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SECOND LANGUAGE READING INTERVENTIONS AND 

SOCIO-ECONOMIC STATUS: 

A REVIEW OF THE LITERATURE 

Sara E. Alarie 

INTRODUCTION 

Second language reading acquisition is a relevant 
research area for both academics and educators. Researchers have 
been investigating the processes by which children learn to read 
in their first language (Ll) for decades. Research into how children 
learn to read in their second language (L2) is more recent. Less is 
known about the cognitive processes L2 children use in learning 
to read, let alone to what extent the techniques used to remediate 
children learning to read in their Ll hold true for L2 learners. 
Correlational and intervention research with monolingual English 
children has repeatedly demonstrated that phonological awareness 
(PA) is related to reading achievement (reviews in Adams, 1990; 
Ehri, Nunes, Willows, Schuster, Yaghoub-Zadeh, & Shanahan, 
2001). 

PA is the ability to perceive and manipulate the sounds of 
spoken words (Goswami & Bryant, 1990). The importance of the 
development of PA is ubiquitous in the scientific study of reading 
(Ehri et al., 2001). Phonemes are the smallest units into which 
speech can be divided (Scarborough & Brady, 2002). For 
example, the word bat has three phonemes: /b/, /a/, /t/. Evidence 
abounds that PA interventions for children with low PA help to 
remediate their reading skills in the Ll (e.g., Blachman, Tangel, 
Ball, Black, & McGraw, 1999; Torgesen, 1998). Research 
evidence also exists for the transfer of PA between Ll and L2 
(Comeau, Cormier, Grandmaison, & Lacroix, 1999; Durgunoglu 
et al., 1993; MacCoubrey, 2003). 

Given the linguistic diversity of Canadian classrooms and 
the prevalence of French Immersion (FI) as a programme of 
instruction (Statistics Canada Census, 2001), it is of increasing 
pedagogical importance to ensure teachers are equipped with the 
best techniques to ensure all children are aided towards literacy. 
The little research which has addressed the efficacy of reading 
interventions conducted with L2 students has not explored the 
relationship between SES (socio-economic status) and 
remediating reading skills. As SES can be related to the amount of 
home support caregivers provide their children this variable could 
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change the ability the children have to respond to L2 PA 
interventions. There is a paucity of research investigating the 
effectiveness of PA interventions for L2 learners, specifically 
whether such interventions are more effective conducted in the Ll 
or L2. 

In order to address the issue of how to remediate reading 
skills in L2 learners with low SES, this paper presents brief 
discussions surrounding the importance of PA in learning to read, 
success with PA interventions in Ll populations, the importance 
of early interventions, and the transfer of PA between Ll and L2. 
Studies which exist on the topic of PA interventions in L2 are then 
presented with an analysis of the need for increased research in 
this area. Finally, a synthesis of existing literature relating SES 
and reading is presented. 

IMPORTANCE OF PA IN LEARNING TO READ 

Ehri et al. (2001) noted PA involves the isolation, identity, 
categorization, blending, segmentation, and deletion of phonemes. 
They reported the results of a meta-analysis of the National 
Reading Panel which was assigned the task of investigating the 
effectiveness of various approaches to teaching Ll children to 
read. Fifty-two studies that had been published in peerreviewed 
journals were investigated and the report found that PA can be 
taught to at-risk students. Moreover, it was found that increased 
ability in PA improves reading skill. Experimental studies which 
gave PA instruction to students with a control group receiving 
non-PA instruction were also investigated. The metaanalysis 
found PA helped various groups of children including at-risk 
readers, Kindergarteners, first graders, children with low SES as 
well as children with mid-high SES. PA instruction was more 
effective when taught in small groups and was also one of the best 
predictors of how well children eventually learn to read. In short, 
a great deal of research has found PA instruction makes a 
significant contribution to reading acquisition for many groups of 
students. 

IMPORTANCE OF EARLY INTERVENTIONS 

Research indicates that it is best to intervene earlier 

rather than later if a child is having difficulty learning to read. 
Stanovich (1986) coined the term Matthew effects to describe the 
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fact that those children who initially show difficulty learning to 
read are likely to continue to experience difficulties. His synthesis 
of the extant literature found that often the children who initially 
show difficulty tend to fall behind ('the poor get poorer') and many 
of those students that begin strongly generally experience success 
in reading ('the rich get richer'). Either through induction or direct 
instruction, a beginning reader must learn the alphabetic principle 
(the fact that letters map onto units of sounds). Stanovich (1986) 
pointed out that those students who have initial difficulty breaking 
the sound-to-spelling code become exposed to less text than those 
who break the code. Moreover, automaticity and speed are 
compromised in these readers in difficulty and their reading 
progress slows and does not usually catch up to their peers who 
did not display initial difficulties. 

Shaywitz and colleagues conducted a longitudinal study 
that followed children from Kindergarten through the ninth grade 
(Shaywitz, et al., 1999). Their results indicated that once children 
begin to fall behind in their reading, as early as second grade, they 
rarely catch up to their peers. The children in the study came from 
a cohort of children representative of those entering public 
Kindergarten in Connecticut in 1983. It is noteworthy that most of 
the children considered at risk in early elementary grades were 
given a variety of special educational services and these children 
still did not catch up to their peers in reading ability. Noticeably 
absent from the educational support given to the children was any 
systematic and explicit form of PA intervention. The help the 
children received was found to be inconsistent and brief 
(Shaywitz, et al., 1999). 

Blachman, Tangel, Ball, Black, and McGraw (1999) 
investigated a PA intervention targeting low-income inner-city 
children. In their study 159 Kindergarten children were assigned 
to either a treatment group which received a PA intervention 
which lasted I I weeks or a control group. Prior to the intervention 
there were no significant differences between the groups with 
regards to race, age, SES or developmental level. In first grade, 
teachers implemented PA activities and also emphasized 
alphabetic code instruction for the treatment group. At the end of 
first grade the treatment group children outperformed the control 
group on measures of PA, letter sound knowledge and word 
recognition. 

Other researchers have found that PA interventions can 
help Ll children having difficulty learning to read. Wagner, 
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Torgesen, Laughon, Simmons, and Rashotte, (1993) studied a 
cross section of 184 Kindergarten and Grade two students. They 
found that phonological skills are relatively stable during the 
elementary school years, suggesting that interventions are 
necessary to help those children with low PA learn to read. 
Torgesen (1998) also found that early intensive instruction can 
help to remediate those considered at-risk for reading disabilities. 
Torgesen selected Kindergarten children likely to be in the bottom 
10% of readers by the end of second grade to test the ability of 
explicit PA interventions at normalizing reading ability. 
Torgesen's research showed that an intense and alphabetically 
explicit intervention early in a child's learning to read process can 
help to catch their reading level up to that of children who were 
not considered at-risk for reading difficulty. 

Bus and Van IJzendoorn (1999) addressed the 
effectiveness of PA training on reading success by searching 
PsychLit and ERIC using the snowball method. More than 700 
students were represented in the resulting meta-analysis. Training 
with PA was found to improve PA and reading skill. They found 
effects sizes ofd= 0.73  739) and 0.70 (r 745) 
for PA and reading respectively. The effect sizes for PA measures 
were larger in preschool and Kindergarten than elementary school. 
Also, reading measures had larger effect sizes for preschool 
students than Kindergarten and elementary school students. This 
research highlights the importance of intervening early. 

Troia (1999) highlighted some of the weaknesses of 
existing intervention research in a meta-analysis of 39 studies. He 
criticized a lack of random assignment, a lack of control for 
Hawthorne effects, and an absence of reporting on fidelity of 
treatment as principal weaknesses in many studies' internal 
validity. In terms of external validity, Troia criticized participant 
selection and description and also issues surrounding maintenance 
of skills. Future research should recognize Troia's direction and be 
mindful of these issues. 

PA AND L2 SAMPLES 

Phonological representations are acquired and polished 
over the course of language development, but how these 
representations are formed for second language learners is only 
beginning to be understood. As mentioned earlier, research with 
monolingual beginning readers has demonstrated the relationship 
between PA and reading acquisition. This paper now addresses the 
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existing research evidence for the hypothesis that the awareness 
of phonological structures transfers between Ll and L2. 

Durgunoglu, Nagy, and Hancin-Bhatt (1993) investigated 
if PA transferred from Spanish to English in bilingual beginning 
readers. Tests of letter identification, English and Spanish word 
recognition, and PA were administered to first grade Spanish 
students with limited English knowledge. PA was tested using 
segmentation, blending, and matching tasks. Multiple regression 
analyses demonstrated performance on English word and 
pseudoword recognition tests was predicted by the level of 
Spanish PA. Their research provided evidence that PA 
performance in Spanish (Ll) predicted English (L2) word and 
pseudoword reading. Based on their results, they argued that it is 
posSible to build upon the strengths a child already has in his or 
her first language. Accordingly, developing PA in the first 
language is helpful for L2 word recognition. They reiterated the 
point made in this paper that monolingual research has 
demonstrated the relationship between PA and beginning reading 
and called for more research investigating how the different 
components of the reading process can be applied to bilingual 
beginning readers. 

Cisero and Royer (1995) investigated if there was a 
specific pattern in the development of PA and then, once PA is 
developed, if it can transfer to L2. Their subjects were first grade 
and Kindergarten students who spoke English and Spanish. 
Results supported the hypothesis that PA develops in a 
developmental progression (e.g., Goswami, 2002). More 
importantly, Cisero and Royer found PA can be transferred from 
Ll to L2 while it is still being learned and refined in Ll. They also 
found evidence that scores on Ll (Spanish) PA predicted, at a 
significant level, L2 (English) PA. In their discussion of 
educational implications, Cicero and Royer indicated that the 
information researchers have on monolingual reading needs to be 
applied to bilingual populations. 

Comeau, Cormier, Grandmaison, and Lacroix, (1999) 
investigated 122 Grade l, 3, and 5 Ll English speakers enrolled in 
schools where the primary language of instruction was French in 
a study of phonological processing. The purpose of their study was 
to investigate the relationship between phonological processing 
and word decoding in English-French bilinguals, specifically if 
there was evidence of cross-language transfer of phonological 
processes. Tests of word decoding and phonological awareness 
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were administered in both English and French. The researchers 
hypothesized that phonological awareness in English (Ll) and in 
French (L2) related to word decoding in both English and French. 
They controlled for age, gender, and cognitive ability. Their 
research found evidence that PA transfers across English and 
French. Moreover, the strongest predictors of word decoding in 
both languages was PA. PA in French predicted word reading in 
English. Likewise, PA in English predicted word reading in 
French. There is thus a growing body of evidence which supports 
the transfer of PA in children becoming literate in a L2. 

While there have been studies investigating the 
effectiveness of PA interventions in Ll English speaking 
populations, cross-linguistic studies of PA interventions are rare. 
MacCoubrey (2003) conducted and evaluated a 12 week PA 
intervention for at-risk FI students. She identified FI students at-
risk for future reading difficulty based upon their PA skills in 
English and administered a PA intervention entirely in their L2. 
Forty-six students were assigned to a treatment or control group. 
The intervention consisted of teaching blending and segmentation 
skills. The control group engaged in oral French language 
activities. 

MacCoubrey (2003) found phonemic awareness training 
in French (L2) improved phonemic awareness in English and 
French. The idea that phonemic awareness can be taught in the L2 
and that the child will experience gains in phonemic awareness in 
both languages was supported by this study. Longitudinal research 
on L2 PA interventions is needed to see if long-term benefits of 
interventions are possible. Questions still exist concerning the 
optimal language of instruction for an intervention, 

 

SES AND ACADEMIC ACHIEVEMENT 

For decades, researchers have been interested in the 
relationship between academic achievement and SES (eg., Raz & 
Bryant, 1990; White, 1982). The issues of how to define SES and 
how to determine which home variables potentially change 
children's academic success are complex and intertwined. A lack 
of coherent definition of how to conceptualize SES complicates 
the research on reading success and SES. The following section 
describes this complexity. 
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White (1982) performed a meta-analysis of 200 studies 
that investigated the relationship between SES and academic 
achievement. In these studies SES was defined by what White 
termed the 'typical' definition including factors such as income, 
education and/or occupation of adults in the household. The meta-
analysis found only weak correlations (1722) between SES and 
achievement when the unit of investigation was the individual. 
When the level of analysis was increased to a larger level such as 
the school or district, stronger correlations (r=.73) were evident. 
The poor correlations at the individual level may be due to the 
factors behind why SES may be related to achievement such as 
parental support and family atmosphere. In fact when family 
characteristics such as home atmosphere were investigated at the 
individual level, a moderately large correlation (r=.55) was found. 
Home atmosphere in White's analysis included whether or not the 
parents take their children to the library, read to their children, 
encourage their success, and help them with their homework. 
White (1992) addresses the complicated issue of directionality: 
"For instance, is the high correlation between home atmosphere 
and achievement because children do better in school if their 
parents help them with their homework and encourage them to go 
to college, or is it because parents start helping their children and 
taking an interest in the child's previous successes in school"? In 
other words, does the home atmosphere cause success in school, 
or does success in school modify the home atmosphere? 

Duncan and Seymour (2000) performed a cross-sectional 
study of children between the ages of 4 and 8 years which was 
designed to investigate the development of literacy skills in groups 
of children from differing socio-economic backgrounds. The 
researchers used what they termed a "global" approach to defining 
SES by selecting students from low and mid/high SES catchment 
areas. The measures determining this status were number of 
private housing units, unemployment figures, possession of a car, 
and eligibility for food or clothing allowances. Low SES was 
associated with deficits, for chronological age, in letter 
knowledge. Low SES was associated with delayed acquisition of 
letter-sounds as well as delayed PA. 

Raz and Bryant (1990) investigated the role of social 
background in the relationship between children's PA and 
progress made in reading. Their study, which was partially 
longitudinal and partially cross-sectional, investigated children 
from middle-class and 'seriously disadvantaged' homes. They used 
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the British Registrar General 's classification level to differentiate 
social groups. Social class 2 or 3 on this classification system 
suggested one parent was either employed at the managerial level 
or was a teacher or a skilled worker and also that they lived in a 
middle-class neighbourhood. The children in the socially 
disadvantaged group fell into social class 4 or 5 (of 5) on the 
Registrar General's classification and one of the parents was either 
semi-skilled or unskilled. Also more than half of these families 
were single-parent homes and all of the 40 families were receiving 
social security assistance. They found children from middle-class 
homes were significantly advantaged in terms of three measures 
of home experience compared to the children from disadvantaged 
homes: amount of time parents spent reading to their children, 
number of books owned by each child, and number of visits to the 
local library. The measure of availability of books was 
significantly related to the children's PA for both social groups. 

Interestingly, Raz and Bryant found that children from 
disadvantaged homes did not lag in PA until they began school. 
Then a gulf developed between the two groups that was 
confounded with less reading progress. A frequently cited 
weakness in their design (eg., Bowey, 1995) is that the lower SES 
group were unemployed and it could be that some skilled or highly 
educated individuals were part of this group and had time to help 
their children with reading related skills. 

Dickinson and Snow (1987) found SES differences in 
Kindergarten children's phonological sensitivity. In their study 
higher SES was conceptualized as parents with college or greater 
education. Children with lower SES had parents who were 
unemployed or had unskilled employment. SES differences were 
found on measures tapping print production, decoding and 
comprehension of passages. Unfortunately Dickinson and Snow 
did not equate children for general intelligence. 

Bowey (1995) examined two groups of 5 year old children 
differentiated on their father's occupation and education and 
followed them to the end of Grade one. The results indicated 
strong SES differences in preschool performance IQ, general 
verbal abilities, phonological sensitivity, letter-knowledge, and 
first-grade academic achievement. When the effects of 
performance IQ and verbal ability were controlled SES 
differences in phonological sensitivity remained significant. 

HOME SUPPORT 
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Home support can be conceptualized in a number of ways. 
Both home reading practices and general literacy activities of the 
home may impact a child's reading development. Bus, IJzendoorn, 
and Pellegrini (1995) conducted a meta-analysis investigating 
reading achievement and home reading practices. They found 
evidence that 8% of the variance in reading achievement could be 
explained by the time parents spent reading to their preschoolers. 
Some researchers have questioned the sufficiency of simply 
examining the frequency of storybook reading (e.g., Evans, Shaw, 
& Bell, 2000; Scarborough et al., 1991). Part of this critique is due 
to the argument that a child's interest may influence frequency of 
home literacy activities. 

Researchers have been investigating home literacy 
activities and their impact on reading development. Scarborough, 
Dobrich, and Hager (1991) questioned parents of preschool 
children and followed these children until second grade. Parents 
were asked about the frequency of adult reading, parent-child 
reading habits and book activities within the home. Results 
indicated the preschoolers who became poor readers (n= 22) had 
less frequent early literacy-related experiences than the children 
(n 34) who became better readers by Grade 2. 

Debaryshe (1993) considered the relationship between 
joint picture-book-reading experiences and oral language skills. 
Her participants were two-year old children and their mothers. 
Debaryshe found mothers who began reading to their children at 
an earlier age had children with better receptive language skills. 
Sénéchal and Cornell (1993) found evidence that a single 
storybook reading session could increase a 4-5 year old's receptive 
vocabulary. 

Evans, Shaw, and Bell (2000) investigated the 
relationship between home environment and literacy development 
for 66 children. Their purpose was to determine the contribution 
of different types of literacy activities within the home to reading 
related measures. Frequency of being read to was measured by the 
number of popular book titles children could identify correctly 
from a list with real and foil titles. This was done to limit a social 
desirability response bias. Differences in child age, parental 
education, and child ability (rapid automatized naming task and a 
block design of the WPPSI-R) were controlled. Shared book 
reading at home made no contribution to the prediction of letter 
naming and letter-sound knowledge in Kindergarten. Home 
support in the form of activities involving letters did contribute 
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some variance. Neither receptive vocabulary nor phonological 
sensitivity was significantly predicted by shared book reading nor 
by letter activities. 

The research on SES and/or home support provides some 
evidence that learning to read is affected by these variables. 
However, the results are inconsistent. As phonological 
development is also likely the outcome of an interaction with 
reading (Morais, Alegria, & Content, 1987; Perfetti, Beck, Bell, & 
Hughes, 1987) children with lower SES (subject to a delay in 
reading development) may develop phonemic awareness as they 
are learning to read (Duncan & Seymour, 2000) and this may 
make its development different. 

FRENCH IMMERSION CANADA 

In Canada, families often have the option of sending 

their children to elementary school where the instruction is 
conducted almost entirely in French, French Immersion (FI). 
Halsall (1994) investigated attrition and retention in FI 
programmes in Canada and found multiple reasons why children 
transferred out of FI including such diverse issues such as 
perceived difficulty learning French, behavioural problems, and 
the need for more special education support. If children in the 
early primary grades in FI in Canada experience difficulty 
learning to read they are often transferred to the English stream 
where they have missed the benefits of early identification that the 
English track children experience. 

In view of the fact that there is evidence PA can transfer 
from Ll to L2 (e.g., Durgonoglu et al., 1993) it is important for 
researchers to investigate whether PA interventions hold for a 
variety of language groups. While there is a dearth of research 
investigating the effectiveness of PA interventions for L2 learners, 
the research which has been undertaken has yielded important 
findings. These findings suggest that PA interventions undertaken 
in the L2 are able to help children learning to read. Indeed, the 
lack of research indicates the need for increased investigation in 
the area of L2 reading interventions. 

The existing research on the development of PA and the 
transfer of PA from Ll to L2 can be used to create interventions 
for L2 children. As research progresses and our knowledge about 
the reading process becomes more refined so too will our ability 
to create and implement improved interventions to remediate 
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reading problems. Given the strength of the research indicating 
that PA can be taught and that it transfers between alphabetic 
languages, more study that investigates the ability of PA 
interventions to help at-risk L2 readers is now needed. 
Specifically, it is not known if there is an optimal language of 
instruction, Ll or L2, for FI students. In the Canadian context, 
researching this question is of interest to educators and researchers 
alike. 

References 

Adams, M., Foorman, B., Lundberg, 1., Beeler, T., (1998). 
Phonemic awareness in young children: A classroom 
curriculum. Baltimore, MD: Paul H. Brookes Publishing. 

Blachman, B. A., Tangel, D. M., Wynne, E., Black, R., & 
McGraw, C. K. (1999). Developing phonological awareness and 
word recognition skills: A two-year intervention with low-income, 
inner-city children. Reading and Writing: An Interdisciplinary 
Journal, Il, 239-273. 
Bowey, J. A. (1995). Socioeconomic status differences in 

preschool phonological sensitivity and first-grade reading 
achievement. Journal of Educational Psychology, 87, 476487. 

Bus, A. G., Van IJzendoorn, M. H., & Pellegrini, A. D. (1995). 
Joint-book reading makes for success in learning to read: A 
meta-analysis on intergenerational transmission of literacy. 
Review ofEducational Research, 65, 1-21. 

Bus, A. G., & Van IJzendoorn, M. H. (1999). Phonological 
awareness and early reading: A meta-analysis of experimental 
training studies. Journal of Educational Psychology, 91, 403-
414. 

Cisero, C., & Royer, J. (1995). The development and 
crosslanguage transfer of phonological awareness. 
Contemporary Educational Psychology, 20, 275-303. 

Comeau, L., Cormier, P., Grandmaison, E., & Lacroix, D. (1999). 
A longitudinal study of phonological processing skills in 
children learning to read in a second language. Journal 
ofEducational Psychology, 91, 29-43. 

Debaryshe, B. D. (1993). Joint picture-book reading correlates of 
early oral language skills. Journal of Child Language, 20, 
455—461. 



78 

Dickinson, D. K., & snow, C. E. (1987). Interrelationships among 
prereading and oral language skills in kindergarten from two 
social classes. Early Childhood Research Quarteriy, 2, 1-25. 

Duncan, G. L. G., & Seymour, P. H. K. (2000). Socio-economic 
differences inf oundation-level literacy. British Journal of 
Psychology, 91, 145-166. 

Durgonoglu, A. Y., Nagy, W. E., & Hancin-Bhatt, B. J., (1993). 
Cross language transfer of phonological awareness. Journal 
ofEducationa1 Psycholou, 8' 453-465. 

Ehri, L. C., Nunes, S. R., Willows, D. M., Schuster, B. V., 
Yaghoub-Zadeh, Z., & Shanahan, T. (2001). Phonemic 
awareness instruction helps children learn to read: Evidence 
from 
the National Reading Panel's meta-analysis. Reading 
Research Quarterly, 36, 250-287. 

Evans, M. A., Shaw, D., & Bell, M. (2000). Home literacy 
activities and their influence on early literacy skills. Canadian 
Journal ofExperimental Psychology, 91, 65-75. 

Foorman, B. R., Francis, D. J., Fletcher, J. M., Schatschneider, C., 
& Mehta, P. (1998). The role of instruction in learning to read: 
Preventing reading failure in at-risk children. Journal 
ofEducationa1 Psychology, 90, 37-55. 

Goswami, U. (2002). In the beginning was the rhyme? A 
reflection on Hulme, Hatcher Nation, Brown, Adams, and 
Stuart. Journal ofExperimental Child Psychology, 82, 47-57. 

Goswami, U., & Bryant, P. (1990). Phonological skills in learning 
to read United Kingdom: Erlbaum. 

Halsall, N. (1994). Attention/retention in French immersion with 
particular emphasis on secondary school. Canadian Modern 
Language Review, 50, 312-345. 

MacCoubrey, S. (2003). A phonemic awareness intervention for 
at-risk second language readers. Unpublished master's thesis, 
Queen's University, Kingston, ON. 

Morais, J., Alegria, J., & Content, A. (1987) The relationship 
between segmental analysis and alphabetic literacy: An 
interactive view. European Bulletin of Cognitive Psychology, 
7, 415—438. 

National Reading Panel. (2000). Teaching children to read: An 
evidence based assessment of the scientific research literature 
on reading and its implications for reading instruction. 
NICHD. NIH Pub. No. 00-4769. 



79 

Perfetti, C. A., Beck, 1., Bell, L. C., & Hughes, C. (1987). 
Phonemic knowledge and learning to read are reciprocal: A 
longitudinal study of first grade children. Merrill-Palmer 
Quarteriy, 33, 283-319. 

Raz, I. S., & Bryant, P. (1990). Social background, phonological 
awareness and children's reading. British Journal of 
Developmental Psychology, 8, 209-225. 

Scarborough, H. S., Dobrich, W., & Hager, M. (1991). Preschool 
literacy experience and later reading achievement. Journal 
ofLearning Disabilities, 24, 508-511. 

Scarborough, H. S. , & Brady, S. A. (2002). Toward a common 
terminology for talking about speech and reading: A glossary of 
the "phon" words and some related terms. Journal of Literacy 
Research, 34, 299-334. 
Sénéchal, M., & Cornell, E. H. (1993). Vocabulary acquisition 

through shared reading experiences. Reading Research 
Quarterly, 28 360-374. 

Shaywitz, S. E., Fletcher, J. M., Holahan, J. M., Shneider, A. E., 
Marchione. K. E., Stuebing, K. K., Francis, D. J., Pugh, K. R., 
& Shaywitz, B. A. (1999). Persistence of dyslexia: The 
Connecticut Longitudinal Study at adolescence. Pediatrics, 
104(6), 1351-1359. 

Stanovich, K. E. (2000). Progress in understanding reading: 
Scientific foundations and new frontiers. New York: Guilford 
Press. 

Stanovich, K. E. (1986). Matthew effect in reading. Some 
consequences of individual differences in the acquisition of 
literacy. Reading Research Quarterly, 21, 360-373. 

Statistics Canada Census. (2001). Canadian statistics: Immigrant 
population. Retreived November 16, 2003 from http://www. 
statscan.ca 

Torgesen, J. K., & Wagner, R. K. (1994). Longitudinal studies of 
phonological processing and reading. Journal of Learning 
Disabilities, 27, 276-287. 

Torgesen, J. K. (1998). Instruction interventions for children with 
reading disabilities. In B. Shapiro, P. Accardo, & C. Arnold 
(Eds.), Specific reading disability: A view of the spectrum. 
(pp. 197-220). Timonium, MD: York Press. 

Troia, G. A. (1999). Phonological awareness intervention 
research: A critical review of the experimental methodology. 
Reading Research Quarterly, 34, 28-52. 



80 

Wagner, R. K., Torgesen, J. K., Laughon, P. Simmons, K., & 
Rashotte, C. A. (1993). Development of young readers' 
phonological processing abilities. Journal of Educational 
Psy"ology, 85, 83-103. 

White, K. R. , (1982). The relation between socio-economic status 
and academic achievement. Psychological Bulletin. 91, 461-
481. 


