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The purpose of this study was to gain an understanding '

'5t;of‘how a’ teacher with a whole language Phil°s°PhY “sed story’

l”ffreading in her language arts program to further her

'Tstudents' literacy development Information is provided as .

fﬂto what stories were read who read them, why they were read

“and how they were: used for language teaching and learning

Any. interactions which took place before, during and after
‘ 'the story reading are also desgribed and analyzed

The language arts program in one grade one classroom
was observed 26 times over a seven week period. The-main
,data were collected using audio recordings and field notes.
;‘Transcripts were prepared and the data was organized and
analyzed to see if any patterns or trends emerged.

S \The analySis revealed a classroom in wqich children‘
‘were immersed in ‘a stimulating oral environment and were
i‘Jtreated by the teacherﬂas equal partners in conversational
exchanges. ' 'w‘j'".,iu ) ."“ | | | o

Stories were read to children for several purposes,

from helping children develop a love: of literature to

o developing children s knowledge schema about the theme under

‘study.vThe oral mode was used constantly to ensure children o
i:understood text. Despite the focus on meaning in other |
:aspects of the program, the children seldom read for any
‘ meaningful purpose. Most of the reading was oral and

~

‘children»were usually treated as lf they were all at the

iy




aame developmental level Children had 1imited opportunities -
ﬁeto focus on, orthogrephic‘f/stures of- print. "

~. '

Implications for teaching céntred on’ ‘community reading

“and personalizeq.rehding are described and euggestions for.

Q2

- . . . ' . . -~
. ) ~ .ol .

i'further research offered. . R
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~ INTRODUCTION TO THE STUDY .
i . - ) . i. a

‘This chapter outlines the general nature of the study

?

Its purposes, limitations and significance are noted.

\Deflnltlohs of terms relevant to thls study are prov1ded
Background to the Study . , B

Research has,shown that being read to during the

pre-school_years is positivelyvcorrelatedfto successful
_literacy~development in school (Clarke, 1976, Durkin,v1966,
g Teale, 1%34 Wells, 1986) Book reading experiences'haye
v?figured prominently in the backgroupds of children who
became literate b!fore formal schooling ’Ehildren who had
’been read to also pjrformed better on school literacy tests
and maintained their advantage throughout elementary school
They often showed a greater 1nterest in llteracy, asking
more questions about word meanings and the: s1g1f1cance of
‘letter shapes. They also tended to spend more timeyon .
i'activ1ties involving reading and writing.‘ ' "’~‘€
| Y. Goodman (1980), Wells (1986) and Smith.(lgés)
vfsuggested that early book.experiences are 1mportant for
children s later literacy development because.
1) they allowed children to gain experience w1th

"the sustained. meaning—building organizatlon of

written language and its characteristic rhythms

'-\s'and structures" (Wells, 1986, p. 151). oy

.\\
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T

*?,l Holdaway,_1979,-Teaie, 1984) Holdaway'argued that' - 3

*

n written language and its characteristic rhythms
"and structures" (Wells, 1986, p. 151). LT
2{ familiarity with the conventions of print gave children
profiCiency in. anticipating text thus . alloWing them to make

'successful predictions- (Smith, 1986)

h 3) stories allowed children to extend the range of their

.1 ; -

experiences beyond their immediate surroundings

o~

x 4) stories prov1ded a starting point for collaborative talk.l'

5) listening to stories let children discover the

pOSSlbllltleS of uSing language to create imaginary worlds

6) beSides gaining an awvareness that print qonveys meaning,'

. -
reading_to children helped them formulate story schema. L
. . X . 0 . . B /‘/J\
P(Teale,.1984) / -
’?7) reading to children helped them learn<baSic concepts

about books such as concepts about print (Clay, 1979,

o -
"children With a background of book experience since infancy
develop a complex range of attitudes, concepts arrd skills
predispOSing them to literacy" (p- 49) He called this a-“".

'literacy set"(Appendix A). Both Holdaway and Wells agreed

Lo

that schools must spend time developing this literacy set in‘,”

children before they can successfully engage in school
' .. . g .
literacy aCthltleS. U ' s
| 'Frequency in being read to was .not the only factor to_

beﬂconSidered A"The whole process of naturaﬂ literacy

development hinges upon the experience the child .has in:

BE S 1
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lreading-and writing aotivitles whichyare mediated7byx |
literate adults, older siblings, or events in the child's
h everyday life" (Teale, 1982, p. '559). Wells (1982) agreed
that it wastnot the;story reading event ;tself, but the
interactions whioh surround the event which'are important to
the chlld's llteracy development. The most useful
blnteractlons explored avenues of’ 1nterest to the chlld and
vencouraged the child to- llnk story events to hls/her own )
.experlence. Studles in home env1ronments have shown. that
boof’sharlng is a social event. Rather than Jjust readlng,to
chlldren, parents re;d with thelr chlldren and employed
numerous strategies. such¢as pauses, questions and
o-operatlve readlng to 1nvolve the child in the book
sharlgg (Doake, 1981 Jullebo, 1985 Taylor, 1983).

Recent studiés have also emphasxzed-the need to'link
’ the home and the school by belng able to carefully judge
yhat level a chi.d is at and proV1de opportunltles whlch

.best foster 1nd1v1dual growth (Holdaﬁay, 1979, Jullebo,

'1985) . - e
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PurpQSe of the'study

. Ae - i

The purpose of this study was to descrlbe and analyZe
how a grade one teacher Wlth a whole 1anguage philosophy
used story readlng in/her language arts program to further‘

her students' llteracy development. This - study w1ll

&
- descrlbe what storles were presented who read- them, why "

/

they were read and how they were used for language teaching :

and learnlnz Interactlons, if any, before, durlng and

after the story readlng will also be descrlbed and analyzed

as wmll any responses the chlldreﬁ and/or teacher made to

‘the s:ory readlng

'Y

Significance of the Study.

-

If, as Y. Goodman (1980), Smith (1986) and Wells (1986)

_ postulated,‘interactions'with]stories are an important -

. predictor of success-in literacy-learning'inwsﬁhooling; then

\

it is 1mportant that we come to understand how storles can

>

fbe used at the onset of formal schoollng to- nurture-

.development Impllcations for classrcom teachlng w1ll also'

. '
chlldﬁén s literacy growth. Thls study descrlbes and

' phllosophy used storles to further her students' llteracy

N L
T

be dlscuised.

' crltlcally dlscusses how a teacher with a whole language oy



3. .Sto;y - For the purpose of this: study, story texts

‘Definition of.Terméf,‘;‘_

'l.«ﬂhgl Lg guage - language which is whole, meaningful

| relevant to the learner.(Goodman, 1986) ~The term 'who

language' is a recent descriptor given much exposure in

-

Goodman's ‘book What's Whole in Whole Langgage.L"

and‘
le

K .. ’.;

2. Lanquage Arts - is defined as in the Alberta Langg ge

Language is a SOClal behaViour Therefore, the-

v

)
. language arts program should proVide opportunities
for students to experience language in functional
artistic and pleasureful situations (p. 4).

A e
Language Arts is seen as haVing four: strands. T

'a).listehing and»v1ew1ng

b) reading and viewing

c)\speaking,,E o %

d) writing

vary from complete published texts, defined as’ haVing

»folloWing three characteristics as identified by Labov

Waletzky (1967)

a) exposition - actors and.surrounding situation,7
b)icomplication - bringing in some remarkable
event which may contain many episodes,

) resolution-- where the story returns to‘a new,

stable‘,state,’.".; ) 2,,;

3 Arts Curriculum Guide geVised Edition (1982) as follows:

,ma'y |

thefr

and



1.
over a relatively short period of'timé} the fihdings’are not
‘geneﬁaliZable.”' B -

2. The presence of the

‘fgiingomplgte'stdrieé\w:iften by children.

Lihitatibns'of the Study ¢
Aé’ﬁhe obserﬁations were conducted in only 1 ¢laSSr59

N . - -

§

diégbrted bbSerVed‘behaviOurs.

-
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besearcher may té ‘some extent have



" CHAPTER 2-

* . SURVEY OF THE, LITERATURE
‘Thls chapter'rewiews:théfliterature-and researCh
releVant to a whole:languagelor processﬁﬁrientation”to;
reading. The chapter is divided into four main sectlons;w
Flrst an overview of the whole language phllosophy w1ll
be glven. ~ Second, oral-languageyand readlng research as it
relates to a whole language phllosophy w1ll be examlned |
' Thlrd the 1mportance of the nature ‘of 1nteract1ve |
communlcatlon in the classroom will be dlscussed. 3Finally,r
the fourth sectlon'w1ll descrlbe the nature of whole‘\‘b
'language classrooms as well as research whlch looks closely

t so called whole language programs.
A WholevLanguage Orientation to Reading

Teachers' theoretlcal orlentatlons\iay affect thelr

classroom p actlces (Harste & Burke, 198

o«

teachers clalm to use a varlety of methods to teach readlng -

). Though some

* and wr1t1n4 thelr 1nterpretatlon of how, to 1mplement

!

& ' certaln approaches 1s flltered by thelr bellef system of how

' _language 1s learned and how literacy should be taught.

Py

%, I

o ¥
: mhree dlscernlbie theoretical orlentatlons to teachlng

wrltten language lea 1ng are:;

/ . . . o .‘;. B . . " - -,



, 1)] decoding'orientation'whic views the knowledge of
e

‘;sound-symbol relationshipé/as the key‘to learning to. read
'-and write. Meaning is thought to follow automatically once’
sounds are translated into words. Little attention is given
hto the function of or purposes for reading. '

2) a skills orientation where the word is conSidered the
.bas1c unit of literacy. Reading and writing are seen to be
composed of separable skills which can be taught and lea;ned
as discrete. entities. This approach uses vocabulary |
”controlled basal readers, accompanied by workbooks' which

_ offer practice uSing the words introduced in the basal
readers. | o

3)f‘a whole'language orientation which sees meaning-making
aéfthe central purpose of reading and writing In\this

: _orientation, readers are thought to use a variety of cues - ? y
(e. g. grapho-phonic, syntactic, semantic) Simultaneously to‘
assist them in constructing meaning from a text (Harste &
&burke c1ted in Edelsky,vDraper & Smith '1983).

With reference to reading, the first two orientations
’-focps on the 'what' of reading With an emphaSis on. the
gteacher and the teaching of reading.v What children need ﬁol'
--know. in order to process print is the central concern. The
iwhole language or process orientation focussss on the 'how'
:tof reading, spec1fically on how the learner constructs_

_meaning from‘print- In this orientation, the communicative

v intent of reading is emphaSized and "the child is encouraged P
. ' o S , -
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‘ 1)__.‘

B

to use his knowledge of language and his knowledge of the

world to interact with written language" (Malicky, 1980, P.

- -

Thoughlwe do not as yet have much ev1dence from

-

practice as to the efficacy of whole language programs,

proponents of a whole language philosophy use. findings fromt‘

;3 language research to support their assertions.

Oral Language and Reading Research‘

&

Y -
Oral Lanquade Research -

' _

Some writers have closely examined research in oral'
language development and use princ1ples of oral_ldgguage
-development to prescribe techniques for literacy teaching
Holdaway (1979) recommended the following pr1nc1ples'

1. Children learn best when immersed in an e v1ronment where
language is used in purposeful ways. ;f

2. They learn best in warm and supportive env1ronments in o

A

which their approximations are reinforced.

;'_k3; The Iearners dec1de which aspects of the task w1ll be -

“

learned and at what pace.' v _
. Wells (1986) studied children's language interactions

in their home,env1ronments. He followed 128 children from .

' the age of 15 months onward. He‘tape—recorded interactions

usingia pre-set timing device. He found that chlldren went

through the same developmental stages when learning

ot



Hlanguage; The numbers of conversations that children had |
w1th others was a factor in children s language deveiopment
" with those who had more frequent conversations showing more. |
‘irapid development. More important to progress was the
nature of the conversations.f Children progressed more'
‘rapidly when they were involved in one—to-one interactions-
- about something of interest to them.- If the. adults in the
‘conversational exchange failed to interpret the child'
' meaning correctly, then conversations usually ended. Snow
(1983) called this semantic contingency, where adults
Lcontinue topics int’%duced by children. Adults are
"semantically contingent if they give expanSions that are
:limited ‘to the content of the child's utterance, extend the
“topic by adding new - information, demand that the child |
clarify utterances, and answer the child's questions.
‘ . In her study, Nelson (Cited in Lindfors, 1980) v. y;.
' supported the importance ‘of interactions with children and
1added that frequent outings led to greifer linguistic.
maturity She also stresSed the igpo;tance of less
jdirectiVe behaviour on the part of the mother and continual
acceptance of the child's meaningful canmunication.l |
Britton (1970) contended that children learn language

best in. school when it is grounded in purposeful actiVities

rather than 'dummy' runs.v This implies that teachers should

E proVide children opportunities to use language to fulfill

| various functions or purposes.‘ Pinnell (1985) defined a

@ v
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functional view of language as "focussing on how people use [
anguage in’ thelr everyday lives to communlcate,‘to present:_
themselves, to flnd out about thlngs, to glve 1nformatlon,

-

to. negotlate and 1nteract" (p. 58). She suggested that

. teachers evaluate thelr effectiveness 1n fosterlng languagen

use by observ1ng chlldren "1n a systematlc way to determlne

the range of language functlons used in the classroom" (p

- 58) . These assessments could then be used to deV1se

"strategles to extend chlldren's use of language for a-’
varlety of soclal purposes" (p 8). One system whlch could
be used when,observ1ng chlldren is the one developed by

Halliday (1977) whereln he 1dent1f1ed 7 functlons of

R~
R L) - .

language° S - ,
1. Instrumental - the 'I want' functlon i
2. Regulatory - used to. control behav1our of ?
~ others R
f3, Interactlonal - the 'me and you' functio;
‘4.'Personal - expresses personal feellngs B
5. Heurlstlc--- the 'tell me why' function- ”f?v.
f.”6{:Imaélnat1ve - the"let's pretend' functlon _ -
’273 Informatlve'-— used to communlcate lnformatlon

Nigel, the chlld observed by Halllday when developing these

-categorles, had acqulred all these functlons of‘?&nguage_by

the age of 22 months. Halllday felt that chlldren should

‘-experlerce the whole range of functlons both in- school and

out.h

.




Just as oral language is learned when children use f

language for communicative purposes, so literacy is learned

d‘when childrgn experience print being used in purposeful ways o

‘l'*(N Hall, 1985). These literacy events are/embedded in the

\

ongoing events of the. chgld's life. Y. Goodman (1980)
~'claimed that one cannot look at literacy development !
,h'"Without understanding the sngnificance of literacy in the
.culture<- in both the larger soCiety in which a particular
culture grows .and develops and Within the spelelC culture
iin which the child is nourished" (p. 4) ‘ In her study of a
commynity in which most litgiacy events were highly
‘céhtextualized Heath (1980) found that preschoolers learned
to read some enVironmental print Without instruction but
‘resisted attempts by older Siblings to involve them in o
'“decontextualized school like literacy tasks.k o \
| Many researchers postulate that literacy learning is
-‘not Simply mov1ng from understanding form to understanding
“imeaning. "Form clarifies.and generates meaning, and meaning d

governs reViSion of surface text forms in both reading and

o writing"‘(Harste, wOodward & Burke,'l984 p, 200) ' Children

o contfhuously engage thoughtfully as they intentionally

;>strive to become literate (Iveson, 1988) They, of course,
Ado not do this unaSSSisted and Vygotsky (1981) offered _
: direction as zf the role the adult should\play Vygotsky
.lmaintained thdt the- role of the educator was to establish

R~

two developmental levels in each child The first level is'
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‘called the actual developmental level and this is where at
5oh11d 1s at ‘as the result of prevrous development.' The RS
'second level he called the level of potential development
The distance between these two levels is~ called the zone of.
proximal development. ﬁé saw the role of the educator as;
being one who helps the Chlld do today what "she w1ll be -
'able to do by herself tomorrow" (p 87). - _' o , .
o Through llteracy we not only develop knowledge, but we
Hsymbolize reality and reflect on our.past so that we can
make sense of our present and our future (Britton, 1970)
This enables us to appreciate and participate in ourjculture*
and activelyvchange it (Freire, l97o). v o

_Reading'ReSearch S
‘ ‘ o .

A whole language philosophy also draws heav1ly from ;

psychollnguistics, partlcularly 1n the work of K._Goodman

’and Smith' K.,Goodman (1967) saw’ reading as a fv

psychollngulstlc gue551ng‘game' rather than as a pre01se,

. process. He descrlbed readers as utilizing graphic,

syntactic and semantic 1nformatlon Simultaneously when _
"readlng Thgsreader uses these three cuelng systems to help'
'him/her make a predlction which is checked against the
'graphic 1nformation. "Skill in readlng 1nvolves not greater<

hprec1 ion, but more accurate first guesses based on ‘better -

ﬂsampling technlques, greater control over language

-~




oA,

: structure, broadened experiences and increased conceptual
L .

'development“ (P 132). o fff“

 Smith (1975) saw prediction”as essentialftoireading‘ é
“becauSe' | | | |
: 1; "Individual words have too many meanings" (p. 305) :[
.2.""The spellings of words do not 1ndicate how,they should ’ ‘\,§

 be pronounced" (p 305)

b3l "There is a llmlt to how much of the 'v1sual "
.finformation'(of print the brain can process durfng reading"'
’(p. 306) That 1s, reading is far too slow and cumbersome if
fone relied solely on a process of letter 1Qent1fication.‘g
4} "The capacity of short term memory (or 'working memory )
-'1s limlted" (p 306) ' It%is "1mpoSSible to store the first
words of a sentence while waiting to get to 1ts end before
.n_making a’ dec151on about its meaning"'(p '306) .

: - In order‘to useiprediction effectiveiy,iﬁthe material
'é%from which chiidren:are expectedmtoilearn toiread must'be
.potentiaily meaninéful to'them“ (p:'3lb) /‘Vocabulary :
"controlled texts often used language that was so unnatural
~that~prediction became 1mp0551b1e (Holdaway,.197éi | Goodman
(1986a) decried basal readers in current use 1n the United
vstates for their lack of predictability,vfor their tr1v1al

-

stories and for: their empha51s on skills wh1ch~involve .
- T

'readers with 1anguage fragments rather than ‘with real

lggguage u§Ed 1n functional ways. Bettelhelm and zelan

e _ ‘
(1982 hagreed that the stories contained ‘in basal readers’
. 3 . o coe .

-



. are often boring and meaningless. 4They do not take into ,’“““n:

%

‘account children s internal story schema (Mandler t‘dohnson,'
1977) According to Bettelheim and Zelan.

£jWhat is required for a child to be eager to learn - e
to read is not knowledge about reading s practical o

‘lusefulness, but a fervent belief. that being ableAv

- to read williopen to him a world of wonderful |
'experiences, permit him to shed his ignorance,"'pi ~_;v*}(<f
'understand the—world and become master,of his h;'“

AT

fate (p.'49).

. 'A‘,','_»; X .

. Research also stressedvtherbenefits o%.offering _ L;;
children literature—based programs as they-help children
‘make sense of ‘the world by opening their minds-to_other
"possibilities’for structuring eventS‘(Britton, 19364 Brown,‘
: 1977}“Dongen;11987)‘ Through literature we are able to.
"Widen and deepen our knowledge of ourselves and of our
relations with others" (Hoggart .1970) . Good stories can -
aSSist children integrate emotionally overwhelming events
(Bettelheim, 1977, Butler 1977, Chambers, 1983), help

‘ children develop large vocabularies'(Moore, 1987) and
proVides a model for children S own. writing (Gambell 1986)

' Chambers (1983) asserted that books are so often used in'“
schools for the acquiSition of information 9nd as a result
children may come to view fact finding as’the only purpose
_ for reading.' Rosenblatt (1982) believed that the .

transaction between reader and text can either,benfromﬁfrom

4

/



'an lefferent' (information-seeking) stance or from an

.

‘ g.‘lesthetlc' stance. She felt that llterature lent 1tself to'

'”_;aesthetic reading in that, when readlng frOm .an aesthetic

‘s a
stance, ‘

e ,

A much broader range of elements will be allowed
r

to rlse into consciousness, hot s1mply the -

Ll

'.abstract concepts that the words p01nt to,'but
also what those objects or referents stlr up of V“'
. personal feellngs, 1deas, and attltudes. The very
" sound and rhythm of the words will be attend§§’€;\
VOut of these 1deas and feellngs, a new-experlence,f
the story or poem, 1S-shaped andvliVedpthrough LT e

(p.'zsé){' e ‘\,';

.Rosenblatt believed'teachersl"have the’responsibility first

of all to- develop the ‘habit and the capac1ty for aesthetlc

»

,
. .

readlng" (p. 272)

€ Writers such as Clay (1979), Chambers (1983) Y.
Goodman (1980), Holdaway (1979), and Juliebo (1985) asserted.’
the 1mportance of teachers belng roIe models for chlldren
Young llteracy 1earners appear to. 1earn best when 1mmersed
in a mean;ngful prlnt env1ronment where they see othersA
u51ng prlnt in a varféty of contexts.» In whole language

classrooms teachers must not only stress the 1mportance of

' L 4
reading but must demonstrate their love and use of llteracy :

erters 'such as Doake (1981), Holdaway (1979), and

McKenz1e (1977) postulated that llteracy learnlng lS‘
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developmental in that yOung literacy learners.pass through
- discernible stages durlng their movement towards fluency
,McKenzie s model suggests three main levels' emergent V
reading, tackling.pr;nt,.and early reading (Appendix B).
The Goodmansl (l979) describedvliteracy deVelopmeFt as a
natural though not innate. process. They also emphasrzed the.
1mportant role of the. teagher when they wrote, "teachlng
~ch11dren to read is’ not puttlng them into a gardenaof prlnt
: and_leavlng thenm unmolested" (p. 9). Yetta Goodman (1980)
;‘asserted that;bhildren become awvare of‘wr1tten.language.
becausélsignificaﬁtéathers bring it to their-attention.
Interactive'Qommunlcation

”

| If the‘development of written language co petency is so
closely linked.to the interactions between thel child and the
llterate people in hls/her world then 1t is 1 portant to
descrlbe the characterlstlcs of those 1nteractlons whlch
fac1lltate the chlld's development as a prof1c1ent reader l
_and;wrlter,' Feuerstern et al, (1980), in thelr book on
Inctrumental Enrichment‘proyided a basls.for examining these
interactionsr ' The psychologist Feuerstein developed his y
conceptnal framework for mediated learning ‘through his Y

extensive work with Israeli youth who demonstrated retarded

hintellectualvdevelopment. o - e
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Feuerstein conceived learning to be the comblned result
~of a chlld's direct response to sources of. stlmuli and vd #
fmeddated learning; The former is: consistent with~
_formulatlons of stimﬁlus-response theorlsts. Mediated .
”learning refers to the way in which "stimuli emitted by the K
env1ronment are transformed by a mediatlng agent usually a
\parent, sibling or other careglver" (p. 16).7 Such medlatlon
affectscthe cognitiye structure‘of,the child and enable
him/her to acquire’behaviour patterns and learning’sets
-whiEh."become important'incredients of his capacity to
become modlfled through dlrect exposure to stlmull" (p 16).&
: \ . S
| Thus,‘the more and earln.eri Chlld is subjected to medlated
learning experlence, "the-greater will be hls'capac1ty to

' effic1ent1y use. and be affected by direct. exposure to

R
sources of stimuli" (p. 16) o “

Following are the characteristics of atmediated,

E learning ekperience as outlined by‘Feuerstein:et al (1983)&
.l.v Intentionality‘onhthe-part of the mediator: This
‘,1ntentlona11ty may be exp11c1t as when the medlator
dellberately slows down hls/her actlons when observed by a
Chlld so that "the child is able to reglster the.
ltransformatlons produced by_the medlator's-behavlour.in

4terms of the relationship‘between the sequence of acts and
the spec1f1c outcome" (p. 22). The 1ntentlona11ty may “also o

vbe an 1mp11c1t expectatlon of the culture.. That is, certalnaJ-

medlated 1nteractlons occur to serve culturally determlned



needs;':Intentionality:may be sharedAby thefrecipientio;ﬁé
3 interaction as part of the interactive processkr o ‘ﬂﬁw
‘2; The transcendent nature of mediated interaction. The ‘
mediator must "transcend the immediate needs or concerns of
the rec1pient of the mediation by venturing beyond the here.
and‘now, in space and time" (p 20). ' Transcendence dccurs
,_1n interactions which include explanations and ﬁ

generalizations alloWing the rec1p1ent of mediation to

understand the reasoning behind the 1nstruction. For .
@

example, con51der the - follow1ng 1nteractions between mothérm'
and child: ‘
1) "Read this book." ‘or

2)-"Reading this book‘may.heip you.find the'answer

to your question.” i |
.with-the_second.instruction,”therchild is told theyreasoning
behind;the command. This will allow the child to access
this behaviour in a similar situation. In the teaching of
literature, this could inuolve shoWing children“the.links
between stories, or between a story and their experience,
It is this transcendent nature of interactions that is the
defining characteristic of mediated interactions. | |

When these tuo'characteristics are combined with the

DB
.
R

following four elements, effective mediated learning results

»

(Feuerstein_& Hoffman cited in Juliebo, 1985).
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3. The iﬁteractions are. endowed with meaning because the
'mediator ensures that the child focusses on relevant v:

- stimuli. R ’ ’ | R -
"'4,A The mediator gives the child a feeling of competence
- allowing the child to feel confident that he/she can handle
"~ future learning tasks successfully.
5. ' The mediator must regulate the pace and flow of.
information to ensure.the~chi1d's success '
6. The mediator shows the child how to share behaViour

’

'whether the emphaSis is a common interest or sharing

~—

J—

feeling, impressions--and ideas.

iﬁoffman et al'see language as the most efficient'transmitterv
of learning,lthough-other modalitiesgsuch as gesture and
mimicry may also be used.

In cortrast'to‘positive findings in‘home environments,
studies of school interactions showed that teachers dominate
~conversations (Dillon & Searle, 1981 Juliebo, 1985)
Similarly, Sinclair and COulthard (1975) found that students
had 1ittle opportunity to initiate exchanges during lessons.
Student initiated exchandes occurred most frequently during
the time when they were working on aSSignments To‘
counteract this, the Rosens (1973) suggested that teachers
‘invite children to talk in conversation-like Situations.
| This indicated the need for teachers toiinteract with
: children'gﬁégn indiVidual or small group baSlS for ‘at least

- part of the day. They also‘suggested that varied



conversational’groupings would-perhaps'allow:children to3use,
- language'for a ﬁider range of‘functions.than'is:oftenjthexé

case. ln her Studybof three classroomsewhich allowed many
opportunities for.interaction, Pinnell'(l975) foundlthat the

'1nteractiona1 informatlve, and regulatory functions .

W

domlnated the school day. She found that classroom tasks
- and teachers' subtle‘expectatlonSvabout approprlate language
use made a. crltlcal dlfference in the range of language
functions used by children. | E

Dlxon (1975) argued that chlldren w1ll only explore
vldeas if the classroom atmosphere 1s supportlve and where
,'the child feels that his "th;nklng aloud will be taken‘
seriously" (p. 30). Wellsn(1986)'contended that group
discussions'must focuS'on the“collaborative‘constructionhofr
meanlng g Teachers, of course, play a vital role in :;TEH\\
when they help children extend their- meanlng by ' o
: "scaffoldlng" explanations (Bruner, 1978; 1983) .

Applebee and Langer (1984) propose a model of
-1nstructlonal scaffoldlng to assist chlldren with thelrb
llteracy learnlng - When using this modei’ teachers provide

:students with any necessary a551stance to help them carry

out unfamlllar tasks. To use this model, teachers must

'
'S

determine what aspects of a task will likely provide
difficulties for students. They must then select strategies

which will help students overcome these difficulties and

make’these strategies explicit to students. This can be.



_done by modelling or through appropriate questioning.l The
vscaffolding provided is withdrawn as students learn to carry

4

out the task without‘fupport
Whole Language Classrooms and Related ﬁesearch

As previously‘mentioned, educators With a whole l%nguage
;.philosophy view children as active constructors of meaning"
in their transactlons with both oral and written language.

; This focus on meaning-making 1s a central tenet of the wholehp
language phllosophy ( K. Goodman, 1986; Goodman & Goodman/

" 1981; M Hall, 1986; Newman, 1983; Rich, 1585':) _and is the
ghasis of the deep structure of whole language programs. The -
above writers advocate that whole language classrooms should
have the following characteristics.

1) Whole language classrooms are chlld-centered.

'~ 2) They operate w1th a w1de range of groups which‘are
formed on' the basis-of 1nterests rather than abillty ' These
'groups are: fluid and‘change as. chlldren s 1nterests change.
3) Programs are construgged to build on children's
Strengths and minimize'defic1ts. ' - gf-.

4) Literacy learning is seen as an. extensmonlof children s
Enatural learning abilities and ]ust as all children .learn to
'!;speak, so it is assumed that all children'Will become
literate. 5 |

’5)- Risk taklng should be encouraged Classroom atmospheres ;

. are created whlch see errors as’ a necessary part of
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' developnentQ' COchrane et al.'(l985) agree'that teachers

- must establish atmospheres which provide chlldren with

security and love so that they beco e confident in thelr own,w*

g,_abilities to succeed and‘where they can risk‘being wrong.

b

. This is not'new: language researchers such as Britton,

Moffett, Nelson, Rosen, Dixon, and Wells have stressed such
a stance for a long time.
6) In these cl%fsrooms,'Whole texts which are meaningful

and relevant are used 1n communlcative 51tuatlons. These

| classrooms are filled w1th books, and literature is an:

important facet of the program.
7)‘,Talh is considered important and children are given
opportunities to interact. 8

Although many classrooms have‘lcng oqprated on these
princ1ples, it is only recently that research fOCUSSlng on -
these criteria has descrlbed the classrooms asibeing 'whole
language' ones. . .

iGunderson and Shapiro (1987) conducted research in-two7
grade-one yhole language classrooms.‘ They examlned :
chlldren s writing and’ found that children came to,

understand phonics even though no explic1t phonics ﬂ.y

_instructlon was given. They also found that the children -

learned high frequency vocabulary
| Kennedy and Rab1nov1tch (1986) found that grade one

students 1nvolved 1n whole language programs maintained

positive attitudes:towards reading throughout the year.



g
Parents are concerned about thelr chlldren acquirlng the |

l'ba51cs' Clarke felt this happened because‘whble language

»b'parents who were used to workbooks, workshee:

| change" (p. 183).

~Qi. "A. somewhat negative tone 1nherent in the prevalllng

v R

had much success. Howeﬁér, doubts are beginnlng to sur,'

s -

progects dld not always conform to the expeéggt;ohs}pf . _: s

. % SR S
teacher-centered lnstructlon. Clarke’ ﬁelt the’qu&ﬁﬁ- s

: expan51on of the program, which meant personnel were

requlred to 1mplement a program for whlch they had been.
1nadequately 1nserv1ced was also a contrlbutlng factor._

The loss: of a few of the admlnlstratlve personnel who had

”been strong proponents of the whole language program also .

contrlbuted to the unhapplness with the program. .v' .

Sc1blor (1987), a teacher educator from Mount Salnt

'\

Vlncent Un1vers1ty in Nova Scotla, reported that she still

encounters strong re51stance to whole language programs from
J

some educators. ‘While she felt some educators were only

B

dlsplaylng an unhealthy re51stance to change, others - had

"healthy he51tations about unreasonable expectatlons for

‘She suggested these hesitations centered around?

cllmate of change" (p. 184). Experts were communlcatlng the
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message that whole language teachers were maore caring than

more traditional teachers. B o A o iv
.,2. Teachers were being expected to 1mp1emeut whole language '

'prograﬁgawith mlnimal support in the form of staff

- development programs.

3..Teachers had been led to belleve that whole language N

K.

programs did not teach any skllls, existed without "any

)

organlzatlonal structure and 1nvolved no use of standardlzed

' materlals and act1v1t1es. ‘ o

L.

501blor descrlbed these mlsconceptlons and felt they needed

. to be addressed. ' {

W’, -

Summary

From the llterature there emerges a picture of a wholeﬂp
language teacher as being one who belleves that llteracy
learnlng is a gradual process beglnnlng earlyuln a Chlld'i
llfe (Chapman, 1986) ' Whole language.teachers attempt'to
bulld‘programs whlch take into account chlldren s prlor
knowledge about llteracy Ehey view literacy learnlng as .a
natural extensmon of oral language 1earn1ng and belleve that
just as-oral language learning occurred through extensive
1nteract1ons w1th others in a 1anguage rlch env1ronment so
chlldren become llterate when interacting w1th others in £
book sharlng sessions (M. Hall, .1986). “3 -

‘Whole language teachers organlze chlldren around
interests rather‘than ab;l;tles. They-prov1de‘students_with

4
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Ca variety of functional reading and writing activities (M...t

:yiHall, 1986) Real books are used in whole language

classrooms and students are encouraged to select their own

'"*,reading materials and respond creatively to the stories they

'.read. The emphasis is on reading for its own- sake and on

'reading to learn' rather than learning to read

Oral communication is thought to be 1ﬂbortant and whole

language teachers prov1de students with. supportive

pe .
environments where they are encouraged to verbalize their

;thoughts as they searéh for meaning

4 Let us now look at how.one grade one teacﬁﬁrp with a

whole language philosophy used story reading in her language

arts program. Information will be prov1ded as to what

‘-Astories wvere presented why they were presented who read

them and how they were used for language teaching and

| .learning. Interactions between students and teacher and

among students before, during and after the story reading

w1ll be described and analyzed as wil& any responses the

_ ,children and/or teacher made to the story reading

°



b'\<° - .QH;PTER ITI .
. METHODOLOGY AND DESIGN-

o v ST
This study provides data descrlbing the nature of story
’readlng (both by the teacher - agﬁ her studénts) 1n a grade
.”one classroom in which" the teacher ﬁas a whole language
phllosophy This study descrlbes story reading in terms of
~what stories were presented,. who read them,_why and when
they were read and ‘how the storles were used for language
teachlng and learnlng._ The research methodology and design
had to take into acgount both the 1nteractlons whlch took
' place before, dur1 ‘ and after the story readlng as well as
1hto prov1de a descrlptlon of the context 1n ‘which
'1nteractlons took place.:'It was dec1ded-that the bestfway
“to reallze the purpose of thls study was’ to use a
qualitatlve research approach. |

Thls-chapter will descrlbe some‘general characterlstics
of qualitatiye research. - @ -‘
This‘will be followed by a description,of the techniques'

rand procedures used for gathering-and analyzing data. Q
Characterisics of Qualitative Research

Bogdan and Biklen (1982) describe qualitative research

as having the following characteristics:



‘.blef ‘ | : -

_wthe main source of data. Qu

1.- In qualitative research the natural setting provides

tative_researchers believe

' that context affects behavidur. In this study, context was

.cdhsidered iigzrtant because of its influence on both the

R
nature of the story reading and on any interactions which
. .o &
occurred ” o U'i- _ v ‘

2. Qualitative research is descriptive.' However, -as

P

.»jWolcott (1985) pOints out, good description is not enough.

Qualitative researchers must also try to "make sense.out of

\

what they have observed" (p 189) ' Data collection and

analySis occur. concurrently rather than sequentially

. _3. "Qualitative researchers are concerned with process

' rather than Simply With outcomes or products" (p. 28). -They

© - are concerned Wlth hovaeople negotiate meaning.

' Strauss, 1967)

4. In qualitative research, the data is analyzed

winductively That is, researchers do not enter the field
~

w1th speCific questions, but gain direction &8 they analyze

&

»their data. This is cglled grounded {h ry\iGlaser &

5, "'Meaning' is of esngtial -concern to the qualitative

approach. Researchers who use this approach are, interested
in the ways different people mféke sense out of their lives™

(Bogdan & Biklen, 1982, p. 29).
' R



. Selecting a Setting

The language arts consultant of the school system 1n
which the research was to be’ carrled out-was asked to
recommend grade one teachers w1th.a whole'language
®philosophy;_ Based-on her recommendation, the school
princrpal of the teacher selected for this study was phoned -
and I'sought.oermission to conduct‘my'observational‘
research;' The pr1nc1pal gave perm1551on on the condition
.that Mrs. Dlxon, the selected teacher, agreed to-partlc;pate‘A
'ln my research. I phoned Mrs. Dixon and expla%ned that I
was interested in doing some observatlonal.reséﬁkch‘of her
language arts. program. She was amenable to thl‘.Ind . ;(\\f
, arrangements were made for an- initial interview. I - '
'iexplalned-that I was interested in seelng how story reading
wasvused in a classroom where the teacher held aYWhole
language phllOSOphy Mrs Dixon agreed to participate in my '
- study and a research schedule was“set up; |

Abletter was sent homs] to parentsnor guardians of the
children in Mrs. Dixon's class ekplaining the nature of ‘the N
research and asklng perm1551on for their chlldren to
participate in my study (Appendix C). ‘

v | | | -

The Research Schedule i
Because Mrs. Dixon implemented}her’language?arts

program»using_a thematic approach, the'research schedule was

-



o _ . ,
“set up to allow me to observe the development of one

'complete theme. The research was’ conducted over a perlod of

&

i7 weeks'w1th a total of 26 v1sits belng made 1nvolving

"elght-four hours_of‘observation.ﬁ The classroom was yisited

everymday with interruptions occurring due to school -

L

1nserv1ces, holldays,'fleld trips and teacher absence from

the classroom because of 1llness.
5

- Mrs. Dixon spent approx1mately 7b% of t school day'

v

w1th her grade 1 class and 30% of her«day was spent teachlng

‘mus1c to” other classes in. the school and 1nserv1c1ng
s

teachers. I visited the classroom from March 2 through

.'Aprll 23. Dally observatlons followed this timetable:
. . . ‘v“"y,: ) . ) N , - .
" . . . R " . . 3' .
Monday: 8:40 - 10:15
\ "_ . . ’ .
‘ Tuesdéy: 8:40 - 12:00 )
Wednesday: 8:40 = 12:00, 1:00 - 2:15
Thursday: 8:40 - 12:00 .

Friday: 8:40 - 12:00, 1:00 - 3:05 e :
Datajcollection'

The ‘bulk of the data was- collected through dlrect

-~

.observatlon and 1nterv1ews. Throughout my observatLOns, Ia

‘ malnly adopted the role of pa551ve part1c1pant (Spradley,k

1980) llmltlng my interactions’ to those act1v1ty§"lh1ch _

“ helped me galn rapport w1th the part1c1pants of;(%t’

, (Borg & Gall 1983) For lnstance, durlng my flrst
: oy ‘ a

. ',_“:_A R

[«



classroom v151t I explained my presence to the chlldren.

After that, I responded to chlldren when they addréssed ‘me

_:and became an audience when they w1shed to read me ‘stories

4

they had written.

(R

F

The role of pa551ve participant was also forsaken when

'.I asked questlons in order to galn more 1nformatlon or when

-

trylng to flnd out. how participants: v1ewed a. certaln
51tuatlon. For example,*I noticed that Mnps. Dixon
frequently read books whtch the chlldren'grought from home
that dld not necessirlly pertaln to the theme under study
and I asked her the ;%rpose for doLng thls. These 1nformal‘
1nterv1ews helgsg me develop rapport and gave me 1ns1ghts
whlch could not have beejpgleaned solely from observatlon.v
Informal encounters with both teacher and students durlng
recess and lunch breaks also helped develop rapport.'

At the end of my observatlons, I held a lengthy
1nterv1ew w1th Mrs. Dlxon in order to ‘gain further 1n51ghts
abOut her language arts«program and her phllosophy of

educatlon.

" Data Gathering Techniques

Observatlﬁns of the classroom context durlng story L

: readlnc sess1ons were recorded 1n ‘the form of field notes.

Audlo recordlngs were also made., The field notes were kept

in the form of a daily journal containing“both'reflective
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and descriptive elements—1Bogdan & Biklen,'lQSer”TEhe’
descriptive part contained my observations of the classroom ’
.context. In these observations,’ I tried to remain as
objective as p0551ble. I tried to set a51de<my own-
preconceptions of what was going on and sought to explore -
. the setting as it was v1ewed by the participants (Wilcox,
| 1982) The audio recordings prov1ded a safeguard against
.allow1ng my prejudices to 1nfluence what was recorded 1n the
field notes. Periodically my superv1sor, a professor of
language arts education, compared my field notes. W1th the
audio tapes. |
The reflectlve diary contained my speculations hunches
and impressions. Every,night, the field notes_were_read,
After this, entries werefwritten”in_theﬁreflective diarym
The.lengthy interview held at the~end of ‘my
~‘observations was‘alsogrecorded using audio tapes.

[N

“'," .

r

“Data Interpretation

‘In order that ciassroom behaviour remain as‘nOrmal as

) ; - . ot »
_possible, the'participants Were not told the particuiar
focus of the study -- that interactions were ‘to be analyzed.

:My presence, along with my accompanying audio recorder, did

: vseem to affect the children s behaviour durlng the first

\
couple of days of observation, w1th the children sometlmes

'performing' “for the audlo recorder. _This only lasted 1 =2

-8
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days and ‘then my presence and that of the audio recorder no

longer seemed to attract notice. X

v

The process of data-interpretation was‘a'lengthy one.
Transcripts of fleld notes were read by me and my |
superv1sor. Initially, we made comments in the marglns as
we read the transcrlpts. ~Then the transcrlpts were
categorized accordlng to what storles -were read, who read
vthe storles, why they were read and how they were ‘used for
language teachlng and learnlng With the transcrlpts

organlzed in this manner, each of the categorles were

'examlned to see 1f any - patterns or trends emerged.
o Reliability %

Reliahllity'is the £it between what aCtﬁally‘occurred
and what was recorded,, ‘Guba (1981) suggested that |
,collectlng data'u51ng varlous methods 1s an 1mportant source
-of reliablllty 1n a qualltatlve study In th;s study, data

was collected u51ng observatlon, ‘audio recordlngs and

1nterv1ews. The data was also audlted by my superVLSor to'

AL

verlfy ‘the categorles dev1sed for reporting data.' B



' CHAPTER IV
, PRESE_NTATION OF THE DATA

This cﬁapter contalns a description of the context in
.which the data“was collected. Both phy51ca1 spttlng and
emotlonal cllmate of Lhe classroom under study w111 be
,gdescrlbed. The phllosophy of Mrs._Dlxon, the classroom
teacher, is also dutllned as 1s*her‘apﬁroach to the thematlc,
"teaching of language arts Then the data, show1ng how story{,
_reading was used in thls classroom, w1ll be descrlbed and
analyzed in terms of who read the storles, why the storles

_ were read and how they were ‘used for language teachlng and

i

LI

learning.
The Cultural Setting.

This study was conducted in a grade ‘one classroom in a
large Canadian c1ty school system. Thls school's enrollment
cons1sted of approx1mately 500 students reglstered in
‘1k1ndergarten through grade 9. Students at the school came
from a varlety of cultural badkgrounds. ‘ -

I observed Mrs. Dixon and her 22 grade 1 students
‘daily, maklng 26 UlSltS over a 7. week perlod durlng the
months of March and Aprll of 1987 Interruptlons occurred
only‘because of school 1nserv1ce days and school holldays.
"I dia not ﬂptend on days when Mrs._Dlxon was. absent from

~class. 4
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- Mrs Dixon used a thematic approach and my observations
were conducted so that I was able to observe one theme from
start,tq~finish. I also observed the beglnnlng of a second
thematic ‘unit. h |
%g'l The Classroom Settlng (?hysical)f

Mrs D1xon, the cla&ﬁroomﬁgeacher, had expended
con51derab1e effort creating a stlmulatlng 1earn1ng
'envxronment fér her students. Unhappy w1th standard issue
’student desks or hexagonal tables, Mrs..Dlxon had chlldren
sit in groups of 5 or 6 at’ round tables she had constructed
Each child had a storage box for scrlbblers taped to the
back of hls/her chalr. A contalner in the center of each
table made pencils, erasers and crayons ea511y acce551b1e to
all.’ | /

‘ By applying for yarious grants, Mrs.bDlxon had acqulred
a. falrly extensive book collectlon for the classroom
library. These books‘and magazines were attractively‘ y’
displayed on racks‘and‘shelves. The - class lihrary also
.contained homemade books wrltten by the chlldreh. The
pllbrary center 1nvited chlldren to 51t and read, with toss
3cushlons, rugs and stools scattered throughout. Grants were
also used to develop a toy center. This toy center
.contalned wooden blocks, lego, cars[and-trucks, vAydOllhouse‘f

'had been set up -on shelves in one-‘corner of the room.



’

There was also a collection of puppets for the children to -
play with. A computer had been set up in another corner of
the room and Mrs. Dixon had several computer programs |
- available for the children to use which stressed skill _
| development. The children sometimes had’ difficulty working
their way through these programs for example, supplying the
_miSSing letters in words.

| Bulletin boards displayed a homemade alphabet chart
Wlth several labelled pictures illustrating each letter
There were also charts depicting the numbers 1-20 and pocketb
. charts‘displaying vocabulary introduced throughout the'unit.
Some bulletin board space was also reserved for displaying
- student work -

The cloakroom attached to the classroom was used to
_store children s coats and lunches.; It also contained a
round umbrella table w1th'4 Chaler -Children often'worked
at this table during center time. Center time involved the y:
children in. various reading writing and listening
.activities. The materials for the centers’ were looated on
shelves in the room.' Once children had gathered together
the materials necessary to complete a center actiVity, they

were. generally allowed to work wherever they chose. (See

:Appendix D for floorplan.)
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ThegclaserOm Setting (Emotional)

' Mrs. Dixon tried to‘create a calm, safe climate in her

classroom. The children wero open and friendly w1th each

other and with visitors to the classroom. They spent aw.

-ularge part of their time working in centers. Dur7ng this

time they were usually -allowed to choose whether to work
alone or in groups. Mrs.‘Dixon valued independent learning

and had taught the students to move 1ndependently from one

&;activ1ty to another. During class discuSSions, children

Lwere respectful of each other's ideas and listened

’attentively.. They did however, feel free to disagree w1th

one another and seemed w1111ng to make their own

contributions to_the.ongoing work. ,Children's initiations
were.highly valued and helped'guide the‘direction of
discussions.hgTeacher and students‘equally shared in
meaningfulntalk;'bThis was in direct‘contrast.to teacher

»

dominated talk. (Dillon & Searle, 1981; Juliebo, 1985;

-;Wells,fi986).

. A Typical‘Day |

v

- Mrs. Dixon was 1n her grade one classroom approx1mately

70% of the total class time. She spent every morning with

. her class and was also there Tuesday and Wednesday

afternoo1s.' The remainder of her tlme was spent teaching

mu51c to the elementary classes at the school and .

-
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'inservicing teachers. she worked very closely with the L h
‘replacement teacher in her classroom so that themes could be
jointly developed. Mrs. Dixon's primary responsibilities 1n
her grade one clasrooom 1ay in completi:z{the language arts
‘and mathematics curriculum, though she 1t that her
integrated approach incorporated other subject areas. Mrs.
Dixon made flexible plans and did not - follow a rigid time

sequence but the day s program went roughly. as follows'

8:40-9;00 Class entry, prayers, date, weather; s
show-and-tell | |

9:00-9:05 Home readingvprogram book returns

9:05-9:15 . Word»Identification‘Strategies

v9;l5-9:45 Language Arts lesson

19:45-10:15 Center work

10:15-10:30 Recess -
©10:30-11:00 . Continue with center.work

11:00-11:45 Math.
11:45-12:00 Play center story time or share

completed work.

The children normally continued with their center work

during those afternoons that Mrs. Dixon was w1th them. .



The Thematic Approach

: There is_general agreement that context affects-
learning ( Britton, 1970; Lindfors, 1980; Rosen&'Rosen,"'~
1973)‘ This-context is both linguistic and social or
51tuatlonal (M.,Hall( 1986) : Mrs. Dixoen's approach to
thematlc teachlng was part of the context of\her teachlng
and needs to be dlscussed. Thematic units were created on
the basis of stories foundvindthe‘Unicorn ﬁeading Series.
Mrs.\bixon,movedﬂprogressively throdgh the text and used
‘feach'text'story-as'the basis for‘a_thematic unit.:rAlthough
_.ﬁrs..Dixon followed,the reader systematically, she did not
'ovreel pressuredvto.conplete all the readers‘shggested for
grade 1. Rather than using the. workbooks and other
components of the Unicorn Readlng Serles, Mrs. Dlxon dsed
books,vstorles and learnlng centres to a551st the chlldren

in thelr llteracy development.

Durlng the course of thls research; I observed the

‘completlon of the unit, The: Glnqerbread Man, watched the
_Chlck unlt in 1ts entlrety, and observed the beglnnlng of
the Jack and the Beanstalk unit. Thogghrthematlc unlts were
centered around stories fohnd in'the'Unicorn readers, these
units were not narrowly developed as Mrs. Dixon'madeichanges
to the unlts where she deemed these approprlate., For
example, the Jack‘and the Beanstalk unit, wéds broadened to

engompass;Fairy Tales. The Unicorn reader story, The Red



. univerSity course work. She tried to accommodate children’ s

ngn_gng_ﬂ_;_gnigg_ provided the basis for the hi k unit and.
-?Mrs. Dixon used this unit to help children. develop knowledge

" about new life in general.' Mrs. Dixon believed that a wide

range of experiences assisted children in relating to
written language. She felt strongly that schools must v‘\
prov1de.children with a broad experiential base to help- them
view their literacy development as a meaningful experience
Her program certainly reflected this belief. She hatched
chicks in the classroom;g These hatched chicks remained in
the classroom for about a week and children were given ample
time to observe the chicks and hold then. mhe children«
baked bread with Mrs. Dixon's mother. They were allowed to
touch. and taste several varieties of grain seeds. Writing

with quills was. another activity planned for the children.

‘ The children also planted seeds which were later @aken home.

Part of this seed planting involved planting ‘broad beans._i

These beans grew tall and became the introductionyto the
up“}w c

Jack and the Beggstal unit Children also brought -

cardboard boxes to school and painted then to create the y
giant's castle.g At the toy centre, children were encouraged.
to use the materials'to dramatize stories read in class.

With some.exceptions, children‘were allowed'to work in-"
a way which suited them. For example, the children could

choose the location for their work Mrs. Dixon had recently

‘e owed up her interest in- learning styles With related

R

v
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differing learning styles in her classroom. Groups.in her
classroom were generally quite fluid with children working
first with ‘one group and then another. Sometimes children
opted to work alone. They either phySically,separated
‘themselves from the others or they worked dt their own
project at a.table where they could interact wgth others
when they wanted. | ‘ T |

Mrs:. Dixon involved the children in her curriculum

»

'planning. Prior to beginning a thematic unit, she led the
class in a.discussion to elicit the children{s background
knowledge of the"topic to behstuaiedv- This enabled Mrs
Dixon to make curriculum dec15ions based on student needs.
The background knowledge elicited was put on a chart
(Appendix E) While working through the unit ﬁrs. Dixon,
returned to this chart a couple of times and the children '
added new information they had acquired. (Appendix F) This.
prov1ded Mrs. Dixon with a check of children s learnings and
* indicated areas needing more work.

@@'The Chlldmén were also involved in helping Mrs. Dixon

monitor the effectiveness of the program.; At the-end of a

“* unit, Mrs Dixon had’ children evaluate the centers by’ haVing

ﬂ them write which was their favorite center and why. She

“”used these evaluations to adlnst her centers. ~ Very popular '
‘centers were examined to ascertain what made them so.

.Centers which had seen little use were either discard d or



o

: [ . . / ; .
were examined to see if they could be upgraded to

‘.’5(5; |  - :4,‘2'.’

P

b

incorporate elements of some of the more popular centers.

Mrs. Dixon's Philosophy

To gain a betterjunderstanding of ﬁrs.:Dixon's
rationale for certain classrooﬂ;practices, I.conducted an'
1nterv1ew with her after my observations had been completed
During the course of the 1nterv1ew, Mrs. Dlxon, using a
é%at@ment she had. prepared for an 1nserv1ce, outlined her

philosophy as fOllOWS'

1. I believe every c¢hild has a right to learn in

a style which is natﬁral to them.

2. I believe a rich-learning environment is a key
factor in the 1earning process for all children
whether they have attention deficits, are

second language learners or special nee
chiﬁggen.,

3. I‘believe.as professioﬁals ve‘need;to expand
our knowledge. We reed to learn from one

another.

- 4. I believe as our students go on from year to
to year, we look for strengths 1n each child

and work through their strength areas.

<4



5. I believe as teachers we should see thetbeeufy'“
 in each child andeshould try to avoid labelling .
them. L

6. I believe etheechers we_leerhuWith'fhe
’children.e We plant the seed and grow,
fogether;' We p?ovide eXperienees so our

'Jchildren can learn. These exﬁeriences provide
*chiidren.With something to write about and

: shafeIWith one'anothef.

7. I believe pr cper planning is the key to shaplng

" children's learnlng.

8. I believe we have to give children time to

share their feelings and work with one another}

——

We~ﬁustubeeome good listeners.

9. I believe self-esteem is so important. Without

'geod sélf-ésteem, learning will not take place.

11. I belleve we must look at the total child.
-

From this transcript we see that Mrs. Dixon's stated
philosophy--with its insistence on accepting children as

" they are, providing a rich learnifg environment and assuring

of -
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ithat ohildren have opportunities to use language {n
.meanlngful ways is consistentkwith the whole language
4approach to teachlng (Goodman, 1986) ' The purpose of thls
study was to look at the ways in which story reading was .
used 1n a classroom with a whole language phllosophy 'Mrs.
Dixon's classroom prov1ded an 1deal setting for o

. )
aconpl;shlng this purpose. f

Data Analysis

Throughout"my observations, Mrs. Dixon both read
stories to the children and set up situations wherevthe
children read stories to various audiences. When analyzlng-
the data &* have separated it 1“xto those two categorles -
i“the chlldren belng read to, an} the children as readers, vTo
begln, I'w111 describe and analyéevthose seSsions where Mrs.
Dixon'read stories'tO‘the children{ These story readLng
sessions w1ll be~descr1bed in terms of what storles were
read, why they\were read and how they were used for, language:
' teachlng_and learnlng3 ,Durlng my observatrons, a student_l:-
teacher.was.working in.Mrs.fDixonfs &lass and she taught's
-language arts lessons over a 2‘week period. Also, as. an
y Educatlon Week project the school had 1n1t1ated a program
where teachers read stories to students in dlfferent
classes. The contrlbutlons of the student teacher and the
various guest teachers to Mrs. Dixon's p- ogram will also be

.‘.
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discussed. Transcripts willbevused‘to’illustrate.salient
features of these story reading sessions. The.following )
,'abbreviations have been used in the transcripts to indicate
the various speakers: - ° |

T_='feacher (i.e. Mrs. Dixon) - ’. . : - ' | o
StT“=.StudentlTeach$r “
“Guest T = Guest Teacher.(This abbreviation is
followed'by a number from 1 - 4 to'indiCate the
dlfferent guest teachers.)

st‘= Student (When student S hame was not known )

Stories Read‘to Children

What Stories Were’Read

o
. As part of her thematic plannlng, Mrs. Dixon pulfed P
,>

together a collection of books related “to each theme under
study» She read these books aloud.to develop chlldren,s
knowledge schema about the toplc of! study These tekts‘were

a mixture of narratlve and exp051tory modes. As many of the
. p A

act1v1t1esFSetvup for children involved creative writing,’

Mrs. Dixon also read texts composed by children.
: ‘ S |
The children were urged to bring to school any books ;

they had at home which related to the theme. Books brought

in were incorporated into the unit. These books were given

" as much. 1mportance as were teacher selected

ooks. :For"
o ‘

1nstance,~both ‘The Egg Book and The Tale ommy_ Nobod had}ﬁf
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been brought in by students and provided the basis for
lessons in the Chick unit.
,ﬁx; -Some: of the books read by Mrs. Dixon like The Emergency

Réom andﬁThr F're‘Cat, were unrelated to the theme. These'

.
¥ \were books ‘which children had brought in as their

show—and—tell item:
Joe: This is The Emergency goom (shows book

to class) and this boy he thSted ‘his ankle and
here s the stretcher | |

T: Let's see. (She takes the book) We'll try and

. read it this g?ternoon.
. s g

In conversation, Mrs. Dixon said she often read these books
to encourage children w1th their own readlng Indeed she

-always read books brought in. by reluctant readers.

L Why'gtories Were Read
Mrs. Dixon S reasons. for reading tegts varied from

"developing 1n children a 1ove of books to furthering ‘7
children s knowledge base of the theme under study.-
Developlng children s love of literature ‘was most often an -
lmpllClt intention./ Developing,children s knowledge about
some aspect of the theme undegwstudy was the usual purpose..
children were gpven for listéming to a story For example,

after a lengthy discussgon aimed at e11c1t1ng children s
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background knowledge about 'eggs', Mrs Dixon gave children
the following purpose for l;stening to The Egg Book.
"T: I am going to share with you some stories,énd

gEen we 11 come back and we are going to see 1f

: wggcan add some eggs_and types of animals to our

. ¢ : . .
. . : . <
t . . s 4 “
N " » . " .

)

The next day ‘she- 1ntroduced the book_ﬂhat's Inside? saylng

T: Today I want to show you*what happeﬁs 1n51de :

<

- that egg.

.o ‘ . . ’ ~ X

Interactions during and after the story reading sessions saw
~ these purposes realizéd. '
The student teaCher's main purpose for reading storiesA

:, h

to the children was also to extend the chlldren s knowledge

base about the theme.  She read the children three versions

§

of the story,n&ed Hen and Her Chicks.' Then'she prov1ded‘

r

chlldren with a toncrete experience by brlnglng in.a sheaf

of wheat for them to\examine.' She also bnought in a diagram.
’ of a hen and helped the chlldren label the different parts

of the hen's body. This later. became one of" the center
_activftiesl |

On Mrs. Dlxon s instructions, the student teacher often ;t

\checked children's comprehen51on of’ the story read u51ng

¢comparison c1rcles..vFor example, after readingwtwo ver51ons

)

of Red Hen and ﬁer Chicks:

' // t
!
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::StT' ‘Think of the differences between the first
story and the second story
'Susan: One had a seed and the other one
cidn't.
s §%T§ 'ohe hag'a seed."Which one had a seed? .
.*,Susan: This one. (pointing) | |
mStT:v‘This.One'hed\e'seed. What did this'other one
have? | |
st: Corn seed.
¢ StI:. Right.
Shenthenlproceeded to write the'correct information in the
cdrrect circle for each story.
if.{ " Mrs. Dixon sometimes usea comparison circles afd
sometimes had the-children answer 1 or 2 questions about the

story to check their comprehen51on. For instarice, after

readlng 2 versions of Jack and the Beanstalk:

’

T: Today you are going to draw a picture to show

 how these 2 stories are different.

» Thezchildren‘were assigned. partners and set about Ehe

t-task They checked in frequently w1th Mrs. Dlxon to show
.hgr their progress. As she talked w1th individual children

;‘she could be heard saying, "I want you to show how they are

different."
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. The guest'teachers,‘onrthe othef hand, appeared to have

one main purpose for reading to the children. This was

'sharlng one of their own favorlte stories. Four different

guest teachers réad‘ﬂg the chlldren 1n Mrs. Dixon's class.
Each of them introduced their story in terms of how much
they or someone else had eni‘yed the book they were about to

read. For example'

Jfuest T 3: This is one of my favorites. .
Guest T 4: I read this story to anether class and '
I know that they really liked it because a lot of

people really like dinosaurs.

Thoughggys Dixon appeared to focus on teaching
content, she was developlng a love for literature in her ’
students. The students enjoyed being read to and frequently

asked to have another story read. Douglds's comments

clearly reflect this:

# Douglas: We have 3 favorlte thlngs in thls room.
Guess what they dggﬂ’

[T AR

DMe. Oh I'm not sure.

oA
I

'Douglas:‘ One is wood blocks and lego. (referring
to the toy center) And guess what? Reading. And
»guesga%hat the third thing is? It starts with

an '¥'y :

‘Me:‘Uhm . .”’a

Douglas: Recess. —
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Earlier in the year Mrs. Dixon had had the children create a

'story sweater'. Mrs. Dixon explained that she had used ﬁﬁ% :

sweater frequently at the beginning of the‘year, wearlng ft
whenever she read the children a storyf; §§€er the readlng,
‘the children would ‘decide what symbpl could be made to
represent the story For example, for the book Green Egg'

. and Ham green eggs had been cut out of felt and pinned onto
the sweater. |

| As might be expected, hrs.'Dixon often read student
composed texts. This usualby happened(in a one to one
bsituation. Wells (1983) suggested that one to one
interactions allow "a greater rec1proc1ty ‘of 1nteractlons"
V(p. 290) than do the whole group 1nteractlons whlch
predominate classroom life. Chlldren are freer to tesé&
_their'thoughts-and"ideas in one on one situations. For
‘example, while wrltlng Jimmy shared hlS observatlons of the

’chlcks w1th Mrs. Dixon:

Ay .
? Simmy' ‘Teacher, when you put them down, they walk

in thin-air.

T:“ Oh write that out!

.Teacher's validation‘of his idea.and her encouragement to
_-express his idea inmwritten'form led Jimmy'to include this
1dea 1n his" dlary When flnlshed Jlmmy read it to me, “The'
chicks are very fuzzy. When we put them away, they walk in

“thin air." In_anothervlnstance, Sharon, who seemed- to have
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run out of ideas Whlle wrlting her story, went to discuss it
with Mrs. DiXon. After'avbrief conference, snﬁyfeturned and
announced to her neighbours, ﬁNew I have to lete where they
live." She seemed pleasedvto have‘somethingvto add tq her

Wﬂstory and set to WOrk.<;3amela‘suggested they could:live,on
her street and MaureenvsuggeSted they live in woodblocks and
lego and laugned at her own silliness. Sharon'however, made

' upvher“own mind'and_decided to make her.story cnaracters ' i@i'

’ % ]

live in Edmonton. ,
' [

L

'~ When reading children's stories; Mrs. Dixon's eﬁbhasis
was on meaning and on approprlate language use. She
accepted invented spelllng but corrected errors whlch

nvolved lmproper language use. For instance, in her diary
' entry Pamela had wrltten, "I love chicks.,_ T-Ii@-are cte
(sic) they like to chrping (sic). No mention was made.of
the spelllng errors but Mrs. Dixon asked Pamela“ 1f the word
'chlrplng"made sense in the context. She read the sto’

‘that Pamela could hear the language of ‘her story and monitor

her use of language. Pamela decided it didn't sound right

“Sand changed the word to 'chirp'
- How Stories were Used for Language Teaching and Learning

when examining the data, the transaction of meaning

)

) : | »
k; . (Rosenblatt, 1978) was clearly Mrs. Dixon's aim when o

presenting texts to children. She interacted with children
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- of the oral mode fo mediate mea i;gs fo@ﬂh

'text was a central aspect of Mrs. Dixon's g Cg "31@ogo{ﬁ

constantly to e sare'they understood the text ahd linked .

'explanationqﬂto'the students own life experiehces. These

llnteractlons were usually oral, though sometimes respOﬁtes

to. storles included a wrltten“imponent Thls constant\use

48 the wr en:
T SR |

&

51ze of" a pea, Mrs. Dmkon went on. to explaln.
J !

i s ' Y 5
? v .

T: In the summertlme you eat those- Eﬁas in a pod5‘
Very tlny. That's a hummlngblrd So a

hummlngblrd has the tiniest egg. ®

Another.tlme she read about baby birds belng covered in down

'and elaborated on the meaning of down as follows

B

¢ T: That's what the baby . feathers are called --
R
that soft fluffy fur.

St: down.

o

The children had seen down on the chicks they had hatched in

the classroom. By relatlng the text materlal to their ownv

.experlence, Mrs. Dixon helped children 1ntegrate the

informatlon with thelr prev1ous knowledge.
Mrs. Dixon strlved topresent language that was
"meaningful, contextualized and social" (Goodman & Goodman,

1979, p. 141 borrowing a phrase from Halliday). The teacher

) intendedlthat-thevstories presented would. provide a context
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ro o ";'i:“‘ , -
' ' : ' : -

' for the experiential component oi:her 1anguage arts program.
The story Red Hen and Hey Chicks integrated the experiences
of hatching chicks, baking bread, and examining assorted
igrgins. Her thematic approach, the use of the oral mode to
clarify and elaborate text information combined with the
4experiential aspects of her program was meant to help
ghilqren vrel_ate the J,anguage»of‘textsbv‘co their own life
world. Sometimeséghe orally linked ideas they had presentedﬁ
in pre-reading'discussions with those later found in texts.
For instance, after ‘a discussion about how various animals

including birds keep warm, Mrs. Dixon paused while reading I

vWant to Know About...Birds of Prey to confirm children's

earlier predictions:

&

Tﬁ So you were right about birds hav1ng feathers.

...You were right about birds =-- they buiid nests.

Some of themlon the ground 'and some of them build o '\\
them high up in the trees. ...And.some of them, |

you're right, they do fly south. : B

‘During story readlng SESSlons, Mrs. Dixon solicited
children's active part1c1patlon. One way she did this was
by sio&ing down.or pausing while she read thus cueing
participation through oral cioZe (Holdaway, 1979). For K-
example: : E | /

{, T: (reading from text, The Tale of Tommy Nobody)
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'I..ftne hen sat on her eggs until the eggs were

ready éo%_ . : f&k
Class: hatch. g .
I 3 .

T: (reading from the_samé‘book) ...he could feel -

himself

Ca

'Class: falling. -

Besides allowing children to become dctive particiﬂants,

. this activity helped children see that thejir predidtigns

made sense in the text. D

Sometimes Mrs. Dixon's questions ehcédraged children to
- ?ake predictions about what was. going to happen next.
Predictions were confirmed by reading the téxt; For

examplé,~in the_story The Tale of Tommy Nobody Mrs. Dixon

had read about the difficulty one bird was having in

learning to fly and she stopped the reading to ask: ‘\\j> s

T: But I'm having a problem here. How come o

this bird can't fly? You're telling me all

the other stories you know. That's great.
St 'It's'haviﬁg a big trqublee. |
T. It's having a big trouble.
St 2: His wing broke.

¢ His wing is' ?

St 2: broken.:

T His wing is broken or maybe his wing is not
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experience Whenever possible: JﬂV

'strong enough. Let's find oﬁt: (She~read”the ' g

5 text.)

&

&hestions as she read. These questions were often designed:
4y i ) \(I" v

to'see whether children weére comprehending the text or to

focus their attention on significant aspects of‘the text.

for exaiiifj/ .

. T: What's making the egg crack? (yhile showing
children a picture from the text, What's
Inside?

N
Class: The nose, the hose.
‘ 1 : .
Mrs..Dixon’cohtinued questioningwto‘help»children elaborate
the information:

T: What do we call that nose’

Class: beak

T: What ﬁo we call that process’> ' . (/
R ™
Class' Pippxng. }“fé. B R
'ﬁ'ﬁ&M
. Text information was related to the children S previous
.- T

v

v -’. Y ,. .
éi (reading from the book I Want to,Know About
&

“...Babv Animals)f .Mother birds keep ‘their egys

: warmiwith their bodies.

T: (commenting) Where here we used an incubator -

Mrs. Dixon also had children participate by asking them' |

e
o



. Dixon's mother*baklng bread:

L Nedi She s addlng another egg.

St B (f//j ;:' . =56

‘tolkeep the eggs Qarm;

T: (continues reading) ...Robins sit ongtheir
eggs‘for 14.days.' | o
st Holy! |

T: Tell me how many days our chicken.eggs‘had to

$

sit.

Students respond w1th some saying "21", some 28",

T ., l ) . “‘, '
: ) N . ‘ ~

"

Mrs. Dixon+fe1t the concrete experiences provided in her
_ . - ]
program were essential in developing children's
v \

understandings of the world (Tough, 1977). Mrs. Dixon felt
that chlldrep s language reflected their experiences. This

was aptly illustrated when the children observed Mrs.

v \

T: There’ ‘&Eép' 10lcups of flour in the bowl

r’right now.
Jimmy:. She's‘adding the margarine.
T: Sheﬂsﬁﬁddlng the margarlne ‘tight now.
‘Nelson?f%’.ﬁ y' What a lot of margarlne.."

"Jimmy:‘w nﬁﬂd a lot of margarlne ‘for this whole

;,class;fi_f_ Y

St: She s addlng eggs.

-

‘r!.

How many eggs is she puttlng in?
T

Class. 2 ’ ~'_ * s
) . . LN
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Joe: Yeah, like Green Eggs and Ham.
Here the children translated their observatichs into ~

" ~ ’ . ) Y : ‘
language. Joe even related his observations to literature
previously read in the classroom. Such spontaneous
commeﬁtary was fréquently encouraged. Childrén‘did not have
to wait for queStions or opportunities to predict before
they could pafticipate. Their comments auring story reading
sessions were welcomed and were usually followed up by Mrs.

Dixon. For example, when reading I Want to Know

Abodt...Birds of Prey, she encouraged Todd tp‘share his owh{\
background knowledge to help elaborate the meaning of the
teXt: . » - ) \1"’_ \'\.‘

Todd: At hight time the,owis always come for ﬁhe

mouses. %;, ’ u

T: Todd can you tell us that again. I'm sorry;
ﬂ we're not being good listeners fér you.j

,Todd:’ At nighf time the owls ﬁlways comes out

.and he always looks for'the-mouse.’ ‘
T: Why does he come out at night? L
Todd: Cause they can see better. 'v f o
T: They can see better. Cause you kno;h they ha\)e:
vgrgfspecial ? .

Class: eyes
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The above excerpt also shows that she focused on both

' aspects of oracy --speaking and listengng. Mrs. Dixon

insisted that the chlldren 1;sten to her and to each other.

Chlldren s comments were acknowledged. During a ' | ﬁ
. 3. L . L
discussion focu51ng on,ways,antwh;ch animals keep warm, )

',iimmy initiated the followingdexchange:

.Jimmy: Ducks can keep warm from the water i
'sometimes.- [chlid 1n1t1ate$] |
~T: Ducks can keep warm, how do they do that?
[teacher responds] |
Jimmy: 'They swim’in the water. [child responds]
T They swim in the water? [teacher responds
ww1th questlon in vdéice] ’ )
Jimmy:‘The.water's cold and they keep on swimming
anthwimming and it gets warmer and,warmer: [child | @
'elaborates]. f | |

" T: So they swim to keep warm? [teacher acknowledges]

-

. Even though ‘Mrs. Dlxon had some dlfflculty‘understandlng

- what Jlmmy meant, it is a’ real q’nversatlon and her

responses were gentle and motlvatlng as she searched for his
meanmng.
Mrs. Dixon frequently gave children positive

L

[} B ' 0 - v 9 ' w ]
relnforcement.for thelr use ofnexpre551ve language with

o comments Iike such as, "What a good observatlon'" or " I

'really llked the words you used to say that." She



considered all their ideas seriously Thie warm, suppolﬁ_‘
environment coupled with her firm belief that children'u?ed
talk to make sense of the world created an atmosphere in”

which it appeared children felt free to cqmmunlcate their'

ideas (Dixon, 1975). For_example, the children were given
many opportunities to observe the chicks’which had been
hatchgd in the classroom and were encouraged to discuss

their obeervat%%ns with ea#ch other:

St 1: I like the black one. =

st 2: Don't touch this one (pointing). Itkhae a broken
- beak.

St 1: Look at this one. It's fuzzy é%
st/zr _This one has a broken beak, so don't touch it.
st 3#1 We can‘touch them;but just pot on thelnose. Are:

we.allowed to pick them up° ‘
:St‘4: Yeah ~but you can't right now...(inaudible)
st l:, Hey that's‘Blackie. I got a name for that black

‘one.’
z;

(YR

7
RN
Mrs. Dixon usually remained 1n the background during these
},{. :. 2’ #\ ‘
discussions, allowing the’ éhllaren to negotlate their own

Ve __,v__. ‘-‘i.".

meanings, . s ; . - i
Language in Mrs. Dixon's classroom was embedded in
on-g01ng conicerns. While watching the~kneading of the dough"

during bread baking, Mrs Dixon helped chlldren relate thls
.
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eiperience to the wider community.' This provided an
excellent example of a mediated learning experience

. (Feuerstein et al 1980) between Mrs. Dixon a:

: students:(é3

T: She's kneading the bread so she gets all the

 flour in there. And she gets everything all

* mixed in it. [sharlng and 1ntentionallty]
‘Some of you klds, yoLr mothers, your parents
maybe don't use thelr hands to knead ‘h.
They,haverthat machine that's got that little
circle armothat,looks like an arm and that kneads
it for you. ;And you know when you go to the
restaurant“,especially if you've gone'to .
Pizza. They ‘have a blg machlne and you can see

it.’ They have a blg s1zed blender.'
‘?%ranscehdence]

hdlass: noddlng their heads (1nd1cat1ng they have
seen the glant blender at thls local plzza

- B establlshment) [re01proc1ty] o . A

This‘Wasfim,direct contrast to the interaction pattern
set up between the students and some of the guest teachers
'.’reading stories in Mrs.aDixon's room. Of the 4 guest
teachers:coming into Mrs. DiXonfs room, only one attempted*
to e11c1t chlldren s badvground knowledge. Control was a

°
% ﬁ%prlme concern'for all of them._ It lS perhaps\to be expected_

9.
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‘that these teachers’ behaved as they dld. They'had limited

time in which to reaﬁ their story It is more difficult

managing a class when one is unfam#@%ﬂf with the children

_and with established classroomfaoutines. Also, it<may be

‘more difficult to establish sharing and,reciprocitytin this

situation. 1Interactions during the story reading were
discouraged. Children were encouraged to listen. quietly

Their relevant comments during the story reading were often

‘ignored: R

Gugst T 4: (reading) cos dinosaurs have been.

‘gone for 60 million years.

To?d» Dinosaurs are dead. Lattempts‘to establish
reciprocity but he is 1gnored] . ‘ o . A

~ Guest T 4: (completes the reading and7asks) Are -

W

1 &\',v

o : R

‘there really dinosaurs out there° : ‘v';.“.'-ﬂ

L

Todd had already answered this questlon. @he sequel to

'Patrick's Dinosaur was then read.f Befoxe beginning,_the

— .:,5

guest teacher said, "Let's see what happened to Patrick' fi.;f

bdinosaur" ‘Behaving as they would with Mrs. Dixon,'several

'children tried to explain what happened;throughout the

readlng but the guest teacher 1gnoredothe1r attempts to”

share their responses to her 1n1t1a1 questipn.
Sometimes during the story reading Mns. Dixon had.

children search for words in text to further their word

recognition skills. For example, while reading '

7

&



cooperatively (i e, teacher and students were reading the

story orally) the-Unicorn version of Red gen and he; Chlcks,
Mrs. Dixon had the children stop thelr reading and asked: .

T: oOkay, I am thinkif} of a place that she took
the wheat to be ground up. It's the ?
Several Students' Mill. . e

T: Very good. C%g@you 1nd the word 'mlll' on o,
»3 . . '

" this page’v

(Children can be“heard soundlng out the "m" as
fhey find the word 'mlll' )
T: There 1s'a word that rhymes with 'mill' on L
this page.. s - ) - | . “!
St: will | .
T: Oh that was-fest. I’thoughtAit would take you
longer than that: Canhyou‘read me the question
" with the word 'will® _%,hyf e \

“(The chlldren begln to*read the page in chorus )

T: Just thé’sentence tll~

e

h§§ the magic word
'Wlll LIPS B . ‘, .. . . - : . ' . A

4 T | o R | - B
Class: (reading) "I will," said another chick.

 ‘Here words were.highlighted in'a meaningful’context

Several word recognltlon strategles such as predlctlon and
phonlcs were employed to help students decode unknown words

.Then the hlghllghted words were put back into context._

3 ~

C#
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Mrs. Dlxon‘used a'whole'language approach when.teaching
word recognition strategies. She taught phonics to-the
whole class using songs. Each child ha;)the words for the
songs in front.of him/her, Each song stressed a particular
sound;, For example, the‘following song stressed the 'soft

- ¢c' sound:

The circus, is here, the circus is here,
The circus comes to our city.
~The tentS'are here, the animals near,

The wagons so gay and so pretty.
T |

Children‘flrst}encountered the words in text, as the words

"of the song were’read cooperatively a.couple of tinesf They
vdiscussed'the song's'content.‘ Then the songs were sung
Only when the children were very familiar with the songs,
did Mrs. Dixon- hlghllght words containing the sound to be
stressed. These lessonslalways 1nvolved the entire class.

Mrs. Dinon read stories to children to help eXtend

: chlldren 's, knowledge base about the theme under study She
made constant use of the oral mode to ‘ensure that chlldreh

| understood~text. Chlldren were -encouraged to part1c1pate 1n

the readlng through use of strategles such as oral cloze.

- Mrs. Dixon's acknowledgement of children's comments o

throughout the readlng gave furthe@ encouragement to

: chlldren' part1c1patlon in the- reading.



64 |

The Childreanead Stories

3

In this section of the analysis, the various contexts in
which the children read stories will be analyzed The

vchildren read to a variety of audiences including their ‘f;[}L ;ﬁ
parents, their teacher ,.each other, the school prinCipal ‘

“ NI ,;a 3
'grade four students and visitors to the classroom.' ; Qf. T

Occasionally they read stories by themselves w1thout En-i_fa"'x

audience.

" What Stories Were Read .

The children mainly read stories from their Unicorn

4.
n

reader ‘and books from the classroom library which were read

t

as part of Mrs. ﬂ" n s home reading program.» Many of the o

.center actiVities.involved story reading of texts o :f.'/‘f,i;
accompanied by audio tapes. The children also read theirf
~ own comp051tions and occaSionally the compos1tions of- other
students. They wrote a diary to which Mrs. Dixon responded

Vo

0
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Why and How Stories Were Read
The Home Reading Program |

Mrs. Dixon believed that in order to fully develop a

7fchild's.literacy, the parents must be involved. She.

“fac1litat1ed this involvement through a home reading

'cooprogram. At the beginning of the. school year, Mrs. Dixon
%iimet with-parents to explain her philosophy and the role
iparents-played«in the child's literacy development. She
-~ then outlined her home reading program. The'first stagel
';involved parent and chlld creating a book The parents
:iscribed-for children beneath illustrations which.might'have

“been: drawn by the Chlld or which the child had cut from
g

magaZines. These books were then brought to school to be

kshared. In the second stage, the children were-sent home

w1th books chosen by the teacher to be read to parents.

:Completed books were returned w1th a note 1ndicat1ng that -~
ithe book had been read The children tﬁen received another

3book.- Mrs._Dixon started by selecting books for the

¥,

‘9children to ensure-successful reading Initially the

' ,children were given patterne%books such as I _can_See...

which contained Single.words naming the picture (e g

o ball a table) h Some of the books contained phrases

describlng the picture (e g under thé?table, under the

R A /U’
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chair) and some contained complete sentences describinghthe
picture (e g. The girl is skipping.) |

When Mrs. Dixon felt the children had gainedpsome

@

J »

proficiency With their reading, they were allowed to select
.() e

‘their own books'@rrom the classroom library : OccaSionally -

she directed childrén to books: she felt they could

successfully handle. Children kept track of the number of

books they read and received a 'prize' for every tenth/book “f

)

vthey read (e. g a book or a penCil) MrSa DlXOHerlt her

home reading program prov1ded extra reading practiCe for the,"‘

A-l

children and said she noticed that active partiCipants in E'

the home reading program made better’ progress than children
.f”vt: ¢

whose partiCipation wastore sporadic (Appendix G) JShe

i"“jf also felt that the home reading program was benefiCial when N

,/
reporting student progress. -Parents involved in the home

reading program were highly aware of their: child's strengths
and weaknesses.‘ As a result she did not have to spend a lot.
- of the interView time outlining the childbs progress to

date, but could concentrate on discuSSing ways in which bothj"
the school and home could. support the child with his/her

Q@
literacy development.. "

Cooperative-Reading et . : ’ - ; v, ®

-0
© e

Both the songs for phonics instruction and reader
«7

' stories were read COoperatively in a whole class setting

'*In this type of reading the teacher slightly slowed her
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reading rate so,childr'i

class was: 1nvolved cﬂ};'cen could j01n in the rgﬁding when

reading‘the words. Then Mr thxon taught them ‘the tune.
These sonqs were reviewed qulte frequently. . Be51des
‘teaching chlldren the songs, Mrs, Dixon often used these
songs,aé'the basis for a brief phonics lesson requiring the -
children to find all thé\words in the song containing a-
particulafvsound. . : f M |
Reader'sto;iés were also read cooperatively. The
children seemed to expéct this as can be seen frbm the
following: |
StT: I'm going to tead a story. It's in your
.réader, I'm gbiné tb‘ask you to take your readér
: outfright.now and'follow-along; It's Célleqﬁiﬁg

Red Hen and Her Chicks. «

It took some time before eve:yone in the class had found the
'story. Just before beginning, the student teacher reminded
them: L - PR | ‘_.'),

~,

StT: I'want you to follow along with your eyes as

I read.
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Rather than just following silently, the children attempted
to read along with her. She read too quickly and the
children could not keep up. Mrs. Dixon intervened and
suggested that she read more slowly.. She did and the i
children read along with her. This lesson was pgeceded;hy a

,discussion about bread making. During the reading, "

questions focussed on compreﬁénsion and vocabulary:

StrT: She's cutting the wheat. What's that she's
using for cutting the wheat? |
Jimmy' A knife.

‘ ;//ﬁ§t!i A round knife that goes like this.

2 (indicating shape with his hands)

&'immy:iLike this. (also indicating shape) o
.fstT: “Yeah it goes round like this. That's called

E;‘scythe. l

days later, the student teacher asked children to

‘ycompare the reader version of the'story Red Hen and Her

“_Chicks to one ‘'she had just read - The children had

difficulty remembering the reader version of the text.
Perhaps the children s focus was on decoding rather than
meaning when engaged in this actiVity Mrs. Dixon suggested
‘they read the story again and led the class in the )
cooperative reading rather than letting them read it _
Silently ‘ Though the initial purpose for this reading was‘

,to recall the" story, during the reading Mrs. Dixon had the -



. children focus on elements in ﬁhé‘taxt as shown in the .

- following exchange:

T: On this pagaathere is a question. Cah you find,-
‘me the question? Can you find me the question
mother asks’ | ~ ‘
' Pamela: "Who will help me plant the wheat?"
Tf Okay. We have to be very careful because at
the end there is a _;?

St:f Question mark. . S : | , "(/\\\\\

————

Some of her questions had children focus on individual

words:

T: I would llke you to find the word 'cut' on

thls page. - See how many you can find on‘

this page.
I//’ Greg: 1 |
’ ‘Todd: 3 i | | S s

T: Can you tell me what sound the et makas?
‘Class: /ké”(indicating sound) |

T;: Like in candy cane.(frcm their phonics lesson
earlier'in the day). You prlnt it with a 'b' but

it has the sound of /k/

Durlng the cooperatlve readlng, Mrs. Dlxon moved around

checklng to make sure students were follow1ng along 1n thelr
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>3texts. Two or three children had ‘some difficulty with this
| and she helped them find the right place. After the reading
‘was completed the student teacher continued with her lesson
and had the children compare this story with the one she
had read. | N

In the.previous example, children cooperatively read.
'text'for the purpose of recalling'the story so'they-could_l
compare it to another version. “In other instances of
, cooperative reading'thefonly purpose given before reading'
- was, "I want to ‘hear how you can read." Although 1t appeared.
‘that Mrs. Dixon expected children to- comprehend the |
" material they read she did not always make this pur@pse

© explicit before children . read the text.
Paired Reading , -

Sometimes children were‘assigned a partner and asked to
read a Story-in pairs‘ OccaSionally this was done with a .
grade 4 partner who was to help the grade one student but
usually the children were partnered with one of their
classmates. The partners were always a551gned by Mrs.

K bikon. During my observations,\in all instances but-one,
- the teacher's purpose for this pairedgreading seemed'to be
giving children practice in oral reading,v»Paired;sessions,

usually-began_with_the following statement:

- T: Today, I'm:going'to group you inktwo's_and you're
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- going to %ead'the sﬁory with ydﬁr parfnefl
Most of the children read éoéperatively; Occésionally they
took turﬁs reaging.to eaéh othér.u The readinglwas always
oral; a

| Not ali of these pg;tnerships were successful.
Sometimes the children siﬁply'didn't get aloné and spent

time arguing:

‘Lorna: You read to me first.

»

 Greg: No, you read.to me first? ~Not 1like that!
I can't hear you. I'm telling on you.
. ;_3‘ B .

Lorna: Okay, you have “"‘“]irst,

.Greg: -No, you do. Yoy
first.

Lorna: Boys go first.

This arguing continuéd throughout their read{ng. -Mrs. Dixon
twice tried to get them on task but they only continued

readiné for a few minufes’pffer'her intervention, and.théﬁx“
. . . ) - . '. . q
had another disagreement. However, when they did read, they

monitored each other on the basis of meaning. For example:

B

- 'Lorna: (reading) ...he shoved ovér the fence.
Greg: He shoved over the fence?

Lorna: (éhecking text)‘I said jumped!



Sometimes the pairings were unsuccessful because

neither partner was proficient enough at the reading to

allow them to make sense of the text. During the reading of

| the rebus story Little Red Riding Hoo both Bill and Lorna

had so many difficulties with the reading that they finally
gave up. | The class had been given a brief explanation of

how a rebus story worked This had not been suffiCient and
they " read the text”ignoring the pictures and of course it )

,made no sense.< At other tfg:s With rebus stories they had

,difficulty deCiding what pigtures represented' o

1]
Lorna:vdThat5s‘not'her mother. What'is that? -
o

Lorna did not try to see if the word 'mother' ‘would fit the

context. The reading became an oral actiVity which lacked '

Y *

'meaning. The level of the text also presented problems and

,'the children gave up and retu d to their seats.- Because

o : o

_ of the emands on her time,‘it was difficult for the teacher.

AR

to oversee everything that was, happening The children may ﬂ

'”have handled the task more successfully if the books had

4

‘\initially been introduced as_ a share& reading actiVity,

A

Ly

fwhere the text was enlarged and read cooperatively (Doake,

1981 Holdaway, 1979) a. few times before the children were
' '_ls

expected to handle it on their bwn L

o~ &

. Only once during my observations _were the children

o

'ogiven books for the purpose of uSing these to”éind sSome

information. This occurred during a lesson ‘under the m

—

. .
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directidn of the‘studentyteacher...Thevcﬁildren were paired .
bvarsﬁnixon and the student teacher gave the following

directions:

StT: I want you to find a book from the library,
ldok at the pictures. You mightywantjto read;

hsome of the words too and see if you can find
about 3 things you learned ‘from the book about 1
chlcks and chickens and then we'll share them.'
Okay, we have a box at the back w1th books

about chlcks. In some, the whole book isn't about

e

chicks. I've marked off'the'pages you should look

’at., You can lpok at the pictures. You oan look

mf)at thé words. . Come up w1th 3 thlngSrthat you ve

' learhedvfrom-what you've looked at.

»
iR

‘The children looked ‘at their book and thenvtold‘Mrsl Dixon
" the 3‘things they learned. Using a languaoe,experience
\ - o : . S . v . :
approach~ers. Dixon wrote these on chart paper. The next

‘day, she had chlldren read thelr contrlbutlons from th_ }

'chart. Chlldren showed the book they had used to obtaln’the
"information and .Mrs, Dixon showed.the class the plctures ;n\

Cthe book. . . .*;M“.'« DR

. - ' ot . ' . FR .
PR 8 ’~-_n . N ' L s - '-‘

~_;bf T: These are the plctures that they had to work

s

1with Okay, let's see- what these glrls learned

from looklng at the plctures.

e
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Mrs. Dixon did not credit the girls with obtaining any
informition from the text. Yet the. girls had accessed text

the previous day

Sharon: Yes, we can read it if we want.

’

rMaureen' I'm not readlng the whole thlng though.

Sharon.' Okay Let's read about this though

dn another occasion‘I_observed the children working_with
grade 4 partners. The student teacher'had shown the class a
series og plctures 1llustrat1ng the process of hatchlng an |
egg.v Each partnershlp was a551gned one of the plctures.
. . The grade 1 student was to copy the plcture and the grade 4
,student was to make up text to go along w1th the plcture
These would be put together to make a book for the classroom
llbrary. When everyone was finished, the chlldren were

7d1rected to brlng up thelr plctures in the correct sequence

: The grade 1 studjnt Was to show hlS draw1ng whlle the grade

4 student read the text The task had been deflned to leave..

SR
It appeared that the grade one student was not expected to;

_th% grade 1 student out of the llteracy aspects of the task,-,'

be able to read the text. Thls %stcontrary to f;ndlngs that

. )
many chlldren can process prlnt even,pefore they enter

school (Y Goodman, 1980, Taylor, 198;, Teaﬂe,;1984) The

n

chlldren redeflned the 51tuatlon._ SOme of the‘grade 1 f» '

ﬂ’students had taught thelr grade 1 partner to read the text
and they did so proudly " Others, seelng thls,-quletly |

4 . .
4
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coached their grade one partner in the readihg so that -

' he/she could do#the reading when their turn came}

A
3

based on ‘mea

‘Readfli in Centers

llnvolbed readlng a book or a poem. Chlldren were to- read

At a later date when the chlldren were paired with a
grade 4 student to read the story Jack and the Beanstalk in
their Unicorn reader, I observed Sharon and her grade 4 |
partner. When Sharon had severe.difflCulties reading the
text, the grade 4 student suggested that he read .to her
first and that she read next. This ‘is -what they-dld. ’
However, Sharon still had a lot of’g}fficulties'reading the
text.v Her partner was quite patient‘with her; sometimes
pointing out that she had prev1ously read the word,
sometimes supplylng the word and sometimgNk giving her hlnts

L 4

xample when ‘Sharon was stuck on’ the

~

word, ’clouds safk i"It's up in the. sky." Sharon
eventually completed the readlng This type of palred
readlng allowed better‘opportunitles for monltorlng anA
1nd1v1dual Chlld'S readlng than did the full class -
cooperative readlng sessions._ 674;‘ ' :

. . R

"
Cat L)

Mrs.'DixonnintroduCed 12, centers and the student : Aktﬂof

teacher 1ntroduced another 6' (Appendlx H) to he worked on . .

whlle the 'Cthk' unlt was 1n progress. Half of these.

.

:Ld é\\torles.some pf whlch were accbmpanled by ah audio -

tape to support the Chlld's readlng Then chlldren were



o

o

! 'ven'opportunfties to respond to the selection. In some ,
gzges the story prov1ded ‘the pattern for a creative writlng
exercise. In others the story was used to stlmulate )
artlstic expreSSLOn. One story became the basis for an
emerclse on rhyming words. In one center, the directions
were s1mply to read the story to a partner. The emphasis of
" the story reading in centers, in contrast to the cooperatlve
and paired reading, was on the chlld's response to
llterature. Silent readlng sometlmes occurred in center
work as the chlldren were free to decide whether they wanted
to read text silently to themselves or orally w1th a
partner.' -»w‘ . «A v 5

Mrs. Dixon stipulated what waS»to bé done at. each of

the centers. The children were left to dec1de whlch centers

Y

4 they w1shed to complete and could also choose the order of .

RS

comPletlon. Sumetlmes convenlence dlctated that Mrs. Dlxon

complete some: of the centers w1th groups of" chlldren but

otherw1se the chlldren were free to make thelr own ch01ces.4'“

Stories completed at the wrltlng center were often

“a

shared. At the end of the morning, the class:qame together
) 4
and read thelr completed st@rles to e h other. Some of the

; children were shy.and read 80 quletly they couldn't be

~ '

..

On one'occaslon tbe chlldren Shared thelf‘storles wE}h

N the pr1nc1pal and(she rewarded the;r efforts w1th stlckersf

.’

\) | “ EE I X . '),

} B B
heard The*audlence ho“pver, remalned quletly attentlve.gf_;,.

*

-

A Completed storles were placed in the classroom llbrary where o
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L

1children could peruse the compos1tions at their leisure.

re,The children dld not often choose to speﬁd spare tlme in the

‘_llbrary, though occasionally chlldren were observed using
-ntheir free time in this environment. Mrs. Dixon usually
Squested that childrenvéo to the toy center to re-enact
‘nstoﬁies’previously read when they'completed'their'projects.

WhenastorieshWere Read -

o

i

'-Mrs.‘Dixonhs classroom. i’me of” these ?:tcti:vi.ties“x

1nvolved the whole class Cooperatlve ‘~‘ng was, a’ whole

class act1v1ty and was engaged in on 3 occa31ons durlng my

:“w ; &

observatlons. On 5 occaSLOns, the chlldren were teamed w1th

- a partner for pafred readlng ?iﬂthe 18 centers 1ntroduced

;for the Chlcﬁ unlt exactly half 1nvolved rFadlng a book or;-‘

a

e v

“5poem., Many of these were read w1th a partner.: Sometimes

the readlng was SUpported by use of an“audlo tape. Many of'
CR I t!‘*w’"‘

;’ﬂ center aé§1v1t1es\1nvolved chlldren 1n wrltlng "F;gure

l 1s an example of such wrltlng “ ‘”-?

Th@ cmn san m%e@

']L{”erlc}T |5 P}PNJ hl? Uﬂ)’@lﬁ

F1gure 1 A Sample of Student Hr1t1ng



The children usually read their stories to their teacher in
one-to-one situations. ' The children could also often be
heard reading their stories to themselves or to a friend ‘
while they were compOSing.Q They were usually given an
opportunity to read their stories to their classmates in a
.sharing session. Diary entries were. read to their teacher
and the children read ‘the teachey! s* responses. -

When QEQEFr actiVities and math aSSignments were
completed children were given free time to spend in the toy
'center or the class library. Though the toy center
attracted greater numbers, occasionally children-chose to
readlbooks in the class library during this time. At the
toy-center,’children were encouraged‘to‘incorporate the
‘stories being read into their play. All activities at the
“toy center were oral ' I never observed the children uSing
print in the toy center. Materials were not, readily
:available to allow them to do this.

The home reading program encouragedachildren to read

‘books after school Only~some of the children made regulax

use of this program, others rarely took oﬁt books.
. (Appendix, H) ‘ ; ~—
Children who WlShed'tO read were able to “do so .

throughout large parts of the day but some childrenﬁgead
minimally in school and at home.' In interview, Mrs. Dixon

';said shte didn't have core centers that everyone was expected
1 . R R ‘ . .
oo Ay PR . 2 - 3

: R . e . : o :
¢ - : T . Sy . »
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to complete._ Chlldren not wishang to expend effort readlng d

4

‘could 51mply avoid those centers requirlng a; great deal of

& reading.w Asva-result some children had little personaL

T By .
readlng experlence. ey '

“ N /‘

',, —'Goodman and Goodnan (1979) propose that classroons must';w

"be filled: w1th Mlots-of wrltten language puplls will need

i}

~

[

and want to read" (p 151) There was llttle use of |
functlonal prlnt i Mrs. Dixon's classroom.‘ She.often wrote
(out the actlv1t1es that chlldren were expected to work on
throughout the day and the chlldren did refer to thls durlng
the course of the day ‘Other than that there were no
rnotlces or messages that chlldren were expected to read or
needed to read in order to complete their. act1V1t1es.

Chlldren did not get-a chance to read'whlle storles

1

- were belng read to them. Whlle I §?$ ﬂhere, enlarged texts

(Holdawa§ 1979) were never used ln a teachlng 51tuatlon
though there were several of these in the classroom. The
enlarged texts. produced whlle I was in- the classroom were ’

read once "to allow ?ﬂ.dren to hear each other s

contrlbutlons._ They were not agaln read w1th the whole

class or wlth small groups\whlle I was present.;. N o

0 : - . CERE

 Mrs. Dixon strongly belleved.that a,rich learnlng

a

zenV1ronment 1s a key factor 11 the learnlng process.;l{By

' applylng for var;ous.grants,'she had acquired books,w;}



. magazines . and various puppets and toys. The classroom also

had a.computer._ Books, both student produced and

-

. profe551onally puhlished texts, were kept in an attractive
classrobm library Children were given time daily to select
Yy

booﬁs’from this library for the home reading progxam. Other

‘fdthan this, books in the library were not often acc ssed by

‘_the children during the tlme I was obserVing - This was 1n

direct contrast to the toy center which fldren frequently

4

.‘chose as a free tlme actiVity. Here, chi. %en were

’encouraged to use- the toys to respond to stories read in

class.

and writing w1th quills as she developed ‘the unlt I

observed. 'Themes centered\around stories found in the-

| ‘yUnlcorn)Reaﬁing Series.i%?g?;_‘h - )

’ Mrs. Dixon read stories to children daily. These

story readin ssions nearly always 1nvolved the entire J

"class. Her aimskfor reading to students ranged from :

developing children s knowledge base of the’ theme Under ’ )f

'..study to developing children's Iove.of books. *The "4v7~
7transaction of meaning was Mrs. Dixon 'S main aim during »

,i.these book sharing sessions though she sometimes used the .

stories to teach word identification strategies. She'

B ‘ .
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' constantly used the oral mode to-ensure children understood
text bybasking studentsrquestions to help them focus on
relevant'infOrmation, by elaboratinq information from the
text, and by relating text to the childrfnas“own life

LY

worlds. S e, : g

- e
1 - T

. She solic1ted children's active participation in the

' tory’reading. Students werefurqu to bring to schooi~books;

related to the theme. \Mrs. Dixon read these as\- 'i~v
-enthusiastically and with as much.discussion as she}did.the
books she selected. While reading, she encourageglchildrenu.
to predict using oral cloze. A‘couple of times;children |
participated in.the-storysreading by placing abpropriate
figures on the flannel board as they‘were introduced-in the..
storyf Children were able to initiate discussions ‘during
the story readinq Mrs. Dixon often used their spontaneous‘
remarks to help students develop feelings of competence by
gcomplementing the ch;ldren on their good observations. This
,was. not the case with the guest teachers who read stories to
the class. They.dominated the discu551ons~and.usually
‘,1gnored students unsolicited comments. —

Besides discu551ons which were conducted both during

, and after the story reading, Mrs. Dixon had children respond >

t._'Qito stories using\comparison c1rcles.v With these, children

npted 51milarit1es and differences between different )
N :

versions of the same story while the teacher wrote these on

theqboard.' The class also created symbols for some of the



.'. I‘ —“;‘.
o "'.__

82

stories. These were put on the story sweater.'4Sometof'the
hands on activities were also a response to stofies read in

L Y
class;v For example, the bread. baking was in response to the

story Red Hen and Her CthkS.
There was ample opportunity for students in Mrs.

Dixon's classroom_to read'to~a variety of audiences if the§
chose.to3do so. ’They'had.access to their Unicorn readers,
hooks fromlthevclass‘library‘and books in many of the

centers. They were also given opportunities to read their

own compositions and those of their classmate57 ,Mrs._Dixon'

‘set upvsituations so students could rsad to her, to each

other, to students in other grades, to classroom visitors

and to their parents through the home reading program. Not

'all stu ts took advantage of these opportunities.’ Mrs,

Dixon had little control over some. aspects of her program.v

For instance, some children did little reading through the

home reading program despite her encouragement to try and

-~

'finish the book they currently had at home.

Somet\mes children had difficulty with the reading task

Mrs. Dixon set up' Several- times during my. observations,-

" Mrs. Dixon had children read stories “from their Unicorn

'redders cooperatively Some of the children had difficulty

D9

_’books were not used to a551st chxldren w1th eye-v01oe
. matching Occasionally,dchildrenwwere directed to read a

':Nbgpry with a partner: ‘Somefof these partnerships,were

following the print in their readers -as the class read. Big
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T.:ﬂunsuccessful because the text was too difficult for each .
.partner, or. because. the partners didn t get along and spent
most of their,tlme‘argulng, Mrs. Dixon: did move around |
giyiné assistance but'she'was unable‘to keep up with the.
(demand mhough comprehen51on of text was obv1ously expected
- during these sessxons, the focus seemed to be oral reading
vcompetency.

When the chlldren‘were asked comprehen51on questlons
after these cooé&ratlve and paired readlng se551ons, they
were not often se)t back to text to confirm thelr answers.

Once, - when chlldréh were asked to use books to find
iﬁformatlon about chlcks, Mrs. Dlxon assumed that students
',had used only: the plctures to access the reqdfred

| 1nformatlon. Thls %s contrary to flnd;dgs that many
chlldren process print even before school..-

However, the read;gg in centers seemed to have a
comprehen51on focus. Chlldren were expected\tg_make a
response to storles read at the centens and an approprlate
"response nece551tated understandlng of text. ResponseS'

often-tooklthe form of the writing of a story or poem and
‘ chllqren were“glven an opportunlty to share these w1th thelr’
‘classmates, Approx1mateiy half of the centers involved
wreadlng publlshedntexts. Mrs. Dlxon‘stated.she didvnot have
'core centers that sheverpected everyone toycomplete. Hence;

.~ children who wished to avoid reading could easily do so.
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ﬂJ'MMARY ’ MAJ OR ébNCLUS IONS AN D IMPLICATIONS
Summary

The llterature revealed that teachers with a whole
- language phllosophy v1ewed llteracy development as an
exten51on of oral language learnlng That 1s, they belleve L
that children learned begt 1n warm, supportlve env1ronments
‘whereln they transacted with prlnt used in functlonal ways.‘
In these classrooms, the focus of all literacy. act1v1t1es
~ . was meanlng and ch;ldren's approx1matlons towards this goal
‘were relnforced ' Thls meant that readlng materlals must be:
o whoie.temts whlch were meanlngful and relevant to the
- wie;rners. Learnlng groups were formed on the ba51s)of
interests rather than ablllty and changed as chlldren s
interests changed. The teachers in these classrooms-acted
as medlators to fac111tate chlldren s llteracy development
by motlvatlng them, by arranglng the env1ronment and by
'providlng children w1th approprlate materlals and tlmely
experlences. Notw1thstand1ng this, teachers with a whole
: language philosophy recognlzed that the learners ultlmately
dec1ded:g§ich aspects of the llteracy event they would‘éearn
and at what pace (Goodman & Goodman, 1981) o '

Desplte recent interest 1n 1mplementatlon of whole

language programs (K Goodman, 1986, Newmany 1983), there

34‘



85

are few studies that reveal what successfnl strategies
-‘teachers with a whole language philosophy use in their
classrooms to further children s 1iteracy development;f The
purpose'of'this study waslto descrige.and'analyae how a
grade one teacher with a whole language philosophy'used
story reading‘in’her.language arts program to further her
students' literacy‘development This Study described what
J stories ‘were presented who read them, why they‘were read
and how they were used for languagdbteaching and. learning
Interactions which occurred before, during and after thev
story reading were degcribed and analyzed as were any

responses the children and/or teacher made to the story

Major Conclusions

The oral Lanquage Environment

”hg"atfthe learning”milieu as revealed by the data
'f'abter Four, what emerged was a picture of a classroom
in which we saw dynamic interactions among the partiCipants,
-t‘Mrs. Dixon - had succeeded in cfeating a positive, purposeful
A, and supportive learning enViroﬁment in which students were
& equal partners in the oral ‘discourse. Mrs mixon obViously
believed in a strong oral: language base and she set up manyb

situations which gave'dhildren opportunities to engage in
meaningful talk. she exerted considerable effort to provide

S - o . !



children with concrete experiences which provided a basis o

" for discussion.' There was a great deal of’ talk while T
; .
'children worked in oenters. Stories Mrs. Dixon read in

class were. accompanied and followed by discussion. _’ |
DiscuSSions could be both teacher and child initiated. ;She’. o N

N encouraged chi dren to engage critically with ideas they .
encountered / During discuSSions, Mrs. .Dixon furthered |
children s learning by uSing such mediational strategies‘?s
elaboration~and relating topics discussed to children's own

" worlds. ,jhis was in keeping With successful langﬁage

development strategies used by parents (Snow, 1983, Wells,'

-

' 1986) The oral language children used was purposeful.
’ )

’ ~ They were encouraged to talk about themselves and their own ' -

~ lives. Mrs. Dixon certainly faCilitated children s growth St

o

:fthrough oral® language. + ‘&\ )
o : S o

, N The Literacz Environment o l K3 ;"

As wfth her oral language program; Mrs. Dixon tried to: N
enthuse her students about literature. She supplemented her -
basal reading program With a well stocked library She read;
to children daily and inVited teachers from other classroomsr
"to’ be guest. readers to her class. A student'teacher also

ivpread stories to thé class during the period of my |

Lgbserv;tions.- Children'were able tovread to various
'i} audiences. These audiences included Mrs. Dixon, each other,e

: the.prinCipal,

plder students and their parents through the




K .
R 7Y . ¢ T

" of materials such as their bas&l reader, lihrary books,;;
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home reading program. Children were able to read a varigty

their own writing and books in centers which were often

s

accompanied by,audio tapes to support the child's reaging

P

. L

Reading to Childreg ;' ' V”féﬁ'u fo

L L}

? Lo Ll _ B
: Mrsabixon readoboth narrative and expository texts to o

her students daily She also read children's creative N
/h . T ‘ '
riting._ Children's own compositions were usually read in

~

) one-to-one situaéions.» W1th one or two éxceptions. all book

o readings were conducted Wlﬁh the whole class.i Mrs Dixon

read books-of her own choosing as well as hookigchildren
hrought frém home._ If the books children brought were
/relevant to the theme, she inborpcrated‘them 1nto the ff'”

\

thematic unit Books unrelated to the theme Were read to ;z”,‘.

.I'

5;encourage children with their own reading.‘ Readingibooks to

children to develop thelr appreCiation of good literature:'"

was most often an implicat intention of the stbry reading
-
.51tuation. The most frequently statedrgurpose for reading

‘.n» . "

o\

e

to’ children was. to help them‘ﬁevelop their knowledge schema :ﬁk ,

ffabout the theme under study The student teacher shared

this exp11C1t 1ntention when she read to the students. The

guest. teachers read only narratives and.their expressed f;.

.-ipurpose for reading to the children was to share a favoritex

-

"istory w1th the’ class.‘ All books read w1th the children were

.gnnormal 51ze.‘ Big books were not read w1th the children

ﬁ» o %

“a



e‘during the time of my observations, though there wera.somep '
'1available tn the classroom., K ’ a 5 ' .
When reading to children, both Mrs. Dixon and the
student teacher interacted With the children in similar .
ways.l Before‘reading they usually elicited'children's
background knowledgg. Throughout the story reading, they
"constantly used thL'oral mode to ensure children nnderstood

‘the text. They solicited children's active partiCipation in’

o the reading through oral cloze. children were encouraged to

4("“.- B

linitiate~discus510ns._ Their comments were acknowledged and

. e .

| »°v.often elaborated | o ;\_"_' : .;7' 2

In direct contrast to this, ‘Wwere the interactions'w‘

f‘.between the children and the guest teachers. Only one of

;,,the four guests attempted to eliCit children s background

Avknowledge.: Control seemed to be their prime concern and

} interactions during the story reading were discouraged. e

”aiChildren were asked to listen quietly Any comments

Efwchildren made during the story reading were usually ignored

",

,j-_,

:ﬂ,>7The Cgildren Readvstoriesfﬁjl

i e i
< 4

1 —

~ The children read stories from their Unicorn reader

o books from the classroom library, books accompanying many of

' “the centers and their own compoSitions. They sometimes read

f{as an entire class, sometimes they were . pairedeup to read»v'
‘w1th a classmate or w1th an older student. They also read ‘

,as part of a home reading program.' The‘children-did,lrttle .
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pereonal reading. That is,'they were not often observed

R R :E¥QE"5>“77iA".'f';,' ”7;37”°1"'."ff,':59'?

o -
‘ "ﬂo .

reading fbr their own pleasure or in pursuitﬂpf answers to"

questicns of personal interest.. -
COO e at ve Readin . Reader stories and songs for V[
. . . - ¥ 4 . .,'

phonics instruction/Were read cOopefatively._ This meant

that teacher and the whole qlass read a particular selection,‘>

VA

4
together orally thus treating children as 1f they were all

. b :
. at the same develbpmental level This was not the case and "

; some’ of?the children had dlfficulty following along in their’;

reader.kwThese children'appeared to be at the emergent

‘_reading level (McKenzie, 1977), That 1s, they were

»

developrng early concepts about literacy and had not

developed suffipient skllls to read the selection fluently

Other children were at the earﬂy reading stage and were able_l

to read the text more quickly than this method allowed._v-
This situation could have~been greatly helped by the use of

‘ an enlarged text.- During'sharea reading a p01nter could

have been used to help eye-v01ce matchlng, 1ncrease sight

word vocabularies, encourage early reading behaviours and

A e R “

demonstrate dlrectionality (Holdaway, 1979)u wChildren were

usually required to rgad stories orally rather than

;M,Silently. As .a resa&t the children perhaps v1ewed readlng

to be an oral activity focu551ng on’ decoding rather than as
-

" an act1v1ty concerned w1th the apprehen51on of meanlng

(U

Many of the comprehen51on activ1t1es follow1ng the reading

were completed orally Wlth the whole ‘class. - However, ‘on two

. d‘ » K]



L occasions,_I observed children answering one or two - -~3f

cw

.“scribblers. At this time ma:Y reread the story silently on

their own or orally w1th ap rtner.’

‘Paired Reading with Peers. Sometimes children were ,

. asked to read a text w1th a partner. Mrs. Dixon‘always
selected the partners. Despite this, some of the
'ipartnerships'ran into difficulties." Occasionally the

‘ partners did not get along and time was spent arguingﬁrather N

than reading More often, neither partner could\read the .

selection with enough proficiency to make the reading

va_meaningful. Reading practice was usually the stated purpose '

‘for these paired readings and the reading nearly always was

| rather than from the text.

Y

oral. B LI s ‘

I observed the children on only one occaSion reading

. books for the expressed purpose of seeking information.

N m :
However, on that occaSion, Mrs. Dixon assumed that most of

,the children had gleaned information from the pictures :

...;

'ts.01der‘students.bTWice, during my

iJ'

students from a grade four classrcom.'_Although some of'the"

:students experienced difficulties Wlth the. reading they had

to do, this Situation proVided opportunities for immediate

.

help both with children s comprehension and- decoding Oncef_"

”questions about a story bY writing answers in their ' _'ﬁ"'*'"

L N LTRSS e
';;obse tions, the grade one students were paired With , '”jA
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ﬁ'aread the story for any meaningful purpose._.

",development and She facilitated this involvement through a

) \' M . . .

!

_.ﬁ

..Mrs. Dixon felt

e

: parents should be involved in their child's literacy

- home reading program She met with parents early in the
development and to explain how her home reading program

'their own book by scribing a dictated text, parents were®
‘vbasically expected to listen to their children read a book

and were then asked to Sign a paper certifying that the book

)
' t

had been read. Again the focus seemed to be on oral
reading. . |

Despite<§pecial meetings with parents,_some children

<only used ‘the home reading program sporadically.' Mrs.,Dixon"y

Y year to emphaSize their importance in their child' literagy

BN

‘worked. Other than initially helping their chi!dren create

’

'”felt children who made regular use of the home reading ;’ﬁ;

program progressed faster than those who did not., She felt
frustrated by her inability to get all children to .T“fi
'partiCipate more regularly | .
Reading in Centgrs. Approx1mately half of the centers
reguired children to read a book.i Many of these books were.
f_accompanied by audio—tapes to support the children s -

treading.” The reading in centers could be done orally or

;hJ_ L B i "o‘

-

N silently, alone or With a partner. These center acthlties'>

again the reading was oral and children were not directed to.ifl

v

-



H'fl_arequired the children to respond ‘to the story in some way

-’i"t"and hence ‘the emphasis when reading ‘was on ‘mprehension._

Mrs.NDixon did not have any core centers she expected 2

ﬂ,all children to complete, nor did she expect children to

:ecomplete a required number of centers. Therefore,:children

wnn wished to avoid reading when Working ‘at centers could .
easily do so. ‘ ' l '

" geading their own Compos1t;ons. The children usually
y read their comp051tions to their teacher 1n one-to-one
::Situations.v Sometimes they Simply wanted to share their
:creations W1th her.' ther times, they sought her advice

i{ about some aspect of the comp051ng process. Reading,to al

'f'friend was often done ¢or the same reasons.‘-i;ﬁ. Dixonﬁalso '

';set a51de time for the children to read thei
R s

to their classmates ina. sharing seSSion. The children ’

' co-operated but these sesSions lacked ‘the spontaneity and

. camaraderie displayed in the more informal sharing sessions

“,pDuring these formal sharing sessions, Mrs. Dixon had the

nished works

"children listen attentively even when the reader was reading

-_fso quietly he/she could not“be heard.

.
.

Comparing the Oral and Literacy<Environments_

T

- Mrs.. Dixon 's’ program prov1ded students with a
-stimulating oral env1ronment which 1ncorporated all the
‘features recommended by Holdaway (1979) and Wells (1986)

.vChildren were 1mmersed in a’ supportive milieu where oral

[

~



v

language was used to fulfill different functions in o

. N .
purposeful ways. They were gently encouraged tq(partiqipate

~in the ‘talk going on- aroundﬂkhem gnd assistance was provided »(.
when they ran into difficulties. ' :

' \By frequently reading stories% them and discussing

. these in meaningful ways,. Mrs. Diibn helped children‘who had //

not already done so, develop many eatures of a"literacy
set"z For example, by listening’to storles,}children
developed hlgh éxpectations of print (motivational factors),., }
familiayity w1th written dialect ((linguistic factors), ﬁ<\¥zy :

;tessential strategles foé handling written language

(operational factors) (Holdaway, 1979) l However,

orthographic factors, were rarely focussed on for the:

' students who needed help in this area. Unlike oral

language, there was little meaningful use of print 1n her

classroom. I did not observe the use of big books in the’ _

, program to model reading and help children engage in. reading

K from emergent to- fluent reading Messages 1nformation and

‘3
‘news itemsvwere communicated orally. Materials were not

'more‘}ikely to view their own reading"

made readily available for the incorporation of print into
play‘at the toy center.u pirections for use ‘of the centers
werevpresented orally : Despite her emphasis on meaning when -
using the oral mode, Mrs. Dixon rarely gave children a o
meaningful purpose for reading. Thus perhaps,_they were

a- decoding process

rather than as a- meaning based ac vi ‘By ‘not focussing,“
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jon meaning, children often trf%d té predict words on the
'basis of sound clues. When texts were too difficult this
rstr;tegy broke down and the reading was abandoned.

Y 9 \When dealing with children orally, Mrs._Dixon allowed
. discussions in varied size groupings. She often had

children first discuss something in small groups and then

had them bring their ideas to the large group When

expecting children to read ‘she almost always dealterth the -

whole class ~at the same time and expected every child to be
at the same deVelopmental level By constantly haVing .
afchildren read in whole class situations, Mrs. Dixon was -

unable to prOVlde children with help when needed as there

were too many requests for assistance. Children at very

early stages could not partiCipate and those at the fluent

- level had to slow down conSiderably

-

Implications for Teaching

S It takes a long time for research to filter into the y

'school system. At present,,many early childhood classes are
B changing from a skilbs approach to ‘a- process of a whole~t¢
'planguage orientation of literacy teaching.v For many b

.v}ﬂ{teachers thls is not an easy task There are limited funds .

Eﬁavailable for inserVice programs. Also, elementary teachers

!

’fare expected to be knowledgeable in a wide variety of areas
OEF >

_fand inserVice programs gften compete for a teacher 's time.

°
M



"Mrs; Dixon has" both attended and conducted inservite .
;sessions. In recent years, her attempts to individualize
learning has led to the development of an excellent&‘ﬁarning -
4environment where students' talk is highly valued and L
A‘con tantly encouraged We now have strateg%e: for\early L ¢i
S o .

OVlde

literacy teaching which would enable her to

’equally individualized deve

for indiVidual instruction. h_

. One of the most powerful strategies is big book sharing
(Holdaway, 1979) Big book sharing should essentially bej'
social and en]oyable and involve "the whole class regardless '

_of indiVidual ability levels" (Juliebo, 1987 p 4). ‘Vx_
'Holdaway suggests that big books can be either commerCially
?~;produced or teacher made uSin%‘chart paper. -To. save teacher

ltime, children could add illustrations to books produced on .

char

paper. When USlng this method teachers read from -
'ﬂﬁpﬁ'enla ged texts displaying print that can be. easily seen by&) y

‘allh udents. A pointer is used. during reading to help

’ students develop lnSlghtS into the one-to-one relationship
. 1 ‘

,{ 5between spoken and written words, learn directionality and

Iy K
Edevelop Sight word vocabularies.. By letting children use'
ithe follow1ng strategies identified by Doake (1985) .,
jf‘,children are encouraged to part1c1pate in th\}reading'
= .

3
1. Mumble reading - When uSing this strategy, children

. attempt to read along uSing .an. indecipherable mumble., AS",.
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. ,]_.'_

children become more familiar with the story being read
.} their mumbles become more intelligible with words ‘From the
| story which carry meaning being the first to become
5 disé&nguishable. }“: ;_.' PERT ’p |
2. COoperative_reading - Here the chil ren read along Wlth
the story reader as much‘as they can.

é\mpletion reading - This strategyvoccurs when the - story

reader pauses at various times throughout the reading to 1et

children finish reading a phrase or sentence.'

l~“4xi
”'a phrase or sentence immediately after it has been read.
| z The use- of enlarged texts provides msny opportunities
to discuss written words and examine their orthographic

"_features. For instance, masks can be. used to encourage

.prediction from meaning and initial graphic clues ds 4n the o

- o Ko
follow1ng. AR _p”, m{ . ’

k"The'frog,said_he~Wou1d'j,oi-* i:"-<."__ .

Alternately, the wordS\to some books could be printed on
voverhead transparencies. These - 'books'-could be read by
: progress1ve1y unmasking the print as it was read, once.again
allowing children to make predictions based on meaning
| and/or letter information., Children can be inducedfto

4. - ,
prediot vocabulary based on meaning and/or picture 'ues.

'This can be accomplished when copying stories on chart paper

.

bEcho reading - When using this strategy, children repeat :

X

N
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by leaving blanis in places where prediction could readily
occur. For example.
- "You really may take; 'i' Lo o ;;

Ancther piece ofr e (picturevcue)f‘

'cb\\By leaVing out a two or three word phrase, discussionS“Could4

center around words and the spaces between them.
For instance. ‘ ' |

M"The children were sw1mming Y ..'i

To aSSist in %the development of Sight vocabularies, children

could be asked to pOint to certain words in familiar texts.

-

K vTeacher.questions could help children identify strategies

that can be used to help them with word identification. .
fé’ b To help children focus, Holdaway suggests making a
'sliding ‘mask from cardboard to: highlight words or letters

~

'fbeing discussed as in Figure 2.

Little Miss Muffet -+ =
Sat on-atuf f'¢+,

B ///f//A

J/\nd {r3h1’cnc.d Miss Mq??e-i- QWCI)/

: Fﬁgmme 2: ZXSlidinglkgk




‘ Rereading of texts would occur on request and childr.n
4would be given time to explore texts on their own,'choosing
from either enlarged texts or. normal Sized ver31ons. SOme 5*
'might choose to share these with a’ friend some might dec1de

to take texts home to share with their family

Recently, in England a group of classroom teachers

oo

during an inserVice on big book sharing began to exper;ment°

4w1th shared writing (McKen21e, 1985) This act1v1ty grows

—1/..

-opportunities to teach t e craft of writing.' It 1s a .
' collaborative activ1ty in uhich the teacher not 6nly acts as
scribe as in a language experience-approach but actively - '
:’guldes children- in the production of{text. Through her
?comments and questions, the teacher makes various writing‘
‘techniques explicit. According to- McKenzie, shared writing
;could be developed around describing school activities and
events, language play such as tongue tWisters, extending u
.stories, poem Or songs children know, creating new stories,

wrlting reports about tOplCS under study and relating to

particular children.- Shared writing is not meant to replace

: ‘writing chlldren do throughout the day, but is 1ntended as a

N,

h\-nteaching Vnhicle in which children learn about both the

compOSing process and mechanical aspects of writing
éoldaway (1980) offers excellent strategies for

developing anxindiv1dualized reading program.‘ This doesanot

'f‘mean 1nvolv1ng cﬁildren in 1solated programs for Wthh they



gtgquire individual instruction.:'HefconceiVQs'thefcentral‘lc;.
"aspect of an individualized program to center around o
»-children selecting their ‘own reading texts from a. wide range
dof materials matching their interests and abilities.Q In

’such a program, children must be allowed to operate at their

-

own pace and - set their own goals. They are given time to':‘

communicate fe!&ings and inSights gained througm reading

-

Holdaway makes some practical suggestions to assist ,
\teachets jn implementing such a program.. He suggests |

. _diViding the‘language arts period into four major parts as

¢ follbws: - - « 'ﬁ

,.

ﬁw"'l Opening actiVities. This period would involve a brief ;4

~sharing seSSion in which ‘relevant information is passed on,:

-~

ﬁéﬁ?a'daily plans are made- and may occaSionally incrude a brief
waiw‘lesson on some area of- skili development relevant to the T v
‘whole class.’ _ ' ‘ ‘ y , | «
Quiet time° A quiet period for reading or study The time
:allotment for this phase Wlll vary. w1th the age and maturity
- of the chilﬁren.‘ The time may be gradually increased as
gg'children show they arg ready for it._ Several actiVities,
‘ such as children responding to books they finished reading
at home, might actually be going on during this phase but
;the understanding must be that distractions are kept to a
m,]_nlmum L ’ : o n _“ RN
The teacher always uses this,time for individual student

e

"';conferences. Holdaway suggests that five to Slx children ‘be ,’

«
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‘"erviewqd5eachvday and notes that’this‘uSually o \\
"necessitates conferencessiastvno‘longer than_four to siiu |
‘“.minutes..'He‘states that these conferences'provide
opportunities for the child "to share an. enthusiasm wit%’the
teacher, or display competence 1n purposeful oral reading".
(p: 55). They prov1de teachers opportunities to get to know
their students so they can "diagnose individual | v
difficulties, offer brief but effective guidance and enter
the reading enthusiasms of the children" (p. 55).

~ Both teacher and students should keep records Qutlining |
the students' reading progress. The student's readlng log |

" should list the h\ﬁks read and the’ dates. There should be a

&
space for chlldren to state ‘their opinion ofsthe bookvread,

as well'as a space where they-can write é brief
vself-evaluation such as telling whether they ea511y
understood the text or glVlng a brief descrlption of the,>
type of difficulty they Qﬁpountered.. For example ‘they might

4o

bcomment that the bo0kﬁhad-some‘WOrds whichnwere.hard to -
read. Chlldren might also occaslonally 1nclude in this log a
vlist of words they want to learn..,Tke teacher s conference
‘ log should {nclude titles of books read by the student anf |
g‘some'commentbabout'the:child’s’strengths and weaknesses'as .
weil as‘a brief description of‘any actionvtaken.to'assist |
i child w1th his/her 11teracy development. Hoidanay outiinés

. the follow1ng steps for these conferences.

Fr



he/she wants to discuss.‘-

. o .L'P.L '

"5a) Establishing rapport through some friendly remark or RN

question to ‘set the child at ease. — v ’ s

ixb) Allowing the child to discuss some aspect of the book

.

L -c) Asking one or two general questions about the book'

theme or- about characterization.

- a) Listening to the child read a- short passage he/she has

selected to share with you.

'e) Check student's readihg log and make pertinent entries

into the teacher's conference log

-

e _Jf) Encourage and gquide child to appropriate reading L

s -~

‘materials.v Make arrangements for speCial skills instruction’
'when necessary ‘ Most skills instruction would be done w1th '

‘a group. of children displaying Similar needs. o fﬂw‘_u

These reading cdnferences would often extend into the

following phase. i*d

3. Activity time: During this time, children would work on

'independent pro;ectswin response to the literature they have

experienced ‘These progects should help "to deepen

understanding and*encourage the assimilation and integration.;‘

of ideas" (p 58) The range of actiVities might includej

_ reading another book about the same topic or by the same

f,author, creative writing progects, oral actiVities such as

uSing the tape recorder to develop radio or TV programs,”

’preparing dramatic presentations or expreSSing oneself

through art or music. o 1f5‘ , “"f‘j,f
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4. Closing session. At this time children come together tovkewac.f

102

serve as an audience\for each other's presentations or to e

debate issues which have arisen from bod&s read.‘

Thus, through the use of community big book sessions'
-and individualized réading students can be. provided with a-
program that both stimulates their individual interests and -

| meets their developmental needs.’ The teacher 1s also

prov1ded w1th a variety of milieus where«longitudinal L

-

“evaluation can be fac1litated. | "'”iy.
q Children must also be provided with library time during
which they could’ freely select books for leisure readingi
This time would be accompanied by story readings emphas121ng
the enjoyment to be derived from reading books.i Perhaps
children would be more willing to read books during free

- time or through the home reading program if they viewed the

story experience as belng one which led them into a magical

land of- enchantment.
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: implement new methodologies.

Suggestions for'FurtherﬂResearch ;j .» - :*“

‘

| The results of this study suggested directions for further

research. '

1 There is little research documenting the successful

'strategies used by teachers with a whole language philosophy

to. develop and further oracy and literacy in their students.
It is sxggested that the study be replicated w1th a larger
sample to see if Similar patterns emerge. ‘ ' : i,. N
2. This study might be carried out at other grade levels to‘j

see what successful strategies are used with children at

‘various stages of development

'73. classroom teachers are currently experienCing a paradigm

shift in reading instruction moving from a focus on.skills
to a process or whole language orientation. Studies could
examine the differences in children s literacy development

when receiVing instruction in, either paradigm

: 4 Research results have long documented the benefits of a

prSEQ%s or whole language orientation to literacy teaching

It has taken a long time for these results to filter into ‘_~

classroom practice. Studies could examine the ways in which -

teachers change their beliefs about how to teach and ‘how

' they develop the necessary skills and strategies to

i
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- T

':h;~3H6TiVATIONALAFACTORS (High expectations of print)

f print. Has had extensive, repetitiVe experience of a -
wide r ﬁge of favourite books.  Seeks book experiences ---
asks for stories, goés to books independently. Is curious -
‘about all aspects of print, .e.g. signs, labels, S
advertiseéments. Experiments with produclng written>”
language. ' .

';//ﬁnjoys ‘books andf stories -- appreciates the Special rewardE\\
)

B. LINGUISTIC FACTORS (Familiarity wi&h written dialect in
oral form) T S %»

' Has bullt exten51ve models for the spec1a1 features of
written dialect. Syntax -- grammatical structures learned
‘through. meaningful use.: e.g. full forms of contractions,
such as 'I'm' or 'What's', structures which imply

. conseguence 'If...then...a
Vocabulary -- words not normally used in conversatlon e. g
'however', 'dine', 'ogre'' ;

Intonatlon patterns -- appropriate intomations: for llterary
or non-conversatlonal Engllsh e.q. 'Fat 1ndeed' “Thi very -

- idea of it!' -

Idioms ,-~. spec1a1 usage contrary to normal grammat
 semantic rules e. g. ‘'same example:as for lntonatlon
--illusatrates that 1dlom often ‘works w1th speclal
1ntonatlon. : v :

cal or

C. OPERATIONAL FACTORS‘ (Essential strategies for handling
written language) s : R

: Self monltorlng operations:’ Selfdéorrection'and

" confirmation.
" Predictive operations: Abllity to 'use the context' to flll
particular language slots.
Structural operations: Ability to follow plot temporal and
causal sequencesk, logical arrangements, etc. -
-Non-situational operatlons. Ability to understand language
without the help of ‘immediate" sensory context. =
Imaginative operations: ‘Ability- to create images which-have
not been experienced or represented in sensory- reallty, asnd

' apply metaphorical meanlngs. ) _ o co -

D. - ORTHOGRAPHIC FACTORS (Knowledge of the conventions of
prlnt) - o :

Note. Few pre—schoolers would have grasped more than a few
of the orthographic principles. . _

Story vomes’from print, not from pictures.

Directional conventions -- a complex progresslon°

Frcnt of book has spine on left. Story begins

where print begins. Left hand page comes before



corv GawaY sille  TY rignt. Return to next line on :
- left margin.; e ‘ -
,- Print com ponents - clear concept ot 'words" 'spaces"
'letters' WARE e R
Letter-form generalization5~—- same letter may be written in
‘upper and lower case, and in different print -
‘Punctuation conventions ' .
Phonetic principle -—letters have scme relationship to T
- sounds o
cOnsistency principle - same word always has same spelling

‘ v o
v : ‘ )

b'ﬁf' . o ) “" .

™



5

B

- APPENDIX.B

M'c;’f(en'zie Model of Reading Development

’

K

116



:..‘...:._ utl afenlur 10143105y

.

~

put ru:,._ * uopooy
upy sedapy. T

I3

FHIuANIK esyon c g . B

JuImuosjaus Rw 212 's33jioy ¢
: s8u0s 'swaod

‘£211018 pur si1x3) palaejus -

: re———————

INlOYTY q3dYNS

. - adey

03pja pur ofpney uo PIpiosea
‘s3u0s 'swaod ‘#3103 -
-.-u.r.:_ JutoSuo yin LR 111 & B
swx1%01d ppoje-praa Yign syujq -
110jwo)y ‘a>edg ‘swpy -
vepiesjuvdio Aegdegg -
Si¥1121em pur syooq jo aquwy -
¥INN05 ¥oou

3j1010

L RIL] §00q .- 8812019 ‘ﬁ—ﬂc—.— O
o ‘Aiprrvadas
$915038 U 31vdII118Vd pue
HY3p oy 50&‘~—._U .:- —ACGN *
sTuor:sawlys i92730319 tsyooq -

NIWITUKO 04 aNOTY JNIavaN

2900 puw 35 Kephaaas -

H

230n
‘asuapundsa

lasneaag Buppens uj Lsesnare LD ETFT B

[EEREFIN T A11en1a1a yooq Suyen -
siudsed oy - jayseay oy - Juore -

J LERR As~punos V¥
_h.uu.._d__. w;.*ﬁuo«.wou; ,

“Ta sins Jo Hnos? o

1231 03 ‘uo) yveprosdd
’ ST

syous YUY IY NI ONigYIE AYNOSY Y

— -

pue u-L-cu— 0ugs .
1peyy 133Yd> sv013 pur rprsd Layy
TWI1948 2(n1 dpseq v asn vaipriy>

INIOVIY ATV

Tandege ajayy o).
1°e8nd djuoyd
.Jco-u_noua

s» —y

.v:q LELIRE T RS FTYTY §
_oan».rvcso- %431 »#n o3 uplag
A1winqesoa 3ySte o PUIng oy uj¥aq -

1Xe3 Yy o) 100012 08 weapygyy ¢

N1 28uy
o) uilaq -
‘upike

*hiwymqesoa Bugigan o pue

“rBuppras uaya

LU PIETTR I EIZY

'$331131 pus spion amos nouy o3 388

") L, Bupipan, pue Juppess, L3y -

*nBusy {vruswuoaAus s101dnp -
UL uIfan puw usqods a¥pyaq ¢

Jo s3j011

‘e »u-uc._— » mo-r-ﬂ .-
“saagas

“vpad Jo eidaavor doyansp
‘88711010 puw wyooq -

2 ® dn pring usapryyy -

JRIVaIE NI

T <

. . ]
uyr1ads ur Lous

PUY ®311030 1ayj0 ou.Vo.-—-u sx00g

0> -c—>oMu

‘219
s{jvus
svatodpey - UOTIvAIINGO ‘syjve | -
Ul ue11391105 vanp *ejusae 31

‘sBujen)
®3i0des - FuotIIntIsn] ~ syaqeq
ONLItWA YHOSUId 40 INDHd0T3IA3g

- “Rupagan
vosaad 93.%dwqpas; .

1
./ pe9i 2q 01 s3xay

Jo Lisjava’e 3o uoyadnposd -
Q7329 Jaydweey - pged
~%03 UIPIIYY puw ey -
e spysfuvoge Yupspan -

ORIL1¥4A aTdVHS

4
g

RITEITY) 407 sixajuoy -
usndoansp Suyrreade Kyaes -

‘ImIy wao
vo Kpaes) L 21E) o3 vepy
.n:-.«u) Jo susiidung ay; -
A . ' © *jusm
) “Vo1jAus Y3 yj aenduey
UNITIA Jo sesusamne.

SRIITA ATva

ra

‘praa o3 lc_ny‘o- up ea¥e3e 221y ’
‘100438 Uy [apow ay) Supdopaasp vrﬁ/.:-:v
€ - x YO0 IMOW 1Y $iN3Aq ADY¥IL11 WO g3svy 13a04 . .



- APPENDIX C

 Letter to Parents
. . l :



Lo

Dear Parents, S ' o S
. . As part of my Master's program at the University of
~Alberta, I am conducting a.research study in ‘the area of.
'story,réading,_Yourlchild’sfclassroom‘has been selected to
participate in this study. | . S B
.. _This study will involve 4-6 weeks o .observations of
- the: language .arts program in action. Approval to conduct’
vthis.study’has-been-obtained_rrom both the University of
Alberta and the school district. ‘ , .
" If your child has permission to participate-in the
study, please sign the permission form below-and return it
to your child's teacher. - P ‘
. Please feel free to call me .if you require any
" additional information regarding this study. I can be
reached at , (days) and . (evenings)'.
. Thank you. s :

-‘Sincerély}

‘Veronica Hellweg
v**v**********v*****v*;‘***************,**************'***********'*

PERMISSION FORM

. My child N
the research on story reading.

_has pefhiséion'to participate in

.

(parent/guardian signature)
=n B e
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Chart Showing'Childreh's'Background Knéwledge about
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-are soft

-snﬁgg1e¢up"to mom - -
;eat-sééds'andfwérms

f-hatchfput of eggs =

-Stand up and walk

'—splash'in the Water,jump,swim'

B Lo o CHICKS
DS |

A?They grow up to be‘mothersﬁand fathers.
‘:They can be SOld:  .

‘.

~They afe sold§§b thé market.

- —they can'bebmadeﬂinto.dinner.

-can run and play AR ' S -we,sée them at

_the farm;

classroom, **
zoo, e

pet store,

" -there are

black

" chicks

b’
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Chart Showing Children's Growth in Knowledge' about Chicks !
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' 4hatcﬁif56m-br6wh.egusQand whitp gggs

| ’4They cuddle in

 ~they chirp when

—They jﬁmp on each other = ~ some are mﬁﬁ-strong, _ : \\_
: % ’ . T

- —they breathe : e éthei‘pib'out §§_eggs

v i}

the corner of the box
W T -

A :

to‘keep,wé

to sleep

_bécausthhQY're‘scared  ® . =the chick has

| COntroi over
éﬁhey eat bread o .- - , whenfhe

| | | . _ .
ik . . '
3 PN - : i ) . . ’

i héﬁéhes

®
PERALY

" *‘. : . L

7“séared,if . o j_ ~they group

hu:t) r | ; S e together
hungry% L - . e

chéy can get hurt & die

~-Can choke when eatiné\v " when Wéfare not gentle SR

.

~They are wet when they hatch:

EDay by day.chicks get stronger and bigger.
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Books'Réad in

oA .

fdf

4Homeaheading’Pfogramﬁ

15 Days *

Ned

Maureen -

IR}

™

>

N -
I EIE
I RS

Ken

Sharon

Douglas

Susan

Vera

Jack,

Shawna

Fred

Lorna

Joe

LB

Greg .~

VXX

| Juay

R
Pamela

Bob

| Nelson

QEric.

Alvin

] 3¢

Bill"®

e 5
Tl Sl s el
>
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Centers for the Chick Unit
. LI . : -

gentre- 1. With a partner read the handwritteniétory,-zgg/
' ih the homemade T.V. box. . . o

ggn;;g_z. Read_thé short handeitten‘poem. Use the pattern
to write new poenms.. : ' - . S
. N \

- Centre §. 'Use*th§,audio tﬁpe to hélp you read the story,
The Magic Garden. Use the pattern to Create a new story.
(The pattern has been written out to assist children.)-

Centfe 4.4jpaiﬂt'a‘piéture about your‘favorite part.of the
- story, The Little Red Hen. (All completed pictures are to
© be put-togethe; to create a book.) - . . N ' )

v

Cehtre 5. Prefénd You are a chick. Tell three things about
yourself. B o .

‘Céntre 6. ﬁlant wheat'seedé by putting.them-bgtween.damp;'wj
- . sheets of paper towels so you can see them germinate. ' (This
© . activitry will be done in groups with adult assistance.)

Centre 7. From a choice of 4-6, plant a seed and water it.
Review homemade book to decide what things plants need to
grow. Write out the things plants need to grow.  (This
activity was done in groups with the teacher leading the
discussion about plants' needs for growth.) :

Centre 8. Take a bag of plastic toy vegetables and tell the -
names of all the veggtablés\to a partner. - : .

Centre 9. Use £H75udio‘tapé to assist you in the reading?of
the book Five Little Chickens. Do the worksheet on rhyming . .
- words. » o S o L

' .‘Centre.10. Look at the series of pictures illustrating how’
an’'egg hatches. Put. the pictures in order and then write
one thing about each picture to create a book. (This centre
was completed as a class project with assistance from grade
. +4 students. Students were each expected to complete one
- Sentence. All contributions were put together to make a
- class ‘book.)’ : S S : -

< .

bcentre il. T&ke a.hafd boiled egg. Use the accompnying .‘4
run-off sheet to draw Ukrainian Easter symbols on your eqq.

‘Write out what the symbols represent. (This information was
"included on a run-off sheet.) : o : - -

Centre 12.'.Thié'centre cohtaiﬁéiS envelopes.. Each envelobéznfi

. has a different_direction such as;'Make_a chick -and name it,
.,‘désbribe,the,éhick's'home,»des¢ribe a chick's feelings, tell
what a chick eats. You deéidgcwhich enVelqpe-you are going

. to do.

N



[T

. Make a chick by gluing 2 cotton balls together.ﬂ

" . Make a face and feet out of construction paper and glue them

. on. Walk your chick through 'Rosie’s Walk'. . ' .

gentrg l4. Use the audio tape to help you follow the story

: : . Pretend you have sieggs. Write out where -
_you would hide these eggs. . ‘ L ’ ‘
Centre 1 . Read the book O;d MacDonalg had a ﬁa;m. ‘and X

. decide which animals you would like to have on a farm. Draw
~ pictures of these animals and write their names beneath the

illustrations. (Chlldren s drawings to be put together to
create a book.)

’gentre l6. erte a birth announcement announc1ng the birth
. of a chick. Draw a picture. to go with your announcement and
- post it -on the bulletin board. ) ‘ .o

Centre 17. Look at the: wordless picture. book The Egg'Book
with a partner. ~Make up a story to go with the plctures.

"”Centrg 18. - Put words descrlblng various parts of the hen
-onto the plcture of the hen. : _




