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I t is generally beli eved children are not ready to read un til about."> years and 
that speech production is a necessary and desirable basis for a teaching meth-
odology. In this study, a four-phase program- AljJhabet Familiari'::,ation; AlfJIIflbl'i 
ldentijicalion; Word, Phrase, & Sentence Identification; and Text Reading was ad-
ministered to a subject, beginning at 6 months of age. Significant reading skil ls 
were acqu ired during the subject's pre-speech period. By 3 Y-.; yea rs the subjcn 
read short sentences fluently, a nd by 8 years, his speed a nd accuracy eq ualled 
eleventh graders. A mongoloid child admin istered the program at a later age no\\· 
(at 5 years) reads 48 words a nd 5 phrases and sentences. I t is concluded that 
most current notions on reading readiness and on the ro le of speech produc tion in 
teaching methodology require reconsideration. 

This paper is concerned with the question of wh en and how a 
child sho uld be taught to read. The ling uist Leonard Bloomfiel d 
( 196 1) expressed the view of reading held today by most people, 
lay and profession al, w hen he sta ted: 

I n order to read alphabetic writing one must ha,·e an ingrained 
habit of' producing the phonemes of' on e's la nguage when one 
sees the writte n ma rks which conventiona ll y represen t these 
phonemes. A well-tra ined reade r, of' cou rse, for the most part 
read s silently, but we shall do better for th e presen t to ignore 
this fact, as we know the child lea rns first to read a loud .... 
Alphabetic writing merely directs the reader to jHoduce certain sfJI'erh 
sounds. A person who cannot produce these sounds cannot get thr 
message of a piece of alphabetic writing. I f' a child has not lea rned to 
utter the speech sounds of' our language, th e o nly sensible 
course is to postpone reading u ntil he has learned to speak. 
(p. 26-7, our italics .) 
A view simila r to Bloomfield 's is held by th e language philoso-

pher, R yle ( 1949), who h as stated that, 
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.. . ta lk ing to oneself in silence is a cquired neith er q uickly nor 
\\·i thout crron: and it is a necessa ry condi tion or our acquiring 
it tha t \\T shou ld ha,·c pre,·iously learned to ta lk intelligen tly 
aloud and ha\T heard and understood other people d oing 
1\0 .. .. Simi la rl), a bo_J' haJ to learn to read aloud before lze learns to 
l l'ftd unda hi 1 breath. and to pra t tic aloud before h e p ra ttles to 
hi JmciC (p. 27. our ital ics.) 
Thus. it is ad \'ocatecl that th e teachi ng of read ing m ust wait 

until the chi ld has gained rclati,-c ly complete mas tery of his 
language. both in production a nd understand ing. The child is 
taught to read aloud, and then silen tl y. A lthough such assu mp-
tio ns rega rding the natu re and teac hing of reading arc preva len t, 
no empirical resea rch ac tu a ll y has been provid ed wh ich could be 
sa id to establ ish these theses (sec Du rk in , 1968, for a su rvey of 
li te rature on early readi ng) . 

T he possibi lity that such views could well be fa lse, occurs to us 
because of two proposit ions whic h we hold va lid: ( I ) the essence 
o r the reading p rocess is the acq uir ing of meaning· o r understand -
ing th roug h the medium of visua l ma terials (i.e. , orthograph y) 
and (2 ) language understandi ng on the part of c hi ldren learn ing 
a lang uage a h ,ays precedes la ng uage produc tion (i.e ., speech 
prod uction lags beh ind ) . \'\'c reason th at if children can und er-
stand speec h to some extent even though th ey ca nnot prod uce it , 
the n. w hy could they no t be taugh t to recognize th e orthographic 
reprrsentations of that sperch? Such a conception reverses the 
accep ted learning procedure by teaching the child to read silen tl y 
before he learns to read a loud . 

T he in n·stigation wh ich wr report here concerns our c Ao rts to 
teach a young ch il d to read in j ust this fashion. The administra-
tion o r ou r readi ng prog ram began when the subject (S) was 
6 mon ths or age . A t this age the S cou ld no t spea k b u t could 
understand some word s spoke n to him . 

. \fl'thod 
Subjl'(t & £\jJNiml'llter.\ . T he S. whose name is Kimio (herea fte r K), 
,,·as born in J an ua ry. 19G4. A n onl y child . he appea red b right and 
a len a ncl his p hysical dcn·lopm en t was normal. His speech d c-
\Tlopnwnt was pe rhaps a little below norm a l in his earl y yea rs. 
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At 12 months he could say only four distinguishable words and at 
24 mon ths only about 25 sing le words and a couple of two-word 
utterances could be produced. At about 30 months, however, he 
began to acqui re advanced structures a nd vocabulary quite 
rapid ly so that by his third year his speech production ability was 
somewhat above normal. 

T he experimenters (Es) are K's paren ts, a nd the authors of this 
paper. Both are university lecturers with a professiona l interest in 
language. They designed the reading program (outlined below ) 
which they began to a dminister to K when he was 6 months. The 
program was terminated about 4 years later by vvhich time the 
essential goals had been ach ieved. 

K's Language Environment. K was raised in a mainly English-
speaking environment. Occasionall y, J apanese was spoken by his 
m o ther and o ther Japanese spea kers, pa rticularly his uncle who 
was a member of the same household during K's I to 2 years. 

K was introd uced to books early in life. H e was given books of 
cloth or plastic to play wi th as early as 6 months. The Es wou ld 
stimulate K's interest in such books, which for the most part con-
sisted of pic tures, by looking through the book with him and 
commenting on the pictures. Later whe n K appeared to und erstand 
lang uage, they bega n to read to hi m regularly, usually at bed time. 
Like most ch ildren, K enjoyed having hooks read to him. 

When possible, the Es exploited the appearance of let ters in the 
natura l enviro nment. Letters which appeared on television , in 
newspapers and magazines , on la bels and boxes, a nd on signs we re 
drawn to K's a tt entio n a nd named. Since such occurrences in the 
world a t la rge neve r fail ed to excite K, he was only too happy to 
point in response to a question like " Where is Ay?" h" was sim i-
larl y delighted to have a set of plasti c letters (with magnetic 
backs) and let ter blocks to play with. 

The Es a lso init iated library visits to provid e a source of stimu-
la tion and encouragement forK. K was sta rted a t the library when 
he was 32 months. Going to the library a nd ta king ou t books 
became a regular weekly activity. 
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Procedure. T he reading program is divided into four procedura l 
p hases: ( I) Alphabet Familiari<.ation, (2) Alphabet Identification, 
(3) Word, Phrase, and Sentence Identification, and (4) Text Reading. 
It ca nnot be overemphasized that throughout the program the Es 
a ttempted to foster a positive attitude towards reading a nd learn-
ing to read on the part of K. Lea rning sessions were approached as 
games a nd not serious lessons. Sessions were generally brief, just a 
minute or two in length. They were conducted anywhere 
(bedroom, bathroom, or kitchen), any time (night or day), and 
under a ny condition ; e.g., while K was walking or having his 
diapers changed. An activity was discontinued whenever K's 
a ttention began to wander or it looked as though he might soon 
begin to tire of it. Encouragement and praise were never spared. 

Phase 1: Alphabet Familiari<.ation. The purpose of this phase was to 
familiarize K with the shapes of letters. Familia rization is intended 
to establish a perceptual basis for distinguishing among the variety 
of visual shapes which letters exhibit. This would prepare K for 
the nex t phase where he would have to learn to discriminate 
individual letters from one another . 

The phase was initia ted during K's sixth month , a t which time 
he could sit with support, cou ld recognize fa miliar faces, a nd 
understand the na mes of some familiar objects. Since only familiar-
ization is the goal, having even this minimal degree of la nguage 
(understanding nam es) might not be considered a necessary pre-
requisite to initiating this phase. K could not speak, nor was it 
necessary for him to be able to. 

The upper-case let ters, 2 inches in height, were printed in red 
with a felt-tipped pen on two strips of white paper (3 inches x 24 
inches) a nd taped inside the footboard of K's crib. The lower-case 
letters were printed on simila r strips of pa per and ta ped to the 
headboard of the crib . The lower-case letters were I inch (for a, 
c, m , etc. ) or I !I; inches (forb , t, j , etc.) in height. The style of 
print whi ch is prevalent in most children 's books is the one which 
was used. T hus, the lower-case of th e fi rst letter of the alpha bet 
was printed as 'a ' and not 'a ' . Similarly, the lower-case ofG was 
printed as 'g' a nd not 'g '. All le tters were positioned along a pencil 
line in ord er that th e orientation of the letters with respect to a 
base line wou ld be apparent. 
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Because K would tea r a nd lick the letter strips, it becam e neces-
sary to ta pe the strips securely to the crib and cover them with 
transparent tape. In all , the strips had to be replaced three or four 
times because of wear. Following the first replacement, a ll letters 
were printed in black instead of red. Since black is typically the 
color of type, it was thought tha t familiarit y with letters or th is 
color m ight be helpful. The format of th e strips was also changed ; 
upper- and lower-case forms of the sa me letter were printed next 
to each other on the same strip (A a B b C c, etc.). In th is way, 
the differences between upper- a nd lower-case letters were high -
lighted . This format was retained throughout this phase and the 
succeeding phase. 

Severa l times a d ay the Es would point to various letters and 
pronounce the (usua l) names of these letters ("Ay," " Dec," " Ex," 
etc. ). This was d one in order to direct K's attention to particula r 
letters. The Es attempted to select and name letters at random to 
avoid favoring certa in let ters a nd letter seq uences. Letter names 
were used only for purposes relating to identification ; i.e., to help 
teach K visually to discrimina te letters a nd to tes t this di fferen-
tiation. Purposely, no a ttemp t was made to teach K the various 
sou nd correspond ences of individua l letters. Such an endeavor was 
viewed as a n unnecessa ry complica tion and a n impediment to 
learning to read. It was expected that K would induce sound cor-
respondences on his ow n relatively effortlessly as his reading 
repertoire increased. 

To further draw a ttention to ea ch letter and a lso to teach K to 
poin t (a skill used in the next phase), K's fin ger was sometimes 
held and pointed to a letter as it was named. Sessions usuall y 
lasted from two to five minu tes, a nd genera lly totalled no more 
than ten minutes per d ay. 

Phase 2 : Alphabet Identification. In the second phase K was to learn 
to discriminate letters visua lly. Since the acquisition of th is know-
ledge was to be tested by having K point (with fi st or fingers) to 
let ters which were named, K was considered ready to begin this 
phase when he could point to a n object in response to hearing its 
name. K was in his eighth month when he was considered read y. 
At tha t time he could consistently point or look toward his father 
in response to " Where's Daddy?" or touch his stuffed clown in 
response to " Where's Mister C lown?" 
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Sessions of the second phase generally p roceed ed as follows: 
th e Es v;ou ld ask a question such as " Where is Vee [V]?" and 
then help k to respond by pointing his finge r to the letter , saying, 
" H ere is Vee." The n they wou ld repeat the ques tion and pause to 
let K point to th e le tte r . Whenever he gave a correct response, he 
wou ld be rewarded as muc h as possible with words and ac tio ns 
such as " Perfect!", " Right! ", or a sm ile or a hu g. While at first K 
requ ired assistance in m a king th e pointing response, later h e was 
able to make the response on his ow n. When he made m ista kes in 
pointing, as he freq uently d id a t first, the Es would take his finger 
and point it at th e correct le tter . Even tua lly K learned to point to 
letters sim ply o n the basis of" their na mes, withou t first having th e 
Es poin t th em ou t. Each session, of whic h there were gen era lly 4 
or 5 per day, lasted 3 to 5 minutes. A total of20 minutes p er day 
was rarely exceeded. 

Pha.\1' 3: ll"ord. Phmse and Sentence Identification. The a im of this 
third and most cri ti cal phase was to teach K to iden ti fy the ortho-
g raphic representat ion of words, phrases, and sentences. I f K 
could undn.1tand the mean ing of a word , p hrase, or sen tence that 
was spoken to him , he was considered read y to learn 'to read it; 
i.e .. to ident ify the orthograp hi c form of those items. 

At I 0 mon ths k showed that he understood se,·eral word s and 
p hrases; e .g .. he reacted to "Shall we go bye-bye?" b y rushing to 
the d oor, a nd when he heard "No, Kimio' ' he would stop what he 
was doing. There were sC\Tral objects which he could identify by 
pointing to them in response to q ucstions of the fo rm " Where 
is ___ ?" Consequently, it. was considered ready to begin learn-
ing to read those words, phrases, an d se nt ences wh ich he under-
stood. It should be emphasized tha t it was not considered necessary 
for it' to be a ble to say these items in order to learn to read them. 

The crucia l aspec t o f' this phase im·olves the lea rning of th e first 
word. Until novv K has learned tha t certa in speech sounds are 
used to refer to certain objects in the environment; e .g. , that the 
speech sound " boy" and the o bjec t ' boy' arc associated , and that 
the sp eech sound "Ay" and the visual object 'A' are associated. 
Wha t mu st be learned next is tha t certa in com bina tions of letters 
are used to rep resent certain words of the language a nd their 
mcan111gs. 
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In order to suggest a close relationship between object a nd 
printed word and to set up a situation for teaching, several pic tures 
(four of K's favorites) were fixed to the walls of K's bedroom, each 
with a word printed beneath. The words for these pictures were 
baby, car, boy, and girl. The Es would look a t a nd ta lk about the 
pic tures with K several times a day in order to stimulate his 
in terest in them. 

The Es trained K to point either to the p icture or to the wri tten 
word whenever the word was spoken. (T he proced ure was similar 
to that used in the previous phase. ) Once this sort of response was 
esta blished , the pic ture was removed (permanently) a nd only the 
printed word was re tain ed on a card . K learn ed to poin t to this 
printed word w hen he heard the word spoken . In this way, the 
word boy was focused on a nd became the first word that he 
learned. After this word was learned, the o ther i terns on the wall-
car, baby, and girl- were redu ced to their printed forms only and 
sim ila rl y learned. From this time on, any new item was presented 
on ly in a printed form . No pi ctures or objects were presented with 
the prin ted form nor was there a ny necessity to do so. T he Es 
simply saying the word and pointing to its printed form was 
suffi cien t. Once K had acq uired th e cri tical idea that a printed 
form represents a word , association with the orig ina l objects 
evidently was no longer necessa ry. 

In order to orient K properly for interpre ting English ortho-
grap hy, the Es would run their index finger across the printed word 
from left to right when reading. K was encouraged to im itate this 
po inting. Soon K would move his eyes in a left to righ t d irection 
whenever he looked at words. 

T he Es printed each word, phrase, or sen tence on a card. The 
ca rds were made of cardboard a nd the letters were of the sa me size 
and character as in the previous phases. A ca rd was 3 inches wide 
and 7 or more inches long d epending on the length of the words 
involved. So th a t the words wou ld be similar to those found in 
books, ca pitalization was on ly used for proper names and the 
beginning of sentences. 

ew cards were made to commemorate a ny new experience of 
K's . A pack of blank ca rds was always kept hand y. K wou ld make 
it known whenever he himself wanted a new card made. The basic 
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principle underlying the making of cards was simply that no card 
be made unless the words on it were ones that K would und erstand 
if they were spoken to him. In this way, the tea ching ofread ing 
was not made more complex by the teaching of language. 

Because words like the and to are not meaningful in isola tion , 
such types of words (articles, prepositions, e tc. ) were never placed 
a lone on a card. However, these sorts of words were included on 
cards having phrases and sentences when it appeared that K 
understood the m eaning of the phrase or sentence as a wh ole. 
Phrases and se ntences, it should be noted, were always spoken with 
natura l speed and intonation. They were never spoken in a sti lted 
word-by-word fashion. This was d one so as to encourage K to focus 
on the meaning of the larger reading unit. 

Once cards were made for items, the cards themselves were used 
for teaching and testing. K would be asked to pick ou t a particular 
card ; e.g. , "Where does it say helicopter ?" a nd would be re-
warded if he picked the right card. He was encouraged to ma ke a 
different choice if he picked the wrong card. 

W hen K began to speak a nd was a ble to say the words on the 
cards, he was not discouraged from doing so. Sometimes, the Es 
would hold up cards and ask K to verbally identify th em. K en-
joyed any such vari:ltion. 

A reading session with the cards wou ld las t a nywhere from 2 to 
15 minu tes depending on K's interest. In genera l, less than 15 
minutes p er day were spent in reading sessions during this phase. 

Phase 4: Text Reading. The purpose of this final phase was to teach 
K to read the tex t of books. Instead of simply reading single 
isola ted sentences, K had to learn to read sequences of two or more 
sentences which a re rela ted in some meaningful way. 

For purely practical reasons the Es wa ited until K gained 
fluency in speech a nd was able to read a loud before beginning 
this phase. Reading aloud provides a simple means of monitoring 
reading progress, especiall y wi th respect to determining particular 
areas of difficulty. 

K was 33 months when this phase was seriously ini tia ted . T he 
Es made cards for many of the words, phrases, or sentences which 
appeared in K's favorite books. By making such cards, the Es 
wished to fa milia rize K with some of the items in a book before 
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attempting to teach him to read it in text form. As K bega n to 
read books, however, card making became unnecessary since the 
books th emselves contained a perma nent record of the items to be 
read . Nonetheless, practi ce and testing with the large stack of 
cards which were a lrea dy mad e was continued for some ti me 
afterwards because K enjoyed working with them. 

The books selec ted for use were a lways within K's level of com-
prehension, voca bulary, a nd stru cture ra nge. Most importantly, 
th e subject ma tter of the books had to be inherently interesting to 
K. Without such an in terest, the Es feared that reading would 
become a burdensome chore and engender an aversion to lea rning 
to read . 

The rela tionship of pictures to text varied grea tly in th e books 
which were given to K, the amount of text increasing with age. 
K's earliest books at about 6 months consisted of pictures only a nd 
no text. Most of th ese were made of cloth because paper was too 
easy to destroy. At 12 months K was given books with pictures on 
every page and with a single word, phrase, or sentence under each 
picture. A number were novelty books of different sha pes from a 
series called A Golden Shape Book published by Golden Books. By 
20 months K was given books which had a picture on each page 
a long with a sentence or two. There was no plo t or story connect-
ing the various pictures. Books of this type were Everything Happens 
to Aaron, Hop on Pop, and Silly Billy's Alphabet. At about 26 months 
K was given books which had a picture on a lmost every page but 
had 2 to 10 sentences of text per page. Furthermore, the text of 
each page was connec ted to form a story. Most of these books a re 
from the R andom H ouse Beginner Book Series. Because pictures 
may serve to motiva te reading by providing esthetic sa tisfaction 
a nd by sti rring the imagination, K's books a lways con ta ined an 
abundance of pictures. 

I n general, to introduce a new book , the Es would first read the 
entire text aloud to K, commenting on the story a nd asking ques-
tions about it in order to increase his interest in it. They usually 
pointed as they read. Then they would go back through the book 
reading one line or sentence at a time, allowing K to repeat wha t 
they had just read. K would then be asked to read some of these 
sentences without prior prompting being given . H e was praised 
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when a n item was read correctly. \'Vhen a n item was read in-
correctly, th e Es wou ld encourage him to try again. I f he still did 
not prod uce the correct item , they would provide the a nswer and 
ask K to rcpca t th e corrected item. K was also praised for a correct 
repe ti tion. H e soon developed the ha bit of repeating corrected 
items witho ut being asked to d o so. K wo uld go through a book 
with the Es in this way, until he was read y to read it by himself. 
When this tim e ca me, th e Es would provid e help on difficult words 
a nd phrases. To make sure K coul d read independently a nd was 
not just reci ting from m emo ry, occasiona lly the Es would point to 
lines in th e text a t random a nd ask what was written . 

Wh en, by the age of (o ur, K was often a ble to read new books 
on his ow n without prior he lp, the E 's role cha nged from tha t of 
ac ti\"C teaching to one of passive supporting. Since in the Es' 
estimation it was m a inly practice that Know needed , less as-
sista nce a nd more encouragem ent were provided. 

Tests and Evaluations. K's reading performance was formall y as-
sessed on three occasions, when he was 3 years 6 m onths, 4 years 
II months, and 7 yea rs I I m onths. 

On the first occasion the Es made a tape recording of K reading 
a boo k he had no t seen before. The book, Snow by M cKie a nd 
Eastman , is a Rando m House Beginner Book , 60 pages long 
(495 word s running ) , and with a vocabula ry of 139 different 
words. The tex t deal t with some subject matter which was un-
fa milia r to K. such as ma king snowballs a nd snowmen, skiing, and 
sleig h r iding . T he reading p rocedure employed during the ta ping 
was not typical , sin ce K had nc;ver before been asked to read an 
en ti re new book by himself. As K read , the Es corrected him when 
he was wro ng , rewa rded him often wi th pra ise, a nd encouraged 
him to read to the end. The su perviso r of th e R eading Ce n ter at 
the U n i,·e rsity of Ill inois, Coli n D unk eld , ana lyzed th e tape . 

On the second occasion, K's reading a bili ty was again evaluated 
by Dunkeld a t the U ni versity of Illinois R eading Center. S ta n-
da rd ized reading tests, however, were administered (by Dunkeld ) 
this tim e. T he tests were : ( I) Informal Reading l nvent01y: Fo rm B, 
U niversity oflllinois; (2) the Queen's College Graded Word List; 
(3) Gates-M acGinitie Reading Tests : Primary A, Form I Com pre-
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hension and Primary B, Form I Vocabu lary and Comprehension; 
a nd ( 4) Wide Range Achievement Test : R eading Level I. 

K's reading ability was evaluated for the third time at th e 
R eading Center, University of Hawaii , again by m eans of sta nd-
ardized reading tests. The tests admi nistered were: ( I) th e Cales-
M cKillop Reading Diagnostic T ests: Form I ; (2) GraJ' ORAL Reading 
Test, Form A; (3) Dolch Basic Sight Vocabulmy Test (220 words) ; 
and (4 ) Gates-MacGinitie Reading Tests : Survey 0 , Form I, a nd 
Survey E, Form I. 

Results 
Letters. During the firs t phase, K became very familiar with th e 
letters taped to his crib. The letters ca me to attract and interes t 
him so that he often pla yed with th em as toys. H e wo uld fre-
quently look at them , reach out for them , tou ch them, and when 
his feet were close enough , kick them. The letter naming routine 
a lso captured K's interest. During a diaper cha nge, a letter na ming 
session had the effect of keeping h im still. 

By th e age of 16 m onths K could identify most of the lower-case 
letters. Unfortunately, because he was no t tested on letters until 
several months later, at what age he mastered the entire alphabet 
is not known . H owever, at the age of 2 1 months when he was 
tested, K was able to correc tly id entify a ll of the upper- and lower-
case letters by pointing to each as it was nam ed. (T he thi rd phase 
was already well underway by this time. ) 

Words, Phrases & Sentences. At 12 months K could identify the ca rds 
for the words boy, car, baby, a nd girl by selecting a par ticula r card 
from the set of four when a sked to do so. H e could no t say any o f 
these words. By 24 months K could identify 48 words, phrases, and 
sentences. Of these, he was able to pronounce (or approximate in a 
way th e Es cou ld und ersta nd ) only 15. When K bega n to develo p 
speech ra pidly , after h is 24th month , there was a great in crease in 
the number of new cards. For exa mple, 52 were made during his 
26th m onth . By his 30th month , Kcould read 18 1 different items. 
Table I lists these item s. 

The ages listed in Table I indi ca te K' s age at the time the card 
was made. It is not necessarily the age when K learned the item , 
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T ABLE I. K's R eading I tems 

Age when card made (in months) with item. 

10 boy 15 M iho 1 24 hot 26 meat 
10 girl 15 ora nge 25 bicycle 26 more 
II baby 15 apple 25 Ma ma's key 26 papaya :l 
II car 16 a irplane 25 moon 26 no more 
12 key 16 book 25 pear 26 shcc shee 1 

12 Daddy 16 d rive 25 truck 26 water 
12 down 17 bag 25 mne 26 yes 
12 b low 17 come on 25 bus 26 bacon 
12 cake 18 corn 25 bla nket 26 meadow gold" 
13 bed 18 fork 25 stop 26 sleep 
13 birdie 18 What 's that ? 25 hel icopte r 26 spoon 
13 bottle 19 ta ble 25 Au ntie 26 tha nk you 
13 bye 20 I didn ' t 25 tee cream 26 T V 
13 cookie 20 walk 25 cup 26 bike 
13 K imi 20 I sec 25 teeth 26 boat 
13 no 21 mille 25 coAee 26 clock 
13 shoes 21 money 25 choo-choo 26 sunny 
14 banana 22 Grandpa tra in 26 sea l 
14 ball 22 muumuu 2 25 9 o'clock 26 sal t 
14 go 23 cold 25 Shut the door 26 toas t 
14 grass 23 J im 25 Daddy's key 26 eye 
14 hooray 23 Pe ter 26 d og 26 hop 
14 mama 23 Peter 's room 26 drive the car 26 Indian 
14 milk 24 diaper 26 d oor 26 Mickey 
15 tea 24 card 26 j uice 26 towel 

o te: Each month indica tes a ra nge in age from .0 to .9. Thus an entry of 
10 months, for example, indica tes an age range of from 10.0 mon ths to 10.9 
months. 

l. The name of K's mother. 
2. A H awaiian dress. 
3. A Hawai ian fru it. 
4. U rine Ua panese). 
5. Name of brand of milk. 
6. Name of a little gir l. 
7. Name of a clown doll. 
8 . a rne of a little boy. 
9. Name of a shopping center. 
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26 okay 26 cook 28 sh irt 29 Aunt A lice 
26 p lease 26 sick 28 Ka thy 29 sit clown 
26 buck le m y shoe 26 Mr. C lown 7 28 cha nge 29 push the 
26 record 27 o the r room 28 How abou t button 
26 O pen the door 27 school b us that? 30 fish 
26 Ton y 27 stocking 28 d ir ty 30 bubble 
26 balloon 27 chair 28 tissue 30 baseball 
26 candy 27 reel light 28 Ala Moana !J 30 ba t hroom 
26 Da nny 27 green ligh t 28 up and clown 30 feed the 
26 elevator 27 j u mp 28 two animals 
26 watch 27 Kimi 's room 28 Dean 30 grapes 
26 Wha t's this ? 27 r ice 28 newspaper 30 one by one 
26 egg 27 ra111 29 bat 30 sand box 
26 fi re 27 harmonica 29 haircut 30 \TIIow bus 
26 ha t 27 pants 29 J apan 30 p uzzle 
26 horse 27 Shin-chan 11 29 O wen 30 Batman 
26 monkey 27 w rite 29 pail 30 Wha t is new? 
26 Mila 6 27 gua,·a juice 29 pen 30 U ncle Arth ur 
26 mail 27 not now 29 R yan 30 merry-go-round 
26 mouth 28 W a ikiki 29 hit the ball 30 sing a song 
26 a pple juice Beach 29 lie clown 
26 Don 28 Steinberg 29 l.j ncle Ernie 

sin ce the amoun t of time and the number of presen ta ti ons required 
to learn individual items vari ed. H oweve r, since a ll items were 
learned within a month of the first p rese nt atio n, the age of ca rd -
ma king p lus one mo nth would cover the age by which the item 
had been learned. S uch an esti mate is a conservati ve one since K 
learned many item s after a single p resentation . 

Of the 181 items K had learned by his 3 1st mon th , 136 a rc single 
words, 28 a re phrases, and 17 a re sentences. \ \'ords range in 
leng th from 2 le tters (no) to 10 ( lzelicopler). h.- did not a ppear to 
ha\·e any more difficu lty learning longer words tha n he had k a rn -
ing shorter ones. Airplane (8 letters) a nd CrandfHt (7 le tters) , for 
example, arc among the earliest wo rds he lea rn ed and th ese we re 
lea rned a fter on ly one tria l. A few of the ea rly ph rases a nd se n-
tences K learned to id entify may or may not have been regard ed 
by him as ac tu a l phrases or sen tences in the begi nni ng. f+'lwt's 
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!his? o r ice cream . for examp le, may well ha ve been viewed as a 
single word. Of the sing le words K lea rned , most ( I 09 ) are nou ns. 
The oth ers a re mainl y \·erbs ( ll ) and adjectives (8) . T he major i ty 
o f phrases arc adjccti\·efnoun combinatio ns ( l 0) ; e .g ., red lighl. 
olher room. or the 17 sentences, ll a rc imperatives; e.g., hit the ball, 
lie down, 4 are questions a nd 2 are statemen ts. All items were ones 
whose meaning K demonstrated that he understood. 

K learned to read a number of words before he had completel y 
mastered all of the le tters of th e a lphabet. Am ong th ese were the 
words boy and key. Although boy was learned sepa rately a couple of 
m onths earlier, K frequentl y mistook one word for the other. 
However, once he had learned all of the letters of the alpha bet, he 
no longer confused the two. 

Sound ConesjJondences. D espite the fa c t that K had not been ta ug h t 
the sou nd correspondence of letters by the Es, during his 27 th 
month it beca me a pparent that he knew the sound value of some 
le tters. On one occasio n, just a fter his mother had printed up 
sc\·era l new cards a nd had not yet identified them for K, K picked 
u p the one on which clock was written, and said, " k-k-k- Wha t's 
this, Mommy?" Since K alread y had I 0 words on cards tha t began 
with the let ter c, (all but one having a [k] pronuncia tion ) it ap-
pea rs tha t h e induced th e p roper sound correspondence principle 
from such data. A simila r situation occurred with the letter l . H e 
sa id "t-t-t" for th e newly written word loasl befo re it was pro-
noun ced or identified for him. By the time K was 4 years old, he 
had becom e ad ept at reading new words a loud in a style which 
was smooth and flu en t. K gen era lly did not usc a sound out letter-
by-letter a pproach to the pronuncia tion of novel items. (See the 
resul ts of th e first eva luation session below for more da ta with 
rega rd to this q uestion. ) 

Trxl . By his 27 th m o nth K cou ld read a few simple books aloud . 
. mong these were those in the Beginner Book series : Dr. Scuss's 
HojJ on Pop ; One Fish, T wo Fish, Red Fish, Blue Fish; and Green 
l:.~ggs and Ham. By the time K was 3 years 7 mon ths old , he cou ld , 
at fi rst sight , read cor rec tly abou t two-thi rds or three-qua rte rs of a 
book of this type. 

Although K's card learning had mainly im·oh-cd sil ent reading, 
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his book learn ing involved read ing aloud. As a result. he cou ld no t 
read books silently. I n ord er to get him o ut of the habit of reading 
a lou d , the Es encouraged him to read short passages silen tl y, 
issuing remind ers to read sile n tly when K ,,·ould read a loud. ,\ftcr 
a co uple o f months, by the age of 4 yea rs 4 mon ths. A' was able to 

read silen tly. 

Evaluation I: Age 3 yean 6 months. Excerpts from th e tra nscript o f' 
K's taped responses to each line of the text of the book Snow is 
shown in Table II . Although K \Vent through the en tire 13.) lines 
of the book, due to space limitations only a sample of his responses 
is presented. 

Analysis shows that K was abl e to read a bout 50 of the I ~5 lines 
of tex t pe rfect ly at first sight ; e.g., Come out in tht' snow, ll'hat i1 
snow? JIVe do not know, W e can't go fast a nd ]ust look attht' .11/0lt ' . Thl' 
sentences and p hrases arc pronounced flucnth· and with appro-
pr ia te intonation. Un na tural pa uses d o not occur. His ,·erba l ex-
pression indica tes that he understands the sentences. 

For those sentences h e had to labor through word by " ·ord. he 
wou ld often say the entire sentence over aga in 'vhcn he comple ted 
the process . K's natural m a nner and in tona tion in such rcca J->itul a -
tions ind ica te that h e un derstands what he is reading. 

The mistakes K made a re quite rc,·ea li ng. M ost of his mistakes 
arc substitutions of unknown wo rds. There seem to be t\\·o kinds 
of subs ti tutions : one of mean ing (e.g., Come ufJ for Get up : Tht• hill 
is deefJ fo r Tlze hill is steep) and one of orthography (e.g., a In~!!, 

apple for a big appetite; He has to have a bread for H e has to have a 
head). When K cam e across a word he did no t know, he usu a lly 
tried to guess what the word was. Sometimes he simply asked " ·hat 
i t said. When he tried to read words h e did not know, he genera lly 
a ttempted to read the m as wholes, and ga,·c littl e c,·idence o f' 
a na lyzing parts of words. For example, he CJ. ttempted sid for slide 
and Louts for Let's. 

Evaluation 2: Age 4years II months. T hese results arc perh~ps best 
p resented in the words of the origi na l report : 

The Informal Reading lnventmy is a series of reading passages taken 
from basal readers at each reading level. The child reads a loud 
and answers prepared questi ons. Kimio's performance: 
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TABLE I I. Excerpt from Transcript of K Reading Tex t 

Lines of the text of the book, Snow, a rc numbered and shown in regular 
type. K's responses (in ita lics) arc presen ted only when he has made some 
sort of error. Thus, if no response of K's is shown following a line of tex t, 
th is indi cates tha t the line was read perfect ly by him at the first try. The 
responses of D (Daddy) a lso appear (in ita lics) . 

I Snow I 
2 Snow! Snow! 
3 Come ou t in the sno·w. 
4 Snow! Snow! 
5 Just look a t the snow! 
6 Come ou t! Come out! 
7 Come ou t in the snow. 
8 I want to know 
9 I f you like snow. 
K: If you like the- like snow. 
10 Do you like it? 
II Yesorno ? 
12 Oh yes ! O h ycs 1 

K: Oh yes! Oh--:JeS 
D : Um-Hum. 
K : Ohyes! Oh_yes l 
13 I do like snow. 
K: 1 do- l do-like snow. 
D : Perfect! So fa r, peifect! 
14· Do you like it 
15 In your face? 
26 Snow is good . 
27 For me a nd you, 
28 For men a nd women 
K: For men- what is- and- what 

does that say? 
D: For men and women 
K : rVomm. 
29 Horses, too. 
30 Snow is good . 
31 It makes you slide. 
K : Hie make 
D : i t 

K: to make 
D: i t 
K : i t make )'OUr sid. 
D: i t makes you slide. 
K: slide. 
34 Snow is good 
35 For making tracks ... 
K: For make ticks 
D: For making /racks. 
K: t-r-acks. 
D: See, these things here are tracks. 

You push the snow in -
K: What's tracks? 
D: Tracks are these things here that 

)IOU push in. 
K: Push, push, push? 
D: Yeah. 
K: Wky? 
D: Well,)'OU do that with the snow. 

You'll see. 
39 The snow is deep. 
K: The snow is drop 
D : The snow is deejJ . 
K: deep. 
D: That means it's ve1y thick 

vel)' deefJ. 
40 We can ' t go fast. 
4 1 The hill is steep. 
K: The hill is deep. 
D: The hill is steep. 
K: sleep 
66 A lot of snow ba lls 
K: A lot of- of snow balls. 
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67 l\1akc a wa ll. 
68 Pu t on more snowballs 
69 One by one. 
70 Our house of snow 
71 \Viii soon be done .. 
K :· II' ill stand 
D : Jllill .won 
K : be do11'n 
D : done. 
K : done. 
7'2 Do you like b read? 
K: Do )'Oil like bread. Bread? 
D : Bread- that's right. 
73 Do you like m eat? 
K : Do )'Oll Like must? 
D : ./l'o, meal. 
K: ,\1eal. 
74 Come in our house. 
75 Come in a nd ca t. 
76 Snow is lots of fun , 
K : Snow is What doeJ that Jl!)'? 
D : i.1· lots 
k : offim. 
78 I t g ives you 
.J.. ': It goeJ 
D: J'{o ,jirst of all, that word is ... 
J..' : It - What does that Sa)'? 
D: gn•es 
k : gu·esrou 
79 !\ big a ppcti te 
J..': A big afJfJLe 
D : A ·o, ajJjJelite. 
.J..': afJjJelite. 
80 We had our bread. 
81 \Vc had our meat. 
82 Some bread is left 
.A' : Snow bread 

D: "Vo. 
K: Some bread 
D : Right. 
K: /.S . .• 1.\ Tl 'hal doe.1 thal .1a)') 
D : iJ leji. 
A- : ieft. 
98 But firs t 
K: But .fish . . .. first 
99 He I th e snowma n J has to have a 

head . 
K : He ha.1 to have a bread 
D: A what ? 
K: a bread. 
D: a head. 
K: a head 
120 The way that sun 
K: The Wl!.Y the !hi' Wa)' thai suu 
121 Is com ing down, 
K: IS .•• IS (On/(' 

D : IS ... 

K: 1s ca-111g 
D: 1 ou knou·. )'Oil almost had it. 
A": .t:oiug, coming. 
D : comiug. Righi 
K: dowu. 
126 Take a ll you can 
127 And run! R un! Run! 
128 The snow ou t there 
129 Will come a nd go. 
110 But snow will keep 
13 1 In here, we know. 
132 So we wi ll put 
K: So we will pail. 
D: No , put. 
K: flu / 
133 T h is snow away. 
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Grade 2 Gmde 3 Grade 4 Grade 5 
\\'ORO RECOG:--IITIO:'\ 91 ° o 96° o 94% 84% 
CO.\I PREII E:-.I SIO N 84° 0 33% 4 1% 12% 

The maj orit y of Kimio 's errors were omissions and substitu-
tio ns. l\ fost of t he words he omi t ted car ried li tt le information . 
Once aga in he proceed ed rapidly. Wh en he encounters an un-
fa mili a r word he usually ma kes a quick attack which preserves 
some fea tures of the word . H e gives evidence of recognizing 
word pa rts of syllable length in unknown words. He gave no 
indication o f using any letter sounding technique on this test. 
H is errors suggest that he is paying attention to meaning and 
maki ng usc of c lu es p rovided by the context. For exa mple, he 
read Let me in place of Let' s, it in p lace of a piece, and outloud in 
place of aloud. On mul ti-syllabic words he manufactured novel 
fo rms by maki ng syllable substitutions in the middle of words. 
f or exa mple, he read rescovered for received a nd inspentions for 
inspectors. 

The rapid drop in comprehension after the second-grade level 
i~ more p ro bably a func ti on of the su~ject matter of the reading 
passages than a n ind ication of Kimio's general a pproach to 
read ing. H e is able to pro no unce man y words that h e does not 
yet know. 
Qyeen'.1 College Graded Word List. Kimio read all of the words a t 
p re-p r imer, prime r, fi rst- a nd second-grad e levels without error. 
A t the thi rd- a nd fou rth-grad e level he m issed seven of th e ten 
\\·ords. H e pro nounced o ne or more syllables correctly on all of 
th e words he missed a t levels four and five. H e read qu ickly and 
\,·it h li ttle hesita tion . Qu ite often in th e multi-sylla bic words he 
substit u ted one English sylla ble for another in the m idd le of the 
word thereb y man ufac turi ng novel forms of his own. 
Cates-.\ lacGinitie Form B. 
V ocabu la ry : Grade level 3.6 Comprehension: Grade level 2.5 
(;ate:,- .\lacCinitie Form A. 
C om p rehension: G rade level 3.6 
I I 'ide-Range ,Jrhievement T est. A graded test of word p ronuncia-
tion. Score: Grade level 4.1 

El'(l/uation 3 : Age ?)wars 11 months. The following is quoted di rectly 
rrom th e C n iYCrsi ty of H awaii R eading Cen ter report: 

2 14 l"i:,iblt' Language : IX 3 Summer 1975 



Cales-McKillop Reading Diagnostic T ests, Form 1 (Grade Scores 
reported ). 

Oral Reading : 6.0 Words Flash Prese ntation: 6.6 
W ords U ntimed: 6. 2 Phrases Flash Presentation: 5 .4 (Perfect 

Score) 
Knowledge of' Word Parts : 6 .9 (Perfect) Auditory Blending: 

4 .9 (Perfect) 
R ecogn izing Visual Fo rm of Sound: 5.9 (Perfect) 
Spelling : 4.4 Oral Voca bu lary : 6.8 Sylla bica tion: 5.6 
On the oral read ing test K read Auently in pa ragraphs 1-5, a nd 

his expression and ph rasing were excellent. 
Gray ORAL Reading Test, Form A. Grade Score: 6.5 
Analysis. K read en th usias tically with excellent expression and 

phrasing. M ost of the mispronunciations resulted from a 
diffi culty wi th th e middle syllable in a multisyllabic word . 

Dolch Basic Sight Vocabulmy Test (220 words) . 
R ead 220 words Missed 0 words 

Gates M acGinitie Reading Tests, Survey D Form 1. 
Speed & Accuracy Vocabulmy 

No . Attempted No . Correct 
P E RCENTIL E 99 99 
G R AD E 11.8 12.0 

86 
6.0 

Gates i\llacGinitie Reading Tests, Surve_y E , Form 1. 
Speed & Accuracy Vocabulary 

No. Attempted No . Correct 
P E RCENTILE 93 93 
GRA DE 12.3 9.8 

31 
5.9 

Comprehension 

96 
8. 1 

Comprehension 

38 
6.3 

In summary, th is final evalua tion shows that on m ost tests o f ora l 
and silent reading, K's reading perform ance at the age of 7 : ll was 
a t least eq uivalen t to the average performance of children in the 
middle of their sixth g rade yea·r; i. e., age 11: 6. K ranks in the 
99 th percenti le among students in g rad e 4 , and the 93rd percen ti le 
among students in grade 7. His performance o n tests of reading 
speed and accu ra cy is at least the eq uivalent of the average per-
form a nce or students in the middle of their eleventh g rade year. 
K was in the third grade at the time the tes ts were administered . 
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f) i .l(//1.1 ion 
SurCf.\.\ ~/the Reading Program. By 3 ~ yea rs of age K was able to 
read short sen tences fl ue ntl y and with natural in tonation; new 
\mrds cou ld ofte n be read at first sight. By 5 yea rs he \vas readi ng 
at grad e 3 len·! a nd beyond. Si nce K had not been taught reading 
a t school, such findi ngs may be p lausibly altrib u tcd to the effects of 
the program . 

On the othrr hand , the later findings- that by 8 years and as a 
th ird g rad cT, k 's readi ng achiC\·ement equalled or bettered: ( I ) 
sixth graders o n ,·ocabu la ry a nd comp rehension , a nd (2) eleven th 
grad ers on speed and accu racy- have, of course, been inOuenced 
by sc hoo ling. However, since th ere was nothi ng specia l a bout the 
reading instru ction which K received a t school, we arc in c lined to 
attribute h is high le\TI of achieYemen t, in large part, to the 
infl uence of the early reading program. 

A"s elevc n th-gracle level in speed and accuracy, in pa rticu lar, 
lends crede nce to tha t interpreta ti on . We fee l that the em phasis of 
th e progra m on the understanding of written ma teria l, as o pposed 
to th e p ronunciation of th a t mate rial , resu lted inK becom ing 
what m ig h t be called a vi.1twl type of reader. Such a rrad er typi-
ca lly d irectly associa tes orthograph ic configurations with meaning 
without the media tion ol' any ot hr r process- snch as speech pro-
duc tion- either ovrrt or cogn itive. 

SjJeerh Production and Teaching Alethodolog)l. U nfortunately , most 
read ing programs - from the " li ngu istic" (S tru ctura list ; e.g., 
Bloomfirld, 196 1) to the " phonic" (e .g. , Heil man , 1968)-im·olw 
a methodology wh ich assigns a pri ma ry role to speech p roquction 
in th e teaching of reading. Essentiall y, th e Bloomfield ian a pproach 
focuses on the pronu ncia tio n ofwords, wh ile the various phonics 
a pp roaches locus on the p ron u nciation of individual sound seg-
men ts or syllablt>s. The assumption und erl ying such met hocl olo-
g ies- tha t speech production is necessa ry for the learn ing of 
read ing - howewr, is ill- fou nded . T his stud y shows th a t the teach-
ing of read ing docs not req u ire prior spea king ability on the part 
of the lcarncr. 

This stud y fur ther shows that the sound correspond ence of 
le tters ca n be lea rn ed th roug h sim ple induction withou t th e need 
of special training or materi als. Correspond ences were lea rned by 
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K incid entally during the course of learning to identify whole 
words. S uch a fea t on the part of a child should not be su rprising 
when one consid ers th a t suc h learning is not nea rly so complex as 
w hat the child lea rns at th e sam e age in terms of the sound pa t-
terning of his language. The sound pattern of the language is 
acquired virtua ll y entirel y through indu ction, on th e basis of 
spoken who le words. Parents do not, for exam p le, ta lk in ind i-
vidual sound segm ents or syllables to their infants before they sa y 
whole words, nor do they usuall y a ttempt to ve rbalize phono-
logica l rules for them. Yet, c hildren do lea rn the phono logy of 
their language. S uch being the case, we might then ex pec t that 
childre n would acquire the sound correspond en ces of letters, too, 
in the course of learning to read who le words. 

Early Reading and Programs. The presen t inves tiga tion d emonstra tes 
that the teaching of reading may begin as earl y as 6 months of age 
and th a t during the pre-speech period sig nifica nt read ing skills 
may be acquired. By I year , for example, K could d isting uish 
ma ny le tte rs and could id en tify four words althoug h he could not 
say the m. And, by 2 years he could iden tify 48 words and phrases 
even th ough he cou ld a rticulate less than a third of th a t number. 

On the basis o f' published litera ture of which we a rc awa re, 
prior to this study , the you ngest age a t which a systemati c reading 
progra m had been adm iniste red was 2 yea rs. (Doman, 1964 & 
197 1 ; a nd Fowler, 1962 ) . Both the Doma n a nd Fow le r progra ms 
usc a whole word "look-sa y" type of approac h. 

The Fowler program was applied rather brie fl y (abou t 
9 months) to a 2-year-old S. It involved ra ther limited objecti ves, 
focusing main ly o n the readin g of indi,·idual words. The S was 
reported to have "covered " 250 words during the course of the 
program. 

The Doman p rogra m seems to ha , ·e involved hundreds of Ss 
and w ith va rying degrees of succcss . Unfo rtunately, perha ps 
because indi ,·iduals were not studied intensively, Doma n presents 
only anecdotal evid ence (parent 's letters, etc.) in support of the 
e Accti,·cn ess of his p rogram. Without a ny sort of qu a ntita tiYe data 
conce rning the progress and achievement of his Ss, a comparison 
of the overall effec ti veness of Doman 's program and our own is 
no t possible. 
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It might be worthwhile to point out a few of the more important 
ways in which Doman 's p rogram differs from our own: 
1. Doman prese nts words befo re letters. Letters are taught only 
after a reading vocabulary of 60 words have been learned. I t may 
well be that starting directl y with whole words may be best. As 
noted above, the child will d ecompose wholes into parts an yway . 
On the other hand , a six-month-old child may respond better to 
less complex stimuli than do older children and thus may respond 
better to individua l letters than to whole words. Fortu nately, such 
a n issue as this is one that lends itself to an empirical solution. 
2. Doma n prescribes a fixed set of vocabulary items to be learned, 
including such words as of a nd the (presumably because these two 
words are of high frequency). Even if most a re com mon items, 
since environm ents and ex periences vary considerably from chil d 
to child , it may well be that a nu mber of these words may not be 
known by a ny particul ar child . Consequently, in such cases, the 
child would be required to learn the new word a nd read it at the 
same time. Such a double learning requirement presents an 
unnecessary obstacle to learning to read in our view. Learning 
language is not included in our program of learning to read since 
th e child is asked to read only those words he alread y understands. 
And , too, because words like of a nd tlze arc not particula rly 
mea ningful in isolation , we advocate their inclusion only in 
phrases and se ntences. 

General Applicab£Lit)' of the Reading Program. An objection m ay be 
raised to th e genera liza bi lity of the findings of this study, to the 
effect that our reading program may have nothing specia l to 
recommend it because K might have lea rned to read as well as he 
did simply because he was a brigh t child. Although we can sa y 
that it is unlikely that even a bright child could have attained the 
degree of reading ski ll that K did and at the ages that K d id wi th-
out the benefit of the program, still , some reasonable doub t could , 
of course, remain. H owever, we do have other evid ence which goes 
far to dispel an y such doubt as to the effectiveness of the program. 

Our reading program has been applied to A- a child with 
Down 's Syndrome (Trisomy 21 )-intermittently, over a period of 
about 34 months with significant success. ' A's parents began using 
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the reading program when he was 26 months. At 5 years 0 mont hs 
of age, A can now read 53 different items, 5 of which arc sen tenccs 
and phrases; e.g., cookie, ice cream, aeroplane, rabbit, duck, boy, girl, go, 
nm, walk , sit, stop, Come Betty, Come Wcryne, Go outside, See Susan, and 
Run Jimmy. (See Kuntzman, forth coming, for detai ls or this case. ) 

These facts lend strong support to the notion tha t the program 
itself is a n effective one. They further ind icate that the program 
can be a pplied with some degree or success to retard ed children. 
Given its feature or de-emphasizing the role of speech production 
on the part of the learner, it would appear that th e program may 
be used as is or adapted to a wide variety of special groups in a 
population; e.g. , mutes, second la nguage learners, etc. 

Early Reading and Reading Readiness. K's reading achievements 
provide evidence (as does Doman's and Fowler's work to some 
degree) that contradicts most theories concerning when children 
are ready to begin lea rning to read. Because current theories and 
tests a re really designed to measure wha t might be called " class-
room readiness," it is not surprising that most children are not 
found to qualify before 5 yea rs of age. 

Consider the reading readiness prereq uisites which are de-
manded by th e Gates & MacGinitie ( 1968) Readiness SkilLs test, 
a test in wide use for kindergartners a nd first graders. The authors' 
description of e~ch of its seven su btests follows, a long wi th some 
of our comments : 

[ I] The Listening Comprehension sub test measures the child 's 
ability to understand the total thought or a simplc. story. The 
subtest includes 20 stories (p lus a sample story), each wi th a 
corresponding pa nel of three pictures in the test booklet. The 
examiner reads these stories a loud to the children. Each story is 
followed by a question, and the child is to ma rk the one picture 
in each panel tha t best answers the question. (p. I) 

Understanding a nd remembering the essen tia ls of a story is re-
quired in subtest I. Yet, K had acquired significant reading skills 
long before his being able to meet such a reg uirement. 

[2] The Auditory Discrimination su btest measures the child 's 
skill in disti nguishing between two words of similar sound. I t 
includes 2 1 pairs of pictures (plus- one sample pair) that cor-
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respond to 2 1 pairs of words. Each pair diffe rs in only o n e 
so und . After na ming both pictu res in a pair, the examiner 
pronou nces th e name of one of the p ictures agai n . The c hild 
ma rks th e correspo nding pict ure. (p. I ) 

~Jail\Ā of the discriminations present in sub test 2 a re not prese nt in 
matw , ·aricties of Engl ish ; e.g. , u:it!t-wit. S ince a ll items are pre-
sented in isolation withou t con tex t, e \·cn standard English speakers 
m igh t miss distinc tio ns like .1ub-sup or chip :ship. In an y case , abi li ty 
to hear all disti nc tions is no t necessary for readi ng so long as 
orthograp hic form a nd meani ng arc associa ted . After all , Eng lish 
sp ell ing is not wi thou t irregu larities, in w hich case , we a s lea rners 
simplY memorize the orthograph ic form. Certain ly, K would no t 
haYe been able to pass such a test u n til lo ng a fter he had acq ui red 
sig nifica nt reading skills. 

l3J The Visua l Discri mina ti on su bt est measures th e chil d 's 
abili ty to distinguish b etween the printed forms of two words. 
I t includes 24 items (a nd a sam ple), each consisting of fo ur 
\\·ords three a li ke a nd one differen t. The chi ld is· to mark th e 
one ,,·ore! that is different. (p . I ) 

Suc h a subtest as 3 is no t relevan t to readiness b u t ra th er is pa rt of 
th e read ing process itsel f. K's norma l visio n at 6 month s vvas a ll 
th;t t was necessary in terms of visual discrimi nation ab ility. 

Ji- J The Following Di rec t ions su btest measures the chi ld 's ski II 
in lo ll ow in g increasingly more co mplex di rec tions. This subtest 
has 14 it ems (and a sample) , consist ing of one or more direc-
ti ons wh ich the examin er reads aloud . Corresponding to _each 
se t or direc ti ons is a panel of four pictures to be marked b y the 
c hild as he ca rries out the direc tions. (p. I ) 

Consider a typica l direction like, " Move your finger up to th e next 
box. a nd put a n X on the littl e clog that is fo ll owed by a big dog 
a nd a nother X o n the big clog that stands between two litt le ones. " 
The au thors instruct the exa miner, 

Do not repea t the instruc tions fo r this or a ny of th e fo llowing 
items in this sub tes t ; read each direc ti on clearly onl y ona. 
Pause after each item , but do not /HillS I' betwem part.\ q/ the dirl'C-
tions within an item. (p. 9. Emphasis in o riginal. ) 

En·n afin It~ had been read ing fluently, it is doubtfu l whether he 
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could have respo nded to such instructi ons as in subtcst 4. Such a 
crite rio n as th is is a n absurdly strong one. 

[5J The Letter R ecog nition subtest is desig ned to measu re the 
child 's recognitio n of le tte rs of the a lphabet. I t consists of 18 
items (a nd a sa mple) , with four lette rs of the a lphabet in ea ch 
item. The examiner names one letter which the child must 
recognize a nd m a rk. (p. I ) 

R ecogni tion of let ters should not be used as a c riteri on of readi-
ness, but sho uld be incorporated into a progra m which tea ches 
reading. 

[6] The Visual-Motor C oordination subtest m easures the 
child 's skill in ~ompleting printed letters. Seven letters (p lus a 
sampl e) a re shown as models, and a pa rt of each letter is a lso 
printed in the adjoining column . The child is to comple te each 
lette r in the a djoining column , following the model. (p . I ) 

The ph ysio logical basis for the mo tor control demand ed in subtest 
6 typically d oes not m a ture in children until 5 or 6 years. K had 
grea t d ifficul ty in forming lette rs until he was 6 years. (K con-
tinues to be a poor writer. ) Writing is a sepa ra te skill en tirely from 
read ing a nd should not be used as a criterion fo r reading readiness. 

171 T he Audi tory Blending subtest provides information about 
the child 's abili ty to j oin the parts of a word , presen ted orally, 
into a whole word . The 14 items (plus a sa mple) consist of three 
pic tures each . The examiner pronounces the na me of one of the 
pi c tures in each item , saying it in two or three pa rts, and the 
child marks the corresponding picture. (p. 2) 

In subtcst 7, the exa miner is required to pro nounce items similar 
to : br-i-cks (for bricks), p-ai-nt (for paint), a nd n-ap (for nap ). The 
hyphen indicates whe re the exa miner is to insert a one-second 
pause. The child is asked for example , " Put a n X on br-i-cks." 
Because of the unn a tura l seg mentation and the addition of oth er 
sounds (particula rly vowels) in order to pro no un ce isolated con-
sonants, even li tera te adults would find such items d ifficul t to 
interpret. (Sec Bloom fie ld, 1961 , for a criticism of " phonic" 
method G> logy. ) E ven at 5 years, when he could read fluentl y, it is 
d oub tful tha t K could have passed such a test which d istorts the 
na tura l language a nd expects testees to reconstruc t the undistorted 
o rig ina l item. 
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I f the a bove test could be sa id to be atypical or unusual there 
might perhaps be little cause for a larm. Unfortunately such a test 
is all too typical of current readiness tests. See, for exa mple, H afner 
& Jolly's ( 1972) d escription of the widely used Van Wagenen and 
lvfetropolitan readiness tests. In addition to some of the pre-
requisites demanded by the test described above, these tests req uire 
genera l knowledge (e.g., What animal has humps on its back?), 
understanding of analogies and complex sentence structure (e.g., 
You wear a hat on your head and a glove on your ?), 
memory span, accurate pronunciation, and knowledge of 
antonyms (e.g., vVh en I say east, you say ?). 

Our research demons trates that the prerequisites esta blished for 
reading readin ess by current readiness theorists are largely irrele-
vant. For example, K's early reading achievements demonstrate 
that not even one of the seven subtests of the Gates-MacGinitie 
Readiness Skills test is relevant to readiness. K was ready to begin 
to learn to read when he was able to sit up, point, and understand 
some simple la nguage. According to these criteria, normal chil-
dren would be ready to begin to learn to read before their first or 
second birthda y. Clearly, the prevailing notions of reading readi-
ness are essentiall y mythological. 

Advantages of Earl]' Reading. T eaching a child to read early may 
provide a num ber of important benefits : 
I. Reading increases the enjoyment in a child ' s life. Such enjoy-

ment can be gained on his own. 
2. As a source of knowledge, books enrich a child 's life. They 

sa tisfy and stimulate a child's na tural curiosity. 
3. Parents' dependency on the school to teach reading is red uced . 

A child ca n learn the essentia ls at home and a t his own pace. 
4. Better readers are produced in terms of speed and accuracy. 
5. T he lea rning process can be enjoyable. In particula r, rote-

learning aspects (repeti tion and simple association ) which are 
often found tedious and dull by the school-age child are much 
enjoyed by the younger child. 

6. R elatively li tt le time is required to administer the program-
never more than 20 minutes per day. 

7. A na tionwide program of earl y reading has the potential of 
upgrading the overall educationa l level of children. 
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Insofar as di sach ·antages arc concern ed, \\T a rc aware or onh· 
one, but i t is a n impo rtant o ne. Tha t is, d espite admonitiom a nd 
warnings, some pa rents may be insensitive or ca lloused in applyi ng 
the program ·o that the child would suAcr. Unfortunately. fo r the 
child such parents are likely to be a problem in other sphen·s or 
his life as wel l. Although such a dis ti nct disad\'an tage cannot be 
d enied , we nonetheless feel that the a d va ntages to be gained are 
su fficiently signifi cant to wa rrant the ad,·ocacy of a prog ra m for 
earl y read ing. 

As far as we could determine, there were no harm ful e fl'ects o r· 
the program. Ye t, there seems to be a vari e ty of no tio ns a round 
a bo ut the "dangers" of early reading (sec Durk in , 1968, for a 
survey of such ideas) . For example, with regard to socia l adjust-
m ent, Bettclh eim ( 1966) warns, " If the chi ld ca n really read. he's 
no longe r interested in your reading to him. So a t an ea rl y age 
you've already cut o ff the enjoyment or in teract ion, and the 
benefits he d erives from it. You 've a lready made him an isolate" 
(p. 40) . S uch a view is not supported by our da ta. On the con-
trary, we found that K con ti n ued to ask to be read to yea rs af'tcr 
he was reading text. Fa r from ma king K an " isola te," teaching 
reading and reading a loud to K brought paren ts a nd K e\-cn rloser 
together. 

A t school, too, K has adjusted norma lly. Perhaps it is a matte r 
of luck, but K's teachers have alwa ys been und erstanding in 
deal ing with his reading adva ntage. Nor has earl y stimul a tion 
ad versely a frected K 's visual acuity. H is vision is norma l and 
requires no correc tion . Recent research even indica tes that early 
visua l stimu lation m ay be beneficial (Blakemore & Cooper, 1970; 
and Annis & Frost, 1973) . There appears to be no evidence to 
support the contention that learning to read ea rly is harmful. 

The violinist, S hini chi Suzuki , reA ec ts our own view o n early 
childhood reading qu ite neatly. In d efense of teaching young 
child ren to play the violin, he said , " Wh en I ha , ·e ex plained every-
thing a nd they still ask me, all over again, ' \Vh y do you start them 
so young ?' I say, 'Why would you deprive a child of such great 
joy for so long?' " 
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I. That the retard ed can be taught the rudiments of read ing ha~ been demon-
strated by Fuller ( 1974) and Doman ( 1971 ). 
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