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Abstract

This study describes the language proficiency amly &teracy skills of Cantonese-
speaking English language learners (ELLS) in kigdgen. A total of 113 Cantonese-speaking
kindergarteners in Canada and the United Stategpased of three subsamples from three
different locations participated in this study. sRiés showed that on average, the Cantonese-
speaking ELLs in this study performed below avem@ay&ocabulary measures when compared
with monolingual norms, but at or above averag&noglish letter-word identification and
phonological awareness (PA) tasks. Cluster arglyas used to identify two new groups of
children based on their language proficiency irhdanguage: English dominant and Cantonese-
dominant. There were no differences on PA in Ehgéind Cantonese between the cluster
groups. However, the English dominant group peréat significantly higher on English
vocabulary and English decoding than the Cantodesenant group. At the same time, the
Cantonese dominant group performed significantijhér on Cantonese vocabulary and
Cantonese word reading than the English dominantgyr Finally, multiple regression analysis
revealed thathere was cross-language facilitation of PA on Chinese character

recognition. Educational implications and directions for futbesearch are discussed.



Early Literacy Skills of Cantonese ELLsA

Over the past two decades, the number of Engligluiage learners (ELLS) in schools in
the U.S. and Canada has risen dramatically. ItJtBe, ELL students enrolled in public schools
increased by 65 percent between 1994 and 2004, tfreea to five million students, while the
total kindergarten through 12th grade (K-12) enegitrin the United States only grew 12
percent (Batalova, 2006). Moreover, the largestivers of ELLs (44 percent) were enrolled in
pre-kindergarten through third grade classroomg(@ti 2006). In Canada there is also a steady
increase of English as a Second Language-learhiagsts (Canada Census, 2006), with 50-
70% of school-age children in Canada’s largestgitieing the children of immigrants, many of
who are minority language speakers (Lamarre & Daige2004). For example, in Vancouver,
Canada, more than 60% of the students in Vancquuaic schools come from homes where
English is not the dominant language, with 60%hofe students being Canadian-born
(Gunderson, 2007). Successfully educating thei@greh is now a major concern throughout
the United States and Canada.

Although research is limited on this topic, Engliahguage learners across North
America appear to be “at risk” of beginning schoglin English less prepared than children
from middle-class English-speaking homes (SnownBu& Griffin, 1998). Even at the
beginning of first grade, ELLs are, on averagesady behind their middle-class English-
speaking peers in vocabulary and emergent liteskitig (Snow et al., 1998), leading to higher
risks of reading problems (Dickinson & Tabors, 200dnigan, 2003; Snow et al., 1998; Storch
& Whitehurst, 2002; Whitehurst & Lonigan, 1998).ubh of the past research on ELLs in
English-speaking countries has focused on natiamniSh-speaking children. Although the
majority of ELLs in the United States are Spanighakers, Chinese is the next frequently

spoken home language among non-English speakingdarnm the United States (Shin &
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Bruno, 2003). In Canada, people who reported dmieeoChinese languages (e.g. Cantonese,
Mandarin) as their mother tongue accounted fofdhgest proportion of people who spoke
neither English nor French as their home langu@ge#da Census, 2006)

More recently research is being conducted with gadoifinguals whose first language
and second language are entirely different in teshtkeir writing systems, such as Chinese and
English. However, most of the studies on Chindslelen are from those living in Hong Kong
or China (e.g. Chen et al., 2004; Chen, Hao, G&ka, & Shu, 2009; Leong, Tse, Loh, & Hau,
2008; Tong & McBride-Chang, 2010). Given the pguof studies on Chinese-speaking ELL
children living in English-speaking countries, vaeHk a clear picture of what constitutes typical
language and early literacy development for thddedhildren as they begin elementary school
in North America. Thus, the main goals of thisdstwere: (1) to compare the first (L1) and
second language (L2) vocabulary, phonological ames®, and decoding/character recognition
skills of Chinese-English kindergarteners livingoioth the United States and Canada, (2) to
examine the effect of language dominance on PAsskilEnglish and Chinese, and (3) to
explore the possible cross-language facilitatiopladnological awareness on reading in this
group of children. By comparing samples acrosswleecountries and children attending
different kindergarten programs, we aimed to: §Breine the varying levels and proficiencies
of L1 and L2 of Cantonese-speaking kindergarteattending public schools where English is
the majority language, and (2) reveal aspectsefahguage and literacy development of
bilingual children that are common in both courdtrie

The focus on vocabulary and early literacy skébgpressed in phonological awareness
and letter/character recognition, is an importarg given the consensus that these early skills

are important precursors for children’s later Bi®r development (Dickinson & Tabors, 2001;
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Hu & Catts, 1998; Snow et al., 1998), both for Estgimonolinguals (e.g. Lonigan, 2003;
Whitehurst & Lonigan, 1998) and ELL children (esge review in August & Shanahan, 2006).
This line of research on ELLs has shown that tieoensiderable variability in emergent
language and literacy skills, with some childrea &igher risk for developing reading
difficulties (Snow et al., 1998). A better undarsding of the skills that ELL children come to
kindergarten with can help us understand why sdmidren perform better than monolingual
peers in early reading tasks (Bialystok, 2001),leveiome others are at greater risk for reading
problems than their monolingual peers (Limbos & &§€2001; Moll & Diaz, 1985).

It is commonly inferred that ELLs’ limited oral diaency, often measured by receptive
vocabulary in English, is the main cause for affadilties they may have with word decoding
or language processing skills in English (Augustl@ Dressler, & Snow, 2005; Limbos &
Geva, 2001; Moll & Diaz, 1985). However, a growimggdy of research has shown that despite
their low oral proficiency, ELLs develop comparaplenological awareness and word reading
skills in the early grade with their monolingualdlish-speaking counterpartéeSaux, Lipka, &
Siegel, 2006Lesaux & Siegel, 2003;ipka & Siegel, 200y. Due to the very limited research
devoted to establishing the overall oral profickeo€ELL children generally (August & Hakuta,
1997; Lesaux & Geva, 2006), and Cantonese chilsipecifically, it is even more important to
accurately establish the level of oral proficientyhe L1 and L2 at school entry, and examine
the relationships between oral proficiency andydédracy skills at the beginning of elementary
school.

Research with monolingual English-speaking childseggests that vocabulary plays a
role in the development of phonological awarenessionolingual English-speaking children

(see Goswami, 2000, for a review; Walley, Mets&l&arlock, 2003). Studies with Spanish-
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speaking ELL children show that children with eitheggh Spanish or English vocabulary
performed better on English phonemic segmentaam Francisco, Carlo, August, & Snow,
2006). The authors conclude that for bilingualthvailphabetic languages, L1 vocabulary may
facilitate L2 phonological awareness as long assldeveloped enough for its positive effect to
emerge. Also with Spanish-speaking ELLs, Gottg&f®2) found that English vocabulary and
reading were related, suggesting that vocabulaoyledge supports phonological recoding
skills. In a study with Spanish-speaking ELL chelid, Uchikoshi (2006) found that children
with higher English vocabulary at the beginninkimidergarten also started kindergarten with
higher scores on a letter-word identification taskl on elision and blending tasks than children
with lower English vocabulary. Moreover, initiah@ish vocabulary was associated with rate of
growth in the elison, blending, and sounds matctasgs; children with higher English
vocabulary at the beginning of kindergarten hadgste growth rates in English phonological
awareness skills during their kindergarten yean ttfaldren with lower initial English
vocabulary. Uchikoshi (2006) also found that ataldwith higher Spanish vocabulary at the
beginning of kindergarten also had higher scoretherEnglish elision and sound matching
tasks. To our knowledge, whether L1 and L2 vocatyyblay a role in phonological awareness
and letter-word recognition skills for children wadgotwo languages do not share the alphabet is
still unknown.

The relationship between language dominance and gemeral metalinguistic skills has
been examined (Bialystok, 1988; Bialystok & Majumde98; Galambos & Hakuta, 1988;
Ricciardelli, 1992) with results consistently showthat only thédalancedbilinguals, those
with equally high levels of oral proficiency in olanguages, demonstrated an advantage, and

the more balanced the children’s L1 and L2 proficig the higher the scores on metacognitive
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tasks. Much like general metalinguistic abilitych as syntactic and grammatical awareness and
non-linguistic skills, balanced language proficigrould also enhance performance on
phonological awareness tasks.

Verhoeven (1994; 2007) compared groups of immigchiltren with various levels of
L1 and L2 proficiency and determined how phonolabawvareness related to language
dominance. In a longitudinal study, Verhoeven {@afacked the performance of Turkish-
Dutch children at the beginning and end of kindeegg with respect to relative L1 and L2
proficiency on measures of phonological awaren@$ children in kindergarten were
considerecemergent bilingualdecause the L2, Dutch, was just beginning to agvat school,
whereas an increasing number of students weredsmesi balanced bilinguals by the end of
kindergarten. Turkish minority-speaking childresed their L1 mostly in the home
environment, and the L2 was only later developesthool. Only the children with balanced
and higher levels of L1 and L2 proficiency showgphgicantly higher scores on all
phonological awareness tasks. Children with lokleand L2 competence, on the contrary,
demonstrated the lowest phonological awareneds.skil

More recently, a study (Tahan, Cline, & Messaoudli§a2011)examined the pre-
literacy skills of Arabic-English bilingual childnewho were in kindergarten at time of testing.
The children were divided into three groups basetheir language dominance: Arabic-
dominant, English-dominant, and equally strongathdanguages. Differently from
Verhoeven’s (2007) results, the Tahan et al. (28dund no difference between the groups on
the phonological awareness tasks indicating thiaiload bilingualism may not be necessary for

the development of phonological awareness sKillserefore, they interpreted their results not as
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a consequence of language dominance, but as indicdtlanguage transfer of phonological
awareness skills between the two alphabetic laregiag

Studies across different language combinationgatdithat phonological awareness can
transfer between languages (Bialystok et al., 28Bride-Chang & Kail, 2002). Goswami
(2000) observed, however, that differences in geed and level of phonological development
occur after the acquisition of alphabetic literadys a result, more recent studies have focused
on the impact of orthographic similarities and eiéinces on the transfer of basic literacy skills
between languages (Bialystok, 2007), showing teaknhowledge of another alphabetic
language with transparent letter-sound corresparedefe.g. Spanish) may facilitate the
acquisition of phonological awareness in Englisbdose the two languages have similar
phonological and orthographic structures (Bialystakk, & Kwan, 2005; Bialystok, Majumder,
& Martin, 2003).

A cross-linguistic transfer effect, in which phoogical awareness skills in one language
predict reading skills in another, was first obgerbetween alphabetic languages such as
English and Spanish (Durgunoglu, Nagy, & Hancin4Bhe093), and English and French
(Comeau, Cormier, Grandmaison, & Lacroix, 1999)or&recently, researchers have found
evidence of cross-language transfer in the phommabgystems of Chinese-English bilinguals
(Bialystok et al., 2005; Chien, Kao, & Wei, 2008 ttardo, Chiappe, Yan, Siegel, & Gu, 2006;
Gottardo, Yan, Siegle, & Wade-Woolley, 2001; Kednglo, 2009; Marinova-Todd, Zhao, &
Bernhardt, 2010; Tong & McBride-Chang, 2010; Warigng, & Cheng, 2009). Moreover,
Chinese phonological awareness is correlated aitti,contributes a unique variance to English
reading (Gottardo et al., 2001; McBride-Chang & B000; Tong & McBride-Chang, 2010;

Wang, Perfetti, & Liu, 2005; Wang et al., 2009)m#ar to children who are native English
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speakers (e.g., Perfetti, Beck, Bell, & Hughes,7)98ere was also within-language relationship
between English phonological awareness and wodingdor Cantonese-English bilingual
children (Gottardo et al., 2001; Hu & Catts, 199Bjpwever, very few studies have explored the
effect of learning English as a second languagiemevelopment of phonological awareness
and word reading skills in Chinese. Two studieddte have shown that Chinese-English
bilingual children have more advanced phonologieereness skills in Chinese relative to
monolingual Chinese speakers (Marinova-Todd e28l0) and relative to Chinese-English
bilingual children with more limited amount of Eigfl exposure (Bialystok et al., 2005). A

third study by Chen, Nguyen, Hong, Xu and Wang @G&howed the beneficial effects of
English instruction, which led to acceleration ooty in the phonological awareness skills in
Chinese, but also in Chinese reading of Chinesakapg children who were learning English as
a second language.

Cantonese differs from English in many aspectghdicularly in terms of phonological
structures and orthography. Most notably, Canemesl English do not share a writing system.
Cantonese has a morphosyllabic writing system gAmderson, 1997), which contains both
semantic radicals that are associated with meamdghonetic radicals that are associated with
the sound of the character (Ho & Bryant, 1997).diidnally, each Chinese character represents
a single syllable and consists of consonant-vowakonant or consonant-vowel constructions
with no consonant clusters. In contrast, Engligk &n alphabetic writing system, in which
generally letters represent individual sounds (ehoes), and there are multiple consonant
clusters. Therefore the ability to manipulate pdrae and map them onto letters is crucial when

learning how to read in an alphabetic languageh sscEnglish.
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Moreover, unlike English, Chinese is a tonal laagriwith Cantonese having six tones.

Tone awareness is necessary in learning to spebtead Chinese, because tones carry meaning
in words. Many words in Chinese are homophonogsxfor their tonal differences, the
source of information regarding word meaning. &ample, the word “ma” in Chinese could
be either] (madl in Cantonese meaning mother)'ofmaéb in Cantonese meaning horse) and
if a child does not use the correct tone, some peebed confusion may arise. Cheng (1992)
suggested that phonological awareness also playsportant role in Chinese character
identification. More than 80% of Chinese characte semantic-phonetic compounds, which
have a semantic radical to indicate the word mepaind a phonetic radical to provide clues to
the pronunciation of the character, ranging fromatiomophones to analogy cues at the level
of syllable or rhyme (Leong, 1986). Anderson,Kii, Shu, and Wu (2003) and He, Wang, and
Anderson (2005) found that Chinese children are @blse information about the pronunciation
derived from the phonetic radicals to decode unfangompound characters, and this analytic
ability was associated with children’s performanoeChinese phonological awareness tasks.
Therefore, phonological awareness skills play, iaitnere limited, role in the development of
reading skills in Chinese, a logographic languagekwvstill requires the reader to understand the
nature of the correspondence between the writtept nd the spoken language. Therefore, the
research to date (Adams, 1990; Anderson et al3;Bldchman, 1997; Brady & Shankweiler,
1991; Gough, Ehri, & Treiman, 1992; He et al., 200&ggests that the role of phonological
awareness in learning to read may be universakadamguages.

So far, research conducted with children in Engiiphaking countries has been with
older elementary-school students. We need to aakearer picture of the skills children have

when they first come to school in North Americaider to better understand the diversity of
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their L1 and L2 oral and literacy-related skilladehow those skills interact with their literacy
performance in English. In particular, the foctisesearch to date has been on predictors of
reading, including phonological awareness, decqdind morphological knowledge. We still
do not know much about the language proficiencyesged in the vocabulary size in the L1 or
L2 of these children as they enter school.

The following research questions were addressed:

1. How do the early language and literacy skill&mglish compare to those in
Cantonese for a group of Cantonese-speaking Eldredi living in English-
dominant countries?

2. What is the effect of language dominance oretirdy literacy skills of
Cantonese-English bilingual kindergarteners liiim@nglish-dominant
countries?

3. Do phonological awareness skills in one langueagesfer to reading skills in the
other language when the two languages are strligtditierent?

Method

Participants

Data for the present study were collected from skshim major urban school districts on
the west coasts of Canada and the United Stateis. sfudy is part of a larger study examining
the language and literacy development of thesemnilin both countries. At time of testing,
children were in their kindergarten year. Distdeimographics and school data indicated that
75% or more of the participating students in th8.ldualified for free or reduced lunch.
Children in both countries attended schools in wayiclass neighborhoods and with a large

proportion of recent immigrant families. In botbuntries, the average mother had attended
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some high school. The sample consisted of 28 @astsspeaking kindergartners in Canada and
85 Cantonese-speaking kindergarteners in the fd1Sa, total of 113 participants. The American
sample was composed of two subgroups: 53 childtended full-day kindergartens with

bilingual Cantonese-English programs (Americamitial group), while 32 children attended
half-day kindergartens where the curriculum waslEhgmmersion (American mainstream
group). There were 64 girls and 49 boys in thele/Bample, with a mean age of 5;8 years (no
significant difference in age between the two caasj.

To gain background information about the studesttddren were given a questionnaire
to take home to their parents in both English ahth€se (see Table 1 for a summary of these
data). Response rate was 100% for the Canadiap g88% for the American bilingual group,
and 81% for the American mainstream group. Theritgjof children in each group were born
in either the United States or Canada althougmi&yerity of the parents had been born either in
Hong Kong or the Cantonese-speaking area of ChAdthough the educational levels of the
mothers ranged from no education to professiongieds, the majority of the parents had some
secondary education. Although the majority of¢hédren were born in North America, the age
when they were first exposed to English somewhaéga2;6 for the American bilingual group,
3;5 for the American mainstream group, and 2;1@HerCanadian group. The majority of the
children used Cantonese or a mix of Cantonese agtisé at home, although more spoke both
languages than only Cantonese. At the same tiraemgjority of parents and family members
spoke only Cantonese at home, although more reposieg both languages in the home in the
American mainstream group. The percentage of mldttending Chinese language schools

during afterschool or on the weekends varied, Wttout of 28 children enrolled in Canada,
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followed by 14 out of 52 in the American bilinguabup, and only 3 out of 26 children in the
American mainstream group.
[insert Table 1 about here]

Children were recruited by contacting public sckabht had large proportions of
Cantonese-speakers. All children whose nativeuagg was identified as Cantonese by the
school home language survey were given parentaleririorms to take home. Return rate of
the consent forms was 73% (range of 60% to 98%rukpe on the class). According to the
teachers, there appeared to be no pattern pedamihe lack of return of consent forms. All
American classrooms used the same state-adoptdidgeaxtbook and addressed the
kindergarten state standards in their instructrdmch included a balanced approach to literacy
instruction including both phonics and sight wolchitegies. Teachers in each grade level at
each school met weekly to discuss curriculum ahdrassues to make sure similar content was
being taught. In Canada, the teachers all repdindhey used balanced approaches to literacy
instruction, including both phonics and sight wetrhtegies, in accordance with the British
Columbia (BC) Performance Standards for Readingvdnting (BC Ministry of Education,
2009)

A total of 53 American children were enrolled irufalassrooms in three schools in one
urban school district on the west coast of the W&ere the children attended full-day
kindergartens with bilingual Cantonese-English progs (American bilingual group). These
children were enrolled in early exit transitiondirtgual programs that moved students into
English-only instruction by fourth grade. The miéite goal of transitional bilingual classrooms
is to move ELL children slowly into mainstream aesoms where they will be placed with

monolingual English speakers. Each school hadSpamish-English bilingual program, one or
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two Cantonese-English bilingual programs, and niegasn English classroom(s) for each grade
from kindergarten to third grade. In kindergartee, teachers (Cantonese-English bilinguals)
reported that they used Cantonese 80-90% of treitirnlass, and English 10-20% of the time.

A total of 32 American children came from 11 classns in 3 schools in another urban
school district on the west coast of the U.S., whke children attended half-day kindergartens
where the curriculum was English immersion (Amerioaainstream group). All instruction was
in English. The number of Cantonese-speaking iilih the classroom varied from 2 to 11 in
classrooms of approximately 20 to 22 students.

In Canada, children came from six mainstream ab@sss in four schools from a major
urban school district, where at time of testingglish language learners attended full-day
kindergartens where the curriculum was English imsmo@. All instruction was in English. The
number of Cantonese-speaking children in the aasss varied from 2 to 8 in classrooms of
approximately 18 to 22 students.

Measures

All children were individually administered a sevief tests in both their home and school
languages by trained research assistants who \aéwe speakers of English or Cantonese on
two separate days during the winter of kindergarteéach session lasted approximately 30
minutes. When there were no standardized Cant@sssssment instruments available for
research, experimental measures developed andygedttardo et al. (2001, 2006) were used
in this study. Reliability of the experimental rsaees was estimated by internal consistency of
items with Cronbach’s alpha

Vocabulary
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English receptive vocabulary was measured wittPegabody Picture Vocabulary Test —
3" edition (PPVT-IIl; Dunn & Dunn, 1997). The chidas asked to select the picture from an
array of four that best matched the spoken wordgmed by the assessor. Reported split-half
reliability from the norms for native English-sp&akchildren at age 6 is .92 (Dunn & Dunn,
1997). The Chinese version of the Peabody Pidlomabulary Test — Revised (Lu & Liu, 1998)
was used to measure Chinese receptive vocabuReported split-half reliability from the

norms for native Chinese-speaking children is 195& Liu, 1998).
Letter-word/Character Recognition

The American children were tested with the letteravidentification subtest of the
Woodcock Language Proficiency Batter (WLPB; Woodgd®91) in English. The letter-word
identification task measures the child’s readirenitfication skills with isolated letters and
words. The items become more difficult as lesguemtly used words are tested. Reported
internal consistency reliability from the norms @diildren at age 6 for native English-speaking
children is .96 for the letter-word identificatisnbtest (Woodcock, 1991).

The Canadian children were tested with the reaslifigest of the Wide Range
Achievement Test—3 (WRAT-3; Wilkinson, 1993). TWARAT-3 reading subtest is equivalent
to the WLPB Letter-Word Identification subtest Irat it also measures the child’s reading
identification skills with isolated letters and wisrof increasing difficulty. Reported reliability
from the WRAT-3 norms for native English-speakimgdren at age 5;6 is .91 (Wilkinson,
1993). Past studies examining the concurrent ialkod basic reading skill tests with young
elementary school students show that correlatiehsden the WLPB and WRAT were high
(r’=.85; Woodcock, 1991). As both the WRAT-3 and WLRRe a standard mean of 100 and a

standard deviation of 15, the standard scores usd in the subsequent analysis.
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All children were assessed with the Chinese charaetognition measure used in
Gottardo et al. (2001; 2006). This measure indugie highly frequent characters. The items
are commonly used in texts encountered by begime@aders. The items were presented in
order of increasing difficulty, and the score wae total number correct out of 20 items.
Cronbach’s alpha, a measure of internal consistdacyhis sample was estimated to be .93.
Phonological Awareness

The elision, blending, and sound matching sub-tafstise Comprehensive Test of
Phonological Processing (CTOPP; Wagner, TorgesdRaghotte, 1999) were used to measure
phonological sensitivity in English. On the elisitask, children heard a word and were asked to
repeat the word after deleting parts of the wdbeh the blending task, children were asked to put
sounds or syllables together to form a word. Thend matching task uses a multiple-choice
procedure to measure whether a child can matdhliaitd final sounds of words. This subtest is
made up of 20 items, with the first 10 matchingi&isounds and the last 10 matching final
sounds. A picture book is used to help the claldember the possible responses to each item.
Reported internal consistency reliability from therms for native English-speaking children at
age 6 is .92 for elision, .89 for blending, and f&3sound matching (Wagner et al., 1999).

Cantonese phonological awareness was measuretheiantonese phonological
awareness tasks used in Gottardo et al. (2001,)200@&Tone Discriminatiortask consisted of
15 experimental trials including all possible casts among the six tones of Cantonese. Words
in each trial shared the same strings of phonemesliéfered only by tones. Therefore, children
were required to use tone to distinguish betweemsvoln each trial the children heard three

words pronounced by a native-speaker and were askddntify the word that had a different
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tone. The score was the total number correct bils @tems. Cronbach’s alpha for this sample
was estimated to be .74.

TheRhyme detectiotask consisted of 15 experimental trials using @Gaaitonese words.
In each trial the children heard three words prowed by a native-speaker and were asked to
identify which word did not rhyme. Most exemplarsluded two words that shared the same
tone and rime, whereas the other word had a diffterme. The score was the total number
correct out of 15 items. Cronbach’s alpha for s#ample was estimated to be .70.

Statistical Analysis

First, all raw scores were converted to standandescfor the standardized assessments.
The three subtests for phonological awareness therecombined to form an English
phonological awareness (PA) composite score (Waginar, 1999). The PPVT and CTOPP
measures have been standardized on a norming piopusé monolingual English or Chinese
speakers (for the Chinese PP\GRly), which allowed us to analyse these desegpsiatistics
from a comparative perspective. When interpretivegresults of these standardized tests with
this bilingual population, it is important to ndteat we are comparing bilingual children to
norms that have been developed for monolinguaticdnl. Additionally, a recent review of the
literature by NIH and the U.S. Department of Ediorahoted that “a comparison group of
English-speakinghonolinguals is not always the optimal comparismug for bilingual

individuals; however, for purposes of studyifrgglish language learners students in the U.S.

! At the time when we collected the data, the otdyndardized measure of Chinese vocabulary avaithbtewas
equivalent to the English PPVT, was developed amddardized in Taiwan. Together with language tigpraent
experts, who were also native speakers of both iaménd Cantonese, we went over every item onetsteand
assured that it would be appropriate for childneeaking Cantonese. We made adjustments to les28aof the
items. Therefore, we deemed appropriate to relgherstandard scores as a comparison guidelinesifastudy,
but the interpretations should be treated withicaut
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education system including such comparisons campertant” (McCardle, Mele-McCarthy, &

Leos, 2005, p. 70).

For experimental measures in Cantonese, raw sacgagported. A series of one-way
univariate analysis of variance (ANOVA) were contgakcfirst on the three groups by area.
Then, cluster analysis on their L1 and L2 vocalyuweais conducted, resulting in the emergence
of two clusters. With these clusters, correladoalysis and multiple regression analysis were

conducted to further examine the relationships antba language and literacy variables.
Results

Group differences based on location were examiffée means, standard deviations,
and ranges of the scores for vocabulary, phonddgiwareness, and letter/character knowledge

by location are presented in Table 2.
[insert Table 2 about here]

All three Cantonese groups had below average Engiseptive PPVT scores when
compared with the published English monolinguahmar The results from a one-way ANOVA
on the English receptive vocabulary scores reveadesignificant main effect of group(2,110)
=.23,p=.79 However, a one-way ANOVA on the Cantoneseptive vocabulary scores
revealed a significant main effect of gro#j§2,110) = 7.45p = .0009. The post-hoc Tukey’s
Honestly Significant Difference (HSD) test indicdtdat both the American bilingual group and

the Canadian group scored significantly higher ti@nAmerican mainstream group.

Despite lower oral proficiency in English, Cantosénglish bilingual children in both
countries, on average, tended to score as wedheassrhonolingual age-matched English-

speaking peers according to the published mondingorms on the CTOPP. A one-way
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ANOVA on the PA composite score revealed a maiectfdf groupF (2,110) = 2.97p = .06.
The post-hoc mean comparisons, using Tukey’'s HSD itedicated that the Canadian group
scored significantly higher than the American mie®m group, and there was no difference

between the Canadian and the American bilingualggo

A one-way ANOVA on both Cantonese Rhyme and Topaisgely, and the post-hoc
Tukey’'s HSD tests indicated that the Canadian gperformed significantly higher than both
American groups (Rhymé&;(2,110) = 14.59p <.0001; ToneF(2,110) = 13.52p <.0001 ).

There were no significant differences between weeAmerican groups.

On the letter-word identification measures in li&hg on average, the Cantonese-English
bilingual children in both countries tended to scas well as, or even better than their
monolingual age-matched English-speaking peersrdicgpto the published monolingual
norms. The results from a one-way ANOVA on thé&esletvord identification scores revealed no

significant main effect of grouf;(2,110) =.65p = .53.

For the Chinese character reading, one-way ANOMAE&hinese word reading revealed
a main effect of groug;(2,110) = 15.46p <.0001. The subsequent post-hoc Tukey’s HSD tests
indicated that the Canadian group scored signifigdmgher than both American groups and the

American bilingual group performed significantlygher than the American mainstream group.

To sum, the Cantonese-speaking ELLs in both Caaaddhe United States appear to be
more similar than different in their English langeaskills. There were no differences in their
English vocabulary and decoding scores. Additignalthough there were some significant
group differences among the phonological awareses®s, on average, all three groups scored
within the norm for their monolingual English-speakpeers on the phonological awareness

tasks. There were significant differences in theels of Cantonese. Children who attended
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bilingual programs and children who lived in Canéetaded to have higher scores on the
Cantonese measures than children who attended tneaimsEnglish classrooms with no formal
L1 exposure. Taken together these results shavdéweloping first language proficiency (in
Chinese) does not hinder the development of selemgiage proficiency and academic

performance in English.

As the variation among Cantonese ELLS’ languagklitgracy scores appeared not be
due to location, but rather based on school enmient and opportunity for L1 support, in the
next step, all groups were collapsed and re-exainiseng English and Cantonese vocabulary

scores to investigate differences based on thegulage dominance.
Cluster Analysis

Using agglomerative cluster analysis (Ward’s me}twdall subjects with English and
Cantonese vocabulary, two clusters emerged. Tlamsnstandard deviations, and ranges of the
scores for vocabulary, phonological awareness)ettet/character knowledge, as well as for
background variables, by clusters are present@dlite 3. Examining the two clusters revealed
that one cluster included children who had highaglish PPVT scores and lower Cantonese
PPVT scores (English dominant) and the other dustetained children who had higher

Cantonese PPVT scores and lower English PPVT s¢@Gaegonese dominant).

The English dominant cluster had significantly l@ghcores on English vocabulaFy (
(1,110) = 78.40p < .0001) but significantly lower scores on Cant@vescabularyk (1,110) =
43.39,p < .0001) when compared with the Cantonese domitiaster. On average, the English
dominant group had English vocabulary scores omlglbstandard deviation below the mean of
their age-matched English-speaking monolingualgaecording to the published monolingual

norms. However, the Cantonese-dominant groupyverage, scored close to two standard
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deviations below the mean of their age-matchedi&mgpeaking monolingual peers. At the
same time, the English dominant group scored aidstrd deviations below the mean of their
age-matched Chinese-speaking monolingual peerdorese vocabulary, while the Cantonese
dominant group scored around the mean of theimagfehed Chinese-speaking monolingual

peers.

Similar to the vocabulary results, the English deanit group scored significantly higher
on the English decoding task than the Cantoneséndmtngroup I (1,110) = 4.54p = .04).
Although on average both groups scored higher tihain age-matched English speaking
monolingual peers, the English dominant group stolese to one standard deviation higher
than their age-matched English-speaking monolingeats, while the Cantonese dominant
group scored only half of a standard deviation @ighAt the same time, the Cantonese dominant
group scored significantly higher on the Chinesarabter recognition task than the English

dominant groupK (1,110) = 6.03p = .02)

There were no significant differences betweenweedlusters on English phonological
awarenessH(1,110) = 3.58p = .06), Chinese rhymé-((1,110) = 2.96p = .09), and Chinese
tone £ (1,110) = 1.35p = .25). For English phonological awareness, omageethe children
scored around the mean of their age-matched Erggishking monolingual peers. Additionally,
there were no significant differences betweenweedlusters on age of first English expostie (
(1,104) = .86p = .36), number of L1 children’s books in the hoRg€X,110) = 2.22p = .14),
and number of English children’s books in the hdfél,110) = 3.23p = .07). Furthermore,
there were no significant differences in the conitpms of the clusters based on location and

extra L1 afterschool schooling.

[insert Table 3 about here]
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Table 4 shows correlations among measures in tigg,dby cluster group. Overall, the
results showed that the English variables were nadely and positively correlated with each
other for the Cantonese-dominant group. For thgdiEfimdominant group, only English
decoding and English phonological awareness meastere moderately correlated. Cantonese
reading, rhyme and tone were moderately and pe§jtoorrelated for the Cantonese dominant
group, while only rhyme and tone were correlatedtie English dominant group. While only
English vocabulary was weakly correlated with Caete vocabulary for the English dominant
group, for the Cantonese dominant group, Cantonmesabulary was correlated with English
vocabulary, English decoding, and English phonalaigawareness. The background variables

were not correlated with the achievement measures.
[insert Table 4 about here]
Multiple regressions

Despite the fact that both clusters performed sirtyilon English phonological
awareness, the English dominant group scored &ignify higher on English decoding than the
Cantonese dominant group. To examine the reldtiprizetween language dominance and
phonological awareness on decoding, in both EngilshCantonese, multiple regression
analysis was conducted. Additionally, the crosgiaage relationships seen in the correlations

for the Cantonese-dominant group were further erachi

Table 5 shows results of a fixed order regressiatyais in which English decoding was
predicted by language dominance cluster and phgioalbawareness. First, the language
dominance cluster variable was entered in the m@tigh 1a). Cantonese-dominance was
negatively associated with English decoding. TH&mglish phonological awareness was entered

(step 2). Language dominance was no longer sogmifiand thus taken out of the model, and
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only phonological awareness was entered (step Ebglish phonological awareness measures
explained the variance in English decoding more tha language dominance variable,
accounting for 31% of the variance in English deegd (1,111) = 49.32p < .0001. Chinese
rhyme and tone were not significant when includethe model, as well as the interaction

between the cluster variable and phonological awes®
[insert Table 5 about here]

Table 6 shows results of fixed order regressioyarsain which Cantonese character
reading was predicted by language dominance, Caséornyme, and English phonological
awareness. First, the language dominance vangdesntered in the model (step 1).
Cantonese-dominance was positively associated®@atitonese character reading. Then,
Cantonese rhyme and tone were entered in the muaehs Cantonese tone was not significant,
it was taken out of the model and only rhyme wasrex in the model (step 2). Cantonese
rhyme explained an additional 10% of the variamc€antonese word readirg(1, 110) = 6.03,
p = .02. English phonological awareness was thégrea in the model (step 3). Results show
that language dominance, Cantonese rhyme and Brajienological awareness accounted for
19.7% of the variance in Cantonese word readirtte ifteraction between the cluster variable
and phonological awareness, as well as the interabetween the cluster variable and rhyme,

were not significant.
[insert Table 6 about here]
Discussion

The primary goal of this paper was to describeotia proficiency and early literacy

skills of Cantonese-speaking English language &aranrolled in kindergarten on the west
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coast of Canada and United States. The overadlbudary and early literacy skills were similar
to past findings with ELLs with various L1s (Joraygj Verhoeven, & Siegel, 2007; Lesaux,
Rupp, & Siegel, 2007; Nakamoto, Lindsey, & Mani802). The children in this sample had
low vocabulary scores in both L1 and L2. Conttarprevious research with Spanish-speaking
ELLs (Dickinson & Tabors, 2001; Lonigan, 2003; Snetal., 1998) showing that at the
beginning of first grade, ELLS’ vocabulary and egestt literacy skills are behind those of their
English-speaking peers, the children in our sangieaverage, had age-appropriate

phonological awareness skills and letter-namingdwcoding skills in English.

When grouped by location, on average, the Canagi@up and the American bilingual
group performed better than the American mainstrgaap on the Cantonese measures, yet
they were not behind on the English measuresadt there were no differences in English
vocabulary and English decoding skills among tmeghiegional groups. These results provide
evidence that developing the first language (Caggehproficiency does not hinder the
development of second language (English) profigierihis advantage in Cantonese proficiency
could be attributed to the bilingual instructiorsahool (for the American bilingual group), the
after-school Chinese classes (for the children ware enrolled in them across both countries)
and from home literacy activities. As this waseadiptive study to examine the language and
literacy skills of Cantonese-speaking ELLs in th&lhnd Canada, the data did not address
formally and in detail the factors that lead t@eg L1 and L2 skills. Future studies should
collect qualitative data on the amount of L1 larggiase at home and school, as well as the
quality of L1 language used at home and schookterchine the conditions that lead to strong
L1 and L2 skills and the conditions that influendeether there will be a facilitative effect of

bilingualism on emerging literacy skills in both bhd L2.
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Closer examination of the data revealed two ctasi&/iding the children into English-
dominant and Cantonese-dominant. English-domicdlaifdren had significantly higher scores
on English vocabulary and English decoding tharGhetonese-dominant children. At the same
time, the Cantonese-dominant children had sigmflgahigher scores on Cantonese vocabulary
and Cantonese word reading than the English-dorhgranp. Interestingly, there were no
significant differences between the two groups ogliEh phonological awareness, Cantonese
rhyme, and Cantonese tone. These findings suppdidet al. (2011) and suggest that balanced
bilingualism may not be necessary for the develogroéphonological awareness skills, but
rather suggests the existence of transfer of plogical awareness skills between the two
orthographically different languages.

Interestingly, a balanced group of bilinguals did emerge, which could be a reflection
of the demographic characteristics of our sampie.possible that a large proportion of our
sample consisted of children who were dominantnia language, reflecting the greater
prevalence of language-dominant bilinguals amoegrtimigrant population of ELLs across
North America who experience subtractive, rathantadditive bilingualism (Hoff & Shatz,
2009).

Moreover, the regression results revealed a peassifnhsfer of phonological awareness
skills even between two languages with differenting systems, and particularly the effect of
phonological awareness skills in English on théydaeracy skills in Chinese. All children in
this sample were attending schools in the U.S.ara@a and receiving reading instruction in
English. When learning how to read in English]dri@in must master manipulating phonemes.
Past research has also shown that this extra esgtus&nglish, a language with more complex

phonological structure than Chinese, acceleratedeirelopment of Chinese phonological
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awareness (Bialystok et al., 2005; Chen et al.0pahd Chinese reading (Chen et al., 2010)
among Chinese-speaking children.

The transfer observed in the present study wasfsenL2 to L1, but not from L1 to
L2. This may be due to the fact that children watending schools in parts of North America,
where the educational goals in the public scho@sraastery of the English language and
literacy attainment in English. Even in the bilirad) programs in the U.S., the goals are not to
create bilingual children, but to use the home lagg to ensure grade-level mastery of
academic context so that the child can quickly easlly make full transition to English-only
instruction. Future research using classroom e@bsens and teacher interviews may help to
further explain these findings.

Our results also revealed that upon school eatrgdage proficiency measured with
vocabulary size in both languages is not a siggmfigredictor of early reading in Chinese ELLs,
and does not moderate the effect of phonologicaremess on early decoding in this population.
Teachers need to be made aware of this findingaahey do not wrongfully attribute poor
reading skills to lack of oral proficiency (Limb&sGeva, 2001) in this population. Moreover, it
is now apparent that there must be other factoasidition to phonological awareness that
predict the rest of the variance in the decodinlisstf Chinese-speaking ELLs in Kindergarten.
Therefore, future research needs to focus on igergithose factors (e.g., socio-cultural and
ethno-linguistic among others) in order to revehhtexactly contributed to these children’s
well-developed early literacy skills in Englishlamguage very different than the home language
of these children.

Findings from this study present important educetiomplications and directions for

future research on the language and literacy silEELL students. First of all, the finding that
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on average, all children, including the English-diwant children, in the sample scored lower
than monolingual-English norms on English vocabuéard the possible impact this may have
on their future English reading achievement (eafidh, 2001; Proctor, Carlo, August, & Snow,
2005) suggest the need for classroom teachersts fan developing bilingual children’s
vocabulary during kindergarten. In fact, as thiéddcén come to kindergarten already with low
vocabulary knowledge, there is a need for prescteamhers and head start staff to work on
vocabulary building in ELL populations prior to ki@rgarten entry. Even though it appears that
low vocabulary size does not seem to interfere iehdevelopment of early literacy skills, in
order to ensure that ELL children can comprehergli&imtext, it is crucial that preschools and
kindergartens focus on building vocabulary knowkedgd providing children with strategies to

increase their vocabulary.

Secondly, the fact that cluster analysis revealeddusters, English-dominant and
Cantonese-dominant, suggests that teachers néedatoare of the presence of ELL children of
both types in their classrooms. Children with lovemguage proficiency in English, the
Chinese-dominant group, are particularly at riskeafning difficulties, as they already show
weaker decoding skills in English. It is also pblesthat language dominance would play an
even bigger role in the children literacy developiria the later grades, when the academic
curriculum places even greater demands on therehiklanguage skills in English. Therefore,
further research is needed to establish the eff@ct ®f language dominance on the literacy
development of ELL children beyond kindergartenostimportantly, the results of the current
study suggest that in order to accurately estaBlldhchildren’s levels of oral proficiency and
academic performance, not only is it importantdosider oral language proficiency as

measured by standardized tests, but also eangdifeskills, such as phonological awareness and
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letter-naming, to properly assess ELL childrenpdesally with English language learners,
teachers, speech-language pathologists, and atheat®rs often find it difficult to determine
whether the observed oral language limitationswétin the normally expected range of
variation for age and experience, or are evideheel@anguage or learning disorder. Past
research demonstrates that educators may use rahbaieguage proficiency, including
vocabulary, as an indication of the child’s oveeadhdemic performance (Limbos & Geva,
2001), resulting in a trend for school personnehtediagnose and to misplace at least some
ELL students in special education classes (ArtRageda, Salazar, & Higareda, 2005; U.S.
Department of Education, 2008). Additionally, mer®rmation on the curriculum, frequency,
and attendance of Chinese language schools, assvebiserved differences in parental

expectations, home literacy and language use &ssacy.

Few studies have examined the language and litstaky of bilingual children in both
their home language and school language. Thenigsdirom this research increase our
understanding of the language development procesdekngual children from a major
immigrant population in the U.S. and Canada. Quuy\sexamined the English language skills
that children bring to kindergarten as a foundatmrunderstanding the reasons for possible
academic difficulties later on. Knowing the levefdanguage skills with which children come
to kindergarten and how this influences early Esigliteracy skills contributes to the
development of preventive measures at the pre-kjadien stages as well as of instructional
strategies for developing English literacy skifiskindergarten. Ultimately, we hope to provide
the knowledge needed to inform sound policies &ffgdhe future education of the constantly

growing number of children from immigrant familieseth in the United States and Canada.
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Table 1. Participant characteristics across thtes s
American bilingual American mainstream West Coast
group group Canada

Total Number of 53 32 28
Participants
Mean Age 5,7 5;9 5;8
Gender

Boys 21 14 14

Girls 32 18 14

Average Mother’s highest
Education

Child born in USA or

Canada

Yes

No
Parent born in USA or
Canada

Yes

No
Age first exposed to
English
Languages Spoken at
home by Child

English

Cantonese

Both
Languages Spoken at
home by Family

English

Cantonese

Both
Attend Chinese language
school afterschool or on
the weekend

Yes

No

some high school

14
38

some high school

some high school

2:10

14
14
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Table 2. Student achievement scores in EnglishGardonese by regional group (n=113).
Variables American  American Canada
bilingual mainstream  (n = 28) Range F p
group group

(n = 53) (n = 32)

Mean 6D) Mean GD) Mean D)

English

PPVT 83.72 81.38 83 40-108 .23 .7936
(14.55) (18.24) (13.31)

PA composite 94.25 91.41 98.75 70-126 2.97 .00554
(12.36) (12.73) (8.88)

Letter-Word 109.83 107.69 110.75 92-157 .65 5253

Identification (10.35) (11.31) (11.50)

Cantonese

PPVT 91.70 78.53 83.25 55-128 7.45 .0009
(15.95) (11.02) (32.67)

Rhyme 5.28 5.19 8.39 0-14 14.59 <.0001

Detection (2.20) (3.23) (2.81)

Tone 6.28 4.88 8.61 0-13 13.52 <.0001

Discrimination (2.48) (3.22) (2.86)

Character 3.02 A7 4.93 0-20 15.46 <.0001

Recognition (2.94) (2.37) (4.59)

Note.PPVT, PA composite, and letter-word identificatsmores are in standard scores. Rhyme

detection, tone detection, and character recogn#@mres are in raw scores.
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Table 3. Background data and student achievemeresm English and Cantonese by

language dominant groups<113).

Variables English Dominan€Cantonese Dominant
(n =55) (n=57) Range F P
Mean SD) Mean D)
English
PPVT 92.96 73.23 40-108 78.40 <.0001
(8.30) (14.38)
PA composite 96.85 92.67 70-126  3.58 .0610
(11.97) (11.44)
Letter-Word 111.78 107.49 92-157 4.54 .0353
Identification (12.96) (7.80)
Cantonese
PPVT 78.55 95.95 55-128 43.39 <.0001
(9.86) (15.05)
Rhyme 5.53 6.49 0-14 2.96 .0884
Detection (3.11) (2.82)
Tone 6.13 6.80 0-13 1.35 .2481
Discrimination (2.99) (3.20)
Character 1.98 3.58 0-20 6.03 .0156
Recognition (2.72) (4.02)
Background
First English 2.63 2.87 0-6 .86 .3554
exposure (1.24) (1.44)
Number of L1 1.28 151 0-3 2.22 1393
Books (.84) (.80)
Number of 2.19 1.92 0-3 3.23 .0749
English books (.83) (.78)
Total Number Total Number
Attend L1 16 18 .01 .9327
Chinese school
American 25 28 15 .7006
bilingual
American 18 13 1.37 .2446
mainstream
Canada 12 16 .58 4495

Note.PPVT, PA composite, and letter-word identificatBmores are in standard scores. Rhyme

detection, tone detection, and character recogndtmres are in raw scores.
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Table 4. Correlations between measures for Englishinant and Cantonese-dominant

studentsrf = 113).

1 2 3 4 5 6 7 8 9
1. English PPVT
English dominant -
Cantonese dominant -
2. English PA
English dominant .24 -
Cantonese dominant A8rr* -
3. English Letters
English dominant .19 56%* -
Cantonese dominant .33% oY R -
4. Cantonese PPVT
English dominant 29*% 14 =12 -
Cantonese dominant 5Qgxx* QB 347 -
5. Cantonese Rhyme
English dominant 13 .01 .04 .03 -
Cantonese dominant 12 .29% 13 31* -
6. Cantonese Tone
English dominant .16 .26 .06 .16 ATH -
Cantonese dominant .14 .19 .01 .38** 57 -
7. Chinese Character Reading
English dominant .05 .18 .08 .16 .25 .15 -
Cantonese dominant .10 .34* .24 31* .39** .36%* -
8. First English exposure
English dominant -14 A2 -.06 .01 14 .18 15 -
Cantonese dominant -.17 -.30% -.25 -21 -.18 -.04 -.10 -
9. Number of L1 books
English dominant -.04 A2 A4 -.09 .05 .14 .26 .09 -
Cantonese dominant .01 .32* .08 .03 .03 -.19 .23 -.38** -
10. Number of English books
English dominant .24 .02 .004 .03 -.20 .03 -.23 -.05 24
Cantonese dominant -.01 .04 .10 -.10 .04 -.10 -.05 -.16 .23

*p < .05, **p < .01, **p < .001
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Table 5. Results of fixed order regression preagcinglish decoding by cluster group

and English phonological awareness.

Step R ARF  AF

la. Language dominance (Cantonese .04 .04 454
dominant) cluster

2. English Phonological awareness 31 27 19.70%**
1b. English phonological awareness 31 31 49.32

*p < .05, ¥p < .01, **p < .001



Early Literacy Skills of Cantonese ELL44

Table 6. Results of fixed order regression prexgcCantonese reading by cluster group,

Chinese rhyme and English phonological awareness.

Step R ARF  AF

1. Language dominance (Cantonese .05 .05 6.03
dominant) cluster

2. Chinese rhyme A5 10 3.64%**
3. English phonological awareness .20 .05 .83x**

*p < .05, ¥p < .01, **p < .001



