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ABSTRACT 

Beginning readers are defined as such due to their limited knowledge of the 

graphophonic cueing system as well as their limited use of the graphophonic cueing 

system. More capable peers can mediate how learning occurs in homes with expectations 

in school settings. This study examined peer mediation among linguistically diverse first 

graders to see how they integrated cueing systems in their reading and writing. 

Vygotsky's sociocultural framework guided this study. The research questions were: (a) 

In what ways do more capable peers in a linguistically diverse classroom mediate 

developing literacy in English? (b) How do linguistically diverse, beginning readers 

develop strategies in the graphophonic cueing system? and (c) How do beginning readers 

in a linguistically diverse classroom demonstrate the integrated use of the graphophonic, 

syntactic, and semantic cueing systems to support their literacy development in English? 

The study site was a purposefully chosen first-grade classroom in a PreK-6 school. Data 

were collected through participant observation, interviews, and gathering documents. 

Data were analyzed through both emic and etic codes using the constant comparative 

method. Emic codes resulted from open coding, etic codes were grounded in the 

literature. Findings are that beginning readers from linguistically diverse backgrounds 

developed physical and verbal mediation strategies as they assisted peers' literacy 

development. Beginning readers from linguistically diverse backgrounds also developed 

independent problem solving strategies in graphophonic, syntactic, and semantic cueing 

systems as they read texts. Conclusions are that these beginning readers modified and 

transferred instruction that was modeled in shared reading and interactive writing to peer 

reading and writing assistance and independent work. 
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CHAPTER I 

INTRODUCTION 

In this study I investigate how beginning readers develop English literacy in a 

linguistically diverse first grade classroom setting. I begin with a brief review of salient 

literature that provides a background to the study and describes beginning readers and the 

development of cueing systems. This is followed by an introduction to the theoretical 

fi-amework that guides this study and a review of related literature that describes the use 

of mediation in learning. I then present the purpose of the study and state the research 

questions that guided this study. Next, I briefly describe the research design and 

limitations of my study. Finally, I present the significance of the study and an overview 

of the subsequent chapters. 

Background of the Study 

In this section I present a review of literature to establish the background of the 

study. This includes information about beginning readers and cueing systems that 

beginning readers develop as their literacy develops. 

Beginning readers 

Beginning readers are in a transitional phase between emergent literacy and 

conventional literacy (Clay, 1991; Ehri, 1991; Juel, 1991). Emergent literacy is a period 

of time between birth and the development of conventional literacy; during emergent 

literacy children learn to use everyday language to make sense of their day-to-day lived 

world (Clay, 1991; Sulzby & Teale, 1991). Conventional literacy is when children 

develop a proficiency that allows them to read previously unseen texts independently and 

write with the spelling and grammar that closely approximates adult language usage 
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(Kamberelis, 1992). The period of time bridging emergent literacy and conventional 

literacy is a transitional phase of literacy development commonly referred to as beginning 

reading and generally spans kindergarten through second grade (Clay, 1991; Ehri, 1991; 

Juel, 1991). 

Cueing Systems 

Readers make use of a variety of cueing systems. Cueing systems are linguistic 

sources of information that aid the reader in determining an unknown word (Harris & 

Hodges, 1996). Reading involves the utilization of different cueing systems: 

graphophonic, syntactic, and semantic. The graphophonic cueing system is the set of 

letter-sound relationships that belong to a language. It is the visual representation of the 

spoken language (e.g., the sound lil is represented by the written symbols "f," "ph," and 

"gh"). The syntactic cueing system involves sentence structure and grammatical 

relationships in a written text. The word order and conventions (e.g., capital letters) 

contribute necessary information helping readers understand the text. The semantic 

cueing system involves knowledge of the world (e.g., "bat" can be a large piece of wood 

used in baseball or a nocturnal mammal). Connotative and denotative meanings of words 

as they are used in context are built fi'om individuals' experiences. Experiences provide 

the basis for conceptual development that can then be coded into language. Readers draw 

from this base as they negotiate meaning from text. Use of each cueing system varies 

with the demands of the text and the skill of the reader (Vacca & Vacca, 1993). 

Graphophonic Cueing System 

Limited knowledge and use of the graphophonic cueing system defines the 

beginning reader. Ehri (1991) states that beginning readers are those who have 

developed some understanding of letter-sound relationships and use that knowledge to 
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process text. Phonologic receding ability is one way readers demonstrate their 

understanding of letter-sound relationships. When students employ phonologic receding 

ability they apply rules for the pronunciation of specific letters. 

A second way readers demonstrate their understanding of letter-sound 

relationships is analogizing to known sight words (Ehri, 1991). Analogizing involves the 

use of onsets and rimes. Onsets are beginnings of words, or syllables, up to the vowel, 

for example the "str" in the words "stride" and "string." Rimes are ending parts of words 

from the vowel to the end, for example "-end" from the words "send" and "lend." 

According to Ehri (1991), beginning readers advance through three phases as they 

develop their phonologic receding ability and analogizing ability. They move from a 

logographic phase to an alphabetic phase and then to an orthographic phase. The 

logographic phase corresponds with emergent literacy. In this phase, readers use the 

visual characteristics of a word to read that word. Readers learn series of letters and 

process those letters in their entirety to read words. In the orthographic phase, readers 

process words phonologically according to the structure or spelling pattern with a great 

amount of automaticity and corresponds to conventional literacy. In order to process 

words phonologically, readers must utilize their knowledge of the correspondence 

between phonemes and graphemes. Phonemes are the smallest units of meaningful sound 

and graphemes are letters, or letter clusters, that represent speech sounds. 

Byrne and Fielding-Barnsley (1991, 1993), Lundberg, Frost, and Petersen (1988), 

and Stahl and Murray (1994) have examined the way beginning readers process the 

visual information that graphemes present and assign speech sounds, or phonological 

aspects, to the visual information. In their studies they demonstrate that, indeed, 

beginning readers can memorize rules for letter-sound correlations. They state that their 

findings demonstrate the necessity for direct instruction of phonological aspects of 



reading. Their findings are based on results of isolated phonological skills tests. The 

tests are designed to match the training provided to the experimental group. 

Stahl and Murray (1994) note that it is difficult to determine whether phonemic 

awareness is the cause or the result of beginning readers' ability to learn to read. They 

suggest that the development of phonemic awareness is facilitated when an undetermined 

set of sight words is known. The graphophonic knowledge, the knowledge of letters and 

familiarity with the sounds of the letters in known words, helps beginning readers move 

on to more complex forms of phonemic awareness. But without a basic level of 

phonemic awareness (e.g., the ability to isolate the initial sound of a word), beginning 

readers do not achieve even the preprimer instructional level. 

Studies such as those conducted by Byrne and Fielding-Barnsley (1991, 1993), 

Lundberg, Frost, and Petersen (1988), and Stahl and Murray (1994) measure achievement 

of phonemic awareness in beginning readers. However, these studies do not investigate 

how phonemic awareness develops. These studies also do not examine how beginning 

readers apply knowledge about phonological aspects as they read once the rules are 

mastered. 

Integration of Cueing Systems 

Young children are able to use information from the syntactic and semantic 

cueing systems. Harste, Burke, and Woodward (1994) discuss the fact that children's 

early interactions influence the development of print awareness in children from ages 3 to 

6. They found that children, many of whom were from families where English was not a 

first language, did not seem to separate their knowledge of print from information they 

acquired through other cueing systems. Children utilized the semantic cueing system by 

integrating what they knew about oral language and their previous interactions with 

visual symbols to make sense of their print world. However, once formal reading 
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instruction was begun in a classroom setting, these researchers found that children 

initially focused on graphophonic information before selecting a semantically acceptable 

response to a prompt, or before stating that they could not read the prompt. While this 

study demonstrates that beginning readers focus initially on the graphophonic cueing 

system, it is not clear how beginning readers, over time, integrate the graphophonic 

cueing system with the semantic and syntactic cueing systems. 

Miscue analysis research (Goodman, 1965a; 1965b; 1984; Goodman & Buck, 

1973) demonstrates that when students reach conventional literacy they are able to utilize 

information fi-om the semantic, syntactic, and graphophonic cueing systems to identify 

and correct their miscues. Corrections may take the form of rereading text as it is written 

or altering text to match the miscue. For example, when students read the text "The boy 

plays baseball" they may miscue "boy" as "boys." To correct the miscue, they may back 

up and read it correctly as "boy," or they may change "plays" into "play" to match the 

miscued plural noun. While miscue analysis studies do examine effects of various 

dialects, they do not examine the development of beginning readers whose home 

language is different from a dialect of English. These studies focus on students in upper 

grades and examine what students read when they apply cueing systems. In addition, the 

intent of these studies is not to uncover how beginning readers integrate the cueing 

systems to become conventional readers. 

Schumann (1978) examined the oral language development of English in adults 

who were speakers of other languages. He described a process he identified as the 

pidgeonization of English. Each of the speakers of other languages projected elements of 

their language's syntax onto English. He studied oral language of adult non-native 

English speakers, not children's syntax development or written language. 

Vida and Vargus (1985) examined the cognitive development and verbal fluency 

of Spanish-English bilingual fifth graders. They found that training for reading isolated 
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vocabulary words enhanced students' word recognition abilities. It also enhanced 

students' understanding of words. The researchers caution, however, that the small gains 

for some participants and the decrease for some participants demonstrate the need for 

vocabulary instruction in context. More study is needed to better understand how 

linguistically diverse learners apply the graphophonic as they recognize words and how 

they apply the semantic cueing system as they develop understandings of word meanings. 

These studies (Harste et al., 1994; Goodman, 1965a; 1965b; 1984; Goodman & 

Burke, 1973; Schumann, 1978; Vida & Vargus, 1985) examine students' development 

with one or more of the cueing systems. However, the studies do not fully explain how 

linguistically diverse learners integrate the graphophonic, semantic, and syntactic cueing 

systems as they develop oral and written language. 

Theoretical Framework 

In this section, I present the theoretical framework that guides my study and 

elaborate on the role of mediation in this perspective. Following that, I discuss cultural 

and institutional influences of beginning readers' literacy development. 

Sociocultural Theory 

A sociocultural framework guides my study. Davydov (1995), Wertsch (1990, 

1991), and Wertsch and Toma (1995) define their sociocultural approaches to mind as a 

theory that allows investigation by focusing on one or more of the cultural, historical, and 

institutional factors of individuals' mental functioning rather than on universals of 

cognitive development. From this perspective, a home culture is a system of shared 

beliefs and knowledge. The system influences members' perceptions and social behavior 

(Bennett, 1990). Each home culture has a significant historical development that 

continues to influence the social and cognitive development of individuals within that 
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home culture. In turn, institutional settings (e.g., elementary schools) influence the 

shared body of knowledge of each home culture through teacher organized learning 

experiences for students. 

Vygotsky (1978) describes the sociocultural development of an individual. 

Sociocultural development is dependent on an individual's interactions with various 

members of a home culture. Interactions are made possible through language. Using 

language in interactions, children internalize the shared beliefs, knowledge, perceptions, 

and behaviors of their home culture. 

The use of language is necessary in the development of the higher psychological 

processes, or intellect (Vygotsky, 1978, 1986). Vygotsky identifies words that make up 

language as abstract signs. He presents a metaphor that compares signs (e.g., words) to 

tools (e.g., a hammer). Both signs and tools have mediating functions, however, signs are 

used for psychological functions and tools for labor, or physical functions. Signs are 

represented through language, which is specific to each home culture. Vygotsky attests 

that it is the use of language, the internalization of sign systems, that allows humans to 

think. Additionally, he argues that thinking is evidence of higher mental functioning. 

Mediation 

Individuals internalize their home culture through the process of mediation. 

Vygotsky (1978, 1986) uses the term mediation to describe the use of language to support 

learners in social interactions. 

Researchers have found that examining interactions between children and adults 

provides insights to better understand how literacy develops. From her study with 

kindergarten readers, Brenna (1996) concludes that children need appropriate mediation 

so that they view reading as a problem-solving process. She found that appropriate 



modeling and supportive interactions provided by caregivers in home situations 

facilitated the development of beginning readers' metacognitive strategies. 

The language that teachers and other adults use in schools to support young 

learners is often in the form of questions. The manner of questioning that teachers use to 

mediate learning demonstrates their own home cultures and may contribute to a mismatch 

between home cultures and school expectations. Heath (1983) and Berk and Winsler 

(1995) found that the home cultures of some groups do not match the expectations of the 

school. In both studies, the interactions between adults and children in their respective 

home environments made very clear the roles adults and children should take during 

question and answer sessions. The children's responses to their teachers' questions 

indicated a culturally developed response to dialogue with adults, rather than a lack of 

understanding. As is typical of home cultures anywhere, the social interactions 

developed in home cultures teach children acceptable and unacceptable behaviors in their 

interactions with adults (Berk & Winsler, 1995; Heath, 1983). 

Specific instructional strategies and practices help teachers mediate for learners 

from various home cultures. Additionally, specific instructional strategies and practices 

help in classroom settings because one-to-one interactions between adults and students 

are not always possible. In order to meet the needs of poor readers and allow more 

proficient readers to better develop their literacy skills, Palincsar, Brown, and Campione 

(1993) studied the social interaction of first-graders as they developed a knowledge base 

in biology. Careful teacher modeling of the strategy, reciprocal teaching, and support of 

peers under the supervision of the teacher provided significant gains in students' 

metacognitive growth and capabilities dealing with informational text. 

Like the reciprocal teaching procedure that Palincsar et al. (1993) studied, 

interactive writing (Button, Johnson, & Furgerson, 1996; Pinnell & McCarrier, 1994) is a 

procedure that utilizes a structured interaction between an aduh and a group of children. 
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In interactive writing the children, one at a time, write text on chart paper. As children 

record the text, the teacher and members of the group provide needed guidance about the 

directionality of print, spelling of words, and punctuation. The mediation provided 

through ongoing discussion helps each individual integrate oral and written language. 

The work of Palincsar et al. (1993), Pinnell and McCarrier (1994), and Button et 

al. (1996) depicts an adult guiding the use of language in social interaction to mediate the 

development of literacy. They do not, however, examine how more capable peers 

mediate for fellow students without direct supervision of an adult. 

Zone of Proximal Development 

Mediation occurs in the zone of proximal development (Vygotsky, 1978, 1986). 

Vygotsky defines the zone of proximal development as when a learner accomplishes a 

task with assistance that could not be accomplished independently. An adult, or a more 

capable peer, provides the needed assistance. 

Vygotsky's concept of a zone of proximal development carries with it the idea that 

learning leads development. Before a child can demonstrate an independent level of 

ability, concepts must be learned. That learning occurs within a specific zone of 

proximal development that is unique for each individual. Additionally, within the child's 

zone of proximal development are mental processes and concepts that he or she has not 

fully developed. Through mediation the child learns both processes and concepts. 

Sociocultural theory is a useful perspective for my study as I focus on the literacy 

development occurring in the institutional classroom setting for two reasons. First, as 

Vygotsky (1978) stated, learning precedes development and learning occurs through 

mediation provided in social interactions. A second reason is that social interactions are 

shaped by the history of the home culture(s) involved. 



Cultural Influences 

Individuals' home cultures influence their perceptions and guide the social 

behaviors of the members of the home culture. As stated earlier, a home culture is a set 

of shared beliefs and knowledge. Home cultures are mediated through the use of 

language. And as stated earlier, language development is the beginning point for literacy 

development. As parents immerse their children in language, they facilitate the children's 

emergent literacy. 

Low socioeconomic status (low SES) families are often perceived as sharing 

beliefs and having a common body of knowledge creating an image of a common culture. 

Purcell-Gates (1996) examined literacy events in low SES families to determine their 

relation to emergent literacy. She found a variety of literacy events including, but not 

limited to, storybook time, reading and writing letters, and homework. Heath (1983) 

found that types of literacy events and types of print material in homes of low SES 

families were different from the nearby middle-class community, which was made up of 

the same ethnic groups. The fact that low SES families can be and are literate may not 

paint a complete picture of literacy events in those families. Results from these studies 

demonstrate that even though a variety of literacy events occur in low SES families, their 

uses of print materials and interactions with print are most often different from middle-

class families. So, children from low SES families often experience difficulty with the 

types of literacy knowledge required in schools. 

It is possible to provide interventions in home environments to help bridge the 

expectations of institutions' classrooms with home cultures. Chapman (1998) and Unwin 

(1995) demonstrate that low SES families are willing and able to alter home literacy 

practices to more closely match literacy knowledge required in schools. However, home 

intervention is not feasible for the large number of families who may need it. Even 

10 



though students from low SES homes have a vast store of knowledge on which to build, 

the literacy knowledge that low SES children bring to schools generally goes untapped. 

Heath (1983) and Purcell-Gates (1996) examined the types of literacy 

development in low SES home cultures. Chapman (1998) and Unwin (1995) examine 

changes that parents made in their homes with regards to literacy events. These studies 

do not, however, examine how students bridge differences between home cultures and 

institutional expectations to assist in their learning. 

Institutional Influences 

Public schools are governmentally funded institutions. Interactions in classroom 

settings are the result of the nature of an institution. For example, in a classroom setting, 

the contact time a teacher has with each child is more limited than in a home 

environment. Additionally, the types of interaction that are possible in the classroom 

setting influence the individual literacy development of each student, (jaskins (1988) 

found few types of interactions in classrooms to address the needs of students who are 

experiencing great difficulty acquiring conventional literacy skills. He states, "we saw 

little evidence of maximizing poor readers' time on tasks related to reading, teaching 

reading skills and strategies directly, or allocating time for process writing" (p. 750). 

Appropriate instruction in the classroom setting is difficult when teachers are 

unaware of how home cultures mediate learning for their students. This difficulty was 

illustrated earlier in this chapter in the discussion of a mismatch between home and 

schools with respect to questioning. One way teachers can reduce problems from such a 

mismatch is using student dyads. In classrooms, using dyads provides students with 

assistance from more capable peers. Opportunities for peers to interact may help to 

bridge how learning occurs in home cultures with expectations in classroom settings. 

Sometimes dyads involve a period of special training to better equip the helping member 
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of the team in assisting the other member. Fuchs, Fuchs, Bentz, Phillips, and Hamlett, 

(1994), and Fuchs, Fuchs, Mathes, and Simmons (1997) illustrate that matching same age 

students, modeling expected behaviors, and allowing time to implement dyad interactions 

is a viable way to meet the needs of students in a diverse classroom. However, these 

studies did not examine how peers actually mediate for each other. 

MacGillivray and Hawes (1994) observed first graders in a classroom setting that 

was organized differently from the Fuchs et al. (1997) study. These first graders worked 

in dyads without the specific training as described in the Fuchs et al. (1997) study. 

Students assumed one of four types of roles as they assisted a partner. The researchers 

noticed that roles shifted as students worked together. Such findings demonstrate the 

capabilities of young learners to modify interactions in order to meet their needs. 

However, the nature of the strategies that peers used in assisting others was not 

examined. 

A second difficulty in the classroom setting centers on students whose home 

language is one other than English. A home language other than English affects students' 

abilities to make use of English instruction in their literacy development. Cummins 

(1987) describes how the level of bilingual capability of a child affects the cognitive 

processes. The more proficient the student is in both the home language and institutional 

language, the more he or she can make use of instruction. When the student is proficient 

in the home language and only partially proficient in the institutional language or when 

the student is not proficient in either the home language or the institutional language, 

access to reading instruction in the institutional language is limited. 

In a study of a Mexican-American mother's ability to advocate for her son 

(Chapman, 1998), Noemi and her husband determined that they would speak only 

English to their children. Noemi stated that they believed "giving Mark [her son] English 

would keep him from going through the types of torment his dad and me had to face in 
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school everyday. Everyday, everyday." Though Noemi and her husband spoke English 

to their children, their English was not standard English. The dialect of English that the 

parents provided for Mark did not fully equip him for the English used in the institutional 

setting of the classrooms. 

All institutional settings do not influence literacy development in a negative 

manner. Foumier (1993) vividly describes her experiences as an adult speaker of English 

in a class conducted in Spanish. Experiencing the fear of being unable to communicate 

or insulting native speakers of Spanish, she relates her choice of silence. Even though 

she was not a bilingual teacher, when she returned to her elementary classroom she made 

a concerted effort to include texts written in Spanish in her read alouds. Her Spanish-

speaking children patiently helped her with pronunciation of the written Spanish 

language. During read aloud times, they also helped the monolingual English students 

understand what was happening in the story. This experience emphasized to her how 

critical literature selections are to valuing class members' ethnicity. This study also 

illustrates how the language(s) of home cultures can be integrated into the classroom 

setting even when the teacher is not proficient in the non-English language. 

Statement of the Problem 

Beginning readers are in a transitional phase of literacy development (Clay, 1991; 

Ehri, 1991; Juel, 1991). Students are identified as beginning readers based on their 

limited proficiency in using the graphophonic cueing system. While many studies have 

examined the level of proficiency and development based on the proficiencies of students 

in the conventional literacy phase (Goodman, 1965a; 1965b, 1984; Goodman & Burke, 

1973), what is missing in the research is how beginning readers develop phonemic 

awareness from the instruction that is provided. Also missing is how phonemic 

awareness facilitates strategy use in the graphophonic cueing system (Stahl & Murray, 
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1994). An additional missing element is how beginning readers integrate cueing systems 

to make use of their developing graphophonic cueing systems. 

From the literature highlighted in Chapter I, I have demonstrated that literacy 

emerges from interactions in home cultures. As children begin to attend schools, a 

discontinuity may develop between the home culture and the institutional expectations. 

The types of literacy events in diverse home cultures do not always match the 

expectations of the classroom setting (Berk & Winsler, 1995; Heath, 1983; Purcell-Gates, 

1996). More capable peers are often able to bridge the gap between how learning occurs 

in home cultures with what is expected in a school setting. Teachers attempting to 

increase the success of all students have begun implementing grouping patterns that 

include dyads. Dyads provide opportunities for peer mediation. While many studies 

have demonstrated that peer mediation influences learning, what is missing in the 

research is how peers mediate for one another's development of the graphophonic, 

syntactic, and semantic cueing systems. 

The linguistic diversity of the classroom population produces concerns for second 

language development that must be addressed. PreK-12 classrooms are often designated 

as bilingual (instruction occurs in both English and another language), English as a 

second language, or ESL (instruction specifically to teach English with several home 

languages potentially represented), or English-only (instruction occurs only in English 

whether students are proficient or not) to help address the needs of students. When an 

English-only class includes students whose first language is one other than English, 

special considerations need to be implemented for students' success in literacy 

development. 

Based on my review of the literature there are two areas in the literacy 

development of beginning readers that need to be more fully explored. These two areas 

are: (a) how more capable peers in linguistically diverse settings mediate for one 
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another, and (b) how beginning readers in linguistically diverse settings develop and 

integrate the graphophonic, syntactic, and semantic cueing systems. 

Purpose of the Study 

A sociocultural perspective guides my qualitative study. As stated earlier, this 

perspective emphasizes learning processes as occurring within a zone of proximal 

development unique to each individual. Making use of individuals' zones of proximal 

development requires mediation by an adult or more capable peer. The home culture in 

which individuals are reared affects the type of mediation that is useful for the learner. In 

light of these considerations, this study has two purposes. The first purpose is to examine 

how more capable peer mediation facilitates the development of English literacy in a 

linguistically diverse classroom setting. A second purpose is to study how beginning 

readers from linguistically diverse backgrounds use the graphophonic, syntactic, and 

semantic cueing systems to support their reading and writing. 

Research Questions 

Given the problem as described above and the two purposes of this study, the 

following questions guided this study: 

1. In what ways do more capable peers in a linguistically diverse classroom 

mediate developing literacy in English? 

2. How do linguistically diverse, beginning readers develop strategies in the 

graphophonic cueing system? 

3. How do beginning readers in a linguistically diverse classroom demonstrate 

the integrated use of the graphophonic, syntactic, and semantic cueing systems 

to support their literacy development in English? 
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A basic assumption underlies this research problem. That assumption is that 

students enter first grade with varying levels of knowledge about written discourse. 

Definition of Terms 

For the purposes of this study, the following definitions of key terms apply. 

Beginning readers. Beginning readers are individuals who have developed 

limited use of semantic and syntactic cueing systems during the emergent literacy phase 

and are developing the ability to determine unknown words using the graphophonic 

cueing system. They are able to recognize some words by sight and are adding the ability 

to use knowledge of letter-sound relationships from parts of known words to decode 

unknown words. 

Cueing system. When reading, individuals make use of linguistic sources of 

information in the text. These sources aid the reader in determining an unknown word 

Three primary sources of linguistic information include the semantic, syntactic, and 

graphophonic subsystems of language. 

Graphophonic cueing system. The graphophonic cueing system is the set of 

letter-sound relationships that belong to a language. It is the visual representation of the 

spoken language. 

Linguistically diverse classroom. The classroom is the institutional setting where 

literacy instruction occurs. Diversity in the classroom is the resuh of students from home 

cultures that differ markedly from the teacher and from each other. Home cultures 

include the language(s) and/or dialects spoken, literacy events, and socioeconomic status. 

Linguistically diverse readers. Some students in the selected classroom have 

Spanish as a home language and some have a dialect of English as a home language. 

Linguistically diverse readers is a term that identifies students whose home language is 

not the regional dialect of English used for instruction in the research site. 
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More capable peer mediation This phrase applies to the social interaction 

between two or more students where one student explains and/or models missing or 

misunderstood information to fellow students who do not yet understand a concept. A 

particular student may be the more capable peer or the learning peer depending on the 

concept being learned. 

Semantic cueing svstem. The semantic cueing system is the store of connotative 

and denotative meanings of words. Meanings are developed individually based on the 

person's experiences, attitudes, values, and prior knowledge 

Strategv. A strategy is defined as "a systematic plan, consciously adapted and 

monitored, to improve one's performance in learning" (Harris & Hodges, 1995, p. 244). 

In addition, I apply Vygotsky's (1978) description of strategies to distinguish strategies 

from more fully developed skills. Vygotsky states that strategies are verbalized with 

egocentric speech, and skills are at a level of ability not necessitating egocentric speech. 

A strategy assists the learners in incremental steps as they problem-solve (e.g., looking at 

a picture and initial letter to determine an unknown word in text). 

Syntactic cueing system. The syntactic cueing system is the use of the structure 

of sentences and grammatical relationships to interpret language. For example, 

recognizing "live" as a verb or an adjective determines whether a sentence is understood. 

Research Design 

This study was conducted using qualitative methods. A naturalistic setting was 

needed in order to best address my research questions. In this section I provide a brief 

overview of the site and sample selection and methods of collecting data 
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Site and Participant Selection 

One first grade class in a medium-sized city in the Southwestern United States 

was purposefully selected for this study. The city was initially selected due to proximity 

to the researcher. The elementary school campus was initially selected because of the 

diversity of the population that it serves. The classroom was selected because the 

researcher knew the teacher's instructional practices. Her instructional practices offered 

opportunities to closely examine peer mediation and included a balanced approach to 

literacy instruction. 

Nineteen first grade students were the participants in this study. Five of the 

students are girls and 14 are boys. Additionally, 1 student is Black, 6 students are White 

and the remaining 12 are Hispanic. From information gained in home visits and from the 

Home Language Surveys required by the school, all 12 Hispanic students speak some 

amount of Spanish and are frequently in family situations where Spanish is the 

predominant language used. Of the 19 students, 16 are on free or reduced lunch as 

determined by family income. 

Data Collection 

The methods used for data collection include participant observation, interviews, 

and collection of documents. Utilizing several methods of data collection allows for 

triangulation of data (Lincoln & Guba, 1985). I will briefly overview each method 

below. 

Participant Observation 

Participant observation is a continuum of a researcher's physical presence and 

active involvement within a site being studied (Bogdan & Biklen, 1992; Jorgensen, 1989; 

Spradley, 1980). Such a continuum varies from complete participation at one end to 
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observation only at the other end. This method of data collection was appropriate for my 

study because it allowed me to join individual students, student dyads, and small groups 

as they worked in a variety of classroom conditions, such as learning centers, 

independent reading, and shared reading. During participant observation I was able to 

participate fully with individuals and small groups almost as if I were a first grader 

learning the games they played in centers. I was also able to remove myself to an 

observer status when students worked together, which allowed me to address all three of 

my research questions. 

Field Notes 

Record keeping is a critical aspect of participant observation (Bogdan & Biklen, 

1992; Jorgensen, 1989; Spradley, 1980). In order to have adequate and accurate data to 

analyze, observations of events and people during each research session must be 

thoroughly and accurately recorded. During participant observation I recorded field notes 

of what occurred. When my primary purpose was to observe, I recorded field notes on a 

laptop computer, which was shown to all the children in small groups on the first day I 

brought it to the research site. When I participated more actively and the laptop was 

inconvenient, I recorded notes in a small binder. Immediately after each research session 

I wrote up behaviors and interactions that surrounded the occurrences noted while still in 

the site. The field notes provided data to be analyzed to address all three of my research 

questions. 

Interviews 

Interviews are a method of data collection that allows the researcher to clarify 

what is observed. During interviews, participants explain their behaviors, which gives 

the researcher a clearer understanding of why participants act in particular ways (Lincoln 
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& Guba, 1985). Interviews can be formal or informal. Formal interviews are structured 

and provide an opportunity to revisit an occurtence from a previous research session. 

This form of interview was appropriate for my interviews with parents of the participants. 

Informal interviews are like casual conversations (Bogdan & Biklen, 1992; 

Jorgensen, 1989; Spradley, 1980) and lend themselves to research with children. As 

behaviors occurred, my participants were able to answer questions like, "How'd you do 

that?" and "How'd you figure that out?" Interviewing the participants in such an informal 

manner allowed me to better understand how beginning readers develop strategies in the 

graphophonic cueing system and to better understand how the relationships between the 

cueing systems develop. 

Collection of Documents 

Documents are written objects that occur naturally in the study site (Lincoln & 

Guba, 1985). Documents in my site included items such as participants' individually 

written stories, group-composed stories, charts, and learning center instructions. All 

original materials remained in the room. I collected photocopies of the original 

documents. 

Audiotapes. Videotapes and Photographs 

To support the methods of data collection, I used audiotapes, videotapes, and 

photographs as tools to provide an unchanging record of the participant observation 

sessions. Each session was audiotaped and tapes were transcribed as soon as possible 

following the session. In addition, at least once a week, sessions were videotaped. The 

videotapes were reviewed following each session to provide a more complete description 

of the classroom context. Finally, I used an Olympus Stylus camera to capture slices of 
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time. Photographs provided a visual representation of events in context, which were 

described in the field notes. 

Limitations of the Study 

This study has limitations associated with qualitative studies in naturalistic 

settings. I discuss here three limitations specific to this study: the geographic location of 

the selected site, home cultures represented in the selected classroom, and the educational 

expertise of the selected classroom teacher. 

Geographic location. The geographic location of the site selected for the study is 

in a mid-sized urban setting in the Southwestern United States. The use of this site may 

restrict ways that readers from much larger school districts and readers from rural school 

districts can apply the findings. 

Home cultures of the site. A second limitation is due to the combination of home 

cultures represented in the selected classroom. The linguistic diversity and ways in 

which the students interact and mediate for each other may not be common to other home 

cultures represented in classrooms elsewhere in the United States. This may restrict ways 

in which readers can apply the findings related to mediation. 

Educational expertise of the classroom teacher. A third limitation involves the 

institutional setting, namely the educational expertise of the teacher. Practices related to 

the literacy development of the first graders are the result of her extensive professional 

development. Opportunities that her students have to mediate for one another and the 

activities that foster the development of the graphophonic, syntactic, and semantic cueing 

systems may not be found in classrooms where teachers have not had the educational 

opportunities the teacher in the selected site has had. This may restrict ways in which 

readers can apply the findings related to the mediation and the development of beginning 

readers' understandings of the relationship among the cueing systems. 
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Significance of the Study 

This study contributes to the sociocultural theoretical framework, to classroom 

practices, and to methods qualitative researchers use when working with young students. 

The significance in each area is discussed below. 

Theoretical significance. The sociocultural theoretical framework states that 

learning precedes development and that optimal learning occurs in an individual's zone of 

proximal development. This study contributes to our understanding of the abilities of 

more capable, grade level peers from linguistically diverse backgrounds to help learning 

peers develop literacy in standard English. 

Practical significance. A second contribution is in the area of classroom practice. 

By examining the strategies that students develop, teachers are able to better plan 

instruction utilizing resources and small group learning experiences to more efficiently 

instruct beginning readers. In addition, this study contributes to the body of literature that 

helps teachers meet the needs of students whose home language is not standard English 

(e.g., students whose home language is Spanish). 

Methodological significance. Methodological contributions grow out of my 

ability as a researcher to develop rapport with first graders. Tools, such as a camcorder, 

laptop computer, camera and tape recorder often prove distractible to young children. 

The manner in which I introduced these tools removed distractions, and allowed the tools 

to be used effectively to collect data. This study contributes to the ways other researchers 

can effectively remove distractions common with the use of tools. 

Additional methodological significance is the use of photography in the collection 

of documents. Vital sources of data, such as the group's chart paper compositions that I 

discuss in Chapter EI, could not be removed from the primary classroom setting and were 

too cumbersome to photocopy. Photography allowed me to collect documents in a 
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manageable form. The classroom organization in the first grade site provided an ever-

changing setting between students. Photography also allowed me to record interactions 

between participants as they mediated for each other. 

Chapter Summarv 

In Chapter I, I have presented an overview of the background for the study. I 

discussed the identification of beginning readers and the transitional phase of literacy 

development. Beginning readers are identified as such based on their limited proficiency 

in using the graphophonic cueing system. Also from the literature reviewed so far, I have 

demonstrated that literacy emerges from interactions in home cultures. However, as 

children begin to attend schools, a discontinuity often develops between the home culture 

and institutional expectations. Such a discontinuity is frequently the result when the 

types of literacy events in diverse home cultures do not match the expectations of the 

institutional setting. More capable peers are often able to bridge the gap between how 

learning occurs in home cultures with what is expected in a school setting. Teachers 

attempting to increase the success of all students have begun implementing grouping 

patterns that include dyads to better provide peer mediation. 

I have also stated the purpose for this study and outlined the research questions. I 

then briefly explained the research methods that were used to address the questions, 

namely participant observation, field notes, interviews, and collection of documents. I 

then stated the significance of this study. This study contributes to the sociocultural 

theory that guides it, classroom practices, and research methods. Finally, I described the 

limitations that are associated with this particular study. 
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Organization of Remaining Chapters 

Chapter II reviews relevant literature concerning beginning reading, peer 

mediation, and linguistic diversity. I also examine more closely the sociocultural 

perspective that guides my study. 

Chapter III more fully describes the research methodology. I describe in detail 

the research design, methods that I used to collect data, and the method of data analysis. 

Additionally, I describe more fully the site selection and sample selection. Criteria for 

trustworthiness are also included. 

Chapter IV presents the research findings. In discussing the findings I explain 

fully how the codes emerged and were organized into categories and then into themes. 

The categories and themes are described. I also present my interpretation of the findings. 

Chapter V presents the conclusions I have drawn about the role more capable peer 

mediation plays in beginning readers' literacy development. In addition, I address the 

theoretical, practical, and methodological significance of this study that I noted in 

Chapter I. Lastly, I present implications drawn from the study, provide recommendations 

and offer questions for further research. 
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CHAPTER II 

REVIEW OF LITERATURE 

Introduction 

In this chapter, I review literature that is most salient to my study. I begin by 

reviewing literature related to literacy development in beginning readers, including 

literacy phases and the development of strategies in beginning readers. After that I 

review literature related to my theoretical framework. Then I review literature about 

literacy acquisition in a second language. I include literature that discusses historical, 

cultural, and institutional influences related to the home cultures of the participants in my 

study. Finally, I review literature that pertains to the characteristics of low 

socioeconomic status populations. 

Beginning Readers' Development 

In this section, I begin with a discussion of literacy and reading development. I 

review literature that examines three phases in reading development, the conventional 

literacy phase, the emergent literacy phase, and the transitional phase. The emergent 

literacy phase precedes the transitional phase, and the conventional literacy phase follows 

the transitional phase. The transitional phase is often identified as "beginning reading." 

Finally, I review literature that describes the development of strategies in beginning 

reading. 

Literacy 

Literacy is often thought of as the ability to read and write in a given language. 

Langer (1987) and Venezky (1995) define literacy in terms that are broader than just 

reading and writing. They state that literacy also includes the ability to think about 
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reading and writing and how reading and writing components of language are used in 

everyday circumstances. 

This broader perspective of literacy also includes oral discourse. Langer states, 

"Literacy enables a thinking about language and about oral and written discourse, using 

language to extend meanings and knowledge about ideas and experiences" (1987, p. 2). 

This means that literacy becomes the vehicle through which we use language. As we 

read books and attend events, such as movies and concerts, we discuss our perceptions. 

Through the use of oral literacy we are engaged in social interaction. During the process 

of social interaction, our perceptions about ideas and events are more fully developed. 

We exhibit one aspect of literacy through the thoughtful discussion of ideas and events. 

Literacy, then, is the use of oral and written discourse and the thinking that accompanies 

oral and written discourse. 

Vygotsky (1978) links oral discourse and thinking. He identifies the use of 

language as necessary in the development of the higher psychological functions, which 

he defines as "the combination of tool and sign in psychological activity" (p. 55). By this 

he attests that it is the use of practical activity (e.g., tool) in conjunction with speech (e.g., 

sign) that allows humans to think as opposed to merely recall. Additionally, he argues 

that thinking is the evidence of higher mental functioning. He identifies language as 

specific to each culture. Languages, and the meanings associated with words within each 

language, are mediated through a variety of social interactions. 

Reading 

Reading is one component of literacy. "Reading is the process of constructing 

meaning from written texts. It is a complex skill requiring the coordination of a number 

of interrelated sources of information" (Anderson, Hiebert, Scott, & Wilkinson, 1985, 

p.7). By this the authors mean that reading is an active process. The authors also mean 
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that readers do not rely solely on a single source of information, such as their perceptions 

of marks that we identify as letters. 

Daneman (1991) identifies the interrelated sources of information that readers 

coordinate to make up the complex skill we call reading. He states: 

Reading is a complex cognitive skill, consisting of the coordinated 
execution of a collection of oculomotor, perceptual, and comprehension 
processes. These include processes that direct the eye from location to 
location, word-level processes that encode the visual pattern of a word and 
access its meaning from memory, and text-level processes that compute 
the semantic, syntactic, and referential relationships among successive 
words, phrases, and sentences in a text. (p. 513) 

This means that even though reading is one language component, it too is made of 

components that he labels as processes. These processes are what readers coordinate as 

they read. In order to coordinate the interrelated sources of information, readers use a 

variety of cueing systems. 

Cueing Systems 

Harris and Hodges (1995), Pike, Compain, and Mumper (1997), and Vacca and 

Vacca (1993) identify cueing systems as linguistic sources of information that aid the 

reader in determining an unknown word. Reading involves the utilization of different 

cueing systems, graphophonic, syntactic, and semantic. The graphophonic cueing system 

is the set of letter-sound relationships that belong to a language. It is the visual 

representation of the spoken language. The syntactic cueing system involves sentence 

structure and grammatical relationships in a written text. The structure of sentences, or 

word order, and the grammatical relationships represented through conventions (e.g., 

capital letters, punctuation marks) convey necessary information to understand the text. 

The semantic cueing system involves knowledge of the world. Connotative and 

denotative meanings of words as they are used in context are built from individuals' 
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experiences. Each reader's experience base creates the knowledge that the reader has to 

draw from as he or she negotiates meaning from text. Use of each cueing system varies 

with the demands of the text and the skill of the reader. 

Coordinating the cueing systems requires much support, practice, and time to 

develop the skill we call reading. Current research tells us that individuals' development 

in reading is strongly linked with the development of language and other literacy 

components, such as writing (Clay, 1991; Harste, Burke, & Woodward, 1994; Mason & 

Sinha, 1992; Schwartz, 1997; Routman, 1991; Ruddell & Ruddell, 1994; Vukelich, 

1993). Curtent research also tells us that the qualitative development of reading skills is 

dependent upon the individuals' internalization of a variety of strategies (Harris & 

Pressley, 1991; Paris, Wasik, & Turner, 1991). 

Strategy 

As readers become more skillful, they utilize a variety of self-regulatory cognitive 

behaviors. These behaviors are identified as strategies (Clay, 1991; Garner, 1992; Harris 

& Pressley, 1991; Vacca & Vacca, 1996). In The Literacy Dictionary: The Vocabulary 

of Reading and Writing (Harris & Hodges, 1995), strategy is defined as "a systematic 

plan, consciously adapted and monitored, to improve one's performance in learning" (p. 

244). Clay (1991) adds to this definition by identifying a strategy as "some activity 'in 

the head,' a move directed by the child during reading work to problem-solve a section of 

text and it belongs to an orchestrated set of strategies needed in literacy activities" (p.3). 

When readers are in the transitional phase of literacy development they begin to 

apply strategies to problem-solve text. They begin to demonstrate the ability to 

coordinate necessary processes that Daneman (1991) identifies. Readers begin to 

demonstrate evidence of metacognition. 
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Metacognition 

Flavell (1981, 1987) broadly defines metacognition as the knowledge of and the 

thinking about cognition, or regulating any thinking activity. Metacognitive knowledge 

can be broken into three areas: (a) knowledge about people, (b) knowledge about the 

task, and (c) knowledge about strategies to employ. He adds that any kind of monitoring 

can be considered metacognition. Monitoring is one aspect of self-regulatory activity. 

Long before the term metacognition was coined, Vygotsky (1986) discussed 

children's use of language in monitoring their actions and problem solving. When he 

examined the purpose of inner speech, Vygotsky (1986) found it necessary to first 

examine egocentric speech. He found that such speech is not merely social, but serves a 

more purposeful function. He states, "It does not merely accompany the child's activity; 

it serves mental orientation, conscious understanding; it helps in overcoming difficulties; 

it is speech for oneself, intimately and usefiilly connected with the child's thinking" (p. 

228). By this he means that as children talk themselves through various tasks, they 

employ the tool of language to monitor their thoughts and actions. 

Garner (1992) states that students achieve metacognitive success when a cognitive 

failure is remedied by applying a strategy. She adds that sometimes a single strategy may 

provide a quick fix to the cognitive problem and sometimes the reader needs to utilize a 

variety of strategies in quick succession. Utilizing a variety of cognitive strategies is 

called strategic reading. "Strategic reading is a prime characteristic of expert readers 

because it is woven into the fabric of children's cognitive development and is necessary 

for success in school" (Paris, Wasik, & Turner, 1991, p. 609). 
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Phases of Reading Development 

Conventional Literacy 

For most students the conventional literacy phase generally begins near the end of 

second grade (Ehri, 1991; Juel, 1991). The common goal of literacy instruction in 

schools is to help students become expert readers, that is to develop their ability to read 

and write in a conventional manner. When students develop a proficiency that allows 

them to read previously unseen texts independently and write with the spelling and 

grammar that more closely approximates adult language usage, they are said to read and 

write in a conventional manner. Evidence of adult conventions indicate the student has 

moved into a phase identified as conventional literacy (Kamberelis, 1992). 

Adams (1990) labels readers in the conventional literacy phase as proficient, 

mature, and skillful. She says that, contrary to popular belief, readers in this phase are 

not primarily adept at sounding out words. Instead, readers in the conventional literacy 

phase have well developed word recognition skills. As words are encountered in text, 

little effort is needed to recognize them. Additionally, skillful readers make use of the 

syntactical cueing system and the semantic cueing system. 

It is when readers reach the conventional literacy phase that they have sufficient 

knowledge of their language to make full use of the various cueing systems. They are 

coordinating the necessary processes described by Daneman (1991) to construct meaning 

from print. However, long before students reach the conventional literacy phase, they 

develop literacy capabilities during the phases identified as the emergent literacy phase 

and a transitional phase. 

Emergent Literacy 

Children's literacy begins emerging with their earliest uses of language. As 

parents immerse their children with language, they facilitate their children's emergent 
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literacy. Sulzby and Teale (1991) state that "Emergent literacy is concerned with the 

earliest phases of literacy development, the period between birth and the time when 

children read and write conventionally" (p. 728). Clay (1991) describes how this phase 

begins with children learning language to make sense of their world at a very early age. 

"The child has experience of using his interaction with people and things to make 

language match with what he experiences in the environment" (p. 27). Thus, social 

interactions are necessary for children to develop their literacy. 

Anderson, Hiebert, Scott, and Wilkinson (1985) emphasize the importance of 

parents' roles in children's interactions with their environment. "A parent is a child's first 

mentor on what words mean and how to mean things with words. A parent is a child's 

first tutor in unraveling the fascinating puzzle of written language" (pp. 27-28). Thus, the 

developing oral language from infancy through preschool years sets the stage for literacy 

development. 

Beed, Hawkins, and Roller (1991) identify two types of common interactions 

between parents and their children: incidental and purposeful. In incidental interactions, 

parents assist children in expressing themselves. Parents notice their children attempting 

to communicate and provide the word or words that are needed. During incidental 

interactions, children are guided at their own pace. Purposeful interactions, or strategic 

scaffolding, occur when parents are attempting to teach children a specific task. 

Purposeful interactions closely resemble instruction in schools. 

According to Ruddell and Ruddell (1994), these early interactions influence oral 

language acquisition and literacy development. As children develop and test hypotheses 

about their language, they add new knowledge or change their existing knowledge. 

Harste, Burke, and Woodward (1994) found evidence that early interactions 

influence the development of print awareness in children from ages 3 to 6. They found 

that children did not seem to separate their knowledge of print from information they 
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acquired about other communication systems. Children utilized what they knew about 

oral language and their previous interactions with visual symbols to make sense of their 

print world. 

Heath (1983) conducted an ethnographic study in three speech communities to 

determine the effects of preschool home environments on students' learning of language 

structures necessary in classrooms. She found the early interactions in the home 

environments had a dramatic influence on how first graders responded to literacy 

instruction once they entered school. In one community a first grade teacher redesigned 

her curriculum around the early experiences of the students. The students' literacy 

development, as evidenced by their emergent literacy, formed the basis for her literacy 

activities. Her students became successful in developing reading and other literacy skills. 

In previous years children from that community had consistently failed in early years of 

school. Heath reports the success this first grade teacher had building on her students' 

emergent literacy. The students moved more easily from the emergent literacy phase into 

the transitional phase. 

Transitional Phase 

The time period at the end of emergent literacy and still before the appearance of 

conventional literacy is identified as the transitional phase (Adams, 1990; Clay, 1991; 

Ehri, 1991; Juel, 1991). In this phase, students transition from emergent literacy to 

conventional literacy. They exhibit traits found in each of the other two phases 

(Kamberelis, 1992). Once children enter school, formal instruction works to build on the 

literacy skills students bring to school to develop literacy skills that more closely 

approximate conventional adult literacy. According to Juel (1991), this transitional phase 

often begins during kindergarten and continues through first and second grades. 
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Students in the transitional phase are identified as beginning, or novice, readers 

(Clay, 1991; Ehri, 1991; Juel, 1991). The graphophonic cueing system is important to 

beginning readers. Ehri (1991) states that novice readers are those who have developed 

some understanding of letter-sound relationships and use that knowledge to process text. 

This knowledge is identified as phonologic receding ability. Readers display the ability 

to process text using phonologic receding by reading words in isolation. They display 

this level of development when they do net require surrounding text to support guesses. 

According to Ehri (1991), beginning readers develop from a logographic phase to 

an alphabetic phase and then to an orthographic phase. The logographic phase 

corresponds with the emergent literacy phase and is when readers use the visual 

characteristics of a word to read that word. Even with an alphabetic language, readers 

learn series of letters and process those letters in their entirety to read words. The 

orthographic phase is when readers process words phonologically according to the 

structure or spelling pattern with a great amount of automaticity and cortesponds to the 

conventional phase. In order to process words phonologically, readers must utilize their 

knowledge of the correspondence between phonemes and graphemes. Phonemes are the 

smallest units of meaningful sound and graphemes are letters, or letter clusters, that 

represent speech sounds. Ehri calls the transition between logographic and orthographic 

processing, alphabetic processing. 

Identifying students as being in the transitional phase, based primarily on their use 

of the graphophonic cueing system, is difficult. Ehri (1991) states that the move into the 

alphabetic processing phase is preceded by the rudimentary alphabetic processing phase. 

Oftentimes beginning readers in this phase of development process only part of the letters 

in words. They may, for example, use the "tr" at the beginning of "tree" and identify the 

entire word. Or they may use the "tr" at the beginning and the "ck" at the end of another 

group of letters to identify the word "truck." Thus they are using their knowledge of 
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logographic cues and their knowledge of phonologic cues to determine words in 

connected text, but they still make guesses about parts of the words. Even though 

beginning readers have the graphophonic cueing system partially in place, it is not 

sufficiently developed to allow them the independence they need with most texts they 

have not previously encountered. An example of this is a beginning reader's ability to 

read "cat" /k-a-1/ but reading "chat" as /k-h-a-t/. In this phase, sounds that certain letters 

make alone, or in combination with other letters, are not yet known or do not transfer to 

new situations. 

Kamberelis (1992) studied the knowledge that students have when they are in the 

transitional phase. As part of a larger study, he followed a group of 46 students in their 

kindergarten and first grade years to examine their literacy development. Researchers 

gathered data in the fall, winter, and spring in the suburbs of Chicago. During their 

kindergarten and first grade years, the 46 students wrote and read back a total of six 

stories in individual sessions with adult examiners. Data from the sessions were 

examined for the presence of hypothesized mismatches between the written symbols and 

what the students produced orally and to determine possible developmental patterns. 

Kamberelis hypothesized that mismatches between students' written language production 

and their reading comprehension indicate "transitional knowledge" (p. 367). He also 

hypothesized that the mismatches would be exhibited in one of two ways. Students 

would exhibit the first mismatch when they attempted invented spelling (high-level 

writing) but had difficulty reading back their compositions (low-level reading). Students 

would exhibit the second mismatch when they composed without regard to a phonetic 

alphabetic system (low-level writing), but read back their compositions as if they were 

reading from a well-formed text (high-level reading). Kamberelis identified students who 

exhibited these characteristics as mixed-level: high-level writing/low-level reading and 
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low-level-writing/high-level reading. Samples of work from students identified as 

mixed-level were analyzed to determine possible developmental patterns. 

Kamberelis (1992) presents exemplars of four students' reading and writing from 

the data collection sessions to illustrate the relationships he observed between the 

students' reading and writing abilities. The findings from this study show that a higher 

percentage of students who demonstrate a mixed-level relationship between their reading 

and writing also showed greater improvement in their literacy development in subsequent 

data collection sessions than students whose episodes showed a similar level of 

development from one data collection session to the next. 

Kamberelis (1992) states that the findings from this study demonstrate indices to 

mark a beginning reader's transition from emergent literacy to conventional literacy. 

"Indeed, it is possible that mixed-level relationships between writing and reading function 

to alert students (either tacitly or explicitly) to conflicts among their literacy knowledges 

[sic] and behaviors, thus providing an impetus for conflict resolution" (pp. 390-391). 

Growing awareness of differences between their writing and reading may indicate the 

developing phonological awareness that Ehri (1991) states is necessary to process words 

in isolation. This growing awareness of the differences between reading and writing 

behaviors in the transitional phase is evidence of the development of self-regulatory 

behaviors. 

Development of Strategies in Beginning Readers 

In this section I discuss the development of strategies in beginning readers. As 

instruction in reading becomes more formalized during the transitional phase, beginning 

readers develop a variety of strategies to help them read and write independently. Each 

strategy falls generally into one of the three cueing systems, graphophonic, syntactic, or 

semantic, discussed earlier in this chapter. 
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Development of Cueing Systems 

Daneman (1991) describes reading as the coordination of several processes. 

These processes include directing the eye from one location to another in the text, 

accessing word meaning from memory, and computing the semantic, syntactic, and 

referential relationships of words within text. Goodman (1965a) identified cueing 

systems in a classic study that coined the term "miscue." When students read orally, he 

examined what the students produced orally and compared their oral production to the 

text. Upon analyzing the students' productions, he was able to identify three primary 

cueing systems: graphophonic, syntactic and semantic. Since that time, these cueing 

systems have formed the basis for analyzing students' reading strengths and weaknesses. 

Of the three cueing systems, syntactic and semantic seem to be used most 

frequently by students near the end of the emergent literacy phase. Researchers (Clay, 

1991; Harste, Burke, & Woodward, 1994; Korkeamaeki & Dreher, 1996) describe 

strategies that young children demonstrate during the emergent literacy phase. These 

strategies (matching recited text with printed text by pointing, using picture clues, and 

reading from memory) indicate that children are seeking meaning with language. 

Gaskins (1988) found that little is done in classrooms to address the needs of 

students who are experiencing great difficulty acquiring conventional literacy skills. He 

states, "we saw little evidence of maximizing poor readers' time on tasks related to 

reading, teaching reading skills and strategies directly, or allocating time for process 

writing" (p. 750). Gaskins discusses what is missing in classroom instruction, however, 

he does not examine classroom instruction that better meets the needs of poor readers. 

Remedial programs frequently provide poor readers with instruction to better 

develop conventional literacy skills. Instruction is in the graphophonic, syntactic, and 

semantic cueing systems. One such program is Reading Recovery, although the cueing 

systems are labeled differently. Clay (1993) uses the terms "visual cues" for the 
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graphophonic cueing system, "structural cues" for the syntactic cueing system, and 

"meaning cues" for the semantic cueing system. Researchers (Hiebert, 1994; Pinnell, 

Fried, & Estice, 1990; Spiegel, 1995) have found that consistent instruction in each of the 

cueing systems is a reason Reading Recovery in the United States achieves the success it 

does. These researchers explain how specially trained teachers work one-on-one each 

day with kindergarten and first-grade students who are identified as being below 

classmates in literacy development. A carefully planned sequence of activities helps the 

teachers guide struggling students as they gain literacy expertise and most exit the 

program within about 12 weeks. 

The studies related to remedial programs named above examine instruction and 

benefits that occur in a separate classroom setting. However, they do not explore 

successful instructional interventions within a classroom setting. 

Graphophonic Cueing System 

A critical characteristic defining readers in the transitional phase is that they have 

developed some understanding of letter-sound relationships and use that knowledge to 

process text. The significant characteristic that indicates students have moved into the 

next phase is also related to their use of the graphophonic cueing system. It is not 

surprising then that the aspect of reading development in the transitional phase that has 

received the most research attention relates to the beginning reader's development of 

graphophonic knowledge. This knowledge is dependent upon phonemic awareness, the 

awareness of sounds in spoken language. 

The role phonemic awareness plays in beginning reading is still not clearly 

understood. Numerous researchers (Byrne & Fielding-Barnsley, 1991, 1993; 

Cunningham, 1990; Ehri, 1991; Ehri & Robbins, 1992; Ehri & Wilce, 1985; Juel, 1988; 

Lundberg, Frost, & Petersen, 1988) advocate a bottom-up perspective for the role 
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phonemic awareness plays in developing reading abilities. In the field of reading, this 

perspective begins with the smallest unit, a grapheme, and builds upward much like 

building a tower with alphabet blocks. For example, there are four graphemes in the 

word speech, s-p-ee-ch. By blending the four sounds the reader makes a word; the word 

is then connected to surrounding words to make phrases; phrases are joined to make 

sentences, and so on until the reader understands the meaning of the text (Leu & Kinzer, 

1995; Rumelhart, 1994; Samuels, 1994). Individuals from a bottom-up perspective 

generally advocate an explicit, or synthetic, approach to phonics instruction. In such an 

approach students are taught explicit letter-sound correlations. Instruction is systematic 

and structured. Students are taught to produce sounds in isolation, or synthetically, to 

demonstrate mastery of the letter-sound correlation. 

Some researchers (Byrne & Fielding-Barnsley, 1991, 1993; Lundberg, Frost, and 

Petersen, 1988) have examined the way beginning readers process the visual information 

presented by graphemes and assign speech sounds, or phonological aspects, to the visual 

information. In their studies, they demonstrate that indeed beginning readers can 

memorize rules for letter-sound correlations. However, once the rules are mastered, 

beginning readers do not automatically apply that knowledge as they read. Memorizing 

rules does not automatically enable beginning readers to detect phonemic elements of 

spoken words. 

Stahl and Murray (1994) note that it is difficult to determine whether phonemic 

awareness is the cause or the result of beginning readers' ability to learn to read. They 

suggest that the development of phonemic awareness is facilitated when an undetermined 

set of sight words is known. The graphophonic knowledge, the knowledge of letters and 

familiarity with the sounds of the letters in known words, helps beginning readers move 

on to more complex forms of phonemic awareness. But without a basic level of 
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phonemic awareness (e.g., the ability to isolate the initial sound of a word), beginning 

readers do not achieve even the preprimer instructional level. 

Other researchers (Dahl & Freppon, 1995; Freppon & Dahl, 1991; Harste et al., 

1994; Smith, 1992; Trachtenburg, 1990) approach phonics instruction from a different 

perspective. Rather than teach sounds in isolation, they advocate providing a variety of 

literature and leading students to phonics generalizations based on the occurrence of letter 

and word patterns found in the literature selections. The phonics generalizations are 

taught implicitly by calling attention to the similarity between the visual words in a text 

and the sounds in spoken words. Students generate the generalizations that are 

meaningful and useful. This approach more closely resembles the types of 

caregiver/child interactions found in the emergent literacy phase and is typically 

associated with whole language, or holistic instruction. Morrow and Tracey (1997) state 

that this implicit approach to phonics instruction causes concerns for other researchers. 

Those concerns center on the idea that without a structured approach, it is possible that 

significant letter-sound correlations will be left out. 

Evidence exists to support each approach. Research exploring each approach 

continues partly because each kind of instruction demonstrates success (Freppon & Dahl, 

1991; Ehri & Robbins, 1992). One point of confusion, however, lies in the fact that terms 

are universally used but not universally defined. For example, the ability to manipulate 

sounds that Anne Cunningham (1990) labels phonemic awareness is what Patricia 

Cunningham (1995) identifies as phonological awareness. Another difficulty lies in the 

way some researchers use a term to identify a single point in time, and some use that 

same term to identify a continuum. For example, Patricia Cunningham (1995) states that, 

"Phonological awareness [phonemic awareness] develops through a series of stages 

during which children first become aware that language is made up of individual words, 

that words are made up of syllables and that syllables are made up of phonemes" (p. 10). 
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Used in this context, phonological awareness is a continuum. Stahl and Murtay (1994) 

attempted to determine the relationship between phonemic awareness and beginning 

reading. They were unable to pinpoint phonemic awareness as the precursor to beginning 

readers' abilities or as a result of a basic store of knowledge that beginning readers 

possess. Their discussion uses the term phonological awareness to indicate a single point 

in time. Stahl and Murray did not fiilly investigate the ongoing development of 

phonemic awareness and its ongoing support in the graphophonic cueing system. 

Teachers attempt to help beginning readers develop strategies in the graphophonic 

cueing system. In order to determine how teachers go about instructing beginning 

readers to use of the graphophonic system. Morrow and Tracey (1997) examined the 

phonics instructional practices in 76 American classrooms. The classrooms ranged from 

preschool to second grade. They identified phonics instruction as belonging to one of 

three classifications: explicit instruction, contextual instruction, and a combined 

approach. Teachers who used explicit instruction approached phonological aspects from 

a bottom-up perspective. Explicit phonics instruction included teaching letter sounds in 

isolation and the use of rimes (e.g., "-at" in sat, bat, and cat). The majority of first and 

second grade classes in this study used this approach. Contextual instruction mirrored the 

holistic approaches. Holistic instruction generally involved attending to "phonic 

elements" (p. 646) in the group's compositions (e.g., chart stories) or through teachable 

moments during activities like read alouds. The majority of preschool and kindergarten 

classes used this approach. The combined approach was the least used and occurred 

equally across all grade levels. Combined approach instruction focused explicitly on a 

phonemic element that was prevalent in a literature selection. Even though the teacher 

explicitly taught isolated sound elements, they were presented within a context that 

demonstrated why they were taught. This study demonstrates the variety of instructional 

approaches that American teachers use with beginning readers but does not determine 
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"the relative impact of explicit, contextual, and combined instruction on children's 

reading achievement" (p. 651). 

Oftentimes when primary grade teachers use an explicit approach to the 

development of graphophonic knowledge, they rely on a set of rules included in a 

designated curriculum, such as a basal (Clymer, 1996 [1963]; Cunningham, 1995; Smith, 

1992). One such common rule is when two vowels go walking the first one does the 

talking. Clymer demonstrated that out of 45 identified phonics generalizations, or rules, 

only 18 were useful at least 75% of the time with English words. He states that with such 

a low usefulness of generalizations, "Some time-honored customs in the teaching of 

reading may be in need of revision" (1996, p. 186). 

Stahl (1992) states, "Letter-sound instruction makes no sense to a child who does 

not have an overall conception of what reading is about" (p. 620). By this he indicates 

that until students have some meaningful interactions with print, direct instruction with 

phonics is of no use to them. He offers guidelines for appropriate instruction with 

phonics. His first guideline is for teachers to build on concepts that children enter school 

with. Clay (1993) echoes this idea with her Observation Survey of Early Literacy 

Achievement. Stahl's second guideline reemphasizes phonemic awareness. Evidence of 

phonemic awareness is students' "elongating the sounds" of words (Korkeamaeki & 

Dreher, 1996, p.21). This occurs when readers draw out the pronunciation of words but 

do not produce sounds of individual letters in isolation. When students do not exhibit this 

capability, direct intervention is suggested. Spiegel (1995) gives examples of direct 

instruction in Reading Recovery lessons in which teachers model the blending of sounds 

is accompanied with manipulatives, such as magnetic letters. Stahl's third guideline is 

that instruction be as clear and concise as possible. By this he recommends that teachers 

should identify specific letters and their corresponding sounds that students should attend 

to during lessons. The fourth guideline is that phonics should be an integral part of 
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reading instruction but should not dominate the language arts block of time. Stahl's fifth 

guideline echoes Clymer's (1996) recommendations, namely that phonics instruction 

should help students read words. Memorization and application of rules often creates a 

circumstance much like the proverbial "can't see the forest for the trees." 

Another of Stahl's (1992) guidelines for phonics instruction is to teach onsets and 

rimes. Onsets are beginnings of words up to the vowel (e.g., the "spl" in the word 

"splash"). Rimes are parts of words from the vowel to the end (e.g.. The "-end" in the 

word "send"). Many researchers (Adams, 1996; Cunningham, 1995; Gaskins et al., 1997; 

Gaskins, Gaskins, & Gaskins, 1991; Gunning, 1995) advocate the use of onsets and rimes 

to develop graphophonic knowledge. Gaskins et al. (1997), Gaskins et al. (1991), and 

Gunning (1995) describe a program where a teacher develops part of phonics instruction 

using rimes; a key word is presented with the rime highlighted (e.g., cat is used for other 

words that include the "-at" rime). In this program the teacher models changing the first 

letter and creating a new word. A set dialogue guides students as they alter beginning 

letters and identify the new words. This process is referred to as reading words by 

analogy (Gunning, 1995). As key words are learned, they are displayed on a "word wall" 

that is available as a constant reference point. 

In a pilot study that I conducted with an at-risk second grader, (Chapman, 1996), 

the participants and I worked to develop Mark's (pseudonym) graphophonic cueing 

system. I modified the above-described process slightly. I began our first tutoring 

session with a rhyming game. When I felt comfortable that Mark understood the concept 

of rhyming in English I gave him the word "at" and asked him to name all the words that 

he knew that rhymed with "at". As he produced each word I added it to a column of 

words under "at." When we had about ten words listed, we compared the letters in each 

word and the letters that produced the rhyming sounds. When we finished discussing the 

list of words, Mark selected his favorite word from the list, wrote it on an index card, and 
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underlined the "-at" rime. The next step was to repeat part of the process with the rime 

"-ight." That rime was purposefully chosen because of the pattern on that week's 

classroom spelling list. However, as he produced rhyming words, I had to make two 

columns, one for "-ight" and one for "-ite" because he produced the words "night," 

"white," "right," and "write." During that session, I modeled the process with five 

different rimes.. We spent no more than about five minutes on each rime. The key word 

cards were strung together with yarn and hung on the side of the refrigerator. His mother 

and I made a list of common rimes that the two of them could work on for the next 

several days. We ended our session with a shared read aloud. When Mark read aloud to 

me, we practiced using rimes with words that he took longer than about eight to ten 

seconds to read. If he resorted to producing isolated sounds for an unknown word I 

reminded him to use his new tool when unknown words matched one if his five rimes. 

On my next visit four days later, chains of key word cards covered one wall in the 

kitchen. Mark's mother showed me the tablet they always used for their rhyming task. 

Though I had cautioned her about working on no more than five rimes a day and just a 

few minutes with each rime, the tablet pages were filled. His mother said, "He just 

wouldn't stop! 'Please Mama,' he kept saying. Or 'How about this one?' And if he wants 

to try I want him to, right?" I referred to the rimes as word chunks to avoid confusion 

with rhymes. Mark called it his chunking game. After a week and a half, key word cards 

lined two walls in their kitchen. Each time we read together, I reminded him to use his 

word wall less and less. He quickly got into the habit of covering the beginning letter(s) 

of an unknown word with his finger and then searched the walls for the rime. Whenever 

the unknown word did not match an existing key word, he asked his mother to add it to 

the list. About a month after I introduced the process of using rimes, Mark transferred 

the strategy to school. As he was working with a buddy he said, "Let me show you. You 

just cover up this letter. You know that little word [and] and then you put the "h" back on 
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the front and you say hand." At that point in time Mark had internalized the analogy 

strategy. He was able to explain the process. He used the graphophonic cueing system 

strategy without my prompting and without a reference point, such as the word wall. 

Using rimes to read words by analogy was not the only strategy that Mark learned 

during that study, but it dramatically affected his desire to attempt to read. Whenever he 

was reading from a library book, newspaper, or magazine, he was more willing to try to 

figure out unknown words. In this study, I examined the one-on-one situation that 

provided Mark with a unique list of key words to allow him ownership of the key words. 

I did not examine whether that would be possible in a classroom situation for as many as 

22 students. 

Stahl's (1992) seventh guideline for phonics instruction is the use of invented 

spelling. Cunningham (1995), Cunningham and Cunningham (1992), and Stahl (1992) 

explain that invented spelling is an excellent indicator of a student's phonemic awareness. 

Allowing students to use invented spelling in journals and rough drafts gives them 

practice in segmenting processes used in decoding. 

Cunningham (1995) describes another instructional strategy that she calls 

"making words." It was developed to address concerns that some educators expressed 

about the lack of structure with invented spelling and the poor phonemic awareness of at-

risk readers. "Making words" is a teacher-directed activity that uses sets of letters printed 

on individual cards. The process is similar to the board game Scrabble. Each student has 

a set of all the letters that will be necessary to spell the final word. Students are 

instructed to use two of the letters to spell a specific word such as "at." Then in 

subsequent steps students are told to add or change a letter to create another specific word 

(e.g., add a letter to "at" to make "bat," or change one letter in "bat" to make "bag"). 

Step-by-step, students draw out all the letters in their set until they have spelled the 

specified words. All along during the process, the teacher displays the correct letters 
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after students spell each word to provide students with immediate feedback. This activity 

enhances students' phonemic awareness and concentrates on a few letter-sound 

cortelations at a time. The immediate feedback provides necessary assistance for those 

who need it. 

Stahl's (1992) eighth and ninth phonics instruction guidelines address the need to 

develop recognition of words. He states that phonics instruction needs to teach students 

to recognize patterns in words and provide practice reading whole words to develop 

automaticity. 

A variety of activities and instructional practices help beginning readers develop 

the graphophonic cueing system. Since the graphophonic cueing system is typically the 

least developed of the three cueing systems in the transitional phase, teachers spend a 

great amount of time and energy helping beginning readers develop it. The next two 

cueing systems, syntactic and semantic, are already better developed in beginning readers 

who speak the predominate language used in the institutional setting, the classroom. 

Syntactic Cueing Svstem 

The syntactic cueing system involves the use of sentence structure and 

grammatical relationships in a language. Manning, Manning, Long, and Kamii (1995) 

present evidence of kindergarten students who were not yet reading using the syntactic 

cueing system. In this study, researchers examined kindergartners' abilities to locate 

contentive words (lexical words) and fijnctor words (function words) to determine 

whether or not parallels exist between learning to speak and learning to read. Contentive 

words are parts of speech such as nouns, verbs, and adjectives. Functor words are 

articles, auxiliary verbs, prepositions, and conjunctions. A sentence containing both 

contentive and functor words was written and read by a researcher in the student's 

presence. The researcher then asked the student to identify specific words. Students 
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were able to demonstrate what the researcher asked as long as the sentence contained 

only one functor word. As the sentences incorporated more functor words, students 

indicated little words (e.g., words of one, two, or three letters) in response to a 

researcher's question, but not necessarily the correct functor words. Those who were 

successful in identifying the cortect word also employed graphophonic strategies by 

identifying initial letters. This study demonstrates that sentence structure influences 

students' abilities to process the written text in the transitional phase. Participants were 

successful when they used the syntactic cueing system, and its use was enhanced when 

students made use of the graphophonic cueing system. However, this study did not 

examine the influence of the semantic cueing system on participants' abilities to read 

requested words in connected texts. 

Macaruso, Shankweiler, Byrne, and Crain (1993) examined beginning readers' 

comprehension of subject-controlled adjectives and object-controlled adjectives to 

determine if a relationship existed between that comprehension and reading ability. 

Misunderstanding whether the subject or the object in a passage is being described can 

alter the semantics of a passage dramatically. Prior to act-out tasks where students used 

puppets to demonstrate an orally provided sentence, students were given the Peabody 

Picture Vocabulary Test (PPVT). The PPVT ruled out participants' lack of knowledge 

about a word that might negatively influence their knowledge about how the adjectives 

functioned in sentences. In act-out tasks and sentence-picture matching tasks, beginning 

readers were able to distinguish between subject-controlled adjectives and object-

controlled adjectives when the vocabulary was known and the pictures were clear. The 

researchers stated that their findings demonstrate the necessity to pretest vocabulary 

knowledge for accurate results. This study shows that when meaning is incomplete due 

to unknown vocabulary, complex sentence structure is likely to be misinterpreted. It also 

shows us that when meaning is intact, beginning readers may be more advanced in their 
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knowledge of syntax than previously thought. However, this study did not examine the 

possible influence of a home language other than the classroom language in 

understanding complex sentences. 

Students whose home language is not the same as the predominant language used 

in a classroom experience additional obstacles in developing the syntactic cueing system. 

Freeman and Freeman (1994) identify Schumann's theory as the principal 

environmentalist theory regarding the acquisition of a second language. Schumann 

(1978) examined the development of English in adults who were speakers of other 

languages. He described a process he identified as the pidgeonization of English. Each 

of the speakers of other languages projected elements of their language's syntax onto 

English. Each adult developed competencies in English dependent on his or her 

motivation to learn English and opportunities to interact with appropriate English models. 

Schumann's work was conducted with adults and examined oral language development. 

He did not examine children's syntax development or written language development. 

Vida and Vargus (1985) examined the cognitive development and verbal fluency 

of Spanish-English bilingual fifth graders. They found that training for the reading of 

isolated vocabulary items did enhance students' abilities in word recognition, the use of 

the graphophonic cueing system. Training also enhanced students' understanding of 

words, the semantic cueing system. The researchers caution, however, that the small 

gains and the decrease for some of their participants demonstrate the need for vocabulary 

instruction in context. These studies do not fully explain how second language learners 

develop the syntactic cueing system as they develop oral and written language. 

Students from low socioeconomic status (low SES) households often enter school 

demonstrating syntactic and vocabulary knowledge very different from other students. 

Purcell-Gates, Mclntyre, and Freppon (1995) state that students who start out in school 

behind grade level expectations due to socioeconomic status typically stay behind. In 

47 



their study, however, they demonstrated that in a whole language classroom environment, 

students from low socioeconomic status households were able to demonstrate expected 

grade level knowledge of the syntax and vocabulary of written stories by the end of first 

grade. In the whole language classrooms students are immersed with a variety of literacy 

events, including read alouds and frequent opportunities to explore selections of 

literature. This.study demonstrates that instructional practices used in school to develop 

students' knowledge of syntax can overcome perceived deficiencies. 

In addition to well-known practices in whole language classrooms, Fountas and 

Pinnell (1996) describe the instructional procedure, guided reading, as a way to help 

beginning readers develop the syntactic cueing system. Teachers work with small groups 

of students reading meaningful texts. Stories are easy to read but provide some 

challenges. As students experience difficulty, the teacher is available to help them 

develop better syntactic problem-solving strategies as they read. 

Semantic Cueing System 

Like the syntactic cueing system, the semantic cueing system is partially 

developed by the end of the emergent literacy phase. The following studies are included 

to demonstrate how teachers can build on students' developing use of the semantic cueing 

system. 

Baumann and Bergeron (1993) and Hall and Tindal (1993) studied the effects of 

story mapping on the recognition and recall of narrative elements. Findings from both 

studies demonstrate that specific instruction with that procedure enhanced the children's 

ability to recall important elements of narrative format. Story maps added a visual 

element to help students organize information. The structure of the story map also cued 

students to significant details. These studies indicate that students can be taught to attend 
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to meaningful elements of stories. Instruction with story mapping enhanced students' 

semantic knowledge of narrative elements in stories. 

In order to meet the needs of poor readers and to allow more proficient readers to 

better develop their literacy skills, Palincsar, Brown, and Campione (1993) studied the 

social interaction of first graders as they developed a knowledge base in biology. The 

researchers utilized reciprocal teaching, an instructional procedure, to help the students 

develop four strategies: (a) asking questions, (b) summarizing, (c) clarifying, and (d) 

predicting. These four strategies relate to the semantic subsystem of language. During 

instruction the teacher labeled actions as "summarizing," "predicting," "clarifying," and 

"asking questions." In a small group setting, students and their teacher took turns asking 

and answering questions about a text. Students adopted the four labels when they 

answered questions. The students in the experimental group developed comprehension 

abilities of identifying main ideas and recognizing and applying knowledge from one text 

to another. Careful modeling of the strategies by the teacher and support from the social 

interaction of peers provided significant gains in students' metacognitive growth and 

capabilities dealing with informational text. However, these researchers did not 

investigate students' abilities to mediate for peers without direct instruction and/or direct 

supervision by the teacher with reciprocal teaching. 

A variety of instructional practices allow teachers to help beginning readers 

develop the semantic cueing system. The use that beginning readers are able to make of 

the semantic system depends on the students' background experiences. The following 

literature describes a variety of instructional practices that also help to develop students' 

understanding of the semantic cueing system. 

The think aloud is an instructional procedure related to reciprocal teaching. In the 

think aloud, the teacher models thought processes that are necessary to comprehend the 

text. Baumann, Jones, and Seifert-Kessell (1993) describe a sample lesson and the 
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variety of semantic strategies that think alouds help to develop. Think alouds include 

modeling the strategy of self-questioning. Students need to be taught to ask questions as 

they process text. Questions help them focus on key information. Another strategy is the 

predict-read-verify strategy. Predicting is related to questioning, but it takes the form of a 

statement. Students project what they expect to happen based on their semantic 

knowledge. After reading, students must verify their predictions. They either name 

details that demonstrate their predictions were accurate, or they determine earlier details 

that led them to an inaccurate prediction. Another strategy assists students to locate 

answers to questions in the story. By modeling what kind of information certain question 

words need, teachers demonstrate how to pinpoint information. The strategy of 

summarizing and the strategy of monitoring whether the selection makes sense can also 

be modeled with the think aloud. All of these strategies build the students' arsenals of 

semantic cues. Each is designed to assist in gaining meaning from text. 

Feitelson, Kita, and Goldstein (1986), and Yaden (1988) describe read aloud 

practices that model effective meaning-making strategies for beginning readers. These 

authors state that teachers need to consider the students' experience bases and work to 

extend their use with read aloud practices. This is primarily accomplished through 

repetition of one of two types. Repetition might be reading the same story more than 

once to familiarize students with characters, setting, and plot, or it might be the type of 

repetition found in series stories (e.g., a series of books about Curious George). The type 

of repetition in a series story involves characters, vocabulary, and story structure. The 

read alouds that involve repetition of a same story allow students to demonstrate 

increased comprehension and knowledge of language structures. 

Another strategy that is part of the semantic cueing system is constructing 

meaning from illustrations (Kerper, 1997). Illustrations provide both information and 
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aesthetics relevant to the written text. The students' intentions when they look at 

illustrations are critical to the meaning made from them. 

All three cueing systems, graphophonic, syntactic, and semantic, work in an 

interrelated manner to assist beginning readers as they make meaning with the printed 

word. Beginning readers incorporate a variety of strategies in each cueing system, 

demonstrating metacognition. 

Metacognitive Strategies 

As stated earlier, metacognition is the ability to regulate any thinking activity. 

Beginning readers clearly demonstrate metacognitive strategies as they develop their 

abilities to use each cueing system to support the other two cueing systems. 

Brenna (1995) conducted a qualitative study to examine metacognitive strategies 

that young children utilize and the way(s) caregivers mediate literacy development for 

young children. The participants in the study included five children, ages 4 years 11 

months to 6 years, who read fluently before the onset of formal schooling. The 

socioeconomic status of the families varied, but caregivers in all homes purposefully 

attended to children's needs and development. 

Data were collected using participant observation. Four visits were made to the 

homes of each participant in order to observe caregiver-child interactions. Semi-

structured interviews were conducted with each participant during and after the children's 

reading of unfamiliar picture books. An informal analysis of miscues for each picture 

book reading was done. Additionally, on the final visit, semi-structured interviews were 

conducted with primary caregivers of each child. All interviews were audiotaped and 

transcribed following each visit. Field notes were taken during each visit. 

From the data, Brenna (1995) identified three categories of metacognitive 

strategies used by the children. She states, "It is evident that these readers viewed 
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reading as a problem-solving process and utilized knowledge of self, task, and text to 

accomplish successful reading and to recover meaning through error detection and repair" 

(p. 56). Of the three categories she identified, knowledge of self and knowledge of task 

were documented previously in literature. The third category, knowledge of text, 

developed out of this study. Brenna notes that the children were able to determine when 

metacognitive strategies were needed and chose the ones that worked best for them. The 

strategies that the children used represented each of the three cueing systems: 

graphophonic, syntactic, and semantic. Each child was able to describe a variety of 

strategies (e.g., sounding out unknown words, disregarding the problem and reading 

ahead, using the pictures) to reduce problems in making meaning. In addition, all five 

children indicated knowledge about story structure and text structure to enhance meaning. 

The results of the interviews with the primary-caregivers revealed that the adults 

treated reading as a problem-solving process. Instead of immediately correcting errors, 

the primary-caregivers described opportunities they provided for children to detect and 

correct their own errors. From this study, Brenna concludes that children need 

appropriate mediation so that they view reading as a problem-solving process. Brenna 

states that appropriate modeling and supportive interactions like the caregivers described 

in their interviews facilitates the development of beginning readers' metacognitive 

strategies. 

Barrentine (1996) describes a read aloud practice, interactive read alouds, that are 

very much like think alouds, which I described in the previous section. Barrentine states, 

"Interactive storybook readings are similar to instructional conversations in that they aim 

to engage students in learning information—learning process and strategy information 

through seemingly unplanned, natural interactions with stories, peers, and the teacher" (p. 

38). Interactive read alouds employ all of the elements of my definition of literacy. 

Reading a book to students involves oral and written discourse. Interacting with students 
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causes them to think about the oral and written discourse. Interactive read alouds allow 

teachers to model the metacognitive strategies that proficient readers use. Each text 

allows teachers to focus on different strategies. Each text serves to broaden the students' 

knowledge bases on not only the topic, but also the process of reading. 

Another type of read aloud practice is identified in the literature as shared book 

experience (Park, 1982) or shared reading (Pike, Mumper, Compain, 1997). According 

to Holdaway (Park, 1982) this classroom practice is designed to imitate the secure 

emotional setting of a bedtime story situation. 

The natural setting of young children gathered around a big book or chart 
in a shared experience of literary pleasure with the teacher offers the 
possibility of powerful learning within a context of satisfying meanings. 
Like the bedtime story situation, this learning environment is trusting, 
secure, and expectant. It is free from competition, criticism and constant 
correction, and sets up a natural intimacy between the teacher and the 
children, (p. 815) 

Here, Holdaway is explaining that when teachers remove unnecessary emotional stresses 

(e.g., criticism) students are able to unleash cognitive power. The social interactions in 

the classroom imitate and also broaden positive bedtime story experiences from home 

environments. Such social interactions allow teachers and peers to demonstrate the 

metacognitive strategies they use to understand texts. 

Brandts (1993) and Swain (1994) also demonstrate that first graders are capable 

of developing a level of awareness that allows them to assess their own literacy 

development. These studies describe how students use portfolios and how teachers 

systematically guide students in self-reflection of their work. Students' use of portfolios 

and self reflection allows them to develop metacognitive strategies and set goals for their 

own literacy development. Each researcher found that first graders are capable of 

pinpointing improvements in the content and style of their own writing. Again, adult 

guidance and frequent opportunities to practice self-assessment were critical to the 
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development of metacognitive strategies. These studies did not, however, examine the 

role of peer mediation in the development of these strategies. 

Reading and Writing Relationship in Literacy 

As defined earlier, literacy is much more than just reading. Literacy includes 

written discourse and oral discourse and the thinking that accompanies both. 

Instructional practices that develop students' spelling capabilities, described earlier, help 

develop phonemic awareness and graphophonic knowledge. Writing, more specifically, 

composing, supports beginning readers' development in the transitional phase. 

Interactive writing (Button, Johnson, & Furgerson, 1996; Pinnell & McCarrier, 

1994) is a procedure that helps beginning readers compose stories in a classroom 

environment. Interactive writing utilizes a structured interaction with an adult and a 

group of students who agree on a set of words to express their ideas. The teacher leads a 

group to agree on words to write. One at a time, the students record text on chart paper. 

As students record the group's story, members of the group provide needed guidance 

about the directionality of print, how to form letters, how to leave spaces between words, 

spelling of words, and punctuation. Through ongoing discussion, teacher and peers 

provide mediation. The mediation helps individuals, who are ready to learn, integrate 

oral and written language. 

Theoretical Framework 

In this section I describe the theoretical framework, sociocultural approach to 

mind, that guided my study. I provide an explanation of the three components of this 

theory and how they apply to my study. 
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Sociocultural Theory 

Davydov (1995), Wertsch (1990, 1991), and Wertsch and Toma (1995) define 

their sociocultural approach to mind as a theory that allows investigation by focusing on 

the culturally, institutionally, and historically determined contexts in which mental 

functioning is situated. These three contexts develop from interactions with other people 

within the individual's culture, and each culture has a significant historical development 

that continues to influence the social and cognitive development of each individual. 

The first of these contexts is culturally determined influences. To illustrate, 

specific ethnic and socioeconomic subcultures may approach problem-solving situations 

very differently. Hudson-Ross and Dong (1990) elaborated on the differences between 

students in America and students in China. Aspects of culture cause students in each 

cultural setting to approach problems and participate differently in instructional settings. 

Schmidt (1995) found cultural conflict within a single classroom in America. Students 

whose home cultures were very different from the macroculture that Schmidt describes 

were unable to effectively participate within the structure of the kindergarten class. The 

influences of the individuals' home cultures did not match expectations of the classroom. 

Knowing that home cultures influence behaviors in and out of home environments, 

sociocultural theory helped me address the cultural context in my study. 

The second context of sociocultural theory is institutionally determined 

influences. Even though some writers (Langer, 1987; Schmidt, 1995) refer to the 

classroom setting as a classroom culture, because of the above discussion about specific 

cultural influences, a classroom culture is better identified as an institutionally 

determined influence. Allington (1995) describes one example of institutionally 

determined influences. He explains that much literacy instruction has traditionally 

focused on skills and experiences, which are expected to have occurred in white middle-

class environments. Children of ethnic minority cultures often have not participated in 
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the kinds of literacy experiences necessary for success in traditional elementary 

classrooms. Limited experiences with traditional storybooks and other print media lead 

to the placement of ethnic minority children in lower ability groups. Allington notes the 

critical need to distinguish between a child's ability and a child's achievement. What is 

commonly labeled as ability is indeed achievement, which is based on experiences up to 

that point. 

The final context of sociocultural theory is historically determined influences. 

This context addresses current methods of instruction as compared to earlier methods. It 

also addresses ways students learn today as compared to earlier times. Historically 

determined influences also address status of ethnic groups and languages within a 

macroculture. One example of historical influences is the classic study conducted by 

Morphett and Washburn (1931). They determined the appropriate mental age for 

beginning reading instruction to be 6.5 years (six years and six months of age). The 

study was a flawed application of new technology that determined mental age based on 

I.Q., while at the same time using I.Q. to determine a child's mental age. The flawed 

study helped to create a basal reading system built around the premise that before the age 

of 6.5, children need to read preprimers to get ready to read. Few parents, or teachers, 

have actually read the study, but many are still convinced that a portion of first grade 

should necessarily be spent getting children ready to read. 

Each of the three contexts develops through interactions with members of the 

culture. Vygotsky (1986) explains that an individual's ability with the language of the 

culture shapes the development of the individual organism. "The child's intellectual 

growth is contingent on his mastering the social means of thought, that it, language" (p. 

94). 

Researchers in the area of literacy (Baker, Sonnenschein, & Serpell, 1994; Berk 

& Winsler, 1995; Moje, 1996; Neuman & Roskos, 1997; Purcell-Gates, 1996; Schmidt, 
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1995) apply sociocultural theory to their investigations in literacy development. Each of 

these researchers discusses the social dynamics of the classroom as students of varying 

ages and abilities collaborate on particular tasks. The dynamics of the group interactions, 

as individuals collaborate on literacy tasks, is what Schwandt (1994) identified as the 

"collective generation of meaning" (p. 127). The valuable dynamic of social interaction 

found in social constructionism is also a component of sociocultural theory. Each of the 

above named literacy researchers also examines social interactions as they influence 

cognitive development. The valuable entity of learning, or cognitive development, that is 

central to the sociocognitive perspective is also a component of sociocultural theory. 

Learning does not occur in a vacuum. As discussed earlier in the section on 

emergent literacy, learning begins with social interactions that children have with their 

parents long before children begin attending school (Anderson, Hiebert, Scott, & 

Wilkinson, 1985; Beed, Hawkins, & Roller, 1991; Berk & Winsler, 1995; Clay, 1991; 

Sulzy & Teale, 1991). Even though my study addressed formal instruction with school-

age children in an institutional classroom setting, the effectiveness of formal instruction 

in a classroom on students' learning depends on cultural influences that predate the onset 

of formal instruction. The theoretical framework that best suits my study is the 

sociocultural theory as described by Davydov (1995) and Wertsch and Toma (1995). 

Principal Aspects of Sociocultural Theory 

As described in the preceding section, sociocultural theory is developed primarily 

from the early writings of Vygotsky. It explains learning, or cognitive development, in 

terms that include historical influences, cultural influences, and institutional influences on 

the social interactions that make learning possible. Vygotsky identified elements present 

during learning that extend across cultures. In this section, I will describe the three 
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elements that are most critical to my study: (a) zone of proximal development, (b) 

mediation, and (c) inner speech. 

Zone of Proximal Development 

Vygotsky (1978) defines the zone of proximal development as "the distance 

between the actual developmental level as determined by independent problem solving 

and the level of potential development as determined through problem solving under 

aduh guidance or in collaboration with more capable peers" (p. 86). The existence of the 

zone of proximal development is critical to understanding the need for social interaction 

in order for learning to occur. 

When Vygotsky (1978) expresses his concept of a zone of proximal development 

he also expresses the idea that learning leads development. Before children can 

demonstrate developmental capacities, concepts must be learned. Learning occurs within 

a specific zone of proximal development that is unique for each individual. 

Within the child's zone of proximal development are mental processes and 

concepts that are not fully developed. The child is capable of learning both processes 

and concepts. To clarify, with any grade level skill, students' scores on completed 

assignments may indicate that they are on the same instructional level. However, each 

student needs slightly different instruction to reach independence. The manner of 

questioning a teacher uses to arrive at the specific needs of each learner influences the 

teacher's ability to determine instructional needs. 

Berk and Winsler (1995) provide an example of the cultural influences regarding 

questioning. They documented instances where students exhibited difficuhy with the 

concept of conservation. In certain low SES homes, attention is focused on people, but 

not on objects. The students from those homes did not have the schemata to deal with the 

questions about conservation. The children's responses to the teacher indicated a 

58 



response mechanism to repeated questions from an aduh, rather than a lack of the 

cognitive understanding of a concept of conservation. In those low SES homes, when an 

adult repeated the same question, it indicated dissatisfaction with the first answer, and 

children provided a different answer. In the experiments with conservation, the same 

amounts of liquid were shuffled between containers, but the question posed to the 

students remained the same. The social interactions within the particular cultural 

contexts described Berk and Winsler demonstrate how students learn acceptable and 

unacceptable behaviors in their interactions with adults. 

Much of the recent research related to social interventions within a learner's zone 

of proximal development has focused on the adult-child scenario (Berk & Winsler, 1995; 

Tudge, 1990). Of course, in modern classrooms with the ratio of students to teacher, 

such one-to-one attention between a teacher and student is often impracticable. Vygotsky 

(1978) explained "more capable peers" (p. 86) can also provide one-to-one instruction. 

Within a classroom setting, a student, or group of students, frequently manages to learn a 

concept more readily than others in the class do. These more capable peers are able to 

assist classmates' learning in their classmates' zones of proximal development when 

classroom activities are organized to allow the necessary social interactions. 

Mediation by peers may not always promote learning. Tudge (1990) cautions 

against allowing more confident peers to overshadow more competent peers. The 

distinction must be made between more competent and more confident. Personalities 

enter into the picture when a more confident peer, rather than a more competent peer, 

takes a lead role in explaining a concept to another student. The fact that a student can 

eloquently, or forcefully, explain a personal understanding to a peer does not mean the 

understanding is accurate or that it will be explained correctly. The daily comic strip 

Family Circus often portrays Dolly mangling an English word as she explains it to 

younger siblings. For example, Dolly was recently quoted as saying that "Joan of Arc" 
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was "Noah's wife." Such inaccuracies are provident fodder for cartoonists but can 

undermine learning in a classroom environment. Careful aduh monitoring of peer 

interactions is necessary. 

In approaching a study of individuals' strategies and understandings of the 

developing reading process, the interactions of not only the teacher and an individual 

student are critical, but the structured and unstructured interactions of students within 

small groups are also of utmost importance. Within a group of students, no two have 

identical experiences with print. No two have identical literacy development. Individual 

students who are reading the same materials have capabilities that others lack. This is an 

aspect of small group instruction that needs to be more fully explored to better apply 

Vygotsky's ideas to a classroom setting, instead of thinking that appropriate interactions 

must remain one-to-one and primarily adult-to-student. 

Mediation 

Much of current literacy literature (Applebee, 1986; Berk & Winsler, 1995; 

Brenna, 1995; Juel, 1996) uses the term "scaffolding" to describe the social interaction 

that occurs in a student's zone of proximal development. However, Vygotsky (1978, 

1986) uses "mediation" to describe the social interactions that provide instruction within 

the zone of proximal development. Mediation is the term consistently used in 

translations of Vygotsky's work. 

The term mediation in today's English is more connotative than scaffolding of the 

give and take necessary for a student to learn during the social interaction. When a 

broker mediates a land deal, the purchaser generally does not blindly turn over all 

negotiations to the broker. The purchaser actively participates in settling mineral rights 

issues, purchase price, and terms of a loan. The broker brings up-to-date information 

about current market trends and practices to the purchaser to facilitate the purchase 
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decisions. Likewise, when more capable individuals mediate during a learning situation, 

learners are the responsible for contributing as much as possible in each specific learning 

situation. The more capable individuals judge when to clarify, assist, refrain, etc., but 

learners must also take an active role in the interaction. 

During social interaction, more capable peers mediate needed information about 

content or processes that, in turn, allows the learner to continue learning. Berk and 

Winsler (1995) remind us that "sociocultural theory places strong emphasis on the wide 

variation in cognitive capacities among human beings" (p. 12). Human capacities for 

learning are different from universals, or expected milestones, related to learning. 

Children are biologically capable of mastering a large variety of concepts and skills. 

Each culture teaches its children, through social interactions, how to respond to cognitive 

guidance. 

Moll (1994) writes, "Even though he [Vygotsky] recognized the natural line of 

cognitive development, the real contribution of his cultural-historical psychology lay in 

the demonstration that human cognitive development was only possible on the basis of 

the mediation and internalization of cultural signs" (p. 333). This means that in order for 

mental growth, or cognitive development to occur, mediation occurs through social 

intervention. Cognitive development is the natural resuh of individuals interacting with 

members of their culture(s). 

Language and forms of interaction are culturally driven. Individuals utilize 

language in their social interactions as a more capable person (adult or peer) provides 

mediation. It is during mediation that we find the most incisive application of cultural 

concerns. Many writers (Berk & Winsler, 1995; Bodrova& Leong, 1996; Moje, 1996; 

Neuman & Roskos, 1997; Purcell-Gates, 1996; Schmidt, 1995; Wertsch & Toma, 1995) 

identify the cultural aspects present in mediation. Ethnic and socioeconomic groups tend 

to have distinct manners through which they share information (Nieto, 1992). In order 
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for learning to occur, aduhs and more capable peers must consider the cuhural and 

linguistic capachies of the individuals during mediation. 

Heath (1983) provides one example of distinct manners through which 

information is shared. In her ethnography, she describes one of the communities where 

children guided each other. In that community adults asked questions only when they 

needed information. If aduhs needed information, they asked other aduhs, never 

children. For an aduh to pose rhetorical questions to children was not tolerated. In that 

community, aduhs talked about children and around children, but adults did not talked to 

children. 

Differences in ways that adults interact with their children was made clear to me 

in an earlier study (Chapman, 1996). The family in the study is Mexican-American and 

low socioeconomic status (low SES). Both parents also grew up in low SES families. 

Both were of an authoritarian nature, but the mother, Noemi (all names are pseudonyms), 

was more so than the father was. Within that family structure, the second grade boy, 

Mark, had learned not to ask Noemi questions. Any tasks (e.g., folding laundry, clearing 

the table) that were not explained clearly enough for him to accomplish independently, 

she eventually did for him. If he asked how a task was to be accomplished, Noemi took it 

from him and completed the task herself As I observed interactions between mother and 

child, when something was done for him, he would carefully observe. 

This pattern of behavior did not transfer successfully to the school environment. 

Mark's teacher usually gave students a one-time opportunity to demonstrate mastery of a 

lesson. Then she moved on to the next scheduled lesson. His teacher frequently 

lamented the fact that he would not request her assistance. It was clear that she did not 

understand the differences between cultural and institutional expectations. She 

acknowledged Mark's appropriate social behaviors, such as remaining seated, quiet, and 
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respectful. However, she expressed a desire for ideas to teach him academic behaviors, 

such as requesting clarification when concepts or assignments were unclear. 

During home tutorial sessions in my study, I modeled mediation opportunities 

such as a middle-class family might demonstrate. As we worked on school assignments 

to improve reading and writing skills, I frequently modeled my personal thought 

processes to figure out instructions or unknown words. I frequently asked him to 

describe how he worked through a problem. After several weeks of twice-a-week 

sessions, Mark voluntarily asked for assistance as he pointed to a passage in a book, 

"What does that say?" 

In informal interviews with the parents I discovered that both parents imitated my 

modeling during afternoon homework sessions. I also found out, through informal 

interviews with both parents and by observing mother-son interactions, that many of the 

interactions I modeled were adopted in other areas of the home life. For example, both 

parents told me about pointing out letters and words on billboards, street signs, and other 

environmental print whenever they drove in the community. Prior to our tutorial 

sessions, neither parent highlighted print in the environment. Early in the study I realized 

that the institutional environment would not accommodate the home culture, and 

therefore the home culture had to accommodate the institutional environment to provide 

success for the student. The parents chose to alter their home culture in some instances. 

My mediations with Mark both in his home and school setting were based on my 

traditional middle-class school background. It took weeks to build sufficient trust with 

Mark so he would believe it was acceptable to request clarification. Even then, Mark's 

active solicitation for clarification did not really appear until his parents also 

demonstrated to him that such behaviors were acceptable the home environment. 

To summarize, Vygotsky (1978) stated, learning precedes development, and 

learning occurs through the mediation provided in social interactions. Through mediation 
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adults or more capable peers use language and culture to assist their learning peers. The 

social interactions are bound by the history of the culture(s) involved. The fact that my 

study focuses on the learning and literacy development that occurs in social interactions 

that are influenced by the home cultures and the institutional setting of the classroom 

makes sociocultural theory a useful perspective for my study. 

Inner Speech 

According to Vygotsky (1978, 1986), an individual's development optimally 

occurs in his or her zone of proximal development. As stated earlier, the zone of 

proximal development is the distance between an actual developmental level and a level 

of potential development where adults or more capable peers guide learners. An aduh, or 

a more capable peer, provides the necessary assistance through mediation. Children's 

development is facilitated through the process of a more capable individual mediating 

behaviors and information through a system of signs, or language. In the emergent 

literacy phase, the more capable individual is most frequently the child's parent. As 

stated eariier, Anderson et al. (1985) state that the parent is the child's first mentor with 

language, with learning what words mean and how to mean with words. When children 

begin formal schooling, the more capable individual might be the parent, the teacher, or 

classmates. 

According to the definition of literacy stated earlier, whenever we use language, 

we demonstrate an aspect of literacy. Literacy is the use of oral and written discourse, 

and the thinking that accompanies oral and written discourse. The interactions that 

parents and other individuals have with children include opportunities to use language in 

problem-solving circumstances. 

As children develop competencies with the psychological tool of language, they 

begin to utilize egocentric speech as a way to transfer from socially regulated guidance to 
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self-regulation. While attempting to solve a problem, children talk aloud about what they 

see, need, and plan. Their egocentric speech also expresses their observations of the 

resuhs of their actions. Egocentric speech seems to be children's imitation, or 

personalization, of social interactions involving language. 

Vygotsky (1986) notes that when no other people are available, or when the other 

people who are. present do not respond to or support a child's egocentric speech, the child 

turns the speech inward. It becomes barely audible or inaudible whispering. At this 

point, the language is used purely by the individual for the individual. He states that the 

process of turning egocentric speech inward typically develops between 3 and 7 years of 

age, which overlaps the ages associated with beginning reading. Vygotsky (1978) 

purports that when egocentric speech becomes inner speech, the individual has developed 

self-regulatory strategies, which he calls skills. At that point, the child has consciously 

developed a systematic plan to monitor and improve his or her learning. By the 

definitions stated earlier, the child is exhibiting metacognition. 

Once egocentric speech has become inner speech, it is difficuh to observe the 

learner's use of strategies. Researchers (Adams, 1991; Durkin, 1989; Ehri, 1991; Juel, 

1991) state that in order to facilitate beginning readers as they move into conventional 

literacy, we need to identify what it is that proficient readers do. In the conventional 

literacy phase, proficient readers utilize inner speech to process text. To identify the 

strategies that have become covert, we need to draw the inner speech back out. 

A third element of Vygotsky's writings is the process of "the internalization of 

social speech" (1978, p. 27). Vygotsky defines language as a psychological tool used to 

solve problems. Even though it may not seem obvious when children verbalize around 

others as they solve problems, Vygotsky (1978) states that they are actually talking to the 

group. In his studies, when children were not provided with groups who responded 

(silent aduhs), or with groups who could respond but did not (speakers of other 
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languages), "the children appeal to themselves; language thus takes on an intrapersonal 

function in addition to its interpersonal use" (p. 27). 

Vygotsky (1978) further states, "The history of the process of the internalization 

of social speech is also the history of the socialization of children's practical intellect" (p. 

27). At a certain stage of development, this process is moved closer to the beginning 

point of a problem-solving situation until it precedes the learner's actions. As a 

component of my study, social interactions in small groups will help draw out the 

practical intellect that has already become inner speech. When students demonstrate a 

certain level of capability with writing their ideas and with reading others' ideas, it would 

be useful to better understand their thought processes that allow them to reach that end. 

Verbalizing their thought processes is one aspect of mental modeling. When students 

interact in small groups, mental modeling provides the mediation for beginning readers to 

learn the processes necessary for developing literate behaviors. 

Literacy Acquisition in a Second Language 

As I stated in Chapter I, 12 of the 19 students in the class where I conducted my 

study, are Mexican-American and evidence some level of ability with the Spanish 

language. Even though the room where I conducted my study is not designated as 

bilingual, concerns for second language development must be addressed. In this section, 

I will discuss historical aspects, cultural aspects, and institutional aspects of literacy 

development in English for students whose first language is a dialect or language 

different from standard English. 
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Historical Aspects 

History of Literacy Development and Cultures 

Literacy development is viewed historically as a resuh of social changes or as a 

tool necessary for power (Venezky, 1991). Once abstract written symbols came to be, 

literacy expanded partially as a resuh of a market economy. Trade required record 

keeping and communication with individuals far away. Religion and availability of 

education also contributed to the expansion of literacy to different groups. Both of these 

factors provided people with opportunities for interactions with previously unknown 

groups. 

Venezky (1991) continues to explain that as social groups interacted, the need for 

communication increased. Literate behaviors were empowering. Literacy became a 

marker to gain or maintain social position. Withholding opportunities to develop literacy 

was one way to control a population. As people of various groups gained literate 

behaviors, they also gained benefits that were previously unavailable to them. 

The historical aspect that literacy has not always been necessary for individuals to 

function, or to be accepted in society, helps to shape current attitudes toward literacy 

development. McKay (1993) states that literacy skills deemed to be of an acceptable 

level depend on the literacy values and standards of the period. Values and standards 

continually evolve and vary from area to area depending on the groups of people who are 

involved. 

Another historical aspect is the fact that values and standards are frequently the 

resuh of political actions. "Until the arrival of compulsory and universal schooling in the 

twentieth century, failure to learn to read was not considered at all noteworthy; in fact, 

learning to read was viewed as a particular accomplishment for all but a privileged class" 

(Walmsley & Allington, 1995, p. 19). The onset of compulsory education was about the 

67 



time of a dramatic influx of immigrants to the United States. Schools became vehicles 

for accuhuration, and the English language was a primary tool to achieve that. 

Homel and Palij (1987) and Weber (1991) remind us that English is the language 

that immigrants must demonstrate some competence in as they become citizens of the 

United States. English is also the common language in which students must demonstrate 

competence in schools. 

Because of the linguistic diversity in our nation, large numbers of students 

attending schools speak a home language other than English (Lapp & Flood, 1994). 

Weber (1991) reviews the historical aspects during the Civil Rights Movement in the 

1960's and 1970's when linguistic diversity was formally acknowledged. Legislation 

such as the Bilingual Education Act and Title VII Act made purposeful provision for 

educating students who spoke a first language other than English. The landmark case 

Lau V. Nichols in 1974 made it clear that failure to provide educational assistance to 

students who were not speakers of English was discriminatory. Subsequent to that ruling, 

federal funds and programs have been implemented in an effort to meet the needs of non-

native English speakers (Homel & Palij, 1987; Weber, 1991). Locally, state funds are 

provided to school districts because of state mandates to provide bilingual education or 

programs for English as a second language (ESL) learners. 

History of the Institutional Practices of Tracking 
and Ability Grouping 

Allington (1995), Campbell (1996), Grant and Gomez (1996), and Oakes (1985) 

describe the history of tracking in the United States educational systems. "Tracking is the 

process whereby students are divided into categories so that they can be assigned in 

groups to various kinds of classes" (Oakes, 1985, p.3). Typically the categories that 

schools use are low, average, and high abilities. These labels are applied to the academic 

achievement of students based on test scores and/or teacher perceptions. 
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According to Grant and Gomez (1996) and Oakes (1985), the process of labeling 

students has been common in America for almost a century. These writers detail several 

factors that occurred coincidentally in the early 1900's. First, at the turn of the century, a 

dramatic influx of immigrants created a burden on various school systems. The sudden 

increase of the population of students who spoke little, or no, American English was 

coupled with a sense (by those in power) that such individuals were socially beneath 

others whose families had been in America for generations. It was believed, by those in 

decision making positions, that the new immigrants were not capable of meeting the 

demands of the then existent curriculum in school systems. The immigrants' cultural 

backgrounds, as well as language barriers, suggested to decision makers that immigrants' 

children needed a course of instruction that would provide them with knowledge of the 

American language and culture, thereby allowing them to better fit in to their new 

country's culture. 

A second factor occurred at that same time (Oakes, 1985). America was involved 

in the Industrial Revolution. New manufacturing businesses were in need of a labor force 

tailored to meet their needs. It was also about this same time that child labor laws were 

passed, which removed immigrant children from the work force, at least temporarily. 

Schools became institutions whose purpose was temporarily providing productive 

occupation for immigrants' children and to prepare these children to take their places in 

the factories. 

A third factor was the development of achievement testing procedures. As tests 

were developed, results seemed to provide evidence for varying expectations of different 

groups. Decisions about individual children's future employment capabilities were made 

on the basis of test resuhs. These factors led to the on-going practice of tracking. 

Because tracking was developed to deal primarily with immigrants' children, 

certain ethnic groups are affected more than others are. African-Americans and 
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Hispanics tend to be found in the low track much more frequently than in the high track. 

In today's school systems, tracking is utilized primarily at intermediate and secondary 

levels within each system (Allington, 1995; Campbell, 1996; Leu & Kinzer, 1996). 

In order to best prepare students to take their places in the work place, even today, 

school systems track students in an effort to provide the best instruction for students' 

lifetime goals. Lower ability groups are dominated by students from ethnic minority 

groups in the early grades, and, due to lack of opportunities and low teacher expectations, 

these children seldom break out of the low track (Allington, 1983, 1995; Barta & Allen, 

1995; Campbell, 1996; (jrant & Gomez, 1996; Hall, Prevatte, & Cunningham, 1995; Hill, 

1995; Oakes, 1992; Page & Page, 1995). 

Though most prevalent at the upper grades, the roots for tracking are found in the 

primary grades in the form of abiUty groups, such as low, average, and high reading 

groups (Allington, 1983, 1995; Duffy & Roehler, 1993; Durkin, 1983; Hall, Prevatte, & 

Cunningham, 1995). Allington (1983) notes that it is important to realize that these 

ability groups are most frequently formed early in first grade before individuals' abilities 

are determined through objective testing measures. 

Traditionally teachers' instruction has focused on skills and experiences expected 

to have occurred in white middle-class environments (Purcell-Gates et al, 1995). 

Children of ethnic minority cultures often have not participated in the kinds of literacy 

experiences necessary for success in traditional elementary classrooms. Limited 

experiences with traditional storybooks and other print media lead to the placement of 

ethnic minority students in the lower ability groups. Allington (1995) notes there is a 

critical need to distinguish between students' abilities and their achievement. What is 

commonly labeled as ability is indeed achievement based on experiences up to that point. 

Evidence (Allington, 1983, 1995; Barr, 1995; Oakes, 1985; Shannon, 1985) 

shows us that when students are placed in low groups, they receive a different, lesser, 
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type of instruction; teachers' expectations for them are lessened; and they attain a lower 

level of literacy than higher placed students. Allington (1995) states: 

It is distressing to think that our schools are so ineffectual with children 
who begin school with few literacy experiences that we can predict with 
horrifying accuracy what lifestyles different six-year-olds will attain when 
they reach adulthood. It is even more frightening to think that we may 
have adopted a conventional wisdom that creates elementary schools that 
literally work to deliver these results, (p. 2) 

This means that the instruction that students receive in low ability groups perpetuates, 

rather than ends, the limited success patterns for these students. 

Allington (1983) found that teachers working with students in a low ability group 

focused on rote memorization and lower intellectual skills. Gaskins (1988) determined 

that students in the low ability groups spent more time with worksheets that provided 

practice drilling isolated skills and did not receive assistance in learning where those 

isolated skills fit into the bigger literacy picture. 

The instruction provided for students in low ability groups differs significantly 

from the mediation provided to students in higher groups. When teachers work with low 

ability groups, as opposed to middle and high groups, their interactions tend to focus 

inordinately on detail level questions about poorer quality literature. 

Allington (1983, 1995) found that teachers' interactions with students in low 

abilhy groups, even when the students were gathered as a group, appeared to be teacher 

led and teacher dominated. Students in low ability groups interacted with the teacher; 

however, interactions among students were extremely limited and discouraged. The 

student-to-student interactions that occurred resuhed in mediation that was seldom useful; 

it was much like the blind leading the blind. 

To summarize, one historical aspect that is applicable to my study includes the 

history of languages and cultures represented by the home cultures of the participants in 
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my study. A second historical aspect is the institutional practice of tracking and the 

practice of ability grouping that precedes tracking. 

Cultural Aspects 

The history of literacy development in the Unhed States is also a study of 

cuhures. Cuhure is a complex term to define because it is used in a variety of contexts. 

Geertz (1973) describes culture as webs of significance in which humans are suspended. 

The webs are their own creation. He adds that cultural forms make themselves known by 

the social actions of the members. Members organize themselves into cultural systems, 

which consist of a set of shared beliefs and knowledge. The systems we recognize as 

cultures necessarily have some degree of coherence, thus making them identifiable and 

distinguishable from one another. The coherence of cultural systems is rooted in its 

members' affiliation with the group. 

Ethnicity is a commonly used way to identify groups of people. Alba (1990) 

characterizes an ethnic group as a group whose members share a history of factual and 

moral dimensions, and whose members share common interests that are economical or 

pohtical in nature. Ethnicity as a cultural aspect focuses on the factual dimension of a 

group's history and is maintained through documents and oral history. It may include 

such things as dates and places a group settles, reasons for settling, and reasons for 

relocating. The moral dimension may include such things as a tendency to value the 

elderly members of the group or to esteem that members display for a matriarch. 

Another cultural aspect is that economical and political interests represent the 

potential for the group's survival. Preserving the economical and political interests of the 

group is a bid for power. By helping to attain or maintain status and power for the group, 

members help insure individual survival as well. As mentioned in the history of literacy 

development, acquiring Hteracy is one way to acquire and maintain power. 
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Martinez, Scott, Cranston-Cjingras, and Piatt (1994) demonstrate an example of 

preservation of a group's economic interests. In their study of migrant students, about 

half of the families were Spanish-English bilingual. The researchers state that one reason 

for the high number of bilingual households is the fact that many of the migrant 

population are realizing that "the easiest way to attain economic mobility in this country 

is to learn English" (p. 343). In order to get and maintain harvesting assignments, many 

Hispanic members of that group saw a need to increase their literacy skills by adding the 

language of the dominant culture. In the United States, literacy in English is one tool 

through which power is attained. 

Acquiring English as a second language as described above brings another 

concern to light. The cultural aspect of developing English as the migrant population 

does is much like the general tendency of immigrant populations. Weber (1991) states 

that: 

The general pattern of immigrants in the century has been for the 
immigrants themselves to add English to their mother tongue, for the next 
generation to be bilingual for different purposes, and for the third 
generation to acquire English only. Nevertheless, many languages are 
maintained through innumerable individual and community efforts, (p. 97) 

This means that as families shift from their primary language (LI) to the dominant 

culture's language (L2), family members display varying abilities whh each language. 

The tendency of a group to adopt the dominant culture's language is what Wolfson (1989) 

discusses in terms of language conquest. When one group is dominated and accedes to 

the conquering group's language, a pecking order is established. Status of the dominant 

culture is higher than the status of the conquered culture. The higher language becomes 

one of prestige. The idea that English is a status language has implications for 

educational systems because they are responsible for serving diverse populations. 
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The amount of time (three generations) that a group takes to acquire the dominant 

language and the fact that that all members of the conquered group do not accede by 

adopting the higher language brings about an interesting phenomenon. According to 

Beckett (personal communication, June 30, 1998) children who develop receptive and 

expressive abilities in both languages are what she identifies as "active bilinguals." 

Children who develop the receptive abilities in both languages but only expressive 

abiHties in the L2 are what she identifies as "passive bilinguals." The fact that children 

understand and/or speak a language other than the L2 does not suggest an overall 

capability with either LI or L2. 

Family members' usage of two languages, however, creates another social 

phenomenon. Rodriguez (1980) describes his family's transhion from their LI (Spanish) 

to L2 (English). The use of an LI was acceptable within an intimate group. Immediate 

family and extended family members who understood and spoke Spanish created an 

intimate group, insiders. Individuals who spoke only English (e.g., teachers) were 

outsiders, and family members purposefully avoided Spanish in outsider's presence. 

When circumstances necessitated use of LI in the presence of outsiders, for example a 

grandmother who spoke only Spanish needed to call her grandson to dinner, Rodriguez as 

a child was unable to translate. His inability to translate was not because of lack of 

knowledge about English vocabulary that would match the Spanish vocabulary, but rather 

h was because elements of the message (e.g., urgency) did not translate. Children 

transferring from LI to L2 may experience such difficulty moving between the 

languages, without displaying difficuhy with either language alone. 

To summarize, one cultural aspect of hteracy acquisition is that language is an 

integral part of each culture. Language is also inextricably linked with literacy 

development. Another cultural aspect of second language learners is that the presence of 

languages other than English in our nation's communities contributes to the divershy of 
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the American population. Because members of various cultures maintain their native 

language in the United States, they add linguistic diversity to the population of school-

age children. At the site where I conducted my study linguistic divershy is represented 

with varying degrees of proficiency in standard English and proficiency in Spanish. The 

presence of linguistic divershy necesshates special considerations in meeting students' 

educational needs. 

Institutional Aspects 

As introduced earlier in this chapter, educational institutions are charged with 

meeting instructional needs of students whose home language is one other than English. 

Instruction for students who do not speak English as a first language is closely related to 

historical and cultural aspects of literacy acquishion. 

Schools address language needs of non-native English speaking students through 

programs, such as bilingual education and English as a Second Language (ESL). In the 

region where I conducted my study, both bilingual and ESL programs primarily address 

the needs of Spanish speakers. Although other cultures and languages are represented in 

the school-age population in the area, Spanish is the only non-English language identified 

at the site of my study. 

One institutional aspect about second language instruction is what Cantoni-

Harvey (1987) and Cummins (1981) caution about the difference between basic 

interpersonal communicative skills (BICS) and cognitive-academic language proficiency 

(CALP). The first, BICS, is most often spoken language in a social context and may give 

a false impression of proficiency in a language. The second, CALP, involves more 

content specific vocabulary and concepts used in mastering grade level requirements. 

Failure to consider the differences between these two types of language, frequently places 
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non-native English speakers in classroom circumstances where h is extremely difficult 

for them to succeed. 

One institutional aspect for speakers of English as a second language is the way 

schools address the language need of non-native English speakers. Bilingual programs 

are designed to provide instruction in the students' native language while they acquire 

sufficient capability in English to be successful in academics. Some bilingual programs 

are identified as subtractive and some are identified as addhive. Subtractive programs are 

designed to develop students' proficiency in English, thereby replacing the native 

language whh English. While additive programs are designed to develop students' 

proficiency in English, they continue to support the native language, making the students 

bilingual (Cummins, 1987; Homel & Palij, 1987; Soto, 1991). Subtractive programs, 

however, frequently transhion students as quickly as possible to English only settings 

(Homel & Palij, 1987; Igoa, 1993; Soto, 1991). Weber (1991) states that bilingual 

programs most often emphasize the spoken language. This being the case, students are 

most likely to be dismissed to English only classrooms based on social language. 

According to Bennett (1990), the heart of the distinction between subtractive and 

addhive programs is what makes bilingual education so controversial. Whether a 

program adds English to replace the native language or adds English as the native 

language continues to develop is related to the idea of a conquering language discussed 

earlier in cultural aspects. In a subtractive bilingual program, the status of the native 

language is diminished as the status of English is raised. In an addhive program, 

however, both languages share a similar level of elevated status. No language becomes 

lost. 

This has implications for the populations who are adding English. In Chapman 

(1998) I examined Noemi's, a Mexican-American mother, experience as she learned to 

work whh an educational institution that demonstrated Spanish was a low status 
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language. Noemi and I discussed Spanish as a first language on numerous occasions. 

When I initially asked about the role of Spanish in her home, I was seeking information 

to best meet her son's, Mark, needs. What both parents revealed was the emotional 

turmoil they had experienced during their schooling in this area of the Southwestern 

Unhed States. Together they consciously determined before their children were bom that 

they would not have the same experiences. 

Noemi and her husband determined that they would speak English only to their 

children. Noemi said that "giving Mark English would keep him from going through the 

types of torment his dad and me had to face in school everyday. Everyday, everyday." 

Even though they spoke only English to their children, the English they used was not 

standard English. The variety of English that the parents provided for Mark did not fully 

equip him for the English used in classrooms. Additionally, the parents in the household 

spoke Spanish to each other and to extended family members. When Mark was about 

three years old, he lived with that extended family for about a year. During that time, he 

developed a level of proficiency in Spanish that equaled his proficiency in English. 

With Mark's dual language development, the parents determined that he would 

attend an English only class. In the region where I conducted my study, the fact that a 

student speaks a language, other than English, does not necessarily mean that the student 

will be placed in a bilingual program. Indicators on a home language survey initially 

identify the possibility for bilingual placement. Subtractive bilingual programs and 

situations like Mark's family experienced frequently cause parents to choose to place 

their children, who are not proficient in English, in mainstream English-only classes. 

An institutional aspect of hteracy development is that English-only classes can 

accommodate students who are bilingual, or are not fully proficient in English (as in 

Mark's circumstance). Watching for behaviors, such as withdrawal, makes teachers 

aware that interventions may be needed (Igoa, 1993). Watching for signals like code 
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swhching helps teachers identify possible language difficuhy. "Code swhching is the 

ahemation of two languages whhin a single discourse, sentence or constituent" (Poplack, 

1980, p. 583). 

One institutional aspect of hteracy development is meeting the needs of students 

whose home language differs from the one used dominantly in the institution. Writers 

(Freeman & Freeman, 1993; Igoa, 1993; Lara, 1989; Moustafa, 1987; Myers, 1993; 

Schifini, 1994; Schmidt, 1995) offer suggestions for interventions, or instructional 

strategies, to make non-native English speakers successful students in bilingual and ESL 

classrooms. In such an immersion setting, English is adapted for non-native speakers. 

The suggestions center on the emotional environment, physical environment, and 

academic modifications. Without special training for teachers to help them be more 

sensitive to non-native English speakers' needs, most English-only classrooms are 

submersion settings, and teachers do not adapt the way English is used. 

Emotional Environment 

Teachers should make themselves aware of elements of the cultures represented 

in their classrooms. Understanding how and why students behave as they do helps 

teachers intervene appropriately. An example of this is the need for some students to 

"nest," or feel at home (Igoa, 1993). 

Teachers and administrators need to recognize the "silent stage" as students adjust 

to the English environment. When students enter a self-imposed isolation, h may 

indicate a sense of being overwhelmed by the new culture. Fear of ridicule and a loss of 

identhy combine to make the student whhdraw. Teachers' prejudicial atthudes and 

behaviors, consciously or subconsciously displayed may intensify students' withdrawal. 

A concerted effort to provide connections for the student provides the sense of security 

necessary to enter the group (Igoa, 1993). 
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Phvsical Environment 

Classroom environmental print should contain evidence of the native languages of 

the classroom members. Whether students have developed proficiency in their written 

native language, or not, the familiarhy of the language provides a comfort level (Freeman 

& Freeman, 1993; Igoa, 1993). 

In addhion to environmental print, the classroom should include literature 

selections and/or magazines in home languages representative of the students. This 

provides a comfort level just like environmental print. The selections may be the native 

culture's familiar story told in English. If possible, books written in the native language 

should be used (Fournier, 1993; Freeman & Freeman, 1993; Schmidt, 1995). 

Academic Modifications 

Krashen (1982) and Moustafa (1987) identify the need for comprehensible input 

for non-native language learners. Whenever possible, verbal language needs to be 

accompanied with meaningful context. Abstractness is diminished with models of 

objects, pictures of objects, and demonstrations. 

Large chunks of time for the language arts instructional block are recommended. 

As non-native English speakers are developing hteracy in English, processing of the 

language requires time. Organizing the classroom to include practices, such as wrhing 

and reading workshops is helpful whh students' extended interaction whh hteracy tasks. 

A workshop design allows extended time to read connected text, as opposed to workbook 

pages. The start-stop organization in many tradhional classrooms serves to frustrate ESL 

students. Just as they are warming up to the language, and/or the activhy, the task 

changes (Hafiz & Tudor, 1989; Keenan, Willett, & Solsken, 1993; Silva & Delgado-

Larocco, 1993; Walker-Dalhouse, 1992). 
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Schifini (1994) writes about specific instructional strategies that help teachers 

meet the needs of second language learners. He suggests instructional strategies (e.g., 

KWL, semantic mapping) to purposefully link second language learners' prior knowledge 

whh related visuals, manipulatives, schema activation in order to assist acquishion of the 

second language and understanding of content. 

Grouping Patterns 

A current institutional aspect of hteracy development is the practice of flexible 

grouping for instructional purposes. In this section I begin whh a rationale for flexible 

grouping and review the process of mediation described earlier in this chapter as a critical 

component of the sociocultural framework. I then describe two grouping arrangements, 

cooperative learning groups and dyads. Each grouping arrangement includes specific 

opportunities for mediation to occur. Whh each grouping arrangement I will describe 

how each relates to teacher-student mediation and student-student mediation. 

Rationale for Flexible Grouping Arrangement 

One way for teachers to provide opportunhies for all students to succeed in 

today's institutional settings is to employ various grouping arrangements. Fuchs et al. 

(1997) explain that the diversity of cultures and abilhies within a single classroom is so 

overwhelming that even in a heterogeneous arrangement, teachers teach to the middle 

students' abilhies, ignoring students who are difficuh to teach. Or, they recognize that 

they cannot meet the needs of a particular student and refer him/her to special education. 

Teachers, in essence, create a homogeneous class where one did not previously exist. 

Because tracking artangements and whole class instruction in a heterogeneous class have 

such a low success rate, alternate grouping arrangements need to be explored. 
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One important component of sociocultural theory is mediation. As stated earlier, 

mediation occurs in a learner's zone of proximal development. The zone of proximal 

development is "the distance between the actual developmental level as determined by 

independent problem solving and the level of potential development as determined 

through problem solving under aduh guidance or in collaboration whh more capable 

peers" (Vygotsky, 1978, p. 86). According to Vygotsky, students can optimally learn 

while in their zones of proximal development. In a class with 22 students, logically 22 

different zones of proximal development exist. Meeting the needs of 22 students at once 

is a formidable task. 

In a meta-analysis of whhin-class grouping, Lou et al. (1996) found that practices 

involving different configurations of small group instruction increase student 

achievement. They defined small group instruction as arrangements where "a class of 

students is taught in several small groups" (p. 425). In order to implement small group 

artangements, teachers must necessarily modify instructional methods and materials. 

Many writers in the area of literacy (Berghoff & Egawa, 1991; Cunningham, Hall, & 

Defee, 1991; Flood, Lapp, Flood, & Nagel, 1992; Radencich, McKay, & Paratore, 1995) 

advocate the use of a variety of grouping arrangements in classrooms. 

Cooperative Learning (jroups 

One grouping arrangement, identified as cooperative learning groups, caphalizes 

on the abilhies of students to assist peers (Johnson, Johnson, Holubec, & Roy, 1984; 

Johnson & Johnson, 1994; Johnson, Johnson, & Holubec, 1994; Slavin, 1985). 

Cooperative learning groups is a model of teaching that organizes students into 

heterogeneous groups. Groups of four to five students work together to accomplish a 

specific task. The groups exist long enough to accomplish a series of tasks. In order to 

work effectively, group members need enough time to become well acquainted whh other 
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group members. The lack of permanence of group assignments helps teachers avoid 

creating a sense of status. 

Cooperative learning groups are structured to include poshive interdependence 

and individual accountabilhy. They are accomplished by assigning specific roles within 

a group. Roles may include a recorder, reporter, and materials organizer. Roles rotate 

from one group member to another whh new tasks. The assignment of roles gives each 

member a unique function whhin the group. Individuals are held accountable for their 

contributions to the task because no other member's role overlaps their own assigned role. 

The group can not accomplish the task without each member contributing, or 

cooperating. The rotation of roles gives all group members practice in a variety of 

critical problem-solving skills. 

In order for students to benefit academically from cooperative learning, they must 

be taught how to interact appropriately (Ellis & Whalen, 1990; Johnson & Johnson, 1990; 

Pierce, 1987; Stevens, Slavin, & Famish, 1991; Tudge, 1990). Social skills and cognhive 

skills must be directly taught for cooperative learning groups to meet the intended 

outcome. Repeated practice whh cooperative group tasks is necessary for the social skills 

to become intemalized. Teachers are urged to be patient as students learn what 

cooperation involves and how to effectively work with class members. 

Working in cooperative groups is shown to increase student achievement 

(Johnson, Johnson, Stanne, & Garibaldi, 1990; Slavin, 1987; Stevens, Slavin, & Famish, 

1991). Reasons given for increased achievement include students' time on task and 

active participation that is enhanced by the types of mediation provided by teachers and 

peers. 

To illustrate this, in Chapman (1995) a first-grade teacher exemplified 

implementing cooperative groups. She walked from one group to the next throughout the 

activity, stopping just long enough at each group to determine whether the group was still 
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on task or needed intervention. If the group was on task, she praised the behaviors that 

contributed to their success. If the group needed intervention, she verbally walked them 

through the steps leading to their roadblock. She was frequently heard to say, "What 

have you tried so far?" As students talked through their obstacle(s), she, as the teacher, 

provided just enough clarification to get the group back on track and then moved on to 

the next group. 

Peer mediation facilitated time on task and students' active participation in various 

activhies. The first grade teacher frequently highlighted for me, as a researcher, the 

language that her students used to explain to each other. The vocabulary and sentence 

stmcture were definitely on a first grade level. She also pointed out the frequency that 

the students utilized modeling and hands on guidance, as opposed to relying strictly on 

verbal language. Students in this study automatically checked to make sure all group 

members were involved in the assigned task. When one member needed clarification, he 

or she asked other group members. No members ridiculed their classmates. 

Occasionally, a student could not identify what hindered his or her progress. A group 

member was adept at imhating the Socratic questioning. The teacher often modeled to 

this questioning technique. 

The first grade teacher in this study (Chapman, 1995) readily admhted that all 

students are not as adept as that particular class was in mediating for one another. Some 

classes required more instmction, and some less, regarding how to fulfill their roles 

within the groups. Some classes required more practice (e.g., the frequency of group 

tasks and number of tasks) before they reached the level of independence exhibhed by the 

class during the study. 

In this study (Chapman, 1995), the first-grade teacher utilized cooperative 

learning groups on a daily basis. She found the stmcture of the grouping arrangement 

helpful in meeting specific elements of hteracy development. Though used on a daily 
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basis, the class did not spend more than about one hour per day in cooperative group 

tasks. 

While cooperative learning groups provide stmctured interaction for students to 

accomplish a task, all tasks do not require such stmcture. Blumenfeld, Marx, Soloway, 

and Krajcik (1996) caution that a great variety of grouping arrangements exist, and 

teachers must selectively use appropriate arrangements for the instmctional goals. 

Dyads 

Grouping arrangements that place a learner whh a more capable peer or adult are 

referred to in the Iherature as dyads (Vacca & Vacca, 1993), peer-assisted learning 

(Mathes, Howard, Allen, & Fuchs, 1998), peer tutoring (Fuchs et al., 1994, 1997), cross-

age tutoring (Juel, 1991), and partner reading (MacGillivray & Hawes, 1994). All these 

grouping arrangements provided: assistance whh the learners' development of crhical 

thinking, comprehension, and reading strategies. For my purposes I refer to all 

arrangements that place a single learner whh a single more capable peer or aduh as 

dyads. Dyads most often take one of three forms: (a) a student with a same-age level 

student, (b) a student with an older student, or (c) a student with an adult. Dyads are 

sometimes self-selected student partners where assistance is spontaneous (MacGillivray 

& Hawes, 1994), and sometimes dyads involve special training to better equip the 

helping member of the team assist the other member (Fuchs et al., 1994; Juel, 1991). 

Fuchs et al. (1997) explain that opportunhies to work with a peer help to meet 

demands of divershy whhin a classroom. After implementing carefully planned dyads in 

40 second through sixth grade classrooms, learning disabled students, low achieving 

students, and average achieving students significantly improved in both reading 

achievement and in social skills. One peer in each dyad was the leaming peer, the other 

peer was the tutor. Tutors received special training to cortect their partners' miscues in a 
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program involving read alouds. The researchers found that matching same age students, 

modeling expected behaviors, and allowing time to implement dyad interactions were 

viable ways to meet the needs of students in a diverse classroom. The researchers 

compared their experimental group findings to the control group where teachers taught as 

they normally would, whhout necessarily implementing small group arrangements. The 

researchers did jiot examine students' capabilities to assist peers without formal training 

whh an instmctional technique. 

MacGillivray and Hawes (1994) observed first graders who assumed one of four 

types of roles as they assisted a partner. Whhout specific training as the Fuchs et al. 

(1997) study, first graders easily settled into unassigned partnerships as the teacher 

conferenced with individual students. As students worked together reading texts, the first 

graders displayed behaviors that the researchers labeled coworkers, fellow artists, 

teacher/student, and boss/employee. Coworkers' behaviors and fellow artists' behaviors 

indicated that each student had equal poshion. The teacher/student behaviors and 

boss/employee behaviors indicated that one student was a leader and one student was a 

follower. The researchers noticed that roles shifted as students worked together, varying 

from day to day or when students worked whh different partners. Such findings 

demonstrate the capabilhies of such young learners to modify interactions in order to 

meet their needs. However, the researchers did not explore the nature of strategies that 

first graders used to assist their peers. 

Researchers (Juel, 1991, 1996; Labbo & Teale, 1990; Schneider & Barone,1997) 

investigated the effects of cross-age tutoring on hteracy development. Building on the 

idea of a more capable other, cross-age tutoring utilizes dyads where an older student 

works whh a younger student in the younger student's zone of proximal development. 

Older students can be older siblings or vishors from an upper grade class. Whh respect 

to diversity, Juel (1991) found that college athletes, mostly Black males, provided 
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important role models for students they were tutoring. Many of the athletes grew up in a 

similar environment as the students whh whom they were working. Their school 

experiences gave them keen insights that proved especially helpful and encouraging for 

the elementary students. 

To summarize, ahemate-grouping arrangements, cooperative learning groups and 

dyads, shared the common bond of social interaction and active involvement. These 

grouping arrangements served the needs of diverse learners, as demonstrated by increased 

achievement. 

Low Socioeconomic Status 

In this section I will discuss the characteristics of low SES believed to contribute 

to students' academic difficulty, and interventions that reduce the academic failures of 

low SES students. Low SES has long been recognized as a critical variable that affects 

the achievement of students. Students from low SES households tradhionally experience 

great difficulty in schools (Allington, 1983, 1995; Bennett, 1990; Campbell, 1996; Grant 

& Gomez, 1996; McKay, 1993; Williams & Snipper, 1990). Due, in part, to the status of 

languages other than English, non-native English speakers make up a large part of the 

low SES group. The student population in the school where I conducted my study 

includes 86% who are identified as low SES. In the class where I conducted my study, 

16 of the 19 students, or 84%, are on free or reduced lunch. Eligibility for the free or 

reduced lunch program is determined by family income. 
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Characteristics of Low SES Populations 

Ethnichy 

Wrhers (Bennett, 1990; Campbell, 1996; Grant & Gomez, 1996; Taylor & 

Dorsey-Gaines, 1988) discuss low SES and hs influence on the educational development 

of students. They identify the low SES population as overly represented by ethnic 

minorities. 

Campbell (1996) and Grant and Gomez (1996) discuss the role that ethnichy 

plays in academic failure. Teachers most frequently come from a middle-class 

background. The home culture and language of low SES ethnic minorities is most often 

different from the middle-class. The dialects, behaviors, and attitudes of students from 

these groups very often are viewed as deficient (Bamitz, 1997). The belief about 

deficiency is attached to an entire ethnic group and contributes to cultural discontinuhy. 

Expectations for ethnic minority students are lower than for European-American 

students. Lower expectations yield lower achievement and, in turn, lowered self-esteem 

for the students. Lower achievement in school increases the likelihood of school 

dropouts, which in turn increases the likelihood of poverty. This never-ending cycle 

contributes to the marginalization of ethnic minorities discussed earlier. 

Heahh 

Economic poverty and low education levels limh families' resources to meet daily 

needs (Kozol, 1995). Families in low SES homes are generally known to experience 

difficulty meeting life-sustaining needs. This difficuhy dramatically affects their 

children's growth and development. Such basic needs include nutritious foods for well-

balanced meals, appropriate attire against the elements, toiletries for appropriate hygiene, 

and medical attention. Failure to meet these basic needs affects the physical heahh of the 

students (Bennett, 1990). 
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Martinez et al. (1994) note that poor nutrition and lack of heahh care increase 

absences from and tardiness to school. Poor nutrition and lack of health care also impede 

students' bodies from functioning normally. Malnourished students have difficulty 

paying attention in class and retaining information presented in lessons. 

Even whh government assistance, those living at, or below, poverty level 

experience impossible budget circumstances (Kozol, 1995; Martinez et al., 1994). 

Families whh limited monetary resources not only have insufficient hands to purchase 

nutritious foods, but they also experience problems procuring working appliances and 

paying utilhy bills. Without operational refrigerators and stoves, the storage and 

preparation of nutritious foods is severely limited. Even when appliances exist in a 

household, utilhies may be disconnected, rendering the appliances useless. 

Addhionally, Martinez et al. (1994) note that items, such as eyeglasses and proper 

dental care, are often nonexistent or unavailable. Even though corrected vision makes 

schoolwork easier, glasses become luxuries when families must keep a roof over their 

heads. 

Emotional Stability 

Campbell (1996) discusses the fact that a lack of education and constant stresses 

that come about from trying to meet basic needs create additional strains on low SES 

households. Families at any economic level can experience setbacks and dysfunction, but 

one characteristic of low SES families is that they experience higher instability than 

families from other socioeconomic status groups. Joblessness, alcohol and dmg abuse, 

and single parent situations exist at all levels. Whh greater economic resources, however, 

individuals in the middle and upper economic classes do not bear the long-term effects so 

perniciously. 
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Lherate Backgrounds 

The label "low SES" often presents a stereotyped image of illheracy. Heath 

(1983), Purcell-Gates (1996), Purcell-Gates, L'Allier, and Smith (1995), and Taylor and 

Dorsey-Gaines (1988) examined literacy in low SES homes. What these researchers 

found is that some members of low SES households are virtually illherate, while others 

are extremely lherate. The label of low SES does not determine the absence of hteracy 

events in the household. 

Purcell-Gates et al. (1995) describe families at both ends of the continuum. The 

portrah they present of the low-lheracy families is much like the stereotypical image 

perpetuated by conventional wisdom ~ few literacy materials, use of television rather 

than books and magazines, reading limhed to examination of food stamps or want ads. 

However, these researchers also describe high-lheracy families who are low SES. In 

these households (a) parents help children whh homework; (b) newspapers, books, the 

Bible, and magazines are readily available; (c) children's schoolwork and artwork 

decorate the walls; (d) parents read stories to children; and (e) viewing television is 

limhed, both in time and type of program. 

Taylor and Dorsey-Gaines (1988) paint a picture of inner-city Black children's 

emergent literacy. They found that drawing, writing, and reading were recognizably 

interwoven processes for these children. Whhout requiring or requesting samples of 

literacy, the children freely gave the ethnographers evidence of developing literacy in the 

form of pictures and wrhing samples. Children wrote messages to parents, such as "I 

love you" accompanied by a picture of a heart. 

Heath (1983) found that types of hteracy events and types of print materials in 

low SES households was different from the nearby middle-class community, which was 

made up of the same ethnic groups. Oral language in Black, low SES households was 

talk around, but not directed to children. Storytelling was an art form, and children were 

89 



poshively rewarded for telling "whoppers." Print matter was instmctional, as in 

pamphlets and manuals, not storybooks. Oral language in Anglo, low SES households 

was different. Oral language was frequently telling stories on one's self, much like 

biblical parables. Exactness of hems and events was required in talk. Wrhing included 

such things as obligatory thank you letters. Lheracy development for the two groups was 

extremely different, not only from the middle-class town, but also from one another. 

Purcell-Gates (1996) reports of a research team who examined uses of print in 

low SES homes to determine hs relation to emergent literacy. They found a variety of 

uses of print. Uses included, but were not limited to, reading storybooks, participating in 

religious activities, sharing information, reading and wrhing letters, and doing 

homework. However, literacy events were analyzed not only by type, but also according 

to text level. Researchers examined features of the text and compared the features and 

complexity of the texts to features that are commonly associated whh written language as 

opposed to oral language. For example, letters, articles, and stories tend to be written in 

paragraphs and complete sentences, whereas oral conversations are often conducted in 

phrases. They found that most hteracy events occurred at what they identify as a 

clausal/phrasal level. This includes reading and writing phrases and single sentences. 

Events such as reading food packages, coupons, and ads demonstrate this level of text. 

Purcell-Gates cautions that the participants in this study were not representative of the 

general population from which it was drawn. She cautions that the results should not be 

generalized to an entire socioeconomic level population. 

Studies, such as these just reviewed, demonstrate that even though low SES 

households include a variety of hteracy events, uses of print material is most often 

different from middle-class households. Therefore, one characteristic of students from 

low SES households is that they experience difficulty whh the types of hteracy 

knowledge required in schools, even though they have a vast store of knowledge on 
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which to build. The hteracy knowledge that low SES students bring to school generally 

goes untapped. 

Hopeful Atthude 

Bennett (1990), Campbell (1996), Martinez et al. (1994), Purcell-Gates (1996) 

Taylor and Dorsey-Gaines (1988), and Unwin (1995) all identify a hopeful spirh among 

low SES people. They believe the future holds opportunhies for themselves and their 

children. These wrhers all acknowledge that low SES individuals look to the educational 

system as an opportunity for their children to experience a better lifestyle. 

To summarize, low SES students are overly represented by ethnic minorities. 

Students whose families are classified as low SES are likely to exhibh special needs 

where heahh and emotional stabilhy are concerned. Addhionally, a common stereotype 

regarding the lack of hteracy development whhin low SES households often inhibits 

appropriate expectations on the part of teachers and schools. Finally, the school is often 

viewed as the means to an opportunity for greater success of low SES students. 

Chapter Summarv 

I began this chapter whh a review of pertinent literature that describes beginning 

readers and the transitional phase. In that section I also reviewed literature that describes 

the development of the graphophonic cueing system and the use of the semantic and 

syntactic cueing systems. 

I followed that whh a description of the sociocultural theory that framed this 

study. In that section I discussed the historical, cultural, and insthutional contexts that 

influence individuals' cognitive development. 

Following that I reviewed literature that addressed specific historical, cultural, and 

institutional aspects of second language literacy and low socioeconomic status 
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populations. The Iherature demonstrates that these circumstances create concems for 

students in my study beyond day-to-day concerns faced by almost all students in all 

classrooms. 
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CHAPTER m 

RESEARCH METHODS 

Introduction 

Research informed by the sociocultural framework is best done in a naturalistic 

setting. In such a setting participant observation, interviews, and collection of documents 

are appropriate and relevant methods for gathering data related to peer mediation, 

beginning readers' development of the graphophonic cueing system, and learning how 

beginning readers integrate cueing systems as they develop hteracy. In this chapter, I 

discuss the methodology that I used to conduct my qualhative study. This includes: (a) 

site and sample selection for my study, (b) preliminary fieldwork in the site, (c) methods 

for data collection, (d) the data analysis method, and (e) description of research criteria 

applicable to this study. 

She and Sample Selection 

Site Selection 

My study took place in a school district in a mid-sized city in the Southwestern 

Unhed States. This district was inhially selected due to hs logistically feasible location 

for the researcher. The school district serves a city with an economic base that depends 

extensively on agriculture. Some light manufacturing industries (e.g., gin machinery, 

shutter manufacturing, electronics assembly) also exist in the chy. An extensive hosphal 

district employs large numbers of people. Additionally, a large state supported university 

and two, small private universities operate in the city. 

Distinct neighborhoods exist whhin the city. Major avenues and streets bound 

neighborhoods. They tend to include several blocks of houses constmcted from similar 

building materials and following similar floor plans. Many neighborhoods in the chy 
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also include a park. Neighborhood elementary schools serve each neighborhood. About 

three dozen elementary schools serve the chy's elementary population. The majority of 

students walk or are driven in cars to and from school, ahhough some do ride buses. 

Central Elementary, the elementary school for this study, was selected 

purposefully because of the diversity of the student population. Schools generate a 

variety of reports using the demographics of their building population. These reports are 

for local, state, and federal governmental purposes and use specific terms (e.g.. Black, 

Hispanic, and Whhe), which are designated by the school to identify students for their 

reporting purposes. According to school records at the beginning of the 1997-1998 

school year. Central Elementary had 529 students enrolled in grades K-6. Of the 529 

students, 456 (86%)) were identified as economically disadvantaged and 398 (75%) as 

non-White. The non-White students were disaggregated as belonging to one of two 

groups: Hispanic (360 students, or 68%), or Black (38 students, or 7%). Of the total 529 

students enrolled, 95 were first graders and divided among five first-grade classrooms. 

The ethnic diversity of the student population represented in these school records 

indicated the likelihood of a variety of linguistically diverse home cultures. As stated in 

Chapter I, Vygotsky (1978, 1986) argues that individuals' sociocultural development is 

dependent on their interaction with various members of their home culture. Further, he 

states that interactions are conducted through language. Using language in interactions, 

children internalize shared beliefs, knowledge, perceptions, and behaviors of their home 

cultures. 

My research questions specifically address hteracy development in the stage 

identified as beginning reading. The first reason for selecting the classroom was the fact 

that h is a first grade class. As stated in Chapter I, beginning reading is generally 

considered to include the years from kindergarten through the end of second grade. I 
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purposefully selected the classroom for my study because h is a first grade class. First 

grade falls whhin the period of time identified as beginning reading. 

A second reason for selecting the classroom was the fact that the teacher has 

participated in extensive professional development through univershy graduate courses in 

the area of literacy. The classroom teacher participated in coursework to implement an 

instmctional framework emphasizing practices such as read alouds, interactive wrhing, 

guided reading, shared reading, independent reading, and independent writing (Clay, 

1991; Pinnell & McCarrier, 1994). These practices provide opportunhies for first grade 

students to assist each other. 

A third reason for selecting the classroom was the likelihood of numerous 

occasions to examine how beginning readers develop literacy strategies and how peers 

mediate for one another, which were common in the selected classroom. The stmcture of 

the classroom allowed for individualization of instmction, which in turn allowed students 

to verbalize a variety of strategies that they employed as they were learning to read and 

write. 

Sample Selection 

The student population in the selected first grade classroom consisted of five girls 

and 14 boys. As in the previous section, here I use terms designated by the school to 

identify students. Three girls were White and two were Hispanic. Four boys were Whhe, 

nine were Hispanic, and one boy was Black. Sixteen of the students were eligible for free 

or reduced lunch as determined by family income. According to the Home Language 

Survey, a document that was required by the school for all students, only two students' 

parents disclosed that Spanish was spoken in the home. One of those students qualified 

for the bilingual program, but the parents refused permission for him to be placed in that 
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program. The other student demonstrated a level of proficiency in English so that he did 

not qualify for the bilingual program. 

Informal interviews that I conducted with the 19 students indicated that at least 

eleven students lived in homes where Spanish was spoken. Five of the eleven indicated 

that they understood when grown-ups spoke Spanish to them, but they did not speak 

Spanish themselves. Of the eleven, one Hispanic boy and one Hispanic girl demonstrated 

an abilhy to speak and read in Spanish when they worked independently on the computer. 

Another Hispanic boy lived in a household with a deaf grandparent and sign language 

was used in that home in addhion to the Spanish and English spoken languages. The 

Black student spoke a dialect commonly referred to as Black English. The White 

students spoke a dialect of English common to the geographic area. 

I gathered additional information regarding the students' home languages through 

interviews with parents. I asked each parent about languages spoken to and around his or 

her child. Of all the Hispanic parents who were interviewed, parents of nine out of the 

eleven Hispanic students indicated that Spanish was spoken in their homes and at 

extended family engagements (e.g., Sunday afternoon gatherings, birthday celebrations). 

Several indicated that older generation family members spoke only Spanish, and three 

emphasized the use of Spanish on a daily basis in their homes. More detailed information 

on each participant's home language is presented in Chapter IV. 

Permission. She Entry and Exh. and Parental Consent 

Permission 

Entry to the site was gained by first approaching the classroom teacher. During a 

collaborative project between the university and the local school district I became 

acquainted with Ms. Grace, a first grade teacher. I invhed her to go to lunch and 

presented her with an overview of the study. When invhed to participate, she willingly 
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agreed. She then approached the principal of the building, and he gave his provisional 

permission. It is the policy of the district that central office administrators must approve 

any research in classrooms. I wrote a synopsis of the proposed research project and 

submitted h to central office personnel. The synopsis included a description of the 

methods and purpose of the study, as well as copies of the parent information letter and 

consent form. The research project was approved at their subsequent meeting. 

About the same time that the research project synopsis was presented to the 

school district administrators, I also sought approval from the Office of Human Subjects 

at Texas Tech University (see Appendix A for Proposal for Activity Using Human 

Subjects). Because the study involved minors, h was necessary that at least two members 

of the Human Subjects Committee review the research proposal. Both members 

approved the proposal, and the committee granted permission to conduct the research. 

Site Entry and Exit 

I entered the site on August 13, 1997, which was the first day of school. I was 

one of three aduhs in the classroom when students began arriving. Ms. Grace, the 

classroom teacher, and Ms. Webb, the full-time teaching assistant, and I helped students 

find their assigned seats. When all the students were present and Ms. Grace had them 

started on a coloring activhy, I went to each student individually to make his or her name 

tag and introduce myself I introduced myself as Ms. Chapman and explained that I 

would be "vishing and working in the classroom this year." Later that morning, Ms. 

Grace also introduced me to the whole class and explained that I would be vishing in 

their class. 

The final day of the semester was Friday, December 19, 1997. A few days before 

December 18,1 explained to the students that Thursday, December 18 would be the last 

day I would come to the class in our established, three-days-per-week routine. I also 
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explained that I would continue to vish the class from time to time after the semester 

holiday. An all-day reading party had already been scheduled for December 18 as a 

special treat before the semester holiday, and h did not seem appropriate to make a 

farewell announcement during that festive activhy. The students accepted the 

announcement in a matter-of-fact manner. On our last day we said good-bye in much the 

same way that we had each day during the study as the students went to lunch. 

Parental Consent 

After I had univershy, district, principal, and classroom teacher permission and I 

had introduced myself to the students, I still needed to gain informed consent from 

parents of the students in the classroom. The teacher served as my spokesperson to 

describe the research project to the parents. During individual conferences, she presented 

an overview of the proposed study and details of my interactions whh the students. 

Parents were provided information, in writing, describing the study and where I could be 

reached for additional information. Included in this information was the assurance that 

all data would remain confidential and that the participants would remain anonymous. 

Parents were also assured that no students would be denied educational opportunhies if 

they, the parents, chose not to allow their child to participate. The teacher met 

individually with over half of the parents and all gave written consent (see Appendix A 

for consent form). Information letters were sent home whh the remainder of students and 

all but one parent returned the signed consent form. The one remaining parent happened 

to come to school for a special occasion on a day that I was in the classroom. I 

introduced myself and briefly explained why I was in the classroom. The mother stated 

that she had already signed and returned the consent form. When I explained that the 

signed form had never gotten back to the teacher, she willingly signed another copy of 

the form. As a researcher, I took special care when I spoke with parents on the phone and 

98 



in their homes during vishs to verify that they understood what they consented to whh the 

signed form. Language was not a problem in understanding the consent forms. No 

parents whhdrew consent. 

Preliminary Fieldwork 

All of my preliminary fieldwork was designed to introduce a variety of research 

tools and myself to the students. Preliminary fieldwork was conducted in a way to create 

the fewest possible distractions. All of my interactions with the students were purposely 

designed based on how I planned to gather data. 

I was present in the classroom on the first day of school in August in order to 

minimize educational dismptions. I was in the classroom before students arrived on the 

first day to help them find their desks and settle in. During the first two weeks of school, 

I was in the classroom from 8:00 until 11:30 each of the mornings that I vished. This 

amount of time allowed me to establish myself in the classroom, while at the same time 

determining which daily blocks of time would be most useful to answer my research 

questions. 

At Central Elementary, students were allowed to go into classrooms at 8:00 and 

the tardy bell rang at 8:10. During the first two weeks of school from the time students 

entered the classroom until the tardy bell rang, books for independent reading were 

available at each desk. Students were expected to put away their backpacks quickly and 

sh down to read. This routine was firmly in place by Tuesday morning of the second 

week of school. Later in the school year this routine changed. Students were taught to 

put home message folders in the teacher's chair, put backpacks and coats into lockers, 

indicate lunch choices on the menu board, and sh quietly on their name spots on the 

carpet until announcements were made over the building intercom. 
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At Central Elementary, a school-wide break occurted from 9:45 to 10:00 each 

morning. During break time, students were allowed to eat snacks that they brought from 

home and vish quietly at their desks. Teachers on each grade level ahernated days when 

they walked up and down the halls monhoring their grade level classrooms. 

Beginning the third week of school, I observed in Ms. Grace's classroom from 

10:00 to 11:30 on Mondays and Thursdays and from 8:00 to 9:00 on Tuesdays. The 

selected times and days allowed me to observe and participate in a variety of hteracy 

practices. I followed this routine until the semester break in December whh a few 

exceptions due to school holidays. I spent a total of 55 hours over a period of 42 days 

from September through December collecting data for my study. 

On the first day of school I helped monhor students' work after the teacher 

explained activhies, and I helped to answer students' questions. During independent 

seatwork time early in the day I went to each student's desk to make his or her stick-on 

nametag that each student would wear for the remainder of the day. This gave me an 

opportunity to chat briefly with each student. Most knew how to spell their first names 

and did so letter-by-letter as I wrote their names on the tags. All knew to look at the 

laminated nametags affixed to their desks to help me spell their names. 

Early in the school year Ms. (jrace began administering An Observation Survey 

of Early Literacy Achievement (Clay, 1993) to each of her students. (I refer to the survey 

as OS hereafter.) Helping the teacher administer the OS provided a second opportunhy 

for me to get better acquainted with students on an individual basis. The OS consists of a 

set of subtests: letter identification, sight word recognition, concepts about print, writing 

vocabulary, sentence dictation, and independent reading. Most of the OS was done 

during the teacher's conference time. Ms. Grace administered all of the subtests to five of 

the students and some of the subtests to six other students. I administered all the subtests 

to eight of the students and completed the OS with the six students who began whh their 
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teacher. We administered OS in a very non-threatening manner. When a few students 

seemed anxious because they could not answer a question or complete a requested task, 

we reminded them that we knew they probably had not learned that yet since they were 

just starting first grade. Such reassurances quickly calmed them. 

From the first day of school, I moved among the students during the variety of 

morning activities in the classroom. Ms. (jrace's mle that each student was responsible 

for his or her choices during the school day helped to keep students from turning to me to 

settle their disputes. When students sat at their desks working independently or in small 

groups, I walked from student to student. I sometimes stopped and kneh beside 

individuals to discuss their work. When students were called to the carpet for large group 

instmction, I sat on the floor with them or in a chair at the edge of the group. 

Each day during the 10:00 to 11:30 time slot, students moved in assigned groups 

among leaming centers. (I describe each learning center fully in Chapter IV.) The 

teacher posted a large chart whh pictorial representations of the available learning centers 

(e.g., a silhouette of a stick figure with an open book indicating the library center, a 

silhouette of two stick figures with an open book indicating the buddy reading center). 

Students referred to the chart to know where to spend their time. 

When students were in leaming centers, I approached randomly selected centers 

and asked permission to join the group. The students' responses were always a cheerful 

agreement. The ABC center and the game center were frequently starting places for me 

due to their proximity to the whole-group instmction area. The ABC center consisted of 

a variety of letters (e.g., upper and lower case, foam cutouts, magnetic, plastic blocks) 

that the students used to build words. The game center consisted of a variety of file 

folder games that allowed the students to practice skills, such as matching pictures of 

objects to letters that make inhial, medial, or final sounds in the words. As I approached 
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these two centers, students often held up the materials and said, "Want to play this one 

with me?" or "Look what I can spell!" 

Activity at each of a dozen learning centers generally lasted from 5 minutes to 20 

minutes depending on a student's interest in available materials. Some centers had 

minimum standards (e.g., the browsing box required students to read at least five books). 

One center, buddy reading, required students to work whh a self-selected peer also 

assigned to that center. Some centers were designed for independent work (e.g., the 

wrhing center or the poetry center where students illustrated a poem presented on 

Monday mornings during shared reading). Even though some centers were designed for 

independent work, students were allowed to cluster themselves as they worked on the 

assignment in order to share ideas. 

As I moved from center to center, the students occasionally deferred to me as a 

more capable peer. For example, when they wanted to know the mles of a new game or 

needed help finding a specific program on the classroom computer, students sometimes 

asked me for assistance. Frequently, however, students assisted me as they explained the 

objectives of the learning centers. (Centers were sometimes introduced before I arrived 

on Monday mornings.) 

In sum, my activhies whh the students during preliminary fieldwork included: 

assistance in settling in on the first day, assistance in administering the OS, participation 

in students' activhies during independent seatwork and at learning centers, and 

participation in whole group instmction. The preliminary fieldwork was necessary 

during the first several weeks of school to help students feel comfortable whh my 

presence and for me to determine parts of the school day that would best help me answer 

my research questions. Once we established a regular routine for my vishs, about the 

third week of school, I began to introduce various research tools that I used in the 

collection of data. These are discussed in the following section. 
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Data Collection 

In this section I discuss the methods and techniques that I used to collect data for 

my study. I begin whh a discussion of participant observation, including my level of 

interaction whh participants, role of the researcher in the she, and the technique of 

recording field notes to accurately represent interactions whh participants. I then 

describe the method of interviews. I follow that with a description of the collection of 

documents in the study she. Finally, I describe the techniques of audiotaping, 

videotaping, and photography to support the methods of data collection. 

Participant Observation 

Interaction whh Participants 

Participant observation was the primary method for collecting data in this study. 

Bogdan and Biklen (1992), Jorgensen (1989), and Spradley (1980) describe participant 

observation as a continuum of a researcher's physical presence and involvement within a 

natural site being studied. The continuum is described as varying from complete 

participation at one end to nonparticipation, or observation alone, at the other end. In 

some shes, research participants in the she allow a researcher to become a member of the 

social group thereby facilitating the researcher's complete participation. In other shes, the 

research participants discourage participation at any level or degree and so it is 

impossible for the researcher to collect data as an active member of the social group. 

Instead, data are then the resuh of partial participation combined whh observation alone. 

Most shes, however, are suhable for active participation to some satisfactory degree. 

Participant observation was appropriate for my study because it allowed me to 

examine the variety of Hteracy practices in the naturalistic setting of a first grade 

classroom. This method of collecting data allowed me to address my research questions 
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as I examined how more capable peers in a linguistically diverse classroom assisted other 

students as they developed literacy. 

In order to study peer mediation and the hteracy development of beginning 

readers, I varied my level of participation in the study site. As I described in the previous 

section, my research session routine was Monday and Thursday mornings from 10:00 to 

11:30 and Tuesday mornings from 8:00 to 9:00. Each of these times was selected 

purposefully to allow me to participate actively during parts of the school day when 

hteracy instmction was the focus. Lheracy instmction took the form of practices, such as 

read aloud sessions, interactive wrhing lessons, and learning centers. The classroom 

teacher and I visited briefly before each Monday and Thursday research session and after 

each Tuesday research session. During these informal conversations, we often discussed 

topics for units and lessons and planned which books would be used in subsequent 

lessons. 

On Tuesday mornings I had the opportunity to actively participate during read 

alouds to the whole class and interactive wrhing whh a smaller group. As students sat on 

their name spots on the floor, I read from a library book or big book in front of the group. 

Read alouds were followed by interactive wrhing lessons. As stated in Chapter I, 

interactive wrhing is a stmctured group activhy where a teacher asks guiding questions 

and provides information that makes h possible for beginning readers to compose text 

(Button, Johnson, & Furgerson, 1996; Pinnell & McCarrier, 1994). During interactive 

wrhing, I often had the opportunity to work whh a smaller group of five to nine students. 

I facilhated the group as they took turns writing on chart paper. 

During the designated time for learning centers, I worked whh individuals and/or 

small groups of students. My active participation in learning centers included reviewing 

directions and turn taking while playing games whh the students. We read books 

together and brainstormed ideas to write about. 
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Addhionally, I observed students as they read independently and worked in small 

group activities, such as the buddy reading leaming center. As students read 

independently, I walked among the desks observing. Occasionally, I stopped to ask an 

individual student to read aloud to me so that independent reading time also included 

opportunities for me to participate more actively. 

Role of the Researcher 

When researchers more actively participate in the site, they take on a variety of 

roles, such as co-teacher or learner. During times when participation is more limhed, the 

researcher's role can be one of guest. In order to fit into the classroom life as quickly as 

possible I had to have a role, or roles, that the students accepted. I varied my level of 

participation in the she from full participation in the roles of co-teacher and learner to 

partial participation as I observed in the role of a guest. 

During interactive wrhing, my role was co-teacher. Because I was familiar whh 

interactive writing, I was able to work with a group of students while Ms. Cjrace worked 

with the rest of the class. My familiarity with the literacy practices allowed students to 

be grouped flexibly. From one week to the next, students were assigned to ehher her 

interactive wrhing group or to mine. As the co-teacher, I actively participated in the 

development of the students' understandings of written symbols. The students 

demonstrated the same attention behaviors toward me that they exhibited toward their 

classroom teacher. 

During learning centers, my role shifted to that of a fellow learner as I worked 

whh the students. Shortly after establishing myself in the classroom, students frequently 

held out supplies at the game center and asked, "Can you play this whh me?" My 

response was some form of, "Sure. How do you play?" While students were involved 

with other hteracy activhies, they explained their choices and thought processes to me 
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when I asked them for clarification about the choices they made. They answered my 

questions and at the same time explained choices and thought processes to their peers. 

Ms. Grace's constantly reinforced mle of students being responsible for their own choices 

limhed students' attempts to expect me to be a disciplinarian, or arbitrator, when they had 

disputes in learning centers. This allowed me to concentrate on literacy activities rather 

than reminding, students how to behave in the centers, which in turn reinforced my role as 

a fellow learner instead of co-teacher during these research sessions. 

A third role is closely related to the second. As I observed peer collaborations, I 

took on the role of a guest. From time to time I sat a little removed from the participants 

and observed during shared reading and occasionally during learning centers. My 

presence during such observation times was much like any guest, or visitor, in the 

classroom. When my role was one of a guest, the participants focused their attention on 

the directed activity indicating little or no awareness of my presence. 

Field Notes 

Record keeping is a critical aspect of participant observation. Bogdan and Biklen 

(1992) and Spradley (1980) define field notes as detailed written records of objective 

observations constituting data and subjective feelings of the researcher. Records of what 

is observed are written in as much detail as possible during observations. The researcher 

records as accurately as possible what actually occurs. This is usually done in ways that 

are least obtmsive (e.g., quickly jotting notes in a small notebook) and written up more 

fully as soon as possible after each research session. In order to have adequate and 

accurate data to analyze, observations of events and people during each research session 

must be thoroughly and accurately recorded. I accomplished this through field notes. 

During research sessions when I merely observed the students (e.g., during 

literacy events like shared reading and independent reading), I recorded detailed notes of 
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what I observed as the students were involved in the activhies. As I did in my study of a 

first-grade teacher (Chapman, 1995), I used a laptop computer to facilhate notetaking in 

the she. During that study, I was seated on the periphery of the group of students. 

Because I was out of the direct line of vision of the students, the use of the computer 

went virtually unnoticed. Only one student during that study was distracted and a private 

conference with that individual allowed me to show the computer and its functions to her, 

thereby removing the distraction. 

In the study reported here, the speed of word processing allowed me to take more 

detailed notes than handwritten notes would allow. Because computers are frequently a 

part of classroom furnishings, the laptop did not prove to be distracting to the 

participants. The keyboard was extremely quiet, and the battery allowed up to three 

hours of word processing whhout being plugged into an electrical source. 

Beginning the second week of school, I brought the laptop computer that I used to 

record field notes to the classroom. I introduced the computer by showing h to the class 

as they sat in a group on the carpet. I let them see how it opened and how the screen 

changed when it was turned on. Then, when they were at their tables during independent 

reading, I went from table to table showing it to small groups of students. They were 

allowed to ask questions but not to touch h. I demonstrated the specific functions of the 

buttons on the keyboard in response to students' questions. They seemed satisfied that 

they were not allowed to touch the laptop when I reminded them that they had computers 

for their use in the classroom and in the school's computer lab. Once the children's initial 

curioshy about the different looking machine was satiated, the computer did not distract 

students from their activhies. 

During research sessions when I participated more actively, I recorded brief notes 

by hand in a small binder. I jotted down significant events as they happened. 

Immediately following these sessions when I was back at my office on the univershy 
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campus, I wrote up behaviors and interactions surtounding the noted instances. These 

more detailed notes were recorded on the same laptop computer that I took into the 

classroom. All data were saved on the hard drive and back-up floppy disks. Hard copy 

printouts were organized systematically in a binder to facilhate analysis, yielding 

approximately 176 pages of double spaced pages. Each day following classroom 

observations, I.reviewed my field notes and wrote up missing details. 

For the purposes of my study, subjective feelings were recorded daily in a 

reflective journal but did not become data to be analyzed. The use of a reflective journal 

is discussed later in this chapter in the section on tmstworthiness. 

Interviews 

In order to better understand behaviors that are observed during participant 

observation research sessions, h is necessary to talk whh the participants about what the 

researcher observed. Interviewing is the method of data collection that allows the 

researcher to clarify what has been observed. Through interviewing, participants explain 

their behaviors, thereby giving the researcher a clearer understanding of why participants 

act in the ways they choose (Lincoln & Guba, 1985). 

Interviews can be formal or informal (Bogdan & Biklen, 1992; Jorgensen, 1989; 

Lincoln & Guba, 1985; Spradley, 1980). Formal interviews often use stmctured, 

carefully planned lists of questions that allow the researcher and participant(s) to revish a 

previous event. The questions are designed to probe into the participants' thought 

processes, processes that remain hidden from view. The questions are designed to clarify 

participants' motives and intentions. Formal interviews can also be stmctured to 

investigate additional topics that may not be present or observed during research sessions. 

I used formal interviews during home visits to gather home culture information 

from parents (see Appendix B for interview questions). This information was used to 
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contextualize data I gathered in the classroom. As I stated in an earlier section, when 

parents were presented whh the description of the study, they were given an opportunhy 

to ask any questions that they had at that time. Several did ask questions, and I answered 

their questions. About halfway through the study, many parents began asking the 

classroom teacher questions about the study. When parents began expressing interest in 

the study, I determined h was an appropriate time to contact parents and vish whh them 

about the language development and literacy habits in each home. Interviews with 

parents served three purposes. First, they were used to fill in gaps about the home 

cultures. Second, they were used to better understand students' behaviors as they assisted 

each other in the classroom. Third, they were used to identify students' strengths and 

weaknesses as they developed awareness in using the graphophonic, syntactic, and 

semantic cueing systems. 

It was not possible to contact some parents using the phone and notes were sent 

home with students. Parents of 13 participants responded favorably to the phone calls 

and notes, however some parents declined to be interviewed. For parents who were 

willing, appointments for formal interviews were set at the parents' convenience. Most 

interviews lasted only about 15 minutes ahhough a few lasted as long as an hour and a 

half The interviews were audiotaped and the tapes were transcribed as soon as possible 

after the interviews. 

Some settings accommodate a different kind of interview. Informal interviews 

are more like casual conversations (Bogdan & Biklen, 1992; Jorgensen, 1989; Spradley, 

1980). At the time a behavior occurs, the researcher may probe with questions like, 

"How'd you do that?" As whh formal interviews, in informal interviews the questions are 

intended to clarify participants' motives and observed actions. Informal interviews also 

are intended to help the researcher better understand the thought processes that remain 

hidden during participants' actions. With some populations (e.g., children), informal 
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interviews can also help the researcher investigate what is not observed (e.g., reason for 

theh choice of specific materials). The use of informal interviews helped me address my 

second and third research questions: to better understand how beginning readers develop 

strategies in the graphophonic cueing system and to better understand how the 

relationships between the cueing systems develop. 

From personal experience as a primary grade teacher, I know that first-grade 

children are able to explain how and why they act as they do at the time their behavior 

occurs. The nature of first graders' memories and explanations lends hself naturally to 

informal interviews. In my study, informal interviews occurred as students worked 

independently, in small group activities, and in learning centers. As I participated during 

such hteracy events, I asked students how they were able to accomplish tasks. Both my 

informal interview questions and the children's responses were recorded on audiotapes. 

The tapes were transcribed as soon as possible following each session yielding 

approximately 600 double spaced pages. 

As participants' parents came and went during the school day, informal interviews 

with them were also possible. Many of the parents occasionally dropped in to have lunch 

whh their children or to bring hems that were accidentally left at home. Some parents 

were also parent volunteers in the building and stopped by the room periodically. 

Collecting Documents 

Documents were a third source of data in my study. Using the method of 

collecting documents helped me to address all three research questions by providing 

context-rich evidence of what was observed. Documents are written objects that occur 

naturally in the study she (Lincoln & Guba, 1985). In my study, both the teacher and 

students created documents. The teacher generated written documents such as learning 

center instmctions, worksheets, and reference charts. Photocopies of reference charts and 
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the directions for various classroom activities were collected. The texts that the students 

created in learning centers and notes that the students gave to me as gifts were also 

documents that I collected. Group stories, which were produced during interactive 

v^hing, were left in the classroom, but photographs or photocopies of the stories were 

collected. Likewise, photocopies of students' written work were made. I collected 

approximately 55 documents. These documents provided nonreactive, stable, context 

rich sources of data. 

Audiotapes, Videotapes and Photographs 

Jorgensen (1989) identifies the need for researchers to use tools, such as 

audiotapes, videotapes, and photographs, to help accurately record what the researcher 

observes. These three tools provide an unchanging record of the observed sessions. In 

this section, I discuss the use of each in my study. 

Audiotapes 

In order to most accurately record what occurred while I was in the classroom, I 

audiotaped students' oral interactions. Audiotapes of sessions were transcribed as soon 

after the observed session as possible. As I did in two previous studies (Chapman, 1995, 

1998), I originally planned to use a pocket-sized tape recorder whh a buih-in microphone 

to more fully capture interactions among participants in research sessions and to capture 

interactions between participants and me. In those previous studies, the interactions that 

were recorded involved two or three people who were in close proximity to the recorder 

and removed from other activity in the shes. A remote microphone attached to the 

recorder alleviated the problem of inaudible voices when the individuals did not speak 

loudly enough. 
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As I did whh the laptop computer, beginning the second week of school I took the 

pocket-sized tape recorder into the classroom. On the first day I took it into the 

classroom, I went from table to table during independent reading to show students the 

recorder. As with the computer, the students were allowed to ask questions and I 

demonstrated features that answered their questions. Due to its novehy, the students 

were allowed to touch the recorder. To forestall repeated requests throughout the study, I 

did not play back their voices when they requested to hear what they had said. I 

explained that I would listen to the tapes at home on another machine. 

The nature of the classroom, with such a variety of interactions and activities, 

made the quality of the tape recordings less effective than I had expected. After the third 

week of school when students began their center routine, I began looking for different 

recording equipment. In October, I obtained a larger, more sophisticated tape recorder, 

Eiki model 5090. Whh h I was able to more clearly record conversations whhin a four-

foot radius and filter out much of the background noise generated by activity at other 

centers. 

The new tape recorder was similar in size and design to the cassette players that 

the students operated in the listening center. Students noticed the different machine the 

first day I brought h in, and I explained it was bigger so I could keep up with it better. 

None of the participants attended to the larger tape recorder any more than they had to the 

pocket tape recorder, so the change did not distract the students. To prevent potential 

problems, I stored extra batteries and blank cassette tapes in a classroom locker that was 

set aside for my use. During the study, I used 90-minute tapes on Mondays and 

Thursdays and 60-minute tapes on Tuesdays. I used approximately 42 tapes to record 

approximately 56 hours in the classroom. I transcribed the tapes as soon as possible 

following each session, and printed hard copies of the dialogue. The tapes provided data 

for analysis. 
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Videotapes 

When appropriate, I also videotaped some sessions. Due to the nature of young 

children's reactions to camcorders, Ms. Grace carefully introduced the video camcorder 

to the class. She explained to them that h was a tool just like the tape recorder, and that 

we would be filming the things they did while learning. She also explained that excerpts 

of the videotapes might be shown to their parents at meetings so that parents better 

understood about their school day. Ms. Grace also videotaped many of her lessons for 

her own use, so the students became quickly accustomed to the camcorder as a tool. 

Beginning in mid-October, portions of research sessions were videotaped with 

Central Elementary's camcorder. These sessions were videotaped weekly during times 

when I actively participated as a co-teacher (e.g., interactive writing). The teaching 

assistant, Ms. Webb, operated the camcorder when both Ms. Grace and I were working 

whh small groups of students. 

Addhionally, alternating Mondays and Thursdays, I videotaped participants 

during learning centers. Central's camcorder worked from a battery that, when fully 

charged, lasted about one hour. No tripod was available for use with the school's 

camcorder. The camcorder was usually poised on my shoulder or another adult's 

shoulder while taping. Inhially, carrying the camcorder on my shoulder during leaming 

center times allowed me to use it as an extension of my own eye. Its compact size 

allowed me to capture exactly what students and I were looking at and working with. 

Carrying the camcorder on my shoulder also meant it was available to capture incidents 

as they occurred throughout the classroom, whhout being restricted to a particular area of 

the room. 

As the study progressed. Central's camcorder malfunctioned and it was necessary 

to use another. A tripod was available for use with the new camcorder. Sessions were 

then videotaped by setting the camcorder on the tripod, thus providing an opportunity for 
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me to interact more fully whh the participants. Participants' abilhies to attend to tasks in 

centers were better developed by that time in the study so that the equipment could be set 

up and left for 15 to 20 minutes whhout needing to reposhion ehher the camcorder or 

move the tripod to another area. Participants were also attuned to the types of literacy 

activhies and peer interactions that I was most interested in. By this time in the study, 

participants occasionally told me about activhies that they would be doing in centers so I 

could set up the camcorder and participate whh them. I used ten videotapes, recording 

about an hour on each, for a total of approximately ten hours. 

When I viewed the videotapes, I made detailed notes of taped activhies, much like 

field notes from focused observations, to provide context, dialogue, and event data. I 

viewed videotapes at home each evening after my research sessions. The videotapes 

provided a more complete description of the classroom context and were used to 

complement my field notes. Dialogue from the videotapes was also transcribed and 

printed in a similar format as the audiotaped transcriptions, yielding approximately 170 

double spaced pages. 

Photographs 

Photographs provide reliable and unchanging data collected in the research 

sessions (Bogdan & Biklen, 1992). The camera was used to capture slices of time. 

Photographs provided visual representations of the selected events in contexts that were 

described in my field notes. I used an Olympus Stylus 35mm camera whh important 

features, such as an automatic flash, zoom lens, and quartz date. The zoom lens allowed 

me to focus on specific events and interactions. The quartz date feature automatically 

recorded the date on each snapshot. 

Early in October I began bringing in my 35 mm camera to photograph students 

working together and to photograph products of their work. Of all the pieces of 
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equipment I used, the camera seemed to be the most distracting. Inhially, students pasted 

silly grins on their faces or put themselves in exaggerated poses when they saw the 

camera pointed in their direction. Individually, I told them I needed them to just go about 

the business of doing their work. I explained that I did not want them looking at the 

camera but to concentrate on what they were reading and writing. 

All cooperated, but inhially many "Kodak moments" were lost. After the first and 

second day using the camera, the students occasionally looked up when the camera 

clicked and a few occasionally wanted to examine the camera. For the most part, 

however, use of the camera became less of a novelty and eventually went relatively 

unnoticed. 

During my study as I observed students working together, I watched for "Kodak 

moments" to add to the data to be analyzed in my study. Subjects for photographs 

included interactions between and among students, students' work that was better 

understood in context, and group stories recorded on paper too large to photocopy. When 

photographs were taken, the date and content of each photo were recorded in my field 

notes so that when the film was developed the photos could be more easily matched to 

the descriptions of the context in the field notes. I took approximately 96 photographs 

during the study (see Appendix C for description of photos analyzed as documents). 

Summary 

To summarize, in order to obtain the most useflil data possible in my study, I 

relied on three methods of data collection: (a) participant observation, (b) interviews, and 

(c) collecting documents. Each of the three data sources contributed unique elements to 

address the research questions regarding the graphophonic, syntactic, and semantic 

cueing systems and peer mediation. These methods were supported with the techniques 

of field notes, audiotaping, videotaping, and photography. 
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Data Analysis 

Constant Comparative Method 

In this section I describe the constant comparative method (Bogdan & Biklen, 

1992) and the coding paradigm (Strauss, 1987) that I used to analyze data. Bogdan and 

Biklen (1992) identify the constant comparative method of data analysis as beginning in 

the field as data are being gathered. By analyzing collected data early in the research 

process, the researcher is able to identify potential key issues, people, artifacts, and 

events. Identification of the key issues, people, artifacts, and events allows the researcher 

to focus on hems relevant to the research questions in subsequent research sessions. 

During this process, the researcher is examining and re-examining preliminary codes and 

categories while, at the same time, searching for addhional data during research sessions. 

Analysis of data in my study began as soon as data were collected and continued 

throughout the study. Data from the transcriptions, field notes, and documents were read 

and reread to identify codes. In addition, codes were generated from the relevant 

Iherature. Throughout the study I constantly compared data from participant observation, 

interviews, and documents with the growing list of codes. The codes identified elements 

for me to focus on during participant observation. As I observed in the site, I formed 

interview questions based on perceived patterns. Perceived patterns also helped me 

identify documents that I needed to copy. For example, to address my first research 

question, early in preliminary fieldwork I began by looking for events that involved peer 

mediation. After I located several instances in preliminary data where one peer mediated 

for another, codes such as "peer pointing" and "hinting" emerged. Subsequent research 

sessions indicated that some students made use of pointing and hinting and that other 

students had different ways of mediating. As I continued to observe in the she, I looked 

for addhional types of mediation and their consequences. 
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Coding the Data 

As Strauss (1987) suggests, I employed a coding paradigm. His coding paradigm 

provides novice analysts with a stmcture that guides thought processes while examining 

data. By providing such a stmcture, the coding paradigm provides the means to label 

data whh codes that go beyond surface identification to a more descriptive level. 

The coding paradigm utilizes four primary categories: (a) condhions, (b) 

interactions among the participants, (c) strategies and tactics, and (d) consequences. 

These categories related closely to my research questions. My first research question 

focused on interactions among participants as related to peer mediation. My second 

question focused specifically on the development of strategies in the graphophonic 

cueing system. My third question examined the condhions that helped beginning readers 

integrate the graphophonic, syntactic, and semantic cueing systems. Consequences were 

present with all three (e.g., the consequences of peers mediating for each other). The 

coding paradigm provided a stmcture for me to begin analyzing data through what 

Strauss identifies as "open coding." 

Open Coding 

I began each analysis session by reviewing my research questions. I then 

examined data for evidence that answered the questions and labeled sections of data with 

emic, or in vivo (Strauss, 1987, p. 33), codes. 

Emic Codes 

I began data analysis through open coding, which Strauss (1987) describes as 

unrestricted. Analyzing data in this manner allowed me to examine the data closely "line 

by line, or even word by word" (p. 28). The purpose of such close examination was to 

generate emic codes, which are codes that emerge from the data. 
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During the open coding process, emic codes went beyond a descriptive level to a 

more analytical level that was representative of this study's data. For example, as I 

reviewed sections of data looking for instances where participants implemented 

"strategies and tactics" (one of the four primary paradigm categories), the code 

"after/before" emerged as a tactic participants used to make words. Participants 

demonstrated "after/before" by placing ending letters of one printed word in front of 

beginning letters of another printed word to generate a known word. 

Approximately 48 emic codes emerged from the data. These emic codes were 

then applied systematically to all data collected. 

Etic Codes 

I modified Strauss' (1987) method of open coding to include etic, or sociological, 

codes. My research questions allowed me to focus on specific phenomena. For example, 

rather than examining the data within the broad category of "interactions among the 

participants," I looked for specific interactions involving peer mediation that assisted 

literacy development. With such a purposeful focus, I was able to apply specific 

terminology from relevant literature. 

Etic codes were based on current Iherature that applies to the concepts of my 

study. Familiarhy whh relevant Iherature helped me focus on specific events as I 

examined the data whh each of the four paradigm categories in mind. For example, I 

easily identified "application of rimes" and "graphophonic support from illustration" as 

students developed graphophonic strategies and demonstrated the integration of the 

cueing systems. Both of these etic codes are elements of beginning reading that are 

identified in current literature. Approximately 25 etic codes were evident in the data. 

Both emic and etic codes were applied systematically to data collected. To 

accomplish this, emic codes and etic codes were initially written in the margins of the 
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data. As each code was generated, I also wrote h on an individual index card. I color-

coded the index cards to organize them along paradigm categories (e.g., blue cards for 

condhions, yellow cards for strategies and tactics). Each time a specific code was labeled 

in the data, I recorded h also on hs index card. I used the abbreviations "Fid" for field 

notes, "AT" for audio transcription, "VT" for videotapes, and "Doc" for documents. Next 

to each abbreviation on the index card I recorded the date and page number where the 

incident appeared in the data. For some codes, I also recorded the name of the 

participant. Recording muhiple methods and sources helped me triangulate the data. 

(Triangulation is discussed more fully in the section of this chapter that addresses 

credibility.) Each index card then provided a quick reference to compare instances that I 

had labeled with the same code (Figure 3.1). 

At this point in the data analysis a single code often became two or more different 

codes that were defined by slightly different details in the data. The data then were re

examined and labeled with new codes. For example, when I examined data identified by 

the paradigm category "conditions" I noticed pairs of students frequently read aloud 

together during independent reading and learning centers, and the whole class read aloud 

together during shared reading. Inhially all instances where a more capable peer 

mediated for a classmate by reading aloud whh him or her were coded with the etic code 

"choral reading." However, as I listened to audiotapes and reviewed videotapes I became 

aware that more capable peers attended to the quality of their classmate's vocalizations 

and adjusted their paces accordingly. Subsequently "choral reading" became the emic 

codes of "mumble reading," "echo reading," and "shadow reading" and the etic code of 

"choral reading." Each of the new codes represented different levels of the learning 

peer's ability to read new, or almost new, text. Once the new codes were defined, I 

reviewed the already coded data to label instances with the more clearly defined codes 
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and recorded information to locate the instances on new index cards. When careful 

examination of existing and new data did not yield addhional emic and etic codes, then 

the codes became stabilized. 

Axial Codes 

During axial coding, the researcher seeks to identify relationships among codes 

whhin the four paradigm categories listed above. I grouped emic and etic codes that 

proved productive across data under axial codes. For example, when I analyzed codes 

that explained tactics participants were using to assist their peers, four codes fit together 

under a condhion of reading orally together. In this example, "mumble reading," 

"shadow reading," "echo reading," and "choral reading" were clustered under the axial 

code of "joint reading." 

Organization of the single codes on individual index cards allowed me to cluster 

codes that were related into axial codes. I wrote axial codes at the top of index cards and 

listed related emic and etic codes on each. Each of the index cards for the individual 

codes were clipped to the axial code card it related to (Figure 3.2). I continued to 

examine data for evidence of the codes and continued to note the data location 

information on the individual code's index card, which I began during the open coding 

process. 

Selective Coding 

Axial codes lead to the next step of coding, selective coding. Contrary to the 

unrestricted process of open coding, the process of selective coding is restricted by 

focusing on data that provide evidentiary warrant for the core categories. The core 

categories, which reflect the themes that emerged from the data, are identified as themes 

and described in detail in Chapter IV. 
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During the selective coding process, data are carefully examined whh themes in 

mind. In my study, selective coding centered around four themes. For example, as I 

examined data for codes related to the theme "Physical Interactions," I was mindful of 

conditions, strategies, consequences, and interactions that had been grouped together 

under the axial codes "peer pointing," "demonstrating," and "gestures accompanying 

speech." These codes all related to each other because, as the name implies, participants 

were somehow physically involved in the coded condhions, strategies, and interactions, 

all of which yielded consequences. When I examined the data for the theme "Vocal 

Pacing" the emic and etic codes naturally clustered around the axial code "joint reading." 

I analyzed the condhions under which participants read jointly to reveal that participants 

moderated their pace to meet their peers' capabilhies to stay together (Figure 3.3). 

Writing Memos 

Memos were necessary throughout the analysis of the data. Throughout the 

coding processes I wrote a variety of memos. As Strauss (1987) cautions, I kept memos 

separate from the data to avoid potentially including my memos as data. 

One type of memo that I wrote was definhional. As emic and etic codes were 

generated, each was defined. Definhional memos helped me to consistently code 

instances with appropriate emic and etic codes. They also helped me recognize when I 

coded data with too broad an application of a single code. An example of this was 

clarifying the difference between "echo reading" and "shadow reading," two emic codes 

mentioned in the previous section. 

Echo reading ~ two kids, same text, reading together. One voice behind 
the other. One full word spoken before the second voice is heard. 
Represented in transcription whh both kids' names divided with slash, first 
name first speaker. 
Shadow reading ~ two kids, same text, reading together. First voice 
begins word, draws out sound until second voice joins in. Represented in 
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PHYSICAL INTERACTIONS 

peer pointing demonstrating gestures accompanying 
speech 

pointing to text in joint making letters muhiple meaning words 
reading playing games (e.g., BINGO) location words 

pointing across distance hint, tell, do size 
pointing to correct miscues 

VOCAL PACING 

joint reading 

choral reading 
shadow reading 
echo reading 
mumble reading 

Figure 3.3. Sample Themes that Guided Selective Coding 
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transcription with both kids' names divided with slash. Jointly produced 
sounds bolded and underlined. 

Defining the codes by putting my thoughts into writing helped me focus on attributes that 

identified separable instances in the data. 

As I identified each code, I wrote a memo in a separate file on my laptop 

computer to describe how I used the code. I maintained a listing of the codes separate 

from the memo for use as a reference in subsequent analysis sessions. When I reviewed 

my definhions whh newer labeled instances in the data, h helped me to modify my 

analysis by redefining existing codes or generating new codes. When it was necessary to 

redefine a code, I wrote a memo to help me apply the code more accurately in subsequent 

analysis sessions and to help me pinpoint what it was in the data that the code identified. 

As I continued to examine data and review the list of existing codes, distinctions 

between the codes often became apparent. When I noted distinctions between codes, I 

wrote analytical memos in a separate file. In these memos I specified how two or more 

codes were different from each other. For example, when I was distinguishing between 

"echo reading" and "shadow reading" an analytical memo helped me identify different 

verbal pacing. 

Choral reading broke down into four different codes. At first I thought the 
different pacing whh each meant h did not belong whh choral. But mcp's 
seem to alternate between one pattern and the others until a place in the 
book where partners are reading chorally. Each of the patterns occurs 
during joint reading. Cluster all four together under the new heading? 

Analytical memos, sometimes several paragraphs in length, also helped me as I began to 

cluster codes during axial coding. 

I also wrote discovery memos. At times during the analysis process I had sudden 

insights, such as the above mentioned example with "joint reading." I recorded these 

insights in brief memos. For example, when I discovered the difference between "echo 

reading" and "shadow reading" in my memo I wrote: 
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I'm hearing a difference between a real echo and kiddos reading almost 
together. It's more like a shadow. A shadow depends on the time of day 
and the size of the object. Some of the joint reading is more in separate 
voices and some of the joint reading has a single voice for a longer piece 
of the word(s) as they are reading. 

This memo helped me define fine points that distinguished one code from another. 

Discovery memos, like the definhional and analytical memos, were written in separate 

files on the laptop computer. Discovery memos helped me to settle on themes and better 

understand the relationships among codes. 

The entire process of writing memos helped me to clarify my thoughts and 

perceptions that related to my study during data analysis. They served as checks of my 

understandings from the data from one analysis session to the next. Some memos also 

served as initial drafts of sections of this dissertation. Addhionally, memos served to 

identify elements that I needed to discuss with committee members during peer 

debriefing, which is one technique for credibilhy that I discuss in the next section. 

Tmstworthiness 

In order for this study to contribute substantially to the body of knowledge about 

lheracy development, h must meet criteria that establish the research as tmstworthy 

(Lincoln & Guba, 1985). Two primary criteria of tmstworthiness, credibility and 

transferabilhy, apply to this study. 

Credibilhy 

Lincoln and Guba (1985) describe several techniques that qualhative researchers 

employ to assure credibilhy. In this section I discuss the techniques of (a) prolonged 

engagement, (b) persistent observation, (c) triangulation, (d) peer debriefing, (e) member 

checking, and (f) reflective joumaling. These techniques were employed to assure 
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credibilhy in my study by demonstrating that the data do represent what actually existed 

in the research she. This, in turn, supports the validity of the study. 

Prolonged Engagement 

Prolonged engagement is a technique of spending a sufficient amount of time in 

the research she. The length of time needed for any study is determined by the nature of 

the investigation. It should be long enough to (a) build tmst between participants and the 

researcher, (b) allow the researcher to achieve an acceptable level of understanding of the 

research she, and (c) determine misinformation that may be the result of distortions by 

ehher the researcher or the participants. 

A certain level of tmst exists when individuals agree to participate in a study. The 

idea of building tmst includes more, however. In a long-standing friendship, tmst is 

developed over time and across a series of events. In a qualhative study, too, a series of 

events allows the researcher to build tmst. For example, every opportunhy researchers 

have to protect participants' anonymhy and do so, heightens the level of tmst. Each time 

researchers demonstrate a desire to understand the site and participants rather than serve 

personal agendas, the level of tmst is deepened. Prolonged engagement is necessary to 

provide sufficient opportunities for researchers to build tmst. 

In my study, prolonged engagement was attended to by: (a) duration of each 

research session, (b) frequency of research sessions, and (c) length of time over months 

that I was in the field. Each research session lasted an hour to an hour and a half, 

depending on the day of the week for an approximate total of 75 hours in the classroom. 

I vished the classroom two or three times each week, depending on the school calendar 

for a total of 46 vishs. (Inservice days and school holidays occasionally coincided whh 

scheduled vish days.) Finally, vishs were made from the first day of school to almost the 

end of December. 
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Persistent Observation 

Another technique described by Lincoln and Guba (1985) to assure credibilhy is 

persistent observation. Persistent observation allows researchers to closely examine 

circumstances for elements that are most relevant to the issue being studied, thereby 

providing answers to the research questions. Through persistent observation, researchers 

(a) notice events and speech important to the research questions, (b) pursue what they 

perceive to be the most salient details, and (c) focus on those details. 

In my study, I made use of persistent observation by reviewing my research 

questions before each visit. As I participated in and observed activities, I noted the 

relationship of each activity to literacy development and peer mediation. Using the 

constant comparative method to analyze data, I was able to pursue the most salient details 

each time I entered the study she. 

While persistent observation provides depth to a qualitative study, h may allow a 

researcher to focus prematurely and allow other pertinent data to go unnoticed. 

Prolonged engagement and persistent observation provide a check and balance system for 

researchers. While committed to the first activity, researchers purposefully remember to 

observe the site in totalhy. While committed to the second, researchers do not allow 

themselves to be carried away by the constant variety of behaviors whhout focusing on 

the most salient. I utilized both of these techniques to provide both the depth and breadth 

needed for my study. 

Triangulation 

Triangulation is a technique that improves the probability that the findings and 

interpretations of a study are credible. One form of triangulation involves muhiple 

methods for data collection. By utilizing more than one method of gathering data, a 

researcher reduces opportunities that findings will be distorted due to the researcher's 
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subjectivity. Triangulation of methods helps consumers of research tmst the findings of 

the researcher. The three methods of data collection that I used, participant/observation, 

interviewing, and collecting documents, allowed me to use triangulation of methods. 

A second form of triangulation is the use of muhiple sources of data. Nineteen 

participants produced data that I examined in my study. Interacting whh all nineteen 

participants provided opportunhies to validate information from one source with another 

source. Comparing sources of data that I collected, data from one participant to data 

from another participant and data from a single participant to subsequent research 

sessions whh that same participant, allowed me to triangulate the data sources. 

Peer Debriefing 

Peer debriefing is accomplished in purposeful sessions where the researcher 

discusses what he or she sees in the setting with at least one knowledgeable individual. 

Peer debriefing included periodic discussions with members of my committee and with 

Ms. Grace. Discussions regarding research methods and what I observed helped me 

maintain awareness of personal biases, maintain my focus to answer the research 

questions, and develop each subsequent step of the study. For example, on one occasion 

I visited with Ms. Grace about one student. We discussed Juan's seeming lack of ability 

to use illustrations to support the text. She confirmed my perception and clarified that 

she was stmggling with his mother's insistence that he read only the words. 

Member Checking 

The technique of member checking is purposeful interactions between the 

researcher and participants to verify the researcher's perceptions. Periodically during data 

gathering sessions, informal interviews with students in the classroom allowed me to 

check my perceptions about students' actions whh theh perceptions. For example, as 
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participants read books at the library center, I often asked them how they figured out a 

word that caused them to heshate. Participants explained their tactics, which included 

but was not limhed to the use of inhial consonants, illustrations, and memory of whole 

words. 

Reflective Journal 

In addhion to the above listed techniques, I also maintained a reflective journal 

where I recorded my reactions to what I observed during research sessions. Such a 

journal was intended to help me, as a researcher, record subjective feelings and focus on 

the most salient aspects of the instances in the field (Eisner, 1991). Carefully examining 

what I recorded in the journal and what I feh about instances helped me to identify 

personal biases. The journal also helped me identify instances that needed further 

clarification. I periodically reviewed the journal to determine items that I described as 

troubling or puzzling. Based on my reflective journal entries, I identified circumstances 

that needed more in-depth examination and focused my attention on those circumstances 

in subsequent participant observation research sessions. I also formed questions that I 

needed participants to address. These questions were addressed through the method of 

interviews. 

Summary 

In summary, specific techniques add to the credibility of qualitative studies. 

Utilizing the techniques of prolonged engagement, persistent observation, triangulation, 

peer debriefing, member checking (Lincoln & Guba, 1985), and reflective journal 

(Eisner, 1991) contributed to the credibility of my study. 
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Transferabilhy 

Lincoln and Guba (1985) identify the criterion of transferability to address 

application of qualitative research findings. Transferabilhy refers to the research 

consumer's capabilhy to transfer the findings of a she-based research study to another 

site. Lincoln and Guba state that researchers can only know their research setting. In 

order to transfer findings from one setting to another, both the context of the study and 

the context where the research consumer is involved must be defined. Because the 

researcher does not know a potential other setting, it is the research consumer, not the 

researcher, who bears the burden of determining how well the contexts match. The 

researcher does not generalize the findings of a qualitative study, for example, to all 

primary grade classrooms in any given location. 

It is, however, the goal of the qualhative researcher to describe the participants, 

setting, and instances as fully as possible, what Eisner (1991) and Brody (1992) call thick 

description. To achieve this goal, the research report also contains quotes from 

participants and examples of relevant field notes to illustrate the findings. To provide 

sufficient context for the research consumer, the classroom setting, for example, is 

described as completely as possible in Chapter IV, from geographic location to classroom 

furniture arrangement. These thick descriptions allow consumers to match the context of 

the study to their own settings in order to transfer findings. 

Chapter Summarv 

In this chapter, I have described established qualhative methodology that I 

utilized in my study. First, I explained how the she and sample have been purposefully 

selected and how I gained permission, entered and exited from the she, and obtained 

informed consent. Next, I described methods for data collection, and I indicated their 

relationship to the purpose of the study. Then, I described the methods that I used as I 
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analyzed data for my study. These include applying the constant comparative method, 

employing a coding paradigm, and wrhing memos. Finally, I discussed crheria that were 

employed to assure credibility and allow for transferabilhy of the findings from the study. 
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CHAPTER IV 

FINDINGS 

Introduction 

In this chapter, I provide extensive contextual details of the study she and the 

resuhs of this study. I begin by describing the neighborhood and more specifically the 

participants' homes that I vished. Next, I describe the participants and the aduhs who 

were routinely in the classroom. I follow that with a description of the school building 

and the classroom. Then, I provide an account of a typical morning. Finally, I present 

the findings and discuss them in relation to relevant literature. 

Central Elementary's Neighborhood 

The Neighborhood 

Central Elementary School is situated in a medium-sized city in the southwestern 

Unhed States. It serves a neighborhood that extends over a dozen blocks to the north, 

east, and south from the school building. Driving through the neighborhood h is obvious 

that it is an older section of town as evidenced by the size of the few trees growing in 

front and back yards and the archhectural style of stores, apartments, and church 

buildings in the area. The school building itself was originally built in the 1940's, 

ahhough addhions have been made to the stmcture over the years. Streets mn east and 

west with alleys mnning parallel to the streets between back yards. Alleys are unpaved 

and generally used for city services, such as garbage pick-up and utility companies' 

access to lots. Sidewalks mn parallel to the streets near the edge of the front yards. 

The houses stand on lots that are about 50' X 120' whh back yards slightly larger 

than front yards. Most back yards are fenced whh solid panels of wooden pickets that are 
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six feet high. A few yards have trees. Almost all front yards have shmbs, which are 

usually planted under bedroom windows that face the street. 

Houses in the neighborhood are more alike than different. A few are bricked, but 

most are sided whh wooden shiplap, asbestos shingles, or a combination of both 

materials. Most of the houses have a single-car garage whh a cement driveway. Front 

porches are about five feet square and a single step up from the front walk that leads to 

the curb. Wooden screen doors still greet visitors, although a few houses have replaced 

screen doors with glass storm doors. Mailboxes are attached to the houses near the front 

doors. 

All but one of the houses that I visited are designed around one of two floor plans. 

The front door opens directly into the living room in the first design. The living room is 

usually about 12 feet square, although a few houses have slightly larger or rectangular 

living rooms. In these houses, the kitchen is behind the living room with a wall 

separating the two. The kitchen includes an area for a dining table and chairs and a door 

that leads to the garage. A door leads from the back of the garage into the back yard. In 

the second floor plan, these two rooms are reversed, and a narrow hallway leads from the 

front door past the kitchen into the living room. The second floor plan has two doors in 

the living room. One leads to the garage and one leads to the back yard. In both floor 

plans, a double window looks out over the front yard and a double, or triple, window 

looks out over the back yard. In both floor plans, a hallway leads from the living room to 

the two or three bedrooms and the single bathroom, the doorways of which are visible 

from the living room. 

Most of the houses I vished are furnished similarly. The living room furniture 

includes an entertainment center, coffee table, end tables, and some combination of an 

overstuffed sofa, loveseat, and easy chair(s) ensemble. The entertainment center usually 

fills an entire wall and holds a large color television and stereo equipment. The furniture 

134 



is arranged so that anyone seated in the living room has a clear view of the television. 

Two houses differ slightly from this arrangement with two sofas facing each other and 

the television stands at the end of the room. One house has no living room furniture. The 

television in this house shs in the middle of the khchen table. In most of the houses, 

framed photos of family members are hung on one or more walls and are clearly visible 

from where a guest might sh. 

Some of the houses are carpeted and some have mgs on polished hardwood 

floors. One house has foot-square asbestos tiles that are chipped and curling up. All but 

one of the houses are tidy. 

In five of the houses newspapers, magazines. Bibles, and other books were visible 

on the coffee table or elsev^here in the living room. In all of the houses parents and 

children referred to the children's books they kept in their bedrooms. Christmas 

decorations were up in November well before the Thanksgiving holiday. 

Participants' Homes 

The 19 students lived in 18 different homes. I was able to visit a total of 12 of the 

18 homes. The home visits typically lasted about 15 to 20 minutes, although a few lasted 

as long as an hour and a half At each home, aduhs greeted me at the door, sometimes 

accompanied by the children. At each home, I was graciously invited in and shown to a 

chair or a seat on the living room sofa. We then chatted briefly about the weather or 

some poshive anecdote from the school day that I could relay. I began each formal 

interview (see Appendix B for a list of interview questions) by briefly reminding them 

what the research was about. I then asked for permission to tape record the interview. 

All the people present in the room at the time gave their permission. I asked the same 

first question at each interview, "How often is English used in your home?" Then I asked 

the second question, "Has your child had experience whh another language?" Depending 
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on the answer to that second question, I began requesting information about their use of 

Spanish whh and around the children in addhion to their use of English. No languages 

other than English and Spanish were identified. 

Two of the home vishs were scheduled at times before the children got home 

from school for the convenience of the parents. One visit was with a participant's great-

grandparents because his father had to unexpectedly take him to vish a doctor. During 

the remaining vishs the children were home. The parents included the children in the 

conversation by occasionally turning my questions to their children if they did not know 

the answer (e.g., identifying a favorite book). The children usually brought out their 

favorite books while I vished whh their parents. Because I visited the homes from the 

middle of October to the middle of December, many of the vishs occurred during the 

holiday season. The children showed favorite Christmas tree ornaments and told me their 

Christmas wishes. All the children who have pets also showed me their pets, sometimes 

invhing me to the back door to look into the back yard. 

The home visits demonstrated similarities and helped identify differences among 

the participants. The home visits also gave me first-hand knowledge about many of the 

participants so that I better understood their conversations. For example, when first 

graders refer to siblings or pets by name, they seldom identify who or what the name 

belongs to. The home vishs also gave me insight as to language(s) recognized and 

spoken by the participants. This information helped me as I observed participants 

mediating for one another and as they developed literacy capabilhies. 

Members of the Classroom 

In this section I describe the students who were participants in my study and the 

aduhs who worked routinely in the classroom. As part of the description of participants 
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and aduh members of the class, I will use terms to identify the ethnic group to which each 

person belongs. 

Nieto (1992) explains that care must be taken in choosing terms to identify 

individuals. While some terms may appear to be more or less polhically correct, she 

argues that the choice of term should be based on the wishes of the individual(s) being 

identified and on hs abilhy to inform. In Chapter IE I used the terms Whhe, Hispanic 

and Black to identify students in the selected classroom, because they were the terms 

used by the school for government reporting purposes and suggested the possibilhy that 

the participants come from linguistically diverse home cultures. In this chapter, I use the 

terms Mexican-American and Black because of the ways participants' parents and the 

participants identified themselves. The parents of participants and the participants 

themselves whom I identified in Chapter in as Hispanic verbalized their connections to 

Mexico through language, celebrations, and sometimes their origin, so each is now 

identified as Mexican-American. The one child previously termed as Black identifies 

himself whh that term so I continue to use Black to identify him in this chapter. In this 

chapter, I also used the term European-American for those participants previously 

identified as White. As Nieto states, Whhe, as an identifier, is generally viewed as 

lacking a cultural identity. She further states that even when individuals do not 

specifically identify themselves as European-American, they have elements whhin their 

home culture that derive from a European-American heritage, such as family member 

roles and the way time functions. 

Participants 

In Chapter HI, I introduced the 19 first-grade participants who participated in this 

study. Here I more fully describe each participant. Each participant is identified whh a 

pseudonym that was carefully chosen. Many of the participants' names are common to 
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the Mexican-American population in the area. When spellings and pronunciations of 

participants' names fit this characteristic, I assigned a pseudonym whh that in mind. A 

few participants had Mexican-American names but went by nicknames that do not 

necessarily reflect the Mexican-American influence of the whole name. For those 

participants I provide both the whole name and the nickname. When Mexican-American 

participants' names are anglicized, likewise the pseudonym that I assigned is anglicized. 

Letters and syllables in names have been preserved in the pseudonyms where 

necessary to fit whh examples from the data that I che as illustrations. The teacher used 

class members' names to teach participants the correspondence between letters and 

sounds. Desk tags, locker tags, and charts of alphabetized rosters that highlight first 

letters of class members' names provided reference points for participants. Beginning 

syllables of some names matched small sight words or common rimes. 

Additionally, I describe the beginning year Observation Survey scores (see 

Appendix D for explanation of interpretation of scores). I also provide the instmctional 

reading level (see Appendix E for description of each level) of each participant at the end 

of the study in December. This information is provided to explain the Ms. Grace's 

identification of each as below average for the class, low-average for the class, average 

for the class, above-average for the class, and advanced for the class. The Observation 

Survey scores also inhially determined eligibility for the Reading Recovery program. At 

the beginning of the year, facuhy made a list of the bottom ten percent of the Central 

Elementary first-grade population as determined by scores on the Observation Survey. 

The Reading Recovery teacher filled her available instmctional slots from students on 

this list. As students exhed the Reading Recovery program and instmctional slots 

became available, the facuhy reevaluated the original list of students. Their current 

reading levels determined their eligibility. (See Tables 4.1 and 4.2 for summaries of 

information about participants.) 
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Table 4.2. Social Dyads 

Participants 

Andre 

Candy 

Carlos 

Celia 

Chfton 

Curtis 

David 

Gabriel (Gabe) 

Jeffrey 

Juan 

Julie 

Matthew 

Mhchell 

Raymundo (Ray) 

Regina 

Reginald (Reg) 

Richie 

Sally 

Thomas 

Ethnichy 

M-A 

E-A 

M-A 

M-A 

B 

M-A 

E-A 

M-A 

M-A 

M-A 

M-A 

E-A 

M-A 

M-A 

E-A 

E-A 

E-A 

E-A 

M-A 

Instmctional Reading 
GrouDS 

Sept. 

LA 

AA 

BA 

AA 

LA 

AA 

AA 

Av 

Av 

LA 

AA 

Av 

LA 

LA 

Av 

LA 

Av 

LA 

Av 

-Dec. 

LA 

Ad 

BA 

Ad 

LA 

Ad 

Ad 

Av 

Av 

LA 

Ad 

AA 

BA 

BA 

AA 

BA 

Av 

BA 

AA 

Self-Chosen 
Partner 

Julie 

Ray 

David 

David 

Julie 

Gabe 

Sally 

Regina 

Note: "M-A" is Mexican-American, "E-A" is European-American, "Ad" is advanced, 
"AA" is above average, "Av" is average, "LA" is low average, "BA" is below average. 

140 



All but one of the Mexican-American participants indicated that aduhs in their 

home culture used Spanish around and whh them. In order to gauge their Spanish 

literacy development I also administered three subtests of the Instmmento de Observation 

(Escamilia et al., 1997). Because I am not proficient in Spanish, the first grade bilingual 

teacher tape-recorded Spanish instmctions and Spanish prompts. Clarity of the tape did 

not present a problem. When I played the tape in order to administer the Instmmento de 

Observation, each participant recognized the teacher's voice. They made comments such 

as, "I know her!" and "She teaches in the room next door, huh?" I report scores for the 

three subtests of the Instmmento de Observation after the Observation Survev scores for 

each participant to whom h was administered. 

Mhchell 

Mitchell is a six-year-old Mexican-American (M-A) boy. He seldom initiates 

interactions with his peers except at independent reading when he asks a classmate to 

read to him. He often observes classmates during a variety of activities. He is inquisitive 

and frequently asks questions. Despite these interactions, however, he does not initiate 

reading and writing on his own. He often feigns exhaustion, sighing heavily and laying 

across his desk with his arm for a pillow during independent reading and word work 

assignments. 

On the Observation Survev that was administered in August, Mhchell (LA) 

identified 32 out of 54 letters on the letter identification subtest. He read 0 out of 20 

words on the word identification subtest. He identified 15 out of 24 concepts about print. 

He wrote 4 words on the writing vocabulary subtest. He wrote acceptable symbols for 11 

out of 37 sounds on the dictation subtest. He read the reading book level "B." At the end 

of the study, his instmctional reading level, as determined by the level of guided reading 

book, was "D." Ms. Grace identified his reading level as below average (BA). Halfway 
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through the study when a slot was available, he began attending Reading Recovery 

classes. In addhion, on the Instmmento de Observation administered in September, he 

wrote 0 words on the wrhing vocabulary subtest (ahhough he wrote the English word 

"Mom"). He wrote acceptable symbols for 0 out of 39 sounds on the dictation subtest. 

He read the Spanish version of the reading book level "B" in English. (He indicated he 

remembered h from the OS conducted in English.) 

The home visit revealed that he has one preschool brother and several older 

brothers ranging from two to ten years older than he. He lives whh his mother and 

siblings. According to his mother, Spanish is spoken in the home as often as English, 

although she said Mitchell seldom understands Spanish and does not speak it (PB). 

Reginald 

Reginald, who also goes by Reg, is a six-year-old European-American (E-A) boy. 

He is a twin to Regina, who is described below. He is highly distractible, often 

intermpting his own speech to change the subject. He also frequently gazes into space 

and an aduh has to call him back to task. He is accustomed to others doing things for him 

as evidenced by his frequent requests of, "Here, you do h." He also feigns exhaustion 

when an independent reading or writing activhy is assigned. If a partner is available, he 

is willing to attempt tasks. Like Mhchell he is very inquishive. However, unlike 

Mitchell, Reg seldom attends long enough to hear answers to his questions. 

On the Observation Survey that was administered in August, Reg (LA) identified 

49 out of 54 letters on the letter identification subtest. He read 1 out of 20 words on the 

word identification subtest. He identified 14 out of 24 concepts about print. He wrote 7 

words on the writing vocabulary subtest. He wrote acceptable symbols for 22 out of 37 

sounds on the dictation subtest. He read the reading book level "B." At the end of the 

study, his instmctional reading level, as determined by the level of guided reading book, 
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was "D." Ms. Grace identified his reading level as below the class average (BA). 

Throughout the study he made progress in learning to read and write, however, h is not as 

easy for him as for his twin. He began attending Reading Recovery shortly after the 

study was over. 

Regina 

Regina is a six-year-old European-American (E-A) girl. She is a twin sister to 

Reginald, who is described above. She enjoys wrhing stories but appears to enjoy 

sharing her stories orally even more. Her classmates always find her to be a ready 

audience for their stories as well. She is also a willing caretaker and frequently puts aside 

her work to help any classmate, but especially her twin. 

On the Observation Survey that was administered in August, Regina (Av) 

identified 52 out of 54 letters on the letter identification subtest. She read 4 out of 20 

words on the word identification subtest. She identified 16 out of 24 concepts about 

print. She wrote 19 words on the writing vocabulary subtest. She wrote acceptable 

symbols for 36 out of 37 sounds on the dictation subtest. She read the reading book level 

"D." At the end of the study, her instmctional reading level, as determined by the level of 

guided reading book, was "H." Ms. Grace identified her reading level as above average 

(AA) for the class. 

Phone calls to the twins' home and notes sent home were unanswered. Both twins 

spoke of an older sister who was married and lived in a nearby town. Information that 

Ms. Grace was able to obtain indicated that the twins live whh their mother, and the 

regional dialect of English is the only language spoken in the home. 
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Thomas 

Thomas is a six-year-old Mexican-American (M-A) boy. During school he 

seldom needs urging to attend to schoolwork. He readily chooses books and initiates 

wrhing activhies. He interacts easily with peers during unstmctured activities. His desk 

is next to Matthew's during the study. He is able to ignore most of Matthew's 

encroaching behaviors. 

On the Observation Survey that was administered in August, Thomas (Av) 

identified 51 out of 54 letters on the letter identification subtest. He read 2 out of 20 

words on the word identification subtest. He identified 8 out of 24 concepts about print. 

He wrote 8 words on the wrhing vocabulary subtest. He wrote acceptable symbols for 23 

out of 37 sounds on the dictation subtest. He read the reading book level "D." At the end 

of the study, his instmctional reading level, as determined by the level of guided reading 

book, was "H." Ms. Grace identified his reading level as above average (AA) for this 

class. In addition, on the Instmmento de Observation administered in September, he 

wrote 0 words on the wrhing vocabulary subtest. He wrote acceptable symbols for 0 out 

of 39 sounds on the dictation subtest (ahhough he translated six words, correctly spelling 

them in English). He read the Spanish version of the reading book level "B" in English. 

(He indicated he remembered it from the OS conducted in English.) 

The home visit revealed that Thomas lives with his mother and an infant brother. 

His father is sometimes in the household as well. Spanish is occasionally spoken in the 

home by his mother and by relatives at extended family gatherings. According to 

Thomas' mother, he refuses to participate in conversations in Spanish, but he does 

understand Spanish (PB). She explained that if anyone addresses him in Spanish he 

almost always waits for a translation into English and answers only in English. 
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Matthew 

Matthew is a six-year-old European-American (E-A) boy. He is very interested in 

books and reads whenever he has the opportunhy. He prefers reading activities to writing 

activhies. Matthew has a great deal of trouble relating to peers and difficuhy respecting 

others' personal space. As a direct resuh of the latter, his spot on the carpet is next to the 

teacher's chair during whole group instmction. An Annual Review and Dismissal (ARD) 

committee (the school committee charged whh reviewing diagnostic test resuhs and 

academic progress to determine appropriate educational placement) determined that a 

full-time teaching assistant should be in the classroom to assist with Matthew's dismptive 

behavior. He attends daily sessions with the speech therapist, because he is also 

identified as language delayed. 

On the Observation Survey that was administered in August, Matthew (Av) 

identified 53 out of 54 letters on the letter identification subtest. He read 4 out of 20 

words on the word identification subtest. He identified 14 out of 24 concepts about print. 

He wrote 6 words on the writing vocabulary subtest. He wrote acceptable symbols for 20 

out of 37 sounds on the dictation subtest. He read the reading book level "D." At the end 

of the study, his instmctional reading level, as determined by the level of guided reading 

book, was "H." Ms. Grace identified his reading level as above average (AA) for this 

class. 

The home vish revealed that he is an only child and lives with his adoptive 

parents. His father attends college at a local univershy. His mother works as a registered 

nurse in an area hosphal. He has a room full of books, videos, and computer games. The 

regional dialect of English is the only language spoken in the home. 
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David 

David is a six-year-old European-American (E-A) boy who is an only child, 

ahhough his mother is expecting a baby before the end of the school year. Reading is a 

favorite activhy, although he applies himself to each task at school. On more than one 

occasion he brought hems from home that related to the themes the class was studying. 

He is very sensitive to the feelings of others. David is a special friend to Matthew. He is 

able to demonstrate the patience necessary to help Matthew keep himself in control. He 

is also a special friend to Jeffrey (described below) and makes sure to include him in 

activities whenever possible. 

On the Observation Survey that was administered in August, David (AA) 

identified 53 out of 54 letters on the letter identification subtest. He read 17 out of 20 

words on the word identification subtest. He identified 20 out of 24 concepts about print. 

He wrote 26 words on the writing vocabulary subtest. He wrote acceptable symbols for 

37 out of 37 sounds on the dictation subtest. He read the reading book level "K." At the 

end of the study, his instmctional reading level, as determined by the level of guided 

reading book, was "M." Ms. Grace identified his reading level as advanced (Ad) for this 

class. 

A home visit was not possible. Informal interviews with his mother at school and 

information that Ms. Grace was able to obtain indicated that the regional dialect of 

English is the only language spoken in the home. 

Jeffrey 

Jeffrey is a six-year-old Mexican-American (M-A) boy. He likes to read and 

wrhe stories but would rather play or talk. He wants very much to be friends whh 

classmates but often expresses a sense of rejection ("Nobody wants to be my friend.") 
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when they do not want to do the same things he does at the morning break or learning 

center time. 

On the Observation Survey that was administered in August, Jeffrey (Av) 

identified 54 out of 54 letters on the letter identification subtest. He read 12 out of 20 

words on the word identification subtest. He identified 15 out of 24 concepts about print. 

He wrote 13 words on the writing vocabulary subtest. He wrote acceptable symbols for 

33 out of 37 sounds on the dictation subtest. He read the reading book level "D." At the 

end of the study, his instmctional reading level, as determined by the level of guided 

reading book, was "G." Ms. Grace identified his reading level as about average (Av) for 

the class. In addhion, on the Instmmento de Observation administered in September, he 

wrote 0 words on the wrhing vocabulary subtest. He wrote acceptable symbols for 7 out 

of 39 sounds on the dictation subtest (although he was pronouncing words as if they were 

English words with no relationship to the Spanish meaning). He attempted to read the 

Spanish version of the reading book level "B" in English. (He indicated he remembered 

the story from the OS conducted in English.) 

The home visit revealed that he is the youngest child and lives with his parents 

and most of his older siblings, who range from fourth grade through high school age. His 

mother explains that Spanish is seldom spoken in the home, being limited to common 

expressions, like "mi casa," that his father occasionally uses. Jeffrey recognizes Spanish 

but gives no indication of understanding Spanish beyond common expressions and does 

not speak h (PB). 

Curtis 

Curtis is a six-year-old Mexican-American (M-A) boy. Reading comes very 

easily to him, and he readily engages in reading and wrhing activhies. He interacts easily 
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with most of his classmates, although he sometimes exhibhs a short temper (e.g., he 

snaps at classmates when they accidentally bump into him while lining up). 

On the Observation Survey that was administered in August, Curtis (AA) 

identified 53 out of 54 letters on the letter identification subtest. He read 20 out of 20 

words on the word identification subtest. He identified 18 out of 24 concepts about print. 

He wrote 29 words on the writing vocabulary subtest. He wrote acceptable symbols for 

37 out of 37 sounds on the dictation subtest. He read the reading book level "K." At the 

end of the study, his instmctional reading level, as determined by the level of guided 

reading book, was "M." Ms. Grace identified his reading level as advanced (Ad) for this 

class. In addhion, on the Instmmento de Observation administered in September, he 

wrote 0 words on the writing vocabulary subtest. He wrote acceptable symbols for 34 out 

of 39 sounds on the dictation subtest. He read the Spanish version of the reading book 

level "B" in Spanish and attempted the level "C." 

The home visit revealed that he is an only child and lives whh his parents both of 

whom work outside of the home. He has a television in his bedroom as well as a wall of 

books, videos, games, and computer toys. The day that I visited, he was watching a 

cartoon video of The Nutcracker, and his mother related that they attend a local 

production of The Nutcracker Ballet each Christmas season. She went on to describe 

how varied his interests were. His mother related that Spanish is spoken at extended 

family gatherings and occasionally in the home. She explained that Curtis acknowledges 

and sometimes understands when Spanish is spoken to him but does not speak Spanish 

(PB). 

Julie 

Julie is a six-year-old Mexican-American (M-A) girl who is the only participant 

in the class identified as gifted and talented. Her eyes and her face are very expressive. 
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Julie often made eye contact with me to express her surprise, shock, or disdain at her 

peers' answers and behaviors. She is willing to help any classmate, often answering 

questions whhout looking up from her task. She was able to spell almost any word a 

classmate requested at learning center time the first month of school. She works well 

with all classmates, but she seldom inhiates interactions with classmates. 

On the Observation Survey that was administered in August, Julie (AA) identified 

54 out of 54 letters on the letter identification subtest. She read 15 out of 20 words on the 

word identification subtest. She identified 18 out of 24 concepts about print. She wrote 

21 words on the writing vocabulary subtest. She wrote acceptable symbols for 37 out of 

37 sounds on the dictation subtest. She read the reading book level "K." At the end of 

the study, her instmctional reading level, as determined by the level of guided reading 

book, was "M." Ms. Grace identified her reading level as advanced (Ad) for the class. In 

addition, on the Instmmento de Observation administered in September, she wrote 0 

words on the writing vocabulary subtest, insisting that she could not wrhe in Spanish. 

She wrote acceptable symbols for 0 out of 39 sounds on the dictation subtest (ahhough 

she began to write the English translation). She read the Spanish version of the reading 

book level "B" in English by applying her knowledge of English phonics (e.g., the 

Spanish "tambien" was pronounced /tam-bin/). 

The home visit revealed that she lives whh both parents and an older elementary 

age sister. Her father is employed by a local cotton gin. Her mother identifies their home 

as English only and that nehher of her daughters knows Spanish. Julie corrected her to 

explain that she was learning Spanish in her catechism classes. Julie went on to explain 

that she understands some spoken Spanish, although she does not speak h herself (PB). 
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Candy 

Candy is a six-year-old European-American (E-A) girl. Candy is extremely shy 

and has a great deal of trouble speaking unless she volunteers to share her idea. She is an 

avid reader and enjoys wrhing. She frequently works whh Julie during literacy activities, 

but she seldom initiates interactions with other classmates. 

On the Observation Survey that was administered in August, Candy (AA) 

identified 52 out of 54 letters on the letter identification subtest. She read 15 out of 20 

words on the word identification subtest. She identified 16 out of 24 concepts about 

print. She wrote 24 words on the writing vocabulary subtest. She wrote acceptable 

symbols for 35 out of 37 sounds on the dictation subtest. She read the reading book level 

"K." At the end of the study, her instmctional reading level, as determined by the level of 

guided reading book, was "M." Ms. Grace identified her reading level as advanced (Ad) 

for this class. 

The home vish revealed that she lives whh her parents and two brothers, who are 

in high school. Her mother took advantage of my visit as an opportunity for Candy to 

practice greeting a visitor to their home. Her mother attends college. Candy's family 

moved outside the established boundary for Central Elementary School, but her mother 

obtained a district transfer to keep Candy in familiar surroundings. The regional dialect 

of English is the only language spoken in the home. 

Juan 

Juan is a six-year-old Mexican-American (M-A) boy. Reading and wrhing 

require a great deal of exertion on his part. In the classroom Juan frequently resorts to 

physical means to get his way (e.g., snatching hems, hitting peers, tossing game pieces). 

Any one of the adults in the classroom almost never observed these acts. However they 

were of such significance to other participants that they often appealed to Ms. Grace to 
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intervene even though Ms. Grace insisted they settle their own disputes whenever 

possible. 

On the Observation Survey that was administered in August, Juan (LA) identified 

52 out of 54 letters on the letter identification subtest. He read 1 out of 20 words on the 

word identification subtest. He identified 13 out of 24 concepts about print. He wrote 7 

words on the wrhing vocabulary subtest. He wrote acceptable symbols for 4 out of 37 

sounds on the dictation subtest. He read the reading book level "B." At the end of the 

study, his instmctional reading level, as determined by the level of guided reading book, 

was "E." Ms. Grace identified his reading level as low-average (LA) for this class. In 

addhion, on the Instmmento de Observation administered in September, he wrote 0 

words on the writing vocabulary subtest. He wrote acceptable symbols for 0 out of 39 

sounds on the dictation subtest (ahhough he attempted to translate "Papa" to "Dad" and 

"casa" to "house"). He read the Spanish versions of the reading book level "B" and level 

"C" in English. (He indicated he remembered h from the OS conducted in English.) 

The home vish revealed that he lives whh his five-year-old brother, both parents, 

and his father's two younger brothers, who are aduhs. The family has close ties to Juan's 

paternal grandfather in Mexico and talks of moving back there one day. Juan's father and 

uncles speak only Spanish in the home. His mother speaks primarily English in the 

home. Although Juan understands Spanish at home, he speaks only English. His mother 

explains that he often translates Spanish into English for his brother (PB). Although he 

qualified for the bilingual class, his parents declined his placement in the bilingual class. 

Gabriel 

Gabriel, who often goes by Gabe, is a six-year-old Mexican-American (M-A) boy 

whom everyone in the class wants to be around. He is ready, willing, and able to help 

any peer whh anything during the school day. Reading comes easily to him, and he 
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readily engages in lheracy activhies. He also attends sessions whh the speech therapist 

for language development. Gabe speaks English whh a distinct Spanish accent. 

Sometimes he speaks in Spanish to Ray at learning center time when an adult is not 

immediately at hand. 

On the Observation Survey that was administered in August, Gabe (Av) identified 

52 out of 54 letters on the letter identification subtest. He read 4 out of 20 words on the 

word identification subtest. He identified 14 out of 24 concepts about print. He wrote 16 

words on the writing vocabulary subtest. He wrote acceptable symbols for 32 out of 37 

sounds on the dictation subtest. He read the reading book level "D." At the end of the 

study, his instmctional reading level, as determined by the level of guided reading book, 

was "G." Ms. Grace identified his reading level as about average (Av) for this class. In 

addition, on the Instmmento de Observation administered in September, he wrote 0 

words on the writing vocabulary subtest. He wrote acceptable symbols for 19 out of 39 

sounds on the dictation subtest whh a mixture of Spanish and English. That is, he spelled 

the Spanish "a" whh English "o" and the Spanish "qu" whh the English "k." He 

attempted to read the Spanish version of the reading book level "B" in English but was 

not successful. 

The home visit revealed that Gabe lives with his father and maternal great-

grandparents. His mother and younger siblings live in another town. His great-

grandmother explained that both great-grandparents often speak Spanish at home by, and 

occasionally Gabe's father speaks Spanish at home. In fact, she apologized to me for her 

poor English during my visit, although I did not receive any indication that either of us 

misunderstood what the other said at anytime during the vish. Gabe's great-grandmother 

explained that she often speaks Spanish to Gabe and tries to coax him into learning 

Spanish. She explained how hurt she often feels because she knows that Gabe 

understands quite a lot of Spanish but does not speak much Spanish in the home. She 
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went on to explain how important she believes h to be for Mexican-American children to 

learn their language and culture (AB). 

Raymundo 

Raymundo, who goes by Ray, is a six-year-old Mexican-American (M-A). He 

applies himself diligently to each assigned task. Ray enjoys reading as long as he and 

Gabe have copies of the same book and can read together. He occasionally spends an 

entire morning at learning center time wrhing a single story rather than rotating to other 

centers. He and Gabe occasionally speak in Spanish when an aduh is not around. Like 

Gabe, he attends classes with the speech therapist for language development. 

On the Observation Survey that was administered in August, Ray (LA) identified 

47 out of 54 letters on the letter identification subtest. He read 0 out of 20 words on the 

word identification subtest. He identified 11 out of 24 concepts about print. He wrote 6 

words on the writing vocabulary subtest. He wrote acceptable symbols for 16 out of 37 

sounds on the dictation subtest. He read the reading book level "B." At the end of the 

study, his instmctional reading level, as determined by the level of guided reading book, 

was "D." Ms. Grace identified his reading level as below the class average (BA). In 

addition, on the Instmmento de Observation administered in September, he wrote 0 

words on the writing vocabulary subtest. He wrote acceptable symbols for 0 out of 39 

sounds on the dictation subtest (ahhough he did translate "Papa" and "casa" into "dad" 

and "house"). He made no attempte to read the Spanish version of the reading book level 

"B" in Spanish or English. Throughout the administration of the Instmmento de 

Observation he appeared visibly anxious (e.g., saucer wide eyes, whhdrawn body 

posture) despite my reassurances about the use of Spanish or expectations of his abilhies. 

A home vish was scheduled, but Ray's parents were not home at the time of the 

appointment. Subsequent phone calls and notes sent home were unanswered. The home 
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language survey in his school file indicates that Spanish is spoken in his home, but he 

demonstrated proficiency in English. Ray's parents declined bilingual placement in first 

grade (AB). 

Richie 

Richie is a six-year-old European-American (E-A) boy. He is a natural caretaker, 

always watching out for classmates and other children. He stands up to classmates in a 

mature way when they take advantage of peers by reminding them to be considerate of 

others. His affability makes Richie a natural leader in the classroom, and classmates 

eventually emulate many things he does. For example, he made a personal ABC book 

one day at learning center time and over the next two weeks so did almost every other 

participant. Richie enjoys reading and loves writing. He can easily spend the entire hour 

at the writing center working on a single story. 

On the Observation Survey that was administered in August, Richie (Av) 

identified 53 out of 54 letters on the letter identification subtest. He read 3 out of 20 

words on the word identification subtest. He identified 16 out of 24 concepts about print. 

He wrote 21 words on the writing vocabulary subtest. He wrote acceptable symbols for 

32 out of 37 sounds on the dictation subtest. He read the reading book level "D." At the 

end of the study, his instmctional reading level, as determined by the level of guided 

reading book, was "G." Ms. Grace identified his reading level is about average (Av) for 

this class. 

The home vish revealed that he lives whh his mother, stepfather, and preschool 

age stepbrother. They live across the street from his maternal grandfather, whh whom 

Richie spends a great deal of time. His mother is a licensed day care provider and keeps 

children in their home. The regional dialect of English is the only language spoken in the 

home. 
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Celia 

Celia is a six-year-old Mexican-American (M-A) girl. She is insistent that her 

name be pronounced using Spanish pronunciation. She is an avid reader and is able to 

determine whether a book is whhin her capabilhies or not. She also demonstrates some 

capabilhies with reading Spanish in addhion to English in the classroom. Early in the 

study she accidentally clicked the Spanish button on a computer screen and proceeded to 

accomplish the reading task in Spanish before switching the computer program back to 

English. Even though she enjoys reading and wrhing, she is just as happy laughing and 

talking with peers. Classmates approach her freely to request help or just an opportunhy 

to work with her. 

On the Observation Survey that was administered in August, Celia (AA) 

identified 54 out of 54 letters on the letter identification subtest. She read 12 out of 20 

words on the word identification subtest. She identified 18 out of 24 concepts about 

print. She wrote 24 words on the writing vocabulary subtest. She wrote acceptable 

symbols for 37 out of 37 sounds on the dictation subtest. She read the reading book level 

"K." At the end of the study, her instmctional reading level, as determined by the level of 

guided reading book, was "M." Ms. Grace identified her reading level as advanced (Ad) 

for this class. In addhion, on the Instmmento de Observation administered in September, 

she wrote 0 words on the writing vocabulary subtest. She wrote acceptable symbols for 

28 out of 39 sounds on the dictation subtest, substituting English letters "th," "o," and "a" 

for the Spanish "t," "a," and "e," respectively. She attempted to read the Spanish version 

of the reading book level "B" in Spanish by applying her knowledge of English phonics. 

The home vish revealed that Celia lives with her fourth-grade sister, mother, her 

mother's boyfriend, and his two daughters, both of whom are older than Celia but still in 

elementary school. Spanish and English are spoken in the home, although her mother 
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explains that they emphasize Spanish. They believe it is important for their children to 

know who they are and to be proud of their herhage (AB). 

Andre 

Andre is a six-year-old Mexican-American (M-A) boy. He is self-directed whh 

his lheracy tasks and enjoys reading books. He interacts easily with classmates, 

sometimes asking for assistance. He does not offer assistance but responds positively 

when classmates ask him for help. He attends classes whh the speech therapist for 

articulation correction. 

On the Observation Survey that was administered in August, Andre (LA) 

identified 49 out of 54 letters on the letter identification subtest. He read 1 out of 20 

words on the word identification subtest. He identified 10 out of 24 concepts about print. 

He wrote 9 words on the writing vocabulary subtest. He wrote acceptable symbols for 14 

out of 37 sounds on the dictation subtest. He read the reading book level "A." At the end 

of the study, his instmctional reading level, as determined by the level of guided reading 

book, was "E." Ms. Grace identified his reading level as low-average (LA) for this class. 

In addition, on the Instmmento de Observation administered in September, he wrote 0 

words on the writing vocabulary subtest. He wrote acceptable symbols for 0 out of 39 

sounds on the dictation subtest. He made no attempt to read the Spanish version of the 

reading book level "B" in Spanish or English. 

The home vish revealed that he lives whh both parents and two older elementary 

age brothers in one of the few brick homes in the neighborhood. Spanish is often spoken 

in the home and at extended family gatherings that occur weekly. According to Andre's 

father, Andre acknowledges Spanish and understands when Spanish is spoken, but he 

does not answer in Spanish (PB). 
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Clifton 

Clifton (Black) is a six-year-old boy who identifies himself as Black. He applies 

himself to his reading and wrhing tasks. He is always willing to contribute to class 

discussions and his observations are usually very astute (e.g., noticing details in book 

illustrations that support the text). He is also often the first to offer an item in his 

possession when a classmate expresses the need for h (e.g., a crayon or a marker). 

However, he demonstrates what is often perceived by classmates as a lack of respect for 

the possessions of others by taking whatever he needs at any given time, sometimes 

reaching into a classmate's desk or pencil box. About halfway through the study he was 

seated at a desk separated from the cooperative group whh which he worked, because he 

could not leave his table partners alone during independent work. 

On the Observation Survey that was administered in August, Clifton (LA) 

identified 50 out of 54 letters on the letter identification subtest. He read 0 out of 20 

words on the word identification subtest. He identified 10 out of 24 concepts about print. 

He wrote 4 words on the writing vocabulary subtest. He wrote acceptable symbols for 13 

out of 37 sounds on the dictation subtest. He read the reading book level "B." At the end 

of the study, his instmctional reading level, as determined by the level of guided reading 

book, was "E." Ms. Grace identified his reading level is as low-average (LA) for this 

class. 

Written communication exchanged between his parents and me while trying to 

arrange a home visit revealed that he lives in a shared custody arrangement ahemating his 

days between his father's house and his mother's apartment. He speaks a dialect 

commonly identified as Black English as evidenced by inflection, verb conjugation, and 

word choice. In informal interviews whh his parents at school, both his mother and 

father also speak Black English, ahhough his mother writes notes using Standard English. 
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Sally 

Sally is a seven-year-old European-American (E-A) girl. She has a cleft palate 

and began wearing glasses about halfway through the study. Sally interacts easily whh 

her peers, although she sometimes acts as a monitor (e.g., announcing when a peer is in 

the wrong learning center or playing a game incorrectly). She is repeating first grade. 

She enjoys both reading and writing. She proudly announced one day in September how 

much better she was reading this year as compared to last. 

On the Observation Survey that was administered in August, Sally (LA) identified 

49 out of 54 letters on the letter identification subtest. She read 0 out of 20 words on the 

word identification subtest. She identified 12 out of 24 concepts about print. She wrote 3 

words on the writing vocabulary subtest. She wrote acceptable symbols for 16 out of 37 

sounds on the dictation subtest. She read the reading book level "B." At the end of the 

study, her instmctional reading level, as determined by the level of guided reading book, 

was "D." Ms. Grace identified her reading level as below the class average (BA). 

Even after numerous phone calls and notes sent home, a home visit was not 

possible. Information from phone calls, from Sally, and from ancillary faculty members 

indicates that she lives with her mother and her mother's boyfriend. Older children are 

also a part of the household. According to Sally during informal interviews, the regional 

dialect of English is the primary language spoken in the home. However, her mother's 

boyfriend occasionally speaks Spanish in the home, but Sally does not know what the 

Spanish words really mean. 

Carlos 

Carlos is a six-year-old Mexican-American (M-A) boy. He began the year 

attending Reading Recovery classes. About October, Carlos was identified as learning 

disabled and whh the ARD committee decision began attending the special education 
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resource room in the building. He also attends classes with the speech therapist for 

language development and articulation cortection. Early in the study Carlos usually 

interacted whh peers by wahing for them to tell him what to do. By the end of October, 

Carlos is offering guesses for unknown words when a peer is stuck while reading a book 

at learning center time. 

On the Observation Survey that was administered in August, Carlos (BA) 

identified 3 out of 54 letters on the letter identification subtest. He read 0 out of 20 words 

on the word identification subtest. He identified 8 out of 24 concepts about print. He 

wrote 0 words on the writing vocabulary subtest. He wrote acceptable symbols for 1 out 

of 37 sounds on the dictation subtest. He read the reading book level "A." At the end of 

the study, his instmctional reading level, as determined by the level of guided reading 

book, was "B." Ms. Grace identified his reading level as below the class average (BA). I 

did not administer the Instmmento de Observation because of his excessive absences. 

A home vish was not possible. However, Ms. Grace, the classroom teacher, 

obtained information during many meetings with the parents at school that she passed on 

to me. Carlos lives in a household with family members of three generations. His 

grandmother is deaf Addhionally, his home language survey indicates only English is 

spoken in the home. However, faculty members heard members of the household 

screaming at each other in Spanish as they approached the house seeking permission for 

Carlos to go on a class field trip. 

Aduh Class Members 

In addhion to the student participants, three aduhs other than myself were 

routinely in the classroom where I conducted my study. Although the aduhs were not 

participants in the study, their interactions with the participants affected their activhies. I 

will briefly describe each aduh. 
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Ms. Grace 

Ms. Grace is the first-grade classroom teacher. She is European-American in her 

late 20's. She received her undergraduate degree from one of the local private 

univershies and has worked at Central Elementary School as a first-grade teacher since 

graduating five years ago. Ms. Grace teaches lessons that involve the whole group and 

lessons taught in small groups. She monitors participants in learning centers while she 

works with small groups and individuals. She speaks only English and uses the regional 

dialect of English when she teaches. However, she encourages her students to use 

whatever language they need to in order to express ideas. As mentioned in Chapter One, 

Ms. Grace has participated in extensive graduate work for the past three years regarding 

the early literacy framework (Clay, 1991). She is involved in a graduate class this year 

for early literacy framework coach training. She will become a coach next year at 

Central Elementary. Attending that class takes her out of her classroom for a week at a 

time three times during the year. 

Ms. Webb 

Ms. Webb is the full-time teaching assistant in the classroom. She is an African-

American woman whh grown children. She has a high school diploma. Ms. Webb has 

worked whh the school system for three years. Her job is to help whh Matthew's 

behavior in the classroom, library, cafeteria, and anywhere else he goes in the building. 

This is the second year she has worked whh him. To assist Matthew to become more self 

controlled, Ms. Webb typically shs across the room from him. While she is across the 

room, she works on a variety of tasks that are assigned by Ms. Grace (e.g., checking 

homework and making materials for lessons). She also works with groups of participants 

at learning center time. Ms. Webb typically uses the regional dialect of English when she 
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talks to the participants. However, at times of heightened stress, usually whh Matthew or 

Clifton, she expresses herself in Black English. English is her only language. 

Ms. Reed 

Ms. Reed is European-American and in her early 20's. She is a student teacher 

from one of the private universities in the community and eventually wants to teach in a 

private Christian school. She began working in the classroom several weeks after the 

beginning of the school year and her final day in the room was during the first week of 

December. Ms. Reed began interactions with participants by observing in the classroom 

and offering students assistance during independent work. Then she took the 

responsibility for planning and teaching lessons, such as math and social studies, in the 

afternoon. She began directing morning literacy activities during the last week of 

October. She willingly implemented the established morning routine, which I describe in 

more detail in the next section. Ms. Reed speaks only English and uses the regional 

dialect of English when she teaches. 

Site Description 

In this section I describe the physical environment which includes the building 

and the classroom. I also provide a description of a typical day and more fiilly detail the 

literacy practices that Ms. Grace uses. 

Physical Environment 

Building 

As I stated earlier in this chapter, the original building for Central Elementary was 

constmcted in the 1940's. The small teacher and staff parking lot is behind the building 

on the south side, near the cafeteria's khchen. Many teachers and staff members park in 
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graveled parallel spaces along the perimeter of the school property near the building. 

Originally, the building was an "L" shape surrounding the parking lot, the long leg facing 

north and the short leg facing west. It is a one-story, beige brick building with exterior 

double doors at ends of the wings and at front and back midpoints of the long leg of the 

"L." Over the years, the long leg of the "L" has been extended as addhions have been 

buih. Recently a wing was constmcted at the top of the "L" parallel to the short leg of the 

"L" and making the building a "C" shape now. The gymnasium is a separate building at 

the east end of the main building. The outdoor area around the gymnasium is designated 

as the playground. 

A wide hallway mns through the legs of the building. This main hall leads to 

classrooms on each side. Fifth- and sixth-grade classes are in the new east wing near the 

gymnasium. The grade levels descend in order along the main hall to kindergarten at the 

far end of the west wing, the short leg of the original "L." Each of the second through 

sixth grades has four classes. There are five first-grade classes and five kindergarten 

classes. 

The special education resource room is the last room inside the doors as one exits 

the building going to the gymnasium. The school's office is midway on the main hall. 

Across the main hall from the office is a large vestibule that leads to the cafetorium, a 

cafeteria with a stage allowing it to also be used as an audhorium. On each side of the 

vestibule are restrooms for boys, girls, and facuhy. Additionally a porcelain fountain 

provides water for up to four children at a time. Large double doors open on each side of 

the vestibule to allow passage outside around the cafetorium to the parking lot. The 
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speech therapist's room is the first room on the long leg of the main hall nearest Ms. 

Grace's room. 

The west wing includes the kindergarten rooms, teachers' lounge, bilingual first-

grade class, Ms. Grace's class, and the library. The library is the corner room at the end 

of the short leg, catty-corner from the speech therapist's room. Ms. Grace's room is next 

door to the library where the two legs meet. 

The floor of the main hall is covered with foot-square linoleum tiles. These tiles 

help kindergarten and first-grade participants maintain straight lines and appropriate 

spaces between each other as they move about the building. The lower half of the walls 

are polished 9 inch by 12-inch tiles. Above the tiles are plastered walls or banks of 

windows. 

Classroom 

The classroom is large, 25 feet by 28 feet (see Figure 4.1 for the floor plan). The 

door is in the east wall near the northeast corner. A filing cabinet is on either side of the 

door. Participants' desks are arranged on the east side of the room. At the beginning of 

the year participants' desks were arranged in five clusters of four desks. Halfway through 

the study, participants' desks were rearranged into four clusters, two with four desks and 

two whh five. Clifton's desk was set apart from the group he worked whh in cooperative 

group lessons to help him work independently during certain times of the school day. 

Each cluster of desks is identified as a table and numbered. Laminated bear 

cutouts hang over each table displaying the assigned Arabic numeral on one side and a 
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pictorial representation of the number on the other to identify each table. Each 

participant's desk has a compartment beside the kneehole to store supplies and books. 

Unassigned desks are placed in the middle of the four tables where Ms. Grace works whh 

small groups at learning center time. 

An easel stands near the center of the room facing the north wall. The teacher's 

chair is placed just to the east of the easel. A basket of wrhing supplies is kept under the 

easel. Between the easel and the wall is a large space where participants sh for large 

group instmction. Each participant's name is written on masking tape. The masking tape 

is taped on the floor in rows. Sufficient space is left between the names to allow 

participants to maintain self-control. To help manage classroom behavior Matthew's spot 

is next to the teacher's chair. 

The north wall is covered with two bulletin boards separated by a white Write-on 

board. The first bulletin board displays the calendar and materials for the math routine 

that participants follow daily as they leam to count. Next to the bulletin board is the 

Write-on board that Ms. Grace uses occasionally for whole-group instmction. Propped 

on the rail in front of the Write-on board is a laminated poster where Ms. Grace writes the 

names of lunch choice entrees for the day. Clip type clothespins with participants' names 

allow participants to indicate their choice for the day. The remainder of the wall is a 

bulletin board covered whh colored butcher paper. This display area is divided between 

posters of poems and an area where participants display art creations made at one of the 

learning centers. In front of the posters of poems is a table. On the table is a basket that 

holds participants' poetry folders and folder-sized copies of the week's poem that is used 

for shared reading. The Unhed States flag is mounted in the corner above the 
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participants' work and the state flag is mounted above the calendar. Running the length 

above the bulletin board displays between the flags is an alphabet strip of upper and 

lower case letters and key pictures for each letter (e.g., a picture of a nest in front of the 

letters "Nn"). Near the ceiling over the Write-on board is the audiovisual screen whh a 

rope pull within an adult's extended-arm reach. Reference charts hang below the bulletin 

boards. 

A bank of windows fills the upper half of the west wall opposite the door. 

Venetian blinds provide a first layer of covering over the windows. Colored butcher 

paper, clipped to the blinds, is a second layer over about half the bank of windows. The 

butcher paper forms a background for participants' writing and other projects. The color 

of the paper varies as the class explores various themes during the year. Under the 

windows, the lower half of that same wall is solid. The sink and water fountain are in the 

southeast comer. Ms. Grace's desk is next to the fountain facing towards the window. 

The remainder of the lower half of the east wall is primarily bookshelves of slightly 

varying depth and height. The top of the longest shelf unh is used to display books and 

participants' artwork. 

The south wall includes two passageways to the classroom next door. Each 

classroom has two doorways to the participants' bathrooms that also open into a common 

passageway-storage area. The door to the boys' bathroom is near the southeast comer, 

near the sink. And the girls' bathroom is near the northeast comer. A chalkboard, 

covered whh colored butcher paper for display space, spans the wall between the doors. 

The display space is divided into two areas. The behavior management chart is on the 

display space nearer the sink. Next to it is a list of the class mles and samples of the 
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group's writing, which varies according to the curtent theme. Across the top is a 

manuscript alphabet strip whh pictures of animals whose names start with each letter. 

The other display board has a different kind of alphabet strip. Rather than pictures, class 

members' names are listed alphabetically under each letter. Foot tall numerals count 

from one to 20 across the wall above the display board. Ms. Webb's workspace is next to 

the boys' bathroom door. The computer station is under the second display board. An 

Apple computer, two IBM computers, and a printer sh atop a long table. 

Lockers line the east wall. Two sets of teacher's lockers are to the left of the 

classroom door and numerous students' lockers are to the right of the door. Capital letters 

are displayed individually on the students' locker doors. Under each letter are 

photographs of people, places, or things that are found in or around, the classroom and 

begin with that letter. A rabbh's hutch is located in front of the teacher's lockers and 

holds Thumper, the class pet. Open space about three feet high and two feet deep is 

above the lockers. Ms. Grace uses this space for storage. 

Morning Activities 

Ms. Grace keeps her daily schedule as consistent as possible. In this section I 

describe the morning activhies in the order that they typically occur. Following each 

description I explain how the activhy is applicable to my study. 

Morning Routine 

Beginning the second day of school, Ms. Grace established a morning routine in 

order to assist participants to start their day as independently as possible. Participants 

have a laminated folder that they take home at the end of each day. They use the folders 
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to carry home completed work, notes to parents, and homework assignments and to bring 

completed homework and notes from parents back to school. Participants place their 

folders in the teacher's chair next to the easel each morning as they enter the room. Then 

they put their sweaters, jackets, sack lunches, and backpacks into their assigned lockers. 

If participants are eating lunch in the building's cafeteria, they go to the menu board on 

the west wall of the classroom where each participant has a clothespin whh his or her 

name printed on h. Participants move their pins to indicate which of the lunch choices 

they want. 

Once all of their individual "start-the-day" business is attended to, participants sh 

on their name spots on the carpet. They sh there until the principal finishes morning 

announcements over the public address system, and then they stand for the pledges of 

allegiance, first to the national flag and then to the state flag. After reciting the pledges 

Ms. Grace verbally highlights any out-of-the-ordinary things they might experience in 

their schedule that day. She designates a student from each table to retrieve assigned 

baskets of books for independent reading. Then she sends students by tables to their seats 

for independent reading. 

During the morning routine I was able to observe participants as they interacted in 

an unstmctured time. This helped me to answer my first research question about peer 

mediation. Students reminded one another of elements of the routine they might have 

overlooked, and they assisted one another in reading the menu board. 

Independent Reading 

Each table has a basket of books labeled with the table number and stored on the 

shelf next to Ms. Grace's desk. The books are physically small, about four inches by six 

inches. Each book contains six to ten pages of repetitive text and colored illustrations 

that support the text. At the beginning of the year each participant self-selected a book 
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from the basket and read. When a student finished reading a book, he or she replaced the 

book in the basket and selected another. About halfway through the study that routine 

was modified. As participants' reading abilhies developed, books whh more difficuh text 

were made available. Now each participant has a zip lock bag with his or her name on it 

in the basket. Each bag contains books suhable for each participant's reading level. 

Independent reading lasts about twenty minutes each morning. Participants read 

self-selected thles on their independent reading levels whhout instmctional support from 

the teacher. Occasionally, participants at several tables opt to read with a self-selected 

partner at their table. Partners read from duplicate copies of the same book. Frequently, 

participants comment on the book(s) they read and inquire about which book a friend is 

reading. 

The first question posed in this study is "In what ways do more capable peers in a 

linguistically diverse classroom mediate developing lheracy?" At independent reading I 

documented occurrences of peer mediation with field notes, audiotapes, and videotapes in 

order to answer this question. At independent reading, participants work individually or 

with self-selected partners. The topics and materials that participants used are also self-

selected; however, they are selected within the confines of availability. Ms. Grace 

provides books at independent reading for each participant according to his or her 

demonstrated abilities in instmctional sessions. A variety of titles is available for each 

participant. 

Shared Reading 

On Mondays, after about 20 minutes of independent reading, Ms. Grace goes 

from table to table calling participants back to their name spots on the carpet for shared 

reading. A poster-sized copy of the week's poem is displayed on the easel. Ms. Grace 

introduces major concepts that the poem addresses and leads a brief discussion to allow 
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participants to share their knowledge about the subject. She then points to each word 

with a wooden dowel on the butcher paper as she reads the poem with expression. She 

leads a brief discussion about images the poem creates, unknown words and ideas, and 

connections participants have whh other poems and stories. Then she reads the poem a 

second time, again pointing to each word. After the second reading, she invites the 

participants to read along whh her, slowing her pace slightly but still reading whh 

expression. The fourth time through Ms. Grace points to the words as participants read 

the poem, joining in only when the group stalls. 

On subsequent days of the week, Ms. Grace briefly reviews the subject of the 

poem, and the class reads the poem together as she points to the words. Sometimes the 

class reads the poem once, and sometimes the class reads the poem more than once 

depending on available time and interest of the students. 

Shared reading is very teacher directed, but the modeling that the teacher 

provided and the verbalizations of the participants during shared reading helped me as I 

analyzed data to answer my first research question. As I examined occurrences of peer 

mediation in buddy reading in other settings, I noted instances where more capable peers 

emulated what the teacher modeled at shared reading. I also noted participants' reactions 

to that kind of assistance and watched for ways those more capable peers modified their 

assistance. Participants were able to aher their assistance to tailor it to meet the needs of 

individuals they worked with. 

Interactive Wrhing 

During interactive writing, participants sh on the floor facing the easel. Ms. 

Grace sits in her chair next to the easel and faces the students. Ms. Grace begins with an 

oral review of a topic the class has been working on, or she reads from a book to 

introduce a new topic. She then leads a brief interactive discussion allowing participants 
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to contribute what they remember or understand about the topic. Then she calls for 

suggestions of something to write that summarizes their discussion. 

Several ideas are usually offered and the group votes to select the sentence they 

will wrhe. Once decided, Ms. Grace repeats the participant's sentence word for word. 

She repeats h a second time, extending a finger for each word to count the total words the 

class needs to write. She invhes the class to say the sentence whh her when she repeats it 

the third time. Then the participants repeat h whhout her vocal help, ahhough she again 

extends a finger for each word. 

Ms. Grace begins calling on participants to come up to the easel to write each 

word of the sentence they agreed upon. She usually begins by calling on a participant 

whose name begins like the word being written. This leads to a discussion of capital 

letters and how they are used at the beginning of proper nouns and at the beginning of a 

sentence. Early in the year each participant wrote only one letter before handing off the 

marker to the next participant. After a few weeks, however, participants are writing 

entire words. 

As participants are writing, Ms. Grace leads a discussion about what letters make 

the sounds that participants hear. As participants say the words orally, words are drawn 

out as they are spoken to highlight individual sounds. For example, the vowel sound 

might be drawn out for a second or two as a word is pronounced. Fricatives, which are 

sounds made with letters like "f' and "s," are drawn out like a snake hissing. Participants 

often turn to neighbors puzzling through the letter-sound correspondences before they 

settle on a choice. Some participants search the room for text from a previous session, 

remembering they have written the word before. Invariably participants offer suggestions 

as to the letter, or letters, that are needed to spell the word. Participants remind each 

other to indent, leave spaces between words, shape letters correctly, and make 

punctuation marks. 
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As the lesson comes to a close, the whole class reads the written text whh a 

participant pointing to each word whh a wooden dowel or the capped marker. 

Participants are then sent to their seats or lined up at the door for special classes. 

Interactive wrhing coordinates elements that answer all three of my research 

questions. Even though h is a teacher-directed activhy, h is filled whh opportunhies for 

participants to demonstrate their understandings about oral and written language. I 

observed peers mediating for each other. I observed participants applying graphophonic 

strategies. Participants also had opportunhies to demonstrate the integration of the 

cueing systems. 

Special Classes and Break 

For the next hour of the morning, participants are involved in a variety of classes 

commonly referred to as "specials." These special classes include computer, music, 

library, and art. Participants leave their classroom to visit the library and attend computer 

class, but the music and art teachers come into the first-grade classroom with necessary 

equipment and supplies. 

Immediately after "specials" is the schoolwide break when participants eat snacks 

they bring from home. Participants are allowed to visit quietly at their desks but may not 

get up and walk around the room. Anything they need during break must be procured 

before Ms. Grace, Ms. Reed, and Ms. Webb leave the room. During break time, teachers 

ahernate days when they walk from room to room monhoring their grade level 

classrooms. 

I did not routinely gather data during "specials" or break time; however, break 

time allowed a perfect opportunity for me to enter the classroom on Mondays and 

Thursdays and set up equipment (e.g., tape recorder, laptop computer, camcorder) 

without intermpting instmction. Likewise, "specials" time on Tuesdays provided a 
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perfect opportunhy for me to exh the classroom without dismpting Ms. Grace's 

instmction. 

Learning Centers 

About the third week of school, Ms. Grace began introducing learning centers. 

She introduced one center each day for several days and provided time for the students to 

practice the new center. Then she had them practice going to the week's centers in small 

groups. After that she introduced the remaining centers to small groups while the rest of 

the participants were at other centers. After several weeks she had introduced all the 

centers. Once she had introduced all the centers, Ms. Grace formed leaming center 

groups of participants with varying literacy abilities. 

Immediately following the moming break, Ms. Grace calls participants to the 

carpet. She brings out a three feet by four feet whhe board, which displays symbols of 

learning centers in five columns. At the top of each column are movable tags listing 

learning center group members' names. Each column contains symbols for the four 

different centers available to the group that day. Each morning Ms. Grace moves the 

name tags over one column so that each group rotates through the columns of learning 

centers each week. She announces the group members' names. For each group, Ms. 

Grace names the learning center where they start that day and lists the other three 

learning centers group members may go to once they are allowed to switch centers. A 

few of the centers have minimum requirements before participants can move to the next 

center. As Ms. Grace names each group, the participants leave the carpet and settle in the 

appropriate area of the room. The chart with participants' names and learning center 

symbols is displayed for the duration of learning center time. 

Each learning center symbol is also displayed in the part of the room where 

materials for that center are located. Materials for each learning center are stored in 
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designated spaces in the room. For some centers, participants remain in that same area to 

use the materials. For some centers, participants take the materials to their desks to 

complete the tasks. Work in each center is done independently of the teacher, as she is 

working with small groups during that time. 

Next I will describe each learning center. I begin in the southwest corner of the 

classroom and move counter clockwise around the room. 

ABC Center 

The ABC center is in the corner of the room nearest to carpet area. This center 

includes a variety of kinds of letters stored on a shelf For example, sets of letters are 

made of plastic, foam, or wood. Participants are expected to use letters to spell words 

that they know. Charts of class members' names and the week's vocabulary words are on 

the wall nearby to provide an easy reference. Participation at this center can be 

individual or whh a self-selected partner. 

Game Center 

The game center shares the corner shelf with the ABC center and includes a 

variety of file folder games. The center also includes a container whh several number 

cubes, or dice, and pawns (e.g., buttons), so such supplies are available for games that 

need them. Directions for each game are written on each folder. Most of the games are 

matching activhies (e.g., pictures of rhyming words, words missing beginning letters, and 

cards with individual letters) to allow participants to play individually. The games can be 

played whh self-selected partners. 
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Math Center 

The math center is on a lower shelf next to the game center shelves. This center 

contains one of a variety of activities used to practice the week's math skills. Sometimes 

the activhy is a worksheet but more often h is some type of manipulative, such as 

tangrams, pattern blocks, or connecting cubes. Activhies at this center can be done alone 

or whh a self-selected partner. 

Library Center 

The library center fills the long shelves under the windows. Plastic crates of 

books are available in the library center. The books are much like the school or public 

libraries' selections. Books are sorted by topic (e.g., family, growing) or by author, and 

crates are labeled. Large pillows and stuffed animals are scattered on the floor under the 

bottom shelf Participants self-select books to read and are responsible for putting books 

back in appropriate crates. Each participant records his or her name and the title of the 

book read on a paper cutout that matches the current instmctional theme (e.g., pumpkin 

cutouts during the harvest unh). Participants are required to read at least one book before 

they move to another center. 

Browsing Box Center 

The browsing box center contains the baskets of books that participants use 

during independent reading. Baskets are stored on the shelf closest to Ms. Grace's desk. 

Participants are expected to read at least five books from the basket before they can go to 

another center. Activhy at this center is usually individual, but participants can read 

books with a self-selected partner. 
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Wrhing Center 

Supplies for the wrhing center are kept on the countertop above the browsing 

boxes. Participants get supplies that they need and then go to their own desks to work. 

Before groups are sent to learning centers, the teacher gives participants direction on 

topics if they need h (e.g., related to the week's theme). Invented spelling is encouraged 

to promote independence. Eariy in the study, participants usually gathered together to 

support one another as they wrote. About the beginning of October, however, the 

teachers modified this artangement. Students were to sh at their own desks. Since table 

partners were not assigned to the same leaming center groups, this new arrangement 

provided students an opportunhy to write on their own, and h was a different 

arrangement from the afternoon writing workshop arrangement. 

Read-the-Room Center 

Many wooden dowels are in a common box between Ms. Webb's workspace and 

the computers. Participants use the dowels as pointers while they read the texts that are 

posted on walls in the room. Texts are predominantly sentences that participants 

compose during interactive writing sessions. Some text is the poetry that the class reads 

during shared reading (e.g., poems on posters). This center is also designed to be 

individual; however, participants often walk whh a self-selected partner and read jointly. 

Computer Center 

Three computers and a printer are on a long table under an alphabet strip and a list 

of class members' names. Participants have access to any programs that are installed on 

the machines. The Apple computer has word processing software and print commands so 

participants can word process stories and print hard copies of their composhions. The 

two IBM's have games, such as an alphabet dot-to-dot. To promote independence, the 
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teacher showed participants how to open and close applications the week the computer 

center was introduced. Participants work individually or with a self-selected partner on 

any of the machines. 

Pocket Chart Center 

The pocket chart center is in the northeast comer of the room. The pocket chart 

stands about five feet high and includes shallow pockets for participants to insert letter 

cards, word cards, phrase cards, and sentence strips. These printed materials are stored in 

boxes on the floor under the chart. Manipulating the word cards and sentence strips 

provides opportunities for participants to experiment whh text. Sets of words allow 

participants to practice whh onsets (e.g., 5^eet, stroke) and rimes (e.g., hat, bat, cat). 

Sentence strips allow participants to put story events into sequence. Participants can 

work individually or with a self-selected partner. 

Buddy Reading Center 

The buddy reading center is the one center where participants are required to 

work whh a peer. Big books (poster-sized books whh large print) and muhiple copies of 

standard-sized books are available. Some of the books are commercially made, and some 

of the books are class-made during interactive wrhing sessions. Materials for the buddy 

reading center are stored next to the pocket chart center. Pairs of participants select from 

available books and read jointly. Participants are required to read a minimum of one 

book. 

Science Center 

Materials for the science center are set up next to Thumper's hutch. Participants 

have an assignment related to the current theme (e.g., observing the rabbh and wrhing 
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what they observe, cutting pictures out of magazines that illustrate a specific concept). 

Participants work individually or with a self-selected partner. 

Listening Center 

The listening center is on the floor under the Wrhe-on board on the west wall. 

Materials include a variety of cassette tapes of books, hard copies of the books, two 

cassette tape players, and headphones. Participants are free to choose from any materials 

that are at the center. The cassettes are clearly labeled to show which side goes up in the 

machine. The buttons on the players are labeled whh colors and symbols so participants 

can operate the tape players independently. 

Overhead Center 

The overhead center is near the listening center. The overhead projector is 

poshioned so that h is in focus when it is tumed on. Individual letters on overhead tiles 

and transparencies of coloring book pictures are available for participants. Participants 

work individually or with self-selected partners to name and spell as many objects in the 

pictures as they can. Some participants are able to compose words and sentences with a 

picture prompt. 

Poetry Center 

The poetry center is on a desk near the overhead projector under a display board 

of poems. Each Monday morning a poem is used for shared reading. Copies of the 

week's poem are mn off on unlined paper and three-hole punched. These copies and 

participants' red poetry folders are kept in a basket on the desk. Participants illustrate the 

poem on the unlined paper and add h to their poetry folder. They have the complete set 

of poems, supported by their illustrafions, to read at any time. Participants work 
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individually on their illustrations at their own desks. However, as whh the wrhing center, 

participants usually gather themselves at one or two tables and share their ideas as they 

work. 

Star Center 

The display for finished art projects that participants make in the star center is 

under the Unhed States flag on the west wall. Participants cut out pictures from 

magazines and catalogs to make various collages according to the thematic topic. 

Sometimes the art projects consist of drawings on constmction paper. Often participants 

make labels to mount near their projects to identify them for others in the class. 

Participants use their own markers, glue sticks, and scissors. Addhional materials are 

provided in a common area that is identified before participants are sent to learning 

centers. Participants make their own art work, but invariably all participants at the star 

center on any given day work together to coordinate a portion of the board almost like a 

panel in a mural. 

The variety of activities that occur daily in learning centers helped me to answer 

all three of my research questions. Almost all learning centers in this class are designed 

to allow participants to work with self-selected peers, so I had numerous opportunities to 

examine ways in which more capable peers mediate for their learning peers. 

Addhionally, I was able to observe participants as they read independently. This helped 

me answer my second and third questions regarding the development of graphophonic 

strategies and development of the integrated use of cueing systems. 

Sharing Time 

When learning center time is over, participants put away all materials that they 

used and quickly reassemble on their name spots on the carpet. Any participants who 
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worked at the writing center are invhed to read their composhions to the whole class. 

Members of the class then provide constmctive criticism by identifying elements of the 

composhion that they really liked and by tactfully telling the author if there were any 

places that did not seem to make sense. The authors are free to work on their 

composhions again during wrhing workshop later in the day. Participants may share 

other personal learning center accomplishments at this time as well. 

Sharing time helped me answer my question regarding peer mediation. 

Suggestions that participants made showed me how they assist one another's hteracy 

development. For example, students told how a friend helped them whh a book at library 

center, or how a classmate explained the directions to finish a worksheet at science 

center. 

Word Work 

After sharing time, one of two procedures occurs. Participants remain on the 

carpet to examine a text that they used during shared reading, or participants are sent to 

their desks for assignments with the week's vocabulary words. Ms. Grace identifies both 

activities as "word work." 

When they remain on the carpet, Ms. Grace invhes participants to share what they 

notice about letters and words in the text displayed on the easel. The text is either what 

the group composed during interactive wrhing or the text that was used during shared 

reading. One at a time, participants identify words in the text and explain how to 

rearrange letters, remove letters, or add letters to create new words. Sometimes 

participants walk up to the easel and use word windows (cardboard cutouts that have 

been laminated so they resemble magnifying glasses) to identify words within words. 

Invariably at least one participant spells his or her own name or a classmate's name whh 

available letters on the easel. 
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On days when participants go back to their desks, Ms. Grace has some type of 

assignment that helps participants focus on aspects of the week's vocabulary words (e.g., 

double consonants, silent final "e"). Sometimes the activity involves spelling words wdth 

letters written on individual paper tiles. Sometimes the activhy involves words written 

individually on cards. The materials are stored in a zip-lock bag and labeled with each 

participant's name. Participants listen to directions and then work individually to 

accomplish the task. Invariably, participants at each table display their discoveries to 

each other, and numerous conversations start to assist peers who are not accomplishing 

the task. Participants take the bag home at the end of the day so they can practice whh 

them at home. 

The activhies that occur daily during word work helped me to answer all three of 

my research questions. Instmction during this time was designed to help participants 

focus on letter sound relationships. This helped me answer my second and third 

questions regarding the development of graphophonic strategies and the demonstration of 

the integrated use of cueing systems. Ms. Grace also allowed participants to work with 

self-selected peers within the tables, so I had numerous opportunities to examine ways in 

which more capable peers mediate for their learning peers. 

These activhies, (the moming routine, independent reading, shared reading, 

interactive wrhing, learning centers, sharing time, and word work) form a typical 

morning. As I stated in Chapter IE, during the time of preliminary fieldwork I 

determined that these activhies would provide the richest data possible in this site to 

answer my research questions. 

Findings 

Data that I analyzed come from participant observation, interviews, and 

documents (described earlier in this chapter) that I gathered in the classroom. As I 
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detailed in Chapter III, I used the technique of prolonged engagement. I remained in the 

site from the middle of August past the middle of December. I began to code the data 

while I was still in the she gathering addhional data. Using the technique of persistent 

observation to collect focused data, I began the process of selective coding around four 

themes that emerged from the data: (a) physical interactions, (b) vocal pacing, (c) 

building blocks, and (d) independent problem solving. (See Table 4.3 for an overview of 

the research questions and the themes that relate to each question.) In this section, I 

begin with a description of the linguistic diversity in the classroom. I then describe each 

of the four themes and illustrate each whh excerpts from the data. I discuss related 

Iherature once the findings have been presented, explained, and illustrated. 

Linguistic Diversity in the Classroom 

Here I describe the linguistic divershy that participants revealed in the classroom 

setting. As I stated in Chapter Three, Central Elementary was inhially selected because 

of the possible linguistic diversity represented by the school's census records. Earlier in 

this chapter I introduced each participant, which included information regarding his or 

her home language. As I researched my three questions, I watched for evidence of the 

participants' linguistic diversity in the classroom. 

Spanish 

Eleven of the participants have some level of understanding of the Spanish 

language. Information from five home visits indicates that Spanish is their first language, 

and h is emphasized in their homes. (For these participants, the home language is 

identified as Spanish-English on table 4.1.) Even with that background in Spanish, 
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Table 4.3. Overview of Research Questions and Related Themes 

Research Questions Related Themes 

(1) In what ways do more capable peers 
in a linguistically diverse classroom mediate 
developing lheracy in English? 

Physical Interactions 
Peer Pointing 
Demonstrating 
Elaborative Gestures 

(2) How do linguistically diverse, beginning 
readers develop strategies in the graphophonic 
cueing system? 

(3) How do beginning readers in a linguistically 
diverse classroom demonstrate the integrated use 
of the graphophonic, syntactic, and semantic cueing 
systems to support their English lheracy 
development? 

Vocal Pacing 
Joint Reading 

Mumble Reading 
Echo Reading 
Shadow Reading 
Choral Reading 

Building Blocks 

Independent Problem Solving 
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participants seldom verbalized ideas in Spanish in my presence in the classroom. When 

participants did use Spanish h was usually in response to a prompt. 

During the first two weeks of the study participants produced Spanish only in 

response to my use of German or my questions about their knowledge of Spanish during 

informal interviews. My herhage is German, and I studied German in high school and 

college. Like the other aduhs in the classroom, I do not speak Spanish. An example of 

my use of German was when participants showed me something they were proud of, my 

response might be, " Ach du lieber." First graders immediately wanted to know what that 

was and I explained h was German for "Oh, my." They invariably asked me to use more 

German; then they would volunteer any words they knew in Spanish. These exchanges 

were much like showing a new friend which books we had or which toys we owned. In 

these instances, participants were not using Spanish language in conversations with their 

classmates or me. Participants were simply telling what words they knew in another 

language. 

It was Sally, a European-American, who was the first participant to spontaneously 

use Spanish in my presence. My locker was right behind her desk, and I often set items 

near her as I pulled blank tapes and the tape recorder out of the locker. During break one 

day as I was setting up, Sally and Celia were being silly and telling exaggerated 

possibilhies about some future event. Celia finally stretched the tmth a bh too far, and 

Sally responded, "You're loco in la cabeza" (crazy in the head). Both girls then began 

laughing so hard they almost fell out of their chairs. I asked Sally to repeat what she had 

said and what h meant. She repeated, "You're loco in la cabeza" as she shmgged her 

shoulders. Through continued giggles she admitted that she had no idea what h meant 
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except her mother's boyfriend taught her to say it "when someone is being ridiculous." 

Celia then added, also through continued giggles, "It means you're crazy in your head." 

One morning two months later the class was seated together on the carpet for 

interactive wrhing. Ms. Grace was introducing a unh about the arctic region. She began 

by asking what participants' reactions would be if she read them a book vAth a polar bear 

in the desert. The entire class broke into laughter. Celia raised up on her knees, and 

responded through her laughter, "I'd say you were loca en la cabeza." 

Ms. Grace immediately looked at her as she leaned forward, and asked her what 

she had said. Ms. Grace's tone of voice was exched, but inviting. It was the same tone 

and facial expression that she used daily whenever any participant offered a novel 

observation about any topic they were discussing. A hush fell over the class as every 

participant looked at Celia. She immediately averted her eyes, sat down flat, folded her 

hands in her lap, ducked her chin to her chest, and whispered in English, "It means you 

are crazy in the head." Ms. Grace responded in a reassuring tone that she knew that was 

what it meant, but she wanted to hear the whole Spanish phrase again so she could 

remember it better. Celia raised her eyes and chin as she repeated the Spanish and 

English versions of the phrase. The class again broke into laughter as they agreed whh 

Celia, but h was more than half an hour before she fully rejoined the discussion. 

Gabe also used Spanish in my presence on one occasion. He, Ray, and I were 

working together at the poetry center. I explained a phrase in the week's poem, but Ray 

shook his head with a puzzled expression. Gabe leaned over and spoke in Spanish. Then 

he looked up at me, blushed, and said, "Oh, oh." I assured him that what he had done 

was perfectly all right, but he averted his eyes and shook his head. The interaction took 
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less than about five seconds and his voice was inaudible on the tape. The natural and 

automatic way that Gabe mediated for Ray in Spanish indicated to me the likelihood that 

such interactions between the two boys may have happened throughout the study but only 

when an English-only aduh was not at hand. 

Both of these instances demonstrate what Wolfson (1989) identifies as acceding 

to a higher status language. In the English-only classroom, English is the language used 

for academics, such as reading and wrhing. The use of Spanish between Ray and Gabe is 

like what Rodriguez (1980) identifies as the use of a language whhin an intimate group. 

Spanish belonged to few members of the classroom. Those who understood and spoke 

Spanish created an intimate group, insiders. As speakers of English only, the aduhs in 

the room were outsiders. 

Dialects in English 

Participants used three distinct dialects of English in the classroom. Each dialect 

uses distinct prosodic elements. Prosodic elements include intonation, accent, and 

rhythm. Here I provide descriptions of each dialect. 

When participants addressed me, the way they pronounced my thle and surname, 

"Ms. Chapman," demonstrated the three different dialects. The European-American 

participants spoke as I say my name. "Ms." was pronounced /misz/. In my surname, the 

end of the first syllable was accented (Chap'). The second syllable, "man," was 

pronounced /mun/ and barely audible. This dialect also included common space markers, 

such as "um" and "uh." 

Clifton's pronunciation differed slightly from the European-Americans. "Ms." 

was pronounced /miz/. He accented the beginning of the first syllable of my surname and 
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changed the "p" to a "t" ('Chat) and pronounced the second syllable as /man/. During 

conversation, he occasionally used space markers, such as "um" and "uh." 

The Mexican-American participants pronounced "Ms." as /miss/. Some ahered 

the first sound of my surname, pronouncing h as if h starts whh "Sh." All pronounced 

the first syllable in an almost singsong lih, the pitch of their voices rising and falling 

before they spoke the second syllable, /men/. The Mexican-American participants also 

included space markers, such as "ule." Addhionally, some Spanish words were 

intermingled with English. For example, one day as the class discussed the characters in 

a book, Thomas spoke up and said, "My Tio's name is the same [as the character]. That's 

my Tio's name, too." "Tio" is the Spanish word for uncle and carries whh h more 

cultural information than simply translating to "That's my uncle's name." Thomas did not 

translate "Tio" into the English "uncle." All of the Mexican-American participants spoke 

English whh a similar cadence and rhythm, whether or not they spoke Spanish. The 

participants who also spoke Spanish pronounced the English words with a definhe 

Spanish accent. For example, "big" was pronounced ^eeg/. Ray demonstrated the 

heaviest accent. For example, the sentence, "Are you going to play, or what?" was 

pronounced as if h were, "Jew gonna playerwot?" 

Linguistic diversity was represented in this classroom with participants' 

knowledge of two different home languages, English and Spanish, and their uses of 

various dialects. As I gathered and analyzed data, I was watchful for the influence of 

linguistic divershy as peers mediated for one another, although participants seldom used 

another language in my presence. I also watched for evidence of linguistic diversity in 

participants' development of their graphophonic cueing system and participants' 

integration of the semantic, syntactic, and graphophonic cueing systems. The findings 

from that analysis are discussed in the next section. 
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Whh each example from the data, I identify specific characteristics of each 

participant. I identify the ethnicity, which also indicates a dialect: European-Americans 

(E-A), Black (B), and Mexican-American (M-A). For the Mexican-American 

participants, I also identify whether they are active bilinguals (AB) or passive bilinguals 

(PB). As I discussed in Chapter Two, active bilinguals understand and speak two 

languages; passive bilinguals understand two languages but speak one. To clarify, 

participants whom I identify as passive bilinguals understand both English and Spanish, 

but speak only English. Finally, I provide reading instmctional levels from the beginning 

and end of the study. For example, Celia is Mexican-American (M-A) and active 

bilingual (AB). Her instmctional reading level in August was above-average (AA) for 

this class. In December her instmctional reading level was advanced (Ad) for this class. 

In the following sections she is identified as Celia (M-A, AB, AA-Ad). (See Tables 4.1 

and 4.2 for summaries of characteristics of participants.) 

Themes 

Physical Interactions 

The first question posed in this study is "In what ways do more capable peers in a 

linguistically diverse classroom mediate developing lheracy?" I analyzed data obtained 

with the techniques of field notes, audiotaping, videotaping, and photography during the 

morning activhies (e.g., interactive wrhing, independent reading, leaming centers), 

described earlier in this chapter, in order to answer this question. During interactive 

writing, students worked whhin assigned groups of classmates or whh the whole class. 

During independent reading and learning centers, students worked whh self-selected 

partners, or they worked individually. The topics and materials students used were also 

self-selected. The teacher provided books during independent reading for all students 
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according to their demonstrated abilhies in instmctional sessions. A variety of thles were 

available for each participant. 

Students frequently mediated for one another using physical interactions during 

the morning activhies. Physical interactions fell generally into three types: (a) peer 

pointing, (b) demonstrating, and (c) elaborative gestures accompanying oral language. I 

will describe each type of interaction. I use Vygotsky's (1978, 1986) term, "more capable 

peer," to indicate the participant who is providing assistance in a given instance. 

Following Vygotsky's use of "learner" for the other child involved in the interaction, I use 

the term learning peer to indicate the participant who needs assistance in the given 

instance. To conclude the section, I discuss these findings in light of related literature. 

Peer Pointing 

Frequently during documented interactions when one participant needed 

assistance reading from a book, a more capable peer volunteered assistance by pointing. 

A more capable peer would make a fist and extend his or her index finger. This finger 

was held under each word in the text while reading orally. As students read jointly with 

partners (e.g., at the buddy reading center or with a self-selected partner during 

independent reading), more capable peers pointed to words on the page as their leaming 

peers read aloud, much like Ms. Grace modeled during shared reading. This was 

extremely important when the text contained many previously unseen words or 

multisyllabic words, and the learning peer was not yet adept at using graphophonic cues 

or reading spaces between words. 

When reading independently, almost all the students pointed for themselves. But 

even when they pointed at words as they read independently, students sometimes got lost 

in the text. The following instance in November, recorded in my notes from a videotaped 
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interaction, illustrates how Regina (E-A, Av-AA) uses peer pointing to assist Sally (E-A, 

LA-BC). 

Sally brought her ABC book about outer space to share whh me. A 
cluster of children was wahing around me to listen to each other and for 
their turn to read. As Sally was reading her book, Regina looked over 
Sally's shoulder and joined in her reading. On the "M" page, Sally got 
lost. She stopped and began rereading the page, but got lost at the same 
place in the text. After the second time, Sally heaved a heavy sigh. 
Regina stopped reading and began at the first of the line with Sally. When 
Sally paused at the problem spot, Regina took her [Sally's] wrist and 
pointed her [Sally's] finger at the correct words. As soon as Sally's voice 
matched the words pointed to, Regina let go of her wrist and continued 
reading. 

In this example Sally is the learning peer and Regina is the more capable peer. 

Even though Sally was pointing for herself and even though she was reading her own 

composhion, she experienced difficuhy. When she wrote the text, Sally did not leave 

space between two of the words and had difficulty as she read finding enough written 

words to match her spoken words. As she held Sally's pointing finger, Regina helped 

Sally differentiate words from clusters of letters that were written whhout sufficient space 

between them to separate them into two words. At the troublesome spot, Regina silenced 

her own voice and mediated physically as she held Sally's pointing finger under each 

word until she read each word completely. As a more capable peer, Regina was able to 

distinguish two words even whhout a space between them. Sally, the learning peer, 

needed the space to identify each cluster of letters as an individual word. The physical 

interaction of peer pointing highlighted words for Sally even without space. 

As participants were learning the correspondence between letters and sounds and 

written symbols and whole words, beginning readers easily got lost in the text. More 

capable peers mediated for learning peers by pointing to words and moving their pointing 

finger forward only when a new word was spoken. This physical interaction helped the 
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learning peer to internalize concepts of print, such as words and spaces, punctuation 

marks, directionalhy of print, and the cortespondence between oral and written language. 

More capable peers also mediated by pointing across distances at reference points. 

When learning peers needed assistance, more capable peers searched the room for a 

reference point. Upon locating the reference point the more capable peers extended their 

arms and pointed towards h. Then more capable peers described the surtoundings or the 

object hself For example, as I described earlier in this chapter, Ms. Grace introduced a 

few leaming centers each week until all 15 learning centers were introduced. Once all 15 

centers had been introduced, each group of students had four assigned learning centers on 

any given day. The same day that all the learning centers were available for the first 

time, Ms. Grace also put the students into new leaming center groups. She spent about 

ten minutes reviewing the center routine and orally describing each center, and then 

dismissed students to their first centers. That day when participants were sent to their 

first assigned learning centers, Andre remained on the carpet looking around. The 

following example from my field notes illustrates how Richie (E-A, Av-Av) assists 

Andre (M-A, PB, LA-LA) by pointing across distances at a reference point. 

Andre sat on the floor, twisted around, and asked Richie where he was 
supposed to go. Richie told him to just look at the center board. Andre 
repeated his question and Richie squatted down. He put his arm on 
Andre's shoulder and extended his [Richie's] arm to point at the center 
board. Richie pointed at each symbol as he told Andre what the symbols 
were for. Richie looked back and forth from where he pointed on the 
board to Andre's face. Andre nodded or shook his head [to let Richie 
know he understood]. Then Richie lowered his arm and talked about the 
next symbol. When he finished explaining all four symbols, Andre 
nodded and said, "Okay." Richie and Andre both got up and went to their 
centers. 

In this example, Andre is the learning peer and Richie is the more capable peer. Even 

after a detailed explanation by Ms. Grace, Andre was confused about which centers to go 

to. As he was often observed doing, Andre sought assistance from a peer. In this 
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instance, Richie followed his usual pattern of assistance as a more capable peer. Usually, 

he first gave a general hint or suggestion. (In this instance Richie, who had already stood 

up, told Andre to look at the center chart, a reference point, displayed in front of the 

group.) When that suggestion was insufficient, (as evidenced by Andre's repeating his 

question) Richie assisted Andre in a more concrete manner by physically placing his own 

arm to extend Andre's line of vision as he pointed to the chart. The physical intervention 

of peer pointing across distance to a reference point helped Andre identify the symbols 

that represented his assigned centers. Richie's pointing successfully mediated the 

learning center chart, as evidenced when both boys got up and went to their first learning 

center, the library center. Richie assisted Andre whhin his zone of proximal 

development. 

First graders attempted to mediate by pointing across distance even when their 

learning peers were not able to make use of the mediation strategy. Another example of 

pointing across distance occurred during interactive writing. In this instance, recorded in 

my videotape notes, Clifton (B, LA-LA) attempted to assist Carlos (M-A, unknown, BC-

BC) as he was making a capital "T" at the beginning of a sentence. Carlos made the 

lower case "t," and he and I covered the mistake with post-it tape. Clifton, who was 

seated on the floor behind Carlos, pointed to the alphabet strip on the wall above the 

board where Carlos was wrhing. As he pointed, Clifton said, "See that big bird right 

there? You could make that caphal 'T' like that." On the particular alphabet strip that 

Clifton pointed to, a turkey was the picture clue in front of the capital and lower case 

"Tt." Carlos turned his head towards Clifton when he began talking. Then Carlos took a 

half step backwards, scanned the wall where Clifton pointed, and nodded. Clifton 

attempted to mediate in a way that worked for most classmates. At this point in the study 

Carlos was still unable to identify most letters. Though he did look at the big bird 

(turkey) that illustrated the caphal "T" and nod, he did not recognize the black marks that 
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his classmate called capital "T." This instance of peer pointing across distance was not a 

successful mediation. 

To summarize, in this study participants used pointing to mediate text for learning 

peers. More capable peers pointed to words in texts as they read jointly whh classmates. 

More capable peers also used pointing to accompany descriptions of reference points in 

the room. As they pointed across distances, pointing was an important component of 

their descriptions. More capable peers used their inherent abilhy to point in order to 

mediate for their learning peers regardless of dialects spoken. Pointing served to help 

learning peers locate the symbol(s) being mediated. Learning peers were able to follow 

visually the physical movement of the pointing finger to locate the described object or 

reference point. In each of the cases in my data when more capable peers pointed the 

way for their classmates, their pointing did not stand apart from participants' use of oral 

language, but enhanced it. Pointing did not serve as a substitute for explanation. 

Demonstrating 

A second type of physical interaction utilized by the participants in this study was 

demonstrating something unclear to learning peers. Demonstrating involved making 

certain movements in the air (e.g., wrhing letters whh their index fingers in the air in 

front of themselves) or putting concrete objects together (e.g., laying plastic letters 

together to spell a word). Lengthy verbal descriptions did not accompany 

demonstrations. More capable peers tended to precede their demonstrations whh simple 

phrases, such as "like this" and "like that." 

One example of demonstrating occurred in the ABC center. In this center 

participants used a variety of manipulative letters to spell words and classmates' names. 

One set of letters consisted of plastic upper and lower case letters. Letters had separate 

sections in the clear plastic box in which they were stored. In this excerpt from audiotape 
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transcripts and field notes, Gabe, David, and Regina had emptied upper and lower case 

letters from the plastic storage box into a tumbled heap between them. They were each 

using the letters to spell classmates' names. As often happened in this center, some letters 

appeared in classmates' names more frequently than others, creating a shortage when 

several students were at the center at the same time. 

Gabe (M-A, AB, Av-Av): I'm trying to find a "y." (He sorted through the 
pile of letters.) 

Researcher: A "y." What's a "y" look like? 

Gabe: Um, kind of like a "v." Then you put a line down. (As he 
explained, he was motioning with his index finger in the air in front of 
himself) 

David (E-A, AA-Ad): Like that. 

(Whhout saying another word, David placed two letters on the floor in 
front of Gabe. He placed a lower case, red plastic "v" whh a lower case, 
yellow plastic "1" which extended the right leg of the "v" at a downward 
slant. Gabe shook his head.) 

(I offered an upper case "Y" and Gabe shook his head.) 

Gabe: No. 

Regina (E-A, Av-AA): But I'm making h. 

(Whhout speaking another word, Regina physically demonstrated the 
lower case "y" differently from David's demonstrafion. She placed a 
lower case "i" at an angle on the left side of a lower case "1" and touching 
the middle of the lower case "1.") 

Gabe: Oh! I get h! Then you put one more stick down. Kind of like a 
"y." But h be so big! 

In this example, Gabe was the learning peer. David provided exactly what Gabe 

had orally described and drew in the air, but h was not acceptable as evidenced when 

Gabe shook his head. My offer of the capital "Y" was also rejected. Regina, the more 

capable peer, demonstrated an acceptable lower case letter. Her use of the lower case "1" 
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emphasized the slant of the right leg of the "y," because the entire right leg of the "y" was 

one piece. Whh her demonstration h was not possible to move the lower portion of the 

right leg to make the letter look like an upper case "Y." Regina's demonstration provided 

a symbol that matched Gabe's his desired letter. As the more capable peer she was able 

to demonstrate her knowledge of the letter, rather than depend on his Iheral description of 

the letter. 

Another example of demonstrating occurred during the caphal "T" episode of 

interactive writing described in the previous section. As I stated eariier, Clifton's 

pointing assistance was not a successful mediation. Carios was still unable to form the 

capital "T." Matthew attempted to mediate whh a demonstration. 

Matthew (E-A, Av-AA): How about you do h like this? (He raised up on 
his knees.) 

Carlos looked over his shoulder at Matthew. In exaggerated movements, 
Matthew extended his index finger at shoulder level in the air in front of 
him [as if it were a pencil] and made a downward motion. He drew his 
hand towards his body [as if he were lifting a pencil from the paper] and 
raised his hand back to shoulder level. He again extended his index finger 
in a horizontal motion to make the cross bar across the top of the 
imaginary down stroke. 

Throughout the demonstration, Matthew did not speak. When Clifton's pointing 

assistance proved unsuccessfiil, Matthew attempted to provide additional information 

whh a demonstration. He demonstrated wrhing the caphal "T" in the air. His attempted 

mediation provided a visual representation of making the letter whhout verbal support. 

Although he attempted to mediate whh a different strategy than the one Clifton used, 

Carlos still was not able to make the caphal "T." 

On another occasion, during word work the teacher gave each participant a word 

sort mat (i.e., a sheet of manila paper divided into two sections labeled "A" and "B") and 

a baggie containing the week's vocabulary word cards. Ms. Grace told the students to put 

all the two-letter words under the "A" and all the three-letter words under the "B." The 
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following example from my field notes illustrates how Juan (M-A, PB, LA-LA) 

demonstrates for Regina (E-A, Av-AA). 

Regina was in the bathroom when the sorting instmctions were given. 
When she saw other students busy "doing something" whh the word cards 
she began just placing her words on the mat. Juan tried to tell her the 
correct way to do the activhy, and then he leaned across the desk and 
physically mediated to show her how to classify the words. She pushed 
his hands away, but he persisted. Regina allowed him to continue 
assisting. 

In this instance, Regina is the learning peer and Juan is the more capable peer. 

When Regina came back to her seat, she observed her table partners for a few seconds 

and then began to place her vocabulary words in no particular order on her word sort mat. 

Juan, whose desk faces hers, first tried to explain the features of the words she was 

supposed to attend to, namely whether the words were two letters or three letters long. 

However, since her mat and word cards were upside down from his perspective he was 

unable to read her word cards to explain to her. Regina ignored his attempted 

explanation and continued to place words as before. Even though Regina rejected his 

earlier verbal attempt to mediate the activhy, Juan reached across the desks and 

physically moved her word cards off her mat. Then he began by putting a two-letter 

word in the first column. Once he began demonstrating, he did not continue speaking. 

Inhially, Regina rejected his assistance by trying to push his hand away, but he 

persevered. When he had several words in the appropriate columns she visually verified 

that her mat looked like the others at her table and finished the task correctly herself 

Once she was on the right track, Juan went back to work on his own mat. The physical 

demonstration was needed when Juan's attempt at verbal mediation proved unfruitful. 

Demonstrating picked up where participants' oral language left off, regardless of 

the home language spoken and regardless of the participants' overall lheracy 

development. When oral language was insufficient to get their ideas across, more 
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capable peers used the physical interaction of demonstrating to mediate for their learning 

peers. More capable peers used key phrases like, "Do h like this," to preface 

demonstrations but stopped talking during their demonstrations. 

Elaborative Gestures Accompanying Oral Language 

Closely related to demonstrating is another category of physical interaction that I 

label elaborative gestures accompanying oral language. These were not gestures that 

stand on their own, such as waving farewell. They also were not purposeful voiceless 

demonstrations as described above. Instead they were hand movements that participants 

used to elaborate on the oral language. Elaborative gestures were used in conjunction 

with verbal expression. 

One example of elaborative gestures is illustrated in this excerpt from audiotape 

transcripts and field notes. In early November, the participants were studying the solar 

system. During an interactive wrhing session, Gabe was clarifying an idea for the group, 

and he used his hands to elaborate on his description of the orbhing process. 

Gabe (M-A, AB, Av-Av): The earth. I mean the moon. It moves around 
it. And then the earth it goes around the sun. 

(As he spoke, Gabe used both hands to elaborate the moon's orbh around 
the earth. First he extended the index finger of his right hand and made a 
circular path around his left fist. Then he put his right hand in his lap and 
moved the left fist in a larger circular path around an imaginary sun while 
he described the Earth's orbh.) 

Ms. Grace: So, the moon goes around the Earth. But the Earth goes 
around the 

Clifton (B, LA-LA): the moon 

Gabe: Sun (again holding up his fist). 

In this instance, Gabe was explaining scientific concepts to the whole group. He 

used the word "around" to describe both the moon's orbit around the Earth and the Earth's 
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orbit around the sun. However, the gestures he used to accompany his verbal description 

elaborated on the relative sizes of the bodies, as well as, on the relative sizes of the 

moon's orbh around the Earth and the Earth's orbh around the sun. Even though Gabe 

has a fairly well developed English vocabulary, words like "revolution," "elliptical orbh," 

and "natural satellhe" were not yet part of his expressive vocabulary. His elaborative 

gestures along with Ms. Grace's brief statement received many nods from peers. 

During this same instance, as the discussion continued, David (E-A, AA-Ad) and 

Richie (E-A, Av-Av) also used gestures to help identify planets. 

One of the children reminded the class that the planets always come in 
order and Ms. Grace affirmed whh the analogy of the letters in the 
alphabet. As they named the planets, Richie and David (independently of 
each other) were using cupped hands to indicate different sized balls 
hanging in space. Their hands became especially bigger with Jupiter and 
Saturn and then smaller with each one following. 

As often happened during whole class discussions, students discussed more 

directly whh classmates seated nearby. As he gestured, Richie was nodding towards 

Andre. As David gestured, classmates on either side of him looked on and nodded. Size 

of planets is a characteristic often stressed in the books that the class used. The boys 

showed the relative size of each planet by holding imaginary spheres in front of 

themselves. For the smaller planets, the boys' fingertips were touching, but for Jupher 

and Saturn both boys held their hands apart about a shoulder width. 

As often happens in conversation, one idea leads fluidly into another. As the class 

continued to discuss the solar system, the conversation began whh Gabe contributing 

knowledge about orbhs. Then both David and Richie also used elaborative gestures to 

identify the size, a key characteristic, of each planet. Gabe's gestures demonstrated the 

size of the moon relative to the earth, size of the moon's orbh, and size of the earth's orbh. 

Richie and David used gestures to identify the relative size of each planet. Elaborative 

gestures in both cases brought about classmates' verbalizations, which were accepted or 
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cortected. The physical interactions helped participants explain ideas where words alone 

appeared inadequate. 

During another interactive wrhing session illustrated in this excerpt from 

audiotape transcripts and field notes, participants were reviewing the book Tops and 

Bottoms (Stevens, 1995). Sally (E-A, LA-BA) had a difficuh time explaining how the 

hare took advantage of the bear at harvest time for three years in a row. 

Ms. Grace (answering one participant): You think he [the bear] was 
sleeping too much? Sally, now you have a nice hand. (Sally was raising 
her hand.) 

Sally: Um, I like the part where they were, (pause) where he said, "I want 
the tops (she raised up on her knees and stretched her hands high above 
her head) and bottoms" (she reached down and bmshed her knees with her 
hand). So he grow all the good parts in the middle part (she straightened 
up and put her hands on her waist), [indecipherable] the leaves over here 
and the roots over there. 

Ms. Grace: Yes, I liked that part, too. 

As Sally began to explain that the edible parts of some vegetables grow 

immediately above the ground, some edible parts are roots, and some edible parts grow in 

the middle part of a plant above the ground, she used only the word "tops." As she said 

"tops," "bottoms," and "middle part," she gestured locations on herself to elaborate the 

location words. As happened in the instance described above, her elaborative gestures 

brought nods of understanding from classmates. Elaborative gestures accompanied her 

use of oral language to describe concepts to the whole class. 

Different from the technique of demonstrating, participants did not use gestures to 

replace the use of oral language but rather to enhance their use of oral language, 

regardless of the home language spoken. The elaborative gestures allowed participants to 

provide a visual representation of what they were mediating for their learning peers. 
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Related Iherature 

Yendovhskaya (1971) explains that Russian preschool age in her study children 

needed to point in order to locate objects and express themselves clearly. She then 

explains that as the children matured and developed language, the five and six year olds 

replaced pointing whh speech to indicate their notice of objects in her study. Clay (1991) 

also describes the necessity of pointing for beginning readers. Clay, however, discusses 

the use of pointing from the teacher's perspective. She recommends that teachers have 

students point in order to monitor students' developing awareness of the directionalhy of 

print. Findings from my study indicate these beginning readers continue to point for 

themselves and their peers. Participants in my study continued to point even when they 

demonstrated sufficiently developed speech to identify objects they noticed. Findings 

also indicate that beginning readers point for more than helping themselves follow the 

directionality of print. 

Many studies (Baumann & Bergeron, 1993; Brenna, 1995; Dahl & Freppon, 

1995; Feitelson, Kita, &, Goldstein, 1986; Fuchs et al., 1994, 1997; Gambrell, 1996; Hall 

& Tindal, 1993; Palincsar, Brown, & Campione, 1993; Purcell-Gates, Mclntyre, & 

Freppon, 1995; Vukelich, 1993; Yaden, 1988) have demonstrated the benefits of social 

interaction in the classroom. However, the main form of social interacfion in these 

studies is an aduh mediating for a group of participants. One of the primary reasons for 

selecting my study she was the fact that Ms. Grace balances opportunhies for her own 

mediation whh opportunhies for students to mediate for one another. Of the studies 

listed above, the few that examine students' interactions (Dahl & Freppon, 1995; Fuchs et 

al., 1994, 1997; Palincsar et al., 1993; Purcell-Gates et al., 1995, Vukelich, 1993) report 

the resuhs when peers mediate for one another, but do not report how peers mediate for 

one another. MacGillivray and Hawes (1994) more closely examined the interaction of 

peers as they worked in unassigned dyads. They found that participants assumed one of 
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four roles as they assisted a partner. However, the nature of the strategies that peers used 

in assisting others was not examined. One purpose of my study is to examine how more 

capable peers in a linguistically diverse classroom mediate for their peers. The findings 

of my study demonstrate specific physical interactions that more capable peers in a 

linguistically diverse classroom use to mediate developing lheracy. The physical 

interactions I have explained in this section, peer pointing, demonstrating, and elaborative 

gestures accompanying oral language, demonstrate strategies that beginning readers used 

to mediate for learning peers. 

Vocal Pacing 

My second theme is vocal pacing, which is a term that emerged from the data. 

First graders' vocal pacing differed when they read jointly during shared reading, 

independent reading, and at learning centers. I define reading jointly as two or more 

individuals reading the same text together. In all three settings, the more capable peers' 

voices remained distinctly audible. However, in independent reading and at learning 

centers, the more capable peers adjusted the pace of reading and the amount of 

expression they used depending on their leaming peer's capabilities. 

Four distinct vocal patterns emerged that demonstrated individual participant's 

varying capabilhies whh the text. These vocal patterns are mumble reading, echo 

reading, shadow reading, and choral reading. All four patterns are similar to what many 

listeners experience when a new song catches their attention on the radio. When they 

hear the song for the first time, many listeners begin mumbling along the second or third 

time the choms is sung. The mumbling is more than mere humming but distinct words 

are not evident. The next time the song is played, many listeners remember part of the 
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words but not necessarily at the exact time the performer is singing them. They echo 

words or phrases that stand out in importance. Echoing, in this instance, is singing 

complete words but about half a beat or longer after the performer. The next pattem is 

when listeners become more familiar whh the song or parts of the song. At this point 

many listeners sing along as a shadow. As the performer begins each word, the inhial 

sound triggers the memory of what the word is supposed to be, and the listener finishes 

the word whh the performer. Finally, when the song is learned, many listeners sing 

along, word for word, much like multiple voices singing the same part in a chorale. 

Vocal pacing contains four vocal patterns, mumble reading, echo reading, shadow 

reading, and choral reading. Participants repeated these four vocal patterns daily, whh 

the more capable peer taking the role of the "singer" and the learning peer taking the role 

of the radio listener. More capable peers adjusted their pace and inflection depending on 

the vocal pattern that the learning peer exhibhed at any given point in a text. (See Table 

4.4 for a summary of vocal patterns.) 

Mumble Reading 

In this study I use the term "mumble reading" to indicate a learning peer's 

attempts at oral reading. When learning peers demonstrated mumble reading, more 

capable peers read conventionally much like Ms. Grace did in shared reading, that is read 

with a flow and expression of a conventional reader. Excerpts from audiotape transcripts 

of dialogue between Thomas (M-A, PB, Av-AA) and Celia (M-A, AB, AA-Ad) illustrate 

this. For example, at the library center one day, Thomas, the learning peer, exclaimed, 

"This book is too hard!" expressing his dissatisfaction with his book choice, Hunkv Dory 
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Table 4.4. Summary of Vocal Patterns 

Vocal Patterns More Capable Peer Learning Peer 

Mumble reading 

Echo Reading 

Shadow Reading 

Choral Reading 

Models the pacing and expression 
of conventional reading 

Points to words in text. Reads 
with a broken pace. Reads 
words one at a time, or reads 
short phrases, pausing for peer. 
Flat expression. 

Points to words in text. Attempts 
conventional phrasing. Slows 
the pace, drawing out inhial 
sounds to allow leaming peer 
to join in. Attempts expression. 

No discernible differences 
between peers 

Audible noise, but no words 
distinctly audible 

Repeats single words or 
short phrases read by 
more capable peer. Flat 
expression. 

Joins in as soon as he or she 
realizes what the word is 

No discernible differences 
between peers 
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Ate It (Evans, 1989). Celia, the more capable peer, sat on the floor next to him and 

offered to read h whh him. She held the book on her lap as he looked on, and she began 

pointing to each word as she read orally. Her vocal pacing was conventional, that is her 

inflection and phrasing were much like most aduhs would have read the book. When 

Thomas made no sounds she looked at him and said, "You have to read h, too." He 

began mumble reading as she continued reading the text. Each time his voice became 

silent, Celia stopped, marked her place whh her finger, looked at him, and then they 

resumed reading whh her voice clearly reading words and his mumble reading. Her 

purpose appeared to be to help him read, not to read the book to him. It did not bother 

her that he was not reading words that matched the ones that she read. His mumbling 

satisfied her demand that he "read h, too." Mumble reading called for the more capable 

peer to model oral reading in a conventional way. 

Echo Reading 

During echo reading, participants sat side by side whh self-selected partners. The 

more capable peer pointed at a word or short phrase, read the words, and then paused. 

During the pause the more capable peer often turned and looked at the leaming peer's 

face while the learning peer echoed the word or phrase. When the learning peer repeated 

the word, the more capable peer looked back at the text and moved his or her finger to the 

next word to continue reading. Echo reading called for a pace that broke connected text 

into individual words and involved peer pointing (discussed in the section on physical 

interactions). For example, in this excerpt from videotape transcripts at the buddy 

reading center, Regina (E-A, Av-AA) and Sally (E-A, LA-BA) were reading a poem 

from a big book propped against the lockers. Ms. Grace did not use this particular book 
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in whole group activhies, but Regina and Sally frequently chose h during buddy reading. 

In this instance Regina led the reading as the more capable peer. The actual text read, 

"When I grow up, I plan to keep eleven cats." As the giris read, Regina adjusted the pace 

for Sally and read words without expression. 

Regina and Sally (reading together whh Regina pointing): When I grow 
up, I 

Sally: want (pause followed by a sigh) 

Regina: Plan, (pause) 

(Sally takes a deep breath and holds h for a second. Regina moves the 
pencil, which serves as a pointer, back to the beginning of the text.) 

Regina: When I grow up, I plan 

Sally: Plan 

Regina: to 

Sally: to 

Regina: keep 

Sally: to keep 

The girls began by reading the poem together. However, "I plan" is not a familiar 

phrase following "when I grow up." When first graders talk about growing up, a more 

familiar phrase is "I want to be." Sally miscued by substituting "want" for "plan." Her 

sigh and pause indicate that she realized the printed word did not match the word she 

read. Regina then prompted her whh the correct word, "plan." During this episode, 

Regina demonstrated her ability to modify her mediation strategy (vocal pacing), thus 

assisting her learning peer in her zone of proximal development. Throughout the 

episode, Regina wahed long enough after she read each word to allow Sally time to 

repeat it. She increased the number of words in her first prompt (plan) to the entire 
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phrase (When I grow up, I plan), when Sally did not respond in a timely manner. Then 

she reduced subsequent prompts to single words (e.g., "to" and "keep") rather than 

phrases. In echo reading more capable peers set a pace that focused on recognizing 

individual words or short phrases, thus mediating whhin a learning peer's zone of 

proximal development. The more capable peer did not attend to reading with expression 

during echo reading, but rather read words as if they were separate hems on a grocery 

list. 

Shadow Reading 

During shadow reading, participants also sat side by side whh the more capable 

peer pointing to words. When participants demonstrated shadow reading, more capable 

peers modified the pace differently from echo reading. Though they slowed the pace, 

more capable peers connected words within sentences to match conventional phrasing 

and expression in almost a slow motion replay. They stretched out the initial sound of 

each word until the learning peer joined in. Sometimes when learning peers joined in 

they omitted the initial sound of the words. Sometimes they produced the inhial sound 

after the more capable peers began the word, and then they finished the word together. 

For example, in this excerpt from videotape transcripts Julie (M-A, PB, AA-Ad) and 

Candy (E-A, AA-Ad) were reading together at the library center. Julie was the more 

capable peer and Candy was the learning peer. To represent their speech in this example 

of shadow reading, Julie's inhial speech is represented in halics. Sounds that the girls 

made together are represented in regular type. ''Da annn\de bbbbone connected fto fifda 

/leg bone." Even though Candy is an advanced reader for her class, the text was 

unfamiliar to her and written in a dialect unknown to her. She wahed for Julie to begin 

each word and then joined in as she recognized what the word should be. Julie was also 

unfamiliar with the written dialect; however, she had more confidence in her knowledge 
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of graphophonics and read the text. Increased familiarity, even in a single sentence, 

reduced the differences between the girls' capabilhies. Candy needed only a little 

assistance to become independent whh this text. Shadow reading called for the more 

capable peer's abilhy to draw out the pronunciation of the word(s) as the learning peer 

read. During shadow reading the more capable peer attempted to set a more conventional 

pace bridging words whhin phrases rather than the hahing spaces between words that 

were apparent in echo reading. 

Choral Reading 

Finally, during choral reading it was no longer always possible to determine 

which was the more capable peer and which was the leaming peer. During choral 

reading neither voice was conspicuously audible before the other. Reading was very 

conventional as evidenced by the pace, inflection, and phrasing. Participants even stated 

that they would take turns pointing. Then one child pointed on the first page, the other 

child on the next page. Partners, like Gabe (M-A, AB, Av-Av) and Ray (M-A, AB, LA-

BA), occasionally sat catty corner from each other at their table with their own copies of 

the same book. Distance and separate copies of books made no difference in ehher 

participant's ability to keep up with the other. When asked why they were reading the 

way they were, Gabe shmgged his shoulders and replied, "Because. It's fun. We like to." 

Choral reading added to the pleasure of reading. It did not necessarily provide assistance 

within a learning peer's zone of proximal development. 

Mixing Vocal Patterns 

Sometimes when participants read jointly (two or more individuals reading the 

same text together) the learning peer exhibhed a single vocal pattern (e.g., mumble 

reading, echo reading, shadow reading, and choral reading) with a text. Very often more 
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than one vocal pattern occurred while participants read a single text. When multiple 

vocal patterns occurted, the more capable peer ahered the pace of the reading. Here I 

provide an extended excerpt that illustrates the ahernating roles of a more capable peer 

and a leaming peer. One day while I was videotaping independent reading, Gabe (M-A, 

AB, Av-Av) and Ray (M-A, AB, LA-BA) selected copies of the same books from the 

browsing box at their table. In this example, I list Gabe's name first on the line of 

dialogue when the boys are reading jointly using mumble reading and shadow reading, 

because he is the more capable peer in those instances. As I did in an earlier example 

whh shadow reading, I use halics to represent sounds drawn out at the beginning of 

words when these two use shadow reading. 

(Gabe and Ray are working side-by-side using two copies of the same 
book.) 

Gabe (talking to the researcher): He has to read this so I'm helping him. 

Researcher: That's Okay. 

Gabe: Okay 

(The boys began reading jointly with mumble reading. Ray's voice can be 
heard sometimes joining in with the last half of the syllable. This is 
distinguishable from shadow reading because the more capable peer did 
not draw out inhial sounds of words.) 

Gabe and Ray (mumble reading): to look for blackberries. Father Bear 
Blackberries 

Gabe: went 

Ray: will 

(The boys read "went" and "will" at the same time. Gabe paused and 
pointed to "went." Ray looked at Gabe's book and nodded) 

Ray: into 

Gabe: Into this basket. 
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Gabe and Ray (mumble reading): Mother Bear's blackberties will [go] 
into 

Gabe: this basket. 

(The boys paused in their reading to giggle about details in the 
illustration.) 

Gabe and Ray (mumble reading): Baby Bear's blackberries will go into 

Gabe (reading alone): this basket. 

Gabe and Ray (choral reading): "Blackberries, blackberries. I like 
blackberries," said Baby Bear. 

Gabe (reading alone): Where is Baby Bear? 

Gabe and Ray (mumble reading): "Where is Baby Bear?" said Mother 
Bear. "Father Bear is, is Baby Bear with you?" "No," said Father Bear. 

Gabe: "Where is he?" (Gabe pauses while Ray echo reads the question) 

Ray: "Where is he?" 

Gabe: Oh, look at that. (Gabe points to illustration) 

Gabe and Ray (shadow reading): "Baby Bear where are you?" shouted 
Father Bear. 

Gabe and Ray (mumble reading): "Baby Bear where are you?" shouted 
Mother Bear. 

Gabe and Ray (choral reading): "Here I am," said Baby Bear. 

Gabe: "I'm here." 

Ray: "I am here." (Ray corrects Gabe's use of the contraction "I'm") 

Gabe: Father Bear looked in Baby Bear's basket. 

Gabe: "Where are your blackberries," he said. "In here," said Baby Bear. 
Inside me." (Ray sometimes joins in to mumble read.) 

(The boys briefly discussed the story whh the researcher.) 
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Gabe (speaking to Ray): You want to read Lion? Okay. (He reads the 
thle on the cover.) The lion and the rabbh. 

Gabe and Ray (choral reading): The lion and the rabbit 

Gabe: look at that lion. The boys whisper and point at illustrations) 

Gabe and Ray (choral reading): The lion and the rabbh. 

Gabe: Wabbh, wabbit (He giggles at his own mispronunciation) 

Ray: Are you going to read or are you going to play? 

Gabe: Un-uh. 

Gabe and Ray (choral reading): "I am hungry," said a lion 

Gabe (directs portions on the two pages for each to read): No, Ray. You 
read the top; I'll read the top. (He points to the second page.) You read 
this one. (reading the page) I'm going to get 

Ray: A rab, rabbh. A rabbh (pause) 

Gabe and Ray (choral reading): to eat. 

Gabe: Eww! 

(The boys examined the illustration counting rabbits and wondering how 
many were in the hole.) 

Ray: The lion (pause) 

Gabe: got 

Ray: got 

Gabe and Ray (choral reading): a rabbh. 

(The boys discussed the next illustration, counting visible rabbhs and 
wondering how many rabbhs were in the hole.) 

Gabe (pointing to words on ahernate pages): No, you read this part, I'll 
read this part. 
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Ray: The lion (pause) 

Gabe and Ray (shadow reading): //looked wwup 

Ray; He said I (pause) got 

Gabe: I got, no 

Gabe and Ray (shadow reading): 71 ggo and gget the dddeer. 

Gabe (indicating Ray's turn to read): Go, go, go 

Ray: This rabbh will 

Gabe (correcting Ray's miscue): No, "is too" 

Ray: Oh. is too little. 

Gabe (reading his page): And he let the rabbh go. (Gabe directs which 
parts each will read, changing his mind when Ray paused.) Go, Ray, you 
read this part. No, no, Ray, you read this part, I'll read this part, (reading 
the page) Away went the deer. 

Ray: Away went the (pause as he looked at the illustration) lion. 

Gabe: Oh, we'll read h tomorrow. 

(Independent reading was hahed. Ms. Reed told students to put browsing 
box books away and called the group to the carpet) 

In this extended excerpt, Gabe demonstrates a first grader's abilhy to adjust his 

assistance within a learning peer's zone of proximal development. When I approached 

the boys, Gabe was using the mumble reading pattern. In the above example Gabe read 

words for and with Ray whenever Ray paused or miscued. The first time Gabe used 

shadow reading ('Baby Bear where are you?'' shouted Father Bear.), Ray did not join in 

with the beginning sounds of any of the words. Gabe swhched back to mumble reading. 

Often when Ray read chorally whh Gabe, Gabe suggested they should take turns whh 

reading. Then when Ray experienced difficulty, Gabe assisted. Near the end of the 

interaction, Gabe changed his mind about which pages he and Ray should read. He 
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uhimately chose to read the first page and assigned Ray the second. These two pages 

were the same text except for the final words (e.g., "deer" and "lion"). Gabe was able to 

assess the needs of Ray and assist him appropriately whhout formal instmction about 

how to use the different vocal patterns or how to address the needs of Ray (his learning 

peer) who exhibited the need to read using different vocal patterns. The more capable 

peer set the vocal pace to match the learning peer's capabilities whh a particular text. 

This excerpt also demonstrates that one individual is not consistently the more 

capable peer. The personalhies of the two boys enter the picture. Gabe is a more playful, 

carefree boy, where Ray is more attentive to detail. Miscuing two words (I am) as the 

contraction (I'm), bothered Ray so that he provided correction. Whenever Gabe provided 

correction, he attended more to semantics. Ray also provided assistance in getting back 

to the task of reading. He indicated whh a nod that he understood Gabe's correction of 

"will" for "went" and then read the next word (into) himself This indicated h was time 

to get back on task. Ray also was the participant who consistently intermpted giggles to 

get back on task. 

Related Lherature 

MacGillivray and Hawes (1994) examined the interaction of peers as they worked 

in unassigned dyads. The researchers noticed that roles shifted as participants worked 

together. Such findings demonstrate the capabilhies of young learners to modify 

interactions in order to meet their learning peer's needs. In my study, more capable peers 

responded to signals (e.g., sighs, mumbling, echoing) that indicated leaming peer's 

reading abilhies and ahered the pace as they mediated for peers. 
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Building Blocks 

The third theme in my study is building blocks. Findings related to the building 

blocks theme answer my second question, "How do linguistically diverse, beginning 

readers develop strategies in the graphophonic cueing system?" Attention to and use of 

the graphophonic cueing system distinguishes the emergent literacy phase of lheracy 

development from the transhional phase of lheracy development (Ehri, 1991). As 

beginning readers become adept at reading what is actually printed, they develop a 

variety of strategies, such as use of rimes, visual memory, and application of phonemic 

awareness (Clay, 1991; Ehri, 1991). 

During shared reading, interactive writing, word work, learning centers, and 

independent reading, participants manipulated letters, syllables, and whole words much 

like children playing with wooden blocks. When children build whh blocks, they 

sometimes lay blocks of varying sizes lengthwise and sometimes upright. Sometimes 

they lay a two-inch block next to a four-inch block, and sometimes they reverse that 

order. When useful, children make use of the preformed objects, such as cars and people, 

in their play with blocks. 

During this study, participants demonstrated growing awareness of combinations 

of letters and the respective sounds the letters represented. They demonstrated their 

growing awareness much like playing with building blocks. As they became aware of 

more and more sounds that letters make, participants demonstrated that awareness by 

blending sounds to create new words, just as children build more and more complex 

designs with a set of wooden blocks. The building blocks described in this study include 

students' abilhies to isolate individual sounds and to blend sounds of two or more letters. 

Because the participants all differed in their knowledge of the graphophonic cueing 

system, they did not exhibh their growing graphophonic awareness at the same time 

during the study. In this section I describe how the participants in my study demonstrated 
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the development of strategies as they developed their awareness of and capabilhies in the 

graphophonic cueing system. 

Development of Rimes 

On days when participants stayed on the carpet for word work, Ms. Grace asked 

participants what they noticed about the written text displayed on the easel. Participants 

provided answers that demonstrated differing levels of understanding of the 

graphophonic cueing system. Eariy in the study all but one participant, Carios (M-A, 

unknown, B A-BA), demonstrated an ability to isolate and blend sounds that I label 

scrabble. After participants demonstrated an ability whh scrabble, other abilhies whh 

isolating and blending sounds became apparent. I label participants' abilhies as: (a) 

scrabble, (b) word-in-a-word, (c) after-before, and (d) using small words as rimes. 

Scrabble. The object of the board game. Scrabble, is to spell words with available 

tiles. A single letter is printed on each tile. Players draw tiles from a pile and take turns 

adding their tiles to others displayed on a board, thereby spelling words in order to earn 

points. Players place tiles in a crossword puzzle fashion on the board in order to make 

use of all available letters. During word work, participants demonstrated an abstract form 

of the board game Scrabble. Their object was to spell classmates' names and words that 

they knew. As participants sat on the carpet, they identified specific letters from different 

words displayed in texts on the easel, much like drawing tiles from a pile. Participants 

called out letters according to the order of letters in a word they were spelling, not the 

order in which they appeared in the texts. Participants also chose letters according to the 

sounds they made in a word they were spelling, not necessarily the sound that the letter 

represented in the displayed text. In this excerpt from audiotape transcripts and field 

notes, Sally (E-A, LA-BA) demonstrates that participants' first use of scrabble usually 
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involved spelling a name, their own or a classmate's. In this interaction the group 

reviewed a text they wrote earlier that day about Johnny Appleseed. 

Ms. Grace: Oh they [participants] saw the word apple. I see that word. 
Sally? 

Sally: You can see "Gabe" there. 

Ms. Grace: Gabe's name? How do you spell that, Sally? 

(Sally pointed across the distance of the room to the chart paper on the 
easel. She moved her arm up and down and back and forth as she 
identified each letter.) 

Sally: G-a-b-e 

Ms. Grace (seated next to the easel, pointed to specific letters in different 
words on the chart paper): Oh. Look at that. Look what she did. She 
took this "g," the "a" from here, the "b" from here, and the "e" to make 
"Gabe." Wow. OK, anybody else? 

Sally demonstrated her abilhy to locate and name letters that spelled a word she 

knew, in this case a classmate's name. At the beginning of the year Ms. Grace used 

students' knowledge of letters that began their own names. During interactive writing she 

called on participants to add individual letters to the group composhion. Inhially, 

students added the beginning letters from their first and last names to the chart paper as 

the class spelled words. For example, in wrhing the text, "A baby can crawl," Candy or 

Celia might be called upon to write the letter "c" at the beginning of "crawl." Reg or Ray 

might be called upon to write the "r." It was not surprising that participants would 

reverse that process during word work to spell classmates' names whh letters from the 

text as Sally did in the above example. (All but one participant, Carlos, demonstrated 

scrabble during the study.) 

Once participants demonstrated scrabble with classmates' names, Ms. Grace 

occasionally gave them baggies of individual letters written on paper squares (like 

Scrabble letter tiles) and vocabulary lists to use at their desks during word work. 
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Participants used the individual letters to spell the current week's vocabulary words. 

Participants made words and then called their table peers' attention to the words. The 

following excerpt from audiotape transcripts and field notes illustrates this. Participants 

are Gabe (M-A, AB, Av-Av), Sally (E-A, LA-BA), Clifton (B, LA-LA), Reg (E-A, LA-

BA), Ray (M-A, AB, LA-BA), Jeffrey (M-A, PB, Av-Av), and Thomas (M-A, PB, Av-

AA). Interactions related below are among students spread throughout the room. It so 

happens that on this particular day most baggies are missing a second lower case "t," 

which is necessary for the vocabulary word "toot." Students experience some confusion 

as they try to complete the assigned task. 

(Gabe tried to spell the vocabulary word "toot." When he realized he did 
not have enough letters, he decided to spell a different word on the 
vocabulary list.) 

Researcher: I think that's a pretty good decision Gabe. You know what? 
It's possible that it wasn't even in the baggie. All the baggies are supposed 
to have two "t's." 

Gabe: But not mine. 

Researcher: But somehow yours just got left out. Why don't you spell 
some more words that you've got all the letters for? We'll find another "t." 

Sally: I know I had another letter. (She also is missing a second "t.") 

(Clifton spelled the word "toot" aloud as he placed his paper tiles on his 
desk and then looked at his word list. He was not addressing anyone in 
particular.) 

Clifton (spells "toot" aloud letter by letter as he places tiles on the desk): 
t-o-o-t. 

Reg (to Clifton): I made that one, too. 

Ray (to no one in particular): I'm going to skip this one [the word toot] 
because I don't have one. (He also is missing a second letter "t") 

Gabe (to Ray): But maybe h [the letter "t"] fell on the floor. 
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Jeffrey (to no one in particular): How do you spell "by?" [He placed the 
"b" and the "y" on his desk. Then he looked across the table at Thomas 
and announced) This how you spell "by." 

(Thomas was busy whh his own letter tiles and did not acknowledge 
Jeffrey's announcement.) 

Researcher: Is that how you spell "by" Jeffrey? (Jeffrey nods.) 

(Thomas mmmaged through his tiles and laid letters on his desk in front of 
himself") 

Thomas (read his word): Mom. 

Researcher: You could even spell another word that's not on your spelling 
list. How'd you know that was "mom?" 

Thomas: I don't know. Because I use h. 

Participants initially placed tiles to spell vocabulary words by matching each 

letter tile with each printed letter on the word list. For example, Clifton looked at the list 

and found the word "toot." As he spelled the word aloud, he looked at the list to see 

which letter was next and placed the corresponding tile on his desk. Many participants 

also manipulated the tiles looking at the word list to verify the words after they spelled 

them. An example of this is Jeffrey's spelling of the word "by." Addhionally, 

participants demonstrated their abilhy to spell words from memory, as Thomas does in 

the above excerpt. 

As participants demonstrated scrabble h was much like children building a train 

with building blocks. They laid letters in a string to make complete words just as 

children place blocks side by side to create an imaginary object they need in their game. 

Word-in-a-word. Participants also developed the ability to recognize whole 

words included in other words. Sometimes the sounds that the letters made within the 

larger word and the sounds that the letters made in the smaller word remained the same. 

Curtis (M-A, PB, AA-Ad) demonstrates this ability in the following excerpt taken from 

audiotape transcripts. 
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Ms. Grace: What do you see Curtis? 

Curtis (looking at the chart paper on the easel): I see you take off the "h" 
and you have "is." 

Ms. Grace: Ooh, that's right, Curtis. If you have "his" and take off the "h" 
you have the little word "is." 

Very eariy in the study, Curtis was able to identify the sight word "is." He used 

that abilhy to locate one word whhin a larger word, which was composed of only three 

letters. 

Students also developed the awareness of word-in-a-word when a smaller word 

included letters that were pronounced differently from the way the letters were 

pronounced in the larger word. For example, the same day Curtis identified "is" in "his," 

Celia (M-A, AB, AA-Ad) identified "he" in the word "the." 

Ceha: If you take away the "t" on "the," h'll be "he." 

Ms. Grace: That's right, look at that. [She pointed to the word "the" on 
the chart paper and covered the first letter. ] 

By removing the letter "t" from the beginning of the word, Celia identified a 

smaller word that used an altered pronunciation of the letter "h." Later in the study 

during library center, Celia also identified the word "the" inside the word "brothers." 

Celia: Brother, /brrr/. [She read the whole word and then produced only 
the beginning sounds] 

Researcher: But a lot of words start like that. How did you know that was 
going to be "brothers?" 

Celia: Because brothers are like this [spelling the word] b-r-o-t-h-e-r-s. I 
found a little word, "t-h-e." The. (She pronounced "the" as if h were 
"thee" and pointed to the place in the text where she found it.) 
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Again, in this instance the letters "t-h-e" are in the same order in "brothers" and 

"the," but they are not pronounced the same in the two words. When she spelled the 

word "brothers" she noticed the letters "t-h-e," another word that she knew. 

On another day, Andre (M-A, PB, LA-LA) also demonstrated word-in-a-word 

where pronunciation of letters changes. As I noted in my fieldnotes, "Ms. Grace invhed 

students to come up one at a time to show what they could find. Andre walked up to the 

easel. He chose the small window to show 'on' in 'one' by blocking out the final letter." 

Participants who demonstrated awareness of varying pronunciations of letters 

were not always reading higher leveled books during guided reading than their 

classmates. They identified smaller words primarily because they recognized the sight 

words from previous encounters, such as vocabulary lists and shared reading. 

As children build with blocks, they sometimes aher a block's role. For example, 

instead of two blocks serving as a semi-tmck, children might pick up one block and 

determine its role is now a wagon or perhaps a store. When participants demonstrated 

word-in-a-word they demonstrated an awareness to lift letters out of an existing word in 

the sequence necessary to be a smaller known word. 

After-before. Participants also developed the ability to rearrange clusters of 

letters to create know words. I label demonstration of this awareness as after-before. 

Participants took the ending portion of a word (after) and placed h in front of other letters 

(before) to create a new word. The following excerpt of interactions during word work is 

from audiotape transcripts and field notes. Jeffrey (M-A, PB, Av-Av) identified the word 

"can" in the text. Then Richie (E-A, Av-Av) began to contribute what he knew about 

letters and the word "can." 
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Jeffrey: On the other page, there's a word hiding. 

(Ms. Grace flips the chart paper back to the text, "Babies can take a bubble 
bath") 

Ms. Grace: Oh, on this page. Show me that [a word hiding] real quick 
before we write another page. 

Jeffrey: I see a "cat." 

Richie: Ooh, there's another word hiding. 

Ms. Grace: Oh, if you take this "n" off and put a what? [t] A "t." It 
would be cat. Richie did you find another word hiding? 

Richie: Mhmm... and. 

Ms. Grace: And 

Jeffrey: If you just put a "d" after the "an," it'll be "and." 

(Ms. Grace pointed to "can" that Jeffrey already found. She covered the 
"c" with one hand and pointed to the end of the word as she rephrased his 
explanation.) 

Ms. Grace: Oh. If you took off the "c" and put a "d" h would say "and." 
Did you find one Thomas? 

Thomas: I did. And you put a "t-h" and you put a "e" and make "the." 

(Ms. Grace covered the first two letters in "bath" and rephrased Thomas' 
contribution.) 

Ms. Grace: Oh, Thomas said if we took off the "b-a" and had that "t-h" 
and put an "e," then h would say "the." 

As whh the first word-in-a-word example, the letters that Richie and Jeffrey kept 

were pronounced the same at the end of the first word (can) and beginning of the new 

word (and). The boys demonstrated an abilhy to rearrange clusters of letters and build a 

new word even when all available letters were not present. In this case the letter "d" was 

not in the original text. 
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Thomas exhibhed awareness of letters for after-before during that same incident. 

He took the "t-h" from the end of the word "bath" and put the "t-h" before a letter "e" to 

make the word "the." In this second example, the pronunciation of "th" changes. The 

difference here was that the "th" in "bath" is voiceless and the "th" in "the" is voiced. He 

rearranged a cluster of letters, regardless of the sounds the letters made in the original 

word, to make a new word. Both instances of after-before demonstrate beginning 

readers' abilhies to manipulate clusters of letters. 

As children build whh blocks, they often constmct more involved designs. To do 

this, they often move blocks from one place to another to suit their developing design. 

Participants in my study similarly demonstrated an awareness of clusters of letters and 

used those clusters much like different sized blocks to build new words. 

Small words as rimes. About halfway through the study Ms. Grace began direct 

instmction during word work with the use of rimes. The first rime students were able to 

use was "-at." In this excerpt from my field notes, the rime is underlined to help it stand 

out. "-At" was not underlined on the word cards. 

Ms. Grace brought the pocket chart center [pocket chart, rack, and basket 
of word cards] to the carpet so the whole group could see. She began to 
show how to use rimes to figure out another word. Matthew [E-A, Av-
AA] intermpted her description. He needed to demonstrate what she was 
describing. The first word drawn from the basket was "cat" Matthew 
found all the words whh -at- Ms. Grace helped Matthew place each of the 
word cards on the line whh "cat" calling attention to the common letters. 
The group read each word "cat," "rat," "mat," "sat," "bat," "pat," "fat," 
"hat" as they were placed in the pocket chart. 

For most participants "at" was a known sight word eariy in the year. The word 

cards provided students whh visual cues about words they had already seen in many 

different settings (interactive wrhing, library center, shared reading). 

Participants exhibhed difficulty during word work when rimes did not stand alone 

as known sight words and when visual aides, such as word cards, were not used. The 
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following excerpt from audio transcripts and field notes demonstrates this. The student 

teacher, Ms. Reed, instmcted the whole class during word work. The poem for the week 

had two words that rhymed whh "now" (cow, plow). She attempted to instmct 

participants about the "-ow" rime. The participants were able to identify rhyming words 

from the poem they just read. However, they quit trying after about ten minutes of 

perplexity and offering wrong guesses. Ms. Reed deftly ended the lesson. 

Ms. Reed: We're going to think of other "o-w" words. Let's think of some 
other "o-w" words. I'm going to write one of the words that we (pause). 
I'm going to write down the word "plow." Can you guys say that word? 

Group: Plow. 

Ms. Reed: Raise your hand. Who can think of another word? Gabe? 

Gabe [M-A, AB, Av-Av]: cow 

Ms. Reed: Cow. Gabe, tell me how to spell "cow." Gabe's going to tell 
how to spell cow. (Gabe and classmates spell c-o-w.) Raise your hand if 
you have an idea. Thomas? 

Thomas [M-A, PB, Av-AA]: Ow? 

Ms. Reed: Ow. Like when we heard the "o-w" sound. Julie? 

Julie [M-A, PB, AA-Ad]: now 

Ms. Reed: Now. How do I spell "now?" 

Julie: n-o-w. 

Ms. Reed: Who has another "o-w" word? That has an o-w at the end. 
Andre? 

Andre [M-A, PB, LA-LA]: two 

Ms. Reed: Want me to come back? 

Richie [E-A, Av-Av] (pointing to the easel): No. He means that "o" up 
there, "w-o." 
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Ms. Reed: Oh, the "two." You're thinking of "two?" That has a t-w-o, 
doesn't h. We're looking for "o-w." Let's think of words that have the 
"ow" sound, the "o-w" written in there. Julie? 

Julie: Flower. 

Ms. Reed: Flower has one. That's right. Let's look at that word, "flower." 
(She writes the word on the chart under the list of "-ow" words.) Do you 
see that "o-w" in flower? Who else? Richie? 

Richie: Dough. 

Ms. Reed: Dough? You know what? Dough kind of has that "o-w" 
sound, but I'm going to show you right here 

(She wrhes the word in a separate column.) 

Julie: 0-U! 

Ms. Reed: how to spell dough. It has a "o-u-g-h" on the end. That's kind 
of a tricky one, isn't h? 

Ms. Reed: What were some words in that poem that we haven't said yet? 
Think of the poem. 

Richie: That's all that we [stops abmptly] that's all that I can think of 

Ms. Reed: Curtis? 

Curtis [M-A, PB, AA-Ad]: Out 

(Ms. Reed stops the lesson. Students are confusing two spellings of the 
sound /ow/ and she is trying to focus on only the -ow rime.) 

In this interaction, the teacher's focus was on sounds that letters made. 

Participants identified the rhyming words (now, cow, plow) that were visible on the easel, 

but then only Julie was able to offer another "o-w" word, "flower." It is likely that her 

idea of "flower" sparked the idea of "flour" for Richie causing him to suggest "dough." 

Ms. Reed reinforced the fact that the letters "o-w" provide at least two sounds (e.g., the 

/ow/ in "now" and the /ow/ in "know"). The "-ow" rime was not a word that stands alone 

as a sight word. Participants had limhed experience whh reading words that used "-ow." 
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Without visual cues from word cards like they used in the pocket chart center, 

participants experienced difficulty in producing words that use the "-ow" rime. They 

were able to isolate the /ou/ sound made by the "o-w;" however, too many of the students 

were unable to provide addhional words that used the letters "o-w" to represent that 

sound. Students were unable to mediate for one another because too many of them lacked 

the ability themselves. 

As children build whh blocks they often stack blocks of varying sizes to create 

three dimensional objects. Sometimes they are able to place appropriately sized blocks 

on other to add support to their stmcture. Sometimes, however, they do not make the 

best use of different sized blocks and the stmcture collapses. Participants in my study 

made effective use of small words as rimes. However, when the rime was not a known 

sight word or visual aids were not available, participants could not effectively use the 

rime to produce other known words. 

To summarize this section, participants in my study demonstrated their 

developing awareness in the graphophonic cueing system. They demonstrated their 

developing awareness with their abilities to use individual letters to play an abstract form 

of scrabble, to locate smaller words whhin larger words, to segment clusters of letters 

used in part of a word and move the clusters to the beginning of a new word, and to use 

small sight words as rimes. 

Related Literature 

Clay (1991) advocates the use of participants' names in the classroom. In my 

study, the personal connection that participants made whh letters in their own names soon 

included classmates' names. Lists of participants' names were visible from any place in 

the room. Participants could easily use names of classmates as they developed an 
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understanding of the relationships between letters and sounds and applied that 

understanding to reading and wrhing. 

Ehri and Robbins (1992) found that beginning readers were able to utilize clusters 

of letters to blend whh other letters as they read by analogy (e.g., using "neck" to figure 

out "deck") but that they had to understand the process of phonological recoding 

(blending) before they could read by analogy. Each of my categories scrabble, word-in-

a-word, after-before, and using small words as rimes demonstrated participants' 

developing awareness of and varying abilhies to isolate and to blend sounds within 

words. 

One of Stahl's (1992) guidelines for phonics instmction is to teach rimes. Many 

researchers (Cunningham, 1995; Gaskins et al., 1997; Gaskins, Gaskins, & Gaskins, 

1991; Gunning, 1995) advocate the use of rimes to develop graphophonic knowledge. 

Participants in my study were well on their way to understanding rimes. However, my 

findings demonstrate the ongoing need for support from visual aides. 

Dahl and Freppon (1995); Freppon and Dahl (1991); Harste et al. (1994); 

Richgels, Poremba, and McGee (1996); Smhh (1992), and Trachtenburg (1990) advocate 

that teachers provide a variety of texts and lead students to generalizations based on the 

occurrence of letter and word patterns found in the literature selections. Generalizations 

are taught implichly by calling attention to the similarity between the visual words in a 

text and the sounds in spoken words. Students produce the generalizations that are 

meaningful and useful. In my study, students made use of their experiences during word 

work and interactive wrhing to locate words and create words. Because of individual 

zones of proximal development, the practices that Ms. Grace implemented made h 

possible for her and the students to continually mediate for their learning peers. As 

participants demonstrated what they could do on any given day, their examples provided 
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assistance for their peers' developing awareness of and abilhies to use graphophonic 

cueing system. 

Visual Memory 

A second strategy in my building blocks theme was visual memory. This strategy 

involves recalling whole words or parts of words from previous encounters. Most times 

when children build objects with building blocks, they build replicas of objects without 

an illustration or model to guide them. Participants demonstrated the strategy of visual 

memory in much the same way. 

Whole words. Almost every member of the class knew many sight words by the 

end of the first three weeks of school. One such word was "the" because it was v^itten 

frequently during interactive wrhing and read dozens of times each day. Sometimes, 

however, a sight word was not so common. For example, the students made a big book 

during interactive writing about things they did as babies. Every page of the big book 

began with the phrase, "babies can." In this example from my field notes, Gabe (M-A, 

AB, Av-Av) was at the writing center. He wrote a sentence that included the word 

"babies." 

Gabe always vocalizes his thought processes. When I heard him spell "b-
a-b-i-e-s" in the sentence he was writing, I asked how he knew how to 
spell that one [babies]. He had a puzzled expression on his face and 
looked at his paper mouthing the word. I assured him that it was spelled 
correctly and repeated my question. He pointed over his shoulder toward 
the easel where they had written the word during interactive wrhing and 
said, "I spelled h." 

The easel faced the opposhe direction, and the interactive wrhing text was not 

visible from his desk. He remembered the word from previous experiences, but he 

checked h using his visual memory as he read h from his paper to answer my question. 

Gabe was not sounding out the word as he spelled it. He made no distinction between 
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"knowing" a word and "spelling" a word. He was spelling the word as he wrote h on his 

paper. 

In September, Richie (E-A, Av-Av) also demonstrated this strategy in the 

following example as recorded in my audiotapes and field notes. He was reading the 

book Is Your Mama a Llama? (Guarino, 1989) at library center. He could not read the 

words "mama" or "llama" in the thle and pointed to the words and looked at me for help. 

I read each word to him. Then he opened the book and began reading the text. In the 

book, he demonstrated no trouble reading "mama" on the first page, and I asked how he 

knew h. He grinned, flipped the book closed, and pointed to the word on the cover 

exclaiming, "It's right there!" Richie used the strategy of visual memory with an entire 

word. When I provided the word for him, h did not limh his lheracy grovs^h. "Mama" 

often described characters in books that participants read (e.g.. Mama Bear). Richie was 

able to read the word "mama" unassisted each time he saw h in my presence for the 

remainder of the study. 

Parts of words. A second aspect of visual memory is the abilhy to remember 

clusters of letters and their unique sounds. For example, Gabe and Julie worked at the 

game center one day. The game they selected was a file folder and a set of cards. Each 

card had a line drawing of a common object (e.g., flowers, dresses, and tmcks). On the 

inside of the folder, spaces were marked with letters like "fl," "dr," and "tr." Participants 

were to identify objects in the pictures and place cards in spaces whh the matching 

beginning blend. In this excerpt from audiotape transcripts and fieldnotes, Julie is 

helping Gabe match sounds and letters. 

Gabe [M-A, AB, Av-Av]: [He held a card whh a drawing of a dress and 
pronounced the beginning sounds.] /jrr/ /jrr/. [He said the letter "g" over 
and over as he examined the gameboard] g - g - g 

Julie [M-A, PB, AA-Ad]: It goes there. 
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(She pointed to the space marked whh "dr." Gabe ignored her.) 

Gabe: Where's "g?" /juh/, /jress/ [pronounced "dress"] 

Julie: /jress/ [pronounced the word] 

Researcher: /dress/ /dress/ [pronounced the word emphasizing the sound 
of the letter "d."] 

Julie: /jress/ [pronounced the word and nodded] 

Researcher: So what letter are you looking for Gabe? 

Gabe: "g" 

Julie: A "g?" [wide eyes looked over his head at me] "D!" 

(She then maintained an insistent chant saying the letter name "d-d-d-d-d" 
through the following dialogue.) 

Researcher: Why are you looking for a "g?" 

Gabe: Because h's the beginning of the word. 

Julie: We're*looking for a D-d-d-d-d-d. 

Gabe: A"d!?" 

His pronunciation of the word "dress" sounded like the English /juh/ sound at the 

beginning of the word. Gabe and Julie pronounced the word the same way, so I asked 

how she knew to spell h with a "d." She shmgged her shoulders as she responded, 

"Because I've seen h before." Her visual memory of the beginning of the word "dress" 

superseded her pronunciation of the word. 

Students did not make use of print reference points around the room when they 

demonstrated the strategy of visual memory. They recalled whole words or parts of 

words and indicated that they made use of their visual memory. Their visual memory 

strategy served much as using memory to build replicas of objects whh building blocks. 
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Related Lherature 

In my study, visual memory included whole words and parts of words. Visual 

memory of written symbols begins during the emergent literacy phase. Ehri and Wilci 

(1985) and Mason (1980) describe the impact of visual symbols in children's 

environments. Visual systems (e.g., environmental print) are associated whh places and 

activhies. 

Stauffer (1970) detailed a reading program where an aduh records a learner's 

words. Through the process of repeated exposure to those words, learners develop a bank 

of sight words utilizing visual memory. In my study, the interactive wrhing and shared 

reading parts of the day served the same purpose of meaningfiil repetitions to help 

students develop their visual memory of multiple words. Ehri (1991, 1994) explains that 

when words frequently are read in texts, they are more apt to be read by sight (visual 

memory) than words that appear infrequently. She states that individuals develop a 

"word-specific access route" (1994, p. 339), which means they no longer have to 

consciously pronounce a sight word to figure h out. In my study, participants' visual 

memories included common words (e.g., the) and not so common words (e.g., babies) for 

first graders. Participants also indicated that they were not sounding out words; they just 

knew them. Gabe spelled the word "babies." He was not able to explain how he knew 

how to spell that word; h was part of his visual memory. Julie expressed the same idea 

when she explained that she had seen the word "dress" before and knew h began whh a 

"d." 

Clay (1991) explains that development of visual memory is an ongoing process. 

Beginning readers make use of whatever they have in their visual memory throughout the 

transhional lheracy phase. They continually add to their visual memory whh continued 

instmction. 
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Application of Phonemic Awareness 

While visual memory addresses what the participants recall seeing, phonemic 

awareness addresses their abilhy to match sounds to the written symbols. Throughout 

this section I will use letters inside // to indicate pronunciation of words or sounds 

produced in isolation (e.g., "picture" would be pronounced /pik-chur/, the long "a" sound 

would be /ae/).. 

Inhial consonants. From the first day of school Ms. Grace utilized participants' 

knowledge of the letters that began their names. Participants were able to write 

consonants that matched the beginning letters of classmate's names during interactive 

writing. Initial consonants were among the first consonant sounds that participants 

identified. 

Alphabet books were available daily at leaming centers to reinforce phonemic 

awareness of initial consonants. One day near the end of October, Regina (E-A, Av-Av) 

helped Ray (M-A, AB, LA-BA) read the alphabet book Look Once. Look Twice at the 

library center. In this book, part of a complete illustration shows through a cutout on the 

page preceding it. Illustrations began with the letter printed on the cutout page. When 

students turned the page, the complete illustration was visible and helped confirm the 

printed word, which began with the letter on the cutout page. Some of the words were 

common, like "corn." Some of the words were less common, like "narcissus." In the 

following excerpt from audiotape transcripts, Regina tries to help Ray produce words 

appropriate for the given letters and illustrations. They are in the middle of the book at 

the letter, "L." 

Ray: It's a bug. 

Regina: Ladybug is a bug. 

(Ray turned the page.) 
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Researcher: What word could the "m" be? 

Regina (singing): I know what h is. 

Researcher: What do you think, Ray? Can you guess? 

Regina: I know what h is. I'm not saying. 

Researcher: I can't imagine. I have no idea! 

Regina: It's a moth. 

(Ray turned the page to reveal the whole picture and the word "Macaw.") 

Researcher: Oh, this is a kind of a bird. 

Ray: It looks like a parrot. 

Regina: That's not "m." 

Researcher: He is a cousin to a parrot. He's a macaw. Macaw. 

(Ray turned the page to continue.) 

Ray: Nightflower. 

Researcher: What? 

Ray: Nightflower. 

Researcher: A nightflower? Let's find out. [Ray turned the page to reveal 
the complete illustration.] Oh, this is another— You remember the iris a 
while ago? [Ray nodded] 

Regina (trying to give a hint that it is a certain kind of flower): It looks 
like a giant daisy. 

Researcher (pointing to details in illustration): This is a kind of a flower. 
On the one [blade of green opening whh a bloom] that comes up, this part 
looks like a tmmpet. 

Ray (stammering): It comes up in the day time? And then in the night h 
closes. 
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Regina (pointing to various parts of the illustration): There's a flower. 
There's a flower. 

(Regina was called away from our group to go to guided reading whh Ms. 
Webb.) 

Researcher: And h's called a /nar-sis-sus/. [pointing to each syllable as h 
is pronounced] 

In this excerpt, Regina attempted to mediate for her peer. She relied on the initial 

consonant clues and the illustrations as Ray did. As was common with beginning readers 

in this class, Regina's mediation whh phonemes was not successful due to her own 

limhed phonemic awareness. She did not yet attend to sounds that other letters in the 

word would make, rather she read words that might fit initial sounds. Ray also knew the 

inhial sounds that he needed for each picture. However, he offered a made-up word 

(nightflower) to match his understanding of the illustration (the type of flower that closed 

up at night). He guessed a word that matched the inhial consonant sound. When reading 

this book, Ray always managed to name an object that began with the appropriate letter 

or sound on each page. He did not apply awareness of phonemes to consonant letters in 

the medial or final positions of the words. Often he named the correct object, and he 

made guesses on many pages. When his guesses were wrong, Ray did not recognize that. 

In fact, in the above excerpt he did not read a real word. Participants used their 

knowledge of initial consonants much like children using a certain sized block to 

consistently represent a objects (e.g., trains' engines) in a scene they are building. 

Final Consonants. Almost all participants demonstrated inhial consonant letter 

phonemic awareness. Most participants also demonstrated final consonant letter 

phonemic awareness. The following example of participants applying their phonemic 

awareness to consonant letters occurred during shared reading and is from audiotape 

transcripts. In this excerpt, as often happened, two semantically appropriate words began 

with the same letter. Ms. Grace led participants in reading a page that they composed 
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during interactive wrhing. The actual text was "Babies can sh and paint." After the 

group read the text, Ms. Grace called their attention to the last word in the sentence. All 

of the participants during this exchange focused solely on consonant letters. 

Ms. Grace: Now let's take a look. I heard some people say "play." Is this 
[pointed to the word "paint"] "play" or "paint?" 

Group: Paint. 

Ms. Grace: Paint. How do you know? 

Clifton [B, LA-LA]: P! 

Richie [E-A, Av-Av]: Because you don't have the "1" in h. 

Ms. Grace: Oh, there's no "1" in h. How else do you know? 

Chfton: P. 

Ms. Grace: There's a "p" right there. [She pointed to the first letter.] 
How else do you know h's paint? 

Thomas [M-A, PB, Av-AA]: There's a "t" at the end. 

Ms. Grace: Oh, Thomas said there's no "1" in it, but there is a "t" at the 
very end. 

In this example Clifton focused on the inhial consonant. Even though the 

members of the group produced a miscue that began with the same consonant letter, 

Clifton read the word "paint" and indicated that he used the inhial consonant letter. 

Thomas identified the final letter "t" as making the appropriate ending sound. Participants 

then demonstrated that the presence of the final consonant was useful to determine the 

word. Participants used their knowledge of final consonants much like children using a 

certain sized block to consistently represent a objects (e.g., trains' cabooses) in a scene 

they are building. 

Medial consonants. I use the term medial consonant to refer to consonants inside 

a word, that is, not the inhial or final consonant. In muhisyllabic words, participants 
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identified medial consonants that began or ended syllables. One example came from 

Andre's (M-A, PB, LA-LA) written work about his pumpkin in late October (Figure 4.2). 

As he wrote his word, Andre pronounced h /pun-pin/. He repeated the word and then 

wrote the inhial "p." The next letter he wrote was the letter "n" which he said in place of 

the /m/ sound in the middle of the word. The next letter he wrote was the "p" which 

begins the second syllable. He finished writing whh a symbol that looks like the letter 

"u." However, he pronounced the letter "n." It is possible that he inverted the written 

symbol for "n" and wrote the letter "u." 

In this example, Andre demonstrates the abilhy to identify medial consonants in 

the two-syllable word "pumpkin." He placed ah four of his letters in a cluster with no 

space between the two syllables, showing his phonemic awareness of sounds inside a 

word. 

As their reading level increased, participants somewhat consistently used 

consonants in the middle of single syllable words and in the middle of syllables in 

muhisyllabic words. All the participants did not demonstrate phonemic awareness of 

medial consonants. Ray demonstrated awareness of medial consonants with his spelling 

of "different" (Figure 4.3). He pronounced the word with only two syllables /dif-rint/. 

He demonstrated his phonemic awareness of medial consonants by writing the initial, 

medial, and final consonants for the last syllable as he pronounced the word. Participants 

used their knowledge of medial consonants much like children using various blocks to 

consistently represent objects (e.g., cars in a train) in a scene they are building. 

Vowels. Until well into September Ms. Grace and I, more often than not, had to 

remind participants to include short vowels during interactive wrhing as we drew out the 

pronunciation of words they were writing. Participants usually demonstrated their 

phonemic awareness of long vowel sounds without aduhs reminding them to do so. 
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Figure 4.2. Andre's Use of Medial Consonants 
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Figure 4.3. Ray's Use of Inhial, Medial, and Final Consonants 
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One example of this was early in September during interactive wrhing. The 

students were working on their big book about babies. Each student brought a snapshot 

from home, and the group agreed on a sentence that described each snapshot. In the 

following excerpt from audiotape transcripts, participants helped Andre (M-A, LA-LA) 

finish the word "babies" after he wrote the first letter on the chart paper. 

Ms. Grace: OK, say that word, "babies." Say h with me. /baeaeaeae -
beeeeeezzz/. [She exaggerated the pronunciation of the word, drawing out 
sounds and holding them.] What do you hear? 

Participants (simuhaneously pronouncing isolated vowel sounds): /ae/ 
leezJ Idiel /ae/ 

Ms. Grace: Oh, I'm hearing an /ae/. And, Clifton, there is an leezJ at the 
end of that word. 

(Andre wrhes the letter "a") 

Ms. Grace (speaking to Andre): Oh, what a beautiflil "a." (speaking to the 
whole class) Say it [babies] again, ^ae-beez/. 

Participants (simultaneously naming the letter "b" and pronouncing 
isolated vowel sounds): "b" "b" leel "b" leel 

Ms. Grace: I hear another "b" too. (pause) Now remember when we 
wrote it [babies] yesterday? 

Clifton (chanting letter names): b-a, b-a, b-a, b-a 

Ms. Grace: Sometimes a word ends with a "y." But to make the word 
"babies," we're going to add "i-e-s." 

Clifton (saying letter names): i-e-s, Andre 

Ms. Grace (saying letter names): "i-e-s" (She flipped to a page from the 
previous day and pointed to the word "babies") Just like this "babies" 
right here. 

Participants were able to hear long vowel sounds and identify letters that usually 

represented those sounds. 
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Later, during interactive writing in October, participants still had difficuhy 

identifying the short vowel sound in "jumped." In the following excerpt from audiotape 

and videotape transcripts, students were writing the sentence "The pig jumped in the 

pond." 

Researcher (speaking to Andre): You want to do "jumped." (speaking to 
the whole group) Let's think about jumped. Do you hear the sound at the 
beginning? 

Andre (naming the letter): g 

Researcher (to Andre): "G" could make that sound, (speaking to whole 
group) What else could make that sound? (pause) Listen. Jumped 

Clifton (isolating the inhial sound): /ju/ /ju/ 

Juan (naming the letter): J 

Researcher: "J," just like "Jeffrey." 

Mhchell (beginning to reche the alphabet): J-K 

(Participants explain to him how to write the letter "j.") 

Researcher (repeating words from the sentence): The pig jumped /jumpt/ 
jumped, /juh-uh-uhm/ 

Mitchell: Pig. G 

Researcher: /uh-uh-uhm/ 

Juan (naming a letter): M! 

Researcher: /uh-uh-uhm/ 

Clifton (naming letters): H? (chanting letters as he wagged his head from 
side to side) o-m-a t-e-e-e-

Mitchell (naming letters): M? W? 

Researcher (to whole group): You're just guessing. 
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Sally (naming the letter): M? 

Researcher: We're going to get an "m." You're right you hear an "m". 
But we need another letter in between. That sound in the middle, are you 
listening? That sound in the middle is [made whh] a "u" /juh-uh-uh-uh/. 
We need a "u." (speaking to Andre) Remember what h looks like? 

(Classmates continued helping Andre whh the word "jumped." One by 
one each student in the group took a turn writing at the easel to finish the 
sentence.) 

By this time in the study, all the students had participated in many interactive 

writing sessions. They were accustomed to slowly pronouncing words to hear sounds 

that each letter made. Participants in this small group demonstrated the abilhy to identify 

appropriate consonants, however, none were able to identify the short "u" sound. 

When children build with blocks, they represent objects in their scenes that they 

consider to be necessary with various shapes and sizes of available blocks. In much the 

same way, as my participants became aware of vowel sounds in words, they represented 

them whh appropriate letters. 

Related Literature 

A crhical characteristic that defines readers as beginning readers is that they have 

developed some understanding of letter-sound relationships and use that knowledge to 

process text (Ehri, 1991). The role phonemic awareness plays in beginning reading is 

still not clearly understood. Numerous researchers (Byrne & Fielding-Barnsley, 1991, 

1993; Cunningham, 1990; Ehri, 1991; Ehri & Robbins, 1992; Ehri & Whce, 1985; Juel, 

1988; Lundberg, Frost, & Petersen, 1988) advocate systematic and stmctured phonics 

instmction by which students are taught to produce sounds in isolation, or synthetically, 

to demonstrate mastery of the letter-sound correspondence. This suggests that beginning 

readers develop phonemic awareness and then apply that awareness to read. Byrne and 

Fielding-Barnsley (1991, 1993), and Lundberg, Frost, and Petersen (1988) examined the 
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way beginning readers use the visual information presented by graphemes and assign 

speech sounds, or phonological aspects, to the visual information. In their studies, they 

demonstrated that indeed beginning readers could memorize mles for letter-sound 

relationships. 

Stahl and Murray (1994) note that h is difficuh to determine whether phonemic 

awareness is the cause or the resuh of beginning readers' ability to learn to read. They 

suggest that the development of phonemic awareness is facilhated when an undetermined 

number of sight words is known. The graphophonic knowledge (the knowledge of letters 

and familiarhy whh the sounds of letters in known words) helps beginning readers use 

more complex forms of phonemic awareness. But without a basic level of phonemic 

awareness (e.g. the ability to isolate the initial sound of a word), beginning readers do not 

achieve even the preprimer instmctional level. In my study, knowledge of participants' 

names initially helped students form a basic level of phonemic awareness. Continued 

development of phonemic awareness was supported at learning centers and through 

interactive writing. 

Pinnell and McCarrier (1994) and Button, Johnson, and Furgerson (1996) 

advocate interactive writing as a stmctured interaction whh an adult and a group of 

children who agree on a set of words to express their ideas. The mediation provided 

through an ongoing discussion helps each individual integrate oral and written language. 

In my study, I found that participants integrated oral and written language during 

interactive wrhing. By writing their own text on a daily basis, they internalized elements 

of phonemic awareness and began to develop use of onsets and rimes. 

Harste et al. (1994) express concern that during the emergent lheracy phase 

children are willing to project meaning to written words without appearing overly 

concerned about not yet knowing how to read specific words. They state that something 

happens once formal schooling begins that somehow inhibhs children's risk-taking whh 
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unknown words. Participants in my study demonstrated that same tendency, albeit 

briefly. In the supportive environment with semantics as a primary guide, participants 

usually integrated the cueing systems to generate meaningfiil attempts at unknown words. 

Clay (1991) lists numerous strategies, which I described more fully in Chapter II, 

which beginning readers develop in the first three years of school, kindergarten through 

second grade. Two strategies, using visual information and using phonologic 

information, apply to my building blocks theme. Participants in my study demonstrated 

abilities that indicate the development of each of these strategies. Related to "visual 

information" they demonstrated visual memory of whole words and parts of words. They 

demonstrated "using phonologic information" as they developed the use of rimes, 

awareness of consonant sounds, and awareness of long vowel sounds. 

Independent Problem Solving 

My fourth and final theme answers my third question, about how beginning 

readers demonstrate the integrated use of the graphophonic, syntactic, and semantic 

cueing systems to support their lheracy development. Ms. Grace emphasized to her 

students that when they read and wrote the purpose was communicating meaning. 

Consequently, she modeled frequently how participants should problem solve as they 

read and wrote for meaning. She did this as the class discussed texts during shared 

reading and interactive wrhing. With that as the primary guiding beacon, not 

surprisingly, participants consistently focused on comprehending text when they read and 

on clearly sending a message when they wrote. During the study, Ms. Grace, Ms. Webb, 

and Ms. Reed all provided individual and small group instmction while the other 

participants worked independently in learning centers. While the aduhs' instmction was 

not the purpose of this study, I was aware of instances when they provided individual and 

small group instmction, and I taped episodes with the camcorder as I was looking around 
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the room for peer interactions. In the instances that I was aware of, the aduhs provided 

instmction whhin each cueing system and modeled how to utilize elements from each 

cueing system. Throughout direct instmction and modeling, however, meaning was 

emphasized. As I examined data gathered primarily during independent reading and 

learning centers, I sought to better understand how participants internalized that 

instmction and integrated the semantic, syntactic, and graphophonic cueing systems as 

they read independently. 

I was stmck with the similarhy between pilots' bringing airplanes to gates at 

major airports and beginning readers integrating the cueing systems. At the airport, three 

individuals stand on the tarmac whh orange wands, one at the nose of the plane and one 

at each wing of every plane. They use the wands to wave signals to pilots guiding them 

to final parking places. All three people remain in their places waving signals until the 

planes are parked. Pilots inhially attend to the individual at the nose of the plane. Then 

they turn their attention to the most significant guide at a given moment in time. 

Beginning readers in my study did much the same thing, initially focusing most of 

their attention on the semantic cueing system (the individual waving signals at the nose of 

the plane). Then participants attended to information from the other two cueing systems, 

syntactic and graphophonic, all the while looking back at the primary guide to verify the 

information received from all three. All three cueing systems remain available to the 

beginning reader. As they utilized all three cueing systems, some elements of the text 

were more useful than others. Beginning readers utilized strategies from the most useful 

cueing system, much like pilots attending to first one then another of the individuals on 

the tarmac. 

As participants read, I frequently asked them how they knew certain words in the 

text. Their answers identified a variety of strategies, (e.g., predicting words from inhial 

consonants, predicting words from ending consonants, visual memory of a whole word, 
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length of a word, objects in pictures) that helped me identify students' uses of one cueing 

system or another. Participants also provided answers that identified strategies that 

impeded rather than assisted successful reading of the text. 

Next I briefly review the cueing systems and discuss strategies within each cueing 

system. Then I provide excerpts that show how the various cueing systems support or 

impede beginnmg readers' lheracy development. 

Semantic. The semantic subsystem of language includes the reader's schema. 

When participants used the semantic cueing system, they demonstrated a connection 

between their schemata and features of texts. One strategy that participants used was 

identifying words from illustrations; participants generated meaning from both pictures 

and print. Sally (E-A, LA-BA) explained the process from a first grader's perspective: 

Sally: I know how to read now. 

Researcher: Yes, you do, Sally. 

Sally: I used to not. 

Researcher: But now you do. How'd you figure h out? 

Sally: Because, um, I looked at the pictures and I read the words. 

Candy (E-A, AA-Ad) demonstrated the strategy of using illustrations as she read The 

Tree Stump (Randall, 1996). 

Candy: In went the mouse. In went the [pause as she glanced at the 
illustration] squirrel. In went the rabbh. In went the [pause as she glanced 
at the illustration] raccoon? In went the owl. In went the porcupine. 
Ouch! Ouch! Ouch! 

Candy used each illustration to identify an animal whh which she was familiar. 

She knew to use significant details in the illustrations to help her read words in the text. 

Illustrations provided a visual representation of objects the participants read about. 

Familiarity with the objects provided necessary clues to figure out unknown words. 
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Addhional semantic support came with texts that the participants knew in a song 

format. In this example from audiotape transcripts, Celia (M-A, PB, AA-Ad) and Gabe 

(M-A, AB, Av-Av) were seated next to each other and reading different books during 

independent reading. 

Celia (speaking to the researcher): Let's read together, [reading the thle 
in a hahing manner] The - wheel - on - the - bus 

Researcher: Do you know that one? [indicating the book] The Wheels on 
the Bus? 

Gabe (singing): The wheels on the bus go round, round, round. Round, 
round, round. Round, round, round. 

Celia (singing as she reads words in the book): The wheels on the bus go 
round and round, round and round, round and round. The wheels on the 
bus go round and round, all day long. 

Gabe (singing in background): The babies on the bus go waaa, waaa, 
waaa. Waaa, waaa, waaa. 

Celia (to Gabe): My book! (Celia pauses to locate her place in the text 
and then continues singing.) The horns on the bus go beep, beep, beep. 
Beep, beep, beep. Beep, beep, beep, [speaking to the researcher] Oh, 
man, I'm getting nervous! 

Researcher: You're doing great. 

Celia (singing): The horn on the bus goes beep, beep, beep— (Celia 
continues the rhythm of the song, but she no longer sings the words.) The 
horn on the bus goes beep, beep, beep. Beep, beep, beep. Beep. The horn 
on the bus 

(Celia is intermpted because independent reading was over.) 

Every participant, whom I heard read this book, began reading the thle word-by

word and then quickly switched to a rhythm that became the song. The song provided 

some guidance for a word-for-word matching with the text. However, as in the above 
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example, Gabe had memorized, "round, round, round" which he sang in the background. 

Celia sang while reading the words on the page, "round and round." 

Syntactic. The syntactic subsystem of language includes grammatical 

relationships and the stmcture of sentences. Using the syntactic cueing system 

demonstrated participants' knowledge and awareness of English. Knowledge of 

the English language helped participants read phrases. For example, even though 

none of the participants knew the word "preposhion," whenever they encountered 

a preposition while reading they frequently read the preposhional phrase, 

including the objects and their articles, paused and then continued reading. An 

example of this was when Juan (M-A, PB, LA-LA) read Find a Caterpillar 

(Cowley, 1990). In order to represent his verbalization, I use dashes to represent 

the hahing, word-by-word mode of his reading. "... the - jar. (pause) Let - h 

(pause) wriggle (pause) on - your - hand. Let h wriggle (pause) through - the -

dirt." Even though he was pausing between almost all the words as he decoded 

unknown and unfamiliar words, Juan gathered words into phrases as evidenced by 

the pauses between phrases that are longer than between words whhin a phrase. 

Participants broke even the shortest sentences into phrases (e.g., noun phrases, 

verb phrases, and preposhional phrases) and indicated these by pausing and taking 

a breath. Even when participants were reading in a word-by-word manner, pauses 

between phrases were longer than pauses between words. 

Participants also made use of punctuation marks. For example in this excerpt 

from audiotape transcripts and fieldnotes, Ms. Reed reviewed the week's poem during 
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shared reading. She asked students to tell things they noticed about the letters and words 

in the poem. Matthew (E-A, Av-AA) identified the contraction "I'd" in the poem. 

Matthew: There's, but there's two words, (pause) Why they have two 
words? 

Ms. Reed: You found a compound word? Okay. Show me. 

Matthew: It's that "I." And there's a "d" right there. (Matthew raised up 
on his knees and pointed to the contraction on the easel.) 

Ms. Reed: Oh, h says "I'd." Good job. We're going to look at this word, 
"I'd." Why do you think we say "I'd?" (pause) What two words are we 
saying when we say "I'd?" 

(An exchange between Ms. Reed and the class followed. When students 
were unable to identify the two words that formed the contraction, Ms. 
Reed told them that "I'd" was made from "I" and "would.") 

The apostrophe indicated that "I'd" was made of two words. Matthew knew that, 

as he indicated with "but there's two words" even though he did not understand which 

two words had been put together. He indicated his desire to know which two words had 

been combined. 

In September during the unit on growth, the class made a big book. Babies Can. 

They used snapshots each student brought from home as prompts during interactive 

wrhing. On one occasion, Ms. Grace was leading the interactive wrhing session. The 

group had agreed on the sentence, "Babies can take a bubble bath." Sally (E-A, LA-BA) 

wrote the word, "bubble." In the following excerpt Celia (M-A, AB, AA-Ad) and Clifton 

(B, LA-LA), the primary participants in this instance, demonstrate continuing a complete 

thought onto a second line and using the period to indicate the end of the statement. 

Ms. Grace: Sally, come and find somebody to come give us that last 
word. What is that last word? 

Gabe: Bath. 
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Ms. Grace (repeating the word): Bath, (to Sally) Find somebody to come 
give us that word bath. 

(Sally calls on Celia to write the word "bath" at the easel. Ms. Grace calls 
on Gabe to write the word at the same time on the Magna Doodle by her 
chair.) 

Ms. Grace: Celia, stand to the side. Is she going to have room to put h 
right there? [points to the end of the line after the word "bubble"] 

Group: No. 

Ms. Grace: Where could she go? 

(Various voices simuhaneously suggest the beginning of the next line.) 

Ms. Grace: Okay, say that word, "bath." 

Student (spelling the word): b-a-t-h 

Ms. Grace: I want you to tell me those sounds but don't use the loud 
voices. 

(Various voices in the group simultaneously spell b-a-t-h as Celia wrhes 
the"b.") 

Ms. Grace (indicating the Magna Doodle): I like how Gabe wrote that, 
(indicating the easel) What else do you hear? 

Group: "A!" "a-t-h" "Trace over h!" "t-h" [Students cahed out letters 
and gave Celia guidance as she made the letter "a."] 

Ms. Grace: What's at the end [of the word]? 

Various student voices: "t-h." 

Ms. Grace: Curtis heard that "t-h." 

(Gabe finishes wrhing the word "bath" on the Magna Doodle and hands h 
to Ms. Grace.) 

Ms. Grace: Gabe, have a seat, (to the whole group) When Celia gets 
done we'll see if they are the same or not. 

Clifton: Period. Period. Period. 
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(Celia turns back to the easel and makes a period.) 

Ms. Grace: Oh! And she gave us that period because she knew this was 
the end [of the sentence]. Now let's check. (She holds up the Magna 
Doodle.) Do they have the same letters? "b," "a," "t," and "h." 

In this instance, it was Clifton who reminded his peer of the need for the 

punctuation mark; even before his teacher mentioned h, Clifton identified the need for the 

period because they were at the end of the sentence. In both instances, the apostrophe in 

"I'd" and the period, indicate participants know that punctuation marks represent meaning 

in texts. 

Participants also understood the meaning associated with differences between 

caphal and lower case letters. Gabe demonstrated this understanding at the ABC center 

in the instance described earlier in "physical interactions." He was looking for the letter 

"y" to finish spelling Jeffrey's name. I offered him an upper case "Y," and he rejected h. 

He accepted the lower case "y" that Regina made from the lower case "i" and "1," even 

though he commented on its physical size. He remarked: "Oh! Igeth! Then you put 

one more stick down. Kind of like a "y." But h be so big." In all the names he spehed, 

Gabe was careful to use upper case letters at the beginning of the names and lower case 

letters for the rest of the letters in the names. 

Another time early in September, the class was working on the Babies Can book. 

During interactive wrhing, the students were wrhing the sentence, "Babies can look at the 

camera." The following excerpt from audiotape transcripts and fieldnotes shows 

students' developing awareness of conventional uses of lower and upper case letters. 

Ms. Grace: Babies can? What's the next word? Babies can? 

Students: look, look 

Ms. Grace: Look. 

Regina (naming the first letter of look): "1" 
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Ms. Grace: What do you hear? Regina, come give us that "1." 

Student: 1-o-o-k [spelling the word] 

Ms. Grace: What is h? 

Group: 1-o-o-k [various voices spelling the same way at different times 
slightly overlapping each other] 

Ms. Grace: Let me write "look" in the air, ready? 1-o-o-k. [Ms. Grace 
continued to interact with students on the floor as Regina finished writing 
her word] 

Richie (to Regina): Fix that (pause) "L." That "L" is supposed to be the 
other one. [He identified the letter by name only, not by its case.] 

Ms. Grace: Well, you know what. [She put tape over the "L" and spoke 
to Regina.] Could you make it a lower case? [Could you] make it like at 
the end of Mitchell's name? That's very good. [She spoke to the class] 
Babies can look. What's our next word? 

Richie expressed concern that a peer used a capital letter in the middle of a 

sentence. While Ms. Grace emphasized caphal letters on names and at the beginning of 

sentences during interactive writing, she accepted lower and upper case letters anywhere 

else in the sentences. At Richie's request she covered the upper case "L" whh tape, and 

Regina made a lower case "1." He demonstrated growing awareness of conventional uses 

of lower and upper case letters. 

Participants also demonstrated their knowledge of past tense, even when their 

dialect or common usage did not match Standard English. Celia (M-A, AB, AA-Ad) 

demonstrated this with the problematic "lay" and "laid." 

I moved to Celia at the browsing box. She was reading a version of The 
Three Bears. When she read the part about testing the chairs, she read 
"sitted" for "sat." My attention was intermpted to answer Clifton's 
question about an unknown word in his book, then I turned back to Celia. 
She was to the part where Goldilocks was testing the beds. Each time she 
saw the word "lay" in the text she read "laid." Before she turned the page, 
I pointed to the word "lay" and asked her to read h. She read h correctly 

249 



as "lay." When I asked why she said "laid" earlier, she shmgged her 
shoulders. 

Celia was unable to verbalize the reason for her miscue. She indicated the story 

was taking place in the past by consistently using some form of past tense verbs, 

including her use of "sitted." She read the text in a way to make h fit her understanding 

of past tense verbs. Her miscue was not based solely on the use of graphophonic cues as 

she demonstrated an ability to read the word "lay" correctly when I pointed to it. 

Graphophonic. The graphophonic subsystem of language includes the 

relationships among letters and the variety of sounds associated with each. This 

subsystem also includes spatial concepts, such as word length. Using the graphophonic 

cueing system demonstrated participants' knowledge of visual symbols and their 

developing phonemic awareness. Details of the graphophonic cueing system were 

explained in the previous section, "Building Blocks." 

Relationships among cueing systems. As I stated above, participants in my study 

received instmction in all three cueing systems. However, participants were only able to 

make use of aspects of English syntax if they understood what the story was about, that 

is, if the semantic subsystem of language was in place. The following example from 

audiotape transcripts and field notes, Ray (M-A, AB, LA-BA) was reading the book 

What Comes in Threes (Randall, 1996). 

Ray (reading hahingly): What - comes - in - threes. 

Researcher: What are those? [pointing at picture] 

Ray: Three bears. 

Researcher: The three bears. Bears come in threes, huh? 

Ray: What - comes - in - three? 

Researcher: What do you see three of on that page? [pointed to the 
illustration] 

250 



Ray: squirtels? 

Researcher: They might be squirrels. That's a pretty good guess. 

Ray: Three, ah (pause) 

Researcher: You want me to tell you what I see three of? 

Ray: What? 

ResearcTier: I see one pair of mittens, two pairs of mittens, three pairs of 
mittens, [pointed to details in the illustrations] Go ahead. There 

Ray: There was [indecipherable]. 

(I helped him read about three little khtens and explained the book was 
just talking about a lot of different things that were in groups of three, not 
telling a story. He began reading the next page.) 

Researcher: OK, show me the word "beans" on this page. "Beans." [Ray 
pointed to the correct word.] Is that beans? Why do you think that one's 
beans. 

Ray: Starts with a "b". 

Researcher: Because h starts with "b." What kind of beans do you think 
they are? (pause) Do you know this story [pointing to the illustration of 
"Jack and the Beanstalk"]? (pause) Who do you think he is? (pause) 

Ray: The (pause) 

Researcher: Have you heard the story about Jack and the Beanstalk? 

Ray: Yeah. 

Researcher: So what kind of beans are they? 

Ray: magic beans 

Researcher (pointing to text): Look at this word, /ma-jik/magic 

Ray: Magic beans 

Researcher: Magic beans, (pause) 
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Ray: There are [indecipherable] goats. 

Researcher: Where's the word goats? (pause as he points to the correct 
word) How'd you know that one was "goats?" 

Ray: Because h starts whh "g" 

Researcher: But the next word has a "g," too. (pause) You're right, that is 
the word goats. What kind of goats are they? (pause) Do you know that 
story, "Billy Goats Gmff?" 

Ray: NO! [while laughing] 

Researcher: Oh, Ray! See that guy right there? [pointed to illustration] 
He's a troll and he lives under the bridge. And this first little Billy goat 
came trip-trap-trip-trap over the bridge, [continued telling story] 

The text on each page of the book began whh the phrase "There are three" 

followed by a noun. The noun was clearly represented by the illustration. The book 

reviewed a variety of common tales and nursery rhymes summarizing one on each page. 

The first page talked about three bears; three magic beans, three little kittens, three Billy 

goats gmff, and others followed. Since the three bears were the "threes" on the first page, 

Ray seemingly expected to read that story. He sat staring as he looked at the second 

page. He had demonstrated reading almost every one of the words on the first page of the 

book. After his trouble reading the second page, I explained the story format. I 

summarized each page for him and then he read them independently. He was still unable 

to read the next several pages, however, because he did not remember magic beans in 

"Jack and the Beanstalk" and had never heard of the three Billy Goats Gmff. By the 

fourth page he identified objects in the illustration and asked me about the nursery rhyme. 

I reched the Mother Goose rhyme, "The Three Little Kittens Who Lost Their Mittens," 

and he read the page whh self-corrected miscues. We repeated this process of 

summarizing the story whh the next page about a poor fisherman who got three wishes. 

On the final page, "The Three Little Pigs," the participant needed no intervention before 

he began reading. Syntax was constant in this book; words and phrases were repeated at 
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the beginning of each page. However, whhout a semantic base on which to begin, Ray 

was unable to make use of the syntactic cueing system. 

When the semantic subsystem was in place, however, participants made good use 

of the repethive language in many books. For example, Clifton (B, LA-LA) enjoyed a 

book about bugs. Each page began with the words, "Bugs under." 

Researcher: What is that [word]? 

Clifton: Bugs 

Researcher: And what are they [the children in the illustration] doing? 

Clifton (pointing to words in the thle and miscuing): Read - to - fun -
bugs. 

Researcher: They're watching bugs. 

Chfton: They're watching bugs. (He opened the book and began reading.) 
Bugs - under [appeal for assistance] 

Researcher: What are they under? [pointed to illustration] 

Clifton: the leaves. Bugs - under - the pots. I skipped a page. Bugs -
under - the - [pointed to the word "log"] What is this? 

Researcher: What is this? [pointed to the illustration] 

Clifton: /brrr-anch/ 

Researcher: /lUl/ [pointing to the inhial consonant] 

Clifton: lanch? [produced a made-up word that rhymed with "branch"] 

Researcher: That's a good guess, [pointed to the illustration again] You 
can't really tell how much [relative size of the log in the illustration] h is 
right there. That's a? 

Clifton: Tree! 

Researcher: log 

Clifton: log. Bugs - under the rocks. Bugs - under the mat. 
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Clifton drew on from his schema and produced two responses that worked 

semantically but did not match the graphophonic cueing system. The illustration was 

obviously some part of a tree lying on the ground. When he produced "branch" I 

redirected his attention to the beginning consonant letter. His use of the made-up word 

"lanch" demonstrates that he was attempting to use the graphophonic information that I 

highlighted and blend h whh his earlier guess, "branch." During interactive wrhing Ms. 

Grace often called on him to put an "1" in the text, because he invariably demonstrated his 

abilhy to segment that sound and identified h as the second letter of his name. He also 

demonstrated his abilhy whh the letters "o" and "g" in many other texts. It was 

interesting that he was unable to read the word "log" even after I told him the initial 

sound. He next guessed, "tree." Clifton was diligently trying to integrate the semantic 

cueing system whh the graphophonic cueing system, but whhout semantic knowledge of 

the word "log" he was unable to apply the graphophonic cueing system. Clifton 

demonstrated self-monitoring, or metacognition, with his reading by asking for assistance 

for a specific unknown word. A picture above the text illustrated the object that bugs 

were under. He began reading each page by scanning the picture as evidenced by the 

direction of his eyes and sometimes touching illustrated objects. As long as he knew 

what the object in the picture was, he read whh no miscues. Like Clifton, participants 

utilized the graphophonic cueing system effectively only when the semantic subsystem 

was in place. 

The graphophonic cueing system also supported the syntactic cueing system. 

Candy demonstrated that when reading The Tree Stump (described earlier). This story 

told about animals, one at a time, going into a hollow tree stump. The last animal to enter 

was a porcupine. The word "went" appeared on each page until the last page when all the 

animals, except the porcupine came out. Candy originally miscued "went" and then 

changed h to "came." When I asked why, she pointed to the inhial letter "c." 
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Related Lherature 

Harste, Burke, and Woodward (1994) found evidence that early interactions 

influence the development of print awareness in children from ages 3 to 6. They found 

that children did not seem to separate their knowledge of print from information they 

acquired about other communication systems. Children utilized what they knew about 

oral language and their previous interactions with visual symbols to make sense of their 

print world. However, they also found that in classroom environments where instmction 

in the graphophonic cueing system was emphasized over the other two cueing systems, 

such instmction squelched the integration of the cueing systems. The participants in my 

study demonstrated beginning readers could successfiilly leam the graphophonic cueing 

system and integrate it with their abilities to use the other cueing systems. 

Kerper (1997) specifies the need for teachers to instmct participants on the use of 

illustrations. In my study, each week participants discussed possible ways to illustrate 

poems at the poetry center. They also provided constmctive criticism of one another's 

illustrations that went along with stories they wrote at the wrhing center. During shared 

reading and read alouds just prior to interactive writing, Ms. Grace called attention to 

illustrations in the texts. She gave participants an opportunity to state observations and 

ask questions about the illustrations in the books. Participants also called attention to 

elements in illustrations for one another during independent reading and at leaming 

centers. Information from illustrations was very necessary to support the integration of 

the semantic and graphophonic cueing systems as participants read independently. 

Flavell (1981, 1987) broadly defines metacognhion as the knowledge of and the 

thinking about cognhion, or regulating any thinking activhy. Metacognitive knowledge 

can be broken into three areas: (a) knowledge about people, (b) knowledge about a task, 

and (c) knowledge about strategies to employ. He adds that any kind of monhoring can 

be considered metacognhion. Monitoring is one aspect of self-regulatory activity. 
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Garner (1992) states that children achieve metacognitive success when a cognhive 

failure is remedied by applying a strategy. She adds that sometimes a single strategy may 

provide a quick fix to a cognhive problem, and other times the reader needs to utilize a 

variety of strategies in quick succession. Utilizing a variety of cognhive strategies is 

called strategic reading. "Strategic reading is a prime characteristic of expert readers 

because h is woven into the fabric of children's cognitive development and is necessary 

for success in school" (Paris, Wasik, & Turner, 1991, p. 609). Participants in my study 

demonstrated they could use a variety of cognhive strategies such as using illustrations, 

the syntactic cueing system, and the graphophonic cueing system. Although they 

somefimes used the combination of strategies, they did not use them consistently like 

expert readers would. 

Chapter Summary 

In this chapter I have described the physical environment where I conducted my 

study. I described the neighborhood. Central Elementary School, and Ms. Grace's 

classroom. Then I introduced each participant and each adult who was involved in this 

study. Addhionally, I described more fully a typical morning including the elements of 

literacy instmction that occurred in the study site. Details were selected to provide the 

most information possible to enable readers of this study to transfer the findings to their 

own situations. 

I also presented my findings. The findings were organized around four themes: 

(a) physical interactions, (b) assess and assist, (c) building blocks, and (d) independent 

problem solving. I identified the research questions that each category answered and 

provided examples to demonstrate the answers. Finally, I reviewed the relevant 

literature for each theme. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, AND 

RECOMMENDATIONS 

Introduction 

In this chapter I present a summary of my study and offer implications and 

recommendations. I begin with summaries of the background of the study and the 

theoretical perspective. Then I provide a summary of the research design. I follow that 

with summaries of each of my findings and conclusions that I draw from the findings. 

Lastly, I present the implications of this study and recommendations for further research. 

Summary of the Studv 

Beginning Readers 

Beginning readers are in a transitional phase between emergent literacy and 

conventional hteracy (Clay, 1991; Ehri, 1991; Juel, 1991). Emergent literacy is a period 

of time between birth and the development of conventional lheracy; during emergent 

lheracy children learn to use everyday language to make sense of their day-to-day lived 

worid (Clay, 1991; Sulzby & Teale, 1991). Conventional lheracy is when children 

develop a proficiency that allows them to read previously unseen texts independently and 

wrhe whh spelling and grammar that closely approximates aduh language usage 

(Kamberelis, 1992). The period of time bridging emergent hteracy and conventional 

lheracy is a transhional phase of lheracy development commonly referred to as beginning 

reading. This period of time generally spans kindergarten through second grade (Clay, 

1991; Ehri, 1991; Juel, 1991). 

Through all three phases of lheracy development (emergent lheracy phase, 

transhional phase, and conventional lheracy phase), readers make use of a variety of 
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cueing systems. Cueing systems are linguistic sources of information that aid the reader 

in determining an unknown word (Harris & Hodges, 1996). Reading involves the 

utilization of these cueing systems: graphophonic, syntactic, and semantic. Use of each 

cueing system varies whh the demands of the text and the skill of the reader (Vacca & 

Vacca, 1993). 

The graphophonic cueing system is the set of letter-sound relationships that 

belong to a language. Limhed knowledge of the graphophonic cueing system as well as 

limhed use of the graphophonic cueing system defines a reader as a beginning reader 

(Ehri, 1991). Beginning readers demonstrate three ways to read words using the 

graphophonic cueing system: (a) recognizing words by sight, (b) applying mles for the 

pronunciation of specific letters, and (c) analogizing to known sight words using onsets 

and rimes. 

Harste et al. (1994) explain that linguistically diverse young children are also able 

to use information from the syntactic and semantic cueing systems. The syntactic cueing 

system involves sentence stmcture and grammatical relationships in a written text. The 

semantic cueing system involves readers' schemata. When readers use the semantic 

cueing system, they demonstrate a connection between their schemata and features of the 

text. Research whh students who speak a dialect of English other than standard English 

(Goodman, 1965a, 1965b; Goodman & Buck, 1973) demonstrates that dialect does not 

impede comprehension for students in the conventional phase of lheracy development. 

Speakers of non-standard dialects integrate cueing systems and process text in their 

dialect. Research for speakers of English as a second language (Kreuger & Townshend, 

1997; Schumann, 1978; Vida & Vargus, 1985) demonstrates that special interventions are 

needed to support the development of the semantic and syntactic cueing systems. 

Ehri (1991), Harste et al. (1994), and Sulzby and Teale (1991) demonstrate that children 

are beginning to develop competencies in the cueing systems during emergent lheracy. 
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Goodman, (1965a, 1965b, 1984), Goodman and Burke (1973), Schumann (1978), and 

Vida and Vargus (1985) examine linguistically diverse students' development with one or 

more of the cueing systems during conventional literacy. However, the studies do not 

fully explain how linguistically diverse learners integrate the graphophonic, semantic, 

and syntactic cueing systems as they develop oral and written language in the transhional 

phase. Such examination is best pursued through a sociocultural perspective to take into 

consideration that students come into the institutional setting from various home cultures. 

Theoretical Perspective 

A sociocultural framework guided my study. Davydov (1995), Wertsch (1990, 

1991), and Wertsch and Toma (1995) define their sociocultural approach to mind as a 

theory that allows investigation by focusing on one or more of the cultural, historical, and 

institutional factors of individuals' mental functioning. From this perspective, a home 

culture is a system of shared beliefs and knowledge. The system influences members' 

perceptions and social behaviors (Bennett, 1990). In addition, each home culture has a 

significant historical development that continues to influence the social and cognhive 

development of individuals within that home culture. Lastly, institutional settings (e.g., 

elementary schools) influence the shared body of knowledge of each home culture 

through teacher organized leaming experiences for students. 

Vygotsky (1978) identifies the inhial sociocultural development of an individual 

as being dependent on the individual's interactions with various members of the home 

culture. Interactions are made possible through language. Words that make up language 

are identified as one set of abstract signs. Using language in interactions, children 

internalize the shared beliefs, knowledge, perceptions, and behaviors of their home 

cultures. Vygotsky (1978, 1986) identifies the use of language as necessary in the 

development of the higher psychological processes, or intellect. 
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Vygotsky (1978, 1986) uses the term mediation to describe the use of language to 

support learners in social interactions. Further, Vygotsky states that mediation occurs in 

the zone of proximal development. He defines the zone of proximal development as a 

when a learner accomplishes a task with assistance that could not be accomplished 

independently. An aduh, or a more capable peer, provides the needed assistance. 

Mediation in a zone of proximal development means that learning leads development. 

Before a child can demonstrate an independent level of ability, concepts must be learned. 

That learning occurs within a specific zone of proximal development that is unique for 

each individual. 

Vygotsky (1978, 1986) explains that children are dependent on others for all 

mediation until they develop independent problem solving abilities. Once independent 

problem solving abilities are developed, individuals mediate for themselves. However, 

already intemalized social interactions form the basis for mediation that individuals 

provide for themselves during independent problem solving. 

To summarize, my study is framed from the sociocultural perspective. 

Sociocultural development begins initially in a home culture. Adults and more capable 

peers mediate language development for individuals in social interactions. Mediation 

takes place in individuals' unique zones of proximal development (Vygotsky 1978, 1986). 

To examine beginning English lheracy development utilizing peer mediation, I conducted 

my study using a qualhative research design. 

Research Design 

She and Participant Selection 

I purposefully selected one first grade class in a medium-sized city in the 

Southwestern Unhed States for this study. The 19 first-grade students who participated 

in this study included five girls and 14 boys. Addhionally, one student is Black, six 
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students are European-American, and the remaining 12 are Mexican-American. Of the 

19 students, 16 are on free or reduced lunch as determined by family income. 

Data Collection 

The methods used for data collection included participant observation, interviews, 

and collection of documents (Bogdan & Biklen, 1992; Lincoln <& Guba, 1985). Field 

notes, audiotapes, videotapes, and photographs supported my research methods (Bogdan 

& Biklen, 1992; Jorgensen, 1989). 

Data Analysis 

Data analysis was accomplished through the constant comparative method 

(Bogdan and Biklen, 1992). Analysis of data in my study began as soon as data were 

collected and continued throughout the study. Data from interview transcriptions, field 

notes, and documents were read and reread to generate emic codes. In addhion, etic 

codes were generated from the relevant literature. 

The data were analyzed utilizing a modification of Strauss' (1987) coding 

paradigm. Open coding resulted in 48 emic codes and 25 Iherature-based etic codes were 

applied also. These initial codes were eventually organized under 14 axial codes, which 

in turn were reorganized under four themes. The four themes that emerged from my data 

analysis are: (a) physical interactions, (b) vocal pacing, (c) building blocks, and (d) 

independent problem solving. In the following section I review my findings for each 

theme and present my conclusions for each. 
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Summary of the Findings and Conclusions 

Summary of Findings of Physical Interactions 

Participants demonstrated three different mediation strategies in the form of 

physical interactions. The three are peer pointing, demonstrating, and elaborative 

gestures accompanying oral language. Beginning readers used peer pointing in social 

interactions as a means to mediate for learning peers. I found that more capable peers 

pointed in response to requests for help and when they noticed a learning peer needed 

assistance. They pointed to words in texts and to reference points (e.g., leaming center 

chart, alphabet strip) in the room. 

The second type of physical interaction, demonstrating, also occurred in social 

interactions. More capable peers used demonstrating when other attempts at mediation 

were not successful. They signaled the mediation strategy of demonstrating with key 

words, such as "like this." More capable peers then manipulated physical objects or 

moved their arms in space. During the actual demonstrating, however, more capable 

peers did not speak. They did not describe their movements or explain their choices of 

materials. The demonstrating was silent. 

The third physical interaction is elaborative gestures accompanying oral language. 

These are gestures that do not stand on their own to convey meaning. More capable 

peers used elaborative gestures accompanying oral language to supplement their speech 

to mediate for learning peers. The gestures were physical movements that mediated their 

speech about content specific concepts. 

Conclusions about Physical Interactions 

I have developed conclusions about each of the physical interactions. I conclude 

that these beginning readers used the mediation strategy of pointing to physically close 

the distance between their learning peers and the objects they pointed to. From the types 
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of interactions that I observed in the class, I conclude that these beginning readers, when 

serving as more capable peers, used their inherent abilhy to point in order to mediate for 

their learning peers. Furthermore, participants used peer pointing irrespective of their 

home cultures to assist learning peers. 

I conclude that demonstrating was a mediating strategy that more capable peers 

used when verbal mediation, their own or another's, was not successful. When verbal 

mediation did not suffice, more capable peers inhiated the mediation strategy of 

demonstrating. They used signal words (e.g., "like this") to indicate the forthcoming 

demonstration. I flirther conclude that participants used demonstrating irrespective of 

their home cultures to assist learning peers. 

I conclude that these beginning readers mediated by using elaborative gestures 

accompanying oral language. These participants utilized elaborative gestures 

accompanying oral language in connection to content specific concepts. I flirther 

conclude participants used elaborative gestures accompanying their oral language 

irrespective of their home cultures to assist learning peers. 

Wertsch (1991) reminds us that Vygotsky's home culture strongly influenced his 

description of mediation. Wertsch states "he [Vygotsky] grew up in an intellectual 

Russian Jewish family where the verbal formulation and resolution of problems was 

highly valued, and as an aduh he continued to live and work in professional settings that 

placed a premium on verbal representation and verbal debate" (p. 30). In my study, 

mediation is broadened to include physical interactions (peer pointing, demonstrating, 

and elaborative gestures accompanying oral language) that the participants utilized to 

mediate for their learning peers in this linguistically diverse classroom setting. They 

provided assistance for their classmates through physical interactions irrespective of 

individual home cultures represented in the linguistically diverse classroom setting. 
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Clay (1991) recommends that teachers encourage beginning readers to point in 

order to monhor their developing awareness of the directionalhy of print. Findings from 

my study indicate that these beginning readers point for more than helping themselves 

follow the directionalhy of print. Participants in my study continued to point even when 

they demonstrated sufficiently developed speech to identify objects they noticed. For 

example, Richie had sufficiently developed speech to identify the learning center chart, 

but he used peer pointing to identify the object for his peer. 

Many studies (Baumann & Bergeron, 1993; Brenna, 1995; Dahl & Freppon, 

1995; Feitelson, Kita, & Goldstein, 1986; Fuchs et al., 1994; Fuchs et al., 1997; 

Gambrell, 1996; Hall & Tindal, 1993; Palincsar, Brown, & Campione, 1993; Purcell-

Gates, Mclntyre, & Freppon, 1995; Vukelich, 1993; Yaden, 1988) demonstrate benefits 

of social interaction in the classroom. In these studies the main form of social interaction 

is an adult mediating for a group of participants. One of the primary reasons for selecting 

my study site was the fact that Ms. Grace balances opportunities for her own mediation 

whh opportunhies for students to mediate for one another. Of the studies listed above, 

the few that examine students' interactions (Dahl & Freppon, 1995; Fuchs et al., 1994; 

Fuchs et al., 1997; Palincsar et al., 1993; Purcell-Gates et al., 1995; Vukelich, 1993) 

report results when peers mediate for one another, but do not report mediation strategies 

that peers use to assist one another. MacGillivray and Hawes (1994) more closely 

examined the interaction of peers as they worked in unassigned dyads. However, the 

nature of the mediation strategies that peers used in assisting others was not examined. 

One purpose of my study is to examine how more capable peers in a linguistically diverse 

classroom mediate for their peers. Participants in my study demonstrate specific physical 

interactions that more capable peers in a linguistically diverse classroom use to mediate 

developing hteracy. The physical interactions I have explained in this section, peer 
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pointing, demonstrating, and elaborative gestures accompanying oral language, 

demonstrate mediation strategies that beginning readers used to assist learning peers. 

Summary of Findings of Vocal Pacing 

Participants demonstrated four distinct types of vocal pacing: mumble reading, 

echo reading, shadow reading, and choral reading. They also demonstrated the abilhy to 

shift from one type to another as the situation called for different kinds of pacing. 

Participants demonstrated mumble reading when they read English in a conventional 

manner and allowed their learning peers to mumble along in rhythm. More capable peers 

pointed to words in text as they read. Leaming peers occasionally matched sounds or 

read a word. However, more capable peers did not slow the pace of reading to allow the 

learning peer time to clearly pronounce words as they read. 

Participants demonstrated echo reading when more capable peers read single 

words or short phrases and then wahed for their learning peers to repeat the single words 

or phrases. The pace was much slower than any of the other three types of vocal pacing. 

More capable peers pointed to their place in the text and often looked at their leaming 

peers' faces until they echoed the word(s). Then the more capable peers looked back to 

the text and moved their pointing fingers to the next word, repeating the process. 

Participants demonstrated shadow reading when more capable peers produced the 

initial sounds of words in a drawn out manner as they pointed to their place in the text. 

Their learning peers joined in by reading words orally before the more capable peers 

finished pronouncing the words. Learning peers sometimes joined in soon enough to also 

produce the inhial sound of the word. Sometimes, however, learning peers omitted inhial 

sounds and just finished the word with their more capable peers. Even though more 

capable peers drew out initial sounds of words, they set a pace almost like conventional 

reading. If their learning peers did not join in whh a word, more capable peers continued 
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reading the words, rather than halting and wahing for their learning peers to read the 

word. 

Participants demonstrated choral reading when neither peer's voice clearly 

occurted before the other. During choral reading, participants' abilhies whh a specific 

text were about the same. 

While the data revealed a few instances of peers utilizing primarily one type of 

vocal pacing, most instances of vocal pacing involved more capable peers shifting from 

one type to another type. More capable peers moderated the pace. For example, when 

more capable peers attempted shadow reading and their leaming peers did not join in, 

more capable peers switched to mumble reading or echo reading. 

Conclusions about Vocal Pacing 

I conclude that these beginning readers transferred and adapted strategies they 

learned from interactive writing and shared reading instmction to develop mediation 

strategies of vocal pacing when they assisted their learning peers. Because of the 

activities during word work, these beginning readers became adept at locating specific 

words in a text. Because of the nature of interactive wrhing, these beginning readers 

became adept at recognizing, or assessing, when classmates needed assistance. I further 

conclude that these beginning readers provided the different types of vocal pacing for 

learning peers irrespective of their home cultures. 

Again, this type of verbal interaction is different from the use of oral language to 

mediate as Vygotsky described. However, these beginning readers from various home 

cultures, employed these mediation strategies. My study demonstrates that these 

beginning readers irrespective of their home cultures mediate by adjusting their pace 

rather than verbally describing the concept that they mediated. The social interactions 

described by Heath (1983) and Berk and Winsler (1995) demonstrate that students' home 
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cuhures influence their perceptions of mediation. Participants in my study, irtespective 

of their home cultures, used vocal pacing during mediation, as more capable peers and as 

learning peers. 

During social interaction, more capable peers mediate needed information about 

content or processes that, in turn, allows the learner to continue leaming. "Sociocultural 

theory places strong emphasis on the wide variation in cognhive capachies among human 

beings" (Berk & Winsler, 1995, p. 12). Human capachies for leaming are different from 

universals, or expected milestones, related to learning. Each culture teaches its children, 

through social interactions, how to respond to cognhive guidance. My findings 

demonstrate that these beginning readers from various home cultures were able to make 

use of the common body of knowledge built through instmction in the classroom. The 

common body of knowledge influenced the way they mediated for one another in the 

classroom. 

Palincsar, Brown, and Campione (1993) describe first-graders' abilhies to utilize 

reciprocal teaching, a specific instmctional strategy taught to the students by adults. 

MacGillivray and Hawes (1994) describe roles that first graders assumed as they worked 

in unassigned dyads. Adjusting their vocal pacing is a very different mediation strategy 

than is using a specific instmctional strategy (e.g., reciprocal teaching) or assuming a role 

as MacGillivray and Hawes describe. Vocal pacing demonstrates young learners' 

capabilities to modify mediation in order to meet their leaming peer's needs. In my 

study, more capable peers responded to signals (e.g., sighs, mumbling, echoing) that 

indicated learning peer's reading abilhies and ahered the pace as they mediated for peers. 

Summary of Findings of Building Blocks 

Participants demonstrated numerous strategies in using the graphophonic cueing 

system. They associated sounds of letters with names, their own and their classmates' 
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(scrabble). Whh peer mediation during word work, beginning readers identified words 

whhin words (word-in-a-word), combined letters taken from two words to create known 

words (after-before), and used small sight words as rimes. They also demonstrated the 

ability to isolate beginning, medial, and final consonants when they read independently 

and to produce beginning, medial, and final consonants when they wrote independently. 

They demonstrated the abilhy to isolate long vowels and to pronounce and wrhe them. 

Finally, beginning readers demonstrated visual memory of parts of words and whole 

words. 

Conclusions About Building Blocks 

I conclude that these beginning readers intemalized English letter-sound 

relationships through many meaningful encounters with print. During interactive writing, 

these beginning readers were personally involved in creating the texts: deciding what 

sentences to write, wrhing them, and then reading them. Their work was displayed 

throughout the room to provide reference points for words during independent work. 

I conclude that the emphasis placed on class members' names from the first day of 

school is important to these beginning readers' development of the graphophonic cueing 

system. Furthermore, interactive writing fostered development of these beginning 

readers' graphophonic cueing systems as students used letters from their own and 

classmates' names to represent similar sounds in other words. Opportunities to practice 

using letters and sounds during interactive wrhing and at learning centers provided 

numerous opportunities to practice the sounds associated with their own and classmates' 

names. 

I also conclude that the specific activhy, word work, fostered development of 

phonemic awareness. Some participants demonstrated the ability to play scrabble almost 

from the first day of school. They used this abilhy during word work to mediate for their 
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learning peers. As the study progressed, there was almost always one participant able to 

model scrabble; assistance whh that mediation strategy was ongoing. I conclude that 

these participants demonstrated the strategies of scrabble, word-in-a-word, after-before, 

and use of small words as rimes frequently enough to enable their learning peers to 

benefit as their zones of proximal development changed. 

Vygotsky (1978) defines the zone of proximal development as "the distance 

between the actual developmental level as determined by independent problem solving 

and the level of potential development as determined through problem solving under 

aduh guidance or in collaboration with more capable peers" (p. 86). This means that 

learning leads development. Before children can demonstrate developmental capacities, 

concepts must be learned. Learning occurs within a specific zone of proximal 

development that is unique for each individual. The stmcture of the classroom where I 

conducted my study provided participants daily opportunities during interactive writing, 

learning centers, and word work to mediate for their learning peers in their individual 

zones of proximal development. The social interactions described by Heath (1983) and 

Berk and Winsler (1995) demonstrate that students' home cultures influence their 

perceptions of mediation. Participants in my study, irrespective of their home cultures, 

used building blocks during mediation, as more capable peers and as leaming peers. 

The language used during mediation and forms of interaction during mediation 

are culturally driven. Individuals utilize language in their social interactions as a more 

capable person (aduh or peer) provides mediation. It is during mediation that we find the 

most incisive application of cultural concerns. Many wrhers (Berk & Winsler, 1995; 

Bodrova & Leong, 1996; Moje, 1996; Neuman & Roskos, 1997; Purcell-Gates, 1996; 

Schmidt, 1995; Wertsch & Toma, 1995) identify the cultural aspects present in 

mediation. Ethnic and socioeconomic groups tend to have distinct manners through 

which they share information (Nieto, 1992). Participants in my study were able to 
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mediate for one another even when their home cultures or first languages were different 

from their learning peer's home culture. They were able to make use of the common 

body of knowledge buih through instmction in the classroom to influence the way they 

mediated for one another in the classroom. 

A crhical characteristic that defines readers as Ipeginning readers is that they have 

developed some understanding of letter-sound relationships and use that knowledge to 

process text (Ehri, 1991). This understanding is identified as phonemic awareness 

(Cunningham, 1990). Stahl and Murray (1994) note that h is difficuh to determine 

whether phonemic awareness is the cause or the resuh of beginning readers' abilhies to 

learn to read. They suggest that the development of phonemic awareness is facilhated 

when an undetermined set of sight words is known. The graphophonic knowledge, the 

knowledge of letters and familiarity with the sounds of the letters in known words, helps 

beginning readers move on to more complex forms of phonemic awareness. But without 

a basic level of phonemic awareness (e.g. the ability to isolate the initial sound of a 

word), beginning readers do not achieve even the preprimer instmctional level. Clay 

(1991) advocates using students' names to help develop such a basic level of awareness. 

In my study, knowledge about participants' names initially formed a basic level of 

phonemic awareness. Continued development of phonemic awareness was supported at 

learning centers and through interactive wrhing. 

Pinnell and McCarrier (1994) and Button, Johnson, and Furgerson (1996) 

advocate interactive wrhing to provide mediation through an ongoing discussion. This 

helps beginning readers integrate the areas of oral and wrhten language. In my study 

participants did integrate the areas of oral and written language. By writing their own 

text on a daily basis, they internalized elements of phonemic awareness and developed 

well on their way to the use of onsets and rimes. Participants were able to develop an 
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understanding between the letter-sound correspondences of standard English, regardless 

of their first language. 

Summary of Findings of Independent 
Problem Solving 

In this study beginning readers demonstrated their English abilities whh each 

cueing system and their abilhies to integrate cueing systems to read and wrhe 

independently. Beginning readers demonstrated semantic cueing system strategies. 

Some of the books they read were common first-grade songs written in a story format. 

They often began by reading the thles in a halting manner. After they recognized the 

words to be a familiar song, they sang words of the songs fluently as they read. These 

beginning readers identified and used strategies such as using illustrations to read books. 

They pointed to details in illustrations when reading independently and in joint reading. 

They moved their eyes or heads noticeably to look at illustrations before looking back at 

the texts and continuing to read. These beginning readers also demonstrated integrating 

the semantic cueing system whh the graphophonic cueing system by matching details in 

illustrations to inhial consonants of words to figure out words in stories. When these 

beginning readers did not have the schema to understand text, they were unable to use the 

graphophonic cueing system. 

Beginning readers in this study demonstrated knowledge of punctuation marks 

and the meanings punctuation marks conveyed. Participants also demonstrated 

appropriate use of upper and lower case letters at the beginnings of names and sentences 

and whh words whhin sentences. In addhion, they demonstrated the abilhy to identify 

specific words in the text that they could not negofiate and sought help from an adult or 

more capable peer. 
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Conclusions about Independent Problem Solving 

I conclude that beginning readers utilize all three cueing systems (semantic, 

syntactic, and graphophonic). I further conclude that the semantic cueing system is the 

primary cueing system that beginning readers used in this classroom setting. I also 

conclude that lack of language development in English proved a hindrance for some 

participants' lheracy development. When beginning readers did not understand the 

materials they were reading, they were unable to use the graphophonic cueing system or 

syntactic cueing system. 

Vygotsky (1986) explains that an individual's ability whh the language of the 

culture shapes the development of the individual organism. He states, "The child's 

intellectual growth is contingent on his mastering the social means of thought, that is, 

language" (p. 94). As children develop competencies whh the psychological tool of 

language, they utilize self-speech as a way to transfer from mediation provided by others 

to self-regulation. 

Vygotsky (1986) notes that when other people are unavailable or do not respond 

to a child's self-speech, the child turns the speech inward. Self-speech becomes barely 

audible or inaudible whispering. At this point, the language is used purely by the 

individual for the individual. Vygotsky (1978) purports that when self-speech becomes 

inner speech, the individual has developed self-regulatory strategies, which he calls skills. 

At that point, the child has consciously developed a systematic plan to monhor and 

improve his or her leaming 

Current research tells us that the qualhative development of reading skills is 

dependent upon the individuals' internalization of a variety of strategies (Harris & 

Pressley, 1991; Paris, Wasik, & Turner, 1991). As beginning readers become more 

skillfijl, they utilize a variety of self-regulatory cognhive behaviors. These behaviors are 

identified in current Iherature as strategies (Clay, 1991; Garner, 1994; Harris & Pressley, 
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1991; Vacca & Vacca, 1996). In The Literacy Dictionary The Vocabulary of Reading 

and Wrhing (Hartis & Hodges, 1995), strategy is defined as "a systematic plan, 

consciously adapted and monhored, to improve one's performance in learning" (p. 244). 

Clay (1991) adds to this definhion by identifying a strategy as "some activity 'in the 

head,' a move directed by the child during reading work to problem-solve a section of 

text and h belongs to an orchestrated set of strategies needed in literacy activities" (p.3). 

Participants in my study demonstrated such self-regulatory strategies as they integrated 

the three cueing systems (semantic, syntactic, and graphophonic). However, participants 

in my study also demonstrated what I have labeled as mediation strategies. Mediation 

strategies are outward demonstrations that more capable peers use to assist their leaming 

peers to problem-solve a section of text. Mediation strategies are also part of an 

orchestrated set of strategies that more capable peers monitor and adjust depending on 

their learning peers' needs. 

Implications and Recommendations from the Studv 

Implications about Physical Interactions 

Based on my findings I have concluded that physical interactions are often used 

by more capable peers to mediate for their learning peers. This implies that beginning 

readers need an environment that supports opportunhies for more capable peers to use 

physical interactions to mediate for learning peers. Beginning readers need multiple and 

varied opportunhies to explore whh language. They need numerous opportunhies to 

build concepts through speaking, listening, reading, and wrhing. 

Recommendations about Physical Interactions 

I recommend that teachers organize their classrooms to include a variety of 

grouping pattems and lheracy activities. Classroom organization should include 
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grouping pattems, such as whole group with interactive wrhing and heterogeneous small 

groups, such as learning centers. Classroom organization should also include 

opportunities for peers to work in dyads. I also recommend that school districts provide 

teachers with inservice sessions that facilhate their effective implementation of flexible 

grouping patterns. 

Implications about Vocal Pacing 

Based on my findings I have concluded that beginning readers transferred 

modeling and instmction from whole group instmction in interactive wrhing and shared 

reading to social interactions whh peers. I have further concluded that beginning readers 

adapted instmction from writing activities (e.g., matching sounds to letters during 

interactive wrhing) to a reciprocal process in reading activities (e.g., drawing out inhial 

sounds of words during shadow reading). This implies that classroom organization plays 

an important role in more capable peers' potential to assist learning peers, and in learning 

peers' willingness to request assistance. Classroom organization and types of classroom 

instmction play important roles for encouraging beginning readers to monhor effective 

use of language to mediate for their learning peers. Beginning readers need muhiple and 

varied interactions with peers. 

Recommendations about Vocal Pacing 

I recommend that teachers organize their classrooms to include varied 

opportunities in heterogeneous groupings for peers to interact. I also recommend that 

teachers occasionally employ echo reading and shadow reading during direct instmction 

(e.g., guided reading) to model the mediation strategies. Furthermore, I recommend that 

teachers should engage in processes such as action research and narrative inquiry to 

determine how their direct instmction and modeling manifests hself in beginning readers' 
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mediation strategies towards one another. I further recommend that teachers should be 

provided with inservice experiences to support use of flexible grouping, instmction with 

vocal pacing strategies, and their classroom examinations. 

Implications About Building Blocks 

Based on my findings I have concluded that beginning readers internalize letter-

sound relationships through many meaningful encounters with print. This implies that 

direct instmction is most beneficial when h occurs in a holistic setting. I further 

concluded that specific activhies, such as word work, fostered ongoing opportunhies for 

beginning readers to mediate phonemic awareness for one another. This implies that 

literacy development is individualistic. In addition, I concluded that some classroom 

practices, such as interactive writing, assisted participants whose first language was not 

English to develop knowledge about letter-sound relationships as they are represented in 

English. This implies that such practices are beneficial to linguistically diverse students 

in an English-only classroom environment. 

Recommendations About Building Blocks 

I recommend that teachers should caphalize on the use of students' names to 

facilitate phonemic awareness. I also recommend that instmctional practices should 

provide ongoing opportunhies for individual beginning readers to acquire phonemic 

awareness according to their unique zones of proximal development. Teachers should 

make use of a spiraling curriculum rather than a "present, demonstrate mastery, move on 

to the next" curriculum design. Furthermore, because lheracy development is 

individualistic, teachers should form instmctional groups in a flexible manner and 

provide muhiple opportunhies for more capable peers to mediate for their learning peers. 
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Implications About Independent Problem Solving 

Based on my findings I concluded that all three cueing systems could assist or 

hinder the beginning reader, depending on the match between the readers' schemata and 

the text. This implies that a wide variety of reading materials needs to be available in 

classrooms. It further implies that practices that generate text from beginning readers' 

experiences, such as interactive writing, provide useful texts for beginning readers to 

practice reading. It further implies that learners' basic interpersonal communicative skills 

(BICS) may not accurately indicate their cognhive-academic language proficiency 

(CALP) as h applies to their development of English. 

I further concluded that beginning readers utilize all three cueing systems when 

they receive instmction and modeling with each system. This implies that teachers need 

to provide instmction for each cueing system and model how each cueing system 

interacts with the others. 

Recommendations About Independent Problem Solving 

I recommend that teachers should verbalize their thought processes during reading 

and writing activhies. This is the kind of mental modeling that takes place during 

activhies, such as interactive wrhing, and whh instmctional strategies, such as reciprocal 

teaching. When teachers verbalize their thought processes, h provides students whh a 

model that they can use to mediate for their learning peers. Teachers also should 

encourage students to verbalize their thought processes during problem solving 

situations. 

Recommendations for Future Research 

Future research is needed to explore how more capable peers from home cultures 

other than those represented in this study mediate for their learning peers. In this study 
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the home languages of Spanish and English represented by the home cultures of 

participants brought to light mediation strategies that these peers used to assist one 

another, strategies different from the instmction provided by the teacher. Addhional 

research is needed to investigate whether or not beginning readers from other home 

cultures use the same means to mediate for learning peers or develop ahemative means to 

mediate. 

The she for this study was inhially selected due to the linguistic diversity 

represented by the population the school serves. However, due to the nature of the 

classroom and regional taboos against using a language other than English, linguistic 

diversity did not manifest hself whh participants pubhcly using their home language 

other than English. Future research should be designed to capture social interactions 

outside the presence of aduhs in English-only and in bilingual classrooms when students' 

home languages are not English. Addhional research is needed to investigate how 

English-only teachers can overcome social constraints regarding the use of language 

other than the dominant culture's language. Addhionally, future research should be 

conducted in English only classrooms where the classroom teacher speaks a language 

other than English. 

Chapter Summarv 

In this chapter, I began with a summary of the background of my study. I 

followed that whh a summary of the theoretical perspective. Then I provided a summary 

of the research design, which included information about the site and participants, data 

collection, and data analysis. I followed that with summaries of each of my findings and 

the conclusions that I have drawn based on the findings. After that I presented the 

implications of this study and my recommendations for future research. 
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Proposal for Activhy Using Human Subjects 

I. Beginning Readers' Lheracy Development: A Qualhative Study 

II. Rationale: 

Although much research exists to demonstrate educational benefits of allowing 

peers to assist each other, available information as to how young students assist each 

other is extremely limited. Much Iherature also demonstrates that students, identified as 

beginning readers, develop various cueing systems to become independent readers. 

However, existing studies do not fully demonstrate how beginning readers integrate the 

cueing systems so that the systems support each other. The proposed study seeks to 

better understand how students, at the beginning phase of lheracy development, are able 

to assist each other as they develop strategies to integrate cueing systems in reading and 

writing skills. 

The participating classroom teacher will benefit from having assistance with 

groups of students. Students will benefit from working in smaller groups that are 

possible when another adult works in the class, and from addhional attention from 

another adult. Independent work can also be more closely supervised so that students 

experience greater success. 

III. Subjects: 

The population for the proposed study is a first grade class in a neighborhood 

school. The she was purposefully selected due to literacy practices that the teacher 

implements. The teacher was approached by the researcher, presented with an overview 

of the study, and when invhed to participate, willingly agreed. 

The classroom teacher will serve as my agent in presenting the research project to 

parents of her students. During individual conferences with parents, the teacher will 
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present an overview of the proposed study and details of my interactions with the 

students. Parents will be provided details, in writing, of information describing the study 

and names and places where the researcher can be reached for additional information (see 

sample attached). All students who will participate are volunteers whose parents give 

informed consent. 

IV. Procedures: 

Qualhative methods will be used to gather data in the proposed she. Participant 

observation is a primary method for collecting data in qualhative studies. Participant 

observation is appropriate for my proposed study due to the variety of lheracy activhies 

in the naturalistic setting of the first grade classroom. During sessions when I observe the 

children's literacy events in the classroom, I will record detailed notes of what I observe. 

During sessions when I more actively participate, I will record brief notes by hand in a 

small binder, jotting down significant occurrences as they happen. Handwrhten notes 

will be augmented by data recorded on mechanical tools. 

I will use mechanical tools, such as audio and videotapes, and photographs, to 

help accurately record what I observe. I will use a pocket-sized recorder whh an attached 

microphone to capture interactions between the participants, and myself and to more fully 

capture interactions between participants in sessions when I observe. Recordings will be 

transcribed by me. Pseudonyms will be assigned to the students to protect their 

anonymity. When appropriate, I will also videotape some sessions. The camcorder will 

be set at the back and side of the group activhy. 

In my study, informal interviews will occur as the children work in small group 

activhies and independently in learning centers. As I participate and observe during such 

lheracy events, I will ask the children how they are able to accomplish tasks. Both my 

questions and the children's responses will be recorded on the audiotape. 
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A third source of data in my study will be documents. Photocopies of reference 

charts, and the instmctions for tasks students are to accomplish during centers and small 

group activhies will be collected. The objects that the students create in learning centers, 

and that they voluntarily give up, will be collected. Original group work, usually 

recorded on chart paper, will be left in the classroom, but photographs or photocopies of 

the stories will be collected. Likewise, photocopies of students' individual written work 

will be collected. Students' names will be masked prior to photocopying and 

pseudonyms will be recorded on the collected documents. 

Because the proposed study examines what naturally occurs in an existing 

classroom, potential risks are minimal. Risks include possible educational intermptions 

due to the presence of myself as a researcher and equipment, (e. g. laptop computer, 

camcorder). To minimize risks I have been present during the mornings three days a 

week in the classroom since the school year began. My presence is already established; 

the students view me as they would a parent volunteer. Additionally, the classroom 

teacher will be videotaping her own lessons periodically. The camcorder should become 

an established furnishing in the classroom. For pieces of equipment, such as the laptop, 

that I bring in, I will show the tool to small groups of students during time set aside each 

morning for independent reading. Students will be allowed to handle the tools and ask 

questions. Frequent use of tools on subsequent visits should quickly establish them as 

common fixtures. If any tool consistently distracts a student from the lheracy task, h will 

be removed from interactions when that student is present. 

V. Consent forms: (samples attached) 
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VI. As the study will be conducted in a naturalistic setting and will not include anything 

out of the ordinary that exists in that classroom, no arrangements are needed for 

unexpected injury to students. 
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Parent Consent Form 

I give my consent for my child, 

(name), to participate in the project enthled: Beginning Readers' Literacy Development. 

I understand that Valerie Chapman, a graduate student at Texas Tech University (742-

1997) is responsible for this research project. I have received a letter from my child's 

classroom teacher that explains the purposes of the research project. The purposes are to 

better understand how first grade students: 1) work together as they develop reading and 

v^hing skills, and 2) develop strategies that help the improve their reading and writing 

skills. 

I understand that Ms. Chapman may interview my child about his or her 

experiences in the classroom this year and that the interviews may be audiotaped. I also 

understand some lessons may be videotaped this year and that photographs may be taken. 

Samples of my child's artwork and writing will be photocopied. I understand that 

information from the videotapes, interviews and student's work will be used to better 

understand how first graders develop reading and wrhing skills. I understand that reports 

will be written and selected portions of videotapes, student work, photographs, and 

student interviews and work samples will be used to illustrate information in the reports. 

I understand that my child's name will be changed so that his or her identhy will remain 

anonymous. 

The following benefits to my child from participation in this project were 

explained to me. The child will benefit from working in smaller groups and from 

addhional time whh another aduh. I also understand that the total time for my child's 

participation will be during the 1997/1998 school year, that only Valerie Chapman will 

have access to the records and/or data collected for this study, and that all data associated 

with this study will remain strictly confidential. I also understand that if I choose not to 
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allow my child to participate, he or she will not be excluded from educational 

opportunities. 

Valerie Chapman has agreed to answer any inquiries I may have concerning the 

procedures and has informed me that I may contact the Texas Tech Univershy 

Institutional Review Board for the Protection of Human Subjects by wrhing them in care 

of the Office of Research Services, Texas Tech Univershy, Lubbock, TX 79409, or by 

cahing 742-3884. 

It is highly unlikely that any risk will occur to the children who participate in this 

project, however, the univershy and federal guidelines require that I understand the 

following information. If this project causes any physical injury to the participants, 

treatment is not necessarily available at Texas Tech University or the Student Health 

Center, nor is there necessarily any insurance carried by the Univershy or hs personnel 

applicable to cover any such injury. Financial compensation for any such injury must be 

provided through the participant's own insurance program. Further information about 

these matters may be obtained from Dr. Robert M. Sweazy, Vice Provost for Research, 

742-3884, Room 203 Holden Hall, Texas Tech Univershy, Lubbock, TX 79409-1035. 

The university also requires that I understand that my child may not derive 

therapeutic treatment from participation in this study. I understand that I may discontinue 

my child's participation in this study at any time I choose. 

Signature of Parent/Guardian: 

Date: 

Signature of Classroom teacher: 

Date: 
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Questions for Home Vishs 

(1) How often is English (Spanish) used at home? 

(2) Has your child had experience whh another language? Where? When? 

(3) Does your child know how to read English (Spanish)? Where did your child 

learn? 

(4) Do you jead to your child in English (Spanish)? What kinds of things? 

(5) What kinds of reading and wrhing activities (either language, or both) do you do 

with your child? 

(6) Does your child read books by himself or herself? What kinds of books? Which 

language? 

(7) Does your child make alphabet letters when he or she draws? 

(8) Does your child have a favorite book? What is h? 

(9) How often does your child watch television shows like "Sesame Street?" 

(10) How do you help with homework? 
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Description of Photos Analyzed as Documents 

Whole Group Instmction 

(1) During word work. Ms. Reed has given instmctions to find words that start the same. 

Photo shows half the class has put word cards into file folder "portable easels" 

and holds them up for classmates to see. Other students are scanning the word 

cards on their desks. 

(21) Photo shows two pages of students' wrhing about Earth and Jupiter. Corrective tape 

is on both pages where first letters of the sentences were corrected to capital 

letters. Earth sentence is "Earth has oxygen and water for people and animals to 

live." 

(22) Photo shows two sentences about Pluto. The first is, "When you look through a 

telescope Pluto looks very tiny." Corrective tape in the first word allowed 

students to correct "Wen" to "WHen" (caphalized "H" was accepted). Corrective 

tape in the second word allowed students to correct "u" to "you." The second 

sentence, "Scientists think that Pluto used to be one of Neptune's moons until h 

moved." Corrective tape was needed on "Neptune's" to change lower case "n" to 

upper case and to change "o" (student was writing "oo") to the letter "u." 

(24) Photo shows arctic mural. Student sentence "The North Pole is at the Arctic. It is 

very cold." Corrective tape was needed on "North" to change "n" to "N." Heavy 

marker lines were used in "IT" to change "T" to "t." Other sentences include: 

"Penguins can swim in the cold water." "They can stay under water for one 

minute." "Blubber keeps them warm." "Penguins go fishing and the fish stick to 

their tongues." "The daddy penguin keeps the eggs on the tops of his feet." 

"Penguins are birds but they can't fly." 
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(25) Photo shows window covered whh farm animals, sentences, and pumpkin cutouts. 

Student sentence is "The DuCKLIng saved the ChicK In the POND." Cortective 

tape was needed to change "u" to "n" in the second syllable of "duckling." During 

session, Sally noticed the "I" was a capital letter in the middle of the word. 

(35) Photo shows sentences students wrote about the solar system. The first sentence 

reads "The MiLKY Way has a bunch of PLanets and stars." Corrective tape was 

needed to change "m" to "M" in "Milky." 

(36) Photo shows Julie writing "birds" in the sentence "Penguins are birds but they do 

not fly." She started on another line after stating she would not have room to fit 

the word in the remaining space beside "are." 

(37) Photo shows Clifton writing his word in the sentence "Penguins are birds but they 

do not fly." He is squatted down in front of the easel, writing with his right hand, 

and holding two fingers next to the "y" at the end of "they" to leave space 

between words. 

(38) Photo shows Celia, left handed, writing the word "but" in the photo 37 sentence. 

Her right hand is under her left wrist to hold two right fingers for space between 

words. 

(39) Photo shows Sally holding two fingers for space between words. She has pushed 

Ms. Mean's hand away. (Ms. Means automatically held up two fingers for each 

student at that point of the year.) 

(44) Photo shows Thomas displaying his poem illustration during sharing time. He has 

filled the page with color and details, text is no longer visible from the nearby 

table. 

Learning Centers and Self-Selected partners 

(2) Photo shows Ms. Grace sitting on the floor whh Matthew and Reg. A file folder 
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game board is open on the floor. Matthew is looking at a number cube he is 

holding as Ms. Grace explains the mles of the game. 

(3) Photo shows three boys Mitchell, Reg, and Matthew in game center. Mitchell is 

sitting and wahing his turn. It is Matthew's turn. He has rolled the number cube 

and Reg quickly pointed to his spot on the mat. 

(4) Photo shows Reg and Mitchell at ABC center sorting letters into plastic case. 

Discussion about specific letter and whether h goes into the "z" space or "Z" 

space. 

(14) Photo shows Candy and Regina working on science center word-search worksheet. 

Crystal is pointing to beginning point of elusive diagonal word. 

(16) Photo shows trio, Gabe, Julie, and Regina, at game center. They have made up a 

game to play with sight word flash cards. 

(17) Photo shows Gabe holding up his notebook and pointing to symbols as he explains 

his picture to tablemates. 

(20) Photo shows Juan and Curtis during independent reading. Juan has pushed his book 

near Curtis' desk. Curtis is listening to Juan read and watching him point to each 

word. Audiotape shows Curtis corrected Juan's miscues. 

(21) Photo shows Richie and Candy at buddy reading with the big book Mary Had a 

Little Lamb, by Sarah Josepha Hale. Richie is pointing to each word as they read 

chorally. 

(26) Photo shows trio, Clifton, Thomas, and Celia at game center. Trio is playing sight 

word BINGO. 

(27) Photo shows star center board filled with imaginative aliens and space ships. 

Several representations of Apollo space capsules. 

(30) Photo shows trio, David, Jeffrey, and Juan at library center. The boys are reading 

picture cards of animals from the rainforest. Juan is pointing out details. 
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(33, 34) Photos show story that Richie made with sentence strips at the pocket chart 

center. His story began whh "grey sky." He listed several hems that the rain falls 

on and finished with "white clouds." 

(41) Photo shows Regina writing her name and the thle of the book she just read at 

library center. She has the pumpkin cutout on top of the book, just under the title. 

She is copying the thle. She spells "whh" as she says h "if," looked at the thle 

and adds "th." 

(42) Photo shows Julie at writing center. The suggested topic is to write about their 

favorite farm animal. Julie begins whh a drawing in the unlined space above the 

four long lines where her story will go. She is working on details to make her 

cow look Hike a cow. 

(43) Photo shows Candy's illustration for Rowena Bennet's poem about talking to a 

monkey. The poem describes the monkey's tail as looking like a question mark. 

Candy's illustration shows a monkey swinging from the top of one tree to the top 

of the next with a tail hanging down as "?." 

Independent Work at Desks 

(5) Photo shows Curtis reading during independent reading. Print in the book covers 

about half of each page. Print contains dialogue and quotation marks. Each page 

has two or more paragraphs. Curtis, advanced reader for first grade, is pointing to 

each word. He no longer reads audibly, but his lips still sometimes move as he 

reads. 

(6) Photo shows self-selected partners during independent reading. Mitchell has brought 

his chair around beside Julie. The book is open on her desk between them. Color 

illustrations fill almost entire pages. Single lines of print are at the top or the 

bottom of each page. Julie is pointing to each word on the single line text. 
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Mhchell is mumble reading during this episode. 

(10) Photo shows Curtis holding a Thanksgiving card for his parents. Words are spelled 

correctly. He emphasizes his message "I love you" by wrhing h on both sides of 

the inside of the card and use of exclamation point. 

(12) Photo shows Gabe pointing to words in his book during independent reading. 

Taken near the end of the study. The book is about level F. 

(13) Photo shows Celia using a friend's necklace to point to words in the text as she 

reads during independent reading. Taken near the end of the study. The book is 

about level G. 

(15) Photo shows Clifton pointing to words on inside of his Thanksgiving card as he 

reads the message aloud. The inside of the card is maple leaf cutouts of 

constmction paper. He has put one letter of his cousin's name in each lobe of the 

leaf, then written the message up the middle of the leaf 

(18) Photo shows Richie reading as Ms. Grace takes a mnning record during 

independent reading in the middle of December. He is reading from his bag of 

books judged to be on his independent level (below instmctional level). Richie is 

holding the book upright whh both hands, no word-to-word pointing as he reads. 

(19) Photo shows Sally reading during independent reading at the end of September. 

She is pointing to each word as she reads words aloud. 

(28) Photo shows student holding up a scrap of paper after cutting out a life-size self-

portrah for hall mural. She is impressed that the shape of paper around the cut out 

space forms the first letter of her name. 

(29) Photo shows Richie holding up his Thanksgiving card he made for his parents. He 

was proud that he remembered "gobl-gobl" from a book (gobble-gobble) we read 

together earlier in the week. 

(31) Photo shows Clifton making a second Thanksgiving card, this one for a classmate. 
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He has the letters for the first syllable of "Richie," spelled "you" with "u," spelled 

"are" wih "r," spelled "my" with "y," spelled "best" completely, and spelled 

"friend" with "frind." 

(32) Photo shows word work. Ms. Reed has told students to select words whh the letter 

"f" Gabe is displaying "of and "from." Others on his side of the room are still 

searching through their sets of word cards. 

Environment 

(7) Photo shows Ms. Grace, Ms. Reed, and a parent volunteer (Candy's mom) sorting 

browsing box books at a student table. Stacks of different titles Iherally cover the 

entire surface of the table, 3' X 6'. Stacks of each thle are made from the muhiple 

copies of each title that has been dispersed among five table baskets. As each set 

is completed (groups of 10), the set is put in a baggie and set aside. Ms. Grace 

will check out new browsing box books from the book room when these are 

tumed in. 

(8) Photo shows blank board for star center when new unit was begun on art. 

Background paper is dark blue. Constmction paper is across the bottom (red, 

orange, yellow, green, blue, gray). 

(9) Photo shows star center board now has numerous abstract objects three days later. 

Each object has a label. Labels are words printed on 3" X 5" pieces of white 

paper; include name of object and artist. 

(11) Photo shows message that Candy's mom wrote to her while she was at school as a 

parent volunteer. 

(23) Photo shows blank whhe and light blue paper covering windows. Beginning of new 

unh on Polar Regions. Two weeks later, mural is filled whh student writing, 

penguins, and polar bears. 
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(40) Photo shows students sculptures. Each student has made a label whh the thle of the 

artwork and his or her name to display beside the artwork. 
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Description of Observation Survey Subtests 

Each Observation Survey subtest is administered to students individually. The 

subtests do not have to be administered all in one sitting. 

Letter Identification 

The letter identification subtest consists of 54 letters in large font (about size 24) 

arranged on a sheet of paper. The 26 upper case letters are in five lines at the top half of 

the paper and 28 lower case letters, including "a" and "a" and "g" and "g" are in five 

lines at the bottom. The letters are not presented in alphabetical order. 

The teacher places the sheet of letters in front of students and asks them what they 

are called. The teacher places a cover across all but the top line of letters and asks 

students to identify each letter. Then the teacher moves the cover paper down line by line 

as students read letters. If students are unable to name a letter, the teacher asks if they 

know the sound h makes or a word that starts like the letter. Credit is given for naming 

the letter, producing a sound that the letter makes, or naming a word that begins with the 

letter. Credit is also given when students correct any mistakes whhout prompting from 

the teacher. A total possible score is 54 out of 54. 

Word Test 

The word subtest consists of a sheet of paper with three columns of words. Each 

column has 21 words. The first word in each column is a sample word, separated in a 

box from the rest of the words. 

The teacher places the paper in front of the students and covers all but one column 

of words whh another piece of paper. The teacher asks the students to read the sample 

word at the top of the column, helping if necessary. Then the teacher points to the 

312 



remaining words in the column, one at a time, and asks the students to read them. If 

students are unable to read words at the beginning of the list, the teacher uncovers the list 

and asks if they can find any words they know. Students must read the words as they are 

written for credh. A total possible score is 20 out of 20. 

Concepts About Print 

The concepts about print (CAP) subtest uses of one of two booklets. Sand or 

Stones, by Marie Clay. Each booklet contains 20 pages with words and illustrations. The 

illustrations are black and whhe with some yellow highlights. 

The teacher presents the booklet to the students and begins reading the book and 

asking for information about the book. Statements such as, "Show me the front of the 

book." and questions such as "Where do I begin on this page?" are designed to determine 

which concepts about print the students know. CAP include: front and back of the book, 

that print conveys meaning, where to begin reading on a page, directionality of print (left 

to right, return sweep, and top to bottom), first and last (letters of a word, words of a 

sentence, and beginning and ending of story), meaning of punctuation marks (period, 

comma, question mark, and quotation marks), knowledge about letters (matching upper 

and lower case, identifying "caphals"), and word-to-word correspondence matching oral 

language to print. A total possible score is 24 out of 24. 

Writing Vocabulary 

The wrhing vocabulary subtest consists of a blank piece of paper and a pencil. 

The teacher asks students to wrhe as many words as they can, beginning whh the prompt 

of asking them to wrhe their names. The teacher begins timing after the prompt and 

allows ten minutes. During the test the teacher can encourage or prompt students whh 

suggestions of "Do you know any color words?" or "Do you know any animal words?" If 
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students are unable to write words after a minute or so, the subtest is stopped. Each 

cortectly spelled word receives one point. There is no total possible score. 

Dictation 

The dictation subtest consists of another blank piece of paper and pencil. On this 

subtest, however, students are told to write the story that the teacher dictates. The story 

dictated for beginning of the year test is, "The bus is coming. It will stop here to let me 

get on." This sentence contains 37 sounds to be represented by letters. When sounds can 

be represented by more than one letter students receive credit whichever letter they use. 

For example, students can use ehher "s" or "z" for the sound at the end of "is." Likewise, 

students can use either "k" or "c" to represent the beginning sound on "coming." The "th" 

is counted as one sound and students must put both letters to receive credit. The sound 

represented by the double "1" is counted as one sound and students receive credit for 

spelling h with one "1" or two. When a final "e" is silent, as in "here," students do not 

have to represent h whh a symbol because h is not a sound that is heard. 

Reading 

The final subtest is the reading subtest. The teacher presents books one at a time 

to students. The teacher introduces each book and then ehher begins reading or instmcts 

students to begin reading. Books grow progressively more difficuh as determined by 

number of words on a page, language pattems, and length of book. As students read, the 

teacher records every word in a written "mnning record." When students read a word as 

printed, the teacher makes a checkmark. When students miscue, the teacher wrhes the 

miscue. Independent level (95 - 100%), instmctional level (90 - 94%), and fhistration 

level (below 90%) are determined by computing the number of uncorrected mistakes in 

relation to total number of words read. 
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Levels of Reading Books 

Level A 

An example book for level A is Baby Gets Dressed, by Joy Cowley (1986). The 

mnning record is taken over the entire book, 16 words. The book has eight pages whh 

two words per page. "The" is repeated as the first word on every page. The second word 

on each page iŝ  a noun that is represented in the illustration. Print is about font size 24. 

Color illustrations fill almost the entire page above the print. 

Level B 

An example book for level B is What's for Lunch?, by Joy Cowley (1990). The 

mnning record is taken over the entire book, 36 words. The book has eight pages whh 

five or six words per page. Repetitive language ("Not [creature name]," said the [creature 

name].) begins on the second page and continues to the end of the book. The text is in 

complete sentences about five words long. Print is about font size 24. Print includes 

quotation marks, commas, question mark, apostrophes, and periods. Color illustrations 

help students identify animals and insects that are talking and fill almost the entire page 

above the print. 

Level C 

An example book for level C is Big and Little, by Joy Cowley (1986). The 

mnning record is taken over the entire book, 36 words. The book has eight pages with 

about six words per pages. Repethive language (Big [animal name] have Ihtle [animal 

name] — [name].) begins on the first page and continues to end of the book. The text is in 

complete sentences about six words long. Print is about font size 24. Print includes 

exclamation marks and dashes. Color illustrations help students identify animals that are 

described and fill almost the entire page above the print. 
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Level D 

An example book for level D is The Hungry Kitten, by Beverley Randell (1996). 

The mnning record is taken over the entire book, 94 words. The book has 16 pages with 

about nine or ten words on every other page. The book has repethive language 

throughout ('"Meow, I like this,' said the hungry little kitten." This is followed by the 

owner of the food chasing the kitten away.) The text is in complete sentences about five 

to nine words long. Print is about font size 24. Print includes quotation marks, commas, 

periods, and ellipses. Print appears on left-side white pages. Color illustrations help 

students identify animals that are talking and fill entire right-side pages next to the print. 

Level E 

An example book for level E is Hermh Crab, by Beverley Randell (1996). The 

mnning record is taken over the entire book, 111 words. The book has 16 pages whh 

about 12 words on every other page. Repethive language is not characteristic of this 

level. The text tells a story with beginning, middle, and end. The text on some pages is 

in two paragraphs. The text is in complete sentences about five to eight words long. 

Print is about font size 24 and appears on left-side whhe pages. Print includes bold face, 

commas, question marks, exclamation marks, and periods. Color illustrations help 

students identify fish and objects that are talking or talked about. Illustrations fill entire 

right-side pages next to the print. 

Level F 

An example book for level F is The Lion and the Rabbh. by Beverly Randell 

(1996). The mnning record is taken over the entire book, 101 words. The book has 16 

pages whh about 12 words on every other page. The book has a limited amount of 

repethive language. The text tells a story whh beginning, middle, and end. Some pages 
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have muhiple paragraphs. The text is in complete sentences about four to ten words long. 

Print is about font size 24 and appears on right-side whhe pages or on upper part of page 

with color illustrations below. Print includes bold face, commas, ellipses, question 

marks, exclamation marks, apostrophes, and periods. Illustrations help students identify 

the lion, rabbhs, and deer that are talking or talked about. Illustrations fill entire left-side 

pages next to the print. 

Level G 

An example book for level G is Brave Triceratops. by Beverley Randell (1996). 

The mnning record is taken over the first ten pages of the book, 107 words, the book has 

16 pages. The number of words on every page varies. The book has a limited amount of 

repethive language. The text tells a story whh beginning, middle, and end. On most 

pages the text is in two paragraphs. The text is in complete sentences about five to eight 

words long. Print is about font size 24 and appears primarily on left-side white pages. 

Print includes bold face, commas, question marks, exclamation marks, ellipses, and 

periods. Color illustrations help students identify dinosaurs that are talking or talked 

about. Illustrations fill entire right-side pages next to the print. 

Level H 

An example book for level H is Rosie at the Zoo, by Joy Cowley (1984). The 

mnning record is taken over the entire book, 136 words. The book has eight pages whh 

about 16-20 words on every page. Repethive language is not characteristic of this level. 

The text tells a story whh beginning, middle, and end. Some pages include muhiple 

paragraphs. The text is in complete sentences about four to ten words long. Print is 

about font size 24 and appears on each page under color illustrations. Print includes bold 

face, commas, exclamation marks, apostrophes, and periods. Illustrations help students 
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identify characters who are talking or animals they are talking about. Illustrations fill top 

half of pages. 

Level I 

An example book for level I is The Pot of Gold. (Scott, Foresman and Co., 1976). 

The mnning record is taken over the first six pages, 110 words. The book has 15 pages 

with about 16-24 words on every page. Repethive language is not characteristic of this 

level. The text tells a story with a beginning, middle, and end. The text is in complete 

sentences about ten words long. Print appears on each page under color illustrations. 

Some pages include muhiple paragraphs. Print is smaller font than previous levels, about 

size 18. Print includes bold face, commas, apostrophes, exclamation marks, and periods. 

Color illustrations help students identify characters that are talking and what they are 

talking about. Illustrations fill top half of pages. 

Level J 

An example book for level J is Where the Wild Things Are, by Maurice Sendak 

(1963). The mnning record is taken over the first pages, words. The book has 37 pages 

whh anywhere from 2-34 words on a page. Repethive language is not characteristic of 

this level, but a few phrases are repeated. The text tells a story whh a beginning, middle, 

and end. The text is in complete sentences that stretch across more than one page. Print 

appears on left-side whhe pages or on each page under color illustrations. Print is about 

font size 18. Print includes bold face, all caps, apostrophes, commas, exclamation marks, 

and periods. Color illustrations help students identify characters that are talking and what 

they are talking about. Illustrations fill top half of pages. 
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Level K 

An example book for level K is The Sunflower That Went Flop, by Joy Cowley 

(1990). The mnning record is taken over the first pages, words. The book has 16 pages 

whh about 24-50 words on every page. Repethive language is not characteristic of this 

level. The text tells a story whh a beginning, middle, and end. The text is in complete 

sentences about eight to ten words long. Print appears on each page, often overlaid on 

color illustrations. All pages include muhiple paragraphs. Print is about font size 20. 

Print includes bold face, commas, apostrophes, exclamation marks, hyphens, and periods. 

Color illustrations help students identify characters that are talking and what they are 

talking about. Illustrations fill top half of pages. 

Level L 

An example book for level L is Hatupatu and the Birdwoman. retold by Joy 

Cowley (1990). The mnning record is taken over the first four pages, 101 words. The 

book has 16 pages with about 20-46 words on every page. Repethive language is not 

characteristic of this level. The text tells a story with a beginning, middle, and end. The 

text is in complete sentences about 12 words long. Print appears on each page overlaid 

on color illustrations. Some pages include muhiple paragraphs. Print is in smaller font 

than previous levels, about size 18. Print includes commas, quotation marks, hyphens, 

and periods. Color illustrations help students identify characters that are talking and what 

they are talking about. Illustrations fill pages. 

Level M 

An example book for level M is Second Grade - Friends Again!, by Miriam 

Cohen (1994). The mnning record is taken over words. Books at this level contain 

several chapters. The sample text has 78 pages with about 170 words on every page. 
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The text tells a story whh a beginning, middle, and end. Print appears on each page in 

muhiple paragraphs and dialogue. The text is in complete sentences about 12-16 words 

long. Print is smaller font than previous levels, about size 16. Print includes bold face, 

commas, dashes, hyphens, apostrophes, exclamation marks, question marks, and periods. 

Black and whhe illustrations are placed sporadically through the text and help students 

identify characters that are talking and what they are talking about. 
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