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CONCERNS, QUESTIONS, SOLUTIONS




\\Concerns; Questions, Solutions = B -
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. -

Writing has long been a "basic of elementary education. - 'Yet, helping
children develOp as writers is an intimidating puzzle for many of the early

elementary teachers I have met in inservice workshops and graduate classes.

J
These teachers frequently turn for assistance to the'traditionalntasks of the

early elementary curricula: practicing letter forms, completing alphabet and

sound/symbol worksheets, and copying the daily "news," poems,: and rhymes.

P B

While not deny1ng the importance of learning the names, sounds, "and formations
of the letters, the traditiona] early childhood activities seem lacking to
many recent language arts researchers. These researchers have sought out

classrooms where children are allowed and, moreover, encouraged to engage

in the writing actiitself (e.g., Graves, 1983) ; the classrooms described

provide evidence of children's. potential as writers and demonstrate as well

‘how teachers can build on the learning about written language that occurs

'during the. preschool years There.is,'then, a gap between the traditional

“~ulanguage-arts_curricula accepted by many adrinistrators and teachers and

the classrooms described in the literature.

]

'In this report, 1 describo in detail the everyday functioning of six
young children, three kindergarteners andothree second graders, going about
the daily writing tasks provided by their classrooms.' I have chosen neither
“good"'writers nor "model" classrooms; I have focused on children“judged by.~
priuary grade teachers to be representative of the range with which they

nork and.classrooms considered "typical" by schoolaadminisgrators. Mybulti-
mate aim is to document the development of children's concepts of writing—--
their understandings of how writing works and the functions it servesF-as.
reflected in(fheir school writing behaviors. Such an aim mandates looking

at developmegt, at qualitative changes in behaviors over time, in the diverse

O
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contexts for writing presented in_the elementary classroom,, for children's

. \ a
concepts of writing arise from their encounters  with written language in

B

.varied settings, including those provided by the school. To understand the
- . ~

school s effect on the learning of written language, studies of children '

-

engaged in the, tasks proVided by the "typical" classroom can be beneficial

Examinations of how children go about these tasks can provide insight into

\
e

‘why children do or: do not ‘become competent written language commun1cators.»

n —_—

In- addition, ‘they yield data that are meaningful to many’ "elementary teachers——

5

data that start from where teachers‘are and that may .assist them in reflecting
upon their ways of teaching

The first volume- of this report focuses on the kindergarteners,_children"
who are Just entering the world of the elementary school ' a world where written

language w1ll assume an increasingly 1mportant role. In thlS introductory

chapter, 1 describe the theoretical assumptions that form the framework for

this primary grade study, detail the specific questions about young children's -

- . S s
o

writing to be addressed and the provisions made for reliable and valid data,

and, finally, outline the focus of ‘the céming chapters of this kindergarten

-\

o

volume . Vi

’

Theorétical Assumptions .- - : ¢

) . . °

S wg

Curriculum guides reflect the confidence with which schools set out to

help young children‘become'literate. The guides offer scope and sequence

charts for continuous skill development,ucomplete with information as to when

©

-skills should be 1ntroduced and how they- are to be maintained and. tested for

' mastery.‘ Written language is a set of skills taught by adults in the context

v

of school lessons. And children themselves assume the school‘s control of

r L S _
written language; young'children express confidence that, if they do their.
"work," they willwlearn (Dyson, 1982c). o ,//;;/5
N . B . /.w
, — ) -_—::’/.— 9 .

-
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In contrast to this vision .of written lggguage is that which guides much -

. . s

of Current'work'in.young'phildrenls writing. _Hére writtegjlanguage is viewed
holistically; that is, children are described'as they are engaged in the pro-

cess .of wr§ting' In additidn, writing is seen as a develoggental process.

N
C e . . T - I

The term "developmental" 1mp11es that acqulrlng wrgtten language 1nvolves

f

—-gradual-and~qual1tative changes over time as children 1nteract in purposeful

- . e . .
linguistic research has emphasized the environment's effect "on behavior,

e :
ways with. the people.and»objects in thei;_environment (Flavell, l977).

‘e , ¢

. Development also carries with it a notion of general- similarities in behavior -

‘patterns ‘across children_(Franklin,'l983)a At the same tifie, recent socio-

~

pointing'out that the structure and content of written language, like oral,
w . : ‘ Coo i ’ i
vary with the particular context, and also that children's notions of con-.

text, of how language functions, will depend on“the uses'they encounter in -
thelr home communities (Heath, 1983) I oo
‘In this study, I focus on young chlldren from a developmental polnt of

viewo I assume that children actively_develop their own.models of how written

language works. 'In addition, I adopt a sociolinguistic point of view, as T

-

“assume both that children's knoyledge, models'of.written language, will-be———

t

variably affected by the writing contexts they eneounter’and also that their

v

own wr1t1ng behaviors--the ways-.they effect their knowledge in'.the classroom——

will be subject to’ their perceptlons of the demands of the partlcular wrltlng

situation. A o BN

The study s methodology can be v1ewed as ethnographlc in spirit in that

" -

I descrlbe how teachers and chlldren conducb the1r dally school llves (Hymes,
1980). I include both the teachers .and children s behav1ors and reasonlng
about school tasks.. ThrOugh the analys1s of systematlcally-collected quallta-

tive data, including handwritten observations of behavior; typed field notes,

\
\ . ~



) N, . , b .2 . [l . . . 1
writtez products, audiOtaped talk, and recorded responses to researchen,/
- * - ‘o 5

.

structured tasks and questdions, I a1med to understand how the chlldren and
»teachers made sense of wrlting in school - I hope that these observatlons‘

w1ll contr1bute to a theoretical framework for understanding wrltten language

. A

.

development and also, that they "will allow teachersato cr1t1cally evaluate

B R e S

their llteracy programs for young chlldren. R . g

. e . »

. . - ‘
., . [ 4

3

Research Questlons

.

s -

This study focused on the development of chlldren s concepts of wr1t1ng

- . . -

‘as those understandlngs were reflected in their wr1t1ng behav1ors in the

o
r o

diverse contexts of primary grade.classrooms.' To clarlfy the spec1f1c research

questlons, I proV1de the follow1ng def1n1tlons of terms.‘ S

// :

ertlns is defined broadly as’ the production of letters or letter like

.

forms; it: includes all‘behaViors bccurring before andyafter,'and related¢

. e . ]
‘to, the physical,act‘of writing.- Thus, observing writing naturally .
. oo J
involves observing children's talk and in addition,_any composingvin
. ¢ . . .

_cher media (e.g.» drawing, dramatic'play):that.is related to the

’

) . . P
production of a written product. 7 %

B} a ) . N .o » . ~
p - i : -

Concept'of writingrreﬁers to children's_understandinés“about the pro—
‘ cesses and functions o% wr1t1ng——how it works and what.purposes it -
'vfulfills—-as reflected in their wr1t1ng behaviors and.ln how they‘/
}alk.about-their wrfting. ' S . ""’f |

a . Y . .' . q R ) .

+

¥ .

. R . . . . '.‘ .\
L Children's concepts of writing are formed as they encounter.writrng
& .

- in varied social settings. Writlng occasions, then, are those 51tuations‘

- . . . — -
\ T [y

in whﬁéh_writinglis integral to the nature of the pngolng sgcial -situation
. (adapted from.Heath, 1982). . - .

- " - . .

P
.

o ) . . . o - . ! .

ERIC _ o . ,

Aruitoxt provided by Eic:



e

‘: ) . ) - . a - . \
The specific research questions were: < o . 8
What types of writing occasions occur in the observed .classrooms?
A ’/ . . . -

(The interest here is in the nature of both teacher-initiated and

- e

.child-initiated occasions for writing, including the évident functionms,

forms, and intended audiences.) : .

R ; _— \
What is the nature of’ chIIdeﬁ's‘conCepts_of writing as ev1denced by

.;their'writing behaviors, specific character1st1cs-of their wr1tten T

T

products, and by the ways they talk about théir writing? . .

o ©
EE

.,¢,,

Is there a relationsﬁip'between individual children's evident concepts. -

of writing and the type\of writing occasion?“ If so, what is the nature

¢ ’ ‘. N - »

M e e
_of that relationship? * \ o , ,

P

How do chlldren s concepts of writing in var1ed wrltlng occasions

H)

diffet across developmental 1evels of wr1t1ng as suggested by earlier

*

research (Clay, 1975;'Dyson,\l983; Ferreiro & Teberosky,<l982; Graves, .

1982)?

_ ) - . ) . .
Toward Reliable -and Valid Data

’

The deC1slon to descrlbe in .detail young chlldren s ways of- functlonlng

[

necess1tated 1arge amounts of observatlonal data «2ntering on a small number

of chlldren, and thus questlons of reliablllty and va11d1ty of data should be

addressed. Td contrlbute to the IEllablllty of the data, I have provrded in

Chapter 2 detailed descrlptlons of ‘the research settlng and procedures so that

~

other researchers may understand as,preclsely as pOSSlblL how the data weré

gathered. In collectlng the data, L typed exten51ve field not%s and tran~—

cr%bed all audlo recordings 1mmed1ately after: classroom observatlons in order

to augment the obJectlveness and comprehenslveness of the data. In the case

}:-\
TS

E]{BC‘ S | - o

Aruitoxt provided by Eic:



Q.

-

studies, I used low-inference, descriptive language and, in'addition, pro-

Ed

vided extensive documentatlon from the raw data (transcrlpts. field notes,

‘ wr1tten products) Flnally, a research asslstant,_ raduate studant 1n
'language educatlon, observed and audlotaped each ch11d in at least two

‘ different types of wr1t1ng occasions, for a m1n1mum of one hour of observation

per child. 'We compared*our collected data and in all cases found that, within
A\l ) N . S \

N

. s . g PR . W P . 2 . . ﬂ- .
each occasion type,.slmllar behav1ors bad been obseived and similar interpre-

éatlons made regard1ng the chlldren s wr1t1ng beha
\

i . To contr1bute to the 1nternal va11d1ty of data, I did not gather data

OrS.

on individual children’ S'wrltlng processes until the fifth week of the study;
by then thevchildren appeared to consider e part of their classroom life,

- as will be 1llustrated in the data to be presented In addition, I gathered

2

and compared information from dlfferent types of data and from the perspect1ves

of dlfferent 1nformants (chlldren, teachers, research ass1stant, myself as

[N

wfpartlclpant) .“-;, . e
Certa1nly the external va11d1ty or. generallzablllty is 11m1ted'1n this
study due to the small sample size and the lack of random selectlon. Character-

istics of “the research site and the part1c1pants are g1ven in detall so that

the results of this study can be compared to those of other stud1es of young
children functioning in school., In addltion, the descr1ptlons apd 1nterpre—

‘tations of the observed chlldren 5 behav1ors are—corroborated by their con-

'SlStEHCy w1th the developmental 11teracy research and can be further Supported

p— 7

by teachers recognltlon of their own students in the case study children
A . ' s .

{McCutcheon, 1981). RO 'ﬂ ¢ ‘ A

Organizatlon of the Report N

h o
h1s volume presents kindergarten data gathered in-one part of this

.
s

part1c1pant observatlon progect of elementary ch11dren s wrltlng.__I)focus

P . . o,
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on three chlldren, Dexter, Callle, and Anne, who had contrasting ways of
approachlng writing tasks and who the teacher conceived of both as belng
_at dlfferent levels of literacy skllls, and also, as "typlcal" of ‘the young

students with whom she worked. Chapter 2, entitled "Emerglng Literacy in

‘ School"Contexté: Toward Defining the Gap between School Curriculum and

) curriculum, yielding theoretical; methdological, and teaching implications.

Chlld Mind," 1ncludes a review of research relevant to the study of emerglng
writers and a detalled description of data collection technlques. Chapter 2
also presents the case of Dexter,;the least developed of the wr1ters examined
and -a child who frequently failed to achieve school success. By examining his

case within the context of research on written language development I both

make sensible his behaviors and, at the same time, demonstrate how unsen51ble'
those behaviors appeared in the context of school tasks. Dexter's caseé most

vividly illustrates the potential gap between the active child and the school

Chapter 3, "Masking the Gap: The Cases of Callie and Anne," focuses on

two children whose concéptions of written language, particularly Anne's, were '

- closer to that of the teacher's. As the report proceeds from Dexter to Callle '

to Anne, comparisons are made in their responses to var1ed school wr1t1ng tasks

and similarities noted in how all three children made sense of school wrlting

instruction.

Chapter 4, "Emergent Writers and the School Curriculum: Copying and

) Other Myths,'" considers "data from all three cases as they relate particularly

to copying tasks. Since copying is a dominant fbrm 5trm 0f~ school“wrltlng -for-

I

young children, a cr1t1cal examination of 1ts role in -learning to write seems
%

v . N 2’ a . ,
1mp0rtant. . o ! P ) . -~

F1nally, Chapter 5, "The K1ndergarten Data.- Conclusions and Implicationms,"
SR ’ ’

'is a summary-of the major findings of the‘study. 1 draw conclusions regarding

"

. . - ~—
- BN . . T~
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thesé three young children's writing deve

. cations for research and for practice.

1-8

lopment ii: school and detail impli-




e CHAPTER TWO

EMERGING LITERACY IN SCHOOL CONTEXTS:

) TOWARD DEFINING THE GAP BETWEEN SCHOOL CURRICULUM AND CHILD MIND

This "chapter wi‘]_.l appeaxj,hin slightly revised form, as an article

the' journal Written Conﬁnuni:catioh,‘ 'in press.

in
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Emerging Liée;acy in School Contexts:

anard Defining'the Gap.between_School.Curriculum and Child Mind .

Thousands of pecple in the United States do not know how to read or write.
Such persons are called "illiterate," that ie, "not léttered." They don't .
know their letters, ________ No doubt, they seem Very 1gnorant to you; you expreés

.some such idea when you speak of someone as belng‘so stupld that he does not

even know his abe's.

-Edwin Greenlaw, Introduction to Literature and Life, 1922

You can't go to first grade unless you know your alphabet.

-Kindergarten teacher to class, 1983

The infamous gap between university and public school, research and prac-
tice, is nowhere more ‘evident than in the area of early literacy. Researchers

of written language have documented the activeness of young chlldren who, long

’
(S 4

before publlc school entry, begin tq construct their own notions of how written
language works' (Clay, 1975; Ferrelro & Tebetosky, 1982; Hiebert, 1981; Mason,
1980);: Yet, for most children, conventional 1iteracy.ie achieved in school.
And, moet frequently, school contexts for literacy are structured by district

. curricula and adopted(reading and language arts textboqks. In such programs,

literacy is thought to be achieved as children mastér‘Specific-objectives

through carefully de51gned lessons. Thosevobjectives, as reflected in the

“_u—_quotesﬁllsted above,chaye,traditionally_been centé%ed on teach1ng chlldren

" the names, sounds, and formations-of-the abc's. We have, then the concept of .

the active child constrncting written language models and that of“the.school

curriculum carefully arranging the building blocks of literacy in the child's

mind. The stage is thus set for conflicts of practical.significance for

both researchers and practitioneré interested in young children. As Clay
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(1982, p. 66) phrased it, what is the nature of "the 1nte1actlon of teachlné
with the ¢hild's discoveries?" The purpose of this paper is to examine the
relationship between the child's construction of written language and school
literacy }nstruction‘through close analysis of the literacydhéhaviors of a
case study child, a kindergartener. My intention is to describe:his literacy
behav1ors, detailing how they varied across school tasks, and‘ in addition,
how they were variably evaluated by the classroom teacher. My flndlngs
illustrate the potential gap between the active child and the school curri-
culum, yleldlng theoretlcal methodological, and practlcal 1mpllcatlons.

: This study was based on data gathered in a partlcipant observatlon pro-
ject whlch focused on young children's behav1ors durlng school structured
literacy. tasks. The design of the study reflects two theoretical perspectives.
First, from the point of V1ew of developmental cognltlve ps>chology, chlldren
are actlve constructors.of . knowledge. I alm, then, to understand,howwthe
child makes sense of, constructs an operatlonal model of, wrltten language.
The development of cognitive models can be tapped by comparing individual
_children's responses to particular researcher—de?fgﬁédﬁtasksovér'gime. Second,

¥

from the point. of view of developmental'sociolinguistics.and school ethno-
graphy, schooling®is a unique social, language;.and cognitloe event,.one which
places unique sets of demands on children (Cook-~Gumperz & Gunperz, 1981;
Gilmore & Glatthorn, "1982). Children learn in school contexts as they inter-
" act with the environment, 1nclud1ng the 1mmed1ate environment (teacher, peers;
currlculum materials and content) and the environment as 1nfluenced b oceat=
side social and'cultural,factors._'ﬁetailing,the interaction between ¢t

a

individual and this environment allows one to gain insight into chi) = :%inking
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]

and into how it changes over time as a result of that interaction (Erickson,
1982). 1 examine, theﬁ, how the child's knowledge of written languagéﬁﬁas
revealed in researcher-structured tasks and in school literacy activities.:

©

. o N o Related Research

.+ Both oral and writteniianguage émerge'within the evéryday structure of . >~

children's lives. They are, to use Dbhaldson's (1978) term, "embedded" in
familiar contexts. The contextualized nature of eariy'literacy-and the "dis~.
embedded" naturé of school literacy illuminate the nature of the child/cur-

riculum gap 'and wiil be examined more carefully in the fbllowing sections.

Early Literacy

* Children appéar to approach readiﬁg and writing as they do most human

skills, globally.

Tolbuiia on ﬁerner's“Kl948) ccnception of'hupan,development,"

they experiment and épproximaﬁe,gfadually becoming aware of the specific featuves

of written language and the relatiorfships between symbols, sounds, and meanings.

This written language system is complex,_includingiperceptualffeatures, sym-
bolic encoding rules, principles-for structuring varied types of text, and
diverse persbnal and societal functions. Further, written language is not

an independent entity; rather,its parts are ever newly arranged, newly re-

vealed to meet the demands of the situation.

- Research focusing on both early reading"éﬁd early writing has ~described
literacy learning as going on in all areas at oncé;fthat is, c¢hildren appear .

to learn in a holistic, tather than a linear, manner.about written language's

purposes,'p:bceéses,.and grabhic‘detailsl(Hiebert,wl981), although all.children ;

' , . . g
may not attend equally to ‘all aspects (Dyson, in press).

£

s Young children. learn about thé'purposes, processes, and specific features
, ) .

19



L.

Fmerging Literacy

. : 2-L

of written'language as . they encounter it within familiar contextualized set-
tings. For example” Clay (1979) and Holdaway (1979) describe- chlldren s sen-

.sitivity to the llngulstlc patterns of wellknown books. Chlldren learn, in

-.Clay's words, to "talk like a book." As théy are léarning about the language

of books,‘children are also beginning to grasp concepts about. the visual

. aspects of print, including that of directionality and voice-print match

(i.e., the one-to-one correspondence between spoken and written words).

/- * R .
Children also learn about print as they interact with written language

i . .
embedded in the physical environment, such as in commercial labels and -signs

(Harste, Bnrke,-and Woodward, 1982; Hiebert, 1978; Ylisto, 1977). Knowing the.‘

~~-..social function of tBe“print supports their efforts to hypothesize about the

probable\meaping of the print. Thus, a child may read Colgate as "Brush your

—-
~

teeth . "o : \,\\,
. \;\\-\\ PN
ertlng as well appears to develop- w1th1n familiar contexts:- Chlldren

‘ \

do . explore writing, as they do other symbollc medr;\zgaltﬁ\\l979), for non-
referential purposes, to explore the ba51c propertles of the vehicular materlal\—
(Clay, 1975). However, chlldren s f1rst eonventlonallvarltten letters and
words frequently appear_in their dranings,”the earlier;obcnrring, more‘feﬁiliar

graphic medium and, like their drawn symbols, their written symbols represent

or resemble significantaSPects of their environment (Dyson,-l9825. - The first

» conventlonally wrltten words are often names (Clay, l977 Durkin, l966 Stine,

980) . The wrltlng of famlllar words is tled to the readlng of familiar print
. . .

-in the env1ronment:descr1bed above. Names are reference p01nts in learnlng

about print. For. example, five~year-old Mark notices a‘printeé_éiand remarks,

2

"That's the same as I am." Another five-year-old points to an §,‘saying

LA -

"Santa," : . o ‘ : S ' -

A
C™y
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Children may, in fact, initially view writing as a sort of drawing, that

is,as a way of directly representing known people or’ objects raLher than as

a system for representing speech. This conception of early writing as direct.’

symbolism was first made by Vygotsky (trans. 1978) and has found support in

"varied areas of research, including metalinguistic studies of children s
concept of a word (e.g. Papandropoulou & Sinclair, l974), Ferreiro s (1978,
Note 25 egperimental work on children's interpretations of written text, and
Dyson's (1982, 1983)“participant observation studies of &oung children's
writing. |

To draw again on Wernerfs (1948) descriptionﬂof human development, as
children continue to explore reading and writing both independentlyrand in
interaction with adults-and peers, their knowledge of written language be-
comes more detailed and better integrated, and thus more distinct from,

, liberated,from, a particularrcontert. In/thislregard, Mason (l980), on.the
basis of letter and word recognition tasks given to'preschoolers, suggested
that.children initially treat printed words as context dependent, unique
patterns that are recognized only when embedded in their context, an inter-

-pretation compatible with the previously cited research on children's 1nter;w
pretation of written text-as direct symbolism. Eventually children learn
that letters proVide cues for reading and then that sourdds in.words are

\\\\\determined by letters. Children s increasing focus on the visual details of d

\

. pri allows them <o deal with written language in increasingly disembedded '

The resea chers included here have attempted to describe emerging con-
ceptions of written language primarily by presenting children, aged 3 to 6~

years, with sPecific, searcher-designed tasks and measuring and analyzing

e
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literacy contexts. But children's written language emerges formally in the
varied literacy contexts of the school. Although researcher— designed tasks are
powerful tools for cdﬁstructing developmental models of cognitions about

written language, they do not allow 1nsight into the relationship between

children’s emerging conceptions of written language and the systematic efforts

"of the school to instruct. For school- and researcher-structured tasks each '

present unique sets of demands upon the child; as McDermott and Hood (1982

v

p. 234) point out, "experimental procedures create constraints 1ndependent

them of many of the normally available resources for organizing their own

behavior." To understand children's evolving constructions'of written lang-

3

uage, we need to see how chlldren use and reason about written lapguage in
their daily_lives, 1ncluding in school. hnthenext section, 1 examine the

school context for literacy.,

The Home/School Shift _ " : ~

As both developmental psychologists (e g., Donaldson, 1978) and socio-
linguists (e. g.,»CookrGumperz and Gumperz, 1981) stress, xoung children s

thinking and language is contextualized supported by the familiar fabric.

[

" of everyday life. Ch ldren reason on .the basis of thelr 1nteractions with

the obJects and people around them, and they learn language also through

1nteracting with others in 1nformation—rich settings., As discussed in the .

LA )

'previous Section, written language, like oral can be described as embedded

" in the child's experience. rhus, as Clay (1979 P. 13) explains, ""'when a

Chlld enters ‘school he has a private frame of reference which stems from his

A

e

past experience."

SR

(S

P o
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School, fhen, represents a significant chang; for children. This change

can be viewed positively; schooling-contributes to ‘the freeing of both language

0

and thinKing from immediate experience. Written and oral langﬁage exist apart
from a familiar %ocia} and ph&éical setting (Cook—Guﬁperz & Gumperz, 1981;
\;Donaldson, 1978; Olson & Nickerson, 1978; Olson & Torrance, 1981; Wells,‘l9§});
Children must reason about meaning conveyed pfimarily4phrodgﬁ words aioné
and‘without a supportiye.adult, thorough}y familiar with the child's Qorld who,‘

. . Yz : o ‘ v
as discussed in'research on mother's speech to young children (e.gi, Wells, 1981
works to understand the child's utterances and to tailor app%opriate.responsés.

) . . : /RS o L

This change can also have negative consequences. The change from hom

to schooi may be too ab}upt for some children who may have;difficulty handling
the decontextualized language of the school (Cook-Gumperz & Guﬁperz, 1981; -

-Donaldson, 1978; Snow, 1983). The very wé§ interéction‘is‘typically structured

in schools may make it difficult for children to bridge thHe gap between their

own’wofldvand that of the school (Barnes, 1976). Teachers'initiate:interaq;ibns

- 3

‘e

and evaluate thé child's ability to respond appropriately (Mehan, l979).ﬂ"
Rather than supported in an attempt to refine their own models of the world,

"children are often limited to fitting into the teacher's inter?éetive con-

) . .
text (Edwards, 1981). = ] : e

, Referring sbecificélly to written language, the céntextualization shift

from home tO-SChOOl.iS clear.’.Written language is no lonéeq a ﬁart_of the

: uevéfyday world, but becomeé an objéct to Eé examined .in teacher-structured
e\ . . R - . ) _ . ' .

taskg,ﬁwithin;which children display their written 1anguag¢ competence. The

>

' competencies for beginning reading and language'aflglprograms include the
» : T . . : N ‘ N

’ namés,-sounds, and formations of..the letters of the alphabet} However, the

research reviewed in the provious section suggests that acquiring such know- -

»
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ledge is embedded in the broader task of understanding how written language

functions as a symbol system.
. .
~ This broader task of understandlng how written language works may go

on 'in school unbeknownst to the teacher. In school 11teracy tasks, teachers
operate from a particular point ofhview, looking for evidence of particular

o

behavioral.objéctives. Children~are judged as failing to or successfully
meetlng the objectives. Thus, the poss1b111ty ex1sts that a ch11d s failure

to meet a- partlcufar objective may mask new 1nsights of the child (Mehan,

f\
-

1978) and, thus, the teacher may fall to offer appropriate instructional =
support.
In this study, I View one child through different methodological windows.

1 describe his behavior during researcher~structured tasks and school literacy
a ) . . N s .

assignments, and, also, in terms of his achievement of the basic competencies

to which his teacher looked forSguidance as she‘judged his written language:

3

skill. . - - -

Method ° : - ,

The data presented in this paper are part of a larger descr1ptive study

e

of the development of elementary school ch11dren s concepts of wrltlng in
classrooms.For the purpose of 111um1nat1ng the ch;ld/currlcpxum contrasts,

data from one child:in a kindergarten  classroom are'heing reported.
" Coa - -
Site , o L -
The data for this report were collected in a self-contained, public .

school kindergarten in a southeastern.city. The selected'classroom”was

L3

1dent1f1ed by school admlnlstrators as one which was soc1a11y, ethn1ca11y,

‘and academically balanced. As this Ads case study research, the concern here

A3

% |
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was not with being "'representative" of any particular subpopulation of child-
ren. Rather, diversity was considered essential in order to increase the
probability of identifying children who were of varying developmental levels

in terms of their conceptions of written ianguage: ' .

The classroom teacher's literacy curriculum centered on the following

activities: (a) teacher-led readiness workbook lessons, which emphasized:

visual discrimination and memory of objects, colors, shapes, letters;'and'
words; auditory discrimination and memory, particularly df initial consonant
and final consonant sounds; and listening skills, including listening for

sequences of events, details, and context clues, (b) worksheets emphasizing

"similar skills, to be completed under the guidance of the'teacher's aide,

(c) the independent practice of particular letter'formationSOn lined news-
print, (d) cut-and-paste classification tasks, also independently completed,

(e) teacher-led phonics lessons, which centered on listening to stories empha-

sizing beginning consonant Sounds, and (f) teacher-led "creative writing'

”

lessons, which involved a variety of types of activities;_at the beginning

of this study, the activities consisted primarily of copying class—Suggested“

words from the board and then readings the copied words to'thelteacher; (1

have seen the same activity labeled "language experience" activities in other

9

classrooms.) The children were also read to daily and oceasionally_dictated
individual "stories" to the teacher which were then copied. Although the

original focus of this study was writing, it became clear .that there was not

a separate "reading" and. "1anguage arts" class in this klndergarten. All of

fthe previous activities were seen ‘as preparation for both . reading and writing,

L~

q
hence the setting of thlS study~w1th1n the broader framework of early 1iteracy,

as opposed to early writing.
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Participants ; \\\\
: There were 23 class members, 9 girls and 14 boys. Eleven children\were

: Anglo, eleven were black, and b'was Asian. During the first three weeks of
? <« ' "

’~observation, three children were‘chosen for caseLStudy'investigation,who

7; %videnced different degrees of written language development (selection pro; -
cedures will be detailed) All children selected appeared comfortable with

me,and willingly discussed their work. The child-of interest in this paper,

.

- . [ .

Dexter, was judged to be at a low level of written language”understanding. ;7ﬁ

Data Collection Procedures

I collected data from. 1‘ebruary 9 to May 23, 1983, a fourteen week period

(eliminating the week_of<S' ng vacation). I observed in the classroom 2 to
. : ;.

.5 times per week; each obso - ton session was 1 to 2 hours in 1ength. Data

'collection proceeded through three distinct phases. ' ',

Lo

Phase one (weeks 1—4) During this phase, I familiarized myself With <

classroom routines, while the children -and the teacher accustomed themselves .

'to mé. During:the first tnozyeeks,'myyrole wae basicallyfone of observer,
but by.the third week, I had become a participant observer asfmost children_
_ :'initiatediinteractions with me.; And, by the end of the fourth week I
. = !
) appeared to be part of their classroom life, for example, as I quite obviously
WatChEdg a group of children looked over their shoulders for the teacher as

2

they engaged in prohibited behaviors (grabbing each other s pencils, scribbling
-on others papers). In achieving this stance with the, children, I adopted

mhat Corsaro (1981, p. 118) refers to as -a reactive" field entry strategy.

f . .
I did not comment on the* children s work, but waited for them to initiate ‘an
interaction with me . ("Look at mine."), if a child established eye contact with

.
¢

“me, I did smile and greet him pr her by'name-,* o -
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During this first phase, I focused on the classroom[as a whole._ I
observed primarily during the morning language artstreading period ' In

addition, I also observed the, equivalent of. two complete class days in order
to.sample the kinds of writing occasions which-occurred in_this classroom
and, also, the ways in which the classroom teacher modeled and talked about

writing'and”feading; I took some notes during the obserVation, but complete

. field notes were composed immediately after thP observation ended By

Y

_ writing occasion, I refer to those situations in. whichﬁwriting ‘is ‘integral

" to the nature of the ongoing social situatnon (adapted frbm Heath l982)

4 - [+ . v -~

“The’ writing occasions: identified during this phase formed the basis for.
_ decisions during the. next, the primary data collection phase, regarding
when the_case*studyvchildren.would be observed.

. Also during this first”phase,-I'selected-the three:case:study children,

4

‘basing that selectdion on the teacher's recommendation of children she per-

¢eived as in-the low, middle, and upper range of,literacy development in her

o - : B -

classroom‘and on my OWn’observations of the children:s literacy;behaviors
in class and their written products. | -
i Near ‘the end of Phase 1, I examined the tentatively selected children' sa
knowledge of written language through the use of particular tasks.- The tasks
7.will be illustrated ‘in the* case study reported here.. The tasks included a
writing task.based on Ferreiro and Teberosky (1982) and a reading task based ,.
fon Ferreiro (1978) The writing task vaolved asking the children indivi— .

; duallx to write their names, anything else they wanted to. write, and these ~

¢

' particular units: cgndy, ball iacket, ‘and The girl hit the ‘ball. - The reading

W
. task involved'writing and then reaqingmtwo sentences for-the child: The-boy

- B . . . . L e,
g A . - R

ate a cake and The baby'dropped'the bottle.- For each sentence, 'the child .

9

;was asked a series of questions about the text.‘ The questions cqnsisted of

e,
-
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(a) asking the child\to’locate in the written.text specific segmentslof the
oral utterance and, conversely, (b) locating specific segments of the written
text and asking‘the'child~to read them. (For details_of“this'procedure, see
Ferreiro, l978 ‘whose questions I followed exactly ) I also asked the child-
‘ren to identify both upper- and lower- case letters and to.write "'the letter
that‘begins" a particular word, including all initial consonants. .Finally,

' -l interviewed the children about.their“interestdin and oerceotions of the
reasons for writing. Questions relevant to the currently-reported study were;‘
Do you like to write? that_kinds of things do you’lihe to write?' If you “
coulddwrite?anything you wanted_to, what would you.write7 What kinds of
things do you write at school? Do you write at;home9 What kinds o§ thingsv'

do you‘write at home? What kinds of things do adults write7 The three

children's responses to all tasks*varied gr@atly #nd their selection was
. - ) L i :

3

.thus confirmed.

?hase two (weeks 5—13). During this period, I observed each of the case

study children during at least two different writing occasions per week re-
sulting in 60 - 120 minutes of observation per Chlld per week; the average
length of a writing occasion was: 40 minutes. Writing seldom occurred during
" the- afternoons, so observations were made primarily during the mornings.
During the.observation of a writing-occasion, I either’hnelt or sat be-
ide the child to be observed.(the focal child). During'the first four weeks
of Phase 2 I placed a small battery-operated recorder on the table where the
child was working, during the last 5 weeks, I carrled the recorder in a tote
bag and attached a lapel microphone to the table or to the child's shirt.

The latter procedure was initially more obtrusive, but resulted in higher

[AW)
"o
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quality tapes. After playing with the microphone for a few minutes (blowing |
on it, “listening'to it), the child ignored it.

As the child wrote, I took notes on the child's writing behaviors and,
after the observation was completed, I transferred mj observations to an .
observation sheet.(A sample of the observation sheet,dWhich I adapted from
Graves, l973, is included in the appendix.) The observation sheets included
all language addressed to, or uttered by, the ct+ 1.

I rarely intervened during the actual writing as I did not wanrt, . through
my questions? to change the child S process. For example, if I had asked
the child to read his work while writing, I might haye caused the child to
focus on the text's meaning, when that focus was not a part of his or her

: naturally-occurring process. However, when the child completed the writing,.
I did ask the child to read'his or her product to me; this request®was not ,
intrusive'as it was the same request made by the classroom teacher at the com-
pletion of a child's paper. I asked all'three children (not just_thelfocai
_ child) to read to mefhefore they read to their teacher. | |

With certain exceptions, I collected and xeroxed all three children's
(again, not just the_focal child's) written products on each day' I observed}
I did not collect products'that the teacher needed immediately for a class;
room project (e g papers to be-made into Mother's Ddy cards).;

Phase three (week 14). 1In this phase I repeated the Phase l assessment

‘tasks. I also asked each child to evaluate four of his or her writing samples,
collected across a range of types of.writing occasions. Questions asked in- -
cluded: Do you‘remember;when you did this? How.do you do thisZ Is this |
good writing? ﬁhat makes itrgood writing? ﬁwho did youwdolthis paper for?
(Questions repeated for each!of four products.) :Which'of all these papers

you've done is the best? |

o '. o 23
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During all three phases, I talked informally with the teacher. She pro-

) vlded information regarding her rationales for particular activities, her

§
K

) perceptions of what literacy skills the children were required to m:ster, and

e

[N

A her judgements regarding their academic progress.

-i Reliability of all data collected was assessed by comparing information
gained from both different types of data (audiotape recordings, written pro-
ducts observation sheets, assessment tasks,_interViews) and from the per-
spectives of different informants (children, teacher myself as participant)

In addition, a research assistant, a graduate student in language education,
\ R

observed andmégdiotaped each child in at least two different types of writing

~

~

occasions, for a minimum of one hour of observation per child We compared

v

our collected data and in all cases found that within each occasion type,

similar behaviors had been observed and that our observation sheets supportedi

'similar conclusions regarding the children's writing behaviors.,

v Data Analysis

during the fourteen'week period, making notes -in-the marginsmon recurring

B pattern .in-his literacy behaviors. From’the behaviors which permeated the

data, I |wrote a description of Dexter as -a writer identifying developmental

characteristi s based on previous early literacy work and noting as well

_observed changes from February to May I then compared the description to.

. .
o

the info’mation obtained in the pre-and post- assessment tasks.

Nexl I organized the Phase 2 data specifically I conSidered each time
the child was observed for an entire type of writing occasion to represent
one writing event. The definition of a writlng.event was identical to that

4 -

used in DYson (L983)."A writing event was defined as encompassing any verbal




O

Aruitoxt provided by Eic:

"writing occasions (practicing particular letter forms and writing letters on

dictated stories).

Emc"
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"and nonverbal. behaviors: _ .

-
'

1. immediately preceding, and related to, the act of writing, sample
behaviors include listening to the. teacher explain the day's activity,
gathering needed materials, discussing-a planned letter, word, or '
phrase with peers, orally rehearsingz that planned unit;'

2. occurring after the child has begun the.physical writing act; sample
behaviors (beyond forming letters)- include soliciting help, verbally
monitoring letters as they are formed rereadidg sentence or word

" written; o

3. immediately following, and related to, the writing act; sample be-
haviors include drawing, reading the product, naming the letters
written, soliciting approval, listening .to. y .the.. teacher.read_the—classLs
¢ollected products (writing event definition adapted from Graves'

1973, definition of a writing episode) , .
LY B . ‘

I. organized the observation sheets 16%0 categories that matched the types of

occaSions for writing which occurred in this classroom. For the currently
reported analysis, I used only those occasions which had occurred during the
teacher's official "ereative writing" period. The types of activities which =™

took place then were varied and included all But two ‘regularly occurring

Lphonics“worksheets) and one“infrequently occurring'type (copying individually

’

—_— £

e

I then examined the observation sheets to identify variations in the child's

o

writing behaviors across_ocCasion types, Particular attantion was paid to, the

nature of the child s oral language use from one occasion to the next., For

‘this purpose, the observation sheets were also coded for language functions,

®

using categories developed by Dyson (1983) I'nextxmysorted the observation

o~

sheets into categories in which Dexter engaged in s1milar reading and writing

behaviors and wrote descriptors to spec1fy behaViors dlstinguishiug one cate-

gory frommanother. In.this way,.l identified Dexter s interpretation of the

.

nature. of writing occasions as compared tothe teacher's. The results of

this analysisAare'given'in\the following case study.

-’

PO
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. Dexter

Dexter;la black male, whose speech.contained many features of Black
dialect, was, 5 &ears and 6 months at the beginning of this study. He was a
small child withxclosely cropped hair and_a well;groomed appearance. During
the preliminary observation phase of this study, Dexter'sﬂteacher, Ms. Lin,

pointed Dexter out to me, noting thatvhe_had made a great deal of writing

progress. She reported that, at the beginning of the year, ‘Dexter had been

a "scribbler,' who had | Vscribbled all over everythrng~a=he~had not been able .
to write his name, nor'did he recognize any alphabet letters. Figure 1
contains a sample “of Dexter's writing from November of the school year, whicH,'

‘when compared with other writing samples contained in ‘this paper, provides

Justification for Ms. Lin's remarks regarding Dexter s progress.

- 7 ’ Insert Figure 1 about here

Although De;ter waé'generally serious and" quiet when working'on
asgigned tasks or -in small groups, his attention was varlable in whole class E
ractivities. When the focus of the activity was on a particular ohject of
interest, Such as a book or an object from nature (e. g., a seashell, a feather),
Dexter was.attentive:; In activities conducted primarily through language,

particularly those in which extensive verbal directions were given or in

&

; which chlldren were called on in . turn. to’answer questions related to language
lessons (e g., "What word is this?"), Dexter tended to becomg inattentive;-‘l
His off task behavior did not generally 1nvolve other, children. :Dexter might,
for example, examine his tennies, contort his face in varied waysh roll on

the rug, or wander over to watch the classroom aide as she prepared materials

for the children's lessons. ; ) o - \



Figure 1

Full Tt Provided by ERIC.
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During the preliminary observations, I noted that Dexter frequently
appeared’to interJect personal meaning and experiences in class activities.
For example, in listening to Ms. Lin read books, Dexter, relative to the
other children more frequently offered.spontaneous comments, such as "I like
that boy right there" in reference to an illustration of a black child in a

picture book, or "My jaws he.going like this,' said before chewing in an

exaggerated manner while listening to a story about bubble gum. His responses

to open-ended questions and tasks, such as drawing, were: often a blend ‘of every-

day life and experiences gained from the television and the movies. For exam—

ple, in response to a direction to draw on the topic of water after a study

lesson on seashells,fmost children began drawing pictures of ‘the ocean. DBexter '

drew " a house. Ms. Lin asked him what- he thought that had "to do with any—
thing about water," and he replied that his drawing was a house with water
coming up in it, "you know,,like when you, try to fix somebody's bathroom.
(The plumbers had been at school that day to le the malfunctioning school
commodes ) I . B ' . , Ry

v

The following episbde illustrates Dexter s interjection of personal meaning
during-a.writing assignment; The class was directed to cut out two'small
valentines,from red construction paper. The valentines were to be pasted on
,large'paper”hits which were ‘to be worn to lunch that day in honor of .

Valentines Day. Ms. Lin wrote "Valentines Day words" on the board as the
, children suggested them‘ she told them that they could write words on their
‘ valentines if they wanted to. Aftér cutting out the valentines, the‘childrcn
at Dexter's table began copying words from: the board. As the children completed
their. first valentines, 1 asked them to read them’to me. Most could not read:'
~their words, with the exception of Dexter.' He had copied letters randomly

from one word ahd.then another. He read these letters as "I love my Grandmama,'

s
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sweeping his finger over -the letters ,/Dexter ‘then wrote another valentine

for his grandaddy and'/then, another for "my other grandmama . I have two

R

— // . ° -
<Wgrandmamas.' He read these cards as.Well: "I love my grandaddy. .I love. "

‘my other grandmama." After finishing his cards, he took them to his teacher,
who reminded him that he was‘supposed to make two valentines to put.on his
hat, not three. At her direction, Dexter went back to his table, examined'

. all three valentines, and then threw one away. 'This'episode is illustrative

personal), in a sense, than the classroom; ) A C .

Dexter was chosen for further study because (a) Ms. Lin stated that

\
children like Dexter appeared in her classroom every year and that information

. on such children'would be helpful (b) Dexter appeared to be Just beginning

his exploration of written language, and (c) he was comfortable and talkative

— ~

with me. . In addition, I became interested in Dexte1 because of his persis-'

_tent declaration of self in what is a group-oriented context, the classroom.

'Preliminary Assessment Tasks - .

During the last two weeks of the preliminary observation phase, I asked
: Dexter to perform the .series of assessment tasks. In this section, I briefly

‘ illustrate his responses to each task. .For the tasks based on those designed

N, [y

- by Ferreiro (1978) and Ferreiro and Teberosky (1982), I include their inter-'
‘pretations of child responses similar to Dexter S.
Dexter s responses to the writing task were comparable to those des- '
scribed by Ferreiro and Teberosky (1982) as occurring at the ear1iest level

of writ1ng development. Dexter made appropriate-appearing.letters, which

| t
were then read. There were no systematic encoding procédures ev1dent- rather,

.

his own intention was’ sufficient to ensure the writing s meaning. 'In Ferreiro

_%' o . v -
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and'Teberosky's (1982, p. 1805 words, '"the subjective intent gf the writer
counts more than objective differences [in the actual written letters] in the
result for children at this”level."

. Dexter's behaviors during the writing task suggested as well a conception
of writing as a way of directly representinglthings, I asked Dexter to write

Y

The girl hit the ball. Dexter nrote; tereDe‘(note:that Dexter is relying on

CRRY

1etters from h1s_76n,na§e) He then remarked "I m gonna put 'girl get the

_ball and bit: the ball and put a hole in it and get a whippin.v" As Dexter:

<

was writing leteDtl7' "he said, "'The giri hit the ball and put a hole in it.'

2 . . -

" 1'm gonna put——put a hole in it,' and he added more letters. Dexter'suggested
" here that writing, like drawing, involved representing events,. people, and
things directly - henput a hole in his represented ball. : ’ S

Another suggestion of Dexter s conception of writing as direct repre—

. T e \
sentation came‘after ‘the reading task when Dexter wrote, XO. He remarked

"that XO said, "Dexter ate a cake." He .explained that X was Dexter.and O
was "Dexter ate a cake.' The following excharge then occurred: | o

Dyson: What 1f "1 cover up “this (0)7 ' .ﬂﬁ . o ‘_ v
"Dexter: Dexter didn t eat.no cake cause he didn't have that (pointing

. to the '0).
’ my .thumb. off of '4th‘e 0)? : . \
_Dexter: Dexter ate the c:;\ now. - _ - _. 'h

] » -~
-In the reading task Dexter s behaviors also. fit into the 1owest level

Dyson:”~  And now (1ifting

‘\‘

of writing development as described by Ferreiro (1978) Dexter's behavions - .

were Variable, but he did not separate the utterance into parts that matched\‘p

the‘text.- The behaviors he engaged in depended\upon how I structured- the
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__the rest of the words to complete the sentence. If I focused on one segméht
: . : \ :
l C . .
- of ,the text, he proposed gther congruent sentences, building a.narrative..
" : ’.,' . . ° . .
‘These behaviors are illustrated in the following :transcript excerpt, which

o

centeredion the sentence, The boy ate a, cake.

I
- [

R Dzsoh . o ' " Dexter -
(I read the sentence for Dexter (Dexter sweeps his hand back and
and ask ‘him to.read it. ) ’ forth over the wriiten sentence

o e : SR . ...as_hHe-reads.):"The boy-ate.a -z
' \ ' N " cake. When they were all up it
. : _ - was none. So he cried for some
‘ more. He said, 'Mom and Dad,
cake'is gone.' 'You ate it up .
'cause I told you, don't eat
| no more food. You gonna- -die.’
' . And so they went to get more
Co - cake and then they put it in the
refrlgerator.

(Later in the task, I asked Dexter
about the location of particular
" words.) Dexter, did I writa the
word’ ate? . g ' - ‘ , L
e ,_", o . .Yeah (sweeps hand-over entire text).

~ -

1 thought that said, "The boy . e o | § L .
ate a cake.' Where 5. JUSt ate?. i e -

' - ST e MA be§ ate cake" (focusing on text).

3

(I reread sentence.) Did. 1 wrlte T
he word the? P . o s . _ .
4 o Co © No..- . T o,

What did ; write?

) ‘ "The boy ate a- " cake. The boy eat - '
. | / ©° it all up" (sweeps hand over text) -

.

3

(I next coveréd up parts of the
sentence and asked Dexter what
the rest of the sentence said.
For each segment of the text,’
Dexter proposed. a sentence. )
And if I cover up this much

; what does 1t say’ _ :

VI "The boy ate a cake.'

ERIC - o -

oo v S ¢ ' T N
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’

_Dyson ’ Dexter

And if I cover this part? ' I :
Co It says "The boy ate it all up."

'I began the interview by questioning Dexter about good and poor writing.

B

He identified appearance as the critical variable. Bad writing was scribble

scrabble.” A close association between drawing znd writing was also ev1dent

b‘inﬂthe'interview. For example, when I asked Dexter, "If you could write any—

thing you wanted to, what would you write°", Dexter replied that he would

write rabblts and Chicken Little and chickens. Dexter "wrote' a rabbit,
. . a .

" (It's of relevance here

that Dexter s teacher had mentioned that week that the'class'would,béitalking

‘a . . A .

about . chicks and rabbits soon as Easter was approaching.) Despite the reference

“to draw1ng in the previous response, Dexter mentioned writing when I asked

"Do you write at home?"/ (Although the focus of this paper is on the gap

Y

ibetween school curriculum and child mind the gap between researcher_and child

'mind iS'evident here. I present - the exchange with humillty )

.Dysont--' Do you'ever write at home?
Dexter:  Dummy. Mm mmmm.’ e ’ /
Dyson: What?

: Dexter:: Ummm. Mr. Cosby, dummy, and Lester.

.. Dyson: ¢ You write dummy at home?
Dexter:  Uh huh [yes], and Lester.

- Dyson: Lester‘7 Who 's. that‘7

-Dexter: . My dummy what 1 have ‘at home, Lester. -

e

Dyson: .ﬂ'Lester is the dummy that you have at home‘7 Is that your brother?

-Dexter: 7mm mm [no] v

”'DysonJ’ : What s a dummy‘7
fDexterE , It s spelled with D. Lester is spelled with D. -
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And who's Lester? /
Dexter: My dummy that talk on the record. .. That my favorite dummy.

S Co
Tesre A dummy of a popular black ventriloquist . Although I was

ignorant here, Dexter's response demonstrates an awarenessaofmprint in his

©

“environment. He did not, though,'display‘an ability to detail the ﬁurposes
for which adults write. He noted only that adults-write "children s homework" -

_—-work for children to do.-

!

The letter name and sound tasks were difficult for Dexter. He recog-

ot ook Jodot st Jl ool

nized and named seven capital letters: D,R,A,B,0,P, and g; He did not

correctly name any small letters, nor was he able to identify any initial con-

sonant sounds. ~Dexter evidenced confusion between letters, sounds, and words

during these tasks. For example, the following excerpts are from the letter

<

| recognition task:

Letter ) _ Dexter's Response
B | ’ B ) -
K h S : It é;ell’hElmet.." ‘ _‘
N - ’ o - It sbell/my grandma‘s namé [helen]/
_ s . : -_ S It spells"sssssss.sssssss"-—C |

¢

- Ie! sﬁrelevant to note here that Ms. Lin remarked to me during the preliminary

[

observation phase thatiDexter had recently begun noticing letters, but that

N

he associated them with things and people rather than withﬂtheir specific

names. For example when she had shown him the letter g, Dexter had - associated

- N | . )} .
it with "Terrell " the last’name of a classmate——Quentin. His behavior here.

is similar to his previously described association of D with Lester. The close
'association between drawing and writing was also evident in these letter—fo—

cused tasks:

s
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Dyson: _ What letter, does deer start with?

Dexter: O (writes an 0). Let me see this. . I'm writing a deer.

¥
\
"

(Dexter turns the Q. into a deer.) -
- a 4,
Dexter explained that deer started with an 0 because "it s ehaped like ao0." N\

In these structured tasks, then, ‘Dexter demonstrated an understanding

that written and read messages were related in a'global way, but'his‘behaviors‘
¢ - '
for effecting this relationship were inconsistent nd lqosely organized. To

.elaborate, Dexter did not segment a sentence into units (words), further, wnen

v

writing he seemed to put down letters to represent an event (linguistically,
N
a sentence) or concrete aspects of the reality referred to —— . all behaviors
v reported by Ferreiro (l978) and Ferreiro and Teberosky (1982). Further, his.
3 .-

performance suggested a lack of differentiation among the parts of written

. language-- letters, sounds,. words - and a close relationship between draw1ng

- '

and writing. . Dexter did appear aware.of the print in his environment both

at home ‘and at’school?‘he associated the-letters with things and people. I
.turn now to Dexter's behavior in school lessons.
» o ' - -
t . . D *

Writing Occasions . ' . .

This analysis is based on the writing events which occurred during the

»

“

formally-designated "creative writing period in phase 2 of the study The

> 22 observed writing events in Phase'& were of four different occasion types'
,a °

the types, and the variations of each type, are described in Table 1.

v

7 o Insert Table ‘1 about here

Although with the exception of teacher dictation, all types of writing.

occasions occurred throughqpt'Phase 2, copying occasions.(with the exception

of'CRW)~were intro&pced_earliest,.tHen'SelECtigg and Qgpyingroccaéions,.gnd,‘
5] oL . -e . . ) . . o I

“ - e ®

. finally, free writing occasions.. . . . e e T -

A . T - SR . : . -
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Table 1

Nature of Observed Writing Occasions

T

i Nustber of Events e ”Descrlptlon
Observed Per 0ccasion

— e et A 087

Teacher Dictation () . 1 L -__Children write letters
\ v : ' called out by the teacher;
the letters spell-a sentence.

- C0pying L : b, 8 A ° - Children copy exactly ‘what
Copying words (CW) . ’ '(l)l _ 1S written oi the b%;;d
Copying- sentences (cs) g """gé)f
Copying rebus sentences (CRS) . ff3)1‘

SeleCting ‘and Copying o | 6,

: Selectlng and copying T s o _ : R
words (scw) e e (2)— 7770 Children select and copy
Ve . o . ‘ particular words frum a
. . E ' _ g'ven -set (e.g., selecting
— . o ' L from listed food words to
' form one's own menu).
“« . Lk .. 9 . - I' C
.\Fillvln—the—blankm(FB) ‘ 4)4 L Children copy sentence with’
' . EE ' ‘a missing word., Children.
select appropriate word from
j a given set to ‘fill-in-the-
‘blank. )
Free Writing . .~ 7 _ I ,f

' Free writing (FW) : : ' (3)1 ' B )/éhildren write houever zZey ,

e -

wish; the topic may or
- not be specified; spelling

according to the -way /the
raged.

// word sounds is e

.Free rebus writing (FRW) - - (4)y. . { . Children write however they =
A ) o /  wish; -the topic may or may
P -7 not be specified- the use .
: B ’ ~ of single letters (e.g., b
" Sy for bee) and pictures to -
s substitute for conventional
/ ~ words is encouraged.

;

aSubscripts refer to the number of eve?ts in which Dexter was the focal child.
/ /

o

bDictat:Lon will not be considered further as it was not typical of the kinds
of writing occasions in this classroom. I was 'done primarily to demonstrate to
the children "why we keep saying learn your alph bet.

|

<
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The occasions were comprised of a regular sequence of steps. They began

£

b e ¥ e A L

with Ms. Lin talking with the class. For the occasions involving copying,
she either decided in advance what the children were going to write, relying

on seasonal or social studies/science topics, or sk= asked the children for

!
. l

suggestions as to what should be writfen about or for the exact words to be
vwritten.. Ms. L1n accepted only suggestions that she considered appropriate-
for example, infone_event, a suggestion that the writing topic be chicks was
rejected as the Easter holiday'had passed. Ms. Lin edited the-children's
comments, most‘often.to make them brief enough to belcopied. As she wrote

‘

 words og'the board, she orally named_the letters, ashing the'children to -
" name Lthem with her. For'the'free writing'occasions {s. Lin either simply
._'told thelchildren to "write about whatever you want,” or suggested a topic,
spelling a few key words on.the board for them. In all occasion types Ms. Lin
,_wrote,thelday's date on the board for the children to copy. |
As the.children wrote; Ms. Lin and‘her aide, Ms. Man, circulated"around
the room, reminding the children to leave spaces, pointing out incorrectly.
'formed letters or misplaced words. After the writing was completed,’the
children read their papers to Ms. Lin. Then, if there was time, Ms. Lin
allowed the children to draw pictures on the bottoms of their papers. Finally?%
Ms. Lin collected all papers and, after gathering the ‘children on the rug\near
the front of‘the room, she shared the papers. Ms.qLin‘praised papers which R
. A bl . :

were neatly “done according to the given directionms.

Dexter's Occasion Types

A comparison of Dexter's writing behaviors across occasion types revealed
that, despite thefactthat there were 3 writing occasion types (7, when varia=-

tions are included)ffor Dexterg there were only 2 (3, including variationsll

o4
K

o
Ko
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a

In his wprds, there were.those in which he "copied off of the.boardV‘and

e it st kg R

“PHEEE In which he "‘ust wrote‘"‘that ig)in wﬁiéﬁ7h€fwrote”wﬁafevér”graphicswwﬂﬂ
(letters, numbers) he wished "Copying off of the board" included CW, CS,
CRS, SCW, and FB. "Just writing" included FW and a variant, FRW. -

y In the next sections, .I first defcribe the pehaviors Occurripg durinéw
"copying off of the‘board":and then the variations in Dexter"s behavior which.

occurred during "just writing."

"»Copying A Mechanical Task ' ‘

In all copying tasks, Dexter focused on mechanically forming the appro—
priate letters. In contrast to his observed behavior early in February ‘and |
Phase l‘ when the Valentines task was done (see p.17) by March and Phase 2,

bDexter moved systematically across the page. 'The‘copving task was' a silent
 one, a matter. of focusing on the board before writing each graphic and at
‘times, stopping in the middle of a formation toksee what ‘to do next. He
often spent a full minute‘on one letter. _Dexter”would compare'the"completedr
letter to that on the board, adding extra strokes where necessary, at times
erasing to attempt a closer match The D'Nealian script often necessitated
the adding of .extra strokes.. For example, an,x needed a third strohe to be— .
comeiq:. Dexter typically noted every mark 1ncluding commas, and unlike other
children, did not_substitute capital for small letters. Dexter initially
left no spaces between WOIdS? although, in mid April, he began sporadically_
to do so. T ”

' During_one"event toward'the middle of Phase 2, Dexter diquse'speechf

- while writing. His overt. language functioned to monitor his writing behavior.
and, also, to represent, to report on, the nature of his written graphics.
This was the only instance of such overt language in all Dexter s observed

events; his language use. was,in certain ways, similar to that of more
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advanced children in .the élaésrqom who named letters or words’as.they'copied.
“ThE FO116WinE “excerpt from the observation sheetfor” that~event~illustrates: - s

A

his behavior (key for the observation. sheet code follows excerpt):’

Child's Text Code Notes

- v : ' . Dexter is copying the déte:
- ‘ April 11, 1983 (see Figure 2).

- A ' _ : _ oV i "A"_(naming'letter) —xnonitériné
language
P _ looks at board
P T } ‘ .oV "P" -~ monitoring language
P looks at board |
r - ' . ’ h ov . : "C" (Dexter is naming letter,’ .
: although incorrectly) - monitoring
language
- ‘ . P ‘V ‘-f looks at board )
i . ov g —.moqjtofing language *
: N . S
P ' lobgsbét board
L o oV "Y".— moﬁiﬁuring languége‘\k
..... P | iooks at boafd
1 : - 3 | copying the number.l
| P ~looks at board I
IS-T "Ms. Lin, you put uﬁ 2 ones?"

Ms. Lin, believing that Dexter .
is referring to 11, responds,
"YeS." ’

Now Dexter counts the "ones" on’
! ' o his paper as follows:

oV g " " - monitoring language

I3

He =
=N

.3
Y
1

ov ' " "I've got about 3 ones" -
reporting“language ; _




Emerging Literacy

e a5, &

_— . 2-2
., (‘continued) - - R . 7.
 Child's Text ’ Code Notes
A . P . Looks at board
g e 9 i 1983 (Denter
- has skipped ‘the II, perhaps
-confused by the il in April
which he has interpreted as'ones."™)
IS-P " got thne biggest pencil'-(to
» the children at the table in
general) - reporting language
o B} P ‘looks at board -
g .. oV’ "G" (Dexter was copying the’ 8 in
‘ . 1983 but he was forming the 8
as~1f it were a small.g) - moni—
_ toring language
. ov "Ms. Lin [addreSsed to me], this
spells glasses" - reporting language
P “looks at board
3 S )
. /111 erases 3. )
. . e
ov "] don't know how to make no 3"
S - personal language I
i P . _looks at ‘board ‘
3 s -
P "looks at board =
ov "p—p-p—-p Pizza"¥ - monitoring
s language ' : :
P S
KEY. . Dialogue. IS~-T - Interruption Solicited from Teacher, ‘18-P - Interruption.

Solicited-from Peers; OV — Overt language;
111/ - Erasing Y

' ”b, lDexter is actually copying the word pizza here,
wrelatlng to pizza (e.g., sauce, cheese) that were on the board.
however, suggested that Dexter associated P with pizza, just

in other contexts,

Other: P - Pause, S -~ Silence;

the first ofgeight words
Dexter s behaviors

as he associated D with Lester and N with his grandmama..

Insert Figure 2 about here-

P
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Although this language behavior was atypical it does demonstrate Duxter s

focus on each individual letter as a unique’ obJect of interest, an obJect O

be made in a particular way and which might be: related o other graphicr hc -
had noted,in his environment. The actual unit to be copied -~ a word, a sen-
tence-- was not focusedaon during the actual writing.b His behavior contrasts
that o" other kindergarteners in his ‘room who did attend periodically io the

artiuular linguistic unit as a whole. Such a child, for example would have_

read the date "April 11, 1983" from the board and then. written it, perhaps

naming each word as it"was written: "April [pause] 11 [pause] 1983.

In addition to demonstrating Dexter s focus on individual lettcic; this}wm,

event illustrates his sensitivity to the patterned nature of’ writing events.
,yThis was actually a select and copy words (SCW) occasion type; the children
.were to'drawla pizza, :including ingredients'from the'labeled model,pizza‘on ‘
the‘board. Then they were to write -the appropriate words arranging~them:
around their drawn pizzas. Dexter,,however systematically copied all of the

2 ——

letters on the board and, in fact,.corrected,another child who—began/drawiﬁg/’
the pizza before copying any—words: "Wayne you forgot to write the words..
[turning to me] He's in trouble": the:drawing‘in this task, as in most, should
._»take»place"after the writing;u‘Although this was aoselect'and’copy'words event s
'for Dexter it was simply a copy event. Whenhasked by Ms. Lin to ‘read his
paper Dexter was silent; Ms. Lin remarked that if he, had drawn the picture
as directed he would have been able to read his writing. .
" Other examples of this contrast between teacher—occasion type and Dexter—.

occasion type can be found in the three fill—in-themblank.(FB) events, which

occurred near the beginning, middle, and end of Phase 2. Here too Dexter

o
¢

demonstrated a systematic focuswon each element to be copied and, also, ‘a need

. . / L
to follow the typical writing event pattern. Ms. Lin was observed to correct
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/-

~Dexter"s-behavior Thi" these FB” ‘events,; but’ Dexter found change difficulf“"For

; example, in the first observed FB event in early Phase 2 Ms. Lin had Dexter

-

erase most of his work as he had simply_copied the sentence,-including the

-

blank (I like S ' .) and then copied the,words which were actuaily

. .
;
¢

"his earlier behavior. With the assistance of Ms. Man, the aide, Dextef re-

peated the task a third.time, this time correctily. His text read: . %?Iike'

4

‘orange. I 1ike purple. (Dexter s text did not contain spacing between 1 and

.
7mlike ). After this. task was - completed I asked»Dexter -to-read- hisepaper for me,..

" He read: "i 1ike orange. I like purple." Then I pointed to each particular

word. Dexter read'his paper as follows: . ' B ho
Text: I S Iike:f S orange. _ '
U e ,,
Dexter: "I = I like orange I like orange.
Text: I  like ' purpie
P ? /—‘\_—‘lb N‘r\——'\ ______________ B - :
“,JﬁQXter:- "y I like purple I like purple. """""""""""""""" T

In the second observed FB event, Dexter wrote without spacing, Spaghetti

is .. hot, which he read "spaghetti " Im the third Dexter's text and

reading were as folldWsO(Dexter 5 text again contained no spacing)

]

Text: - " I love my °

Dexter: I don't know what it says.

Text: She is

Dexter: I don't know what it says.

. Text: - pretty ' )

Pt ~

Dexter: "My mama dress pretty."

Text:. mom

Dexter: (skipped)

Text: nice
) TM R ) I R

Dexter: "I love my grandmama. o .
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served during the initial assessment tasks. In those con?exts, Dexter appeared,

o

when reading, to focus on the linguistic- unit as a whole or on concrete aspects

of the reality referred to. In addition, his attention to letters as‘units
w?s clear. These behaviors were evident in Phase 2. In the first: FB event,
for example, Dexter named letters” that‘he recognized (1) and then read the lin-
guistic unit as a whole for each segment I isolated. If the whole linguistic

unit is present in each written segment, then copying words to fill in missing
units in a written sentence islan illogical task, ‘and Dexter appeared unable
to grasp the logic of such tasks.

Dexter did not .display the reading. behaviors noted here for Ms.- Lin. When |
he read to her, she pointed to the words. When he made an error,.she read it

correctly. In one event, he was observed to watch her mouth,’ saying the words

after her.

Dexter s behavior in all these events, then, was to systematically copy
the elements on the board following the procedure first introduced to the :
children (copy all letters, draw at the bottom of the paper3 In general,

Dexter if he recalled the text at all, read his print as the name of a single '

k=]

object;("spaghetti") or as the‘whole linguistic unit. He did not spontaneously

read his work nor did he'spontaneously segment'his text with his finger as he

read. o o o .

T Near the end of Phase 2, there was ‘one event in which Dexter.appeared

to make a precise correspondence between a word ‘and a segment of the text.
’

(Note that this was after spacing began appearing in Dexter s text ) The

event was the first observed CRS (Copying RebusSSen&hce occasion type) The

text to'be.copied was: The [picture of a dog] eats dogfood in a [picture of
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“E-d1sh] " Dexter did not place a drawing “of a dog. between The and eats. Rather,

"he drew a.dog, 'a lost dog,"

on the bottom of the page?again following the
typical writing event pattern. When he had completed his paper, the following

exchange'with me occurred:

DysonE"f- Dexter, will you read your paper for me?
Dexter: . (Points to The and reads:) "lost dog"

-

(Dexter laughs and says:)

A

-

‘AIt_don't say lost dog, just-dog.
1 ashed,Dexter about the rest of the:teXt,'but he said that ﬂI-don't know the
‘.other'words.ﬁ Dexter thns distingnished between the preciSe meaning-of a'par—
ticdlar segment of the‘text and his ownAelaborated‘meaning.' | | |
As.suggested by the preceding_exchangé;”the;drawing at the.end of the

writing event appeared-to be important to Dexter. I turn now to a closer

exam1¢ation of his drawing behavior during copying events.

Drawing. The elaboration of meaning. In the assessment session, Dexter

had reported that he liked to write pictures. His attraction to drawing was
. 0 .

evident in the,Phase 2 data as well. At the end of each event, Dexter drew
.,a_picture related to the.topiclof the day s writing.: He drew whether or‘not
' theﬁteache};directed the class to draw.’ Denter made elaborate pictures, one
object'appearing to‘suggest'another. As illustrated in the:"lost.dog"-event .'
. described 1n ‘the preceding section, through drawing,’ Dexter invested personal
dmeaning into the-copied text.. These drawing behaviors are also evident in ﬁ

'

the following summarized CW event. _ v

-

Dexter had copied, in list - format, the following words referring to

different ways of preparing eggs: boil,‘fry; scramble,-dye. . At the teacher:s

direction;ﬁhe drew appropriate pictures next-to each word as she had done on-

“ \ !
<
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""the board. At the bottom of his paper, he then drew a bunny rabbit. He
ertenoﬂd an arm out from the bunny rabbit and made a circle around the picture
of - the dyed egg. When he had finished his paper, I asked him to tead it for

me. - He shrugged; he didn't know what the words were. However, he offered
| ‘ : '

that the Easter Bunny was "hiding her basket." At this point Ms. Lin walked

by:
| hs. Lin: There you are~drawing peoplehagain.‘ o
Denterfi I'm not drawing'peoplef. It's the Easter Bunny.
Ms. Lin:- Everyday you draw me pictures when you're not supposed to.

As suggfsted by the preceding event, the relative importance of .drawing

and writing was reflected.in,Dexterfs.recall of his products. His actual writ-Q

ten sentence wn. .. forth a-minimum response, but his picture consistently.

elicited verbalization. To further illustrate inwawg§wtask,'the'children

copied a rhyme, which they had- recited repeatedly,“and_then drew related pic-

'tures\on the bottoms of their papers. When'asked to read and point, Dexter

read his}written text as follows: . o i -.' -
Text: :"She . 'slls sea ;
Dexter: ‘"sLa : sells - seashellﬁ
Tekt:f eashore" a . - . . v .
' -Dexter:‘- "y seashore" |
Text: v:shells by th,' _ B - .

Dexter: - (no respinse)» B L g : ‘
In response to the questi n of what he had drawn, he replied "shark " But _
when,asked to tell about the\picture, he explained as follows (explanation

/ .
as recorded in field notes):_ \\-
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This was the lady the shark ate. These were the shells she was selling

~

and she "gonna take’andhbreakn'em on him" so she can get out. This was
the ‘record player. ?his was the deep water they were swimming in.

One month later, -in the final assessment session, it was "the sense of the draw-

\
o

ing: that Dexter recalled. He read a version of that text as he swept his fin-

gers over the words. ' ' .
. . . N
In suumary, ¢opying events were essentially mechanical_tasks for Dexter.
~While certain, more advanced pecers named and reread words as they wrote, Dexter

-~

was typicallv silent, concentrating on'forming the letters correctly. 'In one .//
event Dexter named letters .as he wrote, a behavior similar to the attention tQ .
letters that was noted in other contexts. In general, though, personal meaning
in the writing actually appeared to be involved only during the drawmng, when

the ‘topic of the activity was elaboratedhupon according to Dexter s own per-

sonal style. R . )

.\‘How did Dexter's verbal and nonverbal behaviors duringfwriting change.

when COPying was not part of the writing task? f . !
& . . ' . Y ‘
Free Writing The Intention to Communicate j _/;///

In the free writing events, the mechanical nature of- writing was still

evident. Dexten silently'formed letters. But, since Dexter did not pause to

look at the board, 1etters were made more quickly, with less apparent concern
. for form (less: erasing, less adding of particular strokes to match forms on

2

»the board) In contrast to more advanced peers, there was no evidence of

- monitoring his writing by pronouncing individual words, ndr was there encoding

P
-

by attempting tow.sound out" w0rds.f But there was one sighlficant oral

language behavior‘evident in all tree writing events that ‘was not evident ¢
during copving events: planning. ~ And.what.Dexter.planned.to'write was ob-
: v oo ' ' .
jects: football helmets, shoes, boots,'parrots,JSquirrels, and dinosaurs.

(“ .
rJ
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For example, in producing Figure 3, Dexter commented while writing line 1,

o

"I'm writing about football. Football helmet.".

\ .

'Insert Figure 3 about”here ' S .

i Aé in all events, Dexter would read his final product to Ms. Lin. In. -
N . o Lo . . o

.reading his free writing proiucts, Dexter wouldﬂelaborateﬂupon what he had s

written: more.snecifically, he would read a sentence as opposed to an object's

name. Ms. Lin nay have prompted this change in Dexter's reading,, as these

N » a -
fieldnote excerpts, from the first FW.event, reveal:

When Ms. Lin asked Dexter to read his paper, Dexter responded by
looking at the first Iine and saying, "Hélmet." Ms. Lin responded,
 "Well, what about helmet?" Dexter answered, "The man's hitting
penople with his helmet." Dexter .then spontaneously offered elaborate
prrases. or sentences for the other lines. [Fieldnotes edited for,
clarity.] ] N . _ o e

'In the following ehart,.I contrast ﬁexter's planning and reporting lenguage

z
o

- while wtiting.with his final reading to Ms. Lin:

- .
Al .

L . . \\
.o ' Language while writing: .- Langlage while reading to teacher:
; ' : o ' ~ - \ \
Line 1 I'm writing about football. : S "

Football helmet.

v
’

I'm writing things that are
real. I'm writing helmet. " The man's hitting people with
0 o his helmet.

~

Line 2 Now I!m going to write pass. Getting ready for football to -
- ‘ < C ' ~play pass. S
i o~ ‘ " 2 G \ )
Line 3  Know those things that go on . , Things, for your knees when o
~“your knees?. (In’ response to _ you play football so your "
my question about what he - - knees won't get hurt.

. was going to write now.)
Line 4 I'm gonna write football shirt.

I forgot to make numbers (and

t Dexter adds more letters). . - Football shirt, numbers on it.
Line 5 1I'm writing man. e, + Man- playing football.
\ | e .
Line 6 (Dexter continued from line Man is a- football player. ’
, 5 to line 6 with no comment ) o . : ./
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Similarvbehapidr can be seén in the FRW (Free RebﬁshWritingj events.
lFigure A*coﬁtadns a sample_of Dexter's FRW'produets.\\In understanding this
prbduct;ﬂit's important to bear 'in mind that, in the week before the first
FRW event, the children had copied rebus sehtences similar to the following:
W c a y. (I see a flower.) '
Ef’wJ e a 52 (Can you see a flower?) -
This expladnsJWhy, after Dexter had completed his writing, includingfthe'
_pictures at the end of eachline, he went back and added "eyes".and "cans" at
the front of each lime. Although he did not necessarily include I or can ih.

his final reading, he knew that those symboisnﬁere necessary for "that rebus

‘writing." : v -

Insert Figure 4 about here v

. 17 - . ) . .
During the production of Figure 4, Dexter planned.and/or reported on
\\ . .

his writing, c6nsistently referrihg to the writing_of’objects, just as he had

done in the FW events. . The difference, of course, is that, in FRW events,

the object was actually drawn. And agaiq, as in the FW events, Dexter read
. - \ . v .

a more elaborate text, for example: \\
“ianguage while.writiﬁg: : \\\\ Language while reading to‘teacher:
B Line 4 I'm writing parrot (plannlng ‘ I drew a parrot at school.
. before beglnnlng line). ) )
Line 6 dlnosaur (planning after _ I look at the dinosaur in
- .~ writing letters and before .o the zoo.

’idraw1ng plcture)

-.Dexter's behav1ors in these free wrltlng events can be llnked\to behaviors

N
A . N . ~.

\

'\ documented in bbth the assessment tasks and in thegcopying events. In\all con-
\ . - » d
3 ‘ . - . R R : ~. C
' texts, Dexter displayed an understanding that'written and read messages were
-vﬂrelated in a global way, but he could not effect this relatlonshlp in a pre-

cise manner. He appeared 1n freecwrltlng, to put down letters to represent

g ‘things ("1 fbréot to make ﬁumbers on the football shlrt), which he could then

. R
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read back in a more elaborate manner. . In both assessment tasks and ‘in copying

tasks, Dexter attributed a whole linguistic unit (a sentence) or a particular

.

.. object's mame to his written text.
In all school lesson contexts, Dexter. appeared sensitive ‘to the patternedd

- |

nature of the. event. The introduction of a new occasion type could lead to /

errors, as he interpreted new tasks in the light of previous ones. He res-— 3

—
~

ponded ta fill—-in-the-blank events as though they were copy tasks. He ini—/

. _ /
tially placed the drawings for rebus writing at the bottom of the page as‘#e

_did in most other writing tasks. Eventually he added "eyes' and "cans" to/%he4
_ o ’ /
beginnings of rebus sentences; he even_ added them to those sentences he mbde

up himseif,'whether'or not he‘actually included the word I or can in his

final reading. -

The Achievement of School Success

Although Dexter approached ciassroom writing tasks in‘two ways,/"c0pying
offlof the board" and "just Writing," the tasks as designed by the tLacher
were more variahle. In this sense,.the criterion for success yaried to a
‘greater extent than did Dekter's behaviors. As.a result,_Dexterfs ahility
‘to achieve school success varied. 1In this analysis, I define school success
on the basis of the response Dexter received from Ms. Lin., Success was
'achieved if Ms. Lin accepted<his paper. Failure occurred if Ms. Lin asked:
that‘the product be redone or if she explicitly said that the product was

-

not good or not right.

R

In all” events, Ms. Lin consistently demanded that the writing task be -
finished and that.the words and,pictures be in appropriate places. She also
consistently expected "neat" writing, which appeared to refer to papers

without erasing or smudges and with no gross differences in the size: and

]

ERIC o s

wll Toxt Provided by ERIC
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“of his name. Ms. Lin variably»demanded that letters be made the appropriate

size and that spacing occur between words;. comments on these matters were
made to the class as a whole and, in that sense, to Dexter, but only occa-

sionally to :Dexter specifically. With the exception of free'writing tasks,

. Ms. Lin did not demand that Dexter be able toread his writing 1ndependently

(i.e., without her help)f
In CW and CS occasions, Dexter's success depended in large part on
whether or not he worked quickly enough.to finish. 1In comparison to other

children in his class, Dexter had to look at the board more frequently

Certain children were capable of looking once per word or once every other

letter. Dexter needed to focus at least once and sometimes twice.per"letter,

?although his need to look at the board appeared to lessen during the 31/2

months of observation. ‘Ms. Lin attr1buted Dexter S success or failure to

whether or not he was being "silly" or talking to his peers.

All fill-in-the-blank (FB);events observed were unsuccessful as

Dexter simply'copied~tue board. His failure was attributed to not paying

attention -- listening--to directions. When asked to redo these tasks Dexter

- redid them, but in exactly the same manner.“ He was capable of doing tbem

correctly when Ms. Man, the classroom aide, sat beside him and directed

" his behaviors.

In both the select-and copy-words event (SCW) and the copy-rebus-

sentence (CRS) event in which Dexter was the focal child, he”failed to place

A

eguited enidst the writing, in no product collected including those events,‘
\

needad plctures 1n the appropriate place. In both events, a picture was

1n which #¢ier was not the focal child, did Dexter place a picture amidst his

v

-

60
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writing ln CRS events that occurred after the'one just noted, the pictures
were required at the. beginning and end of each line, and Dexter did do this.
. In both free writing events in which Dexter was the focal child, he was
successful. There were wery few'criteria to be met in free writing tasks.
There was no model on thevboard to be copied. Dexter himself.could deter-
mine when he was finished. Although Ms. Lin demanded some.sound/symbol logic

"in spelling and, also, spacing from certain children|in the—room, she did

: ’ \
not demand these things from Dexter. In addition, Ms. Lin accepted Dexter s
reading of his paper, although, as previously noted, she did prompt the .

”‘elaboration of a single word reading in one event; however,;she accepted the
- \ . C
reading of a single obJect s name in other free writing events. Influenced

by writing inservice sessions, she regarded writing and then reading what had

\
\

been written-—even though nothing,.strictly'speaking, had been written--as -

. . . |
a normal part of young childrén's. writing. - ) i-

i
y

In considering.all free writing events, including tﬂose in which Dexter

was not the focal child, Dexter failed just once. This p;rticular event was

one in which he had copied two words from the board: boag\and_boats. Itbwas

“also the.first observed event in which such words had been\placed on~the'board
for the children to use-in sentences og'their.own; -Since'they were written_a
on the board Dexter, predictably, copied them. Interestingly enough, Demter
spaced between the two words, the first time that I had observed this beha—

: -

vior. In fact, he had erased, apparently to move, the/second word over further.
k Ms. Lin corrected him for the messiness of his paper, whichpwas due to the
erasing, and for not attending to directions“(i.e., for just copying the
.board instead of writing a sentence with the words).' Dexter.responded, "I

_can't write;" 'in a sincere tone of voice, as if he was telling er'something

-
r
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she hadn't noted. But, aftéf Ms. Lin left, he wrote a string of letters under
the two Copied words, which he later read for me as "water." B
Dexter's'béhaviors, in sum, we;e'predictable. 1f wtiting was on the board,
hé copieé it, a slow,.painsfaking process. If not, he wrote his own &aguence
‘of_letters and reaa éhem,‘ When.fini§hed, he drew at the bottom'of‘his page.
Spacing occurred sporadiéally in the.last four weeks of the study. The writing

'occasions, as structured by Ms. Lin, called for more variable behaviors. Thus,

" Dexter achieved success variably. He was :successful in copying tasks, parti-
—— N -

.ularly shorf copying tasks, and in free writiﬁg tagks which did not involve
using words Writfeﬁ oa thg bqard. Dexter could vary his writing behaviors
when assisted by an adulg who guidéd him thfbughﬁthe necessary adjuétments.

¥‘havé examined Dexter's behaviqrf during Phase 2, nating consistencies

l vin behéviors aﬁd, also,. certain éhanges, including the increasingly conven~

';mfiﬁﬁél'apﬁéaranééfof:the product and a possible ﬁove toward more precision in
matchingfor;l ang Qritéen lanéﬁage. The asseésmgnt tasks administered in

~ Phase 3 were;.then,.an opportunity fo look for change in structured tasks

designed specifically to identify children's conceptions of written language.

and, also, to ‘tap his own conscious assessment of his success in school tasks.

- Final Assessment Tasks
- In the thiid week of May, I administered again the assessment'taSRS first

given in February. I also asked Dexter to evaluate four writing papers, ‘each

A

AR -

‘of which-was from a.différent Océasion‘typg.
In response to-the wriéing task, Dexter was much less willing to write:
" _than he had been in February, when he had appeared eager to write words'and

sentences. His first response to each writing direction was to draw. Drawing .

occurred in response to both requests to write words (ball) and to requests

to'write{séntendes (The girl hit the ball.) When I'specifically asked him

to write "With.lettefs,“ pe~ﬁou1d, He formed appropriate-appearing letters

..... ) 6;{2*
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and, as before, there were mno Systematic encoding procedures evident.

Dexter
P .
did not spontaneously elaborate upon the words or sentences I asked him to

had occurred in the first assessment.

write nor did he spontaneously read what he had written, both behaviors that
him to.

He simply wrote letters when I asked
started with an, S:

Dexter did, however, volunteer to write a word, Santa, which he knew
_ ,S: | 'SlBek.

In addition, he copied a word written on the top
of my tablet and asked me'what it said

Dexter, then, appeared to be moving toward the next higher level of
writing developmeqt in terms of the task administered

N

. he would still make
letters to represent, in a global, undifferentiated way, particular .entities

or events; however, he also appeared to be aware of the need for particular

obJective features of the text to occur with specific words.

<
] ~His intention
as writer did not always appear to be enough

Figural correspondences between
objects presented and letter forms.were no longer:evident (recall from the

first assessment, when Dexter explained that deer began with an o because
it was shaped like an Q)

e

tations and, in fact,

Dexter did seem much more aware of his owm limi-
information.

volunteered to write a word about which he had specific

Teberosky study in reference to c¢children who are berinning to master particu-
o .
lar written words, such as_ their own names.

L

.Such. reluctance to write is also reported in the Ferreiro &

In‘the reading task, similar descriptlons apply. Although Dexter did
not - change in terms of level of development as described by Ferreiro, he did
evidence more precision in his understanding of oral and written language.

In February, Dexter was not able to match parts of an utterance to specific
parts of the text.

Dexter could do this in the May assessment, although
the match was not accurate. .

If I asked him about specific parts of the
utterance, he would poLnt to specific segments of the text. If I focused on
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one ‘segment of the text, Dexter recalled only the ‘names of things in the ori-

ginal sentence or he proposed sentences complementing that sentenc..

In his

\

responses, I again noted the confusion regarding letters, sounds, and words,

although clearly he displayed a certain ability to differentiate among these

parts. These behaviors are illustrated in the following transcript excerpts:

Dyson
L ,.\‘
. (I.read the sentence for Dexter
. and ask him to read it.)

.Did I write the word boy?

(I verify his response and then
ask:) Did I write the word cake?

Y

Did I writé the word ate?

‘Alright, what's this. right here? - -
(I point to a, which he had skipped
in his reading )

(1 reread the sentence.)
Did I write the word the?

(At the end of the task, I ask
Dexter to read the entire sentence
‘and point to each word.) .- .

(At the end of the discussion of
the second sentence, I ask
Dexter to read the sentence.)

- Dexter

. Text: dropped

\w

Y

\

\

‘\_

"The boy ate the cake.

Yes. - That b [pointing to The] /
That [p01nting to z] o /“

- \, i
Ay

(Poinrlng to first three words -/
in order:) B [The] boy Bngj

cake .[ate]

.B [The] boy [boy] cake [ate]

Now I'm finished

\

A\

ate’ [cake]

That's an a.

You're going to have to take out
one of the letters and make it \ .

[pointing to a] bev oy. \
. . . \

. | \

Text: The boy ate a cake.

t ot 1

Dexter: b boy cake-a cake.

Text: The  baby ’

. »

-Dexter: bgby I forgot.

' " (I reread the sentence,

sweeping my hand across

‘the, sentence.)

Baby dropped the bottle.

.

Dexter: She ate up all the water.

Tn
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. Text: the/
i

. \‘ “
Dexter: And she drupnk up all the soup. !

v

Text: bottle. \ ' '
T — ’
' ﬁ\
Dexter: And then there wasn't nothing.:
~ Then it went down her throat.
Dexterﬂs behavior had not changed in terms of the levels of'written language -

i

development. as indicated by Ferreiro; she describes identifying only names'of

objects in the text, reading sentences that complement the origin.l for segments .-

of the text, and reading the original utterance for varied segments of the text

¥ \ S .
. as alternate behaviors ct

children at an early level of written language develop—
3 / '
\ment. Comparing Dexter's responses in February to those in May does indicate,

\ ‘ /

&

1/
though, ' that the latter involved a more careful matching of segments of text to

segments of the message; It"s also, of interest that Dexter rejected, as did-

more advanced children in Ferreiro's study," the letterxa as a word; -

|
In the evaluation interview, I showed Dexter four of his writing papers,
xeroxed copies of a CS, an FRW an. FW, and an. FB task. Dexter could not //

recall how he had done each task/beyond that he ' wrote all the papers. . . I
listened and learned." He did recall that the FRW task wasn + on the board

but, rather, he "'ust wrote that." He judged all the pape': i be good writ—

ing, except for the FW task which he said was not good beca se it was sloppy. .

’ And indeed it was the only paper on which he had erased anj\created smudges._

Of all the papers, Dexter preferred the#two with drawing on them, the Cs and

; the FRW task. The Cs, which was the previously discussed-seashell task, was ..
nhis favorite as the:drawingrwas "pretty." This was, then, essentiallv Dexter's“/
‘response in the Februarvfassessment_when he defined'good‘and bad writing?on
‘In response to my question regarding whg\each

. ._ L R E 'v o ’_ . , - Lo . .\‘
| \- R /o E ~: o T o o /__ .

[

[

' _the basis of their appearauce.
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" piece was for, Dexter smiléd shyly and; with evident pieasure, declared’ that

3 : —_

.one was for me,kone was for his mama, one was for Ms. Lin, and one was for .
Ms. Man. 'He had.written the papers, tried to:make them pretty, and since I

asked, he apparently conceived of them as things that could be given to

v ’ ’ !
others for their pleasure. Despite his frequent failure to achieve school

success, Dexter appeared pleased with his efforts. ;
In response to the general questions about writing,.Dexter again dis-
played a close association between‘drawing'and writing;,although it was also

.

clear that drawing and writing were not synonyms. Unlikefthe firstrJession,*

- . - . . . j

v . . |
Dexter did not comment on the print in his home environment: .
. . . ; .

Dyson: Do you write at home? S -

" Dexter: I draw shoes. (Dexter had also drawn shoes/in school one
day.) I write Ms. Dyson: I write scary movies. (Dexter
had drawn pictures of scary movies in school as well.) I n
look at scary mov1es. : :

Dyson:'nis writing at school different from writiné at{homeé
Dexter: School like this (nointing toihis papers)i
Dyson: And at home? ‘ | ' ’ ,'f
g Dexter: Just draw. . |

. When I asked what adults write, Dexter mentioned only one function, as, he had

in the first assessment. In February, Dexter noted that adults write children E
| . A N 2 M i s

homework. In May, he responded that adults write " eople s phone numbers when

[

/sponses. ' S ,j
S

\ In the letter name task, Dexteridentified 11 dapital 1etters, compared

\
\ they forget. Probing d1d not” lead to additional

nith 7 in'the first assessment;'in addition to QA%AA »0,P, nnd cC, he now N
identified T,E,W, and A.  He also named 11 small }etters,rcompared tn none

in the first assessment; ‘he named & 0, d, X, P, /év_, x, _i_,'.g_. z, and p. Tor

.
R

‘several letters, Dexter's responses were’ underst ndable, if not correct:

Letter 5 o - hexter's Response
1. _ ; one : .
ll . ',_. - . - ..,60‘ 4‘. . N
N N
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P
Letter : ‘ _ Dexter's Response
: N ‘
. R N ' ' Wt P, It has this (traces

outline of P in R).

s . . o ~ ‘Ssanta (And when I nsked what
- letter it was) SEbS, SSSS, L.

v

Dexter displayed again a confusion between letters, sounds, and words, although
less frequently in this assessment as compared to the first one. Dexter s name

appeared to be a significant factor in his imprnved performance on this task: hu

recited the letters of ‘his namein order to identify many symbols.

Letter ° . o : Dexter's Response
T, r . o D-e—x--t—-e (said softly to-
: - himself" g
° . o
v P r (to me)“ o ¢

. P
1

' Dexter c0uld not identify any initial consonants, élthough, periodically'throughout

all tasks, he would make the first sounds of the word For, example, once, in the

« a«

re ding task I asked where cake was, and Dexter responded "cah, cah " as he .
bt ' . . .
pointed to a segment of-the text.

In sum, Dexter did not yet appear"to_treat written'text as a precise;system"i

’ ’ . ; !

for representing -speech. His weading and writing behaviors throughoutftheTtasks

- -

were’inconsistent. “The lack of differentiation between written language'parts‘

- . \ I

(letters, sounds, words) \and betWeen drawing and writing were stiil evident. NoneFl

v L N

theless, Dexter's literacy behaviors were more controlled than they haa bacn in

’ , . . . - N
el v

the February assessment tasks.' He disEjayed an awareness of the segments between

» a2

spaces in the text and attempted to match'segments of text and. segments of the ;'

\ [ —
L PR

'original utterance when I broke down the sentence fof him through my questioning

N \ .

Dexter recognized more letters in this assessment and appeared aware*that speci—-

'

fic words required specific letters. And although he seemed~pleased with his o e

»

products, he. also’ appeared more conscious af&%w owny’ limi*ations as a writer and

a

.: more anxious t9 use. the mode of symbolizing which he could control drawing.

-
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Summar

In this paper, I have.analyzed the_literacy behaviors of ome chfld,
pexter, as those behaviors varied &Cross.tasks and, in addition, I have

documented how those behaviors were Variablyrevaluated by the classroom

»teacher.' The analysis revealed consistencieo jn the child's behaviors.

Dexter could not yet effect a precise connection between oral and wrltten

language. Further, his behaviors 1n a11 tasks suggested that written sym—

: bols were not conceived of as an exact transcrlptlon of oral utterances»\

-\
Dexter s talk about his own wrltlng Suggested an attempt to represent con-

' cnete aspects of the world Dexter's attention/durlng llteracy events. was

Varlable. he might focus on the individual oymbols (letters), speclflc con-

crete referents of the ora1 utterance. to be written, or the utter ce 1tself

v

_as a whole. PreciSely what he attenc_led to’-vaf’i_ed with the way the particular

event was structured ¢ . : T : R

In all ertlng events, Dexter's. teacher had Partl'“s»v criteria for

evaluatlon, although the cr1ter1a varied with the nature of ‘the task. The

criterla varied more than did Dexter s behavlorS» Dexrer had ; bas1cally three

" ways of Organizing‘evencsg' copying and inventing letter sequences(with or.
. . & -

ot motably improve. ' - .

without pictures at the end p01nts of eac’ 1@ Dexter®s teacher had seven

.wayS- Dex*er dld appear to have made progress dur ng the tgurse of this

- <

gtudy, but hlS ab111ty to: meet evaluatlve trlteria fOr arltlng events did
a 0 .

)

3

Of copyi=mx and 1nvent1ng ( JuSt wrltlno") ,qﬁpying,led to affopus on

jetters as unique forms to be duplicated as pr&ﬁﬁsely as P0551ble, whereas:

just writing led to a focuS'on particular refeneﬁtﬁ to be representad. The

Y

N
‘,;’1
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. 'comb%ping of;both a concern with particular lefter «urms- and wit?‘representlng _
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—

. specific réferents was - evident in %he final assessment task When Dexter, of:
. ' / —
.his own Volition, ote Santa: SlBedkv- For Dexter, the process of drawing

_ was much preferahle to the laborious and uncertain process of wrlting.
')
© . In her éurriculum, the teaCher_focused on specific behavicrs deemed

'

_important 1nr11teracy reaﬁiness programs——the names, sounds/ and formations

of the letters, approy’ b apaciw@ and alignment, recalling particular words .

that had been talked about, and such general objectives as 1istening, follow-
ing directions, and working carefully. Dexter did make/progr»ss most notably

in learning 1etter names. Butthis learning appeared to be Jbut one part of

e

/
the larger lEarning occurring, jthat of discoverlng how written and oral

language related to each’ otherr: Dexter's understandlngs of written janguage

Rl

affected his'abillty’"to listdn and follow directions. He seemed to have
. v

ConStruCted hls own notion Of the event structure of writing tasks (what shoulq

r, perhaps more precisely, intertw1ned with,

o be done whenD in addition to
unders,andin 5 regarding written language as a symbol system (how meaning

was represented in and reconstructed from print). /The gaps between_teachervs
| ’ | : B .

’ | .
! . /

and child's &orld were_thus. re ealed.'f‘ . ' -
o S plication { .
i ;‘ Dexter is but one child Of\what importancF are his experiences in

L | -
the light of the thousapds of chilHren from varJed backgrounds who enter our

schools? In gxamln&ng one child' kfperiences in School we are, in effect
!

confronting thﬁ ecsence'of education: "So too/when we reflect on a~meE£ggglitan
SChOOl sysrem,img can consider the diitribution of reading scores of thousands

: of children, yet when all is said and ione, we come at last to this particu-

] S ! 3
lar teacher assisting this particular hild..ﬁ" '(Wax & Wax, 1980, p. 55).

Dexter s experl nces in SChOOl he1p i11 minate the process of becoming literate
I

o t‘ o i\ 69
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TN - : i ¢ .
in schodl and offer theoretical, Methodpjogical, and teaching jmplications.

\ IhggzggiséleiﬂkliEEEEEEEf~'Dexter's behaviors support the "conception of
learning WIitten 1ar-vage as 2 developmental phenomenon, as stressed in this "
paper's T€Viey of 1itereturef The notjion of develOPmental behavyiors, from
the vieWP°i“t of cogniriww ps?°h°1°8y, implies that there are gualitative
changes in behavlor over time as °rgan15ms interact Wlth and adapt to their _
‘social and Physical environménFS (FlaVell, 1977). Because of "gpecies -
specific growth teadencies and‘“nivefSally present Opporfunities for inter—'
action with the environment " we assume that there are genérai similarities
across chilldren in the develuﬁ”ent of any symbollc functlon (Franklin, 1973, .
p. 48)- wrltten Jlariguage, however, belng considered the Pr0v1nce of sohools,
has been €Xamineq:primarily ‘from the point of view of 1earnlng theory. The
-actiVe child Making sense.Of written languaé;'has\hggﬁ ignored, Becoming f
literate Nas beey yiewed as_tﬁe result of how wrirten’lan8¥age is broken

) - ’ ’ ¢

down and PTesentay to the childs it hag ; puilding block qualipy to it, more

el

——compleX learning dependent upol €aTlier apd more simple learning (e.g->

-

Gagnes 1974) . Alpnough Dexter did make progress'on-subskills (e.g., letter
naming?e these gyi11s were f_!mbedded:Within'a_large‘;r effort to ypderstand the
writt: iE‘Z?‘g.llélg,ca. é;stem. Dexter acted.upon'the written 1an8uage in his
.envir°“ment and, gimilarly to the Preschoolers documénted in the early
, literacy llterature ,‘t',;v;; ‘Lterpretuo that written language in. COntext-dePendent
.yays- FOT exampie, although‘the teacher introduced him to ang attempted to
teaCh letter names, Dexter asunIated “letters with partlcular people and
thingss S© that.g Q;s "Terrell (the last name of a peer, Quentln) and s
" was s "santa." The concreteneSS °f‘h15 th1nk1ng abOUt ertten language

appeared to extend to the Symbol System as a whole. lee Othor young Chlldren

- (Dyson: a 2’ 1983; Ferreiro & TeberOSky 1982), Dexter aPPedred to aSSO'

ERIC ~ . - 0
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ciate WTit;ﬂ? with drawing and his literacy behaviors suggested\a conception

N

"of written 1ang uage as direct symbolism, Certainly his teacher deVer con-
Dexter‘learnedinot oﬁly about written language (in Connolly and Bruder's
[1974] termsi "knowing that") but also how it worked ("kndwing how"); that
is, he learned how to effect thet kr *ledge ih the ciassfoom. _Erickson (l9§2)
points out that the'school learping enﬁironmeét ihvolves more than the teacher
and the 1ndividua1 child. It'involves'as.well what he terms "the underlying .
task structure,” including the SubJect matter tauk structure (the content
and. 1ts logical sequencing) and the social task structure (the set roles of
the PérF?Cipants and the rules goverﬂ}ng how-they intéractj. And it involves
the actuai enacted task, including the subject matter task (the physicai
materiélS used) and the socidl intefactions involved. Although my analysis
of Dexter's behaviors did not highllght the social task structure as do
vmicroethnographies, Dexter did appear sensitive to the enacted task, including
the ways materials were used (for_example, when one used one's colors to draw. .
as opposed to one's penci-l-to write) and the sequence of actions involved
in a writing task. 1In other words, Dexter did not focus on the teachc«zr's
directiOﬂS before each event, as .she broke down the task orally and explained
it step by Step- Rather, his bedaViors Suggested that he looked for patterns
_in the ways written language events were conducfed. And, as in.all areas of
s§mb01ic learning, including language (Slobin, 1979} and drawing (Goodnow,
1977),he found it difficult to make radical changes in the .ways he went |
;abqut his tasks. - | |
In addltion, *he school learning en"ironment deearEd to have introduced

partlcular elemenrs of the SubJect matter that were difflcult for Dexter ‘to

sciously taught him that XC could be read "Dexter ate the cake." s S
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interpret in the light of his knowledge of written language. The data reported
here included many examples of seemingly 1solated bits- of -information, such-
as DexterAs uttering "cah" for_cake, as he pointed to .the " word ate. Because
it” so aptly illustrates such floating bits of knonledgg, I would like to
include here this efcerpt constructed from field notes:

In the morning writing lessons; Ms. Lin has been stressing the plural

- s. '"One boat looks like this [boat], but.if I have 2 boats, it's

Tike this [boats] "  Today the: class was learning a new song in which

soup 1is pronounced zooop. Dexter raised his hand-and asked, "Does

two 2000p start’ with soup?" Ms. Lin responded that he was being silly.
His question, in the midst of a lesson, would be unsettling. But from the

. perspective of Dexter's continuing effort to_make sense of print, his question

is intriguing:~ If we have two zooops, then do we put the s?

Methodolggical imolicatione. Detailed sfudies of 1earners, such as ﬁexten,‘
in the classroomzhave a role to play in educational research. Qualitative
studies in general offer a holistic view or classroom lifej .ﬁut{»as Erickson
(1982) recently noted, traditional ethnography has tended to foEJZ almost

exclusively on social relations in classrooms and the hidden curriculum, rather

than the minute'detailing of individual children's learning of the manifest

curriculum. On the other hand, recent educational studies whichgmploy'tech—
niques labeled ethnographic, such as the Gravegl(l983) nriting project, have
examined middle clas§~children's products and behaviors, detailingichildren's
approximations of ‘adult goal behaVlors in - nv1ronments specifically selected:

_ as facilitative; these projects have contributed Pnormously to our under-

[}

standing of children's progress in particular academic_disciplines, but

tﬁey have not allowed for crltical analysis of the child interacting with

v

the classroom environment. Such analyses demand a certain distancing of -

- - . 5

observer from assumptions of teaching effectiveness, a stance of -

personal involvement yet detachment (Bruyn, 1966). In this study, by des-

B -
. . Fo 2

scribing the teacher's structuring of classroom writing occasions, both. -

EKC - -2 I

wll Toxt Provided by ERIC . . ' A ——
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ahistorically (types of classroom occasions) and historically (the order'in
which they were. introduced),-both synchronically (the nature of‘a.typical
event)“and narratively (a detailing of_actual events) and Dexter's reactions

to these occasions,.IDaimed to:provide insight into the school liuing that

' is~learnin%.. That is, I-aimed to demonstrate-the activeness of the child who-
processes the written language data in the surrounding environment. In
addition, by viewing Dexter thr0ugh the window of measurements used in early .

rliteracy studies (e.g., number of-letters identified), I hoped to establ’sh _
connections between his classroom functioning and thekchildren'studied‘in
large sample,vquantitive studies of children s written language knowledge.
Erickson's (1982, p. 166) discussion of ethnographic studies of cognitive
learning is again relevant: "It is from what can be empirically observed
at the level of the transaction between the individual and the immediate en-
vironment that we infer down a level of organization to make statements about.
patterns of individual cognitive functioning and that we infer up levels-of
organization to make statements about patterns of social and- cultural

-

" Although I am most interested here in

functioning in éociety as-a whole.
the level of~cognitive functioning--the_child's construction of written
language--social and cultural.factors.are.not irrelevant. The popular assump—
tion, reflected in this paper s opening quotes, that learning to read begins
with learning theAnames, sounds, and formations.of the abc's is clearly re-

flected in Dexter's school experiences.

Teaching implications. Dexter's case study illustrates that the,literacy

curriculum is not a list of competencies from a curriculum guide or a basal’
reader, nor is it the activities the teacher plans to effect those goals,
The curriculum is jointly constructed by the teacher and the 1nd1v1dual

. child, who interprets school experiences in the'light of his or her own under-
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_standings. ‘ielping children become literate is not simply a matter of teach- 1

“into their developing models of how written language works. Further, a child

Emerging Ljteracy \:
—51 ‘n '\‘ ‘

b

Vlng a series of selected llteracy objectlves (e. g., lotLer names, sovnd/symbol

‘correSpondences). While the importance of such learning is obvious, children

must not only master: that learning, but mist also integrate new information

"does ‘not necessarily react to the lesson's objective, to its point, but to

the experience-‘as-a whole, including the materials . used, the series of actions

followed, and the_language interwover with the activity. The child responds -

to -the lesson on the basis of his or her current model of written language,'

o . ! -
H ’

and that-:model is 1n turn affected by the lesson experience. As Tanner and -

a

Tanner (1975, P 45) p01nt out, "The curr1culum must account not only for

established knowledge but also for'emergent knowledge. Consequently, the

curriculum is not concerned merely with transmitting the cumulative tradition

of knowledge but also with the systematlc reconstructlon of knowledge in rela-

tion to the llfe experlence of the - learner.iﬁ The recogn1t10n that wrltten

language is a system reconstructed by children as they interact with their
: - : . : -

. ~ q .
environment was recommended by the researchers discussed .earlier in this paper.-

Dexter's"case study has demonstrated that this reconstruction occurs whether or

_not the school recognlzes and supports it.

. More spec1f1cally, the study illustrates a chlld‘s varying 1nterpreta—

tlons of common beglnnlng literacy act1v1ties. So, for Dexter, copying tasks

\

were not opportunities to become famlllar with words and the mechanical pro-

cedures for writing words and sentences (although for other chﬂldren, they

were). Rather, they were opportunities to examine and produce part1cular letter
: \

. forms. Free wrlting tasks were not’ opportunltles to systematically encode h1s

owh messages (although, agalns they were for other children). They were oppor-—.

‘tunities to plan hlS ownzmessage and then produce appropr1ate—appear1ng graphics.
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The~implication for teachers, then, is to considex the variable impact of the
plans theptmake for chlldren and to observe 1ndiv1dual chlldron s responses.
to those plans. Teach1ng 1s, as Amarel (1980 ) polnts out, a matter of

actively. making decisions for 1nd1v1dual chlldren on the basis of careful

1

observation - their responSes to school emperlences. To 1llustrate, perhaps

copylng might have been a word task for Dexter 1f he had been copying .names
\

‘he was famlllar w1th (Lester, Mr Cosby), rather than famlllar letters. -Per-

haps -the free wrltlng tasks ‘would have been ways to reflect on the connection

between planned messages and written text if he had talked about h1s product

w1th his teacher, as he had with me in the assessment tasks as I aimed to.

- .

understand what he understood ("Dexter, what part,ls football, all of 1t°")

-

' I do not know how his conceptions of the task would have changed, but I do know

o

that, with a change in the nature of the task (the words to-be written, the

nature of the 1nteractlon of the teacher with Dexter), the possibilityffor

. change would have existed. Dexter's behav1ors ‘also suggest the potential help-

fulness of language experience act 1t1es, activities in wh1ch the teacher.not

only takes his individuidl dictation, as he helps her break the utterance down

("Now we've written football Dexter. ‘hat do you want, football helmet?"),

but also 1nvolves him in manlpulatlve act1v1t1es, for example, cuttlng apart

Wand reassembling the words of a d1ctated sentence or the letters of a famlllar

word with his teacher.- -

Conclusions - .

~ T have reported here observatlons of but one Chlld Yet, when placed

'agalnst the backdrop of the llterature on early llteracy and on schoollng,

a

Certaln conclusions do mot' appear speculat1ve. To begin, children and teachers

live together in schools, but their perceptlons of that shared world dlffer.

‘The teacher, frequently operatlng from the common sense, learnlng h1erarchy

£}

,
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child's g;oﬁi%g comiand of literacy skills. The child, on the other hand,
operates from his o;vbéi own framework of cultural and personal experiences.
The young 1earner looks for patterns”in this'neﬁ school environment and in-
gorporates them into an incréasingly organized system.of knowing about written
" language and knowing how to act on that knowledge. Certainvschool egperienCes
will result in essentially iaolated bits df knowledge that.the child cannot
as yet-incorporate into a written language model. The blinders of the schqol
curriculum may prevent ‘all of us, teachers and researchers alike, from noting
progress ifi a child's thinklng and from understanding the child's dlfflculties
and, thus, providing the neceSSary support. Con51dering agaln the ‘intricacy
of tne written 1Anguage system and the intelligence of Dexter as he-sought

to make sense of it all, we can no'longer support the view of becomln; literate

as a matter of. masterlng a series of 1ncrca51ngly complex steps or believe that

someone with difficulty in learning to read and write is simply "'so stupid that

he does not even know hls'abc_s.

~
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Eigure Captions | . :

F'igure 1. Writing Samplé‘frdm November, 1982- Dexter héd copied thesa .
words from the board: rurkey, £eather, gopple, bobble: (P. 2-1¢a)
. F_i'gﬁre 2. Writing S‘amp;e-froxp-April~ll, 1983; pﬁoduCt resulted from an .
ScW event. (p. 2_;.2731) ' '

Figure 3. - writi',{é sample from March 23, 1983; product resylped £rom an-
FW event. ‘Note’s in ﬁpﬁer rigﬁt hand CO}ner!‘were gritten by ﬁs. Lio as Dexter
read his Paper to her. (p. 2,34.3) ' | a

Figure 4. W?iting samfile‘from May 3; -1983; product resulted frot(n ~n FRW

event. (P 2-35a,)

A
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Masking the Gap: g _ '. S o

e e

The Cases of CalllelandvAnne

vDallie'and Anne5-two'fiVE—year—old peers of Dexter (intrcduced in Chapter‘l)
‘were more nearly in the teacher's world than was he. To understand Callie and
Anne's cases, it ls helpful to beg1n by brlefly rev1ew1ng Dexter's. '/
' iﬂblhe%case of Dexter was one of a Chlld whose school world appeared to be
- . . . o '

dramatically different from-that of the‘teacher s, Ms. Lin' s. Hls'wrltlngs oo
of malfunctioning plumbing, scary’moviesa»and fighting football players seemed

out—of—place in the orderly morld oflthe kindergarten,»where a sequence_of

l ‘ !
holldays y1elded “topics of pumpkins, ;Santas, valentlnes, ch1cks, bunn1es, and
butterflies. MoreNpertlnent to the speclflc focus of "this study, Dexter s .
apparent conceptlon of wrltlng.as drrect symbollsm (s1mllar to draw1ng) was'
\not considered dn’his school llteracy program. A general'understanélng pf the‘

nature of the written language system was asSumed and-the-emphasis of school.
\ u ' , \

theracy lessons was on learnlng the details of that systemg -such as the
iynabet. While the 1mportance of alphabet knowledge 1s obv1ous and not

questloned here, Dexter appeared to be. engaged not only in learnlng the

l S )

alphabet, but also in ref1n1ng h1s relat;vely unorganiZed dlffuse concepts

about wrltlng, indeed, about the Pature of the symbol system itself Dexter .

N

.clearly reasoned about t}e llter7cy experlences proV1ded by school tasks, but,
S

to functlon in those tasks, he followed the perceiNed patternlng of occasion

v

types, that is, he formed a notion of. what should be done when.' ' S

P t\ -

Dexter s peers,: ‘Callie and ane, had successlvely more dlfferentlated :

. : 4
views of. wrltten language and, although they too reasoned ‘about school wr1t1ng

-, -~

occaslons and searched for pattirns in the ways those occaslons should be—
ena¢ted, they were more gble to' complete tasks in the- expected ways. The gap
|
/
- between Chlld th1nk1ng and school curriculum is masked, that 1s, less obv1ous,
' ‘ ) ] 1/ .

.
/
. |' T

“

~l,
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as 1 proceed from Dexter to Callie to Awne; the latter two children'weée more//
. ‘[ ’ L )

capable of achiz . oy sthwol success. Seddi, their behaviors, described in

[/

the following case studies, revealed Variation” in thelr conceptions of

/

writing, from eaoh other s and from/that of tneii teache“' in aodition, eir

! K

behaviors revealed ways in which the challcng&:faCing ther as emerging/Jziters

. /
were not,madq‘obvious by the school s method of evaluating progress
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Callie, a black female whose Speech like Dexter s, contained many features

——/
of Black dialect, was 5 years and 9 months at the beginning of this study.

oy v

Callie was big—boned with hair arrangednin small braids around her head and

B

a widé infectious grin. During the preliminary observation ‘period, Ms. Lin’ .

cor

#recommended Callijya”haﬁpossible case study as Callie was average in literacy

skills reiarive t he‘other'children in her class. As with'Dexter, Ms. Lin
- - \

repérted that Callie had improved'greatly since the beginning of the year. -

\ o’ .
alphabet letters; she had dlso been very messy" in her work (see Figure 1,

'?\ ,
which was completed in November of the school year) Callie now could easily

W

write her name and, “4n addition, she k?ew the 2ames of. both the low

J Callie had not been able to write her name, nor did she know the names of the

ﬁand the

. upper:ca;e\ietters. Ms. Lin also pointed out that Callie had bpcome much

‘\'neater in- her work Flnally, Ms. Lin remarked that Callie had been ‘a behav\br"

~ . f N

problem as she would hit when angered by ‘a peer, a behavior she.no longer

o
IS

[

.'QYﬁically displayed..' ;\\fkl ;" '
! + | ~. |
;- o , Inser;’Figﬁre:l about herg

by

1
More so than Dexter, Callie was a talkative, sociable child Although

-5 ¥

‘ she ‘was attentive in whole class, activ1ties,_she would occasionelly put her

. e e
_arms around another child,-usually a girl in an.affectionate manner, a behavior

’
- . o’ B 1S

/

which wae typﬁcally accepted by the other child as both children kept their
..‘ ,"v . \ .
.eyes foc 23 on Ms. Lin.. Callie participated verbally in class lessons. ‘She

Tzs a question—asker, seeking infofmation about both the tapic being discussed

(e.g,, "What s that?", in reference to a particular bone of a bird in a-science
display and the directlons for arricular activities., She responded £o Mr.

L%

u

Lln s frequent elicitations of whole class reSponses, wait1ng for others to‘

— ~ ' . o . l‘ o

' answer first if she was: unsure of tne correct response' over = conﬁidence A

"

*

could lead to uncomfortable embarrassment, as the following episode, recon—’
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structed from fieldnotes, illustrates:

Ms. Lin is asking the children to namé the letter that begins a parti-
cular word. As_she gives a word, Callie names the ‘appropriate letter’
~immediately after the‘snall group of children who confidently call_out

a response. At one’point, Ms. Lin names two words in a row that Callie

ass iates automatlcally with the correct letters: zebra and umbrella.

After those two, Callie confidently yells out e for octopus and is

very embarrassed to be wrong, as ev1denced by a sheepish grin and a -

hunching of her shoulders as she ducks dounfbehind the person in

frontﬂof_her.

Inbsmall group activities; Callie was‘sociable.'QShe often picked up on
the rhythm of another child's statement, turning it into a rhythmfé chant;
‘like many of the chjildren in.her.class; she woﬁld“frequently break into song ,
particular]y a pop song, or le’ in on another's song. - In addition, she was
interested in others work offering suggestions or materials; she appeared to
be partitularly-sensitive to the meeds of the ehildren who were less often
successful in school. On the other hand, Callie was not always eoOperative*

<

and could, on occasion, revert to physical communication. In addition, she

o

" did not usse please, thank you, or other forms of directive softeners when she

sought materials for_herself. Finally, as suggested in the preceding para-

graph, Callie would copy from others when faced with a situation in which she
was unsure of herself (part1cularly_phon1cs 1essons). ¢ veral of these behav-
ioral charaeteristics(are illustrated in the following ediced excerpts from
fieldnotes; | o

‘Callie, Anne, ‘Keith, and Wayne are cutting out p1ctures from old

magazines to illustratenightand day, before each pastes pictures on a-

<

,""/piece of white construction paper, he or she is to write Night and Da z

e ) a
~ . . <

i i RN S T AR A T A T e
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“on elther half of the page. As the children work, the following exchange

takes place:

Aune: - Callie, can I please use the ‘grease pencil?

Caliie: Yeah [hands her the pencil]. Wayne, you ain't gof no'grease
pericil? You didn't have none yet? Amme, you get finished,
give it to him.

Keith: I'm gonna cut out this [ao appealing object].

R B RTINSt e AN TR S e v e T LT R ARAL T S T D e - s
TR A A e K

ualllP: 000000000, you can't. . You wave to cut out day and night =
: pictures. :

o

Callie is-working at a table with Anne, Dexﬁer, Candy, and Jason. Their
tasg is-to form a row of upper- and‘lower—case o's, upper- and lower-case
st, and then to cut out ekamples of those‘letters from old magazines.

. Callie roris an 0 and then another a;out‘which sherfe;§jks, "I made a
27" as much to herself as to anyone at>the_table. She erases iﬁ and
forms another. After this next slowly foomed 0. she looks around. She
fhen makes another O, erases ig, and, forms i&‘again: ,She remarks,

“sjer [Candy)k beat anybody' as Candy was already cutting out Q0's and P's )/
fvom old magazines. Callie begins erasing again. Dexter remarks, ''Boy,
you're in a lot of tfouble,"'presumably,because erasing is a oehaVior
frowned upon by Ms. Lin. Callie makes another © and then oatches éandy

”éfttlﬁédool 6A;T”~Sﬁeveia;eskher last_g once again.-‘She\makes another -
0 and then looks ail her 0 s over. She oatches Dexter fof a while as he
forms his letters. Then she erases her last gwand‘aojusts it aﬂbit;

After her next 0, she watches Dexter pretend to drink glue. She continues

in this disgointed manner until Dexter begins looking through a catalogue

-

for a needed letter. Callie tells Dexter,_"There go a. P " assuming -
that he is looking for a;E: Dexter remarks that "I need a P that go

~around like a circle." Callie says, "This go around like a circle”;

a

she’is pointing to the round part of the P. Callie and Dexter are not .t
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Lommunicatlng as e ir wokiug for an 0.

During the prelimrat Y observation phase, I chose Callie tor further study

< . i

because (a) Ms. Lin regarded her as typical or "average" in’ literacy skills

rela ive to the other children in her class, - (b) Callle did appear, -on the'

asis of my own observations during this phase, to be more sophisticated in

her ideas about'wrftten language than was Dexter, although she was not as

—_—

e

~advanced-as-other-childrén in the ¢lassroon, particularly those with sound/

-

‘symbol skills, and (c) she was comfortable and talkative with me.

1

Preliminary Assessment Tasks

As with Dexter, during the last two weeks of the preliminary observation

phase,'I asked Callie to perform the series of assessment tasks. In thisbsec— B

‘tion, I briefly illustrate her responses to each task, pointing out how her
wresponses compared to nNaxter's. R

Id response to the writing task, Callie s behav1ors wereasimilar to those

of Dexter during the final~assessment task and were thus comparable to Ferreiro

Teberosky s level 2 (out of 5 levels° see Appendix B). She realized that

objectivJ differences must exist between the g- aphics for different messages*’
there was no attempt 2 sound correspondences between parts of‘the utterance
and parts of the tuxt. For examp~_, candy" was WaDW,_"ball":was Dames, and
"The girl kicked the ball" vas aMWas.
- Although less so than Dekter's,Callie's'behaviors suggested an rssociation
between drawing and writing, similarly, her behaviors also indicated that, at
. times, she treated writing as a system for directly rep1eset ng things, al—-:
though her behaviors_were inconsistent in this regard. To illustrate, afrer
: - s . R

the reading task, Callie asked me to write "something." I wrote apple. Callie

then'said that she was.going to write "a‘apple": ' -

¥




Dyson | ) ’ ‘Callie

[
—

(Callie writes A & .) :
. That's a [@] A and a [®] apple.
That s ai and a apple,
_ » "ate the apple ate the apple."
= (Callie is reading her text.)

) Now I'm gonna get an eraser. Watch
: _ 4 this.l (Callie erases&the apple.)

- And then the apple be all gone.
e : There «on't be no apple. It's all gone.

3

2

_.Is_thata_ A or ate (Egiﬁgﬂﬂi_w__

o o .

A, ate, ate, ate [pointing-to 1.

" What's that [pointing to A]?

L

“ And what was that [prianing to _ . .
erased applel? ' i . on
Apple.
Ardoshzy had you writtend : .
: "Ate a [®] apple." (Callie draws
apple again.)
Ve 's a [0]7 I - -

(Callie adds an R.' Then she reads:)

>

Text: A R . @ v o
R *
Callie:"Ate - a[®] ~ apple.”

! Although the relati,nwhip'between drawing and writing is in evidence here, so

also ds a certain recognition of a relationshin between sound segments and

'Q“‘

written graphics “including a relationship between letter names and words (A
and ate), These are relatively sophisticated conceptions, reflective of

_ Ferreiro-and Teberosky s level 3. But they are conceptions that were prompted

by Lallie' s interaction with me. My questions may have focused Callie's
G . - .

attention on the need to ‘account . in her text .for each segment of the oral

utterance, a need she did not evidence when she wrote on her own
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In thc rcading task, Callie's behav1ors were again varlable but appealed

N,

fit ‘between what I will ‘refer to as’ Ferreiro s (1978) level 3 of 4 levels -
\ .

exter's being leval 1; see Appendix c), in which the'child believes that
‘erything is written with the exception of the érxicles, and level 4, iﬁ
iich the child understands that everything is writﬁen. Mfallie found"it'

y : ’ N .
[sier to focug on the second article in a sentence as an isolated entity,

ither than the first: ' ‘ - R w’////f/
Dyson .~ . ‘callie kN
(I read tHe sentence The boy ate _ t:?j'e | B . _  -
“ a cake for Callie and ask her to _ ’ \\ :
read it.) ] - : \\ .
- I " Text: The boy ate a_cake.
' ' i | ? T EYS

o
“Callie: "The boy =ate 1/3/\\\ cake."
‘w/Z/ boy ate /3/ ‘cake."
. "Boy ate /®/ cake<"

(Note how Callié changes from the o i,
which she pronounces variably as /®/

_or /al.).

Did I write the word cake? ,
(points to cake

Did I write the word boy?
’ ~ (points to the)

‘'Did I write the word ate? . ' : . .oE
IR (points to ate)

., Did I write-the word /2/7
Huh?
Did-I write /2/, /7/? o :
(I switch from /3/ to /a/, which .S
undoubtedly affects her respomnse;
my change is an automatic one, as
I wonder if she uses /®/ or /&/ herself.
Later, in listening to the tape of
this session, I note that she uses : .
-~both.). T oL : ' - .
o . : =»  (points to a)- '

Did I write the?. ; S L
L K S bﬁn:nmn-lrloj.

.-
N .

@G
co
o
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Like Dexter, Callie identified the written a as a.letter but-did not sipgle
it out as-a specific word. 1In reading, she did not apﬁear to at;agh a clear
identity tg the articles, aésshe,intercganged"thé'and'h",anﬂ read the lattér )
as both /?/ and /3. | . o

In the~second sentence 1 présented to Callie, there were also .two articles,

 but both were the. When I structured the task so that Callie focdsed on one

"segment of the utterance and one segment of the text at a time, she ended up

with one-leftover text segment that she viewed as readable. She then reverted

to level 1 behavior (simi1af Lo Dexte;'s level) and read bhis’seément as a - - .
complementary sentence: - -
A : ) . : &
Dyson o ' Callie -
‘ (I read the sentence for callie
. and ask her to read iti) ‘
o Text: ‘The baby dropped the bottle,
- ' ’ - p("'"f\—-—. 1 . T - ? '
. S Callie: "The baby dropped the bottle."’
Did I write the word baby? _
no o . (points to.the)
. .Di ite ie? ' N
Did I wrlte.the word bottle? (Callie rereads the text:)
Text: ~ The ubabyr dropped"the bottle.
) it T‘*_.. * 1‘ f

Callie: "“The baby dropped .= the bottle.™
What do you suppose this is
over here [pointing to bottle]?

T dén't know.

What do you suppose it could

be? (Again, note here that

I am encouraging a response

that she 1is initially reluctant

to_give,'So her reading may_be

more a response to me, humoring
- me perhaps, than her interpre-

tation of the text.)

Text: . 'bo%ple

. ' Callie: "The baby picked up the bottle.'

89
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In response to the ir.cerview question, Callie, as with Dexter, identified

appearance as the critical variable distingnishing between good and poor writing:

"You gotta write it all good, writing a good s. That's a bad s (pointing to

one of several s's on her paper). I alreadyidrawed this one fast and this one

o E . u R

(a more accurately formed s) slow." An-association between drawing and writing

was also evident in the interView, “although not to the “extent that it had been

\\with Dexter.' When I asked Callie, "If you could write anything you wanted to,
what would you write?", Callie responded, "a cake." ‘I probed for details of

the finished product, and Callie explained, "It have a plate and veah it look

like a plate on top.". In response to the question regarding home writing,
o . ) 7 .

Callie reported that she didn't write at home "cause I don't 'got no pencil" On

»

the other hand, at schdol, "we dor 't write any--we Just write something our

teacher tells us to do. We write X's, and we W"Lte letters, and we ‘write what
cur teacher write on "the board, and I think that'1l be all.' School writing

appeared to be the reason behind Callie's response to the question about why

and what adults write: ''Because’ they bigger 'n--bigger than little people;'

u

. And they got to write to show the people——the little pe0ple——what to write.
More specifically, "They write alphabet that we folks write, little folks.
Callie knew the names of all upper- and lower-case letters.. She did not

appear to know any initial consonant sounds. She did identify K for care,

although she also reported that Q.began eep Q was also identified as the -

first letter in wash,  yum, and V1olin.-

In these researcher structured tasks, then, Callie_demOnstrated an .

o

awareness of a relationship'betWeen written and read messages and although,
) : e » '
~like Dexter, her behaviors were inconsistent, she di. .-~ .+are of a

éne-to-one correspondence between;uttered and written KRR in writing,
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she initiully just put down letters, attempting only to vary the order and/ .

or the particular letters for each newfdirective. However, when I probed her

.y

_ reasoning, she’ attempted to represent each part of an utterance, although I

¢ cannot say with confidence whether she was attempting to represent words or

o -

syllablesJ- There was also some suggestion of an awareness of the use of letter
names in establishing correspondences between written and oral uttcrances.
Similarly, in reading, Callie demorstrated an awareness of a need for one~to--

one correspondence between written and oral messages, but, whereas one

e

letter could stand for one wprd (or one syllahle perhaps) .in writing, she.did -
A o ‘ . o

‘not attempt to read one letter. -Again, my probing.led her to focus on hér

°

L B 3 . .
difficulties in establishing this correspondence. In sum, while there was

some suggestion of ‘an association between drawing and writing; she appeared to
1;be approaching, albeit hes1tantly, the second oraer system of written sym—
bolism. ' She displayed, however, llttle awarenes: of the uses of written
language;‘as in Dexter's initial assessment, in considering“adulté' written
language use, she'ioCused on the most obvious exarple in the school context—-
adults write work for children to do; that is not to say that,in other situa-
tional contextu, she might not have been able to identifv cther uses. I turn

niow' to the written language knowledge Callie displayed in school lessons.

Writing Occasions . &
el

-As previously described, this analysis is based on the writing events

which occurred duringuthe,formally—designated "creative writing" period in

c

phase 2 of the study. For ease of reading, I have again includédia Writing

Occasion Table, gimilar to that inserted in the Dexter case study, which des~

“cribes the/writlng occasion _types and the variations of each type.

\

Insert Table-l about,here

¥
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o - Table 1 o

Nature of Observed Writing Occasions
Type Number of Events escription
: Observed Per Occasion? S

Teacher Dictation (TD}P _ 1. - Childre . write letters’
' ' S called out by the teacher;
o _ T the letters spell a sentence.:

Copying T o IR T " . Children copy exactly what

Copying wozds W) | 1y is written on the board.
 Copying sentenccs (CS) ) : (4)1 . ‘ _

Copying rebus sentences (CRS) (31, : T v : coe
Selecting and Copying - 6 _ ' *\\

‘Selecting and-copying . . ' ™ _ : -

words (SCW)- . o (2) _ Children select and copy

S— o : particular words from a
_ ‘ . given set. (e.g., .selecting
i : _ -, from listed food words to
, . form one's own menu).
Fill-in-the-blank (FB) (4)5 - , Children copy sentence with
- ' ' - ‘a missing word. Children
select appropriate word from
g given set to fill—in—the— ’
blank. ‘

Free Writing ' . N . 7 ' -

Free writing (FW) o ) Children write howevér they
: ' : _ ' ' wish; the topic may or may:
C not be specified; spelling
according to the way the
word sounds is encouraged.

Free rebus writing (FRW) ! ' (4), Children write however they
o L DO : . . wish; the topic may or may
' _not be specified; the use
_of single letters (e.g., b
for bee) and pictures to
. _‘substitute for conventional
o B § . words is encouraged. s

;

e

as

aSubscripts refer to the number of oven*s in which Ca111e was the focal child.

bDictation will not be congiderad Lcr;ner as it w ot typical of the kinds
of writing occasions in this classrsom. Lt was Jons )rimzrily to demonstrate to
the children "why we keep saying aamm your 2lphal ber.t

4
t

AR o e
5N :
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: /

: 'gests that she focused on roups f letters(in a sense, words), as opposed to'
. g EP

/
/

. Callie's Occasion Iypes

sections, I describc the variations in Callic s behaviors across these occasioh
ctypes. : h:i c e ; o . .

--Copyingf A Mechanical Task

. N
l H

|
|
| »
! f
|

Comparing Callie's writing behaviors across occasion types revealed'that

:
Callie, like Ms. Lin, had 3 basﬁc types although CalliL s were organized dif-

ferently than Ms. Lin s. As with Dexter's, . there were those in wh1ch Callie

©

copied off of the board," which included CW -CS, . SCW, and a variant FB .
(

-

those in which she 'just wrote,} which included only Fwt/and those inlwhich she -

" ‘

_did- "rebus"'writing, which inc.uded CRS and acvariant FRW ln the following

/

e ot
ot

-

When copying, Callie like Dexter, focUSed n mechanically=reproduci ; 'f

|-

Ms. Lin's writing. \Callie s.behaviors, however did differ in certain reépects

o . A . . ” |
i

from Dekter'su -First, Callie was'less systematic in her copyirg behavior._ I

. . ,
Whereas Dexter would copy each mark beginning with the datei exXactly' as it was

i
y

on the board Callie. might, for example begin with the second line on’ the

[

»board 1gnor1ng the first Jine containing the date. After copying the line, she

.

might decide to go back and copy the date onto the top of her page. She some—

"\
times “began’ copy1ng a new line\of print before she had completed,c0pying the

\ - ,/ e

o

previous line. Occasionally she failed-to complete-letters, leaving off, for_~

“ : N

.

example,'the downstrokéseof'lOWercase afs. She did not always copy . periods

and commas. At times, during the sharing at the end of the creative writing s~
b c /o

" period, as she observed other chil ren's papers her own errors would dawn. on'/C-

. . ‘ /
her. Callie would then retrieve her\paper'from Ms. Lin; as’shelsald,l'Everyflme‘

| -

I forget things."

- II

\

»

/ A second difference beﬁween be ter and Callie is that for Callie,'copying
) v ! R
itselL appear u to take less effort.l Sﬁe did not pause to glanCe at the board
l

"as often as he did. She typically\looked every ‘letter or two although she _‘

' N\
did ‘on occasion copy a- three or four—letter word after one.look which sug—

. '-4 e e T : ‘:) v . . . / B ¥ e . ’
AT oS- ! T
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s \

Dexter's focu: on individual letters. 'Consistent;with'this suggestion is the

fact that Callie regularly spaced betvwﬂulwords while DeXter dig not. I have,
however, hedged on saying that Callie foc.sed on words, preferring to . sdy that

“ghe "focused on groups of letters," because she did not appear to focus on the

unit itself. Unlike other kindergarteners who di& attend o the linguistic

) v : : \ i i )

unit as a whole, Callie was observed only once to Read the board as she worked; -
o N .

she also did not say the words she was c0pying Callie 's comments as she’ .

worked supported this 1nterp1etationlthat she did not focus on the lingListic,

-
unit as a whole, as I will illustrate in-a later writing .. Ot excerpt. - 7}

Althougthallie did not read the board or vocali)( as'she c0p£§g,
! PR v L RERS ' o
these copying;events were not silentlaffairs, a thild d""nction.between e

4
B .H\‘.'.

lCallie s and Dexter s behaviors. Callie sang and ir:ers-ted with her peers as

. ) . . ‘ ) . . ‘f"‘r.‘ ] s ) € ,

! she worked. /' ( T ’_q | . R 7
’ |

Another difference between Callie and Dexter ais that, when asked by jher e

. -
teacher or bL me, Callle was capable of reading. back her teXt fairly accurately'/
AN P VA

Thus, althou$h she did not focus on meanlng during the aTtual copying task /

/

T
\

she could re1rieve that meaning if asked to do so. When! asked she typicalLf

o .

read her text several times, self correctung ugtiil she perceived that the’ text
.. . » /

and print were accurately matched. Her reaglng was generally related in meaning
. .4«: - ‘ ' I . ’

to-theioriginal but was not always an exact rend1tion. /For example, Figurelz_

A

. . ! » /
. o\ g
. tontains a product resultino from an SCW (select—and-copy—words) event//in _ (

S ~

which the chlldren were to draw a piaza and then copy selected words féom the .

. e Z ;. © '/l"’- l . ‘.:

il - g
boand' 1nclu 1ng only fhgredients that they'd i&k%zon their pizzas.l/As did o
L) . - | . i / ".’,

”~ i
Dexter on th same task Callie systematically cdpie&,all the word ‘on'thefboard
v /4 | : e

tharnshd cdul fit onto her paper rather than s71ect1ng partlcula wPrds.

. X / 3 i
Callie cbdld though "read" her ldsted wordsy she did not read

» : -

accur‘*uly, ut her errors were understandable. NS

ompletely




. Text:,” Plzza , ' crust }‘sauce\ . pepperoni ' o ﬁu’ ’
' Callie:“erust - pizza applesauce  cheese" :7 . ‘

o

o Insert-Figure 2 about heren
o , | . -,

Consistent with her behavi01 during the preilminary assessment tasks,

- @
L

Callie had difficulty reading art1cles, although thlS problem abated during

' the coure qf the study Callie"s difflCulty with articles is illustrate in

products, both of which resulted;from CI ﬁ.:iha

e e e b T

her reading of the following tT
..

p— évents : . N R : ' ‘ ) ' ‘fl o .
i .Text: My " cat . 1is a - her. i jf A <
P I A A C
1/Cllie:"'My ) cat ;,  1is 7 are her." .. - )
~ /,\)‘41 . ) - . 4
/ {fext:  She . sells . sea . o D
k‘( ) ‘ "¢ s . - . ¢ .‘/h ".:. ‘ e .
. ~Callie: seaj ’ sells ., sea. - S '[; .
~T ot . B / Loy
s . . . ) N . . o ' \.‘ N
Text: shells’ - by - the . -/ . | T
. ‘u 4\ . 1\ v‘;l / e o
. ;/Callie: shells by - - sea . / [ e % o
o | Text: . seashore . B o . o . S l/
s . . : - {o 4 Do S
. L Iy o P - . T 1

/Callie "shore © j
2 Callie s reading appeared to. be based\on her/recall of the discussiod {:; :
. . / SR ey

'durlng thJ/preertlhg session. Unlike Dexter, she dld not appear to invest

i
K

She drew only when the teacher d1rected

mean1ng id: the tasksgthrough draw1ng

1

‘ ~ |
her to dd s%. In additlon, she could Vary the position ‘of draw1ng in the erE-

! IS .
for example, to draw first in the pizza tas&, to '»,

ing e:z?t, She was able
l S 4o
perfo theﬂactual ﬁtitlng'tas}( lrl a mechanical (non—meaning focused) way,

Y

and tth to read when asked . This is not to suggest that Callie was -not sensi-
f' v . A o : ’ C

tive Qo the patterned nature of the wrltlng events.; She was, but she’ ‘was morezd

N . " e / [
— ‘aware/than Dexter had been_of th changing of the pattern.
] . o _ . _

TR - I A T ‘
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Child's Text
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Child's Text Code Notes

P (94 sec) Callie watches Ms. Lin.

Callie then puts her finger down and
leaves a large space.
airr . S

I0~-P Callie afgues with her peers about
who's knocking their knees on the
table.

agg S
P
IU-Dyson T ask Callie about what she has
_written.. She reads her latest line
as follows:
Text: Atth Riira Airragg
Y
Callie: "A King Kong"
ttra S Callie adds letters to her last
letter group.

IU~-Dyson Callie tells me, in response to my
request, that she is going to write
that King picked up a lady.

Riars S Callie has begun a new line.

ov "That's a short word." (directed to
me) - reporting language
Callie spaces as she begins her
next letter.

iaB S

ov "This is 'King dropped her in the
‘water.'" (directed to me) ~ reporting
language

1 S

ov "I'm doing it wrong.'" ~ evaluating

language
e S Callie finished her K.



Child's Text

1tah



Text:
Callie:
Text:
Callie:

Text:
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Ms. Lin overheard Callie's remark and praised her as she had been concerned
that Callie's free writing had been "such a mess" (i.e., it contained no
e;ident sound/symbol correspondences; furtﬁer; the daynbefofe in a siéilar
event, Callie had simply copied~£he board).ﬂ Ms. Lin asked Callie what ietter
float began with, and Callie answered,_'@ﬂ B?" Ms. Lin did not respond and
left. Callie theﬁ begaﬁ cop&ing the board. Excerpts from the obseyvation

sheet for this event follow (see Figure 5):

Insert Figure 5 about here

Child's Text Code ‘Notes
b S
ov "boats, boats, boats, boats"

-decoding language

This behavior is a significant change;
Callie is reading the board as she is
in the midst of writing a word. Per—
haps having a clearly articulated

plan is of assistance here.

oats c , s .
P Callie looks at board; she decides,
apparently, to copy the date.
A S
P looks at board
p S
P looks at board
T S
P .looks at board
il . ' S
‘ P look; at board
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Child's Text

Code

Notes

[boat]s

FtL

/177

P_(3 %/2 min.)

IS-P

ov

ov

ov

IS-P

1177

ov

Ms. Lin asks Callie what the words

on the board are. Callie reads boat

as "boats" and boats as "water.,"

Callie has reduced her message to the
names of the things involved, apparent-

- 1ly in an effort to make a precise match--

a behavior observed previously. Ms,
Lin corrects Callie and sends her
back to ‘her seat to do the task Gver.

Callie era.es boats and the s of her

first boats-so that her paper matches

the board.
- 4

Callie sits and cries for a while,

and then she looks at Jason's paper.

"Jason, are you ﬁriting about boats?"
Jason says yes, and Callie copies his
paper.

Callie adds an s to boat, which was
already on her paper.

""At first I did it that way." - reporting

language
copying Jason's paper

"Boats float" - decoding (while pointing)
and accessing language ‘

This 1s the first time I have observed
Callie rereading and apparently
"accessing" the next word that she's
going to write; the next oral language
behavior, encoding, is also a first.

."in, N" - encoding language

Jason thinks .that Callie's still
writing float and objects to the N.

Callie erases the N,

"Boats float" (pointing) - decoding/
accessing language
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conventional spellings. Recall that Callie had difficulty reading articles

in the preliminary observation tasks and continued to do so in copying events;
she did, though, attempt to represent articles when focusing on translating
oral utterances to written éraphiés, as in the FW event on boats. In the rebus
events, Callie did agai& display difficulfy reading afticleé, as evidenced in
the foilowiﬁg fieianoté excerpt from the first CRS event (notes have been
edited for clarity):

'ﬁs. Lin has written a rebus sentence beginning, ''The [picture of a dég]”

on_the board. She asks_the children what the first word is. As she

calls on the children individually, many, including Callie and Dexte£;

say dog as Ms. Lin points to the, despite the fact that Ms. Lin shakes

her head and calls on another child; other children sa} "the dog."

Ms. Lin explains at length that the word is the. Callie reads the wbrd

correctly when she;s called on a second time. Dexter is not called

on again.

Callie did, however, typicalily read a or the correctly in her rebus sentences;

~she was no doubt supported in her reading by her easy récall of the particular
patterned sentence(s) to be writéen. Callie aléo consistently represented thé
article in her own writing.

Second, in all writing events, Callie displayed an awareness of the need
for a one-to-one correspondenée betweén uttered and written graphics. To
attend to the connection during the actual physical act of writing (rather

_ than before and/or after the actual writipg), Callie needed to become actively
involvea in the process of matching a planned oral utterance to particular
éraphics. In both free writing and rebus writing, a clear stable plan was
helpful as was the questioning of teachers, peers, and researchgr. Although
rgbug wfiting did provide a clear plan, iflwéé; strictly speaking, more a
structure that operated acrosé events (é constraininé form) than the uniquely

planned content of a particular product.

-
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Third, the rcuvus writing events demonstrated how Callie interpreted new
writing tasks in the lighv of previous omes. Although Callie was more sensitive
to the changing of the patterns than was Dexter, she ;lso needed the support of
others to vary ber behavior. This need was reflected in the FB event in which
the sentences to bg_copied weré varied and the blanks were moved to the beginning of
the lines, the FW events, when Callie appeared to have_difficulty assuming con-
trol of the planned content, preferring initially to match 6ral utterances and
written graphics at the end of events (as she did.in copying tasks), and here,
where FRW eventé.were assumed to follow the pattern set out in CRS events.

The Achievement of School Success

Callie, like Ms. Lin, had three basic occasion types, but they were or- =
ganized differently than Ms. Lin's. vHer success on writing tasks depénded in
part on hef own distractibility, in part on how easily Callie c0u1d=retrieve
her text's meaning, and, also, on whether, or not the pattern (the sequence of
steps involved in the writing event) varied from its tyﬁical sﬁructure.

As with Dexter's case study, I am defining échool success on the basis of
the response Callie réceived from'MS.lLin. Success was achieved-if Ms. Lin
accepted her paper. Failure occurred if Ms. Lin asked that the product. be
redone or if Ms. Lin explicitly said that thg product was not gogq or not right,.
Ms. Lin had certain demands which held for all phildfen in the ciassroom,
including both Callie and D.ex_ter:_'v~ thatvthe writing task be Edmpleted with
aﬁpropriate and neat arrangement of words and pictgreg-(e.g., without erasures,
smudges). Ms. Lin stressed spacing _,béﬁwe.?n words and correct size and align-
ment of letters. 1In addition, Mé. Lin éppéaréd to expect Cailie to read‘hgr
paper iﬁdependently, a demand ﬂot made of Dexter.

In CW and CS events, Cailie's suécess, like béxﬁér's, depended in>large

part on wﬁetﬁet or not she worked quickly enough to finish. Callie did not.
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need to look at the board as frequently as Dexter did, and she was typically
successful in these events. As I have illustrated, she did interact frequently
with her peers during all writing events, and she received admonishing to be
quiet and to do her work. In addition; at times she failed to completely copy
a line from the board. ’

Callie's success in SCW and FB events[was more variable than in copYing
events., Callie approached these tasks in the same‘mechanical way that she.
approached copying events, matching meaning to written text at the completion
of the physical writing act. Since the‘text to _be read nas less stable (it .
depended upon exactly which choices one had made), Callie could more easily’
make errors in reading herﬂtext.”;In”addition,iwhen_Ms.iLin,varied.the naturet.
lof the task, as in placing blanks at the beginning of the linea, Cailie had
difficulty varying her owm behayior; further; trying to correct her paper after
having become confosed 1ed to erasing, smodging, and ripping, and thus unsuccess-
ful performance on the task. "

In FW events, Callie was generally successful in terms of her feedback
from Ms. Lin.. There were, as preViously noted very few criteria to be met
in FW events. Ms. Lin did, though, express‘concern to me that~Callie.did not
use sound/symbol logic in spelling."The only observed FW event in which'Callie's
paper was not accepted by Ms. Lin was the same one in which Dexter had failed.
lhis particular eventbwas one-in which Callie like Dexter, copied boat from
the board rather than actually composimgan original sentence. This waslalso

“the_first,ObSetVed,eventmin_which,euch;words,had"beenwplacedwon;the,boardmforcww“m.“
the children to use in sentencee of'their‘own.' Callie'copied the board, seeming

" unaware or,‘perhape, to forget'that'she had to take the responsibility for
effecting the planned utterance. The most notable change in Callie;s FW events,
the emergence of a. plan which was referred to during encoding, was not noted .f

" by Ms. Lin, although she appeared to ‘have influenced this change thrOugh her

task demands.
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Caliie was successful in copying rebus sentences (CRS) events, but variably
éupcesSful in free rebus writing (FRW) events. Callie assumed that FRﬁ pro-
ducts should fit the statement/question pattern first introduced in CRS events.
Ms. Lin accepted this pattern initially, although Callie was unsuccessful in
one FRW event: Callie had Eroduced a "messy" product when she erased and ad-
justed her paper after disﬁgvgring that it did not fit the pattern. Near the
end of the study, Ms. Lin explicitly stated that she did not.want the "I see

‘a " pattern, aﬁd Callie required assistance from the aide, Ms. Man,
to make this change.

Callie, then; achieved school success variably, being generally success-
ful -in cépying events when she could recazll the sentence(s) to be writtem, and -
in free writiné events that did not involve using words which were written on
the board. Callie coﬁld copy rebus sentences and produce her own successfully
when the statement/question pattern was acceptable,Callie wgs more successful
inlschool writing occasions than Dexter. Though the demands made on her wefe
more stringent, she was also more capable of working quickly, not needing to
focus on each individual letter to behwripten, and she was also more capable of
making adjustﬁents-in:her'writing behaviors after observing others.

I have examined éallie'é.behaviors during Phase 2, noting consistencies in
her behavior aﬁd? also,changes. Céilie seemed to have achieved gfeater pre—
cision in matching oral and written language during reading, most nétably in
regard to articles. She appeared too to establish this oral/written connection
in wfiting-when:working"with“a”étable”planiand‘with“the‘support’of“others;* 

' particuiarly the support of their questioning. The assessment tasks administered ~
in Phase 3 were an opportunity to look for change in structured tasks designed
specifically to identify children's cpncgptiohs of writtenflanguage and, also, -

N

to tap her own assessment of her success in school tasks. -
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Final Assessment Tasks

In the third week of May, I adwinistered again the assessment tasks fi?st
given in February. I also asked Callie to evaluate four writing papers, each
og wﬁich was from da different occasion type.
In response t§ the writing task, Callie's behavior was very similar to her
behavior in the initial assessment and comparable to Ferreiro and Teberosky's
" level 2 (out of 5 levels; see Appendix B); her behavior was also similar to her
"pérformance in the early FW events. She realized that objective differences
must exist between the graphics for different messages, but she made.no apparent
attempt at sound-related correspondences between parts of the utterance and
“parts of the ﬁfitgén graphics. In response to my request,'candy"was spelled’

Fadcttleestrrt; "ball"was EaddeLLMNPRZY. And, although there was no attempt

at making sound-related correspondences between letters and particular syllables,

A3

as suggested by Ferreiro and Teberosky to be characteristic of level 3'(and.

which Callie had done in the last ° 77 event), she did attempt to make & precise

Al

correspondence between oral and written messages through the use of the word
the:

Dyson ' . Callie
4 )
(T ask Calli® to write The
girl hit the ball.) .

(Callie writes TheDFDEgGSSgrgrghhu.
She includes no spacing, although she
does when she writes in school tasks.)

Can you read this for me, Callie?

(Callie reads The girl hit the ball,
sweeping her finger over the text.)

Where's the?

(Callie reads:) -The girl hit the--

T
=
-y
&%)
o
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Dyson Callie

Oh man, I.forgot something.

(Callie erases the Grr in the middle of
the sentence and replaces it with the.)

(Callie reads and points:) The girl hit
the ball.

Callie did, then, to a certain eitent, move beyond the global correspondence
between oral and written messages characteriaties of Ferreiro and Teberosky's
level 2. She was assisted in refining her encoding procedures by my questioning,
as she was in other wricing‘contextS. However, éallie’did not refine her writ-
ing through the use of ie;ter names,.as she did in the initial aesesement with
the article a'and as she did in certain events during the observation phase of
this study; rather, she used a visually recalled segment, Ehe;

’ Uﬁlike,Dexter,_Callie waa not reluctant to write, nor did she spontaneously
draw in response to requests to write; she did,'though,dask if she could '"'write

aJcar" and promptly ‘drew a car.

In the reading assessment tasks, as in the just- described writing tasks,
there was not a great deal of change reflected in her performance. Her behaviors
varied, as they did in the initial assesameet, between Eergeiro's level 3; in
which thelehild appears to believe that every.paft of an oral utterance is
written witﬁ‘the exception of the articles, and level 4, in which the chiid
apparently understands that everything is written; Callie did nop, however,
revert to level l behav1ors, as -she ha&kin the initial assessment, and read
1eftover text segments as complementary sentences, and she was also willing now
‘to read a 31ngle “letter as a word. With the support of my questioning, Callie
was able to identify all text segments correctly, except for the articles—-she

y :

| gnabashedly 1nterchanged the and a,

Ay
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Dyson Callie
(I read the sentence The
boy ate a cake for Callie
and ask her to read it.)
Text: The
R
Callie: "The boy"
Text: The  boy . ate a cake.
~ T )r
Callie: "The boy" i ‘T
"Boyyy ate a cake."
"The boyyy ate the cake.""
(Callie slides her finger across
\L_ The boy ate, as she says "The
boy [elongates boy]."
Did I write the word boy?
Text: " The
T
Callie: "The boy"
Text: Qggi\ Egz %Fe ; czFe
Callie: "The boy ate" 1
!
"ate cakes."
Why don't you put it this-a-way: The
boy ate all the cakes.?.
Text: ° The .'ngm\ ate & c?ke.
1) (.
Callie: "The boy ate the cake."
Did I write the word cake?
(points to cake)
Did I write the word ate?
(points to a)
'What's this right here [a]? e
o h - ' Text: The boy ~ate a cake.
A

S

Callie: '"The ©boy ate the

ket

Q C | | : l.fng




Dyson

(I point ou
has identif
as '"the.')
the?: .
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In response‘to the general questions about writing, Callie said, first
of all, that she did write at home, in contrast to her response in the iniﬁial
assessment when she had said that she didn't vrite at home because she didn't have
a pencil. Callie then explaiped that she wrote the same things at home that
she did in schopl, particularly rebus writing. She said that, at home, she
wrote for herself and, at school, she wrote for "my teacher——they tell me what

to do." Again, as in the initial assessment, Callie explained that adults
write "good things, that we got to copy." Upon probing, she added that her
parents ''sign my 'port ﬁard." Unlike Dexter, Callie made no reference to
dfawing.

Callie had already mastered the names of all the letters in February.

. Thgre-was progress evident in the sound/symbol fask, although not in the ability
to QCCurately identify initial consonants. Callie knew only K, recognizing it
as the first letter in care, keep, and key. But, even though she did not
identify any others, she did repeatedly pronounce the words I asked her about,

breaking them into segments. Certain of her errors were understandable and

suggestive of her awareness of letter mames:

Word : - callie's Response
Mean . mean, mm, me, me, E
Dish ~dish, “ish, dish, E, ish, E '

Callie also volunteered certain word/consonant pairings she'd learned from
her phonics lessons: "A is for apple, and B is for Egll,_g is EéEr S is snake,
i X 1o for soray, 110 for eyt |

In sum, Callie's performance on these agsessment tasks evidencedﬁa*cer—
taiﬁ refinément of written ianéuage gnderstandings, although her performance
on the reading and writing tésks had not changed in terms of-the lefels of

performance described by Ferreiro (1978) and Ferreiro and Teberosky 11982).

‘ o 132
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As she had during the initial assessment, Callie demonstrated an awareness of

- the one-to-one correspondence . ' . wL¢Lten.méssage segments. How-
ever, she did not cénsistent]y display this awareness. In the writing task,'
like Dexter, she tended to simply put d - ' ~.ers to represent, in a global

" manner, the dictated message. But she did use the visually recalled element
the to establish some oral/written correspondence when writing a dictatea
sentence. 1In the reading task, Callie was more able to effect a ﬁrecise oral/
written relationship, but, here, her awareness of a sound (letter name) con-
nection between a2 and ate éeemed to interfere with‘hef success. ' The elusive-
ness of articles was illustrated in these assessment tasks, as it had been iﬁ
other c;ntexﬁsf In both reading and writing tasks, my probing led to more
refined behavior. Callie did not shy away from the writing task, as Dexter did,

‘but seemed eager to write and.to read. She seemed pleased with her written

work. She did not, though, appear aware of the usefulness of writing in adults'

-

lives.
Summary

I have analyzed Cailie's behaviors across varied literacy tasks and, in
addition, I have documented how those behaviors were vériably évaluated by the
classroom teacher. The aqalysis revealed consistencies in Callie's.behavior.
Callie appeared t; be on the bring of the glphabetic system. She evidenced
‘understandings of- the relationship between oral and written language; she
seemed aware at times of the usefulness of wellknown visual paftefﬁé;.sqéﬁ'ésA-
the, and of sound (particularly, letter name)/ symbol correspondences. At the
same time, she displayed difficulty éffecting this relétianhip. In reading
tasks, she had trouble placing hold on artic1e§ as-sepafgte, ﬁnique oral words and
as féadaﬁle graphic fofmé;ishe had particular difficulty withlﬂu{ietter‘g,

which is, after all, only a single letter and not really enough to be read
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(from the point of view of children [Ferreiro & Teberosky, 1982]). In writing
tasks, Callie tended to simply put down letter forms, grappling with their
relationship to an oral utterance at the end of the event and then only if she
was asked to read‘by an adult. The sophistication of the written language
knowledge Callie‘displayed depended upnn the specific nature of the written
language event ana on the amount of support, particularly on the amount of
questioning, she received frem peers, teachers, and me.

Callie's teacher, Ms. Lin, had particular expectations for how all observed
writing events should be done. Callie was generally able to meet the require-
ments for these events, althougn she did not approach the tasks in the same
ways Ms. Lin did.

In copying events, Callie centered on duplicating the forms Ms. Lin had
on the board. Callie seemed to focus on groups of letters between spaces.
Although Ms. Lin conceived of these tasks as opportunities for the children
to write about relevant topics with written fourms provided, Callie did not
focus on meaning until the end of the task. She could often retrieve the
meaning of the graphics—-if asked to do so. Callie initially approached tree
writing events in a similar fashion.v'Sne would simply -produce forms on her
paper to represent aiplanned but variable message, matching text segments to -
a precise oral message when the\actual writing was cnmpleted. ‘In one free

writing event, Callie did establish precise connections between an oral message

and a wr1tten text during the actual wrlting,she referred to her planned o

message to access the next word to be written and to identify particular letters'
she "heard" in that oral utterance. It is significant that Callie was supported
in that event by a stable plan and by a peer who shared his work with her and
with whom she could discuss her own efforts. In rebus writing, the consis—

tency of the planned message supported Callie in her matching of oral and writ—

134 .
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ten.messages, but the consistent plan did not stimulate Callie's own planning
nor tap Callie's encoding skills.

In evaluating Callie's behaviors, her teachers focused on competencies
seen ;g critical to early literacy-—identifying the names and sounds of the
1etteré, forming the letters correctly and with appropfiate spacing and align-
ment, recalling particular words that had béen talked about, and such general
objectives as listening, following directions, and working carefully. With
the exception of phoﬁics tasks, Callie performed adequately in school work.
éallie had, in a sense, more distance from, and a more differentiated view of,
written language than Dexter: she did not focus exclusively on individual
graphics as she wrote, and she‘w33 capable, with assistance, of moving beyond
global correspondences between oral and written messages. Like Dexfér, though,
her own understandings of written language were reflected in how she went about
tasks. She focused on groups of letters in copying, for example, not particglarv
words, as is understandablé considering the effort she displayed_in attrempting

to match oral and written utterances. In addition, she was semsitive to the

 way writing events were structured, thus leading to difficulties when that

structure was varied. Most notable in Callie's case study was the fact that;
as with Dex£er, her problems with, and progress in, understanding how oral and
written language were related to each other, which.was central to her behavior
in all contexts, were not made onious‘by evaluating any individual behavior"

or skill. That is, her difficulties and successes with the cognitiv:, problem-

i v
 solving nature of writing--the relating of a guiding plan in precise ways to

written graphics--could only be tapped by observir: her orchestration of the
free writing events. The case study demonstrated Callie'é‘need for the swupport
of others to become actively engaged with this writing puzzle. When assisted

by teachers, peers, and me, she solved the puzzle in more sophisticat:d ways.
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Anne
Anne, an Anglo female, was 5 years and 7 months at the beginning of this

~ study. Sbe had a small but sturdy build, a fair complexion, and shor;, tousled
brown hair. En the early morning, Anne usually had sleepy eyes, Qut, as the
day wore on, she would perk up, sitting unusually straightly through lessons and
independent work. During the preliminary observation period, Ms.' Lin reccm—l
mended Anne as a possibl; case study as Anne was advanced in her literacy skills
relative to the other children in her élass, although che was not the most
advanced. Ms. Lin reported that Anne, unlike Dexter and Cal%ie, had already
known the alphabet and how to write her name when she entered schqol in the
fall. Like all of the children in her classroom, Anne's ability to form letters
and arrange them conventionally on the page had improved notably since the begin-
ning of the school year (see Figure 1, which was completed-in Novémber). Des-
pite Anne's apparent skills, Ms. Lin did feel that Anne did not always work

up to her potential and that perhaps this 'was because she was not competitive.

Insert Figure 1 about here

Anne was a quiét but sociable child. She was attentive in whole class
activities and, although she did not speak out as often as other children did,
she answered when Ms. Lin solicited whole class responses; when Ms. Lin called
on her, she typically gave correct answefs,

In small group activities, I noted Anmme's careful; organized approach to
her work and her continual monitoring and evaluation of he} own progress. .
Similarly to Dexter, she took apparent pleasure in making her own products
different from o;hers, as opposed to Callie, who frequently copied others. None~
theless, Anne was sensitive to Ms. Lin's evaluations. As Ms. Lin circulated
while the children worked, offering guiding comments, Anne w0uld‘frequently

respond to her teacher's comments quietly, as much to herself as anyone else, noting
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Anne: I'm making mine with crayons.

Jennifer: I'm making mine ;ed.

Anne: I'ﬁ making mine blue and red.

Jennifer: Hey, you're making yours pretty [after looking at Anne's paper].

Anne: | I wanted to. (Anne calls to Ms. Lin:) Ms. hin, Ms. Lin, look
how I made my seashell. :

Ms. Lin: That's pretty.
Anne: Well, I'm coloring it different.
Later, when she has finished coloring, Anne puts.her colors back into her

“box "in order," as they were when they were new.

7

Anﬁe, Callie, and several peers are copyiﬁg Eaéter Qords from index cards.
Anne has finished copying her card, which says basket, and wants to trade
for another card. When éallie tries to grab the card from Anne's hand,
épne calmly résponds, "e.t2ie, when you give me jelly beans [Callie's

card]." Anne and Callie trade cards.

- During the preliminary observation phase, .I chose Anne for further study
because (a) Ms. Lin regarded her as above average in literacy skills for her
classroom, (b) as I observed Anne in the preliminary observati;n phase, I
noted that she did apbear more sophisticated_than most qthér children in the
class in terms of hér written lapguage knowledge, and (c) Anne talked easily
_with me.

Preliminary Assessment Tasks

As with Dexter and Callie, during the last two weeks of the preliminary
observation phase, I asked Anne to perform the series of assessment tasks. In
this section, I briefly illustrate her responses to each task, pointing out

how her responses compared to Dexter's and Callie's.
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To begin with the writing task, Anne;s behaviors were more advanced than
either Dexter's or Callie's; While the latter two children had, on their own,
produced apparently random strings of letters, Anne's_writing“reflected a
clear attempt at making precise connections between-oral utterances and written
graphics. She spélled "candy" KARD, "ball" was Brel, and "The girl hit the

- ball" was The Garbl Bbpnl ( Anne's spacing ); she sheepishly explained, when I

EN

kd

asked her to read it, that the writfen sentence said '"The girl ball." Anne
did not engage in obvious seundingout behaviors during this writing, although
she did clearly pause before writi;g each group of letters. The resulting print
evidenced use of both letter names, initial consonant sounds (g),and a Qisually
~recalled element. At the same time, the prinf also reflected 'the use of less
sophisticated strategies, such as including Sufficient'letters (r's being
_favorités) to make the word look lGng'enough.. Anne's behavior was thus com-
parable to’Ferreiro&gpd Teberosky's (1982) level 4 (out of 5 levéls; see Appen-
dix B): she appearea to be attempting to represent phonemes, although she.did
use a strategy observed in less aévanced childreﬁ, that of simply putting down
letters. It is intere;ting that, from the dictated sentence ("The girl hit the
b;ll."s, Anne encoded th@, initial article and noun and.the final noun; although
I can only speculéte about thig small piece of the data, it is reminiscent of
the sugéesfions in the previ&usly discussed case studies that concrete entities
are easiest to isolate in the oral utterance and to place hold on for encoding.
" Also as in the previous case studies, my questioning led Anne to reconsider
4 .

her work.

In addition to writing the dictated utterances, Anne sponféneously wrote
the names of three of her friends-—-Sarah, Bridget, and Jyl--and tﬁose of her

brothers and sisters——Jefffey, Leigh, Allison, and Michael. Neither Callie nor

Dexter had evidenced the ability to write names other than their own.

-~ 14g
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Aﬁne»performed the reading task without any difficulty, easily matching
the oral utterances and the written graphics. Her behaviors thus fit the
highest of Ferreiro's (1978) levels (level 4; see Appendix C), Callie's héving
fluctuated betyeen 3 and 4, Dexter's being level 1. It should be noted here that
Anne was not a reader in the conventional sense of the term according to her own
report and my observations of her "reading" (orally inventing a text as.she
turned the pages of a book) in the classroom.

During the interview questions, Anne displayed a certain association
between drawing and writing, although she did_so to a lesser extent than either
Callie or Dexter had. She did refer to drawing (although' not specifically as
"drawing") in response to the question regarding what she wrote at home; she
said she_wrote "happy things, sad things, shapes, circles. And I write squares,
shapes, numbers, faces--happy.faces, sad faces, girls' faces." But Anne also
talked in detail about wrfting letters to her gréndmother; this is ﬁotable as

neither Callie nor Dexter mentioned functional uses of writing in the home.

Certainly this does not suggest that such uses did not occur, but it does

suggest that Anne was able to articulate such uses and that writing was a

significant activity for her. In fact, after Anne fiﬁished the reading task,
she remafked that she was able to do well because "I do-a lot of writing at
home." , |
In reference to letter writing, Anne explained.that "T like to write about
my'gran@motﬁef——write my;grandmoﬁher a letﬁer."_ She also réported making pictures
for her érgndmother. Anne éaid that she asked her dad in particular for help
in spelling words, élthough, "now, both my mommy and daddy help me write letters-—-—
even my sister and mmy brother." Anne, in fact, told me exactly what she wrote

to her grandma; pausing distinctly between each word, she recited, "I love my

grandmother. Thié is for Nellie Bird [her grandmpther]."
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When 1 asked Anne what.she would write if she could write anything she
wanted to, Anne responded again with an exact message, here too paﬁsing clearly
before each word: '"Valentines Day is a special day." Anne's stated desire
to write is in contrast to both Callie's and Dexter's drawing responées.

Despite Anne's reported functional.uses of writing at home, when asked
'diréétly th adults write, she had no response. And, although she had detailed
a variety of things that she.wrote at home, and although she had also noted
that, at school, "I write, copy from'the board," when I probed and asked directly
about the differences between home and school writing, Anne responded that they
were different only iﬁ that in schoql "we hézg to sit down go write, and I
don't have to sit ddwn to write. I.can stand. . . 4"

Anne'knew the names.of ali uﬁper— and loﬁ%r— case letters and, in addition,
could identify all initial consonant sounds, wifh the exception of v.

In these researcher-structured tasks, tHen, Anne demonstrated an- under-

standing of the need for a precise match between oral utterance and written

graphics and of the alphabetic writing system used to effect that match. She

“could ‘accurately match oral and wrfgtenllanguage in the reading task. She made

use of both phonological relationships and visually-recalled patterns in the

writing ‘tasks. Her exaggerated pauses between words when reporting What she

would or did write illustrated her awaréness of the need for precise seg-
mentation of the oral utterance. However, Anne also evidenced less sophis-

ticated written language behaviors that had been noted in Callie's and Dexter's

' case studies, such as simply putting down letters to make the intended graphic

word.appear long enough and ‘an-association between drawing and writing. Al-
though, like Callie and Dexter, Anne had difficulty identifying any uses of

written language when directly asked, she did report writing letters to

144



3-52

"Nellie Bird", her grandmother, at home. In brief, Anne had a more differen-
tiated view of the written language symbol system than did Callie and Dexter.

I now turn to how this knowledge was displayed in school tasks.

Writing Occasions

t

As in other case studies, this aunalysis is based on the writing events
which occurred during the formally-designated '"creative writing" period in phase

2 of the study. For ease of reading, I insert here a Writing Occasion Table,

which describes the writing occasion types and variations of each type. ~

Insert Table 1 about here.

Anne's Occasion Types

The changes in Anne's behavior across occasion types revealed that she
;Organized her writing in ways similar to Ms. Li , with one familiar exception.
Unlike Callie and Dexter, Anne clearly distingui- - “etween the copying occasion
type, which.included CW and a variant CS, and the sclecting and copying type,
which included SCW‘and.a variant, FB.k‘Free writing evénts wefe yet anothér'
distinctive category. However, as with Callie, éhe rebus writing evengs, CRS
and FRW were a single occasion type, with only slight differences in‘behavior
noted between them. Anne, then, who appeared to have the most differentiated
view of written language, élso had the moét differentiated view of the writing

events in her classroom, 1In the following sectionms, I describe the.variations

in . Anne's behavior across occasion types.

Copying: Monitoring Meaning

In the_firSt CS event I observed, copying appeared to be a mechanical task,
although two weeks later additioﬁal behaviors were evident. To deal first with
the mechanical (non-meaning—focused) behaviors, Anne moved systematically across .~
the page as she copied, as Dextéf did. But, like Callie, Anne looked at the

board only every letter or two, occasionally copying a three— or four-letter
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looking at board

looking at board

looking at board

"She sells" - decoding language

Ms. Lin remarks to the class that
there are eight s's on the board.

Anne looks up and counts the eight s's
monitoring language

Anne holds up her paper, comparing

it to the board. She then points to
the words she has written and reads:
"""Ghe sells sea." -vane pauses here

for 10 seconds and then says ''she,"
apparently miscalling the next word,
and immediately begins writing again -
decoding/accessing and monitoring
language

Ms. Lin walks by, saying "That's nice,
Jennifer, Anne, Sarah." Ms. Lin also

tells Jason he could do with less erasing.

Anne comments Fhat she hasn't erased
yet — reporting language

Anne listens as Ms. Lin_tells another
student how to make his h's with a

long stick at the top.

Amne repeats and expands upon the

teacher's instruction: "It comes up
+0 the very top line" - reporting
language

looking &t board

4 e~ e
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Child's Text Code Notes
P looking at board
by K}
¥ Anne is looking at Ms. Lin,who is
reprimanding a student who has twice
now misspelled his name.
P looking at board
the S
IU-T Ms. Lin has just listened to a child
read the copied sentence. She then
asks the class what a seashore is,
and Anne listens to Ms. Lin's explanation.
I0-P Keith, a peer, calls out from the
opposite end of the table (relative to
where Anne's sitting), 'Hey, Anne, you &
know where I'm going this summer? I'm
s .r. ¢ the Boys Club." '
c S ai. does ﬁot answer Keith but keeps
wricing.
ov "Oh, gosh" - evaluating language
//// Anne erases the c, using a pencil in the
jar in the center of the table. -
(Anne's error here [writing c¢ for "sea']
suggests that she was aware of the word
she was writing. Note that this event
took place before the introduction of
rebus writing events.)
sea S
IU-T Anne hears Ms. Lin saying 'by the
shell shore'" after a peer has mistakenly
written that on his paper.
ov Anne laughs and repeats ''shell shore' -
playing with language
oV "shore'" - monitoring language
S
ov Oh, gosh," referring to poorly formed

s —~ evaluating language
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Child's Text Code Notes

1117 Anne erases and then forms a more
conventional s before completing the.
word shore.

KEY. Dialogue: 1IS-T - Interruption Solicited from Teacherf IS-P ~ Interruption
Solicited from Peer; IU-T ~ Interruption Unsolicifted from Teacher; IU-Ps:
Interruption Unsolicited from Peer; Monmologue: UV - Overt -language;
Other: P - Pause; S - Silence; //// - Erasing.

In this event, as in every event observed, including those in which Anne was

not the focal child, she was able to read her completed paper accurately.

For Anne, then, the data indicated that she knew, even when cﬁéying,:hat

a message was being written and that she was interested in that message as

she wrote. Such observed behaviors as rereading what had already been written

“and pronouncing words before writing them support this inﬁerpretation. Her
behavior thus contrasted that of Callie and Dexter, who gave no such indi-
cation. Certainly a child may focus on text meaning while copying without
nrally indicating that focus. But the observation that Dexter could not
accurately read his written text when he had finished and that Callie not

only had difficulty doing so but also frequently séng»while copying lepds

support to Anne's contrasting focus on meaning.

Of all three children, Anne came closestc vo performing tﬁe copying task

as Ms. Lin had planned it--as a "creative writing' excercise in which children

would have the opportunity to write about ralevant topics, whic! they themselves
helped to compose orally, with the support of 'giving them written forms," to-
use Ms. Lin's words. In later sections, the differences between Anne's copy-~
ingand free writing, without the given forms, will be described. First, though;

I consider a type of eventwhich offered Anne a relatively greater degree of

control over the message than did copying.
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Select and Copy: Taking Control of the Message

Selecting and copying tasks, SCW and FB, differed from copying tasks for
Anne, as they did for Ms. Lin.“ In contrast to Dexter and Callie, Anne did make
choices as to which of the optional words she wanted to write. 1In fact, Anne
could adjust the optional selections to more accurately reflect her views. For
example, in one FB event, Ms. Lin had written on the board:

Today is .

cold

sunny
Anne asked if she could put both words in the blank, which seemed a reasonable
request as it was a cold and sunny day.' Ms. Li; answered that she could but
that she would need to include the and, which Ms. Lin then spelled on the board
directly after the period. Anne then wrote the sentence, corréctly arranging
the words on her paper to read: 'Today is cold and sunny.”" In contrast, Callie,
.1ike many children in the class, slotted a word into the blank, included the
word and at the end of the sentence because it was on the board, and then attempt-
ed t6§g§%%§,a recalled oral message to the print; ﬂexter copied as muchvof the
board asihe’could (with the blank left empty and cold directly underneath the
line) before he ran out of time. Anne behaved similarly in the FB event in
which Figure 3 was produced. Not wanting to choose between writing that her

mother was pretty or that her mother was nice, Anne included“both, adding and

appropriately.

Insert Figure 3 about here
It was clear then that Anne was able to approach both copying and select-
ing and copying occasions as the producing of meaningful} cohtent. She read

during copying in order to figure out where she was in the recalled message;

she. actually made selec.cions as to what she wanted to say in SCW and FB events.
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As the preceding quote suggested, Anne made plans as she drew, compared
those plans with her peers, and intermittently drew attention to her product.
The following transcript excerpt illustrates her behaviors:

Anne is drawing an ocean picture. Salter, my research assistant, is
sitting beside her: :

Anne: ~ Look at mine [directed to Salter].

Salter:, It's pretty.

Ms. Man, the aide, is walking by; she aské Anne about her product:
Anne: I'm gonna put a little bit of weeds in.

Ms. Man: Mmmmm ?

Anne: I'm gonna put a little bit of weeds in there.
Ms. Man: Weeds in there. What you gonna put, Jennifer?

As Ms. Man continues talking to the children at Anne's table, Anne remarks,
apparently to no one in particular:

Anne: I'm making starfish in mine. [pause] I'mgoing to make a fish.

Ms. Lin: Now, Anne. Anne! Now, listen, I know you like flowers, but
there are no flowers growing on the bottom of the ocean:

Anne: I'm not making flowers!
Ms. Lin: Alright, I'm just reminding you. Cause I know you get carried
away with flowers. |You write all kinds of stories about flowers
(unintelligble) :
Anne: ‘ Hmmmmm [to self]. Let me see.
Ms. Man: Those are seaweeds, aren't they Anne?
Anne: Yeah, those are seaweeds [cheerfully].

‘Anne continues on now in a softer voice; the’'following comments are inter-
spersed with silent pauses as she draws (I doublespace to indicate pauses

here.):
I'm gonna make a [sigh]--wait a minute. See if I can-make
some fish. : :
Fins.
There. Make a turtle.
Make some clouds. |
Q : , : © ;1557
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Make a few clouds up here,.
Anne now speaks in a louder voice:
Look at a purple cloud. Put purple in it to make it purple.
Ms. Man: Maybe it's a black cloud.
Anne: No.
Put a—--
Mine's going up in the air. I'm gonna make some small whales.
As the transcript excerpt reveals, Anne planned and carried out ner own intended
meaning during drawing, and, like Dexter, she seemed quite pleased with her
efforts.

Free Writing:. Elaborating about People and Things

In the free writing sessions, the meaning was not to be recalled nor made
| ‘ 9 .
more personally meaningful through adjustments of print to be copied or through

drawing. The responsibility for forming the meaning was her own.

Con31der1ng first the content of her products, Anne's freely written
A"

messages were not very different from those of her copied messages. However

o

they were also not notably different from the messages she reported writing at

home with her family's help. In school she copied Spaghetti is hot and Today

is cold. She reported writing at home I love my grandmother and This is for

’ kY
for Ne111e Bird. 1In free writing events, Anne wrote, among other things, ®

fliws r buDDflol (Flowers are beautiful), sbwoet1 woDfl SdFF (Spaghetti is

\
\

wonderful stﬁff), and I liork Maw SDorear (I like my ‘'sister). Anne's FW

sentences, then; were elaborations of the family names she could write indepen-—
denrly'or statements;of objects' attributes.

Altheugh the‘content of Anne’s messages were not distinctive, the mechanics
were. Consider, for example, the product in Figure 4, which was produced during
the event in which FW tasks were first introduced to the class. The spelling
is clearly Anne' s own and very similar to that displayed in the ;reliminary

assessment tasks. Anne appeared to put down whatever 1etter names or sounds
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were apparent to her, then adding other letters to make the written word look
appropriate. The middle of words frequently contained double letters (e.g.,
KeeD for '"candy") or a repetition of the opening or closing letter (bufDf for
"beautiful," prKoK for "pink''); her later produc;s contained more vowels (a's ,
i's, and 0's) in the middle of words. It should‘ be noted that Anne's phono-
logically-based spellings were not typical of her class. Judging from their
products, when told for the first time in school to write about whatever they
wanted however they could and to ''mot worry about spelling," 7 of the 17 child-
ren attending school that day wrote apparently random strings of letters
(Qal]ie and Dexter were included here), 6 others copied words from about the
room and/or wrote words they knew, such as family names. Only 4 children
clearly attempted phonologically-based spelling, aiéhil‘ren spelling words

-

and 2 (Sarah and Annc) attempting sentences.

Insert Figure 4 about here

To continve v/ . mechanics, Anne's spacing was conventional and consis-
tent, as was her spacing during copying and the preliminary assessment tasks.
Her use of periods was not consistent, but, when she did include a period, it
was alwafs placed appropriately. However, Anne's use of lower- and upper-
case letters was different from that evident in‘copying tasks. Whereas Callie
and Dexter appeared to put down letters randomly during FW events, Anne
generally.ﬁsed all lower-case letters, with the exceptions of I in reference:
to self, the first letter of family member names, and four letters that she -
frequently puL in upper-case form, no matter where they fell in a sentence
or word; the four were D,M,K, and T. Her consistent use of upper-case formé
of these four letters was perhaps attributable to not knowing the lower-case

forms. For example, note in Figure 4 that Anne attempted to make a lower-

case d by making.a short D.
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I see a (object). Can you see a (object)?. (Recall that Dexter was not able

to gstablish a precise correspondence between a guiding plan and written gra-
phics in any writing context.)

As Anne wrote, she intermittently pronounced (moqitored) the wnord she
was writing, pausing at times to reread (decode) in the midst of a sentence
to access the next word to be written; she frequently reread a sentence Or
two that she had just completed. Although Anne exhibited t.:2se behaviors in
others writing contexts as well, Anne engaged in relatively more monitoring
language during this task than she did in any other writing occasion type.
She also engaged in these behaviors to a greater extemnt than did Callie.
Relying on an intefnal patterned message rather than one displayéd on the board .
and, additionally, on a pattern in which the oral and zraphic sywhols were so
simply and clearly velated (for one who understood the written language system
as well as Anne did) may have promoted these behaviors.

To illustrate Anne's behaviors during the rebus writing process, I in-
clude here an eXxcerpt froﬁ tﬁe FRW event in which Figure 5 was produced. (Note'
that, except for a rare indication of planning behavior in an FRW event, I
observed no differences between CRS and FRW events.) In the event illustrated
here, Ms. Lin suggested t! .t the children write about spring. She told them
not to "worry-about spelling. Write however you want." Certain children,
however. iid ask for words they thought f’::. might need. Children asked as
well for rebus pictures they might need; {ailie, for example, asked for butter-
flies. Anne, though, asked for neither. I begin the obsuy ation sheset excerpt
at the point in which Anne had already copied the date and, also, written

I c a Y [chick]:
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& ¢ Theﬁgjfin The #®. (I see the sun in the air.)

%W ¢ The Wat The (. (I see the rocket at the mban.)
e r a 5& is growingA . (I see a flower is growing.)
U4 ¢ a VY flying (I see a bird flying.)

& ¢ a OO is f . (I see a butterfly is up.)

With her teacher's assistance, then, Anne di :hange or, at least, modify
the rebus patfern. No one, though, sat besideuénne to assist her in making-
this change, as was necessary for Callie or Dexter to effect patfern change
on demand. Nonetheless, Anne did appear to have begun her additionms by
answering the qdestioﬁs Ms. Lin posed. Furthér, the "I see" section of each
sentence sounds aﬁkward; Anne” appears to have simply answered a question
about each object and tabked the response onito the end of the appropriate
sentence, althgbgh I have no way of verifying that this is what she did do. ¢
When I asked Anne to tell me what she was doinéjas she exteﬁded each sentence,
she explained simply: 'Ms. Lin asked me to write some of 'em longer, so I
did." |

In brief, in rebus events, as in other contexts, Anne's written language
knowledge was evident, including her ability to precisely match voice and
graphics by, in part, orally segmenting utterances and visuélly recalling
patterns. -Also appareht.was her sensitivity to the 1§nguage she pérceived
as appropriate for the event. Anne, who in selecting and copying and in free
writing events opted for persoﬁally meaningful and factual statements,here
opted for language that in a sense was“not tied to her personal or real world
or, perhaps, would not be tied to her.world if done in written graphics.
After all, no one, including Anne, could actuaily see a sun, alrocket, a

flower, a bird, and a butterfly in the classroom——unless it was in the graph-

ics of rebus writing.
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repeat these tasks in the final assessment.
For the evaluation questions, I showed Anne four of her papers, xeroxed

copies of a CS, anFRW, an FW, and an FB product. Anne reported that she

- had i the board" for all of them. Anne judged every paper to be good

writin, , although she paused notably (15-20 seconds) and received an occasional
prompting from me (''What do you think?") before answering. Like Callie and
Dexter, appearance was the critical factor in determining good writing, "cause
if it were bad writing it'd be crumbling up" and "I'd make my letters all

kind of wrinkly." 1In fact, just as they did, Anne allotted each product to a
significant other—-anddid so with evident pleasure. One was for her mama, one?l
for her friénd, another for her daddy, and one for her brother and sister.
However, unlike Callie and Dexter, Anne did not refer to her drawings in ex-
plaining her evaluations of her products. And alsc unlike Callie and Dextet

Anne spontaneously read each of her products, self-correcting her inaccuracies

(correcting "mema" to 'mom," correcting ''She is pretty and nice," to "She is

nic®-and pretty').

In response to the general questions about writing, Anne veported that
she did write at home, as she did in the initial assessment. She explained
that she wrote words but that what she usually did now was to work with a

"flip and funnies.'" From Anne's elaborate and patient explanation, I deduv:ed

.that it was a tfacing kit:

You get a piece of paper, and there's a little knob.that goes thfough
the little thing, and there's the the lining of the things that we've--
you're gonna make. You've got to think which one like--you're gonna

do, ana you put the piec. »f paper down on the one that you're gonna

do. Put it down and get your - :ayocn and go like this over the one that

vou're gohna do [moving hand back and forth] and it turms out.
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© i Copying and Other.Myths

4-8 "
all contexts, guggested that he did not view written graphics as an exact
N\ ‘

transcr£§tion of oral hgterances; rather; Dexter's talk about his own writing

suggested that he attempted to represent concrete aspects of his world. When

I asked bexter‘to'write "The girl hit the'béll,” Dexter wrote tereDe. He then
_remarked, "I'm gonna put ' girl get the ball and bit the'baii and put a hole in

it and get a whippin.'" As Dexter was writing leteDtl7, he said, '"'The girl

hit the ball and put a hole in it.' I'm gonna put--put a hole in it," and he

added more letters. )

2

Another suggestion of Dexter's conception of writing as direct represen—
tation came after the reading task when Dexter spontaneously wrote, X0. He
remarked that that said, "Dexter ate a éake.” He explained that X was Dexter
and 0 was "Dexter ate a cake." The foll&ﬁing exchange then occurred:

Dyson: What if"I cover d},this ©)?

Dg;ier: . Dexter didn't eat no cake cause he didn't haﬁe“th;t

(pointing to the Q).
Dyson: 'Andvnoé (lifting my -thumb off of the 0)?

Dexter: Dexter ate the cake now.

In these structured tasks, then, Dexter demonstrated an understanding .

that written énd reaaumessages were related in émgiobal way, but his behaviors
\\fo; effecting this felationship were inconsistent and.loosely grganized.
| Callie was one of Dexter's peers. She was black, large-boned, with ﬂair.
arranged in'small braids around her he;d and a wide, infectious grin. Callie
appeared more advanced.in her -knowledge of written language thaﬁ did Dexter.
Like his, Callie'’'s behaviors were ‘inconsistent, but she did appear aware of

a one-to-one correspondence between uttered and writgen segments. Callie knew

the names of bth upper- and lower-case letters, although she was not able to

4
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identify any initial;consonént sotnds., In reading sentences‘I‘hAd previously
~read for her, Callie attemptedia precise match between written and-oral ﬁessages,
'élthéugh she had difficu;ty iéolating ;rticles as scparate, unique oral words |
and as readable graphic forms (The was ;ead "the boy"). In writing, like
Dexter, she randomly strung together letters to represent oral messages. How-
ever, with ﬁrobing, she did.demonstrate a dawning awareness of thg alphabétic
nature of the writiﬁg.syétem. For examp}e, Callie spéﬁtaneous]grﬁrotelé on her

paper, telling me that it was anué, and next drew an apple. Then, as if further

possibilities had occurred to her, she read "ate the apple,'" pointing to A as
PP g £

she said "ate'" and to the drawn apple as she said "apple." The following
exchange then occurred: B
Dyson Callie

Noon'm‘gonna get an eraser. Watch this.
. (Callie erases the apple;)w"'

Aﬂd theﬁ,the apple belali g;ne. There
don't be no apple. 1It's all gone.

Is that a [3] or ate [pointing

to A}]?

e o ’ : A, ate, ate, ate [pointing to A].
- % - g . -

What's that [pointing to A]?

And what was that {pointing to

,
(.

erased applel}?

1%

Apple.
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And what had you written?
| Ate a[s] apﬁle.“ (Callie draws apple
N ‘ . again.)
Where's a [5]? |

(Callie adds an R. Then she reads:)

Text: A ' R
4 + 4
Callie: - Ate ala]- apple.

Anne was ﬁhe third”closeiy-observed peer. She was an Anglo child with
short, -tousled brown hair, a small but Sturdy build, and, usually, sleepy
eyes in the early morning. _She wasﬂthé most advanced of thebthree‘in ternis of
her knowledg;vof the writteg langugge symbol system.. The global correspondences
between speech and print rgflected-ip Dexter's behaviors andx to‘a lesser
degree, Callie's, contrasted.Anne's finély-tunéd gonnections. Anne knew the
”alphabet letters and could identifyzail.initial consonants. - In réading tasks,
-~ Anne could*eagily match oral and written words.- In writiﬁg,'she made use of
both letter naﬁes aqd’initial consonantnsdaﬂds (é.g., the sound; of-g and h)
to invent speilings. éhe dbuld add extra letters to he? ;fitten words to make
them look long enougﬁ, but, despite ghigulatter strateg&,.she did appear to bé
operating within the alphabetic syste:ir, For example, she épelled "candy"
KARD and "ball" Bbpnl. C - ﬂ . . S
Dexter, Calliei and Anne, then, noéldnly had different degrees of mastery
‘of common early literacy objectives (letter names; sounds); they.displafed
_varying degrees of unaerstanding the nature of the-symbol system. " These dif-

’ ‘w‘ N '. . . S:: N
ferences were reflective of developmental characteristics documented in the

_early literacy literature. Having provided these brief sketches of the three

o . . - 192
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children, I turn here to their behavior in classroom tasks. How did the children-

éﬁproach copying and f;ee writing tasks? Were theyhall actﬁaily doing the
: ) . : . 9
"same' task? = ' ' “

"Cog&ing—offa'—the—Board" . v

. .

If a casual observer--or even a.sophisticated researcher--were to enter

the children's classroom and note that the chiidgen were éopying, that observer

I3

might assume that such a mundane task can oniy be done in one way-~the child

looks at the board and'copies the words. But Dexter, Callie, and Anne had

"

distinctive ways of going about this task.
~ . i
For Dexter, copying was a silent, painstaking event. He focused on care-

fully forming each letter in turn, not attending to the spéces between groups

offlettersf FDaxter looked at the board before writing each graphic and, at

. times, he stopped in~the)middle of a formation to glance at the board to see

what exactly to do next. He often spent a full minute on one letter. Dexter

[? >

would compare the completed letter to that on the board, adding extra strokes

“where necessary, at times erasing to attempt a closer match. The D'Nealian
. N . " o~ _\

scfipt usqupy his teacher. often necessitated the adding of extra strokes. T

—Forexample; an x needed a third stroke to become an X RN

Dexter's talk during one copying event reflected his focus on individual

letters

v might relate to other words or graphics he had noted in his invironment:
. - . i‘: :

[ﬁ Dexter is copying the date: April 11, 1983. He alternates between
looking at the board and then wéiting a letter. .After writing Aprill,
(Agril 1 with no spacing), Dexter pauses and remarks, "I've got about

three ones"; he ' then counts his '"ones" as follows:

N
.

\

& %
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» Dexter: "one two three
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4]

Dexter now copies the 9 in 1933} he has skipped Ehe'll,’perhaps confused
by all the '"ones." = a# B : /
Dexter then goes on to the 8, which he forms as if it were a small g

& ~
He in fact says g as he writes it, and then comments to me:

" This Spells glasses."
bexter next begins tu c0py the first of eight words relating to pizza
that are on the board, that first being pizza. As he copies the p, he

. 'says:

> p-p-P-P--Pizza! | :

. Although he is copying pizza, Dexter's behaviors in other contexts have
suggested that he associates p with pizza, just'as he'associatesgg with

Lester, N with his grandmama, S with Santa, and 8 with glasses.

Even copying the date, then, revealed Dexter 8 early understandings of the‘

written language system.
i . . M . b .

When Dexter completed his copyirng he would read his work-1f asked by

_Lin~or by me, althou gh he never spontaneOusly read his product during—the

'course of the study. In general Dexter would read his whole text (the copied
%@ ) :
sentences) as either (a) the name of a single object; for example, after

copying two sentesces about spaghetti Dexter responded to the request to

read with "spaghetti," or (b) the whole linguistic unit for example, note

Dexter's reading of the following copied text (spacing added for ease of reading)

Dexter's text: T like " orange. ‘
s 4 4 0 ‘ )
Dexter's reading: "I - I like orange I like orange."
Dexter's text: I like ~ purple.
.4 t ?
Dexter's reading: "I I like purple I like purple."”
o )
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While Dexter seemed to focus on individual letters, Callie had another

approach to copying. She appeared to focus on 1efters grouped between spaces

". and on how those“letter'group; were laid out on the board. Copying itself

appeared to take less effort for Callie than for Dexter. She did not pause to

””glance at the board as oftgn as he did.” hé she sang or chatted with peers,

she would look up every letter or two, althéﬁgh she did, on occaéion}.copy a ..
. : A 0 . . -
three-or-four-letter word after one look. In addition, dallie qggularly spaced

between words. I have, however, hedged on sayiné that Callie focused on words,

preferring to say that she focused on letter groups, because she did not appear

to focus on the meaning-of the letter group itself. This interpretation was

¢
2

supparted by Callie's questioning of her peers as she worked: '"Do we suppose'
to write the one that gots the G?" "Do we gotta write [points to a word] three
times?" ' . - ‘_ R

3

Aléhough‘Callie did not focus on meaning during the actdallcopying'taék,

she did read her text if askedsto do so. Her reading was generally related in

meaning to the.original,'but was not an exact rendition. Callie typically

. »
read her text several times, vacillating between attributing a syllable, a

4 . -

group of syllables, or a«wopd:tbwa_lgpﬁgr g;oup_égghevidencing as well the pre-

viously noted difficulty with articles. Callie would self-correct until she

perceived that the voice and pfint were accurafely matched. The following is

v

Callie's reading of copied "pizza" words:

Text: . Pizza . crust , sauce peﬂpefoni
* + 4 3
Callie: "crust pizza - app lesauce cheese"

And here is Callie's reading of a familiar tongue twister:



‘o n . S s -
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Text: ° *She © gells sea

3 o ?
Callie: "seda = sells ‘sea"’
.Text: :shells by | ‘the

‘ ' ? t ?

Callie: "shells by sea"
Text:. seashore - ° R

. A S Co -
%gllie: ""'shore" o’ T

Anne, like Callie, also looked up at the board only é,ery letter or two
and occasionally copied a three- or four-letter word after one look. And Anne

too'consistently spaced. But Anne, unlike\gﬁllie, monitored the message--the
meaning--she was forming on her paper. Anne pronounced words as she wrote

£5 . = : s
them, pausing at times to reread what she had already written and, in the

ot

process, to figure out what word she would be writding next. The following isi

i
2

a description of‘Anné‘cobying’the'seashel;'tongue twister:
Aﬁne\has just copied EEE'. Anne‘lopks up at the bdgfdvonce béfore wri;ing
’ éEllE} .She then pauses, looks up af the board, and reads what she has |
jus;-written: "She sells.'" Anne coﬁtinues in this manner, tOpying
.wor@s and ﬁausingiintermigfently to reréad from the beginning éf thev

9

Sentence.,

In é;éry‘copyiné téjk obéerved; Anne was ;;i;M;;”reaq her~§omp1eted\gaper,f
accurately pointiné to each word. : / a s

hAll three children, then, had varying interpretations of this common.be-
ginning literacy ‘activity. For‘Dexter, copying Qaa,not an opportunity tb

become familiar with words and the mechanical procedures for writing words and

seritences. Rather, 1t was an oppor;uni&y to examire and produce particular

~ letter férma._ For Callie, copying appeared to be an opportunity to examine how

words were laid out on the bage. Anne came closest to the cop&iﬁg task as the
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children's teachef, Ms. Lin, had planned it—-as a "creative writing" experience

in which children had the opportunity to write.- about.relevant topics with the

support of '"giving them written forms," to use Ms. Lin's words. I turn here

to the differences between copying and %just_ writing,' to use the children's
L y n g

*  worde- ~+iting tasks in which the children wroté without the "given forms."

P A

"Just Writing"

-

Influenced by writing insefviceé, in March‘Ms.‘Linltold the children Eob
simply write: ﬁWe'ge-not'gqihg to‘worry about spelling. Ygu can write.abéut
whatever you want." B&mﬁﬁgin mind bo%h the children's prior experience with

-copying in the schooi contéxt and their varyiﬁg'cénceptions 6f the writing

~ system, T consider now how the children responded to this activitf, I describe
Dexter's and Anne's behaviors b;iefly, as they did.nogycﬁénge their approach
to:ﬁree writing during the course ofithis study: C;}iie, however, merits a
closer look becquée.she'did very clearl§ alter her épproach in one particular
free writing event. First, though;iI.return to Dexter. “ |

r? Iéﬁceftaiﬁ respects, Dexter Approached free writing as he did'copying-—he

silently formed letters; since there wa; no need to pagse"énd look at the

©

board, he did make letters more quickly, with less appareﬁtAEoncern for form
Lt .

o

(ieSs erasing, no addiﬁg.of particular strokes, to match forms on the board).
- There was, though, one significant gehavior eQideqt in free writing tasks ;hat
’ was not évident during copying ta;ks: -planning. And what Dexter.planned to
" write was objects: football helmets, s;oes, boots, parrots, squirrels, and
dinosaurs. .
Although Dexter planned to write objects, he would elaborate upon wbag‘he

had writvten when asked to read by Ms. Lin; more specifically, he would read®

\‘1‘.. o . . -
ERIC o - 19y f
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¥,

sentences as opposed to iject'gam@s. M8, Lin had, in fact, prompted this

¥ ¢ 4

‘elabdration at the end of the first free writidgltask, in which Dexter pfb;'

-

- T R . e ’ . TN
duced the paper in Figure 1. Ms. Lin asked Dexter to read that paper for her.

, Dexter responded by 1ooking‘at'thé first.linew(beyond'his name)-and.saying,‘v

*."Helmet." Ms. Lin replied,."Well, what about helmet?"'_Dextér answered, "The

man's hitrting people with h157581m8t-"

>

Dexter fhen spoptaneously offered:

Qo .

phrases ortgénteﬁces for the other 1ines. In the.follcwing chart; I contrast |

o

9

the comments Dexter made to himself.and to me while he was'actually writing

with his eventual reading to Ms. Lin:

Line

Atihe

‘Line

Line

Line

Line

Languége whilé'writing:

Know those thingsfghat go on

I'm writing about football.

Football helmet,

W,

°

I'm writing. things that.

are real. I'm_writing'helmét.

Now I'm going to write pass.

\\‘

2

youtr knees? (In response to

€ heen s e

ﬁy question agou; what he was
going to write now.)

I'm gonﬂa write football
shirt. I forgoﬁ to make:
numbers {adnd Dexter é?ds more

letters]. . - -

'I'm writing mar. :

(Dexter continued from\line

LY

3 to 1ine 6 with no comment.)

-

-

Language while reading ‘to teacher:
The man's hitting people with his

.helmet. . ..

. Getting ready fdr‘fogtball to'play

pass.
Thingslfor'your knéés when you
pléy football ‘so your knees won't
get hdré.

Football shirt, numbers on it.,

k
Man playiﬂg football.. -

Man is a football player..
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" Insert Figure 1 about, here ' = . 2N

LI

- ° . ' o~
N .

Dexter's behaviors here_ were similar; then, to tsose observed in both the

i

£l

assessment and the copying tasks. ~In all contexts, Deiter seemed aware that

written and read messages were related in a global way, but he could not effect;

— X .
o . % v

this relationship in a precise manner. He appeared ip free writing, to put

.
7

~down letters to represent things ("I forgot to make numbers “on the football

- shirt), which he could then read back_in a moré elaborate manner. ‘As in copying

tasks, DextEr.read his,text as a‘particular objedt or ‘as a sentence.

Callie's approach to free writing was, in%certain_ways, §imil=r to Dexter's.
« ’

-~ Like him, and in contrast to more advanced peers, Callie gave no evidence of

3 monitoring her writing by pronouncing individual words, of rereading to figure
N

out which word in a planned message to write next, nor of encoding by attempting
to "sound out" words.. However, while Dexter clearly planned, Callie'§ planning
was amorphous. Her'plans appeared to be held at.bay’until.she had finished her

actual writing, at which time she would, when requested,.attempt precise con-

o]
nections between an .orally stated message and the written graphics.

° -

o

In the first ‘free writino task Callie produced the paper shown in Flgure 2.

>
Y

»

~ She had begun writing by copying Orlando, a peer. Orlando;was trying to write

-

‘Easter by recalling the appropriate letters and ‘had managed EAT. He became

.,concerned about.Callie's copying and complained to Ms. Lin, who moved him 0n

her. own now Callie continued to write, spacing between large groups of letters

. 0 a

When I asked her to read her paper for me, Callie matched an oral message to the
Iy ~ . N

'written graphics in varied ways. Callie's paper at this point looked’like this:

.




3 \&i_ﬁjﬂdyui
X \1{9 [ \,(NM.\\ oy

e L 0
s A L] R ol G N
T ot 2 Ce /

A 5 » k\-:\\i“)}
. Ca . . O ]1
ves . . . R < N ‘

2N\ T AL : AT |

. . Lo, :

)? l.’-‘/ $°

N ;/fté-:"%'_/{}_

. 4 . B o . . " <t
e gt ot e © » . - . g \
.




Copying and Other Myths

i

h-18
v . Eatnnir * Sreriaa tissiste
and she read this: }‘ 4 - 4 ‘ 4
"Eas . ster K \,  bunnies"
- "Eas " ster bunnies are w_-;;ft" ’

I asked Callie where are was, and she added r after Sreriaa. Then, although
1 - .

she varied as to whether or not the first segment was Eas or Easter, and al-

though, in reading to a peer, she identified the last letter group as nice,
she consistently pointed to r when ‘saying "are." After writing this line,

\ - .
Callie remarked, "I'm gonna' write the same word. I'm writing the same word

two times." Later she ‘added’ ET, which she read "ET" (extraterrestrial).

~ .

Insert Figure_2 about here

i ] ==

In later free writing events, as in the one Just described, I noted that

my questioning, aimed at understanding Callie's reas0ning, actually appeared

’ _

to ,cause reasoning. If I asked her during the actual writing what she was

writing, Callie gave me a response, although her stated message might not be
the one¢Ahe eventually read. If I asked her’to read her completed paper and
to point as she read, Callie would do SO, adding letters, at times based on
letter names she heard in the spokenfwords. . My questioning appeared to serve
as scaffolding (Ninio &‘Bruner, 1978;-Cazden, 1979) or adult support. - Without_
that support, Callie focused on-arranging letter'forms; While such a procedure
was not necessarily ineffective for-copying, it was decidedly ineffective for ,.
'composing, inzwhichia guiding plan'needed to be refernégito so that precise-
k..

and logical connsutions could be made between the message and the graphics.

Qn her own, Callie could not manage this orchestratiOn of multiple focuses—

)

-y

-
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planning, encoding,'arranging and forming letters. Her difficulty in matching
. voice and print and in sound/symfol correspondences made understandable her
need for support. - | »
During one free writing event,}Callie did achieve a fairly.sophisticated

¢

prodnct by matching a specifically planned;utterance to written graphics.
But she had variednforms of assistance during this task, most importantly,

that of a generous peer, Jason. Jason, who was more capable than -Callie of
'orchestrating planning, encoding; and the.mechanical formation of letters, was
trying to wnite'the .same message that she was. At first, Callie simply copied
Jason; then she too tried to encode words, discussing hér efforts with him..
. Through recalling her planned sentence, rereading to orient herself to.where

she was in her message, pronouncing in an exaggerated‘fashion the word she was
attempting to write, listening for letter names In that word, and then recalling
uand rereading her sentence, all steps in a cyclical process, Callie produced

‘

the product in Figure 3.

Insert Figure 3 about here

Callie copied the first two words and ther, on her own, spelled'in as N.

. She spelled the as F, after repeatedly pronouncing it; she. encoded water as

I, after pronouncing it in an exaggerated manner as "war r [says letter name ]
ter."‘Jason, who' d been_discussing the spellings with Callie, was uncomfortable

with just r for water._ Callie, apparently following his lead, put a t after x,

‘ .explaining to me that t was for er, wa_ter.f Her final product and her‘reading

“a

of that product were as follows:
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Text: boats FtL N - S
+ 4 4
Callie: 'Boats  float . in" )
' -4 4.

‘Callie: "the water."
uThus, in this event, Callie changed frorivague planning and ﬁonexistenQ»en:\\
coding:behaviors, which sﬁill continued inéopy evénts until the en&.éf the year,

" to systeﬁatic‘attempts t;»énlist oral language in an“effort to match spccifiF' |

| cally planned utteraﬁces-to Qritten graphics. Caliie assumed thévfask of ar-
hficuléﬁing a clearly planned message and then of referring back to that planned
message dﬁring encoding. However, without support from peers and frpm my
questioning, Callie»reverted to her earlier procedufe of simply putting down
ietters, worrying laternabéut how those lette:§ matched an orally read message. -
AFbr Aﬁng, the writiﬁg brocess ipself, including planning, enéoding,iand
j coordinating thé physical act of writing with. both plaﬁning andhéncodipg, did

not appear to be'a struggle. Free from the need to-look up at the board during

2

free writing, Anne wrote unhesitatingly, producing papers with simple sentence

patterns, usually (Object) is (attribute) and I like (name). An example of a . -
typical pfoduqt'is given in Figure 4. While simply*éonstructed, these sentences-
‘ were sophisticated rglativé to thosé of ‘Anne's peers, including Callie and

Dexter.

" Insert Figure 4 about here

‘Anne“was no doubt supported in her éffofts to write by her understanding™

 of the writfen language system,'whi¢h_§he had displayéd in all previously dis-

cussed contexts. She understood how oral and read messages were related

o

i
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through &he symbol system, and she wés capable of manipulating the parts.bf
both'oral»and.written language t6 effect that relationship. More specifically;
in‘all writing contexts,ushe was sdpﬁorted by the eésé Qigh.which she could
match voice and print, hef“ébility to segment oral utterances, and her ability,
albeit rudimentary, to encode word; by.phoquogical‘analysis and by visual

Q. .

recall of letter patterns. Anne was able to make sense of the messages'pre-

sented.by Ms. Lin to be cupied, and she was able to produce readable,ﬁgssagesg
of her own;‘ ®

“Further; certain cﬁanges in Anne's free writing products suggested that, of
all three children;lshé.was ﬁﬁe only one whose observed changes in thé encoding
of words—-~the asﬁect of writingﬁthough; to be cémpensated for in the copying ~
task—%could possibly Se.félgted'to copying experiences.© In the courég-pf the
study, Aqﬁe,cﬁénged from encoding words through writing sounds tha;vwere ap-

parent to her (usually initial and,final consonants) and adding other letters

_in the middle of words to make them appear long enough to Including primdrily

vowels in -those middle positions; for example, in early March 'ball" was

spelled Bbpnl, while in late May, it was Bial, a change no doubt attributable .

\,

-to experieﬁce_with print. And certaiﬁly cdpying was a‘majqr source of classroom

experience with conventional spelling, as there Qas:nOxreading program beyond

-

t \\\ o )
the readiness workbook. Since Anne was aware of words as she wrote them, copying
. N

_seemsrone;logical source of-information, although certainly it ﬁas not her onlyl

exposure to priht.,

The Myths Clarified_

What can this close look at threé‘children going about their daily work in.

a kindefgartgﬁhclassroom tell us? 'The decision to describe in detail young'

° £
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-From Dexter, to Callie, tomAnne, we viewed increasingly less‘contekt—dependent;
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children's ways of functioning necessitated larée amounts of‘data.centering
on a small number of children. Yet,.the degreeuto'which the children's behavior
is consistent with developmental‘literacy,research serves to corroborate the
descriptions‘and interpretations of their behavior, asvdoes_recognition~by
teachers of their own students in the experiences of-Dexter; Cailie, and'Anne
(McCutcheon,‘l981). By describing in detail these children"s reality, I.aimed

to raise questions about long-standing traditions in the education of young ’
. a /' - '
children. 3 e
To begin, the first belief I wish to consider is that the literacy curricu—
3

lum for young children can be detailed as a set of competencies from a curriculum

guide or as activities teachers plan ‘to effect those competencies. The literacy,

o . o

curriculum is not solely controlled by the teacher, for children interpret school

-

?

experiences in the light of their own understandings (cf. Tanner & Tanner, 1975) .

r_more differentiated views of the written language system. The children did not

_ differ simply on particular skills deemed important insthe readiness curriculum,

such as letter-naming, for those skills were embedded within their. understandings

-~

‘'of how the written language system worked. (For statistical ‘support for such

- . : . L)

a conception of literacy learning, see Hiebert, l981): The particularnbehaviors

documented are not unique——the conception of writing as close to drawing, the

R :,

difficulty of segmenting oral language and of Torchestrating the multifaceted

o

writing process have all been recorded elsewhere. What is unique about this

study is that it documents the - existence of these behav1ors in an’ activity as

mundane as copying the date from the board. Whether ‘or not the curriculum allows .

for open—ended literacy activities that aim to facilitate children s exploration

N

»

v :2;1:3' ‘
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of writing, the child's reconstruction of written lanéuage occurs. Teachérs

may of may not consciously recognize or support it, but it occurs.

, !

One activity teachers have long beliéved to occur before independent writing

1s copying, another tradition I qu’.estio‘ri, one which, in the observed classroom,

<

icould occupy 30 to 40 minutes of the“school day. In considering thé children's
behaviérs during copying and free writing, it was clear that only Anne, the

. child who was alréady capabie of free writing in a relativelywconvé%tional w;y

1

ﬂ(within-the alphabetic system), appr&ached the cbpying task in ;he way planned
by the teacher. Only Anne could moﬁitor the mesggge she was writing as she wrote
it.;.Foerallie and.Dexter; copying'did not'involve a focus on sentence produc-—

tion during"the Brgcess.' While copying, the chi;gren did focus‘on the formatioﬁ

of letter forms and ail.ghildren improVed in this regard, but copying did not
;" teach children'the orchestration df processes necessary to engage in conventional~

writing. Further, in the case of_Callie; it seemed that copying actually rein-

vforced'her tendenqy P focus exclusively on forming letters while free writing,

¢

~worrying about meaning later. While Callie's writing styie_has been documented
in~o;her'goung children,(ston,-l983‘), copying clearly did not assist her in

refining her composing. One cannot break apart the writing act (separate meaning

formation and the mechanical forming of letters) and préserve the essence of the

cognitive problem of writing, which is, for young childfen, ﬁow'intentions and
- ‘read messages converge in written symbols (Smith, 1981).
- If copying is of limited value in helping children become independent

av

ﬁriters, are there pofentially more helpful teaching strategies? Any teaching

-

»

decisions are more accurately made on the basis of careful observation of indi=

vidual children's resﬁonses to past teéching pléns (Amarel, 1980). -And, al-

though” the present study was not an intervention project, certain wellknown

A
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teaching'strategies seem logical suggestions for individual children. For .

"

Dexter, one logical recommendation is language experience activities in which
the teacher not only takes his individual dictation, as he helps he? break'fha
utterance down ("Now we've written football,' Dexter. What did you_want, foot-.

ball helmet?"), but also involves him in manipulative activities, for'example; e

cutting apart and reassembling the words of a dictated sentence with his teacher

5

or the letters-of a familiar name; such as Lester or Helen-(for suggestidns,qsee
Clay, 1579s, b). All three children need to continue to explore writing and

to be interacted with dnrin , rather than gﬁgei, the process., Only eniting
faces.children with. the chellenge of representing intentiens'in gE?phics to be’

read. The ﬁuesgioning'of their teacher and peers may help ;hem'to reflect upon

v

their strategies and, pefhaps, to revise them. The nature of the teacher's

«
o

'questions depends on his/her observations of a child s*behavior (Genishi &

Dyson, in press). For children, like Callie, who are on the brink of conven-
tional writing, questio;s.can aSSist them in coordinat;ng the varied subproF
cesses of writing_("WhaE,have you got so far, Callie?.nWhat now?"). Al}/%he. -
%Bildren could-benefit grdm new cgntexts; purposes, for writing, but néne(more

so than Anne, who needs reasons for breaking out of her comfortable patteﬁns

RN

(for spec1f1c guidelines, see-Milz, 1980, and see:Kleln & achlkedanz, 1980 for

Ll

illustrations of children's vgrled responses to a real writing purpose). These

suggestions are not innbvative, but they are suggestions that have not fonnd

their way into.many classrooms (Graves, 1978); é%e basics, such as the trdsted
copying activity, take up much of the school language arts-time.

3

~

In}this paper, by describing fOUng children's responses to school thks,
I aimed' to cause teachers,.Principels, curripuium directors. and others tq re-

flect upon their ways of approaching the challenge of helping children become

. . . . | - 21-;4_ o S /{f-...
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1

writnrs. Ultimately, the value of these qualitative observatious and orher

ilar studies is the degree to which. they help teathers 1dok .and ‘listen more

-

carefully and respond.more sensitively to their. own Dexter's, Callie's, and

: - ' ‘ s
Anne's. By describing children's reality, perhaps old myths can be shakeh' and

,new successes created in the education of young children.
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Figure Captions

_ figure 1. Dexter's free writing samble. Notes in upper right hand corner were
written by Ms. Lin as Dexfer read his paper to her. (p. 4=17a)
Figure-Z.‘ Callié'éﬁfree writing séﬁple._ (p. 4-18a) _ _ -

/

. Figure, 3. Callie's free writing sample, completed with the assistance of a
.peer, Jason. (yp. l.19a)
'Figufe 4;' Anne's free writing sample. thes on the bottom of the page were

written by Ms. Lin as Anne read her paper to her. (p. 4-20a) .. -

iy
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CHAPTER FIVE .

THE KINDERGARTEN DETA:

CONCLUSIONS AND IMFLICATIONS
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'The Kindergarten Data: -
-Conclusions .and Implications ° T

i
\

ren's concepts about writing as reflected in their school wrltlng behav1ors._

The purpose of this study was to examine the development of young child-

L\
a

The research questions conicerned variations in children's behaviors across
/

school writing occas:ons. Ly therefore, identified the range of classroom

s1tuatlons in which child writing occurred and then observe across that range,

focusing on the‘behav1ors of three case study chlldren.

Earller chapters pfov1ded descr1ptlons of the wrltlng ocC.sions in the

observed classroom. Those occasions, ‘with the exceptlon oﬁ rebus wr1t1ng

events, centered on common béginning writing activities that were similar to

those described in some language arts methods books. For example, Hennings

.(1982) lists copying, "slotting" (fill—in—the—blank),'and "creative vriting"

(free wrltlng) as structured wrltlng activities appropr1at° for early prlmary
grade children. The children themselves did not initiate occasions for

writing£ unlike other‘kindergarteners I have observed (Dyson, 1983), the
7] . . : ’ - .

.children had no access to paper and pencil in the school context except in

" structured tasks.

< ‘Previous chapters also documerted individual childreh's concepts-of . .-
writing--their evidenced understandiugs,about how writing works. The absence

of opportunities for child-initiated writing precluded any conclusions“regardf

. 1ng the chlldren s understandlngs of wrltlng s functions in their ownm llves,

beyond completlng classwork The data d1d hlghllght each Chlld s struggle
w1th 1ntertw1ned aspects of learnlng to write. These aspects include (a)lthe

naturé of the alphabet1c symb(l system, (b) the adaptation of wrltlng, process

" and product, for part1cular s1tuatlons, in th1s study, ochool writing tasks,

and (c) the cognitive and linguistic"problém—solving presented by writing Or,

3
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to use Edelsky s (l983) term the "psycho—linguis1tc Jugglingwactgrwriting

‘demands, aS'varied'processes, including planning, encoding, handwriting, and,
'”page arrangemtnt, vie for the young writer's attention. As‘discussed'in
‘Chapfer 1, the limitations of the data are acknowledged and the need for

dsimilar work .in other types of classrooms-recognized. Nonetheless, the col-

lected data support conclusions regarding children s development as writers in

school

' First, the children's behaviors are consistent with the conception of

writing as a developmental phenomenon. Morenspecifically, the case studies

| . o P

1

-

children as they interact with their environment. To elabOrate, in terms of

Werner?s (1948) theory of himan development, mental‘activity is initially an

undifférentiated fusion of concepts, processcs, and events. With development,
differentiation occurs--distinct and identifiable concepts and processes emerge--
- and integration gradually takes place as new learnings both become distinct and -

\
fit together with other learnings. As I proceeded from Dexter,‘to-Callie, to

" Anne, I| described increasingly more differentiated, and less context- dependentugg

views ot the written language’ system. -The uniqneness of this study is not the
documen ation of such a progression; for the children's hehaviors were consis—
tent with tde éz?iy literacy'research.reviewed in Chapter~2. Rather, its'

‘uniqnene s lies in d0cumenting the existence'of these bechaviors within the

structured tasks of the traditional early elementary curriculum, a curriculum

‘that”assumes that children.become literate as they master a series of taught

"skills.

To sSummarizé the children!s apparent ‘knowledge of the symbol system,

beginning\with the least conventional writer, Dexter demonstrated an under-

' standing that written and read messages were related in a global way, but

>
-~

—5
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s behaviors for effecting this relationship were inconsistent and;loosely

orgai’zed. Dexter did not segment a sentence into units (words); further,

~hen writing; he seemed to put down letters to represent an event (linguisti-

cally, a sentence) or concrete aspects.of,the7reality referred to--all behaviors -

reportedﬂby Ferreiro (1978) and Ferreiro and Teberosky (1982), and similar to-

sthose observed in my own earlier work (Dyson, 1982b, 1983). Further, his

,

behaviors suggested a close relationship between drawi@%"and writing and a

lack of differentiation among the parts of written language--letters, sounds,

and words. o ) ' s

Callie appeared to be on the brink of the.alphabetic system. She -

evidenced understandings of the relﬁhionship between oral and written language;

she seemed aware at times of the usefulness of well-known visual patterns, such

as the, and of sound (particularly, letter name)/ symbol correspondences. Still,

she displayed difficulty effecting this relationship. In reading, she had

trouble,placing hold on articles as separate, unique oral words and as readable

“

graphic forms. In writing tasks, Callie tended to simply put down letter forms,

grappling with their relationship to an oral utterance at the end of the actual
writing and then only 1if she was asked to read by an adult.
Anne demonstrated an understandingvof the need for a precise.matchsbetWeen

oral utterances and written graphics and of the alphabetic writing system used

to achieve that match.‘ She could accurately connect oral and written language

.
(‘

when reading. She made use of both phonological relationships and visually-
'-recalled patterns when writing. Her’ exaggerated pauses between words when
reporting what she_would or did write illustrated her awareness of the need
for precise segmentation of the oral utterance., ~ Of -all three children, then,

Anne was the most adult-like, the more ctonventional writer.

uThe children not only had to uncover the nature ,of the written language

2:3() ) " R

v



symbol system, but they had to learn how to act on that knowledge in the
classroom. Fromyobserving the children's behaviors across school tasks,

additional conclusions can bé‘g drawn regarding how children ‘acquire writing

in school contexts. To begin, children: look for patterns in the ways school -

writing tasks are to be conducted. Their COnstructions of the event structure

of those .tasks (what should be done nhen) are both reflective of and contri-

buting to their understanding of the nature of the written ianggage system.

And, as is consistent with other areas of symbol iearning, including language

.

(Slobin, 1979) and drawing (Goodnow, 1977), the chlldren found it_diggicplt to_

make radical changes in the ways they went about tasks.

The research reviewed in’ Chapter 2 illustrated preschoolers learning
about the purposes, processes; and specific features of written language as

they encountered it within familiar settings. This process of looking for

_patterns.in the occasions for‘literacy can thus be seen as continuing in

_ S : : : . .
school and 1s related to the notion that children develop concepts or models

[y

-of kinds of text (narrative, expository), models that'gradually become more -

‘elaborate and complex, approximating those of adults (Bartlett, 1981). All

of the.childrenhdisplayed sensitivity to the kind of language needed in a
particular context. For example, Anne,*Callie; and intermittentlj; Dexter,

followed the statement/answer pattern established in“rebUS'writing events..

[

Dexter changed the reading of the free: writing products from a s1ng1e word

-\n:. _‘; _» *

to a sentence in keeping with the kind of language expected by Ms. Lin. N

5

However, the children in this:study were sens1tive,,not only to the kinds of
language appropriate to a particular type of product;qbut to the ent1re pro-

cedure‘bybwhich such a product was made. Dexter and Callie in particular,

“ a

whose understanding of the oral/written connection was less stable than that

of Anne, relied on the physical unfolding of events, as experienced in the

221
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classroom setting (i.e., the materials used, the series of actions followed).

a

To illustrate, Callie and, even more so, Dexter could not yet establish
precise connections between‘dral and ertten language.- In completing copying
.and-fill-in-the-blank tasks, they focused on the1r perceptions of the mechan1cs
of how tasks should be accompllshed. Anne understood how intended and read
messages were related through the -symbol system, and she was capabl( of mani-
pulating the parts of both oral and wr1tten language to effect that dlatlonshlp

Anne was thus able to make sense of the messages presented by Ms. Lin to be

) copled and manlpulated; she mon1tored her own reproductlons of those messages.

J
Her focus on the production of‘messages prevented certain tasks from becom1ng

mechanical routines. And it was changes in the mechan1cs of how tasks should

- v o

Tbe accomplished--words that were not to be copied, unexpected blanks to be
filled in——which confused Callie, and to a‘greater eutent; Dexter. Anne's
differentiated view of written language-allowed hergtd orchestrate the parts
of written language.wlthin a vision of the whole, and this allowed her to per-

form the tasks required in school.

The nature of school tasks, and the'children's’responses to those tasks, .

— . w

illustrated also that the decontestualized nature of written language in

school poses a. s1gn1f1cant problem for children. Again, while developmental.,

PR

psychologlsts (Donaldson, -1978) and soc1ollngu1sts (Cook- Gumperz & Gumperz,.

1981) have suggested such a problem, the current study is unlquer;n;document;

. ing the form th1s gap may take in the everyday contexts of the school: The
k1nds of modeXs of written language the chlldren were presented were spec1ally—
structured texts, often generated by Ms. L1n or by 1nd1v1dual members of the
class for the entire group's use. Both Anne and Dexter attempted to make these
texts more personally meaningful, part1cularly through accompanylng draw1ngs.

‘Callie did not evidence as strong a concern with meaning during school tasks,

perhaps because she enjoyed the.social aspect of writing,_the.chattingfand
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singing, and did not attend to her work to the degree that Anne and Dexter
did; in addition, she was not as interested in drawing, perhaps because- she

did not feel that she could draw as the teacher'Wanted.

Kl

The need to place writing in a personal frame of reference was most

riotable in‘the case of'Dexter He interpreted written language in context-

' dependent ways, relating print to known people ‘and things.- He infused personal
experiences and his own sense of narrative “into- expressive activities, his

stories being of exaggerated ‘and fantastic action and often involving physical

)

i_confrontation (fighting) _Although Dexter's out—of—school experiences were

'not examined in<this study, his attitudes toward written language and narra-

tive were similar to those described by Heath (1983) as characteristic of '
Irackton, a'black,working class community in the southeast. The young children
from Trachton learn about print'primarily as they encounter it in their physical.
environment (e.g., traffic signs,'food can labels).' At‘school entry, lracktonm
children,“like"Dexter,'appearto conceive of written‘language innhighly,contextua—
lized ﬁayg; And, also like Dexter, they find.their ways of making sense of
print do not lead to success in school.

- Helping children mhke sense of print is-not, however, the maJor concern of

» beginning writing activities, nor is helping children see- literacy as a- sensible
activity in their own lives. School curricula often appear to assume that )
'children are cognizant ofltheﬂoral/written relationship'and of the'uses of
‘written. language The major purpose of beginning writidgﬁtasks is to assist
children in recording (encoding and mechanically forming) ideas on paper:
young children are only beginning to develop skill in recording ideas on
paper" and so "written expression activity must be structured to take into %

: account the level of their skill" (Hennings, 1982, P 241)‘, While this study'sv

findings do not dispute such statements, which seem to be simply common sense,

' they do illustrate the limitations inherent in particular types of structured.

gRIC . . 223
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tasks. Of the three children examined in this project, only Anne, the child

‘already capable of writing in a relatively conventional way, was able to per-'

form copying and fill in-the-blank tasks in a way that was meaning-focused
(at least to a certain extent), that is, in a way that at all justifies the -
tasks belng considered written expression activities.

The next conclusion, then,_is,thatﬂbreakingﬂup”the,writinglact,(sepa:”, o

rating meaning formation from encoding, for example) does not confront children .

with the essence of the cognitive problemsof writing, tHe understanding of how

graphics and intentions connect (Smith l981) and of controlling the varied

RN

:sub—processes involved. The children s understandings of how oral and written )

_.language related to each other were central to their behavior in all contexts,

as was their difficulties and successes with relating a guiding plan in precise °

ways to written graphics. These aspects of writing could only be tapped by

observing the_children's.orchestration of free writing events. N s
Finally,'the children's responses’to my-questions as researcher and to

the comments of teacher, aide, and peers, illustrated that young;children s

interactions with others during the writing process can affect both the nature

f of the writing strategies used and the content of the final product. . The

;questions and comments of others can serve as scaffolding (Ninio & Bruner, 1978;

Cazden, 1979) or adult support in the writing process, assisting children in

reflecting upon their strategiles and, perhaps, revising or extending them.-

-

.fImplications for Practice.

‘The previously discussed conclusions of this study clearly suggest the

importance of opportunities for children themselves to control the writing

y

.process and the importance of interaction during the prqcess. In addition,

the case studies have illustrated how "basic competencies" can serve as

‘blinders to child n :ds and progress. In evaluatingfthe children's behaViors,

| Ms._Lin focused on tamiliar early literucy objectives--identifying the names -

224



. i v . ' g 5-8
. and sounds of the letters; forming the letters correctly and with appropriate

i-spacing and alignment, recalling particular words that had been talked about,

and general 'study habits,' such-aswlistening, following directions, and

0 . .

working carefully.' Yet, focusing on these skills did not‘allow her;to see

| children‘s ditficulty withdand progress in understanding-the system as a whole
which, as illustrated inlall.three case studies,'made sensible ‘Callie’'s and
bexter's*difficulties and; also,'accounted-for Anne's Successb

In addition, the children's behaviors demonstrated_the gap;between_the

child and the schocl curriculum. The. teacher plans her fessons directedw/
toward developingvthe prescribed literacy skills. School\tasks grewcedtered
in the school world and are frequently oriented toward the&classroom experience’_
and common.school themes, such as holidays and study units. Dexter's case-.
study,‘howewer, illustrated how young'children, who have jugt entered formal\ Y

schooling, may operate'in a world narrower, more personal, than the world of

the school. Even Anne, who was capable of functioning successfully within the

rd

-

- school context, sought ways to make writing tasks personally meaningful. And
all three children appeared -to look upon their written products with personal

pride .and with a feeling that these products were created objects that night

e

- givé someape else pleasure (recall how the children; when asked, singlgd:out g
a significant other, such as a familw member, as the one their products were

"for") . R

Certainlv written language is\a»symbol system valued, in part, because'
it allows one to gain distance fronspersonal experiences and to think logi-

cally about them (Olson; l977‘-Wells, 1981);- However, schools “might ease

N

children into such uses of written languag by beginning with activitieS\close

7

to the individual child's world. Teachers might allow children to’ write and

|
\

talk about well-known letters qnd words; teachers_might then build from known '

.print to the unknown through techniques such as those‘used by Heath (1983,

o .. . 285
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) PP- 190~195 especially); Talking to children about and having them write
~about their drawing, a more accessible form of symholizing, could also provide

: teachers a point from which to build (Dyson,1n mmsﬂ» Finally, teachers might

-

broaden, the range of writing tasks they provide for their children. These

1 ol RN 6"

tasks, after all model for children what the purposes of writing are. And,

-
1

as Florio and Clark (1982)lillustrate, tasks that are both meaningful to the

children and, also, allow them as much control as possible over the writing

process itself, are "highly promis1ng as [places] to begin to construct that

1
P g

part of the school curriculum concerned with acquisition of both writing skills

'

and values about(literacy and its power" (Florio & Clark, l982,,p. 127). The

importance of meaningful tasks controlled by the child are also themes of

Graves (1983) in his discussion of primary grade writers. He’Stresses the

v . N

B increasing control over the«writing process evidenced by deyeloping child

writers (by, for example, selecting ‘their ‘'own topits and rev1s1ng their pro-

ducts), the" young writers he has studied work din i nments where they are

‘

allowed and, in fact, encouraged to write and in wwic: they interact with

teachers and peers about ‘their products. Tasks designed to ease children

into.composing,‘suCh as.copying class-generdted, teacher—edited sentences:

or selecting words to fill in-hlanks, and.tasks_that are ultimately evaluated

only{by the teacher take control away from'theichild, - (For alternative writing

A}

\tasks'fornyoung'children that allow for child control of the process, see Milz,

vInplications for Research-

1980, and Klein & Schickedanz, 1980.) o - .

The value of qualitative stidies of this nature is their ability to

offer a holistic view'of schooling. ‘To this end, researchers interested in

oo

children s learning of the manifest curriculum may turn to. the tools' used

by ethnographers interested in- the hidden curriculum and in social relations

(Erickson, l982) I doing S0, researchers of young children s w*iting have

1 : e
£ ; . .
o i ..

' a

P ' \
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ﬂtendedﬂto”studyVchildrenrin environmentsrconsidered facilitative. ‘While
' such studies are invaluable in portrayihg children's potential as writers,
. there are also.reasons for looking"in environments that‘are viewed by
school systems as “typical."' First, critical'studies in traditional School
settingshwill allow insight into‘children's success and’failure in schools
~and, in addition, provide data that are immediately meaningful to teachers,
data that start from where teacherslare. As teachers,'in conjunction with
"researchers,,reflect upon the.implications of such data, changes in school
curricula may result, changes that yield classro ms similar to those currently

considered facilitative-—and variations on “those environments to suit the -~
’ & . }/-’” ,

variations in types of teachers and children that exist in our diverse school

i

population. A _ . ' ; ‘;
The study reported here focused primarilv on one aspect of emerg%ng
”litergcy, children's_construction of the written language symbol system. This_d

focus evolved-as the nature of the collected data became clear--my concern

RN

"reflected that of ‘the classroom teacher and of the children themselves The:
study did not address such related questions as the relationship between

child- initiated and school- structured writing or alterat ions in child writing

\

presulting fbom particular writing’ functions (such as letter writing) or from '”
.variations in certain writing tasks (such as copying individually-dictated
sentences immediately after dictation); the data did not allow such-questions

to be addressed.. 1 regret not,having the time and monetary resoyrces necessary

-

to document the results of such intervention suggestions as have been made

throughout this report Collaborative intervention attempts,'as modeled by

Heath (1983), would have been logical next steps in this project Such

questions and projects remain for interested others.
This;project did, though involve me in a classroom’of second graders,
children from as diverse a range of background as the kindergarten children
[
5 \

?
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and, in certain ec~-: the older brothers and sisters of Ms. Lin's children.
invthe neio. 4 .. .nis report, I fdentify continuations of the patterns

oﬁtlined here and, in addition, documgntighildfén forming their own under-

e .

ground wﬁifing s .. . suelr own wdys of taking control of writing's power.

v -

» . /
I hope that the descriptions of kindergarten children given in the Present

»

volume will assist teachers in helping even the youngest of school children’

gain access to that power.

>
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Appendix A Observation Sheet A -

Child's name Dexter . ' Date 4/11/83

Room K L - Type _ SCW

a1k B BB et S BT € T e R A TR S R 42

*

Context Ms. Lin has drawn a pizza-on the -board'and as children sdggested
ingredients, she has added appropriate illustrations and written labels

around_pizza. Children are now to draw their own pizza, include desired

ingredients, and write the correct labels.  Time ~ 8:30

.Child's Text : . ' Code. ' ~ Notes

. Dexter is copying the
-~date: April 11, 1983,

A ‘ ..oV . A (naming_letter)
P ' looks at'board
P _ ov . "P" [first time I've
' ' o noted this oral letter
naming] :
- r o ov ' . "C" (He's naming the
’ AR “letter, although
incorrectly)
P »,looks at board
i | . ov o ' "G"

‘KEY:- Dialogue: ,— terruption Solicited from Peer-@- Interruption
Solicited from Teac er, ~ Interruption Unsolicited from Peer,' - .
Inter. Unsol. from T. Monologue: - Overt Language' Reread-@—

‘Proofread (make a change in text). Other:: @- Silence;(P)- Pause (no visible
verbal or composing activity,i\ndicate seconds) - Resource usej Drawing,

//// - Erasing : . _ o -




Appendix B:

Children's Conceptions. of the Oral and Written Relationship-— \\\

g

Evidence from Writing Behaviors (Ferreiro & Teberosky, 1982) o

Levels of children's_conceptualization of'the"oral/written.relationship
were suggested by Ferreiro & Teberosky (1982). These_levels were based on
.Spanish speaking four-to—six—year—olds responses to a writing task in which"
they produced without copying, specific words dictated by the researchers.
The levels they suggest are as follows:

1. The child appears to view writing as a way of'reproducing'the
typical features of what the child identifieés as writing. The
child's intention to.write a particular message is more important
for deterinining the meaning of the resulting text than particular

- ‘ characteristics of the written graphics. The reading of these
' _graphics is’ global; -that is, there is no attempt ‘at matching
‘specific segments of the written text to specific segments of the
oral utterance. However, the-child does appear to have hypotheses = -
- about the way writing worksj the child appears to demand that writ-
ing use a fixed minimum, three or four, number -of characters (the -
minimum quantity hypothesis) and that the characters be varied. At
this level, the distinction between drawing and writing is blurred;
- the child appears:’to consider writing, like drawing, as a way of -
directly representing concrete entities. .

2. The child appears to understand that to read different- things
objective differences must exist in the written graphics. The
hypotheses of a fixed minimum number of graphics and of the . .

-.necessity for varied characters continue.' The child may know cer-
tain stable written words, such.as his or -her name.

3. The child now attempts to assign a: sound value, specifically, a
syllable, to each letter. The child may not assign letters stable

. spund values, but the’ .global correspondence between written graphics
and oral messages begins to break down. The earlier hypotheses
of a fixed minimum amount and variation of characters may conflict
with the new hypothesis, a syllable hypothesis.

4. The child now begins to move away from the syllable hypothesis and,
- as a result of conflict between that hypothesis and that of a fixed

minimum number of graphics, towards phonemic representation. However,
the child has not abandoned completely the .earlier:hypotheses.

5. The child has now achieved alphabetic writing.
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Appendix C:
Children's Conceptions of the Oral and Written Relationship--

Evidence from Reading Behaviors (Ferreiro,il978)

P ‘—»a

Six categories Were tentatiyely suggested by Ferreiro (1978) as corres-
_ponding to four levels of‘conceptualization'regarding the relationship between
oral_and'wrftten language. These categories are based on Spanish—speaking'four—

tonixfyear—olds' responses-to a reading task; each‘child'was questioned about

a written sentence in. order to determine the ehild's ability to relate parts

- of a normally-written sentence dnd segments of the corresponding oral utterance.

" The resulting categorie§ are: o v o

-1.. There are alternate ways of responding at this earliest and least
"stable level. : The child appears to focdus -on the utterance as a-
linguistic form ¢~ on the concrete aspects of reality referred to
by the message's'( intent. The three alternate categories of '

responses are:
\\\ {a) Although the enti.e utterance is written down, independent words
_ \\ are not,, i.e., noadivisions in the utterance can be made to
f\ correspond with segments'ofvthe text-~the entire utterance is ‘
" +~written in any single part of the text and, at the same .time,
\\ any one of the words 1is written'anywhere in the text.

\ L : . .

'\&b) The entire sentence is written in a 'single segment of the text;
for the rest of the text, the child proposes sentences compatible
‘with the first one.

(c)\Only nouns are written. (Most probably, the written text is
thought to .be a° representation of the objects or persons referred
to in the oral utterance and not a representation of the enuncia-
tion; thus, after locating the nouns, children may suggest that
the ther written segments refer to nouns .that. have. something to
,do with the meaning of the utterance )

2. Only .-nouns may be written independently, verbs may not be written _
' independently\ of nouns.

3. Everything in the oral ut terance is- written, with the exception of the
articles. . ‘

4. Everything in the oral utterance is written,_including the articles.
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