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Abstract

Persistent reading underachievement among U.S. elementary students 
highlights the need for evidence-based, family-engaged literacy inter-
ventions. This mixed methods study examined the implementation and 
perceived effectiveness of take-home decodable book bags designed to ex-
tend phonics instruction into the home. Participants included three first 
grade teachers and the parents of 32 students at a suburban Oklahoma 
elementary school. Over eight weeks, students took home book bags con-
taining decodable texts, phonics-based activities, and caregiver guidance 
materials aligned with classroom instruction. Quantitative and qualitative 
survey data revealed overwhelmingly positive perceptions of the book bags’ 
instructional value, ease of use, and ability to boost students’ reading confi-
dence, engagement, and phonics skills. Teachers emphasized the book bag’s 
coherence with classroom goals, while parents noted increased motivation 
and confidence in their children’s reading. Reported challenges included 
teacher workload and limited objective progress measures. Findings suggest 
that take-home decodable book bags are an effective, family-friendly tool for 
reinforcing classroom phonics instruction and strengthening home–school 
literacy partnerships. Future research should incorporate student perfor-
mance data to evaluate literacy gains and inform book bag refinements.

Key Words: early literacy, phonics instruction, family engagement, decod-
able texts, home–school connections, science of reading, skills, confidence

http://www.schoolcommunitynetwork.org/SCJ.aspx


SCHOOL COMMUNITY JOURNAL

46

Introduction

A troubling number of children in the United States continue to struggle 
with reading, raising serious concerns about educational equity and long-
term societal outcomes. According to the most recent data from the National 
Assessment of Educational Progress (NAEP), only 31% of fourth-grade 
public school students performed at or above the proficient level in read-
ing—a decline from previous years that reflects widening achievement gaps 
(U.S. Department of Education, 2024). In Oklahoma, the situation is even 
more concerning: just 23% of fourth graders demonstrated reading profi-
ciency, placing the state among the bottom three nationally. These statistics 
indicate that far too many students are not developing the foundational 
literacy skills necessary for academic success. Early reading difficulties are 
particularly consequential, as they often predict later challenges across all 
content areas, reduced high school completion rates (Zheng et al., 2023), 
and limited opportunities in adulthood (Tamborini et al., 2015).

Illiteracy imposes both direct and indirect costs on society. Directly, it 
is estimated to cost the global economy more than $1 trillion (U.S. dollars) 
each year (Cree et al., 2023). Indirectly, its effects are even more profound: 
limited literacy restricts individuals’ access to critical information about 
health, nutrition, and safety (Castles et al., 2018). As a result, low literacy 
exacerbates social inequality and increases the likelihood of poor physi-
cal and mental health, workplace accidents, medication misuse, criminal 
involvement (NCTQ, 2023), and welfare dependency. Collectively, these 
outcomes generate extensive social and economic consequences that ex-
tend far beyond the individual level.

Addressing the literacy crisis requires a multifaceted approach that com-
bines evidence-based instruction (Lane, 2024), early intervention (Wanzek 
et al., 2018), family engagement (Dahl-Leonard, 2025), and sustained in-
vestment in teacher preparation and professional development (Milne & 
Topping, 2025; NCTQ, 2023). In particular, this study focuses on the role 
of family engagement and its potential to support phonics instruction at 
home, helping children practice letter–sound relationships, decoding, and 
spelling skills outside the classroom. By highlighting strategies for mean-
ingful parent and caregiver involvement, this study aims to demonstrate 
how families can extend and reinforce classroom instruction. Ensuring that 
every child has the opportunity to become a proficient reader not only im-
proves individual outcomes, but also helps mitigate the broader social and 
economic costs associated with illiteracy.
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Literature Review

For decades, the field of reading instruction has been shaped by what 
is often called the reading wars—a persistent debate over how children 
learn to read most effectively. Historically, this debate has swung between 
two opposing approaches: phonics, which emphasizes explicit instruction 
in letter–sound relationships (Chall, 1967; Flesch, 1955), and whole lan-
guage, which encourages children to derive meaning from print through 
rich literacy experiences (Goodman, 1967; Smith, 1971). Goodman (1967) 
famously described reading as a “psycholinguistic guessing game” (p. 127), 
in which readers rely on semantic, syntactic, and visual cues to identi-
fy words. Variations of this approach, including the three-cueing model, 
continue to influence classroom practices in some settings today (Adams, 
1990; Clay, 2013).

In response to these debates, the modern science of reading movement 
has shifted the focus from ideology to evidence (Moats, 2020; Seidenberg, 
2017). Grounded in cognitive, linguistic, and neuroscience research (De-
haene, 2009), this movement clarifies how the brain learns to read and 
identifies instructional practices that reliably support literacy develop-
ment (Castles et al., 2018; Gotlieb et al., 2022; National Reading Panel, 
2000). Rather than framing phonics and meaning-making as opposing ap-
proaches, the science of reading integrates multiple strands of research to 
promote a comprehensive, systematic model of literacy instruction (Moats 
& Tolman, 2019; Scarborough, 2001). This evidence-based perspective rep-
resents an effort to move beyond the pendulum swings of the past toward 
consistent, effective reading instruction grounded in scientific consensus.

Extensive research has illuminated strategies that support reading profi-
ciency (Adams, 1990; Chall, 1967; Herrera et al., 2021; Lyon, 1998; National 
Reading Panel, 2000; Snow et al., 1998; Torgesen, 2004). Collectively, these 
studies provide a clear understanding of how proficient reading develops 
and what constitutes effective literacy instruction. Approaches emerging 
from this body of work, commonly referred to as scientifically based read-
ing instruction, have demonstrated the potential to reduce reading failure 
and improve outcomes for struggling learners (Petscher et al., 2020).

More recent analyses underscore the critical importance of early, tar-
geted intervention. The Institute of Education Sciences’ What Works 
Clearinghouse synthesis (Walsh et al., 2023) identifies instructional com-
ponents that significantly improve K–3 reading outcomes. Wanzek et al. 
(2018) found that intensive early reading interventions produce measur-
able gains for struggling readers, and Denton et al. (2022) confirmed that 
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interventions combining foundational skills with comprehension support 
yield meaningful improvements for primary grade students at risk of read-
ing failure. Together, this evidence supports a multitiered, preventative 
model anchored in early intervention and explicit instruction.

Within effective reading instruction, explicit, systematic phonics is 
foundational, particularly for beginning readers. Teaching letter–sound 
correspondences in a structured, sequential manner develops accurate and 
fluent decoding skills (Buckingham, 2020; Ehri et al., 2001; Moats, 2000; 
National Reading Panel, 2000). Daily practice and systematic review are 
essential to ensure mastery, with activities such as word sorts, word build-
ing, and reading decodable texts reinforcing newly acquired skills (Blevins, 
2017; Ehri, 2009; Fisher et al., 2023). Integrating writing into phonics in-
struction further strengthens spelling, orthographic mapping, and reading 
fluency (Blevins, 2024; Moats, 1995).

Finally, family engagement is a critical complement to classroom in-
struction, providing students with additional opportunities to practice 
and reinforce literacy skills. Home–school partnerships that encourage 
shared reading, discussion of texts, and literacy-rich activities have been 
shown to enhance reading confidence and skill development (Brown et al., 
2019; Colgate & Colgate, 2025; Cunningham & Stanovich, 1997; Mol & 
Bus, 2011; Tran, 2014). Research further suggests that sustained, interac-
tive literacy experiences beyond the classroom can have long-term benefits 
for children’s language and reading development, particularly when fami-
lies are actively involved in meaningful language-rich activities (St. Clair 
& Jackson, 2006; St. Clair et al., 2012). Recognizing this, schools are in-
creasingly encouraging parents to actively participate in literacy learning. 
With guidance from teachers, families can reinforce phonics instruction at 
home through simple, consistent activities, such as practicing letter–sound 
relationships, reading decodable texts, or engaging in word games (Col-
gate & Colgate, 2025). When home literacy practices align with classroom 
instruction, students are better prepared for academic tasks, less likely 
to experience setbacks, and more likely to develop strong reading confi-
dence and skills (Brown et al., 2019). By intentionally integrating family 
engagement into literacy programs, educators can amplify the effects of in-
struction and create a consistent, supportive environment that fosters early 
reading success.

Research Questions

This study aimed to explore the implementation and perceived effec-
tiveness of take-home decodable book bags in supporting early literacy 
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development, with a particular focus on phonics instruction and family 
engagement. The research was guided by the following questions:
1.	 How do first grade teachers perceive the instructional value and practi-

cality of take-home decodable book bags in reinforcing phonics skills?
2.	 How do parents perceive the impact of take-home decodable book bags 

on their child’s reading confidence, engagement, and phonics develop-
ment at home?
To address these questions, this exploratory study employed a mixed 

methods approach, combining quantitative survey data with qualitative 
feedback. This design allowed for a comprehensive evaluation of the inter-
vention, integrating measurable trends with rich, descriptive insights from 
participants.

Methods

Participants and Setting

Participants were selected through convenience sampling, as the school 
principal volunteered the site and invited the first grade teaching team to 
participate in the study. This approach was appropriate for the explorato-
ry nature of the research and aligned with the school’s commitment to 
strengthening home–school literacy connections. The participating team 
included three first grade teachers, each with 8–15 years of classroom expe-
rience, who implemented the take-home decodable book bag intervention 
within their classrooms during the first eight weeks of the school year.

The study was conducted at a suburban elementary school in northeast-
ern Oklahoma with an enrollment of approximately 460 students in grades 
PreK–5. The student population is composed of 59% White, 15% Native 
American, 17% two or more races, 4% Black/African American, and 4% 
Hispanic. Of these students, 55% qualify for free or reduced-price lunch, 
4.7% are English Language Learners, and 14.5% receive special education 
services. Schoolwide reading proficiency is reported as approximately 47%, 
and 36.2% of K–3 students receive reading remediation. These performance 
indicators underscore the school’s need for effective literacy supports and 
make it an appropriate setting for investigating strategies to enhance early 
reading achievement.

The student participants were the first grade students enrolled in the three 
participating classrooms. Teachers identified students struggling with pho-
nics based on beginning-of-year assessment data from the state-approved 
iStation screener and ongoing classroom performance. Students received 
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the book bags intervention based on instructional need; demographic in-
formation was not collected or used to determine bag distribution. Once 
identified, each student received a book bag aligned with their instruction-
al needs and the phonics patterns currently taught in class.

Materials 

Building on the identification of students’ instructional needs, a set of 
take-home decodable book bags was developed to extend phonics instruc-
tion beyond the classroom and actively involve families in supporting early 
literacy. Eighteen bags were created to strengthen the school-to-home lit-
eracy connection and support first grade students’ phonics development. 
The bags were aligned with early first grade phonics skills and included the 
following distribution:
•	 Two bags for each CVC short vowel (/ă/, /ĕ/, /ĭ/, /ŏ/, /ŭ/): CVC words 

are three-letter words with a consonant–vowel–consonant structure, 
such as cat, pet, sit, top, and cup. The vowel in these words produces the 
short vowel sound (e.g., /ă/ in cat).

•	 Two bags for CVC short vowel review: These bags provided additional 
practice with previously introduced short vowel patterns to reinforce 
mastery and fluency.

•	 One bag for each CVCe long vowel: CVCe words follow a consonant–
vowel–consonant–e pattern, such as cake, note, and tube. In these 
words, the final e is silent, and the vowel produces a long vowel sound 
(e.g., /ā/ in cake).

•	 One bag for CVCe long vowel review: These bags provided extra prac-
tice for previously introduced long vowel patterns to consolidate stu-
dent understanding and decoding accuracy.
Each book bag contained 4–7 decodable texts, carefully designed to 

align with the targeted phonics patterns, along with 2–3 phonics-based 
activities. Each bag also included a parent folder with an introductory let-
ter, practical fluency tips, and clear, step-by-step instructions for using the 
materials at home. These instructional materials were selected to provide 
meaningful, research-based practice that reinforces classroom instruction, 
supports student mastery of phonics skills, and encourages active family 
engagement in early literacy development.

Central to these book bags are the decodable texts themselves, which are 
an essential component of phonics instruction. They allow students to ap-
ply their knowledge of letter–sound relationships in meaningful, connected 
reading (Ehri, 2020). Encountering words within complete sentences and 
coherent text reinforces decoding skills, helps students generalize phonics 
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rules to unfamiliar words, and builds confidence as independent readers 
(Blevins, 2021). Recognizing their importance, the book bags included am-
ple decodable texts, featuring a mix of fiction and nonfiction. These texts 
varied in length, format, and publisher—some in black and white, others 
in full color—to provide meaningful choice, sustain engagement, and offer 
visual appeal that encourages repeated practice.

While the decodable texts supported connected reading practice, the 
accompanying phonics-based activities extended this learning by offer-
ing explicit, hands-on opportunities for students to manipulate sounds 
and letters, a critical element of effective phonics instruction (Ehri, 2020; 
McCandliss et al., 2003). These activities were carefully aligned with the 
targeted phonics patterns and grounded in evidence-based instructional 
practices. Designed to be user-friendly for families, they required no formal 
training, enabling caregivers to provide meaningful at-home support. Each 
activity offered engaging practice in decoding, word recognition, and spell-
ing, reinforcing and extending classroom instruction. Examples include:

Word-Chains: Word chains are a structured approach to word-build-
ing in which students create a series of related words by changing one 
letter at a time while keeping the remaining letters constant (Burkins 
& Yates, 2021; Kemeny, 2023). This method actively engages students 
in analyzing and manipulating phonemes and graphemes, making it 
a highly effective strategy for strengthening both phonics skills and 
phonemic awareness. The seminal study by McCandliss et al. (2003) 
demonstrated that word-building interventions significantly improve 
decoding accuracy, and more recent research has confirmed these ef-
fects. Structured word study, including word chains, has been shown to 
produce measurable gains in word reading, spelling, and orthographic 
knowledge (Caines, 2022; Schaars et al., 2017), highlighting its value 
as an effective strategy for early literacy instruction. Book bags incor-
porating word chain activities contained 5–10 letter cards, step-by-step 
instructions for creating word chains through single-letter transfor-
mations, and decodable sentences using the words generated from the 
chain. The sequences were intentionally designed to draw attention to 
all positions within a word—initial consonant, medial vowel, and final 
consonant—while ensuring that letters appeared in multiple positions 
across different words. This design supports flexibility in decoding, re-
inforces phonics patterns, and encourages students to generalize their 
knowledge to new words, promoting stronger word recognition, fluen-
cy, and confidence in reading.
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Word Sorting: Word sorting activities ask students to categorize words 
based on specific phonics patterns or features, promoting orthographic 
generalizations, critical thinking, and active engagement (Bear et al., 
2023). Correctly sorting words demonstrates a student’s understand-
ing of word relationships and underlying phoneme–grapheme corre-
spondences (Bear, 2021; Bear et al., 2023). Research on word study ap-
proaches further supports this strategy: students who engage in word 
sorts and active word analysis show improved spelling, decoding, and 
generalization of phonics patterns (Furnes et al., 2023; Joseph, 2002; 
Zutel, 1998). Book bags containing word sorting activities included 
15-to-20-word cards, a sorting mat, and instructions for multiple meth-
ods—buddy, blind, timed, and writing sorts—designed to provide va-
riety, engagement, and reinforcement of phonics patterns. Buddy sorts 
involve students working with a partner to discuss and categorize words 
collaboratively, promoting oral language development and cooperative 
learning. Blind sorts require students to sort words without referenc-
ing the written categories, encouraging memory use and strengthening 
phonological awareness. Timed sorts challenge students to sort words 
accurately within a set time limit, supporting fluency and automaticity. 
Writing sorts ask students to write the words into the correct categories, 
integrating motor skills, spelling practice, and phonics reinforcement. 
Collectively, these sorting methods offer hands-on, engaging practice 
that can be implemented easily by families at home, extending class-
room phonics instruction in meaningful ways.
Together, the decodable texts and phonics-based activities provided 

students with structured, meaningful opportunities to practice founda-
tional reading skills at home. To help families confidently support these 
experiences, each book bag included a parent folder offering clear, re-
search-informed guidance for reinforcing phonics instruction. The folder 
outlined practical strategies for practicing letter–sound correspondences, 
reading decodable texts together, and extending classroom learning in au-
thentic, engaging ways. By providing accessible support and strengthening 
the school-to-home literacy connection, the parent folder empowered care-
givers to take an active, informed role in their child’s reading development.

Procedures

This IRB-approved study was implemented over an eight-week period 
with 65 first grade students enrolled across the grade level. Of these, 32 
students participated in the book bag rotation, with a total of 114 deploy-
ments during the intervention period. In this context, a deployment refers 
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to each instance a student took home a book bag for a two-day period of 
use, during which families were encouraged to engage with the decodable 
texts and accompanying phonics-based activities. While each deployment 
was designed to span two days, families were given the flexibility to ex-
tend the use of materials as needed to support additional practice, repeated 
readings, or continued engagement at home.

To ensure consistency between classroom instruction and home practice, 
teachers introduced each target phonics skill in class prior to sending the 
corresponding book bags home. All students participated in whole-group 
and small-group lessons focused on the same phonics pattern to ensure eq-
uitable access to instruction. For students identified as needing additional 
support, teachers selected and distributed one take-home bag aligned with 
the phonics pattern currently taught in the classroom. Families were en-
couraged to engage in shared reading with the decodable texts, complete 
one or two phonics-based activities, and reread the texts for fluency and 
confidence. Bags were then returned and rotated among participating stu-
dents, allowing each child to experience multiple phonics patterns across 
the eight-week cycle.

Data Collection

Both quantitative and qualitative data were collected to evaluate the ef-
fectiveness and perceptions of the take-home decodable book bags. Data 
collection occurred at the conclusion of the eight-week implementation 
period and involved two main participant groups: first grade teachers, 
and parents of participating students. Using both types of data allowed the 
researcher to capture measurable trends in perceptions and engagement 
while also gathering rich, descriptive feedback to better understand the 
program’s practical impact.

Teacher Surveys
All first grade teachers who implemented the take-home decodable 

book bags were invited to complete an anonymous perception survey. 
The teacher survey consisted of nine questions: eight closed-ended items 
using a five-point Likert scale (ranging from Strongly Agree to Strongly Dis-
agree), and one open-ended question allowing for additional comments. 
Questions were designed to assess both the instructional value of the take-
home materials and their practicality within classroom routines, such as 
ease of preparation, student enthusiasm, and observed improvements in 
decoding and reading fluency. Surveys were distributed directly by the re-
searcher, and teachers returned completed forms electronically to ensure 
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confidentiality. This method minimized disruption to instructional time 
and encouraged honest, reflective responses.

Parent Surveys
To gather feedback from families, a parallel parent perception survey 

was distributed to the parents or caregivers of the 32 participating stu-
dents. Because the researcher did not have direct access to parent contact 
information, classroom teachers facilitated survey distribution. The parent 
survey mirrored the teacher version in structure, including eight Likert-
scale items and one open-ended question designed to capture qualitative 
insights. Items focused on family engagement, ease of use, and perceived 
effects on students’ reading confidence and phonics skills. Parents were 
also asked to report how frequently their child used the materials at home 
and to describe any changes they noticed in their child’s reading behaviors 
or motivation. This feedback provided valuable insight into how the ma-
terials functioned in a home setting and the extent to which families felt 
empowered to support early literacy instruction.

Data Analysis

Quantitative and qualitative data were analyzed to provide a compre-
hensive understanding of participant perceptions aligned with the study’s 
research questions. Quantitative survey data from teachers and parents 
were analyzed using descriptive statistics, including frequencies and per-
centages, to summarize Likert-scale responses and identify overall trends 
in perceptions of the instructional value, practicality, and impact of the 
take-home decodable book bags (Creswell & Creswell, 2018). These anal-
yses directly addressed Research Questions 1 and 2 by examining teacher 
and parent perceptions of the intervention.

Qualitative data from open-ended survey responses were analyzed us-
ing thematic analysis (Braun & Clarke, 2006). Responses were reviewed 
multiple times to identify recurring patterns, key ideas, and common 
themes related to family engagement, ease of implementation, and per-
ceived student outcomes. Codes were developed inductively and grouped 
into broader categories to support interpretation. These qualitative findings 
provided deeper insight into participants’ experiences and helped explain 
trends observed in the quantitative data.

By integrating quantitative trends with qualitative insights, this mixed 
methods approach allowed for a more complete understanding of the in-
tervention’s effectiveness. This strengthened the interpretation of findings 
across both data sources (Creswell & Plano Clark, 2018).
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Results

Teacher Perceptions

A total of three first grade teachers (N = 3) participated in the study 
and completed the perception survey, resulting in a 100% response rate. 
Quantitative data revealed uniformly positive views regarding the instruc-
tional and relational impact of the take-home decodable book bags. All 
three teachers (100%) strongly agreed that the program improved students’ 
reading confidence, motivation, and overall phonics skills. Likewise, all 
teachers (3 of 3; 100%) strongly agreed that the book bags strengthened 
the home–school connection by fostering greater family involvement in 
phonics practice. Two teachers (66.7%) strongly agreed and one (33.3%) 
agreed that the take-home materials helped parents more effectively sup-
port phonics practice at home.

Qualitative feedback further illuminated these positive perceptions. 
One teacher commented, “I had parents comment on the convenience of 
having the bag with all the items in it and how they liked that everything 
supported the same skill.” This observation highlights the practicality of 
the book bags in creating a cohesive, easy-to-use learning experience that 
families could confidently implement at home. Teachers emphasized that 
the materials—combining decodable texts, phonics-based activities, and 
clear instructions—made literacy practice both structured and accessible 
for caregivers.

When asked whether they would like to continue using the take-home 
decodable book bags in the future, teacher responses were more divid-
ed. One teacher (33.3%) strongly agreed, one (33.3%) agreed, and one 
(33.3%) disagreed. While most teachers expressed positive attitudes toward 
the instructional value of the bags, concerns emerged regarding time and 
workload. As one teacher explained, “I think the phonics bags were a great 
idea, and I was very excited to use them. However, it became one more 
thing to keep up with on an already very full list of daily tasks as a teacher.” 
This feedback suggests that while teachers recognized the academic and 
relational benefits of the book bags, its sustainability depended on finding 
efficient management systems to reduce teacher burden.

Overall, findings from the teacher survey indicate strong support for the 
instructional value and family engagement potential of the take-home de-
codable book bags intervention, balanced by practical challenges related to 
time and logistics. Future implementations may benefit from streamlined 
tracking and rotation procedures to improve feasibility and maintain high 
levels of teacher participation and enthusiasm.
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Parent Perceptions

Of the 65 first grade students enrolled across the grade level, 32 par-
ticipated in the take-home decodable book bag intervention during the 
eight-week implementation period. Perception surveys were distributed to 
the parents or caregivers of all 32 participants, and 22 were completed and 
returned, resulting in a 68% response rate.

Both quantitative and qualitative data from the parent surveys indicat-
ed overwhelmingly positive perceptions of the book bags. Parents reported 
that the take-home book bags provided structured, meaningful opportuni-
ties for their children to practice foundational reading skills outside of the 
classroom. Many caregivers noted that the book bags increased their child’s 
engagement with reading at home, offered clear guidance for supporting 
phonics instruction, and helped foster confidence and enjoyment in read-
ing. These findings suggest that the take-home decodable book bags not 
only support student learning but also strengthen home–school connec-
tions by empowering families to actively participate in their child’s literacy 
development.

Reading Confidence and Engagement
Parents consistently reported that the book bags enhanced their child’s 

reading confidence and engagement. A majority of parents (13 of 22, 59.1%) 
strongly agreed, and 7 of 22 (31.8%) agreed that the take-home materials 
increased their child’s reading confidence, while 2 of 22 (9.1%) were neu-
tral. Parents’ comments reinforced these results: one parent shared, “I’ve 
noticed a big improvement in my son’s confidence. He used to get frustrat-
ed with reading, but now he’s excited to open the bag and show us what 
he can read,” while another noted, “My child feels so proud when she can 
read these books by herself!” These responses suggest that the book bags 
not only supported phonics skill development but also fostered positive 
attitudes toward reading by giving students early, tangible experiences of 
success. 

Hands-On Phonics Activities
Parents were asked to indicate whether the hands-on phonics activities 

included in the take-home decodable book bags had a positive impact on 
their child’s phonics skills. All respondents (22 of 22, 100%) reported a pos-
itive effect, with 12 of 22 (54.5%) strongly agreeing and 10 of 22 (45.5%) 
agreeing.

Parents particularly appreciated the engaging, interactive nature of the 
activities, noting that they encouraged children to actively practice phonics 
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in a low-pressure, enjoyable way. One parent shared, “As a former teacher, 
I loved the Book Bags! On busy school nights, it was so nice to let my child 
‘play’ and learn through these awesome activities.” Another commented 
that the activities helped maintain her child’s focus and motivation, stat-
ing, “My child really looked forward to these activities, and I could see him 
applying what he learned in school while having fun.” These responses un-
derscore the value of hands-on phonics activities in reinforcing classroom 
learning, promoting skill generalization, and building confidence at home. 
The structured, playful activities engaged families in their child’s early lit-
eracy in an accessible, enjoyable way.

Motivation to Read
Parents also observed increases in their child’s motivation to read. In 

response to survey items on reading motivation, 9 of 22 (40.9%) strongly 
agreed, 9 of 22 (40.9%) agreed, and 4 of 22 (18.2%) were neutral. Qualita-
tive responses elaborated on this trend: “My daughter often wants to read 
the books more than once, which is great for practice,” one parent wrote, 
while another shared, “She even reads to her little brother now.” These 
reflections highlight how the structure of the book bags encouraged reread-
ing for fluency and nurtured authentic reading behaviors beyond school 
assignments.

Home Support for Phonics Development
All parents agreed that the take-home decodable book bags helped them 

better support their child’s phonics learning at home, with 16 of 22 (72.7%) 
strongly agreeing and 6 of 22 (27.3%) agreeing. Several parents commented 
that the experience deepened their understanding of phonics instruction. 
One parent wrote, “I didn’t realize how much phonics was involved until 
the bags came home—it helped me see how my son is learning to read.” 
Another noted, “Having access to these decodable books has been a bless-
ing—we don’t always have the extra money to buy books.” A third reflected, 
“It’s so helpful to have books that focus on phonics. I feel like I can actually 
help my child instead of just listening to them guess at words.” Collective-
ly, these comments emphasize how the book bags provided children with 
structured practice and empowered families to engage confidently and ef-
fectively in supporting literacy development.

Home–School Connection
When asked whether the take-home decodable book bags strengthened 

the partnership between home and school to promote phonics growth, all 
parents responded positively—11 of 22 (50%) strongly agreed and 11 of 
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22 (50%) agreed. Parents appreciated the alignment between classroom 
instruction and home practice, noting that the materials clearly reflected 
current phonics patterns being taught at school. One parent explained, “I 
really like that the books focus on sounds the kids are learning in school—
it feels like we’re reinforcing the same lessons at home.” Another added, 
“The repetition and phonics patterns help reinforce what they’re learning 
in school.” These responses highlight the value of coherence across learn-
ing environments and underscore how transparent, skill-aligned materials 
foster shared responsibility for student growth.

Overall Perceptions and Sustainability
All parents believed the take-home book bags contributed to improve-

ments in their child’s overall phonics skills, with 17 of 22 (77.3%) strongly 
agreeing and 5 of 22 (22.7%) agreeing. When asked if they would like to con-
tinue using the book bags, 16 of 22 (72.7%) strongly agreed, 5 of 22 (22.7%) 
agreed, and 1 of 22 (4.5%) was neutral. These results indicate strong parent 
endorsement of the book bag’s educational value. The overwhelmingly pos-
itive feedback suggests that the decodable book bag intervention offers a 
sustainable, family-friendly framework for bridging school-based phonics 
instruction with home reading practice.

Recommendations for Improvement

Despite the overall positive feedback, parents suggested several ways to 
further enhance the bags’ effectiveness. Including a reading checklist or log 
could help families track which books have been read, provide a clear sense 
of progress, and support goal setting for both students and caregivers. This 
addition would allow students to celebrate achievements, reinforce consis-
tency in reading practice, and encourage self-monitoring skills.

Parents also recommended adding QR codes linked to short instruc-
tional videos demonstrating phonics routines or modeling book activities. 
This feature could make the materials more accessible and user-friendly, 
particularly for caregivers who may feel less confident in supporting pho-
nics instruction. By providing visual and auditory guidance, QR codes 
could reduce barriers to at-home practice, increase caregiver confidence, 
and promote more consistent, independent engagement with the activities. 
Implementing these enhancements could not only strengthen the instruc-
tional value of the book bags but also further foster family involvement, 
motivation, and enjoyment of reading at home.
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Discussion 

The findings of this study align closely with a robust body of research 
supporting the role of explicit, systematic phonics instruction in early read-
ing development. Consistent with the conclusions of the National Reading 
Panel (2000) and subsequent syntheses (Ehri et al., 2001; Castles et al., 
2018), both teachers and parents perceived that structured opportunities 
to practice phonics skills, particularly through decodable texts and target-
ed word work, contributed to improvements in students’ decoding ability, 
confidence, and motivation. The strong parent endorsement of decodable 
texts as a tool for independent reading at home further supports Blevins’ 
(2021) assertion that decodable materials provide an essential bridge be-
tween phonics instruction and authentic reading experiences. In this study, 
the integration of decodable texts with hands-on activities such as word 
chains and word sorts appears to have reinforced orthographic mapping 
processes (Ehri, 2020) and facilitated the application of phonics skills in 
connected text, extending the benefits of classroom instruction into the 
home environment.

Importantly, these findings also extend existing research on fami-
ly engagement in literacy development. Prior studies have consistently 
demonstrated that when families are equipped with clear guidance and 
accessible materials, they can play a meaningful role in supporting chil-
dren’s reading growth (Brown et al., 2019; Dahl-Leonard et al., 2025; Mol 
& Bus, 2011). The present study builds on this work by illustrating how 
alignment between classroom instruction and at-home practice, specifical-
ly through skill-targeted decodable book bags, can enhance both caregiver 
confidence and student engagement. Parents not only reported increased 
understanding of phonics instruction, but also described shifts in their role 
from passive listeners to active instructional partners. This finding sup-
ports Tran’s (2014) emphasis on reciprocal home–school relationships and 
suggests that structured, teacher-designed materials can reduce common 
barriers to family involvement, such as uncertainty about instructional 
methods or lack of resources.

At the same time, this study offers a practical contribution by highlighting 
the importance of coherence and usability in family literacy interventions. 
While previous research has emphasized the value of home reading prac-
tices broadly (Cunningham & Stanovich, 1997; St. Clair & Jackson, 2006), 
fewer studies have examined how the design of take-home materials in-
fluences implementation fidelity and sustainability. Teachers in this study 
emphasized that the alignment of texts, activities, and instructions around 
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a single phonics skill made the book bags particularly effective for families. 
However, concerns about teacher workload echo findings from implemen-
tation research (Wanzek et al., 2018), suggesting that even well-designed 
interventions must consider feasibility within the realities of classroom 
demands. Thus, this study not only reinforces the importance of family en-
gagement but also underscores the need for efficient, scalable systems that 
support teachers in maintaining such initiatives over time.

Finally, the results contribute to the growing emphasis within the sci-
ence of reading on integrating multiple components of effective instruction 
into cohesive, applied contexts (Moats, 2020; Scarborough, 2001). Rather 
than isolating phonics practice as a discrete classroom activity, the take-
home decodable book bags operationalize a more comprehensive model in 
which decoding, fluency, motivation, and family engagement intersect. By 
extending structured literacy practices beyond the classroom, this interven-
tion represents a promising approach to intensifying early reading support, 
particularly for students at risk of reading difficulty, while fostering a shared 
responsibility for literacy development between schools and families.

Future Recommendations

The Scope and Variety of Phonics Skills

The current take-home decodable book bags focus primarily on 
foundational phonics patterns, including short vowels in CVC (conso-
nant-vowel-consonant) words, such as cat, bed, sit, dog, sun, and long vowels 
in CVCe words, such as cake, kite, home, cube, rope. While these are critical 
early building blocks, expanding the collection to include more complex 
phonics patterns would better support students as they progress in their 
reading development. Examples of patterns that could be added include:
•	 Consonant blends: groups of two or three consonants where each 

sound is heard, e.g., bl in blend, str in street, cl in clap.
•	 Digraphs: two letters that make one sound, e.g., sh in ship, ch in chop, 

th in thumb.
•	 Vowel teams: two vowels together that create a single long vowel sound, 

e.g., ai in rain, ea in seat, oa in boat.
•	 R-controlled vowels: vowels followed by the letter r, which changes 

their sound, e.g., ar in car, or in fork, er in her.
Expanding the scope and variety of the book bags would provide sus-

tained practice and reinforcement of newly acquired skills over time while 
promoting greater engagement, independence, and confidence among 
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young readers. This approach could help ensure that students continue to 
develop fluency and accuracy as they advance through the primary grades.

Enhancing Implementation and Sustainability

An additional recommendation involves leveraging school-based sup-
port personnel and community resources to improve the sustainability of 
the book bag system. Given that some teachers identified time and man-
agement demands as a challenge, schools might consider involving school 
librarians, paraprofessionals, or trained parent volunteers in organizing, 
maintaining, and rotating the take-home book bags. These individuals 
could assist with tasks such as replenishing materials, tracking circulation, 
and ensuring that bags remain aligned with current phonics instruction. 
Distributing these responsibilities across a broader support network would 
reduce the burden on classroom teachers while increasing the feasibility of 
long-term implementation. Moreover, involving families and school staff 
in the coordination process may further strengthen the home–school con-
nection by fostering a shared investment in students’ literacy development. 
This type of distributed support model aligns with broader calls for collab-
orative, schoolwide approaches to literacy improvement.

Study Limitations and Future Research

While the study demonstrates promising perceptions of the take-home 
decodable book bags, it is important to acknowledge several limitations. 
First, relying solely on parent and teacher feedback means the findings 
are based on subjective perceptions, which, while valuable, may not fully 
capture the book bags’ impact on student literacy outcomes. Parents’ and 
teachers’ impressions could be influenced by factors such as prior experi-
ence with literacy strategies, expectations, or engagement levels at home.

Additionally, the study did not include objective measures of student 
progress, such as phonics assessments, reading fluency data, or comprehen-
sion scores. Without these data points, it is difficult to quantify the extent 
to which the book bags directly influenced student learning. Incorporat-
ing standardized or informal literacy assessments in further research would 
provide a more robust, evidence-based evaluation of program effectiveness.

Finally, the sample size was limited to students who participated in the 
program and parents who responded to the survey, which may affect the 
generalizability of the findings. Future studies could expand the participant 
pool, include control or comparison groups, and track literacy outcomes 
over a longer period to better assess the sustained impact of take-home 
decodable book bags. Combining objective student assessment data with 
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perception data would strengthen the evidence base, guide instruction-
al improvements, and offer a more comprehensive understanding of how 
such interventions support early literacy development.

Conclusion

The take-home decodable book bags represent a promising and innova-
tive approach to extending literacy instruction beyond the classroom and 
into the home environment. By providing structured, purposeful practice, 
the book bags support students in reinforcing foundational phonics skills 
while fostering engagement, motivation, and confidence in reading. They 
also encourage collaboration between families and schools, helping care-
givers actively participate in their child’s literacy development and creating 
a shared investment in learning.

With targeted enhancements, such as progress tracking tools or reading 
logs, QR codes linked to instructional videos, and expanded phonics con-
tent covering consonant blends, digraphs, vowel teams, and r-controlled 
vowels—the bags have the potential to become a more comprehensive, 
differentiated, and scalable resource for supporting early literacy growth. 
Incorporating these features could further strengthen student engagement, 
promote independent practice, and empower families to reinforce class-
room instruction effectively.

Future research that combines perception data from parents and teach-
ers with objective measures of student literacy outcomes, such as phonics 
assessments, reading fluency, and comprehension measures, will be essen-
tial to fully understand and maximize the impact of take-home decodable 
book bags. By evaluating both subjective and objective outcomes, educa-
tors can refine the program, tailor it to diverse learner needs, and ensure it 
continues to serve as a meaningful tool for building fluency, accuracy, and 
prosody in beginning readers.

References

Adams, M. J. (1990). Beginning to read: Thinking and learning about print. The MIT Press.
Bear, D. R. (2021). Word study to teach phonics, vocabulary, and spelling: The why, what, 

and how [Research into Practice]. Savvas Learning Company. https://slcl-p-001-de-
livery.sitecorecontenthub.cloud/api/public/content/40e4342c9f69444e9bc45a9ee-
0784a7c?v=b560fefb

Bear, D. R., Invernizzi, M., Templeton, S., & Johnston, F. (2023). Word study for phonics, 
spelling, and vocabulary instruction (7th ed.). Pearson. 

Blevins, W. (2017). A fresh look at phonics: Common causes of failure and 7 ingredients for 
success. Corwin.

https://slcl-p-001-delivery.sitecorecontenthub.cloud/api/public/content/40e4342c9f69444e9bc45a9ee0784a7c?v=b560fefb
https://slcl-p-001-delivery.sitecorecontenthub.cloud/api/public/content/40e4342c9f69444e9bc45a9ee0784a7c?v=b560fefb
https://slcl-p-001-delivery.sitecorecontenthub.cloud/api/public/content/40e4342c9f69444e9bc45a9ee0784a7c?v=b560fefb


TAKE-HOME DECODABLE BOOK BAGS

63

 Blevins, W. (2021). Choosing and using decodable texts. Scholastic. 
Blevins, W. (2024). Differentiating phonics instruction for maximum impact. Corwin. 
Braun, V., & Clarke, V.  (2006).  Using thematic analysis in psychology.  Qualitative Re-

search in Psychology, 3(2), 77–101. https://doi.org/10.1191/1478088706qp063oa
Brown, C. L., Schell, R., Denton, R., & Knode, E. (2019). Family literacy coaching: Part-

nering with parents for reading success. School Community Journal, 29(1), 63–86. 
https://www.adi.org/journal/2019ss/BrownEtAlSS2019.pdf 

Buckingham, J. (2020). Systematic phonics instruction belongs in evidence-based reading 
programs: A response to Bowers. The Educational and Developmental Psychologist, 
37(2), 105–113. https://doi.org/10.1017/edp.2020.12

Burkins, J., & Yates, K. (2021). Shifting the balance (K–2). Stenhouse. 
Caines, A. (2022). An instructional approach to teaching spelling: Word study. BU Jour-

nal of Graduate Studies in Education, 14(4), 4–12. https://files.eric.ed.gov/fulltext/
EJ1372847.pdf 

Castles, A., Rastle, K., & Nation, K. (2018). Ending the reading wars: Reading acquisition 
from novice to expert. Psychological Science in the Public Interest, 19(1), 5–51. https://
doi.org/10.1177/1529100618772271 

Chall, J. S. (1967). Learning to read: The great debate. McGraw-Hill.
Clay, M. (2013). An observation theory of early literacy achievement (3rd ed.) Heinemann.
Colgate, M., & Colgate, O. (2025). Insights and challenges for educational leaders sup-

porting families in home reading practices. Education Sciences, 15(3), 296. https://doi.
org/10.3390/educsci15030296 

Cree, A., Kay, A., & Steward, J. (2023, September). The economic and social cost of illit-
eracy: A snapshot of illiteracy in a global context [Final report]. World Literacy Foun-
dation. https://search.issuelab.org/resource/the-economic-and-social-cost-of-illitera-
cy-a-snapshot-of-illiteracy-in-a-global-context.html 

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and 
mixed methods approaches (5th ed.). Sage.

Creswell, J. W., & Plano Clark, V. L. (2018). Designing and conducting mixed methods 
research (3rd ed.). Sage.

Cunningham, A. E., & Stanovich, K. E. (1997). Early reading acquisition and its rela-
tion to reading experience and ability 10 years later. Developmental Psychology, 33(6), 
934–945. https://doi.org/10.1037//0012-1649.33.6.934

Dahl-Leonard, K., Hall, C., Cho, E., Capin, P., Roberts, G. J., Kehoe, K. F., Haring, C., 
Peacott, D., & Demchak, A. (2025). Examining the effects of family-implemented lit-
eracy interventions for school-aged children: A meta-analysis. Educational Psychology 
Review, 37, Article 10. https://doi.org/10.1007/s10648-025-09985-3 

Dehaene, S. (2009). Reading in the brain. Viking Penguin.
Denton, C. A., Hall, C., Cho, E., Cannon, G., Scammacca, N., & Wanzek, J. (2022). A me-

ta-analysis of the effects of foundational skills and multicomponent reading interven-
tions on reading comprehension for primary-grade students. Learning and Individual 
Differences, 93. https://doi.org/10.1016/j.lindif.2021.102062 

Ehri, L. C., Nunes, S. R., Stahl, S. A., & Willows, D. M. (2001). Systematic phonics in-
struction helps students learn to read: Evidence from the national reading pan-
el’s meta-analysis. Review of Educational Research, 71(3), 393–447. https://doi.
org/10.3102/003465430710033

Ehri, L. C. (2009). Learning to read words: Theory, findings, and issues. Scientific Studies 
of Reading, 9(2), 167–188. https://doi.org/10.1207/s1532799xssr0902_4

https://doi.org/10.1191/1478088706qp063oa
https://www.adi.org/journal/2019ss/BrownEtAlSS2019.pdf
https://doi.org/10.1017/edp.2020.12
https://files.eric.ed.gov/fulltext/EJ1372847.pdf
https://files.eric.ed.gov/fulltext/EJ1372847.pdf
https://doi.org/10.1177/1529100618772271
https://doi.org/10.1177/1529100618772271
https://doi.org/10.3390/educsci15030296
https://doi.org/10.3390/educsci15030296
https://search.issuelab.org/resource/the-economic-and-social-cost-of-illiteracy-a-snapshot-of-illiteracy-in-a-global-context.html
https://search.issuelab.org/resource/the-economic-and-social-cost-of-illiteracy-a-snapshot-of-illiteracy-in-a-global-context.html
https://doi.org/10.1037/0012-1649.33.6.934
https://doi.org/10.1007/s10648-025-09985-3
https://doi.org/10.1016/j.lindif.2021.102062
https://doi.org/10.3102/003465430710033
https://doi.org/10.3102/003465430710033
https://doi.org/10.1207/s1532799xssr0902_4


SCHOOL COMMUNITY JOURNAL

64

Ehri, L. C. (2020). The science of learning to read words: A case for systematic phonics 
instruction. Reading Research Quarterly, 55(S1), S45–S60. https://doi.org/10.1002/
rrq.334

Fisher, D., Frey, N., & Lapp, D. (2023). Teaching reading. Corwin.
Flesch, R. (1955). Why Johnny can’t read. Harper Collins. 
Furnes, B., Elwer, A., Samuelsson, S., Treiman, R., & Olson, R. K. (2023). The stability and 

developmental interplay of word reading and spelling: A cross-linguistic longitudinal 
study from kindergarten to grade 4. Reading and Writing, 37, 2411–2428. https://doi.
org/10.1007/s11145-023-10465-9 

Goodman, K. (1967). Reading: A psycholinguistic guessing game. Journal of the Reading 
Specialist, 6(4), 126–135. https://doi.org/10.1080/19388076709556976 

Gotlieb, R., Rhinehart, L., & Wolf, M. (September/October 2022). The “reading brain” 
is taught, not born: Evidence from the evolving neuroscience of reading for teachers 
and society. The Reading League Journal, 11–17. https://www.thereadingleague.org/
wp-content/uploads/2022/10/The-Reading-Brain.pdf 

Herrera, S., Phillips, B. M., Newton, Y.-C., Dombek, J. L., & Hernandez, J. A. (2021). Ef-
fectiveness of early literacy instruction: Summary of 20 years of research (REL 2021084). 
U.S. Department of Education, Regional Educational Laboratory Southeast. https://
ies.ed.gov/sites/default/files/rel-southeast/document/2025/07/REL_2021084.pdf

Joseph, L. M. (2002). Facilitating word recognition and spelling using word boxes and 
word sort phonic procedures. School Psychology Review, 31(1), 122–129. https://doi.
org/10.1080/02796015.2002.12086146 

Kemeny, L. (2023). 7 mighty moves: research-backed, classroom-tested strategies to ensure 
K-to-3 reading success. Scholastic.

Kenner, C. (2005). Bilingual families as literacy eco-systems. Early Years, 25(3), 283–298. 
https://doi.org/10.1080/09575140500251897

Lane, H. (2024). Evidence-based reading instruction for grades k–5 (Document No. IC-
12b). University of Florida, Collaboration for Effective Educator, Development, Ac-
countability, and Reform Center. https://ceedar.education.ufl.edu/wp-content/up-
loads/2024/10/K-5-Reading-IC.pdf 

Lyon, G. R. (1998, April 28). Overview of reading and literacy initiatives (ED444128). Na-
tional Institute of Child Health and Human Development. https://files.eric.ed.gov/
fulltext/ED444128.pdf

McCandliss, B., Beck, I. L., Sandak, R., & Perfetti, C. (2003). Focusing attention on 
decoding for children with poor reading skills: Design and preliminary tests of the 
word building intervention. Scientific Studies of Reading, 7(1), 75–104. https://doi.
org/10.1207/S1532799XSSR0701_05

Milne, J., & Topping, K. J. (2025). Improving student teacher preparedness in reading 
instruction. Education Sciences, 15(1), 97. https://doi.org/10.3390/educsci15010097

Moats, L. C. (1995). Spelling: Development, disabilities, and instruction. York Press.
Moats, L. C. (2000). Whole language lives on: The illusion of “balanced” reading instruc-

tion. http://www.ldonline.org/article/6394/.
Moats, L. C. (2020). Speech to print: Language essentials for teachers (3rd ed.). Brookes 

Publishing.
Moats, L. C., & Tolman, C. A. (2019). Language essentials for teachers of reading and spell-

ing (LETRS) – 3rd edition. Voyager Sopris Learning.
Mol, S. E., & Bus, A. G. (2011). To read or not to read: A meta-analysis of print exposure 

from infancy to early adulthood. Psychological Bulletin, 137(2), 267–296. https://doi.
org/10.1037/a0021890 

https://doi.org/10.1002/rrq.334
https://doi.org/10.1002/rrq.334
https://doi.org/10.1007/s11145-023-10465-9
https://doi.org/10.1007/s11145-023-10465-9
https://doi.org/10.1080/19388076709556976
https://www.thereadingleague.org/wp-content/uploads/2022/10/The-Reading-Brain.pdf
https://www.thereadingleague.org/wp-content/uploads/2022/10/The-Reading-Brain.pdf
https://ies.ed.gov/sites/default/files/rel-southeast/document/2025/07/REL_2021084.pdf
https://ies.ed.gov/sites/default/files/rel-southeast/document/2025/07/REL_2021084.pdf
https://doi.org/10.1080/02796015.2002.12086146
https://doi.org/10.1080/02796015.2002.12086146
https://doi.org/10.1080/09575140500251897
https://ceedar.education.ufl.edu/wp-content/uploads/2024/10/K-5-Reading-IC.pdf
https://ceedar.education.ufl.edu/wp-content/uploads/2024/10/K-5-Reading-IC.pdf
https://files.eric.ed.gov/fulltext/ED444128.pdf
https://files.eric.ed.gov/fulltext/ED444128.pdf
https://psycnet.apa.org/doi/10.1207/S1532799XSSR0701_05
https://psycnet.apa.org/doi/10.1207/S1532799XSSR0701_05
https://doi.org/10.3390/educsci15010097
http://www.ldonline.org/article/6394/
https://doi.org/10.1037/a0021890


TAKE-HOME DECODABLE BOOK BAGS

65

National Council on Teacher Quality. (2023). Teacher prep review: Strengthening elemen-
tary reading instruction. https://www.nctq.org/research-insights/teacher-prep-review- 
strengthening-elementary-reading-instruction/

National Reading Panel. (2000). Teaching children to read: An evidence-based assessment 
of the scientific research literature on reading and its implications for reading instruc-
tion. National Institute of Child Health and Human Development. https://www.nichd.
nih.gov/sites/default/files/publications/pubs/nrp/documents/report.pdf 

Petscher, Y., Cabell, S. Q., Catts, H. W., Compton, D. L., Foorman, B. R., Hart, S. A., Lo-
nigan, C. J., Phillips, B. M., Schatschneider, C., Steacy, L. M., Terry, N. P., & Wagner, 
R. K. (2020). How the science of reading informs 21st-century education. Reading Re-
search Quarterly, 55(S1), S267–S282. https://doi.org/10.1002/rrq.352

Scarborough, H. S. (2001). Connecting early language and literacy to later reading (dis)
abilities: Evidence, theory, and practice. In S. Neuman & D. Dickinson (Eds.), Hand-
book of early literacy research (Vol. 1, pp. 97–110). Guilford Press.

Schaars, M. M. H., Segers, E., & Verhoeven, L. (2017). Word decoding development 
during phonics instruction in children at risk for dyslexia. Dyslexia, 23(2), 141–160. 
https://doi.org/10.1002/dys.1556 

Seidenberg, M. S. (2017). Language at the speed of sight: How we read, why so many can’t, 
and what can be done about it. Basic Books.

Smith, F. (1971). Understanding reading: A psycholinguistic analysis of reading and learn-
ing to read. Holt, Rinehart & Winston.

Snow, C. E., Burns, M. S., & Griffin, P. (Eds.). (1998). Preventing reading difficulties in 
young children. National Academy Press.

St. Clair, L., & Jackson, B. (2006). Effect of family engagement training on the language 
skills of young elementary children from migrant families. School Community Journal, 
16(1), 31–41. https://www.adi.org/journal/ss06/StClairJacksonSpring2006.pdf 

St. Clair, L., Jackson, B., & Zweiback, R. (2012). Six years later: Effect of family involve-
ment training on the language skills of children from migrant families. School Commu-
nity Journal, 22(1), 9–19. https://www.adi.org/journal/2012ss/StClairJacksonZwei-
backSpring2012.pdf 

Tamborini, C. R., Kim, C., & Sakamoto, A. (2015). Education and lifetime earnings in the 
United States. Demography, 52(4), 1383–1407. https://doi.org/10.1007/s13524-015-
0407-0

Torgesen, J. K. (2004, Fall). Avoiding the devastating downward spiral: The evidence that 
early intervention prevents reading failure. American Educator, 28(3), 6–9. www.aft.
org/sites/default/files/media/documents/2023/28.3_fall_2004_reduced_size.pdf

Tran, Y. (2014). Addressing reciprocity between families and schools: Why these bridges 
are instrumental for students’ academic success. Improving Schools, 17(1). https://doi.
org/10.1177/136548021351529

U.S. Department of Education. Institute of Education Sciences, National Center for Edu-
cation Statistics, National Assessment of Educational Progress (NAEP), 2024 Reading 
Assessment.

Walsh, E., Deke, J., Robles, S., Streke, A., & Thal, D. (2023). Using Bayesian meta-analysis 
to explore the components of early literacy interventions. National Center for Education 
Evaluation and Regional Assistance, What Works Clearinghouse. https://eric.ed.gov
/?id=ED630495

Wanzek, J., Stevens, E. A., Williams, K. J., Scammacca, N., Vaughn, S., & Sargent, K. 
(2018). Current evidence on the effects of intensive early reading interventions. Journal 
of Learning Disabilities, 51(6), 612–624. https://doi.org/10.1177/0022219418775110 

https://www.nctq.org/research-insights/teacher-prep-review-strengthening-elementary-reading-instruction/
https://www.nctq.org/research-insights/teacher-prep-review-strengthening-elementary-reading-instruction/
https://www.nichd.nih.gov/sites/default/files/publications/pubs/nrp/documents/report.pdf
https://www.nichd.nih.gov/sites/default/files/publications/pubs/nrp/documents/report.pdf
https://doi.org/10.1002/rrq.352
https://doi.org/10.1002/dys.1556
https://www.adi.org/journal/ss06/StClairJacksonSpring2006.pdf
https://www.adi.org/journal/2012ss/StClairJacksonZweibackSpring2012.pdf
https://www.adi.org/journal/2012ss/StClairJacksonZweibackSpring2012.pdf
https://doi.org/10.1007/s13524-015-0407-0
https://doi.org/10.1007/s13524-015-0407-0
http://www.aft.org/sites/default/files/media/documents/2023/28.3_fall_2004_reduced_size.pdf
http://www.aft.org/sites/default/files/media/documents/2023/28.3_fall_2004_reduced_size.pdf
https://doi.org/10.1177/1365480213515296
https://doi.org/10.1177/1365480213515296
https://eric.ed.gov/?id=ED630495
https://eric.ed.gov/?id=ED630495
https://doi.org/10.1177/0022219418775110


SCHOOL COMMUNITY JOURNAL

66

Zheng, Y., Gao, X., Shen, J., Johnson, M. R., & Y. Krenn, H. (2023). A meta-analysis of 
the predictors of on-time high school graduation in the United States. NASSP Bulletin, 
107(2), 130–155. https://doi.org/10.1177/01926365231170404 

Zutel, J. (1998). Word sorting: A developmental spelling approach to word study 
for delayed readers. Reading and Writing Quarterly, 14(2), 219–238. https://doi.
org/10.1080/1057356980140205

Renée Cowan is an associate professor of education at Rogers State University 
in Oklahoma, where she teaches courses focused on effective literacy instruction 
and assessment. With over 22 years of experience in education, she has served as 
a classroom teacher, reading specialist, instructional coach, school principal, and 
national presenter. Dr. Cowan’s work includes developing ready-to-use resources 
for elementary classrooms, such as take-home decodable book bags and picture 
walk protocol kits, to support effective literacy instruction and enhance student 
learning, along with coaching teachers in implementing evidence-based practic-
es.  She also supervises field experiences, providing in-the-moment support for 
teacher candidates. Correspondence concerning this article may be addressed to 
Dr. Renée Cowan, Rogers State University, 1701 W. Will Rogers Blvd., Claremore, 
OK 74017, or email reneemariecowan@gmail.com 

https://doi.org/10.1177/01926365231170404
https://doi.org/10.1080/1057356980140205
https://doi.org/10.1080/1057356980140205
mailto:reneemariecowan@gmail.com

