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Message from the Editor-in-Chief

Dear Colleagues,

TOJNED welcomes you. TOIJNED would like to thank you for your online journal interest. The
online journal system has been diffused very fast for last 5 years. TOJNED has continued to
diffuse new trends in education to all over the world since January, 2011. We hope that the
volume 6, issue 2 will also successfully accomplish our global education goal.

TOJNED is confident that readers will learn and get different aspects on education. Any views
expressed in this publication are the views of the authors and are not the views of the Editor
and TOJNED.

TOJNED thanks and appreciate all reviwers who have acted as reviewers for one or more
submissions of this issue for their valuable contributions.

TOJNED, TASET, Governor State University, Vienna University of Technology & Sakarya
University will organize the INTE-2016 (www.int-e.net) between July 13-15, 2016 in Vienna,
Austria.

For any suggestions and comments on the international online journal TOJNED, please do not
hesitate to send mail.

Call for Papers

TOJNED invites you article contributions. Submitted articles should be about all aspects of
education. The articles should be original, unpublished, and not in consideration for publication
elsewhere at the time of submission to TOJNED. Manuscripts must be submitted in English.

TOJNED is guided by it’s editors, guest editors and advisory boards. If you are interested in
contributing to TOJNED as an author, guest editor or reviewer, please send your cv to
tojned@gmail.com.

April 01, 2016
Prof. Dr. Aytekin ISMAN
Sakarya University
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Ryan Andrew Nivens
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Abstract: In 2010, the state of Tennessee embraced the call to overhaul teacher education
and required programs to adopt a residency model within K-12 schools. How exactly this
would affect the various methods courses in a teacher education program? This paper
provides a description of how two elementary education methods courses have shifted from
simulation-style projects to projects that involve working with actual elementary students
throughout the semester. This article presents an overview of the new residency style
methods courses, along with how major assignments shifted to utilize the extensive time
pre-service teachers would spend in the elementary school classroom.

INTRODUCTION

Recent trends in education have emphasized teacher education models that are more field-based with
experiences in school occurring as early as possible. The call for reform was best summarized by Secretary of the
Department of Education Arne Duncan when he stated, “America’s university-based teacher preparation programs
need revolutionary change — not evolutionary tinkering” (2009). In Tennessee, statewide meetings were held for
colleges of teacher education to investigate the medical model as a preferable framework to follow in the preparation
of teachers (Hoffman, Hosokawa, Blake, Headrick, & Johnson, 2006). Extensive training for faculty and
administrators began in 2009, with an emphasis on problem-based learning and using a residency model (Barron,
Preston-Sabin, & Kennedy, 2013). As teacher educators, how this shift affects campus-based methods courses in
mathematics and language arts is of great importance. This purpose of this article is to answer the questions: 1)
What does the enactment of this reform look like in teacher preparation courses? and 2) How are methods courses
impacted by the shift from simulation of teaching to actual implementation in elementary school classrooms?

METHOD

In order to best answer the above questions, documents were collected that would aid the understanding of
how each methods class had shifted over the course of the transition. These documents included: syllabi, instructor
notes, and schedules from the current and former instructors of both the language arts and mathematics methods
courses. Each document was carefully analyzed for repetitions as well as changes in assignments and semester
structures. This analysis was combined with the researchers’ own knowledge of the structure of the courses and how
the courses have adapted and changed since 2010.

The balance of this paper is structured in two primary sections. The first describes our residency model in
the preparation of elementary school teachers, which our university calls the Ready2Teach program, and how a
mathematics methods course and language arts methods course have been modified to enact this new framework.

www.tojned.net Copyright © The Online Journal of New Horizons in Education |
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The second part is a detailed description of the adaptations to our methods courses through the shift to extensive
time in the elementary school classroom.
Description of the Residency Model and Effects on Methods Courses

The Residency model of Ready2Teach, as implemented within our institution, includes a year-long
residency in the elementary school classroom. This residency begins before the start of the fall semester with 50
hours of field placement that are refer to as pre-residency. During this time, the pre-service teacher (PST) meets
with her mentor teacher before the start date of the local school district. The PSTs are expected to attend
professional development meetings with the mentor teacher, assist in setting up the classroom, and be present on the
first day of school when the elementary students arrive, as well as attend the entire first week of school.

The college fall semester, called the Residency | semester, involves PSTs enrolling in four methods
courses, one field-preparation course, and spending 210 hours in their residency classroom. For more on the general
structure of the program and sample scheduling, see Nivens (2013). The Ready2Teach redesign also allowed for the
adjustment of a social studies methods course to be taught earlier and cover a broader range of content than the
residency semester would have allowed (see Meier, Keith, & Dwyer, 2014).

The largest change to occur in the methods courses is the inclusion of approximately 32.5 hours of field
experience per methods course in Residency 1, with four weeks of course time released to accommodate the
required hours and enact a true residency. As all four methods courses do this concurrently, the PSTs spend 32.5
hours x 4 courses to meet 130 hours of their total 210-hour requirement for the semester. Essentially, each three-
credit methods course functions as two credits of on-campus coursework, and one credit of applied field
experiences. Table 1 shows how residency hours are acquired throughout the semester.

Table 1. Ready2Teach residency model semester schedule

Week # ETSU Campus Field Placement in Residency School

1. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
2. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
3. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
4, MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
5. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
6. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
7. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
8. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
9. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
10. MWorTR 8 hrs co-teaching (~2hrs per day, 4-5 x per week)
11. Full time residency 32.5 hours co-teaching 7a.m. — 5p.m. M-F

12. Full time residency 32.5 hours co-teaching 7a.m. — 5p.m. M-F

13. Full time residency 32.5 hours co-teaching 7a.m. — 5p.m. M-F

14. Full time residency 32.5 hours co-teaching 7a.m. — 5p.m. M-F

15. MWorTR No requirements beyond making up lost time

16. Final Exam Week No requirements beyond making up lost time

www.tojned.net Copyright © The Online Journal of New Horizons in Education 2



T "9—' N E D The Online Journal of New Horizons in Education - April 2016 Volume 6, Issue 2

THE ONLINE JOURMNAL
OF NEW HORIZONS IN EDUCATION

Enactment in the Mathematics Methods Course

Early plans were to modify some assignments that were initially intended as simulations of teacher work
and incorporate them within the field placement classroom. These two assignments were 1) analysis of student
work/remediation plan, and 2) an assessment design project.

With the loss of coursework seat time to enable residency hours, PSTs were required to identify an
elementary school student in need of remediation within the field placement classroom to which he or she was
assigned. This had the advantage of helping a real student who needs assistance in mathematics learning. The
difficulty from the teacher education side was in determining how to translate this into a successful completion of
requirements for the course. A pilot of this modification occurred in the fall 2013 semester and was successful. In
the fall 2014 semester this became a standard procedure.

A pilot process began for a second assignment in fall 2014, the Assessment Design project. Instead of
designing a mathematics assessment as a simulation, PSTs worked cooperatively with their Residency | mentor
teacher to design an assessment to be used with the students. The use of peer-reviewed journal articles and sources
to design the assessment were discussed and researched before the four-week full residency placement occurred.

Enactment in the Language Arts Methods Course

Likewise, in the language arts methods course, assignments that had previously been simply simulations of
real classroom experiences were modified to incorporate actual field experiences. The two modified assignments
included 1) planning of a weeklong literacy unit, and 2) close reading lesson plan and instruction.

The first assignment required PSTs to use relevant instructional materials such as a basal reading series to
plan a week long unit of literacy instruction. While PSTs were able to complete the planning process prior to the
implementation of the new residency model, an important element was added in the fall of 2014 to this assignment.
Rather than simply simulate a week of instruction for a fictional class, PSTs were able to collect relevant data from
their field placement based on assessment of student needs and confer with their mentor teacher on appropriate
instructional materials and modifications for their actual classroom.

Additionally, PSTs planned a close reading lesson plan using complex text. Previously, this lesson would
have been primarily a theoretical plan or at best one that was carried out with peers in the college classroom.
Because of the shift to a yearlong residency PSTs were able to carry out the close reading lesson plan with a small or
large group of students at their field placement site. PSTs reported the benefits of carrying out their plan with actual
students as well as the importance of the reflective processes they engaged afterwards with their mentor teachers.

From Simulation to Actual Implementation

The emphasis on time in the residency classroom provided opportunities for changes to be made in the
Residency 1 methods coursework and assignment structure. In order to clearly illustrate the changes, examples are
presented from both the mathematics and language arts methods courses. Because the PSTs complete the edTPA
(Sato, 2014), these two content areas are most beneficial to study.

Mathematics Methods Example

The main projects of the semester are analysis of student work, planning remediation, designing
assessments, lesson planning, and reflective teaching. Table 2 shows what these activities looked like before the
transition to the Ready2Teach model and after. Details follow the table, describing how each assignment shifted to
leverage the extensive field-based hours of the residency model.

www.tojned.net Copyright © The Online Journal of New Horizons in Education 3



T ':QJ N E D The Online Journal of New Horizons in Education - April 2016 Volume 6, Issue 2

THE ONLINE JOURMNAL
OF NEW HORIZONS IN EDUCATION

Table 2. Mathematics methods course assignment changes

Project Before Ready2Teach Full Ready2Teach implementation
(Prior to 2012) (Fall 2013 - present)

Analysis & Student work samples provided by Student work samples provided by instructor.
Remediation in instructor. PSTs planned a month-long PSTs planned a month-long plan for sample

simulation plan for sample student. Content focus: student. Content focus: 2" grade addition.

2" grade addition.

Analysis & Not applicable/No such assignment Actual K-6 student identified by PST and
Remediation of mentor teacher, individual sample collected
actual student through a diagnostic interview and then design

a month-long remediation (and optionally
implement with actual student).

Assessment Design | PSTs designed an assessment on their PSTs, in collaboration with the mentor
choice of math strand and grade level. teacher, design and administer an assessment
to their field-based students.

Lesson Planning PSTs planned and taught one math lesson | PSTs actively co-teach throughout the

and to teach in the field semester. One lesson plan required for
Reflection methods course.
PSTs reflected on the lesson after PSTs reflected on the lesson after teaching it.
teaching it

Analysis & Remediation: Simulation

Before the Ready2Teach program, the project entitled Analysis and Remediation was used to teach PSTs
how to analyze student work and plan a month-long remediation. The instructor provided a sample of student work,
and together the PSTs would analyze this sample. Their task was to identify the students’ mathematical
misconceptions and misunderstandings and to write about 1.5 to 2 pages of analysis. They were also to select and
read 2-3 professional articles related to this student’s mathematical struggles. Once a class discussion had identified
the primary misconceptions, each PST designed a remediation plan for the student to be implemented over the
course of one month (see Nivens & Gann, 2014).

Analysis & Remediation: Actual Student

With the shift to residency, the simulation project became a practice experience of something that should be
implemented in an actual classroom. With the Ready2Teach program, our PSTs now identify a student in their
residency field placement and administer a diagnostic interview, which they write specifically for that child as
described in Ashlock (2010) and van de Walle, Karp, and Bay-Williams (2013). Following this diagnostic
interview, each PST writes an analysis of that student’s work sample and creates a plan of remediation to take place
over four weeks. For the methods coursework, they also write a rationale for the intervention strategies and
sequence selected and submit for a course grade the diagnostic interview, scanned response of student work, their
analysis and remediation plan. A brief report of the outcome of their project can be turned in for PSTs electing the
optional implementation of their plan. Professional articles to support the plan are required, and these articles are
integrated as part of the required readings for the course.

Assessment Design

The assessment design project requires the PSTs to develop an assessment on a mathematics topic their
students will be covering during the time of their 4-week full-time residency (weeks 11-14 in Table 1) when they are
not meeting in the college classroom. The first requirement is for the PSTs to locate and read 3 peer-reviewed
journal articles on the math strand their assessment will cover. Journals that are highly recommended are Teaching
Children Mathematics and School Science and Mathematics. Drawing from these articles and collaborating with
their mentor teacher, the PSTs design an assessment that uses the strands of mathematical proficiency (Kilpatrick,

www.tojned.net Copyright © The Online Journal of New Horizons in Education 4
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Swafford, & Findell, 2001) as the basis for their questions. In conjunction with the assessment, the PSTs write an
accompanying rationale. As an example of what the whole process looks like, Watanabe’s (1996) article is a
required reading. The only change that residency has had on this assignment is that our PSTs now design an
assessment that can actually be administered at the mentor teacher’s discretion.

Lesson Planning and Reflection

The lesson planning and reflection piece is the least changed element of the mathematics methods course.
Before Ready2Teach, PSTs still had some hours of field placement, primarily for observation, and they were
required to teach one mathematics lesson before the end of the semester. With the transition to the residency model,
this project has a wider window of when it can be completed. Typically, this project is completed during the 4-week
period when the PSTs are exclusively in the elementary school classroom.

Language Arts Methods Example

The main goals of the semester are instructional planning, considering modifications, using assessments
and data to design instruction, and reflective teaching. Table 3 shows what these activities looked like before and
after the implementation of Ready2Teach including some considerations of prior coursework. Specifics of the
transitions are considered directly following the table.

Table 3. Language arts methods course assignment changes
Project Before Ready2Teach Full Ready2Teach implementation
(Prior to 2012) (Fall 2013 - present)

Literacy Block PSTs planned guided reading Small group guided reading lesson planning moved to
Lesson Planning lesson for a simulated literacy Junior year course work. PSTs confer with mentor
block using relevant materials. | teachers and collect relevant assessment data from field

Content focus: Monitoring placement to plan a week long literacy block.
comprehension strategies.
Lesson Plan PSTs design a guided reading In preparation for close reading lesson in the field, PSTs
Preparation and lesson plan focusing on broad analyze a fiction and non-fiction text appropriate for
Design comprehension skills. their grade level using the Text Complexity Rubric and

collaborate with their mentor teacher to create a close
reading lesson.

Lesson Plan PSTs carry out the lesson plan | PSTs carry out the close reading lesson plan with a small
Implementation with peers in the college or large group at their field placement site. PSTs
and Reflection classroom. reflected on the lesson after teaching with mentor

teacher and via reflection paper due to professor.

Literacy Block Planning Using a Field Placement Model

With the shift to a residency model, PSTs were given the opportunity to participate in an activity which
closely mirrored the actual happenings in the elementary classroom. PSTs conferred with mentor teachers to plan a
week long unit of study appropriate for their particular grade level of students. They used knowledge of assessment
data, curricular and supplemental materials from their site, and the guidance of their mentor teacher and professor to
design five days of literacy instruction. In doing so, PSTs were required to consider not only instructional
procedures, but rationale for these procedures and modifications for varying groups of learners.

Lesson Plan Preparation and Design

English language arts classrooms across the country are highlighting the importance of text complexity and
close reading (Fisher & Frey, 2012; Hinchman & Moore 2013). Prior to the implementation of Ready2Teach, our
PSTs gained only a theoretical understanding of these concepts through scholarly articles and classroom discussion.
In fall of 2014, this understanding was expanded by the inclusion of a related field component in addition to the
required readings and discussion. In preparation for teaching a lesson in the field, PSTs chose a fiction and
nonfiction text to analyze using the Text Complexity Rubrics used commonly in schools. PSTs then conferred with
their mentor teacher to plan a close reading lesson based on a particular need in their field placement and selected a
text also approved by their mentor teacher.

www.tojned.net Copyright © The Online Journal of New Horizons in Education 5
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Lesson Plan Implementation and Reflection

After collaboration with peers, mentor teachers, and their English language arts professor, PSTs carried out
the close reading lesson plan with a small or large group of students at their field placement site. Afterwards, PSTs
reflected on the lesson with their mentor teacher and via a reflection paper due to their professor. The addition of
field hours in Residency 1 has positively impacted the reflective process in the language arts methods course.
Primarily, the encouragement of conferring with their mentor teacher both before and after engaging in instruction
has increased acquisition of concepts. Also, PSTs tend to share more insightful commentary in the college
classroom as they are able to connect their theoretical learning with real life applications.

CONCLUSION

While the transition to a residency model has been a “revolutionary change” in our program, the changes
have provided an opportunity to enrich the education of our PSTs. In addition to changing the scope of major
assignments, college course discussions can begin with the common ground of all PSTs already serving within their
schools. The advantage to being in the elementary school classroom on day one of the school year cannot be
overstated. By adopting a residency model, our simulation projects are now used as a monitored practice exercise
before our PSTs try things out their own in both the mathematics and language arts methods courses. Moreover,
since the PSTs still see their college instructors, college faculty can monitor these projects as they implement them
in the elementary school classroom during the semester. With further work, these new projects can be modified to
maximize the use of both course time at the college as well as residency time in the classroom.
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Abstract: Dialogic reading is a shared reading activity designed to increase verbal
interactions between parents and their preschool-aged children. The current study compares
the results of in-person dialogic reading training to video-based training. The purpose of the
study is to measure and compare the effect each program type has on the expressive
language and vocabulary development of preschool-aged “children of promise” identified
as “at-risk” by the public school system. Children’s expressive language was measured
prior to and after receiving training using the Individual Growth Developmental Indicators
(IGDI) picture naming assessment. Children whose parents participated in the video-based
intervention (p < .01) and children whose parents participated in the in-person training (p <
.05) made significant gains in expressive language scores from pre-test to post-test. There
was not a significant difference between groups at the post-test, showing both programs
were effective in increasing verbal interactions between parents and their preschool-aged
children.

INTRODUCTION

Dialogic reading is a structured form of shared reading that is designed to encourage children’s oral language,
vocabulary, and grammar skills (Justice, McGinty, Piasta, Kaderavek, & Fran, 2010). Dialogic reading shifts the
traditional read aloud interaction from being adult-led to child-led. During dialogic reading, parents ask open-ended
questions and expand upon their children’s comments and ideas. Parents encourage participation through providing
feedback and adjusting their verbal interactions based on their child’s interests and ability (Whitehurst Arnold,
Epstein, Angell, Smith, & Fischel, 1994). The verbal interactions utilized during dialogic reading expand young
children’s vocabularies (Wilde & Sage, 2007; Jalongo & Sobolak, 2011) and their use of narratives, questions, and
positively impact children’s verbal responses (Beals, DeTemple, & Dickenson, 1994). Dialogic reading techniques
positively influence children’s language skills because they encourage parents to expand on children’s
conversations, redirect conversation to encourage children’s use of particular types of language (e.g. encouraging
children to use descriptive words), and expect increasingly complex word choices from children as language
develops (Snow, 1983).

Video-based training is cost effective and convenient. However, researchers have found that parents with lower
educational levels, which represent many parents of promise, typically prefer in-person instruction (Huebner &
Meltzoff, 2005). Also, researchers have questioned the effectiveness of video-based instruction in teaching
expressive language skills (Briesch, Chafouleas, LeBel, & Blom-Hoffman, 2008). Therefore, the current study
compares the effect in-person and video-based dialogic reading training has on preschool-aged children’s expressive
language and vocabulary.

METHODS

The current study compares the results of a bi-weekly in-person dialogic reading training conducted at a public
preschool over the course of ten weeks to a smaller study providing similar information, to similar parents, in a
condensed format on video over a twelve-week period.

IN-PERSON DIALOGIC READING INTERVENTION

The in-person dialogic reading component of this study was conducted in a public preschool that provides preschool
programs for children three to five classified as “at risk” based on screening results of children’s expressive and
receptive language, fine and gross motor skills, and social / emotional and intellectual processing. At the time of the
study, it served the second most severe Limited English Proficient population in the county. The school population
was 52-percent low-income and had 71-percent limited-English proficiency. The preschool classes incorporate daily
mandatory “Family Time” for children enrolled in their preschool program. During this time, parents are asked to
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read to their children for 15 minutes each morning before leaving their children at school. These children and
families deemed “at risk” by the public school system will be referred to as children and families of promise to
reflect their potential and the assets they bring to school (Blasi, 2002).

Parents received dialogic reading training every other week for ten weeks. On Mondays parents received 15 minutes
of dialogic reading training focusing on the dialogic reading strategies Comment, Ask, and Respond (CAR) and 1, 2,3
Tell Me What You See. The CAR strategy teaches parents to Comment and wait, Ask questions and wait, and
Respond and add more. This strategy is part of the Language is the Key Program designed by Washington Research
Institute. This technique was taught for the first two weeks of training. The last three weeks of training focused on a
technique designed by the author called 1, 2, 3 Tell Me What You See. This strategy asks children to comment on
what they see in order to encourage expressive language, parents to teach new words to build expressive and
receptive vocabulary, and to connect the story to the child’s life to help children connect the story to background
knowledge or experiences.

On Tuesdays parents watched the dialogic reading method being modeled. Wednesdays parents received parent
notes including sample questions they could ask their child while sharing a copy of the book being taught. Five
books were chosen by the teachers. All parents were taught with and used the same five books.

Forty-one parents and children were involved in this study. Twenty parents received dialogic reading training and
twenty-one parents served as a control group receiving no dialogic reading training. A majority of the parents
participating in the program spoke Spanish in the home (75% of the dialogic reading group and 61% of the
traditional Family Time group).

Students’ expressive language and vocabulary were measured using the picture-naming portion of the Individual
Growth Developmental Indicators (IGDI) test. The IGDI test is designed to monitor the literacy development of
young children. Students taking the picture-naming test are presented with pictures on cards and asked to name as
many of the objects as they can in one minute. The number of words correctly identified and the number of words
attempted are recorded. Students’ picture naming ability was assessed prior to the start of the study and at the
conclusion of the intervention. The picture-naming portion of the IGDI has been found to be a valid and reliable
(McConnell, Priest, Davis, & McEvoy, 2002).

RESULTS

Paired t-tests were performed between groups and within groups across time to determine the effect dialogic reading
training had over time on program participants. There was not a significant difference in the number of words
correctly identified by children in either the intervention or control group at the time of the pre-test on the IGDI.
However, children whose parents received dialogic reading training acquired significantly more words (p < .01)
from pre-test to post-test than children in the traditional Family Time group (Table 1). Increases in expressive
vocabulary development are especially important because research has consistently shown the importance
expressive and receptive vocabulary play in young children’s ability to learn to read (Wasik, 2010). This finding
supports the effectiveness of using in-person dialogic reading training for increasing young children’expressive
language skills.

Table 1: In-Person Training and Control Groups’ Pre-Post IGDI Scores

In-Person Training Group Family Time Control Group
(N=20) (N=21)
Pre-Test Post-Test Pre-Test Post-Test
M M M M
Number Correct 11.45 14.32* 11.52 12.48

*p<.01

VIDEO-BASED DIALOGIC READING INTERVENTION

The video-based dialogic reading training was studied at a similar public early childhood center serving children and
parents of promise. Video-based dialogic reading training was provided to nine parents using a twelve-minute video
that was sent home at the beginning of the program. The parents and children included in this group were evenly
divided between parents and children who spoke English, Spanish, and both languages in the home. Each week
children brought home a children’s book and corresponding parent notes that provided parents sample questions to
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ask while reading. No additional dialogic reading training was given. The length of study was expanded from ten to
twelve weeks due to holidays and days students were not in attendance for this school.

Video-based training was provided because it is an easy and economical way to provide training to parents.
Providing materials that parents can use and view at home can help overcome some of the main obstacles to parent
involvement including lack of time, lack of training, and lack of understanding (Wherry, 2010). Arnold, Lonigan,
Whitehurst, & Epstein (1994) found that using a videotape to teach the dialogic reading method worked effectively
to increase parents’ use of dialogic reading skills with children with average or above average expressive and
receptive language skills from middle or upper Socio-Economic Status (SES) parents. However, the effectiveness of
video-based dialogic training specifically for parents of promise has not been studied.

The dialogic reading training provided on the video used the acronym DARE to help parents learn dialogic reading
techniques. DARE was a combination of the CAR and 1,2,3 Tell Me What You See strategies taught to parents in
the first study. The video-based training focused on teaching one strategy instead of two to keep things easy for
parents receiving video training. However, the content of both training sessions was essentially the same. The
DARE strategy, developed by the author, asks parents to:

Discuss the book with their child and ask what their child sees, expand upon their child’s responses adding more
detail, and asking their child to repeat the extended responses.

Ask their child questions about the pictures and teach new vocabulary related to the illustrations.

Read the story aloud.

Encourage their child to connect the story to real life.

Participants were asked to share a book with their child for 10-15 minutes a day choosing whichever steps of DARE
to implement they thought were appropriate depending on their child’s interest and readiness level. The books used
for this study were chosen and accompanying parent notes were written by the author as part of a program called
PARTNERS (Parents as Reading Teachers Nightly Encouraging Reading Success). The books included in the
PARTNERS program were chosen because of their detailed and varied illustrations including culturally relevant
items children are familiar with that could be used for discussion and retelling. All books selected included a simple
plot and supported preschool skills needed according to The Creative Curriculum Developmental Continuum for
Ages 3-5. Therefore, they were appropriate to teach cognitive development, logical thinking, language development,
emergent literacy, and social / emotional development. The books represented a variety of genres and were sent
home randomly each week with the corresponding parent notes.

The video-based program’s parent notes, similar to those provided to parents in the in-person intervention, provided
sample questions parents could use to encourage discussion and language with their child. Sample information
provided on the parent notes includes a summary of the story, things that could be taught, a review of the DARE
strategy and how it could be used over the week, sample questions, and related vocabulary.

RESULTS

Paired t-tests were performed to determine the effect video-based dialogic reading training had over time on
program participants. Children whose parents participated in the video-based dialogic reading training acquired
significantly more words (p <.01) from pre-test to post-test based on their IGDI scores (Table 2).

Table 2: Video-Based Training Group’s Pre-Post IGDI Scores

Video-Based Training Group
Pre-Test Post-Test
M M
Number Correct 14.55 19.00*
*p<.01
DISCUSSION

Children in both studies (in-person bi-weekly training and video-based training) were administered the picture
naming portion of the IGDI at the beginning and end of the interventions. The in-person dialogic reading
intervention group included 20 children and their parents. The video-based training study was smaller, including
only 9 children and parents. In order to make comparisons between the effect each type of training had on children’s
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expressive language, children in both studies were matched according to their initial IGDI scores, chronological age,
and language(s) spoken in the home.

Because students’ IGDI pre-test scores from both studies were matched, there was not a significant difference in
IGDI scores between the two groups before the intervention. Paired t-tests were performed between matched groups
and within groups across time to determine the effect dialogic reading training had over time on program
participants (in-person training and video-based training). Table 3 shows that there was a significant increase in
children’s expressive language from pre-test to post-test for both intervention groups, in-person dialogic reading
training (p <.05) and the video-based dialogic reading training (p <.01). However, it is important to note that even
though children of parents who received the video training showed a greater increase in expressive language from
pre-test to post-test, there was not a significant difference betw