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. ABSTRACT . |

Research “has shown that many - children Iearn to read prlor to‘
‘»‘rcomrng to .school A charactenstrc common to most of these children is.
that .they’ have been: read to by' an. adult or older srblmg and have been
mvrted to share in the reading. In an attempt to emulate this model of
‘-‘learnlng to read, the shared blg book experience has recently been
g developed and is currently belng used by many teachers as a substantive
.p’art of pegmnlng readlng programs,’

| The purpose; of this study was to .'des‘crlbe and inter’pret interactions.
within shared brg book expenences tn two grade one classrooms using the
tframework ot a qualttatlve research - paradrgm Brg book expenences were
obseryed and recorded two days per week in each ot the classrooms over.

most ot the first term. ot the school year Verbatrm transcnptlons of the
A

xecorded data were made and a codmcatton scheme was ' developed based 1

Q
on the observed data and on the research on shared readlng in the’home. -

The data revea ed that a varrety of drflerent torms of .interactions

——

| w@re evrdent rn each of ‘the sets of (the blg ‘book expénences In- both\
" classrooms the focus was on text And memory of specmcs of text.
r Although some of the teatures of shared readrng rn the home Were evrdent
m the shared blg book expenenfes m the ctassroom there were many‘

N drtlerences between the tmdlngs of thrs study and the hndtngs‘ of research

]
on shared readmg |n the ‘home. . leewrse although there were srmllarmes

~between shared readrng expenences |n each ot the classrooms, there were

“ s o ,' Ty , ‘\'
‘also many dlfferences ] s T R

?‘: .

‘e Consrdei‘atrons are offered tor those proposrng the utrlliation of .

”

shared brg book expenences as a begrnnlhg readtng program rmplrcatrons

: for= further research and for teachers and other educators ara presented v:

;l& - v_. f N‘,' ‘.?‘Q. n "—sz_- Loy

RS N
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CHAPTER .
% INTRODUCTION

July 2, 1980 Iit's a warm, 5unny day~and | have just spent the second

morning of a month long clinical practicum  in a graduate readingi
ram working with Larry, ‘a -bright, pleasant twelve year old

. hrn?( back to the two previous mornings’ work and how Larry would

gaze wistfully out the window at the sound of other children playing

! on the schodol grounds. | am to tutor Larry in reading each morning

for the next tour weeks. My ipitial assessment is beginning to
confirm what the preliminary report from his school has said-that
after six years in a formal reading program, Larry is in many ways -
essentrally a non-reader.

The ability "to'read is highly valued in our sociéty and the fact that
Larry was about to- spend the next four weeks of his vacatlon in a
" classroom engaged in an activity which obviously had been a solirce of

great frustration in the past while his peers en]oy,ed the freedom of their

“summer vacation'exemplified the value. which society ascribes to the

abil’ity to- make sense of print. Even though Larry ‘had previously been

-tutored in reading and it had not been SUCcessful hisparents valued this -
skill so hrghly that they ‘were not prepared to give up in therr quest to have
hlm attain it.

Over the last century, the responsibility for teachrng children to -

read has increasingly beefNassigned to the school. Because of people like

Larry. schools . have come under' much criticism ?or the tailure to teach
some chrldren to read. Attacks have come from a number of sources over
the years (e.g. Flesch,1955; Nikoforuk 1982 Martin, 1985) for the supposed _

failure tof the schoois to teach children to read. The people just cited. tend

- to’ vrew reading in a rather srmplrstrc manner. It is the contentron of thrs

e

wrrter however that readrng is a complex process mvolvrng not only
cognitive but also affectrve and social parameters ‘
/ T THE PROBLEM o E ‘ \

- There rs evrderrce that many chrldren Iearn to read prror to comrng

o ' T .o

1



-2

to school wrthout the benettt of formal reading tnstructlon Researchefs
have found that one charactensttc common to most ot these chttdren is

that they have been read to by a caring adult or other stbhng (Butler 1975

‘Clark1976 Doake 1981; Durkin,1966; Holdawa{’1979 and - Mottett and

Wagner1982) The evrdence provtded by this research has led many

. researchers and theortsts to question many of the assumpttons underlying

the teaching of reading in schools. < “ . o
Moffett and Wagner (1982) posited that "for years. many educatorSr
have assumed that because most school’ chtldren learn to read and wrnte
schools were doing their ]obs and that the* matnstay ot literacy - the basal
reader_approach - was working well enough" (p 186) Inherent in the basal
reader approach is the notion that learning to rgag is & | formularc process,
whereby . reading .is hroken into its component parts which are lgarned .

hierarchically, Butler and Clay (1979), ‘while arguing againSt the val'idityt

. of this reasoning, pointed out that sdundrng out the yvords Wthh then

become sentences seems the logical way to read In tact this may seem

“the.only way to do it* (p.5). | ' - N

This view of learning to read has been, and’ remains firmly

entrenched in the communtty at large and’ is alsg_reﬂected m pedagogtcal

practlce Hunter Grundin (1979) outlined the degree to whtch this - vrew ot

learning to read has permeated 'the educatlonal milieu:

N

N

Unfortunately, many teachers view beginning readrng as rnstructron
in phonic .analysis and as .a complex frogramme of .
grapheme phonemes to be.recognized and memorized.. The: training of

ese ' abstract skills is often preceded by or accompanied by some

"look-say” -word recognition. drills. There is little .doubt that the’

. vast majority of children in the United ngdom and the United

States are confronted by 'tormal' reading instruction. . (p. 22)."
'Slaughter ‘et al. (1985) argued that this domrnant ontologrcal

perspecttve Ieads teachers to vrew readmg - tndeed all facets of hteracy

- as a precrse mgbuamLactrvrty that chnldren must do - m_e__u_gm

o~ e

“d



'my_ from the beglnnrng (p 31) , " l'./‘)~

‘ Researchers "and theoretrcnans have also Ient credence to “this vrew
of learnlng to ‘read. Chall (1967) ‘as a result of her survey of teaohlng
methodologles concluded that a code emphasis is more elfrcacrous than a
'meanlng emphasus~ in begmmng readlng Gough (1972) and Laberge and

Samuels (1974) theonzed a sub process vtew of reedlng Pearson (1985) :

although seemlngly uncoanced hrmself concluded "for “better or for

-

worse, at least lf one regards avallable mstructlonal materlals ‘as’ a"

barometer, of practlce the |ssue ot early readlng seems settled Vl}llh most"

. commercral readlng programs teachmg phomcs early ‘and- mtenswely
£

(p.724).. Goodman and Goodman (1979) whrlefdusagreelng wrth this

.'approach to . lmtlatlng chlldren mto readmg mamtalned such a. vrew “of -

' reading is . rooted in the bellef that learnlng to read unlnke learning to"'

speak or listen, ts a "/ delrberate consc:ous academlo achlevement" (pm

139) They dlsagreed wrth Mattingly (1972) who proposed that readrng is a

secondary llngurstlc actrvrty and " the |mpl|cat|on that learmng to read is a -

‘more abstract . process than Iearning to speak and learnlng to . llsten :

g

Slaughter et ‘al.” (1985) srmllarly argued agamst thrs vrew

v art of the problem of literacy mstructlon when language is
o tau ht out of con

' could be called the "dead welght of literacy. In this view,written

language is -sacrosanct, a. "thing onto itself" with conventions that

mugt be adhered to nat. only in adult professronal use but from ‘the
very begmnmg“bf school. (p 40) S . o AR -

1

n3

ext of its use- may be 'due to a phenomenon that °

s ‘Thls notlon - that Ieammg ta read as f_u_ﬁ_dam,e_m_al_ly_ drfferent from,": )

learnmg to speak and Ieamlng 0. llsten - has ;ecently been questroned bya
: many researchers and theoretrcrans Foremost amongst them have : been_
, Goodman (1970) and Smlth (1982) who have developed psychollnqurstrc,,

, theorres of readmg encapsulatlng the( notlon that readmg llke lrstenmg ..ls

" a prrmary receptlve/constructlve. Irnguustrc actlvrty Lo -';



S |nd|ctments of. tradttlonal approaches to the- teachtng/ learmng ol f

Ve
~

readlng have also come from Molfett and Wagner (1982)
4 The acid test is to rteach ltteracy to poor urban chtldren and schools
, - - fail this test’'so often as .to imply strongly that'the traditional
" . reading approach:incarnated. in basal readers. did the job only for
- kids ‘who were learnm to read at home in addition. This reasoning

feems borne out by ‘the fact that as the middle class nightly story

ime has :given-way to television, many children, of well educated
wparents ., have «also. begun to’ have the lnteracy problem tormerly

assoctatéd only with 'the poor (p. 186). o S 4

[

5
'

Several researchers have suggested that tradmonal approaches to

'

teachlng beglnnlng readlng pl{(i/unreasonable cognmve demands on ;

\

chnldren Doake (1981) for" example argued that “ ‘ }t,"

o asklng youn? dhlldren to concentrate their attention on the lmer
' elements, ot language ‘so that what they have to deal with 'np ‘longer
".has meaning for.them may be placing emands on them that many of

thern are unable to deal wrth cognmvely (p. 89).¢ :

".Schonell (1961) conclUGed that phonics instructicn- .is: - beyond- th

oy

. intellectual capacnty ot many chtldren below age seven (p.- 87). Ehri (1979)

aISO argued that "the ldecodlng/blendtng process routinely taught to |

begmnmg readers m phomcs programs may be dlfllcult it not ’lmpossrble

.to perform (p95) oo X o v\;"f,"

The - tradmonal skllls onentatlon to teachlng chlldren to read is -
:mcreasmgly bemg rejected on the grounds that it |s based on laulty
. ;Iearnmg theory Goodman (1982y reasoned that behavuoral psychology upon

- which’ the skall’s onentatron is based is untenable m terms of human

2]

‘ ,orlentatlon 4

Readlng is whole task Iearmn rtght from the start From lrrst to

* - last the child .should be .iAvited to behave like,a reader and those,
D 'who 'want 'to help him should assume that he' can learn and wnll .

Iearn just as: happened when he began to talk (p. 24).

T
" l,“,.,." [

Holdaway (1979) llkew|se concluded that Iearnmg to read 4s a phenomenon:l’j'.\"'

B
s

o

)

L ——

\

"'laRguage development (p 234) rMeek (1982) also argued agamst thls



\:whereby the whole is more than the sum of Lts parts (p 19) ‘ AR \‘
b As an alternatlve to: the parts to whole or skrlls lortentatlonl tg :
teachmg chtldren to read many researchers and theonsts suggest that
’ learnmg to read as a developmental process proceeds from whole to- parts

"(Doake 1981; Holdaway, 1979 Slaughter et al 1985) That IS Iearnlng to

/(ead proceeds "trom the general to the specmc and trom relatlvely
ncoordlnated eftorts- to “well™ oordmated and tlnely controlled ones
(Doake 1981 P, 403) If Iearntng to. read is accepted as developmental

learnmg the manner in. whlch chlldren are taught proceeds not from

mastery of Ietter/sound to word to story but m the opposnte dtrectlon

FOCUS OF THE sruov .

! ll‘.l,

| One attempt to mc%rporate g developmental learmng model into’ the :
} classroom |n whlch the tocus is mntrally on the larger meamng context |s
the "shared book expenence Thls approach developed by Holdaway and
- hrs colleagues in. the 19603 attempts to emulate the hrghly successtul o
‘ bedtlme story srtuatton through whlch many chlldren have learned to read

(Shuh 1980 p 1) Descrrbmg the bedtlme stofy Shuh commented that

‘ children ‘ N , ‘ |
. were exposed to books in a relaxed enjoyable and
non competltrve 'manner ... ... These children had.a fair -amount of,
~ control over what was, read and were often encouraged to ch0bse the K
- .« books so ‘that old: favourites were read and reread, sometimes
T scores of .times. They were . also encouraged to partncupate by,
" .. commenting, asking ‘questions, and. even "reading. along”. ‘And, the"
" books . that ‘were read to them . were interesting literature, - :and had
exciting plots and Ianguage that were rich. and complex and engaglng

: '(p-.2)‘., IRt _ ,__- TR

~ B
P

i 'fHoldaway (1981) acknowledged that storytrme IS already a part of
}"most prrmary classrooms however he countered the efficacy of the
"_v.bedtlme story is not reached m tradmonal classroom storytlme for

several reasons Frrst of all‘sheer nUmbers prevent most chlldren from

’_ seelng the text and therefore they cannot Iearn essentsal skrlls such as .



A R
dtrecttonallty and general top- bottom orlentatlon ot print Teachers i'h’ |
ﬁgood larth have also hot responded to. requests for rereadlng and personal i‘
N jselecgtons have not- been encopu'ra‘ged (p 294) | ‘ |
ln an attemjpt to overcome -the Ilmltatlons of the traditlonal
‘storytlrne and to lnoorporate as’ many features ot the/bedtlme story,
shared book expenence was developed Central to this concept was the
blg book" -, an enlarged text of high quality and well loved chlldrens '
literature. The teacher like the parent in’ the bedtlme story sntuatlon‘.
' ‘oralllly reads the text and the children are aII able to see the prlnt as |t is
.-.‘read (Slaughter 1983 p. 758) The teacher through appropnate modellng
“"helps chlldren |ncorporate therr own personal expenences lnto the readlng,‘
helps them develop the concepts of "letter arzd word"' the left- -to-right
o»nentatlon and strategles tor predlctlng " ‘n: :
| Holdaway (1981) proposed three "criteria, that the
shared book expenence would have to .meet "in order to achie‘ve"‘
comparable 'or stror‘tger tmpact than is achieved in: the |deal pre-school

home setting" (p 298). They are::

~

" First the books to-be used in the readlng program needed to be those, !
that had proved themselves as loved by children. .. Second, the
books needed-to. have: comparable visual impact. from 20 feet as a
normal book would have at the knee of a child. Third, the ‘teacher
needed to present new material with whole hearted jenJoyment ‘
. rather more as a performer ‘than. would .be the case wrth mest
parents (p 298) : : .

N

o r"“Of course the shared book expertence “is not "the program
Holdaway advocated that normal ere versnons of - blg books and taped oral
%readmgs of them also be made avallable leerSB he advocated that“"'d
drawmg.l palntrng, pnntrng wntmg, language expenence storles also be

| ‘,_utuhzed However the focus of the emergent readlng program as outlmed»-, ,

\b Holdaway is undoubtedly the shared- book-expenence )

lnmally,. Holdaway developed the shared bug book expenence for;"‘

.',"*
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‘-*chlldren who had not..had exposure to experrences ‘such as the bedtrme

'story priof to comtng to school However the shared big book experlence is

"now being used as a techntque to, teach begtnntng readtng to all chtldren in

-,many classrooms The potenttal whtch big books hold for helping chtldren )

. books wrll be used as they become rrfore wrdespread Accordtng to Park

r(1982) .

‘ context of two grade one classrooms

I“n
_'_chlldrens preschool nursery school and/or ktndergarten readrng‘

learn ‘to read has been expltcated L2 Bondy (1984), Clay (1979),- Park. .
(1982), -and Shuh (1980) ‘However, whtle acknowledglng this potenttal"
Slaughter et al (1985) and Park (1982) expressed caution, about how big

Btg books - form the very vtsrble and excmng evrdence of important
changes. in the whole structure’ and directions of . early literacy
‘programs. It must be said however that crudely gratted to old
predjudices in the" teaching of readtng without references to the,
- developmental and psycholinguistic imperatives which gave rise 'to -
' their use, .they may become another bandwagon doomed to. early‘
‘ decay (p 820)““‘ ‘ , - . .

o

N

PURPOSES OF THE STUDY

The overall ,purpose of the sttrdy is " to descnbe and tnterpret the

' tnteractlons that ‘accur in shared btg book experrences wrthrn the socrali

£ SIGNIFICANCE OF-THE STUDY

Much of the research on emergent readlng has concentrated on/

.experlences Smce grade one usually sngntftes.chtldrens tnltlatton mto a

-‘formal readtng program observatlon of readtng expenences i thts context

home on whtch btg book expertences are based and whtch they are supposedw o

; to emulate there rs no evrdence of what actually occurs |n cIasSroomsA

¥

should extend understandmg ot the emergent readtng process at thts level . " o

Although there has been consrderable research bn readrng m theﬂ;“

-‘when th‘ts techntque is tmplemented Most of the research on readrng m’j

the home descrrbes dyadtc relattonshrps a qutte dtfferent context from'._,';'



the classroom where the adult- child ratio is qurte frequently greater than
- 20 to 1. This. study hopes to go beyond conlecture as to what might or
| ,should occur to describe  what” actually does occur. - S
There have been a number of mvestrgatrons m classrooms where :
| readrng mstructron was based on a traditional skrlls approach -Given that |
the teachers in this’ study used brg bOoks as a core component of the
) readrng progt-_a,m rt is hoped that addmonal msrghts lnto “this alternative
‘approach to- begrnnrng readrng mstructuon wnII emerge ‘

The results ot the study should also provrde valuable tntormatron to

wteachers and other educators concerned wrth usmg thIS particular

approaoh to begrnmng‘readrng tnstructlon.

I a



CHAPTER " , L

RELATED LITEBAT@RE o  ., o

| Learnmg to read has not always been consrdered as |mportant as lt t

‘." is in° llterate socretles 46'day ln anctent Rome for example wealthy men .
.‘relegated the task tb slaves who read aloud tor them By the elghteenth
century, the ablltty to read was; sttll ltmtted to a- few people with the
ma]orlty ot people expectlng someone else to read aloud to them This is,

‘evldenced by the fact that in Europe there was a. general hue and cry that ‘

‘*those responstble for readmg the Brble and readlng prayers be better

R O

'rtratned ln oral readlng (Wlndsor 1981 p 50) | R
o Up to the m(d 1800‘ ,' rote rnemorrzatlon ot the alphabet and ot
{_‘whole selectlons was seen as\the way to teach chlldren to learn to read
‘-‘Elocutton rarnarned the central tocus ol learnlng to read and readrng
exerctses in general tocused on the rrght pronunclatron (Robmson 1984
p2) Fleadrng matertals generally consrsted of reltglous and mOfa|lSth
‘: ‘wrltmgs At about this tlme hoWever the emphasrs on rdte’memory and
correct enunctatlon m Iearmng to read changed as a result “of the |

'tntroductlon ot the Eeg_talgzzlan_e_umﬂ wthh t’d to emphasrze thrnkrng

-and meamng (Robmson 1984 p2) Learmng to read started to evolve int o a

more tormallzed affatr W|th the tntroductlon of the frrst graded readlng

dunng the Iatter part of the mneteenth

."senes the
: j"century (Robmson 1984 p3) ':_ RN

K

However even at thls tlme the methodology employed ln f0rma|

K

a-"‘y‘attempts to teach chrldren to read was bemg questroned Huey (1908) m
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elabdrated that "the secret of tt all lres in the parents readtng aloud to the

chnd "(p332) . .'*;;sw‘ 'U,‘ P ['* : ; % . Mu”“

,'... '

Two developments in the early part ot the twentreth century helped
to ensure that such a developmental vtew ot learntng to read would not
gain wtde acceptance Flrst of all promtnent pSychologrsts such as G.
Stanley Hall and Arnold Gessel promoted a theory of Chl|d developrﬁent'
‘ whrch argued that (a) such development is largely determmed by heredity
Aar}&hat (b) mdtvrdual human development occurs 'in stagesk srmllar to
. those: that humani: berngs as a species have passed through (Durkln 1983
pp.; 43- -44).- This vrew of development pro‘ected ‘the notton that dttltcultles
S in learntng 0. read could be explarned away |n terms of chlldren not betng '
ready 'to read,, thus camoutlaglng the effects ot such factors as poor L

t
‘ mstructton madequate materlals and overcrowded classrooms

o
Py

| ‘ The second development was the pubhcatroq, of a report by Morphett
and Washburne trn 1931 whrch suggested that chrldren should not be
expected to begin’ Iearnmg to read »untrl they had reached a mental age ot
srx ‘and one- halt years Thls study,_based on llrnttedr and mrsconstrued data

led ta. the development ot tests desrgned to, measure readmg readlness in,

terms of audltory dlscrlmlnatlon,\ VISUal dlscrfmtnatton and vocabulary o

, levels Although thrs concept ot readmess was dusproved by Gates and Bond
: as early a31936 tests ‘to measure such readlness skrlls and workbooks
destgned to teach them prollferated (Durkrn 1983, pp 44 51) _

Durkrn has recently postulated a new concept of readrng readmess

She crted Ausubel (1959 |n defmmg readrness as "the adequacy ot‘

extstmg capacrty ln 'relatrort’ to the demands of the grven task"" Durkrn L

| expounded oh thrs notlon by propOSmg that what learmng to read requrres

depends on the method that ;s used to teach it and secctnd on how the

el
Y
) i

method rs'used" (p 55) lnherent tn thrs detrnrtron, however rs the notlon o

.‘ . -e-. . . X , - '&'
o . : + : 'r.'r ! - N N P . “ ! ' N T '
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that ) ere are prerequlsite skills whrch are  necessary for a child to

possis betore he ‘or:she begrns to read.

4

. E@éﬁe past several decades much reséarch has been done in terms .
of you‘ngJ children Iearning to read which, tends to_refute the notion that
reading readiness and begmnrng readlng ‘are. sepdrate and distinct stages,
Durkin (1966) studied 'chjldr'envwho had learned to-read before coming to
Aschool She found that such chrldren exhibited cunosrty about print and a
persistence in learning more about it. They also had parents who were
_wrlling to help them and who read and re-read storles to them. Durkin

\'tdentmed the crucral varrables

B

. What is more important the research data Suggests is the
resence of ‘parents. who spend time with their children; who read to
fhem who answer -their. questions and their requests for help and
who demonstrate .in their own lives that readm% is a rich source of
relaxation, information, and contentment (p. 136). 4

Torreyl (1973) reported the case of Joh.n, who although from a
so—ca!led disad;/antaged) -backgrOund-, learned to read through'television
commercials ‘and the other environmental print. She contended that
"readmg'foﬂr}lohn seems to have been learned’ but not havew taught by
anyone who was consciously aware of teaching him " (p>156) ‘ferrey arqued
that traditional vuews of Iearmng to read need re- examrnatlon in light of

‘thrs case study For“as she said:

Large vocabulary. accurate articulation of standard English and
instruction in reading skills, may-" very well help a child leagn to
read.' However even a single case like John's shows that they arg not
‘indispensible; that is, that neither success nor failure can) be
predlcted in. rndrvrdual ‘cases - from these factors. alone (p 157)

The potentlally powerful effects of story reading to children were

-documented by: Bytler (1976) in her deﬁ:nptro} of the development of her

granddaughter Cushta who had been borr\ wrth se\«eral handicaps as a result

of genetic ggjects Cushla’s parents and other relatrves read to her from. an

’4 -
i . X -
C A . .
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early age Despite an incredibly gloomy prognosrs of mental retardation
from medrcal experts .Cushla's overall deve|opment progressed and she
learned to read before the age that many other ‘children do. Butler
commented that "Cushla was not 'taught’ to read unless the provlslon of
Ianguage and story, in books and out of books, can be ca!led a method" (P.
%6). |

Holdaway (1979) reasoned that learning to read, like ‘Iearning to
telk, is a de\relopmental process; that it is.learned by immersion in the.
process with invitation to participate. Initial gross approximations, he
suggested, are to be expected and tolerated with gradual retinement ot the
process being rewarded until exactitude is accomplished, Such exectitude
in. reading, he argued, emanates not from initially’ learning isolated
letters, sounds, and words, put from tamiliarity' with how print works,
developed from exposure to repeated reading of literature. He postulated
that cﬁildren need to develop a literacy set as a result of participation in
this activity before they are expected to fine-tune the smaller parts of
the process (pp.49-63). Holdaway and his associates drew upon the :
‘traditional bedtime ‘story to provide similar experiences for children who
had not developed such a literady set upon entry to school. They developed
,‘what they called the shared- book -experience whereby chnldrens favourite
books were enlarged so that all ot the children in the class could _see the
print. Thus inth repegted réadings -and ‘v'arious aotivities designed fo
emulate the interactions 'characteristic-‘o:f the bedtime story situation,
H‘oldaw'ay ahd his “associates developed a reading pragram based on an-
expenence by which children had traditionally ‘learned to read at home. |

in a follow -up study mvolvmg four preschool children, Doake (1981) .-
confrrmed that learnrng to read was a developmental process facrlrtatedv

"as a result of their bemg read to regularly but more’ partlcularly through
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| being re-read tavourite stories repeatedly” (p.. v) He toun‘d that children,

wmte being read to, engaged an various torms of "reading like behaviour”
through which "they gained control’ over the vnsual and non-visual aspects
ot print” (p. vi). Hayden (1985), usung a larger sample of children, has
statistically ,confirmed Doake's findings.

| The notion that learning to read is an interactive process embedded
in the daily " lives of children in many families was proposed by Taylor
(1985) Based on her stady of young children successtully Iearmng to read,
she concluded \

. . . it is entirely possible that many children fail because they never

have the opportumty to experience the diffuse, moment-to-moment

uses of print- the learning experiences of which the parents found it

so difficult to speak. Print is presented to them as some abstract

decontextualized phenomenon unrelated to eve zday lives. They learn

of reading as a private affair, something that happens in the pages
otwa world book (p. 92).

Baghban (1984) also described the readlng de\/elopment ot her
daughter Giti as being highly interactive. She commented that Giti, even at
a very early age, regarded dialogue as being an essential part of reading’
Baghban remarked that ,"'it is a truism that anyone Iearns anything whether
reading ortennis easier in frequent interactio‘n with a modal who is more
proficient than the learner”(p.95).

In her longttudmal study of a nursery school classroom,
Cochran-Smith (1984) found that story reading was an interactive affair
" with 1 the teach& /assumlng the role ot negotiator of text. She also observed
story readmg mvolvmg the same chlldren ma the neughborhood publrc
Iubrary. Unlike the teacher m‘ the nursery school the publrc hbranan dld
not permit tnteractlon Rather she demanded that the chuldren ‘not
partncupate m the story readmg ‘nor interrupt to ask questnons or  make
comments Whereas Cochran Smlth (1984) descnbed the teacher as a

mediator and negotlator of text she descnbed the hbranan as a reporter
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-ot'text; she saw the teacher, but.‘not the librarian as helping the children
become readers. " - ' g .
Brailsford -(1985) traced the literacy development of six children
’ during a_significant portion of their kindergarten year. Al the beginning of
her study, she ldentmed three chtldren as High-Print- Aware and ‘three
\

children as Low-Print- Aware Learntng to read at home for the ngh Pnnt
children was embedded in story time and other meantngtul encounters with,
prmt Iearnlng to read at. home for the Low Print chlldren meant a dearth
of story time and cther meaningful actlvntres and a tocus on more “formal”
activities such as learnmg isolated Ietter sounds, Just as in the homes ot
the Low-Print children, learning to. read |n the Kindergarten class meant
learning isolated bits ot knowledge~about Ietters, sounds and conventlons
of orint in a decontextualrzed .manner. Brailstord saw literacy being .
: venhanced by the homes. of the . High-Print - children" and by the school'
) librarian who engaged the chrldren in ,meanmgtul story—readrng actlvrtles.
' Hdtveve’r she saw the classroom and the homes of the 'Low-Print children
‘as not enhancing the literacy development of the children.

After observrng the Ilt,eracy development of children both in the
home and in.the classroom, Juliebo (1985) concluded that in the homes in,
question litergcy experiences were meaningful and embedded in the daily
lrves of the children; on the other hand she concluded that llteracy
expenences in the. classroom consrsted of the transmrssron ot pteces ot \‘
decontextualizéd information, - " - '

y ,| From these studles of emergent lrteracy. certaln factors whrchi,‘v
‘seem to be contnbutors to the Itteracy development ot children emerge. |
Headmg to- chrldren - especrally repeated readrng of favourite stones
s seems to be one such tactor Within such readmg the chrldren are not -
passrve recrprents of rnlormatron _but: actrvely partrcrpate in the readrng,

'
S
H

il
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aided by a caring. adult. Secondly, learning tghread seems to be embedded in
the socio-cultural context and is not simply a matte'r of learning a set ‘Off
‘ lsolated skills. Flnally. learning to read seenis to beﬁ as Holdaway (1979)
contended a whole to parts ‘process, . contrary. to conventlonal wtsdom

and common pedagoglcal practice. However, whlle wer know a lot about
Ilteracy development in the preschool years there is llttle research ,
‘. available on young chlldrens initial llteracy experlence rn ‘the classroom
and,how they are srmnlar to or élltterent frorn literacy expenences of: the
homle.l' o ' "| -

THEORETICAL FRAMEWORK
)

iati | inic : O

' Two .positions Jegar‘ding, the crucial factors underlying literacy
" development may" be d,eliyneated,trorr_t the literature, One places the onus on
the."chiﬂlcfl"s _initiative in "abstracting '.out"' and learning the essential
aspects "ot the reading pro'c'ess. (Teale 1982, pp 58-59). The second
position places’ greater emphasrs on the presence of a medrator who helps '
| \'the learner interpret and control the literacy event o ‘I

Tradmonally, educational theorists havé postulated that the learner -
c‘t)rnes to know - to learn about - the world as a consequence of ”ﬁ?s/her
intera‘ction wlth | his/her envrronment ‘Ecr example : educatton in
| Rousseauman terms was the spontaneous development ot the ::huld as a

result of his dlrect exposure and mteractron wrth nature (Feuerstem and -

'Hoffman 1984 p. 47) A srmrlar phllosophy was later espoused by Dewey-' :

. when he proposed that educatlon should not be tmposed upon: the child lrom

-wrthout but that the Chlld should select that whuch he or she wanted to
learn. In the pas:_severa_l decades Plagetlan psychology has become very .
_'influent_ial i‘neducaticnal circles. It is based on the notron that the child
constructs “the ‘worlg_/"by/pacervmg and domg More contempory

SO \A‘
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supporters ol thts ppsrtlon lnclude Forrester 11,9'/'-7; Smith, 1976; and
Torrey, 1973 I -. TR S

. SRR ! !
Recently however suoh SO- called naturallstlc models of - cognltlve -

‘ development have come to be. questloned Feuerstetn and Hottman (1984)
tor example suggested that the "treedom of the child to- develop on his

¢ own is a myth" (p. 46) They reasoned that such/ natural developmenl

. not substantlated m lact and they re|ected such a theorettcal posture on a:

l

rnumber of grounds »They argued that the constructlvrsts conceptlon of ..

cogmtrve development (mteractlng with the envrronment) can be’ re]ected

‘ because theré are mdlvuduals "who can be . exposed to the same stimulus

A t‘

“over and over agaln and sttll respond to each exposure as |l it were a n0vel
experlence (p 53) They also suggested that the’ drscrepency in, the amount
ot learnmg that occurs in mdrvnduals exposed to the\ same éﬁmulr
| mrlrtates agalnst the structural constructrvrsts posrtlon even’ when‘

| 1nqlvrdual drfteren,ces are cons|dered The‘ thrrd pornt whlch they made ‘was
| that If cognmve development were. srmply a mattet of a Chlld rnteractlng
'wlth hls/her lmruedrate envrronment culture - the~ knoWIedge values and.
bellefs of a group from m_e__,p_as_t as well as the present - ‘could not be
transmitted across generatlons Thus they suggested that interdction with
one's envrronr‘nent is not suffrcrent They also argued that the transmlssion
ot culture is the essence ot ‘our humannessv and wrthout the renewal of
culture wrthm the‘ mdlvrdual there could be ‘no human mentallty, no
personalrty (p 57) Vygotsky st (1978) work emphasrzes the rmportance of

. the socral context and the |nteractlons of the people wrthln this ‘context in

z

] mfluencmg a chrld's development as an rndependent learner

r)/\.

RN

Feuerstern et .al. (1980) proposed an alternatlve to the tradmonal{

models of cognrtrve development e ;
.. We concerve of development of cognltive structure in the orgamsm
‘as a product of lnteractlon between the - organrsm and its
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\ whrch constntute ekambles of a M L E—’One characterlstlc of a M L E ls the :
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environment drrect exposure to sources ot strmuln and__m_emate_d
Le.amlnn[hls emphasrsl (p 1) e T TR U

i l‘\u‘, .

In essence Feuerstern «et al provuded an alternatlve to the' Stpmulus-

Orgamsm Response paradlgm ofr tradmonal theorlsts such as Praget Whrle |

Feuerstem stlll allows for’ Iearnmg to take place vla drrect mteractlon_

wrth the envrror‘lmqnt he belreves the essenée ot learnmg occurs through

.
" le: ,\« .

medlatlon wrth another human At the center o( such a conceptualrzatlon is

the notlon that another human helps the chfld deveIOp cogmtlve structure‘

B (}lv

by "frltermg and frammg the stnt‘nulus regulatmg the chrlds behavuour

(Feuerstern and Hoffman 1984* p ’55)" ‘Feuerstem labelled thrs

| mterventlon Medrated Learnrng Experlence apd descnbed |t t‘hus N

A

' ¥' medra’ted Iearmng eXpenence (MLE), \we reler to the: Way in
whi

ich- stimuli emitted ‘by - thg environment, are transformed by a -

| ‘mediatmg ‘agent, ‘'usu IJ a. parent,, srblmg. or’ other caregiver. This
. .mediating:, agent, guided: by intentions, culture! .and . emotional
.ia o investments, selects and orgarizes the. world of :stimuli for the'

i % child. The mediator: $eletts :stimulj. that are most. ap{:ropnate and

t then “frames, fnlterS" and. lschedules them; he’ determines the
s ﬁpearance or" dlsappearance of certain. stimuli ‘and ignores fothers.
Through - this. process" of mediation; the cognitive - structure . of. the’
.. child- |s affected The. child* acqulres behaviour patterns and learnmg
. .sets, which in turnibecome ‘mpartant ingredients of his capacity to
n become modified- through direct iexposure to stimuli. Since drrect
,exposure. 10 strmull quantrtatrvely gconstrtutes ythe . greatest source .
l,,jot the drganism's experienge,” the experience of sets of ‘strategies
., -~ and ‘repertoires that permit 'the -organism; to efhcrentl?' use this |
CL 5?osure has consrderable beanng uponxcognrtlve deve opment (p i
o rr 1 . 1‘ o
i

) Feuerstern and Hoffman rdentltled the charactenstlcs of mteractuon

mtentronalrty ot th '

Feuerstem explarhed'{rl'ntentronallty as tollows o .

‘ lln addltlon o ithe" "selection’ ol the strmulr and scheldulmg in, terms
‘of space, time;; and. order,. mediated learning occurs as’ a resuit of
... the. direct’ and .intentional provision of' stimuli which are ‘considered
‘" necessary. for the" growth and: general. orientation*.of -tHe. child. Such
" stimuli’; are - culturally . determined . and - the" child's attentron rs
L constantly and repeatedly drrected toward them (p 33) ' ,

7
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Thrs mtentronallty on the part ot the medlator ls s\hared wrth the chgld anﬂ |

vt results in. the chlld searchrng for new elements ‘in. the envrronment and |

u A
. -

also develops wrthrn the chrld a need to share and commUnlcate to others |
new perceptlons and experrences (p 33) Feuerstern admutted that

mtentronalrty does _not requtre a clear awareness on the part of the., "

- ’

partners rn an mteractron that they are engaged ina learmng event;. in lact' Co-

he admltted that such lnteractlon can be just. as eftectlve lf it occurs as‘

the result ot the |mpllolt expectatlon of the culture (p 22)

i
'
A

A second charactenstrc of a M L E i’ transcendence Feuerstern and o

Hoffman‘ posrted that lt is the transcendlng charactenstlc of M L, E that is
i ¢ oA

reSponsnble tor establlshmg in the chrld the' antrcrpatron of events and

search for horlzons that go beyond the |mmedrate (p 56) It seems that an.

.‘\ ».fl;

assurrmtron Underlylng the notlon* ol‘ transcendence rs that realrty is’ not.”“ |

' eprsodrc"that |s we do not come to know the world by experlencrng it a»'if v

o

b|t at a trme Furthermore the development of cognmve procasses rs not,;g:

dependent upon sp"“crfrc'tasks rndeed as Feuerstem suggested lt lS only-’,’-ﬁl‘.‘:w

when cognmve pro esses become detached lrom specmc tasks that‘:"':".

cognmve strucmres become establrshed (p 56) The notron here rs that vy

a these COgnlthG processes are generlc

‘ oy f"“ R ;;'."‘_‘f,»/ - "';‘: S
T Whether: &' child rs taught to burld a’ canoe ‘or 1o mcomplete pUzzle W
.. . the- underlying.. coghitive “structure ., lmll not necessarrly drfter ln a_.;lz' .

=T tundamental way ( eUerstern p 82)

.
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¢
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!

' |mpl|cnly, makes the chlld feel that he IS able (p 56)

: Chlld does not gather elaborate and express rnformatlon randomly Rather

the medlator schedules the learmng event“paces the |nteract|on and .‘

" - reduces the |mpulswlty ot the chlld (Feuerstem and Hoffman 1984 p. 56).

These characterlstlcs\ of course do not operate in |solat|on Rather

I

they tare connected and mtertwmed supportmg, extendlng and ennching

W' ,\,.
[ . Vo

each other, ' . M. Ui o e
. "l , ‘-,‘ I I L vt e e ", . ' ," . ". - | ‘
M.' B Feuerstems model °f cognltwe de‘»’Blopment was developed within

'\“.

the context ot explammg the potentrahty ot people who had been deemed ,

retarded" by tradrtlonal psychometnc measures He dld not apply hus

model to the study of emergent readmg/hteracy However in recent years' '

researchers such- as’ Brallsford (1985) and Julrebo (1985) have attempted

The fourth characterlstlc of M L E is mednatnon for competence Thatv ‘

|s, as Feuerstern and Hoftman suggested "the medlator both expllcntly and‘f.";-,_

Regulatlon of behavrour lS the fltth charactenstlc of MLE The' “

| to do' thrs Gcodman and(,Goodman (1979) although not refernng to

t"

o
‘o

learn 10 read o L

,“When \we use. the term natural learnrng, we do not regard the process - |

Feuerstem also acknowledged the role of the medlator |n helplng children

."as‘an..unfolding in an environment free¢ of obtrusive ‘intrusions.

'". Teaching children: to. read’ is ‘not. puttrng them |nto a garden of pnnt L

¥ .j.,_and Ieavmg them unmolested (p 139)

' . ' P Voo
g _a oo .*', ‘s

Sy -”‘The research of these and others in_the" area of emergeqt Interacy B

,.“ “

may be summarlzed wrthm the medlated learmng framework provlded by‘

Feuerstem :

) ; | | ., LY " . - A ,,\".
-<l,~ i ' K v f . D "/‘

mt_en_tmn_amy Alth0ugh not referred tc as such intentronahty has been_'.- ;

(1979) clanmed that emergent llteracy as an example of "developmental;."':-;f"""

Yol

N ldentlfred as ‘a’ t:omponent ot Iearmng m emergent hteracy Holdaway‘:f:b,u
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learmng vis Very much a dlrected process with, a canng adult mtervenlng‘

\v ot

-"m va\rlous ways to enhance. such develop%ent Countermg those who try tof :
; ~del|ne Iearnmg to read - and ltkewlse learmng to talk ‘and’ learnmg to walk "
< as developung nat}ally wlthout adult lnterventcon he proposed that’

"‘_such "S0. called natural' learnmg |s in tact supported by hrgher quallty w

,»teacher lnterventlon than is . normally the case in »the school settlng lp ‘;'

22), Intentlonalrty Is also evident in Rpreschool learnmg sutuatlons, m that
. l‘ ‘ \ \
parents provrde emulatlve models establrsh ‘contmgencres ,for: mtnnsro

[N .

! and extnnsuc rewards ‘and. prowde assrstance on demand They. do thls asn’\

Holdaway rntlmated because they m_tgmg lor their chrldren to master a °

Y . ERUNS -n, _." s .‘l‘

As was mentroned prevrously Feuerstenn suggested that ?although a \

r‘v.,‘- ‘ w\,

‘medrated learnrng experlence necessanly requrres tenttonallty,‘.a clear

\

awareness ‘on the part ot the partners that they are; lnvol\/ed |n a learnrng

event lS not necessary, Clark (1976) echoed tms st&tement when shre

‘e v
o e

concluded afterrstudynng the charactenstrcs ot young fluent readers that*'

f - 3 U R ‘ \"
. , Y \ i " . l.,-/,‘ ¢ s, /‘f' . .

Most ot the . chlldren dlscussed here see(n to - develop therr early
... o skills. in oreb—tanguage, ‘in readmg .and; wntmg in a warm,\acceptmg
‘. and non-pressured environment where; the parents wére guuded y :
. "+ their child's "interests and. indéed .some, "parents. even. fe
-, embarrassed at their chlldrens rapld gand' excesswe early progress 5
' toward lrteracy (p 48) ‘: L e

T

e -

v

—

v
K

Heath (1982) srrnrlarly concluded that tew parents are tully aware qf the
| ",'-coh.tribmier'!- -rney;-malsé’sm' mehw '

) "‘3,

" BY .t,\yv

subconscrous level .‘ ‘ ,;.“};

\ -
W,

Feuerstems vrew that rntentlonalrty
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Evldenced in Ilteracy |earn|ng events in emergent llteracy AReferrlng to the ki
bedtrme story sltuatron Doake (1981”) suggested that "bemg read to was 7
ebvnously an enjoyable _secure, and satrsfymg srtuatron faor the parents
‘ and the chlldren (p: 37) Holdaway (1979) slmllarly commented upon thls
recrprocrty in the shared‘*(eading sutuatlon suggestmg that parehts engage
m readmg books to thelr chrldren not - to give thetr chlldren an advantage .
: educatlonally but because of. ‘the ext{reme sense..-oprleasure and
satlsfactron m the expenence itselt; similarly the ‘child feels "'secu'rity
and spectal worth arlsmg from the qualrty of attentlon belng recerved" (p
40) ‘ Y , r
| That mtentronality lS a charactenstrc of - lnteraétions 'which
contnbutes to Ilteraoy development is also suppoﬁted by the fact that not
~all parents engage in such rnteractlons In other words aCtIVItleS such as
shared readlng are not 1ust engaged m automatlcally by all parents’\
Therefore it"follows that parents whoengage in suchl mteractlons, do so
onv the basis' of an i‘ntentidnality - an intentionality - which 'Doake‘i‘ntimat'ed
IS culturally transmmed He concluded that parents who themselves had |
been read to as chlldren brought a dlfferent set of attrtudes to the shared
book experrence in companson to those parents who had not been read to
: l-le ‘found, that parents who'| had been read to' as chlldren started readmg to
thelr chtldren much earller m thelr Irves they read more’ frequently and
for longer penods of tlme and they mdlcated clearly that they thoroughly
enjoyed sharmg books wrth therr chrldren (p 267) e
I_Lan_s_c_e_n_d_e_n_c_e, Donaldson (1978) proposed that “the better you are at .
tackllng problems wrthout havmg to be sustamed by human sense the -
mqre Ilkely you are to succeed rn our educatlon system” (p 77) Thrs |

)

movement beyond the bounds of human sense she labelled ldnsembedded

.f—~:',

thlnkmg e a term whrch appears to be congruent wrth Feuersteuns notron

LI



the use of "hlstoncal context

. 230).

from getting |n (p 270) ;'.', S R

of " nscendence She further posrted that the abrhty to engage in
diskmb ed thrnkmg yields its' [life's] greatest ruches (p 77) Both;

"authors suggested that the abrlrty to move beyond the here and now is'a"

v N f o N
characterlstro of emergent Irteracy S R ‘w’,‘ ;- T

! 5

The notron that transcendence"l is ‘a characterlstlc ot emergent

tlrteracy is also pervasrve in the hterature Snow 51983) posrted that

ohrldrens previous experrehoe with some event place word or text can

A

l‘support ‘their current |nterpretat|on or reactlon" Ap- 176) She called thls

"hrstorncal context" and was reternng to ‘the abllity ot the emergent
reader to use what is known to access the unknown Dyson and Genlsht

(1983) |n provrdmg a descnptron ot an mteractlon between 41/2-year- old

‘Elorsa and her tather in a shared book srtuatron ’descrrbed an example. ot

Elorsa is, not only commentlng upon the people she sees in the book
_but she is also thinking about them, relating the, book experrertce.«o
possrble expenences rn her own lrfe (p. 752 .

» -

‘questron inside a Irteracy event nearly always used some prevrous tamrly

d

expenence to whrch the chrld who was asklng the questron could relate (p

A

Julrebo (1985) provrded an example of transcendence" her study of

y0ung -children. Op one occasron when a father and young daughter were

- answer the father responded "A shrngle rs a Irttle tIat |ece ot erther

wood or a .‘ strcky tarpaper whrch you put on the roof to keep the rarn

s

'4

Snow (1983) proposed that semantrc contlngency whrch adults use .

v L T A T S
[ P S N . ;‘M' e :
oA . B

L e D R IRV e s

Doake (1981) also tound that the parents in hrs study, in answerrng a

. generic characterrstrc ot Iearnrng, by rmphcatlon then it"rs also '. |

a

g ‘readrﬁg, she questroned the meanrng of "shrngle Rather than a curt

. to help facrlltate oral language development rn chnldren |s also used to



T

| k.
lacmtate ltteracy development She ldentmed answerlng questlons about

.plctUres m books carrymg on coherent conversatlons wrth chrldren abput‘

“the.: plctures and the text in books and gwrng help wrth wrltlng when

requested as examples of semantlc contmgencnes (p 167)

¥

Ly
\

Tran5cendlng the here’ and now, as. Snow suggested is CharaCterlStlQ
i

ot 1lteracy events tn mlddle class famllles (p- 185) However Heath (1982)

)

found that thls is. not true of. other socual/cultural contexts Descrlbrng ‘

l

book readlng m the bedtlme story sttuatlon in Roadvrlle a worktng class

commented I NI L N

whlte town in the Appalacﬁlan dlstrlct of | the Untted States ‘she

L
4 ~

.
Y ‘.,' )

Roadvrlle adults do not extend elther the context “or hablts of
llteracy events. beyond book reading. They do' not, ‘upon ' seeing an

... item:or event in-the real 'world, remind children of a similar event
...+in_a book.'and launch a ‘running - commentary on similarities. ‘and -

\‘,",,“‘»‘dlfferences (p,l 61) A o FERERS

Heath contended that thts fallure on- the part of adults to medlate"“‘

transcendence restncts the llteracy development of these chlldren ‘as. they

move through the grades ln school She descnbed how these chlldren‘ arer

!"lt,rh ".‘ "o .
At " . [

i lf aSKed' to write a. creatlve story or tell lt lnto a typewrlter th‘ey

I retell -stories fram books: .they do not create their owlf They rarely. -

provrda -emotional . or- /personal -commentary in theiff aceounting of
teal . eve‘nts or book stories, They are_.rarely . able to _take knowledge .

. learned - in one-context -and shift.it' to. another; théy do not compare

'two . items or, events. arid. pomt rout- simildrities -and. qufterences hey

. find .it. difficult. elther to ‘hold "' one" ifeature’ or event constant’ andﬁ ;

-

shlft all others or’ to hold all teatures constant but one (p 63)

,‘ '»'\‘t

s The ltteracy events in Roadwlle contrast qulte.sharply wrth events.’;;_‘-

Heath observed m homes m Mamtown a whrte mtddle class town tn the:

same geographtc area

:. j.&- Ll
) :
”

i

o ;taklng meamng from the envrronmem {p

K

l,w"t..ttr.b.
[ER - [T iy

,‘;Thts pattermng of Imkmg old and new knowledge |s relnforced rn-‘,f‘{"'f
- narrative  tales which fictionalize. the “teller's ; events or- recadpitulate
- astory from a book ‘Thus;:- for- these chrldren ‘the. bedtlme -story rs«,) ‘

simply an_ early: link in a long “thain’, of: mterrerated; ‘pattems of

C et



’ ln her longntudlnal study, Heath found that chrldren in Matntown
'fmove lnto llteracy (and through school) with relatlve ease children from
Roadvrlle as was shown earller run into drfflcultres as: they attempt to
4"move lnto llteracy, \Both ,groups of. chlldren were exposed to bedtime
'storles,.A sallent featur& ln the bedtrme story srtuatron in Mamtown

,homes was transcendence of the here and NOW: thns same feature was

lacklng ln the Roadvrlle homes S b “.

There rs con derable evrdence then that transcendence,i‘sw‘
. ,charactensflc of rnteractlons whrch promote emergent llteracy Holdaway
"(1979) rn dellneafmg what he refers to as a "llteracy set perhaps best

‘summanzes the results of ohrldren havrng had transcendence mednated to -
‘.them ‘ - " g : l

-vThey are able to attend to" language wrthout reference to the
immediate  situation around them, and . respond- to it in: complex ways’
‘creating. images from their ‘past. experiences - they have learned: to
~operate vlcanously ‘This has opened a new dimension ‘of fantasy and

. imaginationy “allowing - them 10 create' images of things never,
~ experienced ' or entities which do not exist in the real world. By',.
these-means. they are -able to, escape from the bonds ot the present ‘

" into the past and future (p 49)

LI
K

As_slgnumm_QLMeaamg tt«:cording to Feuerstem and Hoffman the medlator

L i a ML E assrgns meamng to the learnmg event along both cognmve and

‘ affectuve dlmensmns One example of the assugnment of cognitive meanrng

R .‘lS found |n child lnmated requests for repeated readmg of favourrte books

The fact that the Chlld is’ able to engage in readrng I|ke behav10ur ‘as
.suggested by Doake suggests that the chrld flnds the actwrty meanmglul |
That chlldren are able to read”'storles at - a semantlc Ievel wrth the
: vsurface level of thelr readmg departing srgnuflcantly from the text (eg
” ‘-“Doake 19811, Holdaway, :1979) also lS mdrcatlve of cogmtrve meamng
: : bemg assrgned to- a Irteraoy event That the chrld lS not merely

: ‘recalllng from rote memory at a surface level he or she is reconstructmg

.-,,-,. .

.
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. through various cuas the meaning that he or she ascribed to the story.

# - The assignménh 'ot_ atfective meaning to learning events in emergent
Y] » ! ’ '

literacy. is described’ by several researchers in this area. Doake (1981), for

example, discussed the centrality of such meaning in the shared reading
~ situation: 1 "

There was little doubt as a result of observing the parents reading
- to their children on many, many occasions, that their positive
approach to the task and their obvious enjoyment of it created an
intensely secure and loving family situation that was repeated over
and over again. Since books became for-the children the vehicle
_through which they could experience this warm human.sharing, it ~
W'seems entirely possible that apart trom their story, language, and
pictorial qualities, books came to be seen by the children as sources
of pleasure, enjoyment, and security in themselves (p. 222).

P

Holdaway (1979) also argued for the necessity of interactions to be

i

‘ emdtionally meaningful in literacy/ events in emergent lit‘eracy_ He
» maintained that for such an event t& be meaningful cognitively, it has tq'f:}:,h;
sbe emotionally meaningtul sjnce "tﬁere is no such ihing as human ins'i“gh_t
without human emotion™ (p..98). He, like Doaké, argued that in an effect@Ve

f

shared- reading situation, such meaning is assigned to the event and that
the interaction ‘becomes emotionally' meaningful in and of itselt A(p.{’:MQ)

This contrasts with what he speculated often happens in schools:
‘ It.is our way in educational matters to value the cognitive and
devalue thé emotional. The emotional accompaniments - or should
we say the emotional heart- of any human activity retuses to be
ignored. No matter how meticulous we are about getting things
intellectually right, human activity is tragically. deformed. This is
-an indictment of the apparently safe and right intellectual analysis
tgh_/g%“eaves, out of ‘vonsideration so many of the -available facts (p.
* " v-g.‘. ‘ ' L , . :};g

Thi§ emotional meahir"\'g.‘ 'ho'wevér,‘doe,s‘ not n'aturally.emanate from

'"ihe ’inferabtion; as Feuerstein and Hoffman .(1|98¢“1) é‘uggéévted',rﬂ“s meaning
‘must be mediated. This point is 'substantiated by Heath (1982b) in her-
A(de)asaiption,,cggt_f literacy ev"e'nts in Roadvillé:, L | o

\ ‘“-c . ] o . . ' .
Roéggille _parents provide their children with books; they read to
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them and ask questnons about the book contents? They choose books
which emphasize rhymes, alphabet learning, and simplified Bible

stories, and they require children to repeat books and to answer
forrnulalc questions about their contents (p. 63).

Roadville parents seem to engage in various Iuteracy events more as a
sense of duty than as a result of SUCh. events hévgng deep emotional '
meaning, Perhaps‘not surprisingly, this emotional deta‘chment from
_llteracy events contlnues wnth Roadville children upon gntry to school As
was mentioned previously, Heath reported that these chuldren very
frequently found the road to literacy ' very dlrcult. quen this lack ot
aftective meaning In literacy events early in their lives, this appears. to
confirm what researchers such as Doake, Feuerstein and Hotfman and -
Holdaway havq said. . |
Mgmanﬂgmmpgmm The notlon espoused by Feuerstem and Hoffman
that a fearner must be qu‘ to believe in his' ability to learn a given task is
also found in the literature on emergent literacy. Meek (1982), for
exémple, in attempting to convey this message, stated: "I must say again
that thle most‘important thing is the learner's belief that he can turn -print
int‘o sense” (p. 51). )
Evidence of such mediating for competence is also found in Doake‘s
sthdy. For example, he found that parents did not ask qu-estions of ghei'r
children which they knew. their children couldn'tl-an‘swer; furt_hérmore, he
contended, ’“’tﬁ_e—rnever _on,,»_,an'yi occasion - allowed | their qgestions‘ to
interfere wi-t"hy the engagefﬁ'ent of the story” (p. 230). Again," féiterating on
how the parents’ qu_estiéns assured success, He cdmmented "They were
almost afways of the kind?cr-lildren c.ould answer easily” (;5. ‘532).» | "
Doake also found that parents_used‘thet"‘oral cloze t‘eChn_ique" to
' demonstrate to their children that théy could’ successfully engage in the‘"

reading process. He 'reason'e'd that when parents used this technique in
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situations where the child's. memory for predictable text could be
acc‘essed,rrthey‘Were’ establishing a "situation where success was almost
always assured" (p. 236). ' |

'Another strategy which Doake tound that parents used to
communicate' anticipation A.ot success 1o their children ‘was to ertcourage

their children to'en'gage in reading like behaviour, He contended':

They drsplayed a remarkable ability to invite  their children to
participate in the reading at a point where the children were almost
always assured of success and they conveyed a sense of pleasure in
their attempt (p. 423)

"

Such attempts to medrate competency ‘however, were not always
evident. He found that the mother of Karen and Sean, two of the children in
his study, occasronally demanded that they accurately reproduce the text
and when such was not the case, she corrected their approximations. Thrs |
he found, tended to cause these children to‘ abandon reading like behaviour
. a stage which he con's'ider\sﬁ essential on the road to becoming a reader (p.
531). R | o | | -

Holdaway (1979) also.argued that a belief in the child's ability to
becomé a reader must be ' communicated to the child, Howevler‘, he
‘ contended that this is oftentimes not the case in school, for as he pointed |
out, sadly when we are concerned with literacy Iearnrng we are conr:ernedw
. Wrth failure, rneptrtude deteat mfenonty, despair” (p. 97).
| Brailsford’ (1985) found that the ‘children in_her study who had “high

Irteracy knowledge vrewed themselves as readers-rn-progress (a view

i also held by their parents) Thrs was in contrast to the Low- Prrnt Aware

'-,chrldren who viewed themselves as non-rea,ders‘-,.srmllarly, therr.parents
vvrewed them as non- readers o P

Heath (1982b) also concluded that a concern wrth the child's feelrng'

.of competence is not always evrdent in llteracy evenls rn school In an--
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r ethnographrc study tnvotvmg students trom Treckton, a black working N
class communtty she concluded that one ot the reasons’ these students
encounter drtttcultres‘tn literacy avents in school is that tthey are
incapable ot\\answertng theiquestions- asked of them (p. ‘105)“' Unlike the
parents d'escribed"“t)‘y Doake, teachers ‘ot Trackton students do not mediate
competence* i>¥ iact through the type ot questtons they ask, they tend to |
show these students that they are tncompetent in terms ot what is ‘;
- expected ot them. Feuersteln and Hoffman's (1984) notion of medtattng‘
comp\etence: bears some similarity to. Vygotskys (1978) ‘.notron of zone of -
prorrimat dista‘nce for in mediating c'ompetence', caregivers are in  tact
working or coope‘r‘ating with children.in helping them accomplish tasks
that are within their abilty. - o o

Begu]mtm_m_ﬁenamgm According to Holdaway (1979). *free. cHoice .and
non- mterterence have\become tormalized to the pornt where teachers dare
not even demonstrate desrrable behaviour. . . " (p. 153) Dona!dson (1978)
~also objected to those\ who propose that Iearnmg |s natural' -and that
"‘ adults should not |ntertere in Iearnmg She malntarned qurte adamantly
that "the young child is rtot capable of decudtng tor' ‘himselt what he ~should
'tearn (p. 119). Snow (19\33) argued that in a learning event rnvolvmg a

parent -child dyad the child's behavnour is tndeed regulated ‘She termedt

' ﬂ»such regulatuon scaffoldrng and detmed it as,’ the steps taken to. reduce )

the degree ot treedom in ca\rytng out some’ task, 50 that the chrld can
concentrate on the duftlcult sk he is'in the process of learnmg (p. 170)

Examples of . such regula ion ot behavuour |n hteracy learnung events‘

' _m emergent lrteracy are qurte wident. Holdaway, tor example suggested '
_ that although parents generall
R approxtmatton they mvoke conttn jencies. whereby approxrmattons movmg -

“".toward the desrred response are ' mtorced whlle those movmg away trom

have a great deal of toterance for
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‘»the desired response are not

Doake found that generally, the parents made dellberate attempts to

‘ have thetr chlldren parttcrpate in story readlng by provldlng ‘cues ~at

approprlate times to get them ‘to join in. One such strategy that parents

~ used. was to‘.“in’t‘entidnally slow ,\dovvn when they wanted the children to

read cooperatively .(p.*‘231)."Ptarents -also reported that they. sorhetimes

" intentionally miscued to see it they would be corrected (p. 232), Another
Vstrategy widely used by parents to encoura‘g'e partieipation was what

Doake referred to as completton readlng whereby the reader paused at

a pomt in the story and approprlate words were able to be glven by the

‘chlldren to complete the phrase Or sentence“ (p. . 428) These strategtes‘ .

appear ,to be attempts at. regulatlon of behavnour in that: parents

presumablyengage in them to ensure that the Chl|dl‘en are attendmg to the
l“task at -hand SimUltaneously, and most likely unwuttmgly, parents were

~ encouraging thelr children to engage in such productlve readlng strategles -

as monltorlng and predlctlng

.

‘Several of the pareots in Doakes study also attempted to get thelr :

chlldren to attend to print during story readmg Thls they did by porntmg

1o words of specnal interest .or runnlng therr frngers underneath the lines
of prlnt (p 229) Although the abllrty to. track print ‘is developmental in '

“that there appear to be stages ot mcreasnng exactltude such behavrour .

must be organlzed (Clay, 1979, p. 99) For several of the chrldren in

- Doake's study this was bemg done however Clay suggested that chlldren

' who. cannot read upon enterrng school have not had this behavuour regulated
l.'(pgg) E . RN

Snow (1983) also suggested that routlnes are charactenstlc ot

llteracy learmng events and identified the book readrng srtuatton as an

example of a routme She |dent|ﬁed "book-handlrng skllls"’ "the d:scovery_-"

et



30
of print "the recognmon of story schema amongst other skrlls that |
result from the book reading’ routrne The emergence "of - "readmg like

~ behaviour" as rdentmed by Doake and' Holdaway and the development ot a'
"'"literacy set as suggested by Holdaway wouild also seem attrlbutable to‘
| routinization 'of rnteractton o S Lo :

_Although the varrous interactions have' been dealt with separately,"

“this is nOt to suggest they occur |n 1solat|on in learning events in fact

‘Feuerstein and Hoffman (1984) contended that these tnteracttons operate;
;l‘ g . ) \'ﬁ

in conjunction,’ - - S a2

» READING AS A SOCIAL PROCESS

\

|

Interactlons of the ‘type descrtbed above do not of course happen in’
a vacuum, rather.they are embedded in a much broader social ‘context. . ‘
Stricklﬂand, in the‘in‘troduction to Taylor's: Eamily Literacy (1983), made
this point when she stated, "'just'as language cannot be separated lvrom
lthlnklng, nerther can rt be’ separated from the context rn which it " is
learned.” | ' | '

Several researchers have provrded definitions of social context m'

terms of language Iearnmg rohran Smrth (1983) for example, defined it
. o ‘

as follows:

o

A mcludes not only ‘the |mmed|ate physrcal and verbal.,
‘ envrronments within which an’ event or act of some kind -takes place, - -
but also in at least equal measure, the signiticance of that event for
those who participate in: it. "Thus" u d'er’Standrn the . values,
~attitudes; .norms, beliefs, and assumptro ] shared partrcupants
concermng the” meaning or importance of’ an event rs crucral for
B understan mg of the event (p 220) oo :

"Erlckson and Shultz (1977) whrle proposrng a srmllar detrnltron

elaborated that context consrsts of. mutually shared and ratrlredl

Lo
sy b

delrmtrons of srtuattons and in: the socral actlons persons take on the

i basrs of those deflmtlons" (p 6) Slaughter et aP (1985). ,provrded a,,

, congruent defrnmon but also suggested the toptc subject matter

o . . R RN



‘content betng studied, and the kinds ot pnnt and textual matenal used |s -
-part of context" (p16) o SRR Tt N | |
“ | Readmg has tradutroq@lly ‘been vuewed ‘as a strlctly cogmt:ve
. process however researchers have recently begun to ‘view readpng as a
social process as well (Bloome 1981 Cazden 1981) Tfts is' congruent
wuth the notlon presented above that the meanmg of an rnterachon is
'hlghly determmed by the cpntext in. Wthh ‘the mteractlon occurs. That is, .

readlng is assrgned ditferent meanmgs and. functlons as determmed by the

context m whnch it occurs.

Research concernlng readmg as a socral process has had two major ', ‘

foci, namely m more formal srtuattons such ds classrooms and days care-
and nn more mformal sutuatlons such as’ in homes The Ilterature as it

pertams to each of these srtuattons -will be exammed separa,tely

"  The degree to whrch Iearmng to ‘read |s embedded in social context |
is qurte evrdent |n the Ilterature pertammg to chrldren who learn to read

'.at home Baghban (1984) hlghlrghted this 'in descrlbmg her daugr\ter Gm

: preschooler whose daily routme centered on three major readlng sessrons:

after waklng, before an afternoon nap, before gomg to sleep at mght (p-
.3“"0).}, e | IR - |
Taylor (1983) posrted that for chtldren tearmng to read at home the E

3 !

'-v’process as "mtnnslcally woven tnto the socraL process of famrly hfe (p

‘,71) She found that the chrldren in her study Iearned about prmt through"_.y

-

their engagement |n Ilterate actnvmes whach were socrally sugmfucant to’-'."

o

them She explamed

Wrmng Ietters to: famlly and fnends readmg sr ns, demonstratmg

... ownership -~ and - filling" out. forms. were all unctronal literate
- activities for -children partlcrpatmg in_the study. From -a very young
T -age prlnt formed one mednum for medratmg expenence (p 86) -

'}
e : o ‘
: - - SR . L. S ST . A
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Taylor also found that parents in add(tron to lncidentally‘

'

encouraglng thelr chlldren to’ partmfpate tn literate actuvrttes such as

those mentroned above also conscrously mtroduced therr chrldren to prtnt

Thls was done she concluded not to teach, readrng, but rather because the :

pnnt ln recipes and on srgns were part -of the ChlldS world and the child

L learned of their purpose as well as thelr meanrng (p 20) Harste Burke

and Woodward (1981) snmllarly concluded that learn(ng to read at home ls‘
mextncably embedded ln "the . socio- cultural context. B [

R Perhaps one of the most obvuous facets of learnrng to read at home

'I’ is . the 1~ "bedtrme story or shared readlng event Moffett and Wagnerl‘

| (1983) contended that "the way most chlldren have been learmng at home".' :

us what in this’ book we’ have called the lap method that is they srt on .

o
4

someones lap and hear a story read to them whrleg’followmg the text wrth

thenr eyes (p- 186) »:"’j‘ co

Several people ‘..L.jaVe commented upon ‘the socral context of thlS‘,

"

event Doake (1981) descrrbed the context thus cooL -

The,;e was Irtt‘le doubt as a result of observrng the parents readlng :
to their' children. on ‘many, many occasions, that their. positive °
approach to the task and their obvious enjoyment of it created an .
- intensely secure ‘and Iovmg family . sutuat{on that was repeated over
. and over agarn (p 222) , ‘ RN t .

Baghban echoed tl;ns in proposmg that the success of our readrng to her fl~
{Gftl] surely denved from the xtra opportuntty the experrence provrded'

for body contact along wrth conversatton (p 94)“ Holdawar srmrlarly_,‘
commented upon the rrchness and securlty lnherent ;n the bedtlme story"

_ srtuatlon Both Holdaway and Doake postulated that as a result of thrs
} secure and enjoyable actrvrty, chrldrea come to. :see readmg (and books) as','g
belng pleasurable Baghban concurred wuth thrs suggesfrng "‘the pleasurer:"‘-
wh she éG't'] found in: the cozrness of our readlng to her transferred to the

comfort she herself flﬂd? ln the act of readmg (p 95)

o . 3 r S l'-r:v.'-'l"t'v' [ e




L home when she sald that parents knpw "how to tolerate a chrld's gradual

which it rs a part it ls not a: unl-drrectlonal process PR l

33

Shared readmg in the home is very much an mteractrve attalr

Bag’hban for - example reported that "Gltrs early readrng ‘was also'

p 27) Taylor (1983) found that a conslderable portlon of the tnme m
story readlng was taken up: by parents relatrng events in the storles to

the everyday llves of thelr chlldren (p. 70). Doake (1981) tOund that the

parents in hlS study engagedgm what he called "co- operative readrng with

- their chlldren He elaborated

[

reading of the story:by both the participants. Sometimes the reading
was in .unison, with one of the readers. saying. the words fractionally

- behind 'the" other one. Sometimes one reader took the lead and read

mdependently and sometimes the other dld that (p- 447)

'ln; the'shared readlng situation then learmng to read is. an interactive,

‘Cooferatlve reading, as the label rmplles involved a sharing of the -

lnteractlve She sat on my ;ap and we both assumed roles and took turns

glve ‘and take affair’ that is strongly influenced by the’ socral context of

L

Learmng to read at home is usually non- competrtlve Holdaway.

,:(1979) in’ burldlng a case for the schools trylng to emulate ettectlve

learning envnronments found ln the home, suggested

L If we are to: avanl ourselves. of such vital learnlng energy, the most_
important insight we must carry over into the school from these

models - is . that  cultural learnings are non-competitive - they are -
~entered into to be like other people - to be significantly human - and
" they have .nothing -at - all to. do wrth excludrng for the purposes of .

; personal power (p 64) g

'Meek (1982) alluded to thls non competmve aspect of learnmg to read at.

"-}I“rj‘approach =~to what adults naturally do (p 27) That lS the chrlds

Readmg. and learnmg to read then are affected by the contexts m

'petencles are accepted tor what they are and there lS no desrre to

e mpete wrth some external standard v L ~ - '_‘, L

' ‘which they occur Substantwe drfferences \seem to be’ evndenced between_
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. learning to read at home and learning to read in .‘schbol;"':"'\"

, more rndlvlduals and consquently

v‘l
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The classroom context unlrke that of the home\ lS made up ot many
(many more relatronshrps Research hast '
shown that teachers relate drtferently to Iow and hrgh achlevers Allrngton

(1978) rn a study of twenty pnmary classrooms found that there were

‘ “dramatlc differences” between the teachers treatme t of high achrevlng

and, low ach evmg chrldren He tound that teachers (1) corrected poor'

N readers more than good readers; (2) corrected poor rea ers as soon as, the

errors were made but allowed - good readers to complete the unlt Zre

phrase or sen\ence) and (3) tended to provrde grapho phonlc cues tor poor j

)

“ readers but tended to provrde syntactrc/semantrc cues for good readers

Wy

Gumperz (1972) also Qund that teacher rnteractlons wrth slow
readers were " markedly dlfferent from interactions. with. better readers
Like ‘Allington, Gumperz found that wrth the slow readers demands forl
“precision " and exactrtude were evident; on the" other hand ‘wrth the
advanced greup approxlmatron was tolerated and the: atmosphere was much

i
more relaxed

‘ In the srtuatlons descnbed above readmg for the poorer readers had
a radlcally drftg'ent meamng than it had for the more “advanced readers
When teachers mteracted with . the low. achlevrng chlldren they portrayed
readlng as a: precrse analytrcal process wherem the reader pays attentron .
to the mlnutrae of pr ,'tf'-‘m a. stnct\no nonsense manner On the other hand
when the same teachers rnteracted wrth hrgher achuevmg chrldrén they

portrayed readlng as a more holrstlc process wherem approxrmatlon was

tolerated and whrch took place m a relaxed atmosphere ﬂi
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wuthrn thls classroom readlng was portrayed as a process of follownng
procedUres Tha‘t is, students were . grven the message that to tmd an .

ll‘\
f

answer to a questlon one srmply had to fmd the appropnate line of text (p

14) lmpllclt m such a connotatlon are the notions that meanmg exusts o

exclusnvely in the text and that readlng is a retther passuve process in

whlch the partlapants only task is to decode prlnﬁ’wand that the teacher is

the controller ot how readmg shall be executed

o, Bloome (1981) also tound that students tended to equate readlng

.\

3 wlth patterns ot soc:al behavrour and used these to therr advantage =

RN . .l
o should also be noted that several students in the class are

"masking"” reading. They -are "faking” it. They .follow the -required- - :

- "visible". behaviour 'of looking at the book and flipping pages, having.
‘the approptiate postural behaviour and so forth but they are often on

- the wrong .page ‘and have only. a minimal idea about what- the
vtlns)tructronal task lS or what the approprrate answer mlght be (p o

14 ‘ :

heading’in th‘is"“ classroom |was not a construction of meaning through the

mteractlon of reaqers
set ot behavnours that students followed in many cases to avond readmg

‘, Wlthm schools learning : to read’ is a hlghly competltlve atfarr
McDermott (1978) suggested this competrtlon is exaggerated by“
tradltional ablllty grouplng practlces but he tound that, even wrthm the‘f‘

"bottom group one Chlld can often be heard accusrng another otA not beung‘

1‘ able to read Holdaway (1979) also commented on the competmve nature“g‘:

—

of schoolrng

School tends to be an’ agency through Wthh chuldren frnd out verylf

- rapidly -how' they. rank. 'ﬁ'us may be a useful service at the. end oftan’- ..
Yo educational process’ but it has no. placé in“the’ infant room. Literacy .
u;should be regarded like. oracy as a necessary human-skill, and any. -

" influenée - which- serlously violates - the. nghts ot lndlvrdual people to‘ o
Ry gbecome lrterate should be remowed (p 169) B K

"L"" o

‘7"3:Cochran Smrth (1984) provrded a. very dlfferent descnptlon of'-“'i“.‘-\j}

readlng as lt occurred |n a nursery school settrng She suggested that m:i.ﬁ-

d texts rather ‘it was a set of procedures and a‘ e
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thrs context story readings were "located wrthtn adult chrld socral‘

|nteract|ons in thCh both adult readers and ~child. lrsteners played very"

actrve verbal roles She also observed that "‘the story texts were never

. sumply read to the chlldren nor. did the chrldren respond as. passrvelu

Irsteners or partrcrpants vta rrtdallzed responses (p 225). Rather, she,‘

concluded that meamngs were negotlated between adult reader and child |

Irstener She outlrned how thrs was achreved

-

necessary to establtsh "trusting relatrons He deflned trustlng relatlons |
‘ as a crucral subset of the workang agreements people use to make sense‘ '

of each other (p 199) He elaborated that successtul teachlng depends on

'between books and’ chrldren ,
make sense of texts (y ‘signalling them to use of using for them
knowledge as they interprete parts of

the nursery school storK reader was essentnally medlatlng
e instructed her listeners in how to

various kinds ".of worl

storybook texts. Within story reading interactions, the storyreader
also guided: the children in _ways to use book knowledge in their

lives. In this, way the storyreader provided a context for the reading.
. of decontextualized prifit.” That is, she essentially transformed the

usually,. internalized, automatlc and one-sided reading . process of

‘many literate- adults into an’ outwardly explicit, gra ual and 'Jornt,
ore
transrtron‘

sense - building ‘process. ' In this "particutar ‘commumty there
nursery. ?chool group - storyreadrng servéd as a key to the
‘from ora to wrltten language (p. 226) ‘

knowrng "where a person is comrng from or where a persons head is at" (p.

201)

"Fallure to recogmze the necessnty ot establ shmg trus trng_.

relatlons he contrnued could have several possrble results One as that

chrldren srmply don't Irsten and the teacher spends most ot the ttme‘

controllrng "'behavrour problems (p 206) A second possrbulrty is that the.

-

: ‘McDermott (1977) belreved that for Iearnmg to'.occur in school |t is

teacher marntarns control authonatwely but teaches a phantom Iesson :

to what m effect lS a non-exrstent audtence that lS although the chrldren‘v.,
‘are physrcally present they do not partrcrpate rn nor do they learn from
the lesson (p 206) McDermott of course was not refe@pg s"

learnmg to read' however he concluded that "the successful acqursrtron ol o

f)

cmcally to |
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o

llteracy depends on the achtevement of trustmg relatlons (p 208)
© .. The recognmon of the lmportance of _social context in readmg and
learnlng to read has led to attempts to deflne the- type ot classroom

‘ ;‘context where Ilteracy development is enhanced Slaughter et al (1985),
“ descnbed such a context SR ,_‘ e “ T
e
In classroom envrronments that are’ conducrve to Itteracy learning,
- one frequently observes students. initiating literacy activities for '+
s "their own exploration ' and -enjoyment. This occurs in supportive .
settings whete ' children are. encouraied to - experiment with
different kinds of literacy events, risk taking is encouraged in.the
learning process, there is a print rich - environment and Peer support
is allowed and facilitated. .. .. Children need to be able to practice
literacy in social settlngs supportlve of. functlonal and purposeful '
" uses of lateraCy (P 28) , ) -

1

4 [ .
[ h a, ‘ . e w

FRAMEWORK FOR THE STUDY o

’ noot

N The teachmg of readtng may be vrewed as a medtated actuvuty wnt}hln..uv-

- a social context .The naturet of ' shared btg book expe’rlences wull‘ be‘
"descnbed within thls framework Whtle Feuerstems model provlded a basus
‘gfor understandtng the . factors wrthin a medlated learmng experuence ‘:%_.‘
‘»research on. emergent llteracy ( Bratlsford 1985 Hayden1985 ) has shown‘:,“."’_‘-
‘ Ithat fmer dtst“lencttons must be made wnthtn the tramework :n erder to . }' .
| ,capture the detalls ot what occurs between medtators and leamers as the:;“

Iatter are lnmated tnto the w0rld of readlng "T ht.ls research by Brallstord

'_"(1985), Doake (1981) Hayden (1985) and, others‘ wrll’,t'_j' consadered as a set

R ..\\.‘ g
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".researchers W|Il be wetghed in attempting to conceptualize how chlldren in-.

grade one expernence big books Coo S L
o CONCLUSION

Learnmg to: read has . trequently been v:ewed as essentnally a matter

'.'ot Iearnnng a set of 1so|ated skrlls The evndence of how chlldren Iearn to[“,

‘read’ prlgr to commg to sohool does ‘not support this vtew However the“
,socxal contexts of home and school are not equtvalent anq the fmdings trom‘

| ‘the former cannot be automatlcally transtered to”, the Iatter Research |s'f

'

needed to descrtbe the school context m whtch btg boOks are shared by o

\ ' . v I‘
. . i

S teachers wrth chlldren ‘. i ‘ - R
‘ ' X R "
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" . CHAPTER Il
RESEARCH METHODOLOGY |
INTRODUCTION _
The overall ghidiﬁg question in this study was "What is the nature of
thé interéctions, both cognitive " and social, through which big books are
] ! '
sharedT?T: The traditional type of. research design (experimental and
quasi-experimental) was not amenable to providing answers to this
questioh; Instead it was deemed necessary to become an observer (and to a
less8r extent, a participant) in the social context within which the sharing
of big books ‘occurred. ‘Thus, this research’ is in keeping with the
sentiments of researchers in the field of reading in recent years.

Ovefr, the past two decades, there have been repeated calls from
researchars'. and theori‘sts within the reading.. field for the use of
alternatives ‘to the ._'tra'ditional statistical research methodologies” in
investigations into learning/teaching of reading. More than a decade ago.
Farr and Weintfaub, in an editorial in the Reading Research Quarterly
lamented what they termed the "me(uodological incarceration” of reading
research. They elaborated : -

A ‘ . ~
We are sorely in need of research designs and new approaches that
allow variables to emerge. from the situation being studied that
admit to a lack of answers and even to a lack of questions, that
allow for study in a natural setting, and that provide for the
researchers' biases as well as alternate interpretations. Such
-inquiry approaches are available in other disciplines. Reading
. reseaschers need to identify and explore these alternate
methodologies. The development and adaptation of such
methodologies can best be fostered if researchers will spend more

“time worrying ‘about the issues and the problems in the reading field
and then locating and developing methodologies ‘as well as totally

- new . approaches that will . help them study those issues. The . -

-~ methodologies should be a. natural extension of the' mental inquiry
the researcher has engaged in; they should allow researchers to
study 'phenomena in the natural setting;- and most important, " they
should allow issues to enterge as:they are 'studied (Farr and -
Weintraub, 1974, no page available). - ~ . o .

. - B .o . B v
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in reading must take Kint_o‘ account the socio-c&ural contexts in which

. . 40

One of the chiet criticlsrﬁs of traditidnal research designs has been

the lack of "eco(ogical vali'dit)‘/"n‘associated with such designs (Hewaeitt,
1982; Karnil, 1984; Venezky, 1984). As Venezky pointed out, the problem
of ecological validity was raised by Qattel, A pioneer researcher in the
field of readtng.. a century ago, who sdggested that " the conditidns of the '
experiment places the _suejects in an abnormal condition” ,(/Cattel,1886,
p.63). Heweitt (1982):argu'edvthat the development of theoretical pesitions
reading occurs, . |
Closely associated. with  the issue  of eco|ogic‘al validity is the -
concern with .relevancy of research ‘to reading instructtcnl,\ Tovey and.

Kerber (1986) expressed such a concern,

, Merely reporting sngnlticant/nonstgnmcant drtterences does not
provr e teachers the specific information they need to improve
© Instruction. Reading teachers seemingly need more descrrptrve mput

(P 133

Langer (1985) called for more in situ research " if we hope to makel an
impact'on’the‘quality of teaching and learning - (p. 117). Mehan (1979}

similarly assessed the need for qualitative research, sdggesting_ "we need

. research strategies that examine the living process otedpcation that

occurs within classrooms"(p 10). That there is a need for qualitative
research to complement-tradltronal research, desrgns in answerrng the
myriad of" quest:ons relatung to readmg seems axiomatic. ‘
THE SIG}UFICANCE OF QUALITATIVE RESEARCH -
Bogdan and B;k/en (1982) defmed qualutatrve research as havrng "t

‘natural settmg as/{he direct source of data and the researcher as the key

instrument” 27) They conceded that varlous etectronlc and/or
mechamcal, equrpment ‘may be used in data collectron but msrsted that -

"even when such equrpment rs used /. .-the data rs collected on the

CN
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premiseé and :supplemented Dby the unde‘fstanding that is gaihed on

-Iocati(_)n".‘. They further {gued that "mechanically [ecofded mét@rials‘ are
» reviewed in ' their qntir’ety" (p.27). . y

Fiecently,'the‘fe has been considerable phiiosophical ‘.debate as to

what Cjualitative research entails, for as‘l Lincoln and Guba (1985) pbint

out, there a.re’ a number’ of '"aliases for the tgfm, including

"postpositivistic”; "ethﬁographic", and. “phenomehologicai"l‘ "Adhérents,\to

these various Schoolst of thought have vasious A‘predel,iictio'ns as to ”\:Nhét

"method"v' one iIs to use in order'to do dﬁalitaﬁve - res‘éérch'.:“Lipcoip and

Guba however maintain that such research is not defined "at the level of
o e e

method but at the level of paradigm® (p.250). Owens (198‘é) has argued t‘hat'- .

fundamental to this paradigm

is the view that the real view that we encounter "out ‘there" is _such
a dynamic system that all of the parts are so interrelated that one
part inevitably influences the other parts.” To undersfand the reality
of the world requires acceptance of the notion that the parts cannot
. be separated bit by bit, for careful examination without distorting
the system' that. one seeks to understand. The parts = must be
examined as best as possible in“the context of the whole (p.6).

N

'He stipulated that in .Such inquiries, th'e~r_‘esearcher‘,sh\ould

- (1) employ direct ' contact between investigators -and adtors in the

situation as a means, of collgcting data, (2) use emergent strategies
to design the study rather than a priori specification, ((3) develop

categories from the examination of the ‘data ..themselves after
. collection and (4) do- not attempt to genera]ize the findings to a' ..

y (-6).

‘universe beyond that bounded by the stu

N

'Since. the primary aim of this” study. was tohdéscribe'and\ihtefpret."-

\

~what occurred within big book .experiences ‘in ‘clasﬁé‘rqus, Ath'e,.‘qu‘glit‘\ative

‘paradigm  was chdsen'the‘reby ‘enhancing ecdlogical \/“alidity'jéri'd relevance
to: instruction. As - well,- the immersion ‘in- the classfoom . contexts . '

permitted a_deeper understanding of the character of big book experiehces k

K Lt . . J . . . . ) \\‘.‘:" .ot ', X - . ’
-as they evolved: ‘over. time.. In -conducting ‘this research, the- guidelines
‘below were followed." : =~ . . ' N |

-

N
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Accordmg to Lrncoln and Guba (1985) “no -inqulry‘ regardless ot
whtch paradrgm may gurde it can be conducted in the absence ot a tocus "

(p\ 226) Bogdan and Biklen (1982) in a slmllar vein, stated !

Whether stated or. not all research rs gurded by some theoretlcal
- base and researchers use it to help, collect and analyze data. Theory
‘helps ‘data cohere and enables research to go beyond an aimless
unsystemattc piling up ot accounts (p 30). ,
McMillan and Schumacher (1984) proposed that qualitative research be'gins:‘ ,
; '\}vi\th "foreshadowed ' problems” which: they defined as "broadly phr'ased‘

. .questions about.'the setting ". They ’elabor‘ated that included woul'd b'e
questions' "about what_ happens why it happens and how it happens {p.
311). o )

Pnor to the commencement of tteldwork a series of broadly based ‘
questtons was generated to gurde the- research in this manner These .
questions whtch are Irsted in Appendix A were grouped under the tollowrng
headtngs: : - ) |

-interactions within teacher chrld dyadlc retationships

”-mtera_ctrons' within a’ teacher.-,whole group ‘situation

-interactions ‘within a '_teacher-highllovy ac'hlevi'ng |

student relationsh'ips. o
in Lincdln and Guba's terms, these questrons served as a tocus not a
‘constramt As the study progressed there was consrderable modltucatron .

\

‘vdeletton and addmon » x o ‘
R Bogdan and Brklen (1982) conceptualrzed ‘the general desrgn of -

qualrtatrve research as a tunnel

The Start of the study lS the wrde end the researchers scout for,

possrble places " and peoEle that might be the subject or the data,

nd the,locatior” they ' thin they want to study 4nd then cast a net .
: wrdely trymg 10 1udge the leasrbrltty of the ‘site or data source for

. ~ N
. 3 . .'\_ R .
{ N3 o R l'n,,,
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their purpose (p 59)

<
‘ This metaphor aptty descrtbes the process used ‘in thrs study ln order to

provide intormatlon on the~studys focal questton various plans regardlng

‘the number of teachers to be rnvolved were entertained These ‘ranged |
from a one class pertod survey of about twenty teachers to a study over
one semester ct a srngle teacher. T he eventual decusnon was to study two a
teachers over a semester The ratronale for this decision was based on, a,
number of - consrderatrons it vyas possnble t t shared big book expertences
\ may have constttuted a cycle that ‘would not have been ‘brought to closure
in: a smgle sesston.l Interacttons could cong tvably have changed over time

.and this‘would‘be b'rought' 10 ‘Ilight it~the two vclassrooms\ ,were observed

: over a longer time period... € fmore, "by observing only twc ‘classrooms .
the researoher in. the words of Guthrle and. Hall (1984) would be able to
rmmerse htmselt into the darly lives of the process being studied
trymg to learn thelr ways ot behavmg and organrzmg their world ™ (p. 96).

.Also observrng two teachers over a pertod of time would allow for the"'

‘ teachers and students to become less sensitive to the presence ot the

.recordmg mstruments and the researcher A factor in choosmg two

teachers as opposed to cne was the " secunty and probabrltty ot strll havrng

at least one classroom to observe should one teacher decrde to drop out of

~ the study. o ,' 7 L -
| In August and early September 1985 fellow graduate students \v
4,_language arts ccnsultants practrcum assocrates and readmg specralrsts'~
were consulted to |dent|fy grade one teaehers who were usrng brg books as‘
'an mtegral part of therr readlng program Erght such teachers were?v
. ”subsequently tdenttfred - P L
Formal permrssron to conduct the study was frrst obtarned from the~ '

“".School Board whrch was: located in a. large urban area. The prnncnpals of."

i
. Lo i a . .
t U o W ¢
\ . .

S
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the erght schools were: contacted to, get therr permlsston to talk to the

. 'teachers in, order to describe the purpose and nature of the study and t0:
r Y

,seek their cooperatron in partrcrpatlng

N ing the F :

| Three 'of the teachers ' contacte”d‘ indicated at the time “of,
:telephonmg, that they did not wrsh to partlcrpate |n' the study for ‘a variety
of reasons The other tlve teachers nndlcated rnat they were lnterested at
Ieast tentatrvely and the researcher made an apporntment to visit each ot

them . to descrlbe ‘the Study more tully and to dlSCUSS wrth them the 5.

. parameters ' of their part|c1pat|on

Durrng the . rnmal vrsnts one teacher decided, after’ turther thought
| that»she drd n0t wrsh to partrcrpate The other four, howeVer were stilt
mterested in partrcrpatrng in the study.: At this point: lt was deched to

select two of the four’ teachers S ": ST TN S

Two of the teachers - Mrs Anthony and Mrs Wrndsor,-. seemed to '
share many common characterrsttcs Durlng mrtrat conversatlons w1th '

Fthem they artrculated srmrlar phrlosophles of usrng brg books They both‘; _.‘-
worked |n self contarned grade one classrooms wrtlt a mrxed ethnlc
. student. populatron They both had access to approxlmately the same
:quantrty of, brg books The schools rn whrch they taught were ot srmilar

",srze rn terms ot student popula __on and both were located in: suburban o

K
b

'areas exhrbmng srmllar demographlcs and socroeconomrc strata Thus lt :
'_was decuded“thht these two retattvely homogeneous contexts would

.‘-Vprovrde a. srgn" 'cantly ’large ‘data pool "5 SRR r o 1;

After the two teachers had been decrded upon permrssron was then
.sought from the parents of the 'chrldren tnvolved tor the data collectron to
. ‘proceed A ]etter explammg the nature of the study talqng wmth a release

" form grantrng the researcher permrssron to vrdeotape the chlldren were ;‘;"{

S o
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.

- collectron began ‘The researcher observeo‘ Mrs Anthonys class -from

< \
¥ o

sent to’ the parents (See Appendrx B .and C) While. ‘Waiting for the .

oy ) 5 . - - . . : ‘ . . .. B ‘, "‘:. . = . \\:45 .

permrssron lorms\to be- returned by the parents the researcher vrsrted

each of the classrooms on ‘several occasions. Dunng the rnltlal visit, each

' teacher mtroduced the researcher to the chrldren and lntormed them that

he would be vrsrting the classroom durmg the cornrng weeks Subsequently,
one hall ‘day was spent in each classssroom where the researchers role
was that of an q.bserver Durrng each of these vrsrts, ltlme was spent wrth
" the teachers dlscussmg the study, the chrldren and the partlcular school
settlng ln a further attempt to desensrtrze the chrldren and teacher )to the
researchers presence,. the vrdeotapmg equrpment was set up. and operated
for a halt day wrthout the researcher actually collectrng the data |
" DATACOLLECTION = ‘

" ' \ »

»f "By mid-October, -consent forms had been retu’rned and‘formal data

4

: approxrmately 100 pm to 330 p.m. on Monday and Tuesday and MTs

Windsor's class from 9:00 a m. to, 12 00 a m on Wednesday and Thursday

anese trmes were arranged accordmg to teacher preference and this

/

\

schedule was lollowed over the course of the data collectro\( S o
prior to the

: 55 T The researcher arrrved at each school at least ‘one h

) commenéement -of the sessron |n order to set up and test the vrdeotapmg

equrpment before the chrldren arrrved |n the classroom On most of these

cccasmns, the researcher had the opportunrty to converse mformally wrth

-

The manner rn whrch data were collected was as foIIows

;- s . N
s . L . . ¢
. ) N ' 8 T :7 K o I

SRS " "~“ I ty L N 3 ¢

Bogdan and Bllken (1982) descnbed the role fof the partrcrpant

3

observer

:;X'j, "y

f;j,upcomlng* sessron RN M 3 S e

,',t;the teachers Qurte frequently they brrefly descrrbed therr plans for the |



46 |

ln one way researchers 1orn the subLects but 'in another way they
remain detached. They unobtrusively keep a written -record o
happens” as well as: collect other forms of descriptive data.' They
attempt to learn from the subjects but not necessarily be |lke the
sub{ects They may . participate in_these activities but on'a more

~ “limited basis and they do ‘not compete for prestlge or status (p 119)

.
—_—

Guthrie and . Hall (1984) saw the role of partncnpant observer asta

A

continuum‘ rangtng from "non partrcrpant observatlon in" which the'v‘.

, researcher ‘merely - observes to real participant- observatlon in whlch the

what

researcher assumes the role of teachers ald or helper l(p 96) For the

majonty ot time. spent in the classrooms the researchers role was that

~of non partlc?ﬁant observer However the role fluctuated from time to

ttme on the contlnuum descrrbed by Guthrle and. Hall To remain a non .

B partucupant observer in grade one classrooms with more than twenty
| exuberant chlldren is a dttttcult task and the researcher qurckly found
‘,‘hlmself belng used as a resource person in that Inleldual chlldren would..
approach the searcher and request the spelllhg of a partrcular word - or

the ldentmcatron of a word wuth which ‘he or she was havmg dlfltculty

Care was taken to simply provrde the rntormatron requested and not engage

in strategy lessons since the researcher dld not wrsh to prowde the N

.- children wrth strategles Wthh may not have been. tn keeplng wrth those
. taught by the teacher As wgll the researcher drd not wrsh to provude
"Lchlldren wuth strategles “which they could concewably subsequently use
" ', and thus mfluence the data For although the researcher reahzed that hls,
- 'mere presence mtluenced behavrour every attempt was made to keep such
‘b;'lnfluence at a. mlnlmal Bogdan and Brklen (1982) spoke to the |ssue of

observer effect but suggested that almost all research IS conlounded by

&

’fv

: ,,f'.thts problem & (p 43) } ,-1 e _~ o Co J: . a T

" i B . o ol Lo A L O
e oo et : . Lo . A . F

' McMillan. ‘and -Schumacher '(1984)  suggested that “fieldnotes are

Fid
N
'

.




wrttten whtle the observer is im the tteld as the events occur . "(p 319) o

The researcher in the fleldnotes followed as closely as possuble the
advtce of Bogdan and Blklen (1982) that ‘@ “ ‘ |

The qualltatlve research approach demands that the\ﬂworld be .
approached = with the -assumption: that nothing is trivial, . that
“everything has the potential of being a clue which might unlock a
more comprehensrve understandrng ot what is bemg stu ted (p. 28) ‘

ttr’ .

Illn an attempt to' mmtmlze the mﬂuence whtch notetakmg had on the
"';;n‘.chtldren and‘ the teachers the researcher explalned to them pnor to the
3 :»"data colledtlonv that he would be taking rBtes and brlefly descrrbed thetrv'“‘
,‘;.'_tunctton As well every ettort was made to keep thts actlvrty as dlscreteh |
" as possrble wrthout appearlng to be clandesttne e R |
R Several types of data were recorded through the tteldnotes They .

-were used to recor the ebb and ﬂow ot events wrthm the sessnons as the‘

,achrldren and teacher oved back and forth bet@een readmg/rereadnng of
'the various’ books and actrvmes related to them Thls mcluded the time ke
Iparameters of each actrvrty and each readrng Any behavtour which
. 'appeared o be tdrosyncratlc or unique was noted An attempt was made tol:
T"_descnbe the general atmosphere of the context For example if a Chlld or n
\ ohrldren appeared conlused or dtstnterested thlS was noted Behavnors :
Whtch the researcher felt were out of the range ot the vudeo equrpment
were recorded Flnally, the brblrographtc tnformatlon and the physuCaI
format of the books used were' noted . ' -
_'T'.Guthne and Hall (1984) advocat@d the use - of audro and/or audto

L
b

wsual equrpment on the basrs that "the reSearcher us able to examme thej“

behavnours thoroughly and repeatedly (p 95) They went on to defend the )

s

use qf;:"such equrpment by;"argurng that socnal mteractron rs so complex“

"’t'f""“éany on the $po
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?concerns artlculated by Guthne and Hall were factors |n the decrston to
vrdeotape the shared ‘big bpok experlences ln addltton to aIlownng ther -
‘researcher to examlne the data repeatedly |t also allowed the' researcher
to have peers check hrs descnptlons and mterpretatlons of the blg book
‘experlences a S R ‘- ‘

| ‘A second factor lntluencmg the decnsron to. utlllze vndeotaplng was
'the desrre to capture lmportant non- verbal behaviours such as polntlng to
prrnt and pomtrng to |l|ustrat|ons dunng the actual readtng of big books In
addltlon the vrdeotaped data would complement the lleldnotes and. both
.together would provrde a composrte ptcture of the classroom context
| ‘ | Two tnpod mounted vndeo cameras each wrth its own vrdeo cassette
' recorder were used One of the cameras was focused on the teacher and the
the text belng read or on the teacher and the print belng dlscussed in the
_case of related, actrvmes The ‘other camera was focused on the chrldren

Each of the cameras had an extendable mlcrophone ln addmon an

omnledlrectlonal PZM mlcrophone was placed in etther the center ot the
‘classroom when ‘the children. sat . in thelr desks or. on the floor in the
center of the group when the chlldren sat en the. floor The vrdeocassette )
‘recorders had. an audlo mrxmg capabrllty allowmg the srmultaneous
lrecordlng of the srgnal from the PZM mlcrophone and from the mlcrophone

”rattached t0 the camera T I . X

e o—-

At the begmnlng ot each blg book experience both vldeocassette
*recorders were actrvated and left to run The. researcher then sat at an

‘appropnate vantage pomt to record on the spot observatlons ln the

fleldnotes B L DI R ’ 't ‘

Dunng the observatronal penod a total ot 10 hours ot vrdeotape e

', was recorded m Mrs Anthonys class and a total of 12 hours was recorded K
L Ve, _r‘ . ‘:'gr-@\‘,ﬁ: . IR} . .
| m Mrs Wmdsors class e T

{ f
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) Guthne and Hall (1984) and Mchllan and Schmacher (1984) among a
. number of wrlters recommended that the researcher engaged ‘inr
| qualltatlve research keep a 1ournal or, dlaryh T hey stressed that entries be
. written up as soon as possrble after the researcher Ieft the field. As

Guthrle and Hall pomted out, a 1ournal provrdes an addmonal "check" on“
g

\,the other data and has the’ advantage of bemg relatlvely free from thef

‘ reconstructron ot memory, havrng been wntten close {o the expenence" (p
“9‘8)’.‘ T T TP RTE

Each day upon returnmg home from the schools 1ournal entnes were"

written. lncluded were the researchers lmpressmns of what haqf:\”\

.transprred on a partlcular day, descnptlons of unlque or unexpected[v‘

'occurrences and recollectlons of. conversatlons wrth tthe teachers and

chrldren The fleldnotes of the day were usually revrewed and observatlons ;

made in the fleld tnggered further recollectlon When srgnlflcant tssues'

,whlch seemed to be related to the study were dlscussed in conversatnons

l;l"

‘wnh peers they were also noted ‘in the journal In addltron personal

,qv

gfeelmgs about the research were also recorded R

28

. After the vrdeotaplng had been completed the researcher ceturned
| to each of the schools to rntervrew the teachers and six. chnldren from each o
"vx_;of the classrooms Each of the mtervrews was seml structured;‘ (Guthne
"f:'-. .and Hall 198,4 p96) Whtch essentially meant that although the researcher )
.""f’had complled a set of questlons rn advance to gurde tHe mtervrew they

; f‘_*were not ngrdly adhered to and other toplcs and Ieads ‘were phrsued dunng

. ' ll .

thert nntervrews g

..

".3'§and academlc background and thelr perceptions of the use of brg books m ;__‘

*

| \..'.J

The lntervrews wrth the teachers centered around thelr professronal ; .
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thelr readmg programs Wlth the chrldren the mtervrews centered around,
thelr perceptlons of readmg in general as well as thelr perceptlons of big
books Three hrgh achlevmg students and three Iow achrevrng students'
were rntervrewed trom each class to. see whether there were drtterences '

lvand/or srmllarltres in th%!perceptrons of these groups er mounted'

\g some form of readlng or wrltrng were ;1

photographs each depl
presented to the chrldren durrng the rntervrew Through questronrng, the
chrldren were prompted to. respond to the readlng/wrltlng event captured
in each of the photographs (The photographs are descrrbed in Appendlx D)
| | OVer the course ol‘ the data collectron .the researcher had nurnerous‘ '
| conversations wrth Mrs Anthony and Mrs Wmdsor and a large number of |
chlldren Although these conversatlons were not construed as mtervrews
m the formal sense, much pertrnent data emerged trom such conversatrons
: and they were seen as, parallel wrth and supplementary to the more zformal\:
lntervrews A T RN A |
Lo There were two purposes for usrng a rating scale Frrst ot all, the |
'fresearcher wanted to ascertaln whether teachers rnteracted more
frequently with chlldren percerved as- belng hrgh achrevers than they dld~
- wrth chrldren percerved as. belng low achrevers |n terms of readlng‘ h
development |n shared blg book experrences Research ln tradmonal
‘, classroon’rs (eg Johnson and Wrnograd 1983) has shown thrs is the case"

Secondly ,rthe researcher wanted to. ensure that he zeroed |n on both hrgh-“'

‘.‘-‘lw.y_. 1"}"

acgregtrlg and low achrevrng chrldren through observatron As well he‘:

wanted to rntervrew both hrgh achrevrng and low achrevlng chlldren at the.‘lj"
fi conclusron of vldeotaprng Ch ‘ L |

Each teacher rated her chrldren ~on .a - five l"\v"pointjf_,v'l.'ikertf',: S
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-

The defrnltion of a reader wals, based on Lass (1983) work who

o consrdered as an mdependent reader one who ‘
ercelves hlmself as belng a ‘reader (b) has developed 'readmgr,
F stes, «(c). gets meaning . from 'printed sources, '(d). decodes some
“words' in ependently using phonic or. structural cues (perhaps in
.+ conjunction with context -to :read words- never - identified for -
.~ him/her) and (e) is ' able to read books lndependently wrthout‘ ‘
memorlzatron (p 09)~ . o ‘

ln delmeatmg the pomts on the leert scale the followmg characternstlcs

o

' |dent|fled by Lass were applued ‘ ‘ A “ L ' N

| ‘1 mdlcated the Chlld exhlbited all ot the charactenstlcs S |
5 rndncated the chlld exhlblted none, of the characterlstlcs | I} »
2 mdlcated the chrld exhrblted ISLU.L of the characterlstlcs of “,‘

| 'frwhlch aand g had to be lncluded | ‘ |
4 mdrcated the Chlld exhlblted only one of the charactenstlcs
1'3 was drscretlonary on the part of the teacher as beung betWeen

P and 4.

C ’lt was mltrally |ntended to have both teachers rank . the chrldren atkﬂ'*.
the beglnnlng of the study and at the mldpomt of’ the study smce it, was-“{ |
felt ‘that chrldrens knowledge may have changed over tlme Unfortunately“‘
Mrs Anthony only completed the rnmal rankrng m spnte of regular"‘“
remmders from the researcher Mrs Wmdsor ranked the chrldren at both",_h
pounts and the changes m ranklng were consrdered when the data was |
analyzed I "T}"“*w: A "5.;f - R o
B DATAANALYSIS R L
The bulk of the data for analysrs emerged from the verbatrrn,}t,"

" "
¥

transcnptrons of the vrdeota es and focused on the varrous mteractrons:




that had occurred wrthrn the classroom context The detmltton ot

S s

rnteractron was based on: Bloomes (1980) notton whlch he dettned as ""-'he‘

exchange of messages ‘or a. smgie tdea (p 9)” The researcher began to

‘ the mteractrons WhICh occurred m the classroom

. “were |dent|f|ed as message umts (Kontos p 10)

transcrrbe ,the vldeotapes atter the ttrst day of fteldwork and contnnued to o

transcnbe over the course’ ot ‘the study and into the subsequent months

'The vrdeotapes ytelded a total of 1211 pages ot verbattm ftranscnpttons of

VY
"

Upon completton of~ the transcrrptron the vrdeotapes from each

classroom were then vrewed agam in therr entrrety and the researcher N

A ¢

checked tor accuracy ot transcrtptron 'and hrghlrghted data whtch appeared

to be unusually stgnmcant The transcnbed datatwere then divtded |nto

)

. statements or questlons"' (p 10) Both verbal and 'non verbal behavuours

T

" It was; then necessary to devrse a category system wuthrn which the !

message units- would be mterpreted ln order to do. thtS the questrons that

had been generated to gulde the cotlectton -of data were revrewed and: the

11‘

"transcrlpts were reaq and reread to ‘detect ~patterns pt occurrmg

. behavroursr A lrst of behavlours were drawn up thCh appeared capable ot

| representmg the transcrrpt data ln order to check the comprehensubrhty

"of thrs set of behavreurs the transcrlpts were agam checked to see it all.

Fan

'"‘down process by Wthh behavrours ‘wete

.{jyrdenttfted and are as foltows_

data coutd be accounted tor by thts hst A total of 37 "behavrours were”‘

K,

..

: book experrences Consequently, the rnvbs;gator engaged m a narrowmg
¥

N

'

. message untts""Kontos (1981) detrned message untts as meantngful

G

ltsted whrch seemed to’ be unwneld)/ :;tn descnbmg the nature ot shared blg (-

grouped to represent vanous '

-

o

"jcategorres Eventuauy categorres oft‘mteractwe behavrours were
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A2.Teacher and children read
: ?i%v-cmldren read as a group
RY-Child reads alone

B1-Egho/mumble reaging
B2-Cbmpletion reading -

: C1—P’:rediction o
C2-Confirmation , .
C3-Specification

- C4-Elaboration
* CS5-Clarificatiorr

D1-Prediction
D2-Transcendence
D3-Elaboration
D4-Clarification
D5-Prompting/Cueing .
D6-Competency - :
'D7-Directions related to readin
D8-Acceptance/Confirmation.
D9-Non-acceptance/Non-confirmation -
D10-Establishment of meaning prior to meaning

" 9115$peciﬁcation : . o

“ E1 -Attention- to print

E2-Attention 'to graphophonic information
E3-Attention to illustrations

E4-Using booklike language
ES-Correction’ of miscues )

. " F1'H|gh prlni- aware ch"%‘aanmmnchosen : - i o

F2-Low print..aware child chosen

_ %1-Development/display,séhse of reading C . R
G2-Development/display sense‘of narrative
G3-Children's concepts ef big books ' SN
' N ) . - \ . . A N

ﬁ1-Tﬁc’her control - oUtsfde the léss,on

H2-Organizational routines - within the lesson
H3-Child ' initiated reading/activity .
~ H4-Requests _

)

" Within the shared big book experiences the teacher- usually _engaged
in- three types of éctivigiési sharing the big book, reading small books and
using-Ia‘ct'ivities.v'relatedmo the' big or small "book. Since it was felt that

oA - . ) o oo b
B s - . . 2.

“ o
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each ot‘ these had a slightly ditferent focus, the categories of behavmur,,
were tallied for each 'activ'ity. Because of the large number of behaviours
and categories it was decided to define each c'ategory set as they are being

described in Chapters IV, V, and VI.
validi | Reliabil

1

The category system may be said to include both construct and._
ecological vahdrty Construct vahdrty is claumed in_- the sense that the
categorres chosen were influenced by the literature "in- the. field, and
-ecological validity. is claimed since the_ cate'gori‘es .‘w‘e’r,‘er'chosen to-
represent. the béhaviours which actually occurred’ in the cla‘ssrdoms‘ during
the shared big book experiences, |

In addition, ,se’veralx”’techniques were utilized in order to‘avoi"d What‘
Owens (1982) referred to as "unreliable, biased or t.opinionated data "

} (p.tQ),. These techniques are: ~ .- _ I

Denzin‘ (1978)‘,' Lincoln and Guba (1‘985) and Owens (1982) identitied
triang‘ulation as -one means of enhancing the _credibility of qualitative“
research. Denzin suggested that tnangulation can take many forms but its
basic feature will be the combmatnon of two or more’ research strategues‘
|n the sthdy T (p. 30’8). The - use of the ,mul,tlphcnty of data,sources‘(l.e.
freldnotes v1deotapes investigator's journal mtervuews arld_ rat'ing»
scales) constltuted the use of- tnangulatron m thls study

_ Accordlng to meoln and Guba (1985) frdellty means the abuhty of
the mvestrgat‘brs later to reproduce exactly the data as they. become'
~evident to hrm or her in the field" (240). They suggested that clearly the’ .‘
. greatest frdehty can be obtanned usung audio or .video recordmgs (p.. 240)‘

Thrs researchers repeated vnewmg ot the vrdeotapes in con;unctlon wuth

"



" viewed p"ortions of .the videotapes and through  questioning and

' -suggestions, helped the researcher refrne hrs own thrnklng and to see

‘problems which’had not prevrously been |dentmed

- Inter- Reliabil

the other 'sources 'of data during analysis were seen as examples of the

utilization of this phenomenon. ‘ S o

The credlblhty of qualitative research is also enhanced through

"peer debrlefmg" (Lrncoln and. Guba 1985, p,308) or "peer consultation”

study, the researcher met wrth fellow graduate students to dialogue about -

the study Durlng these sessions, new questrons were raised,.

mterpretatlons were rehashed and sometimes refined, and new Ieads were

rnvestrgated.q‘ln addition, the supervisor of the study read all of the data,

AR

-

A second rater independently categorized 10%. ot the data according
to the system devised. Percentage of agreement was 90%..
| B SUMMARY o |

The nature of the overriding questions which guided this study

necessitated the use of - qualitative research' whereby shared big book .

' experiences m two grade one ctassrooms were observed over the course of .

a school term . Procedures were followed to- enhance the trustworthmess

of the - research and data analysrs proceeded from patterns and trends

| whrch emerged from the data, .

¢

'(Owens 1982 p 15). " At regular intervals during the various phases ot the L



Do o o . . J . ' " N -
, ‘ . o R e K ! ' . Cy ) \ AN

Lo R ¢ R N RN .
N "', ’ ‘4' ) ‘g" E

. CHAPTERIV .| o T T
{ " THE CONTEXT: FREEDOMS AND CONSTRAINTS .{' ,'

The main purpose ot thls study was to descnbe and rnterpret the

[
Vo

fmanner tn which b|g b0dk experlences unfolded |n two grade one

|

'classrooms it lS' furst necessary to- provrde a context tor thls descnption".

{ "
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L !

' N o H '
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" and rnterpretatlon Thns IS the mtent ol thls chapter

\ 3 . i | [ |
L / B . . " R . !
: DN [T [ -

\‘vSQn‘IDQW'l '('B.I!!Q[M.IQ!M)'_' R o Sl TR &~ i
N Rivervnew School’ lS located in a large relatlvely new housnng |
o 'development in suburban Edmonton The housnng deveIOplnent Is comprlsed
lvot a. talrly large concentratlon ot low—rlse appartments and townhouses in
| addmon to suburban single farmly homes The housmg dev’elopment lS home
to a large number of new |mm|grants to Canada and \the populatlon ‘of +
IrRlverwew School llke ‘the populatlon ot the housmg evelopment,'can\

perhaps be best descnbed as mlxed ethnnc ' ; E AN

4
S

' Five hundred 'children attend Riv‘erview School. It is rel'a"tively new .
L‘and- mcludes such ~amenities as a taid

ot audlo visual, equrpment and a gymn srum It contams 2 classrooms

well stocked lrbrary, a collectron

and has a, teachlng st ff of 27 five of wh are resource room teachers
S Mrsf'Anth'Ony"s"classroom was "dec,‘ ed with a variety . of pictures

and posters In addmon the alphabet and c arts contammg vanous items -

of prmt were dlsplayed on the walls. A’ assroom Ilbrary ontammg a

.representatlve sample .of chuldrens hterature

s located. in one corner A .

shelf on one wall of the classroom held a vane_ of resources includmg

collectton of teacher resource (le ldeas) boaks R
S The physrcal arrangement of this. classroom reflects a tradmonal

R ‘..' . L R ] - . .
. U 56 -
e * - . .
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‘orientation. Single student desks were arranged in_ rows t/aci'ng\ the
‘chalkboard wrth the teachers desk at «the front of the classroom The
children usually sat in their desks at the commencement of each sessron
| (i.e. after Iunch and after recess) and also when they were engaged in
mdependent actlvttres sych as’ wrltrng There was a tairly large, carpeted |
: open space at the back of the classroom whlch contained several easels
and lt was 'in thts area that many of the activrttes that compnsed Brg Book
. expenences were conducted. ., :
'II Childre |
| _ | There were. 23 chlldren m Mrs. Anthonys classroom They, l|ke the. ,
population of the school ‘in. general reflected a varrety of ethnnc orugms ‘
and a drverse range ot cultural and racral backgrounds Seven of the
chrldren were .pon- Caucasron Ethmc groups mcluded §’}sran o
Afro-Amencan Easﬂlndtan Metis, and Natlve _

' - The readtng development ot the chtldren waS\ qutte varred but may‘ K
: 'be consrdered typtcal of a grade one populatton At the begmmng ot the -
‘study, some chlldren were ldentlfred by the teacher as lndependent readers. )
‘whrle others were tdentltied as’ essentlally non- readers One chlld spent.
. part of the day in an E. S L. class five of the chlldren were repeatmg grade ‘
one. . b | : | |
) '. ; ‘ Mrs Anthony recerved her teacher tramrng at the Umversny of .
Albertat She was orlgmally a student rn the Faculty of Scrence but..?'
; transferred to the Faculty ot Educatron where she completed the Early:
?'Chrldhood Educatron program in the Department of Elementary Educatron S
fupon graduatton she taught kmdergarten tqr hve years and for the last'yv'

'_three years has taught grade one, - j-';; St N i{'

Mrs Anthony was orgmally rntroduced to Brg Books through*-,j“‘

Cetme o S s s
N v Y . Lty



' ‘.28 fnch bnstol board (8)

inservice sessuons offered by Marlene and Robert McCracken She has used
IBfg Books for two years She percelves herself to be a whole Ianguage "
teacher and constders BIg Books to' be an Integral part of her readfng
program Although Mrs. . Anthony used basal readers on’ occasson she -
suggested that she didn't use the basal series: m the "tradltlonal manner"
She explamed that she had "three or four” ba,sal series in her classroom I
‘and that lnstead of "domg a basal "story by story the chfldren read the
‘basals at thefr own pace. ‘, A - R
_ | FORMATS ACCESSIBILITY AND SELECTION OF BlCiBOOKS

| - The term "blg books possubly connotes to the reader, enlarged |
glossy, colorful books that are commercrally pubIIshed Few teachers can.
afford the quury of, purchasmg a suffrcrent number of such books and they"w
are forced to improvige. Thfs was true of Mrs. Anthony Her repertoire of "
| 27 Big Books mcIuded commercrally publlshed bIg books (7 those wntten"."
by the teacher and students on 12 mch by 20 rnch constructlon paper (5) -
those prlnted on sentence stnps (3) those pnnted on Iarge Iined sheets of"
language expenence paper (2) those pro;ected on a screen from an‘.;

,overhead projector (2) and those constructed by the teacher on 14 Inch by‘

.' . In addmon to dIffenng In physucal format the btg books also
dlffered in terms of. text genre Elght of the books used had a narratweww
‘I‘structure The rest were erther verse or song or patterned I%nguage books
- (Eg. Black Wltch Black Wrtch What do you see", I see a brown cat Iooking
; at’ me Brown Cat Brown Cat ) Mrs Anthony expressed her concer .' w:th

'j_what she percetved as a Iack of bIg books that had a narrattve structure‘“ :

Journal entry, November 4 Mrs Anthony mmated attconyersatton Q'
today about usmg blg books She expressed concer about the fact




' that many. oI the br books avallable do not have a good narratlve

.+ structure. Although she: acknowledged the need.to have children read

) books which contain repetitive and predictable langua e she felt
that chlldren also need- exposure to books wrnch have a‘'plo . _—

- " The selectron of blg books seemed to be entrrely the domarn of the
teacher as on no occasuon were. chrldren observed selectlng the books they
' wrshed to experlencer ‘To seme degree there was an attempt to select :
books accordrng to theme. For: example a HaIIowe en theme was evrdent ln “
many’ of the books chosen toward the end " of October Howeyer, books
outslde thls theme were also used at thrs time. ) D .‘ o |
' ORGANIZING THE BIG BOOK EXPERIENCE '

- An analysrs‘ of- the rnatenals used madex it necessary to dlstlngUISh a

t.

1

blg book expenence trom a shared blg book A snare_d_bjg_mgk_rs descnbed

as the tocus on»and development of. the prlnt/content of the story, verse or

! patterned Ianguage m Iarge prmt format A m_mgk_axgguﬂm_e_ lncludes a,
shared ‘big. book plus small books and reIated actrvuttes These actlvmes

VY

were desugned to extend the content |n some way or were related in the

sense that they were language actlvrtles These actlvmes lncluded

I‘ ( O {

predtctlng prtor to readrng, checklng the accuracy of predtctlons after

RN

readmg,.dlscussmg pnol' to and after readmg,,completrng cloze andu_‘j‘:'v-f

mimmal cue actlvmes after readung,sequencrng actrvntles recogmzmg
words in Isolatlen bralnstormtng, t and wntmg : whrch usually lnvolved
completlng patterns from the blg books In some lnstances, a brg book was
read one day and actuvrtles based upon the partlcular book were completed |
the followrng day In some rnstances the brg book experlence consrsted

‘only ot the\ actual readlng (sharlng) of the blg book

In a ] -structuredmterwew “With - Il?l"rsf'. Anthony, sébsequ,en_t- to "‘th;e} i

e
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data collectron portron of thus study. she drtterentrated between what she
;
saw as berng two purposes for’ usrng brg books She saw one overridrng

purpose ot teachmg> (eg development ot a. pamCular skrll)‘ she saw “tor )

Ih‘

tun as the other OVerndrng purpose T ‘f L .‘n,» ,j "

3

The observatlonal data revealed that these purposes were rndeed
Ad
actuallzed rn her classroom Wrthrn the teachrng purpoSe two tocr seemed

predomrnant text and prrnt When ‘text was the focus the teacher while

R

\ helplng chlldren construct meanrng of. the content also requrred attentron

"to the toxt (words and sentences) For example chlldren were requrred to

‘\

partrcrpate in the oral readrng of the text and mrscues were generally not

L]

tolerated When prmt was the tocus the chrldren were requrred to attend

" fo rsolated words and letters sound-symbol relatronshrps« and spellrng /_‘

1

'The ttrst purpose rdentrtred by Mrs Anthony- teachrng - dornrnated

' many of the brg book eXperrences However her two purposes were notr

R
mutually exclusrve for even when Mrs Anthonys overall purpose was'

n

DA

teachrng the fun aspect ot the readrng often permeated the experrence A

case in pomt was

where the chrldrens Pleasure

' | A
and enthusrasm was qurte obvrous even though the tgachers overall

1
purpose seemed_ fo be to teach the partlcular language pattern ot the text

Mrs Anthony a\ways seemed consdrous o usrng brg books for teachtng and

thrs rs perhaps best summahzed |n the November 4 entry of the rournal" :

IR She’ (Mrs Anthony) teels that she has done too many brg books She
... , . mentioned the number 20 and she-feels that she. i going too fast. . v
.. ~She suégested that the kids don't - ‘know the ".words'in the blg books"
and that she would - have to review. She remarked "What's t e pomt
m dorng brg books rf krds don't know the words rn them

| ’ th'e'sat;uence in whrch they were deVeloped
3 and the nature of related actrvrtres are shown |n Table 41 s ‘
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i day varled On October 15, two books were used whlle on October 22, flve‘\'

t‘,' " L ! . b E T
' L re 4

n‘were used On the other days .the number of books used fell wrthrn thrs'f-‘,

‘“‘range erteen of the btg books were used during the ftrst half of the

penod of observatloh (l e.. up to and mcludrng October 25) The decrease in 3

the number of brg books used could be related to Mrs Anthonys concern .

‘).

L about "gorng too fast" R " oo . VT e

usually became obvrous durrng the tapmg sessrons in that the chrldren

to a large majonty of the chrldren In thls case the books were consrdered

‘. Included amongst these were books wntten cooperatrvely by the students r

&

unfamllrar books were mterspersed Vet SRR ‘;

occurred across days when the researcher was not present

The famrllanty and unfamrlranty of the b|g books to the chrldren f

r i

would tell the teacher |f a partrcular book was farmlrar to them On other

occasrons the teacher would remark to' the chrldren that they hﬁd "done""a ‘
partlcular book in krndergarten ln rnstances where this drd not happen the ;,‘{»f

teacher was asked after the taprng sessron whether a partrcular bodk was

famrllar or unfamnhar to the chrldrent Of course m some rnstanr:es book'l'

were famlllar to mdwrdual chlldren or to several chrldren but unfamrlrar‘

unfamrlrar Of the 27 books used 15 were famlltar to the students
and the teacher There was no, partlcular pattern as’ to when famrlrar
versus unfamrlrar books appeared over trme except that both famrlrar and

vt

On four occasmns - a big book experrence extended beyond a smgle

class penod or a partrcular day Ln_a_Qar_k_QaLk_ﬂQ_Q_d_was used on October i "‘;:.
15 and October 22 wnat_Qag_Y_Q_u_Sae_._ on October 21 22 and 28 Im&_r_s
v on October 21 and October 22 and LLtke_I_ms_BQ_Q_k

on Qovember 4 and 12 Three of these occasrons occurred wuthrn the frrSt

four days of observatnon suggestmg a "tarlrng off" of thls phenomenon asf

the term progressed Howev r rt ,‘ s':' possrble that btg book experrence

- . ".
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-, Of the 27 btg books thlrteen were followed by related actlvmes "
Four ot these thurteen books were famtllar Of the tourteen books that
were not accompanled by related actlvmes twelve were tamiliar. This
suggests that tam|llar|ty/untam|llarlty were factors mtluenctné the?‘i"

4

the books whlch were accompanled by related actlvmes were patterned
books two were verse and two were narratlves Thts suggests that text
genre was also a tactor whlch mlluenced the decusnon to’ mclude related
| acttvutles in the: blg book experlence | " |

The most common organtzatlonal pattern (7' out ot 14) ot the big

'\

decislon to mclude related actlvmes in the blg book expenence Nine of ' '

book expenence was to read 'the.. blg book (wrth the chlldren) first and then - “

follow |t wtth an actn/ty (Eg I_e_e_ny_{my_\ALQ_m_an ) Other patterns -

lncluded"completlng an actlvrty,, readlng the b|g book and completlng

x

another actwuty (Eg October 21) ompletlng an

actlvnty tlrst and then readlng the blg book (Eg M_Ea[meL_an_d_[ng_S_}smk

N‘ovember 12), and readrng the blg book flrst and followmg it wnth two

y actlvmes (Eg ln_A_QaLls._QaLls_lALm.d. October 21) Ly \

Related actwntnes were used oh each of the days of observatron

suggestlng that for Mrs Anthony, related actwmes seem to be an mherent

. of big book expenences &) R |
ISR S HPARTICIPANTS AND THE BlG BOOK EXPERIENCE
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take complete control herselt or. to share control with the chrldren at"

‘other trmes chrldren may demand ‘and be granted control

D \ ‘[ I’ | C |‘I| | ,E" l { .I I I. ‘ A .
. Bloome (1986) suggested that the degree ot control in" the classroomr |
" is determined’ by the allocatton of Imguistlc resources For example in a,"
' l"classroom where teacher talk is predomrnant the teacher is exercnsmg 2
control through the utrlrzatron ot the talk time- avatlable Research (eg
Dlllon and Searle 1981) suggests teacher talk is domlnant in many“‘
‘ classrooms To examme this, the ratro of student lnteractrons and teacher

ylnteracttons to the total rnteractlons Were tabulated A message unlt ‘was |
‘ consndered an mteractron Ot the total number of interactions (5959) 531'
mvolved shared teacher/cmld talk and wevre not rncluded in calculatnng the
percent of talk trme The nu?e/ and percentages ot mteractlons by

‘teacher and chrldren alone ar

s

,dommant in both big books nd rel'ated actrvrtnelelth the proportron ol“ | ,,

—_—

‘teacher talk .in both belng a "erximately‘ the ‘same. | ,

“ | Another way ot lookr g at control rn class (socral) situations - is to
‘note the specmc kinds o/r talk that are often used tor control - purposes
: "Greene (1983) rgas propdsed that Iessons are essentrally socral constructs

She elaborated SRR
o Lessons ‘are ?ehned as constructed by what people are’ domg how; e
. they -are dorng it,"and when they are, doing it. -Lessons, are. constructed.

shown in Table 42 Teacher talk was-'f" .

by. people interacting. with and’ building on their own * messages and: e

the messages of others as they work together (p 4)

oot . o .
[ [ . . '

Tabl942

Lo AT, Allocatuon ot talk trme S A } N
"l. . o & lt 1’: L ‘- . ‘ ', ,-‘ . ‘Y xl “",',.v_.‘. ” L
' ‘ R I SRR Tgagner t .‘ Chudren -Jotal -
; Btg Boo § o 1616(63%) - . 935(37%) i 2551
" Relat ctrvrtues . 0 T1919(67%) . ~958(33%)" 2877

o Total . o 3ISEER) ﬁtBSO(SS%lf - rﬁga_zg



. Researchers such as' Allmgton ('1978) Bloome (1981), Greene‘
“(1983), Gumperz (1972) Johnson and Wmogrand (1983) have documented‘

-'the complex socral control mteracttons that are operant in reading

'classes

: occupy your charr but m terms ot the Iarger context |t may mean "l need

'_to get’ on. wrth thrs Iesson and- | dont want mterruptlons and you are,.rl,f,-r

A3

- rnterruptlng, so be quret

‘ Wuthln Mrs Anthonys class four"Speci‘tlc kinds o"t linguistic“‘.

S Accordmg to Femberg and Soltrs (1985) class ' es take on a*r | A
vlarger or relatlonal meaning in terms of the relatronshrp betLXeen teacher, L

. and student For example sut in yq' chalr has the specm meanpng of -

: _statements Wnufled relatlonal meanlng One. kmd of statement mcluded o

those of a discupllnary nature (Eg Mrs Anthqny '"Go back and slt down

: please and come back properly) A second. comprlsed those which were

'organlzatlonal in® nature and whuch were necessary to expedlte the’ Iesson

(Eg Mrs Anthony "Theres not. gorng to be any more room [to °put the word b

: on the Ianguage expenence chart] Have to ,put it .in’ there) Chlldrens

attempts both successtul and uhsuccesstul lmtrate readrng

'jconstltuted the. thlrd kind ot statement (Eg. Child, after the class had Just

f
i

"‘tmished readmg Eme_LmLe_Emgs oan we do rt agam"") The fourth type

X -‘of statement mvolved chlldrens requests other than those to mmate -.

. ‘readlng (Eg Chlld"‘Can 1 borrow Tonls felts‘?“) =

Wrthln blg books dlscrpllnary and orgamzanonal_mteractrons on the,

;'t ‘part ot the teacher accounted for 87% of the total (See Table 43) The f' o

“'iteacher, of course. was the source of both these types .ot_mtezacnons No '

fg{'_?patterns rn

|ther of these types ot nnteractrons were obvrous over ttme or '_
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=Wnsnaa_E11 Imnga_L_Brde and Ina_EarmaL_and_me_Em) there were

- g,
‘.unusally large numbers ot organizattonal type lnteractrons In the caSe ot 1

Ian and Inmga_l_ﬁm this was probably attnbutable to the

tact that these are examples of texts composed jointly by the teacher and '

4

students ThIS actrvrty by its very nature, demands much organizatronal

" routine. However ‘with m_mmme_mmm there was nothrng

about the text Wthh accounts tor the amount, ot organizatronal routrne

S g ,Tabrea.s, S ‘
T ‘ Relationat Meanings of Interactions within Big Books . :
! e | Discipline  Routines  Child ~ Requests  Total .
2 ‘ o : . Initiates ‘ » ‘
mammnammth) SURE T B o o
.-Ieeny TinyWoman() .~ . " . 1 Cor ' .
)NnaL.Qan_!Qu_See_._(U) T o4 ’ " 4 ,_
Ims_ls.mam;«_mmmnaiﬁu(ﬂw.s, o262 ‘
L Thought | Saw(F) ‘ 3. 22 o
‘New Fangled Witch (F) . - -t 3 s v
Qld Witch (U) ‘ \ . _ o
ive Little F) .3 R b LR ¢
Chester /Alice (F)  * ’ ST SR N | |
Allison's Camel (F) -~ N L \
it : ) \ 3
~ Saliythe Cat (F) ., TR r R ‘
. Hallowe'en Stodies (F) ' B I
The Wicked Witch (F) ' L
Ihe Pumpkin (V) ' A AR S W LTI
TheBusRida(U) . & "5 a6 ‘ ERES
1 Like This Book (U) 2 0L 2l L
. Thidgs L.Bide (F) * " 6 0w a9 e 2 R
-TheBus (F) - 2,0 e e, o
. ‘The Farm () R SN 5 1 g P
. ' Ihe Farmerandthe'Pig(V) 2R R T
CCBingo(F) o e 8 DR AR AT T
. Qne PigTwa Pigs. ()~ '\ 7 A "9 B RPN T
‘ Ei!ﬁ.“m&ELQQS.(F) Y o K v 2 v .'-7' ",4 1 ’\, \ "’..‘ A -
 LKnowAnQidlady (F) . - . % J ~.,2*~,‘ T A oo
P A O (F) R i3 ‘ '3’1 o Lo i, ;o "."
o Total: ot 55{19‘%r 242(68%) 31(9%t o 15(4%‘\* ...354
, - o '.’ — ‘,‘ : ,‘ .j . \“.; % § ,, ’.w W L A;:'\,,’ Cn ,W L
In the case ot student mrtated statements the trequency does DI

3 _' mcrease over trme* Thrs rs probably attnbutable the tnqrea‘smg ;
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the concomitant ,desrl’e to publtcally dlsplay such competence Student[
‘requests were the least common of all the interactions. .
Within related activities, (Iable 4.4), the ratios .to the total of '

R .
dlscnpllnary orgamzattonz/il and student request interactions, were quite

-
'r., o

\—<

slmtlar to those of the btg books The rati 0 of studerits' attempts to
', '}.r. - N ' { ,
' o ' .. ‘ Table 4.4 s

Relational Meanings of Interactions within Related Activities

— _ 1 Discipline  Routipes ' Child " Requests Total
! Initiates .
10 A Dark. Dark Waad (F) 3 9 .- . > 2
Ieeny Tioy Woman (U) / r 10 24 ) 3.
¥What Can You Sea ? (U)] . . 3 e . r
New FangledWitch (F) ] - - - 4 13 1
emmn:n.ammmniw 3 - 13
SalytheCat(f) - - K :
Hallowa'en Stories (F) | 13 - 33 - .3 Lo T
JackQlantera (U) © : < <
The Pumpkin (U) o 2 10 . 1 .
.IneBusBideV) - = 1 4 - > A
: w - - o ouvé 32 3 1 ¢ .
* The Farmer and the Skunk (U) 3! 5 s ,
sThe Farmer and the Pig (U) 5., 38 . 5, . 5 -
‘One Pig.Two Pigs (U); R s 2 !
A r Total ; 58(21%1 133(69%\ _12(4%) 17(6%) zgg o

* ’
' \

lnmate was less dm‘mg related actlvmes (4%. versus 9%) Thrs decrease o
across contexts probably relates to the nature of these two oontexts in

AY

that the rgelated actlvmes ‘are more goat drrected and taslc specmc w1th
- the . cor'lsequence that the students telt more compelled Li‘complete the

asslgned taSk -and less mcltned to umtrate somethmg new.. Also, big books'

are more "shared” in nature and students were probably more mclmed to

try to exert ‘some mtluente as 0 the dlrectron the experrence was to take ‘ ‘.
' "‘hﬂ ren - 3:{_, BRI

A llnal way ot,lookmg at: h0w teachers exert control W|thrn v '

classrooms tS throUgh the selectlon ‘of. “children to parttcrpate in the

\" -o. H

'lesson Johnson and Wmograd (1983) tor example tound that teachers
:tended p select hrgh achremng chrldren- more frequently than, lw.-‘,

-
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‘ children were not selec(ed ior pammpataon (Eg
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achieving childrep for participation in lessons. oo |

Wuthin big books, specific children were selected to participate for
.a number of purposés including : helping to build approprt-ate schema.
'preductmg, reading a part of the text,--elaborating‘von‘ some eemantic aspect
ot the text, speeifying and cohfirr@ing whet had unfolded In a text, and
recognizing particular words in a text. Table 4.5 shows the numbers ot
specific times that nigh and low achieving .childien were ehosen to’
participate in bié book experiences. | “

b - Table4.5

Setection of Children within Big Books -

. . High , . Low : . Total
' . A(.g\iev'ing . Achieving . ’
10 A Ragk: Dark Wood (F) 7 5 :
Teeny Tiny Woman (U) - ,
What Can You See ? (U) ' no 9
_ This Is the Way the Witches Fly (F) 4 .2
LThought 1Saw (F)" . 7 .
" New Fangled Witch () 5 "5
O Witch (U) " ®
Eive Litle Pumpkins (
Chester/ Alice (F) . ’
Alison's Camet (F) w :
. Sally the Cat(F) -
Hallowe'en Stoties (F) Lo
The Wicked Witch (F) .
Jack O'l.antern (U) ! )
The Pumpkin (U) N
The Bus Bide (U)" . !
i i (1)} . 8 4 t \
- . IheBus(F) .. - Cow 1 o
: : (V) 13 1
' ‘ ) - 1 2 -
Biogo(F) - - ' 2 < 3
- Qne Pig.Two Pigs (U) 7, . 5
.. Eive Litlle Frogs (F) A ' 1 L -
-;-I;o!gL" i 93(54"/,1- ~az¢45°/.1 — 180

There were a number of mstances in this- comext when specmc

B "\‘ ','i

-
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Thls\ is attributable to the shared nature of the reading in many' ot" the big
‘ oooks in that the teacher and children read as,a group and the teacher had
no purpose tor selecting specific children.‘ln other ‘instance's there was
considerable specmc child involvement. In Itungs__L_Bld.e for example,
‘speciﬁc chlldren were selected on 53 occasrons This book was being

cooperatrvely read as it was being wrutten and the teacher called upon

N specltrc children to specnfy what was to be in the text.

Overall, wrthrn big books hrgh achlevmg chrldren were selected 54%
ot the trme Famrllarlty/untamrlianty was a tactor in selectrng specitic
chlldren tor part1crpat|on in that when the text was tamllrar high, and low
achrevlng children were selected approxrmately equally (48% High, 52%
Low). l-lowever, when the text was unfamiliar, the teacher selected high
achleving children much more 'trequ'ently (69%) than low achieving children
(31.%) Thus, it seems that. thus teacher was exemplrfymg Feuersterns
notton of "medratlng competency That is, with the tamrllar texts the '
. teacher expected low achlevmg chlldren to: be as competent as the hlgh"
achlevrng chrldren and selected them equally However. with untamuhar
texts, the teacher tended to select hlgh achrevrng chtldren whom she
consldered to be competent in dealmg with, the task.

Wlthln related acttvmes (Table 4!

), hrgh achtevung children were

'lselected even more frequently than therr low achrevmg peers as: corhpared .

to the shanng of.- big books. lt ‘seerhs that when Mrs.” Anthony's goal vl/as to.f

[ complete specmc ‘tasks, she was more inclined- to enlnst the assist nce of )
‘hrgh achlevrng chrldren B ' - i Lo

Overall these fmdrngs cowoborate those of Johnson and Wmograd'.
‘,.(1983) |n that hrgh tachlevmg chlldren were selected tor partlcrpatlon

A,"'more frequently than low achlevmg chtldren" The fact that this- tendency. a

_','was more promment tn related actwrtres coul:':be attnbutable to the fact

L4
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. backgrounds and a dtversny ot cultures
aamaale'_ssmo_r -

Parkdale School also has a student po ulatton ot hve hundred Ot.‘} L

o s

N ¥ Table 4.6

A

Selection of Children - Related Activities.

70

_ . High Low " Total ‘
' . S ' Achieving Achieving .
1o A Dadk. Dark Woad (F) ‘ A 9 "
Teeny Tiny Woman (V) 14 9 «
. WhatCanYouSee?(U) ' . 4 2 g
" New Fangled Witch (F) - T8 3
- Black Witch Black Witch (U) ‘ : 2
Sally the Cat (F) . -
Hallowe'en Stories (F) 19 11,
Jack Q'lantern (U) 6 5.
The Pumpkin (U) 4 2
The Bus Bide (U) 4 8
IThings | Ride (F) R 12 8
The Farmer and the Skunk (U) 2 -
‘The Farmer and the Pig (U) - 2
QOne Pig.Two Pigs (U) - ‘ 2 R o
- _Total . B6(61%). S5(49%) . - A41

that these activities ‘were more task specmc and goal drrected than the

readlng of brg books and the teacher 'was

more lncltned to select

those chuldren whom she saw as possessrng the necessary competencres

i r'l .
f

L
)

“

The commumty trom WhICh Parkdale School. draws lts students ts'

sumrlar in: many respects to that ot Rrvervuew

tamily dwelhngs Similarly too, many of the reS|dents of the commumty' n f“ﬁ

are new tmmlgrants to Canada and they reflect a dlverse range of ethnlc .

It too is a newer suburban

! recent constructton |t retlects a modern archu

¢ v MR R »
. N

-

4

: housmg developmgnt. wit a mlxture ot apartments townhouses and srngle‘ i

sctural, desrgn and llkef=t

Ruvervrew mcorporates st.tch‘ acnenmes as a‘ well stocked hbrary. a,'-"'-'f;

gymnasium and an’ assortment ot audro vrsual and other teachtng aids. .

Parkdale School |s what rs termed an effectrve school a desrgnatton';:f

currently bemg used by local school boards for- schools where certam_
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'admrnlstratrve and teachtng procedures are follOwed wrth the aim of :
mrprovnng mstructron student achrevement and overall functromng ot the
""y_‘fschool In addltion lt has what appears to be"a well organrzed and very
"“.‘;’aotlve parent volunteer program, L B L R -
e The physncalf a‘trangement of Mrs Wrndsors classroom also
eflected a tradrtional onentatron wuth student desks rn rOws. facmg the .
';ychalkboard at the front of the classroorn There were two open spaces
where chlldren uSually sat dUnng shanng ot big books,‘one at the front of
the classroom between the. chalkboard and the students desks and ‘one: on
‘the rrght srde of the classroom toward the back. A chart wuth pockets to
hold sentence strlbs hung on the wall near the secone open space A round
l'table where chrldren sometlmes worked rn small groups was also located
. within- thls area At the back of the classroom stood a farrly Iarge shelvrng
unit where students kept thelr on- gomg work and on- top of whrch the
\-":gteacher kept various supplres rncludtng resource books some small

‘chlldrens books and some basal readers Also located at the back was a

P —’ n L ) ¢

.l,jfa%ly large rectangular table and here also chlldren sometlmes worked rn |
X .small groups The teachers desk~ was rn the left rear corner of the room ‘n‘v’"
the same’ corner stood a bookcase holdrng the classroom llbrary whnch
.contalned axvanefy of: "easy books Sevéral large pl"OWS were on the

.-floor near the bookcase and ohlldren were dften permltted to go there to

rated wrth vanous posters and

""‘tnt such as poetry wntten on

togle

-----

Qndsbrs 'assroom ln'3addi;ti'on;;;"one‘;‘f"
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: chlld who " had not attended kmdergaﬂen the year betore but was of age to

.be |n grade -one, spent the mormngs in a klndergarten cIaSS but returned to L

Mrs Windsor tor the afternoon sessrons N .' : I, : '; )
" vJ, N ' l

The mlxed ethhic and drverse cultural nature of the communrty was
also reflected in Mrs. Wlndsors class The seven non Caucasrons ln the

| group included children ot Asran West Indlan East lndtan and Natrve

: \4)
A "

nethmc or|g|ns RS , o .‘ o

. A wide spectrum of readrng ablllty was retlected m the chlldren At -

' the beglnnlng ot the study, some children were already |dentmed by th‘e“.'

teacher as’ mdependent readers Whlle ot_hers were tdentntred as-
nOn readers wnth the majorrty of the chrldrevn' havrng abllltres somewhere
between these two extremes Durlng the perlod of observatlonr6 two .of the
_'chlldren went to the resource room for remedral reading”_for'. twenty
'mlnutes per day Inmally, a thlrd chiid also went to the resource room for
remedial reading but thrs was dlscontrnued by November 27 " becahse the
"resource room teacher felt that she wasnt beneflttrng (Journal entry,
'November27) o C N o

' s Wt
l

i)

Mrs Windsor is a- graduate of a trve year teacher educatron program

in Elementary Educatlon from a unuversrty in another provmce Thls was
"'her first: year teachmg at’ Parkdale Pride_to thts yedr, she had taught

'VarlOUS prlmary-elementary grades and Spent some ttme as a resource
room teacher., e P ST R PRI Q 1»‘;_,
. “_‘;r. L ' . : L )l.," S

She was also mtroduced to brg books through Jnserwce sessnons

'.(.'-
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.IAIthough she considers herselt to be a "whole language teache‘r' Mrs.

'fWIndsor occasronally used tradmonal basal reader senes by interspersmg

‘.them throughout the year L .

’_ . | FORMATS ACCESSIBILITY AND SELECTION OF BIG BOOKS |
o “ M Wmdsor did ‘not have accessx to a Iarg’e ‘selection of
commeﬂ;glally pubIlshed b|g books because of thelr co'st' Con'sequentty,‘
only five of the big- books she used were commercrally publrshed ‘Four of ’
,the brg books were constructed on Iarge (eg. 14 ihch by 12 Inch ) sheets of .

.bnstol board or constructlon paper four were pnnted on sentence stnps
:, two were printed on Imed language experlence chart paper and one was

projected on a screen from an overhead projector The smaII books that |

“were used were geherally commercIaIly publrshed However in some‘

mstances. teacher- canstructed smaII books were aIso used In conjunctnork
w'th a. big book (Eg Eile_LI.ttI.e_.Eump.Iﬂna Blaszk_c.at.._ﬂlack_c.at) These e

. books were usually photocopled on 8 1/2 x 11 Uch coloured paper

'

." : ‘o A B e
* »' ! ‘I';\' b " ‘o ’ il »‘ lnt" vt
~ o . I‘ R :

. | The beeks dIItered in genre as weII as in’ physlcal format Flve ot
" the books had a narratlve structure (eg ug_lsL_u_Q_m) thIe\ 13 were

péﬂerne‘ql languagé (eg BJarzts_Qat._B.lanIs.;Qat) and 10 were verse o song
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, ORGANIZING THE BlG BOOK EXPERIENCE |
+ The definition of. brg book experrence and its component parts whlch |
vwas used to descrlbe the: organlzatlonal tructure of lessons in Mrs
'Anthonys class also applres here. The related actlvmes were generally"'
'the same as those used by Mrs Anthony However unllke Mrs. Anthony ‘Mrs B
Wlndsor‘rn‘corporated many small books‘rnto,her readlng program.

At the request of the researcher Mrs Wmdsor also elaborated upon

K

what she saw .as the.” purposes for usrng brg books in an ‘interview

conducted after the video taplng portron of thrs study had been completed

Researcher "Why did you decrde to use brg books?"

« . Mrs. Windsor: "l thought it was a. way to get the children to read
.together - read in chorus and bring them together around me - to get.
the group workmg together ‘ : ‘ i

f‘ She also saw big, books as a good way for chlldren to Iearn aﬁ‘out prrnt and oot
: Ianguage " because they could see the larger prlnt Specrflcally,ishe felt' ) "
‘that, chlldren would Iearn’."left to rrght orrentatron ‘or: "trackjng srght |
'words and "use of context through blg books R - ‘ - | -

| Unhke Mrs.. Anthony, Mrs Wrndsor dld not descnbe blg books as
-havmg a? "for fun" functlon The manner |r\ whlch she descrrbed theV
A ,utrllzatron of brg books also tends to: confrrm the notlon that the overall“' e

: i ,‘_A\" .

_-{?"purpose fo“ usmgt b|g books is to. teach partlcular skilis o partrc o

:'l-“knowledge‘ Rosenblatt (1989) called such readrng efferent".ln ‘that thef"’bvv o

_g‘__.irlmarlly on what ls carrled away" (p 387) Therbv.V,f,::"
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; \seerned to 'belthe‘dom‘inam buroose: - T
| Q l N \” EB\IE C ' r L “ ;
:' The number of blg books the sequence in which they were used and S
; the nature of related activmes are shown in Table a. 7 L
- Overall 16 big books were used Nlne of the b|g books were.used
durrng the frrst half of the observatron penod The fact that two fewer big,. :
books were used durmg the second half was not regarded as belngg‘g
srgnificant EER | - |
Nine - of the btg books were famrliar to the vstudentsf ‘avnd" "
familiarlty/unfamlllanty was not consndered to' be a factor in the
selectlon of: big. books by the teacher , o ) |
On three occasrons a blg book experlence extended beyond a smgle‘ ‘

day V!lth the blg book expenence was extended over

three days October 23, 24 and November 7. Two of these extendedh

occasrons occurred wrthln the first two days of the study whrch again‘

suggests a talhng“"off of: the phenomenon over trme However thereA

probably were other instances when the researche Was not present whenw ,

blg book expenences extended beyond a smgle, day or on one occasuon Mrs :

Windsor mdicafed that she and the ch_lki_rg_q_h,a__begun workmg wuth Ihf.s_lﬁ
a_JM,mn the prevrous day j e S f‘ f . ‘
‘:Fieid notes October 31 Mrs Wlndsor told me that yesterday the V

class ‘did- a. build-up book. (This" ch). Essentially, the. teacher. -

';":.\ . »-gave the 'students ‘a picture. (a. wntch) and . the first. sentence (This is™ . -
©.v 0 ca ‘witch.) - and- then:: elicited :from - the— students sentences whrch...
f;‘jfurther described the ‘witc S Sl st

5 welve of the 18"brg' book experiences nncluded r&ted actwntles
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' teacher to read the blg book wrth the chtldren wrthout a tollow -up. On one

occasion (ﬂnaLQan_XgngZ October 31) the teacher had the chrldren |

engage m ah actlvrty prlor to reading the brg book wrth them T , ; ‘
s .\

T

When the brg ‘book experrence extended beyond a srngle day, a varrety

' v- of patterns emerged FOr example wrth ans_e_Mg_u_s_e_,aLe_rqu__(October 16
and 17) the blg book Was read frrst was followed by two» actrvrtles, and
i he ' | '(October‘ |

the brg book was read agarn Wlth ‘
T r
16 and 17) an actrvrty was completed first the btg book was ‘then’ read

L ' !
- s

and anoth!r actrvrty tollowed o R

A related actlvrty was used on at Ieast one occasron dunng each
day observed Trme genre and lamlllanty/unfamrlranty of the text did | not
seem to mflﬁence whether or not related actlvftres were used -

Mrs Wmdsor utlllzed ten small books srx ot them m the trrst half |
ol the obsefvatron perrod Seven of the small books used were untamllrar ',
which suggests unfamrlrarrty may have been a crlterron tor selectmg
small books Thls contrasts wrth the brg books whrch were almost evenly

spllt betweeh famlllar - untamllrar Two of the small book experrences

: 'extended beyond a srngle day. A ‘
and 28 and ums_e_m_ﬂnym_e_s, on October 31 and November 21 and 27
lnterestmgly, the use of small books over several penods occurred «ll'l the

on November 27

second half qf the observatlon perrod and rs the opposrte of what occurred
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al:tlvuyt, preceded the readmg of the boOk whtch m turn ‘was followed by
. another actnvnty o ; ,; 3 o “ o
‘ “A's,‘, was ) ‘the"‘ case with bug books tim'e genre and‘ }

tamvluarlty/unfamlllanty dud not seem to ntluence whether or not related-
R actlvnt‘vere part ot a sma}ll book expe |ence - ‘ o '

PARTICIPANTS AND THE B G BOOK EXPERIENCE

Of the total number ot mteractlon (10 66‘9) 4]3 mvolved shared :

s.chlldren alone are shown in Table 4 8: Teac er talk was dommant in‘ Call

\three‘ N contexts The proportlon ot teach r talk (62%) m related actlvmes

SRR : 3 - T
L e ’ Table48 ‘ '
. v Allocatlon of Talk Time ) ’

S e Teacher  C Childen '.that

3 ~ 'Bigbosks ., . ' 2003(55%) . 1638(45%)‘ - 3641

x  Small books .+ | . - .t 125'3(6'-2%). - 775(38%)‘ 2028

PR :Related Acqvmes 2862(62%) o 1725(38%)‘ 4587

I Total S 6118(60%),‘_ 4133(40%) ,’;:' 10 25'6‘ |

.“A‘

was the same as tor small books (62%) However teacher talk was
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‘ accounted for 85% ot the total mteractnons (See Table 4.9), Both of these

types of mteractlons emanated frorn the teacher

oo T T Table a9 AR , L
P t v Relauonat Meanlngs ot Interactions wuthm Btg Books' ‘
Sy Disctplnne Routines " Chitld Requests = Total
Lo N ' fhitiates —
whose Mouse AreYou(U) 18 a7 9 .1
What | Kaow About Witches(F) 15 21 g 200 :
. Eive Litlle 'Pumpkins(F) .- 8 = ‘22 o e
LAm.A Monster(F). Co15 B, 5 e 3
‘This IS A Witch(®) P T IR |
- Ieeoy Tiny Woman(U) - 13 14 4 L T A
| Qn Sunday(V) s CooN7 27 .. -6 2%
. ‘Black Cat Black Catu) .- = = 8 " 1 S P IR N
CWhatCanYouDoF) .. .20 6 i o
. Somad: "Ill'G, Shopning(U)~ 15 6 N T
. Pater, Peter, Pumpki 1 a2 L
,;‘ '4 ) S 5 "'.t ‘f' “ - 2 ‘ "
‘ ) “‘13"" . 1 ',-l 3. ' 15 e
2V 10 4 .5
14~ 13,7 '
2

No trends were tound across ttme between famtltar/untammar

texts or acmss genre forf mteracttons rof a. dtsmplmary or, an‘
orgamzatlonal nature S P  ." o o '

i

Chtldrens attempts to inmate readlng however dechned trom 45 ‘

mstances tn the ﬁrsi half ot the pertod ot observattop to 10 mstances in,

everal -children rea




.(47 ' o . . ' [ ' ! . '
A chrld begtnsFto read the line FAR FROM HOME 0-7 SRR
: ar” ‘ .
Mrs thdsor "My turn m)ys and grrls aYou ll get your turn later ‘
Co- \ A ‘ ".'\’ " LN e 0!

X
Because chtldren were generatly dtscouraged trom mmattng readrng o
) 'big books the researcher speculates that they began ) see the

q‘%adtng Ot_

books ‘as, berng a htghly teacher controlted experrence and ,'
%‘ey subsequently Iearned not to attempt to mittate readmg as the_
semester progressed Famrltarrty/untamrltanty ‘and text genre dnd not
seem tg be factors in chtldreqs attempts to initiate readtng ‘No’ trends, ,

5 were, seen *across ttme between tamrlrar/untammar texts or, across

'\‘ "“‘.

genre for. chrldrens requests P "'v SN " N ‘V | ag |

j thhtnvsmall rbooks dtscrptrnary and orgamzatlonal mteractlons
were agam dominant (85% ’(%ee Tahﬁ 4. 10) The incidence ot drscrptma@

type mteracttons mcreased over trme trom 28 rnstances in the‘,ttrst half

[ » !

| to* 76 instances m the second halt No trends tor - the other type ot ':”
mteractrons were seen IR R S

w0 T Tabeano - . | ‘

' r‘ t n’_l - Iv-\ ‘ . ‘ Il : ' ! ' ' l" ':’

" Relational Meanirigs of Interactions Within Small Books

v R
. QTS

' Discipline " Routines: ' Chilg * Requests

. . “lnitiates '
-1 it 4. S R
¥ 0 - T (T PURE I P

B A I L
" 3' : ".r S " '. . N ' e "-“;"\H
Letepte )
-23/»‘ " 3

b LT o
12 3 . " ." 4 o
13 S g

.91 r4 m mrtmuﬁm_iaL g

BT

that occurred Jin the readmg otbrg books and smallrbooks was atso‘evrdent :
A AT L ‘. B TN v,';f’ Vo i . p
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in related activities (85%) (See Talt;'lé 4.11), Over time, children's attempts

4 Table 4 11

1

A . "
Relational Meanings of Interactions Within Relategt Actvities

Discipline  Routines  Child Requests Tota| ‘
S o Intiates g -
whose Mouse Are You?(U) 20 21 9
» Ihére's. A Mouse About The House (U) 5 ta ,
Yyhal | Know About Witches (F) 9 L4
Eive Little Pumpkias (F) 23 56 2 '3
LAm A Mafster (F) 13 19 3 D
Qn Sunday (U) : 3 9 2
Teeoy Tiny Woman (U) 9 26 3 1
(U) 4 4 ]

v 14 7 3 1
Alugs (U}, 9 4
1 Can Do Adything Almast (U) 9 6 ? !
Nursery Bhymes (F) =, 9 28 7
Someday il Go Shiopping (V) 12 19 L 3
Ihe Farmer and The Skugk (U) 22 23 -2 2
Humoty Dumpty (F) 20 25 12 2
Noisy Nara (U) - 6 7 !
A House Is A House For Me (U) ' 18 26 21 R
Ee&ex&aMeeﬁAﬁxm(U) ~ . L 9 2 ¢

Total 206(35%} 297(50%) 240137 4 (2%) 591

at initiating during retated activities increased from 25 to 49, This is the
opposite ot what occurred with big books. The researcher conjectures that
this was the result of the related activities being less constrained than
the big books with more ot a give and take atmosphere being allowed, This,
combined with the children's growing contidence in their own
competencies over time, probably accounts tor this’ increase over time™in
this- particular context. This was the only trend seen.
C L T] h S : { Child

Teacher selecfion ol high or low,achievlﬁgichi_ldr‘en to“r partucnpanon
within big books is shown in Table 4.12. During the ‘first hall of the !
observatios period, Mrs. Windsor tended to select low achieving ‘chi'ldr‘en

more frequently ' (60%) than high  achieving children (40%) . During the
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)
Table 412
g ' 5
‘ : ' Selection ot Children Within Big Books >
" High Low Total
‘ Achieving Achieving
Whose Mouse Are You? (U) n 8
What | Know About Witches (F) 7 12
Eive Little Pumpking (F) 3 2
LAm A Monster (F) 12! 26
This Is A Witch (F) A 4
Teeny Tiny Woman (U) 3 7
Qo Sunday (U) 3 5
Black Cat Biack Cat (U
What Can You Qg?(F) 1.
Someday Ull Go Shepping(u) 2 o
‘ (F) 8 3
Ihe Fagner and Xhe Skuok (U) 2 A
Noisy Nora (U) : ' t 4 4 /
At MY House | Saw (U) . A 8
Christmas Recitation (F) » :
Snowllakes Are Sme( Falling (F) . g 7 11&
Total . 72.(44%) 93 (56%) 165

second halt however, the children were selected eq'ually, This might be °
attributable to Mrs, Windsdr‘s growing knowledge of'the‘ children as the
term progressed with a parallel desire on her part to edualize o’pportunity .
tor participation and thus a tendency to select more equa\iy both high
achieving and low achieving children. This conjecture lS also SBon,r‘ted by

the same trend in the othér two contexts,

Within  small books (Table 4.13), no other palterns emer'ged{

LY
Table 413

Selection of Children Within Small Books

High Low ' Totat ‘ >
, Achieving  Achieving
) Quse (V) - 5 17
. Eollow the Monsters (V)
. wy m "1
. Brown Bear Brown Bear (F) o
Slugs (U) - 3 . 4
" LCan Do Anything Almost (U) - !
Hopscotch Basaj (U) o 3
Nursery Bhymes (F) IR E R L ‘
AHouseis A House For Me (U) ‘ 15 15
Peterkin Meets A Star (U) ' 3 2

Total — « D8(48%) - 63(52%) 121
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However; in related acnvmes (Table 4;14), low achieving children were
Table 4,14
Selection Ot Children - Relate& Activities
/ o
High Low Total
' Achieving Achlevmg
. 20 a3
e (V) LA .7 Lo : "

2 4 ' ‘ ~

24 26

12 5
3 6 "
d 2 |
3 A

N 3,

2 \

'7 18

10 7

15 7

0 14

23 23

12 8

28 26

J6 1

. J : 185(46%) 216(54%) __ 401

chosen more frequently than high achiev’ng children when the text around
which the activity was built was-unfamiliar. When the text was familiar,
chiidfen were chosen about equelly. Thilz was in contrast to the'p.rocedure -
followed by Mrs. Anthony. '

Overall, Mrs, Windsor tended to select lew achieving children (S4%)
more frequently than the high aehieving children (46°/;) This is ditterent
frorﬁ the findings from Mrs, Anthonys class and also from the hndmgs ot
~researchers such as Johnson and Wmograd (1983).

| ~ SUMMARY

Bo(h communities ‘and school9 were snm:lar in terms of the make- -up
o.f the student populatlon and the tacilities  avatlable: Both teachers
consudered themselves to be whole language teachers Whnle both teachers
utilized blg books, smail books and related act:vmes':iunng the bng book

. experiences, Mrs. Wmdsor used many more small books than did Mrs

¢

i i
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y Anthony Both teachers agreed on the overall purpose of big books as that -

of "teaching”. While the manner in’ whach the big book experiences were

organized was similar across classroomwre were some drfferences

b 4
wlth regard to the amount of talk time dommated by the teacher and the
involvement of hlgh and Jow achieving chndren i sharing the big book

experiences,



" CHAPTER v | | o
- MRS. ANTHONY‘S CLASS

While the context in WhICh blg books were shared was presented in -

.Chapter 1V, this chapter tocuses on the heart of the matter - the nature of -

r

reader parttcipatlon and the specific interactions through which teacher
and chtldren allowed the sharing of btg books to evolve \‘[he data tor Mrs

&
Anthoh‘ys class are presented and participation and thteracttons are

. discussed for brg books and related activities. .
As the various’ rnteractrons are tntroduced detrnttrons and where

necessary, examples are(provrded‘o provide " a .flavof tor, the overall

t
. prominence of the various interactions within big book experlences the

a

- percentages of ‘the total: tnteractrons (teacher ar}d chttdren) wnthrn each
categor/y were computed. Ta htghlrght po‘FentraI differences | between
intefactions, percentages were then calcul“Téd separatel tor the teacher
and chrldren “with regard to time,text genre and,’ fam|I|ar|ty/unfamrlranty |
of the books Because Mrs. Anthony did not’ share small books to any extent
(only one such session was observed), there is* no further analysis ln_terms
of interactions whlch Sccurred in smatl books.
READER PARTICIPATION

_ The sharing of big books necessrtated that the teacher and s‘tudent's'
adopt dntfereﬁt roles. Four patterns "of feader partncrpatuon were evtdent
from the data They were: (1) the teacher read '‘a text or a portron ot a text
alone; (2) the teacher and chrldren read a text of part ‘of ‘a text together
(cooperatrvely) (3) the children as a group read 7oh therr own and (4) a .

B
-

srngle chrld read alone.
'Sl . E. B l
The most promment form of reader partrctpatron was for the

-teacher and chrldren | to 'read cooperatrvely (See Table 51) 'Th'e o

L

0
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. . ‘ Table 5.1
a , o Reader Participation .
Teacher Teacher ~ ~ Children  Child _ Total |
. : .. & Children N
Big Books - 129 442 219 125 915
} 14% - 48% . 24% 14% % 100%
Related Activities 104 89 74 32 - 299
! . 3 5 °/o 30°/° . f 25"/0 . ’1 00/° 1 00%

’

chlldren were usually directed to parti‘clpate in the ‘rﬁgading'ﬁy the teacher

a .
(Eg. "Let's read this together " "Let's read it again."). Nearly 25% of the |

|nteractlon time was spent by the children reading on their' own, Qune
frequently, these two forms of reader participati6n were used con]olrf“ly
within the same text. That is, the teacher and children réad part of a text
together the teachen would "back out” as it were and the children would

continue to read alone, and the teacher would then join in thé@.reading

again. 3

¢ Eg. October 22_E1¥9_Lm1§_ﬂumnlsm S
. Teacher and children read together:
"The fifth one said" o5 s Lo
Teacher stops reading, children- contlnue L 3 e
"I'm ready for some tun RO -
‘O 0 0 0 went the wind" - : ! oy,
Teacher reads along with the chlldren o
»* . ~."and out went the lights o :
- and the five little umpkms ‘ .
- Teacher stops reading, children continue:
"rolled out of srght"* -

!

;Ti.-r--'--. Mrs Anthony appeared to have two purposes for - using this JParticular,

strategy As |n the: case of EIALQ__LmLQ__Eump.kmi she vyeuld read along with

the children in what appeared to be a supportrve capaﬂy helpmg the
chtldren maintaln the reading, and ‘then allowung thve . chlldren to contmue
the readmg on therr own. Thls strategy appeared to' be ve srmrlar to that
.used’ by parents whlch Doake t1981) called cooperan@:::ng (p 447)
"At other ttrnes the teacher wnthdrew from the readmg and let the

f A

¥
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ch;ldren read alone apparently in order to to give them an opportunity lor

o

she was"u

| Elep.nan_t.lwo_ﬁ]_emm both strategres appear to be used srmultaneously

Independent readlng and to monltor ‘the children's. readrng

Eg. November 19, Qna_ElentLam._MQ_Elennams

- Teacher and, children read: : » S o
. "Three elephants went" o ‘ C
Teacher stops reading,. chtldren contmue
+ "out to.play - .
- 'U on a spider's web one day—
ey had such-enormots fun
That they called for another elephant to come.”
Children .continue alone:
. ,"Four ‘elephants went out to play "
~ Upon a spider's web one day.
They had:such enormous fun
‘ That they called for another elephant to come.”
' " Children continue alone: ‘ _
"Five elephants went out to play Loy
Uponas ider's web one day ! ’
They had such enormous 4un”: - . o
Some children: "But there were" - . "
"~ Other children: "That they called" ‘ '
- TEXT: BUT THERE WERE . N
Teacher rnter;ects and corrects muscues ”
"But there were” N . '

* ”»
\ i -,

ln some mstances when the teacher and students read cooperatively,

le to monitor thelr readrng because she drd not always hear

p plls who miscudy.

. Eg. Oct Bor 15, Ihﬂ_IgenLImx_ﬂoman

Tedcher points and reads, One child reads
chrldren read with her: , " "One sunny day the
""One sunny day: the teeny teeny tiny woman :
tiny woman went fora . = - - went for ‘a walk
teeny tiny walk with her with her teeny tlny :
teeny tiny dog.” , ‘ dog .

- LN

The wrlter speculates that Mrs Anthony, elther co‘ﬁscrously or |

unconscwosly, reallzed that she could monrtor the chuldrens readrng more _

“*"lheffectrvely when she was not readung with’ them and therefore wnthdrew

I from- the readrng to do thns Thrs .is: not to suggest that these two

strategres Were employed separately, for gs m the example of Q.n_e_

Sk

(
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On one occasron (November 19 Eme_]_m]g_E_LQg_s_) the teacher and

- chlldren read -a whole text together{ but thls was a much less. common
practice These seemed to be tnstances of what Mrs Anthony 9ened

-
readlng for fun and &vhlch researchers have found to be so. much a part ot

‘. \A\ \

A parent chlld readlng lq the home (Doake 1981 Holdaway, 1979)
| The ampunt of time spent by the teacher readlng alone or, by a chlld ;
reading alone was approxlmately equal A Chlld sometlmes read alone at -
the request of the teacher Such srtugtlons tended to occur when brg books :

whrch were wrltten cooperatlvely by the teacher and students were belng_

b : e /

.‘read & o l}‘f { l S . o e T N
Eg October 21_ttaltmmeen_31m ol

- LN \ , ! ' ‘:, K : "" o
’Teacher "Wade R N ‘ -

‘Wade comes, forward: He points to each word ‘as he- reads ,
" co \thought i saw a ghost but it was only a rambow b

A Y
Al o . Ha
. \ !

On other occaslons but less frequently, a chrld read a portron of a ‘text in

)t \ . ey : . »‘ ! . v . AR
advance Qt the other readers B i S : B

: 'Eg N0vember4

Yeacher and. children read: ' . . R

- "Then the bus " . . e t

Children complete:’ - . B £
* " went tast™ .. .. P - AFA
- A child-reads-: - ' Cooe T ‘
; LA hlppopotamus got on the bus.” PR
. ,Teacher and children read: c o

' "A hlppopotamus got on the bus y g : L Con

B

“ .:,Thls also appears to be an example of cooperatrve readlng as detmed by
' Doake A chlld read alone more trequently when the text was famlhar It a SRS
‘book had been cooperatlvely wrltten the tegcher knew that the. chrldren

ot

“'alreqtty knew the text and thus felt free to call on parthUlar chlldren

_Children who read ahéad' were tamrhar wrth the text/ or/ certamlyfl'\.f;*

S .
Wy . '

A‘ famihar wrth the vvords.~
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Thls relates to Feuerstern and Hottmans (1984) notion rot medratlng for

competency ln that she did not request that chrldren engage ln reading a

v

text wrth whrch they were not tamrliar and which probably was beyond
therr competenqy-_Doake (1981) and . Hayden (1985) found slmrlar‘

tendencres on the part of parents reading to thelr chrldren in the home The:
teacher also f“ead alone: when she Wanted to model a partrcular lntonatron
pattern or cadence o S S

oo ' ) , , . F

Eg Octaber 22 Elmnﬂs_ﬂumhkm e g .

. /-‘*"'r"‘ —

Children ' read:. ' o
+."Thé second one sard o L AR R

Oh my jt's gettrng Iate E HE R T A S

. Teacher reads: S B D SRR

« " The second one sard Tt T
. Oh my it's getting late." e RREINEY

.Teacher "Try agarn U T A

Sometrmes wrth famrllar texts the teacher began readrng alone and the,

chrldren subsequently jpmed in the readrng She seemed to do thls as a cue

S Lot
\ R ‘ e
Lt \

to get the chrldren readmg synchronousl/\ . ".‘;’. |

Across genre‘ the teacher and chlldren readrng together was the
most common torm of reader partrcrpatron H0wever the teacher read
‘ alone in narratwe more frequently than rn the other genre pnobably

ecause most of. the lnarratrves were | unfamllrar There was very llttle ":
' v riati n chrl rticipation r tm ,“».1" I
a aton i d pat p _’/o’ye ime, By e o

. ., N ) Lo ;l " : : P )
g . a vega N ) \ A v foa, Ve . .
Yoo ' . ! “t ' ’ o v
T ' \r .l_' .

[
\.r.‘ i.t

Y

~ The predomrnant form of reader partrCrpatron rn related actrvrtres
was the teacher readmg alone One type of aclrvrty used by Mrs Anthony
Was a torm of extensron of the brg book wherern she solrclted from the .
chlldren examples oLaf'concept whrch was encountered lp the brg book For. h
:,.‘,example after readmg Inmgs l ng, the steacher solrcrted from the
', chrldren examples of thrngs whrch they could rrde other than those

meptroned rn the book After a number of solrcrtatrons whrch she pnnted
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© on a language experience chart, she reviewed them by “reading” the list of
ob;rﬁts. P, A oy ~

LY

Mrs. Anthony reads: -
. "truck. stallron horse zebra camel"
' i ' . » . ' ' . '
.

) : L ) . l

. session, S § S X i )

(Y

In another rtype of related actlwty, the chrldren were grven small,

photocopred versrons of a btg book ‘which had 6een reac{ and trom whrch

",.words had been deleted (Eg The skunk , ,' : 7\ the porch)

Srmultaneously, the same versron of the text was pfo;ected tr the
\

overhead pro;ector The usual scenarlo was tor the teacher to read as, far

vk

. as a mrssrng WOrd and then to pause as a cue fdr chtld;en to predrct vr)hat

word came next When the correct word was provrded the teacher prrnt&r

PR r‘,:.‘ ’,; [ “a

; Mrs Anthony qurte frequently read alone llke this in what appeared to be a '

B revrewrng capacrty of what had happened durlng the questton answer‘

'tlt rn the appropnate blank spaoe on the overhead erewrse the chrldren ,~

prrnted the word m therr verstons of ,the text o
vy . ce »’ Ia )“ I
Egt November 12 Related Actrvrty, Itl.e_.Ear.me.Lan.d_th_e_Slmnjg i
" Teacherreads: , .= .« CUTEXT: : e
: "Thehskunk sat’ under the _ THESKUNKSAI!JNDEB o
orc S e .
v " Teacher: = v "‘f; SRR OVERHEAD §
S "‘The tarmer drd what?" A ,THE FARMER "v‘ ____ X"
" % Teacher refeads: ' '? ,“. TR o
{  "The skunk sat under the et THES SKUNK SAI_QNQEBIHE
= porch.. . S mBQﬂ o
Teacher reads- PR -’;; . IOVERHEAD et
/The farmer (pauses) ; ': ) ‘THE FARMER SR o
iy érrrldren predrct mlssrng words ERar— O -y-'} S )
C "sat.'on the porch.” . __ B R R A
';-» * Teacher - ‘teads ‘as she. prmts each R T G SO
word |n the blank spaces BT T P
sat the porch*' R oo ":'"‘
. . ‘ . ' i . \'w } . .
lt seems then that the form of related actrwtes used acl:ourlted at least



in part tor the amount of trme spent by the teacher readlng alone o
Chlldrens partlcupatlon in readmg in actlvltles related to/untamlllar
books was g@ater than in activities rélated to familiar, books (72% versus |
28%) Thls appears t\relate to Mrs. Anthonys concern wnth chlldren
| learning the word “in blg books ryhlch was mentioned |n Chapter lV That
~is, she’ engaged lchlldren in activrtles such as readlng words ‘taken lrom
untamllrar text)s wrth the_ apparent rntentlon ot having children remember
the words, Wlth famrllar/t xts this concern drd not ‘seem to be as
promrnent and there was/qjsuch follow-up. , ‘ o " )
‘.' Chlldrens part|c1patl/on in readlng was greatest in activities. related
"'to texts WhICh were patterned language where there was. alrnost equal
|nvolvement by the teacher alone, ‘the teacher ‘and chrldren readlng
v'/f"""'to\g}ether and the chlldren reading . alone Over time, the amount of. time
< $pent by the teacher readrng alone and that by the Chlldren readlng alone~
‘ decreased rn the secend haif of the observatlon perrod while the amount of
| ";.“'trme spent by the chlldren and teacher readmg together and a chlld readrng
»‘alone lncreased in the second half o *
| //_ NArl\JhE OFCHILDRENS READING | ,
o vaake (L981) tound that m shared readlng experrences in the home | .

chl/dren*‘ could choose between srlent partrCrpatlon and overt‘

: partlérpatlon p. 414- 421) He rdentlfled vanous technlques through

whrch }:hlldren\ vertly participated 'in the readmg,) namely mumble readrng, :

]

echo readrng a) completron readlng He descrlbed mumble readlng as"

//lnstances wh\ere a child . ' | Vo el B

“ "would ap roxrmate the words bemg read in an mdeclpherable o

/ =, mumble. This was. usually started- fractlonally after the reader had o
Y commenced saymg the words (p. 426) , TR

_ Echo Teadmg was descrlbed as occumng wh%n chlldren ' repeated

' somethlng that had been read to “them |mmed|ately after they had heard |t"
"~ .<.‘\.' i >‘.~',“ .‘ : 1 ' , o f . . ) ‘/I \ N
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' (p 438). Doake deﬁned cornpletlon rOdmg as occurnng whenever the -
'reader paused at a’ pomt in the story and. appropnate words were able 0 be
glven by the chlldren to complete the phrase o#sentence (p 428). fy)mble
,‘ ‘.vand echo reading were combmed for analysrs pn thls study as they were
‘2 often indrstmgurshable and both seemed to have a similar functnon of
attemptlng to partncrpate in the readmg wnth the aid of the teacher a

“==x. Evidence of these ' various forms of reader partncnpatlon was present'
in Mrs Anthonys class However there was a sugnlflcant dlfterence in the' /
overt reading particrpatuon in ‘Mrs. Anthonys class and in the shared
readlng descnbed by Doéf(e As he impljed quite strongly although parents ‘
encouraged the chlldren to overtly pa%tmpate in the readmg, the chlldren

' choosé to partncupate or not to paﬂlcupate of thenr own volition, However
':n the classroom such chorce was often not gnven to the chrldren and at
.trmes «they were all expected to partucnpate The teacher commumcated
‘thls expectation to the chlldren through statements 5uch as "Lets read
together” or "Lets read thns again”. R '

‘ ‘As is nlustrated m Table 5.2, completnon readmg was . the most

promlnent ‘of - these forms of . readlng in Mrs Anthonys class. -This 'is‘

o - Table 5.2 ‘
. Nature of Children's Readmg
. ' Mumble/Echo x '| Completion‘ . Total * , o _
@n . - Reading o S L e
. */’ ‘ i s ’ [ | ' d} | ' ) ‘ v .
vt Big Books - T -7 S 162 Y
: : . 22% ¢ 78% | 100% “
' - Related Acfivites - - " 10, 24 34 S

29% . S 71% A 100%

consistent wnth Doakes flndmgs of shared readmg expenences th’e'
‘Like This" . _I,g_(November 4).

‘home The tollownng tS an example from

ol . . R : T
< . . '( R AR ) . \
. . ' o [ [ ' oo T r‘-'w—-a"»"\
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Teacher reads:
~ "Fingers can catch a dog,
. One, two, three, four.
Can you tell me" more.

Fingers can catch g -~

Chtldren complete: .. "frog." .- " ‘- " o

Echo/mumble readtng made up about\one trtth of the chrldrens readlng‘
' partlcnpatron L ‘ - L R ‘

- While lnstances ot ‘completion reading‘incr’“eased from 70% . in the
tirst part of the* term to 82% ‘in the\ second part, mstances of echo/mumble

(RS} L I
reading decreased trom 30% to 18% Even very early in the year, chlldren

were generally very successful in provudlng the expected responses in
completlon readrng Thts posntlve feedback to the teacher, coupled with
"the lncreasmg competenCy of- the chlldren as readers were’ probable“
' factors contnbutnng to the tncreased use: ot this techmque The decrease

'ln echo/mumble readtng and ‘the concurrent tncrease in completion’ reading .-

i

over the course of the: study concelvably could be related in that as
\chlldren were glven lncreasung opportunity | to partucrpate through

completron readlng there was ‘less need to access partlcrpatron threugh f

,
-

"echo/mumble reading. . - .. L L R L |-~'
| ' | Completlon readlng was more promment in. untamrltar books (84%)3}‘
'than tn farmluar books (69%),whtle echo/mumble reading was more
promment in tamrlrar books (31%) than in, unfamlllar boOKs (16%) The )
: b.prommence of echo/mumble rea(élng in tamlluar books IS consistent wrth

,.H'Doake @81 - although he 4mplled that it rarely occurred in unfamrllar

g 'books, He reponed that '\f’t‘ L T - _

' ‘When new stones were bemg lead the chlldren seldom attempted to" ,
,partlclpate actwely i’ -the.. readmg other than’ Qy, occasronallyg;‘

pomtlng to- the pnctures or- askmg questlons (p 419) _ _ :

(-. hl

'~One mlght expect that children would engage rn echo/mumble

' readmg more trequently when the text was famrlrar Srmrlarly, one would a

Y
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e;pect the teacher to prompt completi'ontreadlng more freﬁ\ﬁ\émly when the
text was _,famlliar since there would be a greater chance of the children
" being ab?; to complete the ta;k'. There are three possible explanations as
to\ why these findings differ from those of Doaké. Most of the books Mrs.
‘Anthony used, Including those with narrative structure, had highty

patterned, and hence very predictable language, as the following excerpt

trom Teeny Tiny Woman, a narrative text, demonstrates.
There was once a {eeny, ‘tiny woman who lived in a teeny tiny house
o with a teeny, tiny dog and a teeny tiny cat.

One sunny, day, the teeny tiny woman went for a teeny, tiny walk
with her_teény, tiny dog and her teeny, tiny cat.

‘§uch language |t would seéFn, is so r‘jpetitlve, apd so patterned that
‘chilQreﬁ could become familiar ‘enough (with it as the teacher moved
through it for the tirst time that they could engage In echo/muhple
reading as the stqry‘progressed.'A second explanation is that'the children
in tr{i; study were older than the children in 'Doake's study. It is quite
concéivable that ét least ysome of“;tﬁe children’in Mrs, Ant'hony's class had
been read to at home, and ﬁad engaged “ln‘ these types of reading at home.
This combined with ihe increased maturity of thé children would seem to
have given them-the competencies ‘needed to engage in echo/mumble
reading and éompletign reading,'evq'n when the text was unfamilair. Still
another possible explanation s’ that while ‘th'e‘. books were deemed
"unfa:niliar it 'most of the ch‘ildrén had not encountered them previously, it
was. possible th@t books desigqat‘ed unfamiliar by the teaéher were
familair to individual children ‘ahq 'ﬂit was théy who engaged in completion

reading and ectio/mumble reading. -

’

There  were ' fewer - instances- of echo/mumble reading and

4

T

completion"ff,gfa'ding in related activities than in big books. This ‘relates to .

A
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the fact that there were fewer occaslons in related activities when

~connected text was read. Over time, engagement in echo/mumble reading
remained relatively stable. The amount of completion reading doubled in
the second halt, a similar trend as found in big books and, likely
attributable to the same tactors. Both echo/mumble reading‘ and
completion reading were evenly distributed in tamitiar and unfamiliar
books, As with big books, Instances of these behaviours were distributed
aeross .genre_
INTERACTIVE BEHAVIOUR -~ QUESTIONING

The Qquestioning strategies employed in adult-child dialogue both
within story \reading events and outside’ ot story reading events have been
a focus of a number of inve;tigators lincluding Hayden and Fagan (1984),
Gallagher (1981), Garvey (1977), Hayden (1985), Morris t1985) and Van
Kleeck and Gunter (1982). Five functionally different types ot questions
were -identified from the fiterature which are appropriate to the analysis

of the data from this study: claritication questions, contirmation

questtons elaboratton questnons prediction questions and specitication -

questions,

'52|a[mga1ig‘g‘ questions functioned to get a speaker to reevaluate or
rethink an' utterance ‘just articulated and seem to signal that the

utterance was not applicable or was inappropr.iate.

-

Eg. Mrs. Anthony .is soliciting from.the children examples of other
things on which they could ride.

Child: "A doli."

«Mrs. Anthony: "You ride on a doll?" -

Qmmmwms_ requtred a yes-no response in that the

teacher wished to confirm or disconfirm whether another speakerwas in

i
agreement ‘with_ a particuldr statement or whether a prevuous statement

had been interpreted correctly

\
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Eg. Mrs. Anthony is pnntir? words taken from the story just read on
a language experience cha

- Mrs. Anthony : "Do | have - do you have WAGON up?™ .
Chilg: "Noooo :

Ejangmnmug_s_ugng sugnalled that the speaker wanted a previous

speaker to expand upon the utterance or that the speaker wanted someone
to ‘expand on some aspect of text or a concept

Eg. A child redlcted that"The witch in the story being discussed -
would need a flz:vng broom,
Mrs, A’r;thony hy do you think she's gomg to need. a. flying broom
Elaine?" _ ‘

Prediction questions functioned 'to get' a speaker to predict what

would happen in a particular text or to predict what the next word in a
sentence would-be - o \ “

Eg. Mrs, A‘nthon , after readlng the titte New Fangled Witch :
‘ "What do you think is goingi'to happen (in the story)?"
(parenthesis added).

S_Q_Qgﬂm_angﬂ__qmugns_ served to elscut specmc information from a

speaker, to tnduce a partncnpant to identity a specific aspect of text (eg.
_ tetter or word), or to induce’ a pamcupant to identity 'some aspect of - an,

illustratlon. )

t/Egt‘ Teacher (referring to an illustration):
"Sally the cat. Where's Sally the cat?"

"Only two percent (17) of the questions asked in Mrs. Anthony's class
vmrated b} the students and’willynot‘be\analysed in detail,

The distribution of questions s shown in Table 5.3. Almost thiee
quarters of all questlons were of two types - specification and predtctlon
.Whtle specmcatlon questlons compnsed/ almost one half of the questlons |
asked, almost one quarter of them were accounted for by prednctton'

'questnons The hugh proportlon of specut:catnon is consistent with Mrs.
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Table 5.3
Interactve Behaviours - Questioning

Prediction. Conllrmatlon Specrlncatlon Elaboratron Clarmcatnon Total

i

Big Books (1) 51 , 12 : 125 - - 24 239
- (G ' . B
21% . 6% 52% < 9% . 12% 100%
Related Activities (T) s 60 279 37 21 . 412
(C) S 5

2% 15% 88% v 9% . 6% 100%

Anthony's tocus on text and her concern tor memoryv‘ol words from the big
books. As a result, she attempted to have children attend to the specMics
ot.t‘ext_ ‘which as was suggested in Chapter IV',‘ was an overriding purpose
in her sharing of big books : c R
The relatively prominent use of prediction questions is consistent

with’ the degree of completlon reading observed, Completnon reading, by its
nature, is a torm of prediction, ' ‘

* There were more specification questions in unfamiliar texts\ than in
tamiliar texts. This is congruent with Feuerstein and Hoffman's (1984)
detlmtton of regulatlon ot behavrour They believed that within .a Mednated
earnmg Event lt was necessary for the mediator tog narrow the learners-

‘us so that the learner would attend to specmc stimulii in order to
store the lntormatron‘r’n memory, Specmcatlon questlons would aid in
helplng chrldren fows therr attentlon on the specmcs of text. |

‘While elabbratron quesuons dld not occur often (9%) there were

~ also more elaboratlon questions in unlamllarr books than in [familair books.
One w0uld expect this to happen |n that elaboratlon questrons requrred
chlldren to go beyond the text by Imkrnb the knowledge ‘that” they’ already
possessed with the knowledge in the text.” Cochran Smlth (1984) in "her
study of a preschool classroom also tound that the teacher engaged in

what she termed "Ilfe to ‘text mteractrons and which she de,scrlbed as

. , ‘.
e A}

~! +
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being "characterized by reader-listener exchanges almed at helplng the

. children use thetr knowledge in order to make sense ot literature™(p. 193)

No patterns emerged in the use of different types of questions in

different genre, There was a dtsproportlonately Iarge number ot

specttlcatlon questions in one - blg book, Wnat_Qan_Y_Q_u_S_eg (a patterned

language text), The' illustrations in ‘this book had various obgects‘

semi-concealed ln cloud tormations and most of. the questions pertained to

‘_ldentttylng the" llllrstratlons The large number of specufrcatlon questlons

was attributed to these idiosyncratic teatures of this book. Cochran-Smith

(1984) also | found that patterns ot lnteractlon were also sutuatlon

specific. She elaborated that the teacher did not engage in a "recitation of

set’ reader- -questions and listener responses but instead Iet the specmc

context guide the interactions (p. 158) | . ' ( e

Slxty percent of the questions asked occurred durlng the lntttal half

ot the study. There were more books useq in the flrst halt (16 versus A1)

‘which would account tor the mereased number of questlons asked in this

o

time pertod S S o, ‘

[

. . B
PR b

£

Specnttcatlon questlons were also most common ln related

‘activities ‘and accounted tor 68% ot the questrons asked The mcreased use
of specification questrons in related activities is- retlectlve of the nature

of ‘many of the activities (eg. attendlng to parttcula(, words and gettmg the

chlldren to associate particular sounds and letters)

' Predtctlon questlons were asked much iess ’Trequently |n related

actlvmes than in the shanng ot btg books (2% versus' 21%) Relatrvely fow

.'opportunmes for askmg chrldren to predlct events and/or words

'Predlctlon within related actrvmes generally occurred at the grapheme

4.

""'related actrvmes centered on connected text and thls llmrted e

1
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leyel./f' . )
- OTHER INTERACTIVE BEHAVIOURS |

Wtule quesnoning is a common form of mteractnon used by teachers
in shanng a reading expenence (Morris 1985) other interactive behaviours
are also used to further the development of a@admg activnty Based on
- other research and from the analysas of the data, the follownng addmonal

behaviors were observed in Mrs. Anthony's classroom.,

P lictig | r ‘-%i

4 i -t

Prediction usually resulted from the predlctton questtons asked by -

the teagher, or children would predlct an upcomlng event m a text or

¢
m

predict an upcoming word

“Eg November 19, LKnmAn_Qld_Ladx e

Teacher and children read ; ' )
( o "l don't know how - . ‘.
she swallowed a cow " ’
A child:"Next is horse”
. Teacher and childrer read: ‘ :
. " She swallowed the cow * » , o ;
’ to catch the goat” o e S C

-l

ranscendence
Y v o
ﬂ Transcendence, which was identified -by Feuerstein et al. (1980} as

a requisite com"porie‘nt of a Mediated Learning Experience involve's going -

beyond "the here and now" to cognitively link a stnmulus whnch |s present

"to a famlhar stimulus whrch - is: not present spatially or temporaﬂy.

EQ October 15, lD_LQaﬂS._QaLKJﬂLQQd

Téacher, pointing to |Ilustrat|on of a chest :
' " "It's kind of like a drawer, a cabinet
that you, have a bureau in your room

Chuldren also engaged m transcendence on thenr own , o
Eg.” November 12, I Like This Book SR

, Teacher and children are drscussmg various S|gns SR :
“(eg. stop §lgn yleld sngn etc) that are in the . E A

N ) ' - @



elaborated on - a specuflc |tem or concept

llIUStratlon A Chlld suggests' he knows another SR

kind 'of -sign. '
Child: "People like, when they. have a man and a gun |
and they cross it out and it means you can't hunt there

P
!,
. l\

b
- ” ' . -
y " ‘ . ’ \ 4

Elaboraflon by the' chlldren usually, occurred in answer 4tto an

elaboratlon questlon generated by the teacher However the teacher also

(LI
v

:

’ Lo . ‘ ‘ ‘,
o, Eg November 12, Inﬁ_EaLmar_amLthaﬁlsunls T
S "'Teacher (elaberatmg on the suggest‘ion from al | R

* .4 ‘child that if you' were sprayed;by a skunk, you

* would have' to take a bath in tomato juice)’
' ."if you.get sprayed by a skunk you ",
have to take a bath in tomato juice T
, because tomato juice helps the smell '
B go away.”

' \ L il

(fccasuonally. chrldren also elaborated wrthout bemg prompted'.by a
Co : 3 S

|

[
N

queshon
/

Eg November 12, Ina_EarmaLand_me_Slsmls T

A child (elaboratihg on the idea .of taklng a bath in "
tomato Juuce) 3 i
» "And then yoq'd smell like tomato B
| Juice” .
I i . R T R : Sy
~\Q[3[iﬁgangn Lo S S IR

Clanfndaflon often occurred in- response to a clarrflcatron questlon

from the teacher The teacher also clarlfred mrsmterpretatlons, .or

‘ mlsconceptlons about a partlcular concept N U S T ;,,;I'G '

W A

- e s . . : :
' ' t " W

‘Eg. November19 Qns_Em._mQ_Elgs B TR AT

Teaé:h)er (clanfyrng confusaon as ,fQ alphabetrzmg e e

words o

B -"Lfke fence would be the next one because A
T it starts- wrth f" R I T e

. N - . ' - P * L A oL .
X . - '-' i 3 RUTICEENN P -
. At b P -~ -, I ’»,
e .
St '

Promptmg or cuemg as frequently pro‘\nded by the teacher ‘When

the chlldren readmg together or. a chnld readrng alone ancountered*

-

o g [ o . B . . ‘
, o o . i x 4‘_'._.. o



dtthculty

Eg. October 21, lIhngm | Sam : 3 ._ o R

Chlld reads: '[' . LT, S
' "l thought | saw a ghost N ‘ A
» Teacher turns page, NI T Y P,
. Child reads ; A O
R 3, "But it was only water ORI T e
Child hesitates. Lo ' ' L=y
* Teacher: runntng R AR Co , ; X
. Child reads : SRR ‘
P ) runntng through the grass B T

' Chrldren also prompted each other when a chrld who was readmg alone

v . r\ ' i 1
i . ¥ s

encount(ered drtfrculty

"';‘Eg October 21, LIDQuQm_LSaw

L Chuld 4l thought T saw a ghost but it
ST, © " was only ‘ ' r
' - Sorne: other chi dren whrsper “mud. ‘5N
TR Chlld reads mud" o oo L

o

i
y !

'
1

',The teacher somettmes engaged in medratron for competency‘

(Feuers{em and Hoffman 1984 ) by overtly maknng the chrldren aware ot“

Yl ' . '
therr abtlmes % ' . Lo Cowm
I , - e .

Eg October 1smmmmmwm T

8 Teacher | "Okay let's say 'boo at the end Are you ready"
I .t .. It someone was heann%{us from outside. This
N is’ a reatly scary story ou )mow all the words."

S . . R
A e, W "

5§ . LV v - ’
ol . . “V‘ . L . o X o . Lo
. Q. A, V ‘ g

Q Dtrecttons related to reg;dmg were very specrflc statements whrch
were srgnals to the chrldren to attend to text or to engage in readrng*
These,/were also seen as examples of regulatron of behawour (Feuerstem
and Hoffman 1984 . ) . ‘ 7 t L “

lEg October 15 ln_a_Qark._Qaﬂs_Wmd AR

Teacher ”Lets reéd thrs agarn in a scared voice.”

[OR to
. .
R ' r, . ' Ve bt r . N o L
[ ) B s A . s e R Y
St 4 T . [ v . Y=
L - . s - tn oo
e T e
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'-conftrmed that, an answer to a' questton she had posed was acceptable to

._ . e l:t o A A_M' ;" - A . I \,‘, .
questtens posed by the teacher //‘ N = B
N , v + t ' o . }'v‘ﬂt" ot ' v '-'tl"i '\‘ o
- Non confrrmatton was used functronally srmilar ways as '
confrrmation except that tnstead of . mdrcatmg acceptabilrty or agreemgnt,’
it tndtcated unacceptabtluty or 'dtsagreemeht *ere conftrntatron both,
PN ey ; _.‘.‘, o r,,.; , |
chtldren and teacher used non-conflrmatlon AN o m .
‘ ,"‘.‘ ‘r'-"f, ‘:"'\’“ et ' “*".t". o . ’ .
. : q " ‘\ “ : » ’ , ‘;' ’ - ] . ! L
A ~n” some mstances the teacher engaged in mteractrons whrch
functroned to estabhsh meamng pnor to\-readmg andto help ohrldren
lnstantrate an appropnate schema for the text to be read ' : f.?-
I " x ' 0d :)'{ /; .
Eg, November 12 f | ng the Sk .
L0y e Teat:her &nor to readmg the text,’ explam;ng
why skuh s sometimes’ ‘spray: their. “yictims) .
< .0 owT oW L "Because you'te near, theyre getting .
PSR a » . attatked. They'lt sometrmes s fay R IS
AT you because they're' ;nghtened That's STy
PR W how they protect Cthémselves. . IR
©.h - The majority of the'dfinstj‘a,jrﬂtcefs’,,(f-of'-=-?ispecif't‘éationévoa.rtrﬁle.vaff'from‘éthe‘-

b

Ve e L o, Pyt . b .
B roa B " Lo . [ L Y

[

her or conflrmed that a text had been read satlsfactonly, A typrcal means

| of. confarmatron was to repeat the answer\ whrch had been provrded or by
‘ ’/' ‘ l‘ ' Coy ( |

A chrld (m answer to ’the questlon "What Bt B ,
-can fingers do?") .« "Wrrte wrth them R
Teacher : "Write wtth them LML e

oy . 5 i + "t ' P r
. [\ A o, . “oﬂ\‘\ o \ . ) \‘.‘«!‘ ol

‘o
'

) ,” ) . ‘
Chrldren sometimes"'confnrmed that an answer to a questlon was

acceptable In ,addrtiéq of 60urs ,.ponflrmatron resulted from, .confrrmatron

o

. W .
[ VoY

M'

1 ! oo - . L (- o

T ' : ey . .
. g . o DR ! \ - P N . ! ) " R Lo
- : . K [N + . . ‘. R

"*" Confrrmatlon was used in several dtfferent ways The teacher often

P

/ .

'\\'rl .

[}

~
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chuldren in answer to specmcatlon questtons asked by the teacher. ,In“

addmon the teacher sometimes called attentton to spectttc words or N

portlons .ot the text through specmcatlon ’ ST
B Ocroberzaualmmmsmm e T
‘ Teacher "Remember, Suzy Witch, this is . L e
L .+ !"John and Julle , O ‘ : .
SI ' '»‘ .“ B- le “! ' (

'Acceptance/contirmation predlctlon dlrectlons related to. readmg,
and specrtlcatlon accounted for approxlmately 75% ot the interactions ln"

this category.. (See Table 54) The other mteractlons all occurred very

i'nfrequently.; N I o o : . o
t , ,,\\\ ‘ . . o
v T ' Table 54 .
. Interactive Behaviours - Others A
' N { O '
- .\ >
c
o (S
. £ ‘ 8
| 8 3 g8 3
SRR TR EE
5.8 5 £.8 8 .3 s 5 5 =
‘ . O g 8 © . €E E -3 e 8 ¢ =
e B @ =, 2 g = o a . ©
; «r = W 20N a4 O D z 4 & . r.
Big Books .17 28.37 13 8 106 262 35 10 19 880
143 8 34 12 A 5613 . 80

o 16% 3% 7% 5.5% 2% 1% 12% 36% 55% 1% 11% 100%

Related . 10 35.36 12 .7 156 449 '35 . 43 ' 1495
. Activites . - 57 7. 55 21 24 137 52 . 349 :
4% 2% "6‘,% 4% ‘2%’ 1% 0% 39% 6% .26% ' 100%

Contlrmatlon/acceptance was the most trequently used of these

,lnteractlons (36% of ther total) In addmon to belng used as a feedback
B devrce to mdncate acceptance ot an answer or approval ot oral readmg
' also seems to tunctron as a teedback mechanlsm m what Bloome (1986)

” termed procedural dlsplay (p 73) He suggested that as teacher

p—_—
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and- students lnteract they bunld on each’ others behavrours ~displaying
.‘ appropnate procedures that count as gettnng the lesson’ done (p 73). That
~ is, as the teachers tntentlons were fulfllled through approprlate behavuour"
I(responses) on the part of the chlldren the teacher |nd|cated this through
acceptance/confnrmatlon The ‘chtldren ) also . engaged in.
vacceptance/conflrmatton but less trequently than the teacher | '
. Mrs. Anthonys use of . acceptance/conflrmatlon decllned by nearly 50
. percent in the. second half of the observatron period as compared to. the" -
first half. Some of thlS declme can be. attrlbuted to the decllne in the;
| number of blg books used and the n[umber of questrons asked The writer
| speculates that the decllne also relates to Bloomes notron “of procedural
"dlsplay m that asmthe term progressed and the chuldren learned’ to drsplay '
‘what was’ expected ot them and acted more routmely there was less Qeed
“for the teacher to engage in. acceptance/conflrmatlon in order to mamtaln

the lesson m“the dnrectlon in whrch she wanted rt to go. Thrs speculatron

lS consrstent with the ‘decline. in non acceptance/non confrrmatron on the, i

part of the teacber over time, B | | N |
| Pre ctlon (16%) was the second most prominent non- questlon type .
'lnteractlon lt occurred ‘with approxrmately equal frequency |n tamrllarl
‘.Iand unfamlllar books Doake (1981) and Hayden (1985) tound that in
‘parent chlld readrng in the home chlldren engaged }n predrctron more ..
‘trequently m tamtllar books However wuthm this stuby, thns frndmg |s, '

‘not inconsustent |n that the chlldren engaged m completlon readmg;V

(predlctlon) more frequently in unfamrhar books Whlch may have been"r'."f

"lnfluenced by the fact that Mrs Anthony asked as many predrctron.b""

questlons in unfamlhar as. ln famllrar books

/41'

here was proportlonately Iess predrctlon in. verse than in. narratlve o

RS

or patterned books Thts no doubt resulted from Mrs Anthonys mclmatron S

Tt
; .

e
i
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to read the' whole verse wrthout interruption. - ' o

e

e

' Directrons related to readmg was the third most commonly observed .
\‘ interactron (12%) Browne (1971 in " her study of tlrst and thrrd grade .
classrooms 10und that a substantlal proportion of the interaction ,
’rnvolves teachers issuing drrectrons (p. 124) Bloome (1981 -also tound{r
| that tea‘Chers tended to engage in °a hrgh prOportion of thrs type of
mteractlon in. readmg Iessons {p. 14) ‘

: . Drrectlons related to. reading declmed tfrom 24% in the fi‘rst half of

t

B

the Observatlon penod to 12% rn the second halt This’ was seen as

reSuItmg t‘rom the chrldrens rncreased tamrllartty with the procedures
| the teacher expected and less need for the teacher to verbally indicate '
- what she wrshed chrldren to. do. o

——

Nearly one thrrd of the mstances of dlrectrons relate to readlng;

occurred in a partrcular book - ln_A_QaLls._D.arh_ﬂmd Thrs was the trrst‘ K
text used by the tea(:her durrng the observatlon penod It- was reread
.N several times |nclud|ng once when the boys and glrls took turns - readmg
| consecutrve Imes wrth the teacher drrectmg the turn takmg ThIS was one
" ot the few books used over . two separate days It may/be that bemgy»early in
_ the semester the teacher was strll mrtratrng “the chrldren into the,‘;
\,procedures for. shanng blg books It is also possrble that the teacher being '
aware of the researchers presence was, makmg an extra etfort to mvolve‘
the students The use of thrs book on several occasrons no doubt also
: "added to the mcrease in thrs klnd of. rnteractron ‘ ,‘ |
! The tourth promrnent type of rnteractlon was specrfrcatron Thls‘
'reﬂects the prommence of specmcatron questrons rn thls context‘
_j"although the percentage of specmcatron responses was much Iess than the“
':percent of specrfrcatlon questrons thus porntmg out that other krnds of

; responses (rnteractrons) also followed specrflcatlon questlons Just as. '
L e R R 3
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specrflcatton questlons were more freduent in unfamllrar books $0: too. -

[

was the proviston of specmc |nformat|on Co

{
Al
K

Acce‘ptance/co‘hfirmation specmcatton and dlreottons related to.
readtng accounted for 75%‘of the mteracttons in related. ac‘ttvlttes As |n‘ ,

the case of - blg books acceptance/confrrmatlon t(39%) was the most |

promment In . related actlvrttes consnderable tlme was‘devoted o

assessment/development of chrldrens knowledge of the specmcs of text__,' .

and content Because acceptance/conflrmatron was used as feedback tp lot .-
chtldren know they were on the rlght track there was a greater need for.

thrs tnteractton than ln brg books where more ttme was spent shanng the
. . "l."_-,_‘ \

N

readmg o . . : C ‘
Specuflcatron (26%) was the second most promm\nt )ype Iof“_
mteractlon It. was also more promment than in btg books (11%) This was.
expected glven the mcreased use of specnflcatron questions and the“
emphasrs on smaller units (words and letters) of ‘text " in these actlvnttes
Dtrecttons related to readmg were used only sltghtly more
frequently in related activities (12%) than m bt books (10%) No trends
over tlme " between farmltar/unfamtlar texts or across genre were‘
observed | o L
o ATTENTlON TO NPUT |
The text ts a very srgmfrcant component of the readlng act :
Teachers may enhance the vrsrbtlnty of text by havmg the chrldren focus on
or attend to varlous aspects of the text On the basns of observatlons from
the study, the followmg aspects of text to whlch attentton was drawn

were noted Semantlcs was not consrdered a separate factor srnce (a) the'\

“. mteractlons drscussed tn relatron to TabJes 53 and 54 focused on‘

semanttcs and (b) factors such as words do have a semantuc overtone The - ;

IR B ,‘\/ . 0
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o

goal here was to tocus ort pnnt and pnnt sequences to whtch attention was
drawn TR | ‘
. Doake g1981) and Hayden (1985) both found that par?nts trequently |
pornted to the prmt as they read to thetr chttdren Holdaway £1979)

Ktted that ‘ f" co L . ]
., ' Two vital rns:ghts are drtven home by pomttng the mstgh that
‘ ‘there 'is* a. one to one relationship ' between spoken and .writtem—
words;’ and the 'insight that ?nnt moves from Ieft to rtght along the.

line, back .and down (pp 75-

He cnted evldence from Clay (1979) suggestmg thatr pointfng is_a crucial’

strategy dunng the early readmg stage (p 75).

[

As the teacher and/or the chrldren read bug books,. she. almost
. rnvartably pomted to the pnnt On occaSton the teacher aiso focused on

. specmc words by pomtlng to or commenttng on them;: '

.+ Eg: OCtober 23, mumte_fumnmns

"Téacher "'Thls is. caued .

_Here the teacher points:to each word She

. reads and. chlldren read: along with her T
"Flve httle e pumpkms AR

Less frequently but on ocoaeron the' children . focused on print ina

+ IR

srmthar m_ ner e e

Goodman (19 ‘1") suggested that one of the sources of rnformatton a
reader accesses tS" graphophonic tnformatron whtch he descnbed as the
relatronshlp between the graphrc and phonotogxcal systems (p 26)

ln thas study attentron to graphophonic mformatmumeant that the
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vg(‘hi\éh seemed to be aimed at helping children'remember the sound

devige

o

3§.- October 16, WnaLLﬁanAnmn_mmne_s

._
-

Tégcher and children are cooperatively writing the text. A chijd
’g’fyst‘ produced the. sentence "Witches eat 'worms" and the
ted(3@e is scribing it. - . :

Teather-as she prints : "Oh, /w/, /w/, witches"

A ¢hild ; "I hate that one." , .

Teacher, as she prints : Jeats ... /w/, /w/, ... what does worms
o start with?" ‘ s

~ Child: "w" - » S

)  Teacher : "w ... worms,”,

n jons | :
The suppaortive role‘.\.ﬁthét" illustrations play In children's. reading -
developmé‘hi hgs beenl. docﬁﬁented by Cochran-Smith (1984), Doake (1981),
Holdaway (197~9) ‘3::1(.1 Huck (;‘979). Th‘ey”‘saw \illust‘ratlons‘iqs an important
cue which c;r}ildréh ‘,é‘c‘cessed” in‘their"attempts to reconstruct the meaning
of text lthrqugh what D:)al;q a‘r;d' Holdaway termed ‘“reading-like behaviour".
Cochran-Smith arguéd that illustrations play . ah'Ajntegral role "of the
beglnrﬂng reading/comprehending process” (p.11). rlh a similar vein, Huck
a‘rgu'ed that the frhessagps .Ivn picture books are conveyed t—rfrouéh two
media, "the art of illustrating, and the art of wiiting” (p. 113). o
| 'Atteriltigz'i‘)o illustrations meant that the teaché‘r' or wildren,'
’separately or coob‘gratively, referred to, commented on, 6r disé{;ééed an’

.

illustration,

-

‘ Eg. November 28, Peterkin Meets a Star

The teacher is reading the text. A child points :
to an illustration and says : K

—

"Look at the stars in the sky."

c . I. [ I!‘ ! ' "“ " I
Recent researchers, an"d theorists such as Brailstord (1985), Clay
(1979), Doake (1981), Donaldson (1978), Holdaway (1979), and Meek (1982)
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have described emergent reading behaviour as being characterized by

initial approximate'semantic reconstruction of text with a g'radual
refrnement of the process toward exactitude both in meaning and at the
- surtace structure level. ‘

Doake, found that parents sometimes corrected. their children's
miscues  but indicated that this correctjon tended to restrict children's
engagc?mentr in reading. | |

The data reveal that bdrh the teacher and sturjents tended, on

occasion, to correct miscues,

Eg. Octoben 17, ﬂDQS.QMQuﬁiALQ.XQu

Teacher - pornts as children read :

"Where is your father?" )
David reads: "in a trap” TEXT: "CAUGHT IN A TRAP"
Teacher : "Oh" ‘

She pornts at
David : "in, caught in a trap.”

Booklike Language r
Children’s use of book lra,nguage usually occurred when the specitic
text was not present. For example, a child would recite part of a poem or

nursery. rhyme from memory, often .spontaneously without explicit

instruction or cues from the teacher.

Eg. November 28, A House is a House for Me

Teacher reads : "A husk is a house for a corn
Child : corn ear” - , .
Others : "ear” -

' 'Teacher ear A pod is a place fora "

- Child :

Teacher pea a pea. A nutskell's a house for a = .
hickory "
Child : "nut” ’

Another child : ;‘,Hickory dickory dock."

oﬁ-dm&” occasions, children - reconStructed a familiar poem or
nursery rhyse, using the pattern of the original but substituting some of

their own lénguage. )
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Eg. November 12, Related Activity, The Farmer "

. The teacher has asked Roy to come up to ‘the big book
and select the line from the text that he likes best.
He points to the line THE FARMER TOOK A BATH,
Another -child, somewhat surreptitiously, begins to sing:
"The farmer took the bath L
The farmer took the bath
Hi-ho-a-dairy-o
_ The farmer took a bath "

S .

As is demonstrated in Table 5.5, drawing attention to illustrations

1

was the most prominent type of interaction (30%).However, nearly one hait

of the interactions ot this type occurred with the text What Can You See?.

-

~ Table 5.5
Alttention to Input *
Print . Grapho- lllustration Booklke - Miscues Total
phonic Language ' Correction
Big Books ' a9 24 56 , | 45 205
‘ o 6 5 15 ,
24% 15% 30% ' T% 24% 100%
Related Activities 61 78 24 17 21 269
5 60 2 _ ' S P
25% 51% ° 10% 6% = . 8% 100%

[

'

On some occasions, the teacher reterred to illustrations to highlight

print that accompanied the illustrations.

Eg. November 4, | Like This Book '

The illustration is that of a miniature house. Each.of the

rooms and the various objeqts are labeligd. -

-Teacher, pointing to illustration : "Ah, look at this -
there's the kitchen. And what - this is the mouse
house. He has a ballroom, a carpet, a piano, a -
fireplace,a lamp,a couch, a breakfast room.”

Mrs. Anthony also att

~

ended 'to illustrations to provide an explanation
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of the message the illustration was attemptlng to oonvey.

Eg. November 12, Ihe_EaLmar_and_Ihe_ﬁhums

Teacher : " See how the ‘artist did that. This one, - .
this ‘tree is different. (Turns to a page e
read earlleh) "The way he put lines on a
this one shows there's some action, :
That's the way the artlst shows that T
theres some action,”

A In other instances, the Yteacher simply commented upen an
: , 7 , ,

. N
Eg. November 19, One Pig. Two Pigs Lo L.

Teacher,’ pornttng to a Ptg in the |Ilustrat|on :
"He looks so happy.

illustration.

Children also referrLd_‘ occasionally to illustrations but’ much less
frequently than the teacher (5 instances versus 56 instances).

Attention to print and oorrection of miscues ‘each accounted 'tor 24%
ot the interactions which focused on text, Wlthln blg books Mrs. Anthonyt
usually focused on a word in context by pointing to a particular word and
com entrng on it or by asklng a child to identify a particular word by
sayiny
~ Eg. October 29, The Pumpkin

Teacher reads : "Jumrktn Jumpkin
I all have pumpkin.”
Teacher : "What comes next? After they planted it what
did they do?"
A child whispers : "Water. Water Water.”
Teacher &ornts apparently to the chrld who was whtspenng

Child : "Water it."
Teacher : "Come and find where it says water it.”

it or by pointing -to it.

Mrs. Anthony, and even the chrldren although to a lesser extent, .

o

,‘tended to correct “miscues.

Eg October 28_Blach_wnch_ﬂ|agh_mm

Children read‘ “Brown bat brown bat
What do you see?

'y
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| see a ‘'white skeleton ‘ . R
: " Looking at me.” : ,
A child, questioningly :" Skeleton?"
Most children:"Skeleton, Skeleton -
TEXT: WHITE SKELETON,WHITE SKELETON, ‘
Several other children: \
"White . skeleton,white: skeleton” . g
. 'Slngle child: "White skeleton.”
. Teacher : "One, two, three.” (indicating to
children to begln readtng this portlon of
text - agam) |

- On other occasions, mlscues were not. corrected, These |nstances
tended to be when the teacher was readlng with the children as a group As

well Mrs. Anthony tended to allow some leeway when a snngle child was

readmg alone.

Eg. October 21 J_Ihmmpu_San

. Elalne ((pomts and reads) :
thought | saw a /%J)un punkln
TEXT: | THOU HT | SAW A MPKIN , Ca
Teacher turns: page Elalne
continugs reading : - - ’
- " But it was.only a ellow sun”
"y TEXT:BUTIT WAS ONLY THE YELLOW SUN

"Gumeerz (1972)‘observed that' teachers corrected the miscues of
“chlldren in the slow reading group "but tolerated the miscues of children “in
the hlgh readmg group. This was' not seen in Mrs. Anthonys glass. Rather,

.the determmg factor seemed to be the degree to whtch the reader deviated

from the text, and whereas she tolerated the mlscue |n the example above,
{

'she was not w&lling to tolerate the - mlscue tn the example shown below

Eg. October 21, LIh.QuﬂnLLSaw |

Stephame pointing, readS‘ word by word
*| thought | saw ‘a Jack-O- Lantern
Teacher turns page.- .
~ Stephanie reads . - " . i
" "But it was only a oran e heart T
TEXT : BUT IT WAS ONLY A HE .
Teacher ;" Drop the word orange conl ,

Mrg Anthony sometlmes (15%) focused attentton on graphoph‘oni,c

PaN



‘ in’tormation' in 'an attempt ‘to help 'children identity‘ particular words.
Eg. Qct0b8r15 lrLA_Qa[h_Darh_wmsi L
- ‘Teacher paints and reads children read with her:
e ""There was a-datk, dark "
. vTeacher points' ta the word ‘chest’.
.+ . Several thildren : "box" - - ;0
. . Another child : "cat" o
Teacher : "Try ‘and see what the sound c¢-h says.”

' . ‘\ , v

Across trme attentlon to prlnt declmed from 34% to 24%. However
attentton to graphophomc rnformatton increased from 23% to 29% These ‘i
occurrences seem’ to be mterrelated and appear to represent a move’ on the
part ot the teacher trom a ‘more global emphasis (words) to a more finite
emphasts (Ietter sounds) as chlldren recelved more exposure to, readlng
lnterestmgly as. the teachers tnteractlons centerlng around - graphophomc

|nformat|on mcreased, ,chrldrens mteracttons wrth thts aspect ?s text

decltned (19% to 13°/) St e .

Wrthtn unfammar books there was more attentlon to prtnt (29% :

| versus 25% m famthar) and more attenttOn to rltustratrons (41% versus |
11"/\0 in tamtliar) This seems to mdlcate that in untamrhar books Mrs
Anthony.s_ purpjose was to famthanze the chtldren wrth the text andv '
content of the book That is, she tocused on words presumably in an effortj "

to have" chlldren store them m memory for future uSe By drawmg”

' chrldrens attentlont to . tllustratrons Mrs Anthony was demonstratmg to

chnldren that as Huck (1979) contended part of the message in. chrldrensf{\' j

books IS contamed rn the |Ilustratnons Through such demonstratrons she -

was of course helpmg chtldren become famlhar wrtn the content of the""'.

R ! /d ‘ v.\\ur‘ Loy A
. - AP ‘

books o R T s A AT

,,,,,,

1 famulrar books there was more attentton to graphophontcf "

‘. t

mformatlon (35% versus 5 % Ain unfamrlrar ) on, the part of the teacher'

more use of . book language by the chuldren (68% versus 17% ) and shgh‘ny"'
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‘more correctlon ot miscues (29% versus 25%) The mcreased emphasls on

graphophonlc intormatlon in famlhanlbooks seemed to lndicate that the
teacher knowmg the chlldren knew the content ‘COU|d concentrate on the ‘
decodlng aspects ot readmg through attendmg to sound—symbol
. relatlonshlps Th,ere are. two possrble explanatlons as to the mcrease in
correction of mlscues in tamlllarl books Mrs. Anthony gave more&

responsibility for readlng to the chlLdrén in famlllar books and thus there “

l“

was greater probablllty for " rmscues to occdr than in untamlllar books ‘

where she read more herselt In tamillar books a srngle chlld was called
y o
on more’ trequently to read alone -"a srtuatlon m Wthh Mrs Anthony

corrected mlscues A second possrblllty lS that wnthln famlllar b00ks she |

¢

demanded exactltude whereas wrth unfamrllar texts she tolerated mrscues :

1 ¢ iy
. \
R

" and allowed for reconstructlons of text at the, semantlc 1evel \r N i
Whlle there was little vanatlon in attentlon to pnnt graphophonlt‘: \

mforrnation and mlscue correctlon across genre there were dlfferences in

'n

_ terms of attentlon to lllustratlpns and chcldrens ‘use ot book language& K
N :

Attention to lllustratrons was moré promlnent in. narratlve (48%) and

patterned texts (38%) than in verse (7%) Use ot bookhl{e language was

b,

more promlnent in verse (62%) and patterned boqks (46%) than in narratlve

3
(20%) Lo ; SR

thhm related actlvrtles drawmg attentlon to . grapho.phonrc
" lnformatlon (51%) and print (25%) were the most promment 'lnteractlons

ln related actlvtles ln addltlon to drawmg attentlon to the sounds ol

ll

partlcular graphemes there was an added dlmenslon |'n that the teacher

spent a srgnmcant amount of trme havnng chrldren attempt to spell werds

based on thelr sound , , o ; SRITE
“.' "‘. ' ‘. i .I, e ;'i.-,. ' \.r.v :‘ :‘ 4" tor ' vw‘ ‘ ‘. .“ N '-:‘ ’."“ “ ‘;.‘



‘ Eg October 22 N.Q.‘A!_.Eaﬂﬂlﬁﬁﬂlmh o ‘ | o
Ce Teacher is standmg by overhead Pfojector P

:portion lof ‘the text in” cloze’ format is ‘projected
on the screen. Children are in their desks,,completmg

© ' the same cloze acttvrty whrch is prmted in. g teacher
X ' constructed booklet. ‘ N .
bt Teacher ! "It is not in. How do you speil m_’)" e
R i Who knows how to spell in?" . e .
RN A child): " n", SRR
- Teacher ( n, You 'look above there it is' not |n
. FORT the ... How do you spell. the ?" Yop
o Several children "T..h..e" o LT ,
' Teacher : "OK, |ts not in the - " 2. “ o
. , feacher "Rts not in the closet, How do you sbell '
DT R \;, " closet 7" What does the' ﬂrst [part] say 7 ‘
W R | § says K" N
Ly Chl|d "O" o g
L0 Teacher 2 "Co /k/ /klaes/ ' e . :
o0 . Child : . 3 S o ‘
AT Teacher} ‘ "S". e . ‘ A ‘ C .
'|’ . s ’ A “ ' ' S S oo

RS *r" The\' manner in WhICh pript. was attended to 'in related activities' also
f‘l)

"

hangefsomewhat trom that of big' books in that there was more emphasrs

Ay

"placed on words in. hsts and 'words m |solatronr

EQ OCtObef 28 ﬂawm_ﬂlaghﬂngn T .

1‘3 Teacher has words pnnted on stnps of constructlon

per, . . j
; \,\ gtrs Anthony > "Okay, see rf 'you know all your color - o
- : words Whatsthlsone?” ‘ " N L
' Childrett *"'Brown : R IR
TR Chrldren conf nue : "Purple Red Yellow Green Brown A .
v : ~Gray. Orange Whltert S : o .
Teacher ;""Whtte l tried white “with” white ¢rayon and . :
. v thien,when | laminated it it didn't: ! ow. up-.. :
3-;} L0 oso | had'to do it'with a b!ack felt, ™ 5o i
' T eaéher ! "Okay,@we re gomg to go over the characters f , RTINS
“We have'a " ., . b r SRR
Chrldren : Wellow moon ‘C,S,ray‘ owt Brown bat oo Co
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attentlon to both print and graphophonlc lnformatron ln related actlvitres
‘suggests that Mrs. Anthony saw the overall purpose of related actrvrtres

as berng an opportumty to concentrate on tHe fmer elements of print

Attentlon to prlnt more than doubled in the second half ot the trme .

‘ observed whrle attentlon to graphophonlc |ntormatton increased by 26%
The lncrease in attentron to graphophonrc rnformatron over trme ris
c‘onsrstent with what occurred |n big books Nearly all of the |nstances ot
chlldrens use\ of booklike language occurred in the flrst halt which was

srmllar to what happened in big books. .

‘As with, blg books there was more attentron to pnnt in acttvmes‘

l'related to unfamlltar books than m actlvrtles related to- lamrllar books

4

,chever there was also more- attention devoted to graphophonlc

lnformatlon in unfamlllar books during ° related actlvmes As with brg“j

«
books attentlon to lllustratrons occurred almcst excmsrvely when the

: books were .unfamiliar whrle chrldrens use of bock like language occurred

t

when the books were famrlrar

¥

A hlgher percentage ot -all rnteractrons occurred wrth narratrve

'texts However these percentages were lnfluenced by the fact that related

activities were, used more frequently wrth narratlve texts than they were

-
' ' [ \ . "l

~ with other genre S ' !
DEVELOPING CONCEPTS OFREADING " .. . .
Bloome (1986) argued that wrthm cIaSSrooms the meamhgs ot the

actlvrtles engaged in are - constructed through rnteractrons between

'.teacher and students That |s a chlld’s-meamng of what it rs o read rs |n a

;_.Iarge part constructed as a result of what happens wrthm the olassroom

'ln thrs sectron the concepts cf readlng that were drsplayed or developed

A

t

'and the chlldrens concegts ‘of' brg bcoks are examrned L ; S

e N
‘t\l T



ﬁ-larste WoOdward and: Burke (1984) contended that teachers

\

demonstrate what they}belleve readmg to be through thelr actrons in the

\

classroom r L R - v

We learned that methodology does not stand outsrde of theary, and
that ‘these dssumptions that 'we make limit what can be learned,
Alter these assumptlons and ‘the potentlal lor Iearnmg expands..

They also assumed that concepts ot readmg that teachers valued and

ry

promoted would also be valued by students (p 98)

\Several themes descnbe the concepts of readlng which Mrs Anthony

v
. \t

’dlsplayed through her chorce ot matenals through her actlons and

i PAR A : PR \.."'I" ’ . o PSR K
verba"y . . ) . ,I '.'| ‘ v,/ Co ¢ e .’. . A o .
ot o . ! N . 4+
] e . .
\

" Mrs Anthony by vrrtue ol the tact that she chose to use blg books
‘durrng the lnttlal portron ot a lormal readlng program demonstrated at',
least m part thrs concept of readmg She had the option of course of
y utrlrzrng prrmers from a publlshed basal senes Whlch have been decrred by}
researohers and theoretlcrans on the basrs ot the contnved and stllted .
"language they contaln (Goodman . 1986 Hunter-Grundrn“ 197.9)."
fv”Hunter Grundrn Iabelled such language prtmerese because, ‘she

welaborated it ls tound nowhere put m prrmers " (p 76) She related an

P eprsode Iwhlch/ exemplrfled the message conveyed to chlldren When' suchw‘

A Irttle boy of" 5 a8, Was asked what he‘ was readlng at‘ld he replled‘
'Myr reading book.'' When asked what it was. :about, .be looked.puzzled.-~

: “ .and then . explalned "“lts n,Q_t about amu_b_mg rts my r_e_an_m_g book" .
“o{her;. emphasré)' (p ,76) - “ g et
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. 'learnlng to read has arrived, That expectatron otten,d’és ‘however,
-~ as. readinass - worksheets, phonics exercises and gight. word  drills

. are used for weeks and sometrmes months in prepar,ng children to.

read (p 513)
/

‘ | pd
By choosmg to use blg books, and encouragmg the lnteractlons descrubed
‘prewously, Mrs. Anthony conveyed to the chnldremthe message that readmg
1 o ‘
‘makes sense. o , ‘
.. This concept of readlng was also conveyed in other ways Once for
',‘example 'she had arranged mcorrectly the sequence of the text !he
‘Eumnmn whlch was prlnted on sentence stnps As the teacher and chuldren»
'.read through the text, she realtzed the error. and as she rearranged the:
sentence strlps she engaged the chlldren in. a dlalogue as to why the’
‘ongmal arrangement dldnt make sense”. On other occasrons, Mrs Anthony
arranged in"a random order words from a sentence Whlch were pnnted on‘
- individual cards She then engaged the chlldren |n helplng her rearrange the
~cards "o make sense o " L
There ‘were several ways in, whlch Mrs Anthony demonstrated this?
‘concept of readlng ThlS message was conveyed when she had chlldren read
‘isolated words and llsts of words in related aCthItleS‘ On other
occasions, she would make remarks such as, "Let's read this.. You know all )
the words." Perhaps one of the more overt demonstratrons of thls meamng ,
of readlng is the example Wthh tollows
Octaber 21, Ina_,lacml.amem |
Teacher : _"Okay, let's read |t together
. Teacher and children read :
v "The Jack O'Lantern chuckled
- Then winked his funny S
" _Id rather be a pump m face Cee e
U Thanbernsndea"‘-‘ BT .
- Chlldren complete Tpie” |
... Teacher "Backward (meanmg "Lets read the L .
St text backward) Lo S ey

;Teacher and: chrldren read
"Tharr’ be msrde a ple

s

w4



. C . |d rather be a pumpkln face SR T
o Then winked his funny eye o ‘ o -

The Jack O'Lantern "
Children complete v chuckled."

Whtle the verse was still meantngful whén tt was read backwards ‘he\" ‘
teacher did not intend to tocus on meaning: but’ rather on saytng the words,
: Slmtlarly, after she’ and the children: had )ust flnr ed . readlng Q[]_Q_E]_g{
.1 WO Elgs (November 19), Mrs. Anthony remar\ked "IS!?lKe this - book SO0 we're .

Ny |rJ

,gomg to read ‘it backward " ‘ SR ~\..
. Goodman, (1970) has argued cogently', ‘basedr' On his research-on”
‘mlscueanalysis that readrng IS not a precrse "process and has‘_'
demonstrated that readers at. varlous levels ot protrcrency devuate from
exact textual reproductlon whrle readmg However by correctrng mlscues
t_'whtch .were semantlcally and syntactlcally acceptable Mrs Anthony

demonstrated to chlldren that reading is indeed a precrse process This

message was also conveyed when she enjomed chrldren to "Watch the

‘words carefully " (Eg October 15, ne Teeny, !my ngam

ing Is in [
When chlldren encountered dllflculty in readmg, Mrs. Anthonyv
sometimes encouraged them to sound out words The tollownng example

rllustrates how she encouraged the chlldren to use thns strategy

\

‘**‘Octoberlslny_A.'.Qarls_Qaﬂsﬂm R

‘Teacher pornts and reads chtldren read wrth her
"There was a dark, ‘dark, "~
: TEXT THERE WAS A DARK, DARK CHEST
- Here the ‘teacher pauses; srgnallnng‘ to' the chtldren,
- to complete the sentence. - . ~
- Teacher points to the word CHEST
" Several chrldren "box" : e
-/ Another child .> "cat" - .
. Teacher : try to seée what the c h says c h says thew;‘ o Lo
“sound like /& - /6/" | , TSt
-Several chrldren O L P T T e
Teacher : /& /gl Isl - /t/ L
Chlldren :‘ chest" R S e e o s L
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Mrs Anthony also promoted thls concept of reading when she presented

words ln lsolation m related actrvlties

t EQ Related ACUV"Y, _Ine_Ie.eny_Ilnx_WQman October 15

Mrs. Anthon¥ has just had the: children gnve examples .
of various teeny, tiny” objects. As the children .
supplied examples she printed -them on sentence strips

~ which she then cut into individual words, .She is now -
~ holding up the individual words and chlldren are .
" ,.attempting to recognize them.'
Teacher holds u pword 'I;OMATOES Co v
' A .child- attempts. to sound it out . (mdlscermble)
‘Mrs. .Anthony offers encouragement "Someone is. trymg
to sound it out."

- Child ; "(lnduscernlble) a - toes . : R -

CHlLDREN S CONCEPTS OF READTNG

v

Bondy (1985) in her lnvestlgatlons of hlldrens dehnmon of

reading in a grade one class found ‘that chlldren“had constructed six

. definitions of readlng in the classroom she’ observed She dlscovered that

‘chlldren m the low readmg group shared three deflnitlons ot readlng "(1 ) |

| readlng is . saylng words correctly, (2) readlng rs school \ovork and (3)
| r,eading |s a source of status (p 5). Chlldren in the hlgh readlng group
“however constructed and demonstrated the followrng definitions - ot
readlng (1) readlng ls a social actnvtty, (2) readlng is. a learnlng event:

t.‘and (3) readlng is a prlvate pleasure " (pp 9- 11)

) Roth (1980) and Mosenthal (1983) oontended that the meamng Wthh

**_.__.’——“——‘

“teachers demonstrate ‘and drSplay Bondy - (1985) however proposed that

.;‘chlldren ascnbe to readlng is largely/ attnbutable to the dehmtlons whrch -

the meamng whlch chlldren asc/lbed to readrng arose out ot the

mteraction between the teachers / practnces and the notrons ot readlhg

|

-lWIth which the chlldren entered the classroom (p 65) leewuse

.;Brarlsford (1985) found that chlldren whom she saw as bemg medlated

amto lrteracy at home progressed m thelr readmg development desplte

llw

'ff‘what she percenved as a lack of medlatron in the classroom Lo
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~This'" f"? with Bloomes contentron that\the meat.mg ascrrbed to a
-hteracy event ts ‘a negotiated meanung that is - specnttc to the sttuatton
However Bloome Bonqy and Brailsford all mttmated that chlldren whor
have hmtted exposure to readmg (Itteracy) outsnde the classroom are

- more suscepttble to’ assngn a narrow meantng to reading (eg readlng is-

saymg words) the teacher promotes thlS meanmg through her

] mteractlons and the acttvtles in Whlch chtldren are engaged
Agaln certam themes emerged frorn the data and from a
,semt structured -interview wtth three htgh ach:evtng and three“low
' achtevrng students atter the vrdeotaptng portton ot the study had been_
completed o ’ o : : | |
’ Pertodlcally, chtldren would verbaltze their confrdence in thetr own’
abrltty as readers by makmg statements such as "l can read that.” .as. a text' .
' was belng read For example on October 21, Mrs Anthony had chtldren read

ndrvrdualty durtng what she called "Super QUIet Umnterrupted Readmg.

Trme -One Chtld was observed to turn to another and mdtcate somewhat

A

tnumphanﬂy "I ve already read up to here.” Another example occurred on' -

,October 9 when one chtld upon entenng the classroom, saw the’ brg book In

| A_Qaﬂg,_Qaﬂg_ﬂQ_Qg He excrtedly went to the book and exclaimed that he, had: -

4

to read it before Hallowe en. Agam the - tollowmg excerpt from the
‘freldnotes tllustrates the chtldrens perceptlons of . readnng as an actuvrty

'whtch they could‘ access

,

Tuesday, November 1 2

" . Chrldren return to classroom Several chttdrenr see ‘
%+ the big:book The Farmer'and The Skunk on the easel.
- .7 They read the tltle and remark that they can.. .

‘ -/rea the book , R

W . g .
Y ' [ . .
vt . Lo o, . o . i

“Finally, all_of 'th'e';‘\ ch"tldreh“f,}.i:’nteryiew’ed.indica?ed*that‘ they perceived -

el
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themselves as readers.

. Beading Is Sounding Qut Words | ~
A~ [y

' Two of the ‘children ﬂinterviewed (one high achieving child -and one -

[ow achieving child) described reading as sounding out words, Lisa, when_
4 ! .

b

‘| Bead At Home And At School

asked"by the thterviewer "How do you read?”, retorted, "I don't know how
to read ‘handwriting but 1 know how to sound out words Furthermo‘re

when asked about what she liked most about readnng |n school, replied "
Ilke soundlng them (words) out™ (parentheses added). The tollowmg excerpt,

trom the tieldnotes rather graphically demonstrates this notion of reading.

. Octdber 22.

"ﬂ(aren asks e to hsten to her read a sentence from the language

~ experience chart which | .agree to do. She attempts to read the
sentenca, THE CHARACTER IS SAFE. She reads "the " and then conceals
all of the word "character” except for the ch. She sounds /& as in <4
. church, .uncovers the a and sounds /a/, uncovers the r and sounds
/r/. At this point she -qmts in frustration.

f
(

. .
Ny

All of the children interviewed said that they read at home and; tn_
school One child indicated that he read at hls "grandma’s house and at his
aunths ~Interestingly none of the children mentioned reading
environméntal print outside the home and school, suggesting that thef%ﬁ‘ |
readlng as being synonymous with reading books.
| Like Reading (G ly)

All of the children maintained dn the interview that they enjoyed

.readlng BotH at home and in school. However there were prov:sos Ba||y

indicated that he Ilked readmg generally . but "I hate readlng long words

that | canﬁsay Paul although saying that he "loved readu;tg books,

elaborated that he didn't "Ilke readmg bnble stones because there are too

many pages and they are bonng ‘u .
_Whtle thej chnldren generally-. indicat‘ed‘ a liking  for reading, they ‘
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expressed a dislike for rereading. On one occasion, the teacher and children

~ were c'ooper'ativelyl‘ completing a cloze activity utili}lng the overhead

projector. A number of sentences from the text were/used_ and after the
childre‘n had provided missing portions ot the text‘and Mrs. Anthony had
prmted their responses on the acetate, they would go back to the first
sentence and reread ‘the text that had been completed. After the fifth
sentence, Mrs. Anthony indicated another rereading, One child, in obvjous
exasperation, asked, "Why must we reread again?".vAlrnosttsimultaneously,‘
and in a very similar tone of voice, another child remarked "Oh, not™,
AI‘though there was some overlap in the meamngs ot reading
demonstrated by Mrs. Anthony and the meanings ot reading constructed by
the children, such meanings were not congruent. Although Mrs. Anthony
demonstrated reading as a meaningful activity, Karen, in . her attempt to
sound out ‘"character”, was willing to forego this' notion of reading and
stick wnth a’ strategy which wasn't worJ«mg for her, Mrs, Anthony also
placed considerable emphasus on readmg words in isolation in related
activities, yet when asked what types of materials they read, all six
children mtervtewed mentioned reading books and stories. This seems to
attirm Bondy's (1985) finding that children ascnbe meanings to reading
other than those demonstrated by the teacher. ) |
Children's C Of Big Boo}

| No instances of the children dis”playin'g their, concepts' of big books
occurred during the sessions observed. During the interview, the six
chnldren were _presented with representatuve samples of the types and
formats of the b|g books which Mrs. Anthony used Included were a poem
printed on a Ianguage experience chart, a patterned Ianguage text prmted__
on sentence strips, a commercially published blg book, a teacher

constructed big book, and a big' book composed by the children ‘an‘d?
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constructed on bristol-board. The texts on the language experience paper

Jp—

were not,considered by the children as being books. When probed by the
: interviewer they remarked that these items were not books since they

didnt have any pages. Some children also mentioned that the texts written

on language expertence paper were not books since they had no

illustrations, When' asked if they would read these two the same as the

others, faur. of the children, ~including the three tow achieving children

e‘xplained that‘they would not since the wo.rds' were different. 'However
further probing- revealed that these children msusted they would read all

rof the texts difterently One high achievmg child also said reading would

be different sirice with the two texts that he' thought were not big' books,

there were no pages to turn..Two of the high aghieving children indicated

that all of the texts would be read in the same way regardless ot tormat

It seems that these two children were thinking about the process ot‘

reading rather than about the mechanical features of the texts
o  SUMMARY
~In sharirig big books Mrs, Anthony and the children reading together

'
av

cooperatively and the children reading as a group, were the most

promtnent forms of reader partrcnpation. Mrs. Anthony tended to take more
responsibility for reading unfamiliar texts by reading alone and, not - °

expecting/directing children to share in the reading. Children's”

participation was greatest in- patterned books. In related activities, Mrs.

Anthony tended to read alone. L

Chtldren aiso overtly partrcupated in. readmg by engaging in

' completion and echo/mumble readlng Completlon reading was more -

promtnent |n unfamiltar ‘books than in familiar boo‘s Echo/mumbie readmg

-~

" however was .more_ promment in fammar ‘books. . Completion readung..‘

‘ mcreased in- the second half of the observation perlod and this was seen aslt.'
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‘reflecting the teacher's awareness ot the chtldrens lncreasrng competency

as readers, \\ R e

Nearly all of the questions in blg book experrences were posed by

. the teacher, Specrtlcatlon questtons were more prominent overall when

books were berng shared but wére especually s0 in unfamiliat books, Thls
was seen as an attempt by Mrs Anthony to have’ chrldren tocus their
attentuon on and\ remember text Specitication questions were .even more

promment in. related activities, -

Several other torms of lnteractlve behavtours were observed m blg :

book experiences. Aceeptance/conhrmatlon predrctton dlrectlons related
to reading and spe {tlcatnon were the most  prominent of these behaviours
in sharing big books Acceptance/conttrmatlon which was otten used by
the teacher to sustarn the dlrectlon ot .a lesson, and drrectlons related to

readlng both declined over tlme apparently as’' a consequence of -there

oY :
belng Iess need for the teacher to use these interactions as the chtldren ,

became socialized l\nto procedures tor sharing big . books.

Acceptance/conllrmatlon ,specrtrcatron and directions Were the most

‘promlnent ol‘these mteractlons in related actwrtles Specrfrcation was

. more promlnent in related a\:tlvttles in comparrson to blg books, Thls was

"mterpreted as an attempt by the teacher to draw children's attentlon to

‘the specifics of text in' such ‘activities.

-Anthony also tended to correct

A
*

Mrs. Anthony—trequentl;)\rdrew chlldrens attentlon to illustrations

whrle shanng unfamiliar books. This was ‘'seen as an ‘effort” on her part to

“attention to prrnt Was also evrden whlch again reflected what appeared to

He an mtent on the part of the teac. er to have children remember text Mrs

ntost mtscues “In related actrvmes

N
'attentlon to graphophomc mformatro ‘was the most promrnent lnteractron

'

 help chrldren construct meanmg or the content of the books. Consrderable '
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wnile the teacher also focused on print. Again, this séemed to indicate
that' in- relatad activities the focus was on”smaller units of text.

| Se\)erel concepts of reading \)vere'de'monstra‘ted by Mrs, Anthony, Her
demsuon to use 'shared big -book expenences in teachmg chnldren to read
‘sngmﬁed that the overrldmg concept of reading demonstrated by her was
that readmg tnakes sense, ‘C‘hnld‘ren also demonstrated various corcepts of
” reading. There was some“ congruency between the cencepts of reading
' demqnst'r,ated.t)y Mrs. Antho’py and the éoneeets of readirtg dem.onstrated by
“ the children; howe\)er, there tovare. also ditferertlcves. As 'well, ihdividuat

childrer‘\.tended' to display i‘dio'sync'}ratic concepts 'of reading.

A
~



‘ CHAPTER VI | e .

« ' MRS.WINDSOR'S CLASS L

In thus chapter the rnteractlons observed in Mrs. Windsor's class are

drscussed The deflnmons provided in Chapter V stil apply
. : | READER PARTICIPATION -

o The ~ predominant form of reader pamcnpatron was a chrld readlng

alone (3%) (See ‘Table 61) - Mrs. - Windsor sometimes had individual

P Table 6.1 \
Reader Panlcipation ‘ co ‘ “ 2
Teacher ' Teacher " Chiidien  Child _ Total
‘& Children -
Big Books o 223 263 1236 354 1076
. : j . : ! ) 21% : 24% v '22"/9 33% ) 100%
Small Books | . 258 a5 36 31 370
o ‘ : 70% S 12% . 10% 8% . 100%
Related Activities U 167 . 105 . 108 194 574

. S 29% % 18% 19% . -34% - 100%
/

children read a-text alone to the class after she and the children- had read
it together and a related actwnty had been compl@ted There was -some
vanatron m thrs rn that on some occasrons two chrldren would read a text

each readmg consecutlve Irnes atone m a.turn takrng manner

Eg. October 17, wngss_MmAmm_ o

" e ——

Nancy, Justin and Heidi are at the front of the class. e
Nancy turns the Pages and Justin and Heidi take turns
reading a line of text. The other chrldren are smmg at

* their ‘desks. \ . ‘

- Nancy opens the book.
Heidi (in a disguised. voice) :
. "Whose mouse are you 7"

- Teacher : "Justin"
Justin : "Ah® ’ R .
Teacher : "Nancy, could . you track for Justin?® . Lo
Nancy puts her finger underneath NOBODY'S L ‘ AU
Justin  still ' hesitates. S

A child whlspers ' "Nobodys

e L ‘1_2‘7
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i ' , ‘ 5§ ‘ . \ ) o
Y Another child whlspers : "Nobodys mouse "o
Justir : "Nobody's .mouse ;" ! | D
Heidi : "Where is your mother 70 AR Y
; Nancy turns' page. oy P c
'Justin : "Inslde the cat’ - R
‘ ) 4 n . LI g ‘;r ':“

/
2 reading together and the chlldren as a group reading with

lnstances ot the teacher readmg alone the teache((l

1
EN . -

| were approximatply equal 'l', N ",‘

and chiidren

128

t the ,teacher

"y,

A "stnkrng teature of reader partlctpatlon ln Mrs Wmdsors class

was the manner in Wthh she, controlled reader partrcrpatton within some

i

texts In addltlon to" srgnals such ‘as "Let's, read th|s together which. in

themselves control reader partlcrpatlon Mrs Wmdsor would sometlmes

lnsrst on turn taking whereby she read a llne or, a sentence of text. herself

'and then "the chlldren would' read the same I|ne or sentence

a2

Mrs Wmdsor pomts to tltle and reads L
. "Whose mouse are you? " ‘ Coh

Teaoher :"Your turn.” - A

‘ TeacheN points; children read : o
\ hose mouse are you ? "4 A

Teacher turns. page.- : Bt e '

"Several chlldren » "Whose " P S

Teachey : turn " . N E
, Teacher rea -y . T e T
_ v "Whose: mouse are you ?" ‘. R SO
" Teacherfurns'to’ next %dg SOCEN N
. Several -children':. -"Nobody's R .
.. Teacher "My turq | S e
' Teacher reads. : T T IR
ST "Nobodys mouseg . ‘ .
'%_Some children "still read along here)
g eacher : "YOu_r turn:" R
. Children read : "Nobody's mouse" X R

. Teacher turns to ;next’ page, She. points and >‘{"’~’.’fv¥ YA

"+ reads and some. chrldren read along wuth her _
‘ "Where is. your ST T T

» Teacher : "My turn.” " | v ,'.'::'f_ S

‘She_bagins again; some chlldren stlll attempt"
" to read ‘with" her T ‘

... "Where " B R
Teacher : "Some people aren't Iettmg me have'
o - my tum. - ,

Eg. -Ottober 16, Wlmse_Mg_u.se_AM L SRS

A



N .. . whole book fo you first'an then

\

129 ‘

With other ‘texts the teacher |nSlsted on readlng the whole Jtext alone

-

lnltlally betore the chlldren were’ permltted to read
‘ Eg November? nge.day_l_ll_ﬁa_smnmg v
“Mrs; Wlndsor *I'd like to read it throu h, the L

I'm: gomg‘ to have you- read the -
book ba to me. - .

Varlatlons in how adults read texts to chlldren were noted by

Cochran»Smlth (1984) In. her study there were srgnmcant dlllerences

between the way the Irbranan in the publlc hbrary read a text to the .

Iy

chlldren and ‘the, way the teacher read to the chlldren

Nursery school story readlngs were lnteractrve reader listener:-
negotiations . based' on 'the sense ‘making of the audience. Library
storyreading on. the other hand was one sided performances of set
texts within which' the children's rticipation ywas hot encouraged,

‘ a
4 and  in* most cases, not permrtterf In. library storyhours , there was
‘ littlé" ‘or no negotiation of text and llttle mediation between text

: and 'lrstener (p 22) L . ;

She termed the role ot the reader in the type of readlng done by the“""

llbrarlan as reader as spokesperson" (p 156). She saw the role ol the |
teacher as belng a medlator between text and children. Mrs. Wmdsor by
lnsrstlng on readlng the text alone and dlscouragmg mteractlon assumed a"
"reader as spokesperson stance like the llbrarlan in. Cochran Smiths

study e '

However Mrs Wlndsor d|d not msrst on such a structured turn

taklng procedure for reader partlcrpatlon wrth all’ texts Wlth ﬂLag_ls__QaL

&agh_Qm (Oetober 31) Mrs Wmdsor and the chlldren read 'he complete‘v'

text together At other tlmes she would read wrth the chrldren in.a

~

supportlve manner, sometlmes readlng along wuth them then wrthdrawmg

from the readmg and Iettlng children read on therr own.

wo

?'Eg October29 Qn_S_undaL R - T -‘ St

Teacher pomts to text she and chlldren read together

*
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L
[ "On Frlday, a wttch ghost vam"plre black cat "
. Children continue to read alone monster and leopard "
‘ Teacher : "/k/™ :
-+ Teacher and children * came
.. .Children : "to visit mée "
. % Teacher and children : "but"
-+ Some children : "l wasn't here " L
g " Other children : "I wasn't home " ‘ a
Teacher : "home" = o L
Teacher and children read : . . . . - R
. "So the witch " R C
~Children read : "said, we shall S S
~ Teacher and children : "return on " R ‘
-"Some children : "Sunday
- Other children : "Saturday" " S
Teacher :."What comes after Fnday 7" g
- Children : "Saturday,t ‘ : : .

There was consrderable vanatronlln ‘reader Ipartlcrpatton across “
: genre In patterned language texts; the predommant form of reader
parttcrpatron was an individual . chrld readmg alone Whlle the. teacher
readrng alone was the Ieast dominant. The. Ianguage in such texts, as -
Goodman (1986) explained, allows "for klds to get a sense of where the
book is gorng and'to predlct ‘what is comrng next " (p 47) One would
expect therefore, that the teacher would engage children in readrng such
- texts alone Srmllarly, because the language is . comparatlvely easy for
““children to process there would be many more occaslons when the
children could read along with the teacher or read as a group without the
teacher Consequently, occasrons when the teacher would read alone were'
fewer The wrlter speculates that the amount of . tlme spent by the teacher ‘
readlng alone rn these texts would have been Iess had not the teacher»
lmposed the turn takrng protocols o TR L '
1Overall wrthm narratrve texts the varrous forms of reader

TR

-tpatron were equally promment However l\_{g_;_sy_u_o_ra, whrch was the.
‘ lengthlest ef the brg books that were used was reread by a Chlld wrth .
some help trom another There was a drsproportronate amount of trme;“

A

where a chrld read alone rn thrs text
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The amount ot tlme a Chl|d spent readlng alone was qunte mlmmal m

‘/ .

verse (8%) Readmg ot a shared nature (l e. teacher and chnldren reading ;
together chtldren readmg together) 'and the teacher« readmg alone were

~ both: more promlnent w:thtn verse than |n the other genre With verse

)

there appeared to be less concern on Mrs thdsors part,,with controllmg :
reader partrcupatnon She tended to begln readlng the text and to let the-.f
chtldren Jom wrth her. in' the readlng,‘sometlmes opttng out ot the readmg .

! ) 1y

.' and letting chlldren conttnue reading on their own The . wrlter. speculates‘

\

that readmg verse exemplmed what Rosenblatt (1980) reterred to as

aesthetlc readlng That is, such readmg was' done tor |ts own thnSuc

]
v,‘h‘l i,‘l

rworth and Mrs Wmdsor felt less lnclmed to demand specmc text,«‘

."\ v " Ve
engagement trom ‘the chrldren F

Ce ' . 0 | Co
Al " ‘ 1.
‘ ' v o .

Over tlme the trequency, of the teacher readmg alon? decreased ‘

trom 28% m the trrst halt ot the term to 16% in.the" second half Whnle all

of the . other torms of reader parttcrpatlon also'. tncreased |n the second '

halt the amount of tlme a cl'\d Spent readlng alone nearly doubled These" .

trends were seen as a wnllmgness on the part of Mrs 'Wlndsor to gwe the'

chtldren more opportunity to ‘read’ on their. own as thelr competencues as'

u.,,t» L . . v \
" . g Y : ) . :

readers mcrease& CRECERT Pt . S

The teacher read alone more trequently 3 when a book was tamtllar N

(28% versus 17% m unfarmllar ) whlle a chll' readmg atone ~was more

promlnent 'in- unfamlllar books Thks was unexpected smce one would have B

speculated that the teacher would have taken more responsnblllty tor

readlng untamlllar texts and at the same tlme called on mdwrdual"

chnldren to. read alone more frequently when they were deallng wrth”

tamillar books

. The teach_er"‘readingf_alorie.. was Lbyta‘r the ‘mo,s,tjj'd'omin'an,t“,"form\f,o‘f'.,"

Ll
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reader partictpatlon in smalf books (70%). . When small books :were bemg

'read Mrs Wlndsor |nvoked qutte drfferent procedural drsplay from when

Y
-~

.brg books were read She rarely |nsrsted on the : my turn your
| scenario wfthln small books and chlldren were perrhttted to read along |
with her when they could (Eg B_[_Qﬂn_B_QaL_B_mn_Bg_ar_) Unllke blg books ’
" small 'books usually were not reread. When reading - small books MrS‘
| "Wmdsor assumed what Cochran Smlth (1984) described as a medlator or,
negotlator of text role That is, Mrs. Wlndsors role in readrng small

' books was qurte similar to the teachers role in Cochran Smith's  study.

‘ers Wlndsors purpose for readmg small books was dlfferent from hér .

fpurpose for readmg blg books in that enjoyment of the expenence seemed

to be central to the form oF whereas remembermg words and texts seemed

rto dommate the Iatter

The patter-ns of re der partrcrpation for small books ‘were quute

"similar in the first an ‘second half of the study The famlharlty of the
‘text affected the amount of participation by the - chlldren With: unfamlllar
- texts, chtldren partrcnpated in the readlng 17% of the time as compared‘
with 71% of the time when . the text was familiar.. Within famnllar texts,
'.vthe teacher and chlldren readlng together was the predommant form “of
'reader partlmpation (34%) lnturtlvely one would expect these patterns to B
occur and are similar to the fmdmgs of Doake (1981). - |

_,, Across gen}e the teacher- read alone more when the text was
‘K'narratlve (80%) and verse (70%) as compared to patterned Ianguage where -
‘f “‘she read alone 33% of the time. As ch:ldrens pamc:patlon in small books
ywas usually voluntary on therr part th;; was seen as supportlng Goodman s
";(1986) contentnon that the I:epetmve and cyclical nature of patterned"‘;‘,'-‘-
‘l:language enhances the desnre ef chnldren to engage in readmg them (p 47)



R then had a. child read that portion of’ text A substa

Related Readi Activiti | - - t |
‘ "‘Reading within related activities 'tended to be more lractured than'
in big' books and small books ln that it usually involved smaller unlts of
“text such as‘ sentences, phrases, and in some cases, - isolated words Al
..forms of reader participation were involved in related actlvnies, However,
.a child reading alone"'(34%) or the teacher reading alone .(29°/o) were
predomlnant . o | | ' | " |

One acttvrty which was frequently used was a form of cloze.
procedure where the teacher pnnted on ‘the chalkboard portions of a text
‘ that had already been read She then. had the children prlnt the text in thelr

wrmng notebooks filing" m the mrssnng words The lollowmg is an

example WhICh was done after_|l Am A Monster had been read.

<
My name is L
Il am a monster -,
-1 live o . S : o
|l can____ ‘ . I . oo
Some monsters are ' I .
Some. monsters like L o

”-Afterithe“children ‘had finished the exercise, Mrs Windsor had indivldual'
children go to the front of the class ‘and read his or her version to the

. other chtldren

Eg October 24 Related actrvrty
- Nancy goes to front of class and reads
' "My name is Grover. '
I'am green. L .
| live'on Sesame Street o
“lecan jump..
Some monsters ‘(ndrscemlble )
Some monsters like food ." '

}ln another srmrlar type of related actlvrty, Mrs Wlndsor prrnted on the
"‘chalkboard a sentence or phrase from a book that had g;( n read and
I portlon of the  "

‘examples of a chrld readlng alone occurred m actwrtes such as these

e oy

\ ’.‘ . R
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"The, prevalence [)f the teacher readmg alone also retlected the '
nature of the related readmg actlvmes ‘Mrs. Wlndsor like Mrs. Anthony,"'.
"“'qmte lrequently used minimal cues actlvmes as a jollowup to the readmgA"
.of a text. She also tended to read and reread the text as the foﬁownng

‘ excerpt from the transcnpts demonstrates
' Eg November l4 Related Actlvrty l:mmmx_Dumntx
Teacher has the followmg pnnted on the chalkboard

HUMPTY DUMPTY WA ‘AN

HESTONA =~ |
HE FE__ D . u
"HIS _"ELLCR_ __ED, - _
Y OHIS T”T LK _J__, e G}HHHH,D.
Teacher : "I'm asklng Davrd One person S Y T
Teacher reads : "Humpty Dumpty was an " Lo ‘ -

Child : \
Teacher : ‘g was asking one person Okar can you ,
, read it again for me David, please ? "
. David : "Humpty Dumpty had "
_Teacher : "No, what does that say flE o r
" Child : "the " . ‘ ' ‘ L
Teacher : "/w/ B ; e
David .. “iw/" ' , ‘
.- Teachet” : "What word dld we. say that was ’7" vor
. David '@ "/w/” :
Teacher "was" . ‘ :
_~David : "an-egg™ ‘ o
- Teacher "an .eqg. What am | mussmg in was ”
- Several children : "s" o
~ ~ Teacher : "Ernest?"

Ernest™: "s™ ' ‘
- Teacher "s. Who can spell egg for me ? Tony'?"

. Tony:"@..@g.. , o SR
'Teacher (as she wrttes) i ‘ ‘ - L
"Tony:"g. .g.‘ . , L - R
Teacher o ' "

S Y“Teacher ponrlts to text and reads L
TR 'Hum}) )/ Dumpty was an egg.

L A on a blank"
, _CT’NIG "sat” .. -

- ~Teacher continues "Her A Hns L
Teacher "Wae're going to have a llttle blt of. o o
' trouble ‘with_this . T :
Teacher points and reads .
unz&tz Dumpty was an.e - ‘
Teacher o ca,r;l read the second sentence T S L
orme " , L
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'/‘Over time the: proportton ot ttme the teacher and chtldren read ‘

together decreased from 22% to 12% whtle the amount‘ of ttme the chrldren o
read as a group tncreased from 15% to 25% H0wever smce the other torms‘ ; |
lof reader partlctpatron rematned relatlvely stable no srgnrttcance was
} ttrrbuted to theSe changes B " '

+ Mrs, Wrndsor tended to. read alone more m acttvrtres relatrng tov
untamlllar b00ks (37%) than |n famlllar books (21%) whlle an mdtvrdual‘
'chrld read alone more rn actlwties related to famrllar books (38%) than in |
untamrllar books (30%) Although thls would seem to mdlcate that the

teacher gave more - responsubtllty for readnng when the actuvmes related

to tamulrar books, thts was not- always consrstent |n that instances’ ot the’

chtldren readrng as a group was greater rn those actlvtttes related to
‘untamtlrar books (20% versus 16% for actlvmes related to tamlllar
,books) Srmtlarly, the teacher tended to rea’d wtth the chtldren as a group
more in activrttes related to tamrlrar ‘books (24%‘ \,versus ‘13%.‘tor
,actlvmes related to untamrlrar books) | R ’ u ‘
| Within narratrve texts the teacher readmg alon\a/accounted for 56%[
;'ot reader partrcrpatnon All ot the narratnve te;rts were unfamiliar and thus'-
this pattern is consrstent wlth the fact that ‘the teacher tended to read
_"alone more wuthrn actlvrtles related to untamlhar texts leemse the
teacher read alone much ‘more ln small books ‘that were narrattves The,_v.-
teacher" readmg alone was also the most domtrtant form of reader""‘.'
partrcrpatnon m verse This: was. true 4lso in big- books and in'small books’)‘-
’Wrthm patterned Ianguage texts a chrld readrng alone was the domrnant
‘torm of reader partlcrpatron (38%) ) g
ln general genre seemed to affect patterns of reader partlcrpatrong;‘"
"*rn all contexts m that_the teacher read alone more when the texts were’}‘j

»

‘narratrve or verse whrle\the chrldren were allocated more opportunrtyl'f»
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responsibllity ‘tor reading with patterned language texts. 7

| NATURE OF CHILDREN'S READING - ,
-2haring Big Books

Eeho/mumble reading accounted for 60% of these interections.(See
Tab{le 6.2) This is-Inconsistent wjth Doake's (1981) findings. Over time,
'ecno/mumble'reading was equal in both halves of the study. Instances of
cornpletlon reading, on the other hand, nearly doubled in the second halt of
' the term Sinee completion reading was usually cued by the teacher, this
trend was seen as indicative of her perceptnon of the growth in the
children's competence as readers |

Table 6.2

¢ ' . Nature of Children's Readingv

EN A ' R
Mumbie/Echo Completion Total
Reading
Big Books 80 33 83
‘A W . 60% 40% 100%
Small Books . 34 , b4 115
. i ' 30% 70°/o ! 1 OO%
Related Activities 27 7 34
‘ 79% ' 21% ' . 100%

Mrs, Wmdsors manner of turn- taklng sametimes d'scouraged the children
‘from engagnng in echo/mumble reading &(hen she imposéd the turn taking

‘EI"

routine. The - exce’rpts from the transcnpts which follow illustrate this:

November 7, S.Qme.daLLlLG.Q_S.D.Qang

Teacher (ponnts as she reads) :

- "Someday Ill.go shoppmg
. - Child : "and get what | *
’ Teacher : "Shhl My turn. I'm gomg to read the
: " whole ok."
Another child : "get what | like * ‘ .
Tesicher points afd reads : ! , r
. "Someday I go shoppmg and get what
' | want.
Child : "want” ' ‘

Teacher : "And there he lS gomg shoppmg
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Teacher reads ; "I'll get a big, btg "
Some children complete almost simultaneously with
the teacher :' "watermelon”
Teacher continues to read : ‘

" "and put it in the cart” '
Some children echo : "cart" .
Teacher : "My turn now, " "

This transcnpt shows that children persevered' in: cooperatively readtng
the text, in sptte of the admonishments from the teacher not to do SO,

In untamiltar books, there was more echo/mumble. readtng (69%)
than in tamiliar books (49%) while completion reading was morq"prominent
in tamiliar bodks (55%) than in untamiliar books. The prominencé of
echo/mumble reading“in unfamiliar books might be partly attributable to
the tact that there was more shared readmg (i.e. children and teacher '
reading together and chnldren reading as a gr0up) in familiar books, With
such reading it would seem that there would be less need for children to
engage in echo/mumble reading. Similarly, some children cduld havé
conceivably engaged ir.w echo/mumblé reading while the others were
reading together and _not .have been detected by the recording eq‘uipment.‘
However both these flndmgs are mconscstent wnth those of Doake (198‘1)
who found -that chuldren rarely engaged in these behaviours within
unfamiliar books. The predictability and repetmveness of the language of
the texts the incréased - maturity of the chlldren the fact that some
children mlght have been tfamiliar with the texts and the possnbmty that
the children had engaged in these behaviours in the home prior to school,
might account for the inconststencies between these finding and thc?'ée of
. Doake, ‘ . - - Lo - ‘\ |
| Within narratiyes echo/mumble reading was much more pro‘mihent
‘( 86%) than completion reading (14%). In verse there were no mstances of
“completton reading and on1y two instances of echo/mumble readlng

. patterned Ianguage texts, echo/mumble readmg and completlon readmg
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occurred with the same frequency.
Sharing Small Books
The nature of children's reading in small books was almost

completely the opposite .ot ﬁhat of big books in that completion reading

~7(‘70%) was much more prominent than echo/mumble reading (30%). This is

consistent with Doake's findings with respect to shared reading in the,

home.

1

Over time, tnstances ol echo/mumble reading nearly doubled in the
second halt whtle completion reading tncreased seventold although there
were more small books used in the first hait (7) than in the, second halt" -
. (5). Although completlon readlng also increased in big books over trme the
increase was much less. Smce completlon 'reading was a teacher cued
behaviour for the most part, the increase seems attnbutable to a change rn |
the teacher's strategy and intentionality. As with big books some mcrease
in completlon reading was expected over time. . _ \ -‘ \ '

Echo/mumble reading was more prominent in unta‘mnllar books than
in familiar books’ However, the chlldren tended to read tamlllar texts,
cooperatively with the teacher and therefore there was le‘ss need/
opportunlty for them to engage in echo/mumble readmg

Echo/mumble readlng was confined largely to verse (47% of its

'occurrence) and narrative (41% ot its occurrence) while nearly all

completion readlng occurred in verse. Patterned small books did not evoke ~

much student partlclpatlon which was unexpected S|nce thrs form ot o

[

Ianguage lends itself to student partlcupatuon ) e

[ . RPN

. . *
. Y ¢ ¢ aga . N N .
9 , . ' Lo AR

There were, of course, many fewer rnstances/ of» echo/mumble
readmg and completton readmg in related actnvutles than in- big. books. Or'

.-small bom?s—tseca‘“se there was much less readmg of connected text. As in

A\
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the case of blg books echo mumble readlng was much more promtnent
'(79%) than was completion readtng (21%). Instances ot echo/rnumble
reading decreased slightly in the' second halt ot the" obs@rvation period
while there were no instances ot completton readmg in the second half,
The patterns within tamillar/untamtltar texts were Quite similar to those
in btg books Stmllarly across genre the patterns were similar to 1hose
found in big books, | - |

Overall the nature of children's readlng seemed Ato be quite similar .
in related actlvmes and btg books and quite dlSSImtllar in small books,

\ INTERACTIVE BEHA\(lOURS -QUESTIONING |

| a -'Althoug‘h Mrs.: Windsor asked most of the ques‘tions,. overall l(88%),‘
a 4questionjng was less the domain of the teacher here than in Mrs. Anthony"s
- class where 98% of the questtons were generated by the teacher, Chlld :
generated questtons were more promment tn blg books (23% ot the "
Qquestions asked) and least prominent in related. activities (4%) while the
‘median value was in small books (13%). The ’q'ue‘stions‘ posed by the
children functioned similiarly_to those asked by the teacher. |
Sharing Big Bool

The most prominent type 'ot'question asked by the teacher in big
books ‘was spe‘ciﬁcation (39"/0)‘ while confirm‘ation questions were also
relatively prominent (1‘7:%). (See‘Table 6.3). Mayden (1985) also t_ound that
parents ten.ded't to ‘ask more . specification QUestions " Specification
‘qUesttons were usually of the type "What does this say " (rn reference to a
lune of text or a word) occasuonaly,,but Iess frequently, such questnons
','focused on the overall content By askmg specmcatton questlons Mrs. )

"Wmdsor was dtrectrng chtldrens attentron to : specmc textual rte(ns Thls

.. supports the conjecture made in Chapter lll that an ~overriding purpose in

'usmg btg books was to focus chtldrens attentnon on' text SO as to have
‘ \ . .
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" Table 6.3
‘ Interactive Behaviours - Questioning

. Prediction Confirmation Specification Elaboration - Clarification Total

A

BigBooks (M) ¢+ 16 . 36 83 - . 23 9 167.
() o 6 33 1 10 50
\ N T% .. 19% -~ 5% = 1% 9% 100%
Small Books () 15" . 18 82 8 6 ' 129
. ©) . 2 .2 16 20
10% . 12% %o 56% ’ 7% 15% . " 100%
Related Activities(T) - 12 .- 52 26 43 22 355
(C) : '3 ‘ o1 ' T - 10 15
e 3% 5% 61% . 12% 9% .100%

them store the text in memory |

| Stxty-per cen’t of the questlons asked by the, chtldren were
specmcation questions and all but one of these were asked in the - second
halt of the term. Gtven the htgh prtortty ot specmcatlon questions in Mrs'
Wlndsors repertorre thrs would seem 'to support the contentton of Harste
Woodward and Burke (1984) that chtldren-ascrtbe meaning to readtng
. evants as a result of what is dtsplayed " and demonstrated to them by the '
teacher. It is dlfflcult to- rattonaltze the mcrease in the children’s use ot
specmcatton questlons over trme othar than " that the chtldren were
. modellmg the behavuour ot the teacher Clarmcatlon questtons were asked
- with almost equal trequency by the teacher and the chlldren ‘ |
Over tume there was ‘a decrease in the frequency of confurmatton _‘
'questnons asked by the teacher trom 29% in the ftrst hatf ‘of the
-':“observatron pertod to 13% in the second halt whtle specrfrcatton questlons‘
tnfeased from 43% to 58% and elaboratron questlons mcreased trom 9% to
wh | b

Mrs thdsor asked more specmcatlon questions m unfamrhar books -

(59% versus 42% in famtltar books) and. more conflrmatton questtons (26%

versus 4%) and elaboratton questrons (22% versus 4%) WIthIn tamshar

,
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books ‘These patterns suggest that in unfamrllar books the teacher almed
to havé chrldren focus- therr attentron on the specmcs of text .and content‘
while wnth tamihar texts, the focus seemed to change m that the
| questronmg seemed to be aimed at gorng beyond the text to get chlldren to
relate the text to their life expenences in whkat' Cochran Smith (1984)
termed " text to life mte.ractlons (p. 224). . |
+ Specification qu'estions were 'dominant' i‘n‘. all genre; cherWise.

genre did ‘not significantly affect th"e,-patt‘ern, of questioning. - ”

Specmcatlon questlons were equally promrnent in small books and .

vrrtually aII .of them were posed by the ‘teacher. The pattern ot questrons‘

changed o’ver trme l\n that the number of specmcatlon questions: more than',.r' '

, doubled in the second half of.the 'observatlon penod while 'nearly 'all 'ot the‘ ‘

predlctnon questlons and three quarters of the elaboratlon questlons were

asked in the flrst half. Thrs suggests that as the term progressed Mrs
" Windsor narrowed the focus even more toward text she was readtng

' in tamllrar books specrfrcatlon questrons were more trequent (76%)
tan in unfamrlrar books (52%) However the majonty of the questrons in
. familiar books occurred wrthrn one text Nu[&g_ﬂ;ﬂnymes (October 28) ‘On .
this occasron Mrs Wmdsdr had the chlldren rdentlfy portrons of the text
‘after she had read a partlcular nursery rhyme ‘and thrs accounted for the

.-rnordlnate number of specmcatlon questlons Thrs is rllustrated in the

“tollowmg excerpt from the transcrlpts e s
| Teacher reads : e [
. Y ... "Hey diddle- dlddle the cat and the frddle Lo
7" The cow jumped oyer.the moon .

The little dog laughed to see such. sport
.-~ And the.dish ran away with the.spbon.
Teacher :"I'm. going to ask different people to’ come X
- . up and paint-to" different parts of this. Who -
"ot can find: the Irttle dog laughed ?r 0 ‘
’A child.: "I gould ‘
; ;Teacher ' "Roger where does rt say the lmle dog Iaughed ? "

1-"'

GRS
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'ﬁoger Pomts to the' approprlate part of the text’ and reads :
The little dog laughed to see such sport. " -

Teacher :"Goed. Where does it say the cow jumped over
the moon 7 * - ,

Seventy ftve percent of the clarification questions were asked by
the chlldren - all of them in unfamillar books This was mterpreted as
attempts by the chtldren to make sense of these texts and exemplmed
what Cochran Smtth (1984) descnbed as negotnatlon of text,

| Although @ all three genre, ° spectflcatlon qu,estions wer‘el

predominant, prediction *questions accounted for 25% of the questions. -

asked by the ~teache'r in ‘narratives. Prediction questions. 'were‘ infrequently -

asked in verse (5%) and not at all in patterned language books Mrs.

Wlndsors ,questlons seemed to be based on the components of story'

,structure (Gordon and Braun1983 Mandler and Johnson1977f‘

\Rummelhart1978 Stetn and Glenn1977 Thorndyk61977) and thus

narratlves which possess such a structure ‘are conducnve to this type ot"

: predlctlng whlle patterned language and verse are not\

B [ I I B 1- ,E'In .I.‘
. .

[ \

Speciftcatton questlons (61%) were by far the most domtnant tnr‘

' ‘related actlvmes As with wuth blg books an overndlng purpose of these

' questtons was to, focus chtldrens attentlon on spectfuc text |tems

iV

¥ 9’“9"(’1 on the cohtent of.a. text As is demonstrated in the foll0wmg T

. specification questlons to engage chlldren in '"text to llfe lnteractlons"'1':.‘"f"t
'(Cochran Smlth 1984 ) AR et S

Eg October 17, Related Actlvmes M ! : You 2

Teacher " Jeremy what does the second llne say 7" ) |

[ . Lo

[y
\

i

excerpts from S.Qm.&dax_UL___Gg__SLQmmg, Mrs Wlndsor utmzed";j

Some related actlvmes were structured so as to have the chlldrenf e




' : : : : 'h‘_ '. T i 143
Eg.1 - Mrs. Windsor : "I'd like to know what supermarkets
you go to ? What supermarket do .
‘ you go to Wayne ?° s o
Wayne : "Ah, Safeway. A A B
Teacher : "Alrlght hats a btgsone isn't it? "
A lot of people go to Safeway. What .

,’ X o supermarket do {ou go to Andrea ? "
, .+ Andrea ;" | go to Super- |, 1 go.to Superstore .
o : and Food For Less, . - .
B )
Eg 2 Mrs thdsor "Lorna what would you buy it you RN
Voo ‘ ‘went.to’ a supermarket (o o
L . Lorna "Oranges ‘ o Lo ™,
‘ Teacher . "Wayne o w0t EERRA o
, ©»  Wayne: "Donuts.” ... - SENRTI S
L ‘Teacher : "Oh. * ' O o
o . deacher ; "Okay, what would you buy, Jeremy'7"' o
Lo Jeremy l‘..would buy gum..”" e e L e

Specrfrcatlon questtons were sometrmes asked in order to have

\ ' Kl

. chlldren recall the content ot a text Wthh had been read prevnously I

‘ll . ,4‘ N ' - ";\ A

" rl'

. ... Eg October 16, Related Actrvrty, " ’ 2
i Mrs Wrndsor "How drd the rnouse solve hus»problem’7 v T

T e . When we have a’ ‘problern, we*usually B
, - . have to solve it. And he. had Some good ‘ 1* B
(RN ; 7 ways of solvrng hrs problem Yes Charlene’7" ,
Charlene s "(lndtscernuble )" ' . n R

; Mrs Wrndsor "Cauld" g u speak a’ llttle loude‘ ]' or us “oo
r * Charlene: ""(lndrscerm e T

B S Mrs. Windsor., ;. "Shake the cat,,thats ri ht" Sl TR
L ;;‘ Mrs’ 'Wmdsor “Can:someons else help her- out? How e
‘ - - v did"hé. get his. father out? Yes Jody?" A R
he saweded " .. AT
He''saw. the trap And then what dld

o hedo g
‘:He saweded e he saweded it~

Mrrs WIndsor "He- oh he sawed rt Okay ) oy
.:;"" N v 4 h, r," o1 - N ’ 5. ("
i -'When specrfrcatron questrons, ‘were wused-ln thrs capacrty, they were seen

) as examples of: what Morrrs (1 985 ,-)-freférred to as.assessment qubstrons rn

IR

that therr prrmary functron seemed to' be,to determrna whether m not

‘\n..-
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and small books This suggests that the rnteractlons in related

A '
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in specmcatlon questrons was the opposrte of what occurred . in btg books"

actrv&g '

complemented those of the books m that when specmcs were ap ‘hprrty in

‘the actual reading ot the books

acttvmes and vnce versa..
As wuth bng books and* small books specmcatron questtons ‘were

promrnent across all genre

t

" The btbmineftce!‘ofi ﬁae‘ceptanée/cofnttrmation,'w"a‘sw'attr‘ib“utabie"_.to the~

»

' "Acoeptance/covntirmation "(27"/;)
and’ prompting/cuging

s' class. . These interactions ate

- (22%),
in' Mrs | Windso‘r-"}

prommem

[

" ptediétion (10

E U
) FRE

interactions'

Ry

°A:),

Dy

OTHER INTERACTIVE BEHAVIOURS

, directions

rell.at‘ed

SO

. shown in Tabte 6.4. 7 |
' Table 6.4
! ' tnteractive‘Beﬁaviours - Others -
e
Cr
e
, c a
| s 5 £ o “
- 1 § § 2 5§ 8
‘ g 2 £ E B
. - « % .0 &
a = O a a
Big Books m 24 24°.°22 63 13 271 206"
(€ ' 123.25 68 24 S5 .- Co12r
o 10% 4% 8% 4% :10% 1% - 22% 27%
o Smal Mo TC24-2 28 2 '8 g5 174
- Books [ (€) - - 93°40 73 14 1 g5 -
v' . , 11% 8% 12% 5% ‘-.s%‘ 1 %111%32%‘
Related M . 23 45 2 ‘S2. 20 334 475
Activities (C) 155 38114 38 25 193
SRR SRR a% 3% %, 3% 4% 1% 18% 36%.

1

they were Iess a pnor:ty in related

to reading

(10%) were the most

[= ]
[~
] .
g2 5/
FE1 -
. g é .
5 & 8§
.z lﬂ ') ,9
22 1 11 657
79 63 566
8% 6% 100% -
20 12 14 410
24 . 96,436
5% .15% 13% 100%
10 .1 21.-10083
65 . - 231" 859
4% o 14% 100%

P
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various functidn‘s which it tultilled tor m addttion to belng used by the

'chlldren in. response to conflrmatlon questtons asked by the teacher it
was also used by Mrs. Wnndsor to mdncate that an answer to a question

was’ acceptable to signal approval ot a Chl|d$ (or the chlldrens) oral -

“readmg as weII as to indicate approval ot unsohcuted statements trom- r

the chlldren Mrs Wmdsor was responsuble for nearly two thtrds of these
lnteractlons | .

The sahence of directions related to readmg is consrstent with the
trndmgs ot Browne (1971) and Bloome (1986) Mrs Wrndsors msrstence on
l' tum takmg undoubtedly contrlbuted to the relatrvely htgh mcrdence of thls -
type of interaction. ' o

The prommence of predrctmg W'as somewhat contrad:ctory, grven |
. that Mrs thdsor dld not seem to promote thls strategy through elther
| completlon readlng or questlonlng However chlldren tended to predtct ‘

| wrthout being prompted as the tollowmg example demonstrates

October 16._wnoae_MQuse_Ar_e_mu_,.

‘ Teacher reads :
" Where is your father 2"
" A child "He's in the cat too.”
,Teacher reads :
" Caught in a trap ,
. Where' is your sister ?"
‘ Chlld predicts : " In the ( mglscermble ) "
- Another child : " Far-" A
: Teacher My ‘turn boys: and \qlrls You'll get your ) R
‘ ‘ turn in a little wh ‘ - '
.Teacherreads : Do :
: "'Farfromhome S T

’ ‘ Over trme promptmg/cuemg mcreased nearly fourtold ln the tlrst
‘half o‘f the observatton penod the chlldren engaged m prompttng/cuemg
- more- than twuce as frequently as the teacher However m the second halt
A.:the teacher was responsnble for most of these mteractrons As the

‘,ﬂlchnldren gamed in’ competency m readmg, one woutd have expected Iess

',_.ha,“ .
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need tor this kind' of . interaction lt is also dlfhcult to explarn why

progressed used the strategy to a greater extent.: Acceptance/contrrmatlon'

declmed in the second part of the term a trend srmllar to that in Mrs

Anthonys class and probably attrlbutable to the same tactors

In unfamlllar ‘books, predtctlon was more promment than in famrhar .

books (12% versus 8%)as were promptmg/cuemg (14% versus 5%) and

specrflcatton (24% versus - 19%) The greater use of promptrng/cuelng was

- to be expected rn unfamlhar texts in that chrldren would need more\

as5|stance wrth texts with which they were unfamlllar The proportronally

greater use of specmcatlon in famlllar books - both the teacher and . the.
children specrfred twrce as much in ‘familiar books -seems anomalous in
light of the fact that the teacher asked more specrfrcahon questlons in “
unfamlllar books and otherwrse there seemed to be less emphasus on the j o

specifics when the . text was famrllar Srmrlanly, one would have expected

' mltlally, the teacher prompted much’ less than the chrldren but as the term

the chrldren to preduct more m famrlrar texts An examlnatlon of the data‘,l

revealed no explanations for these hndlngs

tin narrattves there was proportronally more clarmcatlon (13%) and N

promptmg/cuetng (22%)than in the other genre types Smce all of the

narratwes were unfamrlrar the - prommence of promptmg/cuemg seemed,

attnbutable to thls tactor And although fammarlty/unfamrlnanty dld not..'”.

affect the use of clanfrcatlon overall one would have expected it to be B

more promlnent m unlamlllar books Grven that: all of the narratlves were_ =

unfamtllar the promtnence of clanflcatlon was expected Drrectronsf

. related to readlng (13% ) and specmcatlon (11% ) were less promment nn" :‘ o '

narratlves than |n the other genre

.:'ggggptgﬁggé‘/ebhﬁ;m‘atign; (32%), . specification (13%), elaboration - |

SRV SR
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(12‘%) dtrectlons related to readmg (11%) and predrctlon (11%) were the
most frequent tnteractrons in small ‘books. Accqptance/confrrmatron andt
predrctron were used wrth approxrmately the same regulanty in- both btg‘
books and small books However specmcatron and elaboratron were more
frequent in small books (versus 6% and 8% respectrvely in big’ books) while
dtrectrons related' to reading were much less frequent in small books
(versus 22% in brg books) B

Because Mrs. Wrndsor did most of.the’ readrng in small books, there

i

was of course Iess need for directions than"in - blg books where there was‘

~ much. rhore cooperatrve readlng More than one third .of the elaboratlon and

| one half of the specrfrcatlon occurred in one book, A_tjg_use_]_s_A_ﬂQmE_Qp

.

Mg_ Thrs book was, read on two occasrons November 27 and 28. The content'

of thls book lent itself to these types of interactions as the followrng‘

excerpt from the transcrrptton of the readrng |llustrates

Mrs Wrndsor reads
. " A hill'is. a house for an ant an ant
A hive is a house for a

/7« Children complete: - "bee"

Teacher reads: :
- ™beé. A hole’ rs a house "
A child : " for mice "
Teacher reads: ‘
\ -~ " for'a mole or a mouse "
¥ A child: "Whats a mole 7"
- Another child: "a mole” - ' ‘ .
Teacher: "A mole is a little anrmal that lives: underground -
A child: "That's kinda like a squtrrel
Teachq' r-reads;
"+. *And a house is a house "
N -"for me.” ,
Teacher reads: '
o "A web'is a house for a sptder
. A bird builds its' nest in a tree.
“There is nothing  so- snuq as a bug in a rug
" And a house is a house ‘
Children ‘and, teacher R TR
- " for me.": - ' c
Teacher "Remember yesterday we read the book called C
\ o - . Well here's a'little .
person ina’ bdx living in:a house on a hill. What
type of house is t rs ” (pomtrng to the tllustratron)

L

I

‘“C%"g?‘n and. teaoher L B o .>‘*',, e



148

_ Several' children : "A tree house.,” ‘
., Teacher : "Gordon ? " o L
Gordon : "A tree house.” o ‘ v,
Teacher reads : , .
Lo "A coop, that's a house for a chlcken
‘Teacher : "A chicken coop.”
Child : "Look at that chicken,”
' Teacher reads': . o
i -~ "A stye, that's. a house for a sow : S
-'Children: chuckle, e
.Teacher : "A sow is another word for a pig.” _ o
‘Teacher reads :
L "A fold, that's where sheep all gather to sleep
Teacher : "A sheep fold" .
'Teacher reads : ‘
" "A barn, that's a house for a cow B
; 'Teacher "What "~ - ‘ T e
A child : "or a horse.” A A
Teacher reads : ! ~
‘ " "It is also of course a house for a horse. Yes." -
-~ Child (in reference to' illustration ) : "A. giant sheep
Another Chlld ”Sheep could sleep in the barn too..

Predlctlon declrned from 26% in the first half of the observation

‘p rl’?l\to 17% |n the second half. However there was also a decltne in

- pr dlctlon questlons and although ‘the chlldren sometlmes predloted;

~ witho t belng promptedxby the ‘teacher, the declme in predrctron seemed at‘

least P rtlally attrlbutable to the declme m predrctuon questtons

-/
‘-Elaboratlon also - declrned from 11% to' 6%. whlle- dlrectrons related to

readmg decltned from 31% to 17%. The decline in’ dlrectaons related to

readlng had also srmtlarly declmed |n brg books Agam the declme in -the .

:.frequency of thls form of mteractron was seen as resultmg from less need

on the part of the teacher to verbally tndlcate what she, expected‘ as the .

‘Vchrldren became more aware of the procedures (Bloom91986)

; Cochran-Smlth (1984) also found that chlldren in her study became -

"familrarized lnto routmes dunng the rug tnme (t.e. story .readmg)_ in \the L

nursery school (pp 102«105)

The mcrease m speorflcatron over tlme was the result of the

o

f:lnordmate am.ount of thrs mtelactlon in A House Is A:Ho

vt

whlch g ‘.

8
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was read toward the end of the observatlon perlod Nearly one thtrd of the

' mstances of aCceptance/confrrmatton also occurred in thts book.

B In famrlrar books —predtctton was. more prdmrnent (30%) - than in”

,___.___...—..aN .

4
.unfamtlrar books (20"0« This’ st essentlally the opposite of what
occurred ln b|g books and is lnconsrstent with the fact that the teacher
asked more predlctron questlons rn untamrltar books However, since the

v
, chtldren drd predrct on thetr own, it would seem ‘that in familiar books the

chtldren like -those in Doake's (1981') st"udy, "'overtly participate‘d " by
predlctmg whereas in untammar books, they were engaged in what one of
the parents in Doake's (1981) study referred to as absorblng~the story (
415) ‘Mrs. Wlndsor was much more tolerant ‘of  such unsolrcnted
partlcrpatlon in small books than she was in blg books Therefore it would
be expected that the amount of predictlng |n big books would retlect more
. closely the’ amount of predrctrng prompted by the . teacher . | |
The tamrl|arlty/unfam|l|ar|ty of the books did. not markedly
lnfluence drrecttons related to readmg nor specmcatlon However Mrs,
Windsor engaged in. elaboratlon more frequently in untamlllar books., (9%)

"

than .in tam)har books: {4%) Because the content and probably some ot the
S concepté/ and vocabular‘y were unknown to the chlldren, |t would ‘seem to o
follow that the teacher would do thls Chuldren also engaged in elabbratlon |
| more when the' books were untamlllar (19% versus 4% ). Mrs Wmdsor also
asked more elaboratron questrons when readmg unfamnllar books - a :

| strategy WhICh appeared to be almed at ensurmg that the chlldren ‘
) understood the content that they were encountenng for the frrst trme 7
e Chlldren predlcted more in- narratrve (26%) than in- etther verse
(21%) or patterned language (3%) Thts appeared to reflect Mrs Wmdsors
propensnty toward encouragmg predlctron wrthm a story grammar

paradrgm Elaboratron was also more promment in narratlve (13%) than in

Lt
i
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verse (6%) and patterned bqoks (3%). Directions related to reading
accounted for 71% of ‘the interactions in patterned books. The majority of .
these’lnteracttons however, ‘occurred in one’ particular book, the
ﬂ_Q_Q_s_Q_Q_tgn ba'& reader With this book, the teacher had the children find
'-varlous‘ "stories” by "using the table of contents and this required

. : : '
' considerable directiPn from the teacher. This is shown in the following
: : ' : \
© portion of the transcript,
” November 6, Hopscotch
The chlldren are sitting in their desks. They each ~
have a copy of the basal reader. _
Teacher: "Remember we took the sto
Do. { She is holding the hgpk open to the
at the title)

table of contents. She ‘@
Find -it in your:table:of caM®nts. | found it~

A chiid " " -
“Another childr: " It's on page (indjscernible) "
Teacher : : o
A child : ".It's on page ten "
Another child : “nineteen "
.Another child:"What-" , ,
Child:"Nineteen"
Several children : WhaL_L_Qan_Qn o
A child: "Here it is." .
Teacher: "How many people have found it 7 Okay,
- - find the little. dotted-follow the little
: o dotted line. What page isiton 7"
- Some children :" nlneteen '
" Teacher:" ?omg to give you another
= stog' to find now want you to find the story.
. calle '
Many children: M,e_" ?emphasrzmg /m/)
Teacher:" In-your table. of contents.”
Some ‘children:" three" - .
. Another child:" Page two.” \
'1C_)the;‘ chlld'ren threeg” dd“ ‘ , ’7I
eacher: " It's on page- di ou md ts on page-"
"Child:" Three™ P ¥e Mﬂ pag

: ;Teacher "Three. Find the story caueq sgmggw
Shopping. ‘

~—

This continues4dr. some fime as the' teacher has: children "
find titles in the Table of Contents and then has them open _
the book to vartous "stories”. ,

. Acceptance/confirm,atian and specification were relatively. of. equal
s ' ’ N
. . . - ;/‘

»
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" prominence across all three text genres. | |
E 1 - ‘E ‘ g l “ ' ) B .

Acceptancelconflrmatnon (36%) \was by far the most prevalent type
of interaction in related activities while directions related to reading
(18%), specification (14%), elaboration (9%), and prediction (8%) were also
fairly p(omineni Agaiﬁ the relatively high Pproportion of direction rdlated
to readlng and speciflcatlon retlected the tocus on smaller text ltems in
- related - actuvmes , ‘ |

‘ Over time, the children engaged in elaboration ‘more in the. latter
portion ot the study (17%) than they did Initially (8% The indr‘ease in
elaboration was likely the result of the concurrent increase m elabc:ranon
.questions posed‘ p)!l Mrs, Windsor. Specmcatlon, however, decreased over
-time frolm 16% to 10%. Sirﬁilarly there was a déciease in speciﬁcatibn'
quesuons in the second portaon of the observatton period as compared -to

the fnrst portton and the decrease in specmcatnon was seen as correlatlva‘v

‘with- the decrease in specmcatlon questlons .

In activities related to unfamiliar texts, elaboration was MO(e
prominent (11%) than in activities }elated to unfamilia'r texts (4°/;) This
was expected, glven the unfammanty of the text Ianguage and the ove(all,
: meanmg . )

"Across genre, specifi"cat"ion ‘and  directions were equally
promment Prediction (12%) and elaboral on (14%) were more promlnent in
narratwe than in verse or patterned books. There were more durectlons m‘,
unfamiliar bxg books and small books so the trend here was consustent. The
salience of prediction in actnvmes “related to narratives was also

,consnstent wuth big bgbks and small books
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‘ | ATTENTION TO INPUT |
' Attending to graphophonic information accounted for 60% of the
interactions in. this category, (;rable 6.5) Mrs, ‘W'indsor tended to emphasize "

 the use of such information ‘as a word recognition  strategy.

Table 6:5 ' !

: Attention To Input {
" ( " - i N
Print *  Grapho-  lllustrations  Book Miscues Total
: " phonics o language Correction
Big Books (T) . 28 . 182 44 . a8 283
€ 15 138 30 13 22 218
9% - 60%> 1% 2% 4% 100%
Small Books(T) 34 21 . 84 ; 12 . 151
(C) 8 1 23 27 B T 70
19% 15%. ' 48% 12% 6% " 100%
Related (1) 100 281 ST S 25 416
‘Activites  (C) 25 266 5 —- 107 20 , , 428
15% 55%‘ . 2% 13% 5% 100%

-

The.following excerpt from the transcription of A; My ﬁgugg Sa

(November 21)is illustrative of this,

Mrs. Windsor has given each of the (ghildren a card with a
sketch ' of an animal on it. > :

Mrs. Windsor: "Here's a fif - ljf- - jaguar. (unclear)
~ This goes with your prcture -

Chlld stands_to' read.

Teacher D "OK, 4t - 4t

Child" : “jaguar” ‘

Child : ,cant read it.” - , : '
Teacher A jaguar ° o _ Yo -

Child "I can't read it. " - '

Teacher : "Try it. What's " ‘ PN X
Child : "A jaguar " : _
Teacher : " /il -/n/- eatmg - N T
Child : jelly" ‘ o
Teacher . jelly good gl "
Child : "Goa

' The chlldren also tended to access graphophomc mformatlon as a

word recognmon strategy lmerestmgly, the chlldrens -use of - such
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.int'or‘mation ‘i'n‘c'reased nearly'threo told\ in the seoono portion’ of the term.
. This seems to lend further support for the contentioh ot Harste, Woodward
and Burke '.(1984) that .children, learn to oonstruct'm‘eanings tor and use
the',strétegies of reading that are displayed ‘or demoh.st.rated‘ by ‘the
teac'her.'.Thé excerpt that totlows‘ demonstrétes hfo'w ‘chi‘ldren‘ tocus"ed on
', g‘raphophonic i‘ntbrmation and how the téaoher' ehc‘ourlaged such a focus. "
November 21, Noisy Nora

: Jody and Tony, two high achieving ' children are readmg
. Tony has taken the lead in' the reading. !

'Tony “heeddd 'some. What does this say, /s - n/ "
~ Teacher : "Have you tried to sound it out ? "

Tony : T/s/m .

Teacher : "Make an s” ‘ .-

~Jody : "singing" RN f

Tony : "singing 7" - I o
Jody : "Yea -sing, smgmg R o R
Tony : smging (laugh) to = L Lo TR a’

Jody : "Two ghost letters". - ! ‘ B
Tony : "So Nora had to walt. First. No. | am leaving said '
., Nora and she " - t
Jody : "rieeded " ,
Tony : "needed ... No! ... /n/ " : .
¢, Teacher : "Okay what does lt. start with. ? And.I'm /n/ " Co
‘ .Tony "nev" o co
Jody : "never" - ' :
Tony and Jody : "come back "Tony : "I " - '

- Teacher : "Thmk of the. sound the 'word starts wcth .
Tony and Jody :. 73/ o = '
Teacher : "Whats that word ? " c - R
Tony : "the” .. N R
Jody : " /¥ the - their” C oy o
Tony : "No. There's the and.y. b
Teacher : "What happens when you have the and y 7"

Jody: : they
. Teacher : ‘Right.”
¢+ Tony : "thee"

‘ Teacher : "They, theg ‘
Tony : "And. ther idn't hear a sound But a”
. Both boys % e.. t
Teacher : ™It starts. hke truck and train * Co
v TEXT: BUTATRA LA LAFROMJACK N
- Tony : "This is-h" - , o o
.Teacher "tra - la - la” . SO

Attentlon to tllustratlons (15%» and correctlon ot mlscues (14%

were the other more commoﬁty uSed mteractnons About 40% of the



. | , 154
references to the lllustratlons tame from the children. Slmllarly, almost
 one half the correctlon of mlscues was done by the children. -
| _-Except for the increase in’ the attention 10 . graphophomc

’informathn the other intdractions occurred wrth relatively the “same

-

. frequency as the term progressed .
| ‘ Attention ' to graphontc lnf—rmatlon at’tention to illu‘strations ~and
correctlon of. mlscues were distributed equally across famllaar and
unfamiliar books However, attention to graphophonlcs was more prevalent
in famlltar books (68%) than in unfamlltar books (54%). This was seen as
the teaoher narrowmg the focus to the smaller units of text (i.e.
symbol- sound relatlonshlps) when' texts were famlhar and is cons:stent
with Mrs. Wlndsors whole language phllosophy and which she elaborated on

in the tntervtew after the data collectton stage of the study ' !s\b

Researcher : "if yoﬂ were to make suggestlons to teachers as to the‘
use of blg books in¥their- classrooms, what advnce would you glve

Mrs Windsor: .(she offers many suggestions.. but‘mcludes ) "going
‘ from whole to, parts L o

' ' | ’

Illustratlons were referred to twice as frequently in unfamlhar

books as -in familiar books. * ‘One’ would expect more references to

-jfllustratlons whlch ‘were unfamtltar lf;' as. Huck (1979) contended

" lllustratlons help convey the message for the chnld the attentlon gnven ,'
|llustratlons i, unfamtlar books would also help chtldren construct7
g ’meanlng in future readlngs of 'unfamiliar texts T -
Correctlon of mlscues occurred _more frequently in unfamlllar texts
’ (18% varsus 8% for famrltar texts) However one would expect more'j f ;
) 'mtscues tn unfamrker-mateﬂal and the ratlo of correctlon of mtscuest
vwould therefore be htgher Mrs Wmdsor also tended -to correct most
) 'mnscues lncludmg those whtch were eemanttcally and syntactlcally, ‘

acceptable, as drd the chtldren
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~ Attention to graphOphomc mto\rmatton was relatlvely high - in all-

genre but in verse it accounted for 88% of the mteractions Three quarters

- of these lnstances _Qccurred, wnthtn one text Imn[sle, ]mg[glg ]m|§ Star L

. This verse was pnnted‘ on the chalkboard in a. mmlmal cue format (eg. )

_ o~

. ) . ? ',‘
thnkie o mkle | R, st ) As it was read Mrs, Wlndsor had the

.chnldren provtde the mtssnng Ietters and the sound associated with them

as the tollowmg excerpt from the transcripts illustrates.

i Teacher pomts to prmt and reads ’ , ‘ ‘ G .
L "How | wonder what you -" , : S
Children; -"are”
Teacher:" Toby" : ' ‘
Toby: "a- -r-e” (teacher prints letters as Too)y says them )
uTeacher Super. Are you all sitting down 7 Now you.don't-
know who I'm. gomg to ptck and | mtght plck you

, ' again.”

v Teacher eomts to print:"Up, Tanya

- Tanya: "

“Teacher: "p"z ‘
Teacher potntmg to print "Up above the /w/-world’ Gary ?"
Gary : LW x

Teacher Wt (She ‘prints w) ’
. ‘Teacher : world so - oh a tricky one; two snlent ghost Ietters
Several children:” | know."”
Teacher:" So high. Marie, do you think you know what they are . .
Marie:" Yeah "
Teacher:” What 7"
Marie:" g- h"
Teacher:" How do you know that Mane 7.
'Mane " l don't know

There were few lnstances of correction of mlscues in verse (4%).

" 'However alt of these texts were fammar to the chlldren and Mrs Wmdsor

:tended to do most of the readnng in verse so the. opportunty for chtldren to—-.-

' muscue was }educed SRR : ” L o
N Interagtnons focusnng on, |Ilustrat|ons were most promment in small

books (48%) whule attention to print was second in’ prommence (19%)

:Attentlon 10 graphophomc mformatlon Wthh was qurte domlnant in blg

books, accounted for onLy 15% of the mteractnons here Book language was
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"

‘.also fairly prevalent (1‘2%) 'However correctlon ot mlscues accounted for

.
Lo

" only 6% of the mteractlons here o

s .. 156 .

Some ot the references to lllustratlons were ‘of a general nature

such as. the example from EQIQLKLD_M.QQIS_A_SML | R

Mrs Wlndsor e "And | like this last plcture
<

‘However Mrs Wrndsor and the chrldren aleo frequently reterred to.
[

ulustratlons to atd m construotrng meanmg (Huck 1979) ‘

. Eo. Octobér 17, wmmm

| Teacher : "These little dots are the lines he tollows
Teacher moves a little cardboard mouse along the line.

Teacher : "And he's' looking for some food and”. - . -

. Child : "Cheese, Mark." - o ot
o .Teacher : "And here's the crack in the floor o SO
©*  Child : "Quick ogen it up R RN
Teacher : "and he has to go into it, " ‘
Teacher : "He's comlng out, the crack in the floor
- Teacher reads : . ‘
. ~"The mouse almost bumped mto the krtchen cat "
o Teacher reads :
. "Crumbs, that ‘was, close i come" back Iater tor
‘the. cheese." _ I ‘
- Teaqher "There he goes.” . .
" A’child : "He's running. ‘ T
-Teacher. : “Yes, this time he's runnmg Do you thnnk the o
‘ cat sees him 7" . ‘ ; '
' 'Some children > "No." IR
. Others : "Yeah." - = - : A
Child': "Yeah."cause hls e'yes open '

.

* "Another child :"one eye. N AT *

.. Teacher :"Oh, there he goes W . o
+ Child : "into the ' =
B 'Teacher rnto he larder “the’ pantry And lets see what "
o appened Look at what he found " KO TR
'Teacher reads VU
St The mouse cllmbed out of an empty box of corn flakes

Mrs Wlndsor usually made a pornt of ‘refernng to the tntles and

‘ tllustratlons of all of the books that were read As she read the trtle or

j'?the name of \the author or lllustrator she nearly always ponnted to the
"'print She also tended to pomt out other "uncndental" pnnt that was not 2

. part of »the text



.. Eq. October 31, Lamont The Lonely Monster - '+ |

Mrs. Wln‘gsor Has a book opened to the tltle page B
"It ¥s kind of a neat book because it has spoo things. . .
*,And it says (she points-to print ) this book be elongs to. . =
1t beIOngs to Mrs. Wlndsor ut | dldnt put, my name:in jt;

@ The tllustratlons in some of the small books contamed various’

)

objects whnch were Iabelled Mrs Wmdsor nearly always drew childrens"“

ol 4

, W . . . . . .
v oo : e \

attentron to such prlnt

IR R TR VRN,

L Eg. - Mrs WrndsOr‘ "And here'jt says blscmts (pomts at prlnt)
. o - 'And here it says /& s
' * Several" chuldren  "sugar” e
' Teacher : "sugar” ' - o

- Teacher points to CHOCOLATE DELIGHT 0
" A-child : "cogkies® - . -
Teacher :."/&" - chocolate’ delag‘ R : ‘
' Teacher pomts to TEA "And what does thls say ”

%

¢ J

v‘ ¢ /

| On oceasron when Mrs Wundsor did not attend to, the prrnt on labels
a chrld would often draw her attentrdn to it For example she omltted to
hft a tab in ﬂhg&e_Mmse_ALe_\Lo_u_._ whlch had LIFT prmted on rt and a

. message underneath One of the chrldren had already asked the teacher to -

' read the Iabet bm she had not done so However the child persrsted

! sf — Chrld "How come you dont read that? w o X

~+ " 'Teacher (obvnoUsly thrnklng the chlId iS; referrmg 10 a part ‘

. 4" of ther text) TS | read it. It says: back in: the. Iarder the b

... . mouse bund 'som@' biscuits,” LN T
.,\ .- She. then notrces the tab, ifts it "So pIm e o e
... 'Shereads: . . R T

el AL "They were tasty No'w'for a plece of that ‘cheese:™™ L
- Teacher 1 Sorry' 1 drdn't read under there dnd I?" ‘”' ‘

\", )
"\ e

i Were twrce that ot btg boolss, aithough ther

RS
.3

"ﬁr‘cuta’riet‘éxt s

AR P

/'

~ a chrld spontaneously; started‘f_;’:;‘i

®n other occasuons thldren engaged

.! l: Fag
M | -“‘\ t ' A .'f'.“‘.s . Lo
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Hrn bookllke Ianguage whlch was unrelated to the text belng read and it-was

reading of : v
.remarked "Humpty Dumpty Bumpty Crumpty

as |f the chlld was: rehearsmg or playing wrth language At the end of the

one Chlld quute unexpectedly

Attentron to prrnt was more evrdent in the flrst part Of tne term

than rn the second part (19% ve‘rsus 11%) However mteractlons related to

f 'fllustratlons lncreased in the second portlon from 33% to 44%. Chrldrens

. ‘use of booklrke language |ncreased by 25% dunng the course of the study

Illustratlons were attended to more frequently in unfamllrar books

: (51% versus 39%) a trend whlch ‘was also evudent in b|g books There was

;nearly twrce\ as much attentlon 'to prrnt |n famllfar books as«:m unfamllrar

books Agam thrs was mterpreted as. ‘an mtentlon on the part of the

'_;teacher to narrow the focus of attentron on the smaller elements of text

. once the chrldren had become famllrar wrth the -more global elements such .

“ B II l IB Io E I-4 ’I\’.- oL

H’_{“'-sound-symbol relatronshrps

" "‘as the oontent Hayden (1985) found that parents also focused on pnnt
'.,fwhen readmg to thelr chfldren Drawung on the work of Ehrl A 985) Hayden
: l',concluded that parents seem to be aware that in order to become readers

}.'thelr children must attend to graphrc cues (p 88). — _ "

Genre dld not affect srgnrflcantly the patterns of rnteractlons in

that the patferns overall were slmllar in all three text genres

&

Much of the focus rn related act;vmes was on graphophonrc

'rnformatlon (65%) However thrs was usually accomplrshed rn a contextual ‘-

anner through the use of mummal cues and cloze procedure The followmg :

'-’is an example of how Mrs Wlndsor used cloze procedure to focus on

B .

October 29 . Related Actrvrty,’"




" ONCE UPON A TIME THERE WAS A TEENY lTINY W WHO

. LIVED IN A TEENY TINYH "WITH ATEENY TINY D
' ANDATEENYTINYC e ‘

' Teacher and children read o

e "Once .upon ‘a time. there was a teeny tiny "
AR %n "wom" " .
: Teac : "What- goes in that blank that starts wrth w r

~ . Children : "Woman"
/.. Teacher; "Woman And What does |t end wrth ’7" '
- Children : "n" :
‘Teacher prrnts 'n' : "N Woman And in the middle you hear

0 womm - an .
Children : "m". . L ; ‘ :
Teacher : -"We know ® have an m" wo man
. TeacHer fills in o and a : ' ‘
Teacher "Olkax Would- you all wrrte woman down in your - S
' blan o
Onechlld 'm-a - n o
& l
. Mrs Wrndsor focused on prrnt in a: number ‘of ways in related

acttvrtres For example after readrng,vA House Is-'A House For Me,

(November 28) she drew a tree on ‘the chalkboard She then had the‘ :
chrldre‘n name vanous thrngs that Irve |n a tree and as the chrldren named "
them she printed them on the tree Wthh ‘she” had drawn On other'[
occasrons Mrs Wlndsor prlnted portlons of a text on the chalkboard and
had individual. chrldreh identrfy words from the text. Chlldren sometrmes

worked rndrvrdually on actrvrtres wrth a prlnt focus ln one such actrvrty'

' Mrs Wrndsor gave each of the chrldren a portron ‘of. the text whrch she had :

prlnted and photocopted and then cut into mdrvrdual words The object of : |

P

the activrty, of: course was to arrange the WOrds rnto the sentences that, :

‘ were in the text

Almost one half the mstances ot booklrke Ianguage occurred ln

: relatlon to nursery rhymes After Mrs Wlndsor had read a number of b

nursery rhymes she then let chrldren volunteer to go to the front of the' .

P

class and recrte therr favourlte %ursery rhymes

In actrvmes related to famrlrar texts there was more attentron to.'= “ j=

graphophonrc mformatron (71%) than rn unfamrlrar texts (51%) Thrs trend,
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“ was srmrlar in small books and in. blg books Srmrlarly, booklrke language

' was more evrdent rn acttvrtles related to famtlrar texts (25%) than in

\

‘ ",unfamlliar texts (4%) ‘

s , There ‘was . proportronally more focus on graphophonrc lnformatlon
‘ .(89%) ‘and prunt (8%) in actrvmes related to narratwes However there[

 were actually fewer mteractrons pertarnmg to these two features ‘(138) o

| f‘than ln verse (189) or pattern Ianguage (220) There was a relatrve Iack' a

:v of booklrke language (5%) an correctron of mrscues (1%) in narrative
‘-where there was an rnordmat amount of attentlon to graphophonlc"
| ‘mformatron The paucrty of book language in narratrve is understandable as.
'such texts tend to Iack the rhymmg, repetitrve features rn other genres

' ‘The lack ‘of correctlon of mrscues |n narrative texts was rndlcatrve bf the
fact that Mrs Wmdsor tended not to engage chlldren in readmg connected

text rn narratrve Instead actrvmes focused on mmrmal cues and cloze

‘ actlvrties (Eg Ih_e_Igg_nx.jnx_ﬂQmam connectlng the knowledge from the
story wrth chrldrens own experlences (Eg wm_mg_

lj_g_us_e_) and havrng chrldren read the storles in parred readrng (Eg Ngj_s_x,
S ',_Lf-‘,;.MR-s_,.' W'IN‘D”SJOR'SI.l’JE'.MONSTRA"I_’IQN‘ OF ASENSE;OF READING

N

Mrs Windsors decrsron to use blg books and to engage chrldren in L

predictron completron readrng, .and so forth were seen as communrcatrng'-. .

‘j: thls message to Ihe children She also demonstrated thrs in related"

actrvmes when she had chlldren engage m sequencrng actlvmes and when'i ‘ | ‘

| she engaged chrldren m what,Cochran- Smrth (1984) descnbed as "hfe to.'; B

‘.. text" and "text to lrfe rnteractlons. .

‘:‘vt‘ _‘\.’, .
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tencouraged chtldren to use mnemonacs as 'a strategy for rememberlng

’words

] |
Eg. Mrs, Windsor ; "Whats g(lng to help us remember
. , green, nsten 7"

Kristen : "The screaming e's.”

~

‘In addmon as new words were mtroduced through the texts read Mrs
Wmdsor often pnnted them' on tagboard and gave each child a copy. On

| October 16 ‘Mrs. Windsor drstnr’:uted rrngs tor chrldren to place their new

.words on.and told themto practice their new words The rereading\t some .

texts several times durmg a particular day supplemented by further
'.attentrgn to textual rtems through related activities ‘was also seen as
being mdrcatwe of Mrs Wmdsors concern wuth chlldren remembermg
words v | g |
' i“‘lt A Precise Activit |

Mr\s ‘Windsor's propensrty to- correct miscues rncludlng those whlch
- w.er\e semantrcally and syntactrcally acceptable was one way in whrch she

demonstrated this concept of readrng

Eg OCmbef 24, EQILQMLID.Q.MQDﬁIQL&

Teacher and chrldren read:
‘ "Follow the monsters, they all know the way
 All through the nlght v
~Children complete " and all through the day
" TEXT: AND ON'INTO THE DAY™ . -
Teacher corrects and on. mto the day

On one occasron Trevor was readrng from a small photocopred version of
Qﬂ_s_g_d_aLand Mrs Wrndsor was Ilstenrng to- hrm read .ﬂ’ e “_‘ } PR

.' | ".“TEXT ON UNDAY ‘A WITCH AND GHOST CAME TO VlSlT ME BUT I
" "’WASNT OME SO THE WITCH SAID "WE SHALL RETURN ON

e . i

: Trevor reads L ‘ ‘ ' : ‘
. " One Sunday, a witch and ghost ¢ame to vrsrt me’ but L
i wasn't home So the witch said "We'll return on Monday

; s
AR
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Trevor read the text this way sel/eral times, and on each occasron Mrs,

Wlndsor corrected hlm by pomtmg to the s-hin SﬁALL and emphasrzlng the -

~ sound of the Ietters lé
. Mrs. Wlndsor also artlculated the need for precision by admonlshlng

R the chlldren to watch the words or'to read carefully

Mrs Windsor to chrldren as they, are about to read
the text: ‘
"Now you have to read lt carefully

' Reading In y Qly_es_M_e_talaz' M vp]guaga ‘ ‘
. Mrs. Wlndsor qurte trequently used metalanguage and also

encouraged children to become famrlrar with metalrngurstnc terms, Two

‘ ‘examp'es follow om »ﬂhat_LtSnmAm_mmhes..

Eg. 1 Teacher reads as she prints : "What .
~ -no Is. rt/k/-no 7"
Chrldren "No. "

: " Teacher : "What letter is silent '? " . -
. "'Some children : : o ‘ .
. Other chlldren : "k" : ¥

Eg 2: Teacher : "into - what kind of word: js lnto b0ys
' and girls 7" , , \
"Children : "Compound.” L
Teacher "Cornp0und A compound two words together

Reading | S ‘ '.l' w,: ‘!ff‘ o]
S Mrs Wmdsor qurte frequently encouraged chrldren to use this o
‘ strategy when readmg A portion of the transcrlpt t“rom Noi sy Ngra whrch_';

follows exemplrfres thrs ‘
| “'November 21 -

P %6dy anddTony are readlng N_Q|§y_N_Q_La rn a parred readlng srtuatron
: ony rea :
-7 "Nora needed some " .

ol TEXT 'NORA NEEDED SlNGlNG TO..

.7 . Tony J"What: does this  say ? s-n, l mean-* ..
Y. Mrsy Wlndsor "Have you trred to sound rt out 2" "

‘~Tdny 18l , i SR

Mrs. Wmdsor 1.-S_ ‘

Jody smglng

A



: ‘ 163
In addmon to encouraging chridren to sound out words, Mrs, Wmdsor also
demonstrated this concept of’ readmg by suggestlng rul\es for, sounding out

»‘vanous words

. Eg Journal entry, October 30

'
¢

- Today Mrs, Windsor gave: a ruie for soundin out the
- word "five" su?gestrng that "the e goes back to step
‘pn the head o the i causing the i to say its own name

. N CHiLDREN’S CONCEPTS OF READING .
Ot the 6 children mtervrewed only one. (a low achlevmg chiid ) did‘. '

,not perceive himself as a reader “Children were observed at vanous times‘
: over the. course of ‘the data collection rndicattng their belief in therr “
abilities as readers by making statements such ‘as " I can read. that On
Aother occasrons a Chlld wouid msrst on his or her own 1ndependence m

. readrng

Eg November 21, Nmsy_ﬂma

- Tony and \Jody are reading (he story. with‘&my assumrng most' of . the
responsibility for . readln% /iiil’;c:ggh Mrs. Windsor has just read the t
book to the class @ oy
am sitting near ttie ‘Bby
a resource person

¢

having some - dittlcuity reading it.
s Itstemng to them read TOny IS usrq me as

: ",Tonxf Mr Anderson what dose this say 7. frr 54t
- irst™ - : _— L
. Tony reads BRI ¢ C . ; P
: First /g/ she- S
A .third child has joined us at the table and she says /d/ !

“Tony No, /b/-breaked" Sy v
.. Jody:"ban ed" o '.-,Ff‘"‘n N '
- Y Tony reads: - ', . A S
o "ban ed.,‘....thewrndow SR T S S
Third .child: "1l heip you wrth e o .ot
... Tony: no"‘ s B T
L Jody: - IK/-1KI-Tkw/- /kw/ R DPPRPt ETE
,‘Third chtld quret" e e
ony reads: T ST e
"quiet , said her father o ‘1 R '."

"T,hr'rd child *her dad.”. -

- Jody’ (rndrcatrng tb the ohrld that her hetp isnt apprecrated )"We re

.+ rea

P . -

et Tony:” %rs-her father ~‘ o E T o ’ :

" "Tony “hush?". ” o T

L ‘." S .ot 1 . . - Y
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| Jo ( in-a confirmatory tﬁ "hush”
Tony ' "said her mother. "
T : SAID HER MOM.

) -Tony : "Nora said her sister.” o
. Jody : "sister" ' -
¥on : "Why are you' so dumb 7"« : Do
hey ‘

gigg
N Jody gumb! How many pages have we got 7"
« Tony @ "| don't know.?
S «Jony reads : "Jack had g- o - x t- e- n™

Tony "gotten /f/ - What does thrs say, t--l-t-h-y 7?7

ba? 3 Me: "gotten -
f.

ta

U, Me: "filtn?/
.. Tony : "ilthy ~"/M/ - mate - does this say mate - - :
e rno—ther - ‘ .
Me : "mother " ‘

-

Tony "mother. " L : ‘
Jody (m protest ) "He' not reading - we are.”

,1
i, \ -

K The children displa){ed this. perceptron of readrng in a nurnber of

L
ways including admomshlng one another to sound qut a word when they

encountered difficulty’ mneédng he followmg |s “an example from the ..

fleld notes of November 28. 3
/ v/ N

" Murray asks me to’ reaq GREEN DOT for him from his Z_e_eb_o book. ' .
,’Zeebo ghoks were essentlal_]y colouring books Wthh' involved

~ . following directions. Eg. COLQUR THE CLOWN'S HAT RED.) ™ .
Before had‘a‘ck\ence to/f’ell him, (Tony” who is sitting next to Murray
'says to him : "Can't you/soundit out ?
Meanwhile, less than five minutes: prevr0usly, Tony had asked me for

e help in. identrfymg ,,the words. . 4

A

| Sometimes children relled on soundrng out words to the exclusion of therr
':rntulthfe knowledge of Ianguage Durrng the reading of J_Am_A_MQ_rmg[ “
| (Octqber 24) trp ?eacher and chrldren read "a sentence contamrng the word .
‘KNQW One c‘mld remarked it's /knor not Ino/ This tegdency& is also i

4 r‘ter rew “with Roger a low achrevmg chrld -

..exe plifled by ‘the followrng excerpt from the. transcnptrone of the

-~

l show Ro er a nrctu of a cheékout counter of a supermarket, A
entleman has purchgsed a quantity ,of white bread. | am :asking
oger questions to sge if he will’ access ,the print on the Iabels 0

the bread in the plcture

. . B . L
< N t - A -t M
N N N . (I . ™o
PR Y ! v L . L I
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Roger:" He's going to buy some bread.” .
Me:"Yes, he's buying some bread, isn't he 7"
Roger:"Yeah." "’
Me:"What kind of bread has he baught? Is it white bread or brown
bread 7" \ . "
Pause Co

~ Roger:"Brown bread." .

Me:" Huh,huh.Roger, do you go to the store with your mom?"
Roger;"Yeah.” ‘ :

» Me:™ What kind of bread do you buy, brown bread or white bread 7"
Roger:". We buy soft white bread.” o : :
Me:" Huh, huh, If your mom said,'Roger, pick up some white bread for
me, how would you know which breald to pick up?"

Pause L

Roger:” Tell by the, by the, by the colour of it."

Me:" You can tell by the colour. Is there-" )
Roger:" and youihave to sound it out.,"

+ Me:" O;<a,y .Rogér.look at this picture again. Are'you sure that's brown
bread 7" ' ' ‘

Roger looks closely at the picture:” No, I'm not sure.”
Me:" You're not sure.” : "

Rogec:” | think it's white cause it starts with that ( prints to w on
the label ) w." ‘ o o ‘
- Me:" Okay. So you said you sound it out. What do you sound out Roger

A to find out if it's brown bread or white bread ?" ‘ ,
) Roger:" | sound out the words, and then you, and. then you sound them

/ out faster and then you get to know what it is.”" "~ .. ‘

’ Me:" Huh,huh. Can you sound out this word here for me Roger 7" (Here

| point at the word WHITE on the label ) -

Roger: /w/-/h/-/V/ . .

Me:” What do you, think it says ?" .

Roger; /t/-/i/ (pause) PY

"Roger:" Fresh?" : C "

N.B. Thro'ughq‘dtfthis 'interview, Mrs Windsor can be heard in the
background as she completes a minimal cues activity and where shé
is encoburaging children to sound out words. '

. - . \

Not all children were so constrained in their reading '.By relying -

exclusively on this strategy as the two exampples from the field- notes
.which follow " illudtrate. - I S C
November,21: Cheryl énddphnﬁy are readi N'Qis‘% Nora. .
" When they try to regd the sentence FIRST SHE KNOCKED * '

THE LAMP DOWN, they encounter difficulty\%ith the.word
- KNOCKED. Johnny tries to sound it out but )articulates the .
/k/ and cannot come 'up with a word. Gharyl_reads past:
KNOCKED and uses the context to identify- he word. " -
- .November 14;:Dohdld is reading in his ) book. He is
reading the senterice COLOUR THE EXIT SIGN RED. He.read
. as-far-as EXIT,encountered difficulty and exclaimed: .
* - "Holy smoke!". He scanned the illustration, saw an EXIT
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sign-‘and |mme(d|atejy Went back to the text and read
olour the exit sign red " ,

"

Reading Is Saying Ward
' During the interview, several of the low Vachteving children, when
| asked what they ‘read ind‘icated that they could read words, For example,
Tlna a low achlevrng chnld remarked that she could read "colour words "
On the other hand two of the hlgh achlevmg children in response to the
same question ;ndlcated that they read " books" and 'poems »
Some chlldren also demonstrated this concept of reading by their
tailure to momtor and selt correct mnscues which were semantlcally or.
syntactucally unacceptable Tlmmy. a child rated as'a hrgh achiever. by Mrs :

Windsor, demonstrated this while reading’ LLIHQ___B_Q&[ !
Ttmmy -reads:” I'm little bear. said mother bear."
TEXT: "MY LITTLE BEAR, "SAID MOTHER BEAR,
Timmy reads:"See the mother bear.” .

TEXT: " SEE,"SAID MOTHER.BEAR. '

N

,In *addition to not monitoring for: meanlng, Tlmmy read in a haltmg, word

'by word manner\artlculatlng each word in the same |ntonat|on pattern

\ The children frequently used metahhgurstlc terms such as " silent
Ietter ". and compound words” .fThe tollowlng excerpt trom the fleld notes
. J .

| exemplmes this. /. : o (' v )
"¢ November 28 Roger’ asks me 1o ldentn‘y PORPCUPINE for him which |
. do. He then ‘asks me: if its a. cOmpound word' and | tell him that it
isn't. ‘ShortEy after, he returns again. and asks -me to -identify *
-TREEHQUSE f{ér_him.-Again' he ask me if it is a compound word. | tell
him it is, at which E__pomt he drew two curved lines underneath the
word as follows TR EHOUSE saymg, "That's what you have to do
wnth compounds - 7 .

_ The chlldren also used unconventronal metalmgurstic terms such as .
screaming ‘g's- " to refer to the phOneme,f /'in the word green or ghost.
4

Ietters “in: reterence to unartlculated Ietters m words

v
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1 Read At Home And At Schaol ‘

During the lntervtew all but one of the children- the Chlld who
4

didnt consider himself a reader- mdtcated that they read at home and at
school One child mentioned readlng outside of the home and school saying
that he also read the sugns for' directions to buy tlckets when he went,to
the zoo. Mrs, Windsor also had "a take home readlng program ‘wherein she
had a vanety ot chnldrens books which she encouraged children to- take

home and read. o . o

~

Field notes, October 31 ;. Mrs. Windsor informed me that her take
home reading program is working quite well. She has a number of big
books in ‘envelopes. On the front of-the enve|ope IS a chart whtch is
divided as follows : ,

TITLE : o DATE : ~ SIGNATURE OF, PARENT

She indicated that manr ot the children were subscribing to this
_program and a perusal of the information on the front of the
envelopes indicated that some children were taking home quite a
few of these books which were surtable for “many of them to read
lndependenﬂy .

L Like Reading (G |

| All of the childreni interviewed indicated that they liked reading.
Again, as wnth the chlldren in Mrs. Anthonys class, there were provusos
One- chnld mdrcated that" although she liked reading, she didn't like reading
"books about mlce because I don't like mice." Another indicated that she

didn't hke readmg books that contatned "hard words A third Chl|d said he

~didn't like readtng poems "because we sing them in school every day Two,,.

of the chtldren indicated - a preference for readlng at home because it was
'qmet there whereas in school théy thought |t was too norsy .
Chlldren also demonstrated that they llked readmg through therrf- "
engagement in and enthusnasm for. certarn texts. Two occasions stdod out .'
;' m this' regard. The ﬁrst was recorded in the heldnotes the second in the‘
jOurnal B — S e ' |

October 17 * Teacher rs read‘ ng Q' /
All of the chtldren appear to be engrossed in the readmg
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‘October 31 1. l saw evidénce today of the power of certam books
When Mrs.- Windsor -read , the enthusrasm

' was evident in the ene:;gy they were Ruttlng into the reading .as they D
-read with the ‘teacher ery one of them seemed "tuned in to the

reading.

| Although the children generally reacted favourably to reading, .
some occasrons they expressed dlspleasure when the teacher suggested
rereading a partrcular text. An example of thrs oc¢urred when the children
had Just ilnished readrng the recrtatton tor the Chrlstmas pageant and Mrs." Al
Windsor. suggested rereadmg One child angnly shouted "nol" to mdrcate l "

P

that she dld not want to reread the recitation agaln A r\‘-

T 1) degree of synchromzatron between Mrs. Wmdsors demonstratlon

. of oncepts of reading and ‘the childrens concepts of readmg varled from

hild to Chlld Donny, tor example tn searchrng the |llustragton for cues to

~aid him in recobmzmg "exlt"'Seerned to have transcended the advrce that~ -
. Mrs. Wlndsor usually otiered to sound out" 'unknown words Simllarly,“"'
Cheryl utilized context cues to identtty"'knocked" whlle Murray durlng the |
same eplsode attempted to sound out "lsnocked'\ and stuck wuth the
strategy even when it d)d not -work. for hrm Roger wrth ’his concern about

‘ compound words” andjns attempts to sound out white on- the label |n the

L

illustrattorf demonstrated acceptance of these perqeptlons prompted by

. Mrs. . Windsor. Tlmmy7 by fallrng to monltor hls readtng; j’was not
in&orporating m his readthg the readmg makes sense meamng' that Mrs
Wndsor had ascribed Tony, on. the other hand reprlmanded Murray lor not .(;,r“’
soundmg out green dot"' and yet just prevrously had not employed the
saméﬁstrategy himselt when confronted wrth the same words but lnstead

had 'n.e to the l\'g\searcher and asked‘ hrm to lderttlfy the words for | ;

and Cheryl _were__hlgh achlevrng chlldren ahd they seemed to have
developed broader meanmgs ot readmg and employed a wrder rartge of
strateis than hsd 'Murray and Roger who were\ low achrevmg chrldren
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Bondys (1984) contentlon that meanlngs asgtgned to readlng are the result

“of the tnteractlons between the meanrngs chlldren brlng to"the classroom
and the meamngs ot readrng dlsplayed in the classroom was borne out
' glven the varlety of meanlngs whrch children had constructed The- tact
that 'Roger and Murray tended to Use the more narrow deflnltlons of readmg
(i.e readlng is soundlnglout words)’ demonstrated by Mrs Wrndsor supports

a second contentron of Bondys that low achrevmg chlldrén* are more likely

to use: narrow detrnrtlons of readlng that are promoted by the teacher,_ ’

f. L v
e CH|LDREN'S‘CONCEPTS OF BIG BOOKS ‘4 ““t

s 169 -

On only one occasron durmg the observatron ‘period dld a Chlld makg N

reference to the tormat of a big’ book * While Mrs.5Windsor was mtmduclng .
NmsL_N_Q_r_a she mentloned that she ‘had put a small version of the story ln,

the library tor the chlldren to take ' home. One child, obvtously 3

mlsrnterpretlng what Mrs Wmdsor had said, remarked. 'that the Book’ was

too big to take home

s
e

During the mtervrew a representatlve sample ot ‘the formats of the

" books Mrs. Windsor had used was- presented to the SIx chlldren and they‘

were asked,to- |dentlty ‘the books from the sample' whuch was compnsed as |

follows : ALMLng_s_e_l_S_aﬂ (sentence stnps ) ImLs_ (a poem on language

:f-, expenence chart paper )i Ee_tmlsm_M_e_ets_A_StaL_(a commeraally publrshed,

small book ) ﬂhgse_Mms_e_Am_X_Qy__( a teacher constructed brg book ) and

Nmsy_Ng_La ( a commercrally publlshed brg boqk ) ) -" R ~ L

All of ‘the ghlldre mamtamed that the texts on sentence stnps and

the languaée expenence chart wer' 'not, books Most ot the chlldren satd

v
k
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because these two texts drd not have the authors name on them they were
not books B . C '

When asked'if all“of the texts would be read in the same way, two of
, the hlgh achlevrng children’ sard that they would apparently keyrng on the |
‘process of readrng The, other four: ‘children sald that the texts would be'
’read differently ‘because the words were dlfterent in each one. .

e\ C ‘
Mrs Wlndsor tended to mvolve chrldren in shanng the readrng of blg

]

| &ooks to a hlgh degree ‘Somewhat paradoxrcally however, she tnsrsted on
turn taklng wrthm some texts and although the teacher eading alone ;was
“the least promment form -of rea]Her parti‘cipatron in such mstances"“'she'
. msrsted on readlng alone. Although Mrs Wrodsor read alone more in' smali
books there 'was much. more flexrbrltty and chrldren could ]om rn readrng‘
’cooperatrvely with her as they pleased Chnldren were also observed 1o
: engage in both echo/mumble.and completron readrng in both brg books and
}:small books.” - ) . B | el
Specmcatton- questuons were domrnant m brg books small books and .
‘related activrtles This, was seen as reflectmg Mrs thdsors emphasrs on
havlng chrldren attend to text presumably in - an . effort to have‘ them .
remember lt Specrlrcatron questtons were more promment rn unfamrlrar‘..:."
books and |n related actrvrtres Chrldren posed more questrons here than m:' |

Il“r «.. . Q

;’Mrs Anthonys class especrally in brg books and related actrvmes Them,

'.f%;'_-li’use of specrfrcatron questrons lrncreased rather dramatrcally over tlme

X

3
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l

essentnally procedural m nature Predtctron was also prernment in all o

three contexts especrally in. relatron to narratlves The children and Mrs

\

3

. reflectmg Mrs Wmdsors propenstty to try to focus attentlon on text Both
‘the teachera and the chtldren ‘tended to help a chtld who was encountermg
dlfflCUlty lnqreadtng through promptlng/cuelng

"’_ ..«l Although there was consrderable attentron to ‘grapho‘phonic
mtormatton |n brg bool{s there was even ‘more attentlon to this feature of

readlng in related actlvmes ‘Mrs. Wlndsor also drew attentlon to pnnt (l e.

words phrases etc) m all three contexts She also had chlldren attend to

lllustratlons in brg books and small books especrally so when the books'
were unfarmlrar apparently gndrcattng an mtentlon on her part to. have

chlldren use 'this. medlum to help them construct meanmg of -the books

oM

n\ '

Wmdsor also engaged frequently m specmcatlom again, thts was 'sean’, as .

Chlldren engaged |n book: language rn small books and to a lesser degree in

related acttvmes Both the- teacher and the chrldren corrected mlscues in
sharmg of‘ brg books and tn related actlvrtles | ;

Mrs Wmdsor demonstrated ‘a number of concepts of readmg As in
the case of’ Mrs Anthony, her decrsuon to use blg book experlences as a

means of helplng chlldren learn to read srgnmed that readmg makes sense

Chnldren also dlsplayed vanous concepts ot readlng,‘wrth some chrldren.

dlsplaymg concepts whrch appeared to constrarn them- as readers whlle

e

4

R --._2.ar£l,':‘ \\

others dlsplayed conbepls whlc"h demonstrated a greater degree of

P ' N .

. . w «

Yoy, S AN : . e
. N L

flextbt[uty SR L

I



o | CHAPTEF‘t Vi
FURTHER UNDEBS‘FANDING BIG BOOK EXPERIENCES - i

4 Whlle Chapters v, V and VI provrde rnsrghts mto the ‘nature ot
‘shared blg book experlences as provnded by two grade one teachers other
factors need to be- constdered to provnde a better understandmg -of what
- the shared blg book expenence actually entalls ln thrs chapter an attempt
wrll be made to look at the’ larger brg book context by companng how the - -

two envuronments described in Chapters IV V and Vl were alike' and
" dlfterent A second area ‘needing consrderatron is the manner in Wthh the \
‘ shanng of blg books m the classroom resembles the sharnng of books m( B

. the home snnce lt rs on the basrs of the knowledge of the Iatter that

eduéators are promotmg the use of b|g bogks in the schools. Flnally a set

of guudellnes whlch have been abstracted from the classroom observatlons
and whlch might be consldered by those plannlng to implement a big book

program will be' given. SN | ‘

o _ COMMONALIT IESAND DlFFEFlENCES

Com alit - o .

| “ The qontext m whtch these two sets of blg bodk expertencesl
‘ occurred exhlbrted many common charactertstlcs as drd the partrcrpants
‘ The school populatlon the class size, and t)'le commumtles in whrch theg
li-students llved were alt qurte srmllar and the chrldren came from .a vanety»;
".‘;ot sthnic, | Gultural, and SOCIO econemlc backgrounds In both cIaSSrooms"‘}“"""‘
,,,”chrldren exhlbrted a wlde range of readmg abrlmes Both teachers had
| access to approxrmately the same number of brg books and both Rd beeni ‘-'-,t;,ﬁ-‘

usmg brg books for relatrvely the same length of trmti Mrs Anthony and.
Mrs Wmdsor art‘. 'lated a whol- :
,readlng and ’-they;b d fhat the 1

language oruentatlon to the teachung of
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The general organrzatlonal \patterns of both sets of blgv book

| experlences were qulte srmllar That |s blg book experlences usually

mvolved shared readings of the books and srmllar accompanymg related

actlvmes (eg minimal cues cloze recalllng of spectfucs) In_ both cases,
»'.“when big books were(reread it was usually done on the same day as the ™

rnmal readlng

- -

‘ . Vanous forms of reader partrcrpatlon (re teacher readmg alone
teacher and children reading cooperatlvely chrldren reading together as a’
group, and a srngle Ch1|d readlng alone) were evudent in bothrsets of blg
, book experlences although there were some, dlfferences in the ratlos of
- the dnfferent forms of reader partrcrpatlon and on some occasrons Mrs
Wmdsor mststed on turn takmg Organlzatlonal routmes and- ,drsc1pl|nary "
procedures were . similar in both contexts.” In both classrooms a
considerable proportuon of talk tlme was consumed by the teacher rssumg h
dlrectlves (Browne 1971). T ' |
' .The teachers usually selected the books m both classrooms and to.
. some’ extent themes gurded the selectron of the blg books Narratlves |
\patterned Ianguage texts and songs and verse were used by both teachers
although patterned Ianguage texts were more promlnent m both contexts
“Mrs. Anthony and Mrs Wlndsor both used famrllar and unfamrllar books
Multlple smaller' versrons of the blg books were usually, made by the
teachers and were placed l‘n the classroom lrbrarles In both\ classrooms
‘ some of the brg books °were cooperatrvely wntten by the teacher a?td the

" chlldren There were a few commercrally publlshed blg books avallable to o

both of the teachers gand were‘ supplemented by varlous formats of

enlarged texts In some mstances‘, he same book was used ln both of the

classrooms /g L

'The "overall focus‘- ln both mstances wa o,
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emphasrs on content Memory of text $eemed to be a ma;or purpose for‘

usmg blg books although some tnteractlons which- were seen as extendrng

[
'

beyond the text were also’ evrdent‘

Al

Chrldren usually sat close to the blg books as they were bemg read‘.

. \
[

_m both classrooms Both teachers encouraged the chrldren to .wsually‘

track the pnnt as: they werel readlng by polntlng to the text

* Srmllar concepts of . readlng (eg\ readrng makes sense, readmg means

A

sayrng words redmg is precrse readmg means. soundmg out words) were

demonstrated by both teachers whlle chlldren -in _both. classrooms

! t

drsplayed varred and sometlmes rdrosyncratlc‘ concepts of. (eadmg There

Was some overlap thh the concepts of readlng demonstrated by the'
teacher and Jthe cort:epts of readnng cop\structed by the rchlldren in both

, r o . e
rnstances e ' : I \\ . b e
[ T ‘ ‘ & b .

et

- - In Mrs Wmdsors classroom shared re\admg of small book( was
‘lnte;rated mto blg book experrences to a" much greater degree than m Mrs
Anthonys classroom ln addmon, whereas the whole class shanng the blg‘ )
book was the most promment grouplng arrangerd\ent i Mrs Anthonys |
classroom mdrvudual readmg. parred readrng and Sm‘;’k group readmg were

more prevalent m Mrs Wmdsors classroom o e

Ohrldren were nearly always permrtted to overtly partlcrpatef.;\%‘f'“
(Doake 1981) m shared readmg in’ Mrs Anthonys class wheras |n_50me_5‘fff_lfj

shared readlng m Mrs Wmdsdrs _class such overt partrclpatlon was.l“” N

\ -
e
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‘ experrences in - Mrs Wmdsors class and she (and the chrldren) utilized

3

metalrnguistrc termrnology more frequently than the partrclpants in the

r"‘ other set ‘of. brg book experiences. Further’more hoyvever there was more

”&rdenpe 0f. *.to text” pnd "text to life” rnteracttons (Cochran Smrth

‘984) in’ blg

k expertences in Mrs Wrndsors class than there was in
) xMrs Anth,qny s class. ¢ _ A‘ AR . LN

\ ; N
Consrderlng the natg‘re -of the experlences across both classroom B

-

contexts grves a more exte ded ptcture ot shared brg books Whtle chrldren

expertenced srmllar enco nters" in: both contexts there were also
drttereﬁses dependrng on ‘the context bemg vrewed Thus, it may be
concluded that shared big Jook experrences are not homogeneous events
rather whrle they seem o mvolve a core ‘of common ac‘tvrtres one may

’ expect dnlferences across, contexts in terms ot the deltvery system which -
L) /
each teacher sets up.to mvolve chtldren in this expertence

e RS HOMEANDSCHOOL

i | ! \ y ' . 0
,_l.?"“‘. : erl chtldren experrence ‘the same or. srmrlar ktnds of’ rnvolvement
and rnteractton when sharing. books at. home and at school” The concept of ~

b'g b°°ks ‘was '"ma"Y Pfomoted so that the school’ could capture some of ""f‘

'

the expenences that occurred tn the home Some of the srmrlantres and

.t

‘ drfferences noted between ~homes: as dbcumented m research and the

classroom srtuatrons ob,e(ved m thts study are gtven below - ol

"'s. _,I m iu ,,;‘_

One of the srmrlantres between brg bookr expenences and parent-

i

chrld readtng rn the home was the vrsual accessrbrlty of the pnnt and the

rllustratrons to the chrldren as’ the text was berng read That. rs by

'; choosmg to use’ enlarged texts and by‘

thrg :g,h" pornttng that what
} was bemg sard related to the graphrc rnformatton on the page, Mrs Anthony

and Mrs Wmdsor were ,replrcatmg what parents do m the home‘

T RREER R

_,l‘ .
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‘(Doaké '1981 Holdaway,1979) and helptng c |ldren develop thlsQ tnsrght

into the readlng process As Clay (1979) ponnted 0ut learnlng to KVlSually

track‘ prmt is. an essentlal skill that must be mastered in learmng to read
ln both classrooms the children were encouragk to sat near the teacher
and the book By encouraglng proxlmlty to the book the teac ers were

)

' approxlmatlng the condrtlons m the home where the Chlld slts m‘ the

" parent's lap. Holdaway (1979) rndlcated that .big books need to have a vtsual'

. impact on the chrldren and Mrs. Anthony and Mrs Wmdsor attemgted to

lnsure thts by seatlng the chlldren close to the blg books as they were

!
N
w berng read | .

N

completl;on readtng) ‘observed . by Doake 1981) were also observed rn both

 sets” of blg 'bowk experrences In addmon varlous mteractlons ‘(eg ;

-'questiOmngl SpBle}'lng elaboratlng, predtctlng) found in shared readmg in | .

. the home (Hayden 1985) were also evudenced in the classrooms.

An obvious drfference between shared readlng m the home and the |

1764

The overt forms of reader partlctpatton (echo/mumble readlng and‘;

| btg book experiences was the contexts in whlch they occurred Whereas“

most of the research of readlng in the home lnvolved adult child dyads the .‘_’

”were qurte dlfferent in that there was only one adult sharrng

.'.Tthe readmg wuth more than twenty chlldren in. each of the classrooms SIS
"@.jther home the fact that there ts only one Chlld sharmg the readrng.‘,
",:f‘-;-obvnously allows for more rnteractlon between that chlld and the adult

;_‘j;readerv than |n the classroom context ere |se thq one to one experuence_l,l

2 "ot readmgm the home does not necessﬁate the same concem for control- -
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. encouraged by the adult reader In th.e home, however the chlld is exposed
» only to those strategles demonstrated by the adult reader B
\ The purposes "of the shared brg book expenences in both classrooms |
. also gfMered trom the purposes tor shared readmg tn the home ln both ,
set&'brg book experlences observed the major purpose seemed to be -
. that ot havmg children remember the texts read. and to teach them to
recognize wQrds an“d\Q,her SO called skllls Researchers have found‘
however/tﬁat parents who read to thelr chlldren at home do not do so for '
the {plrcn purpose of teachmg them" to read Rather }hey read to thqlr
ch/dren because of the pleasure both partrclpants dertve trom the
g{penence (Butler1975 Clark, 197% Doak!‘teat ‘Heath, 1982; Holdaway, *
";’ 1979) That |s, ,the social slgnmcance ot the actrvnty is p[edomlnant
' F Parents ot course do not have a mandate to teach thenr crﬁldren to learn
L how to read whereas Mrs Anthdny and Mrs Wrndsor dld Teachers are. also_ _
subjected to varlous other sources of pressure to perform in certam\ ways. -

Spencer (1986) argued that many parents actually dlscourage teachers._

"ﬂfrom emulatmg story readmg m the ‘home. lnstead she pomted‘edt manyl?%-'-‘i

,parents beheve m and dengand structured serrous (even strenuouS*
',drsclplmed 'goal- dlrected actrvmes so that thelr Chlldren wrll be,a
lnducted into ]lteracy as the hablt ot work lassocrated wrth‘ good socral‘_'-}
, behavror and not |nto readlng storlee"’ as a soft optron where they please .
themselves (p 449) Holdaway (1979) also pornted out the pressures -

-'_.brought to bear on teachers both by the echool as’ an ms}rtutnon and by','c

P AN

of
whether conscrously or 'subconscrously, both teachers |n thi

l i

--‘;:‘,,;vanous other polmcal and ideologlcal tactlons Thus rt rs\ ossrble tha‘f.'t.‘ -
lagstudy Were’x

»‘-,aware of the pressu 'es an

S
,,,‘ere ‘reactmg to them m thelr mstructron

""v:;.liprogram Another explanatlon.;for the eniphasls' i’ both classrooms Dn"{

:.riremembermg tekt arld wordswmav be due to t’ ’ ;hat thes’e:"fl‘

NI s JOS. -y :g
\4‘.-_’”,‘ ‘{\r‘v‘/,» ™
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teachers still haven't "shaken" the traditional orientation to teaching

. 'readmg Both teachers encountered a new philosophy of reading in the last.

)
: few years-a rather short time to develop a cohesive arid conststent set of

4 \

P,

behefs separate from those prevnously held. A study by Morris (1985) of
\V\(hoge language teachers at a fifth grade level shovyed that some aspects

. their Interactions dunng teaching reading, partlcularly questioning,
_was strongly‘lnfluenced by traditional philosophy. Park (1982) also noted
\the inclination of teachers to’ interweave‘ ﬁraditional ,‘metnode into more
| recent phenomena like sharing big books

Selectlon of the books was the perogative ot the teachers in both of
the classr‘ooms observed, This contrasts wnth the hndlngs of research in
shared reading in the home where it has been found that children are
.freﬂquently _permitted to select' what is to be read. Doake (1981),
example found' that children requested and‘were pefmitted to engage in
repeated readings of their favourite books.‘However,\' in tne big ~book‘
experiences observed,; children did-nrot select books and the books tended
to*be reread (sometimes several times) on the same day at the teacher's
request; books weré not recycled in the manner in which they were in
Doake's study and which Holdaway (1979), the originator of the big book :
experience, regarded as essential. Although children appeared to especially
enjoy some’ books (eg Bm_BQaLB_[Qﬂn_B_em).there was no evidence of a
particular book becoming a fav-()urite of any of the children.

Related activities were a .prominent part of:the'big: book experiences
in both classrooms. That ch.ildren do engage in supportive print related
activities prior to coming to school has been documented in tne literature
(Baghban, 1984; Clarke, 1976; .Doake, 1981; Durkin, 1966; Harste,
Woodward and. Burke 1984, Taylor 1983) ‘However, there ard quahtatlve‘

differences in the actlvmes engaged in by the children prior to coming to
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school and by the children in the two sets of big, book experiencesybeing\
described. In the homes, such activities were embedded in the daily lives
ot the children and their parents (Taquor‘,1983). For example, the children
in these studies did'éot write notes to learn how tg write notes or to learn’
more about print; they wrote nofe’s to communicate with another person.
Howéver, in the big book experiences observed, related activities tended to
focus specifically on text (print) for the purpoée \of having children learn
‘more about print, Slaughter et al, (1986) referred to such a focus as, "ine
dead weight” of® literacy Iearningr‘(p.AO). King (1985\) commente‘d on jthe

decontextualized manner in which learning is expectad to occur in schools.
/‘l t

A serious problem in extending language and.literacy in. schools
arises from the fact that so much of the content of ‘l@arning has
been decontextualized, That is, reading , writing andvgﬁous other
skills have been removéd from the world of experience and practise
exercises put in their place (p, 35). '

P
Cochran-Smith (1984) found that in the nursery school classroom

which she’ obsen)ed, children were not expected to learn about print in a
-decontextualized manner, She reported:

Print was interwoven into social interaction not in order to create
convenient opportunities for teaching literacy skills but because
print was an effective way for the adults and children in this
community to fulfill a varietg. of social, transactional, and
informational needs in everyday ffe (p.3)

Implicit fn the résearch on learning to read in the home is the notion
of the role that reading narratives plays in the developfnent of this ability.
Meek (1882), for example, proposéd that "a story is an experiénce a child
can carry in his' head". I'n_é?gﬁing for the role that stories blay in learning .
to read, she argued "that most, of us learned.to read by recognizing on the
page what we could ahi'eady repeat to ourselves""(p.zs)'. In a stuc;y
investigating parent-child interaction in favourite and unfamiliar stories,
Hayden—(1986) found .that the 27 preschbol children in ‘her study all
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selected a r):;rrative as a-favourite text. | |

Goodman (1980) described the rdle narratives play in emergent
.reading. "Wholistic remembering" she maintained,"is a significant stege of
.reeding development@d it \%otsumple /remembenng "(p. 9) Goodman saw
narratives as a vehlcle thfdugh  which "wholistic remembering" is
facilitated, since as she ponnted out (and others such as Applebee (1978)‘
have shown), .children early on |nterna|ize‘a sense ot .'?storyness (p.9).

Cochran-Smith  (1984) also araired that through exposure to
narratives, children devélop "story schemata” which aid them " in their
attempts to construct meaning as they read.. She concluded that the
nursery school teacher in her study 'helped facilitate the children'e
development as readers. !' ' | ‘

Although some narratives were fead by both teachers, there was a
lack of what Gordon and Braun (1983} referred to as an “ideal” narrative.
That is, .the narratives thar were read generally had\a weak story.
strucfure. Patterned language te}xts‘ ere more prominent in both sets of
" big book experiences observed. Although there is obviously a need to use
such texts with their cyclical and‘(;:‘r'epetitive',language (Doake, 1981,
Goodman, 1986; Holdaway, 1979), narretives lac;<ed the relative
pr‘ominence thatthey play in the home, ”

- | CONSIDERATIONS |

In light of the observations described in this study, the findings of
researchers who have investigated parent/ ch.ild reading in the home, and
the theoretical® considerations offered by Holdaway the following gundlng
prmcnples are offered for cknsnderatnon in implementing a program using
' big books to teach chnldren to read This study descnb@ shared blg book
expenences as operatuonallzed by 2 teachers Whnle many of ‘the practices -

- were’ consrstent wtth the knowledge framework set: forth by Holdaway

ps 1
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(1979) some practices still reflected a more tradltional view of teachnng
reading withm which the basal reader was a key elemgat. : T

| . Children's sovert pétticipation in the reading which was observed
in both classrooms seems very ‘similar to that whuch occurs in learning to
read in'the home (Doake 1981). When big books are being shared it rs
essential that such partlcrpatlon be encouraged. ‘ ‘

2. In addition to teachgr and chlldren sharmg the reading in big book
experlences other mteractlons (eg. questlonlng, «clarifying, predicting) a
observed in this study, further enhanced the shared reading experiences. If
the big book philosophy is to be actualized teachers.need‘to‘ consider,t

R permrttlng and indeed encouraglng such mterattlons to .allow, for what

Cochran Smith (1984) referred to -as the negotlatlon of text.
3. There is need to consider -text genrg when selecting big books

;Thls is consnstent with Holdaway's (1979) recommendation that children

be exposed to a vanety of genre types. S
| 4, Consuderatlon also needs to be given cto the pattern in whrch books
are read to children To an extent, themes guided the selectlon of texts in

- the two sets of blg book experlences observed and an organnzatlon around .

* themes would seem “one possrbrllty ' |

5 Famlllarlty/untamrharlty of the books: should also guide selectron
of big books Thls of course may be |drosyncratrc to ‘each classroom and
wrll depend on ' the amount' of exposure the chlldren in mduvtdual
classrooms have had to books the type of the book and the specmc

o~
-

purpose(s) for whlch Jt is being used.

pim ot

- 6. There is need to examine what type of related actrvmes are used
m conjunctlon with " big* books Thrs of course relates to the teachers i
purposes for usmg big books Af ‘related actrvrtres are to functlon

=

",accordmg to a blg book phrlosophy, there is need to desrgn such actrvrtres

[y
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to encourage children's creativity There is also need to attempt to insure

that such activities demonstrate meanmgtut -and- tunctlonal uses of print,.

and wrrtlng should be an mtegral part ot these activities. .

o
\\'
o '

rereadlng of big books needs to be consrdered in hght ot the

tindings'tro - arent/chlld reading in the home and in llght of Holdaways
~ (1979) recommendatlon that pooks be recycled over the course of a year,
Rereading ..ot bb'bks so that children develop memory of the. texts has been
identified as hay:ng a promir‘fent role to play in Iearnrng to read.’ However
- the frequency wnth whrch big books are rereaﬁwhether all big books\ need

A
to be reread, and whether they must be reread under the teachers

i
y ot

g dlrection need to be considerad. ’ . ) “‘. ‘ "\ ‘.
- 8. Consrderatlon should be grven to encouragm% Chlldren to: help in
the selectron of books to be' read- and/or reread. This would seecn; to be

‘ consnstent wrth what ‘has been shown ‘to happen in the home and should

encourage chrldren to develop favounte ‘books whrch they would readr

»

mdependently R t

9. The brg book phrtosophy, as artlculated by Holdaway rs based on
'the developmental principle tﬁ‘a‘t Iearmng to read, like learmng other
, developmental tasks is a gradual process wherein learmng is achleved by

partrcrpatlon in the task and where there |s movement from rough

approxrmataon toward gradual refmement ot the process Therefore‘,]

teachers need to recognrze that chlldren who- are Iearnrng to. read through
- shared big book experiences may not exhrbrt exactrtude |n reading and
‘-mdeed approxrmatlon of text fis'a’ necessary and expected developmental
‘stage s ! o

10 The brg book phrlosophy is founded on the premuse that meamng

‘;I's the rmpetus which motlvates chrldren to make sense ot prmt In this

-

regard the semantrc content of the brg book should be consrdered as the

b
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focus and should supercede attentlon to word recognrtlon and graphophonrc

.

elements . | : ' | -
11. Although 1t is recognrzed that teachers have a manclfte for. :
'A teachrng ch)ldren to Iearn how to read, ‘consideration should also be églyen
to readmg some big books for pleasure or.what Rosenblatt (1980 ) referred
to as "asthetic reading”. That is, the purpose for readmg would not be on
what is to be Iearned by reading the text but on the pleasure derived from
the expenence | ' | R
12. In recognition of the constraints placed on the teacher when .
readinglto' a large group of children, the 'possibillty‘ of having parent-a‘:',
volunteers share the readrng of big books vvrth smaller groups of chnldren
:, might be consrdered - ' | /‘
q 3 As was sometimes, done in Mrs lWrndsors class chrldren wl:p are
more profrclent readers could be encouraged to read b|g books to others m
large group, small group, and parreJ readlng situations. “
| 14. Mrs. Anthony and. Mrs. Windsor both engaged children in
~ cooperatively composing big books.- This, might al§o be considered both as
asmeans of demonstratlng the reading-writing connectron to children and’g
as.a means of mcreasrng the number o\f big books available for sharrng '
15. There is need to consrder .making multiple smaller versions .of
big books that’ are readrly avarlable for children to read lndependently both .
at home and in - school Thrs was observed in both classrooms in this study
16. To implement, a brg bodk program, teachers need to develop an
overall plan consldermg the number of big books avarlable the: ,.
approx ate sequence in whrch they could be developed ®the vanety of
" 'genre to " which the chrldren mrght be exposed the  roles whrch the vanous\"' |
--,partrcrpants may adOpt (eg children - sometrmes takmg responsrbrlrty for - ‘

) rereadlng and sometrmes rereadrng rndependently of the teacher) and the_j ‘
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vanous goals for whrch bng books rnay be used Furthermore flexlbrllty is
'necessary to accommodate both chlld tnput and chlldrens needs as

| determrned by -the' teacher T ?\- S _—
| 17, Fmally, developing a new phrlosophy, Ilke readlng |tselt is a |
‘ gradual process Teachers,,and educators responslble ‘for - preservrce and |
inservice educatlon, ‘should realnze thatlp_ast beliefs cannot be discarded
overnight nor can new oeliefs be 'acquired through a'single workshop"
experlence Practrce and theory should be interspersed at all steps along
the way Teachers need to know. not only the what of classroom practlcel
but also the why, In thls way teachers‘develop control over methodology as
it reflects belie'fs Thrs knowledge framework - gives teachers the
know-how to supplement modify, and rmprovrse "while being consrstent .
- with the theoretlcal prmclples on whlch the practlces such as sharing big
books are based. ' o o . |
These“-consider'ations are not intended as"a'prescription to be
followed but rather as guldelmes which mnght be consndered by thosé“‘\

using or advocatmg t use of blg books. The wnter also realuzes that »

there are many other fact 'S ‘which impact on .the day to’ day realltres o,l

‘teachers but which have not been been consrdered here.:

N



CHAPTER Vill " |
This chapter begms wrth a - general overview of the study.
Implrcatrons for further research and lér teachers and other educators are

then discussed. leitatnons of the study are presented as well as a

‘ -
KAy

concludrng remark. \

| OVERVIEW OF THE STUDY |
b .
The overall purpose of this study was to.describe and 1nterpret the

mteractrons which occurred within shared big ' book- experrences in two
l‘

grade one classrooms Two classrooms where blg book expenences formed

LIS

 the core of the begrnnrng readmg program were selected and the

researcher recorded and observed such mtera'ctrons two days per .week in
Y

| 'each ot the classrooms over most of the tnrst term of the school year.' A
coding system was developed based on the data and past research and eight .

broad categone,s. of mteractlons\ emerged Usmg these categorres as' a

\

tramework the data from each ot the two sets ot big books were then‘

analyzed, descnbed and mterpreted Thls analysrs revealed that a big book

l

_experrence does not srmply mvolvje the teacher readrng a brg book wrth"'f

children. TA shared b|g book experrence usually rnvolves two types of
activities: there _is ‘the sharlng of the big book ltself and related

skllls/language that aaccompany the big’ books In one of the classrooms .
'.observed Shared readrng of small books was also a part of big book
‘experlences In addmon the s qupnce is varlable in terms of which :
, 'achvrty precedes and tollows Varrable also |s the tormat of the brg book -

“from commercrally published blg books to enlarged prrnt from an overhead :

——

"prOJector .j'\ o
| ;n bothlqlassrooms observed the overall purpose tor usmg bng books"g

‘was slmrlar - to focus on rememberrng text Whrle many of the-

-~

: mteractrons engaged |n by the teacher and chrldren were srmrlar across '

-
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classrooms, there were often dlfferences in terms ot whlch |nteract|ons

,
\

tended to dominate. \

A comparison between the data of this study and shared readtng as .
tt occurs in the home (based on its documentatton in the Itterature)‘
tndlcated that while commonalttles extst across home and school
contexts because of many factors : there were also -substantive
| differences. Stxteen ggneral pnncuples were abstracted out and offered as
‘consrderattons in |mplement|ng a shared btg book readtng program

. IMPLICATIONS FOR FURTHER RESEARCH
’ To expand upon the’ flndtngs frgm'. this study and to develop furthery
msrghts mto the role of big books m chtldrens mttlatton lnto reading,
followmg suggesttons which mtght guude future resear‘ch are offered. .
L The btg book experlences descrtbed in thts study occurred during the ‘
_initial portion ot a school year Further research mtght be extended ‘
over a whole year to determine if tnteractlons change as chtldrens ‘
competence "as readers and’ teache{s ‘knowledge of the chtldre)n'r
further develop. . | , | _
2. Grade ope teachers have: mandate to begm teachmg chtldren to -
read tl)rough "formal®" readmg programs There is also press\ure for -
ch dren to achneve in- readnng accordmg to externally lmposed |
' standards, once theyf'ﬂ!VB begun_such "formal" programs Thus, a
study“ of big‘ book”experi'e?nces in a/ Iess formal setting (eg
Kmdergarten nursery school) where there ns less pressure for .

'untformtty |n achlevement\' should prove to be valuable |
3. - The' blg book expenences descnbéd in thlS study occurred in two
o regular grade one classrooms where : (1) chtldren exhtbited
s ."vartous achlevement levels |n readmg, and (2) the teachers were .

' rso?newhat constramed by relattvely Iarge numbers of students and:
: "‘z '

-
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by, having to follow a pr‘escribed'cmriculum Research in oth'er |

settings where blg books are used and where one or more of these

gharacterlstlcs are not evrdent (e.g.- enr(chment classes ESL

* classes, resource rooms) could be undertaken
' Big books are a relatively recent phenomenon and as a consequence

teachers have had relatlvely Ilttle time to acquire an extensnve'

collection of big "books and. to develop the phrlosophrcal onentatlon’

‘ whlch the use of blg books entatls Research is needed to study the
nature of .teachars’ phllosophles the length of tlme they have been ,
using blg books and the manner in whrch they present blg books to. |

children.” o ‘ , 3 _M'

IMPLICATIONS FOR TEACHERS AND OTHER EDUCATORS

. Effet:tlvely |mplementlng blg book expenences requrres that a

varrety ot factors need to be consrdered and srmply usnng blg books[ ;

suffice. Some’ gurdrng pnncuples whlch teachers and‘ ‘educators

“should consider are’ outlrned in Chapter VIL.

~ Since the blg book expertence is based largely on the research on

how chtldren learn to read at home and on modern language theory, it

N\

‘ls essential. that teachers develop an underst'andlng ‘of thls

‘ knowledge in order to etfectlvely utlllze big book - experlences

Therefore currrculum developers and inservice educators who

advocate the use of "big books need to help teachers develop this - .

knowledge so that teachers can toperate wrthm a knowledge

framework rather than reducmg the utllrzatton of btg books to a B

[P

serles of technuques

‘To develop thls phllosophlcal onentatlon, teachers wnll requrre

adequate tlme mservrce opportumtles and access to resource‘.'.

.’, o

3
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people. ThIS necessanly"entalls al\ongltudmal and sustamed

approach to mservrce educatlon - ' Y

/
4, At the preservrce Ievel prospec7</e teachers need exposure to -
'modern theones of readlng such/as is encapsulated in shared big

book. experrences Gwen the re /atlve lack of requrred course- work in
reading at the undergraduate "level in teacher education programs
acrostanada (Fagan and/héahcky,1984) this might indicate a need
to expand the requtrements for coursework in the teachlng ot
: 3 \)"‘ readlng in these progra ‘ . |
5, Commercrally publlshecyblg books are currently qurte expensive to
purchase and it is \7ery tlme consummg for teaohers to construct anl'
'adequate number pf blg books for a begmmng readlng program
- Administrators A varlous Ievels who advocate the use of big books '
P .need to provrdZ sufficient financial resources to allow teachers to |
| ‘purchase som/e commercrally publtshed brg books as well as to
'fprovrde materlals to construct additional books. Teachers and
prmcupals /should ‘also consrder ‘using parents and other volunteers :
to aid. gljem in constructrng these. additional books ‘.
. ? MPubhshers need to be more\:laware of ‘the genre of the bug books |
which they pubhsh While patterned language tends to be enjoyed by
‘vefy young chrldren chlldren of school age should be given more‘
opportunrty to mteract with narratrve and more books of thls genre
// sh?uld be made available. - .
;/ L R LIMITATIONS OFTHE STUDY | |
. / Whnle an honest attempt has been made to descrnbe and unterpret the .
data of .t.hls study, ‘an’ understandrng of the frndlngs needs to be qualmed
7' by a number “of Ilmmng factors that occurred throughout the study R

BEREE B At vanous trmes dunng the data collectron some chrldren were

.
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+ - outside th\e range of both the vrdeo and the audio recordmg\'
equrpment Thus some of the rnter%ctaons whnch occurred mrght not
o have been recorded nor observed by the researcher o
2. ‘The researcher spent two days a week m each of the classroom / It
| is concervable that on the other days when the: researcher was' not
lpresent addmonal tbrg books were used The present datat_are‘
yrnterpreted wrthout regard for such mteractlons ' |
3. A further Irrrutatlon especrally comparmg contexts, was  Mrs,
Anthonys decision to curtail the observations ln her classroom two .
| ‘weeks earller than was orrgrnally rntended “
[ R fQONCLUDING REMARKS R |
| Larry (mtroductpry quote Chapter« ) ‘and the many other chlldren
who are not successfully lnutlated into readlng through traditional readmg
'programs in- the school served as: key - motrvators for: the researcher to-
~ examine an alternatlve approach of helplng chrldren learn to read Thts
alternatrve approach centers around the shared big book expenence It was ‘
;‘apparent from this ‘study, that some of the features of the hlghly :
successful shared readlng expenences in the home could be emulated m
V, the classroom context While. the classroom can never serve as substrtute
for the . home it seems posstble that addrtronal qualmes of parent ~-child.
mteractrons may ‘be reflected in the- classroom It rs hoped that the '
lf'knowléd'*e ganned through this study erI help educators allow future

Larrys to gam entry |nto the world of readmg more successfully
l C T .

o' DR R
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GUIDING QUESTIONS % .

The tollowrng questlons were. generated to gurde the researcher s'

‘observatrons They are grouped[under the headmgs ;‘rnteractlons with

studerp relatronshlps brg book charactenstrcs and trends,

‘teacher chrld dyadrc relationships, rnteractlons 'within a ‘teacher - whole

group srtuatlon mteractlons ‘'within a teacher ’ hagh/low achrevr g

-

BN

1. 'What rs,the average number of interactions per. shared book

experience and what is. the range of lnteracglons across:

.expenences7
:Who most frequently mrtrates such interactions?.

3. How are interactions initiated? ° Are they o
- statement of information? _ R R
- Tequest questlons'7 5 ‘
- drrectrves” ' :

4. What is the nature of responses durmg rnteractrons’?
' - scaffolding? ,
tianscendence? = .. .
-. clarification? -
confirmation?
‘regulation of beh‘a'viour?

»

. L5 Do the children e gage in |

--mumble readlng
.. - echo_reading? °
completron readrng'?

)

i-, Lo r,i 6 2b;Do ‘children or the teacher engage in’ rereadlng brg books’7

Who initiates such rereadrng /
" Do children or the teacher - usefbooklrke"‘language in orar
- responses? R

¥

‘Does the teacher focus on prmt?

® aN.

How’?(hohstlc dlrectronalrty, ‘eye- vo;ce trackrng, words/parts)

. 87 'Does the teacher focus on meanmg" How'7
! 2010, ,{ #a)How does the teacher negotlate meanlng? (Relevance and
.. familiarity - of toprcs to chi drens schemata. ,monrtonng therr
.= .. ' knowledge) -

‘ x (b) Does the teacher utrlrze posmve accountabrhty”

Y

-
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11. Do the childreri display a sense of narrative? . -
12. Does the teacher attempt to' develop a sense. of narrative? =
13. (a)Do the. chlldren seem to dlsplay a part(cular concept of
- reading?
(b) How is thrs concept of readlng berng lntluenced by the
teacher? = , : :

14, (a)What is the nature ot the responses berng utlllzed by the

~ children?
o (b)Where and how are these obtarned'7

'15. How mlght the chrldrens attltude toward readlng be descrrbed’?h

] T . \
» . [

t6.~ ‘Haw' are any of the prevrous lnteractlons atfected by the. Iarge
group situation?

1

17 What common patterns\ot mteractrons occur’? .

o

. 18. .Are’ some children chosen to mteract more often than others’7l

if so, what factors seem to. |nﬂuence these chorces’7

',.19'. .Do some chlldren try to dominate such lnteractrons'? lt so how

does - this. mfluence the lnteractrons'?

. 20. ‘Does the teacher develop organlzatlonal routmes?

21. -Does the. teacher extend the 'shared book expe?ence to mclude
; .related Ianguage actrvmes (drama wntmg, etc.)? : v

. ‘ \:.
raction= Wrthm A Teacher - l:hah/Low Achrevrnd Student

o
o

(1) Give- less able. chlldren the' answer or. shift qu,estrons to another_"-

ationsh ps ., .

)

22 Does the teacher dlfferentlate between chaldren percerved as
h| h and low achievers in lrteracy knowledge in.terms ot :
the number - of - interactions? . ‘
b _the type of 'interactions? If so, ‘how? L v
ermitting . children - to initiate - interactions?
d t e meanrng ascnbed to the ~shared - readrng eXpenence'7

lnteractlons of hrgh and low achrevmg chrldren wnll be observed in
-.terms of whether tedachers ;" - .

-~ child.

: (2)\ reward . mapproprlate answers or behawour “of less successtul -

. children

‘praisé less successful children :less frequently . for success
do not gwe feedback to publlc responses of less’ able chrldren

N\

'- 33; cntlclze Iess successful chtldren more often’ for taplu e.
)

o, 8. .

»”

—
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7
8
9
1
1

Og interact .in a less friendly: manner with less able children,
1 :

200

pay - less attentron to and interact Iess“with with .less

- successful. children: \

- wait |ess- time ‘for. the less successful ‘children to answer
seat less successful children farther away from the teacher

" demand less from less successful children.

provide: briefer and less - informative feedback to less ‘ '

successful students’ questions, " '
Instructton

(12) Use less effective, but time consuming methods ot
iy when tlme is lrmrted ‘ o
) R ' ' [ o o ) o S o R '
D B. B IQI I .l. | s r‘
23. What are the titles of the big books? -
24, 'What is the text structure of the brg books (narrative,' nursery
rhyme song, etc) : . '
. 25. Are the big books' tamiliar or unfamiliar?
26, How are the big book‘s‘ selected?‘ - e
‘ 27,‘ Are the big books accessnble to the children after the sessron”
28, Are the quallty and quantity of interactions within a shared, |
‘ book experience influenced by the nature of the text (narratlver
o nursery rhyme etc)'7 L ‘
E,Trgngsh | Y L ‘ ‘ | ‘ ‘
; 29.‘ Do interactions within shared reading experiences observed at

the beginning of the study iffer quantitatively: and
qualitatively ' from the :interactions observed in shared readrng':

' experiences- at the end of the study? \ ,
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- October 1, 1985
"'Dear Parent : o o ‘ __. . -
! Thrs year your ChlldS teacher Mrs . is usmg shared big
book expenences as part of the beginning grade one program Th|s method
- ot teachmg chlldren to read, whilé showing much potentral is relatlvely |
new | am a doctoral student in readnng at the Unwersrty of Alberta and as .
part of my reSearch am hopmg to gatherointormatron as to ‘how children
’ learn to read through this approach to teaching beglnnnng readmg The
: mformatron that | gather wnll add to our: knowledge of beginning readlng
and- should be benefrcnal to the unrversuty, to_ teachers and of course to
B young chuldren who are in the process of . learnlng to read Both. Mr,
. the school prmcupal and Mrs - have agreed to partlcrpate in the
| study Permrssmn has been~ obtalned frorn the school board.
| | plan to work in Mrs: ¢ classroom for’ approxlmate|y two ‘
mormnﬁ each week . tor an eught week penod this fall Plans are to
vidéotape the shared book actlvlty The mformatlon collected will be
mmnlﬂtﬂugmm and Mmmmmmﬁum
‘ ghﬂ_dre_n_uuL_Qe_an_Qny_m_Qy_s, The tocus is not on specmc chlldren but on

’the nature of the learnmg activity and their partacrpatlon ‘ '.‘
| 1 would apprecrate it if you would complete the enclosed
‘permtssaon form and return it to the school by October 5, 1985 If you
: requnre turther mformatuon you can contact me at’ 432 3840 (untversnty)
-for 434-9929 (home). - . . . | L |
| In closing, - I would lrke to express my apprecratlon to you for your
,cooperatron in thns learmng venture ' ‘ ' ‘
L | e " B ,‘7 Yours suncerely, N

' - er Anderson

’
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o RELEASEFORM = = Che

: With:full consent | hereby’ authorize __Jim Au'detsg‘n _ and the
| Umversrty of Alberta, Faculty e Graduate Studles to make and reproduce ‘
‘such ‘audro and {or vrsual recordmgs “'of my minor chtld

, whether by still photograph motlon ptcture

’

mm vrdeotape or’ other mechanacal devrce as may be available to record'
his/he&actlvnies | | ‘ |

' K acknowledge that all such recordmgs are the sole property of

. the Unuverstty of- Alberta for its general use and educatlonal purposes |

“ln srgmng thrs form j hereby release the Umversrty of: Alberta,

|ts representatlves and all succes,sors and. assngns from any and all -

hablhty, demand or damage claims of every nature and kind arlsmg out of

M | . oy

or connected |n any way wlth these recordings. -, s

* SUBJECT TITLE; ___ Shared Big Book Experiénces -
DATE: ' _ October 14- December 13.
LOCATION: . - .=

SIGNED:
DATE B
WITNESS
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v ‘ ‘
Descriptions' of Pictures Used During Interviews With Children

PICTURE | : In this picture ‘a boy of about ten is lying pfone in a

»har'nmock reading a book. He has a baseball cap on and a baseball is

' underneath the hammock. Off to the right of the hammock lies a
baseball bat, |

PICTURE Il ; This is a picture of a boy sitting alone on the steps ot a large
| building (pbési.bly a library) reading a book, He is at av distance
from the camera. |
§

PICTURE Ul ; This is a picture of a Iinre-up at the check-out coxJ‘nier of a
supermérket. A man is having his groceries checked nn Theré are
approximately a dozen Ioaves}“ of white bread and a carton of milk
on the counter,
. AN

PICTQRE IV: This is a cloée—up picture of a cat peering through a pair of
binoculars ;n/hich are mounted on a stand. An open book also

' stands, r'ésting against the binaculars stand. Both the print and .,
the - pictures of birds ‘in the book are not in focus. ‘

P
"

N “ . * .
PICTURE V: In this picture, a lady, a boy of 10-12 and a dog

 stand in front of a counter in what appears to be a veterinary

\

clinic. Another lady stands behind a counter. The boy holds the
dog on a leash. The lady in front of the counter—"
holds a clipbéard in her left hand and ‘a pen in

her tight. She appears to be about to signl(or has- just signed) the
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form, On the front of the counter is a sign with the words

PLEASE MAKE APPOINTMENT printed in fairly Iarge‘ letters,
Underneath these'wérds, printed in much smaller letters

~ are the words APPOINTMENTS SEEN BEFORE WALK-INS|

\
A

Pl|‘CTURE VI; A’ boy and two girls (age.approximately 5 or 6) are in the
_~-~ff6reground -of what la}lppears to be a room in a sphool of éla;/school.
They each hold an inflated balloon, nearly és large as themselves,
aver their heads. The balloon 'whic}ll the boy on the left halds

. has a face, a bow tie, arms and legs. It has a large C on its body
and a smaller C on its left arm. The balloon held by the girl in the
cepter has a more 'humlan like appearance. It has a large A which
covgfs most of its front body and ‘extends down. its legs. In its
right hand .is -a smaller piéce of plastic with a much smaller A,
ifnprinted on it. The “t;)\alloon held by the girl on the right is a
rotund body with short stubby feet and legs. Nearly the whole of
the body is taken up by a huge smile. Superimposed 'on the sfnilé is

a large T.



