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Introduction and Subject  
Early childhood care and education/intervention programs have been shown to 
significantly enhance children’s prospects for academic success by reducing the 
probability of referral to special education, grade retention, and leaving school prior to 
high school graduation, especially for children at risk for academic underachievement.1-3 
Risk factors include poverty, developmental and learning disabilities, belonging to an 
ethnic minority, and speaking English as a second language, among other things.4,5 In 
addition, early childhood programs demonstrate significant return on investment over 
children’s lifetimes according to cost-benefit analyses.6 Perhaps one of the most 
important functions of early childhood programs is providing a strong foundation for 
literacy development, bearing in mind that poor academic skills are strongly associated 
with dropping out of school and delinquency.7,8 However, there is an important caveat 
with regard to these research findings: only early childhood care and education programs 
of high quality are associated with positive outcomes. Poor quality programs appear to be 
associated with negative child outcomes9 and, unfortunately, the very children most likely 
to benefit from early childhood programs are the least likely to be enrolled in high-quality 
programs.10 New research is revealing how high-quality programs may be supporting 
children’s language and literacy development and that the impact of specific preschool 
language and literacy activities may depend on children’s language and emergent literacy 
skills.11,12 
 
Problems, Research Context, and Research Questions 
As educators and policy makers consider whether and how to implement high-quality 
early childhood care and education programs, there are two important issues to keep in 
mind:  

1) In order to understand the potential impact of early childhood care and education 
programs, an understanding of the multiple factors that affect children’s academic 
success and school completion is needed.  



SCHOOL COMPLETION 

2) Based on an understanding of these multiple factors, determining which elements 
of early childhood education and intervention are associated with long-term 
positive effects on children’s academic success is important.  

 
There is a growing consensus about the benefits of early childhood programs; however 
there is considerable controversy about defining what high-quality early childhood care 
and education might be and what should be taught to very young children.1,3,13 Recent 
research provides important insight and guidelines regarding these subjects. 
 
Recent Research Results 
A number of longitudinal studies, some using nationally representative samples, 
contribute to our body of knowledge regarding  
1) the multiple factors that affect children’s success in school  
2) the aspects of early childhood programs that impact these multiple factors.  
 
In the United States, such programs include studies of Head Start, Abecedarian and 
Highscope/Perry Preschool Programs,2 the NICHD Early Childcare Research Network 
study (NICHD-ECRN, http://secc.rti.org/home.cfm), and the Early Childhood 
Longitudinal Study (ECLS, http://nces.ed.gov/ecls/), as well as smaller studies such as 
the Home-School Study.14 Studies on specific interventions, such as Dialogic Reading15 
are also informative. New studies of preschool classroom activities are also revealing.16 
Summaries of the relevant research findings are provided below.  
 
Multiple Influences on Children’s Academic Success 
Child factors 
Perhaps the most robust predictors of children’s school success are their early oral 
language skills, including vocabulary, use of complex sentences, and metalinguistic 
awareness (of which phonological awareness is one element).4 Emergent literacy skills, 
including letter knowledge, knowledge about letter–sound correspondence and 
understanding the purposes of reading and writing,4 are also associated with later school 
success.17 Emerging evidence indicates that children’s self-regulation skills ― their 
ability to maintain engaged focus, to stay on task, to inhibit inappropriate behaviours, and 
to delay gratification ― may also predict later school success.18-20,21,22 Overall, there is 
good evidence that parents and teachers, as well as home and school environments, can 
influence the development of these child skills.14,16,18,20,23-26 Thus, early childhood 
programs that focus on strengthening children’s language, literacy, and self-regulation 
across multiple contexts typically prove to be most effective in promoting school success. 
 
Sociocultural factors 
The effect of poverty, race/ethnicity, and community are distal factors that, research 
indicates, are associated with children’s school success.26,27 However, it is not always 
clear how these distal factors operate through more proximal factors such as parenting 
and schooling. Certainly, children’s health and well-being, which are affected by 
socioeconomic status, can influence their ability to pay attention in class and to interact 
with parents, teachers, and peers.26 There is also evidence that the achievement gap 
between ethnic/racial minority and majority students begins before children enter 
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elementary school and may be related to the amount and ways that parents talk to their 
children and to the home learning environment.5,8,14,28 Unfortunately, there is also good 
evidence that parents’ educational level and socioeconomic status (SES) are positively 
related to the quality of the early childhood program in which their children are enrolled 
(NICHD-ECCRN studies) and the subsequent schooling their children receive.8,27 
Children from higher SES homes tend to attend higher quality early childhood programs 
and children from lower SES home tend to attend lower quality programs.11  
 
Parenting 
In general, the influence of parenting is greater than is the influence of early childhood 
programs on children’s school success. In fact, the quality of parenting young children 
receive accounts for almost four times the variability in children’s academic outcomes 
when compared to the independent effect of early childhood programs.29 Distal factors 
such as socioeconomic status and culture/ethnicity/race tend to operate through the more 
proximal dimensions of parenting30 including the home learning environment,14 parents’ 
warmth-responsivity,31,32 and parental control and discipline.33 Theoretically, then, early 
childhood programs that focus on fostering parenting skills and rich home learning 
environments should be, and are, very effective in promoting children’s school success; 
albeit some studies indicate that programs that are solely parent-focused (i.e. with no 
center-based child focus) may not be as effective.34 Early childhood care and education 
programs that provide direct child intervention and foster close ties with parents, 
encourage effective parenting, and parenting behaviours that promote children’s 
language, cognitive, and literacy skills are among the most effective programs with the 
strongest cost-benefits ratios.26,35 For example, the Title 1 Chicago Child–Parents 
Centers, which provided both child center-based intervention as well as parent education, 
yielded a total societal benefit of more than $7 per dollar invested, taking into account 
reduced educational and criminal justice costs and increased taxes paid on the higher 
earnings of the participants.6  
 
Early childhood care and education 
More than 60% of the almost 20 million children under the age of five, living in the 
United States, will spend time in some form of regular childcare.36 Thus, the quality of 
care all children receive while parents work is becoming an increasingly important 
consideration for service providers and policy makers. Although the effect of parenting is 
greater than that of early childhood programs, program quality still significantly predicts 
children’s school success even after controlling for the effect of parenting.29 We discuss 
the definitions of “high-quality” early childhood programs and their effects on children’s 
school success in the next section. Social and policy implications surrounding parents 
working out of the home, such as family leave and workplace policies that make it easier 
for parents to combine work and family responsibilities deserve more discussion than we 
can provide in this paper and readers are referred to articles in this Encyclopaedia37 and 
other resources.13  
Defining high-quality early childhood care and education/intervention 
One of the dilemmas when designing effective early childhood programs is that there are 
widely differing definitions of program quality.3 For some, quality ends with physical 
plant, teacher credentials, and child–staff ratios. Yet these factors alone do not explain 
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why some early childhood programs are effective in supporting children’s academic 
success and others are not. In the most rigorous studies, quality is closely tied to 
definitions of child success. When the goals of early childhood programs differ, the 
meaning of “child success” and the measured outcomes differ. For example, success has 
been variously defined as children’s school completion, delinquency, referral to special 
education, linguistic skills, cognitive ability, academic performance, and social 
development, including infant responsiveness, peer relations, and behaviour in the 
classroom.9,10,38-44 Recently, with the passage of the No Child Left Behind Act in the U.S. 
(www.nclb.gov), publicly funded early childhood programs have been encouraged to 
increase their focus on language and literacy skill development. Further, depending on 
definitions of child success, there is also evidence of child characteristics by instruction 
interactions so that early childhood activities that promote, for example, early literacy for 
one child, might not be effective for a child who has different skill strengths and 
weaknesses.45,46 
 
Thus, in order to design high-quality preschool programs, service-providers and policy- 
makers need a clear sense of what the program is to accomplish. If the goal is to support 
children’s academic success later in school and foster school completion, then high-
quality programs should combine elements that are associated with children’s “school 
readiness,”3 which include developing language, literacy, and self-regulation, as well as 
support for parents, because, as discussed earlier, research indicates that each of these 
factors provides a foundation for school success. Further, where there is evidence of 
specific skills in individual children, these should be considered in the instructional 
strategies and developed through instruction interactions. 
 
As noted previously, early childhood care and education programs that include strong 
support for parents and caregivers are among the most effective, with a strong societal 
return on investment. Parenting is a crucial predictor of children’s school success and 
early childhood programs provide an opportunity to support parents in their efforts at 
home while supporting children directly in the classroom. Effective programs include 
home visiting and outreach efforts such as Head Start and the Title I Chicago Parent-
Child centers,6 parent literacy programs,47 providing books to take home, and specific 
interventions, such as Dialogic Reading.15 These parenting programs frequently support 
families’ communities as well.3 
 
One of the most consistent observations in early childhood classrooms where children 
went on to develop stronger academic skills was the linguistic environment of the 
classroom, including teacher-child interactions, teacher responsiveness, and teachers’ 
styles of interacting with children. In these studies,14,48-51 verbal interactions between the 
teacher and students were consistent predictors of children’s early literacy and 
communicative competency. These programs frequently enhanced children’s language 
and pre-reading skills and were associated with improved reading skills in later grades. 
For example, children in Head Start and Title 1 preschool classrooms where teachers 
used more wh-questions (i.e., who, what, where, when, and why) rather than yes–no 
questions or imperatives (i.e., commands such as, “sit down”) tended to achieve higher 
scores on measures that predict later reading success.45 Classroom transcripts revealed 
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that when teachers used wh-questions, they tended to elicit more cognitively challenging 
talk,14 including predicting, inferring, and enriching vocabulary, than when they used 
yes–no questions or imperatives (i.e., commands such as “sit down). In classrooms where 
teachers interacted with preschoolers using more cognitively challenging talk, children 
demonstrated stronger vocabulary and reading comprehension skills in first grade and 
beyond than did children in classrooms where the teacher-child interactions were 
proportionally more didactic and directive.14,52  
 
One reason the linguistic environment of early childhood programs may have such an 
important influence on literacy development is that young children must learn to talk and 
become competent users of language across a variety of settings.52 Further, children may 
come to school with the discourse practices of their heritage discourse community, which 
may differ in important ways from the discourse practices of the school classroom.53 
Preschools can offer an opportunity for these children to learn English (in the U.S.), if 
they speak another language at home, and to learn the kinds and ways of talking that are 
generally preferred in schools, including the more formal interactions that occur in 
classrooms. Some educators54 suggest that explicitly teaching children who may not learn 
classroom discourse routines at home (such as responding to and using wh-questions and 
using school grammar) may be more effective in supporting children’s later success in 
school than ignoring or accepting forms of English that may work against their ongoing 
academic achievement.55 That is not to say that using a dialect other than school forms of 
English should be considered a risk factor for underachievement. New research indicates 
that for U.S. African-American Preschoolers, there is a U-shaped relation between 
frequency of African-American English (AAE) feature use and emergent language and 
literacy, including phonological awareness.56,21,22 Children who used AAE features most 
or least frequently demonstrated stronger emergent literacy than did preschoolers who 
used AAE features with moderate frequency. 
 
Beyond language skills, emerging evidence indicates that children’s early self-regulation 
predicts school success21,22 and that parenting practices may influence its development.5, 

18 The importance of self-regulation is well established for older children.57 However, it is 
not clear what role early childhood care and education programs might play or what 
teaching strategies might nurture its development. However, preschoolers who achieved 
higher scores on a task of self-regulation that required children to switch tasks 
demonstrated stronger growth in vocabulary, emergent literacy, and math than did 
preschoolers who had lower scores.21,22 More research is needed in this area, especially 
focusing on how to improve preschoolers’ self-regulation in the classroom. 
 
Although research is just emerging on specifically why and how to teach young children 
elements of literacy, over the past decade what children need to learn has been fairly well 
established:1,17  

1) Letters and letter-sound correspondence in combination with phonological 
awareness, including rhyming, phonemic segmentation and blending  

2) Emergent reading  
3) Emergent writing  
4) Basic mathematics concepts  
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5) Metacognitive aspects of literacy.  
 

Children who begin first grade with strong skills in these areas experience greater success 
learning to read than do children with weaker skills. For example, in a nationally 
representative sample, children who began kindergarten already knowing their letters 
were stronger readers by the end of first grade than were children who did not58 ― an 
important advantage that should follow them through school.59 Phonological awareness 
(e.g., rhyming) is one of the most important predictors of later reading ability and is a 
teachable skill that, when explicitly taught in combination with letters, promotes stronger 
reading skills.60 Pretending to read storybooks, emergent reading,4,61 and pretending to 
write, also called invented spelling or emergent writing,62 are also positively associated 
with children’s early literacy, as is dialogic reading. In fact, dialogic reading (teachers or 
parents read storybooks with children in cognitively challenging ways) can be effectively 
taught to parents and teacher and leads to stronger early literacy skills.63 
 
The role of explicit instruction in emergent literacy, specifically letter knowledge, 
phonological awareness, and other print concepts is less well understood but new 
research indicates that a combination of child-centered strategies64 and explicit 
instruction may yield stronger results than either one alone.12 In addition, the content of 
this explicit instruction appears to have a differential impact on preschoolers’ emergent 
literacy and vocabulary growth depending on the skills with which they enter preschool.16 
In this study, preschoolers with weaker emergent literacy and vocabulary skills 
demonstrated greater growth when they interacted with their teacher in activities 
specifically targeting emergent literacy (phonological awareness, shared book reading). 
For preschoolers with stronger skills, a wider variety of activities, both explicit and 
implicit, supported their emergent literacy and vocabulary growth. Moreover, the more 
time preschoolers spent in these activities, the stronger was their emergent literacy 
growth – the less time they spent in these activities, the less their emergent literacy 
growth. The amount of time preschoolers spent in play (dramatic play centers, blocks, 
etc.) positively predicted vocabulary growth, especially for preschoolers with weaker 
vocabulary skills. Play was not, however, associated with emergent literacy growth. This 
specificity has been observed for parent-child interactions and shared book reading as 
well.65,66 
  
Elements of emergent literacy and language (letter knowledge, phonological awareness, 
etc.) can be taught through playful activities, such as pretend story writing, word and 
rhyming games, shared storybook reading, number games, puzzles, and poetry, and by 
attending to the expectations for self-regulated behaviour in the classroom. Children who 
begin school at a disadvantage, with low vocabulary skills and no experience with letters, 
reading, and word games may especially benefit from such activities.16 For example, 
Head Start children who began the school year with smaller vocabularies generally 
achieved stronger early literacy skills when their teachers talked more frequently about 
letters, letter sounds, and rhyming, played word games, and encouraged children to write 
their names45 and used invented spelling.62 However, such talk affected growth in these 
skills much less when children started the school year with strong vocabulary skills. For 
these children, more frequent focus on metacognitive aspects of literacy, such as talk 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

6



SCHOOL COMPLETION 

about storybooks, the purpose of reading and writing, authors, and the act of writing 
appeared to be related to stronger early literacy skill growth.45 Thus, the effectiveness of 
specific instructional strategies may depend on children’s initial skill levels and the child 
outcome of interest.16  
 
These kinds of child by instruction interactions are evident in the early elementary grades 
as well.67,68 With this in mind, the term “high-quality” program may be misleading 
because what might be high quality for one child may be ineffective, and thus low 
quality, for another, depending on the goals of the early childhood program. It may be 
more useful to use the term “effective” instead of “high-quality.” This would encourage 
focus on child outcomes rather than a “one-size-fits-all” silver bullet approach to 
designing effective early childhood care and education programs. 
 
Conclusions and Implications 
Early childhood care and education programs provide significant support for children’s 
academic success, measurable societal returns on investment, and a clear strategy for 
supporting school completion, especially for children at risk for school failure. However, 
while the effectiveness of early childhood programs is closely tied to each of these 
benefits, ineffective programs may actually have a negative impact on children’s 
academic achievement. Effective early childhood programs take into account the multiple 
factors that influence children’s school success, including parents, teachers, home and 
classroom. Programs that provide two-generation support (including both the child and 
parent/caregiver) have consistently been found to be associated with school success. 
Specific strategies, such as parent outreach and education, dialogic reading, and home 
visits, are quite effective in supporting parenting skills, fostering parent sensitivity and 
discipline practices, as well as improving children’s home learning environment. Early 
childhood programs that provide a linguistically rich learning environment with explicit 
focus on developing emergent literacy, where cognitively challenging talk is encouraged 
and emergent literacy instruction is tailored to the needs of the students appear to be most 
effective in supporting language and literacy development and providing critical 
foundational skills for school success. These foundational skills include knowing letters 
and letter–sound relations, phonological awareness, basic math concepts, emergent 
reading and writing, and an understanding of the purposes of reading, writing, and math. 
Emerging research indicates that nurturing children’s self-regulation skills may provide 
another important strategy for improving their school success. Overall, effective early 
childhood care and education programs are proving to be one of the most powerful means 
of supporting families and their children on the road to academic success and school 
completion. 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

7



SCHOOL COMPLETION 

REFERENCES 
 
1. Bowman BT, Donovan S, Burns MS. Eager to learn: Educating our 

preschoolers. Washington DC: National Academy Press; 2001. 
2. Barnett SW. Long-term effects of early childhood programs on cognitive and 

school outcomes. Future of Children 1995;5(3):25-50. 
3. Shonkoff JP, Meisels SJ, eds. Handbook of Early Childhood Intervention. 2nd ed. 

New York: Cambridge University Press; 2000. 
4. Snow CE, Burns MS, Griffin P, eds. Preventing reading difficulties in young 

children. Washington, DC: National Academy Press; 1998. Council NR, ed. 
5. Shonkoff JP, Phillips DA, eds. From neurons to neighborhoods: The science of 

early childhood development. Washington DC: National Academy Press; 2000. 
6. Reynolds AJ, Temple JA, Robertson DL, Mann EA. Age 21 cost-benefit analysis 

of the Title I Chicago child-parent centers. Educational Evaluation and Policy 
Analysis 2003;24(4):267-303. 

7. Hallahan DP, Kauffman JM, Lloyd JW. Introduction to learning disabilities. 2nd 
ed. Boston: Allyn and Bacon; 1999. 

8. Jencks C, Phillips M. The Black-White test score gap. Washington, DC: 
Brookings Institute; 1998. 

9. Phillips D, McCartney K, Scarr S. Child-care quality and children's social 
development. Developmental Psychology 1987;23(4):537-543. 

10. Peisner-Feinberg ES, Burchinal MR. Relations between preschool children's 
child-care experiences and concurrent development: The cost quality and 
outcomes study. Merril Palmer Quarterly 1997;43(3):451-477. 

11. Connor CM, Son S-H, Hindman AH, Morrison FJ. Teacher qualifications, 
classroom practices, family characteristics, and preschool experience: Complex 
effects on first graders' vocabulary and early reading outcomes. Journal of School 
Psychology 2005;43(4):343-375. 

12. Graue E, Clements MA, Reynolds AJ, Niles MD. More than teacher directed or 
child initiated: Preschool curriculum type, parent involvement, and children's 
outcomes in the Child-Parent Centers. Education Policy Analysis Archives 
2004;12(72):1-38. Available at: http://epaa.asu.edu/epaa/v12n72/v12n72.pdf. 
Accessed December 8, 2005.  

13. Brooks-Gunn J, Han W-J, Waldfogel J. Maternal employment and child cognitive 
outcomes in the first three years of life: NICHD study of early child care. Child 
Development 2002;73(4):1052-1072. 

14. Dickinson DK, Tabors PO. Beginning literacy with language. Baltimore, Md: 
Paul H. Brookes Publishing; 2001. 

15. Whitehurst GJ, Arnold DS, Epstein JN, Angell AL, Smith M, Fischel JE. A 
picture book reading intervention in day care and home for children from low-
income families. Developmental Psychology 1994;30(5):679-689. 

16. Connor CM, Morrison FJ, Slominski L. Preschool instruction and children's 
literacy skill growth. In review. 

17. Rayner K, Foorman BR, Perfetti CA, Pesetsky D, Seidenberg MS. How 
psychological science informs the teaching of reading. Psychological Science in 
the Public Interest 2001;2(2):31-74. 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

8



SCHOOL COMPLETION 

18. McClelland MM, Morrison FJ, Holmes DL. Children at risk for early academic 
problems: The role of learning-related social skills. Early Childhood Research 
Quarterly  2000;15(3):307-329. 

19. Kurdek L, Sinclair RJ. Psychological, family, and peer predictors of academic 
outcomes is first through fifth-grade children. Journal of Educational Psychology 
2000;92:449-547. 

20. Li-Grining C, Pittman LD, Chase-Lansdale PL. Temperament and early childhood 
development: Individual differences among young children in low-income urban 
communities. Submitted for publication. 

21. Cameron CE, McClelland MM, Jewkes AM, Connor CM, Farris CL, Morrison 
FJ. Touch your toes! Describing a behavioral measure of preschool self-
regulation. In review. 

22. McClelland MM, Cameron CE, Farris CL, Jewkes AM, Connor CM, Morrison 
FJ. Links between early self-regulation and vocabulary, literacy and math skills. 
In review. 

23. Huttenlocher J, Haight W, Bryk A, Seltzer M, Lyons T. Early vocabulary growth: 
Relation to language input and gender. Developmental Psychology 
1991;27(2):236-248. 

24. Huttenlocher J, Vasilyeva M, Cymerman E, Levine S. Language input and child 
syntax. Cognitive Psychology 2002;45(3):337-374. 

25. Hart B, Risley TR. Meaningful differences in the everyday experience of young 
American children. Baltimore, Md: Paul H. Brookes Publishing; 1995. 

26. Morrison FJ, Bachman HJ, McDonald Connor C. Improving literacy in America: 
guidelines from research. New Haven, Conn: Yale University Press; 2005. 

27. McLoyd VC. Socioeconomic disadvantage and child development. American 
Psychologist 1998;53(2):185-204. 

28. Tabors PO. One child, two languages. Baltimore, Md: Paul H. Brookes; 1997. 
29. NICHD-ECCRN. Does amount of time spent in child care predict socioemotional 

adjustment during the transition to kindergarten? Child Development 
2003;74(4):969-1226. 

30. Bachman HJ. How did we get here? Examining the sources of White-Black 
differences in academic achievement. Paper presented at: Biennial meeting of the 
Society for Research in Child Development; 1999; Albuquerque, NM. 

31. Berlin LJ, Brooks-Gunn J, Spiker D, Zaslow MJ. Examining observational 
measures of emotional support and cognitive stimulation in Black and White 
mothers of preschoolers. Journal of Family Issues 1995;16(5):664-686. 

32. Tamis-LeMonda CS, Bornstein MH, Damast AM. Responsive parenting in the 
second year: Specific influences on children's language and play. Early 
Development and Parenting 1996;5(4):173-183. 

33. Chase-Lansdale PL, Pittman LD. Welfare reform and parenting: Reasonable 
expectations. Future of Children 2002;12(1):167-183. 

34. Gomby DS, Culross PL, Berhrman RE. Home visiting: Recent program 
evaluation - Analysis and recommendations. Future of Children 1999;9(1):4-26. 

35. Karoly LA, Kilburn MR, Bigelow JH, Caulkins JP, Cannon JS, Chiesa JR. 
Assessing costs and benefits of early childhood intervention programs: Overview 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

9



SCHOOL COMPLETION 

and application to the starting early starting smart program. Santa Monica, Calif: 
RAND; 2001. 

36. Smith K. Who's minding the kids? Child care arrangements: Spring 1997. 
Washington, DC: U.S. Census Bureau; 2002. 

37. Kamerman SB. Maternity, paternity, and parental leave policies: The potential 
impacts on children and their families. In: Tremblay RE, Barr RG, Peters RDeV, 
eds. Encyclopedia on Early Childhood Development [online]. Montreal, Quebec; 
Centre of Excellence for Early Childhood Development; 2003:1-4. Available at: 
http://www.child-encyclopedia.com/documents/KamermanANGxp.pdf. Accessed 
May 15, 2003. 

38. Barnett WS, Frede EC, Mobasher FH, Mohr P. The efficacy of public preschool 
programs and the relationship of program quality to efficacy. Education 
Evaluation and Policy Analysis 1987;10(1):37-49. 

39. Bryant DM, Burchinal M, Lau LB, Sparling JJ. Family and classroom correlates 
of Head Start children's developmental outcomes. Early Childhood Research 
Quarterly 1994;9(3-4):289-309. 

40. Bryant DM, Peisner-Feinberg ES, Clifford RM. Evaluation of public preschool 
programs in North Carolina. Chapel Hill, NC: University of North Carolina; 
1993. ED373882. 

41. Campbell FA, Ramey CT. Effects of early intervention on intellectual and 
academic achievement: A follow-up study of children from low income families. 
Child Development 1994;65(2):684-698. 

42. Lee VE, Brooks-Gunn J, Schnur E, Liaw F-R. Are Head Start effects sustained? A 
longitudinal follow-up comparison of disadvantaged children attending Head 
Start, no preschool, and other preschool programs. Child Development 
1990;61(2):495-507. 

43. Wasik BH, Ramey CT, Bryant DM, Sparling JJ. A longitudinal study of two early 
intervention strategies: Project CARE. Child Development 1990;61(6):1682-1696. 

44. Burchinal MR, Campbell FA, Bryant DM, Wasik BH, Ramey CT. Early 
intervention and mediating processes in cognitive performance of children of low-
income African American families. Child Development 1997;68(5):935-954. 

45. Connor CM. Preschool children and teachers talking together: The influence of 
child, family, teacher, and classroom characteristics on children's developing 
literacy [Dissertation]. Ann Arbor, Mich: Educational Studies, University of 
Michigan; 2002. 

46. Morrison FJ, Connor CM. Understanding schooling effects on early literacy. 
Journal of School Psychology 2002;40(6):493-500. 

47. Neuman SB. Social contexts for literacy development: a family literacy program. 
In: Roskos KA, Christie JF, eds. Play and literacy in early childhood: research 
from multiple perspectives. Mahwah, NJ: Lawrence Erlbaum Associates; 
2000:153-168. 

48. Smith MW, Dickinson DK. Describing oral language opportunities and 
environments in Head Start and other preschool classrooms. Early Childhood 
Research Quarterly 1994;9(3-4):345-366. 

49. Dickinson DK. Book reading with preschoolers: Coconstruction of text at home 
and at school. Early Childhood Research Quarterly 1992;7(3):323-346. 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

10



SCHOOL COMPLETION 

50. Dickinson DK, Smith MW. Long-term effects of preschool teachers' book 
readings on low-income children's vocabulary and story comprehension. Reading 
Research Quarterly 1994;29(2):105-122. 

51. Buzzelli CA. The moral implications of teacher-child discourse in early childhood 
classrooms. Early Childhood Research Quarterly 1996;11(4):515-534. 

52. Gleason JB. The development of language. Boston, Mass: Allyn and Bacon; 1997. 
53. Heath SB. Ways with words. Cambridge, England: Cambridge University Press; 

1983. 
54. Delpit L. Other people's children: cultural conflict in the classroom. New York, 

NY: The New Press; 1995. 
55. Scarborough HS, Charity AH, Griffin D. Is unfamiliarity with "School English" 

(SE) related to reading achievement by African-American students? Paper 
presented at: SSSR; June 2002; Chicago, Ill. 

56. Connor CM, Craig HK. African American preschoolers' use of African American 
English and their emergent literacy development: A complex relation. Journal of 
Speech, Language and Hearing Research. In press. 

57. Stone NJ. Exploring the relationship between calibration and self-regulated 
learning. Educational Psychology Review 2000;12(4):437-475. 

58. Catts HW. The early identification of language-based reading disabilities. 
Language, Speech, and Hearing Services in Schools 1997;28(1):86-89. 

59. Entwisle DR, Alexander KL, Olson LS. Children, schools, and inequality. 
Boulder, Colo: Westview Press; 1997. 

60. Bradley L, Bryant PE. Categorizing sounds and learning to read -- a causal 
connection. Nature 1983;301(3):419-421. 

61. Sulzby E. Children's emergent reading of favorite storybooks: A developmental 
study. Reading Research Quarterly 1985;20(4):458-481. 

62. Lombardino LJ, Bedford T, Fortier C, Carter J, Brandi J. Invented spelling: 
Developmental patterns in kindergarten children and guidelines for early literacy 
intervention. Language, Speech, and Hearing Services in Schools 1997;28(4):333-
343. 

63. Whitehurst GJ, Epstein JN, Angell AL, Payne AC, Crone DA, Fischel JE. 
Outcomes of emergent literacy intervention in Head Start. Journal of Educational 
Psychology 1994;86(4):542-555. 

64. Bowman BT, Donovan MS, Burns MS, eds. Eager to learn: Educating our 
preschoolers. Washington, DC: National Academy Press; 2000. Available at: 
http://www.nap.edu/books/0309068363/html/. Accessed December 9, 2005.  

65. Senechal M, LeFevre JA, Smith-Chant BL, Colton KV. On refining theoretical 
models of emergent literacy: The role of empirical evidence. Journal of School 
Psychology 2001;39(5):439-460. 

66. Senechal M, LeFevre JA, Thomas EM, Daley KE. Differential effects of home 
literacy experiences on the development of oral and written language. Reading 
Research Quarterly 1998;33(1):96-116. 

67. Connor CM, Morrison FJ, Petrella JN. Effective reading comprehension 
instruction: Examining child by instruction interactions. Journal of Educational 
Psychology 2004;96(4):682-698. 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

11



SCHOOL COMPLETION 

Encyclopedia on Early Childhood Development 
©2004-2006 Centre of Excellence for Early Childhood Development  
Connor CM, Morrison FJ 

12

68. Connor CM, Morrison FJ, Katch EL. Beyond the reading wars: The effect of 
classroom instruction by child interactions on early reading. Scientific Studies of 
Reading 2004;8(4):305-336. 

 
 
 
To cite this document: 
 
Connor CM, Morrison FJ. Services or programs that influence young children’s academic success and 
school completion. Rev ed. In: Tremblay RE, Barr RG, Peters RDeV, eds. Encyclopedia on Early 
Childhood Development [online]. Montreal, Quebec: Centre of Excellence for Early Childhood 
Development; 2006:1-12. Available at: http://www.child-encyclopedia.com/documents/Connor-
MorrisonANGxp_rev.pdf. Accessed [insert date]. 
 
Copyright © 2004-2006  

 
 

http://www.child-encyclopedia.com/documents/Connor-MorrisonANGxp_rev.pdf
http://www.child-encyclopedia.com/documents/Connor-MorrisonANGxp_rev.pdf

	Services or Programs that Influence Young Children’s
	Academic Success and School Completion
	Carol McDonald Connor, PhD
	Frederick J. Morrison, PhD
	University of Michigan, USA
	Topic
	Introduction and Subject 
	Problems, Research Context, and Research Questions
	Recent Research Results
	Multiple Influences on Children’s Academic Success
	Child factors
	Sociocultural factors
	Parenting
	Early childhood care and education

	Defining high-quality early childhood care and education/intervention

	Conclusions and Implications


