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ABSTRACT: This study evaluated 130 Finnish-speaking children’s pre-reading skills, 
teacher-rated task orientation, and self-rated interest in adult-given tasks, reading, 
and play activities in their day care. In addition, parents rated their children’s interest 
in reading and play activities at home. Five groups of children with different pre-
reading skills were identified during preschool and kindergarten: high, above-
average, developers, below-average, and low. The results showed that children with 
low pre-reading skills displayed lower task orientation than did the four other groups 
in adult-guided learning situations in day care. Children’s self-rated interest in adult-
given tasks, reading, and play activities in day care did not differ across time despite 
clear differences in pre-reading skills. The parent ratings revealed differences in the 
children’s interest in reading activities at home. Children with low pre-reading skills 
were also the least interested in reading. The results demonstrate that pre-reading 
skills are associated with adults’ perceptions of children’s task orientation and 
interest but not with children’s own ratings of their interest in day care. The results 
highlight the need to pay increasing attention to the ways in which the social 
environment in day care and at home can best capture and take account of children’s 
interest in activities and to provide high-quality early support for each child’s 
motivation and learning.  

Keywords: Task orientation; interest in adult-given tasks, reading, and play; pre-
reading skills; longitudinal study 
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Introduction 

A certain level of language proficiency enables children to initiate and regulate their 

behavior; language also creates opportunities for learning and cultivates interest in 

learning (for a review, see Chow et al., 2018). Previous studies have shown that the 

development of children’s reading skills is associated with their task-oriented motivation 

(e.g., Berhenke et al., 2011; Lepola et al., 2016) and with their interest in learning and 

classroom activities (e.g., Viljaranta, 2017). In fact, even pre-reading skills are associated 

with six-year-old children’s task-oriented motivation (Lepola, 2004) and interest in 

reading (Viljaranta et al., 2017). However, less is known about whether children’s profiles, 

as based on their pre-reading skills from preschool to kindergarten, are associated not 

only with the teachers’ perceptions of the children’s task-oriented motivation but also 

with their own interest in adult-given tasks, in reading, and in play activities in their day 

care or home settings.  

Educational and social environments, such as day care and the home, have a significant 

impact on children’s language and behavior. Children's activities in those environments 

are typically promoted through social interaction, which mainly occur through adults’ 

verbal instructions and guidance (Chow et al., 2018). We draw on an ecological–

transactional model (Chow et al., 2018) to better understand the extent to which 

children’s pre-reading skill trajectories are reflected in motivational factors. The 

ecological aspect of the model refers to the bioecological model of human development 

(Bronfenbrenner & Morris, 2006), which depicts child development as a function and 

interplay of different social spheres (e.g., micro-, meso-, and macrosystems), and is also 

associated with changes across time (chronosystem). The bioecological model also points 

to differences between resource characteristics (e.g., language skills), demand 

characteristics (e.g., literacy interest), and force characteristics (e.g., motivation) (Grolig, 

2020, p. 4). In the present study, we used teacher ratings and children’s self-ratings in day 

care, and also parents’ ratings at home, to capture an assessment of motivation in two 

contexts that are both important to a child’s development. According to the transactional 

view (Sameroff, 2009), children’s strengths and weaknesses in language and reading-

related skills over time are critical to their social interaction and to the subsequent 

development of motivation. The transactional model stresses the reciprocal nature of 

child development in terms of the active roles that both the child and the environment 

play in shaping each other over time. Thus, for instance, a child with a strong task 

orientation will tend to get positive adult reactions and task-related feedback, which will 

further increase the child’s tendency to approach and explore the challenging aspects of 

a task. In contrast, the child with lower language skills and less interest in adult-guided 

tasks or shared book reading may find these socially guided learning opportunities to be 
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more stressful and challenging, and the child will therefore show greater interest in 

focusing on play activities that are less constrained by language and adults.  

Evaluating these two aspects of children’s motivation (i.e., task orientation and interest) 

is related to the well-known distinction between the general or dispositional (the trait) 

and the situational or task-specific (the state) motivation (Salonen et al., 1998). Another 

and more practical rationale for using two motivation constructs in tandem was that we 

wanted to examine whether the link found in earlier studies (e.g., Lepola et al., 2016) 

between early reading skills and teacher-rated motivation was also evident in the 

development of children’s task value or interest in adult-guided and free-choice activities 

in different contexts. The study was also motivated by the findings of Viljaranta et al. 

(2017), who used person-oriented analyses to show six groups, each having a different 

constellation of reading skills, interest, and self-concept, from kindergarten to grade 2. It 

is therefore important to study longitudinally the extent to which different aspects of 

children’s motivation are determined by language and reading-related skills already with 

young children in day care.  

In this study, our first aim was to identify different groups of pre-reading skills (i.e., 

reading precursors and language comprehension skills) and to examine the role of pre-

reading groups in the formation of task orientation between the ages of four (preschool) 

and six years (kindergarten). The second aim was to analyze the development of 

children’s interest in adult-given tasks, in reading, and in play in day care and at home 

from ages four to six as a function of their pre-reading skills groups.  

Children’s pre-reading skills and task orientation 

With regard to young children’s task-oriented behaviors, it has been shown that children 

with different levels of pre-reading skills may have different behavioural approaches to 

learning tasks, such as task-oriented or task-avoiding (Chow et al., 2018). For example, 

previous research has shown that children’s reading comprehension is related both to 

their behavior and to affective factors (Aaron et al., 2008; Cartwright et al., 2016; Georgiou 

et al., 2013; Guthrie & Klauda, 2014). In particular, it has been reported that children’s 

oral language skills are already associated with task-oriented behavior at the age of four 

(Laitinen et al., 2017). Furthermore, Lepola et al. (2016) revealed the emergence of a 

bidirectional association between components of reading skills, such as reading 

precursors and oral language comprehension skills (e.g., the Simple View of Reading 

[SVR]) (Gough & Tunmer, 1986; Hoover & Gough, 1990), and task orientation between 

the ages of four and nine years. 
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Although research has shown that pre-reading skills and task orientation are related to 

each other before kindergarten, less is known about the association between different 

pre-reading skill combinations and task orientation from the ages of four to six years. We 

surmise that children’s success in learning the basics of reading provides them with 

positive feedback about the learning situation and thereby strengthens their mastery 

goals, which are reflected in their task-oriented behavior. For example, Lepola (2004) 

found four distinctive pre-reading groups based on the SVR from kindergarten to grade 1. 

The findings showed that the low pre-reading group, that is, children with low phonemic 

and language comprehension skills at age five, exhibited significantly lower task 

orientation in grade 1 than did their age-mates in the high pre-reading group, that is, 

children with high initial phonemic and language comprehension skills. In addition, the 

children with high pre-reading skills showed increased task orientation over time, 

whereas a pattern of decreasing task orientation was observed among children with low 

pre-reading skills.   

Poskiparta et al. (2003) studied the developmental differences between reading skills and 

task orientation. They identified three different reading groups in grade 2, categorized in 

terms of decoding, spelling, and reading comprehension. The results showed that poor 

readers displayed less task-oriented behavior than did good decoders and good readers 

at the age of six (kindergarten). Furthermore, in grades 1 and 2, when poor readers faced 

difficulties in learning to read and write, their teachers rated them as less task oriented 

than good decoders and good readers. Interestingly, these studies (Lepola, 2004; 

Poskiparta et al., 2003) also reported that children’s strengths in both learning to read 

and comprehending instructions were important resources in coping with the new 

learning challenges already faced during kindergarten. These motivational differences 

among children as a function of early reading trajectories were mainly based on teachers’ 

ratings. This calls for broadening the framework and the assessment of motivation to also 

take account of children’s own perspective and interest in adult-guided and free-choice 

activities in day care and also at home.  

With regard to learning task, according to Ford (1992) and Reeve (2012), motivation can 

be described in terms of personal goals, emotions, and agency beliefs that direct, energize, 

and regulate individuals’ behaviors. The definition of young children’s motivation has 

broadened to involve social (e.g., significant others), emotional, and behavioral factors 

(e.g., interest, frustration, and persistence; Berhenke, 2013). Young children’s motivation 

and behaviors have also been approached from the perspectives of exploration and 

curiosity, such as mastery-related cognition (e.g., MacTurk et al., 1995), mastery versus 

helplessness in goal orientations (Diener & Dweck, 1978), and intrinsic versus extrinsic 

orientations (Harter, 1981). Salonen et al. (1998) viewed task orientation as a basic 

adaptive goal or orientation when coping with the demands of a learning task. Task 
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orientation can be seen as the optimal state for learning and development; in this context, 

it refers to children’s intrinsic motivation to approach, explore, and master the learning 

tasks assigned by a teacher or an adult. In this study, we measured children’s task 

orientation in learning situations by teacher ratings; for example, the teacher rated 

whether a child “want[ed] to continue the tasks” (see more detail in Laitinen et al., 2017, 

p. 71). A framework also used in the conceptualization of motivation focuses on children’s 

interest in different learning situations or tasks (e.g., Deci & Ryan, 1985; Schiefele, 1991). 

Thus, young children’s task-focused motivation also reflects their subjective task- or 

situation-related interpretations. The extent to which differences in young children’s 

task-focused motivation and their interest in different activities are determined by early 

pre-reading skills is important to study.  

Pre-reading skills and interest 

Children’s pre-reading skills play a role not only in their task orientation but also in their 

interest in or task-specific motivation for particular activities, such as reading and play. 

For instance, low levels of pre-reading skills in children have been associated with low 

interest in reading activities in kindergarten (Salminen et al., 2018). Pakarinen et al. 

(2010) detected a positive association between pre-reading skills and interest in play 

activities as an aspect of motivation. Thus, interest seems to support children's learning 

activities through its effectiveness in prompting exploration and constructive endeavors 

(Izard, 2007). For example, positive emotions, such as experiences of success, self-

perception of ability, and application of effort in challenging tasks, increase liking and 

enjoyment and act as a “buffer” in coping with failures (Ainley, 2012). Although interest 

has been identified as one factor that is reflected in task-oriented behavior (e.g., Tapola et 

al., 2014), the importance of children’s task orientation and task-specific interest is less 

well understood in children prior to kindergarten. 

Therefore, in addition to task orientation, we explored task value and state-like 

motivation, that is, subjective interest in various activities. In this context, questions arise 

regarding how interested children are in their different activities and academic tasks (i.e., 

adult-given tasks, reading, and play), how eagerly they perform these activities and tasks, 

and how much they enjoy participating in these activities and tasks over time. Prior 

research has used different terms to describe children’s feelings, attractions, and beliefs 

regarding their different tasks, such as interest (Hidi & Renninger, 2006; Schiefele, 1991), 

preference (Stipek, 2002), expectancies for success, and task values (Wigfield & Eccles, 

2000). Interest is defined here as a child’s emotional valence and attraction toward 

certain tasks, and it is evaluated in terms of how readily they will perform such activities 

and tasks and how much they enjoy participating in these activities and tasks over time.  
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Previous studies have shown that two- to five-year-old children who were able to 

complete play tasks (i.e., puzzles and nested cups) were likelier to choose and want to 

complete a similar task than those children who had failed in the play task (Stipek et al., 

1992). Specifically, children have been found to have a greater preference for challenging 

tasks when they anticipate success in activities (Stipek et al., 1995). Hence, the constructs 

of interest in the activities align with self-determination theory (Deci & Ryan, 1985), 

emphasizing the importance of children’s need for a sense of competence and control in 

task situations. Berhenke (2013) also pointed out the role of task value in children’s 

activities, finding that three-, four-, and five-year-old children’s experiences (e.g., 

persistence, frustration, and satisfaction) in achievement-related behavior and cognition 

(i.e., challenging puzzle tasks) were meaningfully connected to their responses to 

interview questions regarding the value of the task. We focus on interest because only a 

few studies have examined the importance of children’s pre-reading skills and interest 

levels in their activities in day care and at home. 

Viljaranta et al. (2017) followed children from kindergarten to grade 2 and identified six 

groups with different combinations of reading skills, interest level, and self-perceived 

ability. The children’s interest level in reading-related tasks (see also ARMI test material; 

Lerkkanen et al., 2008) in kindergarten was assessed by interviewing the children and 

asking them to point to one of five faces, ranging from a big frown to a big smile. The 

findings showed that at kindergarten age, children with high reading skills also exhibited 

a high interest in reading activities, whereas children with low reading skills exhibited a 

low interest in reading activities. Similarly, Cartwright et al. (2016) found that first and 

second graders’ reading skills contributed significantly to their self-rated reading value 

and reading activity at home (i.e., “How much do you read by yourself at home?”). 

When investigating developmental differences before kindergarten, Martin et al. (2013) 

found that children’s interest and persistence, as rated at age three by teachers during a 

series of cognitive tasks led by assessors, were associated with the children’s early 

academic skills (such as language comprehension) at age five. In addition to teacher-rated 

and children’s self-rated interest in various activities, parents were also asked to rate 

their children’s interest. For instance, Torppa et al. (2007) studied children with and 

without familial risk for dyslexia in relation to their interest in reading activities at home. 

They used parent ratings and children’s preference scores for all interests (e.g., adult-

given tasks, reading, and play) to examine children’s interest in reading. The findings 

among children at risk for dyslexia showed that vocabulary skills (receptive and 

expressive) at the age of three and a half were significantly associated with children’s 

reading interest at the age of five. However, among the control group with no familial risk 

of dyslexia, the children’s vocabulary skills were not related to their later reading interest. 
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Taken together, the findings above suggest that children’s reading achievement and their 

acquisition of pre-reading skills affect both their task-oriented behavior (e.g., Lepola, 

2004) and their interest in reading activities (e.g., Viljaranta et al., 2017). Therefore, it is 

important to study the extent to which early differences in pre-reading skills are 

associated with children’s task-oriented behavior and their interest in academic and play 

activities in day care and at home. Furthermore, little is known about the similarities 

between teacher ratings, children’s self-ratings, and parents’ ratings of children aged four 

to six in different pre-reading skills groups. Exploring teachers’ ratings of task orientation 

gives a more general view of the behavioral, emotional, and social dimensions of 

children’s approaches to and management of adult-guided learning situations in day care 

(Lepola, 2004). In addition, children’s own interest in reading and play gives a more task-

specific view of the extent of children’s interest in reading and play in day care and at 

home. From the free-choice activity perspective, it also shows how children’s academic 

skills (i.e., their pre-reading skills) are associated with their general and task-specific 

motivation in learning situations. 

The present study was conducted in Finland, where preschool and kindergarten are 

considered the foundations of the education system. There, the most important tasks 

include encouraging children’s interest in learning activities through play and supporting 

children’s individual potential in close collaboration with parents (see Finnish National 

Agency for Education, 2019; Finnish National Board of Education, 2016). Young children’s 

task-oriented behavior and interest in activities in both day care and home settings were 

chosen as the research topic because the teachers’, children’s, and parents’ ratings 

together form the foundations for teacher–parent collaboration. Before school age, 

children’s immediate environments play a major role in supporting their task-oriented 

motivation and interest. Hence, identifying and understanding children's task-oriented 

motivation and interest can assist in strengthening children’s enthusiasm by encouraging 

and providing new and more challenging stimuli (see Ainley, 2013). For example, adult-

guided and free-choice activities are undoubtedly different situations in which cognitive 

competence and motivation can result in different ways of approaching the activity. Both 

of these activities are also natural part of children's daily life/experiences in preschool 

and in kindergarten. 

Research questions  

In this study, we sought answers to the following questions: 

1. What kind of pre-reading skill groups can be identified from age four to age six 

years based on reading precursors and language comprehension skills? 
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2. How do pre-reading skill groups differ in terms of teacher-rated task orientation 

in day care?  

3. How do pre-reading skill groups differ in terms of children’s self-rated interest 

in adult-given tasks, reading, and play activities in day care?  

4. How do pre-reading skill groups differ in terms of parent-rated reading and play 

activities at home?  

In light of the previous research, we hypothesized that children aged four to six years with 

well-developed pre-reading skills would show stronger task-oriented behavior, especially 

at six years (Lepola, 2004). We also expected that children with developmental delays in 

pre-reading skills would already exhibit a lower level of interest in reading-related 

activities at the preschool and kindergarten ages (Torppa et al., 2007). Finally, on the basis 

of other studies (e.g., see Brunstein & Heckhausen, 2010; Cartwright et al., 2016; Martin 

et al., 2013; Salminen, et al., 2018; Torppa et al., 2007; Viljaranta et al., 2017), we 

anticipated that children’s pre-reading skills would reflect their interest in adult-given 

tasks, reading, and play.  

Method 

Participants and context  

The sample for this longitudinal study comprised 130 typically developing Finnish 

children who were followed from age four (preschool) to age six (kindergarten). Informed 

consent forms were returned by the parents of all participating children. The mean age of 

the children at the beginning of the study was 50.5 months (range = 45–56 months). The 

children were recruited from 16 day-care centers located in socioeconomically varied 

districts in two towns with 176,000 and 14,500 inhabitants, respectively. For this study, 

96% of children from the selected kindergartens were involved. Those from immigrant 

backgrounds and those who had special difficulties with linguistic skills did not 

participate. Children’s pre-reading skills and task orientation were assessed individually 

each year in the middle of the fall term at ages four, five, and six. A child’s interest in 

reading and play activities in a day-care center were evaluated by self-rating and at home 

by parents’ ratings (n = 90) at ages four and six.  
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Data collection 

Children’s pre-reading skills 

Reading precursors. To form a composite score of reading precursors, we evaluated 

children’s phonological awareness and letter knowledge (see Lepola et al., 2016). 

Phonological awareness was measured at ages four and five using rhyme and alliteration 

tasks (Silvén et al., 2002) involving the recognition of words that end or begin with a 

common sound pattern. Both tasks were scored on number of correct items out of 10. At 

age six, initial phoneme recognition was tested (Lerkkanen et al., 2008). Values of 

Cronbach’s alphas for phonological awareness at ages four and five were .83, and .82, 

respectively, and for initial phoneme recognition at age six, it was .83. Letter knowledge 

was assessed at ages four, five, and six by asking children to name 29 uppercase letters, 

shown one at a time (Lerkkanen et al., 2008); letter knowledge was scored as the number 

of correctly named letters. Values of Cronbach’s alphas for letter knowledge at ages four, 

five and six, were .80, .78, and .79, respectively. Reading precursor composites were 

derived by first standardizing the variables to z-scores and then computing the mean 

scores for phonological awareness and letter knowledge (from ages four to five, r = 0.80, 

p < 0.01; from ages five to six, r = 0.78, p < 0.01). 

Language comprehension. Children’s listening comprehension and vocabulary knowledge 

were evaluated to form a composite score of language comprehension. Listening 

comprehension was assessed using a test developed by Vauras et al. (1995). A narrative 

text of 91 words (“Misi-cat goes hunting”) was used (Vauras et al., 1995). The text was 

read aloud twice in a neutral tone by the researcher, and the children were instructed to 

listen carefully in order to answer questions about the content. Listening comprehension 

was evaluated by means of a retelling task and four prompted questions (see Lepola et al., 

2016). All answers were written down and audio recorded. Points for the parts were 

summed (theoretical range of 0–17): a higher score indicated greater accuracy and quality 

of understanding of the main idea in the question and the text. Values of Cronbach’s alphas 

for listening comprehension at ages four, five, and six, were .78, .77, and .80, respectively. 

Children’s vocabulary knowledge was measured at four, five, and six years of age using a 

word definition test (Silvén & Rubinov, 2010). This was an adaptation of the vocabulary 

test from the Finnish Wechsler Intelligence Scale for Children (WISC-III; Wechsler, 1999). 

Words were presented to each child one at a time, and the examiner told the child, “I will 

say words to you. Listen carefully and tell me what the word means. What is a dog (Finnish 

practice item)? What does it look like? What can it do?” Points for the test words were 

summed (theoretical range 0–64 for 32 test words), a higher score indicating better 

mastery of word meanings. Values of Cronbach’s alphas for word definition at ages four, 
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five, and six, were .80, .78, and .78, respectively. Language comprehension composites 

were derived by first standardizing the variables to z-scores and then computing the 

mean scores for listening comprehension and vocabulary knowledge (from ages four to 

five, r = 0.53, p < 0.01; from ages five to six, r = 0.61, p < 0.01).  

Teacher rating of task orientation  

Preschool and kindergarten teachers evaluated children’s task orientation on a scale with 

three items (Laitinen et al., 2017; Lepola et al., 2013). Task orientation assesses a child’s 

tendency to approach, explore, and master a learning task. Each teacher was first asked 

to recall art and craft situations and new task activities that the children had been asked 

to perform. They were then asked to rate the children’s behavior on a 7-point Likert scale, 

ranging from 1 = This behavior does not occur at all to 7 = The behavior occurs most of the 

time or always. The instructions emphasized that “the focus of assessment is not free play 

or the children’s language abilities but the way the children adapt to the situation guided 

by an adult.” The theoretical and empirical basis for the scale can be found in Salonen et 

al. (1998), Vauras et al. (2009), and Laitinen et al. (2017). Values of Cronbach’s alphas for 

task orientation at ages four, five, and six were .80, .83, and .79, respectively. 

Children’s interest by self-rating and parent rating 

We used the interest value scale for children (see ARMI test material; Lerkkanen et al., 

2008; see also Torppa et al., 2007) to measure children’s interest in particular activities 

in day care by interview at ages four and six. In the present study, five items measured 

children’s activity interests (i.e., “liking” a particular activity) in day care. Of these 

activities, two items concerned an interest in reading (How much do you like listening to 

story reading in day care? How much do you like browsing picture books and children’s 

magazines in day care?). Another two dealt with interest in play (How much do you like 

playing with toys in day care? How much do you like playing outdoor games in day care?). 

One dealt with interest in adult-given tasks (How much do you like doing adult-given tasks 

in day care?).  

Children’s interest in adult-given tasks, reading, and play activities in day-care center 

were examined, first, by showing them a picture of a particular activity. Secondly, the 

question was read aloud to them. Thirdly, they were asked to point to one of the five 

schematic drawing faces ranging from an unhappy face to a happy face (from very 

negative to very positive), which best represent their interest (i.e., “liking”) in a particular 

activity (1 = I do not like it at all/I dislike those activities; 5 = I like it very much/I really 

enjoy those activities).  
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In addition, parents were asked to evaluate without any schematic drawings their 

children’s interest in reading and play activities with the same items at home at ages four 

and six. Each item was rated on a 5-point Likert scale, ranging from 1 (not at all) to 5 (very 

much). To estimate the children’s interest in reading and play activities, we created a 

composite interest score by calculating the mean of the two items concerning particular 

activities (reading and play) at home and in day care.  

Data analysis 

To determine how individual differences in children’s pre-reading skills (composite 

scores of reading precursors and language comprehension) relate to development of task 

orientation and the children’s interest in adult-given tasks, reading, and play, we 

identified pre-reading subgroups by a traditional cluster analysis, K-means, in IBM SPSS 

Statistics ver. 26. In our previous study, we used latent profile and latent transition 

analysis to identify different motivation profiles among young children (Laitinen et al., 

2017). In addition, Viljaranta et al. (2017) found several profiles from kindergarten to 

grade 2 by using the ISOA procedure. In this study, we used K-means cluster analysis, 

which partition observations into k clusters in which each observation belongs to the 

cluster with the nearest mean. By K-means analysis, we identified five different pre-

reading subgroups based on six standardized composite scores of reading precursors and 

language comprehension. This number of pre-reading subgroups was based on the model 

of SVR (Gough & Tunmer, 1986; Hoover & Gough, 1990), previous study (e.g., Lepola, 

2004; Viljaranta et al., 2017), and the size or each group as well as meaningful 

interpretation of the relative changes of each group across ages. We then conducted a 

repeated measures and univariate analysis of variance (ANOVA) and post hoc tests to 

explore the development of task orientation (by teacher rating) and interest (by self-

rating and parent rating) among the pre-reading subgroups. 

 

 

 

 

 

 

https://journal.fi/jecer


62 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Results 

Figure 1 summarizes our main results. It shows the development across preschool and 

kindergarten of five different pre-reading skill groups and the role of those groups in the 

formation of teacher-rated task orientation, as well as the children’s self-rated interest in 

a day-care center and parents’ ratings at home. All the results in Figure 1 are presented 

by standardized scores (i.e., z-scores). 

 

FIGURE 1  Development of pre-reading skill groups’ task orientation and interest in day care (n 
= 130) and at home (n = 90) 

The results reported below address our research questions. First, we describe the 

different pre-reading skill groups. Second, we report the associations of pre-reading skill 

groups to task orientation in children from ages four to six. Third, we report findings 

among pre-reading skill groups in the development of children’s self-rated interest in 

adult-given tasks, reading, and play in day care. Fourth, we report their interest in reading 

and play activities at home.  

Pre-reading subgroups across ages four, five, and six 

Children from ages four to six were placed into five groups through K-means clustering. 

By means of this procedure, we wanted to examine children’s early differences in the 

components of reading skills and the role of such differences in teacher-rated task 

orientation and children’s self-rated interest. 

The first group of children (n = 7) was labeled the high pre-reading group (z-scores over 

1.0). Their reading skills decreased from four to six years of age relative to all others when 
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changes were examined with a paired sample t-test [t(6) = 2.85, p = .03]. In addition, the 

reading skills of the second group of children, labeled the low pre-reading group (z-scores 

under –1.0) decreased from four to six years of age relative to all others [t(23) = 2.47, p = 

.02]. The third group, labeled the above-average pre-reading group (z-scores from 0 to 

1.0), comprised children whose skills remained at the same level to all others across ages 

four to six [t(27) = .80, p = .43]. The fourth group, labeled the below-average pre-reading 

group (z-scores from 0 to –1.0), consisted of children whose skills also remained at the 

same level to all others across ages four to six [t(42) = 1.01, p = .32]. Finally, the fifth group, 

labeled the developers pre-reading group (z-scores from –1.0 to 1.0), contained children 

with average pre-reading skills at age four whose skills had improved by the age of six 

[t(27) = –6.36, p < .01]. 

Task orientation as a function of pre-reading groups 

A 5 x 3 (pre-reading group x time) ANOVA was computed for task orientation. According 

to Table 1, a significant main effect of the pre-reading group for task orientation was 

found. Figure 1 shows that task orientation differed among pre-reading groups. This 

means that children from different groups were perceived by teachers to approach and 

cope with learning situations in different ways. Table 2 shows those differences in task 

orientation among the pre-reading groups.  

Neither a significant main effect of time nor interaction effect of the pre-reading group 

was found for task orientation (see Table 1). Thus, the results indicate the level of task 

orientation did not change within each pre-reading group from age four to age six. 
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TABLE 1  Differences between reading groups in task orientation and interest in day care and at home across ages 

 ANOVA      POST HOC   

Variable Time Group Time x group Age 4 Age 5 Age 6 Age 4 Age 5 Age 6 

Teacher rating          

Task orientation F(2,250)=.46ns., 
2=.01 

F(4,125)=8.40***,  

2=.21 

F(8,250)=1.36ns.,  

2=.04 

F(4,125)=4.08***,  

2=.12 

F(4,125)=2.88*,  

2=.08 

F(4,125)=10.37***,  

2=.25 

High>Low* 

A-a>Low**  

Dev>Low* 

B-a>Low* 

A-a>Low* High>Low*** 

High>A-a*  

High>B-a** 

A-a>Low** 
Dev>Low*** 

B-a>Low** 

Child’s self-rating          

Interest in  

adult-given task 

F(1,125)=.00ns., 
2=.00 

F(4,125)=.93ns.,  

2=.03 

F(4,125)=.27ns., 
2=.01 

F(4,125)=1.10ns., 

 2=.03 

- F(4,125)=.09ns., 

2=.00 

ns. - ns. 

Interest in reading F(1,125)=.34ns., 
2=.00 

F(4,125)=.70ns., 

 2=.02 

F(4,125)=.90ns., 
2=.03 

F(4,125)=.47ns., 

 2=.02 

- F(4,125)=1.08ns., 

2=.03 

ns. - ns. 

Interest in play F(1,125)=.16ns., 
2=.00 

F(4,125)=.96ns., 

 2=.03 

F(4,125)=.28ns., 
2=.01 

F(4,125)=.53ns.,  

2=.02 

- F(4,125)=.81ns., 

2=.03 

ns. - ns. 

Parent rating          

Interest in reading F(1,85)=.24ns., 

2=.00 

F(4,85)=2.92*, 

 2=.12 

F(4,85)=.51ns., 

2=.02 

F(4,85)=1.68ns., 

 2=.16 

- F(4,85)=2.82*, 

2=.12 

ns. - Dev>Low* 

Interest in play F(1,85)=.54ns., 

2=.01 

F(4,85)=1.14ns, 

 2=.05 

F(4,85)=1.39ns, 

 2 = .06 

F(4,85)=.41ne,  

2=.02 

- F(4,85)=2.14ns., 

p=.08,2=.09 

ns. - ns. 

Note. ANOVAs and Post hoc (Tukey HSD) tests were *p> .05, **p> .01, ***p> .001. Only the significant Post hoc results are included to the table:                                                                             

High = High reading group, A-a = Above-average reading group, Dev = Developers, B-a = Below-average reading group, Low = Low reading group 

https://journal.fi/jecer


65 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

TABLE 2  Means and standard deviation of task orientation and interest in day care and at home among pre-reading groups at the ages four, five, 
and six  

 HIGH 

(n = 7) 

ABOVE-AVERAGE 

(n = 28) 

DEVELOPERS 

(n = 28) 

BELOW-AVERAGE 

(n = 43) 

LOW 

(n = 24) 

Variable M (SD) M (SD) M (SD) M (SD) M (SD) 
Age 4      
 Teacher rating      
  Task orientation 4.29 (1.39) 3.95 (1.57) 3.75 (1.31) 3.60 (1.24) 2.68 (.99) 
 Child’s self-rating      
  Adult-given tasks 4.00 (1.41) 3.50 (1.55) 3.39 (1.71) 3.98 (1.44) 4.04 (1.33) 
  Reading 3.57 (.98) 3.70 (1.15) 3.57 (.92) 3.41 (1.21) 3.73 (.93) 
  Play 4.00 (.96) 4.00 (1.07) 3.88 (1.01) 4.09 (.85) 4.23 (.72) 
 Parent rating (n=90)1      
  Reading  3.80 (1.10) 3.72 (1.15) 3.50 (.97) 3.40 (1.31) 3.78 (.88) 
  Play 4.00 (.94) 4.00 (1.06) 3.98 (.87) 4.04 (.90) 4.19 (.73) 
Age 5      
 Teacher rating      
  Task orientation 4.57 (1.85) 4.13 (1.50) 3.94 (1.38) 3.66 (1.34) 3.05 (1.13) 
Age 6      
 Teacher rating      
  Task orientation 5.52 (.81) 3.89 (1.44) 4.44 (1.29) 3.72 (1.38) 2.54 (1.09) 
 Child’s self-rating      
  Adult-given tasks 4.00 (.82) 3.82 (1.28) 3.82 (1.47) 3.95 (1.36) 3.96 (1.20) 
  Reading 4.36 (.69) 3.93 (.73) 3.64 (.91) 3.75 (.98) 3.71 (1.04) 
  Play 4.43 (.45) 4.23 (.92) 4.21 (.82) 4.21 (.69) 4.51 (.59) 
 Parent rating (n=90)1      
  Reading 4.40 (.82) 3.89 (.77) 3.69 (.87) 3.76 (1.02) 3.56 (.93) 
  Play 4.30 (.45) 4.24 (.96) 4.48 (.57)  4.23 (.67) 4.48 (.57) 

Note. 1Parent rating: High: n = 5, Above-average: n = 23, Developers: n = 21, Below-average: n = 25, Low: n = 16. 
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On closer inspection, the significant univariate and post hoc analyses showed that the low 

pre-reading group differed from the other groups in task orientation; this difference 

emerged already at age four (see Table 1). The results indicate that four-year-old children 

with the lowest level of pre-reading skills also showed the lowest level of task-oriented 

behavior in adult-guided learning situations in the day-care center. 

At age five, the low pre-reading group again differed, but only from the above-average 

pre-reading group (see Table 1), indicating that children most at risk for reading failure 

were rated by preschool teachers to be less task-oriented than children with above-

average pre-reading skills.  

At age six, paired group comparisons show that the low pre-reading group again differed 

from the other groups. Children who entered the kindergarten year with low pre-reading 

skills displayed lower levels of task orientation than did their age-mates with higher levels 

of pre-reading skills. At the same time, children in the high pre-reading group were more 

task-oriented in learning situations than were the children in all other groups. 

Interestingly, the developers did not differ from the high pre-reading group in terms of 

task-oriented behavior.  

These person-oriented findings suggest that a low level of pre-reading skills seemed to be 

developmentally associated with lower task orientation, whereas children with higher 

levels of pre-reading skills were responding by task-oriented strategies to the demands 

of adult-guided interaction. These results indicate that pre-reading differences are 

associated with divergent task-oriented behaviors, especially from age four to age six. 

Children’s interest in different activities in day care 

Next, we examined the differences in the pre-reading skill groups in terms of the 

children’s self-rated interest. A 5 × 2 (pre-reading group × time) ANOVA was computed 

separately for children’s self-rated interest in adult-given tasks, reading, and play in day 

care (Table 1).  

No significant main effect was found for time or pre-reading group, nor was there any 

interaction effect of time and pre-reading group (see Table 1). These results show that the 

mean levels of children’s interest in adult-given tasks, reading, and play were stable from 

age 4 to age 6. In addition, the results suggest that children’s own perceptions of what 

they would most like to do in day care did not differ as a function of pre-reading skills 

from age 4 to age 6. However, the descriptive statistics in Table 2 suggest that children in 

the high prereading group liked and enjoyed much not only reading but also adult-given 

and play activities at age 6. Whereas the pattern of interest in those three types of 
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activities was somewhat different among the other prereading groups with the highest 

mean score for play activities. Accordingly, it can be seen in Figure 1 that children in the 

low pre-reading group were the most interested in play activities from age four to age six. 

In addition, children’s interest in adult-given tasks was comparable among the pre-

reading groups. The children’s self-rating in the high pre-reading group had less variation, 

indicating that their level of interest in adult-given tasks was similar.  

Parents views on children’s interest in reading and play activities at home  

Again, a 5 × 2 (pre-reading group × time) ANOVA was computed separately for parent-

rated interest in their children’s reading and play activities. No significant main nor 

interaction effect was found for interest in these activities in the pre-reading groups (see 

Table 1). At age four, the results show that the children’s interest in reading and play were 

similar among pre-reading groups.  

At age six, a significant main effect of pre-reading group on child interest in reading 

activities was found. According to parent-rated interest, a difference emerged between 

the low pre-reading group and the developers pre-reading group in interest in reading 

activities at age six (see Table 1). These results indicate a notable decrease of interest in 

reading in children in the low pre-reading skill group and an increase of interest in 

reading in children in the developers pre-reading skill group.  

With regard to parent-rated interest in play at home, the results indicated that children’s 

level of interest in play was similar at age six. However, the descriptive statistics in Figure 

1 and Table 2 show a minor deviation in the average level of six-year-old children’s 

interest in play in favor of the developers pre-reading group. 

In sum, children in different pre-reading skills groups showed different levels of task 

orientation from preschool to kindergarten (from four years to six years). Moreover, it is 

important to note that the evaluations of the adults, that is, early education teachers and 

parents, parallel each other for the groups with high and low pre-reading skills. In 

addition, similarities in children’s self-ratings in their interest in academic and play 

activities were found regardless of their pre-reading group.  

Discussion  

The present study is one of the few to longitudinally investigate children’s pre-reading 

skill groups using reading precursors and language comprehension skills (e.g., Gough & 

Tunmer, 1986; Hoover & Gough, 1990) and their differences in task orientation and 
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interest. Most studies in the field of early childhood education have deployed one or two 

perspectives to assess children’s motivation. In the present study, teachers rated task 

orientation, children self-rated their interest in adult-given tasks, reading, and play 

activities in day care, and parents rated reading and play activities at home.  

Children’s pre-reading subgroups and task orientation across ages four to six  

Through the identification of five groups of children with different combinations of pre-

reading skills—high, above-average, developers, below-average, and low—it became 

possible to delineate similarities and differences in pre-reading skills among the children. 

Notably, while in most groups children’s pre-reading skills remained quite stable across 

ages four to six, in the developers’ group pre-reading skills increased significantly over 

this time. These findings are in line with studies indicating that individual differences in 

pre-reading skills emerge early (e.g., Berhenke et al., 2011; Lepola et al., 2016). According 

to previous research, identification of the level of children’s pre-reading skills is crucial 

because the lower the level of pre-reading skills, the greater the risk of unfavorable 

learning development (Lepola et al., 2000, 2016; Viljaranta et al., 2017). Further research 

is needed to explore, for instance, factors associated with the developers’ pre-reading 

skills group. 

In addition, the results highlighted clear differences between the five pre-reading skills 

groups in terms of teacher-rated task orientation. Children with lower levels of pre-

reading skills were considered to show less task-oriented behavior in adult-guided 

learning situations in day care, while children with higher levels of pre-reading skills were 

rated by their kindergarten and preschool teachers as being more task-oriented.  

Few studies have investigated the association between pre-reading skills and task 

orientation across the ages four, five, and six, but our findings are in line with those of 

studies that have been conducted. For example, Lepola (2004) studied developmental 

differences in the task orientation of children with varying levels of pre-reading skills. 

Children with low pre-reading skills differed from peers with average to high pre-reading 

skills in terms of their task orientation, as rated by their teachers in the autumn semester 

of kindergarten to grade 1. The results of the present study, like those of Lepola, pertain 

to motivation theories and emphasize the importance of children’s language resources in 

their adaptation to a teacher-guided learning environment in kindergarten and preschool. 

We cannot neglect the pivotal role of early education professionals in supporting each 

child’s task orientation through the provision of optimal learning challenges that motivate 

the child’s exploration and participation (Ryan & Deci, 2000). For example, according to a 

previous study, the more kindergarteners receive quality feedback from their classroom 

teachers and are helped to develop their understanding and thinking processes, the less 
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they tend to avoid task situations (Pakarinen et al., 2011). In addition to this instructional 

support, when kindergarten teachers set clear rules and provide inherently interesting 

tasks with high-quality classroom organization, it increases children’s task-specific 

interest as compared to classes with lower-quality classroom organization (Pakarinen et 

al., 2010). Stipek et al. (1995) found that the more children were given freedom to select 

their tasks and to perform them without pressure to produce a correct answer, the more 

challenging were the tasks they chose, the less dependent were they on adults, and the 

more pride they had in their performance. Previous research has also highlighted that 

teachers’ competence in understanding children’s weaknesses and in identifying their 

strengths can contribute to a favorable learning environment (e.g., Hotulainen & 

Lappalainen, 2011; Sointu et al., 2017).  

Our previous study indicated that a “Bunny Stories” intervention, based on dialogic 

reading principles and enhancing adult–child verbal interaction, supported the 

development of task orientation among four-year-old children who initially had low 

listening comprehension (Laitinen et al., 2013). In addition, the recent findings of Lepola 

et al. (2022) lend support to the responsiveness of five-year-old children to dialogic 

reading and align with the present findings by showing that children with high initial story 

comprehension participated in conversations about the story more than children with 

average or low story comprehension.  

Children’s interest in different activities in day care and at home 

No statistically significant differences were found between the five pre-reading groups in 

terms of their self-rated interest in adult-given tasks, reading, and play activities at age 

four (kindergarten-fall) or at age six (preschool-fall). These results are partly in line with 

correlational research by Baroody and Diamond (2013), which showed that child-

reported literacy interest, based on enjoyment and participation, was not related to 

parent- or teacher-reported child literacy interest or engagement during free-play and 

group activities. In addition, Viljaranta et al. (2017) pointed out that differences in 

children’s self-rated interest in reading begin to emerge close to the age of six. There may 

be reasons to explain the lack of differentiation between the pre-reading groups in terms 

of the children’s self-rated interest. One possible reason relates to the validity and 

reliability of an assessment in which a researcher poses a question and pairs it with a 

picture and then asks the child to indicate, by pointing to one of five faces, how much the 

child likes the task that is illustrated in the picture. Although the pictures support the 

child’s understanding of the different activities, the child’s report may be biased by their 

preference for a particular face among those used to measure their interest (e.g., Davies 

& Brember, 1994). In addition, the children may interpret the task as an interview about 

good or expected behavior and therefore show a tendency to select the happy face (e.g., 
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Stipek et al., 1992). Finally, situational factors, such as what has just happened, for 

instance, in playing with peers or book sharing, may influence children’s self-ratings. 

Thus, although this measure aimed to reveal individual interest, the child’s interaction 

with the activity, that is, their situational interest, may also have played a role in their 

responses.      

Despite these threats to validity, our results showing that a child’s assignment to a 

particular pre-reading group was not reflected in their level of interest in socially-guided, 

reading and play activities are important. In other words, even those children that are less 

skilled in listening comprehension and letter knowledge (i.e., in the low and below-

average groups) enjoyed reading activities in day care at age four and also at age six. Thus, 

from the perspective of the bioecological model (Bronfenbrenner & Morris, 2006), the 

resource characteristics (i.e., their literacy skills) did not yet shape the children’s demand 

characteristics, such as their interest in the different activities. It is also important to note 

that when this study was conducted in Finnish preschools and kindergartens, the 

children’s success in pre-reading skills was not evaluated in relation to curriculum-based 

standards, and therefore the participating children could be less susceptible to social 

comparison and its negative impact on self-perceived interest.  

It is also conceivable that support for their reading-related activities was received from 

their early education teacher or from other adults during shared reading, while special 

education support was available in day care if needed. This kind of support, when well 

managed and delivered in a warm atmosphere, can facilitate children's enjoyment and 

liking of these activities (Lerkkanen et al., 2012; Perry et al., 2007). It is also worth noting 

that the Finnish day care culture emphasizes children’s play and creativity, and thus, for 

example, the early education teacher’s sensitive support of children’s play can be viewed 

as a golden opportunity to facilitate the interest of low, average and high achieving 

children in learning. Furthermore, it is important to identify children’s interests because 

they are at the core of early childhood education (e.g., Finnish National Agency for 

Education, 2019; Finnish National Board of Education, 2016) and child-centered practice. 

Therefore, several questions arise regarding how best to determine the interests of young 

children in the future, whether by asking immediately after a task, by using a picture of 

the task, as we did in this study, or by observing the children’s spontaneous activities. 

Further research could observe the differences in children’s interests associated with 

spontaneous activity situations. 

Parents’ ratings highlighted an essential feature, namely, how parents reflect their child’s 

interest in reading and play at home. Parents rated children in the developers’ group at 

age six as more interested in reading than children in the low-skilled pre-reading group. 

This is in line with the findings of Torppa et al. (2007), showing that vocabulary skills 
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among three-and-a-half-year-olds were positively associated with the parents’ 

perceptions of their child’s interest in reading at five years of age. Parents’ ratings are 

considered to be good estimates, even for second-graders, in the task-avoidant behavior 

linked to dyslexia (Syal & Torppa, 2019). The experience of reading problems may lead to 

task avoidance and decreased interest in such activities at home, which becomes apparent 

to parents. 

With regard to interest in play activities, the differences perceived by parents between 

the developers and the low pre-reading skills group at home were marginally statistically 

significant. According to previous research, children’s interest in play activities can be 

explained more by their curiosity to explore materials and environments (Martin et al., 

2013) than by their readiness to read and by their language competence. While there is 

evidence concerning the long-term development of language skills and motivation (e.g., 

Lepola et al., 2016), parallel developmental patterns relating to an interest in play 

activities may support language development as “symbolic representation” (Vallotton & 

Ayoub, 2011; Weisberg et al., 2013; Zosh et al., 2014), as well as children’s ability to self-

regulate their own cognitive and emotional processes (Whitebread et al., 2009). From a 

practical perspective, interest in activities could be fostered during the early years in day 

care and at home by providing tasks and activities that prompt successful learning 

experiences. Experiencing success in early attempts at mastery may mitigate the Matthew 

effect that might further differentiate between skilled and less skilled pre-readers 

(Stanovich, 1986).  

From an educational point of view, it is crucial to pay attention to the fact that preschool 

and kindergarten teachers rate high-skilled children as more task-oriented, while their 

parents rate them as being more interested in reading activities. Correspondingly, 

children with low pre-reading skills were rated by their teachers as less task-oriented in 

day care and by their parents as less interested in reading activities at home. Overall, both 

teachers and parents perceived distinctions between children with different levels of 

reading and language comprehension skills. This may lead to polarization in how adults 

interpret their children’s activities. Furthermore, children with a high task orientation 

want to master tasks and seek challenges, leading, in turn, to success and positive affect 

(see Salonen et al., 1998), as well as to receiving more positive feedback from teachers 

and parents. All of these factors may increase these children’s interest in reading 

activities.  

Although the link between interest and task orientation was not directly examined in this 

study, the appraisal theory of emotion and behavior assumes that positive emotion, for 

instance liking, creates a motivational tendency to approach, whereas disliking is linked 

to avoidance or lower task motivation (Reeve, 2005, p. 339). This link may not be 
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straightforward because interest as well as task orientation develop through a person’s 

interactions with their environment (i.e., the microsystem). Therefore, the quality of the 

teacher–child interaction may shape both the child’s interest and their task orientation. It 

is possible that teachers set higher expectations for task-oriented children, offering 

challenging opportunities that are subsequently reflected in the children’s interest in 

reading-related tasks. Similarly, studies of teacher support (Pianta et al., 2012) and 

parental support (Aunola et al., 2013) have identified a positive feedback loop for adults’ 

expectations as reflected in first-graders’ interests, including their task orientation. In 

addition, Kajamies et al. (2016) reported that teachers’ emotional support was positively 

associated with preschoolers’ engagement in reading activities. Overall, child 

development is seen as the product of transactions between the child and their social 

environment (Chow et al., 2018; Northrop, 2017; Sameroff, 2009): they learn to interact 

with significant others, such as their early childhood education teachers, peers, and 

parents. The perspectives and behaviors of these significant others may influence a child’s 

motivation and interest in relation to learning situations.  

Although young children’s self-ratings may be biased by children’s tendency to be 

overoptimistic about their own abilities and their affect regarding the activity (e.g., Harter, 

1996), self-ratings do allow children to communicate their level of interest in a particular 

activity in day care. Furthermore, parents are the most familiar with their children's 

behavior at home, and over time, parents’ ratings of preschool-aged children have been 

found to correlate with their ratings of the children’s literacy interests (Baroody & Dobbs-

Oates, 2011). Thus, parents’ ratings of their child’s interest may increase their 

understanding of the child’s expressions and points of interest, which can be helpful in 

supporting the emergence, maintenance, and deepening of their interest (see Ainley, 

2013; Renninger, 2009). In addition, the teachers’ ratings, coming from a more formal 

learning perspective, play a crucial role in the child’s learning and development by 

assessing the level of a child's motivation in the learning situation. 

Limitations and future directions 

Although the five identified subgroups are compatible with existing research (e.g., Lepola, 

2004; Viljaranta et al., 2017), more evidence is needed concerning the development of 

early motivation and interest. A second set of limitations of this study is that children’s 

interest and task orientation were measured with either a single-item or with a composite 

score from two or three items, which raises questions about the measure’s reliability and 

validity. Third, as children with immigrant backgrounds and those with specific 

difficulties in linguistic skills did not participate, some of the associations that were found 

may be limited. Consequently, in future studies, diversity in language background and 

learning difficulties should also be accounted for. In addition, even though differences in 
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motivation among young children have strongly linked to the development of math skills 

(Lepola & Hannula-Sormunen, 2018), this was not the aim of this study. An interesting 

aspect would involve the teachers’ and the parents’ roles in supporting learning, but this 

also was not studied. Previous studies have found that the quality of teacher–child 

interactions affects children’s learning motivation and achievement behaviors as early as 

kindergarten (Pakarinen et al., 2010). The quality of young children’s school and home 

learning environments is thus an important aspect to include in future studies to better 

understand the socio-constructivist nature of children’s learning and development. 

In the context of early childhood education, teacher, self, and parent ratings are especially 

relevant, but most studies of children’s motivational behavior have adopted only one or 

two of these perspectives. Studies of the consistency of these perspectives have suggested 

that children’s motivation is ambiguously manifested (Heckhausen & Heckhausen, 2010; 

Vauras et al., 2009), and a combination of approaches may help to inform classroom 

practices and to better support children’s literacy practices (for a review, see Conradi et 

al., 2014). The findings of this study underscore the importance of teachers’ awareness of 

children’s motivational development from multiple perspectives, even in preschool, as 

they all help in the planning and implementation of optimal support for children’s 

learning behaviors (pre-reading skills, task orientation, and interest). In addition, the 

present study shows that children’s motivation and approaches to activities and tasks 

relate to their pre-reading skills. These results are highly applicable to improving child-

centered practices by, for instance, building on children’s initiatives, capturing their 

attention, and encouraging the development of pre-reading skills (see Bouchard et al., 

2010). Special care should be taken to organize high-quality support for each child’s pre-

reading skills, especially for at-risk children (Kajamies et al., 2019). Bunny Stories 

(Mattinen et al., 2014) and 7-Minutes-to-Stories (Orvasto & Levola, 2010) are examples 

of long-term learning environments developed to support young children’s learning in 

day-care and home settings. 

The findings of this study have further potential to increase early childhood education 

teachers’ collaboration with parents (e.g., Chow et al., 2018; see also Hakyemez-Paul et 

al., 2021) because teacher ratings in the day-care center, together with parent ratings at 

home, enable a deeper understanding of the role of educational and social environments 

in children’s individual motivational behavior. While determining the necessary support 

on the basis of group-level and individual differences (Heckman, 2006; Karoly et al., 2005; 

Salminen et al., 2012), this study provides a new opening for understanding the 

associations between the multiple perspectives of different informants and children’s 

learning motivation during preschool and kindergarten. 
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The present study makes some future contributions relating to pre-reading skills and 

motivation. First, the results suggest that children’s pre-reading skills are reflected in 

adult-rated task orientation and interest in different activities across ages four to six 

years. Second, children’s interest in different activities may encourage them to undertake 

tasks and solve problems independently (Lehtinen et al., 1995). This kind of child-

centered involvement is autonomy-supporting rather than controlling, offering children 

the experience of meeting challenges on their own and of feeling that they are capable of 

influencing their surroundings, which may foster children’s willingness to take on further 

tasks and challenges (e.g., Lerkkanen et al., 2012; Stipek et al., 1992; see also “autonomous 

functioning” in Lepola, 2004). In the long term, these may create a cumulative 

developmental cycle (see also “task-avoidance behavior” in Salonen et al., 1998) because 

low interest in reading reduces children’s performance in reading-related tasks, which 

further lowers interest and performance. Moreover, weaknesses in phonological 

awareness and letter knowledge at the kindergarten level have been shown to predict 

difficulties in learning to read (Compton et al., 2006; Silvén et al., 2004). According to 

Lepola (2004), early competence of at least around the average level in pre-reading skills 

makes a child motivationally less vulnerable during adult-guided learning activities in a 

day-care setting when adopting gradually growing learning demands. By making 

educators conscious that children’s levels of reading interest can impact performance, 

teachers’ higher expectations and more positive beliefs, such as encouraging performance 

and choice of activities, can help to increase motivation where children show a low 

interest in reading-related tasks (Wigfield & Eccles, 2000). Multiple perspectives (i.e., 

teacher, parent, child) and contexts (i.e., day care and home) are highly relevant from an 

educational point of view in assessing the need for early interventions (see Baroody & 

Diamond, 2013; Chow et al., 2018).  

Note 

The means and standard deviation of children’s reading precursors and language 

comprehension skills are available on request from the first author of the article. The 

study was supported by a grant (118330) from the Academy of Finland to the second 

author. We want to thank the participating children and the administrators and teachers 

of the day-care centers where this study took place. 

References 

Aaron, P. G., Joshi, R. M., Gooden, R., & Bentum, K. E. (2008). Diagnosis and treatment of reading 
disabilities based on the component model of reading: An alternative to the discrepancy 
model of LD. Journal of Learning Disabilities, 41(1), 67–84. 
https://doi.org/10.1177/0022219407310838 

https://journal.fi/jecer
https://doi.org/10.1177/0022219407310838


75 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Ainley, M. (2012). Students’ interest and engagement in classroom activities. In S.L. Christenson, 
A.L. Reschly & C. Wylie (Eds.) Handbook of research on student engagement (pp. 283–
302). Springer. 

 Ainley, M. D. (2013). One ingredient in the mix: Interest and psychological well-being. In A. 
Efklides & D. Moraitou (Eds.) A positive psychology perspective on quality of life. Social 
indicators research series 51(pp. 243–258). Springer. 

Aunola, K., Viljaranta, J., Lehtinen, E., & Nurmi, J.-E. (2013). The role of maternal support of 
competence, autonomy and relatedness in children’s interests and mastery orientation. 
Learning and Individual Differences, 25, 171–177. 
https://doi.org/10.1016/j.lindif.2013.02.002  

Baroody, A. E., & Diamond, K. E. (2013). Measures of preschool children’s interest and 
engagement in literacy activities: Examining gender differences and construct 
dimensions. Early Childhood Research Quarterly, 28(2), 291–301. 
https://doi.org/10.1016/j.ecresq.2012.07.002 

Baroody, A. E., & Dobbs‐Oates, J. (2011). Child and parent characteristics, parental expectations, 
and child behaviours related to preschool children's interest in literacy. Early Child 
Development and Care, 181(3), 345–359. https://doi.org/10.1080/03004430903387693 

Berhenke, A. L. (2013). Motivation, self-regulation, and learning in preschool. Doctoral thesis. 
University of Michigan. 

Berhenke, A., Miller, L. M., Brown, E., Seifer, R., & Dickstein, S. (2011). Observed emotional and 
behavioral indicators of motivation predict school readiness in Head Start graduates. 
Early Childhood Research Quarterly, 26(4), 430–441. 
https://doi.org/10.1016/j.ecresq.2011.04.001  

Bouchard, C., Bigras, N., Cantin, G., Coutu, S., Blain-Brière, B., Eryasa, J., Charron, A., & Brunson, L. 
(2010). Early childhood educators’ use of language-support practices with 4-year-old 
children in child care centers. Early Childhood Education Journal, 37, 371–379. 
https://doi.org/10.1007/s10643-009-0355-7 

Bronfenbrenner, U., & Morris, P. A. (2006). The bioecological model of human development. In 
W. Damon & R. M. Lerner (Eds.), Handbook of child psychology: Theoretical models of 
human development (pp. 793–828). Wiley. 

Brunstein, J. C., & Heckhausen, H. (2010). Achievement motivation. In J. Heckhausen & H. 
Heckhausen (Eds.), Motivation and action (pp. 139–185). Cambridge University Press.  

Cartwright, K. B., Marshall, T. R., & Wray, E. (2016). A longitudinal study of the role of reading 
motivation in primary students’ reading comprehension: Implications for a less simple 
view of reading. Reading Psychology, 37(1), 55–91. 
https://doi.org/10.1080/02702711.2014.991481  

Chow, J. C., Ekholm, E., & Coleman, H. (2018). Does oral language underpin the development of 
later behavior problems? A longitudinal meta-analysis. School Psychology Quarterly, 
33(3), 337–349. https://doi.org/10.1037/spq0000255 

Compton, D. L., Fuchs, D., Fuchs, L. S., & Bryant, J. D. (2006). Selecting at-risk readers in first 
grade for early intervention: A two-year longitudinal study of decision rules and 
procedures. Journal of Educational Psychology, 98(2), 394–409. 
https://doi.org/10.1037/0022-0663.98.2.394  

https://journal.fi/jecer
https://doi.org/10.1016/j.lindif.2013.02.002
https://doi.org/10.1016/j.ecresq.2012.07.002
https://doi.org/10.1007/s10643-009-0355-7
https://doi.org/10.1037/0022-0663.98.2.394


76 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Conradi, K., Jang, B. G., & McKenna, M. C. (2014). Motivation terminology in reading research: A 
conceptual review. Educational Psychology Review 26(1), 127–164. 
https://doi.org/10.1007/s10648-013-9245-z  

Davies, J., & Brember, I. (1994). The Reliability and Validity of the 'Smiley' Scale. British 
Educational Research Journal, 20(4), 447–454. 

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in human behavior. 
Plenum. 

Diener, C. I., & Dweck, C. S. (1978). An analysis of learned helplessness: Continuous changes in 
performance, strategy, and achievement cognitions following failure. Journal of 
Personality and Social Psychology, 36(5), 451–462. https://doi.org/10.1037/0022-
3514.36.5.451 

Finnish National Agency for Education. (2019). National core curriculum for early childhood 
education and care (Regulations and guidelines 2018:3c). Finnish National Agency for 
Education. 

Finnish National Board of Education (2016). National Core Curriculum for Pre-primary Education 
2014 (Publication 2016:6). Finnish National Board of Education 

Ford, M. (1992). Motivating humans: Goals, emotions, and personal agency beliefs. Sage.  

Georgiou, G. K., Manolitsis, G., Zhang, X., Parrila, R., & Nurmi, J.-E. (2013). Examining the 
developmental dynamics between achievement strategies and different literacy skills. 
International Journal of Behavioral Development, 37(3), 173–181. 
https://doi.org/10.1177/0165025413477007  

Gough, P. B., & Tunmer, W. E. (1986). Decoding, reading and reading disability. Remedial and 
Special Education, 7(1), 6–10.  

Grolig, L. (2020). Shared storybook reading and oral language development: A bioecological 
perspective. Frontiers in Psychology, 11, 1818. 
https://doi.org/10.3389/fpsyg.2020.01818 

Guthrie, J. T., & Klauda, S. L. (2014). Effects of classroom practices on reading comprehension, 
engagement, and motivations for adolescents. Reading Research Quarterly, 49(4), 387–
416. https://doi.org/10.1002/rrq.81  

Hakyemez-Paul, S., Lähteenmäki, M., & Pihlaja, P. (2021). Early childhood educators on parental 
involvement: A comparison between Finland and Turkey. Journal of Early Childhood 
Education Research, 10(2), 66–96. 

Harter, S. (1981). A new self-report scale of intrinsic versus extrinsic orientation in the 
classroom: Motivational and informational components. Developmental Psychology, 
17(3), 300–312. https://doi.org/10.1037//0012-1649.17.3.300  

Harter, S. (1996). Developmental changes in self-understanding across the 5 to 7 year shift. In A. 
J. Sameroff & M. M. Haith (Eds.), The five to seven year shift (pp. 207–236). University of 
Chicago Press. 

Heckhausen, J., & Heckhausen, H. (2010). Motivation and development. In J. Heckhausen & H. 
Heckhausen (Eds.), Motivation and action (pp. 391–448). Cambridge University Press.  

Heckman, J. J. (2006). Skill formation and the economics of investing in disadvantaged children. 
Science, 312(5782), 1900–1902. https://doi.org/10.1126/science.1128898 

https://journal.fi/jecer
https://psycnet.apa.org/doi/10.1037/0022-3514.36.5.451
https://psycnet.apa.org/doi/10.1037/0022-3514.36.5.451
https://doi.org/10.3389/fpsyg.2020.01818
https://doi.org/10.1037/0012-1649.17.3.300


77 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Hidi, S., & Renninger, K. A. (2006). The four-phase model of interest development. Educational 
Psychologist, 41(2), 111–127. https://doi.org/10.1207/s15326985ep4102_4 

Hoover, W. A., & Gough, P. B. (1990). The simple view of reading. Reading and Writing, 2(2), 127–
160. https://doi.org/10.1007/BF00401799  

Hotulainen, R., & Lappalainen, K. (2011). Pre-school socio-emotional behaviour and its 
correlation to self-perceptions and strengths of young adults. Emotional and Behavioural 
Difficulties, 16(4), 365–381. https://doi.org/10.1080/13632752.2011.616342 

Izard, C. E. (2007). Basic emotions, natural kinds, emotion schemas, and a new paradigm. 
Perspectives on Psychological Science, 2(3), 260–280. https://doi.org/10.1111/j.1745-
6916.2007.00044.x 

Kajamies, A., Lepola, J., & Mattinen, A. (2019). Scaffolding children’s narrative comprehension 
skills in early education and home settings. In K. J. Kerry-Moran and J-A. Aerila (Eds.), 
Story in children’s lives: Contributions of the narrative mode to early childhood 
development, literacy, and learning (pp. 153–174). Springer. 

Kajamies, A., Mattinen, A., Kaurila, M.-L., & Lehtonen, E. (2016). Emotional support constructing 
high quality scaffolding in day care. Journal of Early Childhood Education Research, 5(1), 
162–188.  

Karoly, L. A., Kilburn, M. R., & Cannon, J. (2005). Early childhood interventions: Proven results, 
future promise. RAND Corporation (MG-341). 

Laitinen, S., Lepola, J., & Vauras, M. (2017). Early motivational orientation profiles and language 
comprehension skills: From preschool to Grade 3. Learning and Individual Differences, 
53(7), 69–78. https://doi.org/10.1016/j.lindif.2016.11.002 

Laitinen, S., Mattinen, A., Kajamies, A., Vauras, M., & Lepola, J. (2013). Pienten lasten 
tehtäväsuuntautuneisuus ja sen kehittyminen päiväkodin lukutuokioissa [Small 
children’s task orientation and related development in kindergarten reading sessions]. 
Kasvatus, 44(5), 482–493 [with English summary, p. 79]. 

Lehtinen, E., Vauras, M., Salonen, P., Olkinuora, E., & Kinnunen, R. (1995). Long-term 
development of learning activity: Motivational, cognitive and social interaction. 
Educational Psychologist, 30(1), 21–35. https://doi.org/10.1207/s15326985ep3001_3  

Lepola, J. (2000). Motivation in early school years: Developmental patterns and cognitive 
consequences. Annales Universitatis Turkuensis, Serie B, 236. 

Lepola, J. (2004). The role of gender and reading competence in the development of motivational 
orientations from kindergarten to grade 1. Early Education & Development, 15(2), 215–
240. https://doi.org/10.1207/s15566935eed1502_5  

Lepola, J., & Hannula-Sormunen, M. (2018). Spontaneous focusing on numerosity and 
motivational orientations as predictors of arithmetical skills from kindergarten to grade 
2. Educational Studies in Mathematics, 100(3), 251–269. 
https://doi.org/10.1007/s10649-018-9851-2 

Lepola, J., Kajamies, A., & Tiilikainen, M. (2022). Opportunities and participation in 
conversations: The roles of teacher’s approaches to dialogic reading and child’s story 
comprehension. Journal of Early Childhood Education Research, 11(1), 204–232. 

https://journal.fi/jecer
https://doi.org/10.1080/13632752.2011.616342
http://dx.doi.org/10.1016/j.lindif.2016.11.002
https://doi.org/10.1207/s15566935eed1502_5
https://doi.org/10.1007/s10649-018-9851-2


78 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Lepola, J., Laitinen, S., & Kajamies, A. (2013). Pienten lasten motivaation rakenne ja pysyvyys 
[Structure and stability of motivation among young children]. Psykologia, 48(4), 256–
273.  

Lepola, J., Lynch, J., Kiuru, N., Laakkonen, E., & Niemi, P. (2016). Early oral language 
comprehension, task orientation, and foundational reading skills as predictors of grade 3 
reading comprehension. Reading Research Quarterly, 51(4), 373–390. 
https://doi.org/10.1002/rrq.145  

Lepola, J., Salonen, P., & Vauras, M. (2000). The development of motivational orientations as a 
function of divergent reading careers from pre-school to the second grade. Learning and 
Instruction, 10(2), 153–177. https://doi.org/10.1016/S0959-4752(99)00024-9  

Lerkkanen, M.-K., Kiuru, N., Pakarinen, E., Viljaranta, J., Poikkeus, A.-M., Rasku-Puttonen, H., 
Siekkinen, M. & Nurmi, J.-E. (2012). The role of teaching practices in the development of 
children’s interest in reading and mathematics in kindergarten. Contemporary 
Educational Psychology, 37(4), 266–279. 
https://doi.org/10.1016/j.cedpsych.2011.03.004  

Lerkkanen, M.-K., Poikkeus, A.-M., & Ketonen, R. (2008). ARMI - Luku- ja kirjoitustaidon 
arviointimateriaali 1. luokalle (2nd ed.) [ARMI—A tool for assessing reading and writing 
skills in the first grade]. WSOY.  

MacTurk, R. B., Morgan, G. A., & Jennings, K. D. (1995). Assessment of mastery motivation in 
infants and young children. In R. B. MacTurk & G. A. Morgan (Eds.), Mastery motivation: 
Origins, conceptualizations, and applications (pp. 19–56). Ablex Publishing. 

Martin, A., Ryan, R. M., & Brooks-Gunn, J. (2013). Longitudinal associations among interest, 
persistence, supportive parenting, and achievement in early childhood. Early Childhood 
Research Quarterly, 28(4), 658–667. https://doi.org/10.1016/j.ecresq.2013.05.003  

Mattinen, A., Kajamies, A., Räsänen, P., Hannula-Sormunen, M. M., & Lehtinen, E. (2014). 
Jänistarinat –Ymmärtävän kuuntelemisen ohjelma [Bunny stories and day care 
professionals’ intervention manual with accompanying materials, in Finnish]. Niilo Mäki 
Institute. 

Northrop, L. (2017). Breaking the cycle: Cumulative disadvantage in literacy. Reading Research 
Quarterly, 52(4), 391–396. https://doi.org/10.1002/rrq.195 

Orvasto, R.-L., & Levola, K. (2010). Seitsemän minuuttia sadulle [Seven-minutes-to-stories 
manual, in Finnish]. Tammi. 

Pakarinen, E., Kiuru, N., Lerkkanen, M. K., Poikkeus, A. M., Ahonen, T., & Nurmi, J. E. (2011). 
Instructional support predicts children's task avoidance in kindergarten. Early Childhood 
Research Quarterly, 26(3), 376–386. https://doi.org/10.1016/j.ecresq.2010.11.003 

Pakarinen, E., Kiuru, N., Lerkkanen, M.-K., Poikkeus, A.-M., Siekkinen, M., & Nurmi, J. -E. (2010). 
Classroom organization and teacher stress predict learning motivation in kindergarten 
children. European Journal of Psychology of Education, 25(3), 281–300. 
https://doi.org/10.1007/s10212-010-0025-6  

Perry, K. E., Donohue, K. M., & Weinstein, R. S. (2007). Teaching practices and the promotion of 
achievement and adjustment in first grade. Journal of School Psychology, 45, 269–292. 
https://doi.org/10.1016/j.jsp.2007.02.005 

https://journal.fi/jecer
https://doi.org/10.1016/S0959-4752(99)00024-9
https://doi.org/10.1007/s10212-010-0025-6


79 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Pianta, R., Hamre, B. K., & Allen, P. J. (2012). Teacher-student relationships and engagement: 
Conceptualizing, measuring, and improving the capacity of classroom interactions. In S. 
L. Christenson, A. L. Reschly, & C. Wylie (Eds.), Handbook of research on student 
engagement (pp. 365–386). Springer.  

Poskiparta, E., Niemi, P., Lepola, J., Ahtola, A., & Laine, P. (2003). Motivational-emotional 
vulnerability and difficulties in learning to read and spell. British Journal of Educational 
Psychology, 73, 187–206. https://doi.org/10.1348/00070990360626930 

Reeve, J. A. (2012). Self-determination theory perspective on student engagement. In S. L. 
Christenson, A. L. Reschly, & C. Wylie (Eds.), Handbook of research on student engagement 
(pp. 149–172). Springer.  

Reeve, J. (2005). Understanding motivation and emotion (4th ed.). John Wiley & Sons Inc. 

Renninger, K. A. (2009). Interest and identity development in instruction: An inductive model. 
Educational psychologist, 44(2), 105–118. 
https://doi.org/10.1080/00461520902832392 

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic definitions and new 
directions. Contemporary Educational Psychology, 25, 54–67. 
https://doi.org/10.1006/ceps.1999.1020.  

Salminen, J., Lerkkanen, M.-K., Poikkeus, A.-M., Pakarinen, E., Siekkinen, M., Hännikäinen, M., 
Poikonen, P.-L., & Rasku-Puttonen, H. (2012). Observed classroom quality profiles of 
kindergarten classrooms in Finland. Early Education and Development, 23(5), 654–677. 
https://doi.org/10.1080/10409289.2011.574267 

Salminen, J., Pakarinen, E., Poikkeus, A.-M., & Lerkkanen, M.-K. (2018). Development of pre-
academic skills and motivation in kindergarten: A subgroup analysis between classroom 
quality profiles. Research Papers in Education, 33(4), 451–479. 
https://doi.org/10.1080/02671522.2017.1353673 

Salonen, P., Lehtinen, E., & Olkinuora, E. (1998). Expectations and beyond: The development of 
motivation and learning in a classroom context. In J. Brophy (Ed.), Advances in research 
on teaching 7 (pp. 111–150). JAI.  

Sameroff, A. (2009). The transactional model of development: How children and contexts shape 
each other. American Psychological Association. 

Schiefele, U. (1991). Interest, learning, and motivation. Educational Psychologist, 26(3-4), 299–
323. https://doi.org/10.1207/s15326985ep2603&4_5 

Silvén, M., Niemi, P., & Voeten, M. J. M. (2002). Do maternal interaction and early language 
predict phonological awareness in 3- to 4-year-olds? Cognitive Development, 17(1), 
1133–1155. https://doi.org/10.1016/S0885-2014(02)00093-X  

Silvén, M., Poskiparta, E., & Niemi, P. (2004). The odds of becoming a precocious reader of 
Finnish. Journal of Educational Psychology, 96, 152–164.  

Silvén, M., & Rubinov, E. (2010). Language and preliteracy skills in bilinguals and monolinguals 
at preschool age: Effects of exposure to richly inflected speech from birth. Reading and 
Writing, 23(3/4), 385–414. https://doi.org/10.1007/s11145-009-9206-6  

Sointu, E. T., Savolainen, H., Lappalainen, K., & Lambert, M. C. (2017). Longitudinal associations 
of student–teacher relationships and behavioural and emotional strengths on academic 

https://journal.fi/jecer


80 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

achievement. Educational Psychology, 37(4), 457–467. 
https://doi.org/10.1080/01443410.2016.1165796  

Stanovich, K. E. (1986). Matthew effects in reading: Some consequences of individual differences 
in the acquisition of literacy. Reading Research Quarterly, 21, 360–407. 
https://doi.org/10.1177/0022057409189001-204 

Stipek, D. (2002). Motivation to learn: From theory to practice (4th ed.). Allyn & Bacon.  

Stipek, D., Feiler, R., Daniels, D., & Milburn, S. (1995). Effects of different instructional 
approaches on young children’s achievement and motivation. Child Development, 66, 
209–223. https://doi.org/10.1111/j.1467-8624.1995.tb00866.x 

Stipek, D., Recchia, S., McClintic, S., & Lewis, M. (1992). Self-evaluation in young children. 
Monographs of the Society for Research in Child Development, 57(1), 1–95. 
https://doi.org/10.2307/1166190  

Syal, S., & Torppa, M. (2019). Task-avoidant behaviour and dyslexia: A follow-up from Grade 2 to 
age 20. Dyslexia, 25, 374–389. https://doi.org/10.1002/dys.1627 

Tapola, A., Jaakkola, T., & Niemivirta, M. (2014). The influence of achievement goal orientations 
and task concreteness on situational interest. The Journal of Experimental Education, 
82(4), 455–479. https://doi.org/10.1080/00220973.2013.813370 

Torppa, M., Poikkeus, A.-M., Laakso, M.-L., Tolvanen, A., Leskinen, E., Leppanen, P. H. T., 
Puolakanaho, A., & Lyytinen, H. (2007). Modeling the early paths of phonological 
awareness and factors supporting its development in children with and without familial 
risk of dyslexia. Scientific Studies of Reading, 11(2), 73–103. 
https://doi.org/10.1080/10888430709336554  

Vallotton, C., & Ayoub, C. (2011). Use your words: The role of language in the development of 
toddlers’ self-regulation. Early Childhood Research Quarterly, 26(2), 169–181. 
https://doi.org/10.1016/j.ecresq.2010.09.002 

Vauras, M., Mäki, H., Dufva, M., & Hämäläinen, S. (1995). Diagnostiset testit 2: Kuullun ja luetun 
ymmärtäminen [Diagnostic tests 2: Listening and reading comprehension]. University of 
Turku, Centre for Learning Research.  

Vauras, M., Salonen, P., Lehtinen, E., & Kinnunen, R. (2009). Motivation in school from contextual 
and longitudinal perspective. In M. Wosnitza, S. A. Karabenick, A. Efklides, & P. Nenniger 
(Eds.), Contemporary motivation research: From global to local perspectives (pp. 1–23). 
Hogrefe-Huber.  

Viljaranta, J., Kiuru, N., Lerkkanen, M. K., Silinskas, G., Poikkeus, A. M., & Nurmi, J. E. (2017). 
Patterns of word reading skill, interest and self-concept of ability. Educational 
Psychology, 37(6), 712–732. https://doi.org/10.1080/01443410.2016.1165798 

Wechsler, D. (1999). Wechsler intelligence scale for children—III. The Psychological Corporation.  

Weisberg, D. S., Zosh, J. M., Hirsh-Pasek, K., & Golinkoff, R. M. (2013). Talking it up: Play, language 
development, and the role of adult support. American Journal of Play, 6(1), 39–54. 

Whitebread, D., Coltman, P., Jameson, H., & Lander, R. (2009). Play, cognition and self-regulation: 
What exactly are children learning when they learn through play? Educational and Child 
Psychology, 26(2), 40–52.  

https://journal.fi/jecer
https://doi.org/10.1177/0022057409189001-204
https://doi.org/10.1002/dys.1627


81 

 

 

Laitinen, Lepola & Kajamies. 

Journal of Early Childhood Education Research  11(3) 2022, 51–81. https://journal.fi/jecer  

Wigfield, A., & Eccles, J. S. (2000). Expectancy-value theory of achievement motivation. 
Contemporary Educational Psychology, 25(1), 68–81. 
https://doi.org/10.1006/ceps.1999.1015  

Zosh, J., Reed, J., Golinkoff, R. M., & Hirsh-Pasek, K. (2014). Play and its role in language 
development. In P. Brooks, V. Kempe, & G. J. Golson (Eds.), Encyclopedia of language 
development (pp. 467–471). Sage. 

 

https://journal.fi/jecer

