2010). On the other hand, poor 

home literacy environments, disruptive early life experiences, lower levels of socio-economic 

status (SES) and parents’ education, limited text and reading activity exposure may have also 

negatively influenced children’s literacy development (Elliot & Grigorenko, 2014). Overall, all 

of these probable factors may negatively influence a child’s reading skill acquisition and IQ test 

performance. Aside from neurobiological factors, environmental factors might be significant 

predictors of successful reading.  

To further support children’s reading motivation, development, and engagement in 

reading tasks seeking out alternative strategies would be beneficial as motivation to read tends to 

decline as children age (Edmunds & Bauserman, 2006). Specially, the decline in reading related 

activities typically occurred from first through fourth grade when reading related activities 

became increasingly challenging for children (Kelley, 2009). For example, as teachers became 

aware of the significance of motivation for students’ reading achievement (Edmunds & 

Bauserman, 2006), they could have promoted cooperation, offered choices, provided stimulating 



 
 

10 

tasks, and responsibility for progress (Sweet, Guthrie & Ng, 1998). Additional strategies 

included providing reading tasks that were relevant to their lives, encouraging students to pay 

attention to characteristics of books, noting self- interests, offering access to a range of reading 

materials and opportunities to socially interact with others about the material (Edmunds & 

Bauserman, 2006; Gambrell, 2011). Existing research confirmed the above strategies to be 

effective for students with specific reading deficits for enhancing and encouraging their reading 

motivation for completing literacy tasks. 

An additional method for strengthening a child’s poor reading motivation included 

combining scientifically based reading interventions with motivation building techniques, such 

as self- initiated reading goals that were challenging yet obtainable (Morgan, 2007; Miyamoto, 

Pfost, & Artelt, 2018). Additionally, assigning texts that were focused around a conceptual 

theme that allowed readers to interact with objects, events, or experiences were also effective 

(Nolen, 2007; Sweet, Guthrie & Ng, 1998). These strategies might have allowed children to 

practice self- direction, having peer discussions, and student reflections to master reading skills. 

Thus, by allowing students to gauge their own learning and practice self- determination, they 

might be more inclined to utilize appropriate reading strategies to achieve higher literacy 

competence (Nolen, 2007). By supporting an individual’s motivation to read might help maintain 

their personal goals, interest, and admiration for reading that could in turn benefit their reading 

skill acquisition. 

 Overall, creating a rich environment and having a ‘community of learning approach’ 

could ultimately support children in their reading development (Aarnouste & Schellings, 2012). 

This may help children determine what their reading interests are, being considerate of all 

children’s individual needs, as well as supporting bidirectional relationships between reading 
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skills and motivation across instructors, researchers, parents and practitioners (Morgan, 2007). 

All of the relevant strategies discussed throughout may ensure that students meet and accomplish 

their reading goals and acquire reading skills. Alternatively, by considering these bidirectional 

relationships, further exploring associations between home literacy practices across multiple 

cultures would also be informative. For this particular study Hispanic, African American, 

Caucasian, and Chinese cultural differences as well as home literacy practices were explored to 

determine potential influences and associations on a child’s reading development.  

Implications of Poverty 

 Some existing studies have found possible associations between the overall poverty of 

families and how this could be associated with children’s education and learning development. 

Additionally, decades of research showed that some children from low- SES backgrounds 

performed lower on their reading achievement than those with high- SES (Cabell, Justice, Logan, 

& Konold, 2013). According to a study by Mihai, Titan, and Manea (2015), it was concluded 

that for a vast majority of children their educational success was lower when they were born into 

families of poverty. This indicated that there was a greater likelihood for learning failure and 

could influence success levels as an adult. Additionally, some children were considered to be 

vulnerable to the implications of poverty due to critical stages of development or developmental 

trajectories (Saracho & Spodek, 2013). Specifically, some studies supported that negative 

associations between poverty and children’s cognitive development emerged at 2 years old.  

On the other hand, the level of income and parental education also accounted for poverty 

that may have influenced some children’s outcomes across emergent verbal and reading skills 

(Saracho & Spodek, 2013). For example, financial pressure could have influenced parenting 

styles and parent-child interactions which could be related to children’s learning development. 
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Additionally, aside from poverty being related to food, living conditions, and quality of childcare 

the role of income could have affected purchasing and providing resources for some children to 

foster their skills (Saracho & Spodek, 2013). Overall, there are some studies that showed the 

potential relations between educational and economic development, although there is a need for 

additional research to explore differences between children living in poor and nonpoor families 

that could impact their learning outcomes (Mihai, Titan, & Manea, 2015; Saracho & Spodek, 

2013). This would allow for further generation of conclusions for variables associated with levels 

of success or difficulty for children’s skill acquisition.  

Cultural Differences in Reading Development 

Familial influences, cultural values, and cultural beliefs around educational practices 

might be significant predictors of a child’s development. A study by Moschovaki (1999) 

indicated that the development of literacy was in part of cultural practices as differences across 

reading and writing form have been identified in children’s literacy development. Ethnicity as a 

variable might have also defined cultural practices of families that may have impacted language 

development and reading achievement across some populations of children. As a result, it was 

found that teachers in Iceland and San Diego experienced difficulties with merging children’s 

cultural beliefs and values into the classroom all while encouraging practices that a child may 

have lack within their culture (Moschovaki, 1999). Therefore, building bridges between schools 

and communities might include educators and interventionists to consider environmental 

challenges with offering equal opportunities to teach members of society to become literate. 

Hispanic. In the National Early Childhood Longitudinal Research Study reading 

readiness scores across 22% of Hispanic preschool children were below half a standard deviation 

than their White peers in kindergarten in Southwest America (Perry, Kay, & Brown, 2008). This 
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achievement gap could have resulted in difficulties across letter recognition, initial and last 

sounds, sight words, and words in context. Children may have experienced increased levels of 

reading difficulty as reading aloud was not considered a common practice across families since 

some parents prioritized teaching moral lessons rather than specific literacy skills across this 

sample of Hispanic families (Perry, Kay, & Brown, 2008). Meanwhile, in Southeast America 

some Hispanic families perceived that the educational system should take responsibility for 

communicating literacy methods to be used within the home setting (Hughes, Schumm, & 

Vaughn, 1999). Additionally, this population of Hispanic parents did not increase home literacy 

practices as they believed that their children were already doing well in school. Moreover, 

Hughes, Schumm, and Vaughn (1999) reported that some Hispanic parents held a different 

perception of parent involvement in their children’s education and may have been unsure of how 

to assist with their child’s reading development; this could have posed as a conflict with their 

values and perception.  

On the other hand, some Northeast American Hispanic families showed different trends 

of family literacy practices. Specifically, mothers typically took the lead in practicing home 

literacy skills as supporting their child’s education was their primary responsibility (Rivera & 

Lavan, 2012). Previously conducted studies showed that some mothers with higher levels of 

education had greater involvement in their child’s education and were well informed of how the 

American educational system operated. However, Hughes and colleagues (1999) suggested that 

continuous efforts should be placed in developing an equal and balanced partnership between 

educators and parents to strengthen their practices with home literacy.  

 African American. Findings of previous studies supported that some children of low-

income African American families had lower levels of literacy skills and were at-risk for not 
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being prepared for Kindergarten (Jarret, Hamilton, & Coba- Rodriguez, 2015). In addition, 

reading failure of some African American children of lower SES possibly had been linked to 

lower-quality learning environments, poor vocabulary, poor early literacy outcomes, and future 

academic failure (Jarret & Coba- Rodriguez, 2017). Previous research demonstrated that from 

1999 to 2010 there had been a 90% increase in the rate of African Americans deciding to home 

school their children (Ray, 2015). This indicated that the rate of home-schooling for children 

increased over the course of 11 years; in 1999 only 1.0% to 1.9% in 2010. Home-schooling had 

become more popular among African Americans as some families perceived that educational 

institutions were creating destructive learning environments for their children (Ray, 2015). These 

families believed that North American school systems did not accommodate and support their 

religious beliefs and values, therefore home schooling may have become an alternative. Despite 

the affects potentially associated with race and socio-economic status, ways in which African 

American families continuously promoted children’s literacy development will be discussed 

further (Jarret & Coba- Rodriguez, 2017).  

 Caucasian.  Research supported that some Caucasian children with greater intrinsic 

motivation also had greater reading achievement (Guthrie, Coddington, & Wigfield, 2009). For 

186 Caucasian students in the mid-Atlantic US states, intrinsic motivation appeared to be a 

greater predictor than avoidant motivation in explaining the variance in their cognitive reading 

development. According to findings in this study, some Caucasian children showed significant 

strength in reading fluency, improved word recognition, and some significant growth in listener 

comprehension skills and vocabulary (Guthrie et al., 2009). Though existing literature showed 

significant strength in literacy and reading development among some Caucasian children, 
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additional research is needed to determine the specific role of SES on literacy development and 

differences between the Caucasian culture and other cultures.  

 Chinese. Some research supported that the increased level of academic excellence among 

Chinese children could have been because of their traditional values and emphasis on 

achievement in their culture (Chen, Chang & He, 2003). Research confirmed that some Chinese 

people believed in the value of education towards personal advancement, as a result education 

had been reported to have greater significance in daily life (Chen, 1989). Additionally, reading 

was considered an important factor in identifying as part of the Chinese culture (Li & Rao, 

2000). On the other hand, a study by Chen, Chang and He (2003) supported the positive 

association between academic achievement and social adaptation, thus placing a greater 

emphasis on the significance of completing work alongside other peers. Finally, outstanding 

academic performance, having positive attitudes towards schoolwork, and cooperating together 

on academic tasks had been associated with obtaining high accomplishments for some Chinese 

families.  

Home Literacy 

Some research indicated that home literacy was considered a variable that affected 

children’s reading development (Daniels, 2012; Jarrett, Hamilton, & Coba- Rodrigues, 2015; 

Perry, Kay, & Brown, 2008). Levels of parental involvement in their child’s literacy may have 

been associated with higher reading achievement and improved social and emotional skills 

(Perry, Kay, & Brown, 2008). In addition, culture-specific practices may facilitate positive 

developmental outcomes and influence a child’s interest, engagement, and motivation in literate 

activities (Daniels, 2012). A study by Perry, Kay, and Brown (2008) supported that parents’ own 

literacy habits, reading enjoyments, beliefs, and interactive styles could have contributed to 
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varied literacy outcomes for their children. Some examples of parental strategies used with 

children included shared reading, explanation and expansion of a child’s vocabulary, teaching 

songs and rhymes, and introducing the alphabet. All in all, childhood educators and reading 

interventionist should support and emphasize the significance of in- home literacy practices and 

creating rich home environments to help children successfully transition to early educational 

settings (Jarrett et al., 2015).  

 Hispanic. Home country experiences as well as motivation, understanding, and cultural 

models around education shaped the way some Hispanic families engaged in oral reading 

activities with their children (Reese & Goldenberg, 2008). Some literacy practices that parents 

have adopted into the home included using direct instructions, interactive and enjoyable literacy 

activities, emphasizing morally correct behavior, as well as encouraging their children to join 

bilingual literacy events during interactive school activities (Perry, Kay, & Brown, 2008). 

According to Hughes, Schumm, and Vaughn (1999), some Hispanic families typically made an 

effort to work closely with teachers to understand school expectations while maintaining home 

literacy activities and active involvement in their child’s development. As a result, parents may 

potentially share common goals and understanding with teachers to help increase children’s 

successful reading through reading and writing opportunities.  

 African American. For some African American families, literacy practices have been 

maternally driven as mothers were perceived to create learning opportunities for their children 

(Jarrett et al., 2015). Mothers typically used shared book reading and teach letter- related 

practices such as the alphabet, letter and word recognition, working on spelling and writing 

names with their children. Additionally, some variations in maternal reading styles were also 

found that may have exposed children to learning print orientation, phonological awareness, and 
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narrative competence (Jarett et al., 2015; Jarett & Coba- Rodriguez, 2017). Firstly, ‘story- 

reading’ mothers are described as mothers concentrating on reading text to their children without 

additional commenting or elaboration on the story line. Secondly, ‘story- teller’ mothers are 

described as mothers using input from their children, applying expressive as well as broken 

down language, while also providing their children with feedback (Jarett et al., 2015; Jarett & 

Coba- Rodriguez, 2017). Therefore, mothers who engage in story- telling with their children 

might help increase their child’s participation in storytelling which might facilitate expressive 

language development (Daniels, 2012). All in all, parental engagement in literacy practices could 

serve as a powerful influence on their child’s literacy practices.  

Caucasian.  Some literature shows specific home literacy activities for Caucasian 

children that could have been significantly and positively related to reading success (Baker, 

2013). A sample of approximately 5190 Caucasian children from the United States reported 

having better reading, math, and social outcomes in preschool as a result of both parents being 

involved in home literacy. According to Baker (2013), key home literacy practices from both 

parents that promoted a child’s successful reading development included shared book reading, 

telling stories, and making books to read available in the home. Caucasian parents who engaged 

in more frequent home literacy practices could be important for children’s successful advanced 

reading achievement and cognitive development in kindergarten (Baker, 2013). These practices 

could result in increased emergent literacy, social, and emotional skills while promoting overall 

success in school. All in all, further research is needed to provide promising evidence that 

correlates home literacy practices and children’s reading outcomes.  

 Chinese. Some findings from different studies showed that several Chinese parents had 

an authoritarian parenting style when it came to monitoring their child’s educational practices in 
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their home (Li & Rao, 2000; Zhang & Koda, 2011). Research suggested that some Chinese 

children watched no more than two hours of television a day and spent approximately 15- 30 

minutes three to four times per week engaging in reading activities with their parents (Zhang & 

Koda, 2011). Some children participated in reading books, newspapers, journals, character 

writing, literacy games, and shared book activities with their parents. According to Li and Rao 

(2000), some home literacy practices within the Chinese culture predominantly focused on the 

exposure of text in their home to promote reading related activities among children. For instance, 

a comparison of different Asian cultures and their homes showed that 61.9% of families in 

Beijing reported having more than 30 children books in their homes, whereas 82.5% of parents 

in Hong Kong and 75.5% of Singapore families reported having no more than 29 books in their 

homes (Li & Rao, 2000). Specifically, 46.9 % of families in Singapore had less than 10 children 

books. These culture- specific strategies could have supported and increased the likelihood of 

children’s reading skill acquisition and performance across reading tasks.  

 There have also been sociological perspectives reported for parent engagement in their 

children’s education. Some research reported that the People’s Republic of China had increased 

parent involvement in child education, while Hong Kong had promoted parent involvement in 

schools since 1990 (Lau, Li, & Rao, 2012). Some Chinese parents were passive with their 

involvement in their child’s school as their perceptions included teachers making decisions for 

children’s learning development, although some parents reported higher levels of home 

engagement. Additionally, parent involvement may be different across some Chinese families as 

teachers and parents had different perceptions of this for variable for children’s education; some 

teachers viewed it as offering support to teachers whereas parents viewed it activities they 

engaged in to support their children’s learning (Lau, Li, & Rao, 2012). Alternatively, some 
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middle-class Chinese mothers reported being involved more in their children’s education than 

working class fathers to maintain their child’s cultural capital (Sheng, 2012). As reported by 

Sheng (2012), gender identity and roles of some Chinese families relied on the dominant social 

ideology of patriarchy that could have influenced children’s learning development.  

On the other hand, previous research showed that some Chinese- American parent 

involvement in children’s learning development varied when compared to other ethnic groups in 

the United States (Zhang & Carrasquillo, 1995, Wang, 2008). This could be in part a result of 

Chinese families adopting to the dominant U.S cultural context as there could be differences 

between societal constructs and changes in environment. All in all, there could exist significant 

influences of traditional Chinese cultural norms that could have undergone societal changes 

(Sheng, 2012). Therefore, it would be important to consider sociocultural contexts and 

perspectives on overall parent involvement in children’s learning development that may differ 

across individuals within cultures.  

Parental Literacy Experiences 

 Some correlational relationships may exist between parents’ reading practices and their 

children’s reading development outcomes. For example, the stronger that parents’ reading skills 

and practices are then the way reading practices were carried out with their children might have 

positively related their reading performance. In a correlational study by Van Bergan, De Jong, 

Plakas, Maassen, and Van Der Leij (2012), a sample of 141 children in the Netherlands showed 

moderate relationships between their reading skills and their parents’ reading outcomes. 

Literature supported this relationship as children who were guided by their parents learned 

strategies for information processing, enhancing their vocabulary, and understanding reading 

concepts (Rashid, Morris, & Sevcik, 2005). Consistent with this, parents that engaged in literacy 
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activities may have defined the quality of home literacy practices. For example, both parent and 

child levels of reading difficulty might affect overall home literacy experiences and motivation 

to read. As supported by Van Bergan et al. (2012), children’s successful reading outcomes were 

typically influenced by parents’ level of education which may further affect their reading 

acquisition skills and cognitive functioning in later stages of development.  Therefore, these 

findings indicated the importance of structured, supported, and continuous reading practices 

within the home environments between parents and children.  

Purpose of Present Study 

The purpose of this study was to a) determine whether significant relationships existed 

between parent’s past reading experiences and the impacts on their child’s reading development 

and motivation, b) explore how characteristics of the home environment might have related to a 

child’s reading development and motivation across cultures, c) explore how reading motivation 

might have related to a child’s reading development, and d) identify common culture-specific 

perspectives on reading that have been identified in existing literature along with the findings 

from this study to propose alternative strategies and help strengthen children’s reading 

development. The overall study had two parts: part one investigated the variables mentioned 

above between Hispanic, African American, and Caucasian cultures from a New Haven 

Lexinome Project (NHLP) sample; part two of the present study evaluated the effects of parental 

reported home reading experiences and child reported reading motivation on a child’s reading 

performance, specifically within the Chinese culture. 

Research Questions 

Answers were sought to the following three broad research questions:  

1. Do parents’ reading experiences relate to their child’s reading performance? 
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2. How does children’s literacy motivation, measured by interest and sense of competence 

in reading activities, relate to reading skills?  

3. Do home literacy experiences relate to a child’s reading performance? 

Across each of these three research questions, the present study aimed to see if these 

relationships are equivalent or difference across cultures. By investigating cultural differences, 

there came a risk of over- generalizing people within a specific culture. Although there may be 

differences between two distinct cultures, there may also be differences in people within the 

same culture. It was important to be mindful of cultural generalization, be sensitive to differences 

within cultures, and proceed with caution with interpreting results from the current study.  

Study 1 

Purpose 

  The specific purpose of this study one was to 1) evaluate possible relations between home 

literacy experiences on reading development across cultures, 2) identify the possible relations 

between parental reading experiences and their child’s reading performance, 3) identify 

associations between a child’s reading scores, parental reading difficulties, and reading 

motivation between child and parent participants across cultures. Study 1 focused exclusively on 

an American sample that includes self-identified Caucasian, Hispanic, and African American 

participants. 

Method 

Participants 

 One- hundred seventy-four participants between 6- 8 years old from first grade classes 

across New Haven Public Schools were recruited (Mage= 6.53; Male= 75; Female= 99). The 

sample in study 1 included children who identified as being Caucasian, African American, and 
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Hispanic. Specifically, there were 14 Caucasian children, 81 African American children, and 79 

Hispanic children. Exclusion criteria included students who were absent for more than 11- 19 

days of Kindergarten and identified as having autism spectrum disorder, pervasive 

developmental disorder, and chronic neurological conditions. All 174 participating children’s 

parents were also involved in this study. Participants were from a New Haven context that came 

from an urban environment with many families in the lower socio-economic range. For example, 

66% of parents reported that they received some government assistance (i.e., health benefits, 

assistance for needy families, etc.), with parents also reporting that 82% of children received free 

or reduced lunch at school. Service employment predominates the region. 

Measures 

 The measures in study 1 assessed for reading skill strengths and deficits for both child 

and parent participants. Study 1 utilized a parent questionnaire that included items where parents 

reported on overall reading practices within the home, availability of reading related resources 

(books, newspapers and magazines), their own educational experiences, and whether their 

children were known to have any developmental disabilities. This questionnaire provided data on 

variables that may have contributed to children’s reading development based on the home 

environment and parents’ past literacy experiences. Other than the demographic questionnaire, 

four reading measures were administered to the North American sample, along with a motivation 

measure and a parent reading history self- report measure. Therefore, these measures were 

appropriate for the study to identify reliable variables and scores to make associations between 

home literacy practices, cultural experiences, and parental reading experiences to their child’s 

reading motivation and development. The detailed descriptions of the measures used in study 1 

are presented in the next section.  
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Lexinome Parent Questionnaire (developed in house; no reference). A 111- item self- 

report measure completed by parents considering familial and educational history variables. In 

total there were seven sections of the demographic questionnaire but for this particular study 

information provided on parental educational history, awareness of reading related recourses in 

the home, parental efforts to engage in reading activities with their children, difficulties that 

children may have experienced with reading, report on developmental difficulties of children, 

and parental educational history were used. This questionnaire also provided information on 

household resources and their socio-economic status. Items pertaining to SES status included 

parents reporting if they received any form of government funding. Parents were also asked to 

provide information on participating children receiving any diagnosis for cognitive delay, 

speech/language problems, motor development problems, learning problems and reading 

problems, as well as reporting information on the family learning history. 

Lexinome Motivation Measure (Tsujimoto, Bosson-Heenan, Gruen, & Frijters, 

submitted for publication). A 16-item self-report measure that required children to rate responses 

on a 4-point Likert scale that included two subscales: child’s interest in reading, and sense of 

competence for reading.  

Woodcock Johnson Test of Achievement: Letter- Word Identification subtest for 

decoding (Woodcock, McGrew & Mather, 2001) was used to measure the children’s ability to 

identify letters and words in English. This task did not require the child to provide meanings of 

the words. There were 76 items in this test and children were stopped from continuing the task at 

six consecutive errors in a set. The test started with identifying only one letter per item and 

stayed in the same format until participants reached item number 15 when they were presented 

with one word at a time. This test had an increasing level of difficulty such as, cat, car, dog, 



 
 

24 

tremendous, provincial. Based on the manual, the reliability of this test Cronbach’s α was .91 

(Woodcock, McGrew & Mather, 2001). 

Woodcock Johnson Test of Achievement: Phonetic Decoding subtest (Woodcock, 

McGrew & Mather, 2001). Word Attack-WAT was used to measure the ability of phonetic 

decoding. There were 32 items in this task and children were stopped from continuing the task at 

six consecutive errors in a set. This test started with identification of individual letters for first 

three items and starting from item four participants had to decode the non-words. This test had 

an increasing level of difficulty such as “tiff, zoop, nan, shamble, phigh. Based on the manual, 

the reliability of this test Cronbach’s α was .87 (Woodcock, McGrew & Mather, 2001). 

Peabody Picture Vocabulary Test 4th edition (PPVT-4; Dunn & Dunn, 2007). This 

measure helped to assess children’s receptive vocabulary for Standard American English. There 

are two parallel versions of this test, form A and form B for test-retest purposes, but for this 

particular study only form B was used at one and only testing time point. Based on the examiners 

read words, children were expected to point the most appropriate picture out of the four pictures 

presented that illustrated the words meaning. There were different sets of items with 12 items in 

each set presented to the children which reflected their age groups. Children were asked to 

continue on this measure until they had eight errors committed in one set. This test took roughly 

15 to 20 minutes to administer based on the participants’ performance that varied person to 

person. Based on the manual the internal consistency of this measures Cronbach’s α was .94.  

Wechsler Abbreviated Scale of Intelligence 2nd Edition (WASI-II; Wechsler, 2011). This 

measure was completed by the child to assess cognitive intelligence. This measure consists of 4 

subtests; block design, vocabulary, matrix reasoning, and similarities. Items of low and high 

difficulty were added to each subtest to strengthen the evaluation of intelligence in low (i.e. 40-
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60) and high (i.e.130-160) ranges. These subtests measured for visual perception and 

organization, visual- motor coordination, word knowledge, visual intelligence, abstract 

reasoning, and associative and categorical thinking. The Perceptual Reasoning Index which 

measures nonverbal reasoning skills is reported in the demographics section and is a composite 

of block design and matrix reasoning subtests. The four subtests of this scale took around 30 

minutes to administer. Based on the manual the internal consistency of this measure using split-

half method was above .90 (McCrimmon & Smith, 2013). 

Test of Word Reading Efficiency 2nd Edition (TOWRE-2; Torgesen, Wagner, & 

Rashotte, 2012). This measure was completed by the child to assess their ability to reading and 

pronounce sight-word and non-word accurately and fluently. During this task the level of 

difficulty was increased during a timed task. The two subtests, Sight Word Efficiency and 

Phonemic Decoding, took approximately 5 minutes to administer. Based on the manual the 

internal consistency of this measures Cronbach’s α was .90. 

Adult Reading History Questionnaire (ARHQ; Lefly & Pennington, 2000). A 23- item 

self-report measure on a 5- point Likert scale completed by parents. The given options to choose 

from on the Likert scale were different for items but an overall scale range represented 0 being 

none to 4 being a great deal.  This measure classified the items under three subscales to assess 

for differing skills; dyslexic symptoms, current reading practices, and memory skills. 

Alternatively, this measure scored responses that address if parents’ reading skills met below 

diagnostic criterion for determining whether they would be considered to be dyslexic. Based on 

the original study the internal consistency of this measures Cronbach’s α was .94 and .92 for two 

different adult samples. 

Procedure 



 
 

26 

 After or upon initial approval from Brock University’s research ethics board and the New 

Haven school board, research assistants trained in human subjects’ protection and the Health 

Insurance Probability and Accountably Act (HIPPA) recruited participants. The trained research 

assistants used grade one enrollment records from New Haven Public Schools to contact all 

families. These trained research assistants contacted parents’ of students enrolled in the first-

grade classes and provided details about the partnership with New Haven Public Schools. These 

families received a hard copy of the letter that outlined the detailed description of the study in the 

mail along with an electronic version sent vial email. Additionally, recruitment events were held 

at New Haven Public Schools in three New Haven neighbourhoods that allowed parents to 

complete screening questions, parent and child consent forms.  

Written consent from the NHLP sample for participating in this study was obtained from 

parents via parent consent form (see Appendix A). Parents provided consent for their own 

participation in the questionnaires as well as consent on behalf of their child, while assent forms 

were also provided to child participants (see Appendix B). All testing materials completed in the 

home by parents were sent home through students and returned back to the researchers at the 

school once completed. All testing materials to be completed by students took place in the 

classrooms at all participating New Haven Public Schools. The following testing materials were 

administered to children by trained psychometrists local to New Haven residents and children 

from the participating New Haven Public Schools. 

Results – Study 1 

This study explored the possible associations between parents’ past reading difficulties 

and experiences on their child’s reading development. Additionally, the study explored how 

variables surrounding reading development in the home environment might be related to 
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children’s reading development and motivation across African American, Hispanic, and 

Caucasian cultures. The result section of study 1 is divided into three parts. Section one provided 

all the descriptive statistics on the measures and scales used on both children and parents. 

Section two presented the group differences conducted on all three cultural groups across 

measures and scales. The final section provided all possible relationships among the variables 

tested in the study.   

Descriptive Statistics 

At the time of recruitment child participants’ mean age was (Mage= 6.53, SD = 0.65; Male 

= 75; Female = 99). Participating parents provided their family demographics which included 

information on their gender, ethnic group, SES, and whether they were identified with any 

reading disability. For this study, participant’s classification on reading disability was 

determined by a standard score less than 85 on 2 of the 3 reading measures; TOWRE Composite, 

WJ Broad Reading Cluster, and WJ Basic Reading Cluster. Whereas, low SES was determined 

by participation in a government financial support program that required the families to have low 

income to participate. There was some missing data on the parent reported questionnaire for 

questions indicating low SES. For the Hispanic and African American group five participants in 

each race did not answer these questions. For the Caucasian group, only one participant did not 

answer these questions (see Table 1 for the participant’s demographics).  
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Table 1.  

Descriptive statistics across Hispanic, African American and Caucasian cultures. 

Child Ethnicity Low SES RD Child Sex 

   Female Male 

Hispanic 

n = 79 

67 

 

22 

 

44 35 

African American 

n = 81 

66 11 

 

47 34 

Caucasian 

 n = 14 

4 

 

3 

 

8 6 

 

Non-Verbal IQ and Verbal Measure. All three participating cultural groups’ 

performance on the one-word receptive picture vocabulary measure (PPVT), non-verbal IQ 

tested through WASI Perceptual Reasoning Index and their age at the time of testing is presented 

in Table 2. Receptive vocabulary was slightly below the clinically Average range for Hispanic 

participants, likely du e to a larger proportion of English Language Learners in the group than 

the others. Similarly, non-verbal IQ was slightly below the Average range for African American 

participants, which may have been driven by the relatively lower socioeconomic status of this 

group in the current study (see Table 2). 
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Table 2.  

Children’s performance on WASI (non-verbal IQ) and PPVT (verbal measure).  

Child Ethnicity  N Mean SD 

Hispanic     

 WASI Perceptual Reasoning Index (non-

verbal IQ) 

73 91.44 9.73 

 PPVT 79 86.86 26.92 

 Age at Reading Test 79 6.50 .57 

African American     

 WASI Perceptual Reasoning Index (non-

verbal IQ) 

77 88.14 11.63 

 PPVT 81 103.24 16.05 

 Age at Reading Test 81 6.58 .63 

Caucasian     

 WASI Perceptual Reasoning Index (non-

verbal IQ) 

12 104.16 19.29 

 PPVT 14 128.57 23.69 

 Age at Reading Test 14 6.50 .76 

 

Children’s Performance on Reading Measures. Children across all three cultures, 

Hispanic, African American, and Caucasian were administered two reading measures of the WJ 

reading mastery. They were tested on letter word identification (decoding) and non-word reading 

(phonetic decoding). Average scores obtained from each cultural group showed that Caucasian 
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children had the highest scores on both decoding measures compared to the African American 

and Hispanic children (see Table 3).   

Table 3.  

Descriptive Statistics for reading measures administered to child participants across Hispanic, 

African American, and Caucasian cultures. 

 

 

Children’s Responses on Motivation Measure. All three cultural groups of child 

participants were asked to provide their responses on a motivation measure to determine 

motivation towards reading. This scale was composed of two subscales, reading interests and 

reading competency. Average scores across all three groups showed no visible differences 

Child’s Ethnicity Reading Measures Mean SD 

Hispanic    

 Letter Word ID Raw Score 27.52 9.26 

 Word Attack Raw Score 8.35 5.00 

 Basic Reading Skills Std. Score 99.5 16.05 

African American    

 Letter Word ID Raw Score 31.52 7.06 

 Word Attack Raw Score 8.64 4.72 

 Basic Reading Skills Std. Score 104.46 12.77 

Caucasian     

 Letter Word ID Raw Score 

Word Attack Raw Score 

Basic Reading Skills Std. Score 

39.00 

15.14 

112.07 

12.71 

7.81 

23.58 
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analyzed through conducting a one-way ANOVA, F(2,165) = .090, p = ns and competency F(2, 

169) = 1.67, p = ns motivation subscales across groups (see Table 4).  

Table 4.  

Descriptive Statistics for motivation measure administered to child participants across Hispanic, 

African American, and Caucasian cultures.  

Child Ethnicity Motivation Subscales N Mean SD 

Hispanic     

 Interest mean of items 75 3.2 .57 

 Competency mean of items 74 2.8 .72 

African American     

 Interest mean of items 70 3.2 .68 

 Competency mean of items 67 2.9 .73 

Caucasian     

 Interest mean of items 12 3.2 .78 

 Competency mean of items 13 2.8 .61 

Note: Maximum scores for interest and self- competency subscales are a score of 4 and 

minimum scores are a score of 1. Higher mean scores on subscales indicate stronger interest and 

self-competency. 

Group Comparisons 

         Home Literacy Environment. For the purpose of gathering information and providing 

descriptive statistics across all three cultural groups, a factor analysis was conducted. This factor 

analysis helped to determine factor loadings within the home literacy environment (HLE) scale. 

More specifically, two factors were identified using the Principal Axis Factoring and Varimax 

Rotation extraction method. Factor 1 entailed the parent reporting their effort in engaging in 
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reading related activities with their child while factor 2 reported on the child’s engagement in 

reading related activities with the parent (see Table 5). A brief descriptive analysis was 

conducted to determine averages on both factors across all three cultural groups (see Table 6).  

Table 5.  

Home Literacy Environment scale: item loadings on two factors   

Items Factor 1 Factor 2 

46. About how many books do you have in your home (for children/teens and adults) and in 

what language? 

-.59  

48. How old was this child when you first started reading to him/her?                .56  

45. How many hours does this child read per week? .50  

56. I only read when I have to. -.48  

54. My child often asks to be read to.  .62 

47. How often do you read to this child?  .56 

55. I ask my child questions while we are reading books together.  .49 

49. How often does this child read aloud to you?  .41 
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Table 6.  

Descriptive Statistics for home literacy factor analysis across Hispanic, African American, and 

Caucasian cultures. 

Child Ethnicity  N Mean SD 

Hispanic     

 Lexinome HLE factor 1 58 -.48 .74 

 Lexinome HLE factor 2 58 -.02 1.00 

African American     

 Lexinome HLE factor 1 73 .18 .51 

 Lexinome HLE factor 2 73 .12 .70 

Caucasian     

 Lexinome HLE factor 1 14 1.1 .55 

 Lexinome HLE factor 2 14 .16 .48 

 

Group Differences on Home Literacy Environment Scale. The following analysis was 

conducted to compare HLE across all three cultural groups. Determined through factor analysis 

this scale showed two main factors within the scale; parents reporting their effort engaging in 

reading related activities with their child and child engagement in reading related activities with 

the parent. One-way ANOVA indicated no statistical differences for factor two of home literacy 

experiences across groups/cultures, F(2, 142) = .577, p = ns. Although, significant differences 

were found for factor one of home literacy experiences between cultures F(2, 142) = 42.56, p < 

.001. Moreover, visual inspection and post- hoc comparisons between African Americans and 

Hispanics indicated African Americans reported greater for factor one items (Mdiff = .653, SE = 
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.108, p < .001), suggesting more parent-initiated literacy activities within this culture. A similar 

dynamic was observed between Caucasians and Hispanics, with post-hoc comparisons indicating 

that Caucasians reported greater for factor one items (Mdiff = 1.57, SE = .183, p < .001). 

Responses on ARHQ: A one-way ANOVA was conducted to determine group 

differences across all three cultural groups on ARHQ scale administered to parents. This scale 

helped with identifying parental current reading, dyslexic symptoms, as well as memory 

development. Data analysis provided support that no statistical differences existed for the 

memory scale across groups/cultures, F(2, 150) = 2.41, p = ns. Group differences were found 

only in dyslexic symptoms F(2,158) = 3.79, p = 0.02 and current reading F(2, 132) = 10.05, p < 

.001. For further details of dyslexic symptoms, post-hoc comparisons provided support for 

differences between Hispanics and Caucasians, with Hispanic parents reporting greater dyslexic 

symptoms (Mdiff 7.10, SE= 2.72, p = .027). For current reading practices, differences were found 

between Hispanics and both Caucasians (Mdiff = 5.22, SE = 1.64, p = .005), and African 

Americans (Mdiff = 3.89, SE = .966, p = .000), with Hispanics reporting greater current reading 

practices (see Table 7). 
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Table 7.  

Descriptive Statistics for ARHQ subscales reported by mother across Hispanic, African 

American, and Caucasian cultural groups 

ARHQ Subscale Ethnicity N Mean SD 

Memory symptoms  Hispanic 

African American 

Caucasian 

Total 

67 

73 

13 

153 

2.10 

2.05 

3.92 

2.24 

2.70 

2.94 

3.61 

2.93 

Dyslexic symptoms  Hispanic 

African American 

Caucasian 

Total 

50 

68 

13 

131 

16.72 

13.89 

9.62 

14.55 

9.62 

8.33 

7.14 

8.93 

Current reading  Hispanic 

African American 

Caucasian 

Total 

53 

69 

13 

135 

15.75 

11.86 

10.54 

13.26 

5.34 

5.44 

4.03 

5.64 

Note: Lower mean scores on subscales indicate less symptoms and greater current reading 

practises. 

Correlational Analyses 

Relationships Among Reading Measures, HLE, Motivation and ARHQ. A correlational 

analysis was conducted to determine which of the motivation, home literacy environment, and 

ARHQ variables were related to children’s reading skill across all three cultures. Table 8 details 

these correlations. This analysis suggested that Hispanic children who reported having a greater 

interest in reading had higher scores across all reading measures (letter-word identification, 

phonetic decoding, basic reading skills), while those Hispanic children that reported having 

greater competency in reading had higher scores on only two reading measures (letter-word 
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identification and basic reading skills. Additionally, greater home literacy for factor 1 resulted in 

higher scores on just one reading measure (letter-word identification) for the Hispanic children 

sample. African American children who reported having greater competency in reading had 

higher scores for only one reading (letter-word identification) measure, whereas those African 

American parents who reported having lower memory symptoms, dyslexic symptoms, and 

current reading also was associated with their children scoring lower on letter-word identification 

and basic reading skills measures. In addition, greater home literacy for factor 1 resulted in 

higher scores across two reading measures (letter-word identification and phonetic decoding) for 

the African American child sample. Caucasian children who had greater competency in reading 

scored higher on letter-word identification, phonetic decoding, and basic reading skills measures, 

as well as those Caucasian parents whom reported lower dyslexic symptoms resulted in their 

child scoring lower on two reading measures (see Table 8).  
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Table 8.  

Correlations and level of significance between reading skill and home literacy, motivation, and 

ARHQ measures across Hispanic, African American, and Caucasian cultures 

 Ethnicity Reading Interest 

mean of 

items 

Competency 

mean of items 

ARHQ 

memory 

symptoms 

ARHQ 

current 

reading 

ARHQ 

dyslexic 

symptoms 

HLE 

factor 1 

HLE factor 

2 

Hispanic         

 WID .370** .386** -.110 .137 -.191 .259* .020 

 WAT .335* .312 -.076 .157 -.179 .206 -.016 

 BRS .236* .291** .014 .178 -.002 .223 -.046 

African 

American 

        

 WID -.048 .252* -.330* -.228* -.285** .365* -.102 

 WAT -.008 .029 -.165 -.081 -.183 .290** -.205 

 BRS -.061 .048 -.307 -.274* -.274* .305 -.071 

Caucasian         

 WID .209 .869** .268 .037 -.607* .437 .190 

 WAT .181 .830** .317 -.109 -.680** .403 .317 

 BRS .317 .840** .180 -.068 -.709** .318 .170 

Note: *. Correlation is significant at the 0.05 level (2- tailed), **. Correlation is significant at the 

0.01 level (2- tailed), BRS = Basic Reading Skills 

Relationships Across Cultures on Reading, HLE, ARHQ and Motivation. A separate 

correlational analysis was conducted to determine whether the differences in correlations 

observed between cultural groups were strong enough to be statistically reliable. Correlations 
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were converted to z-scores, using the Fisher r-to-z transformation, and then tested against each 

other with the null hypothesis of equivalent correlations. Three contrasts were implemented: 

Hispanic versus African American; Hispanic versus Caucasian; African American versus 

Caucasian. As an example, the correlation between interest in reading and letter- word 

identification (see Table 8 first column) was .370 for Hispanics and -.048 for African Americans. 

The analysis that followed provided a statistical test to assess whether the difference between 

these two correlations were statistically reliable. 

A statistically significant difference in relationships was found between the Hispanic and 

African American cultures across the interest subscale of the motivation measure and the letter-

word identification, phonetic decoding, and basic reading skills measures (see Table 9). The 

correlation indicated that the relationship was stronger (and positive) between interest and all 

three reading measures for Hispanics then for African Americans. Additionally, the relationship 

was also stronger between the competency subscale on the motivation measure and letter-word 

comprehension for Hispanics than for African Americans. Another statistically significant 

difference in correlations was found between Hispanics and African Americans across the 

current reading and memory subscale for the adult reading questionnaire and two child reading 

measures: letter-word identification and basic reading skills. This difference in correlations 

indicated that the relationship was stronger (and negative) for African Americans. Weaker 

current reading skills and memory of parents may have been associated with lower reading skills 

in children, but only within the African American sample. 

Next, a statistically significant relationship was found between Hispanic and Caucasian 

competency subscale for the motivation measure across all three child reading measures. The 

correlation indicated that differences were found such that lower/more moderate correlations 
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across reading competency and all reading measures (letter-word identification, phonetic 

decoding, basic reading skills) were reported for Hispanics than for African Americans. 

Additionally, this correlation analysis showed that the relationship was stronger between parent 

reported dyslexic symptoms and basic reading performance for Hispanic children as well. This 

relationship indicated that the more dyslexic symptoms the parent reported having could have 

influenced less basic reading skill outcomes of their child’s basic reading skills.  

Finally, a statistically significant association was found between African American and 

Caucasian competency subscales for the motivation measure across all three child reading 

measures. This correlation indicated that there were more moderate correlations across reading 

competency and all reading measures for African Americans than for Caucasians. Additionally, 

this correlation analysis revealed that the relationship was stronger between parent reported 

memory and dyslexic symptoms and children’s reading performance for Hispanic participants 

than for Caucasian participants. The correlation indicated that the relationship was stronger 

between memory and letter word identification performance for African Americans then for 

Caucasians. Additionally, the relationship was also stronger between parents reported dyslexic 

symptoms and two reading measures: phonetic decoding and basic reading skills, for African 

Americans than for the Caucasians. Lastly, African Americans reported lower on factor 2 for 

home literacy practices which correlated with lower scores on the phonetic decoding measure 

(see Table 9).  
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Table 9.  

 Fisher r-to-z transformation between reading measures, home literacy environment, motivation, 

and ARHQ compared across three cultural groups 

 Ethnicity Reading Interest 

mean of 

items 

Competency 

mean of items 

ARHQ 

memory 

symptoms 

ARHQ 

current 

reading 

ARHQ 

dyslexic 

symptoms 

HLE 

factor 1 

HLE factor 

2 

Hispanic vs 

African 

American 

        

 WID 2.65** 0.92 1.34 1.97* 0.52 -0.65 0.68 

 WAT 2.17** 1.81* 0.52 1.28 0.02 -0.5 1.07 

 BRS 1.83** 1.55 1.91* 2.46** 1.45 -0.49 0.14 

Hispanic vs 

Caucasian 

        

 WID 0.55 -2.85** -1.13 0.29 1.47 -0.62 -0.52 

 WAT 0.51 -2.68** -1.19 0.77 1.86 -0.66 -1.04 

 BRS -0.27 -2.85** -0.49 0.72 2.54** -0.31 -0.66 

African 

American vs 

Caucasian 

        

 WID -0.81 -3.33** -1.83* -0.79 1.21 -0.26 -0.91 

 WAT -0.59 -3.6** -1.46 0.08 1.9* -0.4 -1.65* 

 BRS -1.2 -3.64** -1.48 -0.63 1.78* -0.04 -0.75 

Note: *. Correlation is significant at the 0.05 level (2- tailed), **. Correlation is significant at the 

0.01 level (2- tailed), BRS = Basic Reading Skills 
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Discussion- Study 1 

 Results from chapter 1 indicated significant associations between home literacy practices, 

reading motivation, parents’ reading experiences, and children’s performance across reading 

measures within three cultural groups.  

Cultural Differences and Reading  

To begin, consistent with Baker’s (2013) study, some Caucasian home literacy practices 

such as shared book reading, both parents engaging in storytelling, and making books readily 

available might have influenced children’s reading skill acquisition. These findings were 

potentially reflected in results from the current study as Caucasian children displayed greater 

mean scores for reading compared to Hispanic and African American children (see Table 3). 

These results could have been consistent with findings by Baker (2003) and Guthrie et al. (2009) 

that found some Caucasian children showed strengths in reading fluency, word recognition, 

listener comprehension skills perhaps because of engaging in shared book reading and 

storytelling. In study 1, Hispanic children did not score greater across some reading measures 

perhaps because home literacy practices and cultural beliefs only included mother’s involvement 

in their child’s literacy development, while children may have been taught moral lessons over 

practicing literacy skills (Perry, Kay, & Brown, 2008). In addition, reading abilities of Hispanic 

children were possibly influenced by their lower English vocabulary scores achieved on PPVT 

(see Table 2). For instance, for the overall proportion of participants in study 1 43.9% were 

exposed to a language other than English in the home. Therefore, Hispanic children’s reading 

outcomes could have been influenced by other languages learned at home, as reported on the 

Lexinome Parent Questionnaire. Though parents were not directly asked if children were second 

language learners.  
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Thus, it may be important to have experienced and successful parent models for reading 

in languages that are dominant across school contexts as it could help create consistent structured 

learning environments to provide effective strategies and feedback to support their child’s 

reading motivation. Alternatively, African American children in this sample had lower mean 

scores across reading measures (see Table 3) perhaps because of lower quality home learning 

environments, limited access to reading materials, and referring to homeschooling (Jarret et al., 

2015; Jarret & Coba- Rodrigues, 2017; Ray, 2015). As a result, children could have missed the 

opportunity for being exposed to more structured and formal learning. 

Motivation and Reading Performance  

 Results from this study showed that Hispanic, African American, and Caucasian children 

scored high on the interest subscale of the motivation measure that could have indicated a 

stronger interest towards reading (see Table 6). A study by Kirby et al. (2011) found that 

children who had a greater interest in reading would have stronger reading motivation and would 

be more likely to succeed in their reading ability. Engaging in some practices such as 

storytelling, shared book reading, and making children’s books readily available might help 

strengthen comprehension skills and success across reading tasks (Baker, 2013). Also, 

completing code related practices such as the alphabet, letter and word recognition, spelling and 

writing could have positively influenced children’s interest and competency (Jarret et al., 2015; 

Jarret & Coba- Rodrigues, 2017). The strategies mentioned above, along with emphasizing the 

significance of engaging in reading tasks and decoding related activities might have contributed 

to a child’s increased competence for reading motivation (Dolezalova, 2017; Kelley, 2009; Kirby 

et al., 2011; Miyamoto, Pfost, & Artelt, 2018; Morgan, 2007). All in all, with structured, 
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supported learning environments, and some of the ways parents carry out reading practices with 

their children at home could provide them with positive opportunities to practice reading.  

Additionally, results from the current study showed that compared to the African 

American sample, there tended to be higher correlations between children’s interest for reading 

with their successful reading ability for Hispanic children with differences being strong enough 

to be statistically significant. On the other hand, when Hispanic children were compared to 

Caucasian children there tended to be a much lower correlation in sense of competence for 

reading and their poor reading performance with strong differences that were reported be to 

statistically significant. Consistent with previous research by Hughes, Schumm, and Vaughn 

(1999), Perry, Kay, and Brown (2008), and Rivera and Lavan (2012) and results from study 1, 

Hispanic children had more interest for reading perhaps due to engaging in enjoyable literacy 

activities. These children had lower competency for reading perhaps due to moral lessons being 

prioritized in some Hispanic families. 

 Interestingly, results also revealed there tended to be lower correlations between 

Caucasian children’s sense of competence for reading and their lower reading ability when 

compared to African American children- differences were strong enough to be statistically 

significant. African American children did not have lower correlations between these variables 

(see Table 8) perhaps because some African American families valued practicing narrative 

competence, asking their children follow-up questions, and providing them with feedback on 

their reading in the home environment (Jarett et al., 2015; Jarett & Coba- Rodriguez,2017). Some 

of these efforts made by parents to engage in reading practices with their children might 

strengthen children’s competency in reading material, and in turn could help them perform well 

on reading measures. Consistent with studies by Kirby et al. (2011) and Elliot and Dweck 
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(2005), children with greater interest and competency in reading were likely to engage in reading 

opportunities that would strengthen reading skills. Interest and reading competence were 

identified to be the ideal combination for motivation achievement in reading (Elliot & Dweck, 

2005), which may have been consistent with results from this study. 

Home Literacy and Reading Performance 

 More findings from this study showed that African American children performed better 

on the letter-word identification and phonetic decoding measures when parents reported greater 

home literacy experiences for factor 1 (see Table 8).This could mean that parents reported 

greater effort in reading related activities with their children while children also initiated 

interactions in reading related material with their parents. These results may be consistent with 

Jarret et al. (2015) and Jarret and Coba- Rodriguez (2017), as some African American children 

were homeschooled while some parents engaged in reading practices such as the alphabet, letter 

and word recognition, learning print orientation, and phonological awareness. Also, some 

African American mothers’ who engaged in the ‘story-reading’ method showed effort in reading 

related activities with their children. Results from study 1 may have also reflected that of 

findings from Reese and Goldenberg (2008) and Perry, Kay, and Brown (2008), such that 

increased scores on reading measures may be influenced by parental engagement in oral, 

interactive, and enjoyable reading activates. Therefore, nurturing educational environments and 

greater parent-child literacy interactions might help children excel across reading tasks, while 

possibly maintaining and generalizing reading skills.  

 On the other hand, results from study 1 revealed that home literacy experiences initiated 

and reported by children (factor 2) and children’s own phonetic decoding skills were lower for 

African American children compared to Caucasian children, with these differences being 
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statistically significant. These results were possibly influenced by the fact that some African 

American children were homeschooled by parents and mothers were expected to engage in 

reading to their children, as a result child- initiated reading practices may have not been frequent 

(Jarret et al., 2005; Jarret & Coba- Rodriguez, 2017; Ray, 2015). In contrast, parents that 

initiated reading tasks with their children by providing direct reading instructions, including 

interactive and enjoyable literacy activities might have positively influenced their child’s reading 

skill acquisition (Perry, Kay, & Brown, 2008). These results, along with existing research by 

Daniels (2012) and Jarrett, Hamilton, and Coba- Rodrigues (2015) confirmed the significance of 

specific strategies used across both home and school environments that children may respond to 

better. The results in this study and previous research findings suggested that the varying 

methods for home literacy and level of parent involvement could have been related to a child’s 

reading performance, across cultures. Therefore, some families may adopt culture-specific 

strategies to support their child’s successful skill acquisition for reading development. 

Parent-Reported Literacy Experiences and Children’s Reading 

 Other results from this study revealed that when Hispanic participants were compared to 

the African American participants there were higher correlations between parents’ reports of 

current reading practices with their children’s successful reading scores across letter-word 

identification and basic reading scores. These group differences were strong enough to be 

statistically reliable (see Table 9). Additionally, parent reported difficulty with reading and 

children’s basic reading were correlated more for Hispanic than African American participants. 

The more reading difficulties Hispanic parents reported having could have influenced their 

children’s reading outcomes. On the other hand, results also revealed that the relationship was 
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stronger between parent reported dyslexic symptoms and poor performance on basic reading 

skills for Hispanic participants when compared to Caucasian participants.  

Consistent with findings from studies by Hughes, Schumm, and Vaughn (1999) and 

Perry, Kay, and Brown (2008) and results from this study some Hispanic parents prioritized 

teaching their children morally correct behavior and depended on teachers to initiate reading 

opportunities. This could have influenced greater memory and dyslexic symptoms across 

Hispanic parents and their children’ s poor reading performance when compared to African 

American and Cacausian participants (see Table 9). Hispanic parents could have reported more 

dyslexic symptoms possibly because of differing cultural perceptions on education and reading 

development. There may also be minimal current reading practices for Hispanic families as 

reading aloud was not reported a common practice (Hughes, Schumm, & Vaughn, 1999). These 

findings were not consistent with results from study 1 since Hispanic families reported more 

current reading when compared to Caucasian families. 

 Additional results from this study showed that when African Americans were compared 

to Caucasian participants, higher correlations were reported between African American parents 

who reported more dyslexic symptoms with children’s poor phonetic decoding and basic reading 

skill performance. This could have been due to the effects of lower levels of parental education 

and lower quality learning environments (Jarret, Hamilton, Coba- Rodriguez, 2015; Jarret & 

Coba- Rodriguez, 2017). Additionally, parent reported memory difficulties and children’s 

reading performance was correlated more for African American participants when compared to 

Caucasian participants. These results were considered to be inconsistent with literature found and 

reported for study 1 as parents might spend time creating a new learning environment at home 

while engaging in phonological awareness, narrative competence, reading and code related tasks 
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(Jarett et al., 2015; Jarett & Coba- Rodriguez, 2017). Therefore, these efforts might have 

contributed to recalling reading related information.  

In contrast, parent reported memory difficulties and children’s reading outcomes were not 

correlated more for Caucasian participants as some Caucasian families used several strategies 

such as setting personal goals, socially interacting about reading experiences, and using previous 

knowledge to understand text (Gambrell, 2011; Guthrie, Coddington, & Wigfield, 2009). As a 

result, this would possibly help strengthen memory skills that would suggest greater reading 

achievement and in turn could have influenced the correlations in the current study. Overall, it 

would be important to consider the potential associations that might exist between parents’ 

reading performance and their child’s literacy skill acquisition (Rashid, Morris, & Sevcik; Van 

Bergen et al., 2012). This could inform potentially effective strategies based on the strength and 

direction of these relationships.  

Limitations 

Though study 1 revealed some relationships among parent reported reading experiences 

(current reading, memory and dyslexic symptoms), children’s motivation and reading 

performance, and home literacy for the New Haven Connecticut (U.S) sample, some limitations 

were identified. Upon reporting the descriptive statistics in study 1 different sample sizes were 

apparent for Hispanic, African American, and Caucasian participants which may have affected 

the consistency and true representation of the results. Specifically, the Caucasian sample was 

underrepresented in this study as the Caucasian sample only included 14 participants. Study 1 

included participants that reported only being Caucasian as opposed to those who identified with 

multiple ethnicities to keep the participants for the current study closely represented. This also 

occurred for African American and Caucasian participants for study 1, as some participants of 
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the larger sample also identified with multiple ethnicities. Overall, the rates of Caucasian 

participants were fairly low such that proportion of Caucasian participants in study 1 were 

similar to the overall proportion in the larger sample from the NHLP of approximately 380 

participants. Therefore, findings related to the Caucasian sample should be interpreted with 

caution as this sample is not truly representative for the group comparisons conducted in this 

study.  

Study 2 

Purpose 

 The main purpose of the second study was to explore associations between the home 

literacy environment as reported by parents and children, children’s motivation for reading, and 

children’s reading skill all within the cultural context of China. A second goal of study 2 was to 

develop a motivation measure for emerging Chinese readers, and a parent questionnaire of home 

literacy practices in China to further explore themes that were examined in Study 1with the other 

cultural groups.  

Method 

Participants 

Participants included 64 (6 to 7 years old) children from one first grade classroom and 

one second grade classroom within an urban Chinese elementary school in Qingdao, China (Mage 

= 7.29; Male = 34; Female = 30). Classrooms were selected through convenience sampling as the 

co-investigator’s relative taught both of these classes. Additionally, all 64 participating 

children’s parents also participated in this study. Specifically, any child from the selected grade 1 

and 2 classrooms could participate in the study as long as he/she were able to speak Mandarin 

and understand the English language. Assessing for English language was conducted indirectly 
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through items on Lexinome Parent Questionnaire that included language response items with 

“English”, “Chinese”, or “other”. All those participants who provided consent to participate in 

the study were included except those who missed school for more than 10 days in the second 

semester and who had been diagnosed with any reading difficulties or dyslexia. Participants that 

attended the Chinese elementary school was located in an urban area of China and was 

predominately lower in SES.  Participants came from families that had a lower education and 

typically worked labor intensive jobs that did not require higher levels of knowledge. 

Participants came from families where parents were also involved in their child’s education that 

typically included supervising their children completing homework, as some parents were 

unaware of how to provide educational resources for their children at home.  

Measures 

The measures used in study 2 assessed for reading skill strengths and deficits for Chinese 

participants. Participants were administered two reading measures along with a motivation 

measures to account for children’s desire and effort for reading. This study also used a parent 

questionnaire that required parents to report some of their demographics. As there were no 

standardized measures available in the Chinese language, translated versions of the Lexinome 

Motivation Measure and the Lexinome Parent Questionnaire were created. These translated 

measures were adapted from the original English versions created by the New Haven Lexinome 

Project in New Haven Connecticut. The detailed descriptions of the measures used in study 2 is 

presented in the next section.  

  Lexinome Parent Questionnaire (Chinese). An 11-item self-report measure translated 

and adapted from the original 111-item Lexinome Parent Questionnaire (developed in house; no 

reference) was given to the participating families. This questionnaire had reduced items 
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compared to the original questionnaire so that appropriate questions based on the cultural 

context, different written language structure, and cultural perceptions of variables used in this 

study within China were included. Items were selected by the co-investigator the fluently spoke 

Mandarin and resided in China. This questionnaire provided information on parental language 

used in their home to communicate with their children, their children’s educational history, and 

parental attitudes towards reading related activities. This questionnaire also addressed whether 

the participating children had been diagnosed with any developmental or intellectual disabilities. 

There were no items that addressed the SES status of families. Some response items required 

parents to circle “yes” or “no” while selecting more descriptive response options for those 

particular items. Other response items included selecting responses that indicated their level of 

agreement or disagreement with the items (“completely agree”, “agree to some extent”, “disagree 

to some extent”, “completely disagree”). Finally, some response items required parents to select 

a response on a likert-scale that ranked from 1 being “never/not at all” to 5 being “always/great 

deal” (see Appendix C). 

Lexinome Motivation Measure (Chinese). A 16-item self-report measure that required 

children to rate responses on a 4-point Likert scale ranked from 1 being “Yes” to 4 being “A 

little bit”. This scale was translated from the original English version of the Lexinome 

Motivation Measure (Tsujimoto, Bosson-Heenan, Gruen, & Frijters, submitted for publication) 

used in Study 1 which included two subscales: child’s interest in reading, and sense of 

competence for reading (see Appendix D) 

Chinese Syllable/Phoneme Deletion (Li et al., 2012; Shu, McBride-Chang, Wu, & Liu, 

2006). A 24-item measure, with 12 syllable deletion and 12 phoneme items, that required 

children to identify missing syllables based on instructor read words that contained two or three 
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syllables, with a syllable that was left out purposefully. The second part of the measure required 

children to identify the correct tone of the remaining phoneme based on instructor presented 

character pronunciation with the deleted consonant of syllables. Children were given a score of 1 

for each correct response and a score of 0 for incorrect responses. In the syllable deletion task, 12 

items had two syllables that could be deleted and therefore the child could receive a score of 2 

for correct responses on those items. The total number of correct responses was used for the 

subsequent analyses. As this was not a standardized measure, internal consistency of the syllable 

deletion measure in the present sample was acceptable (α= .89) and internal consistency of the 

phoneme deletion measure in the present sample was acceptable (α= .86; see Appendix E).  

Chinese Character Reading (Li et al., 2012; Shu et al., 2003; Shu, Peng, & McBride-

Chang, 2008). A 124- item measure that required children to read and identify verbally what the 

Chinese characters meant. This task was scored based on correct character identification and 

character pronunciation tone (see Appendix F). Children were given a score of 1 for a correct 

identification and a score of 0 for incorrect responses. The total number of correct responses was 

summed and used for analyses. As this was not a standardized measure, internal consistency of 

this measure in the present sample was acceptable (α= .99).  

Measure Development 

The Chinese co- investigator translated 16 items taken from the Lexinome Motivation 

measure to Chinese. The Chinese translated motivation measure was then forwarded to a 

Mandarin fluent speaker and a professor at Brock University to translate it back into English. 

The entire purpose of this exercise was to ensure the accuracy of questions being asked and were 

not changed during the process of these back-translations. To ensure the accuracy and reliability 

of the translated measures the whole back translation exercise was repeated once more with three 
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Chinese-English speakers; a professor at Brock University, external professor in China, and a 

student.  

Next, a mock assessment was created to validate that the Chinese version of the 

motivation measure rating scale was easy for students to understand. Additionally, the purpose of 

this was to determine if students had a preference of one rating response for items on the scale. 

This mock assessment was completed by three 8 to 9 year- old Chinese students. The mock 

assessment resembled the actual planned testing procedures that were comprised of random 

questions that students could rate their response as “totally not true”, “not true”, “a little true”, 

and “totally true” (see Appendix G). Results of the mock assessment suggested that the response 

rating scale was easy to follow, and therefore feasible for participants in the current study to 

understand and complete. The co- investigator and principal student investigator selected items 

from the original English version of the Lexinome Parent Questionnaire to be translated as well. 

The co-investigator translated 11 items from the questionnaire into Chinese to appropriately 

resemble and apply to the Chinese culture. There were no back translations completed, although 

five rounds of editing were completed to match items to the English meaning.  

Scoring Methods 

For the Chinese Character Identification assessment, there were three specific ways of 

scoring participants’ responses; A score of ‘1’ was assigned for a correct response, a score of ‘0’ 

was assigned for an incorrect response, while only correct responses which included the sum of 

all ‘1’ scores were examined and evaluated. 

Co-Investigator Background 

Since the data collection for study 2 was conducted in China, a co-investigator worked 

alongside the research team. The co-investigator was a professor at the China Women’s 
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University with Mandarin being her first language. She took on the role of overall data collection 

in China where she administered all the measures to the child participants, as well as 

communicated with parents if they had any questions about the parent literacy history 

questionnaire. Her research background included exploring preschool children’s development 

and reading interventions, which led to completing a project sponsored by The State Ministry of 

Education of China. This project studied preschool children’s visual literacy within picture book 

reading. Additionally, she developed a picture book reading curriculum focussing on dialogic 

reading principals across preschoolers and kindergarteners. The co- investigator was an asset to 

assist with this study as she had previous experience in the field with children’s reading 

development, as well as the experience with learning about, administering, and scoring the 

Chinese reading assessments. She also gained extensive experience and training on the 

Lexinome Motivation Measure and the Lexinome Parent Questionnaire during her visit at Brock 

University from 2017- 2018. Finally, the co- investigator and principal student investigator met 

frequently to discuss the details of the project and how to administer the measures in China.  

Procedures 

 For the purpose of collecting data in China, the principal of an urban elementary school 

in Qingdao, China was contacted by the co-investigator to recruit a first and second grade class 

of students. Upon receiving approval from the principal (see Appendix H), the co-investigator 

provided parents of the participants with a consent form (see Appendix I). Parents provided 

consent for themselves and their children to participate in the study while verbal assent was 

taken and recorded for children on the day of testing. Parents were provided with the Lexinome 

Parent Questionnaire that they needed to complete at home and asked to return this back to the 

school.  
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It was reported by the co-investigator that seven parents out of 64 returned the Lexinome 

Parent Questionnaire without entirely responding to all sub-items for item 10. The co-

investigator followed up with the classroom teachers to inquire about the perceived difficulties 

parents experienced with item 10 particularly. It was reported by both classroom teachers that 

parents were unaware of their child’s performance and believed that it would be best for the 

teacher to report on their child’s reading performance. Therefore, for those students the 

classroom teacher observed and recorded their reading performance in class. In addition, it had 

been observed by the co-and- principal student investigator that all parents responded with “no” 

to item nine on the questionnaire, which asks about a professional following diagnostic criterion 

to diagnose their child with a developmental disability. The co-investigator did not follow- up 

with parents about their responses to item nine, as no parents inquired about clarification for 

responding to this item.   

 All student assessments took place in a quiet segregated classroom. The co-investigator 

clarified that there were four response items to choose from on the motivation measure, while 

reading these response options aloud before students began the assessment. Students were 

instructed to ask for help if they experienced difficulties reading the items on the motivation 

measure. Upon completing the motivation measure, the Chinese reading assessments were 

administered to students by the co-investigator. During the assessment period, it was observed 

that some grade one students experienced challenges when reading items on the assessment. The 

co- investigator assisted students by reading the items aloud, spelling, or providing students with 

similar examples without giving the correct response while some students used finger-pointing to 

assist themselves through reading the items. Some challenges also included understanding some 

of the words associated with response items due to the orthography of Chinese characters. 
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Despite some students experiencing difficulties with the response items on the motivation 

measure, these challenges did not interfere with the completion of the assessment. On the other 

hand, it was observed that grade two students did not experience any difficulties in reading 

items. All completed assessments were collected and scored by the co- investigator. 

Results – Study 2 

This part of study explored associations between cultural differences and how this may 

be associated with children’s reading development and motivation among Chinese participants. 

More specifically, this study aimed to investigate home literacy experiences and the potential 

associations with a child’s reading motivation and performance. The results section of this 

chapter included a descriptive analysis, a factor analysis, and a correlational analysis. 

Descriptive Statistics 

All participating 64 children were included in the final analyses. Their mean age at the 

time of testing and their performance on the Chinese measures used in the study were calculated 

prior to any other analyses (see Table 10).  
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Table 10.  

Descriptive Statistics for Chinese sample 

 
Child Ethnicity  N Mean SD 

Chinese     

 Age at Reading Test 64 7.29 .78 

 Syllable Deletion 64 14.78 3.63 

 Phoneme Deletion 64 5.83 3.29 

 Character Reading 64 83.36 17.83 

 HLE Factor 1 53 0.00 0.88 

 HLE Factor 2 53 0.00 0.70 

 Interest Mean of Items 58 .75 .20 

 Competency Mean of Items 61 .52 .24 

 
Factor Analysis 

 Home Literacy Environment. A factor analysis was conducted to determine common 

factor loadings within the home literacy environment scale used on the Chinese sample. 

Specifically, two factors were identified using the Principal Axis Factoring and Varimax 

Rotation extraction method. Factor 1 entailed the parent reporting their effort in engaging in 

reading related activities with their child, while factor 2 reported on the child’s engagement in 

reading related activities with their parents (see Table 11). There were two items/questions that 

did not load into either factor; item 56, “I only read when I have to” and item 54, “My child often 

asks to be read to”. 
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Table 11.  

 Items included in both home literacy factors 

Items Factor 1 Factor 2 

47. How often do you read to this child?  .780          

49. How often does this child read aloud to you?  .708           

55. I ask my child questions while we are reading books together.  .686          

45. How many hours does this child read per week? .398  

46. About how many books do you have in your home (for children/teens and adults) and 

in what language? 

 .570 

48. How old was this child when you first started reading to him/her?                 .530 

 

Correlational Analysis. A correlational analysis was conducted to determine significant 

relationships among the two home literacy environmental factors, motivation subscales, and 

reading measures for the Chinese culture. Results of this analysis supported the statistically 

significant relationships between Chinese reported home literacy practices, a child’s reading 

motivation and performance across reading measures. Higher scores across factor 2 items, which 

was coded as parent’s engagement in reading related activities with their children, were 

associated with higher scores on both the syllable deletion and character reading measures. 

Additionally, results revealed that a greater interest scores were associated with higher scores 

across syllable deletion, phoneme deletion, and character reading measures. Finally, based on the 

results from this study a greater reading competency scores were associated with higher 

character reading scores.  

 

 

 



 
 

58 

Table 12. 

 Correlations between reading measures and HLE factors 

 
Child 

Ethnicity 

 Syllable 

Deletion 

Phoneme 

Deletion 

Character 

Reading 

Chinese     

 Chinese HLE factor 1 .021 .015 -.039 

 Chinese HLE factor 2 .411* .144 .316* 

 Interest Mean of Items .378** .377* .586** 

 Competency Mean of Items .202 .181 .519** 

Note: **. Correlation is significant at the 0.01 level (2-tailed), *. Correlation is significant at the 

0.05 level (2-tailed) 

Discussion- Study 2 

 Results from this part of the study outlined significant associations among home literacy, 

children’s reading motivation, and their reading outcomes.  

Motivation and Reading Performance 

First, results revealed that positive correlations between higher interest in reading and 

reading skills across syllable and phoneme deletion and character reading for Chinese 

participants (see Table 12). This finding was supported by Kirby et al. (2011) and Miyamoto et 

al. (2018) that indicated some children’s interest in reading may be correlated with their reading 

performance, such that a stronger ability to perform well on reading tasks may be influenced by 

reading motivation (Kirby et al., 2011). All in all, it is important to create opportunities for 

children to find their interest and competence for reading that could strengthen their reading 

motivation which could further be related to better reading outcomes.  
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 Second, results showed that high scores for competence in reading and reading outcomes 

on Chinese character reading were positively correlated. Consistent with a study by Elliot and 

Dweck (2005), higher levels of competence might help maintain reading motivation, skill, and 

performance. Results from study 2 also showed that positive relations exist between children’s 

interest and competency in reading and their reading performance across literacy tasks or 

activities. It may be important to maintain reading practices with the goal for children to be 

continuously engaged and motivated to better their reading development.   

Home Literacy and Reading Performance 

Third, results revealed home literacy experiences initiated and reported by Chinese 

parents (factor 2) were positively correlated with children’s reading skills across syllable deletion 

and Chinese character reading. Consistent with a study by Perry, Kay, and Brown (2008) and the 

results from the current study, associations between parental involvement in their child’s literacy 

and positive reading outcomes might exist. Overall, parental influences towards reading practices 

within the home may in fact have a relationship with a child’s reading success and skill 

acquisition. These are all important elements to consider when supporting children with varying 

levels of reading difficulties.   

Limitations 

 Though study 2 provided a descriptive picture of the relationships among parent and 

child home literacy, children’s motivation, and reading achievement for the Chinese sample, 

several limitations were identified. First, the Chinese sample was collected separately from the 

North American (i.e., U.S.) sample making it challenging to accurately compare this group to 

participants in study 1. Second, the geographic distance and markedly different structure of 

written language in English compared to Chinese, comparable reading measures could not be 
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administered. The reading measures administered to the Chinese sample were selected to test the 

reading skills and developmental levels of the Chinese children to ensure valid assessment of 

reading. However, different skills are required to read Chinese at this age than the skills needed 

at a similar age in English (i.e., syllable deletion in Chinese versus nonword reading in English). 

Third, although the Chinese motivation measure was translated exactly to match that of the 

original version, response items and scales were not translated accurately, thus difficulties arose 

when attempting to code the response scales.  

Additionally, the principal and student principal investigators outlined measure 

administration procedures to the co-investigator in China for study 2, although some procedures 

were not outlined and communicated clearly. As a result, participants were not coached through 

a two- part response procedure as this was done for the New Haven sample in chapter 1. 

Moreover, there was some inconsistent data as child participants may have not understood what 

the response scale entailed; therefore, it is hypothesized that participants may have been more 

inclined to select the response that indicated “yes”. Finally, the Chinese sample in study 2 only 

had 64 participants compared to the 174 participants in study 1. Study 2 only recruited one grade 

1 class and one grade 2 class from a single urban Chinese elementary school by the co- 

investigator through convenience sampling. This was to ensure that participants were recruited in 

timely manner and being close in age and grade compared to the sample in study 1. 

Overall Discussion  

 Taken together, the results across these two studies aimed to provide a new perspective 

and directions for future research into cultural issues surrounding reading motivation and 

development. Some of the more significant relationships identified in study 1 and study 2 

included a) parents’ reported reading experiences and how this may be related to their children’s 
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reading motivation and outcomes, b) how reading motivation may be related to children’s 

reading outcomes, and c) how home literacy practices may be related to children’s reading 

outcomes across cultures. These findings could have the potential to inform children’s reading 

practices while highlighting values toward literacy development across different cultures, and 

potential cross-cultural adoption of differing practices. Moreover, the present study provided 

suggestions for potential adjustments to overall literacy practices to set children up for reading 

success. Referring to the measures used in the current study, measurement of child motivation 

and parent engagement emerged from a long history of motivational and social research, most of 

which had been based on Western participants and theory. It was almost certain that these 

models did not apply in part or may have simply been the wrong models for the motivational 

dynamics and family structure within the Chinese culture for study 2.  

While there is need to understand motivation and parental engagement in reading, there is 

an even greater need to develop models for the constructs that emerged from the cultural context 

of China. This caution and limitation also applied somewhat to the African American and 

Hispanic cultures in study 1 as most of the motivation and parental engagement models have 

been developed in the context of a much less diverse population, for example relatively affluent 

Caucasian participants. All in all, for future research purposes that consider similar measurement 

models it would be beneficial to investigate sociocultural differences such as perceptions of 

education and motivation, family and gender roles, and perceptions and definitions of parental 

involvement in children’s education. Finally, it could also be beneficial to investigate school and 

educational environments by age and curriculum, parent level of education, immigrant or 

mainland families, social classes of families, and including both urban and rural areas of 
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countries. These additional variables would be appropriately applied to cultural contexts to 

minimize the influences of the dominant Westernized measurement models 

 The Fisher r-to-z transformation correlations across reading measures, home literacy 

environment, motivation, and ARHQ compared between the Hispanic, African American, and 

Caucasian samples in study 1 identified some key findings and differences in groups. Based on 

the result in study 1group comparisons between the Hispanic and African American sample 

showed that Hispanic children had higher correlations between their reported interest for reading 

and successful reading ability, but when this group was compared to Caucasian children there 

were lower correlation between sense of competence for reading and poor reading performance. 

Some key findings also revealed that Caucasian children had lower correlations between their 

sense of competence in reading and reading scores when compared to African American 

children. However, the strong relationship between motivation and reading achievement 

observed in the Caucasian group was observed to a lesser degree, therefore a potential avenue for 

further research. Future research could address the question of whether this weaker relationship 

indicated a vulnerable motivation system or, more radically, that motivation and achievement 

have a different relationship within different cultures.  

Additionally, results from study 1 showed that African American participants had lower 

correlations between parents’ reports of current reading practices with their children’s high 

reading scores when compared to Hispanic participants. Meanwhile, when compared to 

Caucasian participants, African American participants had higher correlations between parents 

that reported more dyslexic symptoms with their child’s poor phonetic decoding and basic 

reading skill performance. On the other hand, key findings for study 2 revealed that there were 

evident higher correlations between Chinese children’s higher reported scores in sense of interest 
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for reading and their greater reading ability across all measures (syllable and phoneme deletion, 

and character reading). Additionally, high correlations were revealed for home literacy practices 

initiated and reported by Chinese parents with their children’s reading performance across 

syllable and character reading tasks.  

Overall, results for both study 1 and study 2 supported the culture-specific methods 

outlined in previous research that might have been related to strengthening children’s reading 

development. With the pattern of results across both studies and findings from existing studies 

(Baker, 2013; Chen et al., 2003; Chen, 1989; Jarret et al,, 2015; Li & Rao, 2000; Perry, Kay, 

Brown, 2008; Zhang & Koda, 2011) some methods such as: shared book reading, story-telling, 

direct instructions, code related practices, exposure of reading materials, structured literacy 

environments, structured timely work periods, and parenting styles could have been associated 

with children’s reading outcomes. In addition, consistent with previous studies (Elliot & Dweck, 

2005; Kirby et al., 2011) greater interest and competency for reading may have increased the 

likelihood of children engaging in opportunities to reading, having greater reading motivation, 

and performing well across reading material.  

  By analysing all of these significant correlations across groups and considering existing 

research results, overall levels of home literacy engagement and the allocation of responsibility 

for reading development could have been in part a cultural process as values and beliefs may 

have influenced children’s literacy development (Moschovaki, 1999). Moreover, culture- 

specific practices in and outside of the home, as well as parents’ literacy efforts may have 

facilitated children’s reading motivation and engaging in reading activities. All in all, across time 

individuals might engage in learned behaviors or universal strategies and may unintentionally 

acquire poor learning strategies to better their reading development, hence the need for more 
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research on effective reading strategies used across cultures to further bridge the achievement 

gap.  

Overall Limitations 

 One of the greatest limitations of the current study would be the overall sample size of 

study 1 and study 2. While not denying the study findings, this feature of the overall study 

limited the conclusions to hypothesis generation and a source for future, more rigorous studies in 

this area. It was investigated that differing sample sizes may have resulted in incomplete 

responses across measures, although most of that data and measures were reliable as sample 

sizes were close or matched. Overall, different sample sizes for both study 1 and study 2 limited 

the way the overall study could speak to a representative sample or study on investigating 

cultural differences The primary contribution of this research was to demonstrate that across 

cultures there could be different, and sometimes markedly different, relationships among home 

literacy practices, perceptions on education and reading development, a child’s skill levels, and 

parents’ own report of difficulties with literacy. 

Conclusion 

 This study aimed to explore associations between parents’ reading experiences, home 

literacy practices, and reading motivation with children’s reading development across Hispanic, 

African American, Caucasian, and Chinese cultures. The correlational analysis in this study 

revealed that these variables may have been related to children’s reading performance and 

development. Associations were specifically found in study 1 between African American parent 

reported dyslexic symptoms, memory symptoms, and less current reading with lower 

correlations with children’s reading performance scores across letter-word identification, 

phonetic decoding, and basic reading skill measures. In addition, results also showed that 
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Caucasian parents with low reported dyslexic symptoms may have influenced their children’s 

positive performance across letter-word identification, phonetic decoding, and basic reading skill 

measures. 

On the other hand, when cultures were compared amongst each other, Hispanic families 

revealed a greater association between parent reported current reading and their child’s reading 

performance when compared to African American participants. Parents’ reading experiences 

may be related to their child’s reading performance perhaps due to the nature and frequency of 

home literacy practices shared between parents and children. For example, if parents reported 

greater dyslexic and memory symptoms and less current reading engagement, they may be less 

inclined to practice reading with their children or engage in home literacy exercises. Whereas, if 

a parents’ literacy exposure, practices, and values towards reading development were stronger 

they may be more inclined to carry out reading practices in the home, thus maybe positively 

influencing their child’s reading development. According to Rashid, Morris, and Sevcik (2005), 

some parents served as a model for literacy activities and had the potential to shape home 

literacy experiences. Therefore, for those Caucasian and Chinese parents and children that 

reported initiating home literacy practices with one another could have a positive influence on 

their children’s reading performance.  

 Results of the current study supported previous findings that children’s literacy 

motivation, such as interest and sense of competence for reading, may in fact be related with 

their reading development (Elliot & Dweck, 2005). These two variables were considered 

significant predictors of children’s reading development and success. Results were apparent in 

both studies across Hispanic, African American, Caucasian, and Chinese participants in that 

higher levels of interest and sense of competence could have been associated with higher scores 
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across reading measures. Correlation analyses indicated that a significant association was 

apparent between interest and sense of competence and reading development. In study 1, when 

compared to African Americans, Hispanics reported having a greater correlation between interest 

in reading and performance on all three child reading measures, although when compared to 

Caucasians, Hispanics had lower correlations in competency and letter-word identification, 

phonetic decoding, and basic reading skills measures. The same results were identified for the 

African American sample when compared to the Caucasian sample, such that African American 

children had lower correlations between competency for reading and reading performance across 

measures.  Finally, in study 2 Chinese children had a positive and signification association 

between interest in reading and their performance on phoneme and syllable deletion and 

character reading measures, while there was a high association between competency and the 

character reading measure.  

 All in all, existing studies indicated that interest and competency for reading activities are 

significant contributors to increase reading motivation, which may be correlated with an 

individual’s reading performance (Kirby et al., 2011). This may be because children value and 

express interest in reading related tasks that they are most successful in while engaging in 

opportunities to improve their reading and strengthen their competency in reading material. In 

addition, if a child had increased competency it could have influenced a child’s motivation such 

that they may be goal oriented, have interests and strategies to increase their reading acquisition 

(Elliot & Dweck, 2005; Morgan, 2007). Thus, with established reading interests and competency 

children could possibly succeed with their reading performance across future reading related 

tasks. 
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 Combined efforts should be made between parents and teachers to help foster structured, 

supportive, and nurturing learning environments so that children could possibly be successful 

with reading acquisition skills. Depending on the context of the home environment, teachers 

should provide parents with additional support and resources. This additional support might help 

with increased exposure to reading opportunities and materials for children so they could have 

access to continued reading practices which may contribute to their overall reading achievement 

in the future. Moreover, in the school setting teachers should continue to promote cooperation, 

offer choices, and provide stimulating tasks to potentially increase children’s reading motivation 

(Sweet, Guthrie, & Ng, 1998). This would influence the level or severity of reading related 

difficulties children may experience. A goal for parents and educators should be to minimize the 

‘Matthew Effect’ to help children feel less discouraged about reading and rather focus on 

employing early interventions and support to diminish skill and motivation specific deficits 

(Morgan, 2007). Finally, there is a need for societal efforts to potentially support and improve 

adult literacy development that could be positively associated with children’s literacy 

development. A study by Rashid, Morris, and Sevcik (2005) supported this by stating there were 

relations between parental influences for home literacy practices on their children’s reading 

development.  

 In conclusion, this study served as avenue towards expanding and conducting future 

research that considers additional cultures and their differences, specific parents’ reading 

experiences, specific learning methods used across different cultures and how these could be 

positively associated with children’s reading development, skill acquisition, and performance.  

On the other hand, this study provided evidence that was consistent with some research that 

supported significant associations between parents reading experiences, home literacy practices, 
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reading motivation and the positive or negative associations with children’s reading outcomes. 

This study discussed the significance of these associations on children’s reading development, 

and that these associations could exist amongst the African American, Hispanic, Caucasian, and 

Chinese cultures. Furthermore, this study outlined some of the culture-specific values, beliefs, 

differences between these cultures and how this may have significantly influenced children’s 

reading skill acquisition and outcomes. Findings from this study could possibly inform families 

to adopt or practice some of the other culture- specific values, beliefs, and methods to determine 

whether these have a positive relation with their child’s reading ability and success. Future 

research would benefit from investigating the role of siblings, single parent families, rural and 

urban areas of a culture, as well as recruiting a larger sample size. Additionally, future research 

in this area and expanding on additional variables would help strengthen the significance, 

reliability, and validity in generating conclusions about reading methods that may help improve 

children’s learning and reading development. 
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Appendix C 
Parent Questionnaire- English Version 

 
INSTRUCTIONS:  
A parent/guardian who lives with the child should complete these questions. It should take about 
10- 20 minutes to complete. We ask that you answer as many questions as you are willing to. 
Please answer the questions as completely and honestly as you can. Remember, there is no right 
or wrong answer. All of your personal information will be kept confidential (private). Thank you 
for taking the time to complete this questionnaire. 
 
Please answer the following: 

• You are this child’s:  _______________  
• Your child’s name is:  ______________   Grade:_____________   Age:______________ 

 
1. Does this child read at home? 
If yes, please specify answer below:  
What Does he/she 

read? 
 

How many hours per week? 
(check one) 

 

What Language?  
(Check all that applies) 
 

Books 
 _____yes  _______no 
 

_____more than three hours 
_____ 2-3 hours 
_____ 1-2 hours 
_____ less than one hour 
_____ rarely or never  
 

_____ English 
_____ Chinese 
_____ Other 
If other, please specify: 
__________________________ 
__________________________ 

Magazines 
______yes  _______no 

_____more than three hours 
_____ 2-3 hours 
_____ 1-2 hours 
_____ less than one hour 
_____ rarely or never  
 

_____ English 
_____ Chinese 
_____ Other 
If other, please specify: 
__________________________ 
 

Online Readings 
______yes  _______no 

_____more than three hours 
_____ 2-3 hours 
_____ 1-2 hours 
_____ less than one hour 
_____ rarely or never  
 

_____ English 
_____ Chinese 
_____ Other 
If other, please specify: 
__________________________ 
__________________________ 

 
2. About how many books do you have in your home? (for children/teens and adults) and in 

what language? 
Number of books (Check one)                                       What language? (Check all that 
apply) 
______ Less than 10                                                          _______ English 
______ 10- 20                                                                    _______ Chinese 
______ 20- 40                                                                    _______ Other 
______ 40- 80                                                                    If other, please specify: 
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______ 80- 100                                                              ____________________________                                               
______ 100+          

 
3. Do you read to this child? 

If yes, 
How often do you read to this child?                            In what language? 
(check one)                                                                    (check all that apply) 
______ Daily                                                                     _______ English 
______ Several times a week                                            _______ Chinese 
______ Once a week                                                          _______ Other 
______ Monthly                                                                If other, please specify: 
                         _______________________________ 

 
4. How old was this child when you first started reading to him/her? 

______ Younger than two 
______ Aged 2- 3 
______ Aged 3- 4  
______ Aged 4- 5 
______ Never read to child 

 
5. How often does this child read aloud to you? 

______ Several times a week 
______ Once a week  
______ About once a month 
______ Rarely 
______ Never  

 
6. My child often asks to be read to. (Please check one) 

______ Completely agree 
______ Agree to some extent  
______ Disagree to some extent  
______ Completely disagree 

 
7. I ask my child questions while we are reading books together. (Please check one) 

______ Completely agree 
______ Agree to some extent  
______ Disagree to some extent  
______ Completely disagree 

 
8. I only read when I have to. (Please check one) 

______ Completely agree 
______ Agree to some extent  
______ Disagree to some extent  
______ Completely disagree 
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9. In this child’s entire life, has a professional (including a pediatrician) ever said that this 
child has had any of these (please circle a response) 

 

 
10. Does/Did the child (have)… 

 
1= “never” or “not at all” 
2= “rarely” or “a little” 
3= “sometimes” or “some” 
4= “frequently” or “quite a lot” 
5= “always” or “great deal”  
 

a. difficulty learning the alphabet of Pinyin              1          2            3         4           5 
b. difficulty sounding out words                                1          2            3         4           5 
c. read slowly                                                             1          2            3         4           5 
d. read below the expectation of their teacher           1          2            3         4           5 
e. difficulty understanding what’s read                     1          2            3         4           5 

 Did he/she receive 
any treatment? 

 

Is this still a problem? 
 

Cognitive Delay    Yes          No       Unaware 
 

Yes         No      Unaware 
 

Yes         No     Unaware 
 

Speech/ Language problem (e.g. late talker, 
articulation problem)                           
                               Yes        No         Unaware 
 

Yes         No      Unaware 
 

Yes         No       Unaware 
 

Motor Development/ Coordination 
Problem                                                                   
                                     Yes         No       Unaware 
 

Yes         No      Unaware 
 

Yes         No       Unaware 
 

Learning Problem  Yes         No       Unaware 
   
 

Yes         No      Unaware 
 

Yes         No       Unaware 

Reading Problem (Dyslexia) 
                                 Yes         No       Unaware 
 
 
 

Yes         No      Unaware 
 

Yes         No       Unaware 
 

Attention- Deficit Hyperactivity Disorder 
(ADHD)                                                 
                                      Yes         No       Unaware 
 

Yes         No      Unaware 
 

Yes         No       Unaware 

Autism or Pervasive Developmental Delay          
                                       Yes         No       Unaware 
 
 
 

Yes         No      Unaware 
 

Yes         No       Unaware 
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f. difficulty with the pinyin spelling                          1          2            3         4          5 
g. requires extra help with work because of               1          2            3         4          5 

            problems in reading and spelling 
h. difficulty with different characters that                  1          2            3         4           5 

have same sound but different meaning & font  
i. difficulty distinguishing the same words                1          2            3         4          5 

with different sounds and different meaning  
j. difficulty distinguishing words with similar           1          2            3         4          5 

shape            
k. difficulty making correct phrases using specific    1          2            3         4          5 

 characters 
l. Difficulty with identifying the tone of Chinese      1          2            3         4          5 

characters in reading    
 

11. The following table applied to different members of a child’s family. Please complete all 
that apply: 

Family Member 
 

Highest level of education 
completed (grade or degree)? 

 
Birth mother 
 

 

Birth father 
 

 

Stepmother 
 

 

Stepfather 
 

 

Adoptive mother 
 

 

Adoptive father 
 

 

Maternal 
grandmother 
 

 

Maternal 
grandfather 
 

 

Paternal 
grandmother 
 

 

Paternal grandfather 
 

 

Other (Please list):   
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家长问卷——中文翻译版 
 

指导语 

这些问题由跟这个孩子一起生活的父母或者监护人中的一位来完成。完成这份问卷大概需

要 10-20 分钟。我们希望您自愿选择回答问题的多少。请尽您所能如实回答这些问题。请

您记得，您的回答没有对错之分。您的个人信息会被保密。非常感谢您花时间完成这份问

卷。 
 
请您填写： 
您是孩子的____________ 
您的孩子的姓名_________年级____________年龄_______________         
 

1.  这个孩子在家阅读吗？ 

如果是，请做如下详细说明： 
他/她读什么？ 每周读多少小时？ 

（勾选一项） 
读哪种语言？ 

（勾出所有的适用选项） 
书籍 
_____是        ______否 

_____超过三个小时 
_____ 2-3 小时 
_____ 1-2 小时 
_____ 少于一小时 
_____ 很少或从来不  
 

_____ 英语 
_____ 中文 
_____ 其他 
如果选其他，请具体说明: 
__________________________ 

杂志 
_____是        ______否 

_____超过三个小时 
_____ 2-3 小时 
_____ 1-2 小时 
_____ 少于一小时 
_____ 很少或从来不 
 

_____ 英语 
_____ 中文 
_____ 其他 
如果选其他，请具体说明: 
__________________________ 

线上读物 
_____是        ______否 

_____超过三个小时 
_____ 2-3 小时 
_____ 1-2 小时 
_____ 少于一小时 
_____ 很少或从来不 

_____ 英语 
_____ 中文 
_____ 其他 
如果选其他，请具体说明: 
__________________________ 
 

 
2.   关于你家里有多少本书？（给儿童/青少年和成人的）以及是什么语言？ 

书籍数量（勾选一项）                                                   什么语言？（勾出所有适用的选项） 

_______ 英语 
______ 10- 20                                                                    _______ 中文 
______ 20- 40                                                                    _______ 其他 
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______ 40- 80                                                                    如果选其他，请具体说明: 
______ 80- 100                                                                 _______________________ 
_________100+ 

 
3.   你给这个孩子阅读吗？ 
如果是 
你多久给这个孩子阅读一次？                                      用什么语言？ 

（勾选一项）                                        (选出所有适用的） 

______ 每天                                                                     _______ 英语 
______ 一周几次                                                             _______ 中文 
______ 一周一次                                                             _______ 其他 
______ 每月一次                                                             如果选其他，请具体说明: 
                             _________________________________ 
 

4.   从这个孩子多大时，你第一次开始给他/她阅读？ 

______ 小于两岁 

______ 2- 3岁 

______ 3- 4 岁 

______ 4- 5 岁 

______ 从未给孩子阅读 
 

5.   这个孩子多久大声给你朗读一次？ 
______ 一周几次 
______ 一周一次  
______ 一月一次 
______ 很少 
______ 从不  

 
       6.  我的孩子经常让人给他阅读（请勾选一项） 

______ 完全赞同 

______ 比较赞同 

______ 比较不赞同  

______ 完全不赞同 
 
       7.  在我们一起读书时我向孩子提问题。（请勾选一项） 

______ 完全赞同 

______ 比较赞同  

______ 比较不赞同  
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______ 完全不赞同 
 

      8.   只有必须阅读时我才阅读。（请勾选一项） 

______ 完全赞同 

______ 比较赞同  

______ 比较不赞同  

______ 完全不赞同 
 

9.在这个孩子的成长中，有专业人士（包括儿科医师）曾经认为这个孩子有任何以下这些方面

的问题 
 

10. 这个孩子是否符合以下这些情况...... 
 

       1=“从来没有”或者“完全不是” 
       2=“很少” 或者“一点儿” 
       3=“有时”或者“有些” 

       4=“经常”或者“很多” 

       5=“总是”或者“非常多” 
 

A.   在学习拼音字母方面有困难                                                   1           2            3          4            5 

 他/她是否接受过治疗？ 这个问题依然存在 
认知能力迟缓                  ___ 是 ___否 ___不知道 ___ 是   __否____不知道 ___ 是   __否____不知道 
口头语言/语言问题 
（如，会说话晚，吐字  ___ 是 ___否 ___不知道 
发音问题）          
 

___ 是   __否____不知道 ___ 是   __否____不知道 

 
动作发展/肢体协调      ___ 是 ___否 ___不知道 
问题 
 

___ 是   __否____不知道 ___ 是   __否____不知道 

 
学习问题                             ___ 是 ___否 ___不知道 
 

___ 是   __否____不知道 ___ 是   __否____不知道 

 
阅读问题（阅读障碍）        ___ 是 ___否 ___不知道 
 

___ 是   __否____不知道 ___ 是   __否____不知道 

 
注意力缺陷多动症(ADHD)___ 是 ___否 ___不知道 
 
 

___ 是   __否____不知道 
 

___ 是   __否____不知道 
 

 
自闭症或者普遍性发育   
迟缓                                   __ 是 ___否 ___不知道 
 
 

___ 是   __否____不知道 ___ 是   __否____不知道 
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B.   在词语发音方面有困难                                                           1            2           3          4            5 

C.   读得慢                                                                                       1          2            3           4             5 

D.  在阅读方面落后于老师的期望                                                1          2            3           4             5 

E.  在理解自己读的内容方面有困难                                            1           2            3          4              5 

F.   在拼写出拼音时有困难                                                           1           2            3          4              5 

G. 因为阅读和拼写方面有问题，做作业时需要 特别的帮助     1          2             3          4              5 

H.   在区分同音字方面存在困难 

       (同音字是指读音相同但是字形和字义不同）                    1          2             3          4               5 

I.    在区分多音字方面存在困难 

      (多音字是指一个字具有多个读音和多种意义)                     1         2             3          4               5 

J.     在区分形近字方面存在困难 

K.   用具体的字正确组词方面存在困难                                       1         2            3           4               5 

L. 读字时区分汉字的声调有困难。 
 
       11.下面的这个表格用于了解孩子的所有家庭成员，请填写与您的情况适合的选项。 

 
家庭成员 所完成的最高教育水平 

（年级或者学历） 

亲生母亲 
 

 

亲生父亲 
 

 

继母 
 

 

继父 
 

 

养母 
 

 

养父 
 

 

姥姥 
 

 

姥爷 
 

 

奶奶 
 

 

爷爷 
 

 

其他照料者（请列举
出来） 
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Appendix D 
Name: _________________    Grade：_________________     Gender：      Male    /    Female 
 

Measurement time：_________     Measurement Name：____________ Participant #：_____ 
 

LMM Items and Subscales 
 
INSTRUCTIONS:  
This scale is asking you, the child, to complete these questions about your own experiences and 
motivation with reading. We ask that you answer as many questions as you are willing to. Please 
answer the questions as completely and honestly as you can by referring to the response scale 
below. Please circle the most applicable number as your response. Remember, there is no right or 
wrong answer, this is just your own report on your level of interest and reading related activities. 
It should take about 30- 45 minutes to complete. Thank you for taking the time to complete this 
scale.  
 

1. Do you like to read?  

    Yes                                      No                                A lot                             A little bit  

2. Are you good at reading? 

          Yes                                      No                                A lot                             A little bit 

3. Would you like it if someone gave you a book for a present?     

          Yes                                      No                                A lot                             A little bit  

4. Do you like it when somebody reads to you?           

          Yes                                      No                                A lot                             A little bit 

5. Are you good at remembering words you have seen before?    

          Yes                                      No                                A lot                             A little bit 

6. Do you think that reading is boring? 

          Yes                                      No                                A lot                             A little bit 

7. Is it easy for you to read books you choose for yourself? 

          Yes                                      No                                A lot                             A little bit 

8. Can you figure out hard words in a book, even when there are no pictures? 

          Yes                                      No                                A lot                             A little bit 

9. Do you look forward to reading?  

          Yes                                      No                                A lot                             A little bit                   

10. Do you like reading at home? 

          Yes                                      No                                A lot                             A little bit 
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11. Do you think that you are good at reading? 

          Yes                                      No                                A lot                             A little bit 

12. Do you think reading is fun? 

          Yes                                      No                                A lot                             A little bit  

13. Can you read hard words by yourself, without any help? 

          Yes                                      No                                A lot                             A little bit 

14. Are you good at understanding the words you read?  

          Yes                                      No                                A lot                             A little bit 

15. Do you think you read slower than other kids in your class? 

          Yes                                      No                                A lot                             A little bit 

16. Do you only read when you have to? 

          Yes                                      No                                A lot                             A little bit 
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LMM 题目和子量表 

 

学生姓名：________________     年级：_____________________    性别：           男            女 
测试时间：______________ 测试者姓名：________________被试编号:________________ 
 
指导语 

这份量表是让你根据自己的阅读经验和阅读动机来回答下列问题。根据下面回答选项的等

级，请你尽可能完全如实地进行回答。我们希望您自愿选择回答问题的多少。请圈出最适

合你的回答选项。请你记住，你的回答没有正确与错误之分，这份量表就是你来报告一下

自己的阅读兴趣水平以及与阅读相关活动。完成这份量表大概需要 10-15 分钟。谢谢你花

时间填完这份量表。 
 

1. 你喜欢阅读吗？ 
   是的                                   不是                                   很多                             点儿 

2. 你阅读得好吗？ 
 是的                                   不是                                   很多                             点儿 

 
3. 要是有人送你一本书当礼物，你会喜欢吗？ 

 是的                                   不是                                   很多                             点儿 
                      
4. 你喜欢有人给你阅读吗？ 
       是的                                   不是                                   很多                             点儿 

 
5. 你能很好地记住以前见过的字吗？ 

是的                                   不是                                   很多                             点儿 
             
6. 你觉得阅读没意思吗?     

 是的                                   不是                                   很多                             点儿 
 

7. 你能轻松地阅读你为自己挑选的书吗？ 
 是的                                   不是                                   很多                             点儿 

 
8. 你读书时碰到难认的字，如果书上没有图，你能读懂这个字吗？ 

是的                                   不是                                   很多                             点儿 
                  
9. 你期待阅读吗？ 
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 是的                                   不是                                   很多                             点儿 
                   
10. 你喜欢在家里阅读吗? 

 是的                                   不是                                   很多                             点儿 
 

11. 你觉得你阅读挺好的吗？ 
 是的                                   不是                                   很多                             点儿 

                 
12. 你觉得阅读有意思吗? 
      是的                                   不是                                   很多                             点儿 

 
13. 没有别人的帮助，你能自己读出难认的字吗？ 

 是的                                   不是                                   很多                             点儿 
 
14. 你能很好地理解你读的字吗？ 

 是的                                   不是                                   很多                             点儿 
 

15. 你觉得你比班里的其他同学读得慢吗？ 
  是的                                   不是                                   很多                             点儿 

 
16. 你只有在不得不阅读时阅读吗？ 

 是的                                   不是                                   很多                             点儿 
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Appendix E 

Syllable and Phoneme Deletion Task (Individual） 
音节与音位删除任务 

 
Syllable Deletion音节删除 

主试说: “我现在说几个音,请你跟我说一次”。 如果儿童说不出, 请重复一次. 

在儿童能正确地说出这个音之后, 继续说, "然后试着不说其中的一个音, 看看还剩什么?” 
 
例如： 我说火⻋ （让儿童跟着说 火⻋）， 现在不说火，还剩______ (⻋). 

例如：我说 牙书⻥（让儿童跟着说牙书⻥）， 现在不说出书， 还剩______ (牙⻥). 
 

1) 工作, 不说出作, 还剩________; （工） 

2) 下不更, 不说出下, 还剩________; （不更） 

3) 捶苦, 不说出苦, 还剩________; （捶） 

4) 悬士约，不说出约, 还剩________; （悬士） 

5) gi1 biang4 ten2, 不说出biang4, 还剩_______; (gi1 ten2) 

6) 面包, 不说出面, 还剩________; （包） 

7) rei3 cin1 due4, 不说出due4, 还剩_______; (rei3 cin1) 

8) 麦当劳, 不说出当, 还剩________; （麦劳） 

9) 西红柿, 不说出西, 还剩________; （红柿） 

10) fao3 biu2, 不说出biu2, 还剩_______; (fao3) 

11) 熏孔, 不说出熏, 还剩________;（孔） 

12) kie4 pun1, 不说出kie4, 还剩________; （pun1） 
 
Phoneme Deletion音位删除 

主试说: “我现在说几个音,请你跟我说一次”。 如果儿童说不出, 请重复一次. 

在儿童能正确地说出这个音之后, 继续说, "然后试着不说其中的一个音, 看看还剩什么?” 
 
例如: 我说kan4 (看)(让儿童跟着说 kan4), 不说出 /k/, 还剩_______; an4 (按) 

例如: 我说gin3 (让儿童跟着说 gin3), 不说出 /g/, 还剩_______; (y)in3 (引) 
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13) bie1 (憋), 不说出 /b/, 还剩_______; ye1 (噎) 

14) fang2 (房), 不说出/f/, 还剩______; ang2 (昂) 

15) len1, 不说出 /l/, 还剩______; en1 (恩) 

16) duo3 (躲), 不说出/d/,还剩______; wo3 (我) 

17) tou3, 不说出 /t/, 还剩______; ou3 (藕) 

18) ha1, 不说出/h/,还剩______; a1 (啊) 

19) fai3, 不说出 /f/, 还剩______; ai3 (矮) 

20) se4 (色), 不说出 /s/, 还剩_______; e4 (饿) 

21) mun2, 不说出/m/, 还剩______; (w)un2 (文)   

22) piao4 (票), 不说出 /p/, 还剩______; yao4 (要) 

23) zhuai4 (拽),不说出 /zh/, 还剩______; wai4 (外) 

24) nui2, 不说出 /n/, 还剩______; (w)ui2 (为) 
 
学生名字： __________________        学生编号：__________________ 

 

  学校： ______________________        学生性别 :     男     女   

 

  年级：_______________________        班级： ______________________   

 

  日期：_______________________        测试人员名字:________________  

 

 
Syllable Deletion音节删除 

# Item Response Score 
1 工作, 不说出作, 还剩________; （工）   

2 下不更, 不说出下, 还剩________; （不更）   

3 捶苦, 不说出苦, 还剩________; （捶）   

4 悬士约，不说出约, 还剩________; （悬士）   

5 gi1 biang4 ten2, 不说出biang4, 还剩_______; (gi1 ten2)   

6 面包, 不说出面, 还剩________; （包）   

7 rei3 cin1 due4, 不说出due4, 还剩_______; (rei3 cin1)   

8 麦当劳, 不说出当, 还剩________; （麦劳）   
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9 西红柿, 不说出西, 还剩________; （红柿）   

10 fao3 biu2, 不说出biu2, 还剩_______; (fao3)   

11 熏孔, 不说出熏, 还剩________;（孔）   

12 kie4 pun1, 不说出kie4, 还剩________; （pun1）   

 
Phoneme Deletion音位删除 

# Item Response Score 

13 bie1 (憋), 不说出 /b/, 还剩_______; ye1 (噎)   

14 fang2 (房), 不说出/f/, 还剩______; ang2 (昂)   

15 len1, 不说出 /l/, 还剩______; en1 (恩)   

16 duo3 (躲), 不说出/d/,还剩______; wo3 (我)   

17 tou3, 不说出 /t/, 还剩______; ou3 (藕)   

18 ha1, 不说出/h/,还剩______; a1 (啊)   

19 fai3, 不说出 /f/, 还剩______; ai3 (矮)   

20 se4 (色), 不说出 /s/, 还剩_______; e4 (饿)   

21 mun2, 不说出/m/, 还剩______; (w)un2 (文)     

22 piao4 (票), 不说出 /p/, 还剩______; yao4 (要)   

23 zhuai4 (拽),不说出 /zh/, 还剩______; wai4 (外)   

24 nui2, 不说出 /n/, 还剩______; (w)ui2 (为)   

 
Note: 
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Appendix F 
汉字阅读测验 

 
指导语 

 
本测验用来检测被试的阅读词汇量.  

测验共3⻚. 测试以竖列进行，顺序为从上到下, 从左到右， 从第1⻚到第4⻚. 

其中第1⻚的汉字为必测汉字; 也就是说,每个被试必须要求读这⻚中的所有45个汉字. 

但是, 从第2⻚ 开始, 如果被试在阅读时连续出现10个错误, 测验即终止.  

测试中,主测手指着每一个汉字, 问: ”这个字读什么?”. 在被试作出回答以后, 

主测判断被测的回答是否正确. 如果正确，在Scoring Sheet上写1; 如果不正确，在Scoring 

Sheet上写0; 如果被试没有回答, 请在Scoring Sheet 写上N.  

注意：发音包括声调都正确方为正确。多音字的几种发音皆视为正确。 

 
 
 

 0-01 0-02 0-03 0-04 0-05 0-06 0-07 0-08 0-09 

1 三 山 月 木 日 女 右 白 米 
2 水 几 门 十 鸟 四 立 豆 长 
3 天 火 刀 瓜 石 王 耳 果 去 
4 小 风 鱼 羊 土 九 目 虫 爸 
5 口 田 马 牛 车 人 禾 龙 好 
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学生姓名：_______________ 班级：_______________________性别：           男            女 
 
测试时间：______________测试者姓名：________________被试编号:________________ 
 

 1-10 1-11 2-12 2-13 3-14 3-15 4-16 4-17 

1 狗 北 放 燕 啦 呼 建 官 
2 老 红 习 苦 低 仔 越 滑 
3 画 来 再 打 结 蝴 摆 昨 
4 海 同 背 旗 亭 故 严 绝 
5 伞 吹 处 热 重 食 换 随 

 5-18 6-19 7-20 8-21 9-22 10-23 11-24 12-25 

1 尊 述 搂 狭 烫 苔 膛 擒 
2 顺 拳 扒 杜 绊 狈 盗 蹑 
3 尔 续 伦 瞎 媳 俄 蒲 蜷 
4 供 搏 况 临 僻 黝 惨 忐 
5 庙 势 寞 贡 浙 歼 荆 昙 

Page 1 0-01 0-02 0-03 0-04 0-05 0-06 0-07 0-08 0-09 

1 
Item 三/san1 山/shan1 月/yue4 木/mu4 日/ri4 女/nv3 右/you4 白/bai2 米/mi3 

Score          

2 
Item 水/shui3 

几/ji3 

Ji1 
门/men2 十/shi2 鸟/niao3 四/si4 立/li4 豆/dou4 

长/chang2 

Zhang3 

Score          

3 
Item 天/tian1 火/huo3 刀/dao1 瓜/gua1 石/shi2 王/wang2 耳/er3 果/guo3 去/qu4 

Score          

4 
Item 小/xiao3 风/feng1 鱼/yu2 羊/yang2 土/tu3 九/jiu3 目/mu4 虫/chong2 爸/ba4 

Score          

5 
Item 口/kou3 田/tian2 马/ma3 牛/niu2 车/che1 人/ren2 禾/he2 龙/long2 好/hao3 

Score          
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Page 2 1-10 1-11 2-12 2-13 3-14 3-15 4-16 4-17 

1 Item 狗/gou3 北/bei3 放/fang4 燕/yan4 啦/la1 呼/hu1 建/jian4 官/guan1 

Score         

2 Item 老/lao3 
红/hong2 

Gong1 
习/xi2 苦/ku3 低/di1 

仔/zi3 

Zai3 
越/yue4 滑/hua2 

Score         

3 Item 画/hua4 来/lai2 再/zai4 打/da3 结/jie2 蝴/hu2 摆/bai3 昨/zuo2 

Score         

4 Item 海/hai3 同/tong2 
背/bei4 

Bei1 旗/qi2 亭/ting2 故/gu4 严/yan2 绝/jue2 

Score         

5 Item 伞/san3 吹/chui1 
处/chu4 

Chu3 热/re4 
重/zhong4 

Chong2 食/shi2 换/huan4 随/sui2 

Score         
 

Page 3 5-18 6-19 7-20 8-21 9-22 10-23 11-24 12-25 

1 Item 尊/zun1 述/shu4 搂/lou3 狭/xia2 烫/tang4 苔/tai2 膛/tang2 擒/qin2 

Score         

2 Item 顺/shun4 拳/quan2 扒/pa2 杜/du4 绊/ban4 狈/bei4 盗/dao4 蹑/nie4 

Score         

3 Item 尔/er2 续/xu4 伦/lun2 瞎/xia1 媳/xi2 俄/e2 蒲/pu2 蜷/quan2 

Score         

4 Item 供/gong4 
Gong1 搏/bo2 况/kuang4 临/lin2 僻/ Pi4 黝/you3 惨/can3 忐/te4 

Score         

5 Item 庙/miao4 势/shi4 寞/mo4 贡/gong4 浙/zhe2 歼/jian1 荆/jin1 昙/tan2 

Score         
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Appendix G 
LMM- Mock Assessment 

 
Please note that the response items indicate different levels of responses. The smallest circle 
indicates that the statement is ‘not at all true’ and the largest circle indicates that the statement is 
‘very true’. Please circle the most accurate response item. 
 

1. Going to the doctor is fun. 
 
                                                                
Not at all true         not really true              somewhat true                           very true 

              
2. I enjoy playing video games. 

 
 

Not at all true         not really true              somewhat true                           very true 
 

3. White is my favorite color. 
 

 
Not at all true         not really true              somewhat true                           very true 

          
4. Chocolate is my favorite candy. 

 
 
Not at all true         not really true              somewhat true                           very true 

          
5. I enjoy copying sentences repetitively from textbooks for about 10 times. 

 
 
 
Not at all true         not really true              somewhat true                           very true 
 

6. Travelling to other countries/ cities is fun.  
 
 
Not at all true         not really true              somewhat true                           very true 

 
7. I enjoy seeing birds.  

 
 
Not at all true         not really true              somewhat true                           very true 
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8. Cough medicine tastes good.  
 

 
 
Not at all true         not really true              somewhat true                           very true 
 

9. I like to go for a walk outside. 
 

 
Not at all true         not really true              somewhat true                           very true 

         
 
 
 
**Instruction:  
 Follow up with the participant by asking whether they had a preference of using the 
circle size response representation to understand and answer the items or did they use and prefer 
the verbal labels that were provided to answer and understand items.  
 
Answer: 
 
 
 
 
**Reminder 1: when administering the assessment please instruct the participant to read the 
instructions then the adult will verbally announce to the participant to ask any questions if 
needed and that the adult will help as much as possible, but we anticipate the participant to 
complete the assessment as individually as possible. 
 
Reminder 2: In order to assure the truth and validity of the data, please video the process of the 
assessment. We grantee that the video will only be used in the data analysis. 
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LMM 模拟评价 
 
请注意，回答选项表示的是回答的不同程度。最小的圈表示这个题目上的说法“完全不真

实”，最大的圈表示这个说法“非常真实”。请圈出最准确的那个回答选项。 
 

1.   去看医生很好玩。 
 
                                                                

             完全不真实           不太真实                      有点真实                                  非常真实 
 

2.  我喜欢玩电子游戏。 
 

             完全不真实           不太真实                      有点真实                                  非常真实 
 
       3.  我最喜欢的颜色是白色 
 

 
          完全不真实           不太真实                      有点真实                                  非常真实          

 
       4.  我最喜欢的糖是巧克力。 
 

 
          完全不真实           不太真实                      有点真实                                  非常真实          
 
5.  我喜欢重复抄写10遍课本里的句子. 

 
 

           完全不真实           不太真实                      有点真实                                  非常真实          
 

6.   去别的国家或者城市旅游很好玩。 
 

          
  完全不真实           不太真实                          有点真实                                         非常真实              

 
7.  我喜欢看小⻦。 

 
           完全不真实           不太真实                      有点真实                                  非常真实      
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8.   咳嗽药的味道尝起来不错。 
 

 
            完全不真实           不太真实                      有点真实                                  非常真实          

9. 我喜欢去外面散步。 
 

 
           完全不真实           不太真实                      有点真实                                  非常真实         

 
 
测试完的指导语： 

        在被试完成所有的测试题目之后，问一下被试他们在回答上述问题的时候喜欢用大小

不同的圆圈来代表他们的回答，还是喜欢用文字来表示他们的回答？ 
 
记录被试的回答： 
 
 
 
 
  
         提示：  在进行测试时，请提示被试阅读前面的指导语，然后告诉被试，他们如果有

问题可以提出来，成人会尽可能帮助他们，同时，告诉被试，在接下来的题目中，被试要

独立阅读题目，独立回答。 
        
提示二：为保证数据的真实有效，希望能够将测试的全过程进行录像。将保证录像只用于

数据分析。 
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Appendix H 

 
Figure 1. Letter of Invitation from Principal of elementary school in China inviting the primary 
investigator to conduct the current study at the school.  
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The letter about supporting Nicole Banach to make measurements of her study in our school 

 

Dear Sir/Madam, 

Nicole Banach, the master student in Applied Disability Studies and her major is Applied Disability 

Studies, will make the study on children’s motivation for reading, reading ability, and parent literacy 

practices”. She will conduct measurements of Chinese character reading, syllable/phoneme deletion, 

Children’s report of motivation for reading for primary students, and parent questionnaire on literacy 

practices in her study in Yanghe Primary School in Jiaozhou city of China. 

As the principal, I welcome Nicole Banach to make these measurements in our school. The 

measurements are suitable to the primary student’s developmental level and our cultural background. These 

measurements are good for us to understanding our students’ reading motivation, reading ability and their 

family reading practice. I believe the results of the measurements could be a meaningful reference to the 

reading instruction in our school. We will actively support associate professor Yu Wang, who is the co-

investigator of Nicole Banach’s study, to make the measurements. 

Best regards. 

  

Yanghe Primary School in Jiaozhou City of the People’s Republic of China 

/         Principal Signature 

 

January 25th, 2019 
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Appendix I 
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