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ABSTRACT

.Thiélprdjeétbwill analyze interactive dialogue
journals of fitst gfade students who héve been identified
at differehtﬂlevels-of.English langgage proficiencY?
7 InteractiVe‘dialogue journals are>used to develdp the
 "literacy>skills and abilities. Interactive dialogue
journals for four students representing a rdnge of levels
(LEPl—LEP5) wiil be coilected énd\analyZed to determine
studént lé&el of development in English reading and
writing. The results of this analysié will inform
educatoré about the relationshib_between tested leVelé of
Engli;h-pﬁoficiénpy and the developﬁent of reading and

writing;
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CHAPTER ONE

INTRODUCTION

The United States has'ﬁndergone a series of sociel
chaﬁges during'its period as a nation. Already, one in
four Americeﬁs is Asian,vHispaniC( or African American,
and students of color make about one.third of the
nation’s puelic school students. In order to increase
educationai,eqﬁality for diverse groups it has required
major sehool iestructuring.’Some of the common
assumptions, struetures ahd beliefs have to be changed.
Foﬁ example; these'assumptiohs are the ways which
educatofs interpret and‘utilize mentai tests, and the use
of tracking. Also,.it meens'developing new patterns about
‘the wayfstudents learﬂ, aboﬁt fhe nature of knowledge,.
‘end aboet human aEility. iﬁ addition,‘it means educators
:need tobbelieve that all ehildren can learn, iegardless
of their ethnie“grouplorbtheir socioceconomic Status.
‘These‘edueetois'needkto believe that knowledge‘is a
soeiel Constiuction that hasvnormative, social, ana
kR politicaliaseumptions. This type of education to be
implemented Withinkscheols‘is a‘loﬁg’process that‘

requires a -long-term commitment.



ThekAmeriqangschool system'ha$‘failed milliéns va
its childreﬁ};éspecially ﬁinérityvqhildreﬁ,,ltfié’ﬁy
belief»the-méin reasonbAmerican.publiC'sqhooléhdb‘nbt
educate aliﬁchildren is because they were neﬁer designéd
to dé éo: This schooi_syétem is a”ref;ectionvbf the.f'
Values‘syétém dfvEuropeaﬁ immigranfs. This éyStem ié3_”‘
',characterized‘byia'stﬁohg beiieffin ruggéd_individuélism
and compétitién; Most'stﬁdents of cOlor“ana students éfv
 léW Socioéconomic'status are affected by,this'syétem
. beCaﬁse’theyiafe‘méfe depéndent on the school for
'academic achievemeﬁt thaﬁ are white—middle clasé
students. In additiqn, schools that only worked for»some
students ahd‘not ali students have been accepted as.
hormal in"Qur Society. e néed to educate all our
‘childreh not ju§t.some of our children.

,We‘héga:tébéréate schools that work for all chiidren
and to dévelqp the potential in each of éur students. Our
.schools wére’deSigned’for and by white people. We as
_teaéhers, ﬁave the‘dﬁty'to_be a cultqral médiator.(Diaz &
1Floreé; 2001)1~Sélf—e$aMihatioﬁcan be an efféctive tool
'invheiping stpdéntS‘to ﬁhderstandthemselveé. Students
can agquire knbwledge aboﬁt theirvéwﬁ background,

cultural aspects of théir‘families and about the wvalues



they pelieve. Students have,to be able to understand and
};to approaéﬁ_social issues, includingvsteréotyping,
‘diScfiminationé‘and racism.
Réading and‘writing are processes central to all
areas of the~curficulum; It 1is essential, theréforé;
that,»teaéhers develop a cufriculﬁm that supports thér
natural liteiacy evolutidn of young children. It is
vneceséary to undefstand how‘children develop as readeré,
‘wrifers, and also. to be awafe that children construct
~ their knowledge ébout written language in the way they
form khowledge about the world. Teachers with an
undérstaﬁding of‘how children develop‘iiteracy will
expect fhem tQ read exactly what is on a page in a book.
They know that reading‘is a process in which childreﬁ
create meaning from print and in doing so they‘do not
élways’read with one hundred percent accuracy. I believe
.fhat a teacher Who realizes that children construct their
own knowledge will not follow commercial materials or use
learning activities that may be meaningless to them.
Teachers alsQ know that young children invent their
spelling at ah early stage bf spelLing development and
that to insist_én correct spelling when they compose

stories may undermine their efforts to figure out the
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Learners students to determine the writing strategies
used by these studenfs. Peregoy and Boyle (1990) éuggest
thatlin_order to document ELLs deVelopment strategiesband
progressions daily interactive dialogue journals should
be uﬁilized. “Dialogue_journals allow both the readerband
the-writer to take risks as‘they discuss issues relevant

to both of them” (Danielson, 1988, p. 7).

Problem

Children need to communicate by learning to read and
‘Write;.ﬁdelsky'(1986) in a study found that‘in order to
incréaéé fhe'devélépment of writing in the student’s
SéCOhd ianguagé, first languagé must be uéed. Childfen
want to write. Before they went to school they marked up
paVements, walls, newspapers, papers with chalk, crayons,
pencils or pens, anything that makes a mark. Children
chuire perceptions by Writing. Hands, eyes, ears,‘and
mouth work together, to help a child to understand the
process of puttihg’words on paper. Children’s perceptions
expénd, because they write. Children learn fo read the
writing of othefs and their own writing. Visioﬁ comes
with eXperience and through working with soﬁeone who will

expand it through responses and questions to work in



'1progre$s} Intéractive‘dialogue\journal writing can be a
powérful_tool to enhance the communicétion‘between
student and teacher (Gobdman & Goodman, l981). Children
have problemé learning written lénguage in English when
ﬁhey'céme to school with a strong primary Spaniéh home
language;'lt is very difficult for them to express
themselves or their ideas.when the writing language is in
EnglishQIEQr instance, this project examineé the writing
develbpment bf English Language Learners in first érade,
and fhis writing is done primarily in English. According
vto-Goodman.(1986) learning_writing language at échool is
not ﬁuch‘diffiéult than learning oral language, or it is
not»learnéd'any different, but it caﬁ'be extremely
difficult by téaéhers who teach priﬁt and isolate it fromv
its-fﬁﬁétional use. Writing languagé is very difficult
for Spanish*speaking children, when teachers focus on
written ianguage and instruction of skiils out of
_conteﬁt. éccording to researchers Goodman and Goodman

(1979); Bissex (1980), Eerieiro and Teberosky (1982) and

Dyson (1985), various aspects of the written language are

learhed by children as they learned oral language.



Statement of the‘Problem

"Students seem to progress in different writing

levels.

Students have difficulty writing in English.

Research Questions

.Which féading and writing strategies do first

graders use”?

Whiéh levels of writing does each student

pfogress along the Developmental Continuum?

“What are the problems that students encountered

when going to different conceptual

interpretations of writing levels?

,Definition of Terms

This study requires the use of specific terms cdmmon

to bilingual education. The definition of these terms was

©y
S

taken from

Schooliﬁg and Language Minority Students: A

Theoretical Framework (Krashen, 1990).

Affective Filter - A construct developed to

refer to the effects ofbpersonality,

motivation, and cherfaffective variables on
seéond language acquisition. These variables

interact with each other and with other factors



to raise or lower the affective filter. It is
hypothesized that when the filter is “high” the
second language acquirer is not able to

adequately process “comprehensible input.”

: Aﬁthentic - According to Edelsky and Smith
(1984) the difference between authentic and
inauthentic writing is that a person needs to
use the four interacting systems of written
language. The four systems are graphophonic,
syntactic, semantic, and pragmatic. The
pragmatic system‘is not separated in authentic
Writing. In interactive journal writing what is
required is that meaningful communication Be
shared between student andtteacher. If the
commﬁnication is not shared between student and

teacher, then the communication is meaningless.

Basic Interpersonal Communicative Skills (BICS)

- Communicative fluency in a language achieved
by all normal native speakers. In other words,
language that is proficient in everyday

communication contexts.



Bilingual Education. Program - An'organized

cur;iculum tﬁat inelqdes: (1) L1 deveiopment,“
(2>>L2'acqﬁisition, and (3) subject matter
deve;opment through L1 and L2. Bilinguél
proéraﬁe‘are Orgenized‘for participating
‘.sﬁudents in order ﬁor them to attain a level of
proficient biling@alism.

Bilingualism - The acquisition and the ability

to use two languages; varying in degrees of
~fluency.

‘Cognitive/Academic Language Proficiency (CALP)

.—‘A construct originally proposed by Cummins
(1581) to refer to aspeets.of language
profieiency strongly related te literacy and
. academic aehievement. Cummins had further.
k‘refined this notion in terms of fcognitively
Idemending.de—eonfextualized language.”

. Comprehensible Second-Language Input - A

construct developed to describe understandable
and meaningful language directed at L2
acquirers under optimal conditions.

Comprehensible L2 input is characterized as



language which L2 acquirer already‘knows, (I)
plus a raﬁge of new language, (I + i), which 1is
made comprehénsible in férmal schooling context
by the use of cértain planned strategiés. These
stfategies include chtent but are not limited
to: (a) focus on communicative content rather
than language forms; (b) frequent use of
concrete contextual referents; (c) lack of
restrictions on L1 use by L2 acquirers,
‘especially in the initial stages; (d) careful
'grouping practiCes; (e) minimal overt language
. form correction by teaching staff; and (f)
provision of motivational acquisition

situations.

Communicative-based ESL - A second language
kinstructional approach in which thé goals,
teaching methods, techniques, and assessments
~of student progress are all based on behavioral
objectives defined in terms of abilities to
communicate messages in the target language. In
communicative—baséd ESL, the focus is on

language function and use, and not on language

10



form and usage. Examples of communicative-based
» ESL instructional approaches include
Suggestopedia, Natural Language, and Community

Language Learning.

Limiﬁed Bilingualism - A level‘of bilingualism -
at which,individuais attains less than native-

" like proficiency in both L1 and L2. Such
individuals invariably acquire Basic
'Interpersénal Communicative Skills in L1, and

- demonstrate Basic Interpersonal Communicative

Skills in L2 as well.

Partial Bilingualism - A level of bilingualism

at which individuals attain native-like
proficiency in tﬁé full range of understanding,
speaking, reading, and Qriting skills in one
ianguage but achieve less thanbnative—like
“skills éi all of these skills areas in the

_ other language.

Proficient Bilingualism - A level of
bilingualism at which individuals attain

native-like proficiency in the full range of

11



unde;standing;‘Speaking}'reading,§and writing

skills in both L1 and L2.

Lahguage.Minority Students - Studenté with non-
‘EngliSh background. -

Limited.English Prbficient (LEP)-Student.— A

“student who is unable torfluently communicate
in English, and is usually unlikely to read and
write competently in English.

Primary>Language (L1) —'One’s native or first

language also referred to one’s home language.

Transitional Bilingual Education Program - An

Organized curriculum that includes (1) L1
development, (2) L2 acquisition, and (3) |

subject matter’development through L1 and L2.

Whole.Language - It is students becoming - ;
litérété in a whole real context- learning to
read by reading and léaﬁning to write by
writing; According to Goodman (1986) Whole
‘ Lan§uagé is more a philosophy than a
méthédolégy. The focus ié on meaning ahd not on
ldnguége itself in literécy events. and in

authentic speech. Whole language assumes

12



respect for the teacher, language, and for the
learner.,Students are encouréged to'take‘risks
and are ‘also invited to use all aspects of

language: speaking, listening, reading, and

. writing.

Zzone of Proximal Development - According to

Vygotsky (1978) the Zone of Proximal
Development 1is the way children appreach
problem solving that is socially mediated
through formal and informal interéctiods with
members of tﬁe culture group. Vygotsky defined
it as “the distance between the actual:
developmental level as determined by
independent problem solving and the level of
potential development as determined.through
problem solving under guidance or in
collaboration with more eapable peers” ' (1978,

P- 86).

13



CHAPTER TWO

REVIEW OF RELATED LITERATURE

Some classrooms are heavy with bofedom and ébathy
and others li&ely, excitinq, and vibrant. Teachérs are
the ones_that can make the difference. They know.ﬁhat
thére are concepts and ideas on the constructive hature
,Qf children’é thinking, reading, and:writing. The.social'
knowledge is constructive by each individual and feacheisv
focus on:this nature. Learning'tékes place best when it
is Qiewed as holistic‘and when instructional materials
for children are éuthentic and purposeful. “Wfiting at
any level 1is a direct and forceful means of commuhication
to others, but also can be a means for peréonal.inquiry
»and-for-clatifyingﬂone’s thoughts” (Danielson, 1988,

‘p. XX) .

Teachers can create environments where child#én use
réading and intiﬁg in ways- that are_aﬁthentic and
meaningfui. Effective claSsroom management hasbiittlekto
do with the activity of noise level in the classréom.vA
well—ﬁanaged classroom 1is oné which‘students are engaged
inbtﬁe learning tasks and dlaésroom activities ﬁhéir

teacher has set for them. When the classroom is well

14



managed very few students interfere with those acﬁivities
. or tasks set by the teacher. We, as teachers, must tend
to the unique needs of many different children. We also
must make quick decisions about how to respond to
unplanned events. For example, an unplanned earthﬁuake
drill thét was not in the schedule but occurred bécause
“Mother Nature” decided to shake the earth just a little
bit. |
. The soclal context for teaching and learning is the

' most:significant for promoting how children come to know
‘the written p;ocesé of language in English (Vygotsky,
1978). Vygotsky also discﬁssed the relation to both the
student and the context within which writing occurs to
the development of writing. Cultural toois (drawiﬁg,
writing, speech, etc.) are used in social and cultural
processes Where interpersonal iﬁteractidns are embedded.
“The éognitive and communicative function of langﬁage
then becomes the basis of a new and superior form of
activity 1in children” (Vygotsky, 1978, p. 28). In
addition,:Vygotsky states that “...children shoula be
‘taught‘writtén language, not just the writing of ietters”
(Vygotsky, 1978, p. 119).>Most children begin school with

well-developed oral language. They know a lot about

15



language ahd how it worké. Lanéuage learning is social
and‘natﬁral for children. Graves (1983) states tﬂat
writing is a spcial tooi. Language is learned in;social
contexts and is mediated byaothérs (Edelsky, AltWerger, &
Flores, 1991). According to Goodman (1986), langﬁage
learning is a proéess of personal and social invéntion:
Teachers ought fo régard reading and writing as Aatural
extensions of early learning and focus oﬁ the laggﬁage
strengthsbchildrén bring tovschool. Wfitiﬁg accofding to
Emigv(i983) is viewéd in traditional practice asfa
‘ piocess that is linear, where childien are taught to
write atomistidally, erm parté to wholes (é.g.;életters,
sounds, wofdé; etc.) in a solitary aﬁd'silent acéivity.
However, néw knowledge has evolved in Céntrést té the
traditionéi practice that»has changed the thinkiﬁg and
regsoning Qf how children‘deVelop the written'laﬁguage:

VA)ZL'Sopiéculturalbtraditional (Vygotsky, 1978;

Diaz, Moll & Mehan;'l986; Fiores,.l990f;
.B), Psychogehésis (Ferreiro & Teberosky, lé82;
Flores, 1990); | |

C) ' Sociopolitical (Fréire, 1970; Shor & Ffeire,

1987) ;
D) Sociopsycho linguiStic (Goodman, 1986);

16



‘:vAccbrdingvto Fréire (1970) there has been a shift
from a “tranéfér Qf‘knéwledge” pedaéogY} “banking
eauCation,5 bedausg-of‘this new-kﬂowledée. In “banking
-‘educétion” the.teacheis are the holdefs of all kﬂowledge
and deposit‘it'iﬁto emptyivessels, ﬁﬁe children.iFreifé
pelieves that'fhe teachers are the bankeré énd the |
sﬁudents are the depoéitories. invéddition, Cummins
(1989) élso’bélieves that teachersvare the oﬁés ﬁhét have
all £hé knowledge abéut'writing'énd they will_pass’éll

this knowledge to their students.

Journal Writing

Journal writing is a means that presents boph,.f
stﬁdéﬁt.aﬂa.teacher in in£ercbnﬁecting in éuthén#ic
w:iﬁtéﬁ‘cémmﬁniéationinétead @f‘having wriﬁtén'éxefcises
'that are meapiﬁglesé. “Dialogue jéutnals é;é a‘fﬁﬁctional
form of writiné much like’haVing a conversétion With
' éﬁothé: person: the stﬁdent w?ites an entryvaﬁd &heﬁ'thQV
fteééhér wrifés a¥ré§poﬁse 6 the content'offthezétudent's
. eﬁ£ry" (Déniéléoﬂ;'i988, p; 7). Stﬁdentsacan”dévélop'an’
“authenﬁic‘reléﬁionship With thébfeaChér thét is”ﬁediated
_thrdpgh thelbontinuqs.ﬁriting_of inte:activé dialogue 

”journalég According to Flores (1990) an authentib uée'df

17



written language is entered in daily interactive dialogue
journals.

Ulanoff (1993) states that the students view writing
as an authentic means of communication and what is very
important also is that the students have control of their
own writing. According to Atwell (1987) immersion in
journal writing with a specific focus on process rather
than product, is very beneficial to show improvement in
spelling, grammar, vocabulary development, sentence
structure, and writing fluency. Dialogue journal writing
is an essential tool for “promoting reading and writing
in classrooms organized around a process approach to
literacy®. {(Reyas, "1991, p..#92) s In Addition, Reyes
believes the following regarding dialectical journal
writing:

Dialectical journals are a form of written
communication between the student and the
teacher about topics that either party wishes
to discuss. Dialectical journals are said to be
successful because students are free to select
their own topics, determining the amount of
writing, ask questions, and seek academic or
personal help in a nonthreatening, nongraded
context. Success with this medium also
attributed to the fact that teachers are able
to concentrate on individual needs, validate
students’ interests, praise their efforts, get

to know them better, and focus on meaning.
(p. 292)
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InteraetiVe journai writing according to Fulwiler
(1987) provides children with an arena of-communicating,
in order to facilitate the development of wtitten
discourse.i«It:is‘necessary to bring the cnild‘to an
inner understandinéqof'writing;‘and to arrange that
writing wili‘be etgeniied developﬁent rather that
.learning” iV&getsky, 1978, p. 118). In addition, the use
of dialogue Jjournals protides authentic use of written
communication:

L..dialogue journai writing is one powerful
means of bridging the gap between the oral
“language competence necessary for writing
extended prose unassisted, and thus an |
effective way to prepare children or adults
Iitetacy. (Peyton, 1988, pﬂ.9i)

'By ﬁSingithis‘metnod of communicatien*teachers can
‘_detelep studentsg oral andjwritten.lsnguage profieiency
»uby cteating dentext for learningQnCQmprenensible_input

}can‘be:eValuetedfusing ﬁournal Writing. This’terﬁ is used
>by‘Krashenﬂ(i98l)‘inotdeﬁ to‘eXplain_hoW«thevieatner
acquires an.nnderstandingﬁef‘tnevmessage but doés ﬁotl»
foensfen eutiénalyées'tne;fern ef‘thefinpﬁtﬁddohns (1988)
states; “Fetspeech'te be*(eenprehensible;inpnti it must
itcentain a realdmessede‘te'nedcenmdnieated”:(p, 18).

Accdrding to Emig*(1983)H§,;fweﬂmnst:put'aside'a belief
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ﬁhat‘the cognitive psychologist Howard Gruber cails
‘magiéal thinking’ ... fo believe that children learn
because teachersiteach aﬁd only what teachers explicitly
teach is to engage in magical thinking from a
developmeﬁtal point of view” (p. 135). Instéad of
‘maéical thinking’ direéting children to copy exercises
frbm languagevtextbooks, to fill in blanks on worksheets
or workbook pages, teachers cankplan‘so that’childfen
lea£n.to’ﬁsé thevlanguage for real purposes that touch
'their'liQés directly. For example, children might be
bencouraged'tovfillrout applications to join clubs, to‘
write business letters asking fqrrfree materials about
‘something they are studying at school, or write friendly
letters to réal people. For reading, children can read
selffselécfed lite;ature and théﬁ have conferences with
their #eachér or iﬁteract‘with a small group of peers
about a book they all read. Reading and writing must be a
part bf all céntent areas and not liﬁited to a specific
time slot of the day. “It important that children grow in
their:understanding for the process and conventions of
print. This growth, however, should be natural,’occurring
as a result of using literacy to support the development

of personal meaning” (Franklin, 1988, p. 189).
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In Wﬁple Language and'deVeLopment.of writing meaning
has always béen an important issue. “Whole,languagé
'programs acceﬁt‘the reality of learning thrgugh'risk
. taking.and erfbr” (Goqdmaﬁ, 1986, p. 19).‘Elde5ky‘
Altwerger aﬁd FloreS (199i)‘define whole languagé
accofding ththé following chafactefisticsf

.A)‘ vThe cuing systems of lénguage (phonoibgy in
Orai, orthoéraphy in written languége,
 mor§hology,'syntax, semantics, and pragmatics)
are'alwaysvsimultaneously present and

interacting in any language use;

B) Language Uée always occurs in a situatién;
C)i Lahguagevis for making meanihg;

‘D)‘ Situatiqns‘are critical to meaning making;
E) | Written‘lénguage is laﬁguage.

in_addiﬁion, Langﬁage Arts are social activities and’
afé'béét:learnéd through interactibn with others.
Cﬁiiafén constrdct‘their own. knowledge from within rather
than havingvit impoéedion thgm from somé_éutside source.
Also, iearning fo read and write will emerge naturaily aé
chiidren engage in.these procedures in éuthentic wayé
uéing'whOle»lahguége and'real—lifévmaterials. Whole

language, is defined by Goodman (1986): “curricula that
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keeps'languége.whole and in the context. of its thoughtful
use iﬁvreal situationsé fp. 18) |

Ferréiro (1982), states:that it-is very importaﬁt to
analyze the way childfen acquire knowledge of the written
language: “In the learning process tbé chila’s‘linguistic
competence and‘cégnitive capacifiesplay a part...written
laﬁguage is as ﬁuch-part of the environment as 1is other
Culfurél object...” (Eerreiro, 1982, p. 8). Ferreiré and
Teberosky (1982)‘state that writing isv“not’a copying
model.” They mention that instead the models are an
adtive interpretétion of the adult world.

’Ferreird and Teberosky (1982) analyzed and
,documented'four conceptual levels of how children learn
the alphabeti¢ writing system: preéyllabic, syllabic,’
syllabic—alphabétic, and alphébetic. Ferreiro (1986) has
now_cﬁanged the writing progression into three developing
levels. Children develop from presyllabic to‘syllabic,
thehvﬁfom,éyllabiéblevel to a syllabic-alphabetic.
'Cbhéeéueﬁﬁly,»tﬁé children would‘progress to the final
égageiof.alﬁhabetic léVel; which épproximateS‘the adult‘
cohventidnal‘writing.-Accordihg to Fioﬁés (1990) theée
levels afé not psychogeneti¢ally ordered.vChildren do not

progress in a linear way from one level to the next
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level.'This information is essential for teachers in
order to understand the writing process and how to teach
it to the children. According to Smith (1983) literacy is
not a linear precess but an internalization of rules
through experience:
The learning process 1s identical with that by
which infants develop a set of internal rules
for producing and comprehending spoken language
without the benefit of any formal instruction.
And just as no linguistic is able to formulate
a complete and adequate set of grammatical
rules that could be used to program a computer
(or. a child) to use spoken language, SO no
theorist has yet achieved anything like an
adequate insight into the knowledge the people

acquire and use when they become fluent
readers. (p. 12) '

_Ferreirov(l990) states that there are three
developmental ievels in the‘writing process. The first
level is the difference between drawing and writing.
Lines are usedvin both procedures. Invdrawing the lines
follow the object’s outline, while in writing the lines
are unreliable because the do not follow the object’s
outline, and they>are linear. The second level is when
children expreéess new lines to say different things or add
more letters to add more meaning. Ferreiro (1990) states

~at this level: “a progressive control over the

qualitative and quantitative variations leads to
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-;1Constru¢ti0n of modes Qf differenﬁiatioh beﬁween places
of writing” (p. 12). The last leVel or_thiﬁa level 1is
wheré therrélation‘is madé betweeh;SOund pétterns and the
alphabetiCal wfitihg system. |

Children need the éppértunity to pursue thé interest
and questiohs they have about iife. Acéordinglto Smith
(19835; “Children néﬁurally try to_learn—byktesting
,hypotheses—pfovided, 6f course, that'théy have not been
taught that society places a high premium on being right
and that itbis better to stay quiet thén to be wrong”
(p. 17). Children need choice in the curriculum. The
reading and”writingvof stories‘allows such a choice. When
‘planning classroom literacy activities, teaéhers need to 
»conSider whether their activities are tied actuélly to
the questions, and intetests expfess;by the cﬁildren in
the claésroom.kThrbugh reflecting on the ideas children
express whénfreading and writing stdries, teacheis ha&e'a'
bettér unaerstanding.about the special meanings that
children aré_greating. Consequeﬁtly, literacy‘activities
can then provide continued support for the children's
developmeht'and thought.

Tebérosky‘(1984) utilizes the following.criteria in

analyZing student’s writingé:
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1. The drawing should have a justification
and not merely a decorative function. .

2. For the children, writing should have a
specific mode of representation differing-
from that of the drawing. :

3. The drawing should be utilized to
anticipate the text content, anticipating
with certain characteristics, 'especially

nouns.
4. The written text is used to confirm the
anticipation made about the drawing.
(p. 9) ’ -

,There is‘valué'in having children write every day,
children'é writiﬁg as well‘as reading improves.
Additiénélly, journal writing serves as a documentation
of a child’s progress in writing. Most teachers keépvthe

journals for the entire.year and, except for occasional‘v
» ovérnight sharing with parents, the journals are not
taken home.until the end of the‘schodl year. éarents
often point with pride to their childfs writing growth
evidénced in»the journal and many children readilyvshare
what theybhave writteh with~any adult.who will read it or
listeh_té thém read it. |

Leading Principle and the
Role of Literacy ‘

- Knowledge to be acquired by the learner (a less

mature member of the society) is possessed by the teacher
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(a morebmaturé_member).stually in the form of a set of
skills or strétegies for solvinévthe‘target problems, the
teaChervis aésigned by‘society the job of organizing the
teaching/learning,of that knowledge. “Any function in tﬁe,
child’s culturalvdeveloémént appeaﬁs‘twice; or on tWo
planes./Eiréf, it appearé én the SOCIAL, and Ehen on the
PSYCHOLOGICAL plane. First, it appearé,‘BETWEEN people
and ﬁhe INTERPSYCHOLOGICAi category and WITHIN the child
as an INTRAPSYCHOLOGICAL category” (Vygotsky, 1978,

p- 87) . |

The theoretical framework utilized in this project

is based on an article entitled Looking forward: Using a

sociocultural perspective to reframe the study of

learning disabilities (Teft-Cousin, Diaz, Flores, &

'Hernandez,,l995)f By using a sociocultural pérspective on
: teachiﬁg-ahd_learning the authoré on this article
emphasized‘that.an individual’S'learning can only be
understood by addressing the social, historical, and
cultural contexts surrounding such an individual. The
model is chafééterized as five interconnected-ciréles,
stressing'the fact thatkétudent learning is affected by
variables from a'multitude of Qontéxts. Studentsbdevelop

within these contexts and are affected by these contexts.
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One can construct a clear picture of variables affecting
teaching and learning only by analyzing these other
contexts.b

The first context 1is the socio-cultural community
contexts. It is here that fundamental learning occurs
because what is learned on the individuel plane
(intrapsychological) is firstklearned on the social plane
(interpsychological). This viewpoint comes from a
Vygostskian_petspective, stressing that what a learner
internalized is first understood socially. For example,
over the years many ELLs have learned who can and can not
be successful in life. In.addition, the socio-cultural
sperspective also undetstands that historical events play
e centrai-tole in developing what a person learns.»A.,
clear example'of a historical event that changed what
pecple learn can be visualized as the changes‘inv
.biliugual educatiOH after Preposition 227.

'The secend.ccnteit‘is‘the disttict—school context,
indiuding those elements, which comprise a school
cultute. These elements can include the attitudes and
training of staff membets, and the socio—econcmics status
of the school:district. The third context, 1is. the

classroom-teacher context, the manner in which the
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teacher organizes instruction in the classroom. The
teacher.is the mediator of knowledge in a classroom whose
responsibility is»to organize ‘zones of proximal
development’ ﬁhat foster student learning. This context
is analyzed in the project,;including the lessons,
techniques, and scaffolds,.used by the teacher in
teaching a unit on literacy.

The fourth context is the group context.’ClassroomS
for many years were viewed as a teacher-dominated attempt
with sole apthority and knowledge resting only with the
teacher.‘The socio-cultural perspective emphasizes that
studenp—teécher or student-student interactiqn is
esseﬁtial in moving children to new levels of
development. As Vygotsky (1978) stated “in cqllaboration
Qith more.capable peers” is'an importént classroom
element for chiidren learning development. |

The final context, the mind, is literally‘a product
ofvthe previous four, an “internalization of all social
interactions” (Teft—Cousinket ai.( 1995, p. 659). The
internalization of what‘a student’é soéio—cultural
community context teaches, added together with the
students”’ diétrict—school, class:oom—teachér, and grpup

is appropriated in the mind.
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The histdriévﬁnderaéhievemént of.Hispahic students'
entailsbmany-vériables that occur in difﬁérehf contexts.
The foQuS of the‘project is té énalyze only one of these
cénﬁexts,‘the classroom—teaqher'context. The‘key to
extendihgrintO'consideration the socio-cultural
situatedness'of agency isvto be‘found in the agcount of
mediétional means one prbVides. By “appropriating"‘
(Newman, Gfiffin, & Coie, 1989) them in‘the process of
carrying out the intremehtal.(social) and the intﬁamentalv,
(individual) functidning, human mental functioning is
shaped in éociofcultural specific ways. According to
Hatano and_Newmanv(l985) in educational reséafch and
‘cégnitive science: “humans are genérally active and
cOmponent‘in théir life and can benefit from.a'varietybof
ihtéractiéns with other peéple and natural.aﬁd artificial
énViroﬁment" (p. 95). In addition, knOWledge,.iSH
coﬁstruéted by learnérs themselves under a Variety of
' soéiocultufél’qohstréints, which encouragésﬂedﬁcétorS‘to
‘lbgk for alferﬁatiﬁes to'didacticvteaching (Hatané‘&}_
Newman, 1995).

 jourﬁél5writing provides an area of freedom forvthe
 ELLs’to‘éxp1ore and creaté.7They can wfitexinvtheir

primary languagé_or they caﬁ'take the riék to write in

29



the second language without having the feeling of
failufe.

Flores (1990) defined daily interactive journals as
an authentic practice of the written language within the
sociaivcontexts. They are used as a ﬁéwerful tool for
'pérsbnal communiéation; The students can interact with
the téacher and the teacher can interact with the
stu&eﬁﬁ;rEach student must choose a topic and write an
entry in the dialdgue journals. The student can share
dreamé, feelings, likes, dislikes, goals, worries, or
anything on their mind.

Compreﬁensible input can be evaluated through the
use ofvjournal writing. Krashen (1981) states that in
order to explain how the learner acqﬁires an
.understanding of the message but does not focus on or
analyze the fofm of the input. According to Johns (1988):
“For spéech to be 'comprehensible input’ it must contain
a‘reél message, and there must be a need for the message
to bé communicated” (p. 18). The affective filter 1is a
psychological'explanation of how language input, no
matter how theoretically effective, can be inhibited to
various degrees by affective variables: personality,

social status, culture, or motivation. The term affect is
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a class name for feelings, emotions, or moods. Vygotsky
(1986) considers affect to be a major importance in
second language acquisition:

When we approach the problem of the
interrelation between thought and language and
other aspects of mind, the first question that
arises is that of intellect and affect. Their
separation as subjects of study is a major
weakness of traditional psychology since it
makes the thought process appear as an
autonomous flow of ‘thoughts thinking
themselves,’ segregated from the fullness of
life, from the personal needs and interests,
the inclination and impulses, or the thinker
(p. 10).

Problem solving is approached by children, through
formal and informal interactions that are socially

mediated with members of the culture group within the

“zone of proximal development.” Vygotsky (1986) defines

this zone as:

...the distance between the actual development
level as determined by independent problem
~solving and the level of potential development
as determined through problem .solving under
guidance or in collaboration with more capable
peers. (p. 86)

This kind of help is internalized by children when
they receive help from chers and use what they have

learned to regulate their own problem solving behavior.
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' Psychogenesis of Literacy
Development

PsYchogénesisv(origin andvdevelopment,of the mind)

iniliterQCY'developmehtihcludes the inﬁerpretation
: systems,studenté use to figure out the eiemehts’of‘
ianguagef Ferreiro (i990) studies in psychogenesis of
‘iiteracy déscribe manykbasic.féaturéé.‘ACcording to |
Ferreiro the ‘prbductibn'activitieé’ (i.e., writing) aﬁd
~‘interpretation activitiésf (i.e.,»reading) unite to
illustrate tﬁev“.;. evolﬁfion of'the‘system of ideas
fchildféﬂ buildlup ébout/the nature of the social object
that is ﬁhe writihg sys£éﬁ7 (p..13>. Children know a lot
abodt lahgﬁage anq how it-Wdrks.Joufnal writing‘éi%es
_childréh the opportﬁnity £o take chances, experiment With
;anguage aﬁd‘ﬁé build'ihformation‘about the Writing
system (Flores;_1§90>.’Ferreiro (1990) believes that
"angﬁlédge off£hé péyCholOgica; evblUtion-Of the writing
,éyséem;by'teachéré;’psthologists; aﬁd diagndsticians is

-inVaiuéblé i£ Qrder toevaluatebchildren‘s progress‘and,
” éVen_more'iﬁportant;tbv‘seé’ otherwisé unnoticed signs
‘_of,Iitéracyidévelopment;’(p. 23).'Ferreifo,valsé stateé‘
thaﬁ the main pedégogiCal impliéafion is simply

“accéptihg that everyone in the classroom is able to read
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and write — each one at his or her own level, including
the teacher” (p. 24). According to Emig (1983) it is

“essential to differentiate between'developmental errors

and mistakes:

Developmental errors contrast readily with
mistakes in that developmental errors forward
learning while mistakes impede it...While the
making of mistakes marks a retreat into the
familiar, the result of fear and anxiety,
developmental errors represent a student’s
venturing out and taking chances. (p. 143)

Communication is the primary goal of interactive
journel wtiting. They insure that teachers and students
will communicate‘en a deily besis with self-selected
topics;-FiereS-and Garcia (1984) state that interactive

journal’writing provide teachers with a developmental

record of each ehild’s writing.
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'CHAPTER THREE "

DESIGN AND METHODOLOGY

A descripti&gﬂmetﬁbdoldgy‘wés usedrﬁith this
project. Avdescriptive méthod is a typé“df qﬁai£tatiVe‘
' reéearéh baSQQ“oﬁ caréful»deséfiption-Of eduq§tionaL
phenomena.‘Descripﬁion is viéwedvas uﬁ&ersﬁandiné Qhat
pebplé think relatéd to tﬂéif meaning. Accofding fo'
Jackson‘(1963)’desériptive‘studies are éoneerhéd ﬁainly’
- with detérﬁining “what is;”ﬁDafa.colleéted,wéélrécordedf
by docﬁmenfary analysis:aﬁd Qb§eration invordér to
examine:three students in this'stddy.

- The purposé‘of this préject is tO‘examin¢ the
writing dévelbpment‘of Englisﬁ Language Learners in fi:st
grade, usiﬁg,ihteraétive d;alogue‘joufnals oﬁeﬁ_a‘ 
nine—month periOdJ This'study4will use authentic Qritiﬁg
saﬁp}es?in;thé erm,of intéractive dialogue joufﬁai  _
:entriéé bf*three English Language Léarners sﬁudéhtélto
detérmine,the writing strategies.uéed by these studeﬁts,
aﬁdvto décuméﬁﬁ fhéir‘leveléldf writihd.durihgffirst B
gradeQ

| Peregoy and Boyle~(i990) suggeét’thatfiﬁ'oraér‘té

document ELLs developmental:strategies»and progressioﬁs
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daily interactive dialogue journals should be used.
“Dialogue journals allow both reader and the writer to
take risks as they discuss the issues relevant to both of

 them” (Danielson, 1988, p. 7).

Subjects

This projéct Will analyze interactive dialogue
journal entfies df first grade students whovhave'been
‘identifiedbét different levels of English language
proficiéﬁcy; interactive dialogue journal entries across
a nine—month‘period for‘three students in first grade
representing a range of levels (LEP1-LEPS5) wiil be 
éollected and- analyzed.

© The threevstudénts includéd in the study attend an

_éiementary school in the High Desert area. The school is
a K-6 grade;level with an approximatelyvbf 770 students.
The ethnic breakdown in percentages is Anglo 75%,
Hiépénic 18%, African-American 5% and American Indiaﬁ 2%.
Stﬁdents participate in governmentvsubsidized breakfast
and lunch pfograms at a pércentage of 90%.

The three students parficipating'in this project
were in all‘Ehglish, first grade classroom. The class was .

self-contained and the teacher has a Whole Language
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philosophy of education. These students had bilingual
instruction given by bilingual aldes. The students
attended three times a week a bilingual classroom. They

were there for a petiod of thirty minutes.

Data Needed
Authentic writing samples in the form of dialogue
journal‘entriés from ﬁhe three sfudents were collected
during a period of nine months. This collection was used
to determine student ievel of development in English

reading and writing.

Data

A collection of dialogﬁe journal writing was used
for the Writfen,Sample. The studenfs had the oppoftunity
fo write on a daily basis. They wrote during the first.
| hédr.ofTSChobl, right afterksilent reading. One sémple of
their writing was taken Qeekly, and then one specific
sample was chosen monthly{ The students wfote on a topic
of their choice. The writing samples‘were gathered for
four quarters in order to meésure thé progress in
writihg. The samples were collected from July 1999 to

April 2000.
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‘The data from the Writing samples was analyzed in
drder-té address these research quéstidns:
1. Which readingvand writing’stratégies do first
grade étudents use? |
2. ‘vHow‘manyvlévels of:Writing does each student
progréss along fﬁe.continuum of Devélopﬁent?
3. 'What.are'the probLems that students encountered
when‘goingkto différént writing ieveis?
Children eﬁfer school at varying levels of
dévelopment injwriting activity; If teachers ask

‘ kiﬁdetgarten or first grédersyto write fhe first day of

échooi, they will observe theichildren who draw pictures,

Scribble,‘or make only strings of letters.‘A few children

may bé'able‘£O invent their épelliﬁg, reflecting their

knowledge of letter—soﬁnd.corréqundence. Ferreiro and

’Tebérosky (iééé)vhave given us insights about children’s

| éarly nqtiong about:writing. For example, they discﬁss

thé foliowiné Qriting levels:

Le&el 0: Chi;drenkat this level draw pictureé or
vscribblés rather than maké letter or
©symbol-forms.

Level l:.‘ChiLdren write with a string of letters‘fof a

word that has no set number of letters from one
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Level 2:

Level 3:»

Level_4:

Level 5:

‘erd_to another. The string might run across an

ehtiré page as a child‘spells a word.

‘Children write a String'of letters that usually

consists of three to six letters for each word.

ThevletterS'may.bé’different for each”word or

. the same letters might be rearranged from one

word to the‘nékt.
Children at this level (consonant level) make
letter-sound correspondence, mostly in

consonants. For example, they usually write

“smt” for cement.

Children at this level (alphabetic level) make
their-letter—sound_correspondence‘by consonant
and voWels. For.instance, they might write

“vacashun” for vacation, or “moshum” for

"motion. These consistencies suggeSt the

construction of é system approaching

“conventional spelling.

Children spell most words in the conventional

. way.

‘The development of spelling from letter to strings

-to;conventional spelling-occurs at different times for

“children.:

Some make letter-strings throughout
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kindergarten and into first grade, and then:begin ﬁé
write ét the consonant level (invented spelling) wﬁileb
others develop to the consonant level at a very early
age. Within each kindergarten clags thére‘are like;y to
be children at each level; howevef, they maybé oﬁlyva_few

or none that are conventional spellers.
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CHAPTER FOUR
DATA ANALYSIS AND

INTERPRETATION

Interactiﬁé journal writing'inié Whole Language
‘cléss'was ﬁséd in a. first gfade classroom, as arcase‘
'sthy:approach»tQ détefmine how the writing provided an
éffecﬁive teaéhing tool.»Jqurnal writing preééﬁts‘both
teachef and student a means of interconnecting in geénuine
Written-éommunication.’Thevdata gathered from joﬁrnal,
eﬂtriesvwas recérded’by'documentary analysis in ofder to
address the reseafch questions:

‘l,vv’Whiéhbreading‘and Writing strategies do first

~gradéAstudénté‘use?v

2. ;:ﬁéﬁ‘maﬁy.levels‘of writingbdoes each student

prbgfess alohg_thevContinuum of Development?
 5i3}‘ fWhét‘éré the problems that students‘encountered
 QHen‘going to different writing levels?

In érdéryto analyzé the data that was colleétéd, it
was'hedéééary‘té brganize the information’ofithé thfee
stqdeﬁts ih»ﬁhe'foilowing way:

1.   Fréhcisco - Student A

 {2. ‘Jessie - Student B
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3. Marina - Student C

Case Studies

Stﬁdent A |

Francisco'had a éhronongical age of 6.7.at the
onset of the daté collection and 7;8_at the end of the
data éoliéction. Francisco was in an All- English
kindergartén claés. The lahguages‘Skaen aﬁ home were
English and Spanish.‘His.parents felt that English was
more beneficial forvhim; Ffanéisco’s‘first grade class
was‘All—English invinstruction. Ffénéiéco was very quiet
at the beginning éf'thé‘schOol‘year. It seémed to me that
he wés paying attention to everything that was going:on
around him. However, he wasdnot sharing at éharing time,
Qg'aéking quéstioné when I asked if there were any
questions‘on their minds. He was aiways eagér to do his
vwérk, and hé was a héppy éhild. One of the thingsihe
feally enjoyed;was listening to read aloud stories. Most
, of the times, T noticéd that he always went back and
revisited the stories read to the class. One of hiés
favorite authors was Dr. Seuss. He feally enjoyed how Dr.

Seuss plays with words. His favorite story is The Cat In

The Hat. Francisco loved to read this story over and over
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again. One of his journal entries_bﬁ'this studY'Was,abOﬁt
.this.story.
Figure 1. .

Student A - July Journal Entry
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Francisco did not use pseudo-letters or scribble

writing instead he wrote random letters. He organized his
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writing'léft to right and to represent meahiﬁg, he used
recogﬁizabie'letters.

In Francisco’s first‘entry,.hé did not use pseudo-
Lettefs or scribble writing ihstead he wrofe ;andom
letters. He organized his writing left to right’and'to‘
re@reséhpyméaning, he usedvrecognizable letters.
‘Aécordihgito Ferfeirb'(1986) he was engaged in the
preéyilabic»writing system. It alsé Shows‘that he is a

risk taker.
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Figuré 2.

Student A - August Journal Entry

In Francisco’s second entry, he is making the
distinction between drawing and writing. He is still
ﬁsiﬁg a string of letters and copying words to represent
meaning, but he was also experimenting with uppercase and
lowercaée ietters. He is still using the presyllabic

interpretation.
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Figure 3.

Student A - September Journal Entry

In this third jourhal entry, Francisco shows that he
hés de&elopéd pﬁiﬁt awareﬁess and was developing
’uppercaée,‘ldWercése‘lettér formation. He, also, used
spaces. between his words. He appears to beicopying words

from the room environment that he can read.
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Fig&re 4.

Student A = October Journal Entry

¥

.By the fourth month, Franciscovrepertoire of words,
increase significantly as evidenced in thié journal
ehtry. He is using more‘words from the environment in the
room, or from stories that were read in class. He is
still using word Spacing conventionally. He is at the

alphabétic level of inferpretation.
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Figuré 5.

Student A - November Journal Entry
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Fﬁanéisco‘is copying from‘displayé in,fhe classroom.
He is using leerCase letters, and space bétwéen his
WOﬁdS. His.séhtence is making sense, and’it has meaning.
Also, he ié uéing punctuation at the end of his Senténce}

He ‘now controls the alphabetic writing system.
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Figure 6.

Student A - January Journal Entry
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By January; Francisco is using self-generated words.
He uéed upperdaSe letters properly. His sentence makes
sense. ThiS journal entry is definitely alphabetic. He is
‘creating sentences that are spelled convenﬁionally,

enough to be read.
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Figure 7.

Student A - February Journal Entry
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By February, Francisco is creating sentences that
are easy to read and easy to understand. This time he is
making the sentence fun. He used an exclamation mark,

which shows that he is acquiring orthographic conventions
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in punctuation. He was really proud of his writing. He

feels very secure on his writing. -

Figure 8.

Student A - Mérch Journal Entry
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In March, Francisco went back, to write words copied
from displays in the classroom. Now, he associated the

words with a special person in his life. He 1is using
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communicated intégrated ideas. HiS’stqndard.spééing
between.words’is conventionalp Likewise, Fréncisco is
uéiﬁg sentences that arevb§th,c0nventional.and
coﬁmﬁnicate»meéning..He contfols the alphabetic

principle.

»Sﬁmmary Qﬁ'prog;eSsiQn.'At~the beginning_of-the-
»échool yeaffFraﬁciscorwas using pséudd—words or strings
éf‘letters.vThié;level wasvthe preéyllabic stage. He was
at this léVéi for'fhe firét tWO,months at school (Jul;&
Aug.y. Then hé‘movéd to copying words from dispiays in
“the cléssroom or from stories that we read (Sépt. &
Octif. For the next three followihg months, Francisco
wroteFSelfe generated sentences that communicated meaning
in-wés_mo&ing towafd ﬁhe alphabetic wrifing level (Novﬁ,
Jén?;& Feb.).»In the last two enffies; March‘and Apiil,
"Fraﬁqiécovwaskalbhabefic.“He'wasvuSing”self—generated-
‘-seﬁtencés!that’were ﬁ§ériy CoﬁveptiOnal_and,cOmmunicated
'éﬁ idea.vHe remained ét thisvléVel'uﬁtil the end of the
schodi‘yeaf;'He'felt Vety proud‘beéause now he was able

fto:write ahdwpeople‘was able to read his stories.
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Student B

Jessie entered first grade and had a chronological
age of 6.9 at the beginning gf the data collection and
was 7.5 at the end of the data collection. Jessie’s score
on fhe‘BSM in English-was a 3 and she scored a b5 dn the
‘BSMvinvépanish.:Jéésie spoke Spanish at home, but she had
older siblings that spoke English. At the beginning of
the school year Jessie was able to name all the alphabet
letters. She felt her English language was not very goqd.
She did not know the name of many things. Her oral
vocabulary in English was very limited. She was very
quiet, but by the end of the year, she was highly verbal

in English.
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Figure 10.

Student B - July Journal Entry

In’July, Jessie 1is using a string of létters on her
first journal entry. Thisbentry, shows that she hés
developed‘print aWaréness,-and'éhe also de&eloped
uppercase and lowercase formation. She is using the
syllabic/alphébetic writingvsystem»according to Ferreiro

and Teberosky (1982).
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Figure 11.

Student B - August Journal Entry

%mur mmm G&ﬂ& 3%5 iiw R W

In this journal entry, Jessie 1is using proper usage
of uppercase/lowerdase letters “I clean my rooms by
’ picking up yo-yo nd Nin£§ndo games.” She also is using
proper space between her‘Words. Her sentence.makes sense.
She also used a Question mafk in the bubble indicating

someone else is asking a question.

55



Figure 12.

Studeﬁt‘Bb—"Séptember Journal Entry

In Septembér, Jessie continues to be in her writing
at the presyllabic/alphabetic level. She writes: ftde
eléphﬁnt 5ad_ﬁid not belen.” Notice, she is using |
punCtuatién at thé end>of her writing. Her.étory matched
her illuStration. Her English is telegraphic but stiil.

coherent.-
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Figure 13.

Student B - October Journal Entry
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In Octdber, Jessiebis'using proper punctuation in
her writing. She wrote from a story read to the class.
She is using spacing between her words. She is
communicating an idea, and this idea matches her picture.

She is moving'toward controlling the alphabetic system.
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Figure 14.

Student B - November Journal Entry
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In November, Jessie continues to make sense in her
writing. She is trying to communicate an idea with her
writing and her illustration. She is using conventional

spacing between her words. She writes: “Antartica and see
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‘the Penguins. grandma in Mexico. Calico Town in

California. daddy in Florida.”

Figure 15.

Student B - Janﬁary Journal Entry

By Jandary,vJessie’é love of science is ill@strated
in this jburnal entry. She was very positiVe about her

3writing at this point. Jessie was able to write about
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interésting subjects. She is fully alphabetic as evidence

by this entry.

Figure 16.

Student B —'February Journal Entry
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By February, Jessie was writing self-generated
sentences. She was able to take risk in her writing; She

alsb felt.very comfortable when she was writing and
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‘communicating an idea. Jessie is now writing conventional
English.
Figure 17.

- Student B - March Journal Entry
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“ﬁchMarch;'Jéssié.wrote sentenceS that ate fully
fbrméd. Theyfaré Sélf-generated, conventional which

qumunicate an idea. She is at her prime time. She is. at
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the alphabetic level. Jessie wrote: "I like this Book

about the red rose growing in the garden."

Figure 18.

Studenth‘Q.April,JburnélvEntry
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By April, it is evident that Jessie feels very
comfortable about her writing at this point. She is able

to put in writing her likes/dislikes about a story read.
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She is mixing uppercase and lowercase letters. Jessie is
using conventional spacing and punctuation at the end of

her sentence.

Summary of Progression. Jessie has progress from

- using ietters at the presyllabic ievel in July, 1999, to
self-generated sentences at the alphabetic level in
January - April, 2000. Jessie was also using interactive
journal writing in order té increase her &ocabﬁlary; At
the'beginniﬁg of this project she used to write a string
of letfers to cbmmunicate an idea. Then she started-to
copy frOm the environment in the classroom, or whatever
print was available to her. She copied signs from‘stores,
streets, and from‘stories that she loved to read.

Student C

Marina had a chronological age of 6.4 at the
beginning of the data collection and 7.1 at the
conclusion of the study. Marina was at an All-English
class in kindergarten and also at an All-English class in
first grade. The language spoken at home was Spanish and
English. Dad spoké Engiiéh and mdm spoke Spanish to her.
Marina was tﬁe iny child‘at home, but all of her

relatives were bilingual. She was a child that interacted
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with everybody and alwayS'waS eager to help. Sﬁe Was a
g:eat’classroqm helper. The teacher knew that Marina was
caﬁable ofkexpléining tqbthe.students when they ran into
a problem;‘Fbr‘example,.she woﬁld tell theﬁ: “stretch the
word, wriﬁe £he sounds ?ou.hear.” At the beginning of the
prOjéct, Marina felt that she was hot good at.writing.
She>Wanted’to spell all ﬁhe words correctly; and she did
th‘feél Very happy‘whén the words were notspeiléd
éorrectly. At the beginning, the teacherAtold‘Marina thaf
it was fine to writevher:way.,Later during the year
Writing'wou;d'be easiérvfgr her. Marina wrotekeveryday
every moment that was aVaiLable to her!:she'tbld the
féaéhéf thét she wanted to be évwriter when- she gréw up.
She’Was géingbto write forvchildren. Marina.said that sbe
kﬁew exactlykwhat Children liked td fead;'One of her
favorite éuthors is Eric Carle.;Shé lOved‘how Eric Carle
'illuétfatea‘the.sﬁories. Marina.said;that it‘wés gréat to
be ablé té read hié béoks.‘His stories were fun. Marina
wrote self—génerétedbsenténces that coﬁmunicated an idea.
Mariﬁa‘wrpfe everyday‘in'order to increase her
ﬁocabulary. Hef vocabqléry increased aS'a ;esult of her

daily interactivé journal‘writing.b
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Figure 19.

Student C - July Journal Entry

This waé‘Marina’s first journal entry. She was
writing about a rainbow that she saw. She wrote about her
favorite qolor: purple. She used a string of letters in
this entry.'Hef faVOIite color was spelled the
'Qonventional way.‘She is using the presyllabic writing

system.
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Figure 20.

Student C - August Journal Entry
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By Augﬁst,.Marina-is using spaces betweeéen her words
in thisventry.‘She also used uppercase/lowercase letters.
She was communicating an idea. Marina is now only a month

later syllabic/alphabetic.
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Figure 21.

Student C - September Journal Entry

e

In September, Marina was at the alphabetic level in
this entry. She wrote words that she'knew how to spell
‘and her sentence had'ﬁeaning.She used an exclamation
mark, to make her sentence more exciting. This journal
entry, demonstrate her control of the‘alphabetic and

orthographic principles.
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Figure 22.

‘Student C - October Jourhal Entry

74 dobe wvery
ark alien.

Ih_October, Mariha is using uppercase and lowercase
vlettersuvShe.is_uSing'her.anwlédge.of the English
laﬁguage_£o fell her story.'Withih three monfhs, Marina
is.ﬁsihg étahdard.and éonventional Englisﬁ, her second

langﬁage,
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Figure 23.

Novembeeroufnal Entry
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Marina is writing sentences that are

,By~Ndvember,.
She is writing more words on her

" highly cdnventiohal.
journal and she is more careful when she uses her spacing

between the words.
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Figure 24.

Student C - January Journal Entry
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ﬁIn January, Marina was compietely alphabetic by this
entryﬂuﬁtil the eﬁd of‘the year. She using.uppercase and
loﬁérgase,létter% pererly. Her‘spacingvis‘a little
‘crowded at th;é;péint, but shé is Writing.conventional‘

English.
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Figure 25.

Student C —'FebruarvaburnalnEntry

N Ianébﬁuafy, Mariha'is usingfthe'pioper punctuation
on this“entfy} Her challenge is tO[léarh the standard

orthography. She is also expeﬁimentiﬁg.with wordlspacing.
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Figure 26.

Student C — March Journal Entry
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By March, Marina wrote self—generated sentences that
are fully formed and they communicate an idea. She was
really proud of her writing and she knew other persons

were able to read her writing.

72



Figure 27.

Student C - April Journal Entry

In March, Marina is writing self—geherated
that communicate and idea. She wrote this entry
words learned from a science lesson.,Notice‘use

word “succulent” in her writing. Her repertoire

sentences

with

of the

of words

increased'atvthe end of the school year. She was a great
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" writer. She truly believed invherself as a writer, as

.evidented by this last entry.

 Summary'o;'prog:eSsion. Marina was'a child fhat
 wénted1to>Write»3all perfect.’ She progresséd from USing
‘,vléttérs at thevpresyilqbic‘level in July'ﬁd using self-
bgéﬁérated séﬁtences af‘the aiphabetic level'by'Apﬁil.‘She 
ksﬁaYéd'at this level tiil £hé éﬁd'ofvtheiséhool year.
QM@;iﬁéIWas also writing on the interactive journals to
Vléarﬁ‘mofé ﬁﬁglishvwords, in order to_inérease'her 
‘Vocabuia¥yf?M§ﬁ;néZWas a Student thatjffuly believed that.
! wfiﬁer éoqlaHWrité everyday. She was a model studeﬂt
and:éyobaﬁiy.é‘futurg Writer or a teacher;‘She'encouraged
£hev£é§tfbf>thé students in the class when they were
,vst:ﬁgélingbwithbwriting. Marina was an inspifation for

the whole class and also fOrbthé teacher.
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CHAPTER FIVE

CONCLUSION

Interpretation

Children create meaningful writing when they read
and Write stories. As they invent or identify with a
parficular character, enter into a fantasy setting,
expeiience a story’s conflict or resolution, and attempt
to explain and interpret stories from their reai lives.
Children learn more about themselves, the natural world,
and the Various kinds of actual and potential human
words. The meaning children create when reading and
writing stories 1is a‘fundamental meaning, tied to
understanding their existence, their realtedness to other
lifing things (Carini, 1979).

Also, when children create their own writing and
whén-they'respond to publiéhed stories they are
expressing theif personal ways. They are expressing what
they are, What they feel. Elementary school children
exblOre ideas about family; peace, love, friendship, and
their own eXistence, when they read and write stories
(Caneron, 1986). In all these experience ideas, meaning

is created as a result of experimenting with writing
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stories. First grade students can learn to write in a
socially med;atedlcODtext'by_using daily interactive
jeurnal'writing,as noticed from the case'study data

presented in this project.

" Conclusions

'Reyesv(i99l).statee fDialectical‘jourﬁelS are said
te_be euqcesefﬁl:because steeents are free to selectb
their-bwnetopics, deterﬁining the amount of writing, ask
questions, ehd seek academie or personal help‘in‘a 
nonthreatiehihg, noegraded‘contexf" (p.v292>.v

Teachersf who set up such opportunities and listen
to this expressien, afe in a possible bettetvposition to
.understand abeut the individual‘child and.thebmeaning he
or she isrexploring. An auﬁhentic curriculum, tied to the
child’s inte£est and knowledge can then be developed
(Franklin, 1988).

Ie‘ie_essential thet children grow their
underetandinekon the process and conventions of print.
'Thie grewfh sheuid'be‘nétural, appearing as é result of
using_liﬁereey to support the deﬁelopment of personal
meaning. AS"result,wChildren can learn aegreat deal about

the written language'a»knowledge gained by using
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interactive journal writing, a form of literacy. which
supports théir‘meaning making efforts. For éxample, in
~this projéct children fluctuated between writing levels
and did not follow a linear pattern. The students used
illustrations in order to develop ideas fbr writing in
their journals. Also, they used print available to them
in their environment. The students progressed from a
string of letters to writing self-generated sentences.
Calkiné (1986) reﬁiﬁds us to give children

functional‘reasons.for writing such as letter writing,
taking messages, attendance taking, registéring a voté
for a pet’s name,‘and making lists. This research
suggests that itbis important that teachers give children
many Opportuniﬁies-and ample time tb write, and receive
théir'writing with interest.

| In addition, by reéding and writing stories,
children can learﬁ more about themselves, the human
community, and the natural world that surﬁounds them. In
the process‘of‘éXploring and generating ideas in stories,
they can also learn to read and write more effectively
and progress toward conventional writing. Goodman (1986)
states that in a Whole Language classroom oral and

written language must be functional, fulfilling a
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particuiaf purpose for theblanguage>USer. Smith (1993)
believes that literaéy isﬂno# a sequenced process but the
intérnalization or regulafions aﬁd rules through daily
experience: |
The learning process is identical with that by
"~ which infants develop set of internal rules for
producing and comprehending spoken language
without the benefit of any formal instruction.
(p. 11,2) |
vfeaéhiﬁg writing ShOgldvbeva shift from isolate
1Skiils aéproacﬁrﬁo a more holistic approach offered by
othérs.(BiSsex; 1980; Kraéﬁeh; 1984; Edelsky, 1986) who
view‘writing‘as an interactive‘meéningful proceés thaf is
rsocially mediated.

*'Teaéhgrs need to recognize and accept the
vdévelopméntal.level of children’s writing, which will:
‘probably réﬂge.from those who draw, write‘strings of
ietters, invent‘s?elling, to those‘whé are already.
conventionai speilers. Children’s writing, including
spellihg,,wiil devélop progressively to higher levels 1if
»théy_are‘givéﬁ the opportunities to write, read, shéré
their writing and reading, and to interact with teachers
and pee:s‘about their writing in positivé and responsive

ways.
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Ferreiro (i990)’states that “knoﬁledge of the
psycholOgiéai evolution Qf the writing system be
 teachers, psychOlogists, and diaghoéticians is invaluable
in ofder té evaluate children’s progress and, even more
-important, td 'see' otherwise unﬁéticed signs of literécy

development"” (p. 23) .

Implications
We needbto remember'that learners ha&e many
'différéﬁt learningvstylés, aptiﬁudes, and levels of
abilities.‘This fesearch has shown the writing
dévelqpment of three studehts o&er a period of nine
mqnths. These Students és evideﬁt in théir writing took
‘conﬁrél of the Ehglish written language_by delineating
thé scriptingvstrategies énd being risk-takers. Ferreiro
(1990) believes that'“accepting that everyone in the
-_claSSroom is»able to réad and wfite - each at hi; or her’
own level,_ihcluding the teacher” (p. 24). This is a very
:important fact to consider.>0pporfunities for reading and
writiﬁg‘oCCuf throughout the entire échool day. Children
should have ‘time provided by the teacher to read and
write. This‘is‘necéssary for children at all levels of

‘the primary school.
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In additicn,vteachefs should not only read to
children from a range of ﬁaterial but should provide an
equally wide rangc for the children’s own readiﬁg. The
well-read teacher providesbconstant guidance for the
children by helping them select material appropriate the
their ability, intefest, and needs. Writing ébout
literature experiences is highly enhanced through peer
and teacher interactions in a community of readers. Not
only‘do‘studehts grow in their knowledge in books
availabie to %ead, but they also have the opportunity to
make thém think or feel aboutvcertain topic or certaih
story.

This research suggest that as students share reading
or writing experiences characteristics of various genreb
'énd literacy féatures of stories become more clearly
articulated. Even at the beginning level (presyllabic
label), students can become engagcd in the act of
’refléctiﬁg on their own work. The very fact that they are
beccmichréébcﬁsible'for judging the quality of'their own
'workvcnables students to take control of their own
learning. .

Learners have many different learning styles,

aptitudes and levels of ability. The researcher believes
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that a single instructional ﬁethod or instructionai
program might not be suitable for all students. Education
might be intensified if morebefforts were made to match
instrucﬁionaivmethods and’instructionai progiems with the
studentsbwho are best able to learn from them.

Teachers with an understanding of howichildren
deVelop literacy_know that‘reading and wfiting are
precesses in which children create meaning fromvprint and
prier knewledge. As chiidren develop asvresders, writers,
and.eonstruetion ef knowledge, we need to be aware how
they form anQledge about the worid.

.Heath (1986) ststes that.aeademic‘success‘foi_alli
children dependsr less on the specific ianguagevtney
 know, butvit is essentidi‘on the ways of‘nsing ianguage;
Children-need te communicate by learninditeread>and
Wiite. Chiidren’s.perceptions expand, beCausebthey‘write.
Inteiaetive journal»Writing is a powerful toei‘for the
fescner’and the;student. |

“Children havevproblems iearning writfen iangusge in
English when they come fo sehool'with'a strongvpiinary
Spanish home.language. Tnis project examined the‘Wiiting
.the deVelopment of'English Langusge Learners’in fiist

grade, and their writing was done primarily in English.
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It wasvvery diffieuit for them to express themselves or
their”idees when the writing language was in Ehglish.
Accoraiﬁé:to Geodman (1986) learning writing language at
school is not much difficult than learniﬁg‘oral language,
but it can be extremely difficult by teachefe who teach
print and isolate it from its functional use;
| Language learning is social and natural for
children. Language is learned in social contexts and
medieted by -others (Edelsky, Altwerger, & Flores, 1991).
-We,»as teachers ought to regard reading and writing as
- natural extensions of earlyleerning and focus in the
lenguage strengths children bring to school.
Ulanoff.(1983) states that students view writing as
~an authentic means of eommunication and what is very
important also is that the students have centrol of their
own Writing; Immersion in journal writing with a specific
focﬁs on process rather than product, is very .essential
tobshow improvement in spelling, Vocabulery development,
grammar, eentence‘structure, or writing fluency,
aecording to Atwell (l987)! By using this method of
commﬁnication teachers can develop students’ oral and
written language proficiency by creating context for

learning. Teachers can plan so children learn to use the
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English language for, real purposes that touch their
lives directly.

For reading this research suggest that children read
self-selected literature and then have conferences with
the teacher or ipteract with a small group of peers about
a book they’all read. Reading and writing must be a part
of éll confent areas and not limited to a specific time
slot of the day. .

Also( Language Arts are social activities and are
best learned through interaction with others. Children
construct their knowledge frém within rather than having
it imposéd on them from some outside source. It 1is
important to remember that children do not progress in a
linear way from one level to the next level. Flores
(1990) states that these levels are not psychogenetically
ordered. It.is essential that we, as teachers, understand
the Writing process in order to teach it to the chiidren
so they cah succeed in their future.

Childreh need choice in the curriculum. The reading
and writing of stories allows such a choice. When
planning classroom literacy activities, teachers need to
consider whéther their activities are tied actually to

the interest, questions express by the children in the

83



c;assroom. Teachers havélé better‘understanding about the
special meanings that‘childrep'are creating tﬁrough
réfiecting on thé idéas express by them in-their wrifing
and réadihg sfories. Children needvtd write everyday,
theirjwriting and'reading-improvesf'lnteractiVe journal
writihg serves‘as a documentatidn‘of'child’s'progfess in
'writing,.Parents poinf with pride fo their Child’s
writing growth evidenced_ih'the journal and many-children
are happy tQ<shéré wﬁatvthéy have‘w£itten to an adult or

a peer. .
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