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Children who demonstrate Profile 4 generally show low-average to deficient skills in both 
language and emergent literacy or in emergent literacy only. Typically, these children have 
limited exposure to language and emergent literacy experiences prior to entering school. 
In fact, it is the intent of the authors to reserve Profile 4 for children whose impairments 
result from an environment that lacks adequate exposure to language and emergent 
literacy experiences. Oftentimes these children do not have a diagnosis and have not 
received language therapy during the preschool years; however, some may have attended 
Head Start or similar programs if they came from disadvantaged backgrounds. While 
children who demonstrate Profile 4 may not be depressed in every skill assessed, the 
majority of their skills will fall in the low-average to below-average range.

The children described in Profile 4 may appear remarkably similar to children in Profiles 2 
and 3; however, it is important to differentiate the children described in Profile 4 from 
the children in Profiles 2 and 3. Children described in Profile 2 have both language and 
emergent literacy deficits; whereas, children described in Profile 3 have emergent literacy 
deficits only. To distinguish accurately among the various profiles, clinicians must consult 
information on family history, language development, nature of the language and literacy 
environment, and response to intervention (refer to the Caregiver Questionnaire).

Frequently, the children described in Profile 4 come from environments that do not fos
ter or promote language and emergent literacy skills; thus, they enter school with a broad 
range of weaknesses in the language and emergent literacy skills that support academic 
achievement. More specifically, they lack strong phonological awareness and print-related 
knowledge as well as sufficient background knowledge, well-developed vocabularies, and 
strong knowledge of complex syntax—all of which are needed for good reading 
comprehension from third grade and beyond (Torgesen, 2004). The gap in skills between 
these children and their more advantaged peers begins early, long before children enter 
school, and continues to widen as children progress through the grades. By age 2, children 
from low income families experience large differences in familiarity with unusual words, 
standard pronunciation, and complex syntax; and by age 3, familial trends in amount of 
talk, vocabulary growth, and style of interaction are well established (Hirsch, 2001). In fact, 
many children entering kindergarten from low-income families have heard only half the 
words and can understand only half the meanings and language conventions that children 
from working-class families can, and less than one-third of those that children from high 
income families can. The major reason for this substantial language gap is that children 
from economically disadvantaged families engage in significantly fewer language and 
emergent literacy interactions overall during the preschool years and fewer encouraging 
interactions (Hart & Risley, 1995, 2003). Thus, the nature and magnitude of this problem 
become painfully apparent. Without intervention, even children from low-income families 
who learn to read fluently will continue to show substantial deficits in vocabulary and 
comprehension (Hirsch, 2001).

The following profile describes a child in the fall semester of prekindergarten who has no 
previous or current diagnosis for impairments.

Profile 4: Weak Language and Emergent 
Literacy Skills
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Figure 4.5 Example of Profile 4 Scores: Weak Language and Emergent Literacy Skills
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Figure 4.5 Example of Profile 4 Scores: Weak Language and Emergent Literacy Skills (continued)

Copyright © 2005 by Harcourt Assessment, Inc. All rights reserved. 



Clinical Applications

59

Prevention and Intervention
Prekindergarten children who come from economically or culturally and linguistically 
diverse backgrounds are at high risk for developing later reading impairments and other 
academic problems. Many studies show that when these children are immersed in rich 
communication and emergent literacy activities, they achieve substantial growth in all areas 
of development (Bunce, 1995; Rice & Wilcox, 1995). Through high-quality, early educa-
tional programming, these children achieve the experiences they need to prevent reading 
failure and to acquire the communication, language, and emergent literacy skills that form 
the basis for academic achievement throughout the school years. The goal of this early pro-
gramming is to ensure that all children are ready to read and ready to learn by third grade. 
In 2002, the American Speech-Language-Hearing Association’s (ASHA) Literacy Coordinat-
ing Research Committee identified six model preschool programs that give young children, 
especially those from economically or culturally and linguistically diverse backgrounds, a 
head start toward achieving this goal. These programs include: Language-Learning Early 
Advantage Program (Roth, 2002); Language Acquisition Preschool Program (Bunce, 1995); 
Emerging Language and Literacy Program (Children’s Therapeutic Learning Center, 1999); 
Cabrini-Green Preschool Language and Preliteracy Curriculum (Watkins & Johnson, Uni-
versity of Illinois) in conjunction with the written curriculum The Leap Preschool Language 
and Preliteracy Curriculum (Lybolt, Techmanski, Armstrong, & Gottfred, in press); Early 
Childhood Speech and Language Programs (Texas Christian University); and Animated 
Literacy (Stone, 1995). All of these programs focus on the explicit enhancement of oral lan-
guage skills (e.g., vocabulary, syntax, story retelling, and listening comprehension) as well as 
specific emergent literacy skills (e.g., phonological awareness, letter identification, phonics 
instruction). The successful performance on the language skills included in these programs 
have been shown to be highly predictive of later reading achievement, especially reading 
comprehension. See appendix H for more information.

Another program that has proven effective is the Systematic Instruction in Phoneme Aware-
ness, Phonics and Sight Words (SIPPS) (Shefelbine & Newman, 2004). It is a structured yet 
flexible decoding program that develops word recognition strategies and skills for fluent 
reading. Field tested on diverse learners, including children from urban areas and English-
language learners, the program provides three levels of instruction to be used with begin-
ning readers who are just learning to make letter and sound associations and with children 
who are still struggling. The three levels of SIPPS target phoneme awareness, phonics, high-
frequency sight words, spelling patterns, and polysyllabic decoding strategies.

For older children in kindergarten and beyond, the key to overcoming the language gap 
is intensive instruction (Hirsch, 2001). If these children are to make up for lost time in 
knowledge and vocabulary, instruction must be systematic, analytical, and explicit, and it 
must begin as early as possible. Further, the content of that instruction has to be enriched 
with concepts of history, science, mathematics, literature, art, and music so that these chil-
dren will acquire the knowledge and motivation to become “readers in the true sense.” One 
example of a comprehensive and integrated approach to the development of language and 
literacy skills is Language! A Literacy Intervention Curriculum (Greene, 1995), described pre-
viously in Profile 2. The program directly targets all of the language arts strands—listening, 
speaking, reading, writing, and spelling—and teaches the entire English code in a sequential 
and cumulative format to the level of automatic application.
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