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mong monolingual populations, there is evidence that children’s literacy

“emerges” or develops prior to entering school and is antecedent to later
reading achievement (e.g., Adams, 1990; Epstein, 1992; Graue, Weinstein, &
Walberg, 1983; Hess & Holloway 1984 ‘Mason & Allen, 1986; Teale & Sulzby, -
1986). The term “emergent literacy?”. (Mason &. Allen, 1986; Teale & Sulzby,
1986) refers to the idea that prior to school entry,. reading and writing gradu-
ally emerge in family contexts (Adams, 1990), a'developmental process that
influences a child’s subsequent response to formal reading instruction.

Much less is known, however, about early or emergent literacy and later
reading prof1c1ency among bilingual populations where the: language in the
home differs from the language of the school. Does a similar developmental
process occur in bilingual -populations, where children’s early literacy expo-
sure and development in -one language then .affect the course of reading
development in a -second language? :Such antecedent relationships are
suggested or implied in several lines of investigation focused on Latino
populations, for example, -home- literacy activities of Latino families
(Delgado-Gaitan, 1990), Mexican American fathers’ contributions to chil-
dren’s early literacy. development: (Ortiz, 1996), and children in Mexican
American homes learning particular language ‘genres (Heath, 1986). Other
investigators have examined factors increasing Latino parent involvement in
“children’s literacy development, such as providing primary language support
or training opportunities, again assuming its effects on later reading achieve-
ment (cf. Ochoa & Mardirosian, 1996; Young & Helvie, 1996).

Several critical issues regarding emergent literacy remain unexamined.
‘One is the relationship between emergent Spanish: literacy and subsequent
English reading achievement. What family factors in Spanish-speaking
homes are associated ‘with emergent Spanish literacy, and do these factors
subsequently create an advantage | for children in English reading in school?
Does the advantage extend past the primary grades to upper elementary or
middle school? Bilingual education theory predicts such relationships (Cum-
mins, 1981; Skutnabb-Kangas & Toukomaa, 1976), and empirical investiga-
tions have concluded that sustained academic instruction in Spanish’is
associated with later gains in English achievement (Ramirez, 1992; Thomas
& Collier, 1998). But we do not know the degree to which emergent literacy
in Spanish, developed through family-mediated activity in the preschool
years, contributes to subsequent reading achievement in English.

As important as home literacy activities and early literacy development
might be for later outcomes, they are only two links in a chain of possible
antecedents of English- reading achievement among Spanish-speaking stu-
dents. Other potential antecedents include, for example, parental values,
oral English proficiency at kindergarten entry, family literacy history, parents’
education, and family socioeconomic status. However, compared to English-
speaking populations, the corpus of empirical evidence on these potential
antecedents of English reading achievement among Spanish-speakers is lim-
ited on several counts. First, there is a general lack of correlational evidence
on the relationship of emergent Spanish literacy with subsequent scores on
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school-administered Spanish and English reading achievement tests. Second,
what data there are tend to be cross-sectional rather than longitudinal. Most
studies of family literacy practices among Latinos have not included longi-
tudinal, systematic assessment of individual children’s early Spanish literacy
development and tested English reading achievement.

In order to examine antecedents of early Spanish literacy development
and subsequent English reading achievement, we took advantage of an
existing longitudinal study of Latino families and their children (Gallimore &
Goldenberg, 1993; Goldenberg & Gallimore, 1995; Goldenberg, Gallimore,
Reese, & Garnier, 1998; Reese, Balzano, Gallimore, & Goldenberg, 1995a).
The longitudinal study began in 1989 with recruitment of a randomly se-
lected sample of 121 Latino girls and boys entering kindergarten in two
school districts in Southern California. The data set for the study reported
here includes information collected from kindergarten through middle
school and includes both quantitative (Survey Sample) and qualitative data
(Case Sample, the latter obtained by frequent contacts with a randomly
selected quarter of the Survey Sample).

At kindergarten entry, all in this sample of second-generatlon Spanish-

- speaking students were placed in transitional bilingual programs where ini-
tial literacy instruction was conducted in Spanish. Upon entering
kindergarten, students exhibited substantial variability on individually ad-
ministered tests of early Spanish literacy. Test performance variability within
the sample continued throughout their elementary and middle school years
irrespective of program of instruction (Goldenberg et al., 1998). Over the
course of the study, many families moved away from the neighborhoods

-where students had begun their schooling and were enrolled in increasingly
diverse programs. By seventh grade, all the children were enrolled in English
instruction, with some moving to English as early as first grade (15%), with
40% more transitioning to English by third grade and an additional 31% by
fourth grade. This sample’s literacy history and variable performance make -
it suitable for investigating the antecedents of English reading achievement
of children from Spamsh—speakmg homes who were taught in Spanish in
early grades.

An Ecocultural Model of Antecedents of Reading Achievement

Ecological/cultural (or ecocultural) theory proposes that constructing and
sustaining a daily routine is an adaptive problem that confronts families in all
cultures (LeVine, 1977; Super & Harkness, 1986, Weisner, 1984; Whiting &
Edwards, 1988). Activities embedded in family routines have profound ef-
fects on children’s development. These everyday activities create opportu-
nities for children to learn and develop through modeling, joint production,
apprenticeship, and other forms of mediated social learning embedded in
goal-directed interactions (c.f. Gallimore & Goldenberg, 1993; Rogoff, 1990;
Tharp & Gallimore, 1988; Weisner, 1984).

Family routines and development-sensitive activities are partly deter-
mined by the surrounding environment and are socially constructed by fami-
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lies in accordance with their cultural schema and values. More distal features
of the environment, for example, parents’ working class jobs that place them
in high-crime neighborhoods and low-resource communities, indirectly in-
fluence developmental outcomes by constraining the daily routines families
are able to construct and sustain. Competencies required to make a living,
such as weaving (Greenfield, 1974), pottery’ making (Price-Williams, Gor-
don, & Ramirez, 1969), literacy (Rogoff, 1990), or other subsistence-required
competencies (Nerlove & Snipper, 1981), along with other factors, shape a
family’s daily routine and indirectly create developmentally sensitive. expe-
tiences for children.

For example, in many communities literacy is a key adaptive compe-
tence on which family subsistence depends and which shapes children’s
learning opportunities. There is substantial evidence that better educated
parents working in jobs requiring literacy create differential literacy activity
at home for their children (Feitelson & Goldstein, 1986; Heath, 1983; Teale,
1986; Wells, 1985). However, categorical indicators such as parents’ educa-
tion level, job status, or neighborhood resources are only indirect proxies for
children’s literacy learning opportunities and may underestimate within
group variability. Numerous studies have documented significant variability

- in early literacy experiences within relatively homogenous social and cul-

tural groups (Delgado-Galtan 1990; Gallimore & Goldenberg, 1993; Heath
1983).

This within-group variance indicates that even in the poorest families
and neighborhoods, some children have access to literacy activities and
resources (Taylor & Dorsey-Gaines, 1988). For example, low-income, immi-
grant Spanish-speaking families engage in a variety of literacy activities mo-
tivated by subsistence demands as well as by cultural values. Some
immigrant Latino parents fill out forms or study pamphlets required by their
work, or they use reading and writing for domestic purposes such as keep-
ing household accounts, writing letters, and writing grocery lists. Some par-
ents read storybooks or Bible stories to their children, retell folk tales, take
them to libraries, and find inventive ways to encourage literacy develop-
ment. They read to children when required by the school but also in order
to promote moral values (Reese, Goldenberg, Loucky, & Gallimore, 1995).
Latino children observe their parents using reading and writing skills; they
participate in activities with parents, for example, following along with a
Bible in church; and ultimately these children begin. to use literacy skllls
themselves in their play and schoolwork.

The more children are exposed to reading and writing as adaptlve tools
in everyday family life, the more likely children’s literacy begins to “emerge”
prior to school entry: This is consistent with the generally accepted idea that
learning to read and write begins long before children enter school, as

+children engage in a variety of activities with parents and caregivers that .
support literacy development (Snow, Burns, & Griffin, 1998). Such activities
at home promote literacy-related skills and knowledge, for instance, know-
ing about print and books, comprehending stories, and knowing that letters
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have names and corresponding sounds, among other emergent develop-
ments (Adams, 1990; Clay, 1985). -

Based on ecocultural theory, we propose the following general predic-
tions for the children of immigrant Latinos in the U.S.: Distal environmental
factors (e.g., family educational history and SES, parents’ years in the U.S.)
predict children’s Spanish literacy and oral English proficiency at kindergar-
ten entrance through the more proximal environmental factors that are the
joint activities of the daily routine. For example, parents who have spent
more years in the U.S. have had more opportunities for contact with Ameri-
can schools and teachers’ expectations, either through their own or older
children's experiences, than have parents with less time in the U.S. In some
of these families, home literacy practices undergo changes over time as
families respond to school demands to read at home (Reese & Gallimore, in
press). An important feature of our model is that the influence of the family
background factors on children’s outcomes is conceptualized as an indirect
process in which distal environmental factors influence greater children’s
exposure to the more proximal environment. Based on previous research on
the long-term effects of early language and literacy proficiency and experi-
ences, we expect children’s Spanish literacy and oral English proficiency at
kindergarten entry to directly predict Grade 7 English reading achievement.
The general conceptual model underlying our predictions is depicted below.

Distal Proximal Eéﬂ&?p/msh Later

ern;lf\‘nronmemal ——9 environmental ——P English oral —— achievement

influences .mﬂuences proficiency in English
Methods

Sample Destription

With the assistance of school officials, we sent contact letters in the fall of
1989 to the parents of all Spanish-speaking children in 13 kindergarten
classrooms in two Los Angeles area school districts. These classrooms were
selected in four different schools that had large bilingual education pro-
grams. On the basis of school-conducted assessments, all children in the
sample pool were to be placed in Spanish-language reading instruction at
the time the study began. Of the 296 letters sent home, 252 (85%) were
returned by parents indicating willingness to participate in the study. Of
these, 154 parents were selected at random and contacted by phone to
construct a Longitudinal Cohort of 121 families with a child entering kinder-
garten. In 15 cases, it was not possible to contact the family after making
-repeated attempts and/or leaving messages. In another 6 cases we were -
given incorrect telephone numbers. Six families had moved by time of the
telephone contact. Five families declined to participate after we called and
explained the project. One family was omitted from the sample because they
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had insisted to the school that their child be placed in an Enghsh onlty
instructional program.

Among the cohort of 121 chxldren when the study began in 1989, 91
lived in Lawson, an un-incorporated area of approximately 1.2 square miles
in metropolitan Los Angeles. School enrollment in the Lawson District was
over 90% Latino. Lawson is a small, Latino community near a major airport.
In this district, children were placed in the district’s bilingual education
programs in which early instruction was carried out predominantly in Span-
ish. Spanish is also the language used in most of the small businesses and
churches in the area. The remaining 30 families of the 121 in the initial
sample included immigrant Spanish-speaking families residing in a racially
mixed neighborhood approximately 25 miles south of Lawson (Sandy
Beach); these children attend school in a Jarge urban district.

The great majority (84%) of the parents in both communities came to the
United States from Mexico; the rest were from Central America. Although all
of the parents in the sample are immigrants, the majority (75.2%) of their
kindergarten-aged children were born in the United States. In comparison
with the mothers, fathers tended to have lived longer in the United States.
When the study began in 1989, mothers had spent an average of 10.3 years
in the United States, while fathers averaged 11.8 years. Mothers and fathers
had virtually identical levels of education; both averaged 7.0 years of edu-
cation (range = 0 to 16 years). These averages are similar to those reported
for first-generation Mexican Americans according to the 1979 Current Popu-
- lation Survey carried out by the U.S. Census Departmeént (Chapa, 1988). They
are within the range reported for rural migrants to and non-migrants in the
city of Oaxaca in 1987: 5.4 years of education for rural migrant females, 6.7
_ for non-migrant females, 6.8 for migrant males, and 7.8 years of education
for non-migrant males (Rees, Murphy, Morris, & Winter, 1991). It should be
noted, however, that years of schooling in the U.S. and Mexico are not
directly comparable. At the time that the parents in the study were in school
themselves, elementary schooling was universally available throughout the
country but secondary schooling (grades 7-9) was not. Those who had
completed secondary (grade 9) schooling were. able to obtain white collar
jobs 'such as cashiers, bank tellers, secretaries, and private accountants.

Families were mostly low-income, with over 90% of the families qual-
ifying for the free or reduced lunch program in kindergarten. Only 3.2% of
the fathers reported being unemployed when the study began in 1989; how-
ever, this percentage rose during the economic decline of the early 1990s
which had a strong impact in California. Parents with jobs in the service
industries worked as cooks, waiters, maids and housekeepers, janitors, bar-
tenders, bus boys, parking attendants, child care workers, and cafeteria
workers. Also included were two teacher’s assistants and several gardeners.
Skilled workers included mechanics, electricians, carpenters, welders, con-
struction workers, as well as a dressmaker. Both men and women were
employed as laborers, including factory work such as assembly, packing,
machine operation, loading, and factory supervisor positions, as well as.
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drivers of various types of vehicles. Approximately 43% of the mothers
worked outside the home when the study began, with numbers rising as
children grew older. Over 90% of the men and 86% of the women were
employed in skilled or unskilled labor jobs, and only 2% of the men and 3%
of women were found in managerial or administrative positions.

Sample retention. Currently, 91 of the original 121 families recruited for
the study continue to participate. Of the 30 lost cases, half were lost during
the first two years of the study when families moved away and contact
information proved inadequate. For the last four years, the sample has re-
mained constant at N = 91. Sixty percent of the children are boys; 40% are
girls. Complete information on sample construction and retention is found in
Goldenberg et al. (1998).

In the study reported here, we used complete data on children’s school
achievement from kindergarten through grade 7. During year 5 of the study,
one of the participating districts switched permanently to a locally rather
than nationally normed test of reading performance, which proved inad-
equate for our analyses and further reduced the sample size to N = 66.
Statistical comparisons of the 66 cases retained in the final sample with the
55 cases excluded from these analyses indicated no significant differences at
entry on grandparent education, mothers’ or fathers’ education or occupa-
tion, length of time parents had lived in U.S., or home literacy practices. The
66 children with complete achievement data did not have significantly dif-
ferent overall entering kindergarten or grade 7 reading skills compared to

_those children not retained in study. A small amount of missing data was
estimated for home literacy experiences and for father and grandparent
education using mean substitution.

Development of the Hypothetical Model

The model presented in Figure 1 organized theoretical propositions, Case
*Sample interpretations, and results of prior Survey Sample analyses into a
proposed longitudinal and predictive path model to be statistically tested by
path analysis using the Survey Sample pre-kindergarten through 7th grade
data set. The model presents a longitudinal timeline in which ecologicdl/
- cultural antecedents predict grade 7 English reading achievement through
children’s early Spanish literacy and English oral proficiency.

At the beginning of the study, the general model was derived from
ecocultural predictions as described earlier. However, once the study began,
at several critical junctures Case Sample materials and theoretical insights
suggested new lines of investigation that were subsequently pursued. with
the Survey Sample. In turn, statistical findings from the Survey Sample iden-
tified and focused subsequent Case Sample interviews and observations.
This coupling of qualitative and quantitative methods within an ecocultural
approach (Reese, Kroesen, & Gallimore, 1998} provided a recursive cycle of
discovery and hypothesis testing throughout the longitudinal study. Family
literacy practices were proposed initially as direct determinants of early
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Figure 1. Hypothetical model predicting child school performance from
kindergarten through grade 7. Family SES includes mother and tather
education, and mother and father occupation recoded to 1 = low SES
to 4 = high SES-standardized; family literacy practices includes
mother and father use of literacy recoded 0 = no literacy, 1 = some
(recreation/computation/nomework), 2 = read and write in one
language (English OR Spanish), 3 = read and write in two languages.

' Spanish literacy (Gallimore, Reese, Balzano, Benson, & Goldenberg, 1991)

and indirect determinants of English reading based on the ecocultural propo-
sition that family subsistence or income-producing activities are significant

. mediators of child expdsure to developmental experiences through their -

impact on activity settings in the home (Rogoff, 1990; Weisner, 1984).
Through participation in everyday activities that require cognitive and com-
municative functions, children are predicted to be drawn into the use of
these competencies in ways that nurture and develop them. These general
predictions were consistent ‘with Case Study ratings of family literacy envi-
ronments in the Case Sample that correlated significantly with reports of
fathers’ job-required literacy (Reese, Gallimore, & Goldenberg, 1999). Other
qualitative observations in Case Study homes indicated positive relationships
among the following: parental use of literacy on the job, higher frequency of
home-based literacy activity for children, more children’s reading materials,
and greater opportunity for children to observe parents’ literacy use. Thus,
we hypothesized that variation in children’s early literacy experiences (partly
indexed by family literacy practices), regardless of language used, would be
associated with students’ early Spanish literacy development, and that the
effects of the latter would continue through elementary school, that is, we
expected that children’s early Spanish literacy performance at kindergarten
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entry would predict achlevement on standardized tests of English reading in
middle school.

We also expected r.hat distal factors (mcludmg famxly socioeconomic
status and length of residence in the U.S.) would be associated with home
literacy experiences. This was based on the general ecocultural proposition
that family literacy activities are a significant mediator between distal influ-
ences and children’s literacy development. Because parents’ values and
practices are shaped by their own experiences, we included the grandpar-
ents’ level of education as a distal factor expected to continue to exercise an
indirect influence on the home literacy environments of children in the
study. In-addition, Case Sample observations suggested that intergenera-
tional family literacy history might be related to parents’ education levels and
would play a role in parents’ focus on literacy development with the children
in our study (Reese & Gallimore, in press). At the same time, however,
we expected that more proximal environmental factors would be stronger

.predictors of children's early Spanish literacy performance than
- distal factors, that is, more distal factors would predict emergent
Spanish literacy only indirectly through two indicators of children’s
early literacy experiences (family literacy practices and children’s
preschool attendance). We further expected that the influence of proxi-
mal environmental factors on middle school English reading achievement
would be indirect through Spanish literacy performance at entry to kinder-
garten.

Although data on the effects of preschool attendance on later academic
outcomes consistently indicate that preschool attendance reduces the prob-
ability of later grade retention or placement in special education (Clarke,
1984), findings with respect to-gains in reading performance in first grade
and beyond are inconclusive. Some programs have reported reading gains,
while others with differing design and curricula have not (Marcon, 1992;
Reynolds & Temple, 1998; Schweinhart & Weikart, 1997; Zigler & Styfco,
1994). We expected that, for children in our sample, preschool attendance
would provide early exposure to English as well as promoting early Spanish
literacy development. Additionally, we predicted that the number of years
that the family resided in the U.S. would be associated with oral English
proficiency at kindergarten entry even though other family background mea-
sures of family SES and parent education are associated only indirectly with
this measure of English proficiency. Our prediction is based on the assump-
tion that English acquisition by parents is roughly indexed by length of
exposure. Prior research on this sample indicated that parents’ years in the
U.S. were not directly correlated with either children’s school performance
or parental values, attitudes, and expectations for further achievement
(Goldenberg et al., 1998; Reese et al., 1999). However, the exposure to
English assumption made it reasonable to expect that the number of years
that the family had resided in the U.S. would be associated with children’s
development of oral English proficiency. It was our expectation that both
early Spanish literacy performance and oral English proficiency (at entry to
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kindergarten) would predict middle school English reading achievement.
We finally expected to find that girls would have a higher level of literacy
outcomes upon entering kindergarten and at grade 7 compared to boys
based on findings in the general population that girls tend to outperform
boys in verbal subject areas (Maccoby, 1966; Maccoby & Jacklin, 1974). We
expected differences in English proficiency at kindergarten for this sample of
children would be related to the length of time that the family resided in the
United States rather than to child gender.

In order to test the model with path analysis, it was necessary to limit the
number of variables included. Several antecedent variables that were theo-
- retically interesting were included initially but later excluded because they
were only weakly correlated with children’s emergent literacy and English
reading achievement scores. Those variables excluded were parents' reports
of child interest in learning and parental educational expectations for their
children. It is our belief that children’s interest in learning indeed influences
. children’s literacy development; however, it is likely that the rather crude
measures that we had available from survey data did not perm1t us to fully
test their importance. —

The omission of parental expectations also requires comment given the
longstanding interest in the hypothesis that negative social factors in the U.S.
tend to lower Latino parent educational expectations, which in turn depress
children’s achievement (e.g., Ogbu & Simons, 1998). A prior analysis of this
data set (Goldenberg, Gallimore, Reese, & Gamier, 1998) indicated that (1)
parents’ educational aspirations are high and invariant throughout the el-
ementary years, regardless of children’s academic performance, while ex-
pectations fluctuate over the same time period; (2) children’s school
performance influences parents’ expectations, but expectations do not in-
fluence children’s achievement; and (3) immigrant Latino parents attribute
high instrumental value to formal schooling, and neither years in the U.S. nor
perceived discrimination diminish this belief.

Measures

Interviews, child assessments, and school records beginning at child age 5
and continuing through child age 13 were used to obtain data on family
background, home literacy activities, child outcomes, and child gender
Summary statistics are presented in Table 1.

Procedures for collecting parent and child data. Families were inter-
viewed in their homes in the fall of children’s kindergarten year by project-
trained Spanish-speaking interviewers following a standard protocol. The
interview included questions on family characteristics and demographics,
parents’ views of their children’s projected academic progress, their aspira-
tions and expectations with regard to their children’s educational and occu-
pational future, and their attitudes toward the instrumental value of
schooling. Parents also were asked about factors that they considered im-
portant for student academic success and about the role parents play in
school achievement.
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Table 1
Descriptive Statistics of Parent and Child Measures From
Pre-kindergarten to Grade 7 (N = 66)

Standard

Variables _ -Mean deviation Range
Family background -
Grandparents’ education average 2.47 3.44 0.00-16.00
Average parent years in the U.S. 10.61 426 1.00-19.50
Family SES 0.00 1.00 -1.63-2.34
Kinderganien, Fall, 1989
Family measures ]
Family literacy practices 0.00 1.00 -1.44-1.95
Child measures
Child gender 1.39 0.49 1.00-2.00
Pre-school attendance 0.41 0.50 0.00-1.00
Child outcomes
Early Spanish litetacy (Lectura Inicial) 0.10 0.96 -1.71-3.14 -
Oral English proficiency (ENGLEV) 1.55 0.99 1.00-4.00
Grade 7, 1996-1997
Child outcome
English reading (national percentile) 32.74 2577 1.00-91.00

In-depth home interviews were carried out in the spring of 1993 and
1995. In addition, parents were interviewed by telephone in the fall and
spring of each year through the fall of 1997. We asked about children’s
school progress, parents’ aspirations and expectations for children’s future
educational attainment, specific learning activities in the home, parents’ be-
liefs about how children learn, and their views regarding parent and teacher
responsibilities in the learning process. Each telephone interview lasted ap-
proximately 20 minutes. Spring telephone contacts were shorter and served
to collect updated information on children’s school attendance and perfor-
mance.

Nested in the Longitudinal Cohort was the Case Sample, originally con-
sisting of 32 families who were randomly selected from the entire longitu-
dinal cohort. This subset was visited at home by a fieldworker 3-6 times each
year in order to supplement information obtained during home and phone
interviews with the entire Longitudinal Cohort and to provide a more de-
tailed picture of family life.

Student achievement. To measure students’ achievement we used two
sets of measures—independently administered assessments of early literacy
development in kindergarten and standardized tests of reading performance
in grade 7. At the beginning and end of kindergarten, students were tested
using a Spanish language literacy assessment developed for the project be-
.cause Spanish was the primary language of all participating children (Prueba
de Lectura Inicial or Lectura Inicigl). Children were asked to identify letters
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and their corresponding sounds; read words (real and nonsense); write (or
attempt to write) letters, words, and stories; demonstrate knowledge of im-
portant concepts about print; and demonstrate oral comprehension of a
story. These are important dimensions of early literacy development (Adams,
1990; Clay, 1985; McCormick & Mason, 1989).

In the concepts about print section, based on Marie Clay’s (1985) mea-
sure, students were shown a book and asked questions about what it is, what
part is read, how text is predicted by pictures, etc. In the story comprehen-
sion section, students listened to an age-appropriate story (in this case a fairy
tale) and answered oral questions about what they had heard. In the letter
recognition section, they were given 10 upper case and 10 lower case letters
in random order to identify. The child’s reading rate was assessed only on
the posttest at the end of kindergarten and consisted of a rating by the tester
of the child’s fluency in reading a short piece of text. Children also were
asked to write as many words as they could. The total number of points
possible on the assessment battery was 69 plus the number of words (in-
cluding names) that they wrote correctly. For the purposes of comparison
and analysis, raw scores on the six subtests of this assessment battery were
converted to a factor score for the pretest administered in the fall of kinder-
garten. Principal components analysis yielded a single robust factor with
factor loadings of individual measures ranging from .49 to .66 (eigenvalue =
3.26).

Children demonstrated a wide range of performance on selected sub-
tests of Lectura Mmicial at the beginning of kindergarten.. While some stu-
dents entered kindergarten unable to recognize any letters or to answer
questions about a story read aloud to them, and with few notions of what a
book is, how it is used, and which part of the book is read, others demon-
strated proficiency in all areas. By the end of the year, although average
performance had increased overall, the range of performance was even
greater than had been observed at the beginning of the year.

In each subsequent year, students were tested on standardized reading
tests at their local school sites in their language of instruction (primarily
Spanish Assessment of Basic Education [SABE] and Comprebensive Test of
Basic Skills [CTBS], both published by CTB/McGraw-Hill, in the elementary
grades). Standardized test scores (national percentiles in reading and math)
continued to be collected through elementary school and middle school,
even when families moved out of the original participating districts. By the
end of the students’ seventh grade year, national percentile scores from six
different tests were collected (CTBS, California Achievement Test, Individual
Test of Academic Skills, Stanford Achievement Test, Iowa Test of Basic Skills,
and Texas Assessment of Academic Skills).

Summary national percentile data for grade 7 reading are reported in
Table 1. With the exception of 14 students who were instructed and tested
in English in grade 1, the students in the cohort were enrolled in transitional
bilingual programs in which they received their initial literacy instruction in
Spanish. By 7th grade, all children were enrolled in English instruction.
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Although most of the schools that children attended rteported using

established criteria for transitioning the children to English reading instruc-
tion (typically performance in Spanish reading at approximately the 3rd
grade level and conversational fluency in English), some students found
themselves transitioned abruptly when they changed schools. As children
moved from Spanish to English literacy instruction, grade of transition nega-
tively predicted grade 7 English reading achievement (r = -.33, p < .01); that
is, children who transitioned earlier—those who were reading fluently in
Spanish and who were also more conversationally fluent in English at earlier
grade levels—maintained higher performance in.grade 7 than children who
transitioned later. In general, scores declined dramatically in upper elemen-
tary grades (grades 3-5) when the children were first tested in English and
then began to improve slowly (Goldenberg et al., 1998).
- English language proficiency. According to California state require-
ments, all students who speak a language other than English—including by
definition all students in the study—must be assessed in English and in their
native lJanguage soon after enrolling in school. Students in our sample were
tested in one district (n = 91) on the Bilingual Syntax Measure (BSM) in both
English and Spanish. Students in the other district (n = 30) were tested on the
IDEA Proficiency Test (IPT) in English. Both the BSM and the IPT are indi-
vidually administered tests which yield scores ranging from 1 to 5 (BSM) or
from 1-6 (IPT), which indicate extremely limited to fluent oral proficiency in
the language. These two measures were combined to form a single measure
of English proficiency level (ENGLEV). This measure was coded from 1
(non-English-proficient) to 5 (fluent-English-proficient). Seventy-two per-
cent of the children were coded 1; 10% of the children were at level 2; 9%
were at level 3, and 9% were at level 4. None of the students tested “fluent”
in English proficiency upon entrance to kindergarten.

Family measures obtained through the interviews with parents de-
scribed above include child characteristics, parent practices and beliefs
about literacy, and family background.

Child gender. Child gender was coded 1 = boy and 2= girl.

Child preschool attendance. Parents reported whether their child at-
tended preschool (1 = yes, 0 = no). Of the 41% of the children who attended
preschool, their preschool experiences varied. Some had attended a local
Head Start center; others had participated in a pilot program in one of the
participating elementary schools, in which children recelved a preparation
~ for the kindergarten curriculum.

Family literacy practices. Principal components analysis was used to
create one measure of children’s exposure to literacy experiences in the
home environment: mother use of literacy, father use of literacy, and the
child-centered literacy practice of reading aloud to the child (standardized
loadings were .73, .74, and .68, respectively). A detailed description of these
variables follows.

Parents’ literacy use. Parents reported the extent to which mothers and
fathers used literacy as part of their job and outside of their job. Their
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responses were coded as follows: 0 = no literacy used; 1 = literacy not used
on the job itself, but used for recreational reading, domestic use, or school
help; 2 = read and write on the job in one language (Spanish or English); and
3 = read and write on the job in two languages (Spanish and English). Five
percent of the fathers and 8% of the mothers read and wrote on the job in
two languages (both English and Spanish). Fifty-two percent of the fathers
and 14% of the mothers read and wrote on the job in one language (English
or Spanish); 16%of the fathers and 50% of the mothers reported using literacy
for recreational reading, school and domestic use, but not on the job at all;
and 27% of the fathers and 28% of the mothers reported not engaging in any
literacy practices, either on or off the job.

Reading aloud to the child. At the beginning of kindergarten, parents
reported whether or not they read aloud to their child (0 .= no, 1 = yes).
Twenty-eight percent of parents read to their child. Although many parents
later reported reading to children in response to teacher suggestions or
homework requirements, upon entrance to kindergarten reading aloud was
not a common practice in our sample.

Grandparent education. Our measure of grandparent education was
created by averaging available data on the highest grade completed by both
sets of maternal and paternal grandparents. All of our parent informants
knew the educational level of at least one of the maternal or paternal grand-
parents; however, close to half of the informants were unsure of the level of
education one or more of the grandparents. For cases in which data were
missing, we averaged only the grandparents for whom we had data. For
example, if the maternal grandparents’ levels of education were known and
the paternal grandparents’ were not, the average was based on the two
known grandparents.

Family SES. Family SES was created by averaging measures of parent
reports of mother and father education and occupation. Parent education
was measured by the highest grade completed by parent. Mothers averaged .
7.1 years of education (range = 0 to 16 years), and fathers averaged 6.9 years
of education (range = 0 to 14 years). Mother and father years of education
were significantly correlated (r = .34, p < .01).

Parents identified their current occupations and also reported if they
had worked prior to coming to the U.S. Both responses were coded. The
measure used in this study (and percentages reported above) represents a
combination of these two questions, using the higher level reported as the
measure of parent occupation, regardless of country. Most mothers did not
work in Mexico. However, for fathers, this measure yields slightly higher
employment status levels than U.S. employment only. For example, fathers
were six times more likely to hold managerial or white-collar jobs in Mexico
as in the U.S. We believe that combining these measures provides a more
accurate picture of the type of job experiences that the parents had over time
and that may have contributed to certain types of literacy use in the home.

Mother and father occupation measures were coded as follows: 1 =
unskilled labor, housewife; 2 = skilled labor; 3 = white collar, technical work;
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and 4 = managerial, professional. Seventy-six percent of mothers were
. housewives or worked in unskilled labor, 11% were employed in skilled
labor, 14% were in technical or white-collar jobs, and none were in mana-
- gerial or professional jobs. Thirty-six percent of fathers did not work or
worked in unskilled labor, 56% were employed in skilled labor, 5% were in
_technical or whlte-collar jobs, and 3% were in managerial or professmnal
jobs.

Parent years in the U.S. Mothers and fathers reported the number of
years that they had lived in the U.S. Mothers lived in the U.S. an average of
9.3 years (range = 1 to 19 years), and fathers 12 years (range = 1 to 21 years).
We averaged mothers’ and fathers’ number of years of residence in the U.S.
to create a single measure of parent years in the U.S.

Analysis

Path analysis was used to estimate and test hypothesized interrélations
among family and child variables. The hypothetical model (Figure 1) reflects
a longitudinal sequence in which three early, ecocultural family background
measures (grandparent education, family SES, and parents’ years in the U.S.)
indirectly and positively predict child’s early Spanish literacy performance
" (Lectura Inicial) and oral English language proficiency (ENGLEV) at kinder-
garten through two measures of family daily routines and activity settings
- (family literacy practices and child’s preschool attendance). Parent years in
the U.S. also direcily and positively predict English language proficiency.
Children’s literacy performance and English language proficiency then di-
rectly and positively predict grade 7 reading achievement. Gender positively
predicts children’s early literacy development but not English language pro-
ficiency. The hypothetical model was tested using path analysis and the fit of -
the model was assessed with the comparative fit index (CFI: Bentler, 1990)
and x*/degrees of freedom ratios. One-tailed tests were used to test hypoth-
eses about the direction of the results. ‘

Results
Path Models

The correlations between parent and child measures used in the path analy-
‘ses are presented in Table 2. In the first model, we explored the associations
among family background, family literacy practices, children’s preschool
attendance, and children’s literacy outcomes. The first model had the fol-
lowing fit indices: x* (19, 66) = 17.38, p = .56, CFI = 1.00, indicating an
acceptable fit.

The final model (Figure 2), which was modified by gradually dropping
nonsignificant parameters, had excellent fit indices: x* (24, 66) = 22,71, p =
.54, CFI = 1.00. .
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- Figure 2. Trimmed model predicting child school performance from
kindergarten through grade 7. x? (24, N = 66) = 22.71, p = .54; CFl =
1.00. Regression coefficients are standardized (*p < .05, **p < .01, ***p
< .001). Family literacy practices is a factor score of mother’s and
father’s literacy (0 = no to 3 = reads/writes two languages) and reads
to child (loadings = .73, .74, .68, respectively; eigenvalue = 1.54).

Main Results of the Path Analysis

The path analyses indicate that children’s English reading performance in
~ grade 7 is predicted by two independent measures of children’s language
and literacy proficiencies upon entering kindergarten: children’s level of oral
English proficiency (ENGLEV) and their early Spanish literacy proficiency
(Lectura Inicial).

" 1. Grandparents’ level of education (in the home country) predicted
family socioeconomic background, which in turn predicted family
literacy practices. Family literacy practices predicted both children’s
emergent Spanish literacy and oral English proficiency, which in
turn predicted seventh grade English reading achievement. In the
final model (Figure 2), the effects of grandparent and parent socio-
economic background on child reading achievement at age 7 were
indirect through family literacy practices prior to children’s entrance
into kindergarten.

2. The average number of years that the parents lived in the U.S.
predicted the child’s oral English proficiency, which then predicted
English reading performance in grade 7. Predictably, early English
proficiency was not correlated -with early literacy proficiency in
Spanish. The average years that parents lived in the United States

649



Reese et al.

did not predict home literacy practlces nor children’s preschool
attendance.

3. Grandparents' level of education predicted the child’s attendance in
preschool,-which in turn predicted oral English proficiency. Higher
grandparent education directly predicted that children would attend
preschool, and indirectly predicted home literacy practices through
higher family SES. More years parents lived in the U.S. and chil-
dren’s preschool attendance predicted a higher level of children'’s
English language development. However, attending preschool was
not associated with children’s higher literacy performance entering
kindergarten.

4. Girls generally had higher literacy performance entering kindergar-
ten and higher reading achievement at grade 7. Gender was not
correlated, however, with the proximal literacy environment factors
that were utilized in the model.

5. In sum, English proficiency and initial literacy performance and
gender uniquely and significantly predicted higher reading achieve-
ment grade 7.

Results of Qualitative Analysxs of Significant Pathways Identified in the
Path Model

The path analyses identified two converging pathways to 7th grade English
reading proficiency for the second-generation immigrant students in our
sample. English reading performance in middle school was predicted by
both early oral English proficiency as well as by literacy development in the
students’ native language. To better understand the interplay of factors that
contributed to outcomes in each pathway, we turn to qualitative analysis of
case material. In the section that follows, we examine each of the pathways
enumerated above that emerged as influential in the path model.
1. Grandparent education, family SES, and bome literacy practices.
Case materials suggest that grandparents’ level of education is strongly
associated with parents’ socioeconomic status, as reflected in parental levels
of education and parental work status. Many of the grandparents lived as
children in ranchos, or rural hamlets, and at that time had little access to
education beyond the rudiments of reading and counting. Others moved to
towns and cities and had access to formal schooling, at least through el-
ementary school. The parents in our sample who grew up in homes with
more literate parents (the grandparent generation) are themselves more
highly educated and more likely to use literacy themselves for work, do-
mestic, recreational. or religious purposes. In addition, both higher grand-
parents’ level of education and the literacy practices associated with it are
correlated with the child’s interest in learning as reported by parents at the
beginning of kindergarten.
The case of Mrs. Lara provides an example of the process of intergen-
erational effects. Both of her parents grew up in rural areas; however, both
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had moved to Mexico City to work, and it was there that they met and
married. Although Mrs. Lara’s mother had never been to school, her father
had two years of education and worked as a carpenter. Mrs. Lara commented
that, although her parents had little in the way of schooling themselves, they
wanted more for their children. “La verdad, la gente de antes ba muy poco
a.la escuela. Para ellos lo veian normai, para nosotros no. Ellos siempre
insistieron en que ibamos a la escuela.” (“The truth is that then people did
not go to school much. For themselves they saw this as normal, for us no.
They always insisted that we go to school.”) She remembers that at home her
father frequently read the Bible and the newspaper. Living in Mexico City,
Mrs. Lara was able to complete commercial secondary school (grade 9), and
she worked as a secretary for five years before coming to the U.S. When her
daughter entered kindergarten, Mrs. Lara did not initially report reading
aloud to her, but she did report teaching her the alphabet and cutting out
_ magazine pictures to use in reinforcing the letters and sounds that Tadia was
leaming in school. By the time Tadia was in first grade, her mother reported
reading to her on a. daily basis.

. Grandparents’ level of education aiso appears to be related to changes
in families’ home literacy practices and attitudes over the course of the first
three years of the longitudinal study. Some families,. like the Lara family
above, began reading to children and reported seeing connections between
this activity and children’s subsequent interest and ability in reading. These
changes in practice were spurred, for the most part, by school expectations
and demands, as teachers required home reading as part of regular home-
work or as school reading clubs were formed to encourage children and
parents to read .at home. Within the family, the ways in which parents
responded to the school demands appeared to be associated with parents’
home country experiences: Parents from urban rather than rural settings,
who had access to higher levels of schooling, were more likely to quickly
adopt school-sponsored . practices of reading aloud to children (Reese &
Gallimore, in press). .

On the other hand, parents who were raised on ranchos by grandpar-
ents who had not gone to school were more likely to read aloud to children
when reading aloud later formed part of a homework requirement but with-
out changing their beliefs about the benefits of reading aloud to preschool-
aged children. As one of these mothers stated, she did not read to her child’s
younger siblings because they were too young to understand and reading to
them would merely “gastar saliva” (“waste saliva”). This attitude is consistent
with a belief, expressed by over two thirds of the sample, that children under
age five have not yet reached “la edad de la razén” or “age of reason” (Reese
& Gallimore, in press). _ : ’

Connections between family socioeconomic status and parent—child in-
teractions as well as home learning environments are not new findings and-
are well documented (c.f. Bernstein, 1977; Laosa, 1984). What is of greater
interest in the present study is the predictive power of grandparent educa-
tion in the home country on family SES.” A key component of family SES as
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it is measured in the present study is the inclusion of parental work in the
home country prior to immigration. The Lara case cited above provides an
example. Mrs. Lara had more education than the mean for women in the
sample (9 years compared to the sample mean of 7), and she worked .at a
white-collar job in Mexico prior to immigrating. Because of her limited skills

'in English, she did not seek employment in the U.S. at other than cleaning

houses. She and her husband, a former bank clerk who now works in a
refinery, both form part of a “working class” immigrant population in Cali-
fomnia, yet their home country experiences are different than their current
working class jobs would indicate. Their full educational and occupational
experience comes into play in the activities that they create for and with their
children as part of the home literacy environment. '

In the path analyses, home literacy practices in addition to family SES
significantly predicted children’s emergent literacy development. This find-
ing is consistent with Rogoff’s (1990) conclusion that where family subsis-
tence is based on literacy and formal schooling is widely available, children
develop specific higher order functions that are associated with adult uses of
literacy. Weisner’s (1984) ecocultural model, based on a review of cross-
cultural evidence, predicts that the subsistence or income-producing activity
of the family will have a substantial impact on activity settings in the home.

The following summaries from case files illustrate some of the ways in
which parents’ job-required literacy use impacts home literacy activities. Mr.
Duarte (Case 111) uses literacy on his job as a machine operator and has
been asked by the mother to assist the children with their homework on the
days that she has to work late. He is taking classes in'mechanics and English
and was observed to study at the kitchen table in the afternoon when the
children came home from school. Mr. Rojas (Case 114) does not make use of
literacy on his gardening job. He could not understand why the mother spent
money on a set of encyclopedias. ‘¢Por qué compras esto? Es bastante caro,”
he is reported to have said. (“Why did you buy that? It’s pretty expensive.”).
On one occasion, she suggested to the father that he should continue his
studies, because as the children got older and brought home homework or
questions that their parents don’t know, they’d think “Mi papad no sabe” (“My
father doesn't know.”). The mother reported that father only laughed and
said that he was doing fine on the job as it was and didn’t need to study
(Reese et al., 1999).

Children ‘in the Duarte household observed their father working to
improve his job level by taking coursework and were assisted by their father
when they needed help with homework. When asked if there were chil-
dren’s books in the home, their mother gestured to indicate a stack about
two feet high. In the Rojas family, on the other hand, the mother bought an
encyclopedia set, reported assisting her son with homework, and herself
used literacy skills as she took telephone messages for her brother-in-law’s
gardening service. However, she was not supported either in her school-
work and learning activities or in her education-related values by her hus-
band. : : :
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The “parents’ literacy use” variable used in this study most likely serves
as a proxy variable for a set that includes a much wider variety of home
literacy uses and experiences. Parents’ literacy use does not occur in isola-
tion but rather is part of a number of interrelated literacy activities in which
family members engage. Ours is but one measure of the exposure that the
child has to literacy experiences in his or her everyday routine. Those chil-
‘dren who are exposed to more literacy functions and more frequent literacy
use are those who enter school with advantages that are reflected in higher
initial literacy performance. On the other hand, although literacy experi-
ences in the home environment to which children are exposed significantly
predict emergent literacy development, the magnitude of this association is
small. One reason is the limited nature of our measure of home literacy
practices: the restricted number of measures of literacy in the home envi-
ronment, the lack of home observations, and the restricted range of the
avallable measures.

- The path analysis .also shows a relationship between family literacy
practices and children’s oral English proficiency. The case of the Laosa family
provides an example of how they may be connected. Mr. Laosa, who had
resided in the U.S. longer than the average for fathers in our sample, stated
that he learned to read in English by reading recipes on his job as a cook.
During one interview, he described how he decided to help one of his
daughters who had been falling behind in class. In order to give her extra
help at home, he bought books of crossword puzzles, which they ended up
doing as family activities. He said that he got the idea for using crossword
puzzles from a co-worker who was always doing them at work. Thus, we
observe one way in which workplace literacy exposure and use (in English)
makes itself felt in the home in ways that ultimately influence children’s
academic performance.

2. Years in the U.S., oral English proficiency, and English reading. The
“story” of literacy practices described above is one that begins in the par-
ents’ own home country upbringing and continues as parents raise children
in a different cultural setting but with values and experiences similar to
their own childhood. The “story” of English language development among
the children in our sample is a different one, rooted not in home country
experiences but rather in the length of time that the family has resided in
the U.S. :

In the path model, early English proficiency is predicted by the number
of years parents lived in the U.S. This relationship is straightforward. The
longer that a family has resided in the U.S., the greater the likelihood that the
child will enter kindergarten with some oral proficiency in English. Even
though all of the families in the sample continued to speak Spanish in the
home, and all of the children spoke Spanish fluently when they entered
school, some had more exposure to English, mainly through older siblings
who were already in school. Greater oral English proficiency upon entering
kindergarten was highly predictive of eventual reading performance in grade
7 for children in our sample.
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The Frias household is an example of one in which the family had
resided in the U.S. for 15 years, over 4 years longer than other families in the
sample on average. Their two oldest daughters were in middle school when

“ Manuel began kindergarten, and their mother worked as an instructional
aide at a local elementary school. Not surprisingly, Manuel entered school
~with oral proficiency in English on par with his proficiency level in Spanish,
and in seventh grade he was performing well above the mean for the sample
in English reading. It should perhaps be noted, however, that more years in
the U.S. do not ensure that children will enter school with greater oral
English skills- nor that they will necessarily flourish in American schools.
There is no direct correlation between amount of time that the family has
resided in the U.S. and children’s school performance.

3. Grandparent education, preschool atiendance, and English profi-
ciency. Another strong predictor of English proficiency level, in addition to
years in the U.S., was children’s preschool attendance. Data were not col-
lected on the type of curriculum that the children experienced in preschool;
however, subsequent conversations with families in the Case Sample re-
vealed that some of their children had attended a Head Start preschool that

" was located on the grounds of one of the four elementary schools that
children attended in kindergarten. This Head Start instructional program was
carried out exclusively in English. While we cannot say with certainty that all
of the children who attended preschool were instructed in English, we do
know this to be the case for some of the children. These children from
Spanish-speaking homes who attended English language preschools thus
had a source of exposure to English in their daily routine that was unavail-
able to children who did not attend preschool. This exposure later paid off
for the children in terms of higher English reading performance. Preschool
attendance did not, however, predict children’s literacy performance upon
entering kindergarten. This suggests that for the non-native speakers of
English in our study the main effect of preschool was exposure to the English
language rather than preparation for the school curriculum. _

An interesting link in the path model was that between preschool at-
tendance and grandparent education. In a review of the effects of early
intervention on cognitive development, Clarke (1984) found that the family
SES was a factor in assessing children’s cognitive growth in Head Start and
similar programs; the families who tended to participate in parental involve-
ment programs also tended to be better off economically than qualifying
families who did not participate. Although we have no case evidence which
directly addresses this issue, it may well be that for our sample as well,
parents who were raised by more educated parents were more likely to seek
out opportunities to enroll their children in preschools compared to parents
with less educated parents.

4. Gender and performance. Gender also was associated with higher
initial literacy performance, but not with parent reports of literacy use (read-
ing to children, helping them with homework, buying books for them, etc.),
nor were there gender differences with respect to variety of parental values, -
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from aspirations and expectations for academic attainment to attitudes re-
garding parental roles in supporting their children’s education, at least
through middle childhood and early adolescence. It .is probable that. the
second-generation Latinas in our sample outperform boys for the same rea- -
sons that have been reported for other groups. Early research on gender
differences suggested that in the preschool years, girls tend to have higher
general intelligence scores compared to boys, especially in most areas of
verbal ability (Maccoby, 1966). It has been assumed that girls’ higher verbal
abilities are related to more opportunities to develop verbal skills, since girls
tend to spend more time at home with aduits, particularly mothers, com-
pared to boys. However, some studies reveal only small gender differences
- in verbal ability until around the age of 10 or 11, when girls consistently
perform better than boys in verbal skills (Maccoby & Jacklin, 1974).

We can conclude, therefore, that for second-generation Latino children
growing up in Spanish-speaking homes, greater exposure to literacy activi-
ties at home and greater exposure to English, in preschool as well as through
extended residence in this country, predict child outcomes upon entrance to
kindergarten, which in turn predict middle school reading performance.

* Discussion
Major Findings

The findings reported above from this longitudinal study must be regarded .
as tentative for several reasons. Sample size and conservative missing data
estimation limited the number of cases available for the statistical analyses
applied in this study. Cases were omitted from the analysis if they were
missing certain information even though the majority of variables were avail-
able. In addition, some measures, such as proximal literacy environment,
were satisfactory but lacking in scope sufficient to tap all relevant aspects of
related constructs. Finally, most of the data came from parent reports of their
attitudes, activities, and the frequency with which these activities occurred,
not from direct observation of home literacy practices. Although previous
work has demonstrated correlations among observational data and informa-
tion from parent interviews with respect to the home literacy environment in
general and parents’ job-related literacy in particular (Reese et al., 1999), the
present study did not include systematic use of naturalistic observational
data. With these caveats, and given the lack of longitudinal data on this
population, some conclusions are worthy of discussion.

Emergent Spanish literacy at the beginning of kindergarten is a signifi-
cant predictor of English reading ability eight years later. Students who were
read to, who had early experience with print, who developed early notions
of the relationship between letters and sounds and between printed and
spoken language in their native language not only exhibited advantages in
initial literacy performance in that language but also continued to experience
advantages in later performance in English. The more Spanish literacy a child
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exhibited at kindergarten, the faster he/she was judged ready for English
reading instruction. Thus, the best Spanish readers in our sample were the
earliest to transition to English reading instruction.

Early oral English proficiency was independently predictive of 7th grade
_English reading. The children in our study were acquiring literacy skills in an
English-dominant environment. Their second-language (English) proficien-
cies were being developed in a subtractive environment in which ultimate
proficiency in English is the desired outcome and is considered the foundation
_upon which later academic attainment rests. Under these circumstances, it is not
surprising that early exposure to and use of English proved to be a second asset
that children bring to school and that predicts later English reading success.

Students with both greater emergent Spanish literacy development and
oral English proficiency were betier able to maintain grade level perfor-
mance in Spanish reading, transition more quickly to English reading, and
attain a higher level of English reading proficiency in middle school. Our
findings thus contradict polarized arguments that have tended to dominate
the field of language minority education. Non-English-speaking student suc-
cess in learning to read in English -does not rest exclusively on primary
language input and development nor is it solely the result of rapid acquisi-

- tion of English. Both apparently contribute to students’ subsequent English
reading achievement.

It also is not surprising that two family factors significantly. predlcted
both early Spanish literacy and later English reading: parents’ socioeconomic
status and family literacy practices. Similar factors have been shown to pre-
dict early as well as later English reading in English-speaking populations
(Adams, 1990). Parents who used literacy skills for a variety of purposes
when children were young probably continued to do so as children pro-
gressed through school. The home environments created by parents with
higher levels of education and who grew up in homes with more educated
parents probably included many other activities and patterns of interaction,
in addition to the literacy activities which form the focus of the study, that
also contributed to children’s academic performance. For example, certain
patterns and contexts of linguistic socialization in the home have been as-
sociated with greater access to and familiarity with decontextualized, aca-
demic language (Bernstein, 1977; Heath, 1983, 1986; Laosa, 1984).
Ethnographic studies have also documented the degree to which, in text-rich
environments, young children themselves initiate a great deal of print-
centered activity, often unobserved or unmonitored by their parents (Taylor,
1983). However, observational data or qualitative data of the sort needed to
document nuances of linguistic development were not available for the
present study.

A key link in the antecedents story for the achievement of children in
our.sample is the long-term predictive value of grandparents’ education for
their grandchildren’s literacy performance in school. Miller (1995) cautions
that for current generations of school children, Latinos, African Americans,
and Native Americans in the U.S. are less likely than their white and Asian

N
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peers to have developed stores of mtergenerauonally accumulated educa-
tion-relevant family resources:

group educational advancement is an intergenerational process. The
knowledge and skills a group of youngsters acquires as a result of
formal schooling and home experiences are generally put to use in
"most realms of their lives during adulthood, including work ‘and in-
teractions with their own children. Viewed from this perspective,
education-relevant family resources are’ school resources that have
been accumulated across two or more generations. (p. 339)

Program and Policy Implications

Given the predictive power of children’s Spanish literacy.development at

" entry to kindergarten, one conclusion can be summed up as “the rich get
richer” (Stanovich, 1986), even when the sample is relatively homogeneous
with respect to poor, immigrant, and non-English speaking status. Students
entering school with larger stores of education-relevant family resources
(emergent Spanish literacy and conversational ability in English) were
better prepared to take advantage of formal instruction. Likewise, schools
in the U.S. as they are typically constituted are more successful in
educating students who already possess certain key skills and prior knowl-
edge. '

In terms of program implications, this study touches on some of the
issues that were widely debated in 1998 when California voted to eliminate
bilingual instruction, replacing existing programs with a single year of im-

- mersion instruction in English. A casual observer of the initiative campaign
might have concluded that the only factor affecting the achievement of
non-English-speaking students was language of instruction. Some arguments

. implied that Spanish literacy development could negatively affect successful
acquisition of English reading skills. Immigrant parents were reported in the
press as worried that speaking Spanish at home or reading Spanish language
storybooks and Bible stories to their preschoolers would inhibit their school
careers, These and other implied or explicit claims raised the stakes regard-
ing the contributions of Spanish literacy to children’s academic success in
English among Latino populations. While our study did not address differ-
ential program effectiveness, the findings speak to the general issue of the
interdependence of primary and second language reading proficiencies.

Our results suggest that early literacy experiences support subsequent
literacy development, regardless of language; and time spent on literacy
activity in the native language—whether it takes place at home or at
school—is not time lost with respect to English reading acquisition, at least
through middle school. The results also support the value of encouraging
families to provide home literacy activities (in whatever languages they con-
trol) as well as formal preschool experiences. Examples of programs that can
foster home reading activities using the family’s native language and thus
provide sources of support for primary language literacy development in-
clude family classes sponsored by public libraries and community centers,
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commercial book fairs, preschool parent training sessions, and public school
book clubs. Concerns about negative effects of early Spanish literacy devel-
opment at home on English reading attainment, at school, are not supported
by our results. However, given that all of our sample children were Spanish-
speakers at kindergarten entry, we cannot know from these data what the
outcome is for children of Spanish-speaking parents who become proficient
in English prior to entering school. We also do not know the relative benefits
for this population of promoting emergent literacy in English rather than in
Spanish, although research in bilingual education suggests that early literacy
instruction might be more advantageous when provided in the language
children know best.

. Our results also indicate potential payoffs for this population of focused
and rich literacy instruction beginning in kindergarten and continuing
through the early elementary grades. In a related school reform project in
one of the districts from which more than half the longitudinal sample was
recruited, students’ academic performance rose when teachers worked to-
gether to establish grade level standards, develop specific performance in-
dicators, and assist students to successfully attain these standards
(Goldenberg & Sullivan, 1994). This effort was identified by Fashola, Slavin,
Calder6n, and Durdn (1996) as one of the few successfully evaluated school
reform models serving many Latino students (p. 7). That study and the results
presented here both indicate the long-term effects of children’s early per-
formance levels as well as underscore the need for enhanced literacy in-
struction when the children enter school.

Rather than finding schooling to be a “level playing field” on Wthh their
children can compete equally, some of the immigrant Latino parents in our
sample will discover their children’s success is partially dependent on what
they bring to school from the family context. The parents will find that many
American schools work better for students who already possess certain lit-
eracy skills and knowledge when they begin kindergarten. Absent effective,
early intervention, variations in both home and host country experiences
within our sample of working class immigrant families work to produce
similar variations in children’s long term school achievement. As a result,
some of the children will be limited to levels of achievement and to a social
class status their parents hoped immigration would overcome. They ¢an only
hope the schools will implement the kinds of programs—already-available—
that can help children who do not come to school with the home-developed
assets already in place that are prized by schools.
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