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' ABSTRACT .

A soc1al analog of a short delay condltlonlng paradlgmv_

in Pavlov1an learnl g’

‘under certaln-condltl _,;human causal‘judgments would

»reflect acqulred respo sehpropertles that can be elther

".1ncreased (augmented) or decreased (dlscounted) The“flp_,l;

‘as used to test"the predlctlon that:fﬂ7”f

learnlng experlment was masked by.descrlblng 1t as. a study‘;;f-V'

.dtestlng a computerlzed employee evaluatlon system.j Subjects

l[were presented 1nformat10n about a: hypothetlcal worker 1/»
\and a flctltlous company s level of product1v1ty.>

: Con51stent w1th contemporary condltlonlng models of
jassoc1at1ve learnlng,_the results 1nd1cated that when a ;
tpartlcular soc1al stlmulus (Worker X) was repeatedly pa1redf7v

‘w1th a partlcular soc1al effect (hlgh product1v1ty) 1n k]:tiﬁ»
»a stlmulus compound w1th an 1nh1b1tor of “the effect (Workerf

iA), the strength of causal attrlbutlons to X was 1ncreased f

.‘relatlve to a 51ngle Worker X palred w1th the product1v1ty

-effect Impllcatlons for future research and the role

}of context w1th regard to augmentlng effects 1n educatlonalfu

”*settlngs are dlscussed
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 mmeopuerron

: The present research utlllzed contemporary learnlng

g theory and research to‘examinextheistlmulus selectlon problem"
”ffln human causal attrlbutlon.x In partlcular, thls study
lufwas dev1sed to test the effects of acqulsltlon
bsh"dlscountlng "and augmentlngi.ln human soc1al causal
'djudgments. ThlS the51s takes the theoretlcal p051tlon that
soc1al effects or outcomes automatlcally e11c1t a search |
lfor causes. and the generatlon of cause and effect statements,
'lThls search was referred to as"lnvarlance seeklng actlon
,18001al analogs of famlllar condltlonlng varlables were‘

developed and manlpulated 1n a manner con51stent w1th

.contemporary condltlonlng pr1nc1ples in order to test three :‘._

'h_ hypotheses.- The 1mportance of the research lles in extendlngb.x

_:learnlng-theory,‘partlcularly assoc1atlon1st models, to

the explanatlon and predlctlon of human soc1al causal |

judgments.:

‘Causallty

n One way-ln whlch wevuse reason to make sense out
- of the world 1s through comparlsons or by 1dent1fy1ng an
‘object-s relatlon to another. Slmllarly, the process of
understandlng causatlon 1s concerned w1th the relatlonshlp
‘or ass001atlon between two or more: objects or events.i"

Sc1entlsts and phllosophers have long been 1nterested 1n .

g



':;-1ssues pertalnlng to causallty.v Many contemporary

“dlSCUSSlOHS on causal relatlons flnd thelr 1mpetus in the

-VBrltlsh Assoc1at10n1"W>_av1d Hume. Hume (1739/1964) p031ted
Sseveral rules us1ng a hlghly determlnlstlc assoc1at1ve‘ T
'process to explaln causal judgments. These rules 1nclude° |

;Spa01o temporal contlgulty, constant unlon,;and temporal

ff7contlgulty.- The rule of spa01o temporal contlgulty refers
‘?7to the 1dea that the cause and effect must be contlguousrer”
lllln tlme and space., The rule of constant unlon refers to

the 1dea that the cause and e fect must occur together.

V'PThe temporal contlgulty rule states that causes and effects L

lfcan in~ some places be present and at other tlmes be absent !
',In other words, you can not have one w1thout the other (see f:‘

'Kelley & Mlchela, 1980) Addltlonally, Hume stated that

'wthe cause must precede thefeffectﬂb

_Flnally, although not fib'"

'_a pos1t10n strongly_supported tod“y,.wume nottdhthat g

‘causatlon requlres a correlatlon between varlables.g‘,.

John Stewart Mlll (

_72l outllned two 1mpOrtant factorsﬂiﬁ‘f

' necessary for 1nferr1ng cause andﬁeffect Flrst, the methodfafvh

of agreement states that one can 1nfer cause 1f, when X -

1fls present Y 1s observed If you observe the effect the

ffcause must be present.¢ Second the method of dlfference

fstates that one can 1nfer cause 1f, when Y 1s not observed,

-~X 1s not present By u51ng the method of agreement 1n e];;ijfbt;';

conjunctlon w1th the_method of dlfference, the probablllty '

'that X 1s the cause of Y 1s strengthened Hence, 1f X,’




then Y; if not X, then not Y, describes the relationship.

For example,rsuppose that when‘a’partiCular'employee
is scheduled to‘work the ~company for whom he works produces
a high level of productiVity.‘ When the employee is not
present, however, the company fails to perform at a high
level Thus,; 1t would be likely that the worker s
superv1sor would attribute the cause of company performance
to the employee. |

According to the critical realist Harre (1972), looking
for causes has an evolutionary or adaptive role. We usevo
this information from our causal search as a means for
.surVival. According'tO‘Harre, looking for causes and effects
is an innate process. Additionally, critical realists View
causal perceptions as" subjective constructions of the mind
v not unlike other learned a58001ations-; Howewer;;causal o
relations,‘such as the relationship between X and Y are.
said to be 1ndependent of our consc1ousness.f'Becausev
observations alone are 1nsuff1c1ent 1n making'sense of the_‘
world, Harre argued that people focus on manipulative
relations between cause and‘effect,through the use of

experimentation.

Social Psychology

‘Hume,cMillﬂand‘others,were_highly influential in
contributing to the development ofl"attribution theory",
an area within social‘psyChologyfthat addresses cause and

3.



'MeffeCtVrelationships;' Attrlbutlon theory seeks to ekplaln
*fthe processes by Wthh people attrlbute characterlstlcsll
and tralts to others 1n an attempt to make causal 1nferences,:
: about thelr behav1or.h Desplte attrlbutlon theory belng |

- a relatlvely new: area of research 1t has recelved much
attentlon 1n the past few decades,'and has been applled

nto several research areas in soc1al psychology. attractlon;
(Regan, 1978), learned helplessness and depress1on:
h(Abramson, Sellgman, & Teasdale, 1978) l Attrlbutlon theory
also’ contrlbutes to our understandlng of other domalns'
tsuch asvcognltlve,‘developmental and 1ndustr1al psychology-"
_(see Crlttenden,c1983) ‘:ThlS broad range of theoretlcal

rappllcatlon p01nts to the vast 1nterest in how people

._understand thelr world and the potentlal contrlbutlons;]fﬁf"

attrlbutlon theory can‘prOV1de. iflﬂ
Modern attrlbutlon theory s rule goyerned" or;
1nferent1al approach" (Jones & Dav1s, 1965' Kelley, 1967
1972, 1973) 1s derlved from arguments developed by Frltz‘
Heider (1958) ' Slmllar to the crltlcal reallsts, Helder
npostulated that cause and effect ass1gnments are used by
’persons attemptlng to brlng order and meanlng to the world. ;

1He1der suggested that percelvers seek the 1nvar1ances in-

,the env1ronment by a551gn1ng cause and effect relatlonshlps-
“to make people and the env1ronment more predlctable.‘

Before Helder s publlcatlon of The Psychology of

Interpersonal Relatlons in 1958 1nqu1ry 1nto the area of‘:'

‘4;.. :



”'_nOnexistent

"h%lnvolves a dlstal stlmulusif

how people ceiyexand s‘actlons was almost

foelder wasz n how ordlnary people

everydayrl' ?He postulated

f{understood and expla

,on se se explanatlons when maklng

'acausal JUdgm;v | For exampl‘¢‘a person may conclude thatfhsq%"v57

:fa{ person drlnks because he 1s thlrsty. Thus, he referredtjtw”7‘

?v]to h1s analyses as common sense psychology o~ nalve W

~f:‘analy51s of actlon.;ulgf,Jﬁg:”'

hf Accordlng to Helder, attrlbutlonal processes parallelgﬁfhf

'glperceptual processes‘

tMany pr1n01ples that are essentlal

- to person perceptlon are also 1mportant 1n nonsoc1al pgﬂffn.‘

"yiperceptlon. One s 1n1t1al perceptlon of soc1al objects ‘i'iffh”l

‘Vpercelver‘Swattentlon

acue is- external and does‘not"have*awdlrect 1mpact‘on;the

Zpercelver., Thus,_1nformatlonwabout”the object must be R

V”A prox1mal stlmulus

7:frelayed through some type of medlaw“
hmedlates 1nformatlon about others personallty through
v’ybehav1oral or verbal descrlptlons._ Agaln, Helder argued
that people act asl qua51s01ent1sts }1n an attempt ‘to. make
Qi;loglcal connectlons between p0551ble causes and effects.:
‘;hIt 1s 1mportant to note that thlS process is not always
lﬂhobjectlve and ratlonal Many tlmes attrlbutlons are based:h
,Q_aon 11ttle or 1naccurate 1nformatlon.:;dbgtlhbﬂv : .

» Helder s aforementloned analog of nonsoc1al and soc1al?f'f*-h“
fperceptlons led to the 1dea that people search for causes:fff




’bﬁby relylng on"” attrlbutlons to the env1ronment (external)[

'{or to personallty dlsp051tlons (1nternal) For.examplehyvfﬂfﬂff

'isome people may conclude that a homeless person is lazy.f‘?

' biand does not want to‘work"whereas another person may

ﬂ'vattrlbute the cause offthe person s hous1ng 51tuatlon to

ua poor economy and lack of avallable jobs., The former cause” '
.represents an 1nternal attrlbutlon and the latter an external o
. attrlbutlon..ibqlv

Influenced by the semlnal work of Helder (1958), Jones _

‘fand Dav1s (1965) developed the theory of correspondent

-1nferences.- ThlS theory was the ba51s for many emplrlcal

':studles in the area of attrlbutlon. Prlmarlly; Jones and;,'-'

vDav1s were 1nterested 1n3understand1ng Wthh factors
o 1nfluence an observer s’attrlbutlons of 1ntent and
dlsp051tlons of another person;: Correspondent 1nferencel§wi°” o
‘refers to an observer s 1nferences about another person sjeﬂr
1ntent10ns and dlSpOSltlonS that dlrectly result or
correspond to the observed behav1or. In other words;
correspondence refers to "the extent that the act and thellﬂ
'yunderlylng characterlstlcs or attrlbutes are 51m11arly
»descrlbed by the 1nference (p 223)., When an act occurs
w1th1n a partlcular context 1ts meanlng is better deflned
‘for the percelver.‘ Further, the meanlng or . the percelved
'1ntentlon of the act 1s determlned in part“by con51der1ng ‘g
vthe .other p0551ble actlons that were avallable ‘in a
dpartlcular‘sltuatlonm‘ Eor»example, if a superv1sor‘obserVesv‘

6.



7hthat when a partlcul

_her words, the more

ctlon, and the




'q7;vdlst1nctlve outcomes tha: _l ow‘from an act

For etample,"ﬁ'"

. “not to attend thew

Ufrepresents aﬂWeh": ‘

t.','dec151on, 51nce allvofft_e;other frlends have attended the

:,reunlon lnA'the'ipast and w1ll attend thls year. The observeriﬁl

‘ﬂ.ln thls 51tuatlonf S. more-llkely to make a dlSpOSltlonal

rrg{have prevented her from attendlng thlS yea ;nJones and :ﬁn““

argued that the:fewer the“noncommon effects assoc1ated;\,~ .
bﬁﬁdWlth an; act the more llkely a Correspondent 1nference w1ll

h'fbe made-«gfjfﬁVVfX”*“




Thevfinal‘oriteria for‘correspondent inference is free
will.v Wheh ah-ihdividual aots on onefs’own‘Volition, the
perceiver'tehds to make:dispositiohal attrihutions because
he holds the individual accountabiekfor his or-her behavior.
If the behavior’is‘not freely ohosen (for instahce, if the
individual was coerced or manlpulated),'the peroeiVer tends
hold the 1nd1v1dual less personally respon31ble for the
act.  Thus, other causes are glven to explain the behavior
jrather than focusing on personallty~attr1butes.

R Although Jones;ahdeDav@s (19§5fsfooused/on attributions
to others, Kelley'sfaporoaoheis”abplioable"to.explaininor1
another person's actlon and the actlon stemmlng from one. s'
self. The theory of correspondent 1nference explalns thev
criteria for which internal attrlbutlons‘areothe result.

By default, external causes are given if the criteria are
not met. Kelley's theory, however, uses specific rules
that~determine whether a behavior is attributed to external
causes or internal causes.

Kelley described attributional processes‘as being
analogous to analyzing data patterns by means of the
statistical method, Analysis of Variance (ANOVA). This
statistical analysis makes simultaneous comparisons between
two or more means, and yields a series of values which can
be tested to determinetwhether a‘significant relation exists
between the experimental‘variabies.‘In}other words, ANOVA“

" indicates when an independent variable haS‘a significant

9.



’;»to the-caUse (see*H

lf"ﬂeffect on a dependent va_lableo Slmllarly, accordlng tOf,,f{o"“

¢Kelley, the percelver is: assumed to attrlbute effects toll

'those causal factors,:

:nhto Kelley s theory‘is the covarlatlon pr1n01ple whlch states&r”f

fthat, an effect 1s attrlbutidEto one of 1ts p0551ble causesh
”abwith‘whlch;;pver‘tlme, 1t coyarles (Kelley,.-1973,“p;a109)cn
;If a glven causells always present w1th a partlcular effecr*
'1n many 31tuat10ns, and 1f the effect does not occur 1n |

T~the absence of the cause,»the effect w1ll be attrlbuted

‘1pr1nc1ple 1s the 1de jthat the observer has 1nformat10n |

id“about the effect at two orgmore?p01nts 1n tlme.a.ﬂ;:ﬁal‘

Attrlbutlon theory deals WIth551tuatlons 1n Wthh ;'4.a

' 7'1nferencesﬁfabout someone 's behav1or'are made based on el her_li

f51ngle or multlple observatlons._ As mentloned above, g'-sc

'ouKelley s covarlatlon pr1n01pl”aperta1ns to s1tuat10ns 1n
‘Wthh multlple observatlons are made by the observer.
’.However, most people have only a s1ngle observatlon upon
7fwh1ch to make a causal attrlbutlon.‘ Kelley proposed that
the attrlbutor w1ll use three types of 1nformatlon to

l_'determlne 1f a cause 1s a valld explanatlon for an effect '

thhese three types are“ dlstlnctlveness, con51stency, and ;Vf55

’ consensus., Dlstlnctlveness refers Lo the extent to whlchjgj

‘?L‘the 1nd1v1dual whose actlon 1s belng explalned reacts N

in the ‘same manner to other, dlfferent stlmull or - events.‘
'}If the actlon has llttle dlstlnctlveness, dlsp051tlonal

“over tlme, covary.‘f Fundamental T




v;fattrlbutlons are more llkely.» For example,‘let us say that

‘}lwhen an employee named Joe 1s worklng, hlS company 1s hlghly;lf

y_fproductlve, and when Joev worked foyﬁfnother company,n
‘_dproduct1v1ty was also hldh | There Ts llttle or no"
'i‘dlstlnctlon between hlS behav1or at the two dlfferent places
d;:of employment ',Therefore, the percenvel would most llkely T
l_;lnfer an 1nternal attrlbutlon,lconcludlng that Joe 1s a
7ﬁvery good worker (1nternal attr1but1on) Q However,llf the :
chlgh product1v1ty 1nformatlon was llmlted to hlS current
.ylp051tlon, the percelver would probably attrlbute thenh;hﬂh
:performance to 51tuat10nal factors such as the 1nfluence ﬁ'l'
. H:of other workers; the eas1ness of the jOb etc.v(external B
J'attrlbutlons) T‘ - | R |
o Con51stency“refers to the extent to whlch the 1nd1v1dual““wi'~
f‘reacts to the same stlmulus or event ln the‘same manner
hon Other'OCCaSlonS;v Returnlng to the example glven above;
: ;let us sayb that,‘when Joe was‘worklng, the company was
‘productlve over many months._ When such behav1or is |

con51stent over tlme,ﬂthe percelver tends to make 1nternal

'n’attrlbutlons. Thus, we would conclude that Joe 1s a good

.nuworker (1nterna1 attrl‘“r‘”"‘
jworklng, the producn Ometlmes;l

fjjlow, the attrlbutor would most llkely;yy;

h_;to explaln the 1ncons1stent [e] tcomes.

l The extent to Wthh othe s Ju* 1n the same manner

’,to a. stlmulus or an event&as does the 1nd1v1dual 1n questlon'




‘"*ffiproduct1v1ty

fjgwho has 1nformat10n

= f}nfof plau51ble causes

:°xls referred to as co

‘;*ﬁto make an at\rlbut on specif:

“h£;pr1n01ple 1s appllca;h

‘“;that, "the role of:a_ﬁff
"”plau51ble causes aref}iif

Dlscountlng canﬂbe demofstrated by a person s lack

“Qﬁof confldence in thevlnference made that & partlcular cause mﬂte

wiles respon51ble for a partlcular effect (Kelley,-1972)

'7f~Suppose that two employees, Sam and Joe, work together at

v.fa company.‘ Each month that they work together; the company sf ¥

fiproduct1v1ty level 1s vlgh.‘ Accordlng to the dlscountlng

“\pr1nc1ple, each employee w1ll be glven less causal welght

Vfoa glven effeCt eXlsty‘some of whlch are‘fac1lltat1ve and~3h‘f5'"

h”"some are 1nh1b1tory, a reverse of the.d_scountlng pr1n01ple

'~_fresults. The augmentlng pr1nc1ple states that 1f for a:-fQ‘




cause and ‘a e;f '

““?glven effect both a plau51ble 1nh1b1tofﬁu

plau51ble fac111tat1ve cause are. present,'the role of the

w‘vfac111tat1ve cause in produ01ng the effect Wlll be judged

:llgreater than lf 1t alone were present as a plau51ble CauSe' i

lﬁtfor the effect" (P.‘114) In=other:words, the fa0111tatlve il.v

“:lcause has succeeded in produ01ng the behav1or in Lhe Lace :di
;of 1mportant barrlers. e e . |

Returnlng to the employee productlon level example,fl

t,let us suppose that, when employee Joe works, the companyfsgf-f~“

.product1v1ty level is’ hlgh.» A superv1sor would more

:confldently attrlbute the cause of the company‘meetlng 1ts -
-h;standards to Joe. Let us assume that another employee named
‘Sam also works for the company, and when he works he 1nh1b1ts
bcompany performance;‘ On~some occa51ons,»Sam"and Joe‘work.» _
v‘together and dur*ng thls perlod product1v1ty 1s hlgh Whenc
1nferr1ng the cause of the company 's cuccessful outcome
‘ when both Sam and Joe are present Joe 1s expected to be

:"glven more causal welght than when he worked alone.f

’LearningvPsYchology7‘”

Much of the tradltlonal research in learnlng psycholoéy .
.'has ‘been 51mllarly 1nterested 1n the phenomena of causebﬁ:
'ddand effect relatlonshlps.' However, rather than employlng
fla rule governed" or nalve sc1entlst" approach to
lunderstandlng causal attrlbutlons, learnlng theorlsts focusedhd‘
-~ on an a85001atlonlst strategy.4



'H'ifstforical»ly,- :s’aho'iaf'slﬁ:'asé’u:ﬁéd, | Ahat'itmo stimuli B

'7‘[occurr1ng together in* Jme’and soace as suff1c1ent to

produce learnlng., Pavlo,

(1927) dlscvvered that subﬂects‘c-

v can learn to assoc1ate a condrtloned stlmulus (CS) w1th

'”fuan uncondltloned stlmulus (US)‘as a re ult of the palrlng

iﬂjﬁsuff101ency of 51mple contlgulty

v;of these stlmull._ In other words, some lnvoluntary reactlonv
w:ichl"be passed"‘from a stlmulus whlch automatlca]ly e1101ts
:,hlt (US) to a stlmulus Wthh does not 1n1t1ally e11c1t the ddt‘”
'vresponse (CS) : As a result of repeated palrlngs, the CS
:ieventually ellclts a’response called a condltloned responseui;l
»;-’.;‘i:(CR) ' | i |
| | In.hls classlc experlmentvwlth laboratory.dogs, Péﬁld&ﬁfcd
a‘demonstrated the process by Wthh condltloned learnlng takes
‘l}place. Pavlov noted that an uncondltloned stlmulus (food) |
hwould automatlcally ellclt an uncondltloned response:;v |
';(sallvatlon) He then repeatedly‘palred a neutral stlmulus
.r(a bell) w1th the uncondltloned stlmulus (food) Agaln,(»fjw

"gthe~dog would»sallvate. After several of these palrlngs,‘ e

:the bell ‘was - presen

3‘;occurred.,vThls process i ‘as classical or =
'Pavloylan conditIOning.

WHOWeverQ'contemporaryvlea nin

. produc1n assoC1atlons.‘_:l)j“‘"
ffThe rejectlon of the suff1c1ency of contlgulty is based Lo
: on the arguments that 1t 1s not appllcable to most real

ﬂlearnlng 51tuat10ns due to the fact that most 51tuatlons




Ffjfcondltlonlng 1s affected byﬁ
y’.1983- Kamln, 1968):?

ohefCS US relatlonshlp.g%

g:fare characterlzed by my tipl Rescorla, 1988)

The current learnl gel_teratuv

‘“rrthan the 51mple palrlng of two’Stlmull (Algom & Blzman,:jf

'hdtwo varlables cannot be determlned solely by the 1solated

;:ather, 1t depends on other concurrentﬂti

.f}event relatlonshlps as well The problem of spec1fy1ng

‘pfthe rules whereby a relat1onsh1p~cvn be learned when

'ﬁfpresented 1n a spec1f c context;lsvreferred to as the |

*-’(Rudy & Wacmer, 1975) Rudy

?.;stlmulus selectlon prob em

"fand Wagner descrlbe the “tlmulus selectlon problem as, _one ‘d.

jof spe01fy1ng the rules whereby a relatlonshlp w111 or w1ll}hh

l'fp"not appear to be learned about_dependlng upon the context

LﬁetOvershadow1ng refers :

lﬁof env1ronmental events 155Ah chflt is embedded" (p. 270)

ral stlmulus‘(CS) is affected

,}'The’condltlonlng of"a:ne

‘d.fby env1ronmental facto" and cannot‘bevaccounted for by o

?mere CS US contlgult

‘«%Pavlov,svexperlm ere: the ba51s forflater researchﬁggfﬂ

on the -»6vér~shaa¢mg=e‘f‘fe‘

“d‘condltloned 1nh1b1t10n.ajdh

yffare presented 51mul“”

eaﬁftto a53001ate w1th th, u :‘

'ioyllkellhood that other'stlmull w1ll be condltloned.; If two f"'

fri_stlmull of dlfferent 1nten51t1es condltloned equally,":”;w'

o ¢support for thef c.a”ept of 51mple contlgulty would be

In other words,_the a55001at10n between{flff"'



’-}'1nten31ty, or Valldlt

'-y”]& Prlce, 1968).

"5vfglearns that a stlmulu_

h>7.as the ablllty to make a cond1

. stronger.v However, uSlng two stlmull o 'fnequal sallency, fhftf
c n'produce thefovershadow1ng effect ‘ﬁafg,f.
T{ (Kam1n,-1969, Macklnto_ d;{ ‘"vﬂ Logan, Haberlandt

ﬂThe overshadow1ng effect clearly

afdemonstrates the 1nsuff;c1ency of 51mple contlgulty 1n.'f"

“,produc1ng condltlonlng.

Pavlov noted that stlmull can be condltloned to s1gnal

'the presence and the absence of an uncondltloned stlmulus. o

Inh1b1tory Condlt10n1n4mrefers to Sltuatlons 1n whlch One .,”,
s;gnals the absence of the US._';’”'"
,hcondltloned 1nh1b1tlon results 1n an’ OrganlsmiuhOldlng back"wﬁrw

a condltloned response.; From a contemporary vantage p01nt

‘fan 1nh1b1ted response 1s assumed to be as equally adaptlve l"

,ned response. In other-*“r

words,131gnals that alert organlsms about what w1l not
: occur are just as 1mportant for surv1val as- 1nformatlon

that reveals Wthh events are llkely.;;gfdffi‘w

”(Boakes‘ & Halllday,‘

:a spe01al context to‘occu (ffslnhlbltory h

'condltlonlng takes placw 1n.the context of exc1tatory :
7.cond1tlon1ng (Baker & Baker, 1985° Fowler, Klelman, & Lysle,'gfth[_‘
1985' Lolordo & Fa1rless,_1985)

Rescorla andﬁWagner (1972) and Wagner and Rescorla




‘7..demonstrated that changes 1“

"t(1972) postulated arl‘arnlng modeltby’ad" ting and extendlngrz

»,7general Pavlov1an class1cal con,” 1on1ng pr1nc1ples to
address the_‘stlmulus selectlon pro:lem., lee Pavlov and

_others, Rescorla and Wagner pred ted that developlng an ’Wd

:‘,assoc1at10n between two stlmulljls 1nfluenced by the nunber f'

',of tlmes the two stlmull occur together,: However, they

Eassoc1at1ve strength of all

: fthe stlmull present on the trlal depend upon the total
i,a35001at1ve strength of all stlmull present - on that trlal” P

'(p. 333) f In other words,’learnlng the relattonshlp between

'7r;7two stlmull 1s not only 1nfluenced by how often the stlmu11v79

“eV‘foccur together, but also the context 1n whlch the’ palrlngsl,..

L other competlng stlmull

bh-_may be less assoc1ab111ty of the CS

jtake place., For example, 1f a stlmulus (CS) 1s palred
h{w1th a relnforcer (US) 1n a context Wthh 1ncludes no other‘.
_hcompetlng stlmull, an assoc1atlon between the cs and the
;hUS w1ll occur.l However,vas mentloned earller, a pure

",assoc1at10n between the stlmull

and an US)[A

f51tuat10n.‘ A more reallstlc 51tuatlon would 1nclude at

fleast two competlng stlmull.ﬁ’v?

_together in a, context wh;ch 1ncludeu‘f} ”féstlmulus,fop“‘k

”dhfwhlch has no prlor rela 1onsh1p w1th the US, the‘result,-F

1 and the'085'vHOWever,5,h'

)?fed 1f~ CS2 was a condltloned 1nh1b1tor, condltloned respondlng

"'ﬂito CS1 may actually be augmented (Wagner & Rescorla,‘1972)

l” Wagner and Rescorla (1972) and others argue that -




adO SOC;alfPSYChologlsts._ Accordlng T

J:#ln the way

“ ”j,p*absence.f 

.’f fand soc1al ps f3¢ﬁﬁtf 3

”'[we thlnk about




‘:~theoretlca1 framework for

2(1959) proposed that learnlng processes found 1n the

lAlaboratory can be applled
‘Alloy & Tabachanlk (1984 for example, developed a

H?understandlng and 1ntegrat1ng

e”anlmal learnlng phenomena and human covarlatlon judgmentst.

Hfr(e g- attrlbutlons) Accordlng to these theorlsts, both

'an1mals and humans percelve event cont1ngenc1es.. Further,

JJf;they assert that covarlatlon judgments are the result of

'van 1nteract1ve process between prlor expectatlons about .f

'-Jevent relatlonshlps and current avallable 51tuat10nal

xf}flnformatlon., Thus, an organlsm makes ]udgments based onl”

';relevant expectatlons,‘objectlve s1tuatlonal 1nformat10n,£
‘Qnand the extent to Wthh these two sources of 1nformatlondg'”

'1nteract.

Shanks and chk nson (1987) stated that, "theeimpa¢t7 o

o of event contlngenc

b;of causallty p.,256)

"an assoc1at1ve v1ew can'be app31ed to human”causallty

’ﬂmore complex 5001al phenomena.j“f_;

l‘judgments.t As w1th anlmal ‘con 1t10n1ng,Jpeople s judgmentstf‘r

‘-Fof the covarlatbon of;eventS' are 1nfluenced by the other"

'concurrent events 1n thevenv1ronment Arguably, causal
.jijudgments can then be v1ewed 1n terms of the Stlmulus

wselectlon problem,_the rules people use to attrlbute (or:ﬁ?g;

.-not attrlbute) a cause to an event depends on the context”;*1

rw1th1n whlch the events are embedded




- In an. effort‘to.demonstrate that causal judgmentsuare
_affected by factors necessary for assoc1at1ve learnlng,'
‘chklnson, Shanks,‘and Evenden (1984) and Shanks and
thcklnson (1987), used an operant condltlonlng paradlgm.lfft;

'In the research reported»by Shanks and chklnson (1987), o

for example, subjects ”were asked to judge the extent to
.Wthh thelr key press1ng caused an effect to ‘occur on a};&kl
‘”computer screen., Durlng the flrst stage of the experlment, f
;'Lsome of the subjects had observed trlals 1n whlch an
”talternate stlmulus, a stlmulus other than key pre551ng,tﬂh
"yrellably predlcted the effect Durlng the second stage,
".all of the subjects performed the key pre351ng task at thef}m
| same tlme the other stlmulus occurred ThlS comblnatloni

of potentlal causes, the key press and stlmulus was then
ifollowed by the effect Subjects were asked to make
7judgments about the causal relatlonshlp between the key
_press and the effect.y The results 1nd1cated that the”

r:fsubject S judgments were 51gn1f1cantly reduced follow1ng

%‘exposure to the other stlmulus compared to the control

"“condltlon 1n whlch the other stlmulus had not ‘been palred

.w1th the effect 1n the flrst stage. Desplte all the subjecthh‘
' rece1v1ng key press effect palrlngs,'causal judgments to-

‘the key press were blocked in the group also rece1v1ng the'*_‘

d?’other stlmulus effect palrlngs.n

In the Shanks and chklnson (1987) experlment human
: subjects were asked to judge the relatlonshlp between an

XUAE



"P(o/ A)

:”ufactlon (the cause) and an outcome (the effect).. As - expected,.itri,w
‘:_subjects Judgments were 1nf1uenced by the cont1ngenc1esvhvf73“
-‘tbetween the probablllty of the outcome glven the actlon fffﬁ->fw

‘P(O/A) and the probablllty of the outcome glven no actlon

5f In a recent study by Wasserman (1990)‘subjects were
.ftasked to judge the efflcacy of common and dlstlnctlve
elements of a compound stlmulus in determlnlng the source
Mrdof a hypothetlcal allerglc reactlon in a patlent fThe_:;l
' potentlal sources of thel allergy were three types of food

‘flncludlng peanuts,‘shrlmp, and strawberrles.z leferent

“’1food comblnatlons along w1th the presence or absence of

"‘ya55001at1ve strength Thus,

"fthe allerglc reactlon were varled across trlals.v”In7,h
*.;51tuatlons where subjects could predlct that a partlcular"7

,_onord caused the allff} eactlon (e g. the shrlmp), and;vﬂlﬁaf?;ftﬁ

ithat another food‘dl‘fw = cause, the reactlon;f .g. uthe e

Vpeanuts), greater causal we”ght*ls glven to the shrlmp.”[m

. ﬁowever; 1f a subject is,,nable tovdetermlne the source S

Lof the allerglc ]reactlon, bot L mullvare given causal

_prlorlty because they are V1ewed as hav1ng the same

‘Wasserman argued that when

L multlple causes are present, subjects use 1nformatlon about5,ﬁff:"

'f}the dlfferentlal predlctlveness of each stlmull 1n'l7

-]fexplalnlng the effect He refers to thls practlce as the

:Tcompetltlon pr1n01ple.v Agaln, thlS experlment p01nts to

"the parallels between the causal judgments of humansv‘




(particularly diééoﬁnting) and thevconditioned,fesponses
of animals in‘asséciative learning;‘  | |

| AS noted above} familiar ébhdifiéﬁing principles have»
been .applied'to ﬁnderstanding’humén causal judgments such
as acQﬁisition effects, bloCking"effects,:competition
effects; andfCSfﬁS conﬁingency effécts;' It,hés been argued
that $e§era1fother.attribﬁtibniphenOména Can Be ﬁnderstood

in learning terms as well.
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As prev1ously outl1ned .several theorles have attempted L

,to explaln human causal Judgments from a soc1al psychologlcal‘a

b-f"vantage p01nt (e g Helder, 1958 Jones & Dav1s, 1969, _m’\}

' Kelley,'1967), and condltlonlng v1ewp01nt (Shanks &

lecklnson, 1987 Allan,

>1993) Another way to dlstlngulsh Ll

the dlfferent approaches to attrlbutlon 1nvolves recognlzlng'r.ﬂ”‘

_;the‘ rule governed".explanatlons popular w1th 5001al
7psychologlsts,‘and the ass001atlonlst models favored by
,learnlng psychologlsts.v‘The covarlatlon pr1nc1ple and the

: concept of 51mple contlgulty are con51stent w1th these two‘_.v

‘«5 :

._‘dlfferent approaches.; However, desplte the w1despread use;wgu

»_of these pr1nc1ples by{attrlbutlon theorlsts,‘certaln
attrlbutlon effects are more dlfflcult to explaln us1ng

‘the rule governed":approach The present study 1s part

of a serles of 1nvest1gatlons explorlng attrlbutlon
hypotheses u51ng well establlshed condltlonlng pr1nc1ples.
:By employlng general learnlng theory, the stlmulus selectlon
problem in- learnlng research was addressed Although general
: learnlng theory has been used prlmarlly to predlct 1nd1v1dual,'
:behav1or in controlled laboratory 31tuatlons, 1t has been |
applled to many soc1al processes w1th favorable results‘
(Dollard & Mlller, 1950, Lott & Lott 1968,‘1972' Stelgleder,
‘Weiss,}Cramer,&AFeinberg, 1978) Spec1f1cally, we examlned
the propos1t10n that under certaln condltlons, human causal

‘ ’2'3’. \



srioritie E that CaH;

decreased (discounted).

"1n learnlng. s A d1c ionary _of analogles 1s referred to as“_'-_':“ [

_1920,,Hesse:‘ ,ff

'_.7i956)._1*‘”'““




'*ygabsence of CS analogs const

"‘corresponds w1th an uncondltloned stlmulus (US) or-a

The subsequent attrlbutlon -

‘fconsequent stlmulus (Rule'f”
"ﬁresponse termed,‘ 1nvar1ance seeklng actlon ,iS‘;,y_ '

"analogous to an uncondltloned response [UR] (Rule 3) vThe]

.condltloned form of the UR_analog‘(strength speed or the'"'

‘ probablllty of 1nvar1ance seeklng?actlon) corresponds to fﬂfﬁ773u

lhna cond1t1oned response [CR] (Rule 4)‘fvThe number of CS US

: palrlngs (relnforced trlals)vcorrespond to the number of

CS analog -US analog palrlngs. Thlshrule 1s exempllfled

by the number of tlmes the wo er 1s palred w1th theiffff°"

ompany s product1v1ty 1nformatlo\ikRule 5) These palrlngs o

constltute 1nvarian e'"' “'ulsltlon_trlals.'7~-v

‘.An extlnctlon trlaﬂw_7

y;worker 1s not followed by 1nformatlon'regard1ng the company s”

Cproduct1v1ty level (Rule 6 V“ntlng US analogs 1n the
.: US’alone~trLal wsuchtaflf
Eras company product1v1ty 1nformat1on”glven when a spec1f1c
fworker 1s not present (Rule 7) An attrlbutlon trlal where.

-two or more soclal stlmull such as two workers palred w1th

'77fcompany product1v1ty 1nformat10n,»corresponds to a relnforcedlf;ﬁlhfs

{compound CS trla_”hrﬂv mﬁ Correspondlng to CS sallency iff;*_isc,k

v;ls the sallency or v1v1dness of _’egCS analog (Rule 9)

L ‘The 1nten51ty or strength of theaUS'corresponds to the power“

‘lof a 5001al stlmulus, such as - the level of company

ﬁproduct1v1ty to ellClt 1nvar1ancffseek1ng actlon (Rule 10)

‘QCorrespondlng to condltloned 1nh1b1t10n 1n learnlng




'f'psychology is a CS analog that 1nh1b1ts causal attrlbutlons‘_fﬂj_d

or ! 1nvar1ance seeklng actlon 3( ule 11)

HYPOTHESESn‘

‘Acqu1s1tlon.f When a neutral stlmulus (CS) 1s repeatedly

"___relnforced (1 e. palred w1th an uncondltloned stlmulus [US]), ;:

_lt w1ll contr1bute to the cue s?acqulsltlon Of assoc1at1ve’;ff

_;'strength The result 1sﬁa negatlvely accelerated 1ncrease ljffV

) ”sﬁln the learnlng curve for*the condltloned response (CR)

”nBy manlpulatlng analogous 1ndependent and dependent s001a1 .;n:iflj”

varlables, 51mllar3emp1r1cal::elatlonshlps can be developed
"We predlcted that repe

1nformatlon about a company;s;_[ﬂ

‘result 1n the acqu1s1tlonio

to the spe01f1c worker.ﬂfTﬁd “h

A}attrlbutlons to the worker should ev1dence a famlllarbf e

fnegatlvely accelerated learnlng curve for 1nvar1ance seeklng

,actlon across evaluatlon trlals.i(Refer to #1 5 1n the‘f;" -fft'n

-fRules of Correspondence) f The predlctlon of causal

tiattrlbutlon acqulsltion effect'*ls ParthUlarly 1mportant

.,dbecause such effects are eas1l fexplalnable by contemporarylb'l

T.assoc1atlon1st models, but ar}°more dlfflcult to explaln,;ff{h

ﬁtbe_ "ruleagoverned" models.flA

'1Dlscount1ng.s The second hypothes;s states that when a

"neutral compound soc1af?st1mulus,HWorker X (Joe) and Worker S




"each 1nd1v1dual worker.

o A (Sam), is palred togyther w1th an effect (company R

.Product1v1tY), the strength of causal,attrlbutlons to each LR

'*eworker should be weaker ‘relatlve'to attrlbutlons to a 51ngleﬂV

L worker palred w1th the same product1v1ty effect In other :ﬁf<’“

hwords, two workersﬁ ~eﬂexpected to share the assoc1at1ve

strength, resultiig 1n less causal prlorlty attrlbuted to L

to #1 5 and 8 1n the Rules
B Vof Correspondence) : The second hypothe51s 1s con51stent
. w1th the'"dlscountlng effect" frequently reported by soc1al

‘psychologlsts. f{ﬁf

'“,pAugmentlng. The thlrd ;ypothes sipv,‘a ned to 51tuatlons'.‘

Hln whlch causal attrlbutlons caf predlctably be augmented,l

;ﬁ_not dlscounted desplte the presence of two workers o More ;‘

‘-fspec1f1cally, we predlcted that”when a partlcular soclal
,stlmulus (Worker Joe) 1s palred w1th a partlcular soc1al
:'effect (hlgh product1v1ty) 1n a stlmulus compoundiw1th an f,
f1nh1b1tor for maklng causal attrlbutlons (Worker Sam), the
,’strength of the causal attrlbutlons to Joe w1ll be 1ncreased_

”?compared to the attrlbutlons made by a dlfferent subject

‘ sample to a 51ngle worker (Joe) palred w1th the product1v1ty¥ fp'“

effect. Hence, attrlbutlons can only be understood in terms; .
1of the context w1th1n Wthh 1nformat10n 1s avallable..-f..li

_]Changes 1n soc1al context are expected to lead to changes

in predlctlon of attrlbutlon strength.. The thlrd hypothe51shgf‘

"1s cons1stent w1th the augmentlng effect" frequently



reported by social psychologists, and the "supernormal"
coﬁditiohing effect reported by leéfning psychologists.

(Refer'to‘#1—6, 8, and 11 in the Rules of Correspondence).
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dSubjects ‘ i e |
A total of 60 undergraduate male (N‘ 27) and female
“;(Ni; 33) volunteers were recrulted from Callfornla State :Jﬁ
1liUaner51tY' San Bernardlno.v All subjects were randomly
7faSSlgned to one of three condltlons.} Selectlon of subjectsyt'
.dld not depend on any prellmlnary tests measurlng elther ; o

.‘attltudes or bellefs, and all subjects were nalve in regardﬂ

to the study s objectlve .

_'treated in accordance w1th the ethlcal pr1nc1ples of the

'Amerlcan Psychologlcal Assoctatlon.aﬂi.ff>’f& B

,Experlmental De51gn

Addltlonally, all subjects were\t?f.‘“d

In cla551cal condltlonlng, a dlscrlmlnable antecedent S

dstlmulus, CS, is palred w1th a dlscrlmlnable consequent
‘;stlmulus, US ‘ Slmllarly, 1n the present study CS analogs

duwere flctlonal part tlme workers, named Ted, Sam, and Joe,

'jand the US analog was the product1v1ty 1nformat10n of a
FM'-flctlonal company where they worked (see Appendlces F,

iand H) The prlmary 1ndependent varlable was the context

h51n Wthh the CS US analoghpalrlngs took place.f We used

t-ttwo experlmental groups and one control group to test

”;acqulsltlon,'dlscountlng and augmentlng effects.u A repeated

"7dvar1able, f1ve worker evaluatlon trlals, constltuted the
"y\second 1ndependent varlable.‘ Hence, the experlmental de51gn

hiﬁcan be descrlbed as a 3 X 5 (Grouos by Trlals) de51gn.;?5'H




"‘Thehsubjects strength of causal judgments; (f“é.jinvarfance.*i”

o seeklng actlon), Wthh was measured on a 0= 100 p01nt scale,j‘

'.hdeflned the prlmary dependent varlable._;The second dependentfwfj:“

?f varlable, also measured on a 0 100 p01nt scale, was the-tl

' ”::subjects ratlngs of confldence in thelr causal_Judgments."

'Masklng Task

The learnlng experlment was masked by descrlblng 1t

“g‘as a study testlng a computerlzed Employee Evaluatlon System.; yfy

‘f‘ThlS procedure allowed for repeatedly palrlng a worker w1th R
v-,1nformatlon about the company S product1v1ty leyel fThe»
"-1nstructlons 1nd1cated that "In thls experlment we are

: ~1nterested 1n testlng the usefulness of thlS automated
4programr- In- order to carefully test the effectlveness ofv’
kthe system, 1t w1ll be necessary for you to assume the role‘

'of a productlon superv1sor 1n a- small company. 1-Further‘

1nstruct10ns, for example,»lndlcated thatbf Joe is a college ?f‘:'

‘sstudent who 1s avallable for part t1me employment : It is-
‘1mportant to evaluate hlm carefully because he w1ll be

' con51dered for full tlme employment upon graduatlon.¢_;j

huApparatus

All stlmulus materlal was‘presented u51ng a computer
':(IEM’ 360 PC) and the Mlcro Experlmental Language (MEL)
software =vers1on 120. U51ng MEL, a- plcture of a
vhypothetlcal worker,y together w1th 1nformat10n’1nﬂgraph1c ,




form about a fictional cbmpany's level bfvproductivity,
was presented to the subjects. Following the presentation
of the worker and the graph, MEL presented a Sefies of |
queetions that the SuﬁjectS’responded to on'a‘SCale ranging
from O—fOO using a SEandard;compUter keyboard. For exemple,
~ the first queetion reed,’"Given all of the information
"iyeu have reeeived, on the'seale below indicate the extent
to which the worker (Joe) is effective in causing the
company's level of productivity". Subject reSponses could
range from 0 = Totally Ineffective to 100 =.T0tally
Effective. Another question allowed for measﬁrement of
the subjeets' confidence in ratiﬁg the worker's performance
and read, "How confideﬁt are you about your rating of the
worker (Joe) being effective in causing the company's level
of productivity?" Subject responses‘could renge from 0
= No Confidence to 100 = Complete . Confidence. A third
question read, "On .the scale below, indicate the workef's
(Joe) chances of becemiﬁg‘a permanent employee'". ' Subject
responses eeuld range from 0 = No Chance to 100 = Very
Good Chance. This final question served to maintain the

masking task.

Procedure

Subjects were asked to repoft to room 323 in the Biology
- Building where they were given preliminary instructions
regarding - their participation‘in.a study‘deSignedbto‘test.‘
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”*fak new automated employee evaluatlon system. : Follow1ng

th1s br1ef descrlptloni of:the study,.subjects were asked
“to. read and 51gn a consent form (See Appendlx l) 'Forr

| clarlty of exp051t10n, the theoretlcal labels A,'uB‘ and

?f X (representlng three dlscrlmlnable 5001al stlmull, Sam,

‘ »Ted and Joe) w1ll be used to descrlbe the procedure,‘as f:'
: 1s standard in learnlng research ‘ | - |
Subjects who agreed to part1c1pate were randomly
't ass1gned to one of three experlmental groups.r The purposelfna“
“of Group'1 (Augmentlng Group,vSee-Appendlx A)‘was:tofl .
a55001ate a target worker, w1th hlgh product1v1ty B
;nformatlon whlle 1n the presence of another worker, A,;j;jk‘
‘who rellably predlcted no such 1nformat10n u51ng a o
"cshort delay condltlonlng analog. Based on contemporary
learnlng psychology, worker A should serve as ‘an 1nh1b1tor:

of causal attrlbutlons for the product1v1ty effect and »-

71 should .as a result augment subjects causal judgments

to worker X (Rescorla & Wagner, 1972) : The 20 subjects
(Male =V8;-Female‘= 12) 1n Group 1 were glven a serles of
T20 worker product1v1ty trlals that resulted 1n one worker,
A, becomlng a condltloned 1nh1b1tor for company‘performance
llnformatlon.m on trlals A= 5, a’ s1ngle CS, B, was presented
' for 5 seconds and then palred w1th 1nformat10n 1nd1cat1ng
:a hlgh level of company product1v1ty for an\addltlonal 10

.hseconds (B+ trlals) ‘ These temporal parameters were held

’constant for all CS US analog procedures descrlbed below.uatf,fd
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H":that Partlcular evaluatlon perlOd (AB trlals, NO Report ffd

\';;After‘each tr1a1 subjectsﬂwerevasked toﬂewaluate B éa- jtl;l
‘deffectlveness u51ng the three questlons noted above.,,Thelh:;f“”“
:,{questlon presentatlon and subject answer tlme were held
:‘constant at 17 seconds for each of the questlons. Hence,;wrs:};{“

fno response contlngency ex1sted that would permlt the subjectﬂ'j B

h-to move the experlment”along m” On trlalsv6 10

Tftwo workers (B and new worv wéfé,péired together-w1th

“p

o 1nformat10n 1ndlcat1ng that': report was not requested for ﬂf}

_% No US analog) Subjects evaluated only A on each of these
'trtrlals.5 Note that thls procedure should result in a 51ngle‘

:_stlmulus, A, 51gna11ng no 1nformatlon about company
"iiproduct1v1ty 1n the context of a stlmulus, B, who, based

ion trlals 1 5, rellably predlcted hlgh company product1v1ty._l'

v:}Con51stent w1th learnlng theory, we antlclpated that thlS ; .

h7lprocedure would result 1n A becomlng an 1nh1b1tor of causal

idattrlbutlons for the product1v1ty effect Recall that -
lcondltloned 1nh1b1tlon results from not re1nforc1ng a ,.i
lpartlcular stlmulus 1n the context of an‘ex01tatory or'
:LpreV1ously relnforced stlmulus (Rescorla & LoLordo, 1986)
’@Subjects on trlals 11 15 were exposed to two workers (A jf
'iand a new worker X) and palred w1th hlgh“company product1v1tya
'hlnformatlon (AX+ trlals) Follow1ng each tr1al X was the
| Jitarget of the subjects evaluatlons.uﬁiﬁ A was an effectlve_éa;,p_
>=1nh1b1tor,]compound condltlonlng trlals w1th worker X should [:‘
Z,i:result 1n augmented causal attrlbutlons for the product1v1ty




reffect to X | The augmentlng effect was tested on. trlals'f“’f‘*'57"‘

.16 20.H The 1ast flve worker product1v1ty trlals served :“

-pﬁas relnforced test trlaIS“on whlch X alone was palred w1th

'}1nformatlon 1ndlcat1n_;
1"test trlals) Follow1ng each test trlal X was evaluated

ffby each subject 1n1thehAugment1ng;Group.a**Lw

The purpose'of Gro p 1scount1ngjuroup, See Appendlx

vthat the company was. productlve (X+:p¢f;ﬁ

'"B) was to test the dlscountlng effect by pa1r1ng two workers ftiili?

(A and X) w1th productl 1ty 1nformatlon. Subjects in Group

’t;2 (Male 10 Femalec- 10) were exposed to 10 worker—V,‘;fu,t

l'product1v1ty 1nformatlon trlals."Trlals 1 5 were exactly

b".*as descrlbed for the compound trlals 11 15 for the Augmentlng o

ilfGroup (AX+) Hence,-subjects recelved f1ve (A and X) trlals/f

a_but had no prlor tra1n1ng W1th elther worker.» Trlals 6 10:
:’were as descrlbed for trlals 16 20 for the Augmentlng Group ,'
(x+ test trlals) |

The purpose of Group 3 (see Appendlx C) was to serve

uas a control for_the'

‘hhjeffects.p The 20:subjects 1n Group 3, the Control Group,

‘Vh(Male,éTQ; Femaleié 11) recelved flve worker product1v1ty
'flnformatlon trlals. These trlals were as descrlbed for 2
*x‘strlals 16 20 for the Augmentlng Group (X+ test trlals)

Before leav1ng the'lab subjects were completely

- fidebrlefed regardlng the purpose and goals of the research ff

?istudy, and all of thelr,questlons were answered (see Appendlx

;hypothe51zed augmentlng and dlscountlngjppfr



RESULTS

The analysis focused on'the subjeots'hratings of causal
strength’tovpartioular‘WOrkers'and the subjeets' confidence
in their causal judéments. Ratings.of causal strength were
measured on the flve B+ trlals 1n Group 1 to test the
acqulsltlon hypothe51s (#1) The flve X+ trlals 1n Groupib
3 were compared to the subjects ’ratlngs of Worker X on
the compound AX+ trials ‘in Group 2 to test the dlscountlng:‘
hypothe51s (#2).‘ In order to test the augmentlng hypothesis
- (#3), subject responses to Worker X on the 5 X+ test trials
in Groups 1 and 3 were compared."The means and standard
deviations for the;subjects' estimates of cause are presented
in Table 1. A simple[repeated.measures model Was used to
‘test predictions regarding acquisition and a Groups by Trials
design-was the primary modelfapplied to test prediotions
pertaining to‘the~discounting’and'augmenting hypotheses.
| - The present'study inciuded both male and female subjeCts
.din'the three experimental groups. In social-learning
-research, gender effeots are'rarely,: if ever, hypothesized
(see Weiss et.“al,‘1981),‘and no gender effects were
’hypothesized in~the present study. A 2 (gender)'x 3
(experimental groups) X 5'(WOrker»X test trials) was
oonducted on the'subjects causal strength ratlngs in order
to test for gender effects. . .No- 51gn1f1cant gender or
'interactions'involving;Subject gender were observed.
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Table 1

‘Mean Scorésufpr’the3AéQu1 i§l°4

»andfControl Grdu§s;}4}'1 L

. Discounting, Augmenting .

'GrOﬁpng fa

Trials

AcéﬁisitiOn_» ”
B+ Trials =

M

- sD.

Discounting -

AX+ Trials

- Augmenting -
X+ Test Trials

- sD

Control

X+ Test Trials

‘M,

sD-

vk’(1);ﬂ _”
i73;3@5

57.8

16.7

73,3 ) 

S19.2

81.4

.70.8

21.3

(zﬁ‘?f

63.3 . 67.5

8.9,

72.9

34

12.9

13.5.

16.4

68.1

o 14.0

- 80.4

15.8"

‘7:3""9  g

15,6

; (5);:_

70,4

.12;8:

82.3

16.8

74.4

18.2

{ﬂNote:f"N =;20-'”




Therefore,,ln order to test the hypotheses, éﬁbjé¢t:g§n@égii-_waf o

hwas collapsed ‘in each of the three experlmental ’grbups;ff~‘

vAchlSltlon

[_ Upon rev1ew of.the causal strength ‘means presented

in Flgure 1 for Worker B, results show a strengthenlng of
Causal'estimates’over‘repeated trlals, Worker B~tr1als !
were used to test the acqu1s1tlon effect hypothe51s because
.the subjects had no prlor tralnlng or experlence w1th Worker'
B or. any other worker. 'Slmllar to learnlng research the”

"B trlals ev1denced a gradual 1ncrea51ng learnlng curve forAf
rcausal strength CA 51mple repeated measures (ANOVA)
performed on the subjects causal judgments revealed a

51gn1flcant acqulsltlon effect F (4 76) = 3. 81, _p‘= .007.

Discounting

The‘strength of causal attrihutions‘toltheftarget worker,
'ln the dlscountlng group (#2) was . expected to be weaker
'relatlve to attrlbutlons to the 51ngle worker paired w1th
1the.same product1v1ty effect 1n Group 3. The pattern of
group means presented 1n Flgure 2 1is con51stent w1th the
,predlcted dlscountlng effect.,:However, a 2 X 5 (GroupS»
by‘Trials)_repeated‘measuresdANOVA dldﬂnotsreveal s;gnlficant‘l
pdifferences-for causalpattributions‘to Worker X in Groups :

2 and 3, F (1,38) = 1.96, p = .17.



Figure 1

Acquisition Curve of Céusal.JudgmentS foriB+ Trials
in Group 1

85

Mean Strength of Causal Judgments to B

—
N -
@ 
N
O,

—%~ Group 1(B)
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Figure 2

Learning Curves of Causal Judgments for AX+ Trials in
Group 2 vs. X+ Trials in Group 3 ‘ ‘ ' '

Mean Strength of Causal Judgments to X

—~— Group 2(AX) —=— Group 3(X)
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'fpvblnhlbltory condltlonlngtforiworkerﬁAf

Augmentlng

ﬂ The augmentlng of‘causal attrlbutlons was expected v

"to occur when the target Worker X was relnforced by pa1r1ng-¢f~y

h1m w1th 'company p 'ducd "ormatlon 1n:the presence

‘-of an 1nh1b1tor for:maklng causal judgments. 5In Group 1,

zook place on Trlals e

iuf6 10 1n whlch he was not relnforced whlle 1n the presence

_lof Worker B, who had a. prlorﬁ

fi‘.Ory of belng palred w1th
.pa hlgh level of company product1v1ty, and therefore was
{an exc1tatory stlmulus (see acqulsltlon effect noted above)'

A condltloned 1nh1b1tor for maklng causal judgmentsv

”cwould be expected to havexa‘mean causal ratlng of t'
:7;approx1mately 50. Recall that the 0 100 scale used in the o
.'-present study was anchored w1th the phrases totally Tﬁlv“'"f’

‘:.1neffectlve and totally effectlve and the value of 50

_represents the m1dp01nt between these two extremes.. Causal IR

fstrength rat1ngs for Wurker A on the AB trlals (6 10)

‘prov1des ev1dence foerorker A s 1nh1b1tory propertles.;"

”,\The average causal ratings across the flve trlals for Worker

hA (the 1nh1b1tory stlmulus) was 47 03.»,
o The or1g1nal des1gn of the prOJect 1nc1uded the

ddpcomparlson of the flve Worker X test trlals in Groups 1'

"djfand 3 in order to test the'augmentlng hypothe51s. After:r' .

"fjcompletlng the prOJect,;lwe reallzed such a comparlson would
fwhether 51gn1f1cant or not lead to equlvocal

uilnterpretatlons._ The reason,.although not apparent earller




Figure 3

Learning Curves of Causal Judgments for X+ Trials

in Group 1 and X+ Trials in Group 4

Mean Strength of Causal Judgments to X

85

—#— Group 1 Xy —=— Grou‘p 4(X)
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bt{pln the progect became apparent when thej'analy51s commenced

Iutest trlals represented

Jf4)} where subjects recelved 10 Worker X trlals,’was H;Q{f

jestabllshed.‘ For the purposes of testlng the augmentfngux
:1effect, subjects causal ratlngs on the last f1ve trlals j'
)L(G 10) in Group 4 were compared to the flve Worker X tr1als~‘
‘1n Group 1 (16 20) Now any dlfferences between the groups»
(could‘not bevexplalned’byfdlfferences“rnﬂthebnumber of
Qexposures.to”Worker X.J”lﬁ\ b T | =

| nbboOkingpat Flgure 3, ‘one can.see that causal
"attributlons'to Worker X in Group 1 (Augmentlng Group) were?”
greater (augmented) relatlve to attrlbutlons made to a 51ngle
nWorker X in Group 3.: Draw1ng from contemporary learnlng
research we predlcted that glven a partlcular contextual)'
fsltuatlon,ban augmentlng effect could be obtalned rather
(than a dlscountlng effect desplte the presence of two
j‘workers.‘ When a partlcular 5001al stlmulus (Worker X) . was))““
repeatedly palred w1th a partlcular soc1al effect (hlgh

(fproduct1v1ty) 1n a stlmulus compound w1th an 1nh1b1tor of‘

\f[the effect (Worker A), the strength of the causal

=rattr1butlons to X was expected to be 1ncreased relatlve
to the attrlbutlons to a 51ngle Worker X palred w1th the
'product1v1ty effect. A 2 %X 5 repeated measures ANOVA

“34‘2-7'.*- (o




fConfldence »7ﬁ

As noted above, subjects;
rstrength estlmates were measured 1n order to more flrmly

‘ ‘support a condltlonlng'explanatlon of causal attrlbutlon.

:As expected subjects vconfldence ratlngs 1ncreased over
",trlals for the 51ngle'st1mulus, Worker B trlals in Group‘
T;‘ Flgure 4 shows a gradually 1ncrea31ng learnlng curve f
"for subjects meanqconf;dence_ratrngs, F (4 76) -‘6.01,‘1s_if>
The dlscountlng effect although 1n the predlcted
;dlrectlon, was not statlstlcally rellable and hence, the‘
confldence confound"iwas not an 1ssue.’ However, a 2'X
-_‘5 repeated measures ANOVA on thevsubjects confldence ratings.~
for thelr evaluatlon of Worker X in- the augmentlng comparlson
‘vrevealed no 51gn1flcant dlfference between group confldence
‘fratlngs (M ; 82 9 vS. 75 7), B (1 38) = 1 11, _p) 05. Such j,'
‘an: outcomevls con31stent w1th the conclu51on that the |
augmentlng effect descrlbed aboveixrepresents a result

'dfollow1ng from learnlng pr1nc1ples rather than varlatlon

'iln;subjects confldence 1n thelr causal strength ratlngs.




Figure 4

Acquisition Curve of;Cbnfidénée Rétings for B+”Trials

in Group 1

~Mean Strength of Confidence Ratings B

% Group 1(B) ]
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,,5research deSCrlbed 1n the llterature, desplte belng very
;fsophlstlcated has prlmarlly focused on a 51mple contlgultyp_.;

{approach or rule governed models. ThlS emphas1s has often

'fmade certaln attrlbutlfnfefﬁicts, such as acqulsltlon,
‘blocklng and augmentlng,‘for example, dlfflcult to explaln.{;
The present study was part of a larger program of research f

.ode51gned to extend learnlng theory, partlcularly an l;;

a55001at10nlst model" to the explanatlon and predlctlon'ﬁﬁ?“”

_fof human soc1al caus" ”fudgments.,_f_w'}rﬁff

The assoc1at1ve models 1n phllosophy v1ew condltlonlng;.”

w .as the 1earn1ng that‘results from exposure to relatlonsf_

._among 'events 1n the7env1ronment rather than as a response
fpassed from one stlmulus to another.v Based on thlS

jdlstlnctlon between‘]hlstorlcal models of condltlonlng and o

fcontemporary learnlng ”theory, hypotheses analogous to those lik':

‘ﬁﬁdeveloped by“modern condltlonlng researchers were tested.

*L;fMore spe01flcally, we generated hypotheses to test

“”gacqulsltlon, dlscountlng, and augmentlng effects 1n s001al

hattrlbutlon..: f7;.lf'
} In examlnlng the acqulsltlon and augmentlng effects,
| ;found in the current study, the concept of contlgulty was o




| 'jﬁat ’%‘dvi\s'rega"r'ded altoget ler, although a sir
model for cause and effec‘fT latic
:.to be 1nsuff1c1ent for;

vf\‘Thus, attrlbutlon theory was»extended byitestlng spec1flc

,.predlctlons about how causal attrlbutlons acqulre strength ]f“‘

v3f"over repeated presentatlons of relevant 1nformatlon, and s

ﬁby spec1fy1ng group dlfferences based on dlfferent cause

‘wgfand effect (CS/US) palrlngs.‘u““;'

'};~Acqulslt10n Effectsbg
' The acqulsltlon effect hypothes1s was tested by flef"“l”

“:repeatedly palrlng a 51ngle worker (CS analog) Wlth a

‘_'company s product1v1ty 1nformat10n (US analog) across a'-

-serles of flve trlals.' We predlcted that when the neutral

‘ﬁstlmulus (CS) was repeatedly palred w1th the US,’1t would H:

scontrlbute to the cue 's acqulsltlon of causal strength (See*r“"

Rules of Correspondence 1 5 noted above) ; Spec1f1cally,.lhﬁtff
svwhen we repeatedly palred a 51ngle Worker {B)" w1th
‘”1nformatlon about a company s level of product1v1ty,_gy:

"“acgu1s1t10n of causal strength was ev1denced by a famlllarsjyfﬁ‘

‘snegatlvely accelerated learnlng curve for 1nvar1ance seeklng

~ action' 'across evaluatlon trlals.'*lkﬂf

The observatlon of ‘an acqulsltlon effect 1s not a -

: ”~tr1v1al matter.v Furthermore, such an observatlon does not

g ‘merely represent the result of an exerc1se de51gned to

‘»demonstrate that human 3001al causal judgments are‘"llke" E

ALAG;HEf”““,fffdh




:“cla551cal condltlonlng'ﬂlln fact, acqulsltlon effects argue -

‘strongly agalnst rule governed 1nterpretatlons of causal :

VVattrlbutlons. Shanks and D1ck1nson (1987) argued that whllel;tblj

’yrule governed ‘models and in fact,’attrlbutlon models based “T{j}

':upon pr1nc1ples of s1mple contlgulty (Kelley,‘1973) can

_explaln many contextual effects 1n the attrlbutlon process,h

‘lacqu1s1tlon effects are most par51mon10usly explalned by

the condltlonlng approach Experlments des1gned to evaluateh_f*

»termlnal attrlbutlons do not prov1de the opportunlty to

| fobserve any changes 1n attrlbutlons that mlght result from .

experlence in the form of repeated presentatlons of stlmulusf‘a

s events. In the present study,‘the de51gn allowed for the.

S opportunlty to observe change 1n causal estlmates resultlng

-jfrom the subjects experlence and acqulsltlon effects were

o predlcted and observed.,

Dlscountlng

The dlscountlng effect hypothes1s was tested by palrlng
a neutral compound soc1al stlmulus, Worker X and Worker
A palred w1th a company =3 product1v1ty 1nformatlon.» We

o predlcted that the strength of causal attrlbutlons to each a

worker would be weaker relatlve to attrlbutlons to a 31ngle /,wf

‘worker palred w1th the:
' words,‘we expected that the dlscountlng effect would be
.‘a functlon of two workersw sharlng the causal strength
’Although results were in, the predlcted dlrectlon, a;ff 3

47,
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;f"statlstlcally rellable dlscountlng effect was not ev1dencedi' U

tvSeveral reasons mh.lexplaln why we falled to support

Lthe dlscountlng hypothe51s;3 One post hoc explanatlon may
]lle in- the 1nstruct10ns glven to the subjects prlor to
,the start of the experlment (see Appendlx A) Subjects
werevglven an opportunlty to respond to three practlce
-questlons in order to help them become famlllar w1th the
task and w1th u51ng the computer keyboard On the flrst

‘questlon, subjects were 1nstructed to respond w1th a: ratlngj_r"

',score of "50" : We chose thls number because it represented"

"f:?the mldp01nt of the scale used to measure subjects causal L

"‘j?estlmates. Recall that the scale used in the present study"

v:;ﬂranged from 0 100. An 1nspect10n of Table 1 1nd1cates that}»i°"

’“»yhave been seen as 1nd1cat1ng that the worker was :;H}b

vthe mean scores for the Dlscountlng Group were over 50 across
-all flve trlals.g Although the mean scores for the
' .QDlscountlng Group were lower than the Augmentlng and -
:Acqulsltlon Group means, they were Stlll above the art1f1c1al
floor ‘of 50.1 The practlce questlon may have 1nadvertently e
y prlmed" the subjects to respond to the questlon about‘thef.V’

‘worker s effect1veness, 1n a group that expected lower scoreslutf

'fjon average to obtaln av51gn1f1cant dlscountlng effectcf‘

,‘dlscountlng effect may »e\that subjeCtslvlewvhumans asv”w"%”

ﬂ always at cause and ratlng the worker below "50"'may

"not- at cause Hence, a. ratlng score of "50" may be v1ewed s




’»;:not be expected to begln at a' zero level ‘ Agaln,vthLS‘

Tby subjects as belng neutral (1 e. nelther "at cause rnorhql"
not at cause f Therefore, judgments of causallty would ;

_may have resulted 1n a."floor effect" 1nnwh1chithe behayior'.ﬁ”
"belng measured (and predlctably dlscounted) was. theoretlcally -

"llmlted to go only so low.-

lAugmentlng Effectslﬂ'v.”

The augmentlng effect hypothe51s was tested by
»repeatedly pa1r1ng a soc1a1 stlmulus, Worker X, w1th a- 5001a1“
effect company product1v1ty,'1n a‘stlmulus compound
‘hcontalnlng an 1nh1b1tor for maklng causal attrlbutlons,
Worker A. We found that causal attrlbutlons to Worker X ;“'
were 1ncreased compared to attrlbutlons made: by a’ dlfferent
'hsubject sample to a. 51ngle Worker X palred with the
product1v1ty effect

The augmentlng phenomenon rested on the fact that
suhjects responded to Worker A as an 1nh1b1tor for maklng
“causal attrlbutlons; Recall that Worker A was palred w1th
‘onrker B, who 1n the‘prev1ous flve trlals was predlctlve -

’of high company product1v1ty. on the AB trlals, e

both‘workers were palred w1th~a”'no US" analog ("No Report
‘iRequlred") _'Subjects rated the 1nh1b1tor, Worker A, w1th

‘a mean score of approx1mately 50 1ndlcat1ng that the worker i
' was‘v1ewed as: nelther ‘not at cause ‘nor . at cause for‘f
‘thevproductlv;ty,effect. |
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The observatlonvof‘an augmentrng effect-supports the
.:1mportance of the role context plays 1n attrlbutlons 1n
‘the workplace.. More spec1flcally, the results have.h':

dlpSlgnlflcant 1mpllcatlons for 51tuatlons in whlch employees

'}are worklng together and are belng evaluated by superv1sors;'f

'Not all 51tuat10ns that 1nclude two workers produce a L

--ﬁfdlscountlng effect 1n Wthh one worker 15 glven less causal‘

’]l;Confldence Ratlngs Y

:prlorlty than 1f he were worklng alone.. Thls study supports
”'the 1dea that certa1n contextual s1tuatlons ex1st in whlch
:;an augmentlng effect can be observed when two employees fy
fare worklng together.l\Whereas“two workers 1n a dlscountlng
‘_scenarlo may be 1nd1vldually percelved as less at cause
for the overall level of performance than 1n 51tuat10ns ;!
*ﬁwhere the employee worked alone, a context that produces -

1an augmentlng effect appears to be advantageous to the

flworker@ In other words, 51tuat10ns that 1nclude an. 1nh1b1tor s

'for making causal attrlbutlons,‘seem to produce ‘an;
_augmentatlon of causal strength ratlngs of the employee

belng evaluated.

Theoretlcally, group dlfferences 1n the subjects .Causal ¢g '

tjudgments were expected to be the result of experlmental:ig‘>>
fmanlpulatlons affectlng the assoclatlve process,‘not the%l“iﬁ‘
‘”dresult of 1ncreases or decreases 1n confldence 1n maklng"
’:the judgments themselves.d To determlne that subjects



'fcausallty judgments wer, not confounded by thelr confldenceigc

..}1n the1r judgments, subjects were asked to rate thelr

'i‘_confldence ‘in thelr judgments u51ng a 0 100 p01nt scale.q;ffjﬁﬁf"‘j

Y}Con51stent w1th a pr10r1 predlctlons, confldence ratlngs

vfplncreased across the e.aluatlon trlals, 1ndlcat1ng 1ncreased]

‘ff{confldence resultlng from experlence, but the confldence

TL'_ratlngs d1d not dlffer between the experlmental groupsiffffdf

d(see Flgure 4) SubjeCts were not confused rather they

iffresponded 1n a predlctable manner, maklng orderly judgments

vijto the stlmull presented.- ThlS outcome 1s con51stent w1th G

”fgconfldence ratlngs reported by Shanks and chklnson (1987),

fyuand prov1des addltlonal support for the ass001at1ve learnlng

‘fmodel of causal judgment strength

!leltatlons on’ Reported Effects
- Like. the results from any theory generated research
'cprogram, the results from the present study should be

;“1nterpreted w1th1n a narrow range of condltlons (Logan,;

'w>p1959) In fact the m”thod used here served as an expllcwt:j'7

’”“statement of some o 'u"ffpartlcularly“‘M

bln regard to the dlscrete trlals procedure such as the'uf

Tfrepeated CS/US analog palr ngsr In soc1al psychology,“ B

ftllnvestlgatlons regardlng the streng’h of causal judgments

- use descrlptlons of soc1al actlons 1n whlch subjects arej;[

‘f°‘asked to make attrlbutlons based on 1nformatlon from a 51ngle

t.observatlon. The present study, however, focused on causal Ayg’




‘.judgments in Wthh 1n»ormat10n about behaV1or was presented

d»over'tlme.: U51ng analogles of famlllar learnlng pr1n01ples.”];“'"

»fallowed multlple presentatlons of the stlmull. Although
Kelley s covarlatlon pr1n01ple pertalns to attrlbutlons
xresultlng from multlple observatlons, the context effects

l;reported here, u51ng an analog of the short delay

:fidcondltlonlng paradlgm, may only be generallzable to

o 51tuatlons where 1nformat1,n 1s presented repeatedly rather
~‘than 51mply descrlbed Th1s assumptlon may be somewhat

',pe551mlstlc. Shanks'(l991) argued that attrlbutlons made

-'from descrlbed 51tuat10ns could result from rememberlng

o vstlmulus relatlonshlps developed over tlme.w Further, studles'_h’

:l_;u51ng both 1nstrumental and Pavlov1an learnlng models have't“

successfully 1ncluded condltlonlng analogles to 1nvestlgate

e multltude of s001al phenomena such aS'j Attractlon (Clore"”

' & Byrne, 1974- Cramer, Welss,'Stelgleder, & Felnberg, 1978);‘

f,‘altrulsm (Welss, Buchanan, Altstatt & Lombardo, 1971), and '

imale sex role actlon((Cramer, Lutz,:Bartell, Dragna, &h B

Helzer, 1989)

:”iImpllcatlons for Future Researchdd“ky

Because of the trend toward\formlng small groups of f__‘b

“,,students, employees, and teams, contlnued research is

}g warranted for 51tuatlons 1n wh1ch multlple partlclpants
f:are performlng together and belng evaluated One fOCUS’.
for- future research may be 1n modlfylng and repeatlng the




»l'thth hlgh ratlng scores due tof

,dlscountlng experlment'i Two spec1flc changes 1n thefh“

”‘procedure of the current stuif?f’ “ﬂigln order to

'_Mobtaln a statlstlcally rellable dlscou ting effect .s fr7ﬂ‘7“"

mentloned earller, SUbJeCtS may have been' prlmed" to respondli"

e‘use of prror practlce

-l questlons 1nstruct1ng subjects to respond w1th a score of

fvg50, and thus, creatlng a poss1b]c "floor effect"3; In order

wto ellmlnate thls effect, subjects would be allowed to _.

1”dchoose any score between 0 100 durlng th° PraCtlce sess1on

df3w1thout belng prlmed"yby the experlmentex to respond w1th

'_a sp601flc practlce ratln”dfh;'

Another p0531b1e solutlon maylbe to use a dlfferent idtm"‘“

t_rratlng ~scale._ Although successfully used by Shanks and
7”chk1nson (1987), and 1n prev10us research from our;f;

"laboratory,‘the scale may not be con51stent W1th observ1ng

"‘d’a dlscountlng effect.h The scale we used was anchored w1th

L gof-O, nelther not at cause jpor

'the phrases,u"Totally Ineffectlve" to "Totally Effectlve

"'fTherefore,'a score of 50 represent “.1n theory,‘a score @‘ﬁ'

;_at cause In future o

~research ‘a scale us1ng anchors Wthh 1ndlcate 1ncrea51ng

*‘uArguably,

such a‘? ~a.

tdlscountlng effect.t‘d*



Not oniy are acquisition, bleckinéi and augmenting ’
effeCts'mere‘difficult todexplain using rule-governed medels,
so are magnitude of US effects (Rules>ef'Co£respondence
#10). 'Important future fesearcthould involve manipulating
tne size or intensity'of‘the US. Using the current ustudygs
analogous vatiables,;one”wouldiuary the size ef the company's
level of pfoductivity. Would a‘WOrker pairedbwith a larger
effect size be seen as more at cause?"From a learning
viewpoint, the more intense'the US, the more causal strength

the worker would elicit.

Educational Implications

In addition to the social areas described above
(attraction, comﬁetition; eltruism,.and male sex-role
Iaction), causal judgments‘also plaf a fundamental recle in
our understanding of»learned helplessness specifically
end clinical psychology genefally»(e.g. Seligman, 1975).
Within educetion settings, teachers are'constantly asSessing:
the academie'performances of their students. 1In an attempt
to understand individual performanees, teachers assign
causality tedthe level of suCCess'Qf‘eachjef their studentsﬁ‘
Given the importance of'eontext éffééts,5n7human social |
cauSai attributions and‘besed‘on the'resultsifrom our current
research, it is ;easonable'te apply auémenting effects to-
the educetional environmentvin’otder to better understand
"teachers' eausal judgments of their students.
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Let us say that a 7 year Old glrlﬁgoes to school where'f
fthe classroom 51ze exceeds 40 students, the teacher 1s a 3,Qd_
anew 1nstructor, there are no teacher alds,vand many students:.57¥

ij who have dlsc1p11ne problems are constantly dlsruptlng the

classroom. Desplte these appareft chal]enges, hlS

) {partlcular student recelves stralght A ER and tests hlgh
:Jyln all subject areas,- The teacher s causal attrlbutlons:l -
’:of thevstudent s performance may be augmented.‘ Compare

“gthlS 51tuatlon w1th one 1n Wthh the same student waslln‘!f
jffa.classroom of less than 15 students, the teacher not only 3a-,m
lhas 25 years of experlence but has recelved many profe551ona1;f*~kjf

;accolades, and d1501p11ne pro‘lems were mlnlmal The studentfn*

3Istlll performed equally well ? However, the teacher 1n the
itsecond scenarlo may not v1ew the student as belng as:vat-*
."cause for her performance, due to the augmentatlon of cause":.ﬁgf*
fdln the prlor scenarlo where many 1nh1b1tors ex1sted fin' :

”‘other words,la student s performance may be augmented 1n‘h'i

"h‘the context where a mu tltude of dlstractlons that may R

~}1nh1b1t academlc success ex1st Hence, 1t 1s 1mportant

to note that augme:' ",nllke expectency RS

"ng effec'iuwnrh

:deffects,’representif : ‘cﬂcontrlbutlons .

Dweck &

& Goetz,

d-fto hlS or her performancei(Dwec‘ 1978'

‘Elllot 1983)




' Instructions for Grou

'Prellmlnary Instructlons.- In thl’ stu y;we are

- interested in testing a- computerlzed employee evaluatlon}ﬁs"

~ 'system. = Your cooperatlon is~ necessary for testlng

- the usefulness ‘of this. automated program.. In order
to. carefully test the effectlveness of the’ system,'»

you will need ‘to assume the role of a supervisor in

‘twia small company.  You. will be given 1nfolmatlon about.

' three part-time employees, Ted, Sam, and Joe, and thelrf

d,company s level of productivity. ‘After rev1ew1ng a

‘monthly productivity report, it will be your:
respon51b111ty as Ted, Sam, and Joe's superv1sor to :
evaluate their performance ‘and how effective they were
in causing the company's level of product1v1ty. Ted, E
Sam and Joe are college students who are only avallable
for part tlme employment ' Therefore, it is 1mportant
to evaluate’ Ted, ~Sam,.. and Joe carefully each month :
‘because they may be con51dered for full t1me employment-
upon . graduatlon.e\ »

Instructions Prior to Practice Trial. On the left
~side of the screen a picture representlnq a part-time-
gemployee, Joe or Ted or two part-time employees, Ted

and Sam or. Sam and Joe will be presented On the rlghtw
side of the screen, a. graph deplctlng the company S»
monthly productivity level will be presented
Product1v1ty is measured on-a 0-10 point: scale.' The
ompany s monthly product1v1ty goal 1s set at level

5. ‘ : :

Instructions Prior to Estimates of Causal Strength. .
- Following each monthly product1v1ty report, you will

be asked to- rate the employee on his'overall performancelV

on a 0-100 point scale._After reading each item

carefully, please respond by using the numeric keyboard e

on the right side of. the keyboard.» After ‘entering =
‘any number between 0- 100 (1nclud1ng 0 or 100),‘please
- walt for the next evaluatlon 1tem to appear.p' o
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APPENDIX B

Instructlons for Gr

"Prellmlnary Instructlons., In thlS study we are

. interested in testlng a computerlzed employee evaluatlonc*:
- .system. - Your cooperatlon is.- neceSSary for testlng
'~ the usefulness: of this automated program. . In order.

to carefully test the effectlveness of the system, = =
- you will need to. assume the role of a supervisor in
- a small’ company° ‘You will be given information- ‘about
~a part-time employee, Joe or. two part-time employees,

:.;Sam and Joe; and thelr company 's level of productivity.

After reviewing a monthly product1v1ty report, it~ w1ll

“,‘be your responsibility.as Sam and Joe's" supervisor:-

to evaluate their performance and how effective they
‘were in causing the company's level of product1v1ty.

Sam and Joe are college ‘students- who are only avallable;:'.

" for part-time employment Therefore, it is 1mportant

‘7_*to evaluate Sam and Joe carefully each month because'

”i»,walt for the next evaluatlon 1tem to appe r-

they may be con51dered for full tlme employment upon
f‘graduatlon.> e : : . : : s

Instructions Prior to Practice Trial. On the'left
side of the screen a picture representing .a part- tlme
~employee, Joe, or two ‘part-time employees, Sam and-

Joe 'will be presented.. .On the right side of the screen,

“a graph depicting. the: company "s" monthly product1v1ty -
wlevel will be - presented. Product1v1ty is measured :
“on a 0-10 p01nt scale. " The company S monthly
‘~product1v1ty goal is: set at level 5

]7Instructlons Prlor to;Estlmates of Causal Strength
" Following each monthl"p oduc'1v1ty report, '
‘be asked to rate .the employee -
~on a 0-100 p01nt scale. After reading each item
zcarefully, please. respond by using
on the right side .of ‘the" keyboard ifter enterlng e
~any number between 0-100 (1nclud1ng 0 or. 100), please‘

n his overall performance;;‘jg

the numeric keyboard ,35“;‘



 APPENDIX C

.

Instructions for Groups 2 and 3

Preliminary Instructions. In this study we are
interested in testing a computexlzed employee evaluation
system. Your cooperation is necessary for testing

the usefulness of this automated program. In order

to carefully test the effectiveness of the system,

you will need to assume the role of a supervisor in

a small company. You will be given information about

a part-time employee, Joe, and his company's level

of productivity. After reviewing a monthly productivity
report, it will be your responsibility as Joe's
supervisor to evaluate his performance and how effective
he was in causing the company's level of productivity.
Joe is a college student who is only available for
part-time employment. Therefore, it is important to
evaluate Joe carefully each month because he may be
considered for full-time employment upon graduation.

Instructions Prior. to Practice Trial.  On the left
side of the screen a picture representing a part-time
employee, Joe will be presented. On the right side

of the screen, a graph depicting the company's monthly
productivity level will be presented. Productivity

is measured on a 0-10 point scale. The company's
monthly productivity goal is set at level 5.

Instructions Prior to Estimates of Causal Strength.
Following each monthly productivity report, you will

be asked to rate the employee on his overall performance
on a 0-100 point scale. After reading each item ,
carefully, please respond by using the numeric keyboard
‘on the right side of the keyboard. After entering

any number between 0-100 (including 0 or 100), please
wait for the next evaluation item to appear.
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f APPENDIX D

*%CONSENT FORM

I am Volunteering to part1c1pate as"a subject in thls study)vg
I understand that- the ‘purpose of “this" study is to test o

. the efficiency of a computerized. employee evaluation system.’”'

I understand. that" the 1nformat10n will: be- presented to. .
‘me via a computer‘monltor and that s w1ll ‘be asked to assumeg

'f~the role of a productlon superv1sor 1n a small company,'*

‘ ,,I understand that my name w1ll NOT be 1ncluded in- the ,
"d.experlment 1tself and that - My anonymlty will be malntalned

at all times. I also understand that my partlclpatlon

v3 in this study is voluntary and that I may refuse to answerv"“h

.any . questions at any time. I .also understand that I may-

. withdraw from this- study at any. tlme w1thout penalty or

B prejudlce.: I also- understand that ‘any questlons I may SR

‘f_ have regardlng thlS study w1ll be answered.‘_'

Vf.I understand that all the 1nformat10n collected 1n this

 study will be treated as confldentlal with no details about
‘my. responses released to anyone outside the research staff

‘”ufw1thout my separate and wrltten consent., ,19-

':i?I understand that I may derlve no spec1f1c beneflt from

- participation in- this study, except perhaps from feeling

that I have contrlbuted to the development of psychologlcalljﬁtf,“l‘

3knowledge.,

I_I hereby allow thls research group to publlsh the results

. of this study in which I am participating, with the

 be withheld.

. 5576. I understand that if I have ar

:y'aﬁDate:q: v‘p;, ,

'*'prov151on that mylnjme"and'

r»other identifying- 1nformatlon fff;;o;w5‘

fﬂThls study is belng ‘conducted by psyc,ology students under e

‘the supervision of Dr. Robert Cramer

PS 220, extension-

abut the study or the. 1nformed ‘consent process I. may also-
-fﬁcontact the Psychology Department Human Subjects Rev1ew
JEBoard at CSUSB.,;- s s FER R 5

o Participant3sﬁSignatuisi"

. Participant's Name (Printed):

questions or concernsi;,_




APPENDIX Esy'

o DEBRIEFING STATEMENT ft‘

The present study is- part of a serles of research
*prOJects de51gned to 1nvestlgate human socral causal

hd*judgments. Unfortunately,‘ln order to adequately
' 1nvestlgate this phenomenon a small deceptlon of- the

h subjects. was necessary. Rather than dlrectly asklng o
~'quest10ns concerning your causal: judgments, we explalned '

the study as testing the eff1c1ency of a computerized

Employee Evaluation System._ The company,'lts employees,,f
. and the evaluatlon system were fictitious. We apologize’

- for this deception, however, if we had asked directly about
"%Eyour causal judgments your responses may have been effected,

- (stop. ARE THERE ANY QUESTIONS?)

It is our 51ncere hope that the nece551ty for: the

'deceptlon A's understood ‘It is 1mportant for the completlonf%ﬁ“

‘of this study. that you do not speak with other students:
on campus about your experience here today. = If other
potential subjects are aware of the purpose of the

j. experiment, the results of the study might- be’ compromlsed

- The present study conforms to the ethical principles
,establlshed by the American- Psychologlcal Association. -

We are interested in obtalnlng your- comments or: reactlon
'regardlng your partlclpatlon ‘in our : experlment £ ThlS
information would serve as. a-: bas1s for checking and. -
evaluatlng the qua11ty and “.care. w1th Wthh our research ‘
is conducted. ‘Please feel free to comment or ask questlons..

- For:results concerning- thlS study contaet Drg Robert Cramer ST A

\ at (909) 880 5576 ' - THANK YOU'
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Abstract
Research has shown that the more active parents are in their

child’s educvation the more likely their child is to achieve academic
success. Based on these findings this research project focused on
how parent volunteers influenced their child’s literacy growth. It is
hypothesized that as the parent “spends time in the classroom they
are glven more opportumtles to interact with other members of the
cla'ssroom communlty lt is belleved that th|s interaction will
influence the way in which the parent works with thelr child and
have a positive influence on thelr chrld s literacy growth

- The sample for this study conS|sted _.o_f eight students and four
parent volunteers The students were d|v1ded mto two groups of
four, one group had parent volunteers and the second group did not
: have parent volunteers in the classroom. Interactive journal writing
samples were collected and assessed to find out if there was a
signiﬁcant difference between the two groups of students.
This research project suggested that the group with parent

volunteers scored higher than the group without parent volunteers.
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| Chapter.One
. 5,‘v),>__l‘_,rznt_‘_r“:c\>duction
Thé pfécess of‘.lbéco‘minvg }ﬁ%“i;e'}afe is im@ortant to educators and
pafents alike. To successfully teach !itéfacy one needs to
understand that reading and writing consists of separate processes
that are also interwoven. We need to understand that studenté need
to be éﬁvolved- in both reading and writing te help literacy
acquisition (Mooney, 1990). Interactive journal writing is an
excellent Iiteracyr activity because the adult and child are involved
in meaningful communication in which both interact by reading and
writing to each other (Flores, 1990). In most intefactive jéurnais
the child is writing to a teacher, but would there be a difference if a |
child’s parent became involved in this written interaction?
Research studies have béen conducted on the benefits of
interactive journals and parent volunteers as separate areas of -
foi:u;;, but there is a lack of research on parent volunteers and the
use of interactive journals. Would the intera«::tiixe‘ journal activity
beccme more important to the student because they were writing to
their parent rather than the teacher? Further, as the parent

becomes empowered with the knowledge of how their child comes to



‘know reading and writing, will this knowledge transfer to the home

‘and become a part of family life?
k- Y N

"{h_,(,haptf*r wal! provide baékground information on t
contaxt of in'terac,tivé journals and parent involvement in the
writing processf‘he reader will also be provided with the
statement of the problem, the research guestion, and the»theoretiéal

framework.

Background to’ the Study

e _‘;__/:‘,?uWithin the area of bilinguai education there is great concern
for how an English Ianguage Iearher} comes to understand the writing
process. Research is discovering new information about literacy
acquisition that may be chang‘ing the way teachers are instructing
the non-English speaker in ‘writing (Flores, 1990). Many instructors
are finding that social interaction helps thekwriting process.
Interactive journal writing is j.ust ong of severa)l teaching
strategies that uses social interaction to help students understand
the writing process and other social situations need to be
incorporated with journals. Some suggested interactive situations

are shared book experiences, reading and copying environmental



labels, re’adi:ng and wr;liir‘{g-patterned/repétitivé é’fé’?’i“es‘through
cooperative stories. | |

Unfortunately Ianguaée minority barents‘are being left behind
as educators learn new methods to teéch the“writi'ng process. Many
of ‘thesé parents have to struggle with speaking in their second
language, are unéware of how their child becomes literate and have
difficulty helping them in the writing prbCess. We have a
responsibility as ‘educa'tors to help the langua‘ge minority parent
understand the teaching strategies that are being used and how
research supports these changes. |
Vot rebommendéd that an educator cén help” language ﬁinority
parents become more aWére’and knowledgeable of the writing
process by encouraging parental invplvem.ent. Parental involvement
ca’n» be encouraged by increased communication through ﬁérent
Ie\tters or meetings (Saland & Schiiff, 1988; Ramirez, 1990)
organized by the teacher to inform the parents of strategies that
they can use at home to help simplify the writing process.

Another suggestion in which parental involvement can be
encouraged is by inviting the parents into»the_ classroom to work

with their child, interact with the teacher, other parents and



students. As a volunteer the parent could observe what the teacher
does in the classroom to teach the students and participate in actual
teaching methods. By inviting parents into the classroom they are
given the opportunity to learn through a variety of experiences and

observations how their child goes through the writing process.

The Problem

Statement of the Problem

According to Fuentes (1986) an active parent does make a
difference in the academic growth of their child. So then, if a
language minority parent becomes active in their child’s education
by volunteering in the classroom, would there be a positive or
negative effect on their child’s written growth? There is not much
research concerning the impact an active parent volunteer has on
their child’s literacy growth.

Research Question

Does a language minority parent volunteer influence their

child’s literacy growth through the use of interactive journals?



De‘ﬁn:ition of Terms
Parent Volunteers:

A parent vo'lu‘_nt_eer is one who céénes into the classroom at
least once a week, stéys for the mofning, and assists with groups
and preparation of materials. This person is reliable and comes' ona
regular bssis.
Literacy Growth:

Litéracyvgrowth is the process by which a chﬂd comes to know
writing skills. For this project there will be ﬁve stages in the |
development of children’s writing: 1. 'présyllabic, 2. syllabic, ._3}.
syllabic/alphabetic, 4. | alphabetic, and 5 early'Writer. (FlOrés,
1990; Batzle, 1992)
lnteractive Journals:

An interacti-vé journal is a notébook for the Child t‘é draw -
pigthrés in andf;-wr,ite,aboutthe,ir:-..:drawing.' As the child reads their
.w_riting, the adult is 5espénsi_bl_e- for responding to the child based on
‘what the child 'Wrot?’f In this way the child is given an opportunity
to share their knowfledge with an adult, while fhe adult is sharing
their knowledge of how to write through their response. During this

interaction the child learns reading and writing in a child centered



situation.

Theoretical Framework

Social interaction occurs when two or more people exchange
informatioﬁ. There is reciprocity and both participants are actively
involved in the exchange of information, bringing together two sets
of cultural exper’iénces based on individual backgrounds (Garton,
1992). This exchange of knowledge between two peaple provokes
learning; that is to say, that the learner constructs E’nowledge as a
result of their own thoughts and actions, facilitated through the
mediation of language and social interactions wit‘hf others.

An adapfion of Cortes’ (1986) Contextual lnteraction Model has
been constructed to explain how the exchange of information about
literacy development takes place in tﬁe various ‘sfvocial contexts of
this project. (see Figure 1)

At the top of the model is the social context provided by the
home environment. This is where the parent and child begin the
literacy process through social interaction with family and other
communi;y membefs. In this context most students are exposed to

literacy by having stories read to them, locking at the newspaper, or
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by being taught to write their name. Other students, however,
arrive at school with very little of this rich preparation by the
family. A family’s educational perceptions toward school, and
culture may be influencing factors to how much exposure to
literature a student receives before entering school.

The second section to the mode! focuses on the school context,
or the educational process. This section is divided into three
subsections: school interactions, classroom interactions, and
student’s qualities. When a parent and student begin the educational
process they are given the opportunity to interact with different
members within this social context such as teachers, family
members of their peers, and principals. These members can share
their knowledge of the writing process with them, which could help
their child in the written literacy growth.

This brings us to the second classification of the school
context, the interactions that take place within the classroom. Both
the parent and the student will begin interacting with greater
frequency with the classroom teacher, other parents from the class,
teacher assistant, and other children that are not family members.

Since these interactions will occur with more frequency, this is



where the most éXéﬁahge rré'f'inf,ormation on the writing process will
take place. The pareht volunteer wm" be given the opportunity to see
“what other children are learning in ord_ér to compare what their
child has learned. The parent volunteer fhight decide to add to their
~support at home, égain adding or v»rejecting new information on the
writing process based on what they alrea‘dy know. The child, on the
other hand, is a.iso interacting with thei‘r vpeers who are sharing
their knowledge of the writing process with them. In turn, the child
w\ill'either accept or réject information based on whét they already
know. |

‘The third subséc‘tidh‘ deal‘é specificaﬂy With thé individﬁat '
.student,'.Since this is the person who is coming to know the writing
proc'es"s»'v.‘ | Acad_eniic preparation from the home é‘nvironment will
piay a large rOIe('in the child’s wﬁtten growt:h.' If a child réCeiyes
large amounts of ’l”i't'eracy exposure at ,homé’, the .viess_" ‘Iikely the chﬂd
is to have probllems_ when comi"n'g ,.{0- know the Wrifing process. Many
times a young child’s étt‘ithd'e toward school will depend on the
family’s attitudes toward éduca;t'i-on. If é‘ far'n"iiy places value on
education then 'the'ch'iid_wiﬂ’ b'e'mdtiv‘ated' to cbme’ to school and

excited to learn about the literacy prdCess.



The arrows in between these three subsections suggest that
social interaction is being exchanged between these contexts. So it
can be concluded that the student’s qualities may be enhanced
depending on the information of the writing process that the child
adds or rejects to their prior knowledge.

The ultimate goal is to become proficient in the writing
process. The outcome will be the focus of this study. As a parent
volunteer and a student interact within these social contexts, will
there be an influence on the student’s written growth as collected in

their interactive journal?
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| Ch'apter Twol

| ﬁeView : of Re'llete..di hiterature-r
The iiterature review focuses on the research question How
“ does a parent volunteer mﬂuence their child S iiteracy growth '
| through interactive Journais? ThIS review wrli begin wrth an
examination of ,both early and more recent research concer_mng the
'socivai context of parental ‘inv‘olvement and their child’s 'ed'ucation
“The second section focuses on Iiteracy growth and the process a
child goes through as he/she comes to know how to write This
~ section wili finish ‘the review focusing on interactive journais as a
.‘teachmg strategy used to help literacy acqursrtion through social

interaction between an “expert and “Iearner.

Parental Involvement

Early _Studiee |

- According to the Contextuel Interaction Model, a child’s
educational foundation begins at home when the.' vchiid socially
’»‘interacts with family members. ~ This interaction continues as the
child’s formal evducation‘begins in which thevoarentis gi\»k’/e.n}the '

opportunity to become involved in the educational process. "ﬁ__‘Refsearch :

11



haé shown evidence that parental involvement in their child’s
.- education helps i‘n‘schobl achievement, and has been e‘ncour.aged’
since the 1960’s, (Fuentes, 1986).
.. There are two forms of p'arental‘. involvement: a passive
- influence ;or.dire,ct involvement, (Rosenbusch, 1987). An»eXampIe of
- the way that a parent passively influences a child’s achievement is
by their attitude toWard education and the value of school. A
‘parent’s positive or negative attitude toward the benefits that come
. -out of education is a passive, almOst'«.iﬁnate,- way they influence
“their child’s attitude toward s»‘ch.:‘ddli 'Usuallywhen the parent’s
‘attitudes support the benefits of eduéation the child’s attitude,
‘motivation, and self-esteem will be higher in the classroom than the
- child whose parents maintain a negative, defeated attitude toward
* the benefits of education.i
- There have been projects organized to create a positive
- attitude toward education in language minority families. It is the
hopes that this passive influence of fhe family’s vieWpoint will

-more positively influence the child. - Unfortunately, this philosophy

- . is based on the “deficit hypothesis” (Auerbach, 1989) which

- assumes that language minority parents lack the essential skills to

12



- .. promote school success in their children. ‘Auerbach included

extensive research fhat found indirect,vpassive factors in the home
environment that positively influenced the language minority child’s
achievement in literacy acquisition. \
.;ZThe Harvard Families andLitefécy Study completed by Chall &
~Snow in 1982 -dis_c.ove‘re.d a strong passive-involvement through the
: aVaiIa.bi-lity of é’-high level of literacy used in thev’homes of"working-
.:class‘,,minori'ty, and language minority .‘students.” Delgado-Gaitan
~(1987) supports this-finding:in her study on Mexicanfimmigrvants in
“which fami.lié.s used .‘a: wide range of text types such as letters
- written by family membe-rs_; newspapers and chi‘lidrenv-books which
- exposed their children to Iiterature.?_’-‘ -
- .. Rosenbusch (1987) contrast's;bassive parental influence with
- direct involvement in which the parent’s role is seen through their
active participation in -_the.sc»hool.,r Recently there has been a push
. toward helping the language minority family become inbre directly
- -involved in the American school system with the hopes of creating a
£+ more ’positivg’ attituvde toward the majority language and culture.
Direct involvement can be as demanding as working in the Parent/

Teacher-Association, volunteering in the classroom, or participating

13
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in fund raising activities. Other, examplefs of direct ihvolvement
would be attending programs, writing or calling the teacher when
concerned abouf an .event in school, or attending parent/teacher
éohférences.

Early research describes how the social context of the family
passively influences the child’s education, but is lacking in details
that describe how direct involvement can influence the child
academic achiﬂevement. Research has shown that there is a strong
passive influence in the language minority home (Delgado-Gaitan,

"1987), but is there strong direct parental involvement?

Recent Studies

In more recent research there has been a trend to encourage
direct involvement through parent education projects. Ramirez
(1990) points out that minority parents are depending on educators
to help them strengthen their ability to raise their children and
improve their role as the child’s first teacher. Another challenge
faced by language minority parents is a language barrier. Si‘nce
many parents are unable to speak or read English it can be difficult
for them to understand how the educational system works (Delgado-

Gaitan, 1992). Through education projects such as the Family
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English Literacy Program or the Even Start Program (Ramirez, 1990)
parents are gaining valuable knowledge on acquiring English as a

second language and teaching methods that can be used at home to

help their children achieve academic success. .

- This notion of educating the parents is reiterated by Farris
(1991) who suggested‘ways in which a teacher can encourage
illiterate parents to instill a .desire to read and write in their
childre‘n_. Farris states that teachers need to take on part of the
respohsibility to get parents to participate with their child’s
academic success. One suggestion for acco_mplis_hing this goal would
be by having parent seésions that‘ shows them how to promofe and
nurture literacy in the home.

In addition to direct involvement. the Contextual Interaction
Model points out that there are passive influences such as cultural "{
beliefs that affect the social interaptions between family members
| and the school context. According to Delgado-Gaitan (1992) it would
be a new»expérienge for many Mexican parents to voice concerns to
the teacher about their child’s progress or behavior. In the six
families studied by Delgado-Gaitan, there were two distinct ways

parents reacted to negative reports from the teacher. Some parents

15



accepted the teacher’s:feport without guestion and punished ~thé' '
child, while others called or wrote a note to the teacher requesting‘
more information. |
This reaction is signifi‘ta’nt beéadse when- parents solicif more
details from the teaéher they are provided with additional
information and send a. message to the teacher and administrator
that they care about Ithei'r child’s education. Whereas the parents
that didn’t solicit additionval ihformation demonstrate a léck of
interest according to the Ameriéan cultu‘re. This “lack of interest”
is interpretedvby the teacher and administrator that the parents
- aren't concerned'With their child’s education (Delgado—Gaitah, 1992).
Recent research elaborates on the benefits of direct
involvement through par'én-tv education projects that a‘tterﬁpt to teach
teaching methods skills along with English as a second language. It
is also pointed out that we still need to bridge t’he. American culture
and the minority culture in order to imbrove the passive influences

that come from cultural misunderstandings.

-
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Summary

Early studies and recent ‘studies tend to support each another
in the area of parental invo)vement‘and passive influences found in |
the home social contex"?;; fEa'r‘ly studies attempt to invalidate the
“deficit hypothesis” by .stating that the Iénguage minority parent
can posiﬁvely influence a child’s academic Success through passive
influences suéh as attitudes/perceptions toward education and
. having literature available \in the home. While diréct involvement
isn’t elaborated on, early research does point out that this formvof
inﬂuence.&:«o‘n a chiid’s education is more active and visual as parents
are physically more invol\;ed in. the gchool.

Recent studies support the notion of direct involvement\by |
encouraging parent educatiqn projecics‘in which educators faciljtate
English acquisition and teach teaching methods skills. 'Fuither
elaboration is given on cultural passive inﬂuenéeéthat affect the -
interpretation of parent reaction by the school conte-xt; Many times
an appropriate reaction in the language minokity’s culture is

interpreted as a lack of interest by the American culture.
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Literacy Acquisition

Early Studies

Acquiring Iitefacy is a process that can.vb»e distinguished by
different stages within the proCess of psychogenesis. According to
‘Goodman (1986) “...psychogenesis can be defined as the history of an .
idea or concépt’as influenced by fhe‘ Ieamer’s personal intellectual
activity.” In other wdrds, psychogenesis focuses 6n—-the dévelopment
of literacy. In order to better understand this definition, Ferreiro.
(.1986) breaks down the psychogenetic pfocess into three stages of
‘Iiteracy development.. | |

In the ﬁrstzsté:ge the child is able td distin'guis“h betwe'enf‘"'
pictures and thé written print. That is to say, the child CQ{)Q‘IUd_es
that fhe same types of lines are used to draw or write, .butﬁ;t.hve;-f‘ |
difference is in fhe organization and meaning of the lines. Letters
are an arbitrary representation of an object, drawings are what and
object looks like. T hé second stage occurs whe';u the child
understands that the organization of letters will influence their
me‘aning. In other words, if letters are organized in a different

order, then this C-hanges the meaning of the word. Finally, in the

third level the child has realized that letters follow a phonetic
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| hypothe3|s in which fhere are rules that govern the Ietters in order
to determlne the proper letter sound when writing or readlng
Research shows that the use ofsocn‘al interaction faahtat,es -
the development of literacy (Auérback, 1989; Ferreiro, 1986;
- Goodman,‘ 1986; Pontecorvo & Zucchermaglio, 1986) within the
social context of’vthe classroom as seen _in the Co‘nt‘extual
Interaction Model. ‘Ferreiro- (1986) suggests that sincs children
learn in social, not isolated si’tuations, there are certain pedagogical
implications for educators. In the classroom students need to be
offered opportunities td socially interact with peers, or other
students of similar academic backgroun’d, and “experts,” or
adults/older students. As the learner interacts with the “ekpe_rt” or
peer he/she is able to tést learned information about the literacy
process against the understandings df othérs. Students are then able
to work together to develop ways to take |earnéd information and
appropriate it to their individual learning style.
Pontecorvo and Zucchermaglio (1986) further describes how
the learner interacts with the “expert” and peer in two types of
social contexts: asymmetrical “and‘symrnetrical.‘ Asymmetrical

social interaction is between an “expert” and learner. The “expert”
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~ is the person who has moreeXperience and broadens the cognitive
knowledge of the learner through a process known as scaffolding.
Scaffolding is an instructional structure thaf supports the learner in
the early stages of knowledge acquisition. Symmetrical social
interaction occurs when equal peers help each other learn new
‘information through the use of social interaction and building upon
each others’ prior knowledge. |
Early studies der{nonstrated the impbrtance'of social
interaction betweén “experts” and peers as the learner develops
literacy proficiency. These social interactions can be asymmetrical,
between “expert” and‘ learner, or s‘y‘mmetrical, between peers. In
~  order to facilitaté'psyc,hogenesis it is important for the teacher to

provide_ both asymmetrical and symmetrical social interactions as
the leérner develops literacy proficiency. Early studies did not
explain how an instructor can facilitate literacy development
“through the use of bdth types of social interaction.

. Recent Studies

i

According to Garton (1992), Vygotsky believed that language
development depends on cognitive factors such as prior knowledge,

memory, attention, etc., and social forces. It is pointed out that
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social forces, or sacial interactions, are necessary for the
development of the higher mentval funcfidn of concept devetopmént,
logical reasoning and judgerhent. Through social interaction the
child gradual(y assumes moke responsibility and b‘ecomes»more self-
directed.

A teaching method that allows children to learn how to Write
through the use of cognitive factors and social forces is interactive
journal writing. Interactive journal writing is a way of using
written language in a learning situation that is real, meaningful, and
socially constructed between the student and teacher (Flores, 1990).
In an interactive journal the child is asked to “write” an entry in
whatever way .they can; Frequenﬂy t=his can be in the form of
scribbles, piétures, letters, or their name. The'teacher’s, or the
“expert’s,” role is to respond in writing to what the child “wrote.”
Through the use of interactive journals the students can attain
success because they are able to work at their own cognitive level
in the writing proCe’Ss. Social interaction is utilized when the
teacher writes a reépbnse to the student’s journal entry.

According to Flores (1 990) the learner comes to know that

writing is a2 form of communication that is different from spoken
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language. The student experiences ownership because they are
allowed to choose their own topic and write on a daily basis. In this
social context, the child is éllowed to experience the function and
process of literacy while developing a close personal relationship
with the teacher through writing. As an educator, one is able to
assess and record the students’ literacy growth. There is
‘opportunity‘ for individual social interaction on a daily basis, and the
teacher has the opportunity to mediate how the child comes to the
writing process. Within this setting the teacher is given the
valuable opportunity to learn about each child"s interests, ideas,
c‘ulture, etc.

In order to help the instructor assess literacy growth within
journal entries, Batzle (1992) identifies‘ three stages of writing
development: early, emergent, and fluent. The emergent writer is
imitating writing through the use of scribbles, picture, letters from
his/her name, and is able to read what they wrote. The early writer
has grasped-the concept that written language is really speech
writtén down. Sbme charaéteristics of this stage are abproximate
spelling of words, initial and final consonant sounds are being used

correctly, and print in the environment is being used in order to
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facilitate the writihg‘ process. Finally, the fluent writer is writing
with ease because he/she is able to control writing conventions and
letter formations. At fhis stage the writer has shifted from the
mechanics of writing to the development of a written topic, subject,
or story. For example there is a beginning, middle and end of a |
written journal entry. The child shows concern for the quality of
what was written and is able to self-edit in order to form revisions
of written work.

Flores (1990) has described the writjng process in four stages:
presyllabic, syllabic, syllabic/alphabetic and alphabetic. Some
characteristics of the presyllabic stage iﬁclude scribbling, writing
letters or numbers, and the ability to distinguish between drawing
and writing. In the syllabic stage, the writer begins to consistently
represent each syllable in 2 word with one symbol, usually a letter
~or number, but not necessarily the correct letter or number. At the
syllabic/alphabetic stage the writer is now able to represent the
sound/letter correspondences in a word, thus showing how the child
is coming to know the phonetic hypothesis. Finally, in the alphabetic
stage the writer seems to be using sound/letter association, or the

phonetic hypothesis, as the driving force in writing, and frequently
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an adult can read what the child has written,

While researchers agree that there are different stages in the
writing process, it seems that Batzle (1992) extends the stages into
a higher level of thinking. Many characteristics of an emergent and
earl); writer are similar to Flores’ (1990) four stages, but the fluent
writer tends to include the higher thinking skills of formulating a
siory line that makes sense and being able to self-edit.

The goal of the Contextual Interaction Model is to help the
learner become proficient in the writing process through the use of
social interaction. Recent studies have supported early studies on
the importance of social interactioh in thé develdpment of literacy
but the focus waé on interactive journals, a teaching method that
incorporated the use of social interaction and literacy development.

: :_j;vSQmmary |

| It seems that early and recent research tends to build upon
each other. The research supports the notion that as a child acquires
literacy there are different stages that build upon each other.
Whether there are three or four stages, each stage has criteria that

must be mastered as the child comes to know literacy.

Social interaction has been found to facilitate the literacy
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-process. Social contexts can be formed between two peers or an
“expert”, such as a teacher or a parent, and a learner. In either
- context, research shows that a person’s learning development can be
stimulated through social interaction.
Interactive journal writing is a teaching method that
~incorporates asymmetrical and symmetrical social interactions.
" The student writes a story in a journal, being allowed to interact
 with their pee'rs as they develop their journal entry. Upon
completion of the entry, the “expert” is able to interact with the
learner as he/she write a response to the journal entry.
Vi f Litera |
- .The review of the literature was broken down into two

sections. The first section on parental involvement presented |

- .research concerning the importance of parents as active and passive

participants in the school. Both early and recent research tend to
- show a positive relationship between parental involvement and
academic success. The second section of the review focused on
- literacy growth and interactive journals. 'In this section literature
- was discussed that shows how a child acquires literacy through

stages that are socially influenced. It is suggested that interactive

25



journals might be one t_e‘éching strategy t'hat uses thé Sbcial
contexts fou_nd in the Contextual Intéraction Model in order to'
~ facilitate Ii»teracy a“cq_uisition. |
There was a Iabk pf research found that integrated the active
parent and literacy growth. Thé research question is based on the
premise that an _ac‘tive» parent doe§ make a difference in academic
growth. This project attempts to show a correlatidn between
lliteracy growth and an active parent that ‘voluhteérs in the

classroom.
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Chapter Three
Design/Methodology

This research project is an interpretati\/e case study that
focused on eight kindergarten students, their parents, and |
interactive journal vxf/ritih‘_g;.f:k‘}-'hese students were partitioned into
| two groups of four. One group héd a parent volunteering in the
classroom, while the second group did not. One a‘ctivity the parent
volunteer participated -inwwaswﬁting in interactive j0urnais with a
smail group of studehté as the teacher offered assistance and
guidance. Frequently the parent could work directly with their own
child in thei_r joumél. “ -

The study Iaéted eleven monfhs to ‘!eam if parent volunteering
in the classroom infiuences a student’s written growth. The study
| ~ used interactive journals to compare the writing growth between
the two groups of students.

Data Needed

Necessary data for this stud}{i&#ez"‘é students’ writing samples
that assessed the level of literacy growth. All students were

-~

assessed based on a new writing rubric {see-Figure-2) compiled from

sample rubrics developed by Flores (1990) and Batzle (1 992).\' :
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Figure 2

Characteristics of Literacy Growth

Presyltlabic
*scribbles, numbers, random letters
*copies text
*able to distinguish between drawing and writing
*uses drawings in their written language
*left to right movement when writing and reading

Syllabic
*uses a written symbol, such as scribbles, numbers, or
letters, per syllable in a word
*able to read what they wrote
*letter/sound approximations are more accurate

Syllab:c/AIphabetlc
*uses initial and final consonants/vowels
*begins using invented spelling
*coming to know the phonetic hypothesis
*experiments with punctuation

Alphabetic ,
*phonetic hypothesis is a driving force in writing
*invented spelling is evident
*an adult can read what was written
*understands how to use periods
*places space between words
*begins using personal voice in writing

Early Writer
*places capitals at the begmmng of sentences
*is aware of commas, question and exclamation marks
*recognizes misspellings
*complete sentences with a beginning, middle and end
*uses personal voice in writing
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A new rubric was compiled to break down Batzle’_sk emergent writef
into written growth stages that built upon one ‘,‘another as identified
~in Flores’ rubric of literacy growth. The early writer stage was
added to show further literacy growth that was not mcluded in
Flores’ original rubric.
| The characteristics of Batzle’s emergent writer stage were
integrated into Flores’ four primary characteristics of literacy
growth: presyllabic, syllabic, syllabic/alphabetic, and alphabetic.
Since Flores’ rubric lacked in further detailed characteristics of
higher writing stages, the early writer is primarily taken from
Batzle’s rubric. |

A presyllabic Writer is identifiable throQgh the usage of
scribbles of drawings that might include numbers and random letter
formations or copied text. This child writes from left to right and
knows the difference betWeen what he/she has written and their
picture.

As the child moves into the syllabic stage he/she can rea\d
what they wrote based on their writing rather than on their picture.
When a “word” is written the reader can identify a written symbol

per syllable in a word. The syllabic writer writes “words” with
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fnore phonetic accuracy. |

During the syllabic/alphabetic "Stage the reader will find that
the child uses initial and final consoné:nts‘or' vowels in their
»“words.” Often the early writer willi invevnt a way to spell a “word”
as the child connects phonetic rules to letter/sound symbols t-ﬁat
form a word. Finally the journal entry at this stage will include
experimentation with punctuation.

In the alphabetic stage an adult can read what the child has
written since invéhted Spelling: is more vaccurate as the phonetic
hypothesis becomes mastered by t‘h'e writer. Other characterisﬁcs :
- that simpli_fy reading during this stége ‘a're thai the 'chvil.d uses the
period properly and leaves :spaée's betWeen words. In this stage the
child begins to experiment with writingv on their own instead of
copying a sent‘encﬁe starter or print from the environment.

The highest Stage necessary for this study i’s the early writer
stage in which the vchiid- is beginning to conform to conventional
wri‘tiné ‘that follows known grammar rules. In this stage the reader
~ will see the child place capitals at the/beginning‘ of sentences and
becomes aware of other punctuation besides the period. Sentences

convey a complete thought that contain the writer’s personal voice
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) o ~rather than copying from the environment. Frequently the writer

' - will begin, recognizing when a word is ﬁfnisspelled, so the self-
"'.COrreé»fing process: in writing has begun.

‘The $upjécts mve%ved in this re»searc;?jgfe_rew@taheéj parent

- vdlun‘fcee’réj\";,éudentS'éwhose parent volunteéis'an\d»ﬂ.;é£U'dents whose

o parent-did&ot volunteer in the classroom.: ?Each*group‘ will be

| dé’ébrib'ed:a{ccording to their background and instructional tra«i:ningv'.'ﬂ'v
o Therg_.};é@;ig’ht.His’panic‘j-’kind.erga‘rtners from low income
backgro’und with .Sp’anish»-:é_s ‘their primary ~Iénguage involved in this
L -stu_dy; The fi,ristz_ 9rql§p upf études125',‘?th[ee’ girls and one boy, who had
pare‘nts;vdlun‘wtﬁeer;gg ln the c‘:lassroerﬁ entered kindergarten as
- presyllabic writers.  The second group of students, three girls and
one boy, who did not have parents volunteering in the classroom
. were chosen based on gender and their presyllabic stage of writing.
To prepare the subjects for journal writing the teacher began
an adaptation of interactive jdurn’al writing the second week of
"school. Instead of aH‘owing the subjects to vdraw and write picture

‘on their own the students were read a story in 'which they had to
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~ draw a picture of their favorite part of the story. This adaptation
.was necessary to coincide with the homewbrk read aloud program
a that includes a form of interactive writing at home.
,St,udehtswerievthenasked to describe their picture by writing
- in Spanish about what they drew. -Since this was the first time most
6f these students were asked to write many did not think they knew
-how to write. The teacher explained the different _ways-their |
~ writing mighflobklike’. ~Some students might be writing With a
o variety bf Iett,ers, nUmb,ers“, fbr«»li‘n"gé ‘and curves (scribbles).
- Students were instructed to fo.cQs on what they wanted to say

~- through their writing rather »-than-ftheir-..drawing.

- There were four parent»volunteers participating in this study.
. All are of Hispanic descent and can be considered as coming from
low socio-economic backgrounds. One mother is a single parent,
raising her children with the help df-h.er parents, and she is

. unemployed. Two other mothers are supported by the child’s father
and are not employed.  Only one mother is employed and has two jobs
- for additional income and lives with the child’s father. Two of the

- mothers speak, read, and write English and Spanish fiuently, while
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the remaining two are only literate in Spanish.
| The four volunteers have a varie,ty of training. The mother who
works out of tbe home is a trained bilingual teaching assistant and
has worked with kindergartners for seven years. She has attended
meetings on literacy deveiopm'ent of the young child. Another
mother has been working as a parent volunteer for two years, while
the ‘other two mothers have been volunteers for the first time this
year. All particibants helped in organizing vi/c:rk for the students and
directed small groups instruction.

Parents were first allowed to observe interactive journals
several ti‘mes before béing asked i:o run their own groups of seven to
nine students. During the‘vobser\»/ations the parent volunteer listened
and responded to students’ w‘riti'ng duiing jvournal writing time with
teacher guidance. When responding to 3 journal entry the adult needs
to listen to what the chiid “reads"’in their writing'_andWrites back
to the child based»_on what the ‘.chiid “read.” It is important'that the
' édult does not write down what the’ child says, but writes a
response that buiids upon the ,chiid’s written meésage. Until the

child can read what the adult writes it is up to the adult to mediate

by reading to the child what they wrote. If the parent volunteer was
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unsure of how to respond to an entry, then the teacher would be
o \

available as support.

Read Aloud Homework Program

At this time it is important to explain the homework read
aloud program since this program contains many interactive journal
writing qualitie’s; Once the eight students began writing at home
with their parents the journal writing at school showed much
‘Agrowth and improvement.

In January all pérents were asked to attend an informative
meeting that explained the new homework read aloud program that
their child was to begih receiving. As previously rﬁentionéd, within
this program is a component in which t’he‘stu‘dents are expected to
draw a picture of their favorite part of the story they have heard.
Below their picture the students were expected to write about their
piéture, just like their journal. The parents observed a video taping
of the teacher interacting with se\)eral students as they completed
the homework included‘ in the read aloud program. The purpose of
this tape was to show parents how to allow their child to write
ac;:ording to their ability and asking the child to read what they

wrote. Parents were not expected to respond to their child’s writing
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~in the homework program.
Methodology
~ This will be‘a- case study of h_owtwo groups of students. come
t.o-knowftheWriting-prodes's. - The focus of the study will be the
. students writing growth based on information collecéed in their
:~iﬁt~efactivenj-ournals. “The writing growth of the group of students
. with parent \)olunt’eeré will be compared to the writing grpwth of
_the groUp‘.of'stUdents( without parent volunteers:f,Th‘e students were
e taug‘ht. how to write.in. their journals.in 's-ma‘ll~cooperatiyé .groups of
‘seven to ninestudent%; At ﬁrsfthe;students were shown how to
. draw a picture and wri‘te<éboﬂt:'the‘i:r.“picture; : Student's were given
én example of conventional writing when the teacher responded to-
what the student wrote.
S As-a studeﬁt writes in his/her journal, the teacher is
- observing-how the child writes-‘so that I:iteracy growth can be
assessed. Included in eaéh journal is the rubric of the
 1'c'har'a.c»:'t"e’ristic's} of literacy grow)vth th‘a't helped the assessment of

" each child.

. The data collected will be writing samples from the subjects’
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, interactiv.e j'ourna“ls.’ Students wilil"write- in th,e»ir journals. oné’e a
- week in small grdup instruction. A teacher, assistant, or parent
- volunteer will respond to the chil'd’fsAwriting;; “There were thirty-
three samples from each of the eight student participants, creating
264 journal entries. |
- Type of Analysis
.~ There will bev»twd types of analysis. A quantitative one which

gives each stage of the writing process a numerical value that will
be used toc compare the two groups. :rThere will also be a qualitative

- analysis of student work which involves an examination of the -
~ characteristics disp.rl»ayedz.in/..ychil-dren’s,\),vriting_ samples as they

&

‘progress over time. . ;
For the quaritﬁ:ative»‘analysis, joufnal samples were collected
for eleven months and assigned a score each month. The presyllabic
.stage is given a value of one, syllabic a value of two, syllabic/
-alphabetic a value of three, alphabetic a value of four, and early
‘writer a value of five. Each student will have a total score for the
eleven months, and these scores will be aggregated to arrive at a

group score. - From the group score a group mean will be calculated

for each group. This will allow for a comparison of mean scores for
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- the two groups. - The higher scofe will helpdecide-ify‘parent
volunteering in the classroom influences a child’s written growth. -
For the qualitative aﬁalysis the students will be assessed to
find out what stage. in the writing process each child has reached
: durihg each of the eleven months. Each child will write in their
: journal»approxit’nately three to four times a month. The teacher will
- then choose the best éample for that month to assess written
-.growth according to the new rubric of the characteristics of
literacy growth. ’Charac.teri_sticsa‘vmas’teredyin the writing sample
will determine which stage the,vc‘:'ﬁild‘hés reached in the /writing
process during that particular month.  In other word;};_},p if ‘,the child’s |
- journal entry shows that most of the presyllabic chvaracteristics
~have been mastered and has begun experimenting with syllabic

* characteristics then the child will be placed into the higher stage.
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Chapter Four
‘Analys.is and Results

Data collection begah i‘nJ‘u'ly 1994 and:c.ontinged until May
1995. Data anal’ysié is brgénized'into two separafte subsections:
subjects with pareh‘t‘ volunteers and subjects withdui voluniteers.
These sections shall describe thelliterac‘y’ development of each
child',.i"alé seen in a qualitative and quantitative analysis of fheir
individual intleract’ive jburnals. |

.Through individual intefactive journals a qu"alitati‘ve analysis
of each su;b_jec_ts’v,written growth_will- be ‘pres’ented, to give detailed
- descriptioné of individual ~I’itehé‘¢y: groW£h.' Wlth thié vinfo‘rmation
one can differentiate between the cha_racterisﬁcéx of the five stages
as the child "‘comes to know the Writi’ng proceés.’ This description
will include a q‘uantitative analysis of each child’s final score. A
comparison of the mean scores ‘between the tt:v‘vogroups will be

included in the resuits.

Subjects with Parent Volunteer

J
Diana Macias

Diana had chicken pox in July, so data collection did not b'egin '

until August 15. (see Appendix A) Diana was working at the
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presyllabic stage in whiéh she could distin‘gﬁish between pictures
and words, wrote from left to right and read what she wrote. It is
noteworthy that Diana’s drawings are done with clarity and detail
not seen in other students included in this study. (see Figure 3) On

August 31, while responding to the story Caps for Sale, Diana took

the time to organize the caps according to the different colors like
the man did in the story. Based on the response of the parent
‘volunteer, evidently Diana was describing the part in the story when
the monkeys threw down the caps aﬁd the man picked them up to
organize them. The detailed drawing is significant because it shows
Diana’s maturity of her eye/hand coordination that is nécessary to
copy or write letters that might be neéessary in future writings.
During the next two months Diana remains in the presyllabic
stage as she comes to know the writing process. In September Diana
starts mixing numbers with her letters, but rémains focused on the
meaning her written language is conveying. Once Diana began
.copying print from the environment during November, she quit mixing
numbers with written language and she began experimenting with

the location of the period. In December Diana begins to move into

the syllabic stage since she has been reading what she wrote all
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Figure 3

Writing Sample of Diahé Macias on August 31
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these months.

Diana remains in the syllabic stage from December until the |
end of March. On February 22 Diana writes the words “la” and “nina”
within her entry, thus showing that she is beginning to write
Ietter/sound approximations with more accuracy. (see Figure 4)
With the introduction of lines at the bottom of the page, it is easi‘er
" for Diaﬁa to write from left to right and organize her sentences. In
this sample Diana can go from top to bottﬁm when étarting a new
line.

The effects of the homework read aloud program begins to
spréad intd Diana’s journél writing in Méfch. The sentence pattern
“A mi me gusta Ia»_parte_....v” is still hea\/ily réli'ed updn to begin |
writing, but initial and final consonants/vowels are being used to
spell words that finiéh the sentence starter, On April 6 an adult can
read her entry, thus placing Diana in the alphabetic-'sfage. (see.
Figure 5) In this sample there are invented spelling' and the phonetic
hypothesis as ’a, driving forces to her writing. [‘)iéna’has not |
"experiimented‘much with the period, but in this entryvthe locétion of
the period is correct. J N

In summary, Diana spent four months, August - November, in
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Figure 4

Writing Sample of Diana Macias on February 22
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Figure 5

Writing Sample of Diana Macias on April 6

43



the presyllabic »~stége,=th?eé- months, December - February, in the
syllabic stage, one mdnth, March, in the syilabic/alphébetic stage,

~ and reached the alphabetic stage in April ~_and May. (see Figure 6) At
this poinf Diana needs to use her péfsonal_ voice rather than relying
on the senténce starter énd begin formatting her éentences with the
proper punctuation and spacing between words. ‘B,ased on the
qualitative data collected, Diana reached the alphabetic stage which
is given a numerical value of four in the quantifative analysis.

Angel Salazar

Data collection begins in July through the end of May for Angel.
(see Appehdix B) lh July Angel relies primarily on’his p‘ictures’ to
convey meaning, but is aWare of the fact that he should be reading
his scribbles. Thus Angel knows that there is a difference between
}pictures' and symbolic scribbles as writing, identifying him as a
presyllabic writei. He--begins incorporating letters and numbers in
September and has mastered the left to right directional movement -
when writing and" reading his scribbles. As Angel learned different
letters and. numbers he began incorporatinvg this knowledge into his
writing during September.

Angel remained in the first stage until November 9 in which he
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Figure 6

Literacy Growth of Diana Macias

Early Writer
Alphabetic

Syllabic/
Alphabetic

Syllabic

Presyllabic

July Aug. Sept. Nov. Dec. Jan. Feb. Mar. Apr. May
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~ copied from text in the -envi,_ronment and wrote left to right, placing
him into the syllabic stage. Based on'the response from, the
- volunteer it séems that Angel puts his own meéning'bn,;he‘ written
. print rather than reading what he copied.‘ (see Figure 7) Angel
copied “o do gras a mi ma"’ (“Yo doy gracias a’mi‘ma"ma.ﬂ?’) which
~means that he’s thankful to his mother. Yet accofding to what the -
~ volunteer wrote, he is thankful for lh»is.tathér-bet;ause he takes him
to lots of places. During the following monthsAngeI.practices
 letter/sound ap-prokimationsﬂua-é. 'h‘f'e-com_e.s. to know the phonetic |
- «hypothesis.' In January an‘dv,»Februar‘y one seés more accurate
- drawings, ?furthergrowth wivtﬂh?,peri’gdsﬁ va’nd' lpng»:er, sentences.
Angel makes t'réme'ndous;‘ growth in March as hegrows into the‘
L syllabic/alphabetic Stage.v ‘On :March 28 Angel is putting spaces
--between his words, cén identify and write down initial aﬁd»ﬁnal
- consonants/vowels, ahd,_, begins using invente'dfspelling.; (see Figure
8). This growth m_avyvbe the result of the interaction taking place at
| home with his mother during the homework read aloud p,rogram sin»ce
the teacher has not worked w.ifh’ the students to-‘v‘teach”;them‘ how
to put spaces between their words. |

-~ _Angel only spends one month in this stage before he moves into
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Figure 8

Writing Sample of Angel Salazar on March 28

FAR 28 105

48



the aipha’befic stage during the rvno.ntvhs of April and May. At this
tirﬁe invented spelling is evident as the phonetic hypothesis
becomes the dﬁvihg force when Angél* writes and reads in his
- journal. \Aelthough he is placing spaces between his words, Angel
" needs to work on punctuation and branch away from the sentence
- starter of “A mi me gusta la parte....”
“In Summary, Angel spent three months in the presyllabic s-tvage,
J'u!yv - Septé.mber, four months in the .syliabic stage, November -
February‘, one .month n syllabic/af:phabetic, March, and vachie-v'ed»"che
- alphabetic stagé in April -'May. i“(‘"se_e,Fig'ure 9) Angel needs to
. become moré QWére~'-'of»< grévmmarrules'éuch as misspelled words,
‘capltals, commas, or gquestion marks before movmg mto the early
~ writer stage.. Based on the quahtatlve data Angel has reached the
‘alphab,eti‘c stage which 'is~given-a1 ‘n'umeri_c?al value of four in the
- ‘quantitative analysis.
As with the ‘bthers, Jennifer’s data collection (see Appendix C)
- :_begivns in the...p}re"syllabic-stage, willing to take risks in writing, but
unable to read what she wrote,‘ thus expressing meaning through

| vdrawing-s. Jennifer began reading what she wrote in August, so she
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‘Figure 9

Literacy Growth of Angel Salazar

Early Writer )
Alphabetic

Syllabic/
Alphabetic

Syliabic

Presyllabic

July Aug. Sept. Nov. Dec. Jan. Feb. Mar. Apr. May
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made a connection between her symboﬁc scribbles as a means to
communicate rather than the pictures. During September the
scribbles began taking the form of letters» mixed with numbers. To
facilitate séntence formation Jennifer began copying print from the
classroom environment during November.

In December Jennifer moves into the syllabic stage since she
has mastered all characteristics in the first stage, and could read
what she wrote since August. At this point Jennifer’s sentences
flow from left to right and letters/numbers become her primary
form of written language. In January Jennifer introduced her
personal Voice by writing ‘about'her vacation and what Santa Claué
had given her. (se'e Figure 10) |

When the read aloud program Waé introduced in February there
was a major difference observed in the Way that Jennifer
approached writing in her jouvmal. Jennifer bggan‘» re‘beating.
words repeatedly, sounding them dUt,;tWing;td figure out the right
letter that went with the soun‘ds‘ sh’e‘a was hearing/saying.

On March 3.0' the length of writing grewvt.remendously.. (see
Figure 11) It was not possible for the teacher to write down |

everything she wrote, so it is not certain yet if there is a symbol
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Figure 10

Writing Sample of Jennifer Rodriguez on January 6
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Figure 11

Writing Sample of Jennifer Rodriquéz on March 30
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~ per syllable, but she was"reading‘ what she wrote letter by letter.
The length of this entry is noteworthy since Jennifer is still
struggling as she sounds out letters to decide what to write down.
She spent at least fifteen minutes wfit_ing this entry.
At the beginning of April, ‘d'uring freé explore time, Jennifer
~drew a picture of an ice cream cone and wrote the word “hLaDo”
(heiado). As she wrbte she was interécting with another student
who helped her unders_tand how_ to write this word accurately. This
places her into the syllabic/alphabetic stage since this writing uses
initial, middle, and‘ﬁnal consohants/vowels. The accuracy of the
spelling of this word is important since the 'Spanish “h” vis‘silent. |
At this point the instructor tried to explain to Jennifer that |
she did not need to write so much, but that writing one word was
enough during journal writing time. She struggles so much with the -
phonétic Hypothesis when trying to wfite that Jennifer migh't feel.
‘more success if she could write one word accurately rather thén,a
sentence that did not make sense. But Jennifer c—hosé to write
- complete sentences, souhding out every step of the way.
On -May’18 Jennifer wrote with fremendoué accuracy \in her

entry when working with a volunteer. (see Figure 12) This entry»i’s '
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Figure 12 |

Writing Sample of Jennifer Rodriquez on May 18
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in response to thé' story 'll Love You »Egrgvgr and Jehn’ifer.’s- favorite
. part was when the motherrrdcked the child back and forth, back and
L forth. ln"J.enniferfs "writ.ing she éccur'ately writes the word “lo” and
comes vefy close‘ to the spelling of “AfuIIB”.'(-a.rullaba). She seems
“to have Written three separate sentencv:es,’-»as there are two periods
at the end of the lines, thus she iszcomingfto know how to use the
* period.
In sumrﬁary,‘ Jénnifér r"e‘ma’inevd in the presyllabic stage for
- four months’,— Julyv - November,fspent four months in the syllabic
. stage, ,Decembe-r-March,i‘ a-h.»d\re_ag'ihed the begih»nings of the
_éyllabic/alphabet-i:c stage in April and May. (see Figure 13) While
- Jennifer ccntin‘ues to -'come tb kn.ow th;e"-ph'o’netiic hypothesis she o
‘ 'néeds to becomé’ mofé aware of letter and number reversals.
‘,Acéording to the qualitative data collected »’Jen.nifer' reached the
. syllabic/alphabetic stage, Which_,\is given a nu'merié:.al,\}allué of three
‘in the quantitative analysis.
“Vivian Garciz o
From‘ the data collection of Vivian (see Appendix D) one can see
. that she-bégins'»as’* é’ ‘high presyilabic writer who has aiready come to

know several characteristics in the writing process. She can write
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Figure 13 |

Literacy Growth of Jennifer Rodriquez

“Early Writer
- Alphabetic
Syllabic/
Alphabetic ‘ '
Syltabic o—tp——
Presyllabic s /
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‘with lettérs“ in a left to Aright directional movement, distinguish-
between pictures and written language, and reéd back what she

| wrote. There.ié nf6 evidence of scribbles, nor Vdoé‘s Vivian mix
letters and humbérs. | She- has.‘alrea‘dy‘ initevmalized this information
and knows the proper time to use these skills.

So it is no surprise that by September 21 Vivian begins to use
the phonetic hypothesis to»form words like Pe‘RO,V (perro), and GADO,
(gato), as she identifies her pictures, .placing her into the,s‘yliabic»
stage. (see Figure 14) In this sample Vivian cbpied words andf
sentence patterns from__exarhple# to wfite “AMIME...,”-whic;h"
demonstraies that she is coping the fbéginhing of rﬁy sentence “A mi
me ...." |

Much indebendént growth is seen on Novérﬁber 9 when Vivian

" begins w_riting on her own: UioDGrasArturo, (Yo doy*'graéias- a
 Arturo.), inODGraSA miMaMa, (Yo doy gracias ami | | |
| ~ mama.), JOLED GrsA A MiPaPa, (Yo le doy grac_ias a »rhi papa.). (see
‘ »Figm'e 15) ‘In“ thisentfy Vivian has written three complete |
sentences that can be read by an adult without ViVién’s help,
thus placing her as ».a high syllabic/alphabetic writer.

Since the rest of the journal entries are a combination of
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Figure 14

~ Writing Sample of Vivian Garcia on September 21
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phonetics and copying Vivian was not piaced into the alphabetic -
stage until her December éntry. Evidently thé phonetic hypothesis
was the driving force behind her written language as one can hdw
read what she wrote and the period is being placed in the proper
Iocétion,

Vivian remains in the alphabetic stage from the months of
December through February. | During this time she demonstrates all
characteristics in this stage except the usage of her personal voice
in her‘ writing. Vivian is beginning to self-edit while struggling
with words she dbés not know, and éhe bécomes aWare vof ‘wo'rds that
she spells ihcdrrectly. .'Vivian can iéad whét the teacher writes to
. her and responds to the question.

Vivian did not move into the next stage'sincé she hés not
broken away froni the sentence starter of “A mi me gusta Ia'-partje-._..."’ |
and needs to use more of her personal voice-*ir"\v-her writing; She only
broke away from the pattern ‘on‘c'e,‘on March 2, when she was placed
into the early writer stage. During the ‘mor‘xths of Mérch through May
‘Vivian’s writing gréw With clarity as she began using spaces
‘between her words ahd used complete sentences to co.nvey her

thoughts.
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In summary, Vivian remained in. -th'e_ presyllabic stage for two
‘months, July - Augu‘st,’ spe.nt .,‘onlyone'm‘ont'h‘ “in‘-the syllabic-stage,
- .Svept'e‘mbber, and ohe month in the.syliabic/alphabetic stage,
Nermber,- speht three montHSii»n the alphabet'iC»-stage\,'»f December -

- February, and was the only.one to achieve the early writer stage in
. March - May. (éee Figure 16) Based on the qualitative dafarcollected
;IVi‘vian reached the early writer s,tage,.Whi»ch is ~gi_ven ré. numerical
value of five in the quantitative analysis. |

As previousiy mentibned iﬁ"éha,pter. three, the quantitative
- analysis was‘attained by»splaging a numerical value on each stage in
the rubric. This formed as‘calé from oﬁe to five. During the six
months of data collection, all students showed growth »in-t.vhe wr‘iting
process. (see ’fable 1) This table shows -the«-beginn‘ing:and-endihg- '
. mjmerical value of each stage-that each subject attained and the
difference between.fhe stages. |

Vivian shows the most growth 6vér the year by reaching the
-.eariy'wvriter.stage’;-* There is a difference of a positive fourf‘(+4)
'between the initial and final stages. ' Diana and Angel are both

- strong alphabetic writers, which shows a difference of a positive
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Figure 16

Literacy Growth of Vivian Garcia

Early Writer
Alphabetic

Syltabic/
Alphabetic

Syllabic

Presyllabic

July Aug. Sept. Nov. Dec. Jan. Feb. Mar. Apr. May
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Table 1

[

Literacy Growth of Students withrParen't Vol‘unteers

- Student Initial Final Difference
Stage Stage
Vivian Garcia 1 5 +4
Diana Macias 1 4 +3
Angel Salazar 1 4 +3
Jennifer Rodriguez 1 3 +2
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thr_eé (+3) between the initial and ﬁnal stages. Jennifer has -
achieved the syllabic/alphabetic stage, which is a positive two (+2)
between the initial and final stages.

Subjects without Parent Volunteers

- Krystal C»crona
During data colle,ction' (see Appendix E) Kryvstal_ remained in the

presyllabic stage for two months.‘ She could distinguish between
drawing and written language, ‘write with scribbles and letters from
her namc, but her drawings were what she read to convéy mességes
to thc reader. During t,hese‘mOnths evidently Krystal can wfite from
left to right and mix nunﬁbers in her writing once she broke away
from writing her name as a representation of her writteri
communication. |

/In September Krystal wcrked, with parent volunteers 'chat were
being trained'in"interactive journal writing by the instructor.
Unfortunately Krystal would hot take a risk in writing in herjouinal
until she worked with the bilingual assistant on September 22.» (see
Figure 17) In this sample Krystal used invented spelling to write
i the word CAVAIO, (caballo), to label her picture. Krystal is now

beginning to represent the sound/letter correspondence of
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Figure 17

~ Writing Sample of Krystal Corona on September 22
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initial and final consonants and vowels v‘yhic‘h places her beyond the
syllabic stage and into the syllabic/alphabetic stage. There is a
lack of evidence that Krystai has cop_ied text from the environment,
but her letter/sound approximations are more accurate and the final
entry of fhe month shows a written symbol per syllable in a word.

Krystal continues to eXpIovr‘e the phanetic hypothesis as she
builds into sentence/pattem Writing and copying print from the |
environment. .On November 28 she copied a previously taughtv
sentence pattern, “A mi me gusta....,” to form the sentence: “A Ml
me Gusta estAB PSCaDo,” (A'mi me gusta cuando estaba pescando.) |
(see Figure 18) Durihg most of Nov_e'mber ‘K:rystal is copying my
examples, but on this session she was responding to the story
Hiawatha and was not able to look at an example. She may be
building on her pkevious entries by copying this sentence pattern and
finishing with her own words. -

- During the months of December and JanUafy,Krystal moves info
the alphabetic stage, as she is experimenting'With‘ punctuation,
using the phonetic hypothesis as the driving force‘ in writing, begins
to use spaces between words, and an adult can read what she wrote.

On February 16th Krystal wrote a sentence that did not follow the |
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Figure 18

Writing Sample of Krystal Corona on November 28




sentence starter, but communicated a complete tﬁought that
accurately described her drawing. (see Figure 19) Sini;e her
personal voice is being used in her Writing she was placed into the |
eariy writer stage. In this $ample she can placé the proper spacing
between her words and has mastered thev location of the period.
Krystal is also ab_le to read what the teacher writes to her in the

- journal. | | |

During the mbnths that follow, Krystal grows in forming a
beginning, middle and ending in her sentencés and there are very few
misspelled words. Krystal can use the 'co_mma and accents properly
when requnding to my questions. She Qses a capital letter at the
beginning of th‘e, sentencé starter, but heeds to transfer this |
knowledge When she begiﬁs the sentence with her own words.

In summary, Krystal was in the presyllabic stage for two
months, July - August, skipped to the syllabic/alphabetic stage for
three months, September - November, remained in the alphabetic
stage for two months, December - January, and achieved the early
writer stagefof four months, February - May. (See Figure 20) Atv
“this point Krystal needs to become more aware of punctuation and

misspelled words. Based on the qualitative data collected Krystal
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Figure 19

Writing Sample of Krystal Corona on February 16
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Figure 20

Literacy Growth of Krystal Corona
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reached the early ,writer‘stage, which is given é‘numerical value Qf
five in the 'quéntitatrve analysis.
Naney Vaca

Nancy’s data collection (see Appendix F) shows that upon
entering kindergarten Nancy has already come to know several
characteristics of the presyllabic stage. She can distinguish
between pictures and written words, uses scribbles to convey
meaning, and can read what she wrote. During August Nancy’s
- scribbles form letters as she begins to mix letters from her name
into her journal writing. There is only one entry in September since
Nancy missed much school when her mother had a baby and could not
bring her. At this time Nancy wrote with letters, but would not read
whaf she wrote for the parent volunteer.

In November and December Nancy is copying print from the
environment and secures the left to right directional movement, |
which places her in the syllabic stage. At this point Néncy has shown
that she has maetered all the characteristics of the previous stage,
but need to focus on Ietter/éound approximations. Nancy relies on
copying text from past‘ entries or the environment.

In January Nancy began writing more and using a written
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symbol per syllable in a word, but it became apparent she needed
more structure in her journal to know where to continue writing
when completing a sentence and going onto another page. (see Figure
~21) Nancy begins wﬁting in the proper plaée, but when she runs out
of space she writes above her sentence, unsure of where tb go to
complete her thought.

In February Nancy secures letter/sound approximations and
grows into the syllabic/alphabetic stage. As Nanc\y is coming to
know the phonetic hypothesis she is using initial and final
consonants/vowels in her invented spelling of unknown words.

'On March 31 an adult could read what Nancy wrote without
clarification from her, plécing her into thealphabetic stage. (see
Figure 22) In this sample the phonetic hypothesis is her driving
force as she writes “A mi m Gusta cuanDo Ellos FUrERN a matar a La
MoDRSa." (A mi me Vgusta cuando ellos fueron a matar a la morsa.) It
is difficult to know if Nancy is putting spaces between hef words
and she has not used her personal voice in her writing.

In summary Nancy was in thé presyllabic stage for four
months, July - October, syllabic stage for three months, November -
January, remained in thé syllébic/alphabetic stage for only one

(¢
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Figure 21

Writing Sample of Nancy Vaca on January 11
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Figure 22

Writing Sample of Nancy Vaca on March 31
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month, February, and achieved the alphabetic stage for three months,
March - May. (see Figure 23) Further journal entries need to show a
greater focus on proper usage of punctuation and spacing between
words to facilitate reading of what she wrote. Accordir;g to the
- qualitative data collected Nancy reached the alphabetic stage, which
~is'given an numerical value of four in the quantitative analysis.

Parti

As data collection‘(see Appendix G) began Dania was unwilling
to take-a risk in writing and,' at ,times, could not bring herself to
even draw a picture, placing her into the presyllabic stage. Although
Dania did not progress further than the. firs.:tis’tage,, August was a /
better month for Dania, as she began interpreting her pictures, |
wrote her name, and used drawings in her written language. |

In Septerv’nber Dania’s presyllabic writing skills continue to

‘grow as she incorporates letters and-numbers when writing and
-begins ,fo experiment with writing from left to right. On November
28 Dania wroté a longer sentence using the left to right directional

movement, but writes from bottom to top instead of the

conventional writing of top to bottom. (see Figure 24) While Dania
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Figure 23

Literacy Growth of Nancy Vaca
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Figure 24

Writing Sample of Dania Partida on November 28
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is mo'ving into the next stage, she étill has ndt Copied text from the
environment énd cbntihues to read her» pictures rather than what she
| wrote. It is not vvcertain whether Dania has made the distinction
between drawing and writing.

Durihg the months of December through February Dania can
distinguish between her drawings and written work as .she reads her
words rather than the picture. AIthough‘Dania has not copied text
from the environment she moves into the syllabic stage since she
has begun to experiment with the period by placing it at the |
begyinning of the sentence rather than at the vend, and can read back‘
what she.wrote, following a left to right directional' movement. In
these entries Dania is beginning to use a written symbol per syllable
in a word, but needs to work on letter/sound approximations.

The only time in which Dania copied text was on March 9th, in

which she copied from the story Mama, Do You Love Me? in English.v

Upon reading what she wrote Dania read her sentence in Spanish
rather than English. By the énd of March Dania has masfered the
location of the peridd, vbut has not come to know the phonetic
hypothesis well enough to write letter/sound approximations

accurately.
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During April a’nvd May Da’niabontinuesto- work in the syllabic
stage as she struggles with identifying the correct letter with the
sound she-he‘ars in her sentence. On May 22 Dania com*pletea her
first sentence, but f-oi' some reason was not satisfied and erased
what she wrote. (_se‘e Figure 25)‘ln1 this sample Dania seemed't'o-'have,
- placed the period‘,incorrec‘tly, but this could have been caused
because she was tired as she worked for qdite:a’whilez on her

B seﬁtence. In previous entries the.lvocatlion of the period is correctly
- placed at the énd of her sentence. |
In summary, Dania spent five months in the'.-preSyIIabic_,stage,
July - _NoVember, and:six months in the syllabic ;staﬁge,.»De’cemBer -
- May. (see Figure 26) -Dania.needs.\to,,,be,given ‘more time to
~ internalize the phonét;ic hypothesis.so that she can write the correct
letter according to the sound she hears. - Based on the qualitative

~ data collected Da‘n‘ia.reached the syllabic stage, whic.hv.is-.given a

‘numerical value of two in the quantitative ‘analysis.

" David Cal
uDavi.d,’s data collection (see Appendix i'H).sh»ows'.that when he
~entered ki.ndérgarten he was working in the presyllabic stage in

which he was writing with letters and read back what he wrote. In
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Figure 25

Writinq Sampie of Dania Partida on May.22




» Figure 26

Literacy Growth of Dania Partida
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August he started to write his navme, but when asked to read what
he wrote David described his drawings rather than reading his name.
Thus one is unsure if David knows the difference between his
drawings and written language at this time of the year. During
September David pulled away from writing his name and mixed
letters with numbers. In many entries it seems as if David is
writing upside down.

On November 10 David copied the teacher’s wntmg example “A
" mi me gusta eI pavo.” but changed one word to write “A Mi Me GuSta
Mi Pavo.” (‘see Figure 27) This sample demonstrates the David
can write from left to riéht and retvurn' to ‘start a new line following
the correct conventronal way of writing from top to bottom. In this
entry the parent volunteer interacted with David when responding tov
hlS writing, so it cannot be deterﬂmlned rf David read back what he
wrote according to the copred text ‘Another unique feature about
this entry is the way that David chose to draw on the left page and
wrote on the -following page.

In December and January David grows into the syllabic stage
as he is reading his writing rather than his pioture which shows that

he can distinguish be'tween dra'wing,and writing. From January
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 Figure 27

Writing Sample of David Cabrera on Novvember 10
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through March David experiments with the period while he continues
to come to know the phoneti'é hypothesis.

During April and May David stru'gg'ies as he tries to write the
correct letter with the sound he hear; ih his sentence. On May 22
the teacher took dictation on the opposite page to determine if David
can place a written éymbbl per syllable in a word. (see Figure 28)
There might be too many symbols (“LatEFtsa Arir”) than the meaning
that David attempted to commuhicate (“Salio la luna.”) Yet the
picture‘ he drew supported what he read. When asked to respond to -
the teacher’s question David could not sound out the word “amarilo”
phonétfc_a!ly when the teacher éttempted to facilit‘ate'in letter/
sound approximations. David .wrc'»tvé “ARNC” for the word “émari!lo.”’ :

In summary David spent ‘six'm’on’ths in the presy!labic stage,
July - December, and five months m the s‘yllabic stage, January -
Méy. (see Figure 29) David needs to continue to practice writing a
syrhbol per syllable as hé grows into letter/sound ‘approximations.
According to the qualitative data collected David éttained‘ the
syllabic étagé, which is given a value of two in th.e"_qu‘éntitative |

analysis.
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- Figure 28

Writing Sample of David Cabrera on May 22
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~ Early Writer -

Figure 29

Literacy Growth of David Cabrera
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As with the previous‘ group of students, each stage has been

“given a numerical value of one to five for the quantitative analysis
of the data collection. During thé eleven months of data-collection
all students show growth in the writing process, (See Table 2). This
table shows the beginning and ending numerical value of each stage
- that each subject attaihed and the difference between initial and
final stages. -

Krystal achieved the most growth by reaching the early writer
stage. There is a difference ‘of a positive four (+4) between the
initial and final stages. Nancy is‘wo’rking in the alphabetic stage,
thus showing a difference of a positive three (+3) between the
initial and final stages. :Daniaand David show the least amount of
growth, reaching the syuabic stage. This is a difference of a

~ positive one (+1) between the initial and final stages.
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Table 2

Literacy Growth of Students without Parent Volunteers

Student Initial Final Difference

Stage Stage
Krystal Corona 1 5 +4
Nancy Vaca 1T 4 +3
Dania Partida 1 2 +1
David Cabrera 1 2 +1
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- Results’

How does parent VOl’unteering in the classroom influence a
child’s literacy growth thlf.oug.h*inter”ac;tive journals? In the
- quantitative analysis of the two groups, one can note that the
- students with parent volunteers reached an average score of four.
This score was obtained by adding the numerical values -of each-
“stage, which totaled sixteen. This number was then divided by four,
o which‘cc’)rresponds to the number of participants in the study. Thus,
achieving an average scare>~ﬂof foiga:,. which corresponds to the - -
-alphabetic stage. |
- The s,tuden\ts'withodt parent,‘vol_zu’nteers reached an average
~ score of »3.25,-which-Was v'obtainedvby édding .the.*-num“eric.a'l values of
each stage, which'totaled:thir'teen.,«:;;This.-:numb-er.was then divided by
‘four, the amount of participants in the study. This an average scbre
of 3.25 was reached, which corresponds to the syllabic/alphabetic
stage.

Based on the quantitative' data »a student attains greater

written growth when a parent volunteers in the classroom than the
student who does not have a parent volunteer. This is determined

because'the_ alphabetic stage is higher than the syllabic/ alphabetic
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stage. Thus, the results Suggest,t_ha':c the students with parent
volunteers .showed greater -Iiteracy.grfowth than‘thé students who
. did not have their parents volunteering in the classroom.
When comparing t:he_qualitative’;data‘ collected there are
- differences found between the two groups. Those subjects with
parent volunteers wrote sentences that were more complex and
“longer. For 75% of the subjects, an adult could read what was
“written without the child’s mediation. These children could use the
phonetic hypothesis to (write with accuracy and left proper spacing
‘between their words. The orie’ éh_ild who was-unable to accurately
identify letter sounds;in;jodrnal. e‘ntries was verbally ‘sounding out
words as she wrote. . Fiﬁ;y pérce.nt;,bf the students with parent
- volunteers can identify and.discuss a mis;cake, in spelling and begin
. to self-correct their errors. This skill was not seen in the group of
students wi‘thout parent volunteers.
When comparing the group without parent volunteers only 50%
of the subjects could write complex and long sentences. As with the
~other students, the:invented spelling was accurate epough to be able
to read what these two children wrote, but it was more difficult

since neither used proper spacing between words. - The remaining
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.50% of the students were still struggling to write a sound/symbol

per syllable and _we'réunable to ,idé;n]:ify _the_;propelr- sound for a letter

~inaword.

~ These i‘q:uali.t»ative findings suggest that the subjects: with a

| -'parentVolunteerare: further along in the writing process than the |
- subjects who did not -have the"ad-ditionai- supportsof--a;parent

- volunteer.  This is determined based on the percentage of students
- that were able to write sentences that an »ad,ult ‘could read without

mediation from the child':?Another.‘fac-tor that supports these

findings is the ‘ability of d!scussmg and idéntifing;errors-,made. in a

- journal entry that thef,studehts».with aVéIunteer were able to do.

| This skill was not:seen in the journal “entries of the students who

did not have a volunteer in the classroom.
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Cha“pt'erfFive
Discussion
Interpretati
This study focused on the parent/student groups and their
‘influence on students’ interactive journal writing. According to the
- basis of Cortes’ Contextual Interaction -Model, a parent worked in the
classroom regularly which gave them the opportunity to socially
“interact with teachers,'parenté, and other students. Through social
“interaction in the schootl context the parent gained insights and
-knowledge of howr-theirr‘-c‘hild came to know reading and writing.
Based on the data collected, as:the parent’s understanding of the
writing process grew there was a-positive effect on the interaction
~between the child and parent.
- While the parent interacted with a variety of people, the
student’s qualities were also being affected. The child grew through
their social experiences between the teacher, students, and other
adults. The child’s knowledge about Wr.itten communication will
. also be affected as they learn another way to Aconvey an idea or
thought to another person.

To show that parent volunteering helped a child’s writing
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growth, this study compared \th’e written language growth of two
- groups 6f four students in which one group had a parent volunteer
~ and those who did nb‘t‘ have a parent volunteer. The quantitative

| data was used to clarify Wriytten» growth based on the character-

- istics of literacy growth that were organized into five stages and
I Jgiven».a numerical value.  Based on the quantitative data the students
“with parent volunteers were writing at the alphabetic stage, .which»

" |s higher than the.éyllabi‘c/alpha,beti.c stage achieved by the students
- without 'p,arént volunteers. This result implies that when a parent
‘~VOIunteered«in the c':lassrdb_m there was anfifnpact' on their child’s -
writing growth’.».»f »:(Se'e’?ITab.é 3)
©Upon :interpr.,etatibn o:.f:st_:h:e«‘q.ualit«ative data collected from the
.. student’s journal writing differences can be seen even between two
- . students that reached the same stage. The jqurﬁal' entries allowed
- one toidentify the characteristics within a stage that each child
. has mastered.
| For 'exampl'e,» when comparing Vivian’s and Krystal’s April
- journal entries (Se’e F»iQUre 30) the qualitative differences show that
~-Vivian’s mastery of the early writer stage'is highér) than Krystal’s.

" 'While both children are using spaces between words Vivian's spaces
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Subjects- ~Numerical - Final

Value Stage
Students with Parént Volunteers 4 alphabetic
Students without Parent Volunteers 325 syllabic/
_ alphabetic
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Figure 30
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April Writing Samples of Vivian Garcia and Krystal
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- are more distinctive. vln futuré entries ’Vi\/ian continues to use the
spaces while Krystal frequently writes words close together. A
major difference is that Vivian“haﬁs started self-correcting her
words when she misspells them, a skm that has not. yet béén shown

| | by Kfystél; | | |

Whilé‘ both groups did make literacy growth, the group who had
- a parent vo’lunteéring in the classroom showed greater growth th‘an
the group who did not have a parént volunteering in the classroom.
As previously men‘tio‘n'ed, ‘t'he quantitative data showed a .75
difference between the tWo groups, whi'qh can be significant when
one analyzes the levei e_ach. group attéined with the stages. The
group of students that were working in the s‘yllabic/alphabetic stage
were at the very beginning of mastery of this stage. It is during this
stage that thé child comes to know thé phonetic hypothesis which is
a key factor in the writing process. Since }he group with parent
volunteers had mastered this skill, and were working in the |
alphabetic stage, they were able to write with more clarity and

complexity. Based on this result one can conclude that when a

parent volunteered in the classroom it had a positive effect on the
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- -child’s writing growth.
‘This is further supported inv the qualitative analysis of the

. results. As seen when examining the qualitative‘ characteristics of
- Vivian’s and Krystal’s writing growth it becomes apparent that the
- differences within a stage can be significant. Krystal needs t6
- master skills that Vivian has alreédy come to know within the early
writer stage. It can be concluded that the qualitative differences
between the two groups showed a positive effect on a éh-ild’s
- writing growth when they had a parent volunteering inthe .
_classroom. R e

mplicatio

The‘se conclusions showed that literacy growth was facilitated

when a parent volunteered in'the ‘classroom. Based on these
conclusions drawn from the results we may speculate that students
do betterin 'i.ntera.cti\/e-journals when their parent volunteers, than
when they do not volunteer. This positive correlation between
parental involvement and Iiteracy growth implies that as educators

~we need to involve parents as much as possible in the educational
L procéss. If a parent is unable to spend the time as a volunteering in

the classroom, then alternative methods of involvement can be
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‘suggested that would encourage the parents to supportf what is being
taught in the cIasSr.oom. |

’While there was a positive effect of voiunteers on their child’s
. writing growth, one needs to keep in mind the data collected on
»»Krysta.l who was able to achieve the early writer stage without a ‘)
- .parent volunteer in the classroom. Vivian was abie to benefit by her
- mother working with her in the classroom, whereas Krystal’s major
writing interaction was with the teacher. This brings to focus the
role of the teacher and the difference a teacher can make |n a child’s
literacy growth. : While .Krysta-l hé»d; strong support,.from'home, her
‘writing growth seemed to have‘vbeen facilitated through the
interactions she had with th'e.,;clajssroc‘)m.teacher.‘

In summary, while writing growth is facilitate through
. interactions between the teacher and the student, when one gets the
parents to become more involved in the. writing process it was
- shown that there was a greater impact on a child’svwritingtgrowth

than when the parent did not volunteer.
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Appendix A

Writing Samples of Diana_Magias
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Journal Entries of Diana Macias

November 10, 1994 & December 09, 1994
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Journal Entries of Diana Macias

January 06,1995 & February 22, 1995
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Journal Entries of Diana Macias

March 29, 1995 & April 06, 1995
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Journal Entry of Diana Macias

May 17, 1995
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Appendix B

Writing Sampl f Angel Salazar
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Journal Entries of Angel Salazar

July 12, 1994 & August 1 5, 1994
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Journal Entries of Angel Salazar

September 28, 1994 & November 09, 1994
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~ Journal Entries of Angel Salazar

December 09. 1994 & January 11, 1995

vm\l“

,:I?”H

ooty
.......

_ : _
R

v.. {
%-

-
BN

&
. &
f

d

¢

{

“““m.,
T,
p
Y
-:l'..
3 l\ . . - -
e
‘.‘ v .

-, o
ke i
it _

-~
-
-

imy L,

St e
oy
il
Tinne sy g g T

N
"o,
2

rate Lol
LS TEN Taenin -y
S

~.

Ne gtan Veslal
pegeinns b estab.,

_’-“j~\\_ -~
|
\}
\\ ,\)
5 v
f—\“jg
- / -.‘*e2
/\
i
-~
S
S
"
: O
i



oLt

Journal Entries of Angel Salazar

February 15, 1995 & March 28, 1995
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Journal Entries of Angel Salazar
April 07, 1995 & May 15, 1995
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Appendix C

Writing Samples of Jennifer Rodriguez
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July 15,1994 & August 31, 1994
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Journal Entries of Jennifer Rodriguez

September 20, 1994 & November 10, 1994
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Journal Entries of Jennifer Rodriguez

December 09, 1994 & January 06, 1995
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Journal Entries of Jennifer Rodriguez

February 16, 1995 & March 30, 1995
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Journal Entries of Jennifer Rodriguez

April 03, 1995 & May 18, 1995
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Appendix D

Writing Samples of Vivian Garcia
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Journal Entries of Vivian Garcia

July 19, 1994 & August 28, 1994
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Journal Entries of Vivian Garcia

, 1994 & November 09, 1994
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Journal Entries of Vivian Garcia

December 08, 1994 & January 06, 1995
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Journal Entries of Vivian Garcia

February 22, 1995 & March 02, 1995
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Journal Entries of Vivian Garcia

April 06, 1995 & May 17, 1995
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Writin mpl f Krystal Corona
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Journal Entries of Krystal Corona

July 13, 1994 & August 30, 1994
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Journal Entries of Krystal Corona

September 22, 1994 & November 28, 1994
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December 09, 1994 & January 12, 1995
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Journal Entries of Krystal Corona

~ February 16, 1995 & March 30, 1995.
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- Appendix F

Writin mples of Nancy V.
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- Journal Entries of Nancy Vaca

July 13, 1994 & August 30, 1994
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”;j:paragraphs contaln 1r1elevant 1nformat on/ that 1deas ar'

-}Relatlon, by descrlblng to the stud ts_that some of thelr f':‘”

_funrelated to the toplc 1deas, and that:the subject of thelrjﬂhb

‘*ffrwrltlng is not con51stent w1th'twe focus and purpose of the,f' o

”fpaper The last max1m, Manner can»be’twjght by show1ng

"fstudents that some of thelr sentences 1n the paragraph do

-not make any sense Teachers can ask students to organlze

fffldeas 1n a clear,:orderly,vand loglcal manner so that

(readers can understand what message they'are trylng to

'?convey w1thout dlfflculty All these teacglng act1v1t1esgy‘f¥ff

‘thbe done w1th the help ofloverhead prOJectors or by

':f_fdlstrlbutlng coples h

amples of 1ncoherent wr1t1ng to

i}'fstudents and explalnlnH why and how the texts are

~71ncoherent Teachers can also have students s1t 1n groups

'?“Thls klnd of ,

jifor students

5 Flnally,vthrough the app11Catlon of the knowledge of

”d?the Cooperatlve Pr1nc1ple, students w1ll also be able to‘

"ﬁwrlte "effectlve essays" rather than just "grammatlcally

7hcorrect essays n Effectlve essays are ones that gulde

wrﬁireaders along coherent llnes of thought and bulld step by

'tfstep, on shared knowledge to enlarge thelr readers'?l*

Efunderstandlng
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