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Abstract

Shared book reading (SBR) as a teaching practice produces significant effects on development of verbal repertoires in children,
especially when associated with strategies of explicit vocabulary teaching, This study aimed to test the cumulative effects of
using word teaching strategies, during SBR sessions, on word learning by preschool children. Three sessions of SBR of the same
story and a session of complementary activity about the words of the story read were carried out in a class of 13 children aged
4 to 5 years. It was identified significant children’s gains, between pre and post-test, in matching-to-sample tasks for nouns and
in naming tasks, both for nouns and for verbs. The results confirm the effectiveness of using word teaching strategies during
SBR and their feasibility in the natural classroom context.
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Estratégias de Ensino de Palavras em Leitura de Historia para Criangas Pré-Escolares

Resumo

A leitura compartilhada de historias (LCH) como pratica de ensino produz efeitos significativos sobre o desenvolvimento de
repertérios verbais em criangas, principalmente quando associada a estratégias de ensino explicito de vocabulatio. Esse estudo
teve como objetivo testar os efeitos cumulativos do uso de estratégias de ensino de palavras, a partir de sessGes de LCH, sobre a
aprendizagem de palavras por criangas pré-escolares. Foram realizadas trés sessdes de LCH de um mesmo livro e uma sessio de
atividade complementar sobre as palavras da historia, em uma classe com 13 criangas, com idades de 4 a 5 anos. Foram identifi-
cados ganhos significativos entre o pré e pés-teste no desempenho em tarefas de emparelhamento ao modelo para substantivos
e nas tarefas de nomeagao para substantivos e para verbos. Os resultados confirmam a eficacia do uso de estratégias de ensino
de palavras durante LCH e a sua viabilidade no contexto natural de sala de aula.

Palavras-chave: narragio de estorias, criancas em idade pré-escolar, analise do comportamento.

Estrategias de Ensefianza de Palabras en Lectura de Historia para Nifios Preescolares

Resumen

La lectura compartida de historias (LCH) como practica de ensefianza produce efectos significativos en el desarrollo de reper-
torios verbales en nifios, principalmente cuando se asocia a estrategias de ensefianza explicita de vocabulario. Este estudio tuvo
como objetivo evaluar los efectos cumulativos del uso de estrategias de ensefianza de palabras, a partir de sesiones de LCH, en
el aprendizaje de palabras en preescolares. Se realizaron tres sesiones de LCH con un tnico libro y una sesiéon de actividad com-
plementaria sobre las palabras de la historia, en una clase con 13 nifios con edades entre 4 y 5 afios. Al comparar las medidas pre
y post test, se identificaron mejoras significativas en el desempefio en las tareas de emparejamiento al modelo para sustantivos y
en las tareas de nombramiento de sustantivos y verbos. Los resultados confirman la eficacia del uso de estrategias de ensefianza
de palabras durante LCH y su viabilidad en el contexto natural en clase.

Palabras clave: narraciéon de historias; nifios en edad preescolar; analisis de la conducta.

Aspects of the experience that support the learn-
ing of vocabulary are not available in the same way for
children from different socioeconomic realities, hav-
ing a direct influence on their linguistic developments
(Hoft, 2003). This is directly related to a series of criti-
cal variables of the verbal interactions between adults
and children. Such aspects interfere quantitatively and
qualitatively, over time, in the size of the vocabulary
of these children and in several other measures of
linguistic development, which can lead to language dif-
ficulties (Hart & Risley, 1995; Vallotton, Mastergeorge,
Foster, Decker, & Ayoub, 2017). When these difficulties
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are not identified and resolved in eatly childhood edu-
cation, they can result in both a restricted vocabulary
and losses in the literacy of these children in elemen-
tary school (Quinn, Wagner, Petscher, & Lopez, 2015;
Hirsh-Pasek & Golinkoff, 2019).

An important way to prevent these problems is
to arrange contingencies, especially in planned environ-
ments such as the school, to provide preschool children,
particularly those in situations of social disadvantage,
with an environment that allows them to develop com-
plex verbal repertoires. Shared book reading (SBR) is
a very common activity in the classroom that, when
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used for pedagogical purposes, can promote contin-
gencies that contribute to the development of verbal
repertoires in preschool and school children, while
consisting of a naturally pleasurable activity (de Souza
& Bernardino, 2011). However, for SBR to become a
pedagogical activity it needs to be planned so that it can
provide teaching conditions.

In general, SBR is a situation in which one or
more children hear a story read aloud by an adult
(Flores, Santos, Amadeu, & Dias, 2013). Among the
benefits of shared reading, word learning (Horst, 2013;
Wilkinson & Houston-Price, 2013), word comprehen-
sion and phonological awareness (Korat, Shamir, &
Heibal, 2013), textual comprehension (Flores, Pires &
de Souza, 2014; Rogoski, Flores, Gauche, Coclho, & de
Souza, 2015) and the increase in the ability to start con-
versations (Colmar, 2014) can be highlighted.

The vocabulary learning resulting from this activ-
ity can happen incidentally or based on the explicit
teaching of words. Incidental learning occurs from
information provided by the context in which a par-
ticular word is included (Nagy, Anderson, & Hernam,
1987), mainly through repeated exposures to the same
story (Horst, Parsons, & Bryan, 2011; Sénéchal, 1997).
Explicit word teaching, in turn, can assist in vocabulary
learning when the reader provides direct instructions
about the meaning of words, within or out of the con-
text of the story (Beck & McKeown, 1985; Bowne,
Yoshikawa, & Snow, 2016).

Providing situations for the occurrence of inci-
dental learning of new words without the aid of
teaching strategies presents some limitations. Accord-
ing to McKeown and Beck (2004), the information
that the context provides about certain words can be
incomplete and misleading, allowing the concept of
the word to be formed from precipitated inferences.
In addition, learning through this context occurs with
low frequency (Beck & McKeown, 1985). Therefore,
researches developed in the last decade has investigated
the effect of using different strategies for the explicit
teaching of words through SBR (e.g, Hassinger-Das
et al., 2016; Namasivayam et al., 2015; Wasik & Hind-
man, 2014). The effects of different interventions on
language development are usually assessed considering
two dimensions of vocabulary: receptive and expressive.
According to Aratjo, Marteleto and Schoen-Ferreira
(2010), the first concerns the individual’s ability to com-
prehend language, while the second refers to the ability
to use oral language to communicate with other mem-
bers of the verbal community.

The strategies most commonly used in these
studies are: highlighting the target word, which con-
sists of directing children’s attention toward the words
to be taught, mainly through changes in the voice
intonation when emitting the word (Namasivayam
et al.,, 2015); explaining the meaning of the target
word, by providing information about the words, such
as synonyms and simplified meaning, among oth-
ers (Namasivayam et al., 2015; Hassinger-Das et al.,
2016); initiating conversations about the target word,
especially with questions, in order to encourage chil-
dren to have contact with the words, in addition to
providing contexts for their emission throughout the
conversations (Wasik & Hindman, 2014); and using
complementary activities, which consist of activities
carried out in addition to the story reading, involving
the words of the story to be taught (Hassinger-Das et
al., 2016; Namasivayam et al., 2015).

The methodologies used in studies that imple-
ment this type of teaching strategy in SBR activities
have many variations. The strategies can be tested
cither in isolation (e.g., Wasik & Hindman, 2014) or
combined, using more than one strategy during reading
activities (Hassinger-Das et al., 2016; Namasivayam et
al., 2015) and with different numbers of participants,
with the vast majority of studies carrying out reading
activities with pairs (Han, Moore, Vukelich, Buell, 2010)
or small groups of children (Hassinger-Das et al., 2016;
Pollard-Durodola et al., 2011). Few studies (e.g, Beck
& McKeown, 2007) have carried out this type of inter-
vention in natural environments, as the readings do not
occur within the classroom, and/or are not done for
the entire class.

The context in which the words are taught var-
ies widely among the different studies, so that in many
of them more than one book is read (Beck & McKe-
own, 2007; Han et al., 2010; Namasivayam et al., 2015;
Pollard-Durodola et al., 2011), either to teach different
words, or to teach the same words in different contexts.
Although it is commonly considered that repeated
exposure to unknown words in different contexts can
facilitate learning, studies indicate that exposing chil-
dren repeatedly to new words present in the same story
is more effective. Throughout these repeated exposures,
the plot becomes more and more familiar and predict-
able to children, enabling them to better understand the
conditions that determine the meaning of unfamiliar
words (Horst et al., 2011).

Despite this great variability among the meth-
odologies tested, the main environment in which this
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type of intervention can assist in the development of
children’s vocabulary is the classroom. For this, it is
necessary for this practice to be effective in conditions
closer to a natural classroom situation, with it being
essential that such interventions are tested with entire
classes and in the school environment. In view of this,
the general aim of the present study was to test the
cumulative effects of using word teaching strategies,
from SBR sessions, on the word learning of preschool
children in a natural environment. For this, the study
had the following specific aims: (a) to verify the cumu-
lative effect of repeated readings of the same story, on
the learning of target words (verbs and nouns) by the
students; (b) to test the effects of the intervention on
the receptive vocabulary, through matching to sample
tasks; and (c) to test the effects of the intervention on
the expressive vocabulary, through naming tasks.

Method

FParticipants

Participants of this study were 13 children (five
girls and eight boys), aged between 4 and 5 years
(M=56.6 months; §D=4.1), who attended a public day-
care center in the city of Ribeirdo Preto - SP. All the
children studied in the same class and had their pat-
ticipation authorized by their parents, who signed a
consent form. The study was approved by the Ethics
Committee for Research with Human Subjects (CAAE
No. 61182316.0.0000.5407).

All the children had their general development
screened using the Denver II Developmental Screening
Test, adapted to Portuguese (Pedromonico, Bragatto,
& Strobilus, 1999). A total of 11 children presented
development considered “normal” and two children
presented “risk of developmental delay”. The auditory
and expressive vocabulary assessment of the participat-
ing children was also performed, using the TVAud-A330
and TVExp-100o tests, respectively (Capovilla, Negrao,
& Damazio, 2011). Seven children presented a low
score and six average scores for receptive vocabulary
and, with respect to expressive vocabulary, seven chil-
dren presented very low scores, two low scores, and
four average scores.

Location

The activities of the reading sessions were carried
out in the school classroom where the children studied.
The tests were conducted in the school library.
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Instruments

The development of the participating children
was assessed using the Denver II Developmental
Screening Test (Pedromonico et al., 1999), which is
a screening test, applied individually with children
aged 0 to 6 years, which allows identification of pos-
sible indicators of risk for developmental delay. The
assessment is made through a set of tasks that assess
behaviors expected for the child’s age, in the areas
of language, cognition, motor (fine and gross) and
self-care. For each age assessed, certain tasks are pet-
formed, corresponding to the test items, in which the
performances are scored with “passed”, if the child is
able to perform the task, or “failed”, if not. Depend-
ing on the child’s age, the fact of having performed
each item or not can be interpreted as “advanced”,
“normal”, “caution” or “delay”. In the end, if there
is no delay and at the most, one caution, the develop-
ment is considered “normal”’; and if there are two or
more delays, there is a “risk of delay”; when the child
refuses to perform the activity in one or more items,
this is considered untestable.

The instruments used for the assessment of the
children’s vocabulary were the Auditory Vocabulary
Test USP short version (TVAud-A330 - Cronbach’s
Alpha=0.827) and the Expressive Vocabulary Test in its
original form (TVExp-1000 - Cronbach’s Alpha=0.980)
(Capovilla et al., 2011). Both tests are applied individu-
ally with children aged 1 to 6 years. In the Auditory
Vocabulary Test, tasks of matching dictated words with
pictures referring to these words are carried out. In the
Expressive Vocabulary Test, picture naming tasks are
performed. Each test generates a score that depends
on the child’s number of correct responses in the task.
In the TVAud-A330 the maximum score is 33 points
and in the TVExp-1000 100 points. Depending on the
score obtained and the age, the child may have his/her
performance classified as very high, high, medium, low
or very low.

Materials and Equipment

Story Book. The book “Os Voos de Thiago”,
by Philip Waechter, published in 2016 by Editora
Companhia das Letrinhas was used. The book was pre-
viously selected by the researchers and then evaluated
by two judges, teachers who worked with children of
the same age as the participants, who judged whether
the book was appropriate for the children’s age in
terms of content, vocabulary and level of understand-
ability of the plot.
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Test Book. For the assessment of the learning of
words by the children, a “Test Book” was constructed
containing pictures used to present naming and match-
ing to sample tasks. The first part of this book evaluated
the naming of pictures by the child. It consisted of col-
ored pictures referring to 10 target verbs and 10 target
nouns (unfamiliar words by the children and taught in
the book reading sessions) and 10 control verbs and 10
control nouns (familiar to the children and not taught
directly in the book reading sessions), with one picture
on each page of the book. The second part of the Test
Book, related to the matching to sample task, contained
the same pictures as the first part (10 target nouns, 10
target verbs, 10 control nouns and 10 control verbs),
however, with four pictures presented on each page,
one in each quadrant of the page.

Target words and pictures. The target and
control words (verbs and nouns) were selected by the
researcher from the words present in the story “Os 7oos
de Thiago”. Then, the words were submitted to two other
judges, early childhood education teachers, who rated
the target words as uncommon and the control words
as common in the vocabulary of children aged 4 to 5
years. Subsequently, all the words (target and control)
were evaluated, in relation to the degree of familiar-
ity, by two other children of the same age group (these
children claimed to know the control words and not to
know the target words).

The target nouns were: net, valley, lemonade, com-
pass, aecrodrome, flock, autumn, pirouette, airline ticket
and upset (rede, vale, limonada, biissola, aerddromo, revoada,
outono, pirneta, bilhete aéreo and arreliado) (adjective selected
to complete the total of 10 target nouns). The control
nouns were: tree, house, window, sea, toothbrush, child,
birds, sun, flowers and backpack (drvore, casa, janela, mar,
escova de dente, crianca, pdssaros, sol, flores and mochila). The
pictures referring to the nouns represented objects,
landscapes and/or people. The target verbs wete: gos-
sip, greet, dialog, transport, dismiss, aspire, accompany,
reflect, hiss and leave (fuxicar, saudar, dialogar, transportar,
despedir, aspirar, acompanhar, refletir, silvar and partir). The
control verbs were: run, share, eat, kiss, sing, crawl, hug,
fly, drink and sit (correr, dividir, comer, beijar, cantar, engat-
inbar, abragar, voar, beber and sentar). The pictures that
illustrated the verbs consisted of scenes composed of
people performing the actions.

Picture Cards. Twenty cards were made contain-
ing colored pictures that represented the target words
(nouns - 10 cards, and verbs - 10 cards). The pictures
were extracted from the internet and referred to the

same wotds used in the Test Book. The pictures related
to the nouns contained objects, landscapes and/or
people, while the pictures of the verbs showed people
performing the actions. Sticky tape was attached behind
these cards, so that the cards could be attached to the
Complementary Activity Panel.

Complementary Activity Panel. A panel was
made with EVA foam in purple and green, with a
wooden frame. Sticky tape was attached to the center of
this panel so that the Picture Cards could be attached
during the performance of the Complementary Activ-
ity (see section “Procedure”). The panel was divided
in half so that, on one side, the cards referring to the
verbs could be attached, and on the other, the cards
referring to the nouns.

For filming the activities, a Sony Handycam cam-
corder, model HDR-CX220 and a tripod were used.

Procedure

The design of this study was quasi-experimental,
with pre- and post-test and an intermediate probe.
The explicit vocabulary teaching strategies were imple-
mented individually in each reading session by one of
the researchers in an increasing order of complexity.
This order of complexity was configured according
to the level of comprehension of the words that each
strategy demanded from the children so that they could
actively participate in the reading activity.

Initially, the strategy “Highlighting the target
word” was used, only directing the child’s attention
toward unfamiliar words; in the following session, the
strategy “Explaining the meaning of the target word”
was used, providing the definition of the target words
throughout the reading; in the third session, the strat-
egy “Starting conversations about the target word” was
used, requesting that children behave as speakers and
listeners in situations involving the target words after
reading the story; and finally, the “Complementary
Activities” strategy was used, engaging children in a
playful activity related to the words. Each step of the
procedure is described in the sections below.

Pre-test: First, a pre-test was carried out with
the Test Book to assess whether children related the
pictures in the test book to the target words and con-
trol words, through naming tasks (naming probes)
and matching to sample tasks (matching probes). The
Test Book was presented to the children by one of the
researchers, in the library of the daycare center. Each
child performed the pre-test individually, starting with
the naming task and then the matching task. In the first
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task, each child was asked to name the pictures that
were being presented. Then, the matching task was
started. Each child was asked to stick a sticker on the
picture referring to the word dictated by the researcher.
None of the responses issued by the child were dif-
ferentially reinforced, so that after each response, the
next trial was initiated. At the end of the pre-test, the
researcher thanked the child and accompanied he/she
to the classroom.

Reading sessions 1 and 2: The aim of these ses-
sions was to implement the strategies “Highlighting
the target word” and “Explaining the meaning of the
target word” while reading the book for the group of
participating children. In each session, one strategy was
used and the same book was read. Three days after the
application of the pre-test, the first reading session was
carried out, using the strategy “Highlighting the target
word”, which consisted of emphasizing the target word
by changing the voice intonation when saying the word
during the reading and repeating it, then returning to
the sentence in which the word appeared. For example:
“Thiago saw a flock. He saw a flock!”. This strategy
was used throughout the entire reading of the book,
each time a target word appeared in the story (verb or
noun). Each word was highlighted only once, even if it
appeared more often throughout the story. The second
reading session was carried out four days after the first
session. On that occasion, the strategy “Explaining the
meaning of the target word” was used, which consisted
of providing a definition of the target word from infor-
mation probably known to the child. Throughout the
reading, when the target words appeared in the story,
the researcher interrupted the reading and gave the
meaning of the word read. For example, “to Greet is
when you say ‘Hi’ to someone”. At the end of the defi-
nition, the sentence in which the word was found was
repeated and the course of the story was resumed.

Three days after the second reading session, an
intermediate probe was performed, with an application
procedure exactly the same as the pre-test.

Reading sessions 3 and 4: In these sessions,
the strategies “Starting conversations about the target
word” and “Complementary Activity” were imple-
mented based on the reading of the same story as
the previous sessions. Four days after the intermedi-
ate probe, the third reading session was held, using
the strategy “Starting conversations about the target
word” with the help of the Picture Cards (see section
“Materials and Equipment”). This strategy consisted of
starting conversations about the unknown word with
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questions about the context of the story (contextual-
ized) or about the child’s daily life (decontextualized).
During the session, the whole book was read without
interruption and, after the reading was finished, with
the children still in a circle, the researcher showed each
card to all the children, asking what the picture on the
card was, or what the people were doing in the picture,
so that the children identified the word referring to that
picture and emitted it. Then, the researcher asked ques-
tions about the picture on the card within the context
of the story (contextualized) - for example: “When did
the flock appear in the story?””; and within the context
of the daily lives of the children (out of context), for
example: “Has anyone ever seen a flock?”. This proce-
dure was repeated with all the cards.

Three days after the third session, the fourth and
last session was carried out, using the strategy “Com-
plementary Activities”, without reading the book, with
the help of the Picture Cards and the Complemen-
tary Activity Panel. The complementary activity used
involved a matching to sample task in a playful con-
text. In this activity, the 10 cards referring to verbs were
placed on a table in front of half the class and the other
10 cards referring to nouns were placed on another
table in front of the other half of the class.

This task was performed in a group so that chil-
dren that had not yet related the target words to their
respective pictures could be helped by their colleagues
of the group. One of the researchers said a word and
asked each child to identify, on the table, the card with
the picture referring to the word and then paste it on
the Panel. All the children participated in the activity,
however, some participated twice due to the amount
of cards used.

Four days after the fourth and final session, the
post-test was performed, in exactly the same way as the
pre-test and the intermediate probe. Two weeks after
the application of the post-test, all the children were
individually assessed for general development and lan-
guage development by two of the researchers, also in
the daycare center’s library, in order to obtain infor-
mation that characterized the sample of participating
children. The researchers asked the child to sit in a chait,
in front of a table. The child’s developmental assess-
ment was then started (Denver II Test) and then the
language assessments were carried out (TVExp-1000
and TVAud-A330). The total time for the assessments
with each child was 30 minutes. At the end, the child
was taken back to the classroom or other place where
the class was.
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Data analysis

Correct responses and errors of each child in
the naming and matching to sample tasks were com-
puted in the pre-test, intermediate probe and post-test.
Then, the group’s mean number of correct responses
in each test was calculated. The results obtained went
through a statistical analysis for the comparison of
linked sample data, composed of the mean of correct
responses in the naming and matching tasks (Friedman
test). The R software (R Core Team, 2018) was used.
Any results with p<0.05 (95% confidence level) were
considered significant. When the comparison between
the three probes (pre-test, intermediate and post-test)
from the Friedman test showed p=0.05, a post hoc with
the paired Wilcoxon test was performed so that it was
possible to identify which pairs of probes showed sig-
nificant differences between them.

Results

Table 1 shows the individual results of the par-
ticipants in the learning tests (matching and naming
probes) for the target words, as well as the mean of the
group, in each type of probe, by type of word (nouns
and verbs). Although 13 children participated in the
study, child P11 did not perform the final probe, there-
fore his data was removed from the analysis.

Table 1.

In general, it can be observed in Table 1 that all
the children showed increases in the scores obtained
in the naming and matching measures, when compar-
ing the pre- and the post-test. In absolute terms, the
mean number of correct responses of the children in
the matching tasks was higher than in the naming tasks,
in all probes. The increases identified between the pre-
and post-test were measured in percentage with respect
to the total number of probes. In the matching probes
there was an increase of 15.8% of correct responses for
the nouns and 13.3% for the verbs. In the naming tasks
there was an increase of 27.5% in correct responses for
the nouns and 10.8% for the verbs.

In the pre-test, the children’s performance in the
matching tasks was better than in the naming tasks: on
average, the children correctly matched six nouns and
approximately three verbs in the tests, while they named,
on average, approximately one picture of a noun and
no pictures representing a verb, which indicates an ini-
tial expressive performance lower than the receptive
performance. Despite this, as presented in Table 1,
the mean number of correct responses increased for
all participants throughout the probes, even though
the mean number of correct responses in the match-
ing tasks remained higher than the mean number of
correct responses in the naming tasks, and the mean
number of correct responses for the nouns remained

Number of Correct Responses per Participant and Mean Scores of the Group in the Matching to Sample and Naming Probes, for the
Nouns and Verbs in the Pre-test, Intermediate Probe and Post-test

Participants P1 P2 P3 P4 P5 P6 P7 P8 P9 P10 P12 P13 Mean
Matching Nouns PT § 6 5 8 4 5 8 2 9 7 7 3 6.00
INT 9 7 o6 8 o6 7 7 3 8 7 7 5 6.67
pOT 10 6 7 9 o6 9 7 3 10 9 9 6 7.58
Verbs PT 3 2 3 1 0 5 1 0 4 5 4 6 2.83
INT 6 5 4 3 2 7 1 3 6 5 2 5 4.08
pOT 6 2 4 5 2 8§ 1 2 7 6 3 4 4.17
Naming Nouns PT 2 1 1 1 1 1 1 0 2 0 0 0 0.83
INT 0 2 2 2 1 1 0O 0 3 2 2 1 1.33
pOT 9 3 3 2 1 5 4 1 5 4 5 1 3.58
Verbs PT o o o0 o o0 o 0 o0 0 0 0 0 0
INT 0 O 0 0 1 0 o0 1 0 0 0 0 0.17
pOT 2 1 1 6o o 2 0 0 2 3 1 1 1.08

Note: PT: Pre-test; INT: Intermediate probe; POT: Post-test
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higher than the mean number of correct responses for
the verbs.

Figure 1 shows the mean number of correct
responses of the group in relation to verbs and nouns,
in both the matching tasks and naming tasks.

As can be seen in Figure 1, there was a significant
increase in the mean number of correct responses in the
matching tasks for nouns between the pre-test and the
post-test (from 6 to 7.58 - p=0.002), but not between
the pre-test and the intermediate probe (p=0.381) or
between the post-test and the intermediate probe
(»p=0.115). There was also no statistically significant
difference in the group’s performance between the dif-
ferent probes with regard to the matching tasks for the
verbs (p>0.00). In the naming tasks, there was a signifi-
cant increase in the mean number of correct responses
between the pre-test and the post-test (p<0.01), and
also between the intermediate probe and the post-
test (p=0.01) for the nouns. For the verbs, there was a
significant increase only between the pre-test and the
post-test (p=0.005).

In general, in the matching tasks there was a sig-
nificant improvement in the mean number of correct
responses of the participants, between the pre-test and
the post-test, for the nouns, but not for the verbs, despite
the increase in the mean number of correct responses
recorded in this measure. In the naming probes for the
nouns, a significant increase in the mean number of
correct responses was observed for each probe (except
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from the pre-test to the intermediate probe), however,
for the verbs this significant increase was observed only
between the pre-test and the post-test.

Discussion

The main aim of this study was to test the effects
of using four explicit word teaching strategies (“High-
lighting the target word”, “Explaining the meaning of
the target word”, “Starting conversations about the
target word” and “Complementary Activities”), used
during sessions of shared reading of the same story, in
relation to the word learning by children of preschool
age, in a natural classroom environment.

The results showed that the use of the strategies
of explicit word teaching, in a cumulative way, produced
learning of the target words by the children. A progres-
sive increase in the mean number of correct responses
was observed, both in the matching probes (which are
a measure of receptive vocabulary) and in the naming
probes (a measure of expressive vocabulary), which
indicates that word learning started in the first sessions
of teaching, increasing until the end of the procedure.
The implementation of three reading sessions, cach
using one strategy, and the performance of a fourth
session using only the “Complementary Activities”
strategy, were sufficient to provide this learning.

The gains in learning the target words of pre-
school children, identified in these results, are in
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Figure 1. Mean number of correct responses of the participants in the matching and naming tasks, for the nouns and
verbs, in the pre-test, intermediate probe and post-test evaluations.
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agreement with other studies that used strategies of
explicit teaching of words from shared book reading;
These studies suggest that the use of teaching strate-
gles aimed at exposing children to information related
to the words found in the stories and to different situ-
ations that enable their interaction with these words,
in the expressive and receptive domains, are able to
assist in the development of language by facilitating the
occurrence of learning processes (Coyne, McCoach, &
Kapp, 2007; Beck & McKeown, 2007; Han et al., 2010;
Hassinger-Das et al., 2016; Namasivayam et al., 2015;
Pollard-Durodola et al., 2011).

The intervention proposed in the present study
was implemented aiming to allow the learning of words
to occur incidentally, as well as from strategies of
explicit teaching of words. To make incidental learning
possible, it was essential to use the same book in all the
reading sessions. The methodology used allowed the
children to have access to four different opportunities
for contact with the target words, configuring multi-
ple exposures to the same words, in a distributed way,
within the same plot. According to Horst et al. (2011),
this may have enabled the story to become more and
more known and, with this, the child could pay atten-
tion to different stimuli of the story.

The use of explicit vocabulary teaching strategies
in SBR activities, on the other hand, represents a dif-
ferentiated and more specific performance, with the
arrangement of contingencies capable of supporting
the occurrence of learning processes beyond those
already provided by only repeated readings of the story.
Intervention studies regarding SBR (e.g, Milburn,
Girolametto, Weitzman, & Greenberg, 2014; Namasi-
vayam et al., 2015), in general, use different strategies
together and do not test the separate effect of each one.
Although the present work also evaluated the cumula-
tive effect of the different strategies, considering that
each one had different characteristics, it is possible to
make comparisons between them and present con-
ceivable explanations regarding their effects on the
students’ vocabulary.

The strategies used are capable of providing
word learning by establishing relationships between
stimuli, possibly resulting in the formation or exten-
sion of classes already existing in the children’s verbal
repertoire. In terms of stimulus control, learning the
meaning of words requires the formation of classes
that include the words themselves and their referents
(verbal and/or visual) (de Rose, 1993; Sidman, 1994).
The word “greet”, for example, relates to a specific

action (e.g.,, waving or saying “hi) and its graphic rep-
resentations (e.g., photos or pictures representing that
action; or written words). The meaning of this verb,
therefore, lies in the relation established between it and
the stimuli that compose the class in which it partici-
pates. According to de Rose (1993), the expansion of
existing classes can occur when unknown stimuli are
related to already known stimuli. The teaching strate-
gles used in this study acted in this direction, however,
each of them had specific characteristics and contin-
gencies arranged in different ways, which probably had
different effects on the formation and/or expansion
of classes.

The first strategy used, “Highlighting the target
word”, aimed to direct the children’s attention toward
the target (unfamiliar) words through changes in the
voice intonation when emitting the word. This strat-
egy did not explicitly establish any relation between
the target word and any other stimulus present in the
story (word or picture, for example). Even so, the role
of this strategy is explained by the fact that, in order
for learning to occur, the highlighted word must first
acquire the function of discriminative stimulus for the
emission of responses by the children. These responses
should focus on identifying information from the story
that relates to the words, enabling the comprehension
of their meanings. The formation of relations between
stimuli, in this case, necessarily depends on information
that the plot of the story itself provides about the word
(context) and on the possibility for the child to establish
these relations based on the narrative.

The process of forming relations between the
target word and other stimuli becomes more likely
with the use of the following strategy, “Explaining the
meaning of the target word”, since information about
the word taught is provided, in addition to the infor-
mation present in the story. During the narration, the
adult presents simple definitions, composed of verbal
stimuli that can be related to the target word. In this
case, the aim is to explicitly relate the word taught to
other words, which are more likely to be known by the
children. The “unknown” words could, with this strat-
egy, become part of pre-existing stimulus classes.

The last two strategies, “Starting conversations
about the target word” and “Complementary Activi-
ties”, provided different contexts for the child to have
contact with the target word. There was not only the
possibility that the students could establish and expand
possible relations between a greater number of stimuli,
such as words and pictures, but also that they had the
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opportunity to behave in different ways in relation to
the target words (e.g, emitting the word in a natural
context, such as when answering contextualized and
decontextualized questions about the words).

Considering the results, it was possible to iden-
tify that the use of the set of strategies described was
effective in providing conditions for the children to
establish relations between the target words and other
stimuli, configuring learning processes identified in
other studies that also used a combination of different
strategies (Beck & McKeown, 2007; Han et al., 2010;
Hassinger-Das et al., 2016; Namasivayam et al., 2015;
Pollard-Durodola et al., 2011).

Analyzing the matching and naming tasks more
specifically, it was found that the performance of the
participants in the matching probes was superior to
that of the naming tasks from the pre-test. However,
although the intervention performed had an effect on
both measures, more significant gains were identified
in the naming tasks (expressive vocabulary), both for
the verbs and the nouns. Therefore, despite the study
by Hassinger-Das et al. (2016) having identified greater
gains in activities that involve receptive vocabulary, this
effect was not found in the present study.

As this more significant effect on naming tasks
was identified only between the pre-test and the post-
test, and between the intermediate probe and the
post-test, apparently the last two sessions performed
had a greater influence on the children’s learning. This
fact may be related to the use of the strategy “Starting
conversations about the target word”, since the objec-
tive of this was to provide discriminative stimuli so that
the children could use the target words in their speech.
Some studies indicate that strategies that promote
children’s active participation during reading activities,
answering questions and engaging in conversations,
are directly related to vocabulary gains due to helping
them to discriminate the context of use of each word
(Gonzalez et al., 2014; Walsh & Blewitt, 2006; Wasik
& Hindman, 2014), mainly with gains in the expressive
vocabulary (Sénéchal, 1997).

In addition, it is possible that the use of this
strategy, as well as the “Complementary Activity”
strategy, influenced the gains in naming of the chil-
dren participating in the study, as they were carried out
with the help of Picture Cards, in tasks very similar
to the naming tasks used in the different probes, but
with different pictures. This, however, is only a pos-
sible interpretation of the results presented and it is
necessary to consider that the study design used does
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not allow the effect of the specific strategies to be
separated from the cumulative effect of using all the
strategies throughout the sessions, as also highlighted
by Pollard-Durodola et al. (2011).

In general, it was found that shared book reading
activities can be performed, with the teaching of words
as one of the objectives. For this, it is necessary to plan
the activity in advance. This preparation contributes
with a prior selection of the words to be taught and,
with this, it is possible to determine how they will be
defined and how they will be presented in the context
of the reading,

Beck and McKeown (1985) emphasized the
importance of planning for the use of instructions
aimed at teaching vocabulary, mainly considering
aspects of comprehension and use of vocabulary to
which the instructions used are directed; the type of
word that best suits each type of instruction; and the
population to which the teaching will be directed. How-
ever, according to studies by Costa, Mariano, Oliveira
and Crenitte (2017), few teachers plan reading activities
before starting them and most of them demonstrate
little knowledge about effective ways to intervene
regarding the children’s vocabulary. These results indi-
cate the importance of training programs for teachers,
directed toward improving the shared reading activities
carried out in the classroom.

Despite the positive effects achieved with the
intervention performed, it is necessary to discuss some
of its limitations. Initially, the small sample size created
difficulties, mainly due to the great variability found in
the children’s individual performances, making it impos-
sible to use parametric tests for the statistical analysis of
the data. However, this variability reinforces the need to
plan reading activities that allow the participation of all
children, taking into account the specificities of each
one, in order to provide similar learning conditions.

Another limitation refers to the children’s entry
performance in the matching tasks in relation to the
nouns. This factor may be related to some characteris-
tics of the study, such as the use of target words that
were not completely unknown, which also highlights
a difficulty in finding words unfamiliar to the majority
of children in commercial books. In addition, it is pos-
sible that the way in which the pictures in the Test Book
were organized made it possible for the children to
deduce the correct response, responding by exclusion
in the matching tasks, by searching the correct alterna-
tives for an unknown picture that could be related to
the unknown spoken word, as reported in some studies
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(e.g., Cabral, de Assis, & Haydu, 2012; Grassmann,
Schulze, & Tomasello, 2015).

In addition, the low scores displayed by the chil-
dren in relation to the verbs may be related to the
pictures that were made available for the naming and
matching tasks, which may have presented low discrim-
ination, making it difficult for the children to identify
the target word they referred to. For example, this was
evident from situations such as when presented with the
picture referring to the word “dismiss”, many children
answered “saying hi”, because they were unable to dis-
criminate the difference between the two actions in the
pictures. This limitation may also be related to the dif-
ficulty found by the researcher in reproducing actions
by means of pictures, since actions involve movement,
which is difficult to represent in static pictures.

Despite these limitations, it was possible to clearly
identify the occurrence of learning processes from the
activities carried out in this study. The findings of the
study conducted indicate the importance, of both the
reading, planning and arranging opportunities in the
children’s routine so that they have contact with new
words and can use them in different contexts. Accord-
ingly, it is important that future studies in this area also
explore, in larger classes, aspects related to the appli-
cability of the strategies used. In addition, new studies
should develop more accurate non-standard (naming
and matching) measurement instruments. It is also
important to highlight the importance of studies that
develop teaching and monitoring strategies for teach-
ers so that they can implement shared reading strategies
with their students.
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