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1

What factors influence the reading performance of Peruvian students?
How can Peruvian students improve their reading performance?
These are some questions that motivated the present research on reading literacy
in Peruvian students. More than ten percent of the population can be regarded illiterate
(Ministerio de Educación del Perú, 2004a). Additionally, Peruvians who have access
to the formal education are not achieving the expected results, as was reported by
the last evaluations carried out by the Peruvian Ministry of Education, UNESCO,
and the Programme for International Student Assessment [PISA] 2001 of OECD
(Ministerio de Educación del Perú, 2004a). Performance of Peruvian students is
below the average of a group of Latin American countries. Moreover, Peru presented
the largest proportion of students (54.1%) situated in the lowest achievement level on
reading comprehension. These national and international reports have contributed
to consider reading achievement as a matter of big concern for the Peruvian
educational system. Consequently, the Peruvian Ministry of Education is interested
in reverting this situation by exploring the predictor variables of reading literacy. An
emergency plan for the period 2004 to 2006 was designed in order to revert the
critical state of school education. The first priority of this plan was that students
achieve effective communication ability, namely, efficient reading, creative writing,
fluent speaking and expressing, using different channels of communication. In this
line, the last slogan of the Peruvian Ministry of Education heralds: “Peru, a country
where people read, a country that changes” (2004a).
To reach this goal is not an easy task, due to the ������������������������������
big cultural diversity of the
population in Peru��������������������������������������������������������������������
. E�����������������������������������������������������������������
������������������������������������������������������������������
ach Peruvian region shows particular linguistic characteristics,
resources, and difficulties. Therefore, the present research was initiated following
a socio-cultural approach�����������������������������������������������������������
. It was centralized in Lima city, where large differences
between socio-cultural groups are evident. Street (2001) has argued that literacy
can be seen as a social practice that varies from one context to another and is
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part of cultural knowledge and behavior, not simply a technical competence to be
added on to people. It is related to people’s cultural identity, their sense of self, their
knowledge and world view, their epistemology. Therefore, it can be assumed that
socio-cultural diversity has a great impact on the development of reading abilities of
students (e.g., Heath, 1982, 1983; Serpell, 2001; Street, 2001). In this thesis, two
different social economic groups, which were called middle and low, composed the
sample.
Another important basic aspect in this study was the motivation perspective.
Why do some children use to read gratefully and frequently and others do not?
M�������������������������������������������������������������������������������
otivation has been considered a major factor in explaining the reading process
and the acquisition of reading skills (Verhoeven & Snow, 2001; Wigfield & Guthrie,
1997).�������������
The concept reading engagement was also proposed. Guthrie
���������������������
and Wigfield
(2000) stated that engagement entails holding a purpose, seeking to understand,
believing in one’s own capability, and taking responsibility for reading. Most of the
investigators concur that readers are decision makers whose affects as well as their
language and cognition play a role in their reading practices. In this sense, individuals
will read a text not only because they have the ability to read it, but because they are
motivated to do so from personal preference.
In Peru, research that tries to explain the development of reading literacy is
still beginning (eg., Arakaki, 2004; Carreño, 2000; Morales, 1999; Pinzás, 1993;
Thorne, 1991). Researchers on this area agree that studies which consider a more
global developmental approach on reading, taking into account variables such as
word decoding, vocabulary, motivation, reading strategy, home literacy context and
social economic level are generally lacking. Therefore, to cover part of this gap was
a major objective of the present research.
1.1 Literacy in Peru
Peru is situated in South America with an extension of 1’285,216 km2. The country
borders with Ecuador, Colombia, Brazil, Bolivia, Chile, and the Pacific Ocean. The
territory includes three main areas: the coast (the flat territory near the Pacific
Ocean), the mountains (the huge Andes crossing the whole territory from north to
south) and the rainforest (the jungle, where the river Amazonas runs through). Its
location in the neo-tropic allows an exceptional variety of microclimates. Therefore,
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the country presents multiple natural resources including flora, fauna, and also many
rich mineral areas (Ferreyra, 1988).
About the population of the country (27´496,100), it is worth
����������������������
noting that
���������
the
original Indian population was conquered by the Spanish in 1521. Then, it was
violently dominated until the country recovered its independency in 1821. In the
meanwhile, part of the original population and Spanish people were mixed, although
a large number of small native communities remained of which the majority live
in the mountains. Besides, several immigrant communities came to Peru. Africans
were brought to Peru since 1534 to work as slaves at the sugar, cotton and maize
plantations (Del Busto, 2001). During the 19th century, many immigrants from China
arrived in Peru, to work at the coastal plantations and to construct railways throughout
the country. Furthermore, many Europeans came after the Peruvian independency
(1821), after the war against Chile (1880), and after the First and Second World
War. All of these immigrant groups have highly influenced the present Peruvian
population and its economy (Bonfiglio, 2001).
As a consequence of continuous immigration, the country has obtained a big
cultural diversity. The population is multicultural and also multilingual. That means
that there are not only groups with different cultural backgrounds, but that also many
languages -not only dialects- are spoken. The official language is Spanish and most
of the population uses it (79.8 %). Additionally, there are many small communities
(19.4%) in the mountains and in the jungle that use Quechua, Aymara and other
languages as their mother tongue. Most of these people also understand Spanish
(Chirinos, 2001). At present, the multicultural and multilingual country has to face
up to another complicated issue: the difficult economic situation that generates
unemployment, poverty and many social problems like delinquency, drugs use, give
an example, ������������������������������������������������������������
t�����������������������������������������������������������
he population of Lima (8’200,400) has been classified into ��
5 �������
social
economic levels (ranging from high to low) depending on the monthly income of
the family, characteristics of housing, possession of electrical appliances, etc. The
����
levels and the percentage of the population that represent them are: A (3.6%), B
(16.6%), C (26.6%), D (34.5%), and E (19.0%) (Corporación Apoyo, Opinión y
Mercado, 2003).
Nonliterate people in Peru are the 12.1% of the population. Two-thirds of this
group lives in rural areas, and 76% are women. Additionally, the national evaluation
has shown a low achievement of Peruvian students, corroborating other evaluations
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performed by PISA
�������������������������������������������������������������������
2001 (��������������������������������������������������������
Programme for International Student Assessment of OECD��)
and Unesco ��������������������������������������������������������������������
(Ministerio de Educación del Perú, 2004a)���������������������������
. The PISA findings showed
that Peruvian
������������������������������������������������������������������������������������
15-year-old students have serious difficulties in literacy abilities: they
do not identify the main idea in a text, they do not relate what they read with their
daily life, and cannot use the oral language to express themselves clearly.
Due to the low academic level of the students, the Peruvian government has
announced that the education is in state of emergency and a special plan in order to
revert the situation from 2004 to 2006 has been designed. The three emergent goals
that students have to achieve are the following: (a) communication ability (reading,
writing, speaking skills, expressing using different channels), (b) logic reasoning, and
(c) moral-ethic formation based on a democratic value scale. The emergency plan
is still at present (2008) going on. Within this framework, the reading plan at schools
prescribing the reading of at least one book per month has been implemented since
2006 (Ministerial resolution 0386-2006-ED) (Ministerio de Educación, 2006).
1.2 Educational context in Peru
The Peruvian Ministry of Education directs the educational system in the whole
country. In each region, the DRE (Regional Educational Direction) assume control
and responsibility. Furthermore, the UGEL (Local Educational Service Unit) is
the institution that handles directly with schools of a particular area. The formal
schooling is organized at four levels: (a) preschool, (b) primary school, organized on
six grades, (c) secondary school, organized in five grades, and (d) higher education
(Ministerio de Educación del Perú – Gobierno del Perú, 2003a).
The majority of schools are public (for around 80% of the students). The public
schools are financed by the government and are situated in the whole country. The
private schools, most of them located in urban areas, are run by private associations
with fees being charged to the parents to support these schools. Every school has to
follow the official curriculum of the Ministry of Education. The content areas are the
following: language arts, logic and mathematic, sciences and environment, personal
development and social sciences, religion, and motor arts (Ministerio de Educación
del Perú, 2003b).
The Ministry of Education supplies teachers and students of public schools
with books, workbooks, and other materials. Unfortunately, these materials have
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not been enough for the whole population or have been delivered in some places
a few months after the beginning of the school year. The private schools use to
select independently a method for teaching literacy and buy themselves the learning
materials for the instruction. Pupils are asked to buy their own books, workbooks,
copybooks and other personal materials.
Due to their higher economic resources, private schools use to complement the
official curriculum with other subjects and activities, such as computer sciences,
second languages like German or French, music, dance, or dramatics. Furthermore,
private schools offer more competent teachers, a broader variety of materials,
along with a modern infrastructure; therefore, they offer better education to pupils.
These schools may be secular, religious (most of them are Catholic and one of
them is Jewish), foreign (German, Swiss, French, American, Chinese, Japanese),
or alternative (e.g., the Waldorf school). The pupils that belong to the higher social
economic levels use to study at private schools and the majority of the population at
public schools. The school year in Peru begins in April and ends in December.
In the nineties, Peru was one of the Latin American countries with the
highest rate of repetition at the primary level. Furthermore, the rate of dropouts
was a matter of big concern for the Peruvian Ministry of Education (Thorne, 1991).
However, in the last 10 years, due to the government efforts, this situation has been
mainly reverted, and the probabilities to finish elementary and secondary school
have become higher. Additionally, educational access got up to almost 100% in the
group between 6 and 12 years old. The Primary school registration was 92.5% in
2003, a big improvement in the context of the region, comparing it with 79.1% in
1985 (Ministerio de Educación del Perú, 2005). However, the performance level
of students in language arts is still low comparing with the average of the Latin
American countries (Ministerio de Educación del Perú, 2004a).
At the end of 2006, the Ministry of Education announced an increase on last
years of investment in maintenance, infrastructure, classroom construction, and
educational materials. Furthermore, the school year in 2007 should start 15 to 30
days earlier than the year before for public schools. In this manner, the minimum
lessons-hours for the school year should be 1100 for the primary school (“Año
lectivo”, 2007). It is worth noting that school life in Peru has an important role in
the development of children along many years. School is the place where most
children acquire formal education related to literacy, among other subjects. Primary

18

Introduction

children use to spend in the school between 4.5 to 6 hours per day from Monday
to Friday during more than 8 months in the year (Ministerio de Educación, 2006).
While secondary students use to have contact with many teachers, each of them
specialized in one subject, primary students use to have a main teacher, who is in
charge of most of the subjects and works as a tutor. Students might build a deep
relationship with this person with whom they spend even more time during the week
than with their own parents.
Reading Instruction Curriculum
The Peruvian Ministry of Education has developed the basic current Educational
National Curriculum for pre-school, primary and secondary level in 1993. Alternative
programmes for the bilingual population in the mountains and Amazonian jungle
have also been developed.
Regarding literacy programmes in Peru, the Communicational perspective
has been proposed since 1999. This proposal goes beyond the notion of linguistic
competence, incorporating teaching literacy in real contexts of communication. The
learning process includes not only linguistic variables; it also includes social, cultural,
and pragmatic elements; that is, exploring a complete text and its communicational
situation, rather than an isolated sentence or short fragment. This way, the student
incorporates the intern logic of the whole linguistic system. Consequently, the
evaluation considers not only grammatical and orthographic rules. In the case of
reading, students have to place themselves in the real communicational situation
exploring who is communicating, what is the message, how is the information
organized, what is the intention of the communicator, and what is the socio-cultural
context of the situation (Unidad de Medición de la Calidad-Ministerio de Educación,
2003).
Related to reading instruction, the goals at the fourth grade - where children are
mostly 9 years old - are the following (Ministerio de Educación del Perú, 2004a):
1. Reading comprehension using different types of verbal and nonverbal
texts.
2. Development of motivation for reading (reading as a form of enjoyment
and as a mean to get knowledge).
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3. Development of the ability for detecting text language characteristics.
4. Development of the ability of summarizing information and transforming
it into a table, a schema or a semantic map.
Bilingual programmes in Peru have incorporated interesting experiences of
small research projects and individual efforts which were not officially registered
or supported in past decades. Regarding the instruction for bilinguals, nowadays,
the maintenance model is more accepted than the transitional model. The first one
starts the literacy instruction using the mother tongue and introduces gradually the
literacy in the second language. The main goal is to develop both languages (oral
and writing) at a good level. The second model also starts the instruction using the
first language, but it serves only as a support to introduce later the second language
and develop only the latter into a high level. The instructional materials commonly
used at the language lessons consist of books, workbooks, figures, cassettes
including stories and songs.
Peruvian teachers
In Peru, it is possible to become a school teacher after studying three years
at a pedagogical institute or five years at the university. The training orientation
at a pedagogical institute is more practical, whereas at the university it is both
academic and practical. Within the plan for
����������������������������������������������
improving education in Peru, the Ministry
of Education has included the control of the quality of the teacher training centres
(Ministerio de Educación del Perú, 2000).
The law concerning the teacher career states that teachers who work for the
state system have the opportunity to develop their professional public careers. To
start the career, a public contest is effectuated. In order to ascend and stay, another
evaluation is needed. This exam considers the formation, professional performance,
merits recognition, and experience. However, the real situation shows that the
system lacks of clear procedures to recognize the effort of teachers who offer good
quality education in a variety of socio-cultural contexts. For most of the teachers
innovation while teaching is a big effort that is not rewarded neither appreciated by
the educational system. Thus, they use to go back to their old methods: controlling
the discipline strictly, restricting creativity and communication of students. This

20

Introduction

situation and the low incomes of teachers generate frustration and a permanent
stressing environment that affects negatively the whole education system ������������
(Ministerio
de Educación del Perú, 2004a).
Other important goals are to revalue the pedagogical career, to raise the salaries,
and create the Peruvian School of teachers (Ministerio
�����������������������������������
de Educación del Perú,
2004a). Related to teacher training, u�����������������������������������������
p����������������������������������������
dating programmes have been carried out
every year without good results. Therefore, the creation
����������������������������������
of a permanent efficient
teacher updating system has been discussed. Furthermore, several
��������������������
projects on
teachers have already been performed by private institutions, some of them being part
of agreements with the Ministry of Education. The GTZ (Gesellschaft für Technische
Zusammenarbeit), a cooperative institution supported by the German government,
has developed important projects since 1996. Their aim was to improve the teacher
training and the scholar direction skills (GTZ, 2002).
1.3 The present study
In Peru, research aimed to explain the development of reading literacy is still in its
early stages (e.g., Arakaki, 2004; Carreño, 2000; Claux & La Rosa, 2004; Ministerio
de Educación del Perú, 2002; 2004a; 2004b; Morales, 1999; Nakano, 1996; Pinzás,
2003; Thorne, 1991). Previous studies have related reading literacy to isolated
background characteristics, such as social economic status or cognitive variables,
such as word decoding. However, a more integrated approach that includes all these
variables is generally lacking. Thus, it is not clear how these variables influence
the development of reading literacy in primary school. Furthermore, the complex
Peruvian cultural context with different social economic groups involved, makes it
difficult to generalize results across cultural groups.
A few studies in other countries have examined the contributions of motivational,
cognitive, linguistic and socio-cultural variables on reading literacy along two or more
measurement times (e.g., Baker, 1991, Barton & Hamilton, 1998; Breen et al, 1995;
Clayton, Barnett, Kemelfield, & Mulhauser, 1996; Droop, 1999; Heath, 1983; Kress,
1985; van Elsäcker, 2002). Barton and Hamilton (1998) have stressed that there are
multiple literacies (many different ways of writing and reading connected to ways
of speaking and listening), each embedded in specific socio-cultural practices and
each connected to a distinctive set of norms, values, and beliefs about language,
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literacy, and identity. Droop (1999) showed that reading comprehension of Dutch
children at the beginning of the third grade was influenced by both nonverbal
intelligence and attitudes toward reading. Strong longitudinal relations for word
decoding, vocabulary and morphosyntactic knowledge were found. Additionally,
nonverbal intelligence, vocabulary and morphosyntactic knowledge contributed to
reading comprehension. Furthermore, van Elsäcker (2002) reported that there was
considerable agreement that reading comprehension correlated with word decoding,
language comprehension, vocabulary and nonverbal intelligence. Additionally, her
study hypothesized a model where home literacy, leisure time reading, and literacy
instruction affect reading achievement directly or indirectly via strategy use and reading
motivation. The data showed strong effects of nonverbal intelligence on listening
comprehension, nonverbal intelligence on reading comprehension, word decoding
on reading comprehension, and of vocabulary on reading comprehension.
In the present thesis, an attempt will be made to examine the development of
reading literacy in fourth and fifth grade primary school children in Lima, Peru. The
research questions formulated were the following:
1. To what extent can the variation in reading literacy in fourth grade children
be predicted from their reading motivation, strategy, vocabulary, and word
decoding, on the one hand, and their intellectual maturity, gender, home
literacy climate, and social economic status, on the other hand?
2. To what extent can children’s performance on reading literacy, word
decoding, vocabulary and reading motivation at the end of the fifth grade
be explained by the same group of variables measured at the beginning
of the fifth grade and from their intellectual maturity, gender, home literacy
climate, and social economic status?
3. Can the development of reading literacy and reading motivation of
Peruvian fifth graders from two social economic statuses be improved by
means of an engaged reading intervention programme?
1.4 Outline of this thesis
The remainder of this thesis is composed of five chapters. Chapter 2 provides
the theoretical background of the present study. It presents relevant theoretical
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information on processes of reading literacy acquisition, as well as the role of
strategies, motivation, home literacy climate, and reading programmes. Chapters
3, 4 and 5 report on studies on reading literacy in Peruvian students from different
approaches. ����������������������������������������������������������������
In all of these studies, reading literacy was measured using an
adaptation of the PIRLS Reading Literacy test.
In Chapter 3, a cross-sectional study is presented in order to answer the first
research question. At
������������������������������������������������������������������
the beginning of the fourth grade, children’s reading literacy
was measured as the main dependent variable. The predictor variables explored
were word
��������������������������������������������������������������������������������
decoding, vocabulary, reading motivation, reading strategies, intellectual
maturity, gender, home literacy climate, and social economic status. By means of
structural equation analyses, an attempt was made to explore to ��������������������
what extent reading
literacy could be directly predicted by fourth grader���������������������������������
’��������������������������������
s reading motivation, strategy,
vocabulary, and word decoding, and directly and/or indirectly predicted by children’s
intellectual maturity, gender, home literacy climate, and social economic status.
In Chapter 4, a longitudinal study is described on the development of reading
related measures in children from two social economic groups in Lima, Peru, along
two measurement points, at the beginning and at the end of grade 5, respectively.
By means of structural equation modeling, it was attempted to find out to what extent
can children´s performance on reading literacy, word decoding, vocabulary, and
reading motivation at the end of the fifth grade be explained by the same variables
measured at the beginning of the fifth grade and from the background variables, i.e.,
intellectual maturity, social economic status, gender and home literacy climate.
Moreover, Chapter 5 reports on a study in which the effect of a reading intervention
programme on reading literacy and reading motivation in fifth graders of middle-class
and low-class social economic backgrounds in Lima (Peru) was examined. A control
group was used and social economic and gender differences in reading literacy
outcomes were explored. An attempt was made to find out ���������������������������
to what extent the ��������
reading
literacy������������������������������������������������������������������������������
and reading motivation of fifth graders from two social economic backgrounds
can be enhanced by means of an engaged reading intervention programme. Repeated
Measures ANOVA was conducted in Study 3 in order to calculate the effects of the
intervention on reading
����������������������������������������
literacy������������������������
and reading motivation.
Chapter 6 presents the general conclusions of the present research. Moreover,
theoretical and practical implications of the findings as well as suggestions for further
research will be discussed.
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Reading literacy acquisition and cultural
diversity
This chapter provides the theoretical background of the present study on
literacy acquisition and cultural diversity in Lima (Peru). The acquisition of
literacy can be seen as a process that entails many variables, which interact
each other. Researchers (e.g., Blachowicz & Fisher, 2000; ��������������������
Guthrie & Wigfield,
2000;����������������������������������������������������������������������
Paris, Wasik, & Turner, 1991; van Elsäcker, 2002) have explored many
of these variables, e.g., oral comprehension, word decoding, vocabulary, and
motivation, and have proved that they influence and contribute to literacy
development. In the present chapter, the impact of these variables will be
uncovered. With respect to cultural diversity, the role of background factors,
related to the child, the family the child belongs to, and the educational
programme the child is going through will be highlighted.
2.1 Acquisition of reading literacy
Defining reading literacy is not an easy task. Since the initial studies about
reading comprehension, the theory has elaborated frameworks that involve
cognitive, metacognitive and motivational aspects. Some researchers have
focused on the identification of subskills, and others on the explanation of the
reading process. Reading entails a complex process whose main goal is to
build a model of the text, which may not necessarily coincide precisely with the
meaning of the text itself, or with what was originally meant to be expressed
by the writer (Cuetos, 1996; Pinzás, 2001). During this activity, many elements
are intervening: a reader and a text, both influenced by a particular local and
historical time and space context. The reader intervenes with its personal
characteristics such as linguistic level, background knowledge, its interests
and goals (motivation). The text contributes with the specific content, particular

2

30	����������������������������
Reading Literacy Acquisition

syntaxes, linguistic characteristics and layout (Morales, 1999).
The meaning of the text emerges from the interaction between all these
elements. In this line, understanding the message does not depend only on
the text itself; rather, the text offers the reader a frame to build the meaning on.
Accordingly, two readers may not construct exactly the same message from a
given text, and it is not possible to state which interpretation of the text is the
best. Relating to the text, some researchers (e.g., Clemente & Dominguez,
1999; Vidal-Abarca & Gilabert, 1991) have defined the lower order process
(word level) that involve the word encoding and the lexical access, and the
higher order process (text level), that refers to the integration at sentence
and text level. Both processes interact with each other. Additionally, the
elaboration of the information includes the integration of the parts that readers
have already read with the information that they are just reading at a particular
moment (Pinzás, 2001), while contrasting the information of the text with the
readers’ background knowledge about the subject (Cuetos, 1996). It has also
been shown that the type of text is influencing this process (Manzo & Manzo,
1993; Pinzás, 2001).
Complementing the previous explanation, Goldman and Rakestraw (2000)
sustained that readers rely on both text-driven and knowledge-driven processes.
Text-driven processing refers to the use of the content and organization of the
text as a basis for the construction of mental representations. Knowledgedriven processing refers to the ways readers use what they know to construct
mental representations of what they read.
Stages in reading acquisition
In order to learn how to read, humans have to adapt their brain to perform
in ways it was not naturally designed to do (Shaywitz, cited in D’Arcangelo,
1999). Chall (1996) distinguished six stages of reading development, which
go from the simplest performance to the most elaborated form. According to
the author, to get to the highest stage it takes around 20 years or even more,
and many people do never reach this level.
Stage 0, prereading stage (from the birth to the age 6). During this period,
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the child acquires the oral language, phonological awareness, the concepts,
and the vocabulary that are necessary to learn to read and write later at
school. The child gets experiences with the written word, i.e., exploring books,
learning the meaning of some signs in the streets, identifying the letters of
names, etc.
Stage 1, the decoding stage (ages 6-7). Most of the children enter the
formal education system and learn the relationship between the sounds of the
oral language and the symbols of the written language, namely the relation
phoneme-grapheme. The basic processes for word recognition are also
acquired. During this stage, children use to read slowly and without fluency.
Stage 2, the confirmation and fluency stage (ages 7-8). Word recognition
and decoding are now consolidated. The reading development during this
stage highly depends on book availability. Children are getting more fluent
and faster in reading.
Stage 3, the reading for learning stage (ages 9-14). The decoding ability is
now getting automated. Students learn to read fluently. During this stage, the
goal is to read in order to learn and get knowledge, and to find information in
a text. Therefore, readers learn to integrate their background knowledge with
the information of the text.
Stage 4, the multiple viewpoints stage (ages 14-18). During this period,
students learn to read about a particular subject from different points of view.
They develop the ability to deal with levels of facts and concepts integrating
them to those acquired earlier.
Stage 5, the construction and reconstruction stage (ages 18 and above).
Readers are able to elaborate a model from a text and to use it selectively
for a particular goal, i.e., a project or report. Students are able to differentiate
which information is important from which is not.
Components of reading comprehension
Following Carver (Aarnoutse, van Leeuwe, & Verhoeven 2001), reading
comprehension depends on two components: word recognition and linguistic
comprehension (listening comprehension and vocabulary). In the early
grades, word recognition and linguistic comprehension are weakly related.
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From the middle grades on, linguistic comprehension contributes more to
reading comprehension than word recognition.
Text reading starts with the decoding of words. Word decoding refers to
the ability of transforming the symbols of the written language into the sounds
of the oral language. The recognition of words via the transposition of a series
of characters into sounds is a fairly slow process in the beginning. Due to
the frequent practice on reading, word recognition becomes automatic.
This automated process is important for the further development of reading
comprehension: it reduces the memory load and thereby enables reading
comprehension (Stanovich, Cunningham, & Freeman, 1984).
The relevance of decoding speed for the prediction of text comprehension
has been shown repeatedly (e.g., van Kraayenoord & Schneider, 1999).
Following Artelt, Schiefele, and Schneider����������������������������
(2002), decoding speed and
intelligence differentiate between the good and the poor reader. These findings
have been interpreted as indicating that good decoders have the advantage
of being able to dedicate more resources to higher-level processing.
Vocabulary can be seen as another important component of reading
comprehension. It refers to the knowledge of lexical meaning of words and the
concepts related to these meanings. The vocabulary research got importance
in the 1970s. In 1977, Becker reported that a major factor in the school failure
of disadvantaged children was inadequate vocabulary knowledge. Several
authors (e.g., Aarnoutse & van Leeuwe, 1998; Beck & McKeown, 1991; Nagy,
1989; Pavlak, 1973; Sternberg, 1987) have found a strong correlation between
reading comprehension and vocabulary.
Role of (meta)cognition
Aarnoutse and van Leeuwe (1998) stated that differences in reading
comprehension can partly be attributed to intelligence. These findings agree
with �������������������������������������������������������
Artelt, Schiefele, and Schneider (2002) who found that intelligence made
a difference between the good and the poor reader. ���������������������
Several studies have
reported that verbal intelligence tests and reading comprehension at least
partly measure the same construct (e.g., Boland, Mommers, & Hulsmans, in
van Elsäcker, 2002). The relationship between intelligence and reading skills
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appears to change along the elementary school years. Singer (van Elsäcker,
2002) showed that during the school years, the relation between intelligence
and reading comprehension increased. Stanovich, Cunningham, and Freeman
(1984) found that in the higher elementary grades the correlations between IQ
and comprehension were stronger than in the early grades.
Metacognition refers to one’s knowledge concerning one’s own cognitive
processes and products or anything related to them (Flavell, 1976, cited in
Garner, 1987). Metacognition can be differentiated into (a) metacognitive
knowledge and (b) metacognitive experience (Flavell, in Garner, 1987). (a)
The metacognitive knowledge is the knowledge about the person himself, the
task the person faces, and the available strategies to accomplish the task. The
person himself may know in what kind of activities they are more successful.
About tasks, they may know their relative difficulty. About strategies, they
know what strategies aid in particular tasks. The strategic reader may have
three types of metacognitive knowledge: declarative (knowing what strategies
exist), procedural (knowing how to apply them), and conditional (knowing
when and why to apply them) which appear to grow in a slow and gradual
fashion through years of experience (Paris, Lipson, & Wixson, 1983).
Metacognitive knowledge can be seen as a base for metacognitive
experiences. The (b) metacognitive experience is a cognitive activity that
occurs before, during, and after the reading (Flavell, 1979, cited in Garner,
1987). These cognitive activities are called strategies. The�����������������������
strategies frequently
used before reading are: predicting information that would be present in text,
reviewing the text globally, attending to titles, figures, and tables. Strategies
during reading are: jumping forward, looking for particular information in the
text, and then returning to continue reading, rereading, and comparing the
information of the text with the previous knowledge. And the strategies after
reading are: elaborating conclusions, drawing a picture about the text, and
evaluating if the goals have been reached. Research has shown that tests
and questionnaires can be used to tap the use of these strategies among
readers (e.g., Brown & Pressley, 1994; Flavell, 1979, in Garner 1987; �������
Paris,
Wasik, & Turner, 1991;
����������������������������������������������������
Schmitt, in Lerner, 1993; van Elsäcker, 2002).
Some researchers have distinguished between metacognitive and
cognitive strategies. According to Flavell (1979), cognitive strategies are
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invoked to make cognitive progress, and metacognitive strategies to monitor
it. Some cognitive strategies reported by Alexander,
�����������������������������
Graham and Harris
(1998) are: repetition, rehearsal, summarization, predicting, and patterning.
As metacognitive strategies the following were considered: monitoring, and
self regulation of one’s performance, motivational state, behavior, and social
environment
Several studies about skilled reading using the think-aloud method have
shown that good readers coordinate a number of strategies as they come to
understand a text. They also monitor their use of strategies and were evaluative
about what they read, filtering the ideas presented in the text through their prior
knowledge. Skilled reading turns out to be exceptionally active, reflecting use
of diverse strategies for making sense of text, with content domain knowledge
(Brown & Pressley, 1994). Contrarily, younger and poorer readers show little
awareness that they must attempt to make sense of text; they tend to use to
focus on reading as a word decoding process and to have difficulty in realizing
which parts of the text they do not understand (Garner, 1987). In a study by
van Elsäcker (2002) on the reading of minority and mainstream children in
The Netherlands, fourth grade minority children reported more strategy use
than their native Dutch peers. Furthermore, poor readers in both the Dutch
and minority groups reported more strategy use, namely routine strategies,
than good readers.
Role of motivation
Why do some children use to read frequently and delighted and others do not?
Motivation for reading has an important role in explaining this issue. Primarily,
reading has been studied as only a cognitive process; later on, the construct
motivation has been included in order to build a better explanation about the
reading process and the acquisition of reading skills (Pintrich, Marx, & Boyle,
1993; Wigfield & Guthrie, 1997). Baker, Scher and Mackler (1997) referred to
motivation for reading in the plural, recognizing the diversity of motivations a
reader may have. From the studies of Wigfield (1997), reading motivation is
multidimensional and it relates to both the frequency of reading and reading
performance. Next, a few concepts related to motivation will be presented.
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Engagement. In 1995, Cambourne (Guthrie & Wigfield, 2000) stated that
engagement entails holding a purpose, seeking to understand, believing
in one’s own capability, and taking responsibility for learning. Most of the
investigators concur that readers are decision makers whose affects as
well as their language and cognition play a role in their reading practices.
Consequently, persons read a text not only because they can do it, but also
because they are motivated to do so. In this line, engaged reading is strategic
and conceptual as well as motivated and intentional. From a cognitive view,
effective readers are deliberately making choices and selecting strategies
for comprehending text content. Interaction with peers to construct meaning
has also an important role. In this sense, engagement occurs when three
dimensions are activated: cognitive, social and motivational. As Guthrie and
Wigfield (2000) proposed, engaged readers coordinate their strategies and
knowledge (cognition) within a community of literacy (social) in order to fulfil
their personal goals and intentions (motivation).
Reading motivation and achievement. Several studies (e.g., Guthrie &
Schafer, in Guthrie & Wigfield, 2000) have shown that engaged readers can
overcome obstacles to achievement, and they become active of their own
reading growth. Good readers use to read more, and are likely to deal with
obstacles. Therefore, they increase their competences, which increase their
reading ability. These kinds of experiences are motivating, and the motivation
leads to more reading. Amount of reading correlates with reading achievement
(e.g., Anderson, in Guthrie & Wigfield, 2000), suggesting that increase in
motivation might be a consequence of reading achievement.
Intrinsic motivation. The intrinsic motivation refers to the interest in
performing an activity and the disposition to participate in the activity when
it is appropriate (Guthrie & Wigfield, 2000). When individuals engage in an
activity for its own sake, not for some external reason, the only reward is
the activity itself (Csikszentmihalyi, 1991). Children whose home experiences
promote the view that literacy is a source of entertainment are likely to become
intrinsically motivated to read (Baker, Serpell, & Sonnenschein, 1995). A
study by Wigfield and Guthrie (1997) has shown that students with the highest
intrinsic motivation read nearly three times as much as did the group with lowest
intrinsic motivation. Researchers have included other aspects within intrinsic
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motivation: (a) Curiosity refers to the participation of the child in activities that
fulfil a desire to understand the world; (b) Involvement refers to the reader’s
absorption in a text: An intense state of attention (Nell, in Wigfield & Guthrie,
1997); (c) Preference for challenge is the desire to understand complex ideas
in text. These motivational aspects can be seen as independent. A reader
may be high on one aspect and low on another (Guthrie & Wigfield, 2000).
Extrinsic motivation. Extrinsic motivation is the desire to receive external
recognition (Deci, Vallerand, Pelletier, & Ryan, 1991). It is not simply the
opposite of intrinsic motivation, but it is usually associated with the desire to
complete a task rather than to enjoy it (Meece & Miller, in Guthrie & Wigfield,
2000). In the study of Wigfield and Guthrie (1997), the groups high and low in
extrinsic motivation did not differ nearly as much on amount of reading.
Self-efficacy. Self-efficacy refers to the belief or certainty that one is able
to complete a task. Readers trust themselves and think that they are able to
perform successfully on a reading task (Wigfield & Guthrie, 1997). These
thoughts lead them to be perseverant while dealing with obstacles. ���������
They are
more likely to engage in effortful strategic action than students who doubt their
ability (Alexander, Graham, & Harris, cited in Garner, 1998).
Value placed on reading. As Wigfield (1997) reported, it concerns the
individual sense that reading is an activity of central importance to the individual.
Students are more likely to engage in effortful strategic action if they believe in
the value of an activity (Alexander, Graham, & Harris, cited in Garner, 1998).
The opportunities parents provide for literacy in the home reflect the value
they place on literacy. As Guthrie and Greaney (1991) asserted, parents who
enroll their child in a library clearly value literacy. Parents’ beliefs affect their
child indirectly, via their behaviours toward the child.
Age and gender.��������������������������������������������������
Researchers have found that different aspects of
children’s school motivation decline over the school years, i.e., children’s
general interest in school, their intrinsic motivation, their continuing impulse
to learn, and their ability, beliefs and expectancies for success for different
school subjects (Wigfield, 1997). In this line, �����������������������������
McKenna, Kear, and Ellsworth
(1995) found average recreational and academic reading attitudes steadily
become more negative throughout the elementary school years, beginning
relatively positively in grade 1 and ending with relative indifference in grade 6.
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In the study of Wigfield and Guthrie, fourth graders scored higher in motivation
for reading than fifth graders �����������������
(Wigfield, 1997)�.
Related to gender, there is some evidence that girls show more positive
motivation for reading than boys. In their study,�����������������������������
Wigfield and Guthrie (1997)
found fourth- and fifth-grade girls to be more positive about reading than
boys.
2.2 Home factors and social economic background
Literacy at home
Several researchers (e.g., Baker, Scher, & Mackler, 1997; Snow, Barnes,
Chandler, Goodman, & Hemphill, 1991) have defined children’s home literacy
environment as the availability of literacy materials in the home, the amount of
reading done with the child, listening to stories told, the reading guidance and
encouragement supplied by the parent, the parents’ behaviour as a model
of reading, and their expressed interest in reading. In short, it entails the
combination of parents’ own literacy practices, skills, and preferences with
their provision of literacy to their children.
Hansen (Baker, Scher, & Mackler, 1997) investigated relations between
fourth graders’ reading attitudes, home experiences, and independent reading.
They found that home literacy context was related to independent reading.
Furthermore, children who have frequent and varied experiences with print are
most likely to develop an orientation toward print during the preschool years.
They become aware of print in their environment, they come to understand
the various functions of print, and they develop a motivation to learn to
read on their own. Furthermore, preschool children whose early encounters
with literacy are enjoyable are more likely to develop a predisposition to
read frequently and broadly in subsequent years. Parents who believe that
reading is a source of entertainment have children with more positive views
about reading than do parents who emphasize the skills aspect of reading
development (Baker, Scher, & Mackler, 1997).
After a longitudinal investigation with young children, Storch and Whitehurst
(2001) proposed a model that helps to clarify the processes by which family

38	����������������������������
Reading Literacy Acquisition

environment and emergent literacy are related. Literacy environment,
together with parental expectations for their children’s school success and
parental characteristics (e.g., IQ, education, reading behaviours) accounts for
40 percent of the variance in preschool children’s language skills. The most
important facilitator of literacy development turns out to be the extent to which
parents are sensitive to their children’s literacy attempts, and their endeavours
to extend the conversation while taking such attempts as a starting point
(Snow, Barnes, Chandler, Goodman, & Hemphill, 1991).
It is important to note, as Snow (Baker, Scher, & Mackler, 1997) argued,
that good literature (interesting storybooks) is a powerful factor in getting
both parents and children interested and committed to reading. Furthermore,
storybook reading is not so much an event in itself as it is a microenvironment
in which relevant experiences occur. Therefore, it is not only the act of reading
that is important; the kinds of conversations the adult and child have with one
another during the reading session, the affective quality of those interactions,
and the print-related discussions are also important. As Sulzby and Teale in
1991 argued, the warm interaction with the parents is more important than
improving specific pre-literacy skills. Formal instruction from parents may be
counterproductive if it makes learning to read seem like work rather than play
(Baker�����������������������������������������������������
, Allen, Shockley, Pellegrini, Galda, & Stahl��������
, 1996).
Literacy home climate and social economic status
Results from the Early Childhood Project (Baker, Scher, & Mackler, 1997)
showed that children in middle-income homes are more likely to use literacy as
a source of entertainment than were children in low-income homes. Perhaps
middle-income children already had sufficient positive experiences with books
through shared storybook reading by the time they were four years old. It is
suggested that a greater availability of materials contributed to this incomegroup difference. Additionally, research has shown that children from lowincome backgrounds begin formal schooling behind their peers with regard
to language ability (Whitehurst, in Storch & Whitehurst, 2001), phonological
sensitivity (Bowey, 1995), and knowledge of print concepts (Smith & Dixon,
1995). These children are also at risk for later reading difficulties (Dubow &
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Ippolito, 1994).
Previous results are consistent with those of Leseman and de Jong (2001),
who found in their study with children who where tested at the end of the first
grade, that home literacy and informal education at home in general were
rather strongly related to the family’s socio-cultural context. Accordingly with
the previous literature, PISA evaluation (Ministerio de Educación del Perú,
2002) has identified different variables that are associated to achievement.
However, it is important to know that these factors do not present the same level
of contribution and neither the same pattern of development in all countries.
The factors are the following: parents’ occupation, cultural possessions of the
family (classic literature, poem books, art works, etc), communication level
between the family members, educational level of parents, and language
spoken at home. In this sense, as Morrow (Baker, Scher, & Mackler, 1997)
argued, parents of high-interest children were more like to have a college or
graduate degree and to have more books.
Parental school attitudes
Learning to read is one of the important goals of the school programme.
It requires a trained teacher who follows a special method. The method goes
�����
beyond the notion of linguistic competence, incorporating teaching literacy
in real contexts of communication. Therefore the activities are situated in
the real context of children, using real senders, receivers, messages and
purposes for communication ������������������������������������������������
(Unidad de Medición de la Calidad-Ministerio de
Educación del Perú, 2003)��.
Following this perspective, the whole environment of children has to be
consistent with their educational goals at school. As Allington and Cunningham
(1996) have argued, families are important in the education of children.
Collaboration between the school and the family requires school teachers
and parents to work together coherently to reach prespecified educational
goals. However, families may think that sending their children to school is
their only responsibility and especially working-class families view schooling
as the school’s job, not theirs. Furthermore, in many families, both father
and mother are working in full-time jobs. Therefore, they do not have time to
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collaborate on children’s schooling or to participate in school-related events.
Lower-class parents are afraid that teachers ask them to do something that
they would not be able to do; therefore, they use to avoid teacher meetings.
Middle-class parents are more likely to understand the school work and use
to communicate more with teachers. Schools have to reach out to families
and then increase the quality and amount of family involvement. In this line,
one of the goals stressed by the Peruvian Ministry of Education (2004) was
to improve the participation of families and the community in the education of
their children��.
2.3 Socio-cultural factors
From a world-wide perspective, one of the difficulties while designing
teaching programmes is the big diversity among students of different places.
From previous studies (e.g., Heath, 1982, 1983; Serpell, 2001; Street, 2001),
it is known that socio-cultural diversity has a great impact on the development
of reading abilities of students. �����������������������������������������������
Street (2001) argued that literacy is a social
practice that varies from one context to another and is part of cultural knowledge
and behavior, not simply a technical competence to be added on to people.
It is related to people’s cultural identity, their sense of self, their knowledge
and world view, their epistemology. ������������������������������������������
In Peru, usually children of the same age
do not reach the same language level, as was found by a few researchers
(e.g., �������������������������������������������������������������������
Cueto, Jacoby, & Pollitt, 1997a; R���������������������������������
amírez, 1997). Ramírez found big
differences between children of rural and urban areas at the beginning of
the first grade. Furthermore, regarding the urban area, differences between
low-class and higher-class social economic groups are found (e.g., Carreño,
2000; Morales, 1999). These outcomes might support the notion of language
as a social system.
In order to understand these differences, it is important to know that in
urban areas, especially in homes from middle-class and high-class social
economic status, pre-school children experience language in a similar way
than they will do later at school. They listen to stories, school vocabulary,
have contact with books, letters, numbers, symbols, and use toys similar
than materials at school. They understand gradually the functions and social
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meaning of literacy before learning to read and write. Contrarily, in rural areas
in Peru children do not have interactions with written material because there
is not printing material at home and there are not advertising posters, traffic
signs or street marking either. These children use to play outside on the
fields, rather than with special toys, and they help parents at working the
land and breeding animals. They do not have books and use frequently oral
tradition. The activities they do are very different than those done at an urban
school. School and especially, literacy means a totally new experience for
them (Zavala, 2001a). Furthermore, students of the private schools in the
bigger cities stay at school in average more hours per day and more days per
year than students of public schools. Approximately between 30% and 50%
more time. These results are important due to the correlation of time spent at
school and school achievement found by Cueto, Jacoby and Pollitt (1997b),
while identifying indicators for school achievement in Peruvian rural areas.
However, it is noteworthy that for a few researchers (Walberg & Wang, 1989)
quantity of instruction is a necessary ingredient, however, insufficient by itself
to produce learning.
In Peru, the school curriculum is geared to the needs of the average student
with no specific directions for low-level or high-level students. Teachers need
to adapt the curriculum to their own context without knowing how to do this.
Furthermore, in the Peruvian Andean and Amazon regions there are children
with different level in their mother tongue and in the second language (Spanish).
Teachers do not know how to attune to children with different needs in the
same classroom. Since the nineties, the Peruvian Ministry of Education has
developed proposals to deal with bilingualism. Special materials have been
developed and teachers have been trained. However, proposals have not yet
been implemented in the whole country and it might be necessary to develop
more appropriate materials. The current bilingual programmes are still under
evaluation, because they are not satisfying the complex necessities (Zavala,
2001b). Since 2003, the Ministry of Education has placed more emphasis on
the diversity approach and bilingual programmes (Ministerio de Educación
del Perú, 2003).
With respect to the world-wide diversity in literacy acquisition, gender
appears to be an important socio-cultural variable. This is also the case in
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Peru. The high rates of female illiteracy emanate from lack of educational
opportunities in some areas of the country and from cultural and family factors
as well (Anderson, 1993; Ministerio de Educación del Perú, 2004). Related
to the school system, especially in rural areas, one important factor is the
attitude of teachers towards girls in the classroom. Regarding familiar aspects,
the most important points are lack of financial resources, need of the girl’s
assistance at home, resistance of the parents against mixed schools, illness,
early marriage, and the educational levels of the parents (van der Westen,
1994).
2.4 Educational programmes in reading comprehension
There are a few intervention programmes in reading comprehension, which
have showed relative good results in specific groups. Further investigation is
needed to confirm results in more representative samples. These interesting
proposals are (a) Reciprocal
��������������������������������������������������������
Teaching (RT) (Palincsar & Brown, 1984), (b)
Transactional Strategies Instruction (TSI) (Pressley, El-Dinary, Gaskins,
Schuder, Bergman, Almasi, & Brown, 1992), and (c) Concept-Oriented
Reading Instruction (CORI) (Guthrie, van Meter, McCann, Wigfield, Bennett,
Poundstone, Rice, Faibisch, Hunt, & Mitchell, 1996). All of these will be shortly
discussed.
Reciprocal Teaching (RT)
A multiple-strategies instructional package was developed by Palincsar
and Brown in 1984 (Brown, Pressley, van Meter, & Schuder, 1996). Students
should apply four strategies as they read: generate predictions, ask questions,
seek clarification, and summarize content. Students use these strategies
while reading in groups, with the teacher releasing control of the process as
much as possible to the group. These principles, which are consistent with
Vygotsky’s theory of socially mediated learning, argued that group work would
enhance internalization of these processes by group members. RT has shown
improvements in the use of the focal strategies and modest improvement on a
standardized reading test.
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Transactional Strategies Instruction (TSI)
Pressley, Goodchild, Fleet, Zajchowski, and Evans (1989) (as cited in
Brown, Pressley, van Meter, & Schuder, 1996) investigated several programmes
which enhance reading comprehension and stated that successful strategy
instruction in the classrooms involved more than the controlled procedures of
experiments. Furthermore, Brown, Pressley, van Meter, and Schuder (1996),
argued that effective elementary-level comprehension was “transactional” in
three senses (defined by Pressley, El-Dinary, Gaskins, Schuder, Bergman,
Almasi, and Brown in 1992): (a) students are encourage to construct meaning
by using strategies that enable the linking of text context to prior knowledge;
(b) much of the instruction occurs in reading groups. Group members construct
meaning together. This meaning differs from the personalized interpretations
individuals would have generated on their own; (c) the performances of all
members are determined in part by those of others of the group. Group
members co-determine each other’s thinking about text.
The main goal of TSI is the joint construction of reasonable interpretations
by group members and in the long-term to internalize the use of strategies
when encountering demanding text. Students are guided to construct meaning
by emulating expert readers. Teacher and students model use of strategies for
one another, thinking aloud as they read. Strategies are used as a vehicle to
motivate dialogue about the text content. When and where to apply strategies
has been abundantly discussed.
The study of Brown, Pressley, van Meter, and Schuder (1996) in which lowachieving second graders participated for one year, TSI showed good results.
Students constructed a richer meaning of the stories than their comparison
mates. Furthermore, TSI students exhibited greater awareness of strategies
and more frequent use. They also performed superior on the standardized
test of reading comprehension. It is noteworthy, as researches supported, that
forming self-regulated students is a goal that might be the product of years of
literacy experiences, and TSI might be a good start.
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Concept-Oriented Reading Instruction (CORI)
The Concept-Oriented Reading Instruction (CORI) was developed by
Guthrie, van Meter, McCann, Wigfield, Bennett, Poundstone, Rice, Faibisch,
Hunt, and Mitchell (1996). The basic principles are the following (Guthrie &
Alao, 1997):
Conceptual theme. Instruction is organized around an interdisciplinary
theme, a concept, in which content areas such as language arts and science
are taught simultaneously. In this line, for the purpose of understanding the
concept a substantial number of the activities are directed and cognitive
strategies are taught. The conceptual theme gives the student a good
purpose for reading and supports a mastery goal orientation. Moreover, these
conceptual goals increase enjoyment, and willingness to process text deeply.
Furthermore, development of conceptual goals increases self-efficacy.
Social collaboration. Social interactions are enhanced to improve
conceptual learning. Activities of several social structures are designed:
whole-class, small teams, partnerships, and also individual. Students learn to
coordinate their efforts, share information, help others, build on each other’s
thinking, and communicate to others what they have learned. Collaborative
settings are motivating if they are open, safe, and competency affirming.
Real world interactions. Student’s interactions with concrete objects or
events are a good media to reveal the concept. First, children are immediately
exciting, which increases their interest. Furthermore, it contributes easily to
a deeper conceptual understanding and enhances the formulation of better
quality research questions.
Transfer of knowledge. Instruction includes teaching transfer by providing
multiple examples. As Anderson, Reder, and Simon (cited in Guthrie & Alao,
1997) argued, learning is bound to the context in which it occurs; therefore,
explicit instruction for transfer is needed. The real-world experiences are
connected to informational resources accessible to students. Additionally,
they read, write, and debate about the events. This way knowledge and the
strategies become transferable to new topics and disciplines.
Self-direction. Teachers encourage autonomy of students, who assume
responsibility for learning. Instruction enables students to participate in
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decisions and personally identify with the learning goals of the classroom.
Students must perceive that they have options if their intrinsic motivation for
reading is to increase. Options given to students should be significant, rather
than trivial or neither hypothetical. Students learn to select the topic, the texts,
and media for learning.
Self-expression. Students are encouraged to articulate their understanding
of the conceptual theme. This way, they experience themselves as creators of
knowledge, and value strategies for knowing (Belenky, Clinchy, Goldberger, &
Tarule, 1986, as cited in Guthrie & Alao, 1997).
Interesting texts. A variety of interesting informational resources is
provided by teachers. Interesting materials matches the topical interest and
the cognitive competency of the reader.
Cognitive strategies. Instruction includes support for strategy learning,
using modeling, explaining, coaching, peer discussions, guided practice, and
student reflection. First, teachers appraise students’ current level. Then, they
provide strategies to the degree needed by students to answer their questions.
Strategy mastery enables students to feel competent in their application
of strategies to new text and new situations. Strategies more frequently
investigated are planning, predicting, inferring, using background knowledge,
organizing, synthesizing (e.g., Collins-Blok, 1992, as cited in Guthrie & Alao,
1997), use of analogies, conceptual elaboration, cause-effect thinking in text,
self-explanations in reading, and goal setting.
Coherence. Integration is forged across the conceptual theme. Instruction
links activities, strategies for learning, materials, social collaborations,
expectations, and displays of understanding around conceptual themes.
The goal is to make learning interesting and meaningful at the same time.
As Beane (1995, as cited in Guthrie & Alao, 1997) argued, when curriculum
offers unity and pertinence, students are more likely to integrate their learning
into schemes of meaning, which in turn deepens their knowledge.
Results of CORI programmes. Quasi-experimental research where CORI
programmes in 10 classrooms of Grade 3 and Grade 4 using control group
were performed, reported that students in CORI classrooms scored higher in
reading motivation than students in comparison classrooms. Students who
increased in intrinsic motivation were more likely than were other students
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to increase in their amount and breadth of reading. Furthermore, they also
increased in volitional strategies, namely, finding books, reducing distractions
as they read, and finding friends with whom to share books. Students
generalize their motivational goals to their school and home life. Finally,
experimental students exceeded comparison students on a statewide test of
reading, writing, language use, science, and social studies.
2.5 Conclusions
The present overview makes clear that reading literacy can be seen as a
multi-faceted process and that multiple factors guide the process of reading
literacy acquisition. It can be concluded that, given a socio-political context,
literacy processes are directly influenced by cultural background variables,
on the one hand, and educational variables, on the other hand. In order to
shed light on the process of reading literacy acquisition in Lima (Peru), a
multi-factor approach will be followed, taking into account relevant factors
at the level of the child, the child’s family and the educational context. This
approach will be used to explain the variation in reading literacy attainment
(Chapter 3) and its development (Chapter 4), as well as the responsivity to a
reading literacy intervention programme (Chapter 5) among school children
in Lima (Peru).
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Socio-cultural Predictors of Reading Literacy in
Fourth Graders in Lima, Peru
Abstract

This study investigates socio-cultural and cognitive literacy predictors for reading
literacy tested in 314 fourth graders from two different levels of social economic
status in Lima, Peru. The following variables were tested as predictors: word
decoding, vocabulary, motivation to read, reading strategies, intellectual maturity,
gender, home literacy climate, and social economic status. Reading literacy was
measured using an adapted version of the PIRLS Reading Literacy test. By using
Structural Equation Modelling, a total of 34 percent of the variance in reading literacy
could be explained. In addition to word decoding and vocabulary, motivation and
social economic status were discovered to be directly predictive of reading literacy.
Furthermore, social economic status and home literacy climate were discovered
to be important factors in determining the variation in other predictor variables.
Intellectual maturity and gender did not appear to be significant factors contributing
to reading literacy level.
Key words: Reading, decoding, vocabulary, strategies, motivation, home literacy
climate, intelligence, gender, social economic status, Peruvian fourth graders.
3.1 Introduction
This study was motivated by the low reading literacy level currently being
achieved by Peruvian students in general and the startling lack of knowledge related
to this subject. Students are not reaching the expected reading level, especially in
public schools, as was reported by the most recent evaluations carried out by the
	�������������������������������������������������������������������������������������������
Reference: Morales, S., Verhoeven, L, van Leeuwe, J. (2008). �����������������������������
Socio-cultural predictors of
reading literacy in fourth graders in Lima, Peru. Written Language & Literacy, 11(1), 15-34
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Peruvian Ministry of Education, UNESCO, and PISA (Programme for International
Student Assessment of OECD) 2001 (Ministerio de Educación del Perú, 2002;
2004a). Peruvian students’ academic performance is lower than what is achieved
on average by students in most Latin American countries. This may be partially due
to the immense social economic diversity within the Peruvian population. Previous
studies (e.g., Heath, 1982, 1983; Serpell, 2001; Street, 2001) have shown that sociocultural diversity may have a great impact on the development of reading literacy in
students. In order to explain the variation of reading literacy in Peru, the process of
reading literacy and its precursors must be reviewed.
Reading literacy can be defined as the ability to understand and use those
written language forms required by society and/or valued by the individual (Elley,
1992). According to this definition, the reader will be affected by his or her personal
characteristics while reading, such as: linguistic level, background knowledge, the
reader’s interests and goals (Morales, 1997). The goal is to build a model of the text,
which may not necessarily coincide precisely with the meaning of the text itself, or
what was originally meant to be expressed by the writer (Cuetos, 1996; Pinzás, 2001,
2003). Previous research (e.g., Sternberg, 1987) has shown that reading literacy is
highly dependent on word decoding and vocabulary. Word decoding refers to the
capacity to transform the symbols of the written language into the sounds of the
oral language. Though word decoding is a slow process when one first learns to
read, the reader will steadily improve through practice until the process becomes
automatic. This automated process reduces the memory load and thereby enables
reading comprehension (Perfetti, 1992; Stanovich, Cunningham, & Freeman, 1984).
Vocabulary refers to the store of knowledge regarding the lexical meaning of words
and the concepts related to their meaning. A high correlation between reading
comprehension and vocabulary has been demonstrated (Beck & McKeown, 1991;
Sternberg, 1987).
Furthermore, the variation in reading literacy appears to be dependent on
motivational variables as well. Reading motivation has been studied from the
engagement perspective. In 1995, Cambourne (Guthrie & Wigfield, 2000) stated
that engagement entails the following: having a purpose, seeking to understand,
believing in one’s own capabilities and taking responsibility for learning. Individuals
will read a text not only because they have the ability to read it, but because they are
motivated to do so from personal preference. Therefore, engaged reading is strategic
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and conceptual as well as motivated and intentional. Several studies (e.g., Guthrie
& Schafer, as cited in Guthrie & Wigfield, 2000) have shown that engaged readers
become active in their own progress in reading and as a result, overcome obstacles
to achieve further success. They coordinate their strategies and knowledge in order
to fulfil their personal goals (Guthrie & Wigfield, 2000). In this sense, motivation is
related to reading strategies. The strategic reader may have three types of metacognitive knowledge: the declarative knowledge (knowing what strategies exist), the
procedural knowledge (knowing how to apply them), and the conditional knowledge
(knowing when and why to apply them) (Paris, Lipson, & Wixson, 1983).
Artelt, Schiefele and Schneider (2002) also found that intelligence level is
another factor that further widens the gap between the proficient reader and the
poor reader. The relationship between intelligence and reading literacy appears to
change as children advance in age and academic years. Stanovich, Cunningham,
and Freeman (1984) found that in higher elementary grades the correlation between
IQ and reading comprehension was stronger (.45 to .65) than in earlier grades (.30
to .50).
There is no conclusive evidence of gender as a factor contributing to reading
performance. On the one hand, several studies have reported that boys scored
higher than girls in reading and intellectual tests (e.g., Carreño, 2000; Cueto, Jacoby,
& Pollitt, 1997; Majluf, 1993; Morales, 1999). Those results appear to be a result of
parents’ expectations. Especially in rural areas, parents have higher expectations
for their sons than for their daughters, both in terms of academic performance
and professional success later in life (Cueto, Jacoby, & Pollitt, 1997). On the other
hand, other studies have not evidenced the contribution of gender to the reading
performance of students (Ministerio de Educación del Perú, 2001). Findings related
to gender-specific academic performance in other contexts are variable (e.g.,
Carreño, 2000).
Home environment factors appear to influence children’s reading literacy. The
home literacy context can be defined as the availability of literacy materials at
home, the amount of reading with the child and the amount of stories read to them,
the reading guidance and encouragement supplied by the parents, the parents’
behaviour as a model for reading, and their expressed interest in reading (Snow,
Barnes, Chandler, Goodman, & Hemphill, 1991). Children whose home experiences
promote the view that literacy is a source of entertainment are likely to become
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intrinsically motivated to read (Baker, Serpell, & Sonnenschein, in Baker, Scher,
& Mackler, 1997). It is noteworthy, as Baker, et al. argued, that in addition to the
availability of good-quality literature, the environment in which reading experiences
occur also contributes to both parents and children’s commitment to reading.
The home context is related to the social economic status (SES). McCormick
and Mason (Storch & Whitehurst, 2001) reported large social class differences in
the availability of printed materials in the home; 47 percent of parents receiving
public aid reported having no alphabet books in their home while only 3 percent
of professional parents reported having no such materials. Storch and Whitehurst
(2001) estimated that a typical middle-class child enters first grade with 1000 to
1700 hours of one-on–one picture book reading, compared with 25 hours for a child
from a low-income family. Therefore, many children from low-income backgrounds
begin formal schooling at a disadvantage in comparison to their peers with regard to
language ability (Storch & Whitehurst, 2001), phonological sensitivity (Bowey, 1995),
and knowledge of print concepts (Smith & Dixon, 1995). These children are at risk
for reading difficulties (Dubow & Ippolito, 1994). Additionally, the Peruvian school
national evaluation in 2001 found a strong connection between school achievement
and social economic status (Ministerio de Educación del Perú, 2004b).
The purpose of the present study was to examine which individual child factors
and family factors predicted the reading literacy level of fourth graders with different
social economic statuses in Lima, Peru. In Peru, research aimed to explain the
development of reading literacy is still in its early stages (e.g., Arakaki, 2004; Carreño,
2000; Claux & La Rosa, 2004; Ministerio de Educación del Perú, 2002; 2004a; 2004c;
Nakano, 1996; Pinzás, 2003; Thorne, 1991). Studies have related reading literacy
to isolated background characteristics, such as social economic status or cognitive
variables, such as word decoding. However, a more integrated approach that includes
variables in regard to the child and the family the child belongs to is generally lacking.
In this cross-sectional study, a multiple-factor approach was used to find the best
predictor variables, congruently with previous studies (e.g., Droop, 1999; Hoover &
Gough, 1990). This study examined the commonly held belief that reading literacy
was supposed to be directly related to children’s word decoding, vocabulary, reading
motivation, and reading strategies. The study investigates to what extent reading
literacy could be directly or indirectly predicted by fourth graders’ intellectual maturity,
gender, home literacy climate, and social economic status (SES).
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3.2 Method
Participants
Participants consisted of 314 fourth graders with an average age of 9.4 years. The
children originated from 10 primary schools that belong to two social economically
diverse zones of Lima city. Specific information about students was collected using a
socio-demographic questionnaire. The participants were subdivided into a group of
101 pupils (52 boys, 49 girls) with middle-class social economic status and a group
of 213 pupils (119 boys, 94 girls) with a lower social economic status.
The following data were collected about the living conditions of families
with middle-class social economic status: 76% of families have opened a bank
account, 20.5% receive medical attention in a clinic, and 44% receive medical help
in a hospital (medical care at clinics is better than medical care at hospitals); 72% of
fathers obtained a university degree and 52% work as employee of a company. 50%
of mothers attended university, 28% of them worked as an employee of a company,
and 26% are housewives. At home, 89% of the middle-class families own a working
telephone, 89% own a washing machine, and 65% owned a personal computer.
The following data was collected about families with a lower social economic
status: 41% have opened a bank account, 6.5% used to get medical attention in a
clinic and 56% in a hospital; 17% of fathers finished university and 19.62% work as
employee of a company. Regarding mothers, 10% attended university, 11.5% work
as an employee of a company or health centre, and 39% are housewives. At home,
64% of families with a lower social economic status own a working telephone, 40%
own a washing machine, and 22% own a personal computer.
Instruments
Word decoding. An adapted version of the One-Minute-Decoding test, developed
by Thorne (1991), was used to measure the decoding ability of participants.
Participants were measured based on the accuracy and speed with which they read
a list of words in one minute’s time. Thorne’s original test was used to evaluate
Peruvian children who have finished the first grade as well. A pilot measurement
was performed with 60 children from Peruvian public and private schools and
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the reliability of such a test was measured and estimated by using the test-retest
procedure. The reliability coefficient was .96.
Vocabulary. The Peabody Picture of Vocabulary test was designed by L. M. Dunn
and L. Dunn in 1959, and the Hispanic American adaptation version used in this
study (Test de Vocabulario en Imágenes Peabody) was developed by L. M. Dunn,
Padilla, Lugo, and L. Dunn in 1986. The instrument measures receptive vocabulary
and can be applied to children from 2.5 to 18 years old. The material consisted of
a booklet containing 125 pages. Each page evaluated one word, making use of
four of different figures, one of which figure represented the target word. During
the individual examination, the child was meant to indicate which of the 4 figures
correctly represented a word that is presented orally.
Reading literacy. The PIRLS Reading Literacy test was used to evaluate
reading literacy through testing the following abilities: focusing on and retrieval of
explicitly stated information, drawing straightforward conclusions, interpretation, and
integration of ideas, as well as examination and evaluation of content, language,
and textual elements (International Association for the Evaluation of Educational
Achievement, 2000). The comprehension questions that accompanied the text
were presented in two different ways: multiple choice questions and constructedresponse questions. If the child answered a multiple choice question correctly, he or
she gained one point. The individual multiple choice question provided students with
four response options, of which only one was the correct response. The constructedresponse questions were worth one, two, or three points, depending on the depth of
understanding required. All the passages and items showed “very good psychometric
characteristics with a wide range of difficulty levels and good discrimination indices”
(Martin, Mullis, & Kennedy, 2003, p.10). For the present study, the original version
of one Pirls Reading Literacy subtest called The Hare Heralds the Earthquake was
translated from English into Spanish and adapted to the students of Lima through a
pilot evaluation. The test consisted of a story about the hare, followed by 11 questions
concerning that story. The pilot participants consisted of 137 fourth graders, and the
reliability coefficient (α) obtained was .76.
Reading Strategies. In order to assess children’s use of reading strategies, an
adaptation of Reading Strategies Questionnaire (RSQ) was used (van Elsäcker,
2002). The questionnaire contained 28 questions which explored how often (i.e.
always, sometimes, or almost never) fourth grade children used reading strategies
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before, during and after reading a text. During the evaluation, the examiner read
each question aloud to the students, pausing after each question to give the children
time to select their answer.
A pilot evaluation was performed with 140 fourth graders before the actual
measurement took place in order to test the validity of the questions. A reliability
coefficient (α) of .87 was obtained. A factor analysis was also performed. Two clear
dimensions were identified: monitoring strategies and routine strategies. The reliability
coefficients for the two factors were .79 and .67, respectively. Monitoring strategies
is a factor that refers to the strategies involving thinking or self-reflection and a
permanent monitoring of comprehension. Routine strategies involve mechanical
actions that are usually encouraged by teachers.
Reading motivation. In order to evaluate children’s motivation to read, a
questionnaire containing 52 questions was elaborated, based on two previously
constructed questionnaires: Measure of children’s motivation for reading by Wigfield,
Guthrie, and Mc Gough (1996), and Motivation to read profile by Gambrell, Martin
Palmer, Codlin, and Anders Mazzoni (1995). During the evaluation, the examiner
read each question aloud to the students and paused for a few seconds to give
the children time to select an answer from four alternatives. Before using this
questionnaire with the participants in the study, a pilot measurement was performed.
The pilot participants consisted of 137 fourth graders. Cronbach’s α was .90. Factor
analysis showed four underlying factors contributing to the children’s scores: selfefficacy, social interaction, value placed on reading, and reading as enjoyment. The
reliability coefficients for the four factors were .85, .85, .81, and .72, respectively.
Self-efficacy refers to the children’s perception of their reading performance. Social
interaction refers to the extent to which they experience reading to be a social
activity. Value placed on reading refers to their valorisation of reading in regard to
each child’s personal and academic development. Reading as enjoyment refers to
the extent to which the children consider reading to be a pleasant activity.
Home literacy climate. The home literacy questionnaire was adapted from the
interview used by van Elsäcker (2002). The questions refer to the amount of time
children and parents spend reading, the availability of literary materials and the
frequency of literacy-based activities in the home. It was translated from Dutch into
Spanish and field-tested with a group of children comparable to the children who
were participants in this study. Following that, the final version was revised. The
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questionnaire sought information regarding home literacy context and consisted of
17 questions with a minimum of 3 and a maximum of 6 response options (Appendix
C). The total test reliability was .72.
Intellectual maturity. In order to form an idea of the children’s intellectual maturity,
the Goodenough Draw a Person Test (version for Latin America) was used (1969).
During the evaluation, the child was asked to draw a person. The scoring pattern
included 73 criteria for the way a male figure should be drawn and 71 criteria for the
way a female figure should be drawn.
Social economic status. ����������������������������������������������������������
To collect data regarding the children’s different social
economic statuses, a social demographic questionnaire (Appendix A) was developed
based on criteria used by the corporation that conducts research on social economic
groups in Peru (Corporación Apoyo, Opinión y Mercado 2001, 2003). The criteria
seek information about the particular social economic status of the child. The
questions referred to the level of education and occupations of family members as
well as housing characteristics. The questionnaire contained 18 questions, which
participants answered either with their parents’ help or their teachers’ help. In order to
assess each individual child’s social economic status, their answers were compared
with the set of criteria describing different social economic groups.�
Procedure
A cross-sectional study was designed. At the beginning of the school year, the
data collection took place with 314 children in fourth grade. The study examined
reading literacy, word decoding, vocabulary, reading motivation, reading strategies,
intellectual maturity, and home literacy climate. The data was collected by welltrained experimenters. On average, the time frame for the entire evaluation of each
student was approximately 3 hours over the course of 3 or 4 sessions.
In regard to data analysis, descriptive statistics (means and standard deviations)
and Pearson correlations between all variables were computed. In addition to this,
Structural Equation Modelling (SEM) was used to describe the interrelations between
variables in order to gain an answer to the research question. Analysis was carried out
using Amos 4.0 (Arbuckle & Wothke, 1999). A step-by-step procedure was followed
to analyze the variation in reading literacy. Firstly, reading literacy was predicted
based on three separated clusters of predictor variables: (a) word decoding and

63

vocabulary, (b) motivation for reading and reading strategies, and (c) background
variables related to the child (intellectual maturity and gender) as well as the family
the child belongs to (home literacy climate and social economic status). Secondly, an
attempt was made to explain reading literacy by using a regression model in which
home literacy climate and social economic status were the independent variables
and motivation for reading, reading strategies, vocabulary, and word decoding were
the intermediate variables.
In order to evaluate the fit of the structural equation model, several fit measures
were used. The chi-square test which measured the following: the discrepancy
between the covariance matrix implied by the model and the sample covariance
matrix; the Goodness of Fit Index (GFI); the Adjusted Goodness of Fit Index (AGFI);
the Normed Fit Index (NFI) and the Root Mean Square Error of Approximation
(RMSEA). In general, the fit of a model is considered satisfactory when the chisquare test showed non-significant results. Furthermore, the GFI, AGFI and NFI
should be over .90. Additionally, the RMSEA should not exceed .08 (Jaccard & Wan,
1996).
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3.3 Results
Descriptive Information. For initial exploration of the data, the descriptive
information was calculated. Regarding the variables evaluated, results showed a
large variation of the students’ scores for all literacy-related measures as well as the
variables of intellectual maturity and home literacy climate. Results are presented
in Table 1.
Table 1
Means and Standard Deviations of the Scores on the Tests for Each Variable
(N = 314)
Variable

Max. score

Mean

SD

Intellectual maturity

73

39.78

8.94

Home literacy climate

80

48.97

8.64

Self-efficacy motivation

4

3.05

0.53

Social interaction motivation

4

2.94

0.62

Value placed reading motivation

4

3.36

0.42

Reading enjoyment motivation

4

3.36

0.46

Monitoring strategies

3

2.30

0.40

Routine strategies

3

2.23

0.37

Vocabulary

125

77.03

17.88

Decoding

100

64.94

17.38

16

7.96

3.56

Reading literacy

In addition, correlations were computed in order to get an impression of the
relations between variables. Table 2 presents the results.
The correlation matrix shows significant correlations between reading literacy
and the following variables: word decoding, vocabulary, value placed on reading
motivation, routine strategies, and social economic status. Furthermore, it may be
observed that social economic status and home literacy climate are significantly
related to most predictor variables under consideration.

-.02

.02

-.04

-.03

.03

.00

-.11*

-.07

-.15**

.10

.09

Social economic
status

Self-efficacy
motivation

Social interaction
motivation

Value placed
reading motivation

Reading as
enjoyment
motivation

Monitoring
strategies

Routine strategies

Vocabulary

Decoding

RL

Gender

-.03

.03

.01

.01

.07

.04

.06

.05

.02

.04

.18**

1

Home literacy climate

.09

.14*

.25**

.26**

.36**

.34**

.40**

.49**

.45**

.23**

1

Social economic status
.33**

.17**

.34**

-.07

.08

.18**

.17**

.24**

.26**

1

Self-efficacy motivation
.09

.21**

.29**

.35**

.42**

.57**

.64**

.71**

1

Social interaction motivation
.03

.10

.17**

.38**

.48**

.60**

.63**

1

Value placed reading
.15**

.24**

.22**

.30**

.42**

.59**

1

Reading as enjoyment motivation
-.09

.13*

-.00

.27**

.33**

1

Monitoring strategies
-.08

.05

.12*

.55**

1

Routine strategies
-.19**

-.04

.03

1

Vocabulary
.40**

.22**

1

.35**

1

Decoding

Note. N = 314. RL: Reading literacy�.
** Correlation is significant at the .01 level ( 2-tailed) * Correlation is significant at the .05 level ( 2-tailed).
Codification for gender: boy = 1, girl = 2.

.03

Home literacy
climate

Intellectual maturity

Gender

RL
1
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Table 2
Correlations Between Variables for the Whole Sample
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Structural Equation Modelling. To begin with, the extent to which vocabulary and
word decoding contributed to reading literacy was tested. Results are presented in
Figure 1. The strong standardized regression weights of both tests (.34 and .28,
respectively) showed a clear contribution to reading literacy. The correlation between
word decoding and vocabulary was also significant (.22).

Vocabulary

.34**
Reading literacy

.22**
Decoding

.28**

Figure 1. Regression model with reading literacy as criterion variable and
vocabulary and word decoding as predictor variables. ** p < .01 * .01 < p < .05.
The next step was to explore the direct influence of reading motivation and
strategies on reading literacy. The results are presented in Figure 2.

Self-efficacy motivation

.15

Social interaction motivation

.01

Value placed on reading motivation
Reading as enjoyment motivation

.30**
-.28**

Reading literacy

-.05
Monitoring strategies

-.22**

Routine strategies
Figure 2. Regression model with reading literacy as criterion variable and factors
of reading motivation and reading strategies as predictor variables.
** p < .01 * .01 < p < .05.
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Value placed on reading motivation (.30), reading as enjoyment motivation (-.28),
and routine strategies (-.22) appear to significantly contribute to reading literacy. The
last two variables showed negative standardized regression coefficients. In regard
to reading as enjoyment motivation, it was indicated that the children who showed
better reading skills reported to read for pleasure less frequently than less able
students. In regard to routine strategies, the students with lower scores reported
using such strategies more frequently than their classmates.
In addition, the impact of the indirect predictor variables, (i.e. intellectual maturity,
gender, home literacy climate, and social economic status) was examined. The
results are shown in Figure 3. It may be observed that the only variable with a
directly significant affect on reading literacy was social economic status.

Intellectual maturity

.08

Gender

-.05

Home literacy climate
Social economic status

.03

Reading literacy

.33**

Figure 3. Regression model with reading literacy as criterion variable and
intellectual������������������������������������������������������������������������
maturity, gender, home literacy climate, and social economic status as
preditor variables.����
** p < .01 * .01 < p < .05.
A General Model. After collecting important information regarding variables
as contributing factors to the development of reading literacy, the final model was
elaborated on in two stages. In the first stage, the following variables were included:
influences of background variables on motivation and strategy factors, word
decoding, and vocabulary. The way these variables contribute to reading literacy
was examined as well. In the second stage, the non-significant direct effects were
removed and direct effects of background variables on reading literacy –that were
recommended by the programme—were added.
Two levels of regressions on reading literacy were stated. The first included the
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direct effect of motivation and strategy factors, word decoding, and vocabulary on
reading literacy. The second set of independent variables consisted of the background
variables with indirect and direct effects on reading literacy. The structural model that
included the relationships which remained after the removal of the non-significant
regressions is presented in Figure 4. It is significant that a direct effect of SES was
necessary to explain reading literacy. The fit of this model was satisfactory: x2(4, N
= 314) = 8.12, p = .09, GFI = .99, AGFI = .94, NFI = .98, RMSEA = .06. The model
explained 34% of the variance in reading literacy.

Value placed on
reading motivation

.38**
Home
literacy
climate

.18**

.34**
Reading as enjoyment
-.22**
motivation
.31**
.16**
Routine strategies

-.16**
Social
economic
status

-.16**

Reading literacy

.24**

.31**

Vocabulary

.24**

.21**

.16**
Decoding

Figure 4. Structural equation model with direct and indirect contributions of
predictor variables on reading literacy distributed in two levels.
** p < .01 * .01 < p < .05.
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In regard to the first intermediate variables, vocabulary and word decoding were
the strongest factors contributing to ������������������������������������������������
reading literacy��������������������������������
. The examination of children’s
motivation for reading showed that reading as enjoyment motivation and value placed
on reading motivation contribute strongly to RL. Self-efficacy motivation and social
interaction motivation did not significantly contribute to reading
����������������������������
literacy �����������
level, and
thus were removed from the model. Within reading strategies, only a small negative
contribution from the factor routine strategies was evidenced. From the background
variables, only social economic status directly contributed to ���������������������
reading literacy�����
. It
also showed a significant contribution to word decoding and vocabulary. Home
literacy climate appears to be a significant predictor of almost all of the intermediate
variables. It was most significant in the value placed on reading motivation, reading
as enjoyment motivation, and routine strategies. Intellectual maturity and gender did
not contribute significantly to �����������������������������������������������������
reading literacy�������������������������������������
among the participants evaluated.
3.4 Conclusions and discussion
Several conclusions may be drawn from the present study. To begin with, word
decoding, and vocabulary appear to be directly and significantly predictive of ��������
reading
literacy level.
��������������������������������������������������������������������������
The children’s value placed on reading motivation and their social
economic statuses also directly predict their reading
����������������������������������������
literacy �����������������������
level, whereas reading
as enjoyment motivation and routine strategies negatively contribute to ��������
reading
literacy�������������������������������������������������������������������������������
. In addition, we found that background cultural factors, namely home literacy
climate and social economic status indirectly influence reading literacy proficiency.
Moreover, home literacy climate appears to have a positive influence on value
placed on reading motivation, reading as enjoyment motivation, routine strategies,
and vocabulary. Finally, social economic status also predicted routine strategies,
vocabulary and word decoding.
The relatively strong influence word decoding has on reading
�����������������������������
literacy ������������
proficiency
coincides with previous findings in literature (Perfetti & Hart, 2002). Though the
process of word decoding is an ability that is mainly taught to the child in school
during the first two grades, the present study has made clear that it still has a
substantial impact on the ��������������������������������������������������������������
reading literacy level
���������������������������������������������
of Peruvian fourth graders. As several
researchers (e.g., Perfetti, 1985; Pinzás, 2001) have argued, students who have not
acquired the ability to read fluently, invest a great deal of energy in decoding and,
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as a result, are not able to sufficiently use their resources for comprehension tasks.
These results also coincide with Artelt, Schiefele, and Schneider (2002) who found
that decoding speed differentiates between good and poor readers.
The strong influence of vocabulary on reading
��������������������������������������
literacy conforms
���������������������
to previous
findings in the literature as well, showing that the development of vocabulary and the
development of reading comprehension are intimately related (Sternberg, 1987).
Aarnoutse and van Leeuwe (1998) found that vocabulary was the most important
predictor of reading comprehension. Indeed, many researchers (e.g., Perfetti, 1985;
Stanovich, 1986) have argued that the relationship between vocabulary and reading
comprehension can be called bidirectional in that reading itself may be a powerful
determinant of vocabulary growth.
With respect to children’s background, we found that social economic status
and home literacy climate significantly contribute to vocabulary. This corresponds
with earlier findings made by Leseman and de Jong (2001) in a study conducted
with Dutch first graders as participants. Book ownership and literacy practices in
the home can be seen as important variables explaining such findings. McCormick
and Mason (1986) found that half of public-aid parents reported having no alphabet
books in the home while a mere 3 percent of middle-class parents reported having
no such materials. Furthermore, Adams (1990) estimated that a typical middle-class
child enters first grade with 1000 to 1700 hours of one-on–one picture book reading,
while the average child from a low-income family enters first grade with just 25 hours
of one-on-one picture book reading. Several other researchers (e.g., Baker, Scher,
& Mackler, 1997; Snow et al., 1991; Storch & Whitehurst, 2001) have identified
important elements that compose home literacy: interesting reading material
availability, the amount of reading done with the child (including the reading guidance
and encouragement.) As the Instituto Nacional de Estadística e Informática [INEI]
(2000) stated, the insufficient income of the family and the low level of education
achieved by the parents can be seen as important elements which contribute to the
low educational achievement level of children.
Results measuring whether motivation factors influence ����������������������
reading literacy �����
were
ambivalent, at best. Value placed on reading motivation has a positive effect on
reading literacy��������������������������������������������������������������
and reading as enjoyment motivation has a negative effect on
reading literacy���������������������������������������������������������������������
. It may be noted that both factors are predicted positively by home
literacy climate. Self-efficacy motivation and social interaction motivation were not
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found to have any particular effect on �����������������������������������������������
reading literacy�������������������������������
. These results are consistent
with those of Paris and Oka (1986), who stated that students who perceive reading
as valuable, will engage in reading in a more planned and diligent manner and so will
become more proficient in reading than other children. Regarding research in Peru,
the INEI (2000) has reported that, in addition to political and social elements, value
placed on education at home will influence educational achievement in Peru. Value
placed on education was identified as a transverse element that involved every
factor related to Peruvian education and if encouraged, could reduce the influence
of negative issues. Children will review learning to read in a similar way to their
parents or relatives. Most of Peruvian parents consider the acquisition of literacy
highly valuable, because it will offer their children the opportunity to improve their
quality of life in the future (Ansión, Lazarte, Matos, Rodríguez, & Vega-Centeno,
1998). Regarding reading as enjoyment motivation, previous studies have reported
that children whose home experiences promote the view that literacy is a source of
entertainment are likely to become intrinsically motivated to read (Baker, Serpell, &
Sonnenschein, 1995, in Baker, Scher, & Mackler, 1997). When participants of this
study were measured for their professed enjoyment of reading, the results supported
the fact that the amount of reading does not necessarily incur improvement in ��������
reading
literacy��������������������������������������������������������������������������
. Children require guidance from a specifically qualified person, who may
teach and encourage the child in such way that their presence will contribute to a
real improvement in reading. The role of an expert adult guide in ability development
has been supported by some researchers such as Vygotsky (Berk & Winsler, 1995)
and Guthrie, McGough, Bennett, and Rice (1996). Moreover, t��������������������
hese outcomes might
reflect the reality of children in Peru. The majority of these children do not live in an
environment that provides them with the possibility to read just for fun. They do not
have many books at home or school to choose and to spend time with, and they are
not surrounded by tutors who motivate them either. Pupils use to read only to fulfill
one’s obligations, e.g., while doing homework, but not for pleasure.�������������
The reading
as enjoyment motivation factor may be comparable with the intrinsic motivation
factor mentioned by van Elsäcker (2002). However, van Elsäcker’s results showed
that this factor positively influences �����������������������������������������������
reading literacy�������������������������������
. Self-efficacy motivation and
social interaction motivation did not appear to have any significant influence on
reading literacy��������������������������������������������������������������������
. These factors may not have appeared to influence �����������������
reading literacy
significantly.
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The results of measuring the influence of strategy factors on reading
����������������������
literacy������
were
ambiguous: monitoring strategies do not appear to contribute to reading
���������������������
literacy and
����
routine strategies contribute negatively to reading
�����������������������������������������
literacy�������������������������
. Social economic status
and home literacy climate significantly predict the routine strategies factor. In other
words, students with superior reading ability do not report using routine strategies
very often while reading, whereas children whose reading abilities are limited did
report using them. It is possible that children with poor reading skills require routines
as compensatory strategies (see van Elsäcker, 2002). Another possibility is that
many children were not able to analyze their own performance the way the test
required them to. As researches have argued (Alexander, Graham, & Harris, 1998;
Morales, 1999), before students are able to select strategy, they must become
aware of their reading difficulties, realize that it is a difficulty that must be addressed
and that they can do so, by selecting a strategy. As Garner postulated (1987), many
young and poor readers are not capable of doing so.
The present study also shows that social economic status is the only background
variable that has a direct influence on �������������������������������������������������
reading literacy���������������������������������
. That is, the higher the social
economic status of children, the higher their reading
������������������������������������
literacy��������������������
performance. These
results correspond with the Peruvian school national evaluation of 2001, in which
a strong association between school achievement and social economic level was
discovered (Ministerio de Educación del Perú, 2004b). Other studies in Peru have
previously reported children of lower social economic status and children living in
rural areas performing poorly in ��������������������������������������������������������
reading literacy ���������������������������������������
tests as well (Majluf, 1993; Pollitt &
Cueto, 2002).
Finally, intellectual maturity and gender do not appear to significantly influence
reading literacy��������������������������������������������������������������������
performance. These findings oppose those of Artelt, Schiefele, and
Schneider (2002), who found that intelligence level, does differentiate between good
and poor readers. With regard to gender, the outcomes of this study coincide with the
Peruvian national evaluation (regarding mathematics and reading comprehension)
and showed no significant differences related to gender in the performance of
students (Ministerio de Educación del Perú, 2001).
In conclusion (in addition to word decoding, vocabulary, and value placed on
reading) home literacy environment and the social economic status of the child’s
family appear to be important predictors of the ��������������������������������
reading literacy ���������������
achievement of
fourth-grade children in Lima, Peru. This result coincides with Street (2001) who
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argued that literacy is a social practice that varies from one context to another and is
part of cultural knowledge and behaviour, and not simply a technical competence to
be acquired. Rather, it is related to one’s cultural identity, sense of self, knowledge,
world view and epistemology. It seems that in order to achieve positive changes in
the ���������������������������������������������������������������������������������
reading literacy ����������������������������������������������������������������
development of Peruvian children, interventions are needed that
focus on the attainment of the school-based goals related to word decoding and
vocabulary development while taking the individual child’s socio-cultural experience
into account. In order to achieve a significant change, the intervention should be
complemented by the attempt to reduce the social economic divide in Peru, in part
by encouraging community’s participation.
It should be taken into account that there are some limitations to the present
study. The fact that the cross-sectional design included only one measurement, limits
our ability to draw conclusions regarding children’s reading
���������������������������������
literacy ����������������
development. In
order to be able to evaluate the role of predictors in the improvement of literacy
development, longitudinal studies are needed. Furthermore, the present study’s
group of participants was not representative of the entire population of the city of
Lima. In order to examine the socio-cultural variety in literacy development in Lima
more completely, follow-up studies should be undertaken with the population of Lima
more fully represented. Furthermore, it is recommended that home literacy climate
be more extensively explored, by taking into account important factors such as the
social and linguistic background of parents, parents’ expectations in regard to their
children’s education and the interactions between family members at home. Finally,
it is recommended that educational variables be taken into account as well. As Snow
et al. (1991) have demonstrated, educational factors and home factors as a whole
explain the variation in literacy.
From the present study, a number of practical implications related to the literacy
development of Peruvian children may be derived. First of all, word decoding and
vocabulary training in literacy education should be emphasized. Teachers must
plan the lessons in the knowledge that word decoding is an ability that continues
to influence children in the fourth grade. The value placed on reading should
be equally emphasized. This calls for an engagement perspective in literacy
development (Verhoeven & Snow, 2001). Finally, it may be interesting to design
and evaluate proposals in which parents are encouraged to play an active role in
promoting literacy and taking part in literacy tasks at home. Those attempting to
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advise Peruvian parents who do not realize how important the family environment
is in forming children’s vocabulary and reading literacy development, may consider
making them aware of the availability of interesting reading material and the impact
of reinforcing reading habits at home. Activities within a pleasant, social environment
should be encouraged, such as singing, telling and writing stories, and visiting book
stores.
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4

Socio-cultural Variation in Reading Literacy
Development among Children in Lima, Peru
Abstract

This study investigated the socio-cultural variation in reading literacy development
in 331 fifth graders from schools in Lima, Peru. Reading literacy was measured
using an adaptation of the PIRLS Reading Literacy test. The fifth graders’ reading
literacy results, measured over the course of fifth grade, were related to the
development of word decoding, vocabulary, and motivation for reading. Children’s
development in these areas was related to their gender, intellectual maturity, home
literacy climate, and social economic status. Structural Equation Modelling showed
that the development of reading literacy was influenced by the children’s ability to
decode words, their vocabulary and reading motivation. Furthermore, gender and
intellectual maturity as well as children’s home literacy climate and social economic
status appeared to substantially predict reading literacy development, directly or
indirectly. More than half of the variance in reading literacy by the end of the fifth
grade could be explained based on predictor variables.
Key words: Reading, decoding, vocabulary, motivation, home literacy, intelligence,
gender, social economic status, Peruvian fifth graders.
4.1 Introduction
In this paper, the socio-cultural variation of reading literacy development in Lima,
Peru will be dealt with. Reading literacy can be defined by the following phrase:
“the ability to understand and use those written language forms required by society
and/or valued by the individual” (Mullis, Martin, Gonzales, & Kennedy, 2003, p. 33).
It is presupposed that young readers can construct meaning from a variety of texts
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and that they learn by reading, to participate in communities of readers and out of
enjoyment. Reading literacy can be seen as a highly culture-specific type of activity
(Serpell, 2001). Given the fact that Lima can be characterized as a multicultural
community with a variety of culturally and linguistically diverse groups, a large
variation in reading literacy may be expected.
In order to examine the socio-cultural variation in reading literacy development,
a group of variables will need to be taken into account. Research has shown that
reading comprehension is highly dependent on word decoding and vocabulary.
Word decoding refers to the capacity to transform symbols of written language into
the sounds of oral language. In the beginning, word recognition is a slow process.
Due to the frequent practice of reading, it becomes automatic. This automated
process reduces the memory load and thereby enables reading comprehension
(Perfetti, 1992; Stanovich, Cunningham, & Freeman, 1984). Vocabulary refers to
the knowledge of the meaning of words. A strong relationship between reading
comprehension and vocabulary has been shown in previous research (Aarnoutse &
van Leeuwe, 1998; Beck & McKeown, 1991; Nagy, 1989; Sternberg, 1987).
Furthermore, the variation in reading
��������������������������������������������
literacy ���������������������������
appears to be dependent on
motivational variables. Reading motivation has been studied from the engagement
perspective. Guthrie and Wigfield (2000) stated that engagement entails holding
a purpose, seeking to understand, believing in one’s own capabilities and taking
responsibility for learning. One reads a text not only due to the fact that one has the
ability to but also out of a personal motivation to do so. Therefore, engaged reading
is strategic and conceptual as well as motivated and intentional.
Another predictor of reading
����������������������������������������������������
literacy �����������������������������������
often cited in literature concerns intelligence.
Artelt, Schiefele, and Schneider (2002) found that intelligence level differentiated
between capable and poor readers. The relationship between intelligence and
reading becomes increasingly significant as children advance in elementary school
years (Stanovich, Cunningham, & Freeman, 1984).
Still another possible predictor is gender. Several studies have reported that
in tests concerning Peruvian students from a low social economic background
(from preschoolers to adolescents) boys scored higher than girls in both reading
and intelligence tests (e.g., Carreño, 2000; Cueto, Jacoby, & Pollitt, 1997; Majluf,
1993; Morales, 1999; Pollitt & Cueto, 2002). However, this may be caused by the
way gender tends to determine parental expectations. Especially in the rural areas
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parents have higher hopes for boys’ chances of becoming successful later in life and
so put more pressure on them to excel in school than they do on their daughters, of
whom they have lower expectations. At best, the contribution of gender on reading
performance may be called inconclusive (Cueto, Jacoby, & Pollitt, 1997).
Another important factor that seemingly contributes to the development of reading
abilities is the home literacy context, which has been explored by several studies
(Baker, Scher, & Mackler, 1997; Snow, Barnes, Chandler, Goodman, & Hemphill,
1991). It can be defined as the availability of literacy materials at home, the amount
of reading done with the child, listening to stories read aloud, the reading guidance
and encouragement supplied by the parents, the parents´ behaviour as a model
for reading and their expressed interest in reading. There is evidence that children
whose home experiences promote the view that literacy is a source of entertainment
are more likely to become intrinsically motivated to read (Baker, Scher, & Mackler,
1997). It is noteworthy, as Snow (cited in Baker, Scher, & Mackler, 1997) argued,
that in addition to the availability of good literature, the microenvironment in
which experiences with reading occur contributes to both parents’ and children’s
commitment to reading.
The home context is related to social economic status. Regarding the pattern of
book ownership, McCormick and Mason (Storch & Whitehurst, 2001) demonstrated
significant social class differences in the availability of printed materials in the home;
47 percent of parents receiving public aid reported having no alphabet books in their
home while only 3 percent of professional parents reported having no such materials.
Storch and Whitehurst (2001) estimated that a typical middle-class child enters first
grade with 1000 to 1700 hours of one-on–one picture book reading, compared with
25 hours for a child from a low-income family. In many cases, children from lowincome backgrounds begin formal schooling at a disadvantage from their middleclass peers in regard to language ability (Storch & Whitehurst, 2001), phonological
sensitivity (Bowey, 1995), and knowledge of print concepts (Smith & Dixon, 1995).
It may be noted that reading ability is a matter of some concern for the Peruvian
educational system. Peruvian students, especially in public schools, show poor
reading abilities and are not reaching the expected level of achievement, as was
reported by the last evaluations effectuated by the Peruvian Ministry of Education,
UNESCO, and PISA (Programme for International Student Assessment of OECD)
2001 (Burga, 2008; Ministerio de Educación del Perú, 2002, 2004a). As a result,
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the Peruvian Ministry of Education is interested in changing this situation and in
exploring variables that seem to influence it. Therefore, the last national evaluation
took social economic status and family background into account as well as the content
of specific courses taken in school (Ministerio de Educación del Perú, 2002).
In most studies investigating the socio-cultural variation in ��������������������
reading literacy����
, a
restricted design has been followed that takes only a very limited number of predictor
variables into account. Indeed, in the vast majority of cases, reading
���������������������
literacy was
����
measured at a single period and a real developmental approach was neglected. In
Peru, research aimed to explain the variation of reading literacy has only recently
begun (e.g., Arakaki, 2004; Carreño, 2000; Ministerio de Educación del Perú, 2002;
2004a; 2004b; Nakano, 1996; Pinzás, 1993; Thorne, 1991). Important relationships
between reading comprehension and other variables, such as word decoding,
strategy use and social economic status have been investigated. However, an
approach that includes all these variables in one integrated view, from a longitudinal
perspective, has not been followed yet.
In the present study, Structural Equation Modelling was used to identify the
relationships between a set of variables and the development of reading literacy
in 331 fifth graders from two different social economic statuses in Lima, Peru. First
of all, the longitudinal relationships for reading literacy, word decoding, vocabulary,
and reading motivation were explained. Therefore, both autoregressive and crosslagged effects between variables during the two periods of measurement were
explored. Lastly, predicting reading literacy based on background variables (i.e.
intellectual maturity, social economic status, gender, and home literacy climate) was
examined.
4.2 Method
Participants
The sample of the study consisted of 331 fifth graders with an average age of
10.6 years old. The children originated from 11 primary schools that belong to two
social economically diverse districts within the city of Lima. Over the course of this
study, one district’s social economic level will be referred to as low-class and the
other district’s social economic level will be referred to as middle-class. Specific
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student information was collected using a socio- demographic questionnaire. The
group of participants consisted of 134 pupils (75 boys, 59 girls) with a middleclass social economic status and 197 pupils (119 boys, 78 girls) with a lower social
economic status.
Regarding the social demographic characteristics of the participants, the following
data was collected from the middle-class group of participants: 75% of the families
have opened a bank account, 22% receive medical attention in a clinic and 43%
in a hospital (medical care at clinics is better than medical care at hospitals); 75%
of fathers obtained a university degree and 55% work as employee of a company.
Regarding mothers in middle-class families: 52% attended university, 29% worked
as an employee of a company, and 25% were housewives. At home, 90% of the
middle-class families owned a working telephone, 88% owned a washing machine,
and 67% owned a personal computer. The following data was collected from the
group of participants with a lower social economic status: 43% of the families have
opened a bank account, 6.2% receive medical attention in a clinic, and 54% receive
medical attention in a hospital; 15% of fathers finished university and 18% worked
as an employee of a company. Regarding mothers, 8% attended university, 11%
work as an employee of a company or health centre, and 41% are housewives. At
home, 57% of the families with a lower social economic status owned a working
telephone, 37% owned a washing machine and 17% owned a personal computer.
Instruments
Word decoding. An adapted version of the One-Minute-Decoding test, developed
by Thorne (1991), was used to measure decoding ability. The test measured the
accuracy and speed with which students read a list of words in a one minute period.
Thorne’s version was elaborated on in order to include the possibility of evaluating
Peruvian children who have finished the first grade. A pilot measurement took place
with 60 children from Peruvian public and private schools and the reliability was
estimated by the test-retest procedure. The reliability coefficient was .96.
Vocabulary. The Peabody Picture of Vocabulary test was designed by L. M. Dunn
and L. Dunn in 1959 and the Hispanic American adaptation used in this study (Test de
Vocabulario en Imágenes Peabody) was developed by L. M. Dunn, Padilla, Lugo, and
L. Dunn in 1986. The instrument measures receptive vocabulary and can be applied
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to children from 2 and a half to 18 years old. The material consisted of a booklet
containing 125 pages. Each page evaluated one word using 4 figures, one of which
represented the target word. During the individual examination, the child was meant to
indicate which of the 4 figures correctly represented a word that is presented orally.
Reading literacy. The PIRLS Reading Literacy test was used to evaluate
reading literacy through testing the following abilities: focusing on and retrieval of
explicitly stated information, drawing straightforward conclusions, interpretation and
integration of ideas, as well as examination and evaluation of content, language,
and textual elements (International Association for the Evaluation of Educational
Achievement, 2000). The comprehension questions that accompanied the text
were presented in two different ways: multiple choice questions and constructedresponse questions. If the child answered a multiple choice question correctly, he or
she gained one point. The individual multiple choice question provided students with
four response options, of which only one was the correct response. The constructedresponse questions were worth one, two, or three points, depending on the depth of
understanding required. All the passages and items showed “very good psychometric
characteristics with a wide range of difficulty levels and good discrimination indices”
(Martin, Mullis, & Kennedy, 2003, p.10). For the present study, the original versions
of two PIRLS Reading Literacy subtests called The Hare Heralds the Earthquake, a
narrative test, and The River Trail, an informative test, were translated from English
into Spanish and adapted to the students of Lima through a pilot evaluation. One
test consisted of a story about the hare, followed by 11 questions concerning that
story. The other test consisted of an informative text concerning a brochure that
gave information about a trip through the countryside, followed by 11 questions.
That made a total of 22 questions. The pilot participants consisted of 137 fourth
graders, and the reliability coefficient α obtained was .76 for the narrative subtest
and .72 for the informative subtest.
Reading motivation. In order to evaluate children’s motivation to read, a
questionnaire containing 52 questions was elaborated, based on two previously
constructed questionnaires: Measure of children’s motivation for reading by Wigfield,
Guthrie, and Mc Gough (1996), and Motivation to read profile by Gambrell, Martin
Palmer, Codlin, and Anders Mazzoni (1995). During the evaluation, the examiner
read each question aloud to the students and paused for a few seconds to give
the children time to select an answer from four alternatives. Before using this
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questionnaire with the participants in the study, a pilot measurement was performed.
The pilot participants consisted of 137 fourth graders. The α coefficient was .90.
Factor analysis showed four underlying factors contributing to the children’s scores:
self-efficacy, social interaction, value placed on reading, and reading as enjoyment.
The reliability coefficients for the four factors were .85, .85, .81, and .72, respectively.
Self-efficacy refers to the children’s perception of their reading performance. Social
interaction refers to the extent to which they experience reading to be a social
activity. Value placed on reading refers to their valorization of reading in regard to
each child’s personal and academic development. Reading as enjoyment refers to
the extent to which the children consider reading to be a pleasant activity.
Home literacy climate. The home literacy questionnaire was adapted from the
interview used by van Elsäcker (2002). The questions refer to the amount of time
children and parents spend reading, the availability of literary materials, and the
frequency of literacy-based activities in the home. It was translated from Dutch into
Spanish and field-tested with a group of children comparable to the children who
were participants in this study. Following that, the final version was revised. The
questionnaire sought information regarding home literacy context and consisted of
17 questions with a minimum of 3 and a maximum of 6 response options (Appendix
C). The total test reliability was .72.
Intellectual maturity. In order to form an idea of the children’s intellectual maturity,
the Goodenough Draw a Person Test (version for Latin America) was used (1969).
During the evaluation, the child was asked to draw a person. The scoring pattern
included 73 criteria for the way a male figure should be drawn and 71 criteria for the
way a female figure should be drawn.
Social economic status. To collect data regarding the children’s different social
economic statuses, a social demographic questionnaire (Appendix A) was developed
based on criteria used by the corporation that conducts research on social economic
groups in Peru (Corporación Apoyo, Opinión y Mercado 2001, 2003). The criteria
seek information about the particular social economic status of the child. The
questions referred to the level of education and occupations of family members as
well as housing characteristics. The questionnaire contained 18 questions, which
participants answered either with their parents’ help or their teachers’ help. In order to
assess each individual child’s social economic status, their answers were compared
with the set of criteria describing different social economic groups.
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Procedure
The participants were tested on intellectual maturity and home literacy climate
at the beginning of the fifth grade school year. Assessments of reading motivation,
reading literacy, vocabulary, and word decoding were made at the beginning and end
of the school year. In regard to data analysis, descriptive statistics (means and standard
deviations) on all variables were tested and Pearson correlations between all variables
were computed. In addition to this, Structural Equation Modelling (SEM) was used to
describe the interrelations between variables in order to gain an answer to the research
question. Analysis was carried out using Amos 4.0 (Arbuckle & Wothke, 1999). A stepby-step procedure was followed to analyze the relationships between reading literacy,
cognitive and motivational variables along two measurement points. The background
variables were then included in the model. The prediction of variables in the second
measurement was calculated based on the variables in the first measurement with
correction for background variables (intellectual maturity, social economic status,
gender, and home literacy climate). Analyses were effectuated using Amos 4.0
(Arbuckle & Wothke, 1999). Specifically, stability of instruments over time (along the
two measurement points) was also examined. Therefore, autoregressive parameters
were expected to be relatively high and cross-lagged effects to be relatively low.
In order to examine the fit of a particular structural equation model, several fit
measures were used. The chi-square test which measured the discrepancy between
the covariance matrix implied by the model and the sample covariance matrix;
the Goodness of Fit Index (GFI), the Adjusted Goodness of Fit Index (AGFI), the
Normed Fit Index (NFI), and the Root Mean Square Error of Approximation (RMSEA).
In general, the fit of a model was satisfactory when the chi-square test was nonsignificant. Furthermore, the GFI, AGFI, and NFI might be over .90. Additionally, the
RMSEA might not exceed .08 (Jaccard & Wan, 1996).
4.3 Results
Descriptives. For initial exploration of the data, the descriptives were calculated.
The results are presented in Table 1. Regarding the variables evaluated, results
showed considerable variance in all literacy-related measures as well as in intellectual
maturity and home literacy climate.
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Table 1
Scores of the Tests for Each Variable by Measurement Point (N = 331)
Variable

Max. score

Mean

SD

Measurement point
1

2

1

2

Intellectual maturity

73

39.91

-

8.96

-

Home literacy climate

80

49.85

-

8.85

-

Self-efficacy motivation

4

2.98

2.96

0.48

0.52

Social interaction motivation

4

2.82

2.77

0.58

0.60

Value placed reading motivation

4

3.31

3.13

0.41

0.51

Reading enjoyment motivation

4

3.22

3.25

0.49

0.46

Vocabulary

125

87.04

89.69**

15.34

14.29

Decoding

100

74.73

85.32**

16.25

14.59

34

20.70

22.69**

5.94

5.58

Reading literacy

Note. Intellectual maturity and home literacy climate were evaluated only at the first
measurement point.
** The difference between the first and the second measurement is significant at
p < .01.

In addition, correlations were computed in order to get an impression of the
relations between variables (Table 2). Results showed strong correlations between
reading literacy and each of the following variables: word decoding, vocabulary, and
value placed on reading motivation on measurement 1 and the same variables on
measurement 2. Reading literacy 2 also appears to be significantly related to all
predictor measures under consideration. Reading literacy measured in two moments
appears to be closely related to intellectual maturity and social economic status.

.11*

.13*

.11*

.15**

.10

-.03

.10

.13*

.12*

-.02

Gender 1

Home literacy climate 1

Decoding 1

RL 1

Vocabulary 1

Value placed reading motivation 1

Decoding 2

RL 2

Vocabulary 2

Value placed reading motivation 2

Social economic status 1
-.03

.32**

.19**

.07

-.10

.26**

.22**

.02

.01

.04

1

Gender 1
.13*

-.11

.17**

.05

.16**

-.08

.12*

.08

.08

1

Home literacy climate 1
.31**

-.03

.07

.11*

.36**

-.01

.07

.06

1

Decoding 1
.08

.12*

.28**

.62**

.21**

.13*

.26**

1

RL 1
.07

.46**

.72**

.33**

.23**

.36**

1

Vocabulary 1
-.06

.65**

.37**

.15**

.02

1

Value placed reading motivation 1
.53**

-.01

.24**

.17**

1

Decoding 2
.11*

.21**

.37**

1

.04

.51**

1

RL 2

Note. N = 331. RL: Reading literacy.
** Correlation is significant at the .01 level ( 2-tailed) * Correlation is significant at the .05 level ( 2-tailed).
Codification for gender: boy = 1, girl = 2.

.02

Intellectual maturity 1

Social economic status1

Vocabulary 2
-.09

1
1

Value placed reading motivation 2
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Table 2
Correlations Among Variables for the Whole Sample at Measurement Points 1 and 2
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Structural Equation Modelling
The step order was as follows:
1. The contribution of reading literacy, word decoding, vocabulary, and
motivation in the first measurement point, on those same variables in the
second measurement point.
2. The contribution of background variables, intellectual maturity, social
economic status, gender, and home literacy climate on reading literacy,
word decoding, vocabulary, and motivation in the first measurement.
3. Steps 1 and 2 combined in one model: The contribution of reading literacy,
word decoding, vocabulary, and motivation in the first measurement
point to explain the same group of variables in the second measurement
point, considering the indirect and direct contributions of the background
variables (intellectual maturity, social economic status, gender, and home
literacy climate).
An initial exploration of the relationships between the variables included
vocabulary, word decoding, and all the factors of motivation. After that, only
significant relations were maintained. A few motivational variables were removed.
Consequently, a preliminary model which included the contributions of value placed
on reading motivation, reading literacy, vocabulary, and word decoding in the first
measurement point (variables with suffix 1) on the same group of variables in the
second measurement point (variables with suffix 2) arose (see Figure 1).
The observed, endogenous variables were: word decoding 2, reading literacy
2, vocabulary 2 and value placed on reading motivation 2. The fit was outstanding:
X2(10, N = 331) = 12.30, p = .27, GFI = .99, AGFI = .97, NFI = .99, RMSEA = .03.
The model explained 34% of the variance of reading literacy 2. Reading literacy 1
showed substantial effects on word decoding 2, Reading literacy 2, and vocabulary
2, but not on value placed on reading motivation 2.
Following this, the influence of background variables, (i.e. intellectual
maturity, social economic status, gender, and home literacy climate) on word
decoding 1, reading literacy 1, vocabulary 1 and value placed on reading motivation
1, is explored. The analysis showed satisfactory fit indexes: X2(4, N = 331) = 7.02,
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Measurement 1

.53**

Value placed on
reading motivation 1

.09*
.63**

Reading literacy 1

.26**

Vocabulary 1

Measurement 2

Value placed on
reading motivation 2

.13**
.09*

Reading literacy 2

.55**

Vocabulary 2

.18**

Decoding 1

.58**

Decoding 2

Figure 1. Structural equation model describing the relationship between value
placed on reading motivation, reading
����������������������������������������������������
literacy������������������������������������
, vocabulary, and word decoding, at
the beginning of grade 5 (Measurement 1) and at the end of grade 5 (Measurement
2). ** p < .01 * .01 < p < .05.

Intellectual maturity

.17**
.12*

Gender

-.13**

Home literacy
climate

-.11*

Social economic
status

Measurement 1

.11*
.34**

.21**

.27**

Value placed on
reading motivation 1
Reading literacy 1
Vocabulary 1
Decoding 1

Figure 2. Contribution
��������������������������������������������������������������������������
of intellectual maturity, gender, home literacy climate, and
social economic status on value placed on reading motivation, ������������������
reading literacy��,
vocabulary, and word decoding at the first measurement.

93

p = .14, GFI = .99, AGFI = .96, NFI = .96, RMSEA = .05. Figure 2 presents the
standardized weights of the significant contributions. It is worth noting that the
background variables did not show any significant effect on word decoding 1. Social
economic status was the variable that contributed more to variables of the first
measurement, namely on value placed on reading motivation 1, reading literacy 1,
and vocabulary 1.
Finally, we added the variables of the second measurement point to the previous
model. It included the indirect and direct contributions of the background variables,
namely: intellectual maturity, social economic status, gender, and home literacy
climate. The endogenous variables were: reading literacy 1, word decoding 1,
vocabulary 1, value placed on reading motivation 1, reading literacy 2, word decoding
2, vocabulary 2, and value placed on reading motivation 2. Again, non-significant
regressions were removed. Results showed acceptable fit: X2 (34, N = 331) = 61.71,
Measurement 1

Intellectual .15**
maturity

Gender

Measurement 2

.10*

Value placed
on reading
motivation 1
Reading
literacy 1

-.13**

.53**

.09*
.63**
.26**

-.11*

Social
economic
status

Reading
literacy 2

.13**
.09*

.11*

Home literacy .34**
climate

Value placed
on reading
motivation 2

Vocabulary 1 .55**

Vocabulary 2

.21**
.18**
.27*

Decoding 1

.58**

Decoding 2

Figure 3. The final model: Contribution of background variables on value placed on
reading motivation, reading literacy, vocabulary, and word decoding as measured
on two measurement points.
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p = .003, GFI = .97, AGFI = .93, NFI = .94, RMSEA = .05. The model explained
54.2% of the variance of reading literacy 2, 47.5% of the variance of vocabulary 2,
41.7% of the variance of decoding, and 28.2% of the variance of value placed on
reading motivation 2. The standardized regressions are presented in Figure 3.
It may be observed that the instruments which evaluated value placed on
reading motivation, reading literacy, vocabulary, and word decoding showed stability
over time, from the first to the second measurement point (.53, .63, .55, and .58,
respectively). The contributing value placed on reading motivation 1, reading literacy 1,
vocabulary 1, and word decoding 1 on the variables of the second measurement
were strong. Bidirectional effects between reading literacy and vocabulary as
well as between reading literacy and word decoding were also significant: e.g.,
vocabulary 1 on reading literacy 2 (.13), reading literacy 1 on vocabulary 2 (.26), word
decoding 1 on reading literacy 2 (.09), reading literacy 1 on word decoding 2 (.18).
In other words, both vocabulary and word decoding were good predictors of reading
literacy. In addition, reading literacy contributes to the prediction of vocabulary and
of word decoding as well. These relationships support the model’s significant power
of explanation. In sum, the findings confirm cross-lagged relationships between
value placed on reading motivation, reading literacy, vocabulary, and word decoding
in the first measurement and this set of variables in the second measurement point,
including the contribution of background variables. Reading literacy at the second
measurement could be significantly explained by reading literacy and vocabulary at
the first measurement. While word decoding and value placed on reading motivation
at the first measurement contributed to a lesser extent to reading literacy 2.
4.4 Conclusions and discussion
Several conclusions can be drawn from the present study. Firstly, it may be concluded
that the instruments which evaluated reading literacy, vocabulary, word decoding, and
value placed on reading motivation showed stability over time, from the first to the
second measurement point. Apparently all of these variables have become stable traits
in children’s process of schooling. This result is in agreement with previous longitudinal
studies showing that the development of literacy-related capacities proceeds according
to continuous lines (Goff, Pratt & Ong, 2005; Snow, et al., 1991).
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However, significant cross-lagged relationships between word decoding,
vocabulary, value placed on reading motivation, and reading literacy development
were evidenced as well. Vocabulary and word decoding are demonstrated to have a
strong influence on reading literacy, supported by a significant bidirectional effect. In
other words, vocabulary and word decoding can be seen as predictors for reading
literacy and reading literacy level can be seen as a predictor for vocabulary and
word decoding. These findings are in agreement with Aarnoutse and van Leeuwe’s
findings (1988) in a study in which the relative influences of word decoding and
vocabulary on reading comprehension in grades 3 and 6 were investigated. Both
predictors showed close relationships with reading comprehension. In grade 3,
word decoding was the strongest predictor, and in grade 6, vocabulary was the
strongest predictor. In a recent study by Muter, Hulme, Snowling, and Stevenson
(2004), children having just entered elementary school were studied over a period of
two years. By the end of second grade, the children’s reading comprehension could
also be predicted by their word identification skills and vocabulary skills at age six.
The relevance of decoding speed for the prediction of text comprehension has also
been reported in several other studies (e.g., Artelt, Schiefele, & Schneider, 2002;
van Kraayenoord & Schneider, 1999).
It is interesting to note that in our final explanatory model it was shown that
vocabulary can be predicted from children’s intellectual maturity, gender and their
social economic background. The influence of intellectual maturity on vocabulary
found in this study coincides with van Elsäcker’s results (2002). Those findings report
that nonverbal IQ, as well as literacy climate at home, was the strongest predictor
of reading vocabulary in Dutch third and fourth graders. The role of gender draws
back on previous studies by Cueto, Jacoby and Pollitt (1997) and Majluf (1993),
demonstrating that Peruvian boys tend to do better in school-related variables, such
as vocabulary and word decoding. This is explained by the gender-related differences
in expectations of parents (especially in the rural areas) in regard to their children’s
academic performance. The critical role of social economic status in this study can
be explained by the fact that students of higher social economic status have access
to a better quality school and a richer home environment. Children of a higher social
economic status will also have an appropriate nutritional level, which is a key factor
for learning. According to the findings of Storch and Whitehurst (2001), children
from low-income backgrounds begin formal schooling behind their peers with regard
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to knowledge of print concepts (Smith & Dixon, 1995). In previous studies it has
been shown that most Peruvian families from a low social economic level do not
have the resources to buy books. Parents of a lower social economic status, who
usually work hard, are less able to spend time communicating with children or telling
them stories (e.g., Majluf, 1993; Pollit & Cueto, 2002). As the Instituto Nacional de
Estadística e Informática [INEI] (2000) stated, place of residence and poverty at
home are the key factors that determine unequal levels of academic achievement
among Peruvian students.
The present study found that the value placed on reading motivation also
predicts the development of reading comprehension abilities. As Paris and Oka
stated (1986), students who perceive reading as valuable will engage in reading
in a more planned and diligent manner. With regard to the relationship between
motivation and background variables, it is worth noting that home literacy climate
is a strong influence on the value the child places on reading. That is, the family
context strongly influences to what extent pupils believe that reading is an important
activity for their personal and academic development and an activity that is valued
by significant people in their environment. It is important to note that education is
highly valued by most Peruvian families. Especially people from low social economic
status consider it to be only opportunity of gaining access to a better quality of life
(Ansión, Lazarte, Matos, Rodríguez, & Vega-Centeno, 1998). The INEI (2000) has
reported that in addition to political and social elements, a difference in the value
placed on education at home also contributes to educational achievement in Peru.
Value placed on education is a transverse element that involves all factors related to
Peruvian education and is able to reduce the influence of negative issues. Therefore,
the Ministry of Education has designed the most recent educational policies in
consideration with these findings (Ministerio de Educación del Perú, 2004a).
It should be taken into account that there are some limitations to the present
study. First, the tendency to generalize the study’s findings should be interpreted
with caution. The participants involved in the present study cannot be seen as
representative of the entire city. Therefore, results must be interpreted in the knowledge
that they may not apply to the entire population of Lima. In order to arrive at findings
that can be interpreted to apply to a larger population, we are in need of follow-up
studies with larger groups of participants with an equal distribution of different sociocultural groups. Another aspect of this study that should be considered is the use
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of self-reported measurements for testing the value placed on reading motivation.
Social desirability as well as the children’s poor self-reflection abilities might have
influenced the results. A better idea of the role motivation plays in children’s reading
development could be expected to be gained from observational data concerning
the literacy practices of students.
The present study has practical implications. Given the reciprocal relations
between vocabulary skills, word decoding, and reading literacy, all of these abilities
should be emphasized during children’s reading instruction. Children’s vocabulary
knowledge appears to be an extremely important factor contributing to effective
reading comprehension. Intense vocabulary training should therefore be provided
throughout elementary education (Snow, Burns, & Griffin, 1998). Teachers should
recognize that the content of most textbooks is not equally familiar to all children.
Such activities that form a preparatory discussion of the content of a story, such as
the provision of background information, the establishment of shared experiences
and the explanation of difficult words are therefore recommended. In addition,
the present study implies that the social economic background of children plays
an important role in the development of reading literacy in Peru. Therefore, it is
important to consider the improvement of lower social economic groups’ quality
of life to be a basic principle in improving the reading performance of Peruvian
students. Thus, literacy education would ideally be integrated into programmes
addressing human resource development more broadly, such as those designed to
provide adequate shelter in large cities, resolve health care inequities and counter
acute unemployment (Lawrence, 1992).
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Reading Literacy Intervention with Fifth Graders
Belonging to Different Social Economic Groups
in Lima, Peru
Abstract
This study examined the effects of the reading literacy intervention programme
Lectura for fifth graders of middle-class and low-class social economic backgrounds in
Lima (Peru) on reading literacy and reading motivation. The intervention emphasized
reading strategies and aspects of reading motivation, i.e., social collaboration, selfexpression, self-direction, concept orientation and real-world interactions. Repeated
Measures ANOVA was used in order to calculate the effects of measurement point
(pre and post), group (intervention and control), social economic status (middleclass and low-class) and gender on reading literacy achievement and on reading
motivation. Results showed that reading literacy increased more in the intervention
group than in the control group. Children from a low social economic background
benefited more from the intervention than children with a middle-class social
economic background. The programme had also an impact on children’s reading
motivation. A reading literacy programme with a socio-cultural and motivational
approach is effective for enhancing reading literacy and reading motivation in
Peruvian students.
Key words: reading intervention, decoding, vocabulary, motivation, social economic
status, Peruvian fifth graders, cultural diversity, teacher training.
5. 1 Introduction
Theoretical and technical advances in research on literacy learning have
greatly influenced the nature and type of information on individual differences that
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have been considered in instructional planning and the educational placement of
students with special needs. Following Walberg and Wang (1989), the discussion
focused on aspects of literacy learning environments that effectively provide for
students’ individual needs. There seems to be growing interest in the development
of innovative programmes and practices that improve schools’ capabilities to adapt
literacy instruction to student diversity. Accordingly, previous studies (e.g., Heath,
1982, 1983; Serpell, 2001; Street, 2001) have shown that socio-cultural diversity
may have a great impact on the development of reading literacy abilities of students.
In this line, reading literacy is defined as the ability to understand and use those
written language forms required by society and/or valued by the individual, taking into
account the different purposes for reading, namely: reading to learn, to participate in
the community, for personal enjoyment and in order to be able to construct meaning
from a variety of texts ((Mullis, Martin, Gonzales, & Kennedy, 2003). Research has
also shown reading literacy abilities to be closely related to reading motivation.
Guthrie and Wigfield (2000) stated that engagement plays an important role in
reading, which entails: holding a purpose, seeking to understand, believing in one’s
own capability and taking responsibility for learning.
Several literacy learning intervention programmes have been developed based
on the engagement perspective. An example of such a programme is Transactional
Strategies Instruction (TSI) (Brown, Pressley, van Meter, & Schuder, 1996). The main
goal of TSI is the joint construction of reasonable interpretations by group members
and the long-term aim of the programme is to internalize the use of strategies when one
encounters a demanding text. Students are guided to construct meaning by emulating
expert readers. Teacher and students copy experts’ use of strategies and discuss when
to apply them. Another recently developed intervention programme is the ConceptOriented Reading Instruction (CORI), elaborated on by Guthrie, et al. (1996). This
programme is based on theoretical principles of motivation. Instruction is organized
based on an interdisciplinary theme, namely; the conceptual theme, in which content
areas such as language arts and science are taught simultaneously. Students learn to
coordinate their efforts, build on each other’s thinking, and communicate to others their
understanding of the theme. Furthermore, they participate in activities intended for the
entire class, small teams, partnerships, or individual activities. Strategy learning is
supported using modeling, peer discussions and self-reflection. Additionally, students
interact with concrete objects or events, which contribute to a deeper conceptual
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understanding and increase of interest. Teachers encourage autonomy of students and
by providing multiple examples, encourage and teach transfer. Moreover, interesting
materials which match the topical interest and the cognitive competency of the
reader is provided (Guthrie & Alao, 1997). Quasi-experimental research showed that
students who were enrolled in the CORI programme improved their reading skills and
obtained higher motivation scores. Additionally, students whose intrinsic motivations
increased were more likely to increase their amount and breadth of reading and
tended to generalize their motivational goals to other school classes and to home
life. Furthermore, regarding American standards, intervention students exceeded
comparison students on an American statewide test of reading, writing, language use,
science, and social studies (Guthrie & Alao, 1997).
From previous research, it can be concluded that intervention programmes based
on an engagement perspective might be successful in fostering children’s reading
literacy and reading motivation. However, the studies conducted so far have not
really taken into account the extent to which such programmes are also successful
in responding to different social economic groups or cultural diversity. Peru is
characterized by immense cultural diversity. Particular patterns of development,
linguistic characteristics, resources, and difficulties are encountered in every region
of the country (Corporación Apoyo, Opinión y Mercado, 2001, 2003). Though the
official national school curriculum consider intercultural, equity, and pertinence
criteria to be very important elements (Ministerio de Educación del Perú, 2003), the
majority of teachers appear to be unable to adapt the general teaching lineaments to
their particular context. This may be one of the factors contributing to the low levels
of achievement in language arts gained by Peruvian students, which evaluation
studies have shown to be below the average of many Latin American countries. This
is evidence of the large differences between student populations of different social
economic backgrounds (Ministerio de Educación del Perú, 2004).
The main goal of the present study was to examine the effects of a reading
literacy programme on reading literacy and reading motivation in Peruvian fifth
graders of two social economic groups: those with a middle-class social economic
status and those with a low-class social economic status. The programme Lectura
was designed following the principles of motivation developed by Guthrie and his
colleagues (Guthrie et al., 1996) as well as characteristics of Peruvian students. The
main goal of the programme was to train teachers to put effective procedures into
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practice that would promote reading literacy and reading motivation in fifth graders,
within intervention groups. Teachers were trained to conduct the programme and
then performed the programme in their classrooms. Intervention students were
compared with a control group. Social economic status (SES) and gender were used
as relevant co-variables. The design of the study was quasi-experimental, including
a pretest, intervention and posttest.
5.2 Method
Participants
The participants involved in this study consisted of 202 fifth graders from 5
primary schools, who belonged to one of two social economic statuses encountered
within Lima. Within this study, those two social economic statuses will be referred to
as middle-class and low-class. The average age of participants was 10.6 years old.
The participants were assigned to either the intervention or the control group.
The selection of participants took place in two phases. From a group of
eleven schools, classes containing students with lower-class and middle-class
social economic backgrounds were randomly assigned to the intervention group.
Information regarding the social economic background of the children was gathered
by means of a socio-demographic questionnaire. For each intervention classroom, a
homogeneous control classroom from the same school was selected. The participants
consisted of a total number of 117 pupils with a middle-class social economic status
and 85 pupils with a lower social economic status. A group of 92 children from four
schools were enrolled in the intervention programme and a group of 110 children
from five schools constituted the control group. Table 1 shows how children were
distributed in both groups as a function of social economic status and gender.
The teachers involved in this study were all between 29 and 44 years old. They
obtained their teaching degree either in a private pedagogic institute (3 years with
practical orientation) or in a particular university (5 years with both practical and
theoretical orientation). They were specialized in primary school education. Most of
these teachers had followed in-service training programmes organized by the Peruvian
Ministry of Education or by universities, in order to update their knowledge.
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Table 1
Distribution of the Sample in the Intervention and Control Group (N = 202)
Group

Social economic status

Gender

Low

Middle

Boys

Girls

Control

44

66

63

47

Intervention

41

51

46

46

Total

85

117

109

93

Instruments
Reading literacy. The PIRLS Reading Literacy test was used to evaluate reading
literacy in children. The test evaluated the following abilities: focus on and retrieval
of explicitly stated information, making straightforward inferences, interpretation and
integration of ideas as well as examination and evaluation of content, language,
and textual elements (International Association for the Evaluation of Educational
Achievement, 2000). The comprehension questions that accompanied the text
were presented in two formats: multiple choice and constructed-response. Each
multiple choice question provided students with four response options, of which only
one was correct. Students scored one point for each correctly answered multiple
choice question. The constructed-response questions were worth one, two, or three
points, depending on the depth of understanding required. All the passages and
items showed “very good psychometric characteristics with a wide range of difficulty
levels and good discrimination indices” (Martin, Mullis, & Kennedy, 2003, p.10).
For the present study, the original versions of two subtests of the PIRLS Reading
Literacy test were used: The Hare Heralds the Earthquake (a narrative text) and
The River Trail (an informative text). These subtests were translated from English
into Spanish. They were adapted to the students of Lima through a pilot evaluation.
The pilot participants consisted of 137 fourth graders, and the reliability coefficient
α obtained was .76 for the narrative subtest and .72 for the informative subtest.
One test consisted of a story about the hare, followed by 11 questions concerning
that story. The other test consisted of an informative text concerning a brochure
that gave information about a trip through the countryside, followed by 11 questions
concerning the content of that brochure. That made a total of 22 questions.
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Reading motivation. In order to evaluate children’s motivation to read, a
questionnaire containing 52 questions was ������������������������������������
elaborated��������������������������
, based on two previously
constructed questionnaires: Measure of children’s motivation for reading by Wigfield,
Guthrie, and Mc Gough (1996), and Motivation to read profile by Gambrell, Martin
Palmer, Codlin, and Anders Mazzoni (1995). During the evaluation, the examiner read
each question aloud to the students and paused for a few seconds to give the children
time to select an answer from four alternatives. Before using this questionnaire with
the participants involved in the present study, a pilot measurement was performed.
The pilot participants consisted of 137 fourth graders. The α coefficient was .90.
Factor analysis showed four underlying factors contributing to the children’s scores:
self-efficacy, social interaction, value placed on reading and reading as enjoyment.
The reliability coefficients for the four factors were .85, .85, .81, and .72, respectively
(the items are presented in Appendix B). Next, these factors will be described.
Self-efficacy refers to the children’s perception of their reading performance.
Social interaction refers to the extent to which they experience reading to be a social
activity. Value placed on reading refers to their valorization of reading in regard to
each child’s personal and academic development. Reading as enjoyment refers to
the extent to which the children consider reading to be a pleasant activity.
Social economic status. To collect data regarding the children’s different social
economic statuses, a social demographic questionnaire (Appendix A) was developed
based on criteria used by the corporation that conducts research on social economic
groups in Peru (Corporación Apoyo, Opinión y Mercado 2001, 2003). The criteria
seek information about the particular social economic status of the child. The
questions referred to the level of education and occupations of family members as
well as housing characteristics. The questionnaire contained 18 questions, which
participants answered either with their parents’ help or their teachers’ help. In order to
assess each individual child’s social economic status, their answers were compared
with the set of criteria describing different social economic groups.
Lectura Reading intervention programme. In this section, the programme and its
implementation will be described. The Lectura programme was designed specifically
for this study based on reading literacy instruction stressing reading strategies (e.g.,
Brown & Pressley, 1994; Flavell, in Garner 1987; Paris, Wasik, & Turner, 1991;
Schmitt, in Lerner, 1993) and reading motivation principles, most of them developed
by Guthrie et al. (1996). It was implemented by the main researcher of this study
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and was addressed to 4 fifth grade teachers who worked at four different schools in
Lima. Just before the school year started, the main principles of the programme were
developed in 10 sessions (20 hours). In the middle of the school year, an in-service
training course was given in a two-day period (6 hours), in which teachers consolidated
their knowledge and discussed their experiences within the classrooms during the
first part of the school year. The general objective of the programme was to teach
teachers a methodology that would enhance reading literacy and promote reading
motivation in fifth graders, while responding to the fifth graders’ particular needs and
making as much use as possible of the resources in the children’s environments. The
programme included up-to-date theoretical and practical information. The themes
treated were: reading comprehension and its relationship with word decoding and
vocabulary; literal, inferential and critical information in texts; reading strategies
(before, during, and after reading), improving writing abilities, adequate feedback,
and support as well as selection of materials. Moreover, teachers were trained to use
motivation principles: social collaboration, self-expression, self-direction, concept
orientation, real-world interactions, and working on a project.
The methodology during the programme was similar to the teaching method that
teachers were there to learn. Consequently, they underwent the experience of being
a student in that situation, in order to apprehend important concepts. To facilitate
this, they participated in group discussions and performed many reading activities
individually and in groups. Furthermore, in order to respond to their students who
belong to a particular environment, teachers were asked to reflect (and continue to
reflect throughout their careers) on the particular characteristics and needs of their
students, taking into account their few resources at home and the limitations they
must encounter as a result. Based on these reflections, they were meant to adapt
the subject to the student’s individual needs and finally propose their own strategy
for intervention.
At the very beginning of and at the end of the training course, teachers’ knowledge
in regard to the engagement perspective on reading and reading strategies was
evaluated. After the training, teachers implemented the programme with their own
students. Teachers were observed while implementing the programme in their
classrooms and feedback was given. When the implementation of the intervention
with their own students was complete, they were interviewed about their experiences
while implementing the programme. The interviews showed that teachers were able
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to reach the pre-specified goals of the programme. Teachers felt that the classroom
atmosphere was pleasant during the training and that the content offered to them was
interesting, useful, and appropriately focused. They also commented that the training
helped them to reflect on their own work. More importantly, students’ response to the
implementation of the intervention was positive from beginning to end and far better
than their usual reactions within the classroom. Students were more active and
became gradually more independent. Observations made in the classroom while
teachers were performing the programme showed that teachers frequently used
activities that involved narrative tasks and they only occasionally used informative
tasks. Teachers found that enhancing amount and breadth of reading was difficult,
due to the fact that the home environment of most students did not support this
habit. Parents did not read habitually and did not share literacy activities with their
children. On average, teachers implemented the programme during 24 sessions
over a period of 12 weeks.
Procedure
Prior to the beginning of the school year, teachers and their students were
randomly assigned to either the intervention or the control group. Teachers of the
intervention groups participated in a one-week training programme on reading
instruction. At the beginning of the school year, the first measurement on students
was performed. Before the measurement, it was confirmed that the intervention and
control students scored similarly in regard to word decoding and vocabulary, as well
as in reading literacy and reading motivation. Standardized tests were used: the One
Minute test of Thorne (1991) was used for word decoding and the Hispanic version of
the Peabody Picture Vocabulary Test (Dunn, Padilla, Lugo & Dunn, 1986) was used
as well. Results of t-tests showed no differences between groups regarding these
measures. Before the intervention, the mean scores in the intervention group for
reading literacy, reading motivation (Social interaction motivation and value placed
on reading motivation), decoding, and vocabulary were 21.11, 2.69, 3.28, 81.85,
and 91.25, respectively, while the control group’s scores were 20.91, 2.78, 3.25,
77.86, and 90.17, respectively.
Following the implementation of the programme in the classroom, students
were evaluated again, and Repeated Measures ANOVA was conducted in order to
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calculate the effects of the intervention. Furthermore, the effect size (d) of Cohen
(1988) was calculated, to determine the statistical power of the intervention effect.
The effect is either large (d ≥ .80), medium (d = .50), or small (d ≤ 20).
5.3 Results
Overall intervention effects. The overall intervention effects of the Lectura
programme on reading literacy and reading motivation were calculated. Table 2 shows
the means and standard deviations of pretest and posttest measures in the intervention
group and the control group. Analysis of variance showed that the overall intervention
effects were significant for reading literacy, social interaction motivation (SI) and
value placed on reading motivation (VR). Effects were not significant regarding other
dimensions of motivation, namely: self-efficacy motivation and reading as enjoyment
motivation. Regarding reading literacy, from the specified .05 significance level of
the F-test, the interaction Measurement X Group was significant (F(1, 200) = 5.69,
p <.05). Therefore, there was a difference in growth between both groups (control
and intervention) after the intervention. In order to give more evidence for the effect
of the programme on reading literacy, the effect size of Cohen (d) was calculated.
Regarding total reading literacy (the total score of narrative and informative tasks),
Cohen’s d was 0.28. Social interaction motivation and value placed on reading
motivation showed significant interactions Measurement X Group as well (p = .03,
Cohen’s d = 0.11, and p = .02, Cohen’s d = 0.34, respectively). See Table 3.
For all variables, the pretest scores for intervention and control groups show no
statistical difference.
The intervention effects are graphically displayed in Figure 1 for all three
variables. It is worth noting that the initial scores in both groups for each variable
were similar (no statistical difference). Results showed in both the intervention
and the comparison classrooms, a drop in the scores of value placed on reading
motivation at the end of the school year; however, the drop in the intervention group
was significantly smaller than in the control group confirming the positive effect of
the programme (Figure 1).
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Table 2
Means and Standard Deviations of Pretest and Posttest Measures on Reading
Literacy and Reading Motivation in the Intervention Group and the Control Group
(N = 202)
Intervention (n = 92)
Variable

Max. score

Pretest
Mean

Control (n = 110)

Posttest

SD

Mean

SD

Pretest
Mean

Posttest
Mean

SD

SD

Self-efficacy
motivation

4

2.92

0.45

2.96

0.48

2.92

0.42

2.90

0.45

Social interaction
motivation

4

2.69

0.57

2.73

0.59

2.79

0.54

2.67

0.54

Value placed reading
motivation

4

3.28

0.40

3.20

0.47

3.26

0.39

3.02

0.56

Reading enjoyment
motivation

4

3.22

0.49

3.31

0.40

3.20

0.50

3.20

0.45

34

21.11

5.28 22.76

5.62

Reading literacya

5.15 24.21

4.56 20.91

Note. a Includes the narrative and the informative task.
For all variables, the pretest scores for intervention and control groups show no
statistical difference.
Table 3
ANOVA Statistics for Reading Literacy, Social Interaction Motivation and Value
Placed on Reading Motivation with Measurement and Group as Main Effects
Effect

Statistic

Value

F

df1

df2

p

0.69 90.22

1

200

.00

Reading literacy
Measurement

Wilks’s Λ

Group

Type III

67.58

1.43

1

200

.23

Measurement X Group

Wilks’s Λ

0.97

5.69

1

200

.02

Social interaction motivation
Measurement

Wilks’s Λ

0.99

0.98

1

200

.32

Group

Type III

0.05

0.10

1

200

.76

Measurement X Group

Wilks’s Λ

0.98

4.63

1

200

.03

Measurement

Wilks’s Λ

0.89 25.71

1

200

.00

Group

Type III

1.03

3.20

1

200

.08

Measurement X Group

Wilks’s Λ

0.97

5.39

1

200

.02

Value placed on reading motivation
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Figure 1. Means
��������������������������������������������������������������������������
of reading literacy (narrative and informative), s������������������
ocial interaction
motivation and value placed on reading motivation �������������������������������
at the pretest and posttest by
group�.
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Table 4
ANOVA Statistics for Narrative Reading Literacy and Informative Reading Literacy
with Measurement and Group as Main Effects
Effect

Statistic

Value

F

df1

df2

p

0.89 24.29

1

200

.00

Narrative task-Reading literacy
Measurement

Wilks’s Λ

Group

Type III

Measurement X Group

Wilks’s Λ

16.99

1.30

1

200

.26

0.93 15.03

1

200

.00

0.76 64.70

Informative task-Reading literacy
Measurement

Wilks’s Λ

Group

Type III

Measurement X Group

Wilks’s Λ

1

200

.00

16.79

0.96

1

200

.33

1.00

0.06

1

200

.81

When restricting analyses to the narrative task exclusively, both the measurement
effect and the interaction between measurement and group remained significant
(Table 4). Cohen’s d was 0.37. However, in the case of restricting analyses to the
informative task, only the measurement effect was significant (Table 4). Cohen’s d
was 0.11. Therefore an effect of the programme in regard to reading literacy related
to informative tasks could not be verified.
Reading literacy effects as a function of SES and gender. Means on reading
literacy as a function of social economic status (SES) and gender are presented in
Figures 2 and 3, respectively. Analyzing each social economic group separately, it
can be seen that following the intervention, students of the intervention condition
scored higher than their peers of the control condition. A similar tendency appeared
when girls and boys were considered separately. Indeed, girls tended to score higher
than boys; however, boys tended to improve more than girls.
In Table 5 the ANOVA statistics for reading literacy (the total score of narrative
and informative tasks) are presented with measurement, group, SES and gender as
main effects. From the significance of the F-test, four-way and three-way interactions
appeared to be insignificant. There is a tendency for Measurement X Group X SES
interaction (p = .06); therefore, there might be a tendency for a difference between
low-class and middle-class social economic status with respect to the magnitude of
the intervention results.
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Figure 2. Means of reading literacy (narrative and informative) at the pretest and
posttest as a function of group by social economic status.

Figure 3. Means of reading literacy (narrative and informative) at the pretest and
posttest as a function of gender by group.
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Table 5
ANOVA Statistics for Reading Literacy with Measurement, Group, SES and Gender
as Main Effects
Effect

Statistic

Value

F

df1

df2

p

Measurement

Wilks’s Λ

Group

Type III

.68

92.66

1

194

.00

68.05

1.66

1

194

.20

SES

Type III

Gender

Type III

1019.87

24.87

1

194

.00

111.01

2.71

1

194

.10

Measurement X Group

Wilks’s Λ

0.97

5.99

1

194

.01

Measurement X SES

Wilks’s Λ

0.99

2.62

1

194

.11

Measurement X Gender

Wilks’s Λ

1.00

0.01

1

194

.68

Group X SES

Type III

6.94

0.17

1

194

.20

Group X Gender

Type III

23.85

0.58

1

194

.45

SES X Gender

Type III

96.32

2.35

1

194

.13

Measurement X Group X SES

Wilks’s Λ

0.98

.3.47

1

194

.06

Measurement X Group X gender

Wilks’s Λ

1.00

0.09

1

194

.76

Measurement X SES X Gender

Wilks’s Λ

1.00

0.74

1

194

.39

Group X SES X Gender

Type III

32.44

0.79

1

194

.38

Measurement X Group X SES X Gender

Wilks’s Λ

0.99

2.78

1

194

.09

Subdivided into low-class and middle-class social economic status, the descriptive
statistics from Figure 2 indicated that the relative improvement in reading literacy was
higher for the children of the experimental group with a low-class social economic
status than for the children with a middle-class social economic status. Restricting
the analysis to the group with a low-class social economic status, a significant
interaction between measurement and group was found. Considering the group with
a middle-class social economic status, this interaction was not significant. Cohen’s
d was 0.41 for the group with a low-class background and 0.16 for the group with a
middle-class background.
Social interaction motivation effects as a function of SES and gender. The
results of an ANOVA regarding social interaction motivation showed that the fourway and three-way interactions were not significant (Table 6). Regarding the twolevel interactions, Measurement X SES and Measurement X Group were significant.
The first interaction supported the important role of social economic variables; the
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Table 6
ANOVA Statistics for Social Interaction Motivation with Measurement, Group, SES
and Gender as Main Effects
Effect

Statistic

Value

F

df1

df2

p

Measurement

Wilks’s Λ

0.99

1.78

1

194

.18

Group

Type III

0.10

0.23

1

194

.63

SES

Type III

0.85

1.92

1

194

.17

Gender

Type III

4.20

9.50

1

194

.00

Measurement X Group

Wilks’s Λ

0.97

5.47

1

194

.02

Measurement X SES

Wilks’s Λ

0.97

5.32

1

194

.02

Measurement X Gender

Wilks’s Λ

1.00

1.07

1

194

.30

Group X SES

Type III

0.99

2.24

1

194

.14

Group X Gender

Type III

0.72

1.63

1

194

.20

SES X Gender

Type III

2.29

5.18

1

194

.02

Measurement X Group X SES

Wilks’s Λ

1.00

0.76

1

194

.38

Measurement X Group X Gender

Wilks’s Λ

1.00

0.32

1

194

.57

Measurement X SES X Gender

Wilks’s Λ

1.00

0.10

1

194

.75

Group X SES X Gender

Type III

1.22

2.77

1

194

.10

Measurement X Group X SES X Gender

Wilks’s Λ

1.00

0.39

1

194

.53

latter indicated that after the intervention, scores of intervention students increased
more than those of students in the control condition (Cohen´s d = 0.11) (Figure
1). Additionally, analyzing each social economic group separately, the middle-class
social economic group (Cohen´s d = 0.26) improved more than the low-class social
economic group (Cohen´s d = -0.07) (Figure 4). It is also worth noting that in the
low-class social economic group, girls improved more than boys and in the middleclass social economic group, boys improved more than girls. Furthermore, in regard
to the main effects, significant effects were found for gender, which support the fact
that girls scored significantly higher than boys before and after the intervention.
Regarding girls, Cohen´s d was 0.21, while in the case of boys, Cohen´s d was
-0.06.
Value placed on reading motivation effects as a function of SES and gender.
ANOVA statistics were calculated for value placed on reading motivation (Table 7).
Results showed that the four-way interaction was significant. This indicated that the

118

Reading Literacy Intervention

interaction of Measurement X Group X Gender was different for the middle-class
social economic group and the low-class social economic group.
Table 7
ANOVA Statistics for Value Placed on Reading Motivation with Measurement, Group,
SES and Gender as Main Effects
Effect

Statistic

Measurement

Value

F

df1

df2

p

Wilks’s Λ

0.86 30.69

1

194

.00

Group

Type III

0.88

3.09

1

194

.08

SES

Type III

0.85

2.98

1

194

.09

Gender

Type III

4.55 16.04

1

194

.00

Measurement X Group

Wilks’s Λ

0.96

8.68

1

194

.00

Measurement X SES

Wilks’s Λ

1.00

0.96

1

194

.33

Measurement X Gender

Wilks’s Λ

1.00

0.11

1

194

.75

Group X SES

Type III

0.19

0.67

1

194

.41

Group X Gender

Type III

0.43

1.50

1

194

.22

SES X Gender

Type III

0.78

2.75

1

194

.10

Measurement X Group X SES

Wilks’s Λ

0.98

5.03

1

194

.03

Measurement X Group X Gender

Wilks’s Λ

0.99

2.34

1

194

.13

Measurement X SES X Gender

Wilks’s Λ

0.98

3.49

1

194

.06

Group X SES X Gender

Type III

1.48

5.21

1

194

.02

Measurement X Group X SES X Gender

Wilks’s Λ

0.98

4.98

1

194

.03

Continuing with deeper analyses on value placed on reading motivation, ANOVA
was performed for each social economic group independently. Regarding the middleclass social economic group, the three-way interaction showed no significant value.
However, the two-way interaction between measurement and gender was powerful
(��������
Cohen´s d was 0.53 for boys and 0.2 for girls���
) (F(1, 113) = 3.89, p < .05), which
meant that in the middle-class social economic group, there were gender differences
for the development of value placed on reading motivation (before and after the
programme). After the intervention, boys improved more than girls; however, girls
score higher than boys (Figure 5).
The main effects of measurement, group, and gender were significant (p <.001,
p < .05, p < .001, respectively). These outcomes showed that intervention students
scored generally higher than control students, and that girls scored higher than boys
(Table 8).
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Figure 4. Means on social interaction motivation at the pretest and posttest as a
function of group by social economic status.

Figure 5. Means of value placed on reading motivation at the pretest and posttest by
gender in the middle-class social economic status.
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Table 8
ANOVA Statistics for Value Placed on Reading Motivation Using Measurement,
Group and Gender as Main Effects for the Middle SES
Effect

Statistic

Measurement
Group

Value

F

df1

df2

p

Wilks’s Λ

0.87 16.83

1

113

.00

Type III

1.13

4.33

1

113

.04

Gender

Type III

5.47 20.90

1

113

.00

Measurement X Group

Wilks’s Λ

1.00

0.40

1

113

.53

Measurement X Gender

Wilks’s Λ

0.97

3.89

1

113

.05

Group X Gender

Type III

0.19

0.73

1

113

.40

Measurement X Group X Gender

Wilks’s Λ

1.00

0.40

1

113

.53

To further explore the value placed on reading motivation, an ANOVA was
performed for the low-class social economic group (Table 9). The three-way
interaction was significant (F(1, 81) = 4.46, p <.05), which clearly shows that there
were differences in the way boys and girls experienced the intervention effects
(��������
Cohen´s d was -0.2 for boys of the low-class social economic group and 0.83 for
girls of the low-class social economic group)������������������������������������������
(Figure 6). Girls do not decrease, while
boys do. Regarding the two-way interaction, the Measurement X Group interaction
was significant (F(1, 81) = 8.48, p < .001), showing that intervention students’
improvement increased more (or decreased less) than students from the control
condition. The only significant main effect was measurement (p < .001).
Table 9
ANOVA Statistics for Value Placed on Reading Motivation Using Measurement,
Group and Gender as Main Effects for the Low SES
Effect

Statistic

F

df1

df2

p

Measurement

Wilks’s Λ

Value

0.86 13.39

1

81

.00

Group

Type III

0.11

0.34

1

81

.56

Gender

Type III

0.67

2.13

1

81

.15

Measurement X Group

Wilks’s Λ

0.91

8.48

1

81

.00

Measurement X Gender

Wilks’s Λ

0.99

0.75

1

81

.39

Group X Gender

Type III

1.49

4.76

1

81

.03

Measurement X Group X Gender

Wilks’s Λ

0.95

4.46

1

81

.04
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Figure 6. Means of value placed on reading motivation at the pretest and posttest by
gender and group in the low-class social economic status.

Figure 7. Means of value placed on reading motivation at the pretest and posttest by
social economic status and group in girls.
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Table 10
ANOVA Statistics for Value Placed on Reading Motivation Using Measurement,
Group and SES as Main Effects for Boys
Effect

Statistic

Measurement
Group

Value

F

df1

df2

p

Wilks’s Λ

0.85 19.20

1

105

.00

Type III

0.04

0.16

1

105

.69

SES

Type III

0.00

0.00

1

105

.96

Measurement X Group

Wilks’s Λ

0.99

1.12

1

105

.29

Measurement X SES

Wilks’s Λ

1.00

0.44

1

105

.51

Group X SES

Type III

1.51

5.35

1

105

.96

Measurement X Group X SES

Wilks’s Λ

1.00

0.00

1

105

.99

Table 11
ANOVA Statistics for Value Placed on Reading Motivation Using Measurement,
Group and SES as Main Effects for Girls
Effect

Statistic

Measurement

Value

F

df1

df2

p

Wilks’s Λ

0.88 12.27

1

89

.00

Group

Type III

1.16

4.04

1

89

.05

SES

Type III

1.49

5.19

1

89

.03

Measurement X Group

Wilks’s Λ

0.91

9.04

1

89

.00

Measurement X SES

Wilks’s Λ

0.96

3.66

1

89

.06

Group X SES

Type III

0.28

0.97

1

89

.33

Measurement X Group X SES

Wilks’s Λ

0.91

9.03

1

89

.00

Additionally, analyses were performed for each gender separately. Boys and girls
showed a different pattern of development of value placed on reading motivation
(Table 10, Table 11). For boys only the main effect of measurement was significant.
The means before and after the intervention were 3.17 and 2.97, respectively, and
Cohen´s d was�������������������������������������������������������������������
0.2. For girls, the three-way interaction was highly significant (F(1,
89) = 9.03, p < .001). That means that strong differences exist between low-class
and middle-class social economic groups in regard to the Measurement X Group
interaction (��������
Cohen´s d was 0.83 for girls of the low-class social economic status and
0.2 for girls of the middle-class social economic status)�������������������
. As we can see in ����������
Figure 7,
this interaction is explained probably by the girls in the low-class social economic
control group. The drop in score on VR in this group is remarkable. The significant
effects in the lower levels can be explained by this deviant tendency.
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5.4 Conclusions and discussion
This study examined the development of reading literacy, value placed on reading
motivation and social interaction motivation, before and after reading intervention,
in comparison to a control group, with 202 fifth graders from two different social
economic backgrounds in Lima, Peru. ANOVA results show that scores of the three
variables improve significantly more in the intervention group than in the comparison
students. Indeed, most improvement in reading literacy is caused by narrative task
activities than by informative tasks activities. Additionally, regarding reading literacy
and value placed on reading motivation, the group with a low-class social economic
status benefits more from the intervention than the group with the middle-class
social economic status does. On the other hand, results show that gender does
not contribute to differences in reading literacy following the intervention. In regard
to social interaction motivation, the middle-class social economic group gained
more than their counterparts in the low-class social economic group. In addition to
this, girls improved more than boys in the group with a low-class social economic
background and boys improved more than girls in the group with a middle-class social
economic background. Regarding value placed on reading motivation, outcomes
show evidence of an interception of measurement, group, social economic group,
and gender. In this line,����������������������������������������������������������
in the middle-class �������������������������������������
social economic group����������������
, boys
��������������
improved
more than girls; ��������������������������������������������������������������������
moreover, in relation to girls, the low-class ����������������������
social economic group�
gained more than the ������������������������������������������������������������
middle-class social economic �������������������������������
group after the intervention���.
Regarding the educational experience during the intervention, it may be observed
that teachers experience it as rewarding. They find that this method of teaching
reading literacy was more coherent and that the student improved more than they
ever had. Furthermore, children’s reading motivation increased: they participated
enthusiastically, learnt to work in groups, and gained more independence.
In general, students in the intervention group improve in reading literacy more
than their counterparts in the control group. These outcomes are consistent with
those of researchers who have developed new instructional programmes to enhance
reading development. Guthrie and Alao (1997) found that nearly all third- and fifthgrade children experiencing Concept-Oriented Reading Instruction increased their
frequency of reading, reading engagement, intrinsic motivation, and use of volitional
strategies (Wigfield, 1997).
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The reading programme in this study influences the development of reading
literacy more through narrative tasks than through informative tasks. These
results coincide with what has been observed in the classroom, i.e., teachers only
occasionally prepared activities in which informative tasks were developed. This
was an unexpected outcome due to the fact that both narrative and informative
activities were treated during the training programme. Therefore, these outcomes
seem to suggest that the preparation teachers received in order to earn their teaching
degrees, did not facilitate the use of informative tasks.
It may be noted that the group with a low-class social economic status benefited
more from the intervention than the group with a middle-class social economic
status did, in terms of reading literacy and value placed on reading motivation. This
is remarkable because the low social economic groups in Peru have shown low
levels of achievement in the last national evaluations, so that they did not reach the
expected learning goals (Cueto, 2007). One reason for this result might have been
caused by the fact that the intervention programme was better designed or better
implemented by teachers for the group with the low-class social economic status.
Another explanation might be that students with a middle-class social economic
status have gained a better quality of education than students of with a low-class
social economic status, over the entire course of their academic careers. In this
sense, the academic level of the latter was clearly further from the intervention
objectives and method of the programme than the former. Therefore, the low-class
social economic group had more room for improvement following the intervention
than the middle-class social economic group did. A few studies (e.g., Sonnenschein
& Munsterman, 1996, cited in Baker, Scher, & Mackler, 1997; van Elsäcker, 2002)
have argued that different social economic groups showed different patterns in
their literacy development. In general, data supported the idea that social economic
status is a strong predictor of achievement, independent of intervention. In this
sense, the difference between the two social economic groups was significant and
remained relatively constant, both before and after the intervention. The socioeconomic variable is hugely significant in Peru and the intervention evaluated in this
study was not able to modify that impact. From previous studies (e.g., Heath, 1982,
1983; Serpell, 2001; Street, 2001), it is known that socio-cultural diversity plays a
significant role in the development of reading abilities.
In relation to the motivation variable, the programme influences social interaction
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motivation and value placed on reading motivation. This finding could be explained by
the fact that the intervention programme was constructed on the basis of motivational
principles. The effect of the programme on social interaction motivation evidences
the programme’s focus on encouraging relationships among students while they
learn to read. As Guthrie and Alao (1997) have argued, when students share the
goals of literacy activities with others and those goals involve conceptual learning,
students are superior in learning strategies for reading. Furthermore, interpersonal
support for literacy often leads to increased intrinsic motivations for reading. In
this line, as Walberg and Wang (1989) have suggested, affective and cognitive
outcomes are expected when there is a more effective non-traditional perspective
on education, rather than the traditional instruction, which is mostly characterized
by explanation offered to a group at large, recitation and more teacher-directed
instruction. In relation with value placed on reading motivation, as was supported
by Alexander, Graham, and Harris (cited in Garner, 1998), students who judge an
activity interesting are more likely to engage in diligent strategic action than students
who doubt the value of an activity.
These outcomes, in regard to motivation variables, are remarkable considering
the period of time in which the programme was performed in the classroom. The
number of sessions (24 on average) was not long enough to guarantee deep changes
in motivational aspects, which usually require a more extended period of time to be
modified. In the case of the transactional strategies instruction (TSI) investigated by
Brown, Pressley, van Meter, and Schuder (1996), the indicators in the qualitative
research suggested that the effects of such an intervention only appeared in the
long term, that is, after a semester to an academic year. Furthermore, that fully
self-regulated thinking was the product of years of development. A constraint on
a possible longer period of intervention in Peruvian public schools is that students
move in and out of schools at a high rate; thus, keeping large groups of students
together for several years could prove difficult.
The decline in social interaction motivation (exclusively experienced in the
control group) and value placed on reading motivation (experienced in both the
intervention and control groups) over the course of the school year, coincides with
several studies that support the fact that different dimensions of children’s school
motivation will decline from one school year to the next. Those aspects include:
children’s general interest in school, their intrinsic motivation, their continuing

126

Reading Literacy Intervention

impulse to learn and their beliefs and expectations of success in different school
subjects (Wigfield, 1997). According to this, McKenna, Kear, and Ellsworth (1995)
found average recreational and academic reading attitudes steadily become more
negative throughout the elementary school years, beginning relatively positively in
grade 1 and ending with relative indifference in grade 6. Following a study of Wigfield
and Guthrie (1997), fourth graders were more motivated to read than fifth graders.
Therefore, the intervention programme’s effectiveness is confirmed in this study as
it holds the possibility of significantly diminishing the motivation decline effect within
the intervention group.
Another important finding was that gender was not a factor contributing to the
explanation of the intervention’s results in terms of reading literacy. This finding
coincides with that of the Peruvian national achievement evaluation (which is
focused on mathematics and reading comprehension), which also showed no
significant differences related to gender in the performance of students (Ministerio
de Educación del Perú, 2001). In relation to motivation variables, for both social
interaction motivation and value placed on reading motivation, results confirm that
in the middle-class social economic group, boys benefitted more than girls, and
in the low-class social economic group, girls benefitted more than boys from the
intervention. However, girls score higher than boys before and after the intervention.
These results are consistent with those of Wigfield and Guthrie (1997), who found
that girls were more positive about reading than boys in their study with fourth- and
fifth-grade children.
The positive outcomes gained by performing the programme in the classrooms
show that in Lima, a city with a multicultural population, it is pertinent and more
effective to attend to students´ specific diversity while enhancing reading literacy. To
facilitate this process, it might be important to make as much use of the resources
available to the child within his or her own environment as possible. It is also
important to include theoretical and practical information in regard to motivational
dimensions in the programme. Furthermore, it might be useful to include activities
in which teachers are made to experience learning from the student’s perspective
and taught how to address the difficulties encountered by culturally diverse students
(for an example of a successful attempt, see Rogers, Marshall & Tyson, 2006).
The outcomes of the present study are consistent with those of Walberg and Wang
(1989), who supported the development of instructional programmes with features

127

that are adaptive to student’s individual learning needs and that also contribute
significantly to further research on effective educational provisions for individual
learning differences. To sum up, implementing reading literacy programmes is an
effective tool with which to enhance reading literacy in Peruvian students, especially
if a socio-cultural and motivational approach is considered.
It should be taken into account that there are some limitations to the present
study. It is important to consider that the intervention participants consisted of a
small group; therefore, the participants in this study do not represent the entire,
complex population of the city of Lima. In this sense, results must be interpreted
without generalizing and assuming they may be applied to the entire population.
Further studies including more groups within Lima city are suggested. Regarding the
training programme, it may be recommended that teachers be given more advice,
before being asked to prepare a lesson using informative materials. Moreover, it
might be useful to design an efficient monitoring system, including a classroom
observation procedure. This way, advising teachers in regard to the efficacy with
which they are performing the programme in the classroom might be more effective
and the programme may be more reliably tested. It would also be interesting to
explore which types of students are most likely to benefit from the programme. It
might also be useful to perform the programme for a longer period of time, since
reading literacy and the related factors require a more consistent time period to
develop properly. In addition, it may be important for further reading proposals to
include staff development, to insure that the programme would continue.
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General Conclusions and Discussion

6

The reading performance of Peruvian students is below the average of students
in many Latin American countries. Students are not reaching the expected reading
level, as was reported by the last evaluations carried out by the Peruvian Ministry
of Education, UNESCO, and the Programme for International Student Assessment
[PISA] 2001 of OECD (Burga, 2008; Ministerio de Educación del Perú, 2004). The
present research was done in order to gain more insight into the reading literacy
development of students and to find effective ways to intervene, while taking into
account the ������������������������������������������������������������
cultural diversity of the student population in Lima (Peru).
The aim of the present study was to examine which factors explain the variation
in reading literacy in fourth graders (Chapter 3), its development throughout grade 5
(Chapter 4), and to explore the effects of a reading literacy intervention programme
in fifth grade (Chapter 5). In this final chapter, the general conclusions of the studies
being conducted are discussed. In addition, the limitations on the present study and
its implications for educational practice will be highlighted.
6.1 Reading literacy development in Lima, Peru
For both fourth graders and fifth graders, reading literacy turns out to be directly
and significantly predicted by word decoding and vocabulary. From our longitudinal
study in Chapter 4, significant cross-lagged relationships between word decoding,
vocabulary, on the one hand, and reading literacy, on the other hand, were evidenced.
Vocabulary and word decoding demonstrated a strong relation with reading literacy,
supported by a significant bidirectional effect. Therefore, vocabulary and word
decoding can be seen as predictors for reading literacy, but the reverse is also true.
This result conforms to earlier findings by Aarnoutse and van Leeuwe, (1998), and
by Muter, Hulme, Snowling and Stevenson (2004).
Motivational factors also appear to play a role in children’s reading literacy
development. Results of this study for both fourth graders (Chapter 3) and fifth
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graders (Chapter 4) showed that value placed on reading directly predicts reading
literacy. Cross-lagged relationships between value placed on reading and reading
literacy among fifth graders were also found. It can tentatively be concluded that
value placed on reading can be seen as a mediating variable in reading development.
This value is highly dependent on socio-cultural factors. Most
�������������������������
of Peruvian parents
consider the acquisition of literacy highly valuable, because it will offer their children
the opportunity to improve their quality of life in the future �������������������������
(Ansión, Lazarte, Matos,
Rodríguez, & Vega-Centeno, 1998). The Instituto Nacional de Estadística e
Informática �������������������������������������������������������������������������
[INEI] ������������������������������������������������������������������
(2000) has reported that �����������������������������������������
value placed on education was identified
as a transverse element that involved every factor related to Peruvian education
and, if encouraged, could reduce the influence of negative issues.�
It is interesting to note that in this study reading as enjoyment motivation shows
a negative relationship with reading literacy. Children with the highest scores in
reading literacy do not appear to use to read for pleasure, which in itself was strongly
supported by the home literacy climate. This outcome may reflect the reality of most of
the children in Peru. The majority of these children do not live in an environment that
provides them with the possibility to read just for fun. They do not have many books
at home or school to choose and to spend time with, and they are not surrounded by
tutors who motivate them either. Pupils use to read only to fulfill one’s obligations,
e.g., while doing homework, but not for pleasure. Furthermore, results ��������������
supported the
fact that the amount of reading does not necessarily incur improvement in ��������
reading
literacy��������������������������������������������������������������������������
. Children require guidance from a specifically qualified person, who may
teach and encourage the child in such way that their presence will contribute to a
real improvement in reading. ��
Strategic factors show ambiguous effects in our study: monitoring strategies show
no relationship and routine strategies a negative relationship with reading literacy.
The absence of a relation between monitoring strategies and reading literacy may
be due to the fact that the students in our study do not seem to be prepared to
monitor their reading efficiently. Previous studies have shown that such strategies
are difficult to master (Alexander, Grahan, & Harris, 1998; Garner, 1987; Pressley &
Afflerbach, 1995). The fact that a negative relationship was found between the use
of routine strategies and reading literacy outcomes suggests that poor readers use
such strategies to compensate for their low reading levels. It is interesting to note that
the use of such strategies turned out to be significantly predicted by social economic
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status and home literacy climate. It can tentatively be concluded that the use of
reading strategies is at least partly dependent on the child’s home background.
6.2 Role of socio-cultural factors
The children’s social economic status appears to be a significant predictor of
children’s reading literacy. A significant contribution of social economic status and home
literacy climate to vocabulary was also found. These outcomes are in accordance
with previous studies (cf. Snow,
���������������������������������������������������
Barnes, Chandler, Goodman, & Hemphill, 1991��;
Serpell, 2001; Leseman & de Jong, 2001; van Elsacker, 2002)��������������������������
. It is also in line with
previous national Peruvian findings. ��������������������������������������������������
As the Peruvian Instituto Nacional de Estadística
e Informática [INEI] (2000) stated, the insufficient income of the family and the low
educational level of parents can be seen as important elements which contribute to
the low educational achievement level of children. In this line, previous
����������������������
studies have
found that most Peruvian
�����������������������������������������������������������������
families from a low-class social economic background do
not have economic resources for buying books; furthermore, parents, who usually
work hard, do not use to spend time with children talking to them or telling them
stories (e.g., Majluf, 1993; Pollitt & Cueto, 2002). According to the Instituto Nacional
de Estadística e Informática [INEI] (2000), the factors that determine the inequalities
concerning the children’s educational achievement are the place of residence and the
poverty at home.
With regard to gender and intellectual maturity, we found these factors to play a role
in explaining reading literacy performance in older students only. The gender-specific
reading literacy outcomes may be due to the fact that with progression of age reading
attitudes tend to become more positive in girls as compared to boys (McKenna, 2001).
The finding that intellectual maturity has a greater impact on the reading of older
students can be explained from the fact that the reading behaviour in older students
gets less dependent on word decoding and more on intelligent reading comprehension
strategies (Adams, 1990; Johnson, Bouchard, Segal, Samuels, 2005).
6.3 Success of reading literacy intervention
The present study also shows that a reading literacy intervention programme
may help children to become more successful in reading literacy. In the intervention
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study, the development of reading literacy, value placed on reading motivation and
social interaction motivation from before to after reading intervention was examined
in fifth graders of two social economic statuses. We found a positive effect of the
intervention programme in all three domains of investigation��������������������������
. The fact that the gains
in reading literacy scores were larger in narrative tasks can be explained from the fact
that the basic formation of primary school teachers in Peru do not stress informative
approximation to literacy; although informative text was used in the intervention
programme, teachers may not have sufficiently been able to instruct its underlying
strategies to children.
Socio-cultural effects on the success of the literacy intervention could also be
evidenced. With respect to reading literacy�����������������������������������������
and value placed on reading motivation,
the low-class
��������������������������������������������������������������������������
social economic group benefited more from the intervention than
the middle-class social economic group. This result is remarkable since previous
studies have showed that low-class social economic groups in Peru show difficulty
in reaching the learning goals of the Peruvian national curriculum (Cueto, 2007).
The better results for the children in the low-class social economic group indicates
that the intervention programme was better designed or implemented for this group.
Socio-cultural variables also seem to have mediated children’s motivation during
the intervention. In relation to value placed on reading, outcomes evidence an
interception of ���������������������������������������������������������������
measurement, ��������������������������������������������������
group, social economic status, and gender. In the
middle-class social economic group, boys improved more than girls and in the lowclass social economic group, girls improved more than boys. With regard to social
interaction motivation – defined as the pleasure of sharing literacy activities - the
middle-class social economic group appears to gain more than their mates of the
low-class social economic group. Additionally, for social interaction, in the low-class
social economic group, girls improved more than boys, and in the middle-class social
economic group, boys improved more than girls.
With respect to the educational experience during the intervention, it is noteworthy
that it was evaluated by teachers as positive. They reported that the intervention
made teaching reading literacy more coherent and that improvement in reading
literacy among students was evidenced. Furthermore, they noted that reading
motivation of children increased. From the outcomes described, it can be concluded
that implementing programmes on reading literacy is an effective tool to enhance RL
in Peruvian students, especially if the role of socio-cultural and motivational variables
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is taken into account. This result is����������������������������������������������������
in agreement with earlier
���������������������������������
research indicating that
reading literacy and reading motivation show a reciprocal relationship (e.g., Guthrie
& Wigfield, 2000) and that socio-cultural variables may mediate such relationship
(cf. Serpell, 2001).
6.4 Limitations on the present study and suggestions for future research
In the present thesis, an effort has been made to overcome some major limitations
of previous studies. Following a multi-factor approach, a group of learner and
background variables was found to be related to reading literacy and its development
in primary school children in Lima, Peru. As a first exploration, in the first�������
study
(Chapter 3), a����������������������������������������������������������������������
cross-sectional design was followed to arrive at a global picture of
reading literacy and its predictors. In the second study (Chapter 4), a longitudinal
design was followed in order to examine the development of reading literacy over
time. And this research on predictors of reading literacy was complemented with
a study on the effectiveness of a reading comprehension programme (Chapter 5),
which was evaluated using a quasi-experimental design. Although the present study
can be seen as a first step in uncovering the variation in reading literacy in Lima
(Peru), it is important to evaluate its limitations in order to understand the findings
properly.
A first limitation concerns the ��������������������������������������������������������
generalizability of the findings. I���������������������
n both the first and
second study, the sample represents only a small amount as well as a restricted
socio-cultural range of the population of Lima. Future studies are needed to fully
address the relation between reading literacy and cultural diversity taking into
account the whole complex population of the city. In the third study, the experimental
sample consisted of only a small group of participants. More data with a broader
variety of schools are needed to arrive at final conclusions as regards the effects of
a reading engagement programme for children in the Peruvian educational context.
It is also recommended to extend the sample to other groups outside of Lima.
Another limitation concerns the use of instruments. The use of self-report
measurements for testing motivation and strategy can be called into question.
Although some researchers have used them in prior studies, there is still not a total
agreement in using them. Social desirability as well as a poor ability of children to
reflect on their learning behavior may have influenced the results. Additionally, in
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relation to reading strategies in the first study, it is suggested to approach it from a
different way, so that a real use of strategies during a specific task could be analyzed.
Another important variable that may be more extensively included in future studies
is reading instruction at school. This variable might be critical to identify which
elements of current reading instruction in Peruvian schools contribute positively
on reading literacy development.�����������������������������������������������
����������������������������������������������
Regarding results on home literacy climate in
the first and second study, it is important to realize that these findings draw upon
questionnaires. It is recommended to explore this variable through observational
techniques, considering background of parents, parents’ expectations, as well as
interactions between family members at home.
In relation to the study of reading literacy intervention, a better preparation
of teachers can be recommended. Especially, the preparation of reading literacy
lessons using informative materials deserves attention since teachers have only
limited experience with relating reading comprehension to the content matters.
Furthermore, it might be useful to�������������������������������������������������
���������������������������������������������������
design an efficient monitoring system including
a classroom observation procedure. This may help advising teachers about their
efficacy performing the programme in the classroom to be more effective. It might
also be useful to perform the programme for a longer period of time since reading
literacy and the factors related to it need more time to get deeply improved (cf.
Guthrie & Wigfield, 2000).
6.5 Practical implications
Results of this thesis have an important contribution on literacy education in
Peru. The present study shows that vocabulary and word decoding have a big
impact on literacy development. Therefore parents and teachers have to do a big
effort so that children get enough stimulation in both of these areas. Home literacy
climate contributes clearly on children’s vocabulary reading literacy development
and most Peruvian parents have nowadays still not realized how important the
family environment is from the time that children are just learning to talk and speak.
It can be recommended to design and evaluate family support programmes in which
an active role of parents is promoted by stimulating parent involvement in the school
and by stimulating literacy practices at home. Counselling Peruvian parents may
consider making them aware of the availability of interesting reading materials and�
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of the
����������������������������������������������������������������������������������
impact of reading activities at home, stressing a socially joyful environment
which reinforce reading habits, such as singing, telling and writing stories, and
visiting book stores. In a similar vein, teachers have to realize that word decoding
and vocabulary are key abilities for the advancement of reading literacy development
in the classroom. The focus on reading in the content matters deserves special
attention since it provides children with the opportunity to increase their reading
vocabulary.
Furthermore, reading motivation has shown to play an important role in explaining
reading literacy. Especially, this is the case for the dimensions value placed on
reading and social interaction. This calls for the importance of an engagement
perspective (Aarnoutse & Schellings, 2003; Verhoeven & Snow, 2001) while
designing intervention programmes on literacy development. The social economic
level is also a strong variable that appears to have an impact on the reading literacy
acquisition in Peruvian students. In our intervention study, the achievement of
the group with low-class social economic background remained lower than that
of the group from the middle-class social economic status, before and after the
intervention. The intervention was not able to modify the impact of children’s social
economic background. This calls for the need to design interventions and teacher
training programmes considering a cultural diversity perspective, making sure that
the instruction of reading literacy is geared to the needs of children from different
cultural backgrounds.

References
Aarnoutse, C., & Schellings, G. (2003). Learning reading strategies by triggering
motivation. Educational Studies, 29 (4), 387-409.
Aarnoutse, C. A. J. , & van Leeuwe, J. F. J. (1998). Relation between reading
comprehension, vocabulary, reading pleasure, and reading frequency.
Educational Research and Evaluation, 4(2), 143-166.
Alexander, P. A., Graham, S., & Harris, K. R. (1998). A perspective on strategy
research: progress and prospects. Educational Psychology Review, 10(2),
129-154.
Adams, M. J. (1990). Beginning to read: Thinking and learning about print. Cambridge,

140

Conclusions and Discussion

MA: MIT Press.
Ansión, J., Lazarte, A., Matos, S., Rodríguez, J., & Vega-Centeno, P. (1998).
Educación: la mejor herencia [Education: the best legacy]. Lima: Fondo
Editorial de la PUCP.
Burga, A. (22-24 October, 2008). Diseño y avances del estudio longitudinal de
primaria- Ministerio de Educación [Study design and initial results of
longitudinal study for the evaluation in primary school- Peruvian Ministry of
Education]. VII Jornadas Internacionales de Psicología Educacional, Lima.
Cueto, S. (2007). Las evaluaciones nacionales e internacionales de rendimiento
escolar en el Perú: Balance y perspectivas [National and international
evaluations on scholar achievement in Peru: Balances and perspectives].
En Grade (Ed.), Investigación, políticas y desarrollo en el Perú (pp.405-456).
Lima: GRADE.
Garner, R. (1987). Metacognition and reading comprehension. Norwood, NJ:
Ablex.
Guthrie, J. T., & Wigfield, A. (2000). Engagement and motivation in reading. In M. L.
Kamil, P. B. Mosenthal, P. D. Pearson, & R. Barr (Eds.), Handbook of reading
research (Vol. 3, pp. 403-422). Mahwah, NJ: Erlbaum.
Instituto Nacional de Estadística e Informática (2000). La educación y la circularidad
de la pobreza [Education and circle of poverty]. Lima: Author.
Johnson, W., Bouchard, T. J., Segal, N. L., & Samuels, J. (2005). General intelligence
and reading performance in adults: Is the genetic factor structure the same
as for children? Personality and Individual Differences, 38(6), 1413-1428.
Leseman, P. P. M., & de Jong, P. F. (2001). How important is home literacy for
acquiring literacy in school? In L. Verhoeven, &
������������������
C. Snow (2001). Literacy and
motivation (Part 1 Chap. 4, pp. 71-94). Mahwah, N J: Erlbaum.
Majluf, A. (1993). Marginalidad, inteligencia y rendimiento escolar [Marginality,
intelligence, and achievement at school]. Lima: Brandon Enterprise.
McKenna, M. C. (2001). Development of reading attitudes. In L. Verhoeven, & C. E.
Snow (Eds.), Literacy and motivation (pp. 135-158). Mahwah, N J: Erlbaum
– IEA.
Ministerio de Educación del Perú (2004, November). Lineamientos de política 20042006 [Education policy lineaments 2004-2006] [Special supplement]. La
República.

141

Muter, V., Hulme, C., Snowling, M. J., & Stevenson, J. (2004). Phonemes, rimes and
language skills as foundations of early reading development: Evidence from
a longitudinal study. Developmental Psychology, 40, 663-681.
Pollitt, E. & Cueto, S. (2002). Determinantes de la eficiencia escolar [Determinants
of the school success]. En E. Pollitt (Ed.), Consecuencias de la desnutrición
en el escolar peruano [Consequences of malnutrition in the Peruvian student]
(Chap. 3, pp. 63-82). Lima: Fondo Editorial de la PUCP.
Pressley, M., & Afflerbach, P. (1995). Verbal protocols of reading: the nature of
constructively responding reading. Hillsdale, NJ: Erlbaum.
Serpell, R. (2001). Cultural dimensions of literacy promotion and schooling. In L.
Verhoeven, & C. E. Snow, Literacy and motivation. Mahwah, N J: Erlbaum
- IEA.
Snow, C. E., Barnes, W., Chandler, J., Goodman, I., & Hemphill, L. (1991). Unfulfilled
expectations: Home and school influences on literacy. Boston: Harvard
University Press.
van Elsäcker, W. (2002). Development of reading comprehension: the engagement
perspective (Doctoral thesis, University of Nijmegen, The Netherlands).
Enschede: Feboprint.
Verhoeven, L., & Snow, C. E. (2001). Literacy and motivation. Mahwah, N J: Erlbaum
- IEA.

142

Appendices

Appendices

Appendix A. Socio-Demographic
�������������������������������
Questionnaire
Appendix B. ������������������������������������
Motivation for Reading Questionnaire
Appendix C. �����������������������������������
Home Literacy Climate Questionnaire

143

Appendix A
Socio-Demographic Questionnaire
Pupil’s first name and last name:				
1. No. of brothers and sisters and their ages				
2. Does your father live with you?					
3. Does your mother live with you?					
4. Does somebody else live with you at home?
(uncle, aunt, cousin, grandparents, etc.)?			
5. How many persons live in your house including you?			
6. Educational level of your father/mentor
(primary, secondary, technical study, university, etc.)		
7. Father’s/mentor’s work						
8. Educational level of your mother
(primary, secondary, technical study, university, etc.)		
9. Mother’s work							
10. Does your father/mentor or mother use a bank account?		

..........
..........
Yes
No
Yes
No
..........
..........
..........
..........
..........
..........
Yes
No

At home…
11. Do you have a fridge?						
Yes
No
12. Do you have a washing machine?					
Yes
No
13. Do you have a personal computer?					
Yes
No
14. Do you have a working telephone?					
Yes
No
15. Do you have a garden (inside or outside)				
Yes
No
16. No. of bedrooms							
..........
17. No. of other rooms
(living room, dining room, kitchen, laundry room, etc.)		
..........
18. If you get sick, your parents take you to the: □ temporary emergency centre (“posta”)
							
□ hospital
							
□ clinic/private doctor

Note. This is a translation of the original version in Spanish.

144

Appendices

Appendix B
Items of the Four Factors of the Reading Motivation Questionnaire (mhl)
Factors
1. Self-efficacy
I am a good reader.

2. Social interaction
I always tell my friends about good books I read.

In comparison to my other school subjects, I am I never read about my hobbies to learn more
bad at reading.
about them.
My friends think I am a good reader.

My parents always speak about the importance
of reading.

I read a lot better than my friends.

My friends always tell me I am a good reader.

Reading is very easy for me.

I always talk to my friends about what I am
reading.

When I read out loud I am a good reader.

When I am in a group talking about stories, I
never talk about my ideas.

When my teacher asks me a question about what I never feel like I make friends with characters in
I have read, I can never think of an answer.
books.
Next year I will do well in reading.

I often read to my brother, sister or my parents.

Reading stories about people in different countries I don’t use to tell my family about what I am
is something that I always enjoy.
reading.
I always read more about something interesting I learn more from reading than most students in
that we had at school.
the class.
When I come to a word I don’t know, I can always I never visit the library or book stores with my
figure it out.
family.
I always try to finish my reading on time.
Difficult material can I read if it is interesting.

My friends and I don’t use to trade things to
read.
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Factors
3. Value placed on reading

4. Reading as enjoyment

My parents never ask me about my reading Helping my friends with their schoolwork in
performance.
reading is something I enjoy very much.
Knowing how to read well is important.

I think libraries are a great place to spend time.

To improve my reading is something important for I think reading is an interesting way to spend
me.
time.
When someone recognizes my reading, I like it When I get a book for a present, I feel very
very much.
happy.
I always read to learn about topics that interest My best friends think reading is fun.
me.
In comparison to other activities I do, to be a good Reading a book is something I never like to do.
reader is very important.
It is fun to make pictures in my mind while I don’t like it when the questions in books make
reading.
me think.
I don’t like challenging books.

When I am reading by myself, I understand
almost everything I read.

People who read a lot are interesting.
When I grow up I will spend none of my time
reading.
I usually learn many kinds of things by reading.
My parents often get
improvements in reading.

happy

about

my

I find it Ok when the teacher says I read well.
Finishing every reading assignment is important
to me.
I always like to read about new things.
I would like for my teacher to read books out loud
to the class every day.
If I am reading about an interesting topic, I always
lose track of time.
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Home Literacy Climate Questionnaire
1.
2.
3.

How often do you read at home?
How often do you read the newspaper?
Do you have a subscription to a children’s magazine?

4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.

How many books do you have at home?
How many books do your parents have at home?
How often did your parents read to you when you were small?
How often do your parents read to you now?
How do your parents react to your reading?
Do you usually finish the books you read?
When you read at home, how long would you like to go on?
Do you have a quiet place at home where you can read?
When you are reading a book, how often do your parents ask you what it is about?
How often do you talk about a book you have read at home?
How often do you look up a word in a dictionary at home?
How often do you read aloud to someone else at home?
How often do you, or someone else in your family, tell a funny or interesting story without
reading from a book?
17. How often do you write a story yourself at home?
18. How often do you sing songs together at home?
19. How often do you visit the public library?
Response format
Most items had this response format: never or almost never, one time in 4 weeks, one
time in 2 or 3 weeks, 1 time per week, twice or three times a week, four or more times a
week.
Items 9, 11-16: never, sometimes, frequently.
Item 3: yes, no.
Item 4: one or none, between 2 and 4, between 5 and 10, more than 10.
Item 5: less than 10, between 10 and 50, between 50 and 100, between 100 and 200,
more than 200.
Item 8: they do not notice that, they seem to be satisfied, but they do not say anything,
they sometimes encourage me, they usually encourage me,
Item 10: More than one hour, between 30 minutes and 1 hour, between 15 minutes and
30 minutes, less than 15 minutes.
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Summary
The present research was motivated by the interest in exploring and improving
reading literacy in Peruvian students. Due to the �����������������������������������
cultural diversity of the country,
this research was performed following a socio-cultural approach���������������������
. It was centralized
in Lima city, where large differences between groups are found. The������������
sample was
composed of�����������������������������������������������
����������������������������������������������
two social economic groups, which were called middle and low.��������
Street
(2001) has argued that literacy is a social practice that varies from one context to
another and is part of cultural knowledge and behaviour. Therefore, socio-cultural
���������������
diversity has a great impact on the development of reading abilities of students
(e.g., Heath, 1982, 1983; Serpell, 2001; Street, 2001). Additionally,
�������������������������������
the motivational
perspective was another important element in this study. M�������������������
otivation has been
considered a major factor in explaining the reading process and the acquisition of
reading skills (Verhoeven & Snow, 2001; Wigfield & Guthrie, 1997).�
In the present thesis, an effort has been taken to extend previous studies on
reading literacy in Lima. In all three studies,�������������������������������������
reading literacy was measured using
an adaptation of the PIRLS Reading Literacy test. Study 1 (Chapter 3) investigated
socio-cultural and cognitive literacy predictors for reading literacy in 314 fourth
graders from two social economic statuses in Lima, Peru. It was examined ��������
to what
extent the variation in reading literacy in fourth grade children can be predicted from
their reading motivation, strategy, vocabulary, and word decoding, on the one hand,
and their intellectual maturity, gender, home literacy climate, and social economic
status, on the other hand. ������������������������������������������������������
By using Structural Equation Modelling, a total of 34
percent of the variance in reading literacy could be explained. In addition to word
decoding and vocabulary, motivation and social economic status were discovered
to be directly predictive of reading literacy. Furthermore, social economic status
and home literacy climate were found to be important factors in determining the
variation in other predictor variables. Intellectual maturity and gender did not appear
to be significant factors contributing to the reading literacy performance of the fourth
graders.
Study 2 (Chapter 4) investigated the socio-cultural variation in reading literacy
development in 331 fifth graders from two different social economic statuses in Lima,
Peru. It was investigated to what extent��������������������������������������������������
the performance of children on reading literacy,
word decoding, vocabulary and reading motivation at the end of the fifth grade can
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be explained from the same group of variables measured at the beginning of the fifth
grade and from the background variables, e.g., intellectual maturity, gender, home
literacy climate, and social economic status���������������������������������������
. Structural Equation Modelling showed
that the development of reading literacy was influenced by the children’s ability to
decode words, their vocabulary and reading motivation. Furthermore, gender and
intellectual maturity as well as children’s home literacy climate and social economic
background appeared to substantially predict reading literacy development, directly
or indirectly. More than half of the variance in reading literacy by the end of the fifth
grade could be explained based on predictor variables.
Study 3 (Chapter 5) complemented the whole research with an instructional
perspective. It examined if��������������������������������������������������������������
the �������������������������������������������������������
development of reading literacy and reading motivation
of 202 fifth graders from two social economic statuses can be improved by means of
an engaged reading intervention programme. The intervention emphasized reading
strategies and aspects of reading motivation, i.e., social collaboration, self-expression,
self-direction, concept orientation and real-world interactions. Repeated Measures
ANOVA was used in order to calculate the effects of measurement point (pre and
post), group (intervention and control), social economic status (middle-class and
low-class) and gender on reading literacy achievement and on reading motivation.
Results showed that after the intervention reading literacy and reading motivation
increased more in the intervention group than in the control group. Regarding
reading literacy, children from a low social economic background benefited more
from the intervention than children with a middle-class social economic background.
In relation to reading motivation, in both social interaction motivation and value
placed on reading motivation, boys improved more than girls in the middle-class
social economic group, and girls improved more than boys in the low-class social
economic group. In regard with social interaction motivation, the middle-class social
economic group improved more than the low-class social economic group.
To conclude, the strongest variables that contribute to reading literacy development
in Peruvian students are vocabulary, word decoding, reading motivation and social
economic status which is related with home literacy climate. The first results coincide
with previous studies (e.g., Aarnoutse & van Leeuwe, 1998; Muter, Hulme, Snowling,
& Stevenson, 2004; Wigfield & Guthrie, 1997). Furthermore, the important role of the
social economic variable is in accordance with the Peruvian Statistics Institute [INEI]
(2000) which stated that the insufficient income of the family and the low educational
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Summary

level of parents can be seen as important elements which contribute to the low
educational achievement level of children in Peru. A second group of contributors
to reading literacy development consists of gender and intellectual maturity, which
might be important more in older (fifth graders) than in younger (fourth graders)
children.
With regard to reading strategies, monitoring strategies show no relationship
and routine strategies, a negative relationship with reading literacy. In relation to
monitoring strategies, results indicate that the students in this study do not seem to
be prepared for monitoring their reading efficiently. Previous studies have shown that
such strategies are difficult to master (Alexander, Grahan, & Harris, 1998; Garner,
1987; Pressley & Afflerbach, 1995). The negative relationship between routine
strategies and reading literacy suggests that poor readers use such strategies to
compensate for their low reading levels.
The results call for the importance of an engagement perspective (Verhoeven
& Snow, 2001) – considering value placed on reading motivation and social
interaction motivation- and a cultural diversity approach while designing intervention
programmes on reading literacy and reading motivation development. From an
educational perspective, parents and teachers have to realize that word decoding
and vocabulary are key abilities for the advancement of reading literacy development.
In their educational practice, teachers need to consider that word decoding is still
influencing children’s reading literacy development in the fifth grade. Counselling
Peruvian parents may consider making them aware of the importance of interesting
reading material and����������������������������������������������������������������
the
���������������������������������������������������������������
impact of reading activities at home, stressing a socially
joyful environment and reinforcing reading habits.
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Samenvatting

Samenvatting
Dit onderzoek is gericht op het verkennen en verbeteren van de vaardigheid in
begrijpend lezen bij Peruaanse leerlingen. Vanwege de culturele diversiteit van dit land
is het onderzoek vanuit een socio-culturele benadering uitgevoerd. Het onderzoek
vond plaats in Lima, waar grote verschillen tussen sociale groepen bestaan. De
steekproef bestond uit twee groepen met een verschillende socio-economische
status, te weten gemiddeld en laag. Volgens Street (2001) is geletterdheid vervlochten
met de sociale context: geletterdheid varieert tussen verschillende contexten en is
onderdeel van kennis en gedrag binnen een cultuur. Socio-culturele diversiteit heeft
dus een grote invloed op de ontwikkeling van leesvaardigheid van leerlingen (bijv.,
Heath, 1982, 1983; Serpell, 2001; Street, 2001). Een ander belangrijk element in deze
studie was het zogeheten motivationele perspectief. Motivatie wordt beschouwd als
een belangrijke factor voor het verklaren van het leesproces en de verwerving van
leesvaardigheid (Verhoeven & Snow, 2001; Wigfield & Guthrie, 1997).
Dit proefschrift beschrijft drie deelstudies naar de ontwikkeling van begrijpend
lezen in Lima. In alle drie studies werd begrijpend lezen gemeten met een aangepaste
versie van de PIRLS Reading Literacy Test. In Studie 1 (hoofdstuk 3) werd onderzoek
gedaan naar socio-culturele en cognitieve voorspellers van begrijpend lezen bij
314 kinderen uit groep 6 uit twee verschillende socio-economische groepen in
Lima, Peru. De volgende variabelen werden onderzocht als voorspeller: woorddecodeervaardigheid, woordenschat, leesmotivatie, leesstrategieën, intellectuele
volwassenheid, sexe, leesklimaat thuis en socio-economische status. Door middel
van Structural Equation Modelling kon 34 procent van de variantie in begrijpend
lezen verklaard worden. Naast woord-decodeervaardigheid en woordenschat
bleken motivatie om te lezen en socio-economische status direct voorspellend te
zijn voor begrijpend lezen. Verder kwam naar voren dat socio-economische status
en leesklimaat thuis belangrijke factoren waren voor het vaststellen van de variatie in
andere voorspellende variabelen. Intellectuele volwassenheid en sexe bleken geen
significante bijdrage te leveren begrijpend-leesscores van de kinderen uit groep 6.
In Studie 2 (hoofdstuk 4) werd de socio-culturele variatie in begrijpend lezen
onderzocht bij 331 kinderen uit groep 7 uit twee verschillende socio-economische
groepen in Lima, Peru. Er werd gekeken naar de mate waarin de score van deze
kinderen op begrijpend lezen, woord-decoderen, woordenschat en leesmotivatie aan
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het eind van groep 7 verklaard werd door dezelfde groep variabelen gemeten aan
het begin van groep 7 alsmede door hun sexe, intellectuele vaardigheid, leesklimaat
thuis en socio-economische status. Uit Structural Equation Modelling kwam naar
voren dat de ontwikkeling van begrijpend lezen bij deze kinderen beïnvloed werd
door hun woord-decodeervaardigheden, woordenschat en leesmotivatie. Verder
waren sexe, intellectuele volwassenheid, geletterdheidklimaat thuis en socioeconomische achtergrond belangrijke directe dan wel indirecte voorspellers van de
ontwikkeling van begrijpend lezen bij de geteste kinderen. Meer dan de helft van de
variantie in l begrijpend lezen aan het eind van groep 7 kon verklaard worden door
de voorspellende variabelen die meegenomen zijn in deze studie.
Studie 3 (hoofdstuk 5) ging in op de effecten van een interventieprogramma
op geletterdheid en leesmotivatie voor 202 kinderen uit groep 7 uit de sociaaleconomische middenklasse en lage klasse in Lima (Peru). In de interventie was
speciale aandacht voor leesstrategieën en aspecten van leesmotivatie, zoals sociale
samenwerking, zelf-expressie, zelf-directie, conceptoriëntatie en interacties met de
‘echte wereld’. Er werd gebruik gemaakt van een repeated measures ANOVA om
het effect te bepalen van meetmoment (voor en na), groep (interventie en controle),
socio-economische status (midden en laag) en sexe op leesgeletterdheidsprestaties
en leesmotivatie. De resultaten lieten zien dat geletterdheid en leesmotivatie
meer waren gestegen in de interventiegroep dan in de controlegroep. Wat betreft
geletterdheid hadden kinderen uit de lage sociale klasse meer profijt van de interventie
dan kinderen uit de middenklasse. In relatie met leesmotivatie gingen op het gebied
van motivatie voor sociale interactie en de waarde die gehecht wordt aan lezen
jongens sneller vooruit dan meisjes in de socio-economische middenklasse, terwijl
in de socio-economisch lage klasse meisjes sneller vooruit gingen dan jongens.
Wat betreft sociale interactie verbeterden kinderen uit de socio-economische
middenklasse meer dan kinderen uit de socio-economisch lage klasse.
Concluderend kan gesteld worden dat woordenschat, woord-decodeervaardigheid,
leesmotivatie en socio-economische status (die gerelateerd is aan leesklimaat thuis)
de belangrijkste variabelen zijn die bijdragen aan de ontwikkeling van begrijpend
lezen bij Peruaanse leerlingen. Het belang van de eerste drie variabelen komt
overeen met eerdere studies (bijv., Aarnoutse & van Leeuwe, 1998; Muter, Hulme,
Snowling, & Stevenson, 2004; Wigfield & Guthrie, 1997). Verder is de belangrijke rol
voor socio-economische status in overeenstemming met het Peruaans Instituut voor
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Statistiek [INEI] dat in 2000 stelde dat de onvoldoende gezinsinkomsten en het lage
onderwijsniveau van ouders gezien kunnen worden als belangrijke elementen die
de lage onderwijsprestaties van kinderen in Peru mede veroorzaken. Een tweede
groep variabelen die een bijdrage leveren aan ontwikkeling van begrijpend lezen
bestaat uit sexe en intellectuele vaardigheid. Deze variabelen blijken de ontwikkeling
van begrijpend lezen in belangrijker mate te voorspellen bij oudere leerlingen (groep
7) dan bij jongere leerlingen (groep 6).
Verder blijkt dat strategieën in ‘monitoring’ niet gerelateerd zijn aan leesstrategieën
en blijken routinestrategieën negatief gerelateerd te zijn aan geletterdheid. Wat betreft
strategieën in ‘monitoring’ laten de resultaten zien dat de leerlingen in dit onderzoek
niet voorbereid lijken te zijn om hun lezen op een efficiënte manier te ‘monitoren’.
Eerdere studies hebben laten zien dat zulke strategieën moeilijk zijn aan te leren
(Alexander, Grahan, & Harris, 1998; Garner, 1987; Pressley & Afflerbach, 1995). De
negatieve relatie tussen routinestrategieën en geletterdheid roept de suggestie op
dat minder goede lezers deze strategieën gebruiken om te compenseren voor hun
lage leesniveau.
De resultaten laten duidelijk zien dat de sociaal-culturele achtergrond en
de betrokkenheid van leerlingen een belangrijke rol spelen bij het succes van
interventieprogramma’s voor de ontwikkeling van leesvaardigheid en leesmotivatie.
Met name de leesmotivatie, de waarde die gehecht wordt aan lezen en de motivatie
voor sociale interactie blijken van belang. Vanuit een onderwijskundig perspectief
is het verder belangrijk dat ouders en docenten zich realiseren dat woorddecodeervaardigheden en woordenschat kernvaardigheden zijn voor de ontwikkeling
van begrijpend lezen. Docenten zouden zich er bewust van moeten zijn in hun
onderwijspraktijk in aanmerking te nemen dat zelfs in groep 7 woord-decoderen nog
steeds een belangrijke invloed heeft op de ontwikkeling van begrijpend lezen. Bij het
adviseren van Peruaanse ouders is het aan te bevelen om hen bewust te maken
van het belang van interessant leesmateriaal en de invloed van leesactiviteiten thuis.
Hierbij moet de nadruk liggen op een sociaal aangename omgeving met speciale
aandacht voor activiteiten die de motivatie opwekken en versterken.
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Resumen
La presente investigación fue motivada por el interés de explorar y mejorar la
comprensión de lectura en alumnos peruanos. Debido a la diversidad cultural del
país, esta investigación se realizó siguiendo un enfoque socio-cultural. Se centralizó
en la ciudad de Lima, donde existen grandes diferencias socioeconómicas entre
distintos grupos. La muestra estuvo conformada por dos grupos socioeconómicos,
que se denominaron medio y bajo. Street (2001) ha manifestado que la alfabetización
es una práctica social que varía de un contexto a otro y es parte del conocimiento y
de la conducta cultural. Por eso, la diversidad cultural cumple un rol importante en el
desarrollo de las habilidades de lectura de los estudiantes (e.g., Heath, 1982; 1983;
Serpell, 2001; Street, 2001). Asimismo, otro elemento importante en este estudio
fue la perspectiva motivacional. La motivación ha sido considerada un factor clave/
importante/esencial al explicar el proceso de lectura y la adquisición de habilidades
de lectura (Verhoeven y Snow, 2001; Wigfield y Guthrie, 1997).
En la presente tesis, se intentó mejorar y ampliar estudios anteriores sobre
comprensión de lectura en Lima. En los tres estudios se utilizó una adaptación de
la prueba PIRLS para evaluar la comprensión de lectura. El estudio 1 (Capítulo 3)
investigó los predictores socio-culturales y cognitivos de la comprensión de lectura
en 314 alumnos de cuarto grado de dos niveles socioeconómicos de Lima, Perú.
Se evaluó en qué medida la variación en el nivel de comprensión de lectura de los
niños podía ser predicha por el nivel de los niños en motivación para leer, estrategias
de lectura, vocabulario y decodificación, por un lado; y por la madurez intelectual,
género, clima alfabético del hogar y nivel socioeconómico, por otro lado. A través del
Modelo de Ecuación Estructural, se explicó el 34% de la varianza en comprensión de
lectura. Además de la decodificación y el vocabulario, se encontró que la motivación
y el nivel socioeconómico fueron predictores directos de comprensión de lectura.
Asimismo, el estatus socioeconómico y el clima alfabético del hogar constituyeron
factores importantes para determinar la variación de otras variables predictoras. La
madurez intelectual y el género no parecen ser factores significantes que contribuyen
en el desempeño de comprensión de lectura en cuarto grado.
El estudio 2 (Capítulo 4) investigó la variación sociocultural en el desarrollo
de la comprensión de lectura en 331 alumnos de quinto grado de dos niveles
socioeconómicos de Lima, Perú. Se examinó en qué medida el desempeño de
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niños en comprensión de lectura, decodificación, vocabulario y motivación al final
del quinto grado, puede ser explicado por el mismo grupo de variables medido al
inicio del quinto grado y por la madurez intelectual, género, clima alfabético del hogar
y nivel socioeconómico. El Modelo de Ecuación Estructural mostró que el desarrollo
de la comprensión de lectura estaba influido por el nivel en la decodificación, el
vocabulario y la motivación hacia la lectura. Asimismo, el género y la madurez
intelectual, así como el clima alfabético del hogar y el nivel socioeconómico
parecieron predecir substancialmente el nivel de comprensión de lectura, sea de
manera directa o indirecta. Más de la mitad de la varianza en comprensión de
lectura al final del quinto grado pudo ser explicada por las variables predictoras.
El estudio 3 (Capítulo 5) complementó la investigación mediante un enfoque
de instrucción. Examinó si el nivel de la comprensión de lectura y de la motivación
hacia la lectura de 202 alumnos de quinto grado de dos niveles socioeconómicos
mejoraba con un programa de lectura que presentaba un enfoque de motivación.
El programa enfatizó las estrategias para leer y factores de la motivación hacia
la lectura, a saber, colaboración social, autoexpresión, autodirección, orientación
al concepto e interacciones con el mundo real. El ANOVA de medidas repetidas
fue usado para calcular los efectos del momento de medición (pre y post), grupo
(intervención y control), estatus socioeconómico (medio y bajo) y género, sobre la
comprensión de lectura y la motivación hacia la lectura. Los resultados mostraron
que después de la intervención el nivel en comprensión de lectura y en motivación
hacia la lectura se incrementó más en el grupo de intervención que en el grupo
control. En relación a la comprensión de lectura, los niños del nivel socioeconómico
bajo se beneficiaron más que los niños del nivel socioeconómico medio. En cuanto
a la motivación hacia la lectura, tanto en la motivación por interacción social como
en la motivación por el valor asignado a la lectura, los niños mejoraron más que
la niñas en el nivel socioeconómico medio, y las niñas mejoraron más que los
niños en el nivel socioeconómico bajo. En relación a la motivación por interacción
social, el grupo del nivel socioeconómico medio mejoró más que el grupo del nivel
socioeconómico bajo.
En conclusión, las variables que contribuyen con mayor fuerza al desarrollo
de la comprensión de lectura en los estudiantes peruanos son vocabulario,
decodificación, motivación hacia la lectura y estatus socioeconómico, el cual está
relacionado al clima alfabético del hogar. Los primeros resultados coinciden con
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estudios anteriores (e.g., Aarnoutse y van Leeuwe, 1998; Muter, Hulme, Snowling, y
Stevenson, 2004; Wigfield y Guthrie, 1997). Asimismo, el importante rol de la variable
socioeconómica coincide con lo que afirma el Instituto Nacional de Estadística e
Informática [INEI] (2000), en relación a que el ingreso insuficiente de la familia y el
bajo nivel educativo de los padres contribuyen fuertemente con el bajo rendimiento
educativo de los niños peruanos. Un segundo grupo de variables que contribuyen al
desarrollo de la comprensión de lectura está compuesto por el género y la madurez
intelectual, que parece ser más importante en los niños mayores (quinto grado) que
en los niños menores (cuarto grado).
En cuanto a las estrategias de lectura, las estrategias de monitoreo no mostraron
relación alguna, y las estrategias de rutina, mostraron una relación negativa con la
comprensión de lectura. En relación a las estrategias de monitoreo, los resultados
indicaron que los alumnos de este estudio parecen no estar preparados para guiar o
manejar de manera eficiente su lectura. Estudios anteriores han reportado que esas
estrategias son difíciles de llegar a dominar (Alexander, Grahan, y Harris, 1998;
Garner, 1987; Pressley y Afflerbach, 1995). La relación negativa entre estrategias
de rutina y comprensión de lectura sugiere que los lectores pobres utilizan esas
estrategias para compensar sus niveles bajos de lectura.
Los resultados sugieren que al diseñar programas de intervención para el
desarrollo de la comprensión de lectura y motivación hacia la lectura, se tome
en cuenta la perspectiva de compromiso-motivación (Verhoeven y Snow, 2001)
–considerando, el valor asignado a la lectura e interacción social- y la diversidad
cultural. En el ámbito educativo, los padres y profesores tienen que tomar conciencia
de que la decodificación y el vocabulario son habilidades clave para el desarrollo de
la alfabetización. En su práctica educativa, los profesores tienen que considerar que
la decodificación aún influye sobre el desempeño en comprensión de lectura de los
niños de quinto grado. Asimismo, la consejería a los padres tendría que considerar
que los padres tomen conciencia de la importancia de disponer de material de
lectura interesante y del impacto de las actividades de alfabetización o lectura en
casa, siempre que se enfatice un clima jovial y se refuercen los hábitos de lectura.
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