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Intervention Procedures for Increasing
Preschool Children's Interest in and
Knowledge Abont Reading
Questions of the value and appropriateness of reading
P

instruction for children who have not yet entered first grade
lidve bhetr debated for most of this century. The maturationist
for formal reading instruction, traditionally in first grade
(Morplictt & Washburne, 1931, among others, cited in Coltheart,
Ferreiro & Teberosky; 1982; Mason, 1980) show that young children
learn concepts about reading before going to schools

The debate regarding reading instruction is part of the
broader context of intcrvention in the motor and cognitive skilt
domaing. Hunt (1982, 1983), citing his own research and that of
Razel, rejects the long-held contention that early training of
preschool children has “no marked effect upon ultimate skills® as

the widely quoted work of Gesell ,purports to show. Reanalysis by

Razel of identical twin studies by Dennis (1941}, Gescll and
Thompson (1929), and McGraw (1935) which scemed to indicate that

the untrained twin caught up with the trained twin actually

continued to retain an advantage. Also, early intervention

studivs by Hunt and associates and by Heber €1978) have shown
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that dramatic increascs in intelligencr test scores are possible
through early intervention. Hence, the evidence does not support

the argument for an overriding influencé of maturational
readiness: Rather the issues seefi to focis on what type of
instruction is most appropriate at a given time in a child's
iife;!‘ﬁariy reading, which is oir area of concern, still lacks a
clear description of what should be taught and in what manner.
Our view is that the meaningfulness of print must be
emphasized before engaging children in word analysis. That is,

When they have undérstood this concept (or set of concepts); they

will be able to learn the letter—sound characteristics of the

maturationat readiness for school instruction an
acquired B; many children prior to formal reading jinstruction in
first grade.

This position is derived from evidence by Bissex (1980);
Clay (1972}, Clark (1975), Ferreiro and Toherosky (1962), Mason
and McCormick (1981), and McCormick and Mason (1981). Children
often acquire considerable knowledge of what and how to read as a

function of informal experiences in recognizing and reading
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worls, spelling, printing, and being read to. An important
[ )

of printed words a 4 messages rather chan on letter-sound
characteristics: The followinc d»scription of the proposed
hierarchy from * -on and McCormick (198}1) clarifies this point.

Level 1: The Functions of Print

sensc, it is similar to looking at and remembering pictures.
Consequently; as children learn to recognize words that appear on

mostly to the meaning; they do not realize that words need not b

context—-specific. Hence they may not recognize a familiar word

in a new context,; knowing, for.exampie, STOP on a stop sign hut

not elsewhere: Also, even though they can learn words, they may
not report their knowledge as we would expect. For example,

several 4-year-olds in one of our studies learned the word

rabbit; but later called it "bunny.” Finally, although they

frequently learn to name letters; they do not know how to use

them for remembering words. For example; when asked to spell

short words (with magnetic letters); they typically lay out in a

level of development, children are learning How to relateé their
oral langiage to print. However, tlien strategies for recognizing

printed words are relatively ineffective and often tied to

inappropriate ctues.
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LEvel 2: The Form of Print

books and signs read to them and attempting to print iéEEéEéf\
they pay closet attention to print. This gives them
opportinities to notice Striictiiral characteristics of print; such
some letters have particular sounds that are repeated in words.
This suggests that children's attempts to write, spell, and read

1971 foster a change in viewpoint initiating a Level 2

understanding of reading. Children can reorganize their
conceptual representation of how to learn and remember printed
words by beginning to use letter—-sound relationships. With this

more dccurate understanding about print; they are able to learn a

about spelling short words, and they will try to sound out some
words they have never seen. However, as documented by Biemiller
(1970); Bissex (1980}, and Soderbergh (1977), their orientation
at this level of development to letters and sounds may lead tlhiei
to ignore or pay insutficient attention to context: Also, thoy

have not learned that many individual letters have more than ohe
sound and that clusters of letters provide more accurate cues to

sounds than do single letters. We think this explains their

attempts to map each letter to a iiniqué sound (e.g.; "we are” for

~d
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for bight); usc the more famitiar patterns for some

wear; “bigit"
letters or letter clusters (e.g.; "rech" for reach,; “"blod" for
blood; "word” for wicrd; "mote” for moot) or become completetly

confused by words which vicolate the letter-sound patterns they

Level 3: Coordination of the Form and Function of Print

A third ievéi of development is needed that appears to occur
through extensive experiences in reading. We have found that
children eventually notice the repetition of sounds for letter

clusters in words (e.g.; seed, nced, feed) and realize the

possibility of manipulating letter sounds in words: Bissex
(1980), for examplc, describes a child's observation that to
write look, replace the b in book with 1; and Soderbergh (1977}
pointed out games het child played with the morphophonemic
characteristics o° our language. Since a heightened awareéncss of
orthographic redundancy and phonological patterns must reduce thie
burden of recognizing words, we suppose that this allows
attention to be fixed once again on meaning: That is; because
and letter sounds; we propose that Level 3 readers can feature
again the meaningfulness of print. This suggests that chey hold
a more flexible viéw toward letter-sound relationships, being
better able to recognize words that have unique patterns; and;

making good guesses dbout the pronunciation of new words; they
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can skip unknown words in order to attend to text meaning. Thus,
Level 3 readers have acquired a sifficiently precise
conceptualization of reading that thoy can progress rapidly in
reading and can read and learn from more complex texts.

This hierarchical model of beginning reading skill was
partly verified with data collected on children tested at the end
of kindergarten and retested at the beginning of firSt.gréde
(McCormick & Mason; 1961): 4 substantial change over the summer
of knowledge of letter names characterized children who were :t

and home experiences (Mason, 1980), showed a progréssion through
Level 1 into Level 2 or progress in Level 2, well ahead of most

children their age: While predictable changes in knowledge about

families; we had not studied or tried to interview with childreii
from low income families. We believed we had effective early

children who were more likely to be at risk academically.
In this chapter we will draw on aspects of our earlier work
which led s to constrict materials and procedures for our

intervention studies: We will first describe how parents diffcr
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in providing an atmosphere that favors learning to read: Second;
we will document how their children difter in knowledge of letter

names and sounds. Third; we will provide evidence of successfuil
intormal intervention strategies appropriate for children just

beginning to understand the communicative value of the printed
word. We will suggest that such ar intervention may be most
beiieficial to those childreii least likely to "get off to a good

start” in reading:

Support for Reading at Home

Three groups of parents from two of our earlier studies
(Mason; 1980; Mason & McCormick; 19Y81) were given questionnaires
regarding their support for activities related to reading:
Responses were obtained from professional parents in a university
community; parents who were primarily secretaries; students and

aid. Parents from the higher income groups reported a higher

level of support than did the public-aid parents, confirming our

supposition that parent incomie or education is correlated with

parcnts' attention to preparing their cliildren for readings
p prep g

Tzble | shows the percent of responses for each groips

{1 wvearly every question the public—aid parents responded in

i0
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support on thesc items.

We later learned that some items on our questionnaire had
indcrestimated the rqnge of some items. For example; comments by
Gome pareits and later interviews with others revealed that many

day; provided, not just one alphabet book but up to 20 (median =

3); and owned up to 200 children's books (mediar = about 20):

or learning about how to read at home.

Children's Print Knowledge

tasks of print knowledge. Two tasks of print knowledge, letter-
naming and consonant-sound ideéntirication, weré givén to all the
groips so can be compaied liere. The children's responses to
these tasks show discrepancies among social class groups

In Tahle 2 are data we cotlected from three groups of lour-year-
0ld chilctes of professional parents (Groups 1, 2, and 3); Fout-

year-old children of secretaries. students and clerks in a small
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college community (Group 4}; four and five-year—old children from
a rural area (Groups 5 and 6) and five and six-year—old children
of parents who were on public aid (Group 7): Keeping i. mind
that letter naming is the single best predictor of achievement in
beginning reading from among those skills commonly measured on
currently available reading readiness tests (8iivaroli; 1965;
Lowell, 1971; Bond & Dykstra, 1967, as cited in Muchl & DiNeito,
ditferent skills in letter naming and consonant-sound
identification: Children of professional parents named moreo
letters than any other group and were matched only by a¥eyéar—

older rural chitdren in consonant sounds. Group 5 rural

children's scores were depressed in comparison to their age mates
living in urban areas (Groups 1=4). The chiidren in the public-
aid group (7) were similar to the older group of rurai childres
(b) if letter naming but had not transferred that knowiedge to
consonant sounds. Thus, the childrén were entering first grade
with large differerices in letter namii , and consonant sound
identification skills:

To test our supposition that substantial differences among
the children rémained when they enteved school and that those

witl the least knowledge of teginning reading skills (Group 7)

ERIC

Aruitoxt provided by Eic:
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were at academic risk; we searched for and found the first grade
school records of 15 of the 19 children from the public-aid

group. Nine (6U%) had been placed in a remedial reading program,
ind & cf thesé 9 also refeated kindergarten or first grade: A
Gimilar séarch for the Group 4 children (lower middle class)

possible had repedted first grade; however; | child had reccived
remedial reading instruction aid | child was receiving extra

instruction from a learning disabilities teacher.

In addition tc the fact that the public-aid cliildren were

Mothers in the public-aid group (7) overestimated how many
letters their children could identify in 327 of the cases white

chses .
Othier of our studies showed siubstantial differences among
children in the same classrooms. For example, in McCormick and
Mason (1981), children were asked to read 2- and 3-letter high
frequency words: krom among 50U children entering first grade,
the 6 with the least knowledge of letters could read on average |
out of 28 words; the 38 in the middle knew about 1l words; while

the b most advanced children knew 26 of the 28 tested words. The

low scoring group could ideéntity only four of 52 letter=sounds

et
%)
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while the top group identitied 45 letter-sounds: Similarly; in
an unpublished analysis of 203 entering first-graders' reading,
9% could reéad none of the 20 Common words showed to them but 6
coiild réad thém all. Nineteen could not identify any consonant-
sotnds while 27 could identify all 32 they were shown.

The evidence indicates that children who enter first grade
at the bottom of the class usually continue to be behind their
classmates in reading (Calfee & Piontkowski, 1961). Hencé, an
intervention which fosters interest in and understanding of the
printed word before children enter first grade may be very
important for those chitdren entering first grade who have little
familiarity with printed letters and words and so arc likely to
be less successful in acquirting reading skills.

Instructional Intervention

A year-long training study in a university community of
prescliool children's (Groups 1, 2 and 3) dcqiisition of print
knowledge (Mason, 1980) compared the effects of an orientation to
the meanings of prinéed words to the effect of an emphasis on
letter names and éééhds; A higher recall of printed words that
had been taught and higher scores on task of reading new 3-
‘letter; common words supported the hypothesis that the meaning
tréatméﬁt was more effective. We supposed; but had no proot
tlhiet, that the childrén madé moreé progress because the word
medning tredtment had fedtired the use of very easy-to-read

little books. Observations of the children during the fall
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semester revealed that the meaning-oriented group spent more of
their playtime reading, writing, or involved in reading-relited

activities than did the letter-oriented group (23% and 15%).
Tests given at the end of the school year showed that, while both
groups kuew letter names; the group oriented to the meaning of

print had somewhat higher scores on tasks of word reading,

spelling and printing than did the other group. However, because
other materials also varied and the same teachers did not teach
both pgroups; there was no way to measure the effects of the book
materials alonii. The néxt year a carctul record of the number of
childrei borrowed from | to 29 books diiring the yoar, an averdage
of 9 books: lnterviews with the teachers indicated that they
believed the books were leading childreii to becoie wore
interested in reading at an earlier age and to make more rapid
progress in their knowtedge of printed words and letters: We
were thus encouraged to study the intervention of reading
activity for preschool children more systematically éi':ia with
childrén who weré obtaining léss support at home for reading.

At thi§ point we bulieved that learning to read the little
in reading because reading or reciting the books encouraged them
to be more attentive to or aware of print in their environment .

The next studies began a series which focused on the little books
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as a means of fostering children's interest in and knowledse
about beginning reading.

We constructed books with very simple storylines (often &

single sentence separated into short phrases, one phrase to a
page) and our own simple line drawings: We evolved an
iistrictional procsdure that relied on rercading: €hildren were
encourdged to read or reciteé the words From each page after a
demonstration by the teacher. Each story had a punch-tine ending
which we thought would délight the children; and we aimed for
text that would foster accurdte récitation by the children.
Throughout this report whein we refer to a book réading we dre
describing the children's responses to one of our stories. Seo
Appendix A for examples.

A training study was conceived for Group 4 children
(childrén of college student; secretaries and cierks): s
reported in Mason and McCormick (1981); children were trained for

4 two-week periovd using the little books and emphasizing either

suggested that they profited more from instriction that helped

Adcquaintdnce with print; they nceded as a first step to

16
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understand the retationship of printed words to meaiing and to
their own language.

In this study all but one of the children could recognize iio
With greater frequency and accuracy to Level 1 training tasks
which emphasized thé meaning of printed words and reading words
in context (book reading) than they did to the Level 2 training

that the little books provided a format in which the children
could successtully participate; the task was compatible with
their conceptual understanding and skills.

A favorable short term impact of learning to read these
stories was then extended by giving each child several favorite
littlc books to take home. FEven though the parents were mo

alerted to the use of the books; a follow—-up questionnaire three

still living in the area were very interested in the books (the
otlier child torgot to take his books home From school) and that
12 of these 13 were “reading” the books either occasionally or
frequently.

The comments by the parents were uniformly positive and
enthusiastic. Two immediate effects were apparent: ‘First;

according to parents; their children began to "act like readers”

17

-
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bocause of these books and for the first time wanted to read

awire of the children's interest in letters and words. Not only
did thie pareits report that their preschoolers were more
interesteq in reading other words after the intcervention; but
they became wore involved in responding to the child's questions
i?(shC(»ftiing letters and Words;

The long-term effect of our little books was surprising
considering the relatively shiort intervention and that any
fmpetus for using the little books came solely from the children.
Six months after the intervention the parents responded again to
our questionnaire concerning their children's knowledge and
pareiital support. The estimates of children's kiowledge of and
estimates of parental support did not change (Mascn & McCormick,
1981). As a further test of the impact of our materials the
of child knowledge and parental support were nearly identical to
the cxperimental group prior to the intervention. Thus, we could
sdy with confidencé that our materials and intervention had a

kiiowledge of and interest in letters and words.

18
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Our work thuas far aliowced us to make several general
conclusions. First; low SES children are entering school with

fostering or supporting acquisition of prereading skiiils to the
same degree that parents in higher SES levels are doing: Second;
casy—to-read books are especially appealing to preschool children
and can make a significant impact on children's interest in
prereading and knvwiedge of letter$ and worde. Third, parents

their child's early reading skills when easy-to-read books are

available.

books with all children who used them,; we decided to try out a

low cost procedure that could be duplicated by any school o
preschool center. We devised and tested two minimal intervention

procedures. One was directed to a Headstart class in a small

city in central Illinois. We visited the classroom on three

occasions, videotaping lessons to the children fof the purpose of

demonstrating to the teacher how to help the children learn to
read the little books and to docament change in reading by the
children themselves. The resuits were reported by Mason,



O

ERIC

Aruitoxt provided by Eic:

Intervention Procedures 18

eventually did make substantial gains in their reading interest
and ability to participate in the reading lesson. The other
minimal intervention procediure involved giving low and middle

for their use as they brought their preschool child for the
preschool screening provided by thie school districts in the
spring of the year: 7This was carried out for two conseécutive
years. Wave 1 children; on two occasions during the next months;
received another packet of books by mail. Parents met us onty

once——at the screening-—and the child saw us only when tested and
never realized we had sent tﬁéﬁ the books. Wave 2 children
received only the packet of books at the preschool screening.

The children who came to kindergarten the following fall werc
then tested and compared with classmates who had not received the
materials. This experiment, which was reported by Mason and
McEormick (1983); ts prescented next:

Method

Procedure

The Wave 1 experimental group consisted of all the

were open for the preschool screening. Children were free to

come on any of the five days and we included in the éxpériﬁéhtéi

Developmental Indicators for the Assessment of Learning (DIAL),



Intervention Procedures 19

parsonnel; and measures of letter identification; spelling and
book reading; in which children were asked to read our “Stop”
story before and after a demonstration by the examiner:. The
parcnt that accompanied them filled out a ‘questionnaire assessing

parental support for early reading and asking for an estimate of
the child's interest in and knowledge about print. Following the
been shown how to “read” and the parent was given a packet of
three more books and a 3 page giideline for their use. We were
pleased that all parents were interested in participating.

During the summer, we sent by mail another packet of little books
and another questionnaire to fill out which asked about their

littlé books was sent to their howmes in the fall. At the
bieginning of kindergarten; these children, along with classmates
Whic Served as matched conttols using the Peabody Picture Vocabulary
Test (PPVT), were measured on @ revised version of the Letter and
Word Reading Test (Mason & McCormick, 1979). The subtésts were:
case letters; printing a letter, a-word, and the child's name,

spe’ling four three-letter wordsy reading 20 common two or three—

21
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little books; onc of which the exptrimental children had been
given to take home. The subtests were repeated in May with

another set of little books and the following year first-grade
teachers were asked to rank all their children by reading
ability.

Wave 2 children (those who were registering for kindergarten
diring the preschool screening and introduced to a little book.
Parents were again given guidelines and the children were given a
packet of little books. However these children did not réceive
other packets of books later and were not retested at the end of
the school year:. Wave 2 children were also watched with &

control group using the Peabody Picture Vocabulary Test-Revised

(PPVT-R). Both groups were tested in early reading: naming 10
upper-case letters; spelling four three-letter words; reading 20

commen two— or three—letter words; and reading three little

bocks. One book was familiar to the experimental group,; and the
other wo Wwere few to both groups. With one of the new stories,
the children were asked to identify specific words after hearing
it read to them (a procedure similar to that described by Morris,

1981, as a measure of the young chila's concept of word). With

the other two,; the children were asked to read or try to read the

story.

ERIC
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Subjects

Twenty-three Wave 1 children entered kindergarten (scattered
in school at the beginning and the end of the year for our

[
follow-up tests. They were compared with 22 children who had not
classrooms in three schools. The following year; 27 Wave 2
children from another small, rural school district the were
procedire. These children were compared with 26 classmates from
the same two classrooms. Their posttest was administered in
November of the children's kindergarten year. Both posttests
were given by experimenters who did not know which children were
experimental and which were control group subjects.

R", ,,,,]’ N -

A stepwise multiple regression program (SPSS) was used in
ordér to predict children's end-of-kindergarten reading test
Scores. The first predictors were the child's gender and PPVT
score. The rext predictor was treatment (experimental versus

control). The child's age, information from parents about their
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Score, and treatinciit) was used to predict May scores on word
knowledge (sum of subtests of common words, sign and label words;
and identification of consonant sounds in nonsense words), letrer
knowledge (the sum of upper case letter naming and printing),

spelling knowledge (the number of letters correctly positioned to

(the sum of the number of

spel! four words), story |

of 111 subtests). Table 3 presents a summary of the five

regression analyses; Tables 4 and 5 display information about
each test variablc.

Analyses of Wave 1 children's reading knowledge indicate
reliable and longlasting effects of the treatment. Word
knowledge and spelling scores at tlie end of kindergarten (May

testing) were predicted by treatment and entering vocabulary
(PPVT): Story reading was predicted by treatment only and letcei

knowledge by the PPVY oniy: Information from the parent

questionnaire did not predict children's reading knowledge

because; entered after accounting for vocabalary (PPVT)

differences, it was not sensitive enough to pick up subtie
differences in parental support for reading.

The treatment affected not only story reading but also word

reading and spelling. Bec use the words on the word reading and

24
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in the little books) and 2 of tiie 3 stories in the story subtest

wete new, the results showed that the treatment infiuenced not

transferred to reading new stories. and reading and spelling new
words.: Moreover, the lack of a vatébuléry effect when story
reading was the dependent measire Suggests that the treatment
helped to overcome incoming language ability differénces among
the children: The lack of effect of treatment when letter
knowledge was the dependent variable is not surprising since

i6ttér naming and name printing had been taught to most of the
children while in kindergarten.

Finally, longer term effects of the treatment were assessed
at the conclusion Bf first grade. The control and experimental,

children had been distributed among five first grade classrooms

basal reading series: The first grade teachérs in the school
district were asked to rank the children in tHeir classrooms
according to reading skill and to give the reading group
classification for each child. The teachers, who were unaware of
the minimal intervention study, ranked a total of 111 children,
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ranking for the control group was the 41lst percentiite and the
average ranking for the experimental group was the 46th
percentile, although the children had originally been matched on

calculation ot the proportional rankings it appeared that very
tew of the experimental children were in low reading groups.

When the number of experimental and contrcl children in the low
from the experimental group but 6 (29%) from the control EEoup.
(For the entire first grade 32 of 1i1 (29%) children were in low
reading groups.) While the proportional rankings of the
experimentdl and control groups show a small difference,; the

striking disparity in the number of children placed in ilow

appeared most notably aniong those children likely to get off to a
slow start in beginning reading instriction.
Wave 2

Wave 2 children, who had been given fewer books and were
tested at an earlier time, showed a smaller instructional effect.

affected by treatment and the PPVI-R (Table 6): The effect was
reliable for an old story ("Stop”) and a new story (“Ghosts"):

However, the word identificatior task using a new story

("Apples”) was in the expected direction only and did not reach

statistical significance (Table 7). The diminished treatment
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ettect for Wave 2 children coidld be explained either by an

carlior post—testing date or to thie provision to puarents and

children of tewer materials: FEither way, the main finding of

enhanced book reading for otd and new stories was replicirods
Inscert Tables 6 and 7 about here.

A TFurther Examination of Individuals

For maiiv vodrs our socicty has focuscd on readiig
- ftion within the perspective of schooled instruction. Unly
recently have we realized how mich information young children
acquire about print before beginning formal reading instruction
and how this knowledge affects the sucoess of instruction they
receive:  The change in viewpoint has atrecady influenced
attitudes about failure to read; and it has fostered kindergarten
instruction in rcading and parental support for reading hefore
children start school. The results here impinge most directly on
e third change. A tew simple reading materials and a brief set
ol juidelings to pareits can intluence childrén's attention to
print, their knowledge aboit hiow to read stories, and their later
portormance in first grade.
important issue which must follow from a finding of a successful
e e oL B I R -~ o~ _ oL R R I - -
intervention: That is; why did it succeed? In the hopes ot

understanding why the wminimal intervention had an tmpact; we

ERIC
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comparcd tour Wave 1 chiitdren; a boy and a girl each from the

children who were less well-prepared to participate in first
prade instriction (and thus likely to be placed in the low
reading group) we chose to ékgﬁﬁlify children with entering test
scores dmong the lowest in their group. The two e¢xperimentat
clif ldren hiad correctly ndied only a téw of the letters presented
at the initial testing at the preschiool screcning. We compared
then with two control children whose initial testing in Novembor
ot the kindergarteu year was very similar to that of the two
experimental children: All used the same reading readiness
workbook (prescribed by the school district) in kindergarten, aid
all four children received special reading instruction; in
addition to theéir repular classroom instruction; throapgh Title |
proyrams in the first grade.

The motliers of the four clildren were interviewed at the
concliusion of their child's year in first grade using an
interview being dbvbihpbd Ey Mason and Bliavnagri to examine honme
intluences on reading acquisition. All four of the children wore
from two-parent, lower-middle class homes. All mothers reportod
that their child brought school papers hoiie severdl times 4 wook
and that they would review the papers with their child: All said
thit the childrén had homework Cusually reading or doing math
workbook pages or dittoed shects) several times a week and that

thivy would give help it nevded-—usually holping with directions
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All the children watched several hours of tetevision a night
(although less in warm weather) and cartoons all Saturday
morning. The four mothers reported encouraging certain types of
dievisions by their children, such as choosing a restaurant for
dinner or how to spend their birthday money; and all mothers had
expectations of their child for home responsibilities, the most
common being keeping the child's bedroom “picked up."

Our testing of the childreu's knowledge about reading
revealed differences in their progress as a function of the
treatment. A member of the experimental group, Wendi, at the
initial testing during the preschool screening readily attempted
our stop story and gave a verbal description of the

illustrations. She tried letter names and numbers for the 10U

identify any. When asked to spell three-letter words using
Movible lotters she did not respond.

Her mother reported in the quosStionnaire at the preéschoo!
screening thit Wendi coild recite a fow letters of the alphabet,
that she was read to about two times a woek, tEétAéhé would oiice
in a4 while make alphabet letters while drawing or painting and
that she had more than 20 cliildren's books at EOMé, ihcinding an
alphabet book:

In the follow-up questionnaire (accompanying the second set
ot books sent

set were given at the screening); the mother reported that Wendi
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LT~ - e oo o . . oo . .
was still very interested in the books; frequently reading tliem

to hersell and occasionally asking someone else to read them to

her. She reported that Wendi seemed more interested inm naming
and printing letters, was more intorested in reading and writing
words, and was moré interested in reading or looking at books
sirnce receiving the books at the screening.

When tested in November of her kindergarten yedr, Wendi
recogiized | word out of 12 sign and label words. Thesc words
were presented first in tlie context of 4 §ign or label, such as a
box of crayons, a stop sign, or a Kool-Aid package (to assure
familiarity) and then presented out-of-context but using the
script appearing in the sign or label. She correctly named 4 of
incorrect letters for each word. When asked to read the

familiar stop story; she correctly read all 13 words exactly as
printed and gave adoquate descriptions of the illustrations in a
new little book.

In May -of the kindergarten year Wendi recognized two printed
words from the sign and label task: STOP and M&M. She correctly
named all 10 uppercase letters and correctly spelled all four

words requested: cat, top; sat and pot: She identified 28 of 32

consonant sounds in three-letter nonword strings, e:g:, pab, dak,

lam. Again she correctly read the 13 words in the stop story,

read (or recited) 23 of 25 words in the farm story (a book she

hiad received in the mail) and réported 15 of 19 words in a new
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story about bedtime. (See Appendix A for the text of these
bOOKS « )

class of 22 and in the iupper middlé reading group. During the

interview with her mother in the first weeks of summér following

first grade, her mom stated that Wendi loves to play school with

her four-year—old sister and that this includes frequently
s o

reading to her sister and writing on d little chalkboard,

atthough the mom wasn't sure about what was written and guessed

it was probably names and short words from school: When asked if

she remembered the little books; the mother said Wendi stiii had

words went together:"
The second chitd from the experimental group,; Jason, in the

initial testing attempted to read several pages of the sbop story
but did not turn the first page without the additional cue of
“What comes next?" After the book was read to him he correctly
repeated 12 of 13 words in the story without reminders to turn
the page. He correctly named 3 of 10 uppercase letters and gmave

incorrect letternames for the other seven. When asked to spell
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thic tliree—letter words with movablé lotters; he lined up all
seven available letters, with noneé in the corréct position.

In the par juestionnaire given at the preschool
screening, Jasou . mother reporéea that he would recite a few
letters of the alphabet in order, that he was read to about two
times a week, that he occasionally made letters in his drawing or
painting and that he had about 10 books at lome, including an
alphabet book.

When the follow-up questionnaire was sent about six weeks

later, his mother stated that Jason "looked at the books at least

Mother reported increased interest in naming and printing

letters, reading and writing words and reading or looking at

books since the first books had been given to him.
Jason war absent during the testing in Noveiiber:

In May of his kindergarten year, Jasou recognized the
following four sign and label words: «crayons; STOP; EXIT and

words, then adding the rest of the available letters. On the

strings but correctly produced 10 of 32 consonant sounds. Wher

asked to read the stop story he correctly identified 9 of 13
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words and when asked to read the farm story (received in the

had not read it to him. He did correctly identify 5 of 23 words,
in the book: He also correctly repeated the 19 word bedtimic
story which was first read to him by the examiner.

At the conclusion of first grade, Jason ranked 12th of 23
and was 1in the middle reading groop: In tie interview with
reported that Jason listens to stories read to his four-year-old
brother about twice a week and occasionally reads a story to the
brother himsélf. The mom reported that Jason frequently writes
at home, mostly 1ists of names and words copied from books. He
also plays school occasionally on weekends when his five— and
seven-year—-old step-siblings visit. His mother reported that he
usually reads something every day, such as stories by Dr. Seuss
or Smurf comics: When asked about the little books, his mom

still has them in his drawer. She expiained that tliey were his
books and this made him moré interested in reading. She
remembered that he knew "Some of the words from the pictures.”

Carla was in the control group, and at her first testing in
November of her kindergarten year she recognized two sign and
label words: STOP and EXIT. She correctly naméd 5 of 10

gave no response on either the speiiing or consonant
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identification tasks. She readily attempted the stop story and
correctly identified two words: On a second story she also

identified 2 words correctly: In May she identified 3 sign and

label words: crayons; STOP and EXIT, and correctly named all 10

Ee)

uppercase letters. She still did not respond to the spelling or

farm story. She reported 11 of 19 words in the bedtime story.

At the conclusion of first grade; Carla was ranked 18th in a
class of 24 for reading skill and was in the low reading group.

In the interview her motlier reported that a 10-year—old sister
reads to Carla about two times a month and that Carla reads
library books; such as Dr: Seuss stories; although she prefers °

vieying games with her sister: When asked aboat writing at home
I Y O s

church on Sundays but does not write at home. During the

discussion Her mother stated that Carla had not been a

the parents had bSeen coficerned about her progress all year. The
mothier reported that she had asked the teacher for a conference

her reading hat that the teacher had not responded: Her mother

ERIC
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The second child fr- i the control group, Billy, was first
tasted in November of his kindergarten year. He recognized none
o: the sign and label words, correctly named one letter and did
not attempt the spelling or consonant tasks. He readily
attempted the stop story, correctly identifying 3 words, and read
2 words in another story. In May he recognized 1 sign and label
scunds. On the stop story he identified 3 words and gave 6 words
or. the farm story. He correctly repeated 14 of 19 words from the
bedtime story.

At the conclusion of First grade, Billy was ranked 19th in a
class of 24 and was in the low reading group. Ln the interview
his mother explained that na one reads to Billy now because
school is out. He tried to read from his story book when sclicol
was in session but not in the summer. She alsoc stated that at
the first grade teacher's soggestion; they began to limit his TV
watching: Biily was not interested in the alphabet or books
before kindergarten.

; Despite the similarities among the four children at the

J

bﬁginﬁiﬁg of kindergarten, the control children scored lower on
' / ,

the~spelling, consonant and story reading tasks at the end of

kindergarten and were ranked well below the two experimental

children at the end of first grade. This may be explained by

differences noted in the interview: The control children, but
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. . s . o .
not the experimental children,; were reported by parents as having

beer not interested in printed 1étt§§s and words prior to first

his school work, their responses suggést that they were not very
involved in monitoring his progress in reading or felt that it
was entirely the responsibility of the teacher: Even though
Carla's mother appeared distressed over her daughter's slow
progress in reading and frustrated that she did not kiow what to
do to facilitate the acquisition of reading skill,; she felt
helpléss to intervene in 4 positive manner without direction from

letters and words. The experimental children, however, werc

have involved other family members in their use of the books.

All four of these children had very low letter naming scores
on the initial testing. By May of the kindergarten year all four
names, both skills emphasized in the kindergarten program.
However, the two children from the experimental gfénp showed
dramatic improvement on consgpiht sound identification while the

two children from the control group were still unablé to identify
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any consonant sounds at the end of kindergirten: These
differences reflect the larger group differenmces: For both the
experimental and control groups only one child in each identified
any consonant sounds on our task in the November testing. In

May, only 45% of the control group but 64% of the experimental
group identified at least one consonant (with mean scores of 5:9
and 7.2, respectively).

Discission

now raised other questions: How should future interventions be

implemented and what are theoretical and instrictional
implications of this work? Concerning implementation procedires,
our results (and the personal response from 4 kinaergarten
tegilar préréading activities) suggest that easy-to-read books
are especially helpful to children entering school who are less
well-prepared for reading, the most obvious effect being that the
chitdren like the stories and can readily behave like readers
with books that they can read or recite and belong to them.
Should these materials be provided only to tlicse children with
limited knowledge and interest in reading at the beginning of
kindergarten? Since all the parents of Wave I children who
responded to our questionnaire six weeks after receiving the

initial packet of books reported that their chitd was still
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printed words, we think everyone should be given these materials,
but we cannot be sure of this position.

The study alsc does not determine when or how many books
should be sent home. We chose to ;éﬁa them before and at the

beginning of kindergarten because our other studies had

been as effective? We do not know. We also cannot compare the

eftect of these materials to otheérs; though we certainly do not
2

suppose that these are uniquely effective. We can only

recommend that some materials that children can easily read and

enjoy reading be provided to parents.

How to advise parents about the use of early reading
materials was not studied. Although the experimental children
accurately recognized significantly more words in the books,; in

said "I have this one at home," when he first saw the book but
added that no one had read it to him. Although his responses
were short, appropriste phrases, they did not match the exact

words of the text: This raises the question of how to encourage

Must we stress that a parent read the bock several times to the
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chitd before allowing the child to read it independently? The
case with which children remembered a story from only ore reading
can be seen in the high scores on the bedtime story which
extent to which they read our guidetines for using the books
varied. In the initial followup of a larger group of 67 families
from the Wave I study, 78% of the parents reported reading the
guidelines, but of that group only 46% read them carefuily.

Twenty—two percent said they did not read the guidelines at all.
If we had found some way of assuring or encouraging all the
parents to read the guidelines, the outcomes for thé children
might have been even greater.

Theoretical implications: . Although not the focius of the

were raised. The hierarchical model of early reading provided a
basis for construction of materials and techniques. Their appeal
and success is explained by the Level 1 focus on the function of

print. That is, recognizing words in a meaningful format

Nevertheless, this has not explained the apparent
generalizability to other early reading sKills. Why and how does
a recitation of meaning-laden prﬂntifoster an attention to the

sound-symbol relationship of print? Doés it occur because
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learning to recognize a set of printed words and to name letters
leads children to hear the sound of letter names in words? Did

associate the presence of particular letters with particular
phonemes? Or is there an over—arching conceptual shift, a change
in children's approach to tearning about complex information,
I experimental group not only could read oid and new stories more
accurately; but made a greater improvement on consonant-souand
semester of kindergarten. While this suggests that allowing the
child to behave like a reader facilitates the acquisition of

beginning phonetic awareness of words, it does not explain why.

changes in children's understanding of print meaning in
conjunction with changes in their phonological awareness:
A second question of theoretical importance concerns the

development of the concept of a word. Morris (1981) suggests

that a conceptual knowledge of "wordness” underlies both spelling
and reading. To what extent does story reading, rereading and
reciting help in the developmént of the concept of the word?
Possibly; sign, label, and simple story reading help the child to

anderstand how spoken story words corresponds to printed words .
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bur research suggests but does not prove that : ding in context
s very important.

A third quéstion rogards thé role of parents in introducing
reading to their children. We have survey evidence that rural

the Wave | control group that the parents were either
aiinterested or unsure about how to introduce their child to
print. Does a child's enthusiasm for easy-to-read books lead the
parent to inftiate print-retated interactions with the chiild? Ot
does a child; given materiats that require little help from
parents; keep plying the parent with questions? Our self-report

to learn whether these informal parent/child reading-related
interactions arc important because the parents are encouraged to
bu more involved or becaise the childrun, tinding pléasure iu
reading or reciting stories, initidte qiestions to parents about
print;

In conclusion; over the several years as we liave been
stu'ing the development of print knowledge with preschool
orders of early informal reading instruction. We have shown that
st minimal intérvention with thie little books can have a

sipniticant impact,; particularly for cliildren who are entering
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scliool less well-propared tor reading instruction. We believe
involvement which is fostered by the child's interost in reading.
The use of easy-to-read books exemplifics one way of encourdying
positive parcnt/child interaction regarding printed words.
However; we still lack a satisfactory cxplandtion of how childrin
derive weaning from print and whether children's scarch for the
meaning in pricted information causes or merely coincides with

their development of phonological awarcuess:

péyvhoidgisti McUormick has been cncouraged about the porential
applicability of tlic little books with children at the First
level of early reading: The dppedl and usctulnisds of tho Looks
have been apparey - to her since she first used them with a $roup
ol preszhicotoers;:

test a child who was not progressing satisfactorily in
kindergarten or first grade on beginning reading skills: e
working -ssimptions of the tiachers who made the referrsls wore

thisit it 4 child did not acquire létter—sound correspendences or
]

imnatura; “siow; " or had A learning disability. The recent
theorctical work by Mason and othors has suggested a moro
appropriate interpretation for viewing a slow start in reddiig.
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psychivlogists not oily in how to describe tihe child but alse what
to do abott thie slow progress. The model has suggested that
children progress first through a context-dependent level of
which they begin to apply phoiietic analysis. A personal
obscrvation by McCormick of kindergarten and first grade

acquaintance with printed words. The activities which focus iipon
letter-sound correspondences often ignore children's need for
coliceptual understanding of the meaningfulness of print. A
hicrarchical explanation of early reading development can
conceptual ly prepared to begin with letter—-sound correspondences
and those needing a program in which meaniugfulness of print is
emphasized before moving on to letter-sound correspondences. Uur

activity appropriate for the child at the first level of early
reading .

Closely related to this iSSut is the possibility of using
these materials as a focus for parents of children getting oft to

i stow start in reading:  Our work has slivwn that as a group
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rural and lower SES children are not entering school with the
letter naming and word and book reading. knowledge of urban and
higher SES groups; and that the parents of these children aré not
in print as are higher SES parents: Furthermore, our
questionnaire responses indicated that most of these parents are
willing to help if given clear suggestions. One of the appealing
features of the little books is the involvement of both children
and parents in detivity which is easy for everyone to carry out:
The little books appear to provide a successful iniiiation into
rending activity and to help parents [ocus ofi meaningful aspects
of reading when working with youig childreu.

The conceptual framework tor our work is readily accepted by
the teachers and administrators in the small riral sechool
districts in which McCormick worked: Many believe in a
developmental model of learning, although they also espouse the
iotion of a maturational readiness for reading. Working with
them 1ias meant expldining that while the maturational component
carry out teacher directions, it does not addréss adequately the
conceptunal demands of reading tasks. %éaéhérs and administrators
need to tearn that a low score on a schiool readiiiess test nead

not be interpreted to mean that z child is “no
instruction in reading. It has been importaut to explain that

cven if the decision is made to delay formal instruction; the
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viewed aS 4 prototype of the type of suggestions helpful in such
cases: The little books can illustrate to parents that readiness

for school does not just happen with increasing age. These books

letter—-sound correspondunce drills or sight word recognition
drills. The letter-sound drills may be inappropriate if the
children can bé shown to bé at the First level of early reading
it often focises on words not personally meaningful to the
children, such as golor words, number words and words that do not
match a familiar referent (e.g., the, you, i§, here, that).

o

Ttuachers can be coached to allow these children more time with

Level | activities such as recognizing words in the meaningful

medaning-reldted materidls i$ an important addition to teachers'
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and scliool psychologists knowledge of the acquisition of
beginning reading skills. And; most importantly; for these
schiool personniel who necd daily to make decisions about their
hard-to-teach-children, the notion of levels of early reading
development offers usefil inSights for the construction of
appropriate reading materials and about how to begin teaching
children who enter schosl with skills and conceéptualizations

characteristic of our Level ! reader.
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Footnotes
first grade was a little girl who had the lowest standard score
(85) on the PPVT for the experimental group. Her mateh (on PPYT)
in the control group was ranked below the low reading group in
first grade and the teacher added the comment that this child was

have more complex illustrations and varying print formats: Oyr
books, as can be noted in Appendix A, have a very brief text with
only several words or a phrase per page. The illustrations are

likewise simple and unclittered. At this time our books are not

published: For our research, we xeroxed copies as needed.



Table 1

pareits' Estimates of Support for Reading (Percent in Each Réspb\héé Category)

;] ~
Public-aid Parental Mid-level Parental Professional Parental

Support for Reading Response {N = 19) Response\ (N,=,1i,), - Response (N = 38)

very ) N B very S . very L

often occasionally  seldom often occasionally seldom often occasionally setdom
Hears Séo%yfRecﬁrds 0 16 riﬁ 13 27 60 26 50 24
Watches Sesame Street 37 47 + 18 49 47 i3 79 - 16 5
Discusses Sesame Street 11 47 41 7 80 13 42 "4 16
Asks for Books Reread 53 26 3 1 67 TN 7 68 2 8
Asks to be Read To €8 32 0 80 20 0. 8 16 0

6x hx oy 2 K3 hx o bx by 2%

week week week week week week week week week
Outings with Parent 26 21 53 47 s30T ¢ 3 52 11

each 1,2 seldom  each 1,2% seldom  each 12x seldor

week month week month week month
Goes to Librarv 5 26 68 7 53 40 8 26 66

2 hr I he 172 bt 2 b 1 he 12 e 2 hr Lhe 120

week week week week week week week week week .
Tire Read to 62 47 i1 46 27 3 45 42 13

several 1 none  several 1 none several 1 none
# Alphabet Books 53 5 2 6 20 .13 68 29 3

; i
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Tiable 7

Moltiple Regression Roesulty; Wave [ children (N = 45)

- Unstandardized F ) 5 5
Variable beta value Sig. R” R Chuange
Word Knowledpe
Sex 5.49 1.60 .21 .09 .09
POVT .65 8. 36 .01 .22 .13
Treatment 7:73 3. 64 .06 28 .06
Let~cr Knowledge
Sex 116 ;08 .78 102 ;02
PPVT .10 11.62 .00 S .21
Tredtment .16 .09 .77 .23 .00
Spelling Knowledge
Sex .65 .10 .76 .03 .03
PPVT .31 8.13 .01 .16 .13
Treatment 3.98 4:07 .05 D24 S07
Story Knowledge -
Sex 3,82 1:73 120 .03 .03
PPVT .17 1.22 .28 .04 .01
Tre. tmont £3:95 19:41 ;00 ;35 ,,u,f;ﬁg,,
Whole Test

Sex 9. 80 1.60 .21 .08 .08
PPVT 1.23 9: 36 . 0D .20 12
Treédtment 23,82 10. 82 .00 .36 .16

56




Table 4
Wave 1 Test Desceriptions by Trodtment, Novimbor Tésting

Experimentat (N=23) Control (N=22)

Possible Standard Standard
Variable Score Mean Deviation Mo Deviation
I, Auge in montis 6509 3.12 64.91 3.96

2L PPVT 10601 10:8] 108.91 §.92

3. Sian & Label

Tdentification 34 18.41 y.00 16:76 3:21
4. Sign & Label
Reading 24 4.86 4,81 3,52 3.54

r—‘
o
il
‘
(U8}
(o8}
s
e
(o8}
~J
o

5. Letter Naming

[ge)
&}
(9]
o8
)
—
I
~1

6. Spcliing 2%

(98]
[
Ne}
(s
-
‘5‘
to
—
<
~41
~i

7: Printing
8: Word Rending 20 0.68 P99 0.10 0.30

9: Consomint ) o o
fdentirication 32 0:.64 2,098 0.2%9 1.31

1:99 LR 1.79

[
(W)
1

10. Town Sto 1:\ _11
L Stop Story o T 7:45 4101 7 184

12, Lunch Storv
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Table 5
Wave | Test Descriptions by Tredtment, Mav Testing

Experimental (N=23) Control (N=22)
o Possible e — —- '
Viridble Scorce Mean Deviation Mean Deviation
1. Sign & Label o o
[dentification 24 19:13 2:87 18.82 2.15

2. Siun & lLabel - o
Reading 24 7.91 5:.66 5:55 3.96

3. Litter Naming 10 9.43 1.83 9.36 .40

4. Spulling (3=

létror words) 12 5.74 418 3.91 4,06
3. SpL}iiiﬁ;; (’: o o

letter words) 12 1,52 1.75 2.36 2.98
6. Pridting 3 2,35 .88 2.4 0.85
7. Word Ru;l’din;-: 20) 2.83 5.52 lUO 180

3 Consonmit

tdontification 39 D00 10.94 5.9] 9.47

~4
'

9. Step Store 3 1035 2.59 6:00 3.16
1. Farm Story 25 16,70 9.19 4,09 3.82

I1.  Did Store 19 15.65 2,14 15,45 242
10, WRDENWL (247+H S 17 an 18.54 12045 11.70

13, LTRENWL (3+h) 13

DO RPN (545) 3 g4 7574 h.07 H.770
15, STVHNWL (9+10+11) 57 36,70 10.07 25.55% 5.30

S$6.05 20.93

~J
Z
~
)
~J
)
[}
)

I WHETEST (a1 h)

O
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Table 6
Multiple Regression Results; Wave 2 Children (N=53)
Total Story Scora

. . . - 5
Variable F Value Sig. R” R'Z Change
Sex 3.76 .058 .07 .07
Age 2.41 .100 109 .02
PPVT-R 2.78 1050 (15 .06
Treatment 6.30 .000 .34 .19

o
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Table 7

Wave 2 Test Descriptions and Group Compiarison, October . Testing

control (N=26) Experimental (N=27)

i} - Sig.
Variable B % s:idi % s.d: X diff. level
PPVT-R 10004 10.92 100.07 9.14
Age in months 65: 85 4:99 63:39 3:20
Uppercase letters 5.86 4.13 471 3:99
Spelling 3.93 6.16 2.86 5.50
Common word B
ideatification .50 .96 .43 . 88
Stop story 3.25 3.18 7.73 4. 44 -4, 20 . 000
Ghost story 1.88 2. 60 4.03 3.07 -2.74 .009
Apple story 3. 74 2.68 4. 80 2.87 =1.40 . 169
, Story score - o - o o o
r. (all 3 stories) 8.88 6.92 16.57 7.29 =3.93 .001
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App'c[i’(i iz A

Examples of text from "Little Buoks' (copvright applied for, 1983)

Stop Apples

stop cAr red apples

stop bus vellow apples
stop truck green apptes
stop; stop; stop blue appies
stop for the cat red apples; mmm

vellow apples; mmm
green apples; mmm
blue apples; vuk

Ghosts Time for Bed

a happy ghost brush vour teéth

a sad =host réad a story

a big ghost get a hug

a little ghost climb in bed o
4 Scary ghost nightv-night, sleep tight
boo!

Funns- Farm-Fuanile
one baby chick, peep
two buby chicks; pecep
threc baby chicks; peep
four baby chicks; peep
five babv chicks; pcep
a-a-and

(vpl
? s

O
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