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ABSTRACT
The purpose of this study was to establish a staff development model that
would assist teachers to: (1) develop a deeper understanding of their diverse
student population; (2) develop a deeper awareness and understanding of their
perceptions of the teachingllearning process; and (3) help teachers use their
enriched knowledge and skills to promote instructional techniques that enhance
all students' linguistic, academic and cognitive development.
Guiding this process were three research projects: Langer and
Applebee's (1987) work on teaching and learning; Goldenberg's (1991)
instructional conversation (IC) Rating Scale and; Au's (1990) interpretations of
Vygotsky's (1962; 1978) work on mediation in practice. Underlying these works,
and also incorporated into this study, were Vygotsky's ideas on mediated
assistance within one's zone of proximal development.
Seven data sources were collected and analyzed for this study. These
included: pre-post surveys and interviews, teachers' scripted lessons, individual
discussion sessions, whole group in-services, IC Rating Scale, and ethnographic
notes. Four formats were used to analyze these data: IC scoring, graphs, charts
and triangulation of various data sources. Results of these procedures afforded
the following findings: (1) there were substantial changes in both the quantity as
well as the quality of teachers' instructional practices based on teachers' central
or main concerns for their students; (2) teachers gained deeper understanding of
their instructional practice through mediation and discussion; and (3) teachers
noted that changes in their instructional practices enhanced learning for their
diverse student population.
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CHAPTER 1
INTRODUCTION
The purpose of this chapter is to present the (1) introduction;
(2) research questions; (3) related literature; (4) significance of the study;
(5) methodology of the study; (6) assumptions underlying the study; and
(7) definition of terms.
Each year, the number of foreign-born students enrolling in schools
across the United States increases. "Nearly a quarter of the nation's estimated
20 million foreign-born residents entered the country during the second half of
the 1980's" (Education Week, 1993, p. 19). Likewise, the number of Americanborn children whose parents speak a language other than English in the home is
also increasing. Specifically, U[B]etween 1979 and 1989, the total number of
children 8-15 years old enrolled in US schools who spoke a language other than
English at home increased by 863,000 or 41 percent" (Alsalam, Ogle,
Thompson, Rogers, & Smith, 1992, p. 22). According to the National
Association of State Boards of Education (1991):
Current population projections indicate that the number of schoolage children who are African American, Hispanic, Asian and
Pacific Islander and Native American will continue to grow faster
than the white school-age population. A dramatic change in
immigration patterns (from Europeans to Latin American and
ASians) and the birth and fertility rates of divergent populations in
the United States demands reform in the way we structure schools,
learning, and American society to absorb rapid and continuing
change. (p. 1)
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Formally, the culturally and linguistically diverse student populations were
incorporated into the English-speaking learning environment with little or no
attention paid to their diverse needs. Thus,
The pluralistic character of our nation has been heralded as
one of our strongest assets. Consequently, our curriculum,
teaching practices, and school climate have focused on a
perceived homogeneity and commonality among stUdents that
belies the reality of our cultural diversity and discounts the
uniqueness of individual students. This approach minimizes the
rich contributions and achievements of the diverse people in our
nation and the world and deprives the nation's students of a full
and enriched educational experience. Schools must be
restructured to celebrate the diversity of our students wl1ile
retaining the key concepts and principles that our nation was built
upon and that are central to a truly democratic society. (National
Association of State Boards of Education, p. 1).
With this in mind, schools are now faced with not only a new population of
diverse learners, they are also asked to take on the responsibility of addressing
each student's needs. Hence, state boards are asked to reexamine their
policies, practices and procedures and make appropriate changes within each
district as well as each school. In the end, the burden of educating students
from diverse cultural and ethnic background falls in the hands of the regular
education teacher.
To address these issues, Goldenberg (1991) and his colleagues at the
National Center for Research on Cultural Diversity and Second Language
Learning are looking at ways "to promoting the intellectual development, literacy,
and thoughtful citizenship of language minority students, and to increasing
appreciation of the cultural and linguistic diversity of the American people" (p. I).
One instructional format explored by this center is called "instructional

18

conversations" (Ie). Underlying this instructional format is the belief that
teaching should be more than imparting knowledge to students. "It requires
helping students use their knowledge and skills to understand, appreciate, and
grapple with important ideas as they develop a depth of understanding for a
wide range of issues and questions" (p. iv). However, Goldenberg (199'1) found
that "teaching aimed at these important goals is largely absent from US
classrooms" (p. iv). My education-related research, teaching, and administrative
experiences over the past 22 years leads me to concur with Goldenberg and his
colleagues' findings.
Research Questions
In response to this concern, a staff development project was devised.
There were three purposes for this project: (1) to help teachers develop a
deeper understanding of their diverse student population; (2) to help teachers
elaborate on their awareness of the teachingllearning process; and (3) to help
teachers use their enriched knowledge and skills to promote instructional
techniques that are designed to enhance all students' linguistic, academic, and
cognitive development. To address these issues, the following questions were
posed:
1. How do teachers integrate elements of instructional conversation into
their reading and/or language arts lessons?
2. How have teachers' discussions about teaching and learning changed
throughout the study?
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3. From the teachers' perspectives, how has mediated assistance, which
was provided throughout the study, helped to promote the linguistic,
academic and cognitive development of their diverse student
population?
The framework for addressing these questions was constructed from the
research of three major projects: Goldenberg (1991), Langer and Applebee
(1987), and Au (1990). Each of these studies was grounded in Vygotskian
theories (1962, 1978). A brief overview of how each research project provided
techniques, insights and theoretical interpretations will be discussed in the next
section.
Related Literature
Goldenberg's (1991) research, and ultimately his

Ie Rating Scale

(adapted from Rueda, Goldenberg, & Gallimore, 1991), grew out of Tharp and
Gallimore's (1988, 1991) work on instructional conversation, a technique to
promote social interactions designed to help teachers develop conscious
awareness and voluntary control over their instructional practices. Goldenberg's

Ie Rating Scale was also used to guide teachers' lessons by promoting
teacher/student dialogues that would lead to enhanced linguistic, academic and
cognitive development. Therefore, Goldenberg's

Ie Scale served a dual

purpose in this research: first, as a vehicle from which teachers could review and
discuss their instructional practices, and second, as a vehicle from which
teachers could incorporate concepts and techniques that would provide their
students with the opportunity to become actively involved in their own learning.
Although Goldenberg's work provided both a vehicle and a technique from which
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to analyze and guide teachers' instructional practices, underlying this process
was the need to understand the factors that promote changes in teachers'
instructional practices. Langer and Applebee's (1987) research explored this
area and filled a void in Goldenberg's work.
Langer and Applebee's work (1984, 1986, 1987; also see Langer, 1990,
1991 a, 1991 b, 1992) is reviewed for this study because it explored how
instructional techniques helped teachers reformulate and extend their thinking
and knowledge. Langer and Applebee (1987) also looked "closely at teachers
themselves as individual professionals in the midst of changing their approaches
to teaching" (p. 69). Therefore, their research afforded valuable insights into the
nature of teaching and learning and, thus, seemed compatible with Goldenberg's
research. In sum, Goldenberg's work provided the techniques and the analytical
format to guide my discussions with the teachers involved in this study. Langer
and Applebee's work helped to link the professional aspects of instruction with
personal considerations that underlie the teachingllearning process.
Hence, I wanted to find out if uniting concepts from both projects to devise
a staff development project would promote students' linguistic, academic and
cognitive development through enhancing teachers' instructional techniques and
individualized professional development. Thus, incorporating this combined
research approach would provide the teachers in this study with a common
format (the

Ie Rating Scale) and a deeper awareness of their perceptions of the

teachingllearning process (Langer and Applebee's work on teaching and
learning). This format would also guide group and individual teacher discussion
sessions which would give teachers the opportunity to reconceptualize their
thoughts and activities related to their instructional practices.
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The Goldenberg (1991) and Langer and Applebee (1987) projects were
both informed theoretically by Vygotsky's (1962, 1978) ideas on mediated
assistance within one's zone of proximal development, which also underlies my
study. Guiding this facet of my research were Au's (1990) interpretations related
to applying Vygotskian concepts in practice. More specifically, Au's work
explored the transformation of a novice teacher into an expert teacher and used
three of Vygotsky's formulations in her analysis. Hence, Au explored Vygotsky's
work on the relationship between spontaneous and scientific concepts, the role
of speech in thinking, and the development of consciousness.
Combining these ideas from both research projects with Vygotsky's
notions on development provides a format for a staff development program that
facilitates professional development through mediated assistance within each
teacher's zone of proximal development. This means that the teachers in this
project would receive support and assistance based on their own perspectives of
teaching and learning. Individual and group dialogue sessions would provide
teachers with the opportunity to expand their thoughts. According to Au (1990)
"once a person's concepts have become explicit, they are open to discourse
processes which can promote reorganization and refinement" (p. 273).
Au's (1990) interpretations of Vygotsky's (1962, 1978) work also proved
important to the analysis of this study because it "... provides a theoretical
framework that allows researchers to acknowledge and deal with these
complexities while seeking general principles of development" (Au, 1990,
p.285). Therefore, Au's work provided Vygotskian interpretations that helped
me discuss each teacher's professional development. Further description and
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explanation of the aforementioned terms and research projects are addressed in
Chapter 2.
Significance of the Study
Current research addresses the importance of helping regular education
teachers meet the linguistic, academic and cultural needs of their diverse
student population (Cochran-Smith & Lytle, 1992; Commins & Miramontes, 1989;
Cummins, 1986; Goldenberg, 1991, 1993; Goldenberg & Gallimore, 1991;
Jacobs, 1991; Moll & Diaz, 1987; Saville-Troike, 1991; Tharp & Gallimore, 1988,
1991). The present research adds to this growing body of literature because it
provides teachers with a way to build on their own knowledge of teaching and
learning and to look at their teaching and evaluate its effectiveness in terms of
the cultural, linguistic and academic needs of their students. This is important
because the largely anglo teaching profession has to

meet the needs of a rapidly

changing student population. The National Association of State Boards of
Education (NASBE, 1991) noted that:
Teachers who entered the classroom for the first time in 1990 were
93% white and 73% from suburban and rural communities. There
are a number of efforts across the country to increase the number
of people of color entering the teaching force; however, states
cannot neglect the need for immediate training and retraining for all
teachers, administrators, and school personnel to work effectively
with children of color, both native born and immigrant. (p. 6)
Hence, meeting the diverse needs of our changing student population
needs to begin now because:
Failure to integrate our knowledge about culture and diverse
learning styles into the school reform movement will stymie efforts
to significantly reduce our drop out rates, prepare all students for
the world of work, and maintain the quality of life many have come
to expect. (NASBE, 1991, p. 7)
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In essence, we cannot ignore the varying needs of our diverse student
population because they are the future contributors of American Society. With
this in mind, meeting the needs of our diverse student population by formulating
appropriate staff development programs will provide immediate assistance to
teachers.
However, most staff development programs fail to provide on-going
assistance and support to our teachers. Goldenberg and Gallimore (1991)
contend:
The school reform movement is in trouble. In more than a century,
no fundamental changes have been made in the way American
teachers teach .... One solution, we suggest is to say good-bye to
quick-fix worl<shops. We must instead, create contexts in teachers'
work lives that assist and sustain meaningful changes. (p. 69)
Therefore, what is needed is a staff development program to provide teachers
an opportunity to analyze and to discuss their changing professional demands
by relating their background knowledge to new concepts and techniques that
extend and enhance their teaching. This research project addresses these
issues by: (1) providing a support system for teachers that promotes a deeper
understanding of their students' cultural, linguistic and academic needs; and (2)
providing opportunities for teachers to discuss, analyze and reorganize their
instructional practices.
Methodology
The methodology appropriate to study these sorts of issues and questions
is ethnographic. As a participant observer, I was afforded the opportunity to
work closely with nine teachers. Data were collected from seven sources.
These included: pre-post surveys and interviews, teachers' scripted lessons,
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individual discussion sessions, whole group in-services, IC Rating Scale, and
ethnographic notes. Details of how each data source was analyzed is explained
in Chapter Three. Essentially, the categories for analysis were derived from the
categories and methods used by Goldenberg (1991), Langer and Applebee
(1987), and Au (1990) and other categories which were especially developed for
this study related to linguistically and culturally diverse students.
Assumptions Underlying the Study
This study is based on the following assumptions:
1.

Language is a tool for enhancing our development. Therefore, mediated
assistance is a format that helps teachers and their students enhance
their cognitive development.

2.

Children and their teachers learn from socially meaningful activities.

3.

Assisted or mediated assistance (from the known to the unknown)
provides students and teachers with the opportunity to enhance their
development.

4.

Helping teachers develop new approaches by basing them on their
own notions of teaching and learning facilitates changes in their
instructional practices.

5.

Through the course of discussions, teachers become aware of their
understandings and misunderstandings. According to Au (1990),
When these understandings and misunderstandings
have been verbalized, they can also become known
to an instructor who may be participating in the
discussion. The instructor then has the opportunity to
explain and clarify concepts that have remained
unclear to the individual. .. Thus, once a person's
concepts have become explicit, they are open to
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discourse processes which can promote
reorganization and refinement" (Au, 1990, p. 273).
6.

This researcher is considered an "aiding peer" that serves the
teachers in this study as a vicarious form of consciousness until such time
as the teacher is able to master her own actions through her own
consciousness and control. These notions come from Bruner (1985):
If the child is enabled to advance by being under the
tutelage of an adult or more competent peer, then the
tutor or the aiding peer serves the learner as a
vicarious form of consciousness until such a time as
the learner is able to master his own actions through
his own consciousness and control. (p. 4)
Definition of Terms

1.

The term "linguistically and/or culturally diverse" (LCD) is a nomenclature
that encompasses all students whose primary home language is other
than English. This includes students who may be considered fluent in
English but, whose family may speak another language other than English
or who may be accustomed to cultural norms that are different from those
of the school or community.

2.

The terms "central, basic and/or main concerns" are related to the
concerns that teachers have for their students. These terms have been
used interchangeably throughout the study and all connote the same
meaning, in part, these terms are related to Langer and Applebee's
(1987) use of the term "central concerns".

3.

The term "zone of proximal development"(ZPD) is adapted from
Moll's (1990) interpretation of Vygotsky indicating:
[W]e should think of the zone as a characteristic not
solely of the child or of the teaching but of the child
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engaged in collaborative activity within specific social
environments. The focus is on the social system
within which we hope children learn, with the
understanding that this social system is mutually and
actively created by teacher and students. This
interdependence of adult and child is central to a
Vygotskian analysis of instruction. (p. 11)
4.

The term "mediation" is interpreted according to Valsiner (1988)
as more than a process used to assist one through his or her zone of
proximal development. It is the "interdependence of the process of child

development and the socially provided resources for that developmenf'
(p. 145, italics used in book).
5.

The term "Instructional Conversation" (IC) refers to Goldenberg's IC
Rating Scale (1991) composed of ten elements teachers can use in their
classroom discussions. In this study, the IC rating scale will be used as a
vehicle to assist teachers in instructing their students as well as analyzing
and discussing their instructional practices.

---------

------
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eHAPTER2
REVIEW OF THE LITERATURE
My research is composed of concepts and strategies derived from three
different research projects employing a neo-Vygotskian theoretical framework.
Hence, the purpose of this chapter is to present an overview of the literature,
and to discuss how the components derived from each helped to formulate and
substantiate my work.
I begin with Langer and Applebee's work as it provides information related
to guiding teachers' instructional practices. Next, I review the instructional
conversation (Ie) model and discuss how I used Goldenberg's Ie Rating Scale
to analyze, guide, and promote changes in teachers' instructional practices.
Finally, I review Au's (1990) research and discuss how she interpreted and
applied Vygotskian concepts in practice. Hence, review of these literature bases
provides insights on the background and rationale for creating the staff
development project used in this study. Langer and Applebee's Work on
Teaching and Learning
Langer and Applebee (1986, 1987) chose to develop an alternative model
for reading and writing instruction because they refuted common instructional
practices that solely provided information and evaluated what the students
learned. Langer's later works (1990, 1991 a, 1991 b, 1992) expanded this body
of literature by exploring thinking and reasoning activities that promoted
students' cognitive development. Although all works provided substantive
information related to implementing collaborative, process-oriented approaches
to reading and writing, their descriptions of "teachers in transition" (1987,
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pp. 69-88) provided important insights that guided the staff development process
of this research.
During their 1987 study, Langer and Applebee noticed that "some
[instructional] activities worked well while others did not, and these successes
and failures became more predictable as we came to understand the concepts of
teaching and learning at work in each classroom" (p. 69). Thus, their research
took on another perspective, "to look more closely at the teachers themselves as
individual professionals in the midst of changing their approaches to teaching"
(p. 69). Their research, therefore, took on a two-pronged approach with one
facet exploring techniques promoting writing as a tool for learning; and the other
facet exploring how changing teachers' instructional activities actually changed
their perspectives of teaching and learning. As the latter facilitated a deeper
understanding of teachers in the transition process, it will be reviewed for this
study.
Overview of Langer and Applebee's (1987) Study
The initial goal of Langer and Applebee's three year study was to explore
instructional writing practices exhibited by the twenty-three high-school teachers
taking part in their study. Teachers chosen for this study were considered
exemplary and were, therefore, chosen for their expertise in integrating writing
into their curriculum. Hence, two of the eighteen teachers who completed
preliminary surveys were selected to take part in the first year study. During the
second year, one teacher dropped out of the study and five additional teachers
were added. Thus, the total number of teachers taking part in this three year
study came to twenty three. All teachers had at least eight years teaching
experience and one teacher had thirty-three years of classroom experience.
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Criteria for entry into this project were based on teachers' prior participation in
the "Bay Area Writing Project workshops" and indicating teachers' interest in
improving writing skills within the classroom. All teachers "wished to develop
more effective ways of using writing to foster student learning of course content.
The subjects they represented included English, science, sO,cial studies, and
home economics" (p. 12).
Teachers agreeing to participate in Langer and Applebee's research
selected one class to be the focus of the research. Two university-based staff
members were aSSigned to each teacher to derive multiple perspectives of the
teachers' instructional practices and the effect that these activities on their
students. They also collaborated with each teacher to provide suggested
practices that might enhance teachers' instructional practices. Therefore, the
responsibilities of the university-based staff members were divided between
studying the teacher, studying the case-study students in each class and
providing mediated assistance to the teachers involved in the study.
Collaboration
Due to the on-going nature of this study and the extensive observation
periods, the teachers and the university-based staff had to develop a close
working relationship. Therefore, regularly scheduled, formal planning meetings
were used to discuss each teacher's lesson plans which included "the content
that needed to be covered, the teacher's objectives for student learning, and the
activities and materials that the teacher would generally use" (Langer &
Applebee, 1987, p. 26). Discussions focused on:
. , . ways that writing activities might be used to further the
teacher's objectives for the unit, including discussion of how well
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previously introduced activities had functioned and how such
activities might be recast to make them work better. Suggestions
could come from anyone in the group; there was no 'project'
curriculum or set of 'project' activities that the teachers were being
asked to use. Instead, each planning team drew on previous
knowledge and experience of all of the team members to shape
activities that seemed to make sense. The teacher would take the
ideas that emerged from the planning sessions and draw on them
as he or she developed specific daily lessons - modifying them as
needed in light of further reflection or the progress of the class for
which they were intended. Usually, the planning sessions involved
a single teacher and one or both of the university-based staff
working in the same classroom. When problems developed,
however, or if ideas seemed to be running short, other teacher and
university-based staff were asked for new ideas. (p. 26)
Formal contacts expanded into informal discussions that ranged from
discussions in the teachers' lounge to private telephone discussions. The
teachers and the university-based staff used this time to review the next day's
activities and plans. The teachers seemed to welcome the interactions with the
university-based staff members as noted by a final comment from one of the
teachers working in Langer and Applebee's (1987) research. "We used the
class as a laboratory. That was the way I saw it. It was wonderful to have
people at my level as teachers to work with --- having two other people's points
of view" (p. 27).
Data Analysis
Two years of data collection resulted in "89 planning sessions, 162
classroom observations, 160 stUdent interviews, 47 think-aloud protocols, and
1,131 writing samples" (p. 27). These data were analyzed through several
perspectives that included teacher's perception, student's perception, observers'
perception, and final product. More specifically, Langer and Applebee (1987)
noted:
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For the quantitative data, analysis followed a systematic pattern of
weekly write-ups of observations, synthesis of what had been
observed, tentative interpretations, and a continuing testing of
those interpretations through further observation. Initial syntheses
were organized on the level of the individual teacher; final analysis
involved identifying cross-classroom patterns of ways that
particular types of writing assignments were used, revised, or
rejected. At this point the qualitative analyses were also
coordinated with the quantitative data from analyses of writing
assignments and student think-aloud protocols ... The classroom
data provided pictures not only of the classrooms as systematic
and logical places of learning, but also of the central concerns that
governed each teacher's decisions. Initial write-ups of our work
with each teacher were prepared by the university-based project
staff members most directly involved in each classroom. (p. 29)
These perspectives depicted the evolution of tasks used by each teacher taking
part in the research. They marked changes in both teachers' instructional
activities as well as their concepts related to the teachingllearning process.
Theoretical Framework
Langer and Applebee's (1986,1987, also Langer, 1991a, 1991b, 1992)
studies were influenced by the works of Vygotsky and Bruner. They adopted
Vygotsky's views on language as a social and communicative activity from which
... higher level skills are the result of the child's learning of socialfunctional relationships; in becoming literate, children internalize
the structures of socially meaningful literacy activities. Interactive
events are at the heart of literacy learning. They involve the child
as an active learner in a setting where an adult guides the child's
progress through the learning task. Through successive guided
experiences, children come to develop their own self-regulatory
abilities. Thus approaches that are initially mediated socially are
eventually internalized and become part of the individual. (Langer
& Applebee, 1987, p. 139)
The authors also noted that they encouraged critical thinking and
academic understanding of curriculum using an "instructional scaffolding"
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format. Hence, Bruner's work on scaffolding was adopted and described as:
He uses the term scaffolding to describe the tutorial assistance
provided by the adult who knows how to control those elements
that are beyond the child's capabilities. Bruner views language as
providing the basis for concept formation, as a tool for cognitive
growth (Bruner, Oliver, Greenfield, & others 1966). Further, he
sees writing as a powerful tool essential for thinking.· ... and
schooling as promoting the growth of reasoning abilities through
training and the mastery of written language. Written language, he
believes, is particularly important in encouraging cognitive growth
because it is abstract-the referent is not present as it is during
many forms of oral discourse. The language of school is
particularly important in developing abstract literacy skills,
requiring students to go beyond concrete facts and to deal with
abstractions. (Langer & Applebee, 1987, pp. 139-140)
Thus, Langer and Applebee found Vygotsky and Bruner's works provided a
framework for viewing language as a communicative relationship in which the
adult promotes higher level thinking through language and social interactions.
Ultimately, Langer and Applebee (1987) derived five components of effective
instructional scaffolding that lead to effective literacy instruction.
Teachers' Perceptions of Teaching and Learning
Changes in teacher's instructional practices were governed by several
factors related to the teachers' perceptions of their role as teacher and their
perceptions related to the role of the learner; what it means to teach and what
teachers' perceived as successful learning for their students. Teachers'
practices seemed to evolve around these perceptions resulting in the following
three outcomes:
1.
When teachers develop new approaches, they interpret
them on the basis of their own notions of teaching and learning.
As a result, it is relatively easy to introduce new activities.
2.
Major reforms in instruction may carry with them new
definitions of what it means to teach and learn. If these reforms
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are adopted fully, they will lead to fundamental changes in
teachers' notions of teaching and learning in their subject areas.
3.
This will happen, however, only when teachers develop new
ways to evaluate student progress that are consonant with the new
approaches; otherwise, the teachers' new concepts will be
undercut by inappropriate criteria for evaluation. (Langer &
Applebee, 1987, p. 73)
In sum, Langer and Applebee's (1987) research provided aspects of
teaching and learning that, when implemented from a student-centered
perspective, promoted fundamental reforms in their teachers' classroom
practices. It also provided insights related to mediating teacher assistance to
achieve changes in the nature of teaching and learning. Langer and Applebee's
approach helped teachers view their instructional techniques in light of
incorporating their practices with research theory. This perspective coincides
with John Goodlad's (1991) recommendation for reforming teachers' education:
"We should put the analysis of practice first and bring the theory and principles
to it" (p. 11).
Langer and Applebee's Influence on this Study
Following Goodlad's (1991) advice, and Langer and Applebee's (1987)
research/teacher collaborative efforts, the goal of this research was to provide a
staff development project promoting changes in teachers' instructional practices
to enhance their perceptions of their students' linguistic, academic and cognitive
development. Langer and Applebee's inSights into the nature of teaching and
learning provided a basis from which to understand teachers' perceptions of the
teachingllearning process.
Although my collaborative efforts with the teachers in this study and the
data collected on each teacher were similar to those portrayed by Langer and
Applebee (1987), three factors were different: (1) the teachers in this study were
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not chosen by this researcher, (2) their entry into this study was not based on
their "expertise" in teaching, and (3) Goldenberg's (1991) Instructional
Conversation (IC) Rating Scale was used as a point of reference to guide and
discuss teachers' instructional practices.
The last point referring to Goldenberg's IC Rating Scale seems to be an
evolving factor in Langer's current research (1991 a, 1991 b, 1992). Her findings
related to guiding teachers' instructional practices to enhance their students'
critical thinking seem to parallel the last five elements on Goldenberg's
Instructional Conversation Rating Scale. For example, the following six
principles of instruction seemed to underlie Langer's (1991a) prescribed
approaches to classroom teaching:
(1) students as active makers of meaning; (2) literature reading as
question-generating; (3) student knowledge taps (teachers'
questions about content focusing on what the students understood
about that content, with no predetermined right answer); (4) class
meetings as time to develop understandings; (5) instruction as
scaffolding the process of understanding; and (6) transfer of
control from teacher to student. (Abstract page)
However, Langer (1991 a) noted that changes in teachers' instructional practices
seemed to lack a format that would facilitate learning. She noted:
In each of these cases, students' exploration of possibilities is
inhibited by the materials, interactions, or both. Thus, in the next
stage of work on reconceptualizing literature instruction, it will be
necessary to trace ways in which the principles of instruction
described in this report can be used to facilitate more far reaching
change in our own project classes as well as in classrooms that are
not involved in the intensive project work we experienced. (p. 35)
Hence, Langer and Applebee's work may be better facilitated through the
implementation of Goldenberg's Instructional Conversation (IC) Hating Scale.
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Thus, the next section will provide an overview of the rationale behind
instructional conversations.
Instructional Conversation Research
Instructional conversation (IC) research was the second research project
reviewed for this study because these works provided both the rationale and the
techniques to guide the instructional practices of the teachers in this study. The
concept of instructional conversation grew out of the Kamehameha Elementary
Education Program (KEEP) which was developed from 1970 through 1983 and
headed by Roland G. Tharp and Ronald Gallimore of the University of California.
During this time span, the authors worked with a group of researchers to develop
an effective reading program placing emphasiS on "its comprehension
orientation, small group format, direct teacher instruction, systematic
instructional objectives, criterion referenced testing, and quality control of
teacher performance" (Tharp, 1982, p. 503)). Therefore, the works of Tharp and
Gallimore (1988, 1991) will be discussed in light of their rationale for developing
the concept of instructional conversations and the neo-Vygotskian theoretical
framework from which they derived their understanding of teaching, learning,
and cognitive development.
Goldenberg and Gallimore (1989-90; 1991) redefined and carried on
Tharp and Gallimore's work, leading to the Instructional Conversation Rating
Scale, devised by Rueda, Goldenberg and Gallimore (1991). Ultimately
redefined by Goldenberg and his research team (1991), this scale was also used
to guide the instructional practices of the teachers in this study. The following
section presents the rationale and theoretical frameworl< of instructional
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conversations together with a review of the ten elements related to the IC Rating
Scale and a discussion of how each element was defined and used in this study.
Rationale Behind Instructional Conversations
Tharp and Gallimore (1982, 1988, 1989, 1991) believed that education
involved more than providing information to children and assessing their
learning. They called this format "recitation script" because it evolved around a
repeated cycle of "assign-assess" instruction. Therefore, they devised an
instructional technique that they called "instructional conversation." They
considered their concept somewhat of a paradox because '''Instruction' and
'conversation' appear contrary, the one implying authority and planning, the
other equality and responsiveness. The task of teaching is to resolve the
paradox. To most truly teach, one must converse; to truly converse is to teach"
(Tharp & Gallimore, 1988, p. 111). Thus, Tharp and Gallimore tried to structure
elements of instructional conversation to promote an interactive learning
environment that encouraged students to take an active and responsible role in
their own learning process. They used a neo-Vygotskian theoretical framework
to ground their work. However, their interpretations seemed to differ from
Langer and Applebee's as noted in the following section.

Theoretical Framework
Tharp and Gallimore (1991) reviewed the works of L.S. Vygotsky,
because his "ideas are profoundly affecting our understanding of teaching,
learning, and cognitive development" (pp. 1-2). Consequently, Tharp and
Gallimore, considered their general definition of teaching as: "Teaching consists
of assisting performance through a child's zone of proximal development (ZPD).
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Teaching must be redefined as assisted performance; teaching occurs when
performance is achieved with assistance" (p. 2). Using this concept, they
formulated their staff development model which consisted of a linear model of
mediation called the "triadic model of assisted performance" (Tharp & Gallimore,
1988, p. 83) In this model "the first responsibility of A is to assist S, the first
responsibility of S is to assist C. Typically, the higher authority generates more
regulatory lines than the lesser"(Tharp & Gallimore, 1988, p. 83). The authors
equate this process to Vygotsky's theory of "zone of proximal development" in
which performance can be assisted by the following six means: "modeling,
contingency managing, feeding-back, instructing, questioning, and cognitive
structuring" (p. 84).
The behavioristic approach used by Tharp and Gallimore (1988) was
used to change teachers' instructional practices without taking into consideration
each teacher's prior teaching knowledge and personal experiences. Teachers in
this study were asked to follow the instructional conversation format and not
adapt it to their own instructional practices. Therefore, the zone of proximal
development was not defined according to each teacher's range of possibilities
but was rather mandated and directed by the authors. According to Tharp and
Gallimore (1988),
We found ourselves doing to teachers the same things that we are
now decrying We, like the schools in general, were ignorant about
how to proceed in developing teacher skills, and we know from
firsthand experience that a weI/-intentioned staff can be clumsy
and destructive. (pp. 191-192)
From the teachers' perspective, they found this format produced anxiety and
stress as noted by teacher #11.
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Yes, it was a nightmare. It was very, very poorly handled. I wi"
never forget it as long as I live. Anyway, I was very very upset.
Later, I started thinking '[three other teachers] are off in corners
whispering about me.' You know how that affects you ... It was
awful and unfortunately, [that consultant] and I have never really
repaired the damage. (Tharp & Ga"imore, 1988, p. 192)
The authors reviewed teachers' responses to their work and noted that their
project lacked a "theory or model of schooling that has presumed the
responsibility for assisting (rather than merely assessing) teachers'
performances" (Tharp & Ga"imore, 1988, p. 190, parentheses in quote).
Therefore, they proposed a new staff development process that would assist
teachers' performances within their "zone of proximal development (ZPD)." The
authors rationalized the need to change their staff development techniques
based on their belief that "Teachers, like their students, have ZPDs; they too
require assisted performance." However, they interpreted assisted performance
to mean providing assistance from one who knows more to one who knows less.
Hence, using this interpretation Tharp and Gallimore (1988) neglected to
incorporate teachers' prior knowledge and/or experiences into their staff
development model.
Comparison of both research projects reviewed for this study (Langer &
Applebee, 1987; Tharp & Ga"imore, 1988) provided evidence that Tharp and
Ga"imore's perspectives on mediated assistance within the teachers' zone of
proximal development differed from that of Langer and Applebee. Tharp and
Ga"imore viewed mediation as a form of assisted performance from which the
more-knowledgeable provided assistance to the less-knowledgeable. Langer
and Applebee, on the other hand, viewed this process as an interactive
collaborative process. Another difference was the directed use of the
instructional conversation strategy in Tharp and Ga"imore's work while Langer
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and Applebee's interactions with the teachers were more collaborative, affording
teachers and researchers open-ended discussions and interactive problemsolving. In essence, Goldenberg's staff development format promoted
collaborative rather than directive interactions between the researchers and the
teachers taking part in their project. Therefore, his work will be reviewed in the
next section.
Instructional Conversation Rating Scale
Goldenberg and Gallimore (1989-90, 1991) continued working on the
instructional conversation (IC) model. They worked with early elementary
teachers "at the same school where Goldenberg conducted dissertation
research, then taught first grade" (Goldenberg & Gallimore, 1989-90, p. 3).
Although they maintained many of the instructional conversation techniques,
Goldenberg and Gallimore's staff development approach differed from Tharp
and Gallimore's. Goldenberg (1991) notes that their approach "drew heavily on
published articles that defined direct, or explicit teaching ... while also drawing
upon teachers' own knowledge and experience" (p. 4).
One of the components of Goldenberg's (1991) research was to identify
features of instructional conversations (IC) by reviewing articles that represented
relevant models of teaching. This information was combined with the research
teachers' "own knowledge and intuitions about what constitutes this type of
instruction," (p. 5) and an instructional conversation rating scale was devised.
To formulate the IC Rating Scale, Goldenberg, his research team, and the
teachers working in his study made a comparison chart by comparing classroom
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instructional components related to direct instruction and instructional
conversation formats. (see Table 1 comparison chart)
Table 1

Direct Instruction/Instructional Conversation Com arison
Instructional Conversation

Direct Instruction
•

teacher models

•

teacher facilitates

•

exact, specific answers

•

drawn from prior or background
knowledge

•

skill directed

•

many different ideas encouraged

•

step-by-step systematic

•

build on information provided by

instruction

students

•

teacher-centered

•

more student involvement

•

guided and independent practice

•

establish common foundation of

following instruction

understanding

•

no extensive discussion

•

extensive discussion

o

goal is mastery after each step

•

fewer black and white responses

•

check for understandins

•

9uided understandina

Note. From Instructional conversations and their classroom application (p. 5) by
Claude Goldenberg, 1991, Washington, D.C.: Office of Educational Research
and Improvement (OERI). Reprinted by permission.
This guide helped Goldenberg and his group to define specific elements
related to "instruction" and "conversation" resulting in the formation of the
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Rating Scale. They noted that five elements were related to instruction and five
elements were related to conversation. Thus, the following IC Rating Scale and
a short description of each element are found in Table 2.
Table 2.
Elements of the Instructional Conversation
Instructional Elements
1.
Thematic focus. The teacher selects a theme or idea to serve as a starting point to
focus the discussion and has a general plan for how the theme will unfold, including how to
"chunk" the text to permit optimal exploration of the themes.
2.
Activation and us of background and relevant schemata. The teacher either "hooks Into"
or provides students with pertinent background knowledge and relevant schemata necessary for
understanding a text. Background knowledge and schemata are then woven Into the discussion
that follows.
3.
Direct teaching. When necessary, the teacher provides direct teaching of a skill or
concept.
4.
Promotion of more complex language and expression. The teacher elicits more
extended student contributions by using a variety of elicitation techniques, for example,
Invitations to expand ("Tell me more about __H), questions (What do you mean by --?") ,
restatements ("In other words, _ _ H), and pauses.
5.
Promotion of bases for statements or positions. The teacher promotes students' use of
text, pictures, and reasoning to support an argument or position. without overwhelming students,
the teacher probes for the bases of students' statements: "How do you know?" "What makes you
think that?" "Show us where it says _'"
Conversational Elements
6.
Few "known-answer" questions. Much of the discussion centers on questions and
answers for which there might be more than one correct answer.
7.
Responsiveness to student contributions. While having an initial plan and maintaining
the focus and coherence of the discussion, the teacher is also responsive to students' statements
and the opportunities they provide.
8.
Connected discourse. The discussion is characterized by multiple, interactive,
connected turns; succeeding utterances build upon and extend previous ones.
9.
A challenging, but non-threatening, atmosphere. The teacher creates a "zone of
proximal development" .. (for definition, see Theoretical Framework of this paper-clarification
added by author of this dissertation), where a challenging atmosphere Is balanced by a positive
affective climate. The teacher Is more collaborator than evaluator and creates an atmosphere
that challenges stUdents and allows them to negotiate and construct the meaning of the text.
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10.
General participation, Including self-selected turns. The teacher encourages general
participation among students. The teacher does not hold exclusive right to determine who talks,
and students are encouraged to volunteer or otherwise Influence the selection of speaking turns.

Note: From Instructional conversations and their classroom application (p. 7) by
Claude Goldenberg, 1991, Washington, D. C.: Office of Educational Research
and Improvement (OERI). Reprinted by permission.
A complete scale can be found in Appendix E. Included in this list is a 0
to 2 numerical rating for each component. Each teachers' performance was
rated by Goldenberg, his researchers, and the teachers taking part in the study
and discussed in a group meeting.
Goldenberg's Influence on this Study
Goldenberg's (1991) IC Rating Scale provided a format from which to
analyze and guide teachers' reading and/or language arts instructional practices
in my study. As a group, we were able to discuss each element and define how
it could enhance and/or be integrated into teachers' reading and/or language
arts lessons. Individually, we could review each teacher's instructional practices
for evidence or absence of each element. This format also helped to guide our
discussions and Au's (1990) work provided the rationale behind this process.
Speech serves to make a person's tjl0ughts accessible to the
processes of social influence... Often, an individual may have a
sketchy or partial understanding of aspects of a formal theory but
be unaware of exactly what is understood or not understood. In
the course of a discussion or conversation, the individual has the
chance to verbalize understandings as well as misunderstandings.
The process of putting thoughts into words allows the individual to
become aware of his or her own understandings and
misunderstandings. When these understandings or
misunderstandings have been verbalized, they can also become
known to an instructor who may be participating in the discussion.
The instructor then has the opportunity to explain and clarify
concepts that have remained unclear to the individual. As the
process of discussion continues, it has the potential for promoting
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the individual's acquisition of scientific concepts. Thus, once a
person's concepts have become explicit, they are open to
discourse processes which can promote reorganization and
refinement. (p. 273)
Therefore, Goldenberg's IC Rating Scale provided the following means of
assistance: (1) it provided a format from which teachers could examine their
instructional practices; (2) it facilitated group and individual discussions; (3) it
provided a format from which teachers could put their thoughts into words and;
(4) once teachers were able to make their thoughts more explicit, they could
discuss their understandings and misunderstandings. Together, these factors
provided teachers with the opportunity to reorganize and redefine their
instructional practices. Langer and Applebee (1987) referred to this process as
"reinterpretation" and note:
This process of reinterpretation was necessary if teachers were to
claim ownership for what they were dOing and ultimately to have
any chance of success with the new activity. This process was
also a primary mechanism for ensuring that the new activities
supported and reinforced the teachers' own general goals and
specific classroom routines. (p. 73)
This concept also ties in with three of Vygotsky's formulations on the relationship
between spontaneous and scientific concepts, the role of speech in thinking and,
development of consciousness. Hence, a review of Vygotsky's notions,
formulations and theories related to this research will be discussed in the next
section.
Neo-Vygotskian Literature
Overview
L. S. Vygotsky died June 11, 1934 of tuberculosis (Cole, John-Steiner,
Scribner, & Souberman, 1978, p. 16). His ideas have continued to impact our
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understanding of teaching, learning, and cognitive development because many
of his colleagues and subsequent followers (see Au, 1990; Bruner, 1985; Griffin
& Cole, 1984; John-Steiner, 1985; Langer & Applebee, 1987; Moll, 1990; Tharp
& Gallimore, 1988, 1991; Valsiner, 1988; and Wertsch, 1985) carried on his
work. Hence, these works are referred to as neo-Vygotskian literature.
I will provide a brief overview of the terms zone of proximal development
and mediation to facilitate understanding of both the terminology and its
relationship to the teachingllearning process. Then I will refer to Au's (1990)
interpretations of spontaneous and scientific concepts, the role of speech in
thinking, and development of consciousness used to interpret each teacher's
development over the course of this study ..
Zone of Proximal Development
Vygotsky (1978) defined the zone of proximal development as: "the

distance between the actual developmental level as determined by independent
problem solving and the level of potential development as determined through
problem solving under adult guidance or in collaboration with more capable
peers" (p. 86, italics used in book). Valsiner (1988) considers this process to be
more than an adult tutorial intervention. It is the "interdependence of the

process of child development and the socially provided resources for that
developmenf' (p. 145, italics used in book). Thus, new concepts are developed
and internalized through appropriate mediated assistance.
Vygotsky's insights related to the zone of proximal development (ZPD)
differentiate between what a child can do alone and what helshe can do with
assistance. Hence, "teaching consists of assisting performance through a
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child's zone of proximal development (ZPD)" (Tharp & Gallimore, 1991, p. 2).
However, the interpretation of Vygotsky's zone of proximal development have
differed from author to author. Thus, Moll (1990) and Griffin and Cole (1984)
believe that:
English speaking scholars interpret the concept (of the zone of
proximal development) more narrowly than Vygotsky intended,
robbing it of some of its potential for enabling us to understand the
social genesis of human cognitive processes and the process of
teaching and learning in particular. ( Griffin & Cole, p. 45)
Moll (1990) notes that interpreting the ZPD concept as transferring knowledge
and skills from "those knowing more to those knowing less, may characterize
virtually any instructional practice" (p. 7). Therefore, Moll (1990) cites the
following three characteristics commonly observed in classroom practices and
notes that these do not depict an appropriate interpretation of the zone of
proximal development:
1. Establishing a level of difficulty. This level, assumed to be the
proximal level, must be a bit challenging for the student but not
too difficult.
2. Providing assisted performance. The adult provides guided
practice to the child with a clear sense of the goal or outcome of
the child's performance.
3. Evaluating independent performance. The most logical
outcome of a zone of proximal development is the child
performing independently. (p. 7)
Moll considers these practices limiting rather than extending a child's zone of
possibilities. Therefore, Moll proposed a more dynamiC and encompassing
notion of Vygotsky's zone of proximal development. Within this concept, the
teacher and the student develop collective and interrelated zones of proximal
development in which meaning is obtained in ways that will facilitate the
internalization of knowledge. During this process the teacher gathers
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information derived from the student's knowledge base to guide and extend the
child's development. In essence, the teacher finds out where the child is able to
function without assistance. Then the teacher provides assistance to extend
his/her zone to a higher or proximal level of development. Note, the
performance is collaborative because the teacher and the child are mutually
learning from each other.
From a researcher/teacher perspective, the researcher uses the
information gained from the teacher and other sources (such as surveys,
discussions, and interviews) to build a knowledge base about the teacher. That
information helps provide a basis from which the researcher can assist and
enhance the teacher's professional development. The researcher views the
teacher's current instructional practices (taking into consideration her
background knowledge, her main concerns for her students, and her
perspectives related to teaching and learning) combined with theoretical
knowledge. This information is then related to the teachers' instructional
practices to reorganize, redefine, and enhance that teacher's instructional
practices. Hence, through collaboration, the teacher and the researcher extend
and enhance their development.
For example: Langer and Applebee used the teachers' "expertise in
teaching and course content" and combined it with the knowledge brought by
their university-based staff on "the processes of writing and learning." As a
team, they "studied how various types of writing activities interacted with the
dynamics of different classrooms" (1987, p. 24). Thus, Langer and Applebee
(1987) found:
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The nature of collaboration was based on the participants' differing
strengths: the teachers determined the content and objectives of
their courses, and the university-based staff suggested general
approaches that might foster the kinds of learning the teachers
desired. Together, we developed specific activities to work within
individual classrooms. (Langer & Applebee, 1987, p. 24)
In essence, social interactions provide the basis for establishing a collaborative
zone of proximal development. According to Mo" (1990):
we should think of the zone as a characteristic not solely of the
child or of the teaching but the child engaged in collaborative
activity within specific social environments. The focus is on the
social system within which we hope children learn, with the
understanding that this social system is mutually and actively
created by teacher and students. This interdependence of adult
and child is central to a Vygotskian analysis of instruction. (p. 11)
Consequently, the zone of proximal development represents a social activity that
affords those working within the zone the opportunity to actively participate in
their own development. However, development, as mentioned earlier, is not a
solitary process. Therefore, the next section wi" discuss the mediation process.
Mediation
Valsiner (1988) reviewed Vygotsky's work for an explanation of mediated
assistance and noted:
The system suggested by Vygotsky is very simple-adults and
children are always engaged in social relationships; the adults try
to help the child to develop (by instructing the child), but the
effectiveness of that instruction is dependent upon its timing
relative to the child's current state of action and thinking, which in
turn is a product of the child's previous development. (p. 146)
Thus, using one's previous development as a "stepping stone" for extending and
enhancing development is part of the mediation process used to assist one
through his or her zone of proximal development (ZPD).
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For example, Langer and Applebee used mediation in a variety of socially
provided resources to promote development. The mediation process was
apparent in the following interactions: teachers' mediated the researchers'
knowledge and understanding of their students and the curriculum and the
researchers mediated teachers' theoretical knowledge by providing researchbased techniques and strategies related to process-oriented instruction. Within
the classroom, mediation was apparent when the teachers mediated their
students' learning by providing diverse writing formats to facilitate a deeper
understanding of the curriculum presented. From the learners' perspective, the
students mediated their teachers' learning by providing feedback on the types of
writing techniques that facilitated and promoted a understanding of the
curriculum. In essence, mediation plays an important role in the
teachingllearning process and Langer and Applebee's (1987) work afforded
inSights into how this process was achieved throughout all phases of their
research.
I found the mediation process especially important during my research
because it helped me incorporate teachers' prior knowledge of teaching and
learning with new instructional concepts and activities. This brings us to Au's
(1990) interpretations of Vygotsky's formulations used during her study to guide
and analyze each teachers' development.
Au's Interpretations of Vygotsky's Work
Au's (1990) study applies Vygotskian concepts to teacher's instructional
practices. Her study deviates from Vygotsky's work because it looks at
mediating a teacher's practices to enhance her instructional techniques.
Whereas, Vygotsky's actual work was based on teacher/child relationships and
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not on adulUadult interactions. Therefore, Au's work provides a case study of
the transition process of a novice teacher. During the study Au helped the
teacher examine her thoughts related to her practical knowledge of instruction.
Through the process of discussions carried out throughout the study, Au helped
the novice teacher make her thoughts explicit. Once the teacher verbalized her
thoughts, Au helped her clarify her understandings and misunderstandings
which led to the teacher's reorganization and refinement of her instructional
practices.
To promote and guide these changes, Au (1990) reviewed Vygotsky's
(1962, 1978) work on spontaneous and scientific concepts, the role of speech in
development, and the development of consciousness. Thus, Au's work provided
a Vygotskian format from which to guide, analyze and discuss the teachers'
perceptions and activities related to the teaching/learning process. Her work
helped to guide my research and therefore, will be explored in the following
sections.
Spontaneous and Scientific Concepts
Au (1990) notes that Vygotsky described spontaneous and scientific
concepts as:
[Spontaneous concepts] create a series of structures necessary for
the evolution of a concept's more primitive, elementary aspects,
which give it body and vitality. Scientific concepts, in turn, supply
structures for the upward development of the child's spontaneous
concepts toward consciousness and deliberate use. Scientific
concepts grow up through scientific concepts. (Vygotsky, cited in
Au, 1990, p.272)
Therefore, she considered spontaneous concepts as :"ontological categories
forming the basis for an individual's own intuitive theories of the world. They
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develop informally as products of the individual's own intuitive theories of the
world" (p. 272). She also noted that they were informally developed and thus,
were "products of the individual's life experiences, apart from schooling in
systematic bodies of knowledge" (p. 272).
Au (1990) considered scientific concepts as: "systems of relations
between objects, as defined in formal theories. Scientific concepts are
formulated by the culture rather than the individual. Individuals acquire scientific
concepts through instruction in a process of cultural transmission (p. 272). Au
also noted that, the results of the "dialectic interaction between spontaneous and
scientific concepts ... true concepts emerge" (p. 272). Therefore, from a
teaching perspective, Au believed that "a teacher demonstrates expertise by
acting upon true concepts, not just holding them ... the teacher needs to
integrate spontaneous and scientific concepts to form what Elbaz (1981) calls

practical knowledge" (p. 272). Au (1990) chose Elbaz's (1981) work to help her
look at her teachers' instructional practices, therefore, review of other literature
sources on this topic will not be explored for this research.
After reviewing Elbaz's (1981) work, Au (1990) noted that teachers deal
with the problems they confront in their classrooms by drawing on their practical
knowledge. More specifically, "practical knowledge is seen as knowledge of
practice, as well as knowledge mediated by practice" (Au,1990, p. 272).
Therefore, Au explored the question: "How does practical knowledge grow and
change over time?" (p. 272). However, in order to study changes in teachers'
thoughts, Vygotsky's next notion on speech in development needed to be
explored. This concept will be discussed in the next section.
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The Role of Speech in Development
According to Au (1990), "For both children and adults, Vygotsky (1978)
suggested that development in a particular domain begins by being externally
and socially regulated ... Speech serves to make a person's thoughts accessible
to the processes of social influence" (p. 272). Therefore, Au noted how speech
is used as a tool for making one's current understandings explicit. Hence,
through speech a person's thoughts can be clafified. Au (1990) explains: "Often,
an individual may have a sketchy or partial understanding of aspects of a formal
theory but be unaware of exactly what is understood or not understood" (273).
Therefore, a mediator can assist the thought process by helping the person
become aware of their "own understandings and misunderstandings" (p. 273).
The mediator can then, "explain and clarify concepts that have remained unclear
to the individual" (p. 273). During this process, the person can acquire scientific
concepts and, ultimately, attain "reorganization and refinement" (p. 273). For
example, Au described the process that took place in her study:
The novice teacher partiCipated in conversations about her own
teaching with the researcher. In these conversations, the novice
teacher's thinking became explicit, and the researcher had the
opportunity to influence her thinking. An analysis of statements
made by the novice at different times should reveal changes in the
structure of her practical knowledge and the emergence of
scientific concepts. (pp. 273-274)
Finally, changes in the novice teachers' views of instruction were explored and
defined by reviewing Vygotsky's work on the development of consciousness.
This concept will be addressed in the next section.
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Vygotsky's Work on the Development of Consciousness
Au's Interpretations of Vygotsky's Work on Consciousness
Au (1990) noted that Vygotsky perceived consciousness as "a highly
complex system based on the interrelationships among all mental functions ..
These functions include both lower-level functions, such as memory, and higherlevel functions, such as reasoning" (p. 274). Therefore, consciousness
represents the highest level of mental functioning. The "second or intermediate
level of mental functioning, just below consciousness, includes two types of
cognitive components, one having an explicit function and the other a tacit
function" (274). Thus, Au focused on the intermediate level of functioning for her
study "because changes in practical knowledge can be witnessed" (p. 274). Au
(1990) discovered that:
Through a novice's statements, aspects of knowledge should be
seen to move from a tacit to an explicit status. Furthermore, as
knowledge deepens, some aspects of knowledge should be
combined into larger, more inclusive components ... The
appearance of these components can be said to mark the
beginning of expertise. Central to the development of expertise is
the movement of some aspects of practical knowledge into
consciousness, the highest level of mental functioning. (p. 274)
Thus, Au developed a Vygotskian format from which to view changes in
teachers' perceptions of instruction. Although Au's work provided significant
insights into the change process, Bruner's interpretation of "consciousness and
control" provided additional information on this aspect of Vygotsky's work.
Therefore, the following section will discuss Bruner's interpretation of
consciousness because it provided additional insights related to the mediation
process used in my study.
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Bruner's Interpretation of "Consciousness and Control"
Bruner (1985) noted Vygotsky's interpretation of consciousness and
control as: "consciousness and control appear only at a late stage in the
development of a function, after it has been used and practiced unconsciously
and spontaneously. In order to subject a function to intellectual control, we must
first possess it" (Vygotsky, 1934, p. 90, cited in Bruner, 1985, p. 24). However,
Bruner (1985) questioned how learning precedes development and he believed
there may be some contradiction in Vygotsky's work. He reflected:
On the one hand the zone of proximal development has to do with
achieving 'consciousness and control'. But consciousness and
control come only after one has already got a function well and
spontaneously mastered. So how could 'good learning' be that
which is in advance of development and, as it were, bound initially
to be unconscious since un mastered? (1985, p. 24)
Therefore, Bruner 1985) reviewed the process of achieving consciousness and
noted:
If the child is enabled to advance by being under the tutelage of an
adult or a more competent peer, then the tutor or the aiding peer
serves the learner as the vicarious form of consciousness until
such a time as the learner is able to master his own action through
his own consciousness and control. When the child achieves that
conscious control over a new function or conceptual system, it is
then that he is able to use it as a tool. Up to that point, the tutor in
effect performs that critical function of 'scaffolding' the learning
task to make it possible for the child, in Vygotsky's word, to
internalize external knowledge and convert it into a tool for
conscious control. (pp. 24-25)
Using Bruner's interpretation and applying it to this research, I found that
my role was to serve the teachers as a substitute form of consciousness until
they were able to develop their own "consciousness and control" over the
concepts related to instructional conversations. Therefore, Bruner's (1985) work
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helped me understand that consciousness is a highly complex system that is
based on linguistic interactions which influence one's thinking. This brings us to
another perspective on teacher change which has not been explored in this
chapter -- teachers' belief systems. This topic will be discussed in the next
section.
Teachers' Belief Systems
This body of literature pertains to research on teachers' beliefs and
practices, which are often studied separately. However, Clark and Peterson
(1986) note:
Teachers' actions are in a large part caused by teachers' thought
processes, which in turn affect teachers' actions. However, we
contend that the process of teaching will be fully understood only
when these two domains are brought together and examined in
relation to one another. (p. 258)
Au (1990) also reviewed Clark and Peterson's (1986) work and found that
their "general line of reasoning is supported by Vygotsky's work. Therefore, she
contends:
that the actual object of study should be the reciprocal relationship
between teachers' thoughts and behavior, rather than either the
domain of thought or the domain of action. From a Vygotskian
perspective, it is argued that teaching behavior cannot be
understood apart from the thought processes of the teacher. (p.
271)
Richardson and Anders' (in press) study coincides with Au , Clark and
Peterson (1986), and Vygotsky's (1962, 1978) findings and notes that staff
development needs to account for teachers' beliefs. More specifically,
Richardson and Anders feel that staff development needs to provide
opportunities for articulating linkages between beliefs and practices. One format
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that they explored was Fenstermacher's (1986) work in the area of "practical
argument". They incorporated this format into their study because "the notion of
practical argument suggested a context in which we could discover teachers'
reasoning for their practices" (Richardson & Anders, in press, p. # unknown).
Further review of teacher education literature on teachers' beliefs led
Richardson and Anders to conclude: "ignoring teachers' beliefs in implementing
change (i.e., encouraging teacher(s) to use research based reading
comprehension practices) could lead to disappointing results" (p. 11). This
notion coincides with my review of Tharp and Gallimore's Ie research noting that
the authors ignored their research teachers' beliefs resulting a tense
research/teacher relationship which hindered the change process. More
information related to Richardson and Anders' (in press) findings will be
discussed in the next sections as they relate to my study.
Teacher Belief Literature
After reviewing current teacher belief literature Richardson (in press)
concluded: "if beliefs are related to practices, and more particularly, if beliefs
drive practices, staff development that focuses solely on behaviors and
classroom activities may not be successful in altering teachers' classroom
practices" (p. 117). Hence, Richardson derived three conceptions of relative
importance of teacher beliefs in the teacher change process. She described
them as follows:
The first, as conceptualized by Guskey (1986) and Fullan (1985),
suggest that teachers change their beliefs after they change their
practices and are able to see that these new practices positively
affect their classroom and students. The second, as represented
in a case study in the Reading Instruction Study (Richardson,
Anders, Tidwell & Lloyd, 1991) suggests that changes in beliefs
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precede changes in practices. The third conception, one which will
be developed in this chapter suggests that the process of changing
beliefs and practices is interactive; and depending upon the types
of changes and the teachers themselves, the change process may
begin with changes in beliefs or changes in practice. (p. 117)
First and Second Conceptions
Richardson (in press) pOints out that their research refuted Guskey
(1986), Fullan (1985), and O'Brian & Norton's (1991) work. She noted that one
of their research teachers (Susan) "was changing her beliefs before changing
her practices" (p. 128). Further review of research indicated that Rich (1990)
also refuted Guskey's work noting that "belief change follows change in behavior
only holds when there is congruence between teachers' goal orientations and
their perceptions of the purposes of the innovation being advocated" (p.128).
Hence, Richardson concluded: "Perhaps, in the long run, we are dealing with a
change process that begins with change in beliefs or practices depending upon
the particular teachers and type of change" (p. 128).
Third Conception
Richardson's third conception was based on their study (in press) as well
as Baird, Fensham, Ginstone, Penna & White's (1991) work. She noted, and
concurred with the findings of the latter research group (1991) indicating:
... they found that the change process involved an interaction
among action, observation, evaluation and reflection. It may not be
important to determine which one comes first in the change
process. What is important is the notion that changes in beliefs,
ways of thinking and classroom actions all come into play in the
teacher change process. (p. 128)
Thus, Richardson suggests that "genuine changes will come about when
teachers think very differently about what is going on in their cl~ssrooms, and
are provided with the practices to match the different ways of thinking" (p. 128).
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Hence, Richardson and Anders (in press) provided their teachers with a
collaborative staff development format from which teachers could discuss and
reflect on their practices. They noted: "In the process, the many individuals
involved in the project altered their own ways of thinking and educational
practice" (p. 245). Consequently, their findings are compatible with those of Au,
(1990), Goldenberg (1991) and Langer and Applebee (1987) and provide
sUbstantive evidence that a collaborative staff development model facilitates
change.
Summary
Succinctly stated, staff development programs should weave teachers'
perceptions of teaching and learning (Langer & Applebee (1987; Au, 1990; and
Richardson & Anders', in press) with a theoretical framework (Vygotsky 1962,
1978 interpretations) and empirical premises (Instructional Conversation
research) to attain substantive instructional changes that promote linguistic,
academic and cognitive development. Hence, the aforementioned research
projects afforded this researcher the opportunity to weave together theories,
notions and technical support to formulate a new staff development program that
facilitates changes in teachers' beliefs and instructional activities. With this in
mind, the next chapter will provide an overview of the methodology used to
procure the data, analyze the results, and discuss findings related to this new
staff development mode/.
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CHAPTER 3
DESIGN OF THE STUDY
The purpose of this chapter is to present: (1) the introduction to the study;
(2) the overview and rationale for data collection; (3) the data collection
procedures; (4) the data analysis procadures; and (5) the summary.
Introduction
This is a seven month ethnographic study of nine female teachers from
Cactus Elementary School in Tucson, Arizona. Six teachers actively participated
in this research and three provided contrast data for this study. During this time
span data were collected and analyzed from 18 pre/post surveys, 18 formal,
audio taped and transcribed interviews, 5 whole group in-services, 56 classroom
lesson observations and 53 discussion sessions. Survey and formal oral
interview were used during the study to attain background and teacher
perception information on all teachers. Data from whole group in-services were
used to document discussions that transpired within a group situation.
Following classroom observations, individual discussion sessions were
held during which each teacher's perceptions of teaching and learning were
discussed in relation to addressing the needs of their diverse student population.
Goldenberg's (1991) instructional conversation rating scale was used to guide
our discussions as well as each teacher's instructional practices. A total of 582
hours was spent at the school and about the same amount of time was spent
away from school processing and analyzing the data. The design of the study is
presented as Table 3, found on the next page.
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Table 3

Time Line
October
Oct.lNov.
Oct.lNov.
December

December - May
December - May

December - May

April/May
April/May
April/May

D
' 0 fth e St UIV
d
eSlan
Research
Data
Teachers N=6
Typ_es/Coliection
Pre-survey data
X
Pre-interviews
X
Baseline lesson
X
observation notes
X
Baseline scripted
lesson (1 0 -30
min. per lesson)
X
Group in-services
Series of scripted,
X
transcribed
lessons (5 - 10
J:>er teacher)
Individual
X
researcherl
teacher audiotaped discussions
of scripted
lessons (3-6 per
teacher)
Post-survey data
X
Post- interviews
X
X
Post-scripted
lessons (1 per
teacher)

Contrast
Teachers N = 3

.,
'V

X
X
X

X
X
X

These areas of investigation were addressed through various data analysiS
procedures including: Goldenberg's IC Rating Scale, case study profiles of the
six research teachers and triangulation of multiple data sources to confirm and
validate the findings.
Ethnographic research methods were implemented to examine: (1) how
teachers incorporated IC elements into their lessons and (2) how teachers'
discussions about teaching and learning changed throughout the study and; (3)

-------------.
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how teachers perceived the changes in their instructional practices promoted
linguistic, academic and/or cognitive development for their diverse learners.
Next, I will provide a general overview and rationale for my data collection
and analysis. Finally, I will describe how I procured and analyzed the data in
order to answer my research questions.
Overview and Rationale for Data Collection
The Study
To obtain a comprehensive account that demonstrates the complex
influences on a teacher's working environment, I became a non-paid working
member of the staff. This meant that I spent about 20 hours per week engaged
in the following: observing teachers' lessons; dialoguing with teachers about
their lessons as well as issues pertinent to their teaching environment; working
with the teachers and their students; assisting teachers with problem students;
listening to their private thoughts and social bacf<grounds that influenced their
instructional performance and; interacting with staff members. In essence, I
wanted to be considered an active member of the staff whose main goal was to:
(1) promote a better understanding of the linguistically and culturally diverse
(LCD) students and; (2) assist teachers' instructional practices by using
Goldenberg's (1991) IC Rating Scale as a vehicle to help teachers analyze and
discuss their instructional practices (see, Tharp & Gallimore, 1988, 1991;
Goldenberg & Gallimore, 1989-90, 1991; Goldenberg, 1991).
I used categories and findings from Langer and Applebee's (1986, 1987)
research to help me construct the pre and post surveys and interviews. More
specifically, their categories related to teachers' central concerns for their
students, the role of teacher and the role of learner provided information on
teachers' individualized perceptions of teaching and learning. These data
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helped me gain a deeper understanding on how teachers' notions of teaching
and learning guide their instructional practices. These research based projects
provided the groundwork for my study. Both projects were heavily influenced by
neo-Vygotskian theorists and researchers who developed, interpreted, and
elaborated on Vygotsky's work (Bruner, 1985; Cole, John-Steiner, Scribner, &,
Souberman, 1978; Moll, 1990; Tharp & Gallimore, 1988; Valsiner, 1988;
Wertsch, 1985 a & 1985 b). Hence, further review of each project's theoretical
interpretations helped me to redefine and adapt a neo-Vygotskian framework for
my study that promoted mediated and collaborative interactions within each
teacher' zone of proximal development. Utilizing this format also helped
promote and define group discussions related to mediating instructional
conversation techniques which were based on teachers' concerns for their
diverse student population. I used Au's (1990) work to help me analyze the
results of my findings because her work incorporated Vygotskian formulations
related to understanding the relationship between spontaneous and scientific
concepts, the role of speech in thinking, and the development of consciousness
in teachers' instructional practices. These concepts were based on Vygotsky's
notions of mediated assistance within one's zone of proximal development.
Together, these works provided the theoretical framework from which I grounded
my study.
The Site
Entrance into my research site was promoted by the assistant
superintendent and the Head of the Bilingual Education Department of the
school district. They had been approached by the principal asking for
assistance with her increaSing LCD population. More specifically, the principal
felt that her teachers needed a better understanding of the LCD learner as well
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as enhanced instructional techniques to address their specific needs within the
regular education classroom. Consequently, my research proposal seemed to fit
these needs.
To obtain a collective view of all teachers working within this school and
their perceptions of the teachingllearning process, all teachers were asked to: fill
out pre and post surveys; provide pre and post formal (audio taped and
transcribed) interviews; and be observed prior to and following the termination of
this research project. Data collected from two 5-6th grade teachers were not
included in these data because one teacher was replaced in December and one
teacher refused to be audio taped. General information about the school, the
administrator, the staff and the remaining nine classroom teachers who
participated in the study will be described in this section.
This school is considered a "desegregated" school and as such, provided
instruction to students from a variety of cultural as well as linguistic
backgrounds. It is considered a small school with an enrollment of about 284
students of which 43% were classified as white, 26% Hispanic, 21 % black, 7%
ASian, and 3% American Indian (see Figure 1 on the following page.)
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School Ethnic Population

White

Hispanic

Black

Asian

Am. Indian

Figure 1. Ethnic breakdown of students attending Cactus Elementary School
The total school teaching staff consisted of eleven fully employed
classroom teachers, one computer teacher, one full-time English as a second
language teacher (ESL), one part-time LD teacher of students with learning
disabilities, a part-time social worker and three part-time reading teachers who
worked with "at risk" students within the classroom. All teachers were white
Anglo-Saxon females with the exception of the male computer teacher.
The number of years that the teachers in this study had been with the
district ranged from one teacher who transferred from another district in August
of this school year, to three teachers working 6-10 years with the district; in
addition, there were three teachers working 11-15 years and, three teachers with
more than 16 years educating students in this district. (see Figure 2).
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Time Teachers Employed with School District

0·1 Yrs.

6·10 Yrs. 11·16 Yrs. 16+ Yrs.

'# of Years employed

Figure 2. Tells the number of teachers employed with the district 0-1 years, 6-10
years, 11-15 years and more than 16 years.
Of these teachers, four have worked at this school for less than 5 years,
three less than fifteen and two over 16 years. Thus, there was a very wide
range of time that the teachers have worked in this school and with the district.
Educationally speaking, six teachers have received their Bachelor's
degree and three have received their Master's degree. Linguistically speaking,
five teachers speak (or have spoken) another language (one teacher included
sign language as her second language), and three are mono-lingual English
speakers. Of the second language speakers, five teachers speak or are
relatively proficient in Spanish. One teacher noted that she lived three years in
France and was quite piOficient in French as a child; however, she does not
consider herself proficient because she has not had the opportunity to practice
her second language.
Each teacher taught an average of 7 to 14 bilingual/bicultural students
over the last three years. However, all teachers have noted that this population
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is increasing yearly. Thus, this statistic increased teachers' concern to learn
more about their LCD students.
Currently, this school has received an influx of Vietnamese students
whose Vietnamese fathers were prisoners of the Vietnam War. There are also
several students from Japan, China, Romania and Mexico who have parents
studying at the University located close to this school. Currently, one to six ESL
students are being taught in each classroom.
Included in this population, but not counted as ESL students, are second
and third generation Hispanic students who speak and/or understand Spanish.
Students within this population usually do not qualify for ESL services.
However, according to informal interviews with the reading teachers providing
specialized assistance within each classroom, many of these students are not
achieving at grade level proficiency and are receiving specialized services from
these teachers.
The English as a second language teacher (ESL) has a bachelor's degree
in teaching and is certified to teach ESL. She has previous coursework in music
and art, and therefore uses many musical and artistic techniques to enhance her
program. Due to the influx of foreign students, the school received special
funding from the bilingual program to pay for her assistance on a full time basis.
She used a "pull-out" format for instruction and never instructs the ESL students
in their regular education classrooms.
From' a special education perspective, few students were referred to the
part-time special education teacher because she was not professionally
respected by her peers. Informal discussions with the teachers indicated that
they felt their students would receive more appropriate instruction within their
own classroom than with this person. Consequently, as I have a Master's
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degree in bilingual special education, the teachers frequently asked me for
advice and assistance in addressing the specific needs of their "more
academically difficult" students.
Added to this population were two physically handicapped students who
had severe degenerative muscle conditions that confined them to wheelchairs.
One student had a full time aide who assisted him with his classwork as well as
with his physical needs. The other student had been promised assistance but,
by the end of the year, the classroom teacher was the sole provider for this child.
Due to the severity of their problems, as well as the emotional stigma that had
accompanied these problems, both boys had behavior problems that often
disrupted their classes.
Additional staff members included the four part time reading teachers who
worked with small groups of students within the K-3 classrooms. These teachers
were not reading specialists, and therefore were currently receiving an on-going
training course from the district. Informal interviews with these teachers
indicated that the principal did not consider them part of the school staff and,
therefore, did not regularly invite them to staff meetings and school functions.
One part-time reading teacher was funded by the K-3 program and
authorized to address the needs of the fourth and fifth grade students. She felt
that her assistance was very limited because the program was geared for
primary students. Because this teacher was also fluent in Spanish, she was
delegated as an ESL aide to one third/fourth grade combination class. This
class also had the largest population of non-English speaking students within
the school. As this teacher was not ESL certified and had not received prior
coursework to guide her instructional practices, the regular education teacher
asked me to provide assistance and guidance for this teacher.

67

This was the principal's second year as administrator. Previously, she
was an assistant principal in another school and before that, a special education
teacher. Her special education abilities have been noted both within the
University staff as well as within the school district. Therefore, she noted during
our informal interviews that having the Special Education teacher in her school
caused her moments of frustration. She seemed to playa rather non-obtrusive
role with her teachers and staff members. When she was not in the building,
she delegated her authority to a teacher who took over the principal's duties.
This teacher received additional pay for her efforts and therefore, maintained
close contact with the principal, The teachers considered this principal a
welcomed addition and a great replacement for their prior principal who had
been associated with turmoil between teaching and staff members. Under the
former principal, difficulties led the teaching staff to bond together against the
"enemy" principal. To date, it is rare to hear one teacher talking about or against
the other teachers. However, one division which occurred during the prior
principal situation was still in effect. Three teachers, who were considered
"master teachers" under the prior principal continued their favored roles and,
thus, were located in three classrooms occupying the same corridor close to the
principal's office. I refer to these teachers as the "I" group because of their "I"
attitude as well as their location within the building complex.
These teachers noted in both formal as well as informal interviews, that
they did not have the time to take an active part in this research. All teachers
within this group actively participated only in the pre/post data collection and
were, therefore, considered "contrast" teachers during this project. Data
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collected from these teachers were used as contrast data and afforded
comparative findings.
As the school layout was shaped in a square-angled "U," the remaining
teachers occupied the other two sections of the school building. These teachers
were referred to as the" L" group and all teachers occupying classrooms in this
section took an active role in this research. Hence, they were referred to as
"research teachers" and data were collected throughout the course of this
research. During the course of our informal discussions, these teachers noted
the "I" teachers' lack of desire to become a cohesive group. The "L" teachers
felt that they needed to incorporate the "I" (or vice versa) to form a "U" for a
united front. They noted that the principal was aware of this division, but she
has done little to change this situation.
From a cultural perspective, one teacher noted that all the teachers in the
"I" group were from white, Anglo-Saxon backgrounds. These are the three
teachers referred to as "contrast" teachers for the purpose of my study. Five
teachers in the "L" group were from minority ethnic backgrounds leaving only
one white, Anglo-Saxon teacher in the "L" group. These six teachers comprise
my study's research group. Of the latter group, four teachers considered
themselves Mexican-American, one Afro-American and one Anglo-American.
Within the Mexican-American group, two teachers spoke and understood
Spanish while the remaining two did not consider themselves fluent in Spanish.
The Afro-American teacher was taking Spanish lessons in the evenings, but had
to stop because of her overburdened schedule. The white, Anglo-Saxon teacher
noted that she spoke "a little" Spanish and therefore felt comfortable
communicating and assisting her Spanish-speaking students. However, she
noted that she felt very frustrated addressing the needs of her Vietnamese and
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oriental students because she did not speak their languages and was not aware
of the cultural nuances.
Due to limited classroom space, the upper-elementary (fourth and fifth
grades) students are housed in two portables taught by two Anglo-Saxon
teachers who were not included in my study. One teacher taught with the district
for over ten years and the other teacher was a recent University graduate with
little classroom experience.
The principal of this school was an Afro-American and was sensitive to
the needs of her Afro-American students. Therefore, she employed the school
district's department of Afro-American studies to assist all the low-achieving
black students in the school. Discussions with the teachers indicated that this
program solely promoted cultural awareness and linguistic assistance to
students who spoke "black dialect" and who were in need of emotional
assistance. Hence, the teachers felt that the Afro-American services did not
promote tutoring for academically delayed students in this ethnic group.
With this in mind, I pursued an informal interview with the Afro-American
teacher working in the school. He noted that students from this population were
in great need of emotional assistance. Therefore, he felt that once his students
are able to discuss their emotional constraints and improve their self-confidence,
they would be able to amend their academic status within the classroom. By the
end of this research, the conflict between the functions of the Afro-American
studies teachers and the desires of the classroom teachers remained undefined.
Consequently, the regular education teachers noted that they entered this
research to pursue assistance in dealing with diverse cultural populations. They
were especially concerned with improving their students' academic abilities and
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their motivation to learn. Therefore, this research afforded teachers with the
opportunity to address these expressed needs and concerns.
As many of the students in this school came from lower socio-economic
families with diverse economic and/or personal problems, the part-time social
worker also tried to assist the teachers in the aforementioned areas by providing
on-going assistance to students who were experiencing social/emotional
problems at home as well as within the school. She worked with both the
stUdents as well as the teachers to help promote an appropriate learning
environment that would facilitate social/emotional growth and development.
There were four teacher aides assigned to the teachers in this school.
Three were Mexican-Americans and one was a white Anglo-Saxon. Although all
aides provided assistance to both the teachers as well as the students, the
teachers noted that the Hispanic aides were not very reliable because they could
not perform their duties without supervised assistance. Therefore, teachers
receiving assistance from the Mexican-American aides noted that they could not
depend on their services especially when they had an important project to be
completed. Consequently, teachers noted that their lack of instructional
assistance forced them to provide whole group instruction because they did not
have the time to facilitate the individual needs of their students. This concept
led us to look for an instructional format that would promote and enhance
students' linguistic, academic and cognitive development during large-group
instructional practices. Therefore, instructional conversation techniques became
the experimental practice of the teachers involved in this study.
The office staff was confined to a small outer office area outside the
principal's office. Previously, this section was used solely for the office staff
because the principal had his office at the opposite end of the corridor. The staff
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members felt that the previous principal wanted to hide from the parents and
teachers, and therefore would escape into his office and close the door. The
new principal, according to her staff, did not want to escape the problems related
to the school and staff. Therefore, she moved in with the office and clerical staff
and converted the "old" principal office into a staff room for all personnel working
within the school. She placed a table, refrigerator, coke machine, microwave
oven, and two couches in the room for their comfort.
The janitorial staff consisted of two men, one of whom cleaned and
maintained the building during the day. The other continued these functions
from the time school dismissed into the evening. They kept the building
meticulously clean and the floors were always shining and bright.
The nurse and her health clerk rarely worked together because they had
alternating office schedules. However, if there was a serious health problem,
the health clerk was under the direction of the nurse and needed to contact her
before she handled any serious emergency.
Finally, the cafeteria staff was always friendly and knew most of the
students by name. A large portion (about 90%) of the students in this school
were on reduced cost or free breakfast and lunch. The staff members were all
women and treated the students as if they were their own children. They tended
to act as mothers to most of the children and tried to get them to eat healthy
food. On the whole, the cafeteria staff members provided the students with a
"homey" environment.
Information derived from this section was collected as field notes and kept
with my personal journal notes. The next section describes the five data sources
and collection formats used in this study. These included: pre/post surveys;
pre/post formal oral interviews; preliminary classroom observations; scripted
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classroom lessons; discussion sessions with each teacher following her scripted
lessons; group in-services and; field notes of my general observations and
interactions with all members of this school.
The rationale for gathering data on each teacher is defined by Spradley
(1980): "Human behavior, in contrast to animal behavior, ha~ meaning to the
actor, meanings that can be discovered .... One end of ethnography, then is to
understand the human species"(p. 16). Thus, survey information was used to
gather additional information on each teacher with the intent of learning more
about the teacher'S background. This information was combined with the data
derived from the formal oral interviews and classroom observations (discussed
in the next sections) to provide additional background information on each
teacher. The information derived from these formats was used to guide our
discussion sessions and gain a deeper understanding of how each teacher
viewed the teachingllearning process.
Vygotsky (1962; 1978) considered language a social and communicative
activity which promotes active involvement in one's own learning. Therefore, by
collecting background information on each teacher, I was able to provide
mediated assistance that was built on this essential information. This act of
"mediation" helped to promote internalization of new concepts which gradually
became part of the teacher's repertoire of knowledge (see Chapter 4 for detailed
information on this concept). Bruner (1989) viewed this process as "scaffolding"
and although he referred to an adult/child relationship in his writing, anyone
taking part in a learning situation is subject to the same internalization process.
The next section provides an overview of each data source (see Table 3)
used in this study and will be discussed in the next section.
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Table 4

. t'
0fDt
eae
Sources an dO escrrpl10ns
aa RltdT
0 T eac hers 'I ns t ruct'lona IP rac t'Ices
Source of Data
Survell Data
Formal Oral Interviews
(transcribed audio recordings)
ScriQted Lessons
(Transcribed audio recordings)
Discussion Sessions
(Audio-taped and notes)
In-Services
(5 group meetings, 4 were audiota~ed, 4 ~ertained to IC technigues)
Instructional Conversation ~IC)
Ratina Scale
EthnograQhic notes
(Field notes, = objective data}
(Personal journal notes = subjective
data}

DescriDtion of Data Sources
Teacher's background and opinion
data
School curriculum and teachers
personal opinion data
Elements of IC contained
in lessons
Implementation of IC
goals and documentation of
instructional change
Teacher discussions related to LCD
students and IC techniques; also
teachers' reactions to this research
Changes in teachers' instructional
practices over time
Field notes - described actual
happenings observed during the
course of this research.
Personal journal notes - personal
interpretations, reflections and
comments about what transpired
during the day.

Dat,a collection procedures on each data source are discussed in the next
section.
Data Collection Procedures
There were seven data sources used for this study (see Table 3). These
included: pre/post surveys, pre/post formal oral interviews, teachers' scripted
lessons, individual discussion sessions with each teacher, whole group inservices, IC Rating Scale, and ethnographic notes (field notes and personal
notes). Procedures for data collection will be discussed in the following
sections.
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Teachers' Pre-Post Surveys
Pre-Survey Data Collection
Pre-surveys were administered to all nine teachers before the study
began in October, 1992 and after it ended in May, 1993 (see Appendix A for a
copy of the pre/post surveys). This survey focused on: (1) teachers' background
knowledge related to teaching bilingual/bicultural students, (2) teachers' desire
for additional instructional information and techniques to be used with their
bilingual/bicultural population, (3) current assessment practices used within the
classroom, (4) how teachers view their role in teaching and learning, and (5)
teachers' basic concerns for their classroom.
The first section of the survey focused on questions such as: length of
time each teacher had been a teacher with the district; highest degree
accomplished, and number of in services that she had in relation to teaching
LCD students; language(s) spoken other than English; number of ESL students
taught in the last three years and; prior knowledge questions related to teaching
LCD students.
The next section of the survey addressed the type of information each
teacher would like to procure in order to provide optimal assistance to their LCD
and general student population in her classroom. This information was
delineated in a format that asked each teacher if she would prefer formal
instructional in services and/or group collaboration meetings with the other
teachers in the school. Along with these data, teachers were asked if they would
like research based and/or practical based reading material to enhance their
professional knowledge base. Teachers were also asked if they would like to
receive individualized assistance within their classroom to help them work on
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methods and techniques to enhance the learning of their LCD students in
particular and all students in general.
The last set of questions pertained to the teachingllearning process and
pursued each teacher's perception of this process in relation to the goals that
she envisioned for her students during the academic school year. Within this
framework, all teachers' primary concern(s) for their students were addressed to
see if their major concerns changed from the beginning of the year to the end.
The teachingllearning concepts were derived from Langer and Applebee's
(1987) work and used in this study to obtain information related to: each
teachers' perceptions of: their role as teacher; the role of learner; teachers'
central (or main) concerns; and teachers' goals for their students. Survey
information was used to provide baseline data that was compared to each
teachers' post-research survey data collected at the end of the study. In
addition, this data provided me with a deeper understanding of each teacher's
perceptions of the teachingllearning process. This information provided facts on
each teacher and was used to promote discussions and mediation.
Post-Survey Data Collection
The final surveys (see Appendix A) utilized the same format and were
answered by all nine teachers. Although all post-surveys contained the same
questions, six teachers who took part in this research were asked to discuss
what they had gained from this research. (The three contrast teachers were not
asked the aforementioned question because they did not actively take part in the
other phases of this research.) More specifically, these questions looked at:
how this research helped them learn more about the second language
acquisition process; how it helped them to address the needs of their LCD
students; how this research helped them to work with all minority students (this
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included students from families who may speak another language at home and
students who speak with an Afro-American dialect as well as students from low
socio-economic families).
The last two questions pertained to how this research helped teachers
address the needs of all their students regardless of their language, economic
and/or academic abilities and; how the instructional conversation techniques
attained through this research influenced her instructional practice(s) (see
Appendix A for an example of the post-survey form).
Formal Oral Interviews
Formal oral interviews (see Appendix 8) were designed from Langer and
Applebee's (1987) research and findings related to teaching and learning.
Additional topics related to teaching ESL students, teachers' instructional format
and teachers' goals and perceptions of this research were also added to gain
additional information for this research. These interviews were used to enhance
the information procured from the survey data. They were also used to provide
teachers with the opportunity to discuss their thoughts and perceptions related to
teaching and learning. Although the formal oral interviews were used to attain
additional information, they also provided this researcher with the opportunity to
get to know the teachers individually before I observed them in their classrooms.
Thus, the interview format was the first step to facilitating social-interaction
between researcher and teacher.
Pre-Oral Interview Collection
At the beginning of the study, formal oral interviews were conducted with
nine teachers. The interviews were taped and transcribed by a secretary. The
pre-oral interviews were obtained before the in-services began in December and
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the post-oral interviews after the last in-service in May, 1993 (see Appendix 8 for
the list of interview questions).
80th pre and post formal interviews were based on Spradley's (1979)
work on formal ethnographic interviews, combined with Richardson and Anders'
(1990) techniques for audio taping and transcribing data. The basic interview
sheets were prepared before the interview began to insure that each teacher
was asl<ed the same questions. Each teacher was encouraged to discuss any
question at length or provide additional comments on topics that were not
addressed on the formal questioning sheet. Consequently, the time intervals
ranged from 20 to 40 minutes per interview.
The pre-interview questions included 14 questions relating to the
following: (1) the number of ESL students the teacher currently had in her
classroom, (2) a description of the reading program utilized throughout the
school, (3) a description of her classroom reading program and the types of
reading material that she used, (4) a description of her overall teaching style, (5)
her opinion of possible differences in teaching an ESL child in her classroom, (6)
a discussion on the type(s) of instructional techniques that she uses with ESL
students versus non-ESL students, (7) a description of how she assessed her
students and how she measured growth in reading/language arts in her
classroom (derived from Langer & Applebee's 1987 work), (8) a description of
how and to what degree she used reading material and discussion in her
reading instruction, (9) her opinion as to what she would like to see happen
differently in regard to promoting learning for ESL students in her classroom,
and (10) what she would like to gain from this research (the research was
explained and discussed before the teachers received their formal oral
interview). Apart from gathering additional information on each teacher, this
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format provided teachers with the opportunity to express their thoughts on
teaching and learning. According to Au's (1990) interpretation of Vygotsky's
work on the role of speech in development "Speech serves to make a person's
thoughts accessible to the processes of social influence ... the very act of
speaking about one's current understanding makes one's understanding explicit"
(pp.272-273). Therefore, the formal oral interview procedure served two
purposes: (1) to attain additional information on each teacher and (2) to provide
teachers with the opportunity to use speech to clarify, reorganize and refine their
instructional practices.
Post-Oral Interview Data Collection
The post-oral interview data was collected from all nine teachers who took
part in the pre-oral interviews. Post-interview data collected at the end of this
study consisted of 14-15 questions related to the following: (1) the number of
ESL students currently enrolled in her classroom and the language(s) that each
one spoke, (2) a follow-up description of the reading program utilized throughout
the school and a description of her own classroom reading program as she saw
it at the end of the study, (3) the type(s) of reading material that she used in her
reading program, (4) a follow-up description of each teacher's teaching style, (5).
a follow-up description of how the teacher viewed the differences between
working with ESL and non-ESL students in her classroom, (6) how she currently
assessed and measured growth in readingllanguage arts with her students, (7)
the degree to which she used discussion in her reading group, (8) her follow-up
opinion as to what she would like to see happen differently in regard to
promoting learning for her ESL students, and (9) what she gained from
participating in this research. For the three teachers who did not participate in
all phases of this research I asked: "I noticed that you haven't taken part in the
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in-services connected with this research, and I'm interested in the reasons why"
(see Appendix B for a copy of the post-oral interview questions). The interviews
ranged from 20 to 40 minutes with the average interview lasting 30 minutes.
Scripted Lessons
Preliminary Observations
Before I began scripting teachers' lessons, I observed one lesson in each
teacher's classroom. All eleven teachers in the school (both upper elementary
teachers were also included) were observed to view how each teacher
interacted with her students and how she conducted her reading and/or
language arts lessons. This observation provided opportunities: (1) to observe
all teachers in the school, (2) to obtain an initial contact with each teacher, (3) to
view her instructional practices, and (4) to provide each teacher with the
opportunity to ask and/or clarify any questions that she might have related to my
research. Each observation lasted from 10 to 30 minutes. Although language
arts and/or reading lessons were the focal instructional practices observed,
some teachers preferred to teach a math lesson. Therefore, I tried to observe
the same curricular activity at the end of the study as was observed at the
beginning.
As these were considered preliminary observations, personal journal
notes were taken while the teacher instructed. I did not, however, script or
audio-tape these lessons because my goal was to look at each teacher's
teaching style, observe how each teacher organized and presented her lesson,
and observe how each teacher interacted with her students (see sample
classroom observation in Appendix C). As these notes were considered
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personal journal notes, I added personal comments related to eactl observation
to help me make sense of what I had observed.
Scripted Data Collection
Each of the nine teachers (six research teachers and three contrast
teachers) consented to having their lessons scripted. Data included handwritten scripts of the teachers' lessons as well as audio tapes of the lessons
observed. Both processes were used throughout the study (at the beginning of
the study some of the teachers did not want to be audio-taped; however, as the
study progressed, all teachers permitted both scripting and audio-taping of their
lessons) to obtain appropriate documentation of what transpired during the
lesson. Data derived from the research teachers provided baseline
documentation from which I could compare their practices over the course of this
research to determine possible changes in each teachers' instructional
practices. Data derived from the contrast teachers also provided baseline
information. However, they did not receive on-going observations and were only
observed at the end of the study to determine if any changes had taken place
during the course of this study. My goal was to document whether changes in
the research teachers' instructional practices were the result of the mediated
assistance they received throughout the course of this research.
All research teachers provided pre/post reading and/or language arts
lesson observations. Two contrast teachers afforded observations during their
reading and/or language arts lessons and one teacher preferred being observed
during her math lessons. I was able, however, to attain one observation of this
latter teacher's reading lesson at the end of the study and this lesson was
analyzed for contrasting data ..
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The six research teachers received weekly observations in which their
reading and/or language arts lessons were hand-scripted and, as they became
more comfortable with my presence in their classroom, audio taped. This
process facilitated accurate documentation of both the teachers' and the
students' linguistic interactions during each lesson. Two teachers received one
lesson without being tape recorded and four teachers received two lessons
without the tape recorder. On the whole, I obtained 5 to 10 scripted lessons on
each research teacher, and 3 to 8 lessons which were both scripted and audiotaped.
Scripting Format
I used a handwritten, scripted format with both the non-audio taped and
audio taped lessons. A separate line was used for each turn in dialogue.
Teachers' language was noted by the capital letter "T" and students' comments
were noted by the capital letter "C." When more than one child spoke at the
same time, their verbiage was noted by the letters "Cn." When I could not hear
or understand a portion of the lesson, I made a notation in my script and used
two hyphens (--) to denote the portion that was not heard or not clear enough to
transcribe (see Appendix 0 for sample scripted lesson).
After scripting each lesson in the classroom, I transferred my notes to my
computer and opened a file for each teacher. After the audio-taped lesson was
entered into the computer, a typed script of each lesson was provided for the
teacher prior to our scheduled discussion session (which will be discussed in the
next section). During the interim, each teacher was provided with the
opportunity to review her script and rate herself according tile Goldenberg's
(1991) Instructional Conversation Rating criteria (see Appendix E for
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Goldenberg's

Ie Rating Scale).

I deviated, however, from Goldenberg's

Ie

scoring and my adapted scoring procedures as well as my rationale for scripting
lessons will be discussed in the next sections.
Adapted Scoring Procedures
During the initial stage of this research I used Goldenberg's scoring
procedures which included a numerical rating ranging from zero "0" to two "2".
During these discussion sessions teachers tended to place more emphasis on
their scores than on their actual teaching practices. I found that teachers were
distracted from the main purpose of our discussions (which was to focus on how
each element was observed or absent from the lesson) because teachers felt
that they were being judged and, therefore, tended to defend rather than discuss
their practices. Therefore, elimination of Goldenberg's scoring seemed to help
teachers take a more objective look at their practices because they were not
receiving a "grade" for their work. Hence, all teachers' lessons were rated solely
for appropriate presence or inappropriate and/or non-presence of each

Ie

element observed in the teachers' lessons (for the purpose of clarity, these
changes in Goldenberg's scoring will be referred to as "adapted scoring").
To attain a deeper understanding of how each teacher incorporated

Ie

elements into their lessons over the course of the research, another adaptation
of Goldenberg's

Ie Rating Scale was made.

This adaptation included a detailed

description and specific examples of how each element was used in each
teacher's lessons. Hence, analysis of each lesson was divided into three cycles.
The first cycle provided evidence of each

Ie element used in the teacher's

lesson. The number representing each element was color-coded and a plus (+)
or minus (-) was included to provide evidence of how the element was used
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throughout each teacher's scripted lesson. These markings were placed in the
margin of the scripted lesson affording explicit examples of how each element
promoted or detracted from the lesson. To further document and validate the
cycle 1 score, a second procedure called "cycle 2" provided an overview and
explicit examples of how each element was used in the lesson. For example, if a
teacher incorporated a "theme" (which is IC element #1) into her initial
instructional format, a color-coded +1 was marked in the margin beside that
portion of her scripted lesson. As the lesson progressed, the teacher and/or the
students may have derived a secondary "theme" from their discussions. Hence,
a +1 was noted in the margin of the script and a notation was made during cycle
2 to depict how the "theme" changed during the course of the lesson. In
essence, using this format afforded this researcher with the opportunity to not
only rate the presence or absence of each IC element used or omitted from the
lesson, it also provided detai/ed information and specific examples of how the
lesson evolved. Cycle 2, therefore, afforded a richer description of the
transitional process that occurred in each teacher's instructional practices over
the course of the research. The final step in this process included graphing
each teacher's lesson on her own chart. This provided a visual depiction of
changes in each teacher's lessons (as viewed from an IC element perspective)
over the course of this study. In sum, the adaptations made to Goldenberg's IC
Rating Scale afforded both a general overview of how teacher's incorporated IC
elements into their lessons (which provided documentation to answer my first
research question) as well as specific and detailed information on how each
teacher incorporated IC elements during the course of the research (which
afforded documentation, and validation of my findings to answer my second
question). These adaptations also proved helpful in analyzing and documenting
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teachers' perceptions of how changes in their instructional practices promoted
learning for their diverse learners (which provided documentation to answer my
third research question).
In sum, adapting Goldenberg's scoring system (which will includes my
three cycle scoring process will be referred to as "adapted scoring" for this
research) provided deeper insights into the changes that took place in teachers'
instructional practices over the course of the research. During the research, the
non-numerical scoring facilitated discussions with the research teachers. After
the research was ended, the three cycle adapted scoring afforded specific
documentation of how teachers' conceptualized and implemented changes in
their instructional conversations changed over the course of the research.
Further details on this process will be discussed later in this chapter and
examples of: a sample scripted lesson; a charted lesson; a sample interpretive
summary of one Ie lesson and; a description of my three cycle Ie guidelines can
be found in Appendices D, J, M and N.
The purpose of this form of data collection was to document how each of
the six research teachers conceptualized and implemented information obtained
from our group in-services and individual discussion sessions to enhance their
instructional practices. More specifically, I wanted to observe both the quantity
and quality of the Ie elements incorporated into each teacher'S lessons over the
course of this research and this adapted scoring format facilitated this process.
Hence, Goldenberg's (1991) Ie rating scale provided a vehicle from which to
analyze, guide and discuss teachers' instructional practices. Langer and
Applebee's (1987) literature afforded insights and findings on teachers' notions
of teaching and learning which helped me guide our group and individual
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discussion sessions. Together, they helped me analyze and, ultimately, mediate
the assistance provided the teachers.
From a theoretical perspective, Vygotsky's work helped me to discuss
each teacher's complex developmental process in an understandable manner.
More specifically, Au's interpretations of Vygotsky's work helped me to
acknowledge and deal with the individual complexities of each teacher while
deriving general principles of development across the research group.
Vygotsky's theories on self-regulation, mediated assistance and zone of
proximal development also provided insights on how language and social
interactions could be used as tools to promote the internalization of concepts.
Rationale for Scripting Lessons
Although video taped lessons may have been easier to document than
scripting, I found when teachers read their exact words from the scripted
lessons, they tended to reflect deeply on both their verbiage as well as the act of
teaching. My rationale for choosing this format was confirmed during an inservice when I showed a video of a Hawaiian teacher from the Kamehameha
Project using Ie techniques in her lesson. I noted that the teachers viewing this
video tended to reflect more on the teacher's actions than on the verbiage that
the teacher used throughout the lesson. Some teachers were more concerned
with the "overlapping speech" of the Hawaiian culture than they were with the
actual linguistic interactions used in the classroom dialogues. Thus, I chose to
script and transcribe each teacher's lesson according to the aforementioned
format.
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Discussion Sessions
Individual Discussions with Teachers
Each research teacher received an individual discussion session after
observation of her lesson (these discussions were usually held on the same day
as the observations). These sessions (see Appendix G for sample discussion
session) focused on the IC elements apparent or lacking from the prior week's
scripted lesson. As noted earlier, teachers received a transcript of their lesson
prior to our meeting, affording them the opportunity to review their work and
prepare for our discussion. These sessions were provided only for the six
teachers taking part in this research. All discussion sessions with each teacher
ranged from three to six sessions per teacher.
These notes consisted of ethnographic notes (kept in my personal journal
file) of what transpired in our meeting. Concepts and techniques related to IC
elements were the main focus of our discussions. Personal feelings, past
teachingllearning experiences and reactions to this research were also included
in our discussion sessions. This gave the teachers the opportunity to redefine
their thoughts and perceptions related to the teachingllearning process. I
reviewed my notes periodically to help me remember what transpired with each
teacher. My notes also helped me view the mediation process; hence, I used
the notes to help me refocus and reorganize the assistance I provided each
teacher. I also used my personal journal notes and the taped discussion
sessions to maintain a clear focus of my research objectives. Review of the
taped discussions provided evidence of when I was talking too much or not
providing appropriate mediation. Although I considered this a collaborative
learning situation in which the teacher and this researcher learned from each
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other, I found that reviewing the tapes helped me make adjustments in my
research format. Therefore, I used these tapes to review the collaborative
interactions that took place between the teacher and this researcher as well as a
means from which to monitor my qualitative research format. Reviewing my work
throughout the course of this study helped me make appropriate changes that
enhanced my data collection and research design.
We also used our individual meetings to attain a deeper understanding of
each IC element by having the teacher reconceptualize how that element fit into
her concepts of teaching and learning. Once the teacher was able to verbalize
her ideas and relate them to her perceptions of teaching and learning, she was
able to incorporate the element(s) into her instruction.
Thus, our discussions adhered to the following format: (1) evidence of or
no apparent use of each element on the IC rating scale, (2) the extent to which
each element was utilized in the lesson, (3) reinterpretations of each element in
relation to each teacher's instructional style, (4) questions concerning ways that
the concept behind each element could be reconceptualized by the teacher, and
(5) techniques that would help each teacher integrate elements into her
lesson(s).
Our first session(s) were based on discussions that focused on one
instructional conversation element chosen by the teacher. For example, if a
teacher chose to work on integrating her students' prior knowledge into her
reading lesson, we would discuss stories that would best fit into the background
knowledge of her students. Then, we would discuss how she could fit this
concept into her current instructional practice. This individualized format
differed from Goldenberg's research design because he used group discussions
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to analyze each teacher's instructional practices. Videotaping was another
differing factor used by Goldenberg's research team and not included in this
research. Thus, the teachers in Goldenberg's study were videotaped during
their lessons and each teacher was permitted to view the tape before the group
meeting. However, individualized discussions with the teacher were not
included and analysis and discussions of each teacher's video-taped lessons
pursued during the group sessions. Audio-taping of the group discussion
sessions were also collected to permit subsequent data analysis.
I also used the information gathered from the teachers' surveys, formal
oral interviews and observations to help me attain a better understanding of
each teacher's perception of teaching and learning. Thus, using Au's (1990)
interpretations of Vygotsky's work and Langer and Applebee's (1987) inSights on
teaching and learning as a guide, I was able to mediate the research teachers'
instructional practices. (see Appendix G for a sample discussion session).
Looking at this process in relation to Langer and Applebee's (1987)
research, our discussion sessions were used to help teacher reconceptualize
their perceptions of the teaching/learning process. The ultimate goal of this
research procedure was to ascertain changes in teachers' thoughts on the
nature of teaching and learning as well as view changes in teachers'
instructional activities.
From a Vygotskian perspective, we used language as a tool to help the
teacher's internalize new concepts and techniques. According to Vygotsky
(1987) "An operation that initially represents an external activity is reconstructed
and begins to occur internally" (p. 57, italics used in book). Consequently,

individual discussion sessions provided teachers with the opportunity to: (1)
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reinterpret the elements contained in the IC rating scale and incorporate them
into their own repertoire of knowledge; and (2) guide our discussions related to
instructional techniques that promote linguistic, academic and cognitive
development for LCD students in general and all students in particular.
In-Services
Data were collected from five formal group in-service meetings. The
purpose for these in-services was fourfold: (1) to provide teachers information on
the second language acquisition process by presenting diversified instructional
techniques (these techniques were generated by all teachers in the group), (2)
to discuss how direct instruction differed from instructional conversation (IC)
techniques, (3) to provide an overview of the IC techniques and relate them to
the ten elements defined by Goldenberg's (1991) Instructional Conversation
Rating Scale, and (4) to provide teachers with the opportunity to use language
as a tool to enhance their understanding of (1) and (2) through discussion and
brainstorming sessions.
To accomplish these goals, our first two in-services were dedicated to
broadening our understanding of LCD students by focusing on the second
language acquisition process. The remaining three in-services focused on
instructional conversation techniques that could help the teachers enhance the
linguistic, cognitive and academic development of their LCD students in
particular and all of their students in general.
The teachers seemed to "buy into" this concept because they were able to
address the needs of their diverse student population by having a better
understanding of their students' needs. They also discovered that the IC format
could be used as a technique for both small and large groups to motivate and
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enhance learning for their diverse student population. This was a deviation from
Tharp, Gallimore's work which proposed llsing this technique with small group IC
lessons to facilitate individualized assistance within each child's zone of
proximal development. However, given the diverse student population as well
as the instructional styles of the teachers in this school, many teachers opted for
a large group instructional format. Since one of the goals of the in-services was
to address common needs across all teachers in attendance, large group IC
instruction seemed to fit the collective needs of the teachers.
In-Service Attendance and Compensation
Group in-services were open to all teachers working within the school
(including part-time teachers) and the principal. However, only the full-time
teachers who attended the in-services received monetary compensation from the
Bilingual Education Department for their attendance. The principal chose not to
make the meetings mandatory because she felt that the teachers were
overburdened with their own work and other extra projects mandated by the
district. Thus, teachers who made the time and h8d the desire to take part in our
group sessions became the active members of this research. Each in-service
averaged 45 minutes to one hour and refreshments were usually served.
December In-Service
The first in-service addressed issues related to the Vietnamese learner.
Each teacher received hand-outs related to Comparative Rearing Practices and

Communication Styles, prepared by Henrietta Langdon and Viki Siegel (1986).
These were taken from Brice-Heath's (1986) book on Sociocultural Contexts of

Language Development and provided a general overview of child rearing
practices utilized by Mexican-American, Chinese-American, and Southeast
Asian refugees. These data related to school expectations and family
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interactions within each cultural group. Two additional hand-outs were prepared
by two English-as-a-second language (ESL) teachers from another school
district. These were used because they provided information related to
understanding the ESL learner. These handouts also provided a few techniques
that addressed the needs of the ESL learner within the regular education
classroom. All teachers were asked to read the information before our next inservice.
The remainder of the in-service was dedicated to our Vietnamese speaker
(who was a teacher in Vietnam and currently an aide at the school). After the
presentation, the teachers asked questions related to addressing the social,
linguistic, and academic needs of their Vietnamese learners. They also asked
about family relationships and the instructional techniques commonly rendered
within the family. In response, the speaker related the instructional practices
used in his country to those in American schools. In essence, this in-service
provided the teachers with the opportunity to gain a better understanding of how
their usual instructional practices differed from those of Vietnamese teachers
and parents. It also afforded advice for rendering appropriate instructional
practices that would help to meet the needs of these students
Originally, this first in-service was intended to include an overview of my
proposed research. However, the teachers were so intrigued with my guest
speaker that I chose to wait until after the Christmas holidays to begin to present
my research. This gesture, however, helped the teachers to understand that my
primary concern was to address the needs of the teachers, rather than gather
data for my research. My overall intent was to bring practice to research rather
than impose research on practice (see Appendix H for an example of my
personal journal notes on this in-service made into a memo for the teachers).
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January In-Service
My second in-service was held in January and addressed the second
language acquisition process. Cummins' (1984) Iceberg Theory provided a
visual depiction of the language acquisition process commonly experienced by
LCD students. This provided background information from which teachers could
relate their current instructional practices to those most appropriate for
addressing the needs of their diverse student population. More specifically,
Cummins' work provided an explanation of reading material that is "content
embedded" (meaning the meaning is found in the text) and "content reduced"
(meaning the information provided the reader required abstract reasoning). This
discussion formulated a basis from which teachers could determine if their
instructional materials would be considered "easy" or "hard" for LCD students to
read and master.
I invited the ESL teacher to share her knowledge and techniques with the
teachers. She was asked to attend all in-services because I felt that her
presence would provide another source of assistance for the teachers both
during the in-services as well as throughout the school year. I encouraged the
ESL teacher to provide techniques that could be used with all students in the
classroom. For example, the ESL teacher showed how she used pictures to
explain words and concepts that her students did not know. Then, she
encouraged them to write about the topic. She would provide simple sentence
structures and the students would use their new vocabulary in the sentences.
The sentences were then read together and, when the child was ready, the child
(or group of children) would read the sentence or sentences together. Using this
technique all children could participate in the lesson and take an active role in
their own learning. When asked how language acquisition could be promoted in
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a large group format, I presented an overview of the instructional conversation
(IC) model.
During the overview, I discussed the importance of presenting a new concept
and/or story by using a main topic (Element #1) to introduce the lesson. This
helps the students become focused on the initial intent of the lesson. I also
noted that once the students become involved in the lesson the initial topiC may
change. We then talked about the importance of integrating students'
background and/or relevant schemata (Element #2) into the lesson. However, at
times, teachers will need to take time from the lesson to explain the topic or
strategy used in the lesson (Element #3). Goldenberg (1991) referred to this
technique as "direct teaching" and noted how it should be used: "Instead of
'fishing' for a known-answer response or having students guess what the teacher
is thinking, the teacher moves the discussion forward by providing information or
instruction when needed" (p. 22). The discussion continued as I provided a brief
overview of each element and the concept behind integrating it into one's
lessons. I noted that this was solely an introduction and overview and that each
teacher would have the opportunity to explore her own instruction and discuss
how she perceived the IC elements. This format seemed to ease the
overburdened teachers' fear that we (the ESL teacher and I) would subject them
to making "special" lesson plans and oblige them to provide individualized
assistance to each LCD student. Instead, we tried to promote "child-centered"
instruction that utilized each student's background knowledge to build language
and concept formation.
To further the teachers' understanding of diverse instructional practices and
the impact they had on students' learning I introduced Goldenberg's (1991, see
p. 30 for example of chart) chart comparing direct instruction with instructional
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conversations. This chart depicted direct instructional practices versus those of
instructional conversations. Teachers were asked to discuss similarities and
differences between both practices. They were then asked to relate the
components on the chart to their own instructional practices. Next, they were
asked to discuss how each instructional technique could be used in their
lessons. Finally, they were asked to rationalize which instructional format would
promote "child-centered" learning.
Group discussions related to the components of this chart opened the door
for teachers to reflect on their practices and make their understandings and
misunderstandings more explicit. At first the teachers were hesitant to openly
discuss their thoughts and perspectives in front of their peers. I noted their
reluctance to speak and related it to the direct instructional practices that the
teachers were subjected to as students. This helped the teachers understand
how their students felt when they were asked to express their thoughts related to
a new story or concept using IC techniques. Hence, our in-service format
seemed to parallel the IC model posed during this in-service. My goal for this
session was to help the teachers reflect on their own instructional practices and
possibly stimUlate them to look at alternative ways to conduct their lessons.
February In-Service
The February in-service was dedicated to instructional conversation
techniques. As the teachers had already received an overview of the concepts
behind instructional conversation and the specific elements that comprised the
scoring guide, I chose to show the video titled, Teaching Reading

Comprehension: Experience and Text (Anderson & Au, 1991). This video was
filmed at the Kamehameha Elementary School in Honolulu, Hawaii and utilized
instructional conversation techniques (video time, about 32 minutes).
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The teachers were provided an outline of the material addressed in the
video. This helped guide the viewing of the video and also provided an
organized outline from which the teachers could add additional notes.
After viewing the video, the teachers were asked to rate the teacher on the
tape. This was not a new occurrence for the teachers because each research
teacher had been rating her own lessons during the month of January.
However, rating a teacher who was not part of the instructional staff provided a
"risk-free" environment from which they could define and discuss each element
in relation to their perceptions of teaching and learning. The teachers chose to
perform their ratings as a group rather than individually. This provided each
teacher with the opportunity to voice her perceptions based on her own concepts
of teaching and learning.
Using IC During Meetings
During this meeting as well as subsequent in-services, I tried to model the IC
format. For example: I would present a theme (Element 1) such as integrating
students' background knowledge (Element 2). Then, I would ask the teachers to
discuss their perceptions related to Element 2 and how they would integrate it
into their lessons. I would continue our discussions by asking them to talk about
their thoughts (Element 4) and provide the rationale to support their thoughts
and/or positions (Element 5). Although my questioning procedure would vary, I
would try to get the teachers to talk about their thoughts and exchange their
ideas with the group (Element 6). As noted earlier, this was somewhat difficult
because like the students, the teachers were not accustomed to discussing their
thoughts in front of their peers. Therefore, I had to be very careful with my
responses because I did not want the teachers to feel that I was their instructor
(Element 7). My intent was collaboration and therefore, being a teacher helped
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me to bring the conversations to a personal and experiential level that promoted
an exchange of ideas (Element 8). Over time, I was able to raise our level of
discussions from practical/experiential to theory-based concepts. We
established a challenging, but non-threatening atmosphere (Element 9) from
which everyone was provided the opportunity to share their ,thoughts,
experiences and feelings with the group (Element 10).
One contrast teacher attended the meeting. She was part of the "1" group
of teachers and her insights afforded the "L" teachers the opportunity to discuss
similarities and differences in their perceptions of the teaching/learning process.
Discussions continued until all teachers had a chance to discuss issues related
to the instructional conversation techniques presented on the video. By listening
to the teachers' discussions, I was able to see how they reconceptualized the
elements of instructional conversation used by the teacher on the video.
Teachers whose main concern was for a disciplined and quiet classroom found
the overlapping speech of the Hawaiian stUdents very disruptive. Consequently,
they noted that they would not be able to adapt to discussion sessions where
everyone talked at the same time. One teacher felt very comfortable with the
verbal interactions viewed on the tape; however, she was afraid to voice her
opinions in front of the group because she feared that her peers would think less
of her instructional practices.
Discussions continued throughout the remainder of the in-service. However,
before the meeting ended, each research teacher was asked to provide an
assessment of how this study was addressing or neglecting her particular needs.
This provided me with the opportunity to hear the teachers' opinions of this
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research. Their suggestions helped me to fine-tune my work to better address
their particular needs.
March - Brainstorming In-Service
March was a very hectic month because the teachers were asked to perform
state testing on all of the third grade students. District testing was also
mandated for grades one through five. However, the test administration date
was fast approaching and the teachers had not received materials or an inservice on testing and scoring procedures. Consequently, the teachers were
very stressed throughout the month and were hesitant to take part in a formal inservice. Thus, they opted for an informal brainstorming session on ways to
enhance the linguistic and cognitive development of their LCD students in
particular and all students in general.
I chose this topic because I noted that IC elements related to enhancing the
students' cognitive development and promoting a basis for their positions and/or
statements seemed to be lacking from most of the research teachers' lessons.
However, I did not want to draw attention to the specific IC elements because I
did not want the teachers to change their activities to please their peers or this
researcher. I wanted them to generate their own concepts behind enhancing
their students' linguistic and cognitive development. Also, I felt that teachers
needed to rationalize why they should have their students provide a basis for
their statements and/or positions when they took part in discussions.
The session started very slowly. One factor was their reluctance to
express their own thoughts and feelings related to enhancing their students'
development in front of their peers. The other factor seemed to be teachers'
lack of experiential discussions related to theory-based information (noted by
comments made by teachers in our individual discussion sessions and informal
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group discussions). Therefore, I asked the teachers to define cognition and
relate it to their instructional practices. Some of the teachers discussed bringing
in their students' background knowledge to facilitate problem solving. During the
discussion I tried to extend this concept by getting the teachers to talk about the
importance of having their students provide a basis for their .statements and/or
positions. Most of the teachers related these concepts to their own instructional
practices by citing specific activities that they used with the students in their
classrooms. My role in the discussions was to keep the teachers focused on the
main issues and promote interaction among teachers. Before the session
began, however, the teachers noted that they had had few or no previous
opportunities to inteliectlJaily interact with their peers. However, after the inservice was over, teachers noted that the session provided them with the
opportunity to explore areas that are normally not discussed outside of the
university setting. It helped them reflect on concepts and techniques that are
often overlooked in their classroom interactions. Therefore, everyone seemed
quite pleased with the discussion session and noted that teachers needed more
time for intellectual interactions similar to the current in-service.
How Individual Discussions Assisted Group Meetings
One factor that seemed to help our group meeting interactions were our
individual discussion sessions. During our private time together, teachers could
discuss each element in relation to their own thoughts and actions. When they
entered into the group situation, they had already brought to consciousness their
thoughts and perceptions that were originally difficult to express. Through
mediation, teachers were encouraged to make their understandings more
explicit. For example: during one of our individual discussion sessions Chelsea
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talked about integrating students' prior knowledge into her lessons and noted:
"We did do that and we did it at the end of the book, but the book .. that would
have been a little bit more interesting had we done that before (1/22/93). By the
March in-service, Chelsea was becoming more conscious about discussing a
theme before she began her lesson and noted: "for them (the students) it makes
it more intriguing, wanting to investigate this thing more, more easily" (3/93).
Therefore, Chelsea had the opportunity to discuss the concept behind
integrating students' background knowledge and then try out activities that would
promote this concept. When she was with the group, she had already
verbalized her perceptions and was able to state her thoughts in a more explicit
format. This helped Chelsea to reformulate and reorganize her thoughts related
to teaching and learning and provided her with the opportunity to express these
thoughts in a more explicit fashion when she took part in our group meetings. In
sum, both group and individual meetings seemed to be influential factors during
the course of this research. My using the same (or similar) IC procedures with
the teachers as I wanted them to use with their students also seemed to project
a coherent format. When this in-service ended, a few teachers stayed to
continue discussing the topics presented during our meeting. Hence, the goal of
this in-service was to integrate teachers' perspectives and instructional
techniques that proved instrumental for promoting and enhancing the linguistic,
academic and cognitive development of their students. As April was a very busy
month for the teachers, there was no in-service planned for that month.
May - Last In-Service
This was the most difficult meeting of the whole research because it
marked the end of my data gathering. Post-surveys and formal oral interviews
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had been collected, and final scripted lessons and discussions sessions had
ended. The only thing left to do was provide a final review of the data analysis,
choose fictitious research names (fictitious names were chosen by the teachers
to protect their privacy) for the six teachers actively taking part in the research,
and obtain the teachers' final group comments on this research project.
The principal made a brief appearance at this meeting to find out what we
had discussed and to obtain a general overview of the data. All teachers
received a small present in gratitude for the time and effort that they afforded me
throughout this research. After the teachers provided their insights on this
research, I told them that they would have the opportunity to read, discuss and
change anything that pertained directly or indirectly to their work. A final draft of
this work would also be made available for them to read. I also noted that I
would not use any of their work in future in-services without their approval. The
meeting ended with each teacher's personal reflections of our individual and
group interactions that we experienced throughout the year.
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Table 5
Timeline
October-December

Januarv-March

ADril-Mav

9 Teachers (Research

6 Research teachers

9 Teachers (Research

and contrast)

and contrast)

Collect pre-surveys,

Provide monthly in-

Collect post-surveys,

formal oral interviews

services

formal oral interviews

Observe, script and

Continue observations,

Observe, script and

audio-tape lessons

discussions and in-

audio-tape lessons -

before starting research

services

post-research collection

First in-service

Three in-services

Final in-service

Instructional Conversation Rating Scale
Goldenberg's IC Rating Scale (1991, see Appendix E) consisted of 10
elements of which 5 are related to instructional practices and 5 are related to
conversational interactions with the students. Criteria for rating each element
were derived from Goldenberg's (1991) scale as well as my adaptations found in
Appendix F. The scale was used to help identify and define whether each
element was or was not incorporated in each teacher's lesson. The main
objective of this process was to serve as a vehicle from which teachers could
systematically view and discuss their practices. Therefore, as mentioned earlier,
numerical scoring of each teacher's lessons was not necessary to facilitate this
process. This adapted scoring format afforded the opportunity for mediated
assistance within each teacher's zone of proximal development.
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Rating Teacher's Lessons
Although each teacher was asked to rate her script before we met for
discussion, most of the teachers preferred rating their lessons during our
individual meetings. They felt that this process afforded us the opportunity to
discuss and reinterpret each element in relation to their teaching style.
However, in order to define which elements were apparent and which elements
were lacking from each teacher's lesson, I chose to rate the lesson before we
met for discussion. I did not use a numerical rating scale (according to
Goldenberg's criteria). Instead, I marked incidence of each element beside the
areas of her script that showed evidence of use. When I met with the teacher, I
was able to show specific instances where each element was apparent in her
lesson. When a teacher did not incorporate an element in her lesson, I wrote
the number(s) of these element(s) on the top of her script to remind me to
address these concepts. Inappropriately used elements were also noted in the
script (to document where it was apparent) as well as on the top of the script
accompanied with a notation to guide our discussions about how that element
was inappropriately applied in the lesson. This format helped to guide our
discussions more expeditiously. It also helped me view how the mediation
process provided teachers with the opportunity to become more explicit in their
thoughts and enter into conscious awareness. According to Au (1990) "explicit
functions ... can be verbalized and so are subject to change through discourse
processes" (p. 274).
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Ethnographic Data
Field Notes and Personal Journal Notes
All field notes and personal journal notes (see Appendix I for sample
personal notes) were considered observations and were transcribed in the same
computer file. The only difference between what I called "field notes" and what I
called "personal journal notes" was the perspective I took when I collected and
wrote the notes in my computer. Therefore, I considered field notes any
objective information gathered at teachers' meetings, information gathered from
office discussions, discussions with the principal and/or staff members, and
specific events that took place during the school day. For example, notes on an
after-school teachers' meeting called by the principal would be considered field
notes because I described what actually took place at the meeting. When
appropriate, notes were written as the meeting transpired and quotes taken from
what was said during the meeting were expressed with quotation marks
indicating that this information was not paraphrased. These notes were
considered formal and did not contain my personal comments or reactions.
Personal journal notes contained my personal perspectives of what
transpired throughout the day at school, after school encounters and telephone
calls from teachers. I used my personal journal notes as a form of mediating my
research design. Therefore, personal journal notes consisted of my own
perceptions and comments related to what transpired each day. I used these
notes to help me look at the data collected, make sense of what was happening
around me and clarify my thoughts related to maintaining my research focus.
Together, the field notes and personal journal notes as data became a
chronological diary of what transpired throughout the study. Data derived from
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this source also helped me organize and analyze the data at the end of the
study.
Ethnographic Data File
Due to the vast array of data sources utilized for this study, I chose to file
all data that did not pertain to individual teachers in one computer file labeled

Personal Journal Notes. Entries into this data source were derived from the
following data bases: (a) notes (53 entries on a variety of themes including
discussion sessions) (b) notes on five audio recorded in-services; and
(c) memos to the principal and the teachers related to this research in general
and in-services in particular (8 memos). Entries that contained personal
opinions and comments were embedded in these files, and as mentioned earlier,
were defined solely by their content. According to Hammersly and Atkinson
(1983), notes that contain objective and subjective data provide:
.... a running account of the conduct of the research. This
includes not only a record of the fieldwork, but also of the
ethnographer's own personal feelings and involvement. .. feelings
of personal comfort, anxiety, surprise, shock, or revulsion are of
analytic significance. In the first place, our feelings enter into and
colour the social relationships we engage in during fieldwork.
Second, such personal and subjective responses will inevitably
influence one's choice of what may be noteworthy, what is
regarded as problematic and strange, and what appears to be
mundane or obvious. (Hammersly & Atkinson, 1983, p. 165)
These ongoing notes provided a running account of actual occurrences within
the school as well as an account of my own personal feelings and involvement in
that environment.
There is then, a constant interplay between personal and
emotional on one hand, and the intellectual on the other. Private
response is thus transformed, by reflexive analysis, into potential
public knowledge. The fieldwork journal is the vehicle for such
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transformation. At a more mundane level, perhaps, the carefully
made fieldwork journal will enable the conscientious ethnographer
painstakingly to retrace and explicate the development of the
research design, the emergence of analytiC themes, and the
systematic collection of data. The provision of such a 'natural
history' of the research is a crucial component of the final report.
(Hammersley & Atkinson, 1983, pp 166-167)
By keeping a running account of my observations and personal experiences, I
was able to use this data to guide my research. In the evening, while I
processed this information and reviewed my reactions to the data I collected, I
was able to view this research from a variety of perspectives in order to stay
current with the information that I collected. My running account also helped me
to document instances that were actual happenings while I also maintained a
record of data that contained my personal reflections. USing this format, I was
able to view my personal reactions and possible biases encountered during this
research. Thus, I was able to ferret out actual research data from my own
personal feelings. I was also able to compare these notes with information
gathered from the teachers in this school to validate not only my findings but
also my reactions to those findings. These data provided me with a "feel" for the
school which, in turn, facilitated my work with the teachers and helped me use
these notes as a "natural history" of this research.
Individual Teacher Files
I maintained individual files on each of the nine teachers. The contrast
teachers files contained: pre/post survey and formal oral interviews, scripted
lessons, and Ie ratings. The research teachers' files contained all the
aforementioned items as well as notes and aUdio-tapes on our discussion
sessions (ranging from three to six per teacher) and teacher profiles(one per
teacher).
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Data Analysis
Langer and Applebee (1987) found that teachers' notions of teaching and
learning were the most important determinants of how they used writing in the
classroom. Therefore, they examined teachers' "central concerns" to obtain
insights that would help them interpret the results of their study (p. 40). Within
this format, they noted that there were a variety of factors that governed changes
that teachers made in their classroom activities: These were related to "their
ideas of their roles as teachers and the students' roles as learners: what it
means to teach, what it means to learn, and what should count as evidence of
successful teaching and learning" (p. 85). These findings helped Langer and
Applebee (1987) gain a deeper understanding of their teachers' thought
processes as well as their changing perceptions on the nature of teaching and
learning that took place in each teacher's classroom. Consequently, these
findings not only afforded the researchers deeper insights into the
teachingllearning process; they also provided a format from which to mediate
future changes in teachers' instruction.
With this in mind, I chose to use Langer and Applebee's (1987) findings
as a format from which to collect and analyze the data in this study. By
integrating Goldenberg's IC elements (1991) to this study, I extended Langer
and Applebee's worl< to examine change through a systematic format (IC
elements) which helped teachers (1) look at and perhaps reorganize and
redefine their instructional practices and (2) promote change in instructional
practices, and, for some of the teachers in this study, change in their perceptions
of the nature of teaching and learning. Hence, data collected for this study were
used to: (1) guide my group and individual interactions with the teachers during
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the course of this study and (2) analyze, synthesize, and interpret the results of
my findings.
Four Data Analysis Formats
To make sense of the diverse information collected from this study, I
analyzed the data in terms of the following tasks: (1) scoring each lesson using
the IC Rating Scale; (2) graphing IC elements derived from scored lessons, inservices and discussions; (3) charting data to identify trends and patterns; and
(3) triangulating multiple data sources to gain a deeper understanding of the
data collected and to validate my findings. The purpose of these data analysis
formats was to organize the data in systematic ways to identify trends in patterns
on individual teachers and compare their findings with other members of their
research group. This data also provided a format to contrast findings between
research and contrast teacher groups.
Adapted Scoring of IC Data
Teacher's scripted lessons were reviewed in two formats: (1) to ascertain
the quantity and quality of IC elements contained in each lesson; and (2) to
ascertain changes in each teacher's instructional practices.
Three Cycle IC Analysis. Analysis of IC data involved a three step
process which was divided into cycles. The purpose of cycle one was to identify
IC elements within a scripted lesson. Each lesson was read and observed IC
elements were color coded and noted in the margin (see Appendix D for a
sample scripted and coded lesson). Cycle two was used to review the IC lesson
ratings and provide an interpretive summary of each lesson (see Appendix M for
interpretive summary of lesson). This summary included specific examples of
how each Ie element was used in the lesson to ascertain not only the quantity of
IC elements but also the quality of IC element observed in the lesson. For
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example, A teacher might begin her lesson asking concrete, comprehensive
reading questions that were based on closed-ended answers derived from the
book. Her questioning may proceed to a more abstract and open-ended format
causing her students to raise their level of cognitive functioning. Therefore, a
score of positive 6 (+6) for few "known-answer questions" would be given for that
element. Thus, cycle 2 provides both a rating as well as the formulation that
helped one derive that rating. This cycle provides both a quantitative as well as
a qualitative response to defining each teacher's lessons because it involved
writing interpretive summaries, indicating the use of each element across the
whole lesson. Cycle three involved charting each teacher's IC lesson scores on
a graph (see Appendix J for chart). This provided an overview of how each
teacher's instructional practices evolved over time. A complete guide to using
each cycle can be found in Appendix N.
Interrater Agreement
To validate my three cycle format as well as my individual lesson ratings,
a university colleague was trained in the rating process to serve as a second
rater. A scripted lesson was randomly chosen from each of the six teachers and
individually rated by both raters. Of the 120 possibilities (10 elements per
lesson [x] six random samples [x] two raters), we agreed on 117 elements and
disagreed on three resulting in an interrater agreement score of 97.5%. We
discussed our differences and revalidated our score on one more script which
was randomly chosen. Both raters agreed on all ten elements resulting in a final
interrater score of 100%. Table 5 shows an overview of our scores over seven
random samples. The high interrater agreement between two raters validated
the scoring and interpretation process.
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#8
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%
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+

+

+

-

+

+

+

-

-

-
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#2

+

+

+

+

+

+

+
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+

+
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+

+

+

+

+

-

+

-

+
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+

+

+

+

+

+

+

+

+

+
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#5

+

+

+

+

+

+

+

+

+

+

100

#6

+

+

+

+

+

+

+

+

+

+

100

+

+

+

+

+

+

+

+

+

+

100

~

Note. Trial #7 was considered a revalidation trial.
After all lessons were rated, they were graphed on a chart in
chronological order. Included in this graphing format were in-service and
discussion data related to IC elements. These data were derived from field
notes and audio-taped sessions to ascertain which IC elements were discussed
in each in-service and each individual discussion session. Therefore, an
overview of the graphing data analysis format will be discussed in the next
section.
Graphing Data on a Chart.
Each teacher's lesson observations, in-services and discussion sessions
were graphed on the form Graphic Depiction of Lessons, In-Services and
Discussions Related to IC (see Appendix J). Therefore, the name of the
teacher, date of interaction, and general (meaning a general overview of all IC
elements) or individuallC elements were noted on a chart.
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Graphing lessons. When a lesson, was observed, each element was
reviewed for absence or presence within that lesson. Therefore, each box was
marked in the plus (+) row if the element was present or in the minus (-) row if
the element was not present or inappropriately used. Criteria for these ratings
were obtained from Goldenberg's rating criteria and my adaptations to this scale
(see Appendices E and F). Further discussion on how each element was scored
will be discussed later in this chapter. Lessons, discussion sessions and inservices were arranged in chronological order to view change in teachers'
instructional practices over the course of the study.
Graphing individual discussion sessions. Personal journal notes taken
after each discussion session were reviewed to determine which IC elements
were discussed at each session. To verify these data, individual discussion
tapes were played and IC elements discussed during each session were marked
according to each IC element.
Graphing in-service sessions. In-service IC data were also graphed on
this page to ascertain which IC elements were discussed during our group
meetings. When a general overview of all IC elements were discussed, a check
was made in the box marked "generaL" This indicated that an overview of all
elements was discussed. When individual IC elements were discussed, a mark
was made under the number of each IC element discussed in the in-service.
Further documentation was attained from review of in-service audio tapes.
Graphed data analysis. Each research teacher's chart (see Appendix J
for a sample chart) contained a chronological depiction of: (a) IC elements used
in lessons; (b) IC elements discussed during our individual discussion sessions;
and (c) IC elements discussed during our in-services. This provided an
overview of how each teacher incorporated IC elements during the course of this
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research. It also provided clues as to possible factors (subsequent lessons,
discussions and/or inMservices) that may have influenced changes in teachers'
instructional practices.
As each research teacher's individual lessons were graphed in
chronological order I was able to see which IC elements were present at
baseline and which elements appeared or became integrated over the course of
this research. For example: three of the research teachers' lessons showed
evidence of element #1 (theme) in their baseline scripted lessons. However, by
the last lesson, all research teachers showed evidence of having incorporated
element #1 into their lesson. Thus, using this format also helped me view
changes that were attained and maintained over a period of time. When a
teacher incorporated an element and used it over a period of time, she made it
part of her instructional practices. Therefore, trends and patterns of teachers'
instructional practices were also derived from the chart and used for discussion
of my first question. Additional information derived from personal journal notes,
discussion sessions and lesson observations also helped verify information
attained from this form of data analysis.
Although these data afforded interesting results, I wanted to know more
about changes in teachers' instructional practices. Therefore, I followed Langer
and Applebee's (1987) case-study format to talk about observed changes in
each research teacher's practices over the course of the research. To compile
these findings, I used chart and triangulated data. Discussion of each analysis
procedure will be discussed in the next sections.
Charting Data
Having seven data sources provided a wealth of information on each
teacher. Therefore, I derived specific information from each data source and
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used my findings to answer my second and third research questions. One
format, charted data, (see Appendix K for an example of charted data) helped
me view changes within and between teachers pre and post of this research.
Categories related to the nature of teaching and learning were derived from
Langer and Applebee's (1987) research and findings. Background information
and data related to teachers' perceptions of their reading and/or language arts
instruction as well as their diverse learners were additional categories I included
because they were pertinent to my research. These data also helped me
formulate a profile on each teacher (see Appendix L for a sample teacher
profile). During the research these data afforded individualized information that
helped me attain a deeper understanding of each teacher's perceptions of
teaching and learning. Hence, this information was also used to promote
mediated assistance to the research teachers during the course of the research.
At the end of this research, I used the information derived from each
teacher's profile as well as the charted data to discuss changes that occurred
over the time frame of this project. The next section will discuss how charted
data was derived and used for data analysis.
Compiling charted data. Background and teacher perception information
were derived from the pre/post surveys. These data were reviewed and
arranged into categories to form a profile on each teacher (see Appendix L for a
sample teacher profile). Four charts (see Appendix K for example of charted
data) were also compiled from these data and included all research teachers'
comments related to the following topics: (1) pre/post survey data on the role of
teacher and the role of learner. (2) pre/post goals for teaching and learning, (3)
teachers' understanding of the second language acquisition process, and (4)
post-teachers' perceptions of this research. Categories one and two come from
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Langer and Applebee's (1987) research and findings. Categories three and four
were developed especially for this research on LCD students.
The same procedure was used to derive information from the pre/post
interview data. Hence, interview data charts included information on: (1) the
number of ESL students in the class, (2) types of reading material used, (3)
reading group size and format, (4) changes in teachers' instruction for ESL
students, and (5) teaching discussions groups .. This charted format permitted
me to view individual teacher data as well as group data. Hence, I was able to
ascertain trends and patterns that were present at the beginning of this research
and changes that took place by the end of this study. The initial synthesis
evolved around each individual teacher and final analysis evolved around the
trends and patterns that emerged within each classroom and between research
teachers implementing the IC format.
A list of teachers' central concerns were also charted and compared
within and between teachers. These data were derived from Langer and
Applebee's (1987) research and presented in the pre/post surveys (see
Appendix A, p. 3, pre-survey). Teachers were asked to mark a one beside the
concern that was most like her and a 2, 3, 4, etc., in descending order. Analysis
of this portion of the survey data consisted of taking each teacher's first concern
from her pre and post survey and constructing a list. By comparing each
teacher's pre and post ratings, I could detect changes that may have occurred
pre and post of the study. Discussions on these findings were facilitated by
attaining further documentation through triangulating multiple data sources.
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Triangulation of Multiple Data Sources
To obtain a record of how teachers' instructional practices changed over
time and in relation to mediated assistance, I triangulated information (see
Figure 3) from: (a) ethnographic data, (b) teacher in-services, and (c) teachers'
scripted lessons and individual discussion sessions.
Triangulation of Data Sources
Scripted Lessons/Discussion Data

In-Service Data

Ethnographic Data

Triangulation of Data Sources to Show How Mediation Promoted
Changes in Teachers' Instructional Practices

Figure 3. Triangulation format used in data analysis
Ethnographic Data Analysis.
These notes were kept in one file and used as a directory for data analysis.
The process used to compile these data was as follows: (1) all ethnographic
notes were printed in chronological format and (2) teachers' names and dates of
entries were highlighted to facilitate data location. As these notes were in
chronological format they were used to direct me to other data sources
containing similar information. For example: I wanted to talk about teachers in
the transition process; therefore, I went to my personal journal notes to attain
information that would help me talk about how Azya's strict Southern background
influenced her instructional practices. My 1/29/93 journal note indicated that
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Azya discussed her feelings on racism and how she felt about being brought up
in a strict southern family. I went back to her survey and interview data to find
out her central concern for her students. She noted: "Teaching children to
manage their own behavior, self discipline, self control, and responsibility for
their own actions so they can learn (pre-survey data). Next, ,I reviewed her
scripted lessons to determine if behavior concerns dominated her lessons.
2/8/93 Azya started her lesson: "Now we're going to practice self control" The
teacher asked the students to tell her what they needed to do during the reading
lesson.
C: Taking care of ourselves
C: Don't talk when other people talk
Azya continued explaining how the students needed to behave during reading
lessons. She dominated the teacher/student interactions and provided little
opportunity for her students to discuss the story. These topics were discussed
during 2/8/93 discussion session and Ayza's (2/22/93) lesson showed more
interaction. 2/22/93 (discussion notes) "We noted that Azya is becoming more
interactive with her students and following their lead into areas that they
question and/or that need to be clarified." Documentation of subsequent
observations and discussions were reviewed to define the extent to which Azya
changed her instructional practices (see Chapter 4 for Azya's complete profile)
The same format was used to analyze how mediation helped teachers
address the needs of their diverse learners. For example: 3/2/93 (personal
journal notes) Azya worked alone with Sarah (fictitious name) "she was a
cocaine baby and is rather slow to understand concepts and put them together.
After their session, Azya and I talked about a young university student who
wants to test Sarah and use her for a study." This documentation referred me to
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our next lesson observation and discussion session. After reviewing our
discussion tape, I noted that Azya and I continued discussing Sarah. Notes
were taken on this portion of the discussion tape and used to document
information attained for my third question. Similar documentation was used with
my in-service data and will be discussed in the next section.
Teacher in-service data analysis. In-service audio tapes were not
transcribed in their entirety. However, whenever a specific piece of information
was discussed during an inservice (referenced by ethnographic data), I listened
to the tape and transcribed the portion that pertained to the analysis.
Teachers' scripted lessons and discussion sessions analysis. Each
teacher's lessons were scripted; therefore, I had an on-going narrative of what
transpired during each lesson. Discussion sessions, however, were not
transcribed. Therefore, my field notes were used to guide me to the audio-taped
discussion session (see previous examples in ethnographic data analysis
section) that contained pertinent information on a related topic. Hence, using
this format, I was able to triangulate data from a variety of sources to confirm
and validate my findings.
Research Based Rationale for Triangulation
Goetz and LeCompte (1981) provide the rationale behind this type of
analysis:
Triangulation prevents the investigator from accepting too readily
the validity of initial impressions; it enhances the scope, density,
and clarity of constructs developed during the course of the
investigation (Glasser and Strauss 1967). It also assists in
correcting biases that occur when the ethnographer is the only
observer of the phenomenon under investigation. (p. 11)
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I used my ethnographic file to help me review my thoughts and perceptions
related to this research. Reading through my notes helped me view my research
from another perspective. I read my personal journal notes related to
perceptions and feelings of people, the environment and staff. I read my field
notes to help me put things into perspective and change my,research format
accordingly. For example, after reading my notes on my January in-service, I
realized that I did a lot of the talking. Therefore, I tried to devise the next inservice so that teachers had more of an opportunity to interact with their peers.
If I had not reviewed this data, I probably would have continued lecturing
resulting in a directive instructional format. In essence, I began to fall back to a
directive instructional format rather than an Ie instructional format.
At the end of the study, ethnographic notes became very important because
I used them as a directory to guide me to additional data sources that contained
validating and confirming data. This helped the data analysis process because I
was able to find a notation in my ethnographic data, highlight the name of the
teacher and the topiC for analysis. The date and the data source were then
gathered to obtain data on that particular topic.
As my discussion sessions and in-services were audio-taped but not
transcribed, I used as a directory to help me refer back to the specific dates,
listen to the tape and transcribe pertinent information. This format saved a lot of
time and was most helpful in synthesizing data from diverse sources.
According to Hammersley and Atkinson (1983) "Data-source triangulation
involves the comparison of data relating to the same phenomenon but deriving
from different phases of the fieldwork, different points in the temporal cycles
occurring in the setting" (p. 198).
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Hammersley and Atkinson (1983) also note that diversified data sources
assure the accuracy of conclusions brought about through "data-source"
triangulation:
Data-source triangulation involves the comparison of data relating
to the same phenomenon but deriving from different phases of the
fieldwork, different points in the temporal cycles occurring in the
setting, or, as in respondent validation, the accounts of different
participants (including the ethnographer) involved in the setting ...
This is very time consuming but, besides providing a validity check,
it also gives added depth to the description of the social meaning
involving in a setting. (Hammersley and Atkinson, 1983, p. 198)
As the data for this study were collected from multiple data sources and at
various intervals during the time frame of the study, I was able to view trends
and patterns between and within the research teachers. This facilitated
discussions on related topics. The IC scoring and the graphed, charted and
triangulated data provided a format from which I categorized, synthesized and
analyzed data to answer my research questions. Another format was used,
however, to analyze and confirm my IC findings which will be presented in the
following section.
Utilizing Data Analysis in Response to My Research Questions
In this section the research questions that guided this study are linked to
the data analysis procedures used in answering them. Hence, each research
question is stated followed by a description of the data and the analysis
techniques used in synthesizing the findings.
Question 1
How do teachers integrate elements of instructional conversation into
their reading and/or language arts lessons?
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This question focuses on the

Ie elements observed at the beginning of

this study and compares them with the quantity and quality of integration
observed at the end of this study. The

Ie Rating Scale was the primary vehicle

used to determine the amount and extent to which each element was integrated
into the teachers' lessons. Therefore, cycle 1-3 procedures provided

Ie element

data on each teacher. Next, research and contrast groups were compared to
ascertain the average number of

Ie elements observed in each group.

The pre-

research observation findings were compared with the post-research findings to
determine changes in teachers' incorporation of Ie elements by the end of the
study. Results of these findings were discussed in relation to individual
elements and how each was integrated into the research teachers' lessons.
These findings were then compared with the contrast teachers' work to
determine how they used

Ie elements in their lessons.

These provided general

insights on how mediated assistance helped teachers change their instructional
practices
Question 2
How have teachers' discussions about teaching and learning changed
throughout this study?
A case-study format was used to answer this question because I wanted
to understand how mediated assistance and incorporation of Ie elements helped
to change teachers' instructional practices. Therefore, aI/ data sources were
incorporated and triangulated to derive the fol/owing topics: teachers'
background information; teachers' pre-research instructional style; teachers in
the act of transition; teachers' post-research findings; and redefinitions of each
teacher's role as teacher, the role of learner and their goals for teaching and
learning. Hence, background information was attained from survey and formal

---_ -_ _--.---_
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...

....
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oral interview data. Discussions related to teachers' pre-research instructional
style were attained from charted data, observation and discussion notes.
Triangulation of these data helped to formulate a picture of teachers in transition
and teachers' post-research findings. Finally, charted data were used to discuss
changes in teachers' pre/post perceptions of their role as teacher, the role of
learner and their goals for teaching and learning.
Using charted data as well as notes derived from the synthesis of
individual case-studies afforded trends and patterns within and between
research teachers. These insights provided group analysis of the nature of
teaching and learning that took place in this study.
Question 3
From the teachers' perspective, how has mediated assistance, which was
provided throughout the study, helped ton promote linguistic, academic and
cognitive development of their diverse student population?
This section provides information related to the teachers' perceptions of
their diverse learners. Therefore, charted data from teachers' post-research
surveys and formal oral interviews provided the basis for answering this
question. These data were further documented with discussion notes derived
from triangulated data which included observation, personal journal, and
discussion session notes.
Summary
The findings that were derived from these diverse data sources provided
interesting insights related to the formulation of a mediated staff development
program and these discussions are elaborated on in Chapter four.
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CHAPTER 4
RESULTS AND DISCUSSION
In this chapter I will present the results of this study. The findings and
discussions are presented under the following headings: (1) overview of the
research, (2) subjects and data collection, (3) research questions, (4) discussion
of the findings, and (4) summary.
Overview of the Research
I will describe how mediated assistance, in supporting instructional
conversation (lC) techniques, contributed to each teacher's professional
development. To elaborate on the findings, the first question will examine how
the teachers integrated

Ie elements into their reading and/or language arts

lessons. The second question will explore how each teacher's discussions
about teaching and learning changed in the course of the study. These changes
will be described by presenting a brief profile based on each teacher's pre-post
surveys, pre-post formal oral interviews, scripted lessons obtained from each
teacher, dialogue sessions conducted with each teacher, and the in-services
conducted with the whole group. These topics will provide a clear understanding
how each teacher's new perceptions of the teachingllearning process related to
changes in her instructional practices. The final question will discuss teachers'
perspectives of how this project affected learning for their LCD students in
particular and all students in general.
Subjects and Data Collection
All aforementioned data sources were reviewed to attain' information
relating to nine teachers taking part in this study. Six teachers actively
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participated in all phases of this research and therefore were referred to as
"research teachers." Three teachers did not actively take part in the complete
research project; however, they completed pre/post data collection and were
referred to as "contrast teachers." Both groups, research and contrast teachers,
completed pre/post surveys, pre/post formal oral interviews, .and pre/post
classroom observations. Reading and/or language arts lessons were the main
focus of this project; therefore, observations and findings not pertaining to either
of these curricula were omitted from the data analyses. Consequently, the
amount of data collected from each research teacher ranged from three to ten
lessons per teacher with four sessions being the average for the group. The
contrast teachers were observed and scripted only during the pre and post
phases of this study. Data from one of the three contrast teachers was omitted
from final analysis because her lesson did not relate to either reading and/or
language arts. Her data were included in the discussion section, however,
because of the instructional conversation (IC) information pertinent to the results
of the group findings.
Limiting data collected to reading and/or language arts conform to the
way Goldenberg's (1991) conducted his study. Hence, this provided similar
evaluation criteria coinciding with that used to construct Goldenberg's (1991 )
Rating Scale.
Research Questions
Question 1
The first research question: "How do teachers integrate elements of
instructional conversation into their reading and/or language arts lessons?"
concerns teachers' integration of instructional conversation elements into their
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reading and/or language arts lessons. A description of how the IC elements
were calculated and compared with contrast teachers provides a general
overview of each research groups' IC scores pre and post of the study.
Individual IC scores were then discussed to ascertain how each element was
integrated into the research teachers' lessons over the course of the research.
A summary of my findings provides an overview of these analyses.
Calculation of Baseline (Pre) IC Elements
To ascertain the number of IC elements that naturally occurred in each
teacher's baseline data, I calculated the total number of IC elements in each
teacher's baseline scripted lesson. The data were calculated individually for
each teacher and as a group. Individual teacher scores were averaged to obtain
research and contrast group scores (See Table 7 for a summary of baseline
data).
Table 7

Baseline Data
Average Number of Elements Per Research Group
Research Teachers' Baseline Scores
Starlight
Azya
Tina
Yvette

1

Ma

5

Chelsea

7

6
6
1

Average Score 4.3

Contrast T. Baseline Scores
Teacher #1
Teacher #2
Teacher #3

7
9
9

Average Score

8.3

Note: The possible score is 10 and observed element(s) scores could range
from 0 to 10.
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Discussion of Baseline Scores
The research teachers averaged 4.3 IC elements in their baseline
scripted lessons. However. the contrast teachers' average score was double
(8.3 elements) the amount of the research group. Further review of these data
indicated that all contrast teachers considered their instructional approach
holistic and. therefore. naturally incorporated 7 to 9 IC elements into their
lessons. Within the research group. only Chelsea considered her instructional
style holistic and her baseline score of 7 elements indicated that she attained
the highest IC rating of the research group of teachers. Results of these data
seem to indicate that the holistic teachers had more IC elements naturally
occurring in their lessons than the teachers who utilized diverse instructional
methods.
Calculation of Post IC Elements
The research group of teachers received weekly or bi-weekly scripted
lessons and participated in discussions of those lessons with this researcher.
Therefore. the research teachers' final scripted lessons were used as the post
test for scoring IC elements. As contrast teachers received one observation pre
and post of the study. their individual scores were calculated and averaged by
group to ascertain possible changes in teachers' instructional practices during
the same time that the research teachers participated in this staff development
project. See Table 8 for Post Research Average IC Scores.
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Table 8

Post Research Data
Average Number of Elements Per Research Group
Research Teachers' Baseline Scores Contrast T. Baseline Scores
7 .
Teacher #1
Starlight
8
Azya
8
Teacher #2
9
Tina
9
*Teacher #3
Yvette
7
Ma
8
Chelsea
10
Average Score 8.3
Average Score 8
'llrNote: Teacher 3's final lesson was not a reading or language arts lesson;
therefore, her data were omitted from the analysis.
Discussion of Post-Research Scores
All research teachers increased their IC scores indicating an average
group score of 8.3 elements. The contrast teachers' scores remained constant
throughout the study. Hence, holistic teachers' philosophy of teaching and
learning may be related to the way they conduct their instructional
conversations. This idea emerged from the data analysis and therefore, was not
considered within the design of this study. Further review of individual elements
and the relationship of these scores to the research teachers' average group
score will be discussed later in this section.
The contrast teachers' pre and post IC scores did not change during the
time the study was conducted. I was particularly interested in the possible
impact of this staff development project on the holistic teachers' practices.
Therefore, I took the baseline score obtained from the only holistic research
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teacher and compared her results with the contrast teacher attaining the same
baseline score. Results of this comparison are found in Table 9.
Table 9

IC Comllarison of 1 Research and 1 Contrast Teacher
Research Teacher Pre/Post Scores

Contrast T. Pre/Post Scores

Chelsea

Teacher #1

Pre
Post

=7 IC elements

=10 IC elements

Difference = +3

=7 IC elements
Post =7 IC elements
Pre

Difference = 0

Discussion of Comparative Teachers' Scores
Comparison of both holistic teachers indicated that the research teacher
incorporated all elements into her instruction by the end of the study. In
comparison, the contrast teacher's post IC score was identical to her pre-IC
score. Hence, it seems that the staff development process used in this study
had a positive impact on the research teacher's instructional changes. More
insights related to the transitional process observed in the research teacher's
development will be discussed in Question two of this chapter. However, for the
present, the next section will discuss how the research teachers incorporated IC
elements into their lessons by the end of the study.
Analysis and Discussion of Individual IC Elements
A comparison was made of IC elements evident in the research teachers'
lessons at baseline with the elements evident at the end of the study (see
Tables 10 and 11 for research and contrast IC scores). These scores represent
the number of teachers incorporating IC elements at baseline and the number of
teachers incorporating them at the end of the study.
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Table 10

Analysis of Individual IC Components
Number of Research Teachers Incorporating Each Element
Element

1'"

2'"

3'"

4'"

5'"

6'"

7'"

8'"

9'"

10'"

Pre

3/6

2/6

4/6

4/6

2/6

3/6

3/6

2/6

3/6

0/6

Post

6/6

6/6

6/6

6/6

1/6

5/6

6/6

5/6

5/6

5/6

+3
+3
+5
+4
+2
Difference +3
+2
+2
2
-1
Note: By the end of the study, all research teachers incorporated elements 1, 2,
3, and 7. Five teachers incorporated elements 6, 8 and 10 and only one was
observed incorporating element 5 in her last lesson.
Contrast teachers did not receive any mediated assistance throughout the
study. There pre and post IC scores are shown in Table 11.
Table 11

Analysis of Individual IC Components
Number of Contrast Teachers Incorporating Each Element
Element

1'"

2'"

3'"

4'"

5'"

6'"

711

811

911

1011

Pre

2/2

2/2

2/2

2/2

0/2

1/2

2/2

2/2

2/2

1/2

Post

2/2

2/2

2/2

2/2

1/2

1/2

1/2

2/2

2/2

1/2

Difference

0

0

0

0

+1

0

-1

0

0

0

Note: By the end of the study, both contrast teachers were observed
incorporating elements 1,2, 3, 4,' 8, and 9. One teacher was observed
incorporating elements 5, 6, 7, 10. Elements 5 and 7 were the only observed
changes from the contrast teachers' baseline lesson.
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Discussion of Individual IC Elements - Research Teachers
IC Elements Exhibiting Substantive Change.
Two IC elements, #10 "general participation" and #2 "activation and use
of background and relevant schemata" were the elements exhibiting the greatest
degree of change from pre-test to post-test scores among all. research teachers'
scripted data (see Table 8 for overview of research teachers' IC scores). The
score on the former increased from "0" teachers incorporating this element at the
beginning of the study to "5" by the end of the study. The score on the latter
increased from two teachers utilizing this element at the beginning of the study
to six by the end of the study.
According to Goldenberg's (1991) criteria, the teacher integrating element
#10 "encourages general participation among students. The teacher does not
hold exclusive right to determine who talks, and the students are encouraged to
volunteer or otherwise influence ttle selection of speaking turns" (p. 7). Further
review of each teacher's discussion on scripted lessons indicated that most of
the teachers in this study recognized the need for soliciting active student
participation. Hence, the number of teachers incorporating this element into
their instructional practices suggests the relative importance these research
teachers gave to this element.
The next most substantive change occurred in element #2 "activation and
use of background and relevant schemata." Scores on this element rose from 2
teachers integrating this element at the beginning of the study to all six teachers
integrating it at the end.
Goldenberg (1991) interpreted element #2 as: "The teacher either 'hooks
into' or provides students with pertinent background knowledge and relevant
schemata necessary for understanding a text" (p. 7). All research teachers
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incorporated this element into their lessons by the end of the study and this
appears to signal their appreciation for child-centered instructional practices.
What is more important, these two elements (#2 and #10) formulate a great
portion of the spirit of instructional 'conversations as noted by Goldenberg

(1992/1993):
First, a skilled teacher weaves together the comments and
contributions made by different students with the ideas and
concepts she or he wishes to explore with them. Second, a
teacher weaves students' prior knowledge and experiences with
new knowledge and experiences, thereby broadening the scope of
their understanding while building upon understandings they
already possess. Finally, during the course of conversation, a
skilled teacher weaves together, in appropriate proportions and
shadings, the 10 Ie elements. (p. 319)
Thus, general participation and incorporation of students' prior knowledge are
two important elements that set the groundwork for appropriate application of
instructional conversations. Consequently, the number of teachers newly
incorporating both of these elements at the end of the study seems to indicate a
substantial change in these research teachers' instructional practices.
Previously, all the teachers dominated the instruction of their lessons and few
incorporated their students' prior knowledge and/or schemata into their lessons.
At the end of the study, the majority (five out of six teachers) of the teachers did
not dominate the conversations and all of the teachers included their students'
background knowledge and schemata into their lessons. The following elements
provide a format for the application of IC techniques into teachers' lessons.
IC Elements Exhibiting Change in Teachers' Practice.
Three elements, numbers 1, 7, and 8, were the next highest ranking
elements to provide evidence of changes in teachers' practices. These
elements incorporate a relationship to both instruction and conversation
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because they elicit element #1 "thematic focus," #7 "responsiveness to student
contributions" and #8 "connected discourse." Individually, the first element
pertained to instruction and the last two elements pertained to conversation.
These elements provide the impetus for carrying on a successful IC
lesson. Goldenberg (1991) notes that the initial lesson preparation evolves
around a theme or idea related to the topic of discussion. Therefore, he
encouraged teachers to take time before their lessons to identify primary and
secondary themes that would promote students' linguistic and cognitive
development through discussions related to the topic(s) of the lesson. Next,
Goldenberg found that teachers' responsiveness to their students' contributions
(#7) helped to maintain and elaborate on the discussion originally introduced by
the teacher. Themes could change in relation to the discourse created and
carried on by the group. Therefore, he found that connecting the discourse (#8)
to the topic or main idea of the lesson promoted extensive teacher/student
interactions. In sum, these practice promoted students' active participation in
their own learning by actively taking part in the discussions.
Thus, all research teachers integrated elements #1 and #7 into their
lessons by the end of the study, and all but one teacher integrated element #8.
This seems to indicate that the teachers perceived the importance of
implementing child-centered instructional practices and applied these elements
by integrating these techniques to accomplish this goal. In summary, they
began to integrate IC elements to enhance their instructional practices by
introducing a theme, responding to their students' contributions and maintaining
an ongoing discussion that would promote extensive review of the thematic
focus. This process is designed for promoting momentum during the discussion
and enhancing students' motivation.
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Thus, the first set of elements (#10 & #2) provided a setting or conceptual
interpretation for change, the second set (#1, #7 & #8) provided techniques for
change and the third and next set of elements provided the vehicle to expand
the and enhance the first two sets of elements. This last set of elements will be
discussed in the next section.
IC Elements tllat Expanded and Enhanced the First Two Groups
The third group of elements were inter-related with both the concept and
techniques required to attain an appropriate IC format. These elements
promoted students' linguistic, academic and cognitive development by affording
teachers the opportunity to redefine and reorganize their instructional practices.
Hence, elements 3, 4, 6 and 9 were evident in one-half to two-thirds of the
teachers' lessons at the beginning of the study. By the end of the study, most of
the teachers had appropriately incorporated these elements into their lessons.
The issue here is not the absence or presence of each element; it is the
quality rather than the quantity of interaction that is important in this group of
elements. For example, four of the six teachers used direct instruction (#3) as
their main instructional format at the beginning of the study. Consequently,
these teachers changed their perceptions of teaching and learning by becoming
less teacher-centered and more child-centered by the end of the study. This
child-centered aspect was a very difficult concept for some of the teachers to
incorporate because they were accustomed to dominating their discussion
sessions with their students. However, over time and through mediated dialogue
sessions, these teachers were able to change their perceptions of teaching and,
COincidentally, changed their practices to focus more on the input supplied by
their students. As teachers moved away from directing the instruction, they
began to integrate their students' prior knowledge and schemata to encourage
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substantive linguistic interactions. The positive responses of their students
seemed to encourage these teachers to change their practices. Thus, changes
in teachers' activities were the result of changes in both the concepts, as well as
the techniques related to IC. As noted above, the positive responses of their
students seemed to promote appropriate integration of this third set of elements.
Consequently, changes in teachers' direct instructional (#3) practices, which
previously dominated the lessons, were applied only when necessary to facilitate
a deeper understanding of the lesson(s). Once teachers understood the
importance of relinquishing their dominance over the lessons they were able to
incorporate the remaining three elements 4, 6, and 9.
As noted earlier, these elements were observed in many of the teachers'
lessons at baseline; however, they were not adequately incorporated into the
teachers' lessons at that time. Thus, the "chatty" discussions that were
observed at the beginning of the study began to take on a format which resulted
in substantive linguistic interactions (#4). Nonetheless, substantive
conversations were not accomplished without changes in teachers' questioning
techniques. Thus, teachers were encouraged to ask less "known answer"
questions and incorporate more thought provoking questions(#6) resulting in
more discussions between the teacher and her students.
As the students became more actively involved in their own learning,
teachers noted that they were able to challenge their students to become active
thinkers and learners (#9). Element #9 was most difficult for the nurturing
teachers in our research group because they did not want their students to
experience a possible loss of self-esteem. Hence, in their previous instructional
practices prior to the study, they opted to minimize the risk-taking opportunities
of their students who were perceived as linguistically and/or academically
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behind the rest of the class. These teachers opted for a less challenging
environment that did not offer these children the opportunity to be linguistically
and/or academically challenged in front of their peers. However, as their diverse
learners began to become more actively involved with the lesson(s) presented,
these teachers noted that they could include more risk-taking activities without
jeopardizing children's self-esteem. Specific details of these interactions will be
discussed in Question 2 and 3 of this chapter. In essence, one instructional
change perpetuated other changes. However, all changes were not positive.
Element #5 received a negative score and discussion on this topic will be
discussed in the next section.
IC Element Exhibiting Negative Change
All changes were not positive and productive as noted by the negative
score of - 1 on element five (#5). This element promotes students' bases for
statements or positions and is considered a form of enhancing students'
cognitive development. According to Goldenberg's criteria:
The teacher promotes students' use of text, pictures, and
reasoning to support an argument or position. While speculative
answers are acceptable, the teacher moves students toward
baSing answers, arguments, and positions on evidence, reasoning,
and careful consideration of alternatives. The teacher also
questions students regarding the basis for their statements,
positions, hypotheses, and conclusions: for example, "How do you
know?" What makes you think that?" "Show us where it says_."
The teacher is also careful not to overwhelm students with
questions, but to use them carefully and strategically. (Goldenberg,
1991, p. 23)
However, all the teachers (including the contrast teachers) neglected or had
difficulty incorporating this element into their lessons.
During the course of this research, it was apparent that element #5 was
lacking in teachers' lessons. Therefore, our March in-service was specifically
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dedicated to addressing this element. Teachers were given the opportunity to
define cognitive development, relate it to their instructional practices and provide
specific examples of how this element could be incorporated into their lessons.
Although our discussions evolved around this topic, this in-service came late in
the study and two of the teachers were not available for observation after this
session. Hence, this may provide a partial explanation for the negative score
observed in the research teachers' lessons. However, the fact that both
research and contrast teachers also had a difficult time integrating element #5
into their lessons seems to suggest that it was not fully understood, and/or
reconceptualized to be included into teachers' lessons. Further review of this
element will be discussed at the end of this chapter. I will now present an
overview of the contrast teachers' IC data to provide a comparison with the
discussion on the research teachers' IC data.
IndividuallC Element Results (Contrast Teachers)
For two of the contrast teachers, the average scores on all IC elements
remained constant throughout the study (Figure 8). This seems to indicate that
the contrast teachers naturally incorporated about 8 IC elements into their
lessons at baseline and these scores did not change significantly by the end of
the study. Although there are no post IC data for the third contrast teacher
review of her baseline data indicated that she naturally integrated 9 of tile 10
elements into her lesson. This may be reflective of how teachers' philosophy
informed practice or theory, however, it has not been a factor that has not been
investigated for this study. Her work is included in Table 12 located on the next
page.

----

---------

_... _._-._---_ ..

135

Table 12
Analvsis of Individual IC Components-Including Teacher #3
Pre-Research Scores Per Element for Contrast Teachers
10
Element
1
2
3
4
6
8
9
5
7
Teacher #1
+
+
+
+
+
+
+
Pre-research
Teacher #1
+
+
+
+
+
+
+
Post-research
Teacher #2
+
+
+
+
+
+
+
+
+
Pre-research
Teacher #2
+
+
+
+
+
+
+
+
+
Post-research
"'Teacher #3
+
+
+
+
+
+
+
+
+
Pre
3/3 3/3 3/3 3/3 2/3 2/3 3/3 3/3 3/3 1/3
Total
Note: "'No post-research data. Review of each element indicates that all contrast
teachers incorporated Ie elements: #1, #2, #3, #4, #7, #8, #9 in their lessons.
Two teachers incorporated element #6 and only one was observed incorporating
elements #5 and #10.

-

-

-

-

-

Results of these findings indicate that holistic teachers seemed to
naturally incorporate 7 to 9

Ie elements into their lessons.

Instructional Elements
AnalYSis of individual

Ie elements indicated that all contrast teachers

incorporated four of the five instructional elements into their lesson(s). More
specifically, all teachers selected a theme or idea as a starting point (#1) and
integrated their students' background or relevant schemata (#2) into their
lessons to promote linguistic interactions (#4) with their students. Direct
teaching (#3) as provided within the context of the discussion and was related to
the lesson. Element #5, however, was not consistantly observed in teacher #1;s
pre and post lessons. Teacher #2 did not use it in either her pre or post
research observation and, teacher #3 showed evidence of element #5 in her pre-
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research observation lesson. Thus, absence of teacher #3's post research
scores does not afford appropriate analysis of this element. However, further
analysis of the teachers' discussions with their students indicated that they
encouraged linguistic interactions but did not promote complex language and
expression (#4). Also, they rarely (two out of five observations) promoted bases
for statements or positions (#5). Therefore, the findings of the contrast teachers
during the course of this project seemed to coincide with those of the research
group indicating that teachers tend to overlook the need to extend their students'
cognitive development. Further discussion on this issue can be found in
Chapter 5 of this dissertation.
Conversational Elements.
All contrast teachers incorporated three of the five conversational
elements into their instruction. More specifically, all the teachers were
responsive to their students' contributions (#7) and they connected the theme or
main idea of their lesson throughout the instruction (#8). Although they also
provided a non-threatening atmosphere for their students, none of the teachers
"pushed" or challenged their students to attain higher levels of development
(#9). Consequently, the quality of instruction was similar to that of the research
teachers' at the beginning of the study. The difference, however, was that all of
the contrast teachers offered a child-centered approach to learning and most of
the research teachers did not provide this approach at the beginning of this
study. Hence, the contrast teachers' dialogues remained interactive throughout
the study. However, further comparison with the research teachers' lessons
indicated that both the quantity as well as the quality of dialogues seemed have
improved in the research group while the contrast group remained the same.
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It was also noted that most conversations revolved around literal recall of
the story (#6). Thus, teacher/student dialogues focused on comprehension
questions presented by the teacher and answered by the students. The
following example provides a sample lesson of what transpired within a contrast
teacher's classroom.
Teacher #2's script will be used as a sample lesson taken from the
contrast teachers' data obtained for this study. The lesson transpired as follows
with teacher depicted as "T" and children depicted as "C":
Teacher #2 was reading and discussing a story about Mercury and
Uranus because they were doing a unit on mythology. The lesson transpired as
follows:
T: --and Uranus, they were the earth and the heavens
C: Mercury
T: This is where the name comes from, they got married, they fell in love and
they had 12 children.
C: Six girls and six boys
C: (child mentions another name of a god)
T: Yes, I know, we haven't gotten there yet.
T: OK, so when they gave birth, Uranus etc., (teacher talks about the children
who were born with one glowing eye in their head)
C: They only had one eye?
T: Yes, and they were called a Cyclops-T: Cyclops reign thunder, lightning, and thunderbolts --so what do you think they
were in charge of?
C: Lightning
C: Thunder
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C: Thunder and lightning and thunderbolts
T: I guess so, I really don't know
T: (T. continued reading from the book)
T: So, how do you think Uranus felt if his sons had a brighter light than his stars?
C: They were mad.
C: He's probably take a (couldn't hear word) at him.
T: (T. laughs) I guess so.
The lesson continued in a similar fashion until the teacher finished reading the
story. When the story was over, the teacher explained a writing assignment that
was due the next day. No further discussions transpired after the lesson was
over.
Observation and IC Scoring of StOry
Preliminary observation of this lesson indicated extensive teacher/student
interactions. After the lesson was recorded and transcribed the following IC
scoring summary evolved:
The teacher used mythology as the theme (#1) of her lesson. She used
her students' knowledge of mythology attained from their prior classroom
discussions and readings to address new issues and concepts in her lesson
(#2). Direct instruction (#3) was incorporated when the students needed further
clarification of the story. The next two elements eliciting more complex language
and expression (#4) and promotion of bases for statements or positions (#5)
were not fully developed by the teacher. therefore, discussions centered around
the teacher's chosen topics. For example: when the teacher mentioned that the
Cyclops only had one eye, a student made a comment related to this
phenomena. The teacher acknowledged her comment and changed the topic to
the climatic conditions related the Cyclops. When this discussion proved

139

inconclusive, the teacher changed the topic to Uranus. Thus, the teacher
controlled the conversation and the students were only permitted to discuss
topics pertinent to the teacher's plan. All questions solicited by the students
were answered by the teacher. Hence, this instructional conversation did not
promote linguistic interactions within the group (#4) nor did it provide
opportunities for students to state their bases for statements or positions during
the lesson. Further review of Teacher #2's script indicated that her questioning
techniques afforded both closed and open-ended questions which resulted in a
literal comprehension check of the story (#6). Although the teacher's diverse
questioning format lent itself to discussions between the teacher and the
students, it failed to promote higher level thought processing that would extend
beyond literal story comprehension.
Further review of teacher #2's script indicated that she was always
responsive to her students' comments (#7) and connected the discLlssion to the
main theme or topic of discussion (#8). However, she did not challenge her
stUdents by letting them derive their own answers to the question they posed
throughout the lesson. Hence, by answering the stUdents' questions Teacher #2
was able to maintain control of the theme that she chose for the lesson (#9).
Therefore, the general participation, including self-selected turns (#10), was
mainly controlled by the teacher and subsequent or secondary themes did not
emerge from the discussion.
This overview provides an example of how the teacher integrated
elements into her lesson. Without Goldenberg's

Ie

Ie Rating Scale (1991) the

lesson seemed to have provided the students with the opportunity to interact
with their own learning. However, after reviewing this lesson with the

Ie Rating

Scale, I was able to discern the extent to which each element promoted and/or
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enhanced learning for the students in this reading group. Finally, I was able to
provide an overview of the lesson and determine which elements proved to be
effective in promoting linguistic, academic and/or cognitive growth for the
students within the reading group. Thus, Teacher #2's lesson indicated that she
appropriately integrated the first three elements into her less.on. However, by
maintaining control over the theme of the lesson, she did not provide the
students with the opportunity to extract secondary or related themes from the
discussion. Thus, students taking part in this lesson were limited to the linguistic
and cognitive development pre-determined by the teacher. Consequently,
Teacher #2's lesson is an example of a "chatty" lesson that seems to lack
substantive learning that stretches students' knowledge beyond their current
level of development.
Summary
Analysis of research and contrast teachers' scripted lessons indicate that
holistic teachers included more IC elements than teachers who used a more
directive approach. However, the contrast teachers' scores remained
unchanged throughout the study whereas the research teachers' scores doubled
by the end of the study. This seems to indicate that group and individual staff
development services had a positive impact on the successful changes made by
the research teachers. More specifically, mediated assistance played an
important role in providing the research teachers with the opportunity to talk
about their thoughts and activities related to the learning process. In essence,
the collaborative efforts of this researcher and the research teachers provided a
collective format permitting growth within our collective zone of proximal
development. Au (1990) notes: "From a Vygotskian perspective, it is argued that
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teaching behavior cannot be understood apart from the thought processes of the
teacher" (p. 271).
Therefore, Goldenberg's

Ie Rating Scale (1991) and my adapted scoring

procedures afforded further insights into each teacher's instructional practices
by providing a framework to detect and analyze the extent to which

Ie elements

were integrated into each teacher's lessons. This also provided guidelines for
discussions which helped teachers refine and reorganize their work. Thus,
combining Vygotskian formulations on development with evidence substantiated
by Goldenberg's Ie Rating Scale, I was able to detect, analyze, discuss and
provide research teachers with the opportunity to view their own perceptions of
teaching and learning and enhance their concepts and techniques related to the

Ie elements.

The combined personal awareness of each teacher's instructional

practices and the appropriate inclusion of IC elements helped promote changes
in teachers' instructional practices.
Thus, this first question provided a general summary of how and to what
degree teachers integrated IC elements into their reading and/or language arts
lessons. Moreover, collaboration with the research teachers helped me to gain
an increased understanding and appreciation of the factors that enhanced
and/or detracted from their instructional practices. Therefore, the profiles
included in question #2 will provide a brief overview of professionals in the
transition process.
Question 2
The second question: "How have teachers' discussions about teaching
and learning changed throughout the study?" concerns teachers' changing
perceptions and instructional practices over the course of the research. Hence,
collaboration with the research teachers during the course of this research
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provided essential details related to how and why they changed their
instructional practices. To demonstrate how this change took place, a brief
profile wi" be provided on each teacher to explore: her background, preresearch instructional style, transition process, post-research findings, her
perceptions of her role as teacher, her perceptions of the role of learner, her
goals for teaching and learning, and the effects that mediation had on changing
her instructional practices.
Langer and Applebee (1987) noted that the changes in some of their
research teachers' instructional practices was "a symptom of a much more
fundamental redefinition of teaching and learning" (p. 41). Similar results were
found in this study. More specifically, I found three distinct formats of change.
First, this research helped to reinforce effective patterns of teaching and
learning that were already in place at the beginning of the study. Thus, some of
the teachers found that discussions about their practices provided them with the
opportunity to reinterpret and reorganize their activities to coincide with their
perceptions of teaching and learning. Second, some teachers needed to
redefine teaching and learning before they could make observable changes in
their instructional practices. Third, teachers who chose not to change their
perceptions of teaching and learning focused solely on techniques that would
help them address the specific needs of their diverse student population.
Underlying all changes were teachers' main or central concerns for their
students. Therefore, the findings from this research coincided with Langer and
Applebee's (1987) work indicating, "what was assigned, how it was assigned,
and how it was interpreted and evaluated were shaped by the central concerns
of each teacher" (p. 40). Hence, as each teacher brought to this research a
unique personal, professional and conceptual perspective, all data sources were
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extensively analyzed to derive a deeper understanding of how teachers'
discussions about teaching and learning changed throughout this study.
To examine these issues, I used survey data, formal oral interviews,
scripted classroom lessons, audio taped discussion sessions, in-service audio
tapes and notes and field notes to formulate a profile on each research teacher
taking part in this study. Using a variety of data sources increased my ability to
study teachers in transition. Teachers' discussions enabled me to view how
teachers' concepts of teaching and learning changed or did not change through
mediated assistance during collaborative in-services and individual discussion
sessions.
Langer and Applebee's (1987) work helped me to understand how
teachers' main or central concerns for their students guided their instructional
practices. They note:
The extent to which they [the teachers in their research] made such
changes was governed by several factors, all related to their ideas
of their roles as teachers and the students' roles as learners: what
it means to teach, what it means to learn, and what should count as
evidence of successful teaching and learning. (p. 85)
Therefore, I examined each teacher's notion of her role as teacher, her students'
roles as learners, and her goals for teaching and learning to derive information
related to each teacher's central or main concerns for her students. Thus, how
the teachers went about teaching differed and these differences seemed to be
an outgrowth of what each teacher considered important for her students to
learn.
Although the findings from this study seemed to parallel Langer and
Applebee's (1987) work, I noticed that the central concerns that· governed
Langer and Applebee's teachers' classrooms did not change throughout their
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study. In this study, however, two of the nine teachers changed their main
concerns. Consequently, factors related to teachers' central concerns will be
discussed later in this chapter because of they afford insights on how and why
teachers changed their instructional practices based on their central concerns
for their students.
Goldenberg's IC Rating Scale played an important role in guiding our (the
teacher and this mediator's) discussions and interpretations of each teacher's
lessons. Consequently, results of our interpretations will be discussed in each
profile. Each research teacher chose her own fictitious name for this study.
Profile #1 Azya
Background Information
Azya is an Afro-American teacher who taught with the district for 19 years.
She attained her Master's Degree in education and spent most of her career
teaching second grade at JP Elementary School. This year, due to an influx of
students, Azya was asked to teach a combined second and third grade
classroom. She was somewhat apprehensive about the situation because she
had never experienced a combined classroom situation and she felt that each
group of students had specific needs that may be neglected if the group were
combined. However, Azya was not able to remedy the situation and ended up
teaching a combined 2-3 classroom.
Although her classroom population was composed mainly of Englishspeaking students and one Spanish-speaking student (who left shortly after
Christmas), the students had many diverse academic and socio-economic
backgrounds. Thus, her students' academic proficiency ranged from illiterate to
gifted, of which 90% were on free or reduced meals. Included in her population
was a child born to a drug addicted parent and an extremely hyperactive child
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who had difficulty concentrating and attending during group work. The former
had great difficulty attending to classwork and carrying on a coherent
conversation during class discussions. Students would laugh at her responses
during class discussions and Azya had to provide extensive individual
assistance throughout the day to address these perceived shortcomings. The
other child could not sit still during the day and needed frequent opportunities to
walk around the classroom or receive personal reinforcement from his teacher.
Azya had a variety of English-speaking students from families whose
primary home language was not English. Although these students were not
receiving services from the ESL teacher, most of these students were not at
grade level in their academic subjects. Consequently, these students received
daily assistance from the LAP teacher. Also included in Azya's diverse linguistic
population was a bilingual child who was documented as having learning
problems. He received daily assistance from the LD teacher. Although this child
was placed in third grade, he had great difficulty reading because he could not
recognize and remember the alphabet sounds and symbols.
At the other extreme of the learning spectrum, Azya had about five gifted
students who had an extensive knowledge base. These students tended to
dominate the class discussions as well as activities with their peers. Thus, Azya
worked very hard to understand her diverse population and used our combined
expertise, (our combined years of teaching experience and my bilingual special
education background) to address the linguistic, academic and cognitive
development of her students.
Teacher's Pre-Research Instructional Format
As I worked with Azya, I reviewed her initial survey and formal oral
interview to derive a deeper understanding of Azya's professional and personal
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background. First, I noticed that she characterized her teaching style as eclectic
and structured and that she utilized a phonics-based reading program. She
preferred to use a large group format during her reading lessons because: "If I
can somehow combine it so that it works around a theme then I don't separate
them like that because I want them to be as much of a cohesive class as
possible." (Pre-research formal interview, p. 3). When asked the degree to
which she used discussion in her reading group Azya noted: "I probably don't
use that as much as I should" (pre-formal interview, p. 6).
From a teaching/learning perspective, Azya saw her role of teacher as
one who should keep herself current and maintain a safe and secure
environment for her students. Azya described her role as:
To make sure the learning environment is safe and secure; to
make sure children know what each of our responsibilities are; to
provide the most enriched cohesive, consistent learning
environment; to be a teacher who cares about the 'whole' child not
just the academics yet making sure that I am keeping in tune with
teaching methods, principles and strategies that keep me current;
to introduce to children and to keep fine tune the ideas of learning
to learn. (Pre-survey, p. 3)
She felt that the role of the learner in her classroom was "to be willing to learn
without 'undue' coercion; to participate in their own learning; take responsibility
and interact cooperatively, attentively, independently, socially, respectfully, and
politely in the learning environment" (pre-research survey, p. 3). Therefore, her
goals for her students focused on: "improving the reading ability of her low
learners; helping all students to learn how to use the computer; and improve her
students' use of manipulatives during math" (pre-research survey, p. 3). Overall,
Azya tried to be flexible and open to new ideas and techniques that would
promote learning for her students. In return, she wanted her students to be kind
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and respectful of both the teacher as well as their peers. She also wanted her
students to become more independent in their own learning.
Therefore, when Azya was introduced to this project, she viewed it as a
way of addressing her specific needs and goals. Consequently, she actively
participated in this research because her goals were similar .to those projected in
our initial staff development meeting.
Teacher in Transition
At the beginning of the project, Azya noted that the principal was
encouraging her teachers to work with thematic units. Azya noted that she did
not feel comfortable planning and working with thematic units and therefore,
chose to use our time together to perfect her understanding and use of thematic
units. Consequently, we brainstormed ways in which Azya could chose a story,
focus on a theme or idea to use as a starting point, and "weave" that idea
throughout her lessons. In essence, we used our time together to: (1) identify
issues pertinent to the story, (2) discuss IC techniques that could be used to
enhance her students' involvement in her lessons, and (3) devise ways that Azya
could address errant behavior (which was her main concern for her classroom)
while promoting more active participation from her students. In essence, our
discussion sessions evolved around the content of each lesson and the
techniques that Azya could use to attain her goals.
Shortly after we started working together Azya noted that the principal
asked the teachers to prepare a unit on cultural differences. Azya chose "Black
History" as the theme for her unit and we discussed readings that would help her
weave concepts related to Black History into her reading lesson. After she felt
comfortable integrating element #1 "theme" into her reading lessons, she
proceeded to incorporate the IC techniques into her language arts and social
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studies lessons, thereby creating a thematic unit based on black history. Our
discussions on this topic led Azya to reflect on her own life.
Azya noted that she was brought up in the South and was
surrounded by her black friends and family. Her move to Tucson
was a drastic change because she not only left an area from which
she was accustomed, but also had her first taste of racism.
(Excerpt from my personal journal notes, 1/29/93)
As our discussion evolved, we noted that the structure and discipline that
surrounded her upbringing seemed to carry over into her classroom. I used her
script dated (1/25/93) to illustrate how she used her questioning techniques to
"direct" rather than "facilitate" learning. I noted the discourse that was produced
during her lessons evolved around questions posed by Azya. Consequently, the
students did not have a chance to discuss or actively interact with their own
learning. The following is an example of what transpired in her lesson; The
session was based on checking students' comprehension and recall of a story
read on the previous day.
T: We're going to tall< about some specific things about the story and I'd like to
see if you boys are on the same page. I'd like you to look on page -- to see if
you can find the setting. First of all, what is the setting?
C: place
C: Place (answered by another child)
T: that was just said
C: a forest
T: That's a place, but it could be a time, like 1903. The setting could be a
description, not just a place. Read page -- and tell us about the setting.
C: (Child reads passage from the book)
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I noted that the students' comments were directly in response to the
teacher's lead. However, I also noted that her form of questioning afforded her
students the opportunity to integrate their prior knowledge about "setting" into
their discussion. This form of questioning led Azya's students beyond the
content of the story. For example:
T: What is the picture you see when you read that (passage)?
C: big horses and snowy
T: Why didn't it say cold and snow stuck cars?
C: Maybe they didn't have cars
C: They had carriages
T: Anything else about the setting?
C: It's in Albany, New York
T: What else?
C: It's Christmas
Thus, Azya helped her students move beyond the story to understand that the
setting could have more than one aspect. I noted that the IC elements related to
linguistic (#4) and cognitive development (#5) seemed to naturally evolve in
Azya's instructional style. Consequently, we used her strengths in this area to
promote further incorporation of IC elements into her lessons.
Azya became very involved with our work together and asked for extra
sessions during the week to address issues that evolved during her reading
and/or language arts lessons. She read her scripted lessons before our
sessions and thus, prepared questions and concerns that she wanted addressed
during our discussion sessions. Her eagerness, as well as her desire to
enhance her instructional practices proved to be intellectually stimulating for
both of us.
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In essence, we used Azya's instructional strengths (incorporation of
elements #4 & #5) to help her understand and incorporate the rest of the IC
elements into lessons. By the second month of working together, Azya's
students were beginning to expand their discussions and answers. However,
Azya maintained control of the discussions as noted in her lesson dated 2/1/93.
Azya's lesson began with a discussion about Martin Luther King. Azya wrote the
word "Negro" on the board. After she wrote the word she said:
T: That is what they called the people before they became known as "blacks. ".
C: Black people couldn't play with the whites and they took them for their slaves
and they put chains around their necks like they were animals
T: Thank God we've come a long way from that
C: I have a book about famous black people
T: You could share that
T: Let's get into the reading, I have a lot of things that Lwant to talk about.
These comments helped us to note that Azya was beginning to permit her
students to actively discuss their answers. However, the theme and the
questioning format were still posed and controlled solely by Azya as noted by
the last statement "I have a lot of things that I want to talk about" (excerpt from

2/1/93 lesson).
Once this point was brought to Azya's attention, she immediately began to
plan her future lessons around her students' prior knowledge and experiences.
She tried to address the issues that her students' brought to the conversation
and build her lessons around her students' contributions. She therefore chose
to work on a unit focusing on "houses" because this common theme would
permit all children to participate in the discussion. She felt this theme would
facilitate greater interaction between her and her students.
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Hence, Azya began her "houses" theme by asking her students to predict
the content of a story titled A House is a House for Me (2/15/93). This story
depicted items that were related to their function such as, "an ear is a house for
a hearing aid". The children seemed to enjoy this story because they were able
to interact with their teacher and not feel that their answers were being assessed
for right or wrong replies. Motivation was high and discipline was never a factor
throughout the lesson. Azya noted that she could relinquish some control
without compromising her disciplinary priorities. Consequently, the positive
impact that resulted from this story provided the impetus for Azya's next lesson.
This lesson (dated 2/22193) focused on the kinds of houses that people
lived in and explored a variety of structures throughout the world. Azya noted
that all students were able to interact with the lesson which afforded everyone,
regardless of their linguistic or academic difference, the opportunity to take part
in the lesson. Shortly after she began her lesson, Azya noted that her students
had a sound prior knowledge base on structural differences in housing
throughout the world. Based on the above, she extended the discussion to a
higher level of development. She posed the following question: "When people
build houses, what decisions do they have to make before they build their
houses?" The conversation evolved as follows:
C: (They need to decide) if they are going to live in it forever
T: Good observations
T: What would be some reasons why they wouldn't want to live in a house
forever?
C: It may get too small
C: They may have more children
C: There might be a tropical storm
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T: (Azya repeated and clarified the child's statement)
C: Getting old
As the discussion continued, Azya and the students explored a variety of
possibilities that would have to be taken into consideration prior to blJilding a
house. Next, Azya and the students looked at housing structures throughout the
world and discussed how the material and the structural differences were
appropriate for that specific location and climate. Azya's lesson displayed a
variety of factors that promoted learning for all of her students. These included:
(1) primarily, Azya chose a theme that incorporated her students' background
and prior knowledge of a subject (elements #1 & #2);(2) she posed open-ended
questions to promote linguistic and cognitive dovelopment (elements #4, #5 &
#6);(3) she became more responsive to her students' statements as well as the
diversified opportunities they provided (element #7); (4) slowly Azya began
relinquishing control of the discussions resulting in multiple, interactive and
connected turns (elements #8 & #10) and; (5) Azya created a "zone of proximal
development, where a challenging atmosphere is (was) balanced by a positive
affective climate" (Goldenberg, 1992/1993, p. 319). In sum, Azya built her
lessons around her students' knowledge base related to houses. Then she
extended their understanding by challenging them to think about the problems
and the characteristics one had to take into consideration before building a
home. Then, Azya became more of a collaborator than an evaluator and
allowed her students to negotiate and construct meaning derived from the
discussion. Finally, Azya did not hold exclusive right to determine who spoke.
On the contrary, she encouraged general participation from all students in the
class. Azya soon realized that she was able to integrate all pertinent
conversational elements into her lesson while maintaining appropriate behavior.
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She did not relinquish control; she guided the conversation that developed by
students' participation because they felt they had something to contribute.
By the end of the research I asked Azya, if her students were able to
attain a higher level of linguistic and/or cognitive development using IC
techniques. She replied:
Oh yes, higher. I have been really, really surprised, because we
do a lot of it [discussions] oral, most of it oral, and I've been really
surprised that even my little kids are beginning to pick up on
[higher level concepts], I don't just want a pat answer, I want you to
do some soul searching, and really come up with something that is
meaningful and really deep.(Post-research interview, p. 12)
Consequently, by the end of the year, all students regardless of their
linguistic, academic or cultural differences were taking an active part in their own
learning. Azya's perceptions of the impact that this research had on her
students will be discussed further in question #3 of this chapter. See Figure 4
Azya's Pre-Post IC Scores.
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Azya's Ie Scores

Ie Lessons Observed

Figure 4. Azya's pre-and-post Ie lesson scores during the course of this
research. Her scores reflect how she tried a variety of approaches to promote
learning for her students.
Teacher's Post-Research Findings
Azya's main concern for her students, controlling behavior, remained
constant throughout the study (Pre and post surveys). She noted that her
instructional format varied because it "depends on the type of class you have. It
depends on the type of children, like what the children need" (Post-research
interview, p. 6). Thus, Azya felt that she incorporated a variety of teaching
techniques to promote learning for her students. However, she was never sure
which techniques had the most impact on extending her students' cognitive and
linguistic development. Therefore, she noted that she enjoyed discovering that
her questioning strategies helped her students to function at a higher level. "It
never occurred to me, I was doing what comes natural" (Post-research interview,
p. 13). Subsequently, she used our time together to reflect, reorganize and
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reconceptualize her thoughts on teaching and learning. She noted that this
helped her to:
become more aware of my question techniques and strategies, and
I think that I have begun to take that into consideration when I'm
planning. What questions I'm going to use, and how I'm going to
involve children in the questioning. How much I'm going to allow
them to participate, and that kind of thing. (Post-research interview,

p.2)
Our work together did not change her main concern for controlling behavior, but
by the time the study was completed, it did have an effect on the way that she
viewed the role of teacher and the role of learner.
Role of Teacher
After Azya found out that she was able to enhance all of her students'
learning through her questioning strategies, she integrated these thoughts into
what she perceived as the role of teacher described as:
To develop literacy by providing a risk free encouraging, literate
environment. To take children beyond the expected into the
unexpected. To help children learn how to learn and to do it as
independently as possible. To teach children to think and
question; to give children the freedom to be wrong, to make
mistakes. (Post-research survey, p. 2)
Ayza recognized that her previous instructional practices included both positive
as well as negative influences on her students' learning. Finally, she reflected
that her active involvement in this research helped her because:
It made me increasingly aware of my questioning strategies, quality
of questions and teacher domination of the discussion period. It
has helped to affirm that my teaching strategies have been and are
good for children. The feed back has given me the opportunity to
really take a look at me and how I interact with children. It has
helped me expand in some areas and decrease in others. (Postresearch survey, p. 3)
Next, she discussed her perceptions of the role of learner in her classroom.
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Role of Learner
By the end of this study, Azya's instructional style changed to promote
more student interactions during her lessons. In order to achieve these changes
Azya noted that her learners needed to:
cooperate with the teacher and classmates; to contribute in any
way that they can [any way that's appropriate and socially
acceptable]; to try their hardest; to participate actively in their
education; to learn the importance of staying on task to accomplish
a desired end that they will be proud of. (Post-research survey, p.
3)
In summary, Azya wants her students to achieve academic excellence by
attaining social, emotional and academic control over their own learning. This
was also apparent in her goals for teaching and learning.
Azya's Goals for Teaching and Learning
Azya's instructional focus evolved throughout the year to encompass
higher order thinking skills as a prerequisite for learning. Therefore, by the end
of the research her goals included: "to move non-readers into readers; to
stimulate creative and critical thinking skills; to activate and/or stimulate children
to learn all they can from me; to take children as far as I can academically,
socially and emotiona"y" (Post-research survey, p. 3). In sum, Azya viewed
herself as a mediator working within her students' zone of proximal development.
With this in mind, the next section will discuss how Azya used the mediation
process to enhance her own teaching practices to extend her students' learning.
How Mediation Influenced Teacher's Transition Process
Azya chose to take an active role in this research because:
I feel that I'm just kind of floundering and just reaching and
grabbing things where I can. I would like to see some organized
body of knowledge which tells me OK, this is how these [LCD]
children learn. These are some activities that you can use with
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these children ... Cause I don't feel that I really know how to teach
them. I'm just kind of hitting and missing. (Pre-research interview,

p.7)
Consequently, our initial work together focused on ways that Azya could impact
learning for all of her diverse learners including LCD students. Shortly after we
began our work, the principal requested her teachers work on integrating
thematic units into their instructional practices. This request seemed difficult for
Ayza and therefore, she chose to focus our discussions on thematic units from
which she chose to incorporate element #1 thematic focus into her lessons.
Consequently, our goals were expanded twofold: one to address the needs of
her diverse learners, and two to provide assistance on creating and using
thematic units.
To accomplish these tasks we concentrated on Azya's scripted lessons
and used Goldenberg's IC Rating Scale to provide the criteria and facilitate
interpretation of her work. This process helped Azya to clarify her thoughts on
the teachingllearning process. Over time, she began to reconceptualize her
thoughts and became more confident on what she felt was important for her
students to learn. For example, the following is how Azya viewed her
instructional practices before she entered this research project:
They have to really give me sentences with the word and once I
feel they know the word and I'll just point at the word and say,
"Okay, what sentence can you give me for this word." And once
they give me that sentence, if I feel that it is real immature, I'll give
them ways to develop that sentence more, like, "I saw a cat."
"Okay, what kind of a cat did you see?" "I saw a red cat." "Where
did you see that cat?" "I saw a red cat on the barn." You know, to
help them develop more vocabulary as they use the sentence.
(Pre-research interview, p. 3)
As Azya began to reflect on her scripted lessons she noted that she always
seemed to search for ways that would extend or "push" her students to think at a
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higher level. This became apparent during our early discussion sessions and
Azya found that promoting cognitive development was an area which she
recognized and felt comfortable with. However, as our sessions progressed,
Azya noted that she had difficulty relinquishing control over the discussions.
Therefore, she looked for themes that would promote interaction through interest
in the subject matter. By the end of the research, she was able to identify how
and when she would incorporate higher level thinking skills into her lessons.
She was also able to discuss the impact that her interactions had on her diverse
learners.
I know I knew that I should have been doing this, but I think you get
out of the habit and you become comfortable asking questions that
are easy and questions that children, you figure they know the
answer to and [you] can readily pat them on the head and say
that's fine, you did great. So it brought back to me the importance
of making children think beyond just the basic detail questions, the
literal questions and lead them to some insightful things. (Postresearch interview, p. 11)
According to Au (1990), Azya used the mediation process to express her
thoughts into words which helped her become aware of her understandings and
misunderstandings. Once her thoughts were expressed,
The instructor [or mediator] then has the opportunity to explain and
clarify concepts that have remained unclear to the individual. As
the process of discussion continues, it has the potential for
promoting the individual's acquisition of scientific concepts. Thus,
once a person's concepts have become explicit, they are open to
discourse processes which can promote reorganization and
refinement. (p. 273)
Thus, mediation seemed to have helped Azya become aware of how her
domination over her lessons restricted her students' learning. At the same time,
she became more aware of the need for questioning strategies that enhanced
her students' cognitive development. Therefore, she used mediation to monitor
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her strengths and weaknesses. She used collaboration as a means of
reorganizing and restructuring her thoughts about teaching and learning.
Results of Azya's instructional changes seemed to motivate her students to take
an active role in their own learning. Azya noted that her students:
Are becoming more verbal and I think that they are feeling more
comfortable with sharing and discussions and talking about stories
and talking about the implications of the stories ... and they are
learning to expect this, rather than just to sit back and be seers, be
givers more. Because I think I'm expecting more, they are giving
more, and they are learning how to give more creative answers
rather Ulan a pat reply to them. To go beyond. (Post-Formal-Oral
Interview, pp. 2-3)
Mediation enhanced Azya's instructional practices which, in turn, promoted
linguistic, academic and cognitive development for her diverse learners.
However, were her changes cosmetic in nature or has she internalized her
newfound information to make it part of her instructional repertoire? When Azya
was asked if she would continue using the instructional conversation techniques
attained in this research she replied:
I will, because I think I've made this an integral part of my teaching .
. . . I think it's a very valid way of teaching, I really do. It has been
worthwhile. I really think, I know it's something I will use .. I think I
have learned some strategies that are going to be with me until the
day I retire. (Post Formal Oral Interview, p. 13. 15)
In sum, Azya's instructional performance improved throughout the research
while accomplishing her perceived goals for teaching and learning.
Profile #2 Starlight
Background Information
Starlight is a Mexican-American teacher who taught for about 11 years in
another local school district and left because she incurred some personal
conflicts with her principal. She gained employment into this school as a
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permanent substitute teacher for about three months and reverted to a full-time
third grade teacher after that time frame. Although she integrated well with the
teachers and staff, she noted that the transition between districts was somewhat
of a challenge because she needed to learn new curriculum and professional
standards set by the new school district and the principal. For example, mastery
of curricular material were not charted on each child in her previous school.
Hence, Starlight needed to learn the district's curricular requirements as well as
maintain appropriate records on each student within her classroom.
She adapted well with other faculty members and she enjoyed sharing
projects and information with her peers. Often, she would co-teach lessons with
the teachers occupying classrooms on either side of her. She liked this format
because she could share both information and techniques with her peers. Thus,
it was a learning experience for both the Starlight and her colleague as well as
their students.
Starlight's linguistically diverse student population consisted of two ESL
students (one from Thailand and one from Vietnam) and three bilingual MexicanAmerican students who were fluent in English but spoke Spanish at home.
When we met, Starlight was taking graduate courses in bilingual education to
help her address the needs of her linguistically and culturally diverse students.
Like Azya, Starlight's English-speaking population was a diverse mixture
of students with academic abilities ranging from learning disabled to gifted.
Included in this population was one student with severe emotional problems and
one phYSically handicapped student. The student with emotional problems
needed extensive personal attention and Starlight worked very hard to help him
maintain control over his erratic behavior. The physically handicapped child
arrived about three months after school began and Starlight was promised a full-
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time assistant to facilitate his needs. However, by the end of the year no aide
was yet available. Consequently, Starlight was asked to care for his personal,
physical and academic needs during the school day. In sum, addressing the
needs of her diverse population and coupled with her nurturing character often
caused Starlight to feel physically and emotionally exhausted. Therefore,
Starlight viewed this research as a means of helping her address the specific
needs of her students by promoting techniques that would also work with the
entire group. At times, she noted that she did not feel comfortable with her
instructional practices and therefore looked for new techniques that would
enhance her lessons.
Teacher's Pre-Research Instructional Format
Like Azya, Starlight valued a structured and disciplined classroom and
justified her position given the diversified needs of her students. She preferred a
large group learning situation in which all students were required to do their seat
work, keep the room tidy, and work quietly. When these criteria were met,
Starlight awarded stUdents' social and academic behavior with tokens. At the
end of each week her students were permitted to exchange these tokens for
presents. This format helped Starlight maintain control over her students'
behavior. She also used it to promote completion of classroom and homework
assignments.
When I met Starlight she was taking courses for her Masters' degree in
Bilingual Education and she asked me for assistance with her coursework. We
spent our initial encounters discussing her studies. I encouraged integrating the
information gained from her coursework with her existing repertoire to meet the
diverse needs of her students. Consequently, we built an amicable rapport
during our discussions. However, Starlight did not feel comfortable when I
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observed and scripted her lessons. Therefore, I spent extra time in her
classroom helping with students and working on small projects. Slowly, Starlight
began to accept my presence and was more relaxed when I scripted her work.
In her initial interview, I noticed that Starlight described her teaching style
as one who is sensitive to her students' needs. Therefore, she felt that she
needed to do a lot of monitoring and structuring of her lessons to help all of her
students feel successful in learning (Pre-research interview, p. 3). She noted
that she preferred reading lessons with the whole class because:
I do a lot of modeling. So, for example, if I'm going to cover one
story per week, I do like, the first two days of pre-reading activities
and then I do modeling, talking about dialogue, predicting the story
and then the outcomes, and then during the week when they're
reading in partners, then I go around and either I take a group of
my kids who were having problems with the reading. But, I don't
like to do that too much ... because I feel like they already know,
they read--like a label, a low reader, so I try to get a high kid, two
average kids and then kind of mix them in so that they don't know,
oh no she's going to work with me again, type of thing. Because I
have a problem with that. (Pre-research interview, p. 2)
Although Starlight did not overtly admit it at the beginning of our research, her
main concern was protecting her students from error. When asked to describe
her main concern on her pre-research survey, Starlight indicated that she
wanted to "promote interaction and inquiry." Thus, we came to realize, (during
our dialogue sessions) that Starlight had a great desire to promote interaction
and inquiry but her structured and directive format seemed to inhibit risk-taking
and spontaneous discussions. This discussion reoccurred again in February
(2/11/93) when Starlight reflected on her lesson and related it to her family
background: "The way we were brought up, we were taught to be caretakers."
She went on to discuss the cultural importance of Mexican families taking care of
their family members. She also talked about motherhood and felt that women
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become more nurturing after they have a child. Then she noted that the
teachers who did not have children tended to expect more from their students
than the teachers who were mothers.
Starlight's pre-survey data indicated that she viewed her role as teacher
as a "facilitator for learning, making sure each child has success." She viewed
the role of learner as "children who are motivated to learn and appreciate the
atmosphere condllcive to learning." Finally, she noted that her goals for
teaching and learning were accomplished when "students will perform tasks and
curriculum at grade level. II In essence, Starlight projected herself as a teacher
who wanted her students to be content with their learning and their environment
in which, all children will attain grade level performance. Consequently, to attain
these goals, Starlight's instructional practices reflected techniques that built on
literal comprehension and recall of her lessons. For example, Starlight's lesson
dated 1/12/93 reviewed a story that was read the previous day and the
discussion transpired as follows:
T: How did he get to the shopping center? O.K. I'll give you a little hint. They did
not want him in their [blank] because it was new.
T: Did they go to the shopping center in a plane?
C:no
T: Did they go in a car?

C: Yes.
The remainder to this lesson followed the same format in which literal
comprehension questions were asked with no interactive dialogue observed
between the teacher and the stUdents. The questions solicited "yes" or "no"
answers affording little opportunity for her students to expand on their answers.
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During our next discussion session, Starlight reviewed her script and
noted that she needed to work on improving her questioning techniques to
promote higher level thinking skills. She said that it was an area that she had
always wanted to improve but did not know how to go about addressing it.
Consequently, she chose to use our time together to discuss her instructional
practices and work on ways of enhancing them. During our next session
Starlight and I noted that she seemed to be having a conflict between having her
students achieve grade-level performance, and overprotecting them from error.
Once this topiC was brought to consciousness, Starlight noted: "That really hit
home when you talked about directive and facilitative (teaching approaches). I
need to back off and have them (the students) do a little bit more" (Discussion
session, 2/11/93). It seems that our discussion session remained with Starlight
throughout the weekend because she returned on Monday noting that she spent
the rest of the weekend thinking of our discussion and reviewing what was said.
This seemed to have been an important turning pOint in Starlight's transition
process as it gave her time to reflect and reconceptualize her thoughts on the
teaching and learning process.
Teacher in Transition
From the initial data collection and classroom observation I could see a
pattern emerging that would cause Starlight to become somewhat frustrated with
her teaching experiences. However, I did not realize that Starlight had been
contemplating her dilemma before her entry into this research and was
searching for a way to enhance the cognitive development of her students.
Thus, our work together provided her with the opportunity to review her
instructional practices and discuss ways that she could extend her students'
learning. In essence, she wanted to focus on two areas: (1) improve her
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questioning techniques to promote more inquiry and interaction between her and
her students, and (2) allow her students to take risks without jeopardizing their
self-esteem. The most important factor during our discussions was that Starlight
was able to bring these issues to consciousness and verbalize her concerns
about achieving her goals.
Hence, Starlight's next scripted lesson provided evidence that Starlight
was working on becoming more interactive and less directive. For example,
Starlight tried to integrate her students' prior knowledge into the lesson when
she asked:
T: What do you suppose would happen if your dog would come to school?
C: They would play with him
C: sniff him
C: That was not in Chapter 4
T: That was in the beginning of Chapter 4
C: That was with the ad in the newspaper
T: Tell me more
This discussion continued with Starlight and her students reviewing the
previously read story. After the lesson, Starlight noted, (1) bringing her students'
background knowledge into the story promoted more opportunities to discuss the
meaning of the story, (2) using open-ended questions promoted more interaction
and inquiry, and (3) providing risk-taking opportunities did not lower her
students' self-esteem. Although Starlight felt very pleased with her work, she
noted that our discussions did not end when she left school. "From the last talk
to this talk, I have been thinking about it (our discussion) in my mind. But, yea, I
am more aware of it (my instructional practices) from the last and I was nervous
at first" (Discussion session, 2/4/93). Slowly, Starlight overcame her
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nervousness and the success of her lessons seemed to give her confidence to
continue working on enhancing her lessons. Subsequently, she began to
discuss how she prepared for her lessons.
Starlight's previous instructional preparation consisted solely of reading
the story. She was not accustomed to preparing her lessons, around a theme
and she had not thought about preparing questions that would enhance and/or
develop higher level thinking skills. She also noted that she overlooked
integrating her students' prior knowledge about the subject into her lessons.
Each week her lessons became more organized and the positive response that
she received from her students seemed to help both her instructional techniques
as well as her self-esteem. When asked if her students were more excited about
her current lesson format she replied: "Oh yes, definitely. There was more
discussion and it wasn't just my story, it was their story too" (Discussion session,
2/4/93).
Starlight canceled our next observation noting that another activity had
replaced her reading lesson. However, she did not want to cancel our
discussion session that was to have followed her observation. As I reflected on
the situation, I felt that Starlight may have needed extra time to reconceptualize
the information discussed in our last session and, therefore, needed another
discussion session to articulate and clarify her thoughts before putting them into
practice. Consequently, she prefaced our discuss session with, "I need to work
on HOTS (Starlight's acronym for higher level thinking skills). I have it in my
mind and I have to (do it) and not waste time." After reviewing her questioning
techniques, Starlight noted: "I need to do more narrative and inferential
questions and that's what I need" (Discussion session 2/11/93).
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Our discussion went on to review the other nine elements related to
instructional conversation. Starlight talked about how she could improve her
incorporation of "theme" into her discussions. Then she gave some examples of
how she could change her discussion format to promote problem solving and
language development. Starlight then chose to use the rest,of the session to
practice ways that she could improve her discourse techniques.
Apart from our discussion sessions, I modeled a reading lesson with
Starlight's students and she reviewed my work. It seems that Starlight utilized
our discussion sessions and modeling lesson to her advantage because her next
lesson (3/18/93) resulted in Starlight's incorporation of all IC elements into her
lesson.
This lesson was Starlight's most intriguing lesson because she chose to
discuss a theme related to the Navajo Indians. She invited a Navajo story teller
to read a story to her students. The next day she used her reading time to
discuss what transpired the previous day. However, as she solicited background
knowledge related to the American Indian, she found many misconceptions. For

example:(3/18/93)
T: What's another name for Indian? Two words, what's another name for
Indian? We don't call them Indians any more, we call them?
C: Red Men
T: No, what do we call them?
C: Natives
T: You're close, you said natives, you're very close. We need to add another
word to that.
C: Native
T: Native, native what?
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c: Native Americansl
T: All rightl
T: Let's brainstorm some things that we know about N.A.
C: They made worry dolls
C: They talked different
T: They have another language don't they? But, do they also speak English?
C: yea.
T: What do they call a person who can speak two languages?
C: bilingual
T: Yes, perfect. If I remember correctly, Nicky can speak 3 languages. (Starlight
and the child discuss the languages that he spoke)
T: You know, a bicycle has how many wheels?
C:Two
T: Like bi-lingual. Think about 3 languages. What is that called?
C: Trilingual
T: Very good, how did you think of that Amanda?
C: 'Cause a tricycle has three wheels.
T: What else do you know?
C: They stole stuff
T: (Starlight tried to explain this issue - she seemed shocked at her student's
remark and tried to rectify her students' perceptions of the American Indian.
C: Native Americans were not always nice - like they start wars and stuff.
T: (This comment seemed to really fluster Starlight but she tried to keep her cool
and answered) What did we discuss yesterday? Don't think about the movies
we saw. Think about what we read, etc.
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The lesson continued until lunch time. We used her lunch time to discuss her
lesson. She noted that she was not prepared for her students' answers and the
following discussion transpired:
As we went into it [the discussion], there was a lot of stereotyping
and maybe I should have expected that ... You know the thing is
that I find very interesting, is that I totally felt inadequate with this,
but [what] does this mean? I'm really like grasping, you know, and
it's just coming [students' reactions to American Indians, and she
thought] "Oh, what am I going to say now; how can I get out of
this?" (4/14/93)
However, she realized that if she had reverted to her former instructional
practices, she would not have been able to find out all the misconceptions that
her students had regarding American Indians. Starlight noted: "I'm impressed
(with my lesson) because I can see that I'm doing that (giving my students the
opportunity to discuss our lessons) ... and to me that is already a learning
process" (Post-lesson discussion 4/14/93). Thus, what started out to be a minilesson on the American Indians became a theme-based unit. This project gave
Starlight and her students the opportunity to reformulate their misconceptions on
the American Indians. It also gave Starlight the opportunity to continue her work
on instructional conversations. See Figure 5 for an overview of Starlight's prepost Ie scores.
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Starlight's Ie Scores

Ie Lessons Observed

Figure 5. Starlight's pre and post

Ie lesson scores during the course of this

research. Starlight recognized early in the study that she needed to promote
higher level thinking skills. Therefore, her scores reflect her instructional
changes.
By the end of this study, Starlight had changed in both her instructional
practices as well as the way that she perceived teaching and learning. The next
section will discuss how she perceived these changes.
Teacher's Post-Research Findings
Starlight showed significant change in her main concern for her students.
She noted "complete established instructional routines" as her main concern at
the beginning of the study and "promote interaction and inquiry" at the end of the
study. This seems to indicate that she reconceptLJalized her perspectives of the
teachingllearning process which was also evident in the changes in her
instructional practices.
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Role of Teacher
By the end of the research Starlight viewed her role as "expert" because
she was able to accomplish what she had longed to do in the past (promote
interaction and inquiry through enhanced instructional techniques). In
retrospect, Starlight noted that when she saw her first scripted lesson she was
shocked at her questioning techniques. This seemed to have made an
impression on her and she became determined to change her practices.
However, before she could change her instructional practices, Starlight needed
to reorganize her thoughts related to the teaching/learning process. Thus, she
used our discussion sessions to explore her teaching style, to reflect on her
goals for improving her practices and to practice dialogue and questioning
techniques that would facilitate the linguistic and cognitive development of her
students. Starlight's most profound change was incorporating more of her
students' prior knowledge into her lessons. This strategy encouraged greater
student interaction and produced more involvement and motivation from her
students. Starlight began to note that her students played an important part in
providing input into her lessons. However, she placed a lot of emphasis on
controlling behavior in her classroom and was doubly rewarded when her
students' behavior also improved along with her instructional techniques.
Consequently, improved changes in her students' behavior helped to change her
perspective of the role of the learner.
Role of Learner
As Starlight began integrating IC elements into her lessons, her students
became more motivated and interactive Thus, when asked her perspective of
the role of the learner, Starlight replied: "the child needs to be an active listener
and learner. The child's ideas are essential to how lessons will go!!" (post-

172

research survey, p. 3). It seems that Starlight's Native American lesson had
quite an impact on her because she made a similar comment at the end of her
formal oral interview indicating: "The discussion that stereotyped the Native
American--that was a real eye opener! Now I'm more aware of letting the kids
talk about what they know about the subject."
Starlight's Goals for Teaching and Learning
Although Starlight noted that she has experienced success through this
research, she found that she still needs to extend her knowledge base related to
LCD students. "I'd like to learn more about second language acquisition,
bilingual education and its philosophy. (I'd also like) for every child to be the
best and to do their best, to find success and to develop positive self-esteem."
(Post-survey, p. 3). However, Starlight now feels that it is possible to attain
these goals because she has become more aware of the teachingllearning
process and is willing to make learning a collaborative activity.
How Mediation Influenced Teacher's Transition Process
Mediation played an important role in Starlight's transition process. She
noted:
I'm more aware of my teaching style to become a facilitator, rather
than a director. The children can and will respond and be
independent with their own creative ideas. The need for them to
become active listeners and learners is more productive in using
higher order thinking skills and activities rather than evaluative
type activities. (Post-research survey, p. 1.)
Starlight viewed the mediated assistance that she received as an opportunity to
reinterpret the approaches and techniques that she obtained from our discussion
sessions and in services. Langer and Applebee (1987) found that "this process
of reinterpretation was necessary if the teachers were to claim ownership for
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what they were doing and ultimately to have any chance of success with the new
aCtivity" ( p. 73).
Other factors that promoted successful changes in Starlight's'
instructional practices were the positive behavior and interactive responses that
she attained from her students. Thus, her students' positive. responses to her
change in instructional practices helped to reinforce her new activities. In
retrospect, Starlight noted that she didn't incorporate these changes in her
instructional practices sooner because:
It was part of me and I didn't use it because I didn't know how to go
about it. I wasn't sure about how the class was going to react as
far as discipline. I have learned that I can let them loose [and still
maintain discipline]. (Post-formal interview, p. 2)
In sum, Starlight seemed to have benefited from mediation in two ways: (1) she
was provided the opportunity to express her concerns and work toward her goals
and (2) through mediation she was able to collaborate on issues that arose
during her lessons and discuss alternative means of enhancing her instructional
practices. In the end, even her self-esteem improved as noted by: "Now I
consider myself an expert" (Post-research survey, p. 2).
Profile #3 Ma
Background Information
Ma is a kindergarten teacher who has taught with the district and in this
school for over 11 years. Her LCD population increased from a total of six
students over the course of three years to six students currently enrolled in her
class this year. Of this population, one speaks Vietnamese, four speak Spanish
and, one speaks Chinese.
Ma does not speak a second language but has taken a few courses in
Spanish and feels that she can use a few words and phrases to make herself
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understood in Spanish. However, she did not feel comfortable with her oriental
students (especially her students from Vietnam) because she had little
knowledge of their linguistic, sociocultural and academic backgrounds. Thus, I
asked the ESL aide (who was a teacher in Vietnam) to speak with the teachers
at our first in-service (See Appendix H, for a summary of the .meeting).
Ma found this in-service very interesting because she was able to
ascertain how her Vietnamese students lived in their country and their current
living and family conditions. She also learned about their distinct cultural
differences, for example, touching children on the head was not commonly
practiced in Vietnam because the head was considered sacred.
After the in-service Ma realized why her Vietnamese student kept telling
her "don't touch (me)" and noted that she had been patting the child on her
head! EVidently the child was not accustomed to this practice and kept telling
Ma to stop touching her in that fashion. Thus, when Ma stopped touching the
Vietnamese child on the head, the child began to approach Ma for hugs.
Ma noted that she was relieved by the child's renewed acceptance of her
because she was able to address the child's cultural differences and, at the
same time, was beginning to integrate her into the classroom environment.
Consequently, When asked what Ma would like to gain from this research she
replied: "Just to be a better person at my job, to help these children, to be given
clues what I might try with Yuc or with the other children that maybe I haven't
tried, don't know about or you know" (Pre-formal oral interview, p. 6). In
essence, Ma wanted to use this research to appropriately address the diverse
needs of her students.
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Teacher's Pre-Research Instructional Format
Ma saw herself primarily as a nurturer and felt that kindergarten was a
time for young students to get accustomed to the educational environment.
Thus, she provided center time in the morning and less structured activities in
the afternoon. She felt that her students should be exposed ,to reading and
writing, but they should not be pushed into extensive phonic and reading drills.
Thus, each morning consisted of a review of the calendar, including the days of
the week and the months of the year. She and the students would count days,
recite the days of the week and talk about the important holidays that occurred
during that month. Each day, one student was permitted to place a new number
on the calendar and talk about the days of the week. Next, the students would
bring items that started with the letter sound for that week and they would talk
about how that item portrayed the sound.
Like Azya and Starlight, Ma placed much emphasis on discipline and selfcontrol. She felt that her students needed to learn these qualities if they were to
succeed in their future learning environments. Therefore, Ma viewed the role of
teacher as: "to give each child the best opportunities to learn and stimulate their
interest in learning." In return, she viewed the role of learner as: "To be able to
discover and question at will what has been provided to learn." Therefore, her
goals for teaching and learning were: "For all children to grow and develop a
strong, positive attitude toward learning and school, so they can continue to
'want' to learn all there is to learn." With this in mind, her main concern for the
students in her classroom was "to promote interaction and inquiry" (all
aforementioned quotes taken from pre-research survey, p. 3).
Ma had organized her curriculum over the years and felt very comfortable
with her instructional practices. Thus, I did not want Ma to feel as though I was
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imposing my research on her work and, therefore, used our initial discussion
sessions to get to know each other better and to talk about the underlying
concepts related to instructional conversation.
In preparation for our discussion sessions I reviewed Ma's pre-research
survey to ascertain her perceptions of the role of teacher, le~rner and her goals
for teaching and learning and her main concern for her students. I also reviewed
her formal oral interview to ascertain how Ma conducted her instructional day
which she noted as: "our day is very regimented and very routine. They know
what they're dOing, when they're doing it. They know what comes next. And
that's important at this age" (Fre-formal oral interview, p. 3). Therefore, Ma did
not elicit a need to explore her instructional practices. However, she did not feel
adequately prepared to address the needs of her LCD students. Consequently,
this factor provided the impetus for Ma to take an active role in this study.
Teacher in Transition
I used Ma's preliminary observations and scripted lessons to obtain a
deeper understanding of Ma's instructional style and her rapport with her
students. Thus, her first few lessons focused on the calendar and alphabet
sounds. During our first discussion session Ma mentioned that she wanted to be
able to get her students to be able to say and know the alphabet sounds without
her providing extensive input. This opened our discussion on IC elements. It
also provided us with the opportunity to discuss her directive teaching
approaches. Ma felt that she was very directive and therefore, would like to
discuss ways that she could make her instruction more interactive.
Consequently, our session touched on a variety of issues but mainly focused on
her directive approach to teaching. This discussion led to the rationale and
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techniques behind IC elements that promote interaction and inquiry (Ma's main
concern for her students).
We noted that using a facilitative approach rather than a directive one
would help her students become actively involved in their own learning (Ma's
perception of role of learner). This approach also seemed to fit into Ma's goals
for teaching and learning as well as her perceived role of teacher.
Consequently, by inter-relating Ma's perceptions of teaching and learning with
her main concerns and goals for her students, I was able to encourage Ma to
learn more about the concepts and techniques related to integrating IC into her
instructional format.
In order to be sure that I was appropriately addressing Ma's needs and
asked her how she felt about our first discussion. She said that it is good to
review how you teach from time to time because it helps you to get out of the
"rut" that occurs in all teaching (Personal journal notes, 2/1/93). From then on,
our discussion sessions became a collaborative effort to address Ma's specific
needs related to her LCD student population and her instructional practices.
Ma's first observed reading lesson focused on finding a bug or small
animal that was shown in a small box beside a larger picture. The students had
to find the object pictured in the small box and match it with the same object in
the larger picture. Ma chose this lesson to help her Vietnamese and Chinese
students become active participants in her reading lesson. Therefore, after
giving a few of her English-speaking students the chance to find the bug or
animal in the picture (and model the correct response in this lesson), she asked
her Vietnamese student to find the bug in the picture. At first the child could not
find the bug in the picture and Ma pointed to the bug inside the tree then, she
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pointed to the area around the tree and said "outside." The child looked where
the teacher pointed and ultimately found the bug ..
One of the students noticed that Ma was extremely pleased with Yuc's
performance and asked why she got so excited. Ma used this opportunity to
explain Yuc's cultural and linguistic difference and why she was so please that
Yuc was able to take an active part in her own learning.
Our discussion session after this lesson focused on both addressing the
needs of Ma's LCD students and using

Ie elements to enhance learning for all

students within her classroom. We noted that Ma's lessons were becoming
more interactive however, she still had a hard time relinquishing control over the
discourse. Thus, Love of Reading Week provided me with the opportunity to
model a reading lesson for Ma and her students.
After my lesson, Ma reviewed my performance and related it to her own
instructional practices. She noted that ttlere were some elements that she would
incorporate differently and some that coincided with her current instructional
format. Therefore, our discussion session evolved around how each of us
interpreted the IC elements, and how we incorporated them into our lessons.
The following week Ma chose a story about The Fourth Pig. She chose
this story because her students were familiar with the story about The Three

Pigs and she could use their prior knowledge of this story to build and extend
their interpretations of the original story. Ma also incorporated a secondary
theme into her lesson, "fear."
In the story about the Fourth Pig, the wolf did not blow down the pig's
house. The fourth pig (who was the three pig's sister) blew it down to help the
pigs get over their fear of the wolf. Ma's lesson transpired as follows:

179

T: Today we are going to talk about the fourth little pig. What do you think the
story is about?
C: about some pigs
T: What do you suppose they are gOing to do?
C: build houses
(Ma and the students reviewed the story about the Three Pigs then she began to
read the story about the fourth pig)
T: (Ma continued reading and said) The fourth pig went out and blew the house
down.
C: Why didn't the wolf do that? (blow down the house)
T: Probably had bad lungs--he probably smoked you know.
(The teacher continued reading then asked)
T: What did she (the fourth pig) teach those brothers of hers?
C: that they shouldn't be scary cats
T: That they shouldn't be scary cats - yea, the wolf was there once.
C: scary pigs
T: So what did she teach her brothers to do?
Children: Don't be chicken.
T: Don't be chicken, don't be scary pigsl - Go out and see what there is to see
right?
Ma felt that the students were enjoying the story and decided to continue the
lesson by asking the students to discern what the pigs were going to do next.
C: Stay in the house
T: What house?
C: The house that the brother built.
T: What happened to the house that one brother built?
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C: It got blown down.
T: So, what are they going to do?
C: Build it again.
C: Maybe they could build a grass house.
T: A grass house -- how strong do you think that will be?
This lesson opened a new discussion and Ma noted that the students
were beginning "to 'want' to learn all there is to learn" (pre-survey, p. 3). Hence,
Ma felt that this research had a positive influence on her instructional practices.
Consequently, Ma was able to accomplish her goal for teaching and learning.
Ma's Ie Scores

Pre

#1

#2

#3

Ie Lessons Observed

Figure 6. Ma's pre and post IC lesson scores during the course of this research.
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Ma's Post-Research Findings
I was a bit surprised to find that Ma's main concern changed from
"promote interaction and inquiry" (noted on her pre-survey) to "control behavior"
in her post-survey data. However, during one of our discussion sessions Ma
noted that her current group of students were very difficult to. teach. Many of her
students were very bright and had a difficult time interacting with their peers.
It's been challenging to get them to stay on the track because at
this age they really like to [discuss], and they will say most
anything just to be talking, and I have many children in this class
this year that are very verbal, and usually they talk just to be
talking, and it has nothing to do with what we are trying to discuss
and so it is very difficult to do a lot of open discussion. But that's
been, I think, my job has been to work with them more, to be more
excited, to get them excited, to stay on topic. (Post formal oral
interview, p. 8)
She likened her current group to a class she taught six years before and were
labeled "the class from hell." Therefore, Ma's comment may have truly depicted
that her main concern for this group of students was to control their behavior.
Role of Teacher
Ma summed up both her feelings as well as her perceived role when she
wrote "facilitator, guidance counselor, mother" (Post-survey, p. 2). Could that be
why she chose the fictitious name "Ma" for this research? Actually, Ma seemed
to have accomplished her goal because she was able to become a facilitator for
her student's learning rather than over controlling and directive.
Role of Learner
Evidence of Ma's change from directive to facilitative instruction was also
noted in her perception of the role of learner. Previously, she perceived the role
of learner as, "to be able to discover and question at will what has been provided
to learn." However, at the end of this research she perceived the role of the
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learner as: "to absorb new information to the best of his/her ability" (Post survey,
p. 3). This seems to indicate that Ma has opened her focus to include the
learner as an active participant in the classroom and not an entity to be
evaluated. This change was also indicated in Ma's goals for teaching and
learning.
Ma's Goals for Teaching and Learning
The focus of Ma's pre and post goals were very similar "to create the best
atmosphere for learning and be the best I can be for the children." (Pre and post
surveys, similar statements were apparent both before and after this research)
Consequently Ma's reaction to this research indicated that she not only felt a
renewed sense of responsibility to her students but she also gained more
confidence in her ability to teach. This point is discussed in more detail in the
next section.
How Mediation Influenced Teacher's Transition Process
When the study began Ma noted that her previous instructional
techniques were not always successful with her LCD students. Therefore, she
wanted to use this research to help her attain a deeper understanding of her
linguistica"y and cultura"y diverse students. She also wanted to attain some
instructional techniques that would promote learning for her LCD students and,
at the same time, address the needs of her regular education students.
Consequently, our discussion sessions served a dual purpose, (1) they
helped Ma attain a better understanding of her diverse student population and
(2) they provided us with the opportunity to review her scripted lessons and note
how she was integrating instructional conversation elements into her lessons.
Results of our discussions helped to raise Ma's self-confidence in addressing
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the needs of her diverse population and, attain a deeper understanding of the
teachingllearning process. Ma expressed her reactions to our work together as:
Most of it [teaching] is gut reaction to what is going on at the time,
it's the now, and that's what's been so good about you being there
-- an outsider looking in. There are things that I had no clue I was
dOing. There were other things that I really thought I ~as doing
and I really wasn't. So, that's the hard part because we don't sit
back and tape ourselves or video ourselves. But to know, it takes
an outsider looking in. That's what is good about getting [the
principal] to come in and evaluate, even though it is once a year or
twice a year. It takes an outsider saying, hey, did you know you
were doing this, or good or bad either way. We need constructive
criticism. No one's perfect. (Post formal oral interview, p. 12)
On the whole, Ma felt that our collaboration helped to build her self-confidence
because she was able to try out a variety of instructional techniques and have
the opportunity to discuss the results of her endeavors afterwards. She noted:
One or two things that I hadn't really thought about you'd
brought to mind and made me more cognizant of and willing to
work with them. Try to do more and, I think all the rest of it you
very aptly pointed out, that what I was doing was fine. The things
that I wasn't [doing] try and work with a little bit more and see if you
can't improve on that. Very non-threatening.
Basically, [I] have more confidence in myself that whatever
I'm doing is not wrong, don't worry about it, try it, and if it works
fine, if it doesn't fine, and that's kind of the way teaching is. You go
at it with if it works fine, if it doesn't, it's not a crime and it's not
going to hurt, just try something else, figure out another way to get
at the same thing. Basically, that's what you've done to me, is
given me the confidence to say you're doing fine by watching what
I'm doing and saying this is great, and this you could maybe do this
with [attention to this element], and see a little bit different idea and
all of that, but I think it's just been wonderful. (Post formal oral
interview, p. 11)
Ma's profile is an example of how collaborative efforts evolved t!lrough (1) Ma's
desire to address the needs of her LCD students and (2) Ma's desire to refine
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her instructional practices by applying new and unique instructional techniques.
She permitted herself to take risks to view both her positive learning situations
as well as situations that may impede potential success. By the end of the study
Ma had a deeper understanding of the concepts behind instructional
conversations and therefore, found it easier to naturally incorporate them into
her lessons.
Profile #4 Tina
Background Information
Tina is a first grade Mexican-American teacher who has worked with the
district for about nine years. Her family spoke Spanish at home but was asked
to replace their mother language for English when Tina and her siblings went to
school. "I really didn't have a language problem. I was the last of five children.
I had two older sisters that went through that problem." (Discussion session,

417/93) Tina went on to note that her sisters were forced to a lower grade level
and her mother was told not to speak Spanish in the home. Because of this Tina
noted, "I felt that something was taken away from me because my Spanish was
not good because of that." (Discussion session 4/7/93) Tina felt that she was
robbed of both her linguistic and cultural backgrounds and, therefore, currently
takes every opportunity to improve her Spanish and regain her cultural ties.
However, Tina noted that she faced rejection in school and felt
... .frustration when I was a child. Cause I was always outcasted-I was a minority, I was outcasted because if you didn't say a thing
the right way, you were put into the lower reading group. And I
was in the lower reading group. I just know how it feels to be in
that position (and) I think it is very important to accept a child for
who they are and what they are. (From our discussion session
417/93)
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Tina said that she never forgot the feeling of being inferior to her AngloAmerican classmates and consequently, works very hard to help her students
become confident and proficient learners.
Teacher's Pre-Research Instructional Format
Tina tried to address the needs of her LCD and lower-achieving students
by focusing on each child's strengths. She also tried to build confidence in her
students so they do not feel embarrassed when they need to talk and interact
with their peers. Consequently, Tina emphasized a positive classroom
environment and noted:
I feel it's important that you make the children feel that this is their
place. That they're comfortable here. They feel safe when they
enter the classroom with me. That they feel protected, and they
know that I will support them. I will also be strong with them, but
yet I will support them. And that there's expectations in here and
they recognize it. (Pre-research interview, p. 5)
Tina holds high expectations for each child. For example:
When we do DOL [daily orallanguage]in the mornings, they have
to explain. When they correct something, they have to explain to
the rest [of the class] why they did it and [for] what purpose, and
they have to get the 'O.K.' from the group. (Discussion session,
4/7/93)
For example, each morning, Tina asked a child lead the morning agenda. This
consisted of: reading the days of the week and placing a new number on the
current day, discussing the weather for that day and reading the cafeteria menu.
On the whole, Tina provided her students with the opportunity to use literature in
everything they do. During our discussion session (417/93) she noted:
My belief is they need to have a love for literature and they need to
look at literature in different ways and how it makes a connection
into their worlds. I don't want to just give out paper-and-pencil type
of stuff. It just makes them very bored, very tired, and there's not

186

going to be any stimulation .... [She went on to discuss her lower
functioning students] I don't see them low. I don't see them high. I
just see them as a whole group and it's something that we help
each other with because we have to help each other.
Tina also used peer tutors to assist her slower students. However, she was
quick to note, that a slower student may have a difficult time with one subject but
will excel at another. "Every child has their strengths and they have their
weaknesses. They recognize them. They can tell you off-hand what it is that
they are afraid of' (Discussion session 4/7/93).
Therefore, she tried to find the strengths in each child and use those
strengths to work on their weaknesses and maintain each child's self-esteem.
Tina also believed in peer tutoring because she felt it helped to, (1) reinforce the
classwork that the students have completed and, (2) provide students with the
opportunity to use their language skills to convey their instructions. Tina noted,
There is constant learning going on. Even though they [the more
advanced students] are finished their work, they're helping that
child [the slower learner] and reinforcing what they have just
finished. They're on the other side. They're the teacher helping
that child and they're remembering what it is that I told them to do
in that order. (Discussion session, 4/7/93)
Tina indicated that the result of this teaching format helped her learning disabled
(LD) students become more proficient at reading and writing. She noted that
their level of functioning could be considered "struggling," but they can read with
the other students. Therefore, she felt she did not have any students who are

really struggling because she makes her students work for their answers rather
than feel sorry for them. Tina also solicits support from her students' parents.
There is no way that they [her students] can get by with it [slacking
off or trying to see how far they can get away with not doing their
work], because I inform the parents. I try to keep in close contact
with them as much as possible. Sometimes it's very hard to do
that, you know how that is. But it's important that one does it as
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much as possible to let them know their child's not doing what's
expected of them, [I let them know] through some of the
assignments that they didn't finish and really need to be completed.
So that way parents are very important to education. It makes a
big impression on the child further on, and it's a big stepping stone.
(Pre-research interview, p. 5)
Tina noted that maintaining a high level of expectations for her students
promotes learning that is designed for each child to achieve' his or her language
and learning potential. Consequently, at the beginning of this research, she
perceived the role of teacher as:
I just expect my children to do the best that they can possibly do
and to be happy with what they're doing, to be happy with
themselves, with who they are. Especially nowadays, we have to
think of the child as a whole, not as a part, not part of their hrain,
because a lot of them are coming from horrible situations at home,
we're having to deal with those things, and a lot of them are coming
to school very frustrated because of what's going on at home, and
that is why, they have to be safe here. They have to know that I
will care for them. That I will be here for them. I will listen to them.
(Pre-research interview, p. 9)
From a learning perspective, Tina perceived the role of learner as: "to explore,
investigate, inquire; to be curious, stimulated; to be excited; to be happy, not
afraid or inhibited by their environment; to learn how to use the resources that
surround them within the classroom" (Pre-survey, p. 3). In essence, her preresearch goals for teaching and learning were:
(1) To meet curriculum requirements; (2) for all my children to love
to pick up books independently and read them with enjoyment; (3)
for children to express themselves freely - be risk takers; (4) enjoy
coming to school [be]comfortable with their environment [and] feel
they are a part! (Pre-survey, p. 3)
Tina noted that she had the same goals and expectations for her LCD
stUdents. Her diverse linguistic population was composed of five ESL students.
Two students were Chinese, one Romanian and two were from Mexico.
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Although Tina noted that she had no formal background in working with LCD
students she was asked to teach a bilingual classroom when she first started
teaching with the district. She noted:
That was very difficult, but yet it was rewarding in its own ways. It
just made me see a lot of things that it's hard for other people [to
imagine the life of a bilingual teacher], it's very easy for them
[people who have not taught in a bilingual situation] to just talk and
say this and that but not really understand what's going on out
there. (Pre-research interview, p. 1)
Consequently, Tina's experience in bilingual education helped her to work with
the LCD students in her classroom. However, when asked what she wanted to
gain from this research she said:
I wish you could tell me that, what you see, what you observe in the
classroom. I don't mind constructive criticism. I can always grow .
. . I think [dialogue sessions] that's a really good idea, because I
feel that we really don't get enough time to speak to one another,
to find out what's going on, to share ideas. It would be nice if there
was some kind of bi-weekly or even just once a month, get together
in which we are given time to meet, just brainstorm, to share ideas.
(Pre-formal interview, p. 8)
Because Tina experienced an adverse learning situation as a child, she was
determined to teach her students to think for themselves by offering diverse
learning situations that would promote the linguistic, academic and cognitive
development. Consequently, my work with Tina proved to be a truly
collaborative endeavor because we were able to share and learn from each
other's knowledge base. Tina's concepts of teaching and learning as well as the
techniques that she used to enrich her students' learning were similar to those
presented for this research. Therefore, our work together provided us with the
opportunity to explore, reconceptualize and reorganize her instructional
practices.
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Teacher in Transition
Tina's initial interview was very open and revealing. As a consequence, I
was able to learn how her previous learning experiences impacted her current
instructional practices. However, she noted that her instructional practices were
a accumulation of techniques that she devised and acquired through her
teaching experiences. She noted that she had not received extensive
professional training beyond her Bachelor's degree and, therefore, often
wondered if her instructional practices were appropriate and productive. Thus,
her first scripted lesson (1/7/93) transpired as follows:
Tina reviewed a story that the class read the day before. Tina guided her
students through the story as she asked questions and wrote the students'
responses on a story web.
T: First page, what do we call the first page?
C: (Child answers and explains her answer)
T: Was there a problem in the story?
C: rabbit -- lunch
T: You mean he wanted rabbit for lunch?
T: How do you know the fox has a plan?
C: (The child discusses his answer)
T: Remember, he had a plan to get the rabbit for lunch
C: Oh! He wanted to do like Red Riding Hood.
T: Nooo. Remember he wanted to --C: Oh, red frogs?
T: Are there red frogs
The dialogue continued until Tina and the class finished discussing the story.
However, Tina did not end her lesson after the review. She used the review as a
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starting point to compare and contrast a story that she had previously read to the
class.
T: Today, Ms. Tina read another story. Did it have a problem?
Cn: yes -- no
T: So, what was it?
C: The children did not answer so Tina continued to probe.
T: So in the Fox story, how did it work for him?
C: by pretending to be red
T: In the other, did it work for him?
C: yes
T: why?
The students discussed the problem then they compared and contrasted stories
and provided a solution for each problem. She referred to her story map to
provide clues for discussion. She also used the map to help her students
become familiar with reading the names of the characters and events from the
stories. In essence, Tina integrated the IC components to promote and extend
her students' learning.
If we compare Tina's first scripted lesson with Starlight's first scripted
lesson, we can note a vast difference in the way each teacher promoted or
impeded their students' learning. Tina probed for answers without actually
giving her students the answers. She provided clues through discussion and
pictures and helped her students derive their answers on their own. In contrast,
Starlight was afraid to let her students make mistakes and thus, did not
challenge her students or "push" them to extend their knowledge base or
promote essential learning skills. Further analysis of each teacher's lesson
indicated that both teachers controlled the discussion. However, Starlight's
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control was very limiting and Tina's control produced student reflection and
problem solving.
As the study progressed, our discussions focused on Tina's attributes and
related them to ways that she could promote more spontaneous interaction from
her students. Therefore, her lesson (3/22/93) indicates how Tina and her
students worked through reading a rhyme titled, One, Two, Buckle My Shoe.
Students: One, two, buckle my shoe. Three, four, shut the door"
T: Shut the door?
C: knock at the door
T: Let's knock on the floor to help us remember the part, "knock at the door"
C: You could knock on your shoe
T: O.K. good idea
C: You could knock on your book
T: Ohl I like that idea.
T: Should we knock before or after we read it (the phrase)
Children answer: afterwards
T: O. K. Good idea
(As the rhyme progressed, the students came up with hand movements to depict
other portions of the rhyme. Everyone enjoyed reading the poem and all
students remained on task throughout the lesson. Next, Tina asked:
T: Todd, what was this poem about?
C: umm
T: What was it about? You hear a lot of buzz words.
Children: buzz, buzz
Todd: it's a rhyme
T: What's it about?

192

C: Numbers
T: Can you point to the numbers, just to the number words. Can he say it
correctly?
Children: yes
Todd: (Pointed to all number words and read them correctly).
T: What's the smallest number we have?
C:one
T: And the largest number
Todd: 10
Tina's "theme" (element #1) changed throughout the lesson. First, she
incorporated her students' perceptions of actions related to the verbs in the
rhyme. Then, she changed the theme to determine if her students
comprehended the context of the rhyme. Finally, she incorporated the idea of
number words and their numerical value in the story. In sum, Tina integrated all
IC elements into her lesson to help her students develop their reading skills,
their problem solving skills, and their mathematical skills. Thus, this example
denotes how Tina used her instructional techniques to help her students develop
a variety of learning skills.
Although Tina's preliminary instructional practices included many of the
IC elements and her concepts of teaching and learning reflected her desire to
develop each child's learning potential, Tina felt that this research helped her to
verbalize many of her thoughts about teaching and learning. She used our
discussion sessions to help make her understanding of teaching and learning
more explicit. This gave us the opportunity to identify her understandings and
misunderstandings of the teaching/learning process. In the course of our
discussions, I was able to explain and clarify concepts that were vague or
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misunderstood. According to Au (1990), "once a person's concepts have
become explicit, they are open to discourse processes which can promote
reorganization and refinement" (p. 273). Therefore, this was an important step
in Tina's transition process because she used our discussion sessions to bring
to consciousness or awareness her perceptions of the teaching/learning
process. This helped her to change or modify her instructional practices to meet
the diverse needs of her learners. (see Figure 7, for an overview of Tina's prepost IC scores).
Tina's Ie Scores

Pre

#1

#2

Ie Lessons Observed

Figure 7. Tina's pre and post IC lesson scores during the course of this
research. Discussion sessions provided the assurance Tina needed to reaffirm
her notions of the teaching and learning process.
Tina's Post-Research Findings
Tina's main concern for her students did not change throughout the study.
She wanted to "promote interaction and inquiry" with her students.
Consequently, she used our discussion sessions to optimize her instructional
potential by reflecting on the diverse needs of her students. She noted that the
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concepts and techniques that she attained from this study helped her to become
"more aware and sensitive to my ways of teaching Ell children" (Post-research
survey, p. 1). She noted that the IC Rating Scale helped her to take a closer
look at the ways she projected herself throughout her lessons. It also helped her
to view the impact her instruction had on her students' learning. She noted: "(I)
received a very close look (black and white [scripted lessons]) to how much
directive/facilitating I do within my lessons. (It) directed me to become more of a
facilitator" (Post-research survey, p. 3).
Role of Teacher
Tina began this project convinced of the importance of teaching students
to think for themselves and, therefore, set out to incorporate a variety of
instructional techniques that would help her support her thinking. Over time, she
became less directive and more facilitating by eliCiting and supporting her
students' responses during her lessons. Her self-esteem also seemed to
improve because she was able to analyze her own instructional practices and
sUbstantiate the techniques that promoted linguistic, academic and cognitive
development. From an instructional perspective, she found that our discussions
helped her to enhance her perceptions of her diverse learners.
Role of Learner
Tina's perceptions of the role of learner had one slight, but significant,
change from her pre-survey data. She changed her phrase, "to explore,
investigate, inquire, to be curious and stimulated" written on her pre-survey form
to: "be ready to discuss, find and discover information" (Post-research survey, p.
3). Consequently, over the course of this research she integrated the importance
of using dialogue to promote and extend her students' learning. This concept
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coincides with Vygotsky's notion of the role of speech in development and can
be related to both children and adults. Thus, Vygotsky (1978) explains:
It is important to remember that egocentric speech is linked to
children's social speech by many transitional forms. The first
significant illustration of the link between these two language
functions occurs when children find that they are unable to solve a
problem by themselves. They then turn to an adult, and verbally
describe the method that they cannot carry out by themselves. The
greatest change in children's capacity to use language as a
problem-solving tool takes place somewhat later in their
development, when socialized speech (which has previously been
used to address an adult) is turned inward. Instead of appealing to
the adult, children appeal to themselves; language thus takes on
an intrapersonal function in addition to its interpersonal use. (p. 27)
The dialogue process helped Tina to reconceptualize and reaffirm her
perceptions of the teachingllearning process because she was able to link her
perceptions of teaching with techniques that would facilitate learning for her
diverse student population. In turn, she used dialogue as a social or
"interpersonal function" to help her students internalize new concepts
(intrapersonal functions) and acquire new knowledge. In sum, this research
helped Tina to understand and reaffirm that her use of dialogue enhanced her
students' learning.
Tina's Goals for Teaching and Learning
Tina's goals remained constant throughout the study because she
reiterated the need for an interactive, child-centered focus on learning. Thus,
her post-survey response to her goals for teaching and learning were depicted
as: "To bring out the best in every child - academically and emotionally (support-I'm there for you!). For the child to enjoy coming to school!!"
Although Tina's concepts of teaching and learning were 'already grounded
in the instructional theories presented in this research, the quality of her
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interactions improved because she constantly examined her actions throughout
the study. Through dialogue and mediation Tina was able to reaffirm her prior
perceptions of the teachingllearning process. This concept will be discussed in
more detail in the next section.
How Mediation Influenced Teacher's Transition Process
As Tina's instructional practices were motivated by her past learning
experiences as a child, we used our discussion sessions to help Tina define her
perceptions of the teaching/learning process. Thus, I referred to Au's (1990)
interpretations of Vygotsky's work on theory development to /1elp me understand
Tina's transition process:
Often, an individual may have a sketchy or partial understanding of
aspects of a formal theory but be unaware of exactly what is
understood or not understood. In the course of a discussion or
conversation, the individual had the chance to verbalize
understandings as well as misunderstandings. The process of
putting thoughts into words allows the individual to become aware
of his or her own understandings and misunderstandings. When
these understandings and misunderstandings have been
verbalized, they can also become known to an instructor who may
be participating in the discussion. The instructor then has the
opportunity to explain and clarify concepts that have remained
unclear to the individual. As the process of discussion continues, it
has the potential for promoting the individual's acquisition of
scientific concepts. Thus, once a person's concepts have become
explicit, they are open to discourse processes which can promote
reorganization and refinement. (p. 273)
We used dialogue to help Tina become more explicit of her notions of teaching
and learning. Early in the study our discussions evolved around Tina's practical
experiences based on her previous classroom practices. However, during the
course of our discussions, Tina's thinking became more explicit. This provided
us with the opportunity to analyze some of Tina's statements and relate them to
current research theory discussed in our staff development group sessions.
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These discussions helped Tina to become more aware or conscious of how her
thoughts on teaching and learning were reflected in her instructional activities.
Au (1990) provides an explanation of Vygotsky's perspective on consciousness.
Vygotsky's perspective on consciousness serves to frame this
study of changes in a novice's [in Au's study novice was a teacher
learning a new form of instructional techniques] practical
knowledge of teaching. Through a novice's statements, aspects of
knowledge should be seen to move from a tacit to an explicit
status. Furthermore, as knowledge deepens, some aspects of
knowledge should be combined into larger, more inclusive
components. Specifically, in the case of a novice teacher's
practical knowledge of teaching, the emergence of images, in the
place of rules and principles, would signal the forming of more
inclusive components. The appearance of these components can
be said to mark the beginning of expertise. Central to the
development of expertise is the movement of some aspects of
practical knowledge to consciousness, the highest level of mental
functioning. (274)
As Tina's instructional practices were similar to the research theory discussed in
this project, she was able to move beyond her practical knowledge by using
dialogue to reorganize and refine her thoughts on the teachingllearning process.
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Profile #5 Yvette
Background Information
Yvette is a second-grade, Mexican-American teacher who has been with
the district for over 16 years. She taught at Cactus Elementary School for the
past four years and has a Master's degree in education. Although Yvette has
had over 4 in-services related to bilingual/bicultural education and is fluent in
Spanish, she wanted to attain more information on the second language
acquisition process. She was also interested in attaining instructional
techniques that would promote learning for her diverse student population.
Yvette's diverse linguistic population was made up of one Vietnamese
student and a variety of bilingual Spanish speaking students. Although she did
not instruct in a bilingual classroom, she spoke both English and Spanish with
her students during the day. She used this format to teach all of her students
words and phrases in her second language and to provide assistance to her
bilingual Spanish-speaking students. Like Azya, Yvette had many students from
low-economic families. She felt that they did not have sufficient exposure to
literature and culture to address linguistically and cognitively demanding
scholastic material. Thus, in contrast with Azya's work, Yvette chose reading
material that was simplistic and easily understood because she felt these
students were incapable of achieving grade-level material. She also provided
peer and teacher support throughout the day to assist students who had
difficulty completing classroom assignments.
Yvette's reading group usually consisted of small groups and she chose
students with diverse reading abilities to make up each group. Utilizing this
format, Yvette felt that the slow readers would benefit from peer role models.
She also felt that mixing the groups would take away the stigma of being labeled
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a good or a poor reader. Hence, students would receive needed assistance
without lowering their self-esteem. On the whole, Yvette was a very nurturing
teacher who promoted a family atmosphere within her classroom.
In addition to her classroom "family," Yvette found out early in the
semester that she was pregnant and included the growth of her unborn child into
the classroom environment. She put a pillow on her rocker to ease her back and
she let the children feel the baby when it kicked. Yvette and her class often
talked about her pregnancy and the children took an active part in her upcoming
event. Yvette noted that this was her first child who was conceived
unexpectantly and somewhat "late" in her child-bearing years. Consequently,
Yvette had frequent absences in the preliminary months of her pregnancy and
her students had a variety of substitute teachers to replace her. Therefore, the
classroom environment was not always the most conducive to learning
appropriate social and academic skills. However, Yvette worked hard at fulfilling
her role as teacher and nurturer whenever she was in her classroom and her
students seemed to enjoy her love and attention.
Teacher's Pre-Research Instructional Format
My first observation in Yvette's classroom proved to be quite an
interesting experience. First of all, I noted that Yvette taught her lesson from the
math workbook. She assisted her students in completing each page. Next, I
found out that Yvette was chosen alternate principal and thus, had to address
any issue that came up while the principal was not in the building.
Consequently, each day a child was chosen to be "teacher" and his/her
responsibilities included maintaining classroom behavior while Yvette left the
room. The following is a portion of what transpired during Yvette's math lesson
followed by what transpired when she was asked to leave the room.
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Math lesson:
T: OK here we go. Asia we're on page 144, box number 1. Did we write 50
cents?
T: What is 50 cents and 1 penny?
C: 51 cents
T: Write 51 (Yvette pointed to the space and told a child to write 51 in the blank)
T: All right, so 50 and 2 pennies
C: 52 cents
T: So write 52. Do we have enough to buy a car - yes or no?
(Some children say yes and others say no)
T: Yes so, circle the word yes.
T: Maria, can you do this one again?
(Maria had trouble with the problem)
T: Skip it Maria, then we'll come back to it.
While Yvette and her students were working on the lesson, she was called out of
the room. Yvette gave directions to the student she selected as "teacher" and
left the room. Shortly after Yvette left the room, a child asked the "teacher" if he
could help others with their work. Dan (the "teacher") said: "yes"
The students were getting a bit noisy and Dan asked a child "should we turn off
the lights?" The child answered "yes" and Dan said, "OK raise your hand if it is
OK to turn off the lights." Dan counted the raised hands and gave approval to
turn off the classroom lights ..
C: (a child went over to turn off the lights)
Dan: OK, it's getting better - Justin you can turn on the lights.
(As the students finished their work, they began to talk and walk around the
room)
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Dan: If you're gonna talk again then

ill turn off the lightsl

(the students were

quiet for a short time then they started to talk)
(Dan was very frustrated and started to talk to himself. He turned off one light
then said to the class: "1'1/ turn off one light and someone else can turn off the
other!"
Shortly after Dan turned off the light Yvette returned to the classroom. All
of the students ran to tell her what transpired.
This is an example seemed to project the typical environment that I
encountered throughout the research. As the year progressed and Yvette's time
away from school became more frequent, she was released from her job as
assistant principal. However, the classroom environment remained unchanged
throughout the year.
Yvette chose to participate in this research because she wanted to
enhance her instructional practices. She noted:
So to me, for anyone to come into the room and if they can see
what it's like and what we go through, what the kids go through,
and how it's so different now than before [she is referring to how
teaching practices have changed due to the influx of diverse
linguistic, cultural and socia-economic populations], and realize it's
a difficult job for the kids and for us, and for everyone involved.
Not one person does it. It involves the parent, it involves the
principal, it involves many, many, many people. So, I look at it as
anybody who comes in, whether it's observation or come to
participate, I'm open to it. (Pre-research formal interview, p. 8)
Therefore, Yvette freely accepted having her lessons observed, scripted and
discussed. However, before we began our work together I reviewed Yvette's
survey and interview data to determine her perceptions of: her role as teacher,
the role of the learner in her classroom, her main concerns and her goals for
teaching and learning. These data helped me to gain a deeper understanding of
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Yvette's perceptions of teaching and learning. I noted that Yvette considered
her role as teacher to "be understanding consistent in consequence (whether
positive or when the child is breaking the classroom rules)" [note: parenthesis
used by the teacher]. This coincided with her perception of the role of learner
indicating: "to apply oneself, to be considerate and thoughtful of oneself and
others in class" (Pre-research survey, p. 4). She reflected similar thoughts
related to her goals for teaching and learning which were stated as:
For each child to have a good feeling -- self concept of oneself
when entering and leaving the classroom each day. For each child
to know that one [is] dOing his/her best and apply oneself is all one
can do. To achieve success in whatever one does. (Pre-research
survey, p. 4)
Yvette rationalized her perspectives by adding:
I've always had that self confidence in me when I was all through
grade school, through my grade school years and high school and
I liked it. I think it's very important to feel that maybe I can't do as
much as Susie Q over there, but this is the best I can do when the
teacher says, 'very good' ... and feel I accomplished something.
Whether it's a social skill, academic skill or whatever, it's important
for them to feel comfortable about themselves, for then they will
feel some success. (Pre-formal oral interview, p. 9)
Like Tina, Yvette valued her student's self-concept. However the format that
each teacher used to procure this concept differed. The primary difference
between both teachers (both from Mexican-American families) stemmed from
their initial learning experiences. Tina's experiences made her feel inept and
inadequate as a child. Whereas, Yvette's prior learning experiences promoted
positive reinforcement resulting in enhanced self-esteem. Another differing
factor was related to how each family addressed their linguistic and cultural
backgrounds. Tina's family was asked to relinquish their linguistic and cultural
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ties to the English language and culture. However, Yvette's family were
permitted and encouraged to retain their linguistic and cultural heritage.
Consequently, Yvette's prior learning experiences resulted in positive
recollections of her learning environment which she wanted to carry on with the
students in her classroom. Thus, she enhanced her educational practices by
attaining an advanced degree and she considered her professional life as
complete and fulfilled.
Tina, on the other hand, wanted to improve her former learning situation
by rebelling against the educational system. Thus, she noted that she created
her own instructional style which was based on remediating her past learning
experiences. To date, Tina has not pursued an advanced degree to facilitate or
improve her instructional practice. In essence, the only commonalty between
both teachers was their heritage.
When asked to describe her teaching style, Yvette considered herself
"open and flexible". She noted,
I want to be that way, where they [her students] see that I can
change, or that I can do things a little bit differently, that I'm not a
certain way. But I feel more confident about it because then the
kids will direct me, okay this is the way they want to go, and that's
fine. Because that's what they need. (Pre-formal oral interview, p.

4)
Yvette's open instructional format was evident in her scripted lesson dated
1/6/93. She asked comprehension questions related to the story Peter Rabbit
and the lesson transpired as follows:

T: Alicia, What story did we read?
Alicia: Peter Rabbit
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T: Wait a minute. We need everyone to sit on the rug. We need to have a
discussion of what we read yesterday. Now, who did I call on?
C: Alicia
T: No, Alicia named the story
T: What did Mother Rabbit say?
C: (child responds to the teacher's question and another child interrupts)
T: I know, but I want (child's name) to say something. Need help?
C: (The child did not answer so Yvette called on another child to help)
C: (the child answered the question correctly)
T: Which of the children didn't listen?
C: Peter
T: Where did Peter decide to play?
C: In Mr. McGregor's garden.
This question format continued until the main comprehension questions were
answered.
During our discussion session after Yvette's lesson, we noted that
Yvette's comprehension format consisted entirely of closed-ended questions.
When I asked Yvette if she could look for similar responses by using more openended questions, she reflected on her response but did not answer. Thus, I
continued our discussion by providing examples of how other teachers elicited
responses. Next, we discussed the rationale behind providing students with the
opportunity to take a more active role in discussing the reading lesson. I
provided examples of other teachers' lessons and noted how they used their
questioning techniques to motivate their students' learning. I also mentioned
how maintaining motivation helped to control students' behavior. Yvette
reflected on our discussion and noted:
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Well, it makes me aware of some things that I should do and to
make me more effective. It expands me --my teaching methods.
You made me think about 'Well, gee, I've tried this before and I quit
using this, I quit using this method, but now I want to bring it back
and see and draw back on the kids' experience into this. See, I did
this before, but I just cut back. It [our discussion sessions] makes
you think. (Discussion session, 1/29/93)
Yvette also noted that her student population were so diverse that pursuing
discussions and making story maps from the responses resulted in bizarre
answers unrelated to the topic of discussion. Consequently, she relinquished
this practice for one that facilitated her instructional routine. However, she noted
that these inappropriate behaviors took place at the beginning of the year. She
felt that her students may have had a few months to mature and noted that she
would pursue discussions once again. Yvette also recognized the need to
expand her students' linguistic and cognitive development and proceeded to
discuss ways that she could enhance her instructional practices. Over time,
Yvette became more aware of instructional practices that would enhance her
stUdents' learning without lowering their self-esteem.
Teacher in Transition
After 16 years in the classroom, Yvette noted that she had succumbed to
comfortable class routine that lacked SUbstantive linguistic and cognitive
development. Therefore, our first few sessions were used to help Yvette review
her scripted lessons and reflect on her instructional practices. She also used
the time to discuss techniques that she used successfully in the past but were
overlooked or forgotten with her current group of stUdents. Included in our
discussions were Yvette's thoughts and concerns related to motherhood and
how her pregnancy was effecting her students' learning. At times she was very
anxious about having a baby and being an "older" single mom. At other times

206

she was very happy and excited about the prospect of becoming a mother.
Thus, she felt that her feelings and concerns were projected to her students and
she noted that our discussion time helped her reflect on emotional as well as
academic issues. In essence, our dialogue sessions were used as a means of
promoting social interactions with the ultimate goal of helping Yvette become
aware of the factors that were impeding her instructional practices.
Yvette's second lesson proved to be an improvement over her first. She
chose the theme "slumber party" to help her students talk about their prior
experiences related to planning and enjoying an evening with their friends.
Yvette worked with a small reading group and asked each student to provide
information about their personal experiences related to slumber parties.
Consequently, Yvette's open-ended questioning format promoted more linguistic
interactions throughout the lesson. For example:
T: Did you go to a slumber party? Did they do the same thing (as the children in
the story).
C: No, we played basketball
T: Now, if you had a slumber party, Brian, what would you do?
Brian: umm
T: (Yvette called on another child) OK, she's going to help, so let her tell about
her slumber party. Where is your slumber party?
C: We're going to Golf N' Stuff and come back home
T: (Yvette repeats what the child said and asked) How many girls are you
inviting?
C: only three- (then the child named the girls who were going to the party)
T: (Yvette repeated the names of the girls) So, you invite the girls, go to Golf N'
Stuff and then what's gOing to happen?

---------.

-----
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C: They will spend the night.
The discussion continued throughout the lesson. However, Yvette got so
involved with her questions that the lesson resulted in an extensive interrogation
process. As the lesson progressed, Yvette's questions began to control the
conversation. Her students' utterances were based on Yvette's questions and
thus, succeeding utterances were not built on previous ones. Consequently, our
subsequent discussion session transpired as followed:
You made me aware that kids need to talk more and I used the
theme to get them to do so. Not me directing so much. Makes me
aware of some of the things I need to do and not have it all
directed. [she reflected on the video that she saw during our last
in-service. It depicted a teacher using IC techniques with her
students]. Yvette commented: I saw that teacher and I thought,
"Now how does she get these kids to verbalize so much?"--and
here I kind of have to provoke them by asking them questions, and
I don't want to do that because I wanted them to express
themselves, but yet I felt they weren't expressing themselves
because they were just answering a question and not extending it.
How can I get away from directing? [\tVe discussed various
approaches Yvette could use in future lessons as well as the
rationale behind each approach.] I just find myself being directive
and I don't like that. I'd rather they say a wrong answer, or just
make a guess. I want them to succeed. I'm going to be an overprotective mother. I shouldn't be so domineering. (Audio-taped
discussion session, 3/2/93)
This session seemed to help Yvette bring to consciousness many aspects
of her instructional practices that she had not addressed in the past. Each
subsequent lesson provided us with the opportunity to discuss new aspects of
Yvette's teaching and provide positive reinforcement for the changes that she
attempted. Figure 8, provides an overview of Yvette's pre-post IC scores.
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Yvette's Ie Scores

Pre

#1

#2

Ie Lessons Observed

Figure 8. Yvette's pre and post IC lesson scores during the course of this
research. Other lessons were observed and scored but they did not fit the final
scoring criteria adopted for analysis.
Yvette's Post Research Findings
After reviewing Yvette's perceptions of teacher and learner and
contrasting them with her actual instructional practices, I realized that Yvette
accomplished her main goal noted at the beginning of this research. She
wanted to promote interaction and inquiry. Thus, further review of our
discussion sessions reflected how she went about attaining her goal.
Review of Yvette's "slumber party" lesson indicated that some of Yvette's
students had not had any experience with slumber parties and thus, were not
able to relate their prior experiences with the topic. However, when the topic
changed from slumber parties to birthday parties, the interaction took on a
different form (2/16/93):
T: Now on your birthday, you feel -- What?
C: Happy
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c: Good
C: Surprised
(all students took turns in answering how they feel)
T: Is there anything you don't like about birthdays? Something you just don't
like.
C: (Child tells the group that he always forgets to bring his birthday present to
the parties)
C: (each child told about the pros and cons of birthdays)
C: My mom didn't get me what I wanted
T: She didn't get you what you wanted? Do you understand why? and, Are
birthdays just for presents?
C: All children answered "no" and gave their perceptions related to birthdays
and receiving presents.
This interaction indicates that Yvette was able to promote more verbal
interaction with her students by choosing a topic that was mundane to all
involved in the lesson. Rating the birthday party lesson with Goldenberg's IC
Rating Scale indicated that Yvette started her lesson with a theme (element #1).
She activated her students' background and relevant schemata (#2). She did
not use any direct teaching to promote a skill or concept (#3), and she promoted
language and expression (#4). She did not elicit basis for statements or
positions (#5), but she did ask fewer "known-answer" questions (#6), and she
was very responsive to her students' contributions (#7). Therefore, the
discourse was connect to the theme and was characterized by multiple,
interactive, connected turns with the succeeding utterances building on and
extending the previous ones (#8). The atmosphere was somewhat challenging
and very non-threatening (#9) because Yvette encouraged general participation
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from her students (#10). In sum, Yvette's birthday lesson began to incorporate
many of the Ie elements resulting in more interaction during the lesson.
Hence, we noted that Yvette needed to structure her lessons around
topics that were mundane to all of her students to attain greater interaction and
inquiry during her lessons. We also noted that Yvette considered raising her
students' self esteem as an important requisite for her students to learn. Hence,
promoting students' interaction and inquiry seemed to provide this emotional
support. Omitted and often overlooked in our discussions were references to the
academic and/or cognitive development of the students. This factor was difficult
for me to understand so I referred to Langer and Applebee's (1987) work to help
me gain a deeper understanding of what transpired in our discussion sessions.
Results of Langer and Applebee's (1987) research indicated: "How
teachers went about their teaching differed--and these differences were a
sensible outgrowth of what they considered important for their students to learn "
(p. 39-40). Hence, Yvette's main concern for her students was to promote
interaction and inquiry. She did not mention academic and/or cognitive
development. Therefore, Yvette accomplished her goal -- she promoted
interaction and inquiry.
One important factor remains to be discussed, Yvette lost her baby shortly
after our 3/2/93 lesson and discussion session. Her baby was born prematurely
and did not survive. Yvette was devastated and took a personal leave of
absence. She returned a few weeks before school ended and slowly worked her
way back into her classroom routine. The children were very sensitive to her
situation and constantly surrounded her with love and hugs.
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Role of Teacher
Yvette chose to continue with our research when she returned to school.
However, she was too busy addressing the curricular and emotional needs of
her students to be observed and scripted. She also chose to complete the postresearch data and to attend the final in-service.
She depicted the role of teacher as: "To motivate the child and teach all
that I can and have the child have and leave with a good 'self-concept' of
oneself' (Post-survey, p. 2). Consequently, Yvette's perception of teacher
remained constant throughout the research.
Role of Learner
Yvette's perception of "learner" also did not change throughout the study.
She maintained that a student should "do the best and ~ oneself in his/her
work." (Post survey, p. 3).
Yvette's Goals for Teaching and Learning
Yvette's goals for teaching and learning were also consistent throughout
the research. She wanted "to have (each) child develop or leave with a 'good
self-concept' of oneself; to have each child feel that they can succeed" (Postresearch survey, p. 3). In sum, Yvette's perceptions, goals and concerns
remained constant throughout the study. Consequently, changes in Yvette's
instructional practices evolved around what she considered important for her
students to learn. In essence, she accomplished exactly what she set out to do
at the beginning of the study.
How Mediation Influenced Teacher's Transition Process
By helping Yvette reflect on her instructional practices and relate them to
her perceptions of teaching and learning, Yvette accomplished her research
goals. She used our discussion sessions to consciously address factors in her
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instructional practice that may have inhibited her teaching practices. Through
mediation, speech was used as a way to make Yvette's 11th oughts accessible to
the processes of social influencell (Au, 1990, p. 272).
In sum, Yvette felt that building her students' self-esteem was the most
important issue related to student learning. Consequently, she did not address
issues that promoted extensive linguistic, academic and/or cognitive
development.
Further review of Yvette's data provided evidence of why these
components were suppressed. She noted that this research:
made me aware of how controlling and protective I am. I'm open in
the sense I need to work on how to draw their answers. I need to
rephrase it (her questions) so that I'm not clueing them what I'm
looking for. (Post-research interview, p. 5)
However, the death of the baby caused her to revert to her original instructional
habits because: "it's just really hard because I'm even more protective now. But
I wasn't aware of that's how I wasil (Post-research interview, p. 5). However, she
noted that this research caused her to consciously review her instructional
practices and therefore, noted that she would continue thinking about our work
because "I'm aware of what I'm doing" (Post-research interview, p. 5). According
to Au (1990) "development in a particular domain begins by being externally and
SOCially regulated (p. 272). For Yvette, this research may have been the
beginning of her development.
Profile #6 Chelsea
I chose to end this section with Chelsea's profile because she used a
holistic format to teach her lessons and, as noted earlier, naturally incorporated
seven (7)

Ie elements into her baseline lesson.

Apart from using a child-
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centered instructional orientation similar to the research proposed for this
project, Chelsea used the mediation attained during this research to explore
diverse instructional techniques that would facilitate learning. For example,
Chelsea noted that her students seemed to be more interactive and motivated
when presented a narrative lesson based on a story format than they were with
an expository lesson based on scientific information. Therefore, we used our
time together to explore the impact that instructional conversation techniques
had on narrative, exploratory, and poem reading formats.
Like the other teachers taking part in this research, Chelsea's student
population was linguistically and academically diverse. However, Chelsea was
very concerned about her lower-achieving students and wanted to devise an
instructional format that would enhance learning for all students in her
classroom. More specifically, Chelsea was interested in: improving her LCD
students' social, linguistic and cognitive development during her group
discLlssions; using IC techniques to incorporate and extend the knowledge base
of all her students; exploring her general instructional format to enhance her
current practices and; exploring how diverse curricular formats could be
improved to address the needs of her diverse learning population. The following
profile will discuss how Chelsea addressed these issues.
Background Information
Chelsea'S American-born father was in the US. military consequently,
they were stationed in a variety of places throughout the world. She was born in
Puerto Rico and lived in Panama and Canada when she was a child. Her
mother was Mexican-American and therefore, spoke both Spanish and English
in the home. Her father was Anglo-American and spoke only English with
Chelsea and her siblings. Therefore, Chelsea was exposed to both languages
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as she grew up. After her family moved back to the states Chelsea had little
opportunity to speak Spanish, consequently, she does not consider herself
proficient in her second language. However, Chelsea noted that she was in the
process of improving her Spanish to attain a Master's degree in bilingual
education.
Chelsea's former teaching experience centered around upper elementary
students, however, Chelsea noted that by the time her former students attained
fifth grade status, they had already acquired inappropriate learning and behavior
habits which were almost impossible to change. Consequently, she felt she
could provide a positive impact on learning if she was able to teach students
who had little or no educational experience. She also noted that her former
teaching experiences would provide her with the knowledge base needed to
formulate appropriate learning habits for her young learners. Hence, she
requested and attained assignment as a kindergarten teacher in Cactus
Elementary School.
Shortly after the beginning of school Chelsea noted that she was a bit
frustrated with her new position because she did not have sufficient learning
materials for her LCD students. Thus, she wanted to use this research to help
her address the specific needs of her diverse student population while
maintaining the attention and the motivation of her whole class.
Chelsea's classroom population was composed of six LCD students from
China, Vietnam, Mexico and Russia. She also had one student with severe
emotional problems and one child diagnosed with an attention
deficit/hyperactivity (ADHD) disorder. In addition to these specific examples,
about 90% of her students were on free or reduced lunch. Like Ma, Chelsea
noted that many of her stUdents came to school with little or no educational
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experiences. Consequently, she felt that she needed to expose them to a
variety of literacy events from which she could promote interest and inquiry into
learning.
From a teaching perspective, Chelsea viewed her role as a "model and
facilitator" for her students. She considered the role of her students as "sponge"
absorbing the information that she provided them" (Pre-research survey, p. 3).
Her main concern for her students was "to provide information and control
behavior" (Pre-survey, pp. 1, 3).
To attain her goals for teaching and learning, Chelsea felt that her
students needed to: "enjoy coming to school; enjoy language in various forms
and; enjoy discovery" (Pre-survey data, p. 3). Therefore, she utilized a wholistic,
literature based format for teaching literature and writing and included many
whole language activities to compliment her literature based work (Pre-research
interview, p. 1).
Teacher's Pre-Research Instructional Format
Because Chelsea's student population were from diverse linguistic,
academic and socio-economic backgrounds, she noted that about half of her
students had not attended pre-school or program "Head Start". Of the students
who attended pre-school programs, Chelsea noted "you can tell who had
academics and who didn't" (Pre-formal oral interview, p. 3). Therefore, she
checked each child's basic skills when they first arrived at school to determine
the skills and needs of each child.
Chelsea felt that her students needed extensive exposure to literature
throughout the day. Therefore, she used a thematic focus to integrate a central
topic or theme throughout her curriculum. According to Chelsea: "I pick a topic
and I will grab everything I can find in the library dealing with that particular

---

--_.

--- ....

216

subject, and I will find pattern book, if I can find them; I will find video tapes,
cassette tapes etc." (Pre-research interview, p. 3). Chelsea would integrate
these materials into her theme which would run for about one or two weeks,
depending on her students' interest in the topiC.
Chelsea noted that her prior learning experiences as·a child were
extremely rich and rewarding. During her pre-research formal interview she
said:
I was very fortunate to have parents that did that for me [constantly
read to her] and took the time. I know it helped me to learn word
families, to break down the words, and just being exposed to a lot
of things. So I like doing that for the kids also. You can't get away
from that, and sometimes I see other kids and feel that is miSSing
[from their reading], the phonics part and the family word structure
type thing. And I do believe in whole language, which if they see it
[words in print] enough they'll eventually get it, but I think
sometimes you have to actually take that extra step to break it
down. (Pre-formal oral interview, p. 7)
However, Chelsea noted that many of her students are not read to at home and
consequently, they come to school with a limited knowledge base. She felt that
this factor is very important in kindergarten because she noted that students with
an expanded knowledge base were able to become actively involved in the
learning process. Chelsea also noted that students entering school with limited
literature and/or language exposure tend to be more difficult to teach because
they get bored easily and thus, disrupt the group of students who want to learn.
Thus, as information gathering and behavior control were Chelsea's main
concerns for her students, my goal was to help Chelsea enhance her current
instructional practices without disrupting the flow of information or the behavior
of her students.
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Teacher in Transition
When Chelsea was asked what she would like to attain from this research
she said:
I would like to see how I could help those kids [LCD students]. I
really don't know where they lack and where they don't lack. I don't
always know if they understand. Sometimes they seem a little
[confused]. [Child's name] he's getting so much better with his
English and relating it to me and we go through a whole question
and pointing and trying to find things, and when we do it's great. It
would be so nice if I could tune in right away. But I can't always do
that. Just a way to let them know clearly how I could communicate
that better or how I could make their progress in English faster.
They're little sponges. (Pre-formal oral interview, p. 9)
Although Chelsea originally cl10se to actively participate in this research to
assist her LCD students, she noted: "We don't have the quality of aides we've
had in the past. Some of them can't even do second grade level. I'm really
worried sometimes about the type of people that we get in" (Pre-formal oral
interview, p. 8). Chelsea's classroom aide was not very reliable. This prevented
Chelsea from spending time with her individual reading groups because she had
to address issues that were normally addressed by a more competent aide. This
factor, combined with her concerns for her LCD and lower-functioning students
caused Chelsea to broaden her focus and think about instructional techniques
that would address the specific needs of her diverse population through a large
group format.
Hence, our discussion sessions took on an expanded focus and Chelsea
began to investigate ways that she could integrate instructional conversation
techniques into a large group lesson format. After each lesson, we used
Goldenberg's IC Rating Scale to help Chelsea view how she integrated or
neglected to integrate each IC element into her lessons. We also discussed the
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underlying concept(s) related to each element to provide the bases and the
rationale for understanding how incorporation of IC elements could enhance the
linguistic, academic and cognitive development of her students.
After our first discussion session Chelsea noted that she did not select a
theme or idea to serve as a starting point from which to focus her discussions.
Thus, she chose to focus on element #1 "Thematic Focus" as a means of
integrating IC elements into her lessons. Chelsea also found that she neglected
to incorporate her students' background knowledge into her reading and/or
language arts lessons. "We did it (discussions about the story) at the end of the
book, but that would have been a little bit more interesting had we done that
(brought in students' background knowledge) before (we read the story)"
(Discussion session, 1/22/93).
As the research progressed, Chelsea began to focus on integrating more
IC elements into her lessons. During our second discussion session she noted
that "providing a focus and incorporating her students background knowledge
helped them become more involved with the lesson and they all stayed on task
throughout the session" (Field notes, 1/26/93). As the research progressed,
Chelsea began to feel comfortable integrating IC elements into her narrative
reading lessons. However, expository lessons based on scientific or technical
information proved to be somewhat more difficult. Therefore, Chelsea's next
lesson evolved around an expository lesson on the North and South Poles and
her lesson transpired as follows:
Chelsea's held a globe in her hands and pointed to the areas related to the
North and South Poles.
T: What are these - all this (She pointed to the oceans)
C: Water!
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T: The North Pole is almost all water. But it is frozen water.
C: I know
T: If it was to melt, it would cover all this area through here. (She pOinted to
sections of the globe). So we go down to here where we have the South Pole.
Actually there is land in the South Pole under all that frozen snow, under all that
ice. Does the North Pole have frozen land?
C: no
The lesson continued in this format throughout the session. Chelsea provided
all of the information and her students made occasional comments throughout
the lesson. During our discussion session, Chelsea noted that she did the
majority of the talking. In essence she was "providing information" (her main
concern) but was not accomplishing the second portion "control(ing) behavior."
She noted that she was not happy with the outcome of her lesson which resulted
in her students' lack of motivation, inattention, and behavior problems.
Consequently, Chelsea used our discussion session to reflect on why narrative
lessons were easier to teach than expository lessons.
Our discussion session concluded with Chelsea's expressed
determination to perfect her instructional practices related to expository material.
However, she wanted to try a narrative lesson to see if she could continue
integrating all IC elements into her lesson before she attempted an expository
lesson. She also wanted to view her students' narrative lesson behavior and
motivation and compare it to her prior expository lesson.
Chelsea's narrative lesson was about a boy who fell into a well. Before
she read the story, Chelsea drew a picture of a well on construction paper and
the students discussed the dangers of walking near a well. They also discussed
problem-solving situations that would help the child get out of the well. As she
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read the story, Chelsea and her students discussed the activities taking place in
the story and predicted their outcome.
After the lesson we reviewed Chelsea's script for appropriately
implemented IC elements. Chelsea noted that she was able to integrate all of
the IC components into her lesson. She also noted that her students remained
focused and motivated throughout the lesson and, she rarely had to address
problems of behavior. Consequently, she chose to use our next session to
teach an expository lesson. She said:
Next week is going to be a tough one, because we're doing George
Washington and Abraham Lincoln. But my books will be primarily
about George. It's going to be a more informational thing,
however, the books won't be as interesting [as the narrative
books]. So, I'm really going to have to do a lot of graphics with
them and how am I going to explain presidents with them?
(Discussion session, 2/10/93)
We used the remainder of our session to discuss how Chelsea could incorporate
IC elements into her expository lesson. The lesson evolved as follows:
Chelsea began her lesson by reviewing material that she had presented the
previous day on George Washington.
T: What are slaves?
C: They take care of kids, they do everything for them.
C: They can kill them (people kill slaves)
(The discussion continued and the focus changed to the "old days")
C: Did they have showers?
T: No, no showers, (Chelsea explained how they took a bath and began to read
a story about Abe Lincoln. During the course of the story Chelsea and her
students talked about how he was a good son; how he helped to build their cabin
and; how he got into politics)
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T: (Chelsea then explained politicians)
C: Like Ms. Chelsea
T: Ms. C. isn't a politician but she does like to talk a lot. (Next, she discussed
elections and read about how they were used to elect the president.)
T: Well, he got most of the votes and he got to be president,
T: (shows a picture) That's President Lincoln's wife
C: He's shooting him (child comments on the next picture of Abe Lincoln's'
assignation ).
T: Yes, do you know what it is called when someone is shot?
T: O.K. it's murder
C: He died
C: Ms. C. you want to take the gun away from him
(The students asked many questions and tried to determine why the man wanted
to shoot and kill President Lincoln)
C: He wanted to take the wife from him.
T: No, he didn't like Abraham Lincoln
C: He didn't vote for him
C: That's how he died
C: Why didn't they take him to a doctor?
The discussion continued long after the book was finished.
During our discussion session after this lesson Chelsea noted that she
was able to maintain her students' motivation without any behavior problems
during the lesson. Review of the IC elements addressed in her lesson indicated
that she was able to integrate all elements into her expository lesson.
Consequently, Chelsea felt that her lesson was successful because she started
the lesson integrating her theme with her students' prior knowledge and
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schemata of the topic. She felt this format helped her students integrate their
prior knowledge of the topic with the new information introduced in her lesson.
Hence, her students became actively involved with their own learning. Chelsea
also noted that her LCD students who normally were not active participants in
her lessons in the past were beginning to become more actively involved. On
the whole, all students were more motivated and stayed on task throughout the
lesson. In essence, we noted that Chelsea was not "providing information" she
was facilitating it. She was not "controlling behavior" she was motivating
interaction and inquiry. Results of this lesson suggests that Chelsea was able to
address her main concerns by facilitating her students' learning rather than
directing it (Discussion session notes, 2/16/93).
Prior to this session Chelsea mentioned an important factor that seemed
to help her attain success in her recent lessons: "Before, I just skimmed the
books, now I think I'm sitting down and reading them and figuring out where I'm
going to stop or what I'm going to try to grab from this section" (Discussion

2/10/93). Chelsea's statement coincides with Goldenberg's (1992/1993) work
from which he warns:
I instructional conversations are professionally and
intellectually demanding teachingllearning events that come
neither easily or naturally.
Perhaps because they require balancing or juggling a '
number of potentially conflicting elements--e.g., maintaining a clear
thematic focus while being responsive to unanticipated
opportunities offered by students--successful ICs seem to require
considerable time and effort from teachers. Learning to manage
such inherent tensions requires repeated attempts to implement
ICs, coupled with videotapings, discussions, and analYSis of
lessons. (p. 322)

223

Therefore, Chelsea's pre-lesson planning seemed to have helped
promote a successful expository lesson. Her current success prompted her to
try a variety of expository lessons and ascertain how each format facilitated
learning. Thus, she prepared her lessons around themes related to: Greek
Mythology, dinosaurs, frogs, insects and animals. On the whole, her lessons
incorporated most or all of the IC elements resulting in enhanced linguistic,
academic and cognitive development. All students remained motivated and on
task during her lessons. In sum, all lesson went very until lesson #8.
Chelsea's lesson #8 provided an example of Goldenberg's (1992/1993)
aforementioned warning. She introduced a dinosaur poem without previously
preparing for her lesson. Consequently, she did not select a theme and she did
not solicit her students' background information related to their prior knowledge
of dinosaurs. In essence, Chelsea reverted to her previous instructional
practices from which she "provided information" without soliciting interaction
from her students. Her lesson depicted a directive rather than facilitative format
resulting in low student motivation and extensive behavior problems. In
essence, she reverted back to her main concern for her stUdents "controlling
behavior."
If we were to compare and contrast Chelsea'S lesson #8 with her previous
practices we would note that all lessons addressed Chelsea's main concerns for
her students "provide information and control behavior". However, the means
that Chelsea used to attain these goals differed. In lesson #8 and in her preresearch instructional practices, Chelsea had not prepared for her lessons in
advance of her instruction. Consequently, Chelsea "provided the information"
and her students were required to listen quietly ("control behavior").
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I wanted to see if Chelsea was able to note the decline in her students'
behavior and motivation and be able to rectify her subsequent lesson without a
mediation session. Consequently, we did not have a discussion session after
Chelsea's eighth lesson. I scripted Chelsea's ninth lesson which, was very well
prepared and appropriately included all ten IC element! This indicates that
Chelsea was able to rectify her practices without mediation. Subsequent
lessons maintained appropriate application of all IC elements.
According to Bruner (1985), "When a child (in this case Chelsea)
achieves that conscious control over a new function or conceptual system, it is
then that he (she) is able to use it as a tool" (p. 25). Hence, Bruner's perception
of "conscious control" seemed to be evident in Chelsea's research results. See
Figure 9, for Chelsea's pre-post IC element scores.
Chelsea's IC Scores

Pre

#1

#2

#3

tI4

fI6

#6

#7

#8

#19

#10

Ie Lessons Observed

Figure 9. Chelsea's pre and post IC lesson scores during the course of this
research. Lesson #1 was Chelsea's first expository lesson, and lesson #7 was
not prepared beforehand.
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Chelsea's Post-Research Findings
After Chelsea entered this research (except for lesson #8) Chelsea:
prepared for her lessons in advance of her instruction; promoted interaction and
inquiry by selecting a theme or topic of discussion and integrated her students'
background knowledge of the topic into her lessons and; had little or no behavior
problems because her students were actively involved in their own learning.
Thus, Chelsea's change in instructional practices promoted linguistic, academic
and cognitive development while increasing motivation and decreasing behavior
problems.
In retrospect, Chelsea noted that her former instructional practices
caused her more work during her lessons because she struggled with attaining
and maintaining motivation and appropriate behavior. However, after she
changed her instructional practices Chelsea noted that she needed to put more
work into preparing for her lessons but, increased interaction, motivation and
learning from all students rewarded her efforts.
Chelsea'S work is an example of how one teacher's conscious
interpretations of her instructional practices resulted in enhanced learning for all
of her students. She noted:
When it comes to the books that I use, I read them carefully, and
figure them out. O. K., what can I use, what kind of questions; its
not so much what kind of activities I'm going to do as much as what
kind of questions am I going to ask. (Discussion session 2/16/93)
In return, Chelsea's preparation resulted in substantive changes in her students'
behavior as she observed:
They're more keyed in, I mean, before I had a lot of kids on tasl<,
but they already had the language. My concern was that--it's not
just those kids who don't have the language it's the kids that just
don't have the experience. [Now] More and more they [all of her
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students] look at books. Their interests are in other places other
things than just playing. (Discussion session 2/16/93)
Chelsea attributed some of her success to promoting discussions before she
introduced the story or lesson and noted: "However, for them (her students), it
makes it more intriguing, (they are) wanting to investigate this thing more, more
easily" (Discussion session, 3/2193). Thus, students who did not have the
language to participate in the past were able to obtain words, phrases and
concepts from their peers to provide them with the words to express their
thoughts. Chelsea noted:
Well, I look at the [ESL] kids I have from last ~'ear and they came
out of my class knowing quite a bit of English. However, these
[ESL] kids are interacting with English. They're participating in
English because of the involvement. (Post-research interview, p. 6)
Students who were shy or unmotivated in the past were able to actively
participate in the discussions by interjecting their positions on topics of
discussion. We noted that discussion became part of the regular learning
environment therefore, the stigma of answering in class was lifted from the
environment. On the whole, Chelsea's instructional changes proved to be
beneficial for all students in her learning environment.
Role of Teacher
Chelsea initially perceived her role as "model, facilitator" at the beginning
of this study. However, by the end of the study she had expanded her
perceptions to include, "a guide and host to new experiences, to expand their
horizons." Thus, from a neo-Vygotskian perspective, Chelsea extended her
students' zone of proximal development to a level they were unable to
accomplish without her assistance. From a personal perspective, Chelsea
extended her zone of proximal development by using the mediation process to
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help her extend her instructional practices until the new concepts and
techniques became part of her repertoire of knowledge.
Further review of Chelsea's data indicated that her main concern "provide
information" stated at the beginning of the study changed to "promote interaction
and inquiry" by the end of the study. Thus, her preliminary perceptions denoted
a directive, teacher-centered type of instructional format. However, her final
perceptions denoted a facilitative, child-centered instructional approach. Similar
changes were derived from Chelsea's pre-post perceptions of her learners.
Role of Learner
Just as Chelsea's perceptions of teacher were reconstructed to formulate
a facilitative instructional style, the same was true of her perceptions of learner.
Consequently, Chelsea viewed the role of learner as "sponge" at the beginning
of her study indicating that she placed her students in a receptive learning
situation. However, through mediation, Chelsea was able to reconceptualize her
perspectives of teaching and learning and thus, viewed the role of learner as, a
sponge, a scientist, explorer, inventor, poet." In essence, she extended her
perceptions of learner to include students as active participants in her lessons.
This concept coincides with Moll's (1990) interpretations of Vygotsky's notion of
zone of proximal development indicating:
We should think of the zone as a characteristic not solely of the
child or the teaching but of the child engaged in collaborative
activity within specific social environments. The focus is on the
social system within which we hope children learn, with the
understanding that this social system is mutually and actively
created by teacher and students. This interdependence of adult
and child is central to a Vygotskian analysis of instruction. (p. 11)
However, Chelsea noted that many students are not previously exposed to
collaborative learning activities and said: "I think there's a lot of adults in
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general, though, who really don't listen to a child and their reasoning. So they
(students) don't expect to, you know, explain their position" (Discussion session,
3/2/93). However, by making her students active participants in the learning
process, Chelsea found that her students could add substantive information to
her lessons. Consequently, she viewed them as scientists, explorers, inventors,
and poets. In sum, it seems that Chelsea's new-found instructional successes
helped her realize that her students could be intellectually challenged. Like
Starlight, Chelsea found that teaching and learning and not entities in
themselves. Therefore, both teachers found that students are important entities
in the learning process because they promote and extend both the teacher's as
well as the students' mutually constructed zone of proximal development.
Chelsea's Goals for Teaching and Learning
This third perspective provided another source of documentation
confirming Chelsea's change from directive to facilitative instructional practices.
Prior to her participation in this research Chelsea's pre-research goals for her
stUdents included: "enjoy coming to school; enjoy language in various forms and;
enjoy discovery (Pre-research survey, p. 3). However, by the end of our
research Chelsea's goals for her students included: "provide a warm, inviting,
safe and rich experience" (Post-research survey, p. 3). She rationalized her
perceptions as:
Most teachers are in tune with how kids interact with each other
and what we want to present to them, but we never really stop and
take the time to see [if] we are actually being affective with the
interaction we have with them, and are they actually taking in what
we're trying to present. Like I said before, you're really fine tuning
how I key into what they're [the students] gathering as far as
information. (Post-research interview, p. 6)
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Chelsea perceived learning as an interactive process which, afforded both the
teacher and her learners with the opportunity to extend their zone of proximal
development. Consequently, by the end of the study Chelsea's main concern for
her students also changed. She no longer placed "provide information and
control behavior" as prerequisites for learning. Currently she considers
"promote interaction and inquiry" more important for her students' learning. Tllis
important change in Chelsea's perceptions of teaching and learning suggests a
very real impact of the mediation process. Thus, these changes were an
important outgrowth of our discussion sessions and therefore, will be discussed
in the next section.
How Mediation Influenced Teacher's Transition Process
Chelsea felt that mediation played an important part in her transition
process because it afforded an "awareness of how J interact with the kids" (Postresearch interview, p. 6). Successful mediation were achieved thanks to Langer
and Applebee's (1987) research indicating that teachers' main concerns for their
students guided their instructional practices. Hence, before we could achieve
any mediation, Jfound that understanding Chelsea's (as well as all teachers
taking part in this research) main concerns for her (their) students provided
important insights that helped me guide her (their) instructional practices. For
example, Chelsea had just finished her third scripted observation and was able
to integrate most of the IC elements into her lesson. I thought she was very
pleased with herself until the following conversation transpired:
Yeah, Jfelt real good about it--J don't know if it's just me, but, Jstill
have too much commotion. I wish I could have [them] all focus.
But the only time I have them focused is when Jactually start
reading something. (Discussion session, 1/26/93)
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After this discussion session I reviewed Chelsea's main concerns for her
students stating "provide information and control behavior." I noted that
although Chelsea's lesson successfully integrated many of the IC elements, she
did not accomplish her main concern for her students, "control behavior."
Consequently, what seemed successful in my eyes was not perceived as an
accomplishment by Chelsea. Thus, I needed to refocus our dialogue sessions to
include concepts and techniques that addressed Chelsea's main concerns for
her students.
Vygotsky's work also helped me to understand how Chelsea was
internalizing the information proposed through this research project. Vygotsky
(1978) notes that the process of internalization consists of a series of
transformations:
(a) An operation that initially represents an external activity is
reconstructed and begins to occur internally. .. (b) An interpersonal
process is transformed into an intrapersonal one. .. (c) The
transformation of an interpersonal process into an intrapersonal
one is the result of a long series of developmental events. (p. 57)
Therefore, we used Chelsea's scripted lessons as a way to represent her
instructional practices. Then we used our dialogue sessions to promote an
awareness and understanding of her how her instructional practices affected her
students' learning. Consequently, over time, and through dialogue, Chelsea
reconceptualized the information provided in this research to fit into her notions
of teaching and learning. When Chelsea was able to internalize the new
concepts presented and maintained throughout our discussion sessions, they
ultimately became part of her instructional practices. By the end of the study,
Chelsea was one of the few teachers to change her main concerns for her
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students because she reconceptualized her perspectives related to the
teachingllearning process.
Hence, Langer and Applebee's (1987) work provided insightful
information regarding Chelsea's change. Results of their 1987 study indicated:
"in redefining their (the teachers') roles, they also developed a new perception of
what could count as learning in their classrooms" (p. 87). This evidence seems
to substantiate that changes in Chelsea's main concern for her students were
sustained through her new perceptions of the teachingllearning process.
When asked if she had changed her instructional practices during this
research Chelsea replied:
Yeah, but I think it's a real gradual [process]. It's really hard to tell
sometimes, but I think if you look at the types of questions that I'm
asking, the context in which the kids are replying, [there] is a lot [of]
difference. Higher thinking, more information, they're second
guessing before I even [ask a question], they're thinking of their
own questions even. (Post-research interview, p. 7)
Thus, maintaining Chelsea's original "main concerns" intact until she was ready
to accept her new perceptions of the teaching/learning process provided
Chelsea with the opportunity to use: (1) IC concepts to extend her perceptions of
teaching and learning, (2) IC techniques to find out how to enhance her students
learning, and (3) our dialogue sessions to reconceptualize her perception of
teaching and learning. Ultimately, changes in Chelsea's instructional practices
were an outgrowth of the mediation process and what Chelsea reconsidered
important for her students to know.
Therefore, we took Chelsea from where she was able to work without
assistance, and, through collaborative mediation, mutually extended our zone of
development. Chelsea brought her techniques and practical knowledge and I
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brought the research based notions underlying the change process. Slowly
Chelsea began to reconceptualize the information until she claimed ownership
for what she was doing and made it part of her repertoire of knowledge.
In sum, three processes needed to take place for Chelsea to change her
instructional practices, first, Chelsea needed a reason to change or enhance her
practices thus, her desire to address the needs of her LCD students gave her
the incentive to take part in this research. Second, mediated assistance was
based on Chelsea's own notions of teaching and learning. Thus, we were able
to use our discussion sessions as a means of assistance from which Chelsea
was able to elaborate and reinterpret new information until she made them her
own. This finding coincides with Langer and Applebee's (1987) findings which
state: "When teachers develop new approaches, they interpret them on the
basis of their own notions of teaching and learning" (p. 73). Third, we needed to
formulate our discussion sessions around Chelsea's main concerns for her
students and address these issues while interpreting her work. Thus, we formed
a collaborative zone of proximal development providing both of us with the
opportunity to grow from our endeavor. According to Moll (1990), "The focus,
therefore, is not on transferring skills, as such, from those who know more to
those who know less but on the collaborative use of mediation means to create,
obtain, and communicate meaning" (p.13). Consequently, our discussion
sessions were not used as a means of transferring skills, but rather used as
exploratory talk via social mediations which promoted changes in Chelsea's
instructional practices.
According to Moll (1990), "The goal is to make children (in this case
Chelsea) consciously aware of how they are manipulating the literacy process
and applying this knowledge to reorganize future experiences or activities" (p.
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13). In sum, Chelsea was able to internalize new concepts and activities
because they were based on her own notions of teaching and learning. Thus,
she was able to work within our interactive zone of proximal development to
redefine and reconceptualize what teaching and learning really meant for her.
Au (1990) provides an appropriate summation of this process, "From a
Vygotskian perspective, it is argued that teaching behavior cannot be
understood apart from the thought processes of the teacher" (p. 271).
Therefore, changes took place in Chelsea's instructional practices because they
were based on the reciprocal relationship between her domain of thought and
her domain of action to comprise her perception of teaching and learning. Once
these domains were clarified, reconceptualized and explicitly discussed,
Chelsea was able to redefine her main concerns for her students and change
her practices accordingly.
Discussion of the Findings
This question looked at how teachers' discussions about teaching and
learning changed throughout the study. To answer this question, I looked at: the
changes that the research teachers made in their instructional practices over the
course of this research. More specifically, I looked at the changes teachers
made in their instructional activities to progress from teacher-centered to
student-centered practices. Hence, looking at teachers in the process of
changing their instructional practices led us several conclusions about the
teachingllearning process. Some of the teachers' changes were substantial and
a few of the teachers' changes were minimal. In general, my findings coincided
with Langer and Applebee (1987):
The extent to which they (the teachers) made such changes
was governed by several factors, all related to their ideas of their
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roles as teachers and the students' roles as learners: what it
means to teach, what it means to learn, and what should count as
evidence of successful teaching and learning.
The central concerns that governed the classrooms
remained constant throughout the study for all of the teachers,
reflecting their deep-seated beliefs about how their classrooms
should function. These beliefs were clarified and articulated in the
course of the project but did not change. (pp. 86-87) .
I also noted that changes in teachers' instructional practices were governed by
their perceptions of the role of teacher, role of learner and their goals for
teaching and learning. However, two teachers in this project changed their
central or main concerns for their students. Ma's changes depicted the influence
her students' behavior had on her main concerns for her students. Chelsea's
concerns changed because her practices shifted from a teacher-centered focus
to a child-centered focus resulting in changes in her main concerns for her
students.
Changes in Teachers' Instructional Practices
On the whole, the quality of the teachers' instructional practices shifted
from a directive to a facilitate format of instruction. This means that the teachers
became more aware of the need to: talk with, not to, their students; focus on
discussions that incorporated their students' prior knowledge and/or experiences
and be responsive to students' statements in order to promote interaction and
inquiry. However, the degree and extent to which they incorporated these
elements into their lessons depended greatly on their perceptions of teaching
and learning and depicted in Table 13.
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Table 13

Teachers' Perce[ tions of Teac h ina and L earnin::a
Teacher's
Name and
research data
Azya
Pre-

Teacher's
Main/Basic
Concern

Teacher's
Instructional
Format

Role of Teacher

Role of Learner

control behavior

structured

disciplinarian

control behavior

multi-faceted

develop
cognition

participate In
own learning
active participant
in own learning

promote
interaction
promote
Interaction

structured/
monitored

protect students
from error

almost facilitator

facilitator

promote
interaction

regimented

control behavior

dictator

provide
opportunities to
learn
facilitator
guidance
counselor,
mother

promote
interaction

supportive

PostStarl!ght
Pre
Post

Ma
Pre

Post

Tina
Pre

Post

Yvette
Pre
Post

Chelsea
Pre
Post

facilitator/guide a
tool to attain
knowledge

promote
interaction

open-ended

facilitator

promote
Interaction
promote
interaction

fiexible
open
structured
open

be
understanding
motivate,
promote selfconcept

provide
information
promote
interaction

theme-based
holistic
comprehensive
holistic

model,
facilitator
guide, host to
new
experiences,
expand horizons

motivated to
learn
child's ideas
essential to
lesson
discover and
question learning
absorb new
information

explore,
investigate,
happ~

do their best
don't shortchange abilities
apply oneself
do their best and
apply oneself

sponge
sponge,
scientist,
explorer,
inventor, poet,
bohemian

Note: Data in Table 13 was derived from surveys, interviews and field notes.
Pre and post-survey data charts can be found in Appendix K.
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Every teacher's perceived instructional style changed by the end of the
study. Two teachers, Azya and Starlight noted that they were becoming more
facilitative and less directive with their students. Although Azya's central
concern continued to evolve around behavior, she found that she could provide
stimulating instruction that coincidentally would, reduce inappropriate behaviors
and enhance her students' cognitive development.
Like Azya, Starlight considered her students' behavior an important factor
within her classroom environment. However, her central concern focused on
promoting interaction and inquiry, a concern that was difficult for her to attain
throughout her teaching career. Through mediation, Starlight was able to reflect
on the teachingllearning process and reorganize her techniques to promote
more teacher/student interactions. As her instruction moved from teachercentered to student-centered lessons, she noted that her students took an active
role in their own learning. However, this process was quite extensive and by the
end of the research, Starlight noted that she had not completely attained the role
of facilitator. Therefore, she probably would have benefited from having an ongoing staff development program that would have helped her maintain her
current level of development while enhancing her instructional practices.
Review of Tina's and Chelsea's data indicated that both teachers
expanded their original perceptions of teaching and learning to encompass
additional instructional elements. Therefore, Tina noted that this research
helped her attain a deeper understanding of her instructional practices. Through
mediation, she was able to reflect upon and reorganize the practical knowledge
that she attained throughout her teaching career and integrate that knowledge
with research-based information that supported her instructional practices. Au
(1990) described this process from the Vygotskian perspective related it to his

237

work on spontaneous and scientific concepts. Vygotsky considered
spontaneous concepts as everyday concepts and scientific concepts were
related to formal theories. Hence, Au (1990) interpreted Vygotsky work on this
notion of development as:
There is a dialectic interaction between spontaneous and scientific
concepts. As a result of this interaction, 'true concepts' emerge.
What Vygotsky refers to as true concepts, or deeper
understandings, may be viewed as the basis for expertise in a
particular domain. (p. 272)
In essence, Tina felt that she needed to know that her general or practical
knowledge base (spontaneous concepts) coincided with current research
(scientific concepts). Consequently, she used our dialogue sessions to bring to
consciousness her thoughts about teaching and learning because our dialogue
sessions helped her become more explicit about her thoughts on teaching and
learning. These dialogue sessions seemed to help her become more aware of
her understandings and misunderstandings of the teachingllearning process.
She thus used our discussions to clarify and reorganize her thoughts to reinforce
her practices. Although her changes were cosmetic in nature at the beginning of
this research, by the end, Tina had internalized the concepts and techniques
related to instructional conversation because she reconceptualized them into her
own notions of teaching and learning.
Chelsea, on the other hand, felt that she needed professional support for
her knowledge base. Therefore, she was constantly enrolling in university
courses and district in-services to enhance her professional development. She
viewed her involvement in this research as a means of integrating theory with
practice. Thus, she used our discussion sessions to reorganize the theorybased instruction she received throughout her career and refine her instructional
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practices. One major change in her development was noted when she changed
her main concern for her students from "provide information," noted at the
beginning of the study, to "promote interaction and inquiry" noted at the end of
this study.
Chelsea found the format that she used to promote I~arning at the
beginning of this study did not completely address the linguistic, academic and
cognitive development of all her learners. Consequently, she used this research
to redefine her perspectives of the teaching/learning process which, in turn,
caused her to change her instructional activities to address the diverse needs of
her students. Therefore, she used our dialogue sessions to (1) attain a deeper
understanding of her instructional practices by expressing her thoughts and
relating them to her instructional activities, (2) view her work in relation to how
her instruction affected learning for all of her students whether positively or
negatively, and (3) attain conscious control over her new functions and/or
conceptual systems and use it as a tool to promote learning for all of her
students.
By the end of this study, Chelsea's instructional practices changed.
These changes were substantive as noted by her ability to improve her
instructional practices without mediation and by her ability to reorganize her
perceptions of the teaching/learning process. The latter was noted by the
change in her main concern from "provide information" to "promote interaction."
Therefore, it seems that Chelsea was able to attain a different level of
professional development through her active role in the mediation process.
When compared to the other members of this research, I noted that
change did take place with Ma and Yvette, but to a lesser degree. Therefore, I
reviewed my interactions with both teachers and found that the conversations
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with Ma evolved around classroom activities and not the underlying purpose
behind her actions. Further review of our discussions indicated that Ma was
considering retirement within the next few years; therefore, she was not
interested in exploring nor changing her instructional practices. She used our
discussion sessions as a means of attaining techniques that she could integrate
into her general knowledge base. In sum, Ma accomplished her goals by
attaining information needed to address the needs of her students. She did not
go beyond her obvious concerns and therefore, considered "controlling
behavior" as her main concern at the end of the study. In essence, she did not
see a need to enhance her professional development; thus, she selectively
enhanced her techniques without exploring the rationale behind her practices.
Yvette chose to enter this research to explore and enhance her
instructional practices. Therefore, our discussion sessions touched on a variety
of aspects related to teaching and learning. Yvette explored her instructional
practices in relation to the social-emotional situation that she was experiencing
during the research. Consequently, the social-emotional perspective of teaching
and learning took priority over enhanCing her students' linguistic and cognitive
development.
When she was feeling well and the baby was in good health, Yvette's
discussions probed deeply into her former and current instructional practices.
Therefore, she used our dialogue sessions to explore her own intuitive theories
of teaching and learning. She also related her actions to prior courses and inservices that promoted learning for her students. In essence, Yvette was in the
process of putting her thoughts into words but was unable to actively integrate
them into her instructional practices. By the end of the study she noted that she
was aware of the practices that would promote learning for her students;
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however, enhancing her instructional practices was not one of her priorities after
the baby died. Consequently, it seems that Yvette would have benefited from an
on-going staff development project because she needed to vent her feelings and
regain the motivation to enhance her instructional practices.
Changes in Teachers' Instructional Activities
All teachers changed their instructional activities during the course of this
research. As noted earlier, the group was able to double the number of
instructional elements included in their lessons. Individually, Chelsea was able
to obtain and maintain all of the IC elements in her lessons by the end of this
study. Azya, Tina, Ma and Starlight also showed significant changes
incorporating and maintaining IC elements into their lessons. Although Yvette
was able to incorporate 7 elements into her lessons by the end of the study,
these were observed sporadically and did not show consistency. Therefore,
Yvette's observations did not support substantial changes in her instructional
activities. Further analysis of her data indicated that her emotional state did not
permit extensive planning before her lessons. Therefore, her instructional
activities were indicative of her emotional status.
Changes from Teacher-Centered to Student-Centered Practices
All research teachers became aware of the importance of changing the
focus of their instruction from teacher-centered to student-centered practices.
Consequently, they used our in-services and discussion sessions to reflect on
their on notions of the teaching and learning process.
One way that we tapped into each teacher's notions of teaching and
learning was to show a video tape (Anderson & Au, 1991) during our February
in-service of a Hawaiian teacher utilizing instructional conversation techniques
with her reading group After the video, teachers discussed the tape and the
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following discussion transpired (transcribed from audio-taped February inservice):
Tina: The beauty of it though, I see the children learn from one another. Those
children are picking up more than I guess you get from a work sheet.
Researcher: How could IC be used with kindergarten students?
Chelsea: You're still doing background and discussion. You're still finding out
what they know, what they don't know,
Ma: And what they don't know, you can provide more information. Just one
story, you can go through and predict by the pictures before you even
read it. Then, if you see that some of the kids have no clue about the
pictures then, to me, that's my clue that I need to be providing more
information about this subject. Then, the teacher can bring in lots of stuff
to get them excited and motivated.
Tina: Just preview the story with the children. Just go up and tell the story on
the flannel board.
Researcher: How could you use IC with a bilingual child or children who are just
beginning to gain a second language? And are there ways you could get
these children to work in a whole group and still have them follow along?
Chelsea: Do a lot of preparation before-hand. I mean pictures point to those
pictures and have the class repeat it not just the child who is gaining a
language but everyone cause there are other kids who don't have a good
vocabulary.
Ma:

And as you stated at the very beginning, they're going to understand
before they are going to speak, and that's what really helped me so much.
I used to carry on (talking) now, like Chelsea said, it is more visual,
everything is more visual for these kids. You do something and they
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catch on ... (1) do a lot of modeling. God help them if they have a sight
problem ... But the eyeballs speak a thousand words.
(Next, the teachers cite specific instances from the tape where the teacher was
being directive rather than facilitative with her reading group)
Teacher #2: I think she was a little too directive ... She didn'.t allow for any
freedom of choice. I mean, she controlled it (the conversation) basically
throughout.
Tina: She was not flexible.
Researcher: How could a teacher use IC or something similar so it's not so
directive?
Yvette: Talk about it (the topiC) more.
Ma: See what the kids have said.
Teacher #2: I would have focused on what the kids had to say and I would have
blown off what I wanted.
Yvette: She didn't allow them to respond - well she did -butMa: It was only responses that she was working on.
(All teachers took part in pointing out how the teacher used directive techniques
rather than facilitative). Then the discussion changed focus and the teachers
were asked their perceptions of this research.
Since each teacher brought a somewhat different central concern and a
somewhat different notion of her role and that of her learners, each teacher
integrated the IC elements into her lessons in teacher specific ways. Therefore,
we examined how each teacher perceived this research after three months of
exposure and how they felt about it at the end of this study. Table 14 provides
evidence of how each teacher perceived this research (see Table 14).
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Table 14

Teachers' Reactions After Three Months Into the Studv
Teacher's Name Teachers' Early Reactions to Research
Azya was absent for this meeting
Azya
Well, going back to directive teaching, Just becoming aware
Starlight
Ma

Tina

Yvette

Chelsea

of letting the kids just kind of go kind of more creative.
You've helped me with, that what I'm doing is OK and I'm on
the right track. I've never had any of this stuff (instruction on
LCD students). This has been a real learning experience for
me to bring in a culture as well as bringing her (her LCD
student's)understanding to my (class) and it's just been like
taking a newborn infant to her new steps. I see her
blossoming.
I find myself trying to come up with creative ways to get the
children to interact more, and it's just not with me it's with
each other and having more work with partners and
discussing the story - more opportunities to work together-a
lot of creativity.
I think it just makes me aware of trying some things that I
didn't even have to try before. That I did at the beginning of
the school year and that I've kind-of tapered down and not
gone back to it. It depends on what day you're observing as
there's an objective each day. It's not directive, but - it made
me aware of "Oh, I should try this" and I like the fact that
you're exposing me to suggestions that you have. You may
not have the answer to everything, but at least you try
something new. And for us to be opened about it and want
to try something new, I'm for it.
I see a lot of difference just in the preparation and planning.
I found that while I was doing all this stuff before, that I still
wasn't catching the outer plane. But now that I'm more
visual, for instance, the conversations are a lot more
interactive.

Note. Table 14 was derived from teachers' reactions to this research during our
February group in-service session.
At the early stage of the research all of the teachers (except Azya) had
specific ideas on how they were going to utilize this research. Table 15 depicts
each teacher's perceptions of this research at the end of the research.
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Table 15
Teachers' Reactions At the End of the Studv.
Teacher's Name Teachers' Final Reactions to Research
It made me increasingly aware of my questioning strategies,
Azya
quality of questions and teacher domination of the
discussions.
Starlight
It made me more aware of my teaching style. It helped me to
become a facilitator, improve my questioning techniques to
promote higher level thinking skills.
It gave me more insight as to how I was coming across to my
Ma
students - where to improve, and constructive ideas on how
to accomplish that goal.
It made me more aware and sensitive to the needs of my
Tina
LCD students and in general, it made me more cognizant of
my instructional format - to become more of a facilitator to my
students.
It made me more aware of my
Yvette
teacher/student interactions and helped me integrate more of
my students' background knowledge into my lessons.
The techniques have zeroed in on the type of questions
Chelsea
asked. It made me think of how to approach a story. It
polished my own techniques.
Note. Table 15 was derived from each teacher's post··research survey.
By the end of this research two findings were evident: (1) none of the
teachers changed their initial perceptions of this research and (2) all the
teachers became more explicit in their reflections. These findings suggest that,
the teachers in this study attained a deeper understanding of their pre-research
instructional practices through mediation and discussions. Although each set of
data was taken from a different context, (preliminary reflections orally related at
our in-service and post-research reflections from survey data) all reflections
remained constant throughout the study.
In sum, the findings from the second question provided interesting
insights on how dialogue can be used to enhance teachers' instructional
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practices. The next question will address teachers' perceptions of how their
changes in instructional practices affected their diverse student population.

Question 3
The third question: "From the teachers' perspectives, how has mediated
assistance, which was provided throughout the study helped to promote the

linguistic, academic and cognitive development of their diverse student
population?" concerns teachers' perspectives of how changes in their
instructional practices promoted learning for their diverse student population. To
answer this question, an overview of each teacher's perspectives related to their
diverse learners is presented. This is followed by a discussion of the findings
related to: teachers main or central concerns for their students; teachers'
reactions to their students' labeled as having learning disabilities (LD) and
attention problems; and teachers' perceptions of their average and gifted
students. The final section provides a summary of the findings.
Overview
AI! of the teachers taking part in this researcll applied instructional
conversation techniques to their lessons. A general review of all teachers'
comments provided the following perceptions of the effects that IC had on their
diverse learners:(1) there was more student interest and motivation throughout
their lessons; (2) there was more linguistic interaction by all students regardless
of their social, cultural and/or linguistic abilities; and (3) there was improved
teacher/student interactions, resulting in increased participation from all
students.
Teachers attributed these changes to three factors: (1) an enhanced
understanding of their LCD students; (2) an awareness and heightened
consciousness of their teaching practices attributed to the use of the IC Rating
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Scale; and (3) an observed improvement of their students' motivation, and active
participation during their IC lessons.
However, each teacher brought to this research a somewhat different set
of main concerns and background experiences. They also had differing
perspectives of the role of teacher and learner. Thus, the next section will depict
how each teacher perceived the impact that their instructional changes had on
their diverse student population.
Teachers' Perspectives of Their Diverse Learners
Azya. Azya's post-survey data indicated that participating in this research
helped her to learn more about the second language acquisition process. More
specifically,
Children should have many rich experiences to hear and use
language. ESL children should learn right along with [the] total
class or small groups in meaningful and purposeful ways. All
children learn language as they use language. (Post-research
survey, p. 1)
From a teaching perspective, Azya noted that:
It has reinforced my feeling that all second language students
should be taught by immersion in a rich language arts program that
allows children to experiment with language. It has helped me
remember that teaching ESL children should be no different than
teaching English-speaking children. (Post-research survey, p. 1)
Consequently, she gave an example of what she would do if she were to
teach a lesson on magnets or work with a reading group composed of diverse
LCD stUdents:
Say if we were teaching magnets to these kids. First of all you sit
with them and let them play around with magnets and iron filings or
things that magnets will attract and things that magnets will not
attract. That, I think is the first thing ... If I want to teach them how
to read I will put her [or him] with my higher functioning kids.
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Because I want her [or him] to learn the best reading that's
possible. (Post-research interview pp. 7-9)
Azya noted that she would use the same techniques with her English speaking
minority students who have had little or no exposure to science or literature
concepts. She noted, however, that along with these instructional activities, she
would also ask questions that would promote linguistic and cognitive
development. With this in mind, she mentioned that since she has changed her
instructional practices, her lower achieving and LD students were beginning to
take a more active role in their own learning. For example:
I have been really, really surprised, because we do a lot of it oral
[discussions] ... and I've been really surprised that even my little
kids are beginning to pick up on, I don't want a pat answer, I want
you to do some soul searching, and really come up with something
that is meaningful and really deep. Even Sarah surprises me a lot
of the time ... I'm real thrilled with that. How she really is picking
up, not on just the :Iittler" things, and that is what we tend to do with
the little kids, is we keep it little, and I'm just real happy with what's
happening to her... I think she's become a better listener too,
which has helped in that process, and she's listening more to what
people are saying, and developing oral skills, because of the
others around her. (Post-research interview P. 12)
Therefore, Azya felt that all children would benefit from her enhanced teaching
approaches because:
I think what we have to do is to stop stereotyping children, and
realize that, there's a lot of potential there that we don't even begin
to tap, because we have them in this little bag, and we don't want
them out. (Post-research interview p. 13)
The increased participation of her "little kids" reinforced Azya's mastery and
uses of her new found Ie techniques. She noted:
especially minority children who have distinct dialects. It has
emphasized to me that children have a right to expect us to help
them expand on the language they bring to us by increasing their
ability to communicate effectively without undermining their basic
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language... because all children bring a language to the
classroom that is just as valid as English. This research helps me
to refocus on the ideas that all children have the ability to learn
language and all children have the right to learn it without any
teacher's preconceived ideas about the purity of one language
over another. (Post-research survey, p. 1)
In sum, Azya not only changed her perceptions about her diverse learning
population, she also changed her activities to address their individual needs.
This resulted in more active participation of her "little kids." It also suggests that
the mediation process resulted in changes to both Azya's perceptions of and
activities related to her diverse learning population. Finally, the process
reinforced Azya's confidence as she observed increased participation by her
"little kids."
Starlight. Because Starlight's ESL students were from Vietnam and
China, she could not use her second language to provide instructional
assistance for these students. Consequently, she used individualized and peer
assistance to further their understanding of her lessons and assist them with
their classwork. She spoke Spanish with her Hispanic students to promote a
deeper understanding of new concepts and establish a cultural bond.
Because she had two very low achieving students, one with severe
behavior problems and one with a physical handicap, Starlight individualized
their classwork with specialized work sheets and peer assistance. She also
provided individualized help to the rest of her students when they were in need
of assistance. Consequently, her desire to address the particularized needs of
all her students often caused Starlight to feel worn down and exhausted by the
end of the day. Although she knew that it was detrimental to her health, Starlight
noted that she did not know of any other way to promote learning for her diverse
group of students. This project offered her one more tool in the form of IC
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techniques that would promote learning during her group discussions. She also
incorporated these techniques when she worked with a small group of students.
At the end of this study Starlight provided her perspectives on how this research
promoted learning for her diverse students.
I'm more aware of my teaching style to become a facilitator, rather
than a director. The children can and will respond and be
independent with their own creative ideas. The need for them to
be active listeners and learners is more productive in using higher
order thinking skills and activities rather than evaluative type
activities. (Post-research survey, p. 1)
Her lesson on Native Americans seemed to have had a great impact on
how cultural differences were perceived by her students. This caused her to
incorporate cultural differences into her instructional practices and she noted:
I'm much more aware of different cultures and, implementing
different activities from other cultures is not only important to the
child from that culture but other students from different
backgrounds.--Remember the Native American mini-unit? (Postresearch survey, p. 1)
Changes in Starlight's attention to cultural differences were not the only
modification Starlight made to her instructional practices. She found her
enhanced questioning and interactive teaching practices seemed to benefit her
ESL stUdents because "Mickey does share a lot more and Hieu, it has helped
him (Post research interview, p. 2).
Prior to her instructional changes, Starlight noted that some of her
students became bored with the lesson and therefore, created behavior
problems. However, after she changed her instructional practices she found:
They have improved [behavior problems] I think they are more
motivated than they were before. Because I've pick up more
positive techniques. What's interesting is --[names an ADHD child
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who was difficult to teach]-- I'd say he's really come a long way.
(Post research interview, p. 3)
Starlight rationalized that these changes came about because "I'm more aware
of letting kids become involved, not dictating what they should know" (Postresearch interview, p. 4). Therefore, the change in Starlight's approach to
teaching and learning seemed to have been attributed to her desire to find a way
that would prove effective with all of her children and less exhausting to her.
She seemed to have attained her goal by: (1) increasing her wait time for
student answers, (2) promoting more student interaction, (3) improving the
quality of her questions, and (4) facilitating rather than directing what her
students should know.
Ma. Ma's ESL student population has been increasing over the years and
she felt that she had not received sufficient training to address their specific
needs. Therefore, she noted that her participation in this research showed her,
How to bring about more language and cognitive understanding of
English as a second language... I have learned more about
different cultures and how to try and work within the framework of
their style of learning. I have also learned more patience with
myself on how to deal with these cultural differences. (Postresearch survey, p. 1)
Although Ma felt that she needed to know more about her diverse student
population, she was reluctant to go to the ESL teacher for advice because:
I also realize that they [the ESL teachers] are so limited to time and
money and energy for extra curricular [activities], they're hard
pressed to get all these other things done in a little bit of time, and
they see so many children that I wouldn't have felt comfortable
going to -Lisa [the ESL teacher] and saying "find out what you can
about this Vietnamese culture that I know nothing [about]." She
would look at me and say Ma, you can go find out as easy as I can.
(Post-research interview, p. 13)
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Consequently, this research seemed to have come as a welcomed relief
because she noted:
Basically because you did so much to help me with Vuc, because
the Vietnamese culture is not a culture that I was very informed
[about] at all. I had absolutely zippo information and there were
just so many things that are so culturally different and gave me the
patience and the understanding to work with that I never would
have had without you. I know that I would have been asking
questions but nobody would have known the answers. (Postresearch interview, p. 12)
Therefore, having Cl better understanding of her ESL learners, Ma was able to
focus on their needs and provide appropriate support. More importantly, Ma
discovered,
Well one or two things that I hadn't really thought about that you'd
brought to mind and made me more cognizant of and willing to
work with them and try more to do and, but I think all of the rest of it
you very aptly pointed out that [what] I was doing and that was fine.
The things that I wasn't [doing], try and work with a little bit more
and see if you can't improve in that. Very non-threatening. (Postresearch interview, p. 11)
Thus, Ma seemed relieved to know that many of the techniques that she utilized
with her ESL students were appropriate. Consequently, she noted, "Basically,
(I) have more confidence in myself that whatever I'm dOing is not so wrong, don't
worry about it, try it, and if it works fine, if it doesn't fine, and that's kind of the
way teaching is" (Post-research interview, p. 10). Therefore, changes in Ma's
instructional and emotional status proved beneficial to her ESL students as she
observed:
Vuc in the last month has blossomed. She will pull on me and
point, and she'll say it and I won't understand her but she's very
patient with me and I'll say tell me again, or I don't understand, I'll
shrug my shoulders and hold my hands up, and she understands
that I'm not understanding her, but she has definitely shown

252

marked improvement in that. Fam, another one [ESL student from
China], she's just wonderful, she just lacks the self confidence and
that will come. (Post-research interview, p. 9)
Ma noted that before she participated in this research, she would have felt
frustration and dismay that she was unable to understand and assist her ESL
students. However, now she remains calm where frustration would have
previously prevailed. Ma also noted that she has become more patient with her
ESL students and thus, will not force them to speak in front of the class:
It's just been in the last two weeks that I can get her [on] to do the
daily oral language [DOL] on the board, even though she knows it
perfectly, she's still not real comfortable speaking in front of the
class, so I've really held back on them [Fam and Yuc]. (Postresearch interview, p. 3)
In essence, Ma became more aware of the second language acquisition process
and therefore, promoted a risk-free environment for her ESL students. As our
discussion continued, Ma noted that teaching ESL students was similar to
working with students from lower socio economic families and/or less nurturing
families because:
ESL children, they need a lot of, you point to what it is you're
talking about all the time. It's very visual for them. Also very
tactile. With the English speaking children, they understand. But
there again, you need to have the patience and the time to develop
their skills, to work on skills. A lot of children come to kindergarten
and you'd swear they'd been locked up in a closet for 5 years, Mom
and Dad say you're five years old, you can go to school now.
Good-by. And they come into a classroom and they're totally
unprepared for 23 other children vying for one person's attention.
Never have held scissors, never held a pencil. Have no clue what
a color crayon is for. Now these children are English-speaking
children I'm talking about, so quite naturally you have to enrich
them as well and practice, practice, practice. (Post-research
interview, p. 5)
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Ma's comments led us to explore how instructional conversations promoted
learning for her lower functioning students.
A lot of times the lower functioning [students] don't feel as
inadequate if they can verbalize. It's when they have to produce
that they feel incompetent or not as secure maybe, so more of
those children are really more verbal and had no problem that way.
It's just when it comes to producing in the now that they have a real
hard time. So lower children, in my estimation, and especially in
this group tend to be more verbal. .. [IC discussions] It brings them
in, it makes them feel like a part of [the group], and knowledgeable.
(Post-research interview, p. 9)
In sum, Ma's changes in instructional practices seemed to have stemmed from
her need to address needs of her diverse student population. Once she attained
reassurance that many of the techniques she utilized with her LCD students
were appropriate, she was ready to enhance her instructionAl practices. This
process was reinforced by the positive response she received from her diverse
student population and thus provided her with the impetus to continue utilizing
IC techniques. By the end of the study, Ma noted that all students, regardless of
their linguistic, cultural and/or cognitive abilities, were beginning to become
active learners in her classroom.
Tina Tina had five ESL students in her classroom. She noted that she
was able to help her Spanish-speaking students attain the concepts of a new
lesson. However, she had to revert to pictures and body language to assist her
Romanian and Oriental students.
As Tina's initial teaching experiences were with bilingual students, she did
not consider instructing ESL students a difficult task. She felt that teaching in
the regular education classroom was easier than the bilingual classroom
because she did not have to translate books and/or tests for her students.
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Tina's past learning experiences provided her with the understanding that
all students have the potential to learn. Therefore, she viewed her learning
disabled (LD) and lower-achieving students as potential learners and integrated
them into her classroom routine because:
My belief is they need to have a love for literature and they need to
look at literature in different ways and how it makes a connection
into their worlds. I don't want to just give out paper-pencil type of
stuff. It just makes them very bored, very tired, and there's not
going to be any stimulation. I don't see them low. I don't see them
high. I just see them as a whole group and its something that we
help each other with because we have to help each other.
(Discussion session, 4/7/93)
Tina addressed the needs of her diverse population by using peer tutors
because it "helps to reinforce what regular students have done, and uses their
language skills to convey their instructions." By working together, Tina believed
it "gives them confidence and lets them know that they don't need to feel
embarrassed to talk and interact." (Discussion session 4/7/93)
Although Tina felt comfortable with her general instructional practices,
she realized that she used bits and pieces of many techniques to attain her
goals. Therefore, her participation in this research helped her to organize her
information and pull it together under the Ie format. She noted that working with
this research helped her to attain:
Methods of how I can teach to reach all children including ESL
children with my teaching. Making sure that all children were [to]
be taught in a way that allowed them to be active learners and
participants ... Being more understanding of the child's needs and
wants as well as being more aware of their cultural background
and customs. (Post-research survey, p. 1)
When asked if the same perceptions pertCiined to all learners regardless of their
linguistic, academic and/or cognitive abilities Tina answered: "Very much so.
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I've become more aware and sensitive to my ways of teaching all children" (Post
research survey, p. 1). Therefore, she noted:
You made me see myself much clearer. I would never have
thought of myself, certain things, you know, that you pinpointed we joked about but, maybe for years I've become kind of hesitant
about--am I doing the right thing? You would kind of.kid me and
say you're doing the right thing or you're doing a good job. So it
was to have somebody give me that kind of support. (Post research
interview, p. 5)
More specifically, Tina felt that the IC Rating Scale provided her with the
opportunity to view her scripts and analyze them for specific instances of
facilitating or limiting instructional practices. For example:
The way you scripted my lessons that was interesting how I said
things and it just made me get a better picture of what I could do to
improve here. Just making myself aware of giving the children
ample time for them to speak. For them to be part of the
discussion. You've made it more aware to me and I've done that.
(Post research interview, p. 6)
In sum, Tina's strengths as a teacher were easily observed because she had a
warm and understanding rapport with her students. However, at the same time
she expected each child to extend their zone of possibilities by providing
encouragement and support. Although these positive learning aspects were
very evident in Tina's instructional practices, they were not practiced when she
was in the position of learner. Therefore, exposure to this research helped Tina
to reexamine her teaching strategies and habits that had been in place since she
began teaching. Results of our mediated discussion sessions helped Tina to
organize and incorporate her diverse instructional strategies under the IC
format. Therefore, Tina gained reinforcement and a renewed awareness of
addressing the specific needs of her diverse learners.
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Yvette. Yvette had one Spanish-speaking ESL student in her classroom.
However, Yvette was bilingual in English and Spanish and used both languages
to address the needs of this student. Yvette explained her instructional process
as:
I tried to get either someone who spoke Spanish or me, and
translate for her what we just said. There was more one to one
with her. There is a big difference, but they tend to pick it up and
learn it [English] a lot faster than the kids that have just one
language. I see what Maria came in with when she came in here
and now it's amazing. She's learned so much. She's speaking
more English. The kids and I always spoke Spanish to her, so she
knew she could speak her language. That has helped her because
she didn't feel the pressure of I've got to learn English. She didn't
feel threatened by having to learn English. (Post-research
interview, pp. 2-3)
Yvette respected each child's cultural experiences and found that "each child
brings their own language and skills to the classroom. Transferring of skills will
occur" (Post-research survey, p. 1) Yvette also noted that "interaction with one's
peers is important in developing the second language" (Post- research survey,
p. 1). Therefore, Yvette was the only teacher in this research to note that she
used peers to translate for and instruct their Spanish-speaking peers. On the
whole, she felt comfortable working with diverse linguistic students because they
were usually very motivated to learn.
However, she did not always have the same positive response from her
lower functioning English-speaking students and thus, used this research to
procure additional assistance in addressing their diverse needs. Yvette noted:
I realized that I needn't be so cautious and so prepared in
receiving students' answers. When they don't know the answers -leave the lessons open enough so that the students share and
bring in their own experiences to the lessons. (Post-research
survey, p. 1)
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In sum, this research seemed to help Yvette gain further insights into addressing
the needs of her lower-functioning students. However, her personal situation
and emotional state brought about by the death of her baby did not always
permit her to implement these practices.
Chelsea. Chelsea was a bilingual Spanish-speaking teacher with a
diverse student population. She had five ESL students of which one was
Chinese, two were Vietnamese and two were Hispanics. Having experienced
the second language acquisition process when she was in elementary school,
she perceived her ESL students as:
Students want to be treated the same. They want to be
participating in the same activities with the same expectations -just more understanding and patience to accomplish the same
things. My adjustments are no different from what I would do with a
child with special needs. The time taken is the same for any
preparation given to any subject of study [a great deal][note,
Chelsea means a great deal of preparation is needed], but learning
is far more significant. (Post-research survey, p. 1)
Chelsea felt that all students needed to be actively included in the learning
process. The difference Chelsea found between working with English speaking
and non-English speaking students was:
The major point being the language barrier, but I think as far as
drawing interest and their feedback it's the same. I require the
same things from them [the ESL students]. I think if you want to
alienate a child then treat them different .... It's just that they may
need a longer period of time, but I don't stop them from learning
other things or continuing in other areas, if they haven't mastered
one particular skill. They may accomplish a different skill in
another area, so I won't treat it differently. (Post-research interview,
pp 2-3)
However, she noted that, to achieve an optimum teachingllearning situation, "a
great deal" of preparation is needed before the lesson is presented. Thus, the
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results of her efforts indicated: "The students are more attentive (all of them),
observation keener, language richer, thought process higher. The performance
of the students are [sic] great" (Post- research survey, p. 1). Consequently, she
hoped that "The next teacher they get has the same philosophy and practices"
(Post-research interview, pp. 5-6).
When asked "What is the same philosophy?" Chelsea answered:
"language enrichment and literature discussion. The kids I've had, it's helped
them so immensely, and people have told me they can tell the difference
between my kids and others" (Post research interview, p. 6). When Chelsea
reflected on her LCD students she recognized that her former ESL students
attained a larger vocabulary in English by the end of year. However, after using
the IC format, she noted that her linguistically diverse students were interacting
in English because they were provided with more opportunities to actively
participate in their own learning. This format helped her ESL students to listen
to and use the concepts, words, phrases and sentences derived from their
English-speaking peers to express themselves in their second language. The
English-speaking students, in turn, gained confidence because their comments
helped to extend and promote learning for all students in the classroom.
Chelsea said, "I think it was my change" that attributed to her students' success.
Chelsea also noted that these changes were not solely apparent in her ESL
students.
It [this research] was intended to zero in for the benefit of the
minority students, however, the techniques has benefited the shy
students, attention deficit students, behavior problems, as well as
the minority. Being visual, having hands on center activity has
always been present, but the types of questions, and being
selective of books used has made a marked difference ... The
techniques have zeroed in the types of questions asked and make
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me think how to approach a story. My own techniques have always
been strong this added technique has polished it. (Post-research
survey, p. 1)
Next, Chelsea chose to discuss a hyper-active student with attention deficit
(ADI-JD) who made her instructional routine difficult to accomplish. Chelsea
noted that before she began to integrate IC components into her lessons her
ADHD student was constantly disrupting the class and frequently requested to
leave the group. However, since Chelsea enhanced her instructional practices
she noted:
He does take in information. lie still might look like he's a little
wiggle worm, but he's more willing to partake, he's more willing to
listen, and he may seem off task, but he is taking in information
and he's retaining it. (Post-research interview, p. 7)
Success within the group situation seemed to carry over into the classroom and
Chelsea cited this example:
The more you get him involved, he may not be participating, but
he's listening to what other people are saying. He has not been
interrupting the story like he has... He hasn't been playing. I
haven't had to say, "---!" [Child's name]. He's been glued ... :The
more I do the prepping for the stories, the more he's glued. And I
don't have to [reprimand him] and you were right, you said,
"behavior problems are going to go." And yeah, he's buying into it!
... I've also noticed a difference in his work, he still doesn't know
his letters, but he's taking more time to do it. (Discussion session,
3/31/93)
Chelsea felt that achieving success with this student also promoted learning for
all of her students because she was able to complete her previously prepared
instructional routine without having to stop for behavior problems. In essence,
all students benefited from Chelsea's change in instructional practices. She
attributed her success to two factors: (1) her improved instructional preparation
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for her lessons and (2) her questioning techniques that promoted linguistic,
academic and cognitive development.
In sum, Chelsea perceived the changes in her instructional practices as
having a profound effect on all of her students. When asked if she would
continue using the techniques that she attained through this research she
replied: "It's internal pretty much any more" (Post-research interview, p. 8).
Thus, from a Vygotskian perspective, the interpersonal process was transformed
into an intrapersonalone (Vygotsky, 1978, p. 57). This means that our dialogue
sessions provided the impetus for interactions at the social level and later, when
the information became part of Chelsea's repertoire of knowledge, at the
individual or internal level of processing. Chelsea noted that this process was
gradual and took place as a result of prolonged development. Results of
Chelsea's efforts were apparent in her perceptions of her diverse learners.
Therefore, Chelsea's case suggests a very real impact of how the mediation
process promoted change in both her perceptions of teaching and learning as
well as her instructional activities.
Discussion of the Findings
All research teachers took an active role in reflecting on their instructional
practices, noting their main concerns for their students and integrating IC
elements into their lessons. Changes in teachers' instructional practices fulfilled
a variety of classroom functions such as, improving linguistic involvement from
all students regardless of their cultural, linguistic andlor academic differences.
Changes in teachers' questioning strategies provided their students with the
opportunity to take an active role in their own learning. They accomplished this
goal by integrating their students' prior knowledge and experiences into their
lessons. This served as a tool which teachers used to prepare students for new
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curriculum or, review previously studied material. It was also used to
reformulate students' prior knowledge and experiences (for example Starlight's'
lesson on American Indians) and extend their students' thinking and problem
solving processes to a level beyond which they could not accomplish without
assistance (extending their zone of proximal development) .. These activities
promoted an evolution from "teacher-centered" instruction to "student-centered"
interaction and instructional modifications were mainly perpetuated by the
positive response that the teachers attained from their students.
Therefore, our findings coincided with Langer and Applebee's (1987) work
that states: "We were aware that such activities may affect learning in two ways:
they may provide more effective techniques for achieving specified curriculum
goals, and they may also lead to changes in the nature of learning that is taking
place" (p. 71). Hence, Langer and Applebee's work helped me to gain a deeper
understanding of teachers in the transition process.
Equally important to this research was Goldenberg's IC Rating Scale
because in provided a consistent guide from which to measure and enhance
each teacher's instructional practices. I found that as teachers reviewed the
elements contained in the scale, they reconceptualized each element to fit into
their own instructional style. Therefore, the quality of each teacher'S practices
shifted from a more skill-based focus to a more process-oriented focus. This led
to changes in the nature of learning that took place in the classroom and all
students benefited from the process.
Teachers' Main or Central Concerns
Bilingual vs. Non-Bilingual Teachers
As noted earlier, each teacher changed or enhanced her instructional
practices based on her main or central concern(s) for her students. Therefore, I
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noted that the bilingual teachers (Chelsea, Tina, Starlight and Yvette) did not
place as much emphasis on specializing instruction to promote learning for their
ESL students. Although each teacher noted that she provided individualized
and/or peer assistance for her ESL students, they all noted that they used the
same techniques for the rest of the class as well. Consequently, the bilingual
teachers tended to incorporate their ESL students more readily into the regular
classroom routine than the non-bilingual teachers.
The non-bilingual teachers (Ma and Azya) were concerned that their nonEnglish speaking students were not receiving appropriate instruction due to their
lack of knowledge of the second language acquisition process. However, as
they progressed through this research both teachers derived a better
understanding of their LCD students; they also provided instructional
opportunities that were commensurate with the rest of the learning environment.
In sum, Ma and Azya gained a deeper understanding of the LCD students as
well as more confidence in working with their diverse learners.
Teachers' Reactions to LD and Attention Problems
By the end of the study, all teachers (except Yvette) noted substantial
changes in their students with learning disabilities (LD) and attention problems.
On the whole, they found that these students were able to take an active role in
their classroom discussions whereas they failed in written or documented tasks.
This provided them with the opportunity to become active members of the
classroom discussions which, in turn, raised their self-esteem.
As the same instructional practices were applied to the ESL students,
these students were able to increase their linguistic interactions within the group
because they picked up words and phrases from their peers and used them to
express themselves within the group discussion sessions. Therefore, as

263

Chelsea pointed out in her final oral interview, her former students "came out of
my class knowing quite a bit of English. However, these kids (her current ESL
students) are interacting in English. They're participating in English because of
the involvement" (p. 6). Similar observations were also derived by the rest of the
research teachers.
Teachers' Perceptions of Average and Gifted Students
Although this topic was not specifically addressed in the final survey and
interview data, all teachers noted that the responses attained from their average
and gifted students promoted appropriate examples of how one could respond
during a discussion. Azya noted that her "little kids" became better listeners
during her classroom discussions. She also noted that she would ask higherfunctioning as well as a lower-functioning student how they attained their
answers because: "They get through to the total group a lot better than I could
have said it, and I've complimented them many times and said, that was a
beautiful way to say that. I COUldn't have said that any better" (Post-research
interview, pp. 4-5). This format provided all students with the opportunity to take
an active role in the classroom discussions that, in turn, promoted more
motivation and responsibility for students to take an active role in their own
learning.
Summary
In sum, the successful involvement of each teacher taking part in this
research depended on two factors: (1) each teacher's desire to become actively
involved with enhancing their own instructional practices and (2) their students'
positive reactions to their change. These changes, though varied in degree of
application, indicate how mediation within each teacher's zone of proximal
development promoted change in each teacher's instructional practices.
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CHAPTERS
SUMMARY AND CONCLUSIONS
This chapter presents (1) a restatement of the problem, (2) related research, (3)
design and procedures, (4) data analysis, (5) findings of the' study, (6)
conclusions, and (7) implications.
Restatement of the Problem
The purpose of this study was to determine the effects of a staff
development process in which whole group and individualized assistance was
provided to a group of regular education elementary teachers. Mediation within
each teacher's zone of proximal development was the format used to accomplish
my goals. Hence, Au's (1990) research applying Vygotskian concepts in
practice afforded insights that allowed me to analyze and discuss teachers'
professional development over the course of this research. Secondary purposes
were to investigate how the combined research paradigms of Instructional
Conversation (Goldenberg, 1991) and Langer and Applebee's (1987) concepts
of teaching and learning enhanced teachers' instructional practices.
Related Research
Overview
This study rests on a Vygotskian theoretical framework, guided by three
research studies. See Table 16 for an overview of the related research which
provided insights and findings to guide this staff development project.
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Table 16
Reae
ltd L'tI era ure R'
eVlewe d f or StudIV
Purpose of Literature

Literature Base

Search
Theoretical Framework

Vygotsky (1962; 1978)

Research Studies

Au (1990)

Langer & Applebee
(1986;1987)

Related Research

Goldenberg (1991)
Richardson & Anders
(1990 & in press)

Main Concepts Guiding
This Study
Mediated Assistance
Zone of. Proximal
Development (ZPD)
Vygotskian
interpretations to guide
and Llnderstand
teachers' development
Factors related to the
teachingllearning
process
Ie Rating Scale
Teacher change and
creation of a staff
development project

All literature reviewed for this staff development project was based on a
Vygotskian theoretical framework and used as a "bridge between the worlds of
theory and practice" (Langer and Applebee, 1987, p. 139). Vygotsky's works
focused on language as a social, communicative activity in which learning
results from teacher/student collaboration. Au's (1990) work, in turn, viewed this
process from three Vygotskian perspectives, (1) the theory of development; (2)
the role of speech in development and; (3) the role of consciousness in
development. Results of her research afforded insights and findings that helped
me mediate and analyze teachers' instructional development by viewing how
each of the aforementioned perspectives promoted changes in teachers'
instructional practices. Within this format, individual and group discussions
provided teachers with the opportunity to use speech as a tool to

e~plore

their

understandings and misunderstandings of the teachingllearning process. This
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process helped teachers reorganize their thoughts to extend their professional
development.
Langer and Applebee's (1987) research on teaching and learning
explored teachers' instructional practices and their students' perceptions of their
curricular activities to gain a deeper understanding of the teach.ingllearning
process. Results of their work afforded insights on factors that influenced
teachers' instructional practices. These factors included: teachers' perceptions
of their role as teacher; their perceptions of their students' role as learners and;
teachers central concerns for their students. After exploring these factors Langer
and Applebee (1987) noted: "when the teachers understood and believed in an
activity, they were comfortable modifying it to achieve their own goals. When
they did not fully understand or accept it, ... they were less able to mold it to suit
their own purposes" (p. 67). In addition, Langer and Applebee (1987) found that
when "new approaches were implemented most effectively, they bring (brought)
with them a fundamental shift in the nature of teaching and learning" (p. 70).
Thus, using Langer and Applebee's (1987) inSights, I was able to attain a
better understanding of how each teacher perceived the teachingllearning
process. These insights helped us develop collective and interrelated zones of
proximal development to facilitate the internalization of knowledge. For
example, the teachers brought their knowledge of the curriculum and their
students, and this researcher brought her theoretical and empirical knowledge
related to teaching diverse learners. Through mediation and c;ollaboration,
teachers used their enhanced knowledge and applied it to their instructional
practices, thereby promoting learning for their diverse student population.
Guiding this process was Goldenberg's Ie Rating Scale (1991) which was used
as a vehicle for analyzing and discussing each teacher's lessons.
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Goldenberg's (1991) research on instructional conversation grew out of
Tharp and Gallimore's (1988; 1991) research. His IC Rating Scale (1991)
provided a systematic format from which teachers could analyze and discuss
their instructional practices. Thus, combining Au's interpretations of professional
development through mediated assistance, with Langer andApplebee's insights
on the teachingllearning process and Goldenberg's IC Rating Scale supplied a
format from which to guide and understand teachers' professional development
in this research.
Other related research on teachers' belief systems was also reviewed for
this study to afford additional perspectives on the importance of teachers' beliefs
in the change process. Most influential to this research were Richardson and
Anders' (1990) Reading Instruction Study (RIS) Project and their recent work (in
press) related to teacher change and creating a staff development model. More
specifically, their suggestion that the "process of changing beliefs and practices
is interactive" (p. 117) helped me understand the importance of facilitating
discussions to help teachers reflect on tlleir practices. Their findings, along with
the techniques, insights and theoretical notions derived from this review of
literature helped me formulate this staff development model. The next section
will provide an overview of the design and procedures used in creating this staff
development model.
Design and Procedures
Overview of Study
This study of a staff development project was conducted over a six month
time frame. The staff development project included: pre-post surveys; formal oral
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interviews; in-service audio tapes and notes; teachers' scripted, audio- taped
lessons; teacher/researcher discussion sessions; and ethnographic notes.
All 11 teachers at a desegregated elementary school in Arizona were
invited to take an active part in this research. All teachers consented to
participate in the pre/post survey, formal oral interviews and pre/post lesson
observations. Six teachers actively participated in all phases of this research
project and were named "research teachers." By the end of the study, data
obtained from two upper elementary teachers were eliminated from analysis
because one teacher was hired late in the study and the other teacher refused to
be audio taped. Therefore, the three remaining teachers' pre/post data were
reviewed, analyzed and contrasted with the actively participating "research"
group to ascertain changes in teachers' instructional activities due to the
influences of this staff development project. For the purpose of data labeling,
this contrast group of teachers were named "contrast teachers." One "contrast"
teacher's post-research data did not pertain to reading and/or language arts
lessons and, therefore, were not included in the instructional conversation
analysis. Her preliminary Ie lesson observation, however, had relevance to this
study and, therefore, was included in the discussion of our findings.
Research Procedures
The research teachers received five group in-services (averaging 45
minutes each), weekly or bi-weekly observation (averaging 20 minutes each),
and weekly or bi-weekly discussion sessions (averaging 25 minutes each).
During the group in-services, teachers were provided a general overview of the
second language acquisition process; a video and discussion of instructional
conversation (Ie) techniques and practices; and interactive discussions related
to integrating Ie elements into their lessons to enhance the teachingllearning
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process. Teachers also discussed techniques and strategies that would
promote learning for their diverse student population. The instructional
conversation format was originally proposed by Tharp and Gallimore (1988,
1990) introduced in Rueda, Goldenberg, and Gallimore (1991), and restructured
by Goldenberg (1990, 1991).
Teachers were observed on a weekly or bi-weekly basis depending on
their schedule and time constraints. Reading and/or language arts lessons were
the focal curricular format observed. At the beginning of this research, these
lessons were documented as scripted narratives of teachers' lessons. As
teachers became more relaxed with my presence in the classroom, they
permitted their lessons to be audio-taped as well. Later lessons were scripted
and audio-taped to obtain an accurate representation of each teacher's lessons.
After the lessons were scripted, I used my notes and the tapes to transcribe
each lesson. A copy of each lesson was presented to the teacher before her
next lesson to provide her time to review her work for our weekly and/or biweekly discussions.
Goldenberg's

Ie Rating

Scale (1991) was used as a vehicle on which

discussions and analysis of each teacher's lessons were based. Langer and
Applebee's (1987) research insights provided a format from which to gain a
deeper understanding of each teacher'S perceptions of teaching and learning.
These perceptions, along with Au's (1990) interpretations of Vygotsky's work on
development, facilitated the mediation process. Hence, all teachers received
individualized assistance using a generalized format (mediating instructional
practices with the

Ie Rating Scale).

This format promoted group and

individualized professional development because the same process of
development was used throughout the research. More specifically, I used the Ie
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format to propose new concepts and instructional techniques during the group
in-services. This format carried over to the classroom where teachers were
encouraged to use their own instructional style to reconceptualize how IC
elements could be integrated into their lessons. Consequently, teachers'
lessons followed a similar format encouraging active participation in the lessons.
Finally, a similar IC format was used during our discussion sessions
incorporating IC elements to conceptualize, analyze and guide our
conversations.
The staff development program encouraged teachers to review their work
in light of their understandings of the teachingllearning process and provided
opportunity to correct misunderstandings of this process. This gave teachers
further insights into their own thoughts about teaching and learning and provided
them with the opportunity to redefine and reorganize their practices. Changes
teachers made in their instructional practices helped to extend their diverse
student population's linguistic, academic and cognitive development. In sum,
utilizing a central theme helped teachers look more closely at their instructional
practices to better understand and facilitate learning for all of their students.
Data Sources
There were seven data sources used in this study. These included:
pre/post survey data; pre/post formal oral interviews; scripted lessons;
discussion sessions; in-services; Goldenberg's IC Rating Scale; and
observations (which included field notes and personal journal notes). Four data
formats were used to analyze these data sources. They included: IC scoring,
graphs, charts, and triangulation of various data sources. Each data format is
discussed in relation to how the data were compiled, synthesized and analyzed
to derive my findings.
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Scoring

Ie Data for Analysis

An adapted scoring process was developed from Goldenberg's

Ie Rating

Scale and used to validate my findings. Adaptations consisted of removing
numerical ("0 to 2") ratings and adding a three cycle
cycle involved color coding each

Ie scoring format.

Ie element apparent in teachers'

The first

scripted

lessons. To accomplish this task, each scripted and transcribed lesson was
read and reviewed according to Goldenberg's

Ie Rating Scale and my adapted

criteria (see Appendices E, F, M and N for Goldenberg's Scale and adaptations).
Different colors were used to identify each element used. This cycle involved
rating each element. A plus (+) was scored for evidence of each

Ie element

used appropriately according to aforementioned criteria in the scripted lesson. A
minus (-) was scored for inappropriately applied or missing elements.
The second cycle involved looking at how each element was used/rated
across the whole lesson. To accomplish this task, an interpretive summary was
written on each lesson, synthesizing how each element contributed to or
detracted from the linguistic, academic and/or cognitive development of the
students. Results of this process determined a positive or negative score for
each element. Finally, cycle 3 included graphing each lesson on a chart to
identify changes in teachers' instructional practices throughout the course of this
study.
These data, together with those discussed in the next section were also
used to document how elements contributed to teachers' lessons and to discuss
changes in each teacher's instructional performance over the course of this
research.

---------- - - - --

-

----

-------

---- - --
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Graphing Data for Analysis
To ascertain changes in teachers' instructional practices over the course
of this research, a graphing format was used (see Appendix J for Chart of
Lessons, In-services and Discussions). The graph contained an overview of
each teacher's lessons, in-services and discussions in relation to instructional
conversations. Thus, lesson, in-service and discussion data were graphed
according to the IC elements to document teachers' instructional practices over
the course of the research.
This format provided numerical syntheses of IC elements which were
compared and contrasted between research and contrast teachers to better
identify changes in teachers' instructional practices. These data were used to
answer my first research question related to how teachers integrated
instructional conversation elements over the course of this study.
Charting Data for Analysis
Information related to teachers' perceptions of teaching and learning were
taken from the pre and post surveys and formal oral interviews. More
specifically, information related to teachers' perceptions of their roles as
teachers, the role of learners, and their goals for teaching and learning were
organized into categories and compiled in a pre and post format. Other
categories included teachers' understanding of the second language acquisition
process and teachers' post-research perceptions of this research. Categories
related to teaching and learning were derived from Langer and Applebee's
(1987) research and categories related to the LCD student were developed
especially for this research.
Utilizing a chart format helped me synthesize individual as well as group
data. Results of these analyses afforded comparisons within and between
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teachers identifying individual and group trends and patterns. These findings
were used to answer my second and third research questions related to changes
in teachers' discussions about teaching and learning and their perceptions of
their diverse learners over the course of the course of this research.
Triangulating Data for Analysis
My fourth analysis format, triangulation of data sources, provided deeper
insights into each teachers' professional development over the course of this
research.
Data from diverse sources (ethnographic data, in-service data, and
scripted lessons/discussions data) were also used to analyze instructional and
perceptional changes in teachers' practices. Therefore, data derived from
different phases of fieldwork occurring within the school and related to the same
phenomenon helped to confirm and validate my findings. Triangulating data
helped in correcting possible biases and in formulating a profile on each
teacher. These findings were also used to answer my second and third research
questions.
In sum, the four analysis systems used for this study led to systematic
ways of organizing and categorizing complex data sources from different
perspectives. The analyses involved interpretation and validation across these
data analysis processes to arrive at findings leading to general and specific
conclusions which will be discussed in the next section.
Findings of the Study
The purpose of this section is to summarize the findings related to the
development of a staff development model that promoted changes in teachers'
instructional practices which, in turn, afforded linguistic, academic, and cognitive
development of their diverse learners. On the whole, I found three general
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findings across all research teachers: (1) all teachers chose to take an active
role in this research because they wanted to enhance their instructional
practices, (2) positive reactions from their students promoted teachers' deeper
commitment to this research, (3) mediation was the primary factor that promoted
changes in teachers' instructional practices. Common to all findings was the
theoretical basis that supported this study. Therefore, the next section will
provide an overview of how mediated assistance within one's zone of proximal
development enhanced teachers' instructional practices through the use of
speech and self regulation (consciousness).
Theoretical Interpretations of Findings
As all studies reviewed for this research evolved from a Vygotskian
theoretical framework, the results of this project will be reviewed in light of this
perspective. Specifically, mediation within one's zone of proximal development.
Secondary factors based on the role of development, and the role of speech in
development; and the role of self-regulation (or consciousness) will be reviewed
in relation to the findings of this study.
First of all, mediation proved to be an important factor in this study
because it supported a collaborative format from which the focus "is not on the
transferring of skills, as such, from those who know more to those who know less
but on the collaborative Lise of mediational means to create, obtain and
communicate meaning" (Moll, 1990, p. 13). To facilitate my interactions with the
teachers in this research, I used inSights and findings from Langer and
Applebee's (1987) research to help me obtain specific information on each
teacher's perceptions of the teachingllearning process. Using this information
as well as observations and individual discussion sessions, I tried to obtain a
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deeper understanding of the factors that influenced teachers' instructional
practices as defined by Langer and Applebee (1987). Added to this information
were insights related to teachers' knowledge of their diverse learners which were
designed for this research project. The information derived from these data
provided collaborative opportunities to extend and enhance each teacher's zone
of proximal development.
Fundamental to this process was gaining an understanding of each
teacher's interconnected and interdependent knowledge of everyday and
scientific concepts. According to Moll (1990), "It is through the use of everyday
concepts that children make sense of the definitions and explanations of
scientific concepts; everyday concepts provide the 'living knowledge' for the
development of scientific concepts" (p. 10). Therefore, when applied to this
research, I noted that Au (1990) found that there is a "dialectic interaction
between spontaneous and scientific concepts. As a result of this interaction,
'true concepts' emerge. What Vygotsky refers to as true concepts, or deeper
understandings, may be viewed as the basis for expertise in a particular domain"
(p. 272). This leads us to the role that speech played in this project.
Teachers in this project were encouraged to use speech as a tool for
attaining a deeper understanding of both their instructional practices as well as
their diverse learners. Therefore, building on the previous notion related to
spontaneous and scientific concepts, teachers were encouraged to use speech
as a format for making their thoughts accessible to the process of social
influence. Central to this process were our group and individual discussion
sessions which provided teachers with the opportunity to discuss their
understandings and clarify misunderstandings. Hence, teachers used speech:
(1) to make their thoughts more explicit and (2) to become more aware of their

276

understandings and misunderstandings. This researcher used mediation to
explain and clarify concepts that were misunderstood or unclear to the teacher.
Results of this process provided teachers with the opportunity to reorganize and
refine their thoughts, perceptions and instructional activities. According to Au
(1990) "When the individual achieves a certain level of knowledge, however,
explicit functions dominate ... explicit functions are those with the potential to
enter into conscious awareness" (p. 274). This brings us to the role of selfregulation or consciousness in teachers' developmental process.
For this perspective, I chose to discuss my findings using Bruner's
interpretation of consciousness and indicating: "consciousness and control come
only after one has already got a function well and spontaneously mastered" (p.
24). Therefore, I used mediation as a format which "served the learner as a
vicarious form of consciousness until such time as the learner is able to master
his own action through his own consciousness and control" (p. 24). In essence,
this process facilitated self-regulation by shifting active control of teachers'
activities from the researcher to the teacher once new concepts and techniques
were internalized. The focus, therefore, was on the social system which was
mutually and socially created by this researcher and the teachers taking part in
this research. Results of these practices led to my three general findings.
The first finding, all teachers chose to take an active role in this research
because they wanted to enhance their instructional practices, indicates that the
teachers wanted to become actively involved with their own professional
development. Thus, teachers' desire to become actively involved in their own
professional development facilitated acceptance of this research project.
Throughout the project teachers were encouraged to use instructional
conversations as a format to create a social system from which
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learning was mutually and actively created by the teacher and her students.
This led to my second finding: positive reactions from their students promoted
teachers' deeper commitment to this research.
This finding suggests that Moll's (1990) interpretation of the zone as
"mutually and actively created by teacher and student" afforded positive
interactions which resulted in increased motivation, participation and decreased
behavior problems. Therefore, positive reactions from the students promoted
more teacher involvement. Teachers' involvement moved beyond instructional
practices to include personal reflections related to the teaching/learning process.
For four of the teachers (Azya, Starlight, Tina and Ma), the reflective process
helped them change their perceptions of the teaching/learning process resulting
in a move from directive to facilitative instructional practices. For two teachers
(Tina and Chelesa), their reflections on their understandings and
misunderstandings afforded the opportunity to reorganize and connect
theoretical perspective to their practical teaching experiences. This new
knowledge base helped them to incorporate spontaneous and scientific concepts
to form practical knowledge (Au, 1990, p. 272). This process would not have
been possible without the last general finding indicating that mediation was the
primary factor that promoted changes in teachers' instructional practices.
According to Moll (1990), "Change within a zone of proximal development
is usually characterized as individual change, that the child can do something
independently today that she or he could do only with assistance yesterday" (p.
12). This coincides with Vygotsky's notion "The zone of proximal development
defines those functions that have not yet matured but are in the process of
maturation, functions that will mature tomorrow but are currently in the
embryonic state" (Vygotsky, 1978, p. 86). With this in mind, the mediation
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process used in this study was based on each teacher's perceptions of the
teaching/learning process and, therefore, afforded individualized change within
each teacher's zone of proximal development. These changes were reinforced
through their students' positive responses to changes in teachers' instructional
practices and peer interactions during our group in-services.
The Ie Rating Scale proved to be an appropriate vehicle to guide
teachers' discussions because the organized format facilitated analysis and
discussions related to teachers' instructional activities. It also provided a format
from which teachers could use speech as a tool to help make their thoughts
more explicit. Once teachers were able to verbalize and reconceptualize their
thoughts, they were able to make changes in their instructional practices which,
in turn, promoted linguistic, academic and cognitive growth for their diverse
learners. Thus, Au's interpretations of Vygotsky's work provides an appropriate
summation for this section: "From a Vygotskian perspective, it is argued that
teaching behavior cannot be understood apart from the thought processes of the
teacher" (p. 271) and this research project facilitates these processes. The
following section provides an overview of my findings related to my three
research questions.
My first question: How do teachers integrate elements of instructional
conversation into their reading and/or language arts lessons?" helped to guide
and interpret teachers' instructional practices. Results of the Ie scored,
graphed, and charted data indicated changes in all six research teachers'
instructional practices during the course of this study. One factor, providing the
research teachers with the opportunity to discuss their teaching practices in light
of their main or central concerns for their students, seemed to hasten teachers'
incorporation of Ie elements into their instructional practices because
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they were able to reconceptualize each element in light of their perceptions of
teaching and learning.
This brings us to my second research question: "How have teachers'
discussions about teaching and learning changed throughout the study?"
Review of each teacher's profile led to further insights into the nature of teaching
and learning, supporting Langer and Applebee's (1987) work. The extent to
which each teacher changed was based on her central or basic concern for her
students, her perceptions of the role of teacher and her perceptions of the role of
the learner. Therefore, changes in teachers' practices were a natural outgrowth
of what they considered important for their students to learn.
The following are examples of my findings supported by Langer and
Applebee's (1987) work. For example, Tina and Chelsea, found that changes in
their instructional "activities reinforced patterns of teaching and learning that
were already in place at the beginning of the project" (Langer & Applebee, 1987,
p. 70). For Starlight and Azya these instructional changes "led to a major
realignment in the teachers' goals" (Langer & Applebee 1987, p. 70). However,
for Yvette, these changes were merely cosmetic and for Ma, changes were
based solely on her central or basic concerns for her students. Therefore,
changes in the first four aforementioned teachers' practices seemed to have
been based on achieving conscious control over their instructional practice.
According to Bruner (1985), "When a child achieves that conscious control over
a new function or conceptual system, it is then that he is able to use it as a tool"
(pp.25-26). To achieve this function in each teacher's development, mediation
played an important role into what Vygotsky (1978) indicates as the
"transformation of an interpersonal process into an intrapersonal one" (Cole,

John-Steiner, Scribner & Souberman, 1978, p. 57). Hence, changes in teachers'
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instructional practices provided students with the opportunity to take an active
role in their own learning. This leads us to my third research question.
My third research question: "From the teachers' perspectives, how has
mediated assistance, which was provided throughout the study helped to
promote linguistic, academic and cognitive development of their diverse student
population?" was viewed from the teachers' perspectives of how changes in their
instructional practices promoted learning for their diverse learners. On the
whole, all teachers felt that changes in their instructional practices seemed to
have enhanced their students' development. More specifically, they all felt that
using the instructional conversation format during their reading and/or language
arts sessions gave all students the opportunity to actively participate in their own
learning. Linguistically speaking, ESL students had more opportunities to
actively engage in linguistic interactions because they could use concepts and
words provided by other students to produce their own reactions to the
classroom discussions. Academically speaking, lower achieving students, who
normally fell behind in written academic tasks, were able to provide personal
opinions and reactions related to lesson discussions. Azya noted that her "little
kids" were actively participating in classroom discussions resulting in improved
self-esteem because they were able to interact with their higher-achieving peers.
Chelsea found the changes she made in her instructional practices instilled more
motivation within the group. This motivation helped calm the behavior of one of
her students who had great difficulty staying on task. She also noted that
behavior problems within the group seemed to subside after she incorporated
instructional conversation elements into her instruction. The rest of the teachers
concurred with her findings.
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From a cognitive perspective, the IC questioning techniques provided
teachers with the opportunity to use discussions as a format from which to move
their students' problem solving processes from concrete and textually related
topics to abstract and impliCitly related themes. All students, regardless of their
linguistic, academic and/or cognitive abilities were able to take
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active role in

their classroom discussions and become active participants in their own
learning. Therefore, mediation played an important role in this research
because it provided teachers with the opportunity to reconceptualize new
information until they were able to internalize new functions or conceptual
systems and make it part of their repertoire of knowledge. In return, the
research teachers mediated their students' learning by providing them with the
opportunity to use discussion as a tool for enhancing their own development.
Conclusions
The following conclusions are based on the findings of this study.
1. Teachers become actively involved in staff development projects when
they sense the need to enhance their practices.
2. The staff development process used in this study had a positive impact
on teachers' instructional changes.
3. The instructional conversation format is a useful vehicle for teachers
interested in studying the effectiveness of their instructional practices.
4. Mediation plays a significant role in the change process.
5. Positive reactions from their students stimulate teachers' motivation
and involvement in their own professional development.
6. Problem solving and promotion of higher-level thinking skills are
difficult concepts for teachers to integrate into their instructional
practices.
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7. Teachers' familiarity with their students' linguistic, cultural and/or
academic backgrounds is an important factor in addressing their
specific needs within the regular education environment.
8. Teachers utilizing a holistic approach to teaching tend to naturally
incorporate more instructional conversation elements in their reading
and language arts lessons than directive teachers.
Implications
The following implications are suggested by the conclusions of this study
and will be related according to educational and research based implications.
General Implications for Education
1. Staff development should be an on-going process based on
each teacher's specific needs and related to her cultural and
experiential background.
2. Group staff development may be more productive if it is teacher
specific and not administratively demanded. Teachers should be
considered a valuable entity in the change process and dialogue
should be considered the primary format for reorganization and
refinement of teachers' instructional practices. Emphasis should be
placed on enhancing teachers' current practices rather than radically
changing them. Also, follow-up assistance may hasten teachers'
discovery of solutions to their instructional practices.
3. School staff development programs can address the diverse needs of
students being taught within the regular education classroom through
utilizing instructional conversation techniques.
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4. Teacher change can be optimized through a mediation process that is
based on teachers' main or central concerns for their students.
Working within each teacher's zone of proximal development will
promote effective changes based on the specific needs of each
teacher
5. Future staff development programs should take into consideration both
the teacher as well as the learner because they are both important
entities in the teachingllearning process.
6. Providing students with the opportunity to develop higher-level thinking
skills is an area for all teachers to analyze and pursue. Addressing
this issue may help to extend students' development.
7. When teachers attain a deeper understanding of the needs of their
diverse learners they should be able to better address their needs
within the regular education classroom. Therefore, staff development
programs should promote teachers' awareness of cultural and
linguistic diversity.
8. Schools should encourage teachers to incorporate holistic teaching
methodology into their teaching repertoires.
Research-Based Implications
1. Further research on on-going staff development projects that address
the specific needs of the teachers and "create contexts in teachers'
work lives that assist and sustain meaningful changes" (Goldenberg,
1991, p. 69) should be pursued.
2. Further research using this staff development project should be
pursued with diverse teacher groups including pre-school, elementary,
junior high school, high school and higher education teachers.
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3. Additional research is needed which examines the effects of
teachers' use of instructional conversation techniques on their
students'learning.
4. Additional research studies should focus on how mediation facilitates

staff development and teacher change.
S. Studies should be designed to examine the ways in which positive
reactions from students stimulate teachers' motivation and involvement
in their own profession development.
6. Further research is warranted to investigate how teachers encourage
problem solving and higher level thinking skills in their students.
7. Long term research projects

s~10uld

examine the relationship of

teachers' knowledge of diversity and their teaching practices related to
culturally and linguistically diverse students.
8. Case study research should address the role of instructional dialogue
in the teaching of holistically oriented teachers.
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APPENDIX A
TEACHER SURVEYS
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Pre-Research Survey
Purpose: To explore teachers', administrators' and specialists' knowledge of
and strategies related to teaching linguistically and culturally diverse
students.
Name: _ _ _ _ _ _ _ _ _ _ School: _ _ _ _ _ _ _ __
#ESL Students: _ _ _ _ _ __
Grade:
1. Your position with the district is:
[ ] Administrator [ ]

Specialist [ ]

Teacher [ ]

2. Number of years you have been with the district:
[ ] 0-1 years [] 2-5 years [ ] 6-10 years
[ ] 11-15 years [ ] over 16 years
3. Educational Status: (mark highest degree or schooling completed)
[ ] Bachelor's degree [ ] Master's degree
[ ] Ed.D. or Ph.D.
[ ] Ed. S. degree
4. Have you had any in services and/or coursework in bilingual/bicultural
education?
If yes, answer all that pertain to you.
[
[
[
[
[

] 1-3 in-services
] 4-8 in-services
] 1-3 University courses
] coursework for certification
] degree in this area

If you have answered yes to #4, would you like to share your expertise
with other members of the school?
[ ] no [] yes [] maybe
5. Do you speak another language other than English?
[ ] no

[]

yes Language: _ _ _ _ _ __
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6. Have you ever lived in another country in which English was not the primary
language?
[ ] no

[] yes Country (ies) :_ _ _ _ __

7. Have you worked with students whose primary language is not English?
[ ] no

[] yes

If you answered yes on number 7, how many in the last three
years?_ _ _ _ __

8. Would you like to learn more about the second language acquisition
process? [ ] no [ ] yes

9. Would you like to learn more techniques that address this process as well as
promote academic and cognitive growth for all students within your
classroom? [ ] no [ ] yes

10. Do you know the differences in the philosophy between English as a second
language (ESL) and bilingual education? [ ] no [ ] yes

11. Should ESL students hear and speak only English?
[ ] no [ ] yes
12. Can you make yourself understood to students who do not speak your
language? [ ] no [ ] yes
13. Is language proficiency necessary for reading comprehension?
[ ] no [ ] yes
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14. In order to provide the most appropriate education for linguistically and
culturally diverse (LCD) students in your school, check the areas that would
best suit your needs.
[ ] in-services on understanding the LCD student (socio-cultural and
language acquisition process.
[ ] receive reading material that pertains to this topic
What type of reading material you would prefer?
[ ] practical information [ ] research based information [ ] both
[ ] individualized assistance within your classroom
[ ] group collaboration - creation of an in-building support system
[ ] receive specific methods and techniques that address the needs of
your LCD students within the regular classroom and benefit the rest of
the class at the same time
[ ] none of the above (explain in question #15)
15. Questions, comments, suggestions about teaching LCD students:

16. How do you assess the students in your classroom? Check all that apply.
[
[
[
[
[

] portfolios [ ] student observations
] classwork [ ] criterion reference tests
] teacher-made tests [ ] writing samples
] journals
[] text-based tests
] other_ _ _ _ _ _ _ _ _ _ __

17. What do you consider your role as "teacher" in your classroom?
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18. What do you consider the role of the "learner" in your classroom?

19. What are your goals for teaching and learning this year?

20. Reflecting on your basic concern for the students in your classroom, which
description is most like you? Place in numerical order with #1 being the
most important, #2 less important and so on.
[ ] provide information
[ ] control behavior
[ ] protect students from error
[ ] promote interaction and inquiry
[ ] complete established instructional routines
[ ] help students organize their work
[ ] other
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Post Research Teacher Survey
Purpose: To explore teachers', administrators' and specialists' knowledge of
and strategies related to teaching linguistically and culturally diverse
(LCD) students.
Name: _ _ _ _ _ _ _ _ _ _ School: _ _ _ _ _ _ _ __
Grade:
#ESL Students: _ _ _ _ __
1. Your position with the district is: [ ] Administrator [ ] Specialist [ ] Teacher
2. Number of years you have been employed in this school: _ _ _ _ __
3. Have you had any additional in services and/or coursework in
bilingual/bicultural education since the beginning of this research?
[ ] no [] yes (not counting the information that you attained during
our in services)
4. Has this research helped you learn more about the second language
acquisition process?
[ ] no [ ] yes
5. If you answered yes on #4, what specifically, do you feel that you have
learned?

6. Has this research helped you address the needs of your LCD students?
Please explain.

7. Has this research helped you work with the minority students in your
classroom? Please explain.
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8. Did the techniques that you obtained from this research help you to address
the needs of all of your students regardless of their language, economic
or academic abilities? Please explain.

9. Are there differences in the philosophy between English as a second
language (ESL) and bilingual education? Please explain.

10. Should ESL students hear and speak only English?
[ ] no [ ] yes

11. Can you make yourself understood to students who do not speak your
language?
[ ] no [ ] yes
12. Is language proficiency necessary for reading comprehension?
[ ] no [ ] yes
13. In order to provide the most appropriate education for LCD students in your
school, check the areas that best addressed needs.
[ ] in-services on understanding the LCD student (socio-cultural and
language acquisition process).
[ ] receive reading material that pertains to this topic
[ ] type of reading material you would prefer:
[ ] practical information [] research based information [] both
[ ] individualized assistance within your classroom
[ ] group collaboration - creation of an in-building support system
[ ] receive specific methods and techniques that address the needs of the
LCD students within the regular classroom and benefit the rest of
the class at the same time
[ ] none of the above (explain in question #15)
14. Other questions, comments, suggestions about teaching LCD students:
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15. How do you assess the students in your classroom? Check all that apply.
[
[
[
[
[

] portfolios [] student observations
] classwork [ ] criterion reference tests
] teacher-made tests [ ] writing samples
] journals
[] text-based tests
] other_ _ _ _ _ _ _ _ _ _ _ __

16. What do you consider your role as "teacher" in your classroom?

17. What do you consider the role of the "learner" in your classroom?

18. What are your goals for teaching and learning this year?

19. Reflecting on your basic concern for the students in your classroom, which
description is most like you? Place in numerical order with #1 being the
most important, #2 less important and so on.
[
[
[
[
[
[
[

] provide information
] control behavior
] protect students from error
] promote interaction and inquiry
] complete established instructional routines
] help students organize their work
]other _______________________

20. How did the instructional conversation format that we used in this research
influence your instructional practice?
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Post-Research Teacher Survey (contrast teachers)
Purpose: To explore teachers', administrators' and specialists' knowledge of
and strategies related to teaching English as a second language
students (ESL).
Name:_ _ _ _ _ _ _ School: _ _ _ _ _ _ _ _ _ __
#ESL Students: _ _ _ _ _ _ __
Grade:
1. Your position with the district is:
[ ] Administrator [ ] Specialist [ ] Teacher
2. Number of years you have been employed in this school: _ _ _ _ __
3. Have you had any additional in services and/or coursework in
bilingual/bicultural education since the beginning of this research?
[ ] no [] yes (not counting the information that you attained
during our in services)
4. Are there differences in the philosophy between English as a second
language (ESL) and bilingual education? Please explain.

5. Should ESL students hear and speak only English?
[ ] no [ ] yes
6. Can you make yourself understood to students who do not speak your
language? [ ] no [ ] yes
7. Is language proficiency necessary for reading comprehension?
[ ] no [ ] yes
8. Other questions, comments, suggestions about teaching LCD students:
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9. How do you assess the students in your classroom? Check all that apply.
[
[
[
[
[

] portfolios [ ] student observations
] classwork [ ] criterion reference tests
] teacher-made tests [ ] writing samples
] journals [] text-based tests
] other _ _ _ _ _ _ _ _ _ _ _ _ __

10. What do you consider your role as "teacher" in your classroom?

11. What do you consider the role of the "learner" in your classroom?

12. What are your goals for teaching and learning this year?

13. Reflecting on your basic concern for the students in your classroom, which
description is most like you? Place in numerical order with #1 being the
most important, #2 less important and so on.
[ ] provide information
[ ] control behavior
[ ] protect students from error
[ ] promote interaction and inquiry
[ ] complete established instructional routines
[ ] help students organize their work
[ ] other _ _ _ _ _ _ _ _ _ _ _ _ __

295

APPENDIX B
TEACHERS' FORMAL ORAL INTERVIEWS
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Pre-Research Teacher Interview
1. How many ESL students do you have in your class?
2. What are the different languages that they speak?
3. Describe the reading program utilized throughout the school.
4. Describe your reading program.
5. What kind of reading material do you use?
6. How would you describe your overall teaching style?
7. Is there a difference between working with English speaking students and
non-English speaking students? If so, what is the difference?
8. Do you use the same type of instructional practice with each group?
Why or why not?
9. How do you assess your students in general?
How do you assess your students in the reading group?
10. How do you measure growth?
11. To what degree do you use the text in your reading group?
12. To what degree do you utilize discussion in your reading group?
13. What would you like to see happen differently in regard to promoting
learning for your ESL students?
14. What would you like to get out of this research?

---

--------------------
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Post-Research Teacher Interview

1. How many ESL students do you have in your class?
2. What are the different languages that they speak?
3. Describe the reading program utilized throughout the school as you see it
now.
4. Describe your reading program as you see it now.
5. What kind of reading material do you use?
6. How would you describe your overall teaching style?
7. Are there differences between working with English speaking students and
non-English speaking students? If so, what are the difference that you see
now?
8. Do you use the same type of instructional practice with each group? Whywhy not?
9. How do you assess your students in general?
How do you assess your students in the reading group?
10. How do you measure growth?
11. To what degree do you use the text in your reading group?
12. To what degree do you utilize discussion in your reading group?
13. What would

YOll

like to see happen differently in regard to promoting

learning for your ESL students?
14. What did get out of participating in this research?
15. For those who did not participate in this research: I noticed that you haven't
taken part in the in services connected with this research, and I'm interested
in the reasons why.

-----_._----_._.-

...

_

..•..

_--_ ..-
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APPENDIX C
PRELIMINARY CLASSROOM OBSERVATION SAMPLE

- - - ---------------

-------------
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Observation Notes
Scripted lessons
Ms. Chelsea

Grade K

Room 1

When I walked into Chelsea's room, she was busy working with the
students on the rug and didn't even notice that I was in the room. She was
discussing a book about the hen who made bread and no one helped her so,
she did not share the bread when it was done. The students read the body of
the book with the teacher (when they could), and the class read the chorus. All
students were very attentive and the teacher was well prepared.
As the teacher read the book, she also read [said out loud] the periods
and question marks. The teacher asked what was the difference between a
question mark and a period? Then she continued with the reading of the book
and the children read the refrains. "not I says the dog, etc." The teacher read
and discusses things that happens in tile book like "could she use some help?"
Child, "yea, but they don't want to help her"
When she read comma, a child asked, "what's a comma mean?" T. J'm
not stopping, I just taking a little breath."
After the story was over, the teacher asked comprehension questions
about the characters. First, she asked who came first in the story and then she
asked the children to describe some of the characteristics of the character. Sad,
grumpy, etc. and then related these attributes to the story. She also reviewed
the letter "t" sounds while she was working with the class
On the whole, the teacher was very involved with the group directing,
questioning, and eliciting her preconceived answers. Little or no discussion
transpired during the lesson.
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SAMPLE SCRIPTED AND RATED LESSON

2/1/93 Azya Lesson #4 Scripted and Audio Taped

I arrived about 15 minutes late because we had a problem with Yuc (a
Vietnamese child). When I arrived, Jodene was working on vocabulary words.
She would place the word on the board, say the word for the students and ask
them to separate the word into syllables. Then they would discuss the meaning
of the words.
+1

T: What does that mean? Civil Rights

+4

C: for people to have rights

+2

T: OK. "What does it mean?" C. R.?
C: black and white have the ability to play with
each other

+6

T: we were talking about what are civil rights.
open T: you know - laws - the Constitution says etc.
Black people didn't have a right - so we have a
right to our rights
C: that's what I was going to say
T: another word - freedom
C: everyone is free and they can do what they want
C: but we can't always do what we want - we need to
know that we can't always do what we want

+7

T: that's a very good point - (t. explains)
but you do get the right to act, think and do the
things that you choose to do
a right to pursue your dreams.
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+3

T: equality - if I take off "ity" what does that
mean? [teacher elaborates on word equality]
C: like everyone should be treated equally

+2

C: you don't choose a book by its cover. Like if
I look at --- and she has an ugly face, I'd get to
know her beUer before I judge her.

+4

T: boycott - What does it mean? Let's say that in
the cafeteria you don't like the food etc.
C: Like Rosa Parks & Martin L. King. they told
black people not to ride busses etc.
T: that's right Next word - protest - what about
protest? --anybody?
C: I don't know

+2

C: I dol Urn these the guys in Tucson are
protesting they have signs up and everything for the
homeless -and they have a sign up and everything
that says help the homeless and so they're
protesting to get work for the homeless

+4

T: That's right - a perfect examplel That's right
out of the news this morning. etc

+7

I heard it on the news this morning. The homeless
are protesting etc. So this

+9

word and Protest are alike aren't they? etc.

-6

T: how many parts does this word have - Laurie
C: between the y and the c

-3

- - - - --_._

... _-.-. .

T: OK freedom - where would I divide freedom

- ---

_._.
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c: in the e and the d
T: OK very good
T: equality - David

C: -T: listen to where my voice brakes equal i ty

C: e qui (all laugh ) e and q
T: remember when we said a vowel can be alone

C: no don't say thatl
T: Alex
C: between I and i
Teacher continues with this format until she
finishes the words
-9

T: now I want two things I want you sitting down
flat and I want you quiet
T: I'm going to read about M.L.K. and I'll give some
more ideas we can add to our

+2

chart and we can discuss the things that we are
reading about and how do we discuss - Laurie?
C: we talk about it and uh
T: how do we discuss - anybody else?

-8

C: when someone's talking, we don't talk

-10

C: when we don't raise our hand so they don't get
confused
T: now, I am going to start reading so that means
that you need to be sitting quietly
I am going to read this section about MLK.
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Occasionally, you will hear a word called (writes
Negro on the board)
C: child reads "Negro"
T: Negro
C: a few children say oooow
T: that is a term that they used back in those days
6

C: for black people

close T: that is what they called the people before
they became known as "blacks" in the 16-17-1800's
+2

C: Black people couldn't play with the whites and
they took them for their slaves and they put
chains around their necks like they were animals
T: thank God we've come a long way from that
C: I have a book about famous? people
T: you could share that

+/-10 T: let's get into the reading - I have a lot of
things that I want to talk about. Back in --the
black
people came as slaves - do you think that black
people were the only slaves?

-6

C: no
T; OK how many say no - raise your hands - etc
Those of you who think no - why do

+7

you think no?

+5

C: Because the white people ---C: Cause white people ----etc.
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C: in the war people were made slaves
+3

T; t. explains child's point (Jewish people in bible
etc)

+6

T: continues to read - Now, if you think back to
Africa, what kind of people would
have come from Africa back then?
C: slaves

+2

T: but were they slaves in Africa?
C:no
C: rich
T: OK they were probably some were rich --but
what kinds of people came from there?

+9

C: dark
T: I'm not thinking about physical - of how they
looked I want to know what kinds of
families and jobs they may have had - what kind of
person
C; when you talk about jobs - they were probably
farmers
C: when you say what kind of families - I think they
were peaceful

C: -T: I think they farmed a lot - when they went over
to bring slaves from A. there were kings and
queens - they weren't just -- they were royalty
Cn: wow!
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+7

C: child talks about something that is on TV

+8

T: OK that's on Tel. - let's move on
T: continues reading -- So Thomas Jeff. wrote that
they were all created equal and among those
right etc. and these things were called the
American dream etc.

(the rest of the lesson followed this format)
Discussion notes on this lesson:
Azya is still directing the lesson. She did, however, carry the "theme," which
was the element that she wanted to work on, throughout the lesson. She also
tried to involve the students more into the lesson and utilized students'
background knowledge throughout the lesson. When compared to her past
lessons, it seems that Azya has shown improvement in #'s : 1,2,3,4,6,7,
8, 9, and a little bit of 10. She likes to control the discussions, and the
participation is still teacher-dominated.
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IC RATING SCALE
INSTRUCTIONAL ELEMENTS

1. Thematic focus. Based on a thorough understanding of the text being used,
the teacher selects a theme or idea to serve as a starting point to focus the
discussion. The theme or idea is selected because it seems especially
appropriate for the text, is worthwhile, and the teacher feels it will be meaningful
and interesting for the students. The teacher has a general plan for how the
theme will unfold and has decided on a strategy for "chunking" the reading of the
text to permit optimal exploration of the theme.

o ---------------1 ---------------

No or minimal evidence
of a text-connected
goal or theme

A great deal of evidence
of a text-connected goal
or theme.

2. Activation and use of background and relevant schemata. Prior to
focusing on a text, the teacher either "hooks into" or provides students with

background knowledge pertinent to the development of story theme(s). The
teacher activates relevant schemata in students' minds to assist their
comprehension. The teacher also assesses whether students have requisite
background knowledge to comprehend the text. Relevant background
knowledge and pertinent schemata are then woven into the text-based
discussion that follows.

o--------------- 1 --------------- 2

No or minimal attempts
to assess, activate,
supply, or make use of
relevant background
knowledge

Consistent and
systematic attempts to
assess, activate, supply,
or make use of
background knowledge
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3. Direct teaching. When necessary, the teacher provides direct teaching of
a skill or concept. This is done not with the intent of teaching decontextualized
skills, but within the context of, and directly related to, understanding the larger
lesson. Instead of "fishing" for a known-answer response or having students
guess what the teacher is thinking, the teacher moves the discussion forward by
providing information or instruction when needed. The teacher is also skilled at
knowing when direct instruction is NOT needed.

o --------------- 1 --------------- 2

Direct teaching is
provided out of context
or is inflexible or
excessive, OR is not
given when needed.

Direct teaching is
provided in the context
of the story, is flexible,
and is given only as
Needed.

4. Promotion of more complex language and expression. The teacher
stretches students' zone of performance by promoting and eliciting more
extended language and expression. The teacher uses a variety of elicitation

techniques, such as questions, restatements, pauses (increased "wait time"),
and invitations to expand (e.g., "tell me more about that"). Questions and other
elicitation techniques are also used to model, correct, check student
comprehension, and help students arrive at conclusions. The teacher is efficient

and strategic in his or her talk, saying enough to move the discussion along, but
not so much as to inhibit student talk or dominate the discussion.

o--------------- 1 ---------------2

There are few or no
instances in which the
teacher either elicits or
models elaboration of
the language used in
the lesson.

The teacher frequently
and systematically elicits
and/or models
elaboration of the
language used in the
Lesson.
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5. Promotion of bases for statements or positions. The teacher promotes
students' use of text, pictures, and reasoning to support an argument or position.
While speculative answers are acceptable, the teacher moves students toward
basing answers, arguments, and positions on evidence, reasoning, and careful
consideration of alternatives. The teacher also questions students regarding the
basis for the statements, positions, hypotheses, and conclusions: for example,
"How do you know?" "What makes you think that?" "Show us where it says _."
The teacher is also careful not to overwhelm students with questions, but to use
them carefully and strategically.

o --------------- 1 --------------- 2
The teacher rarely or
never elicits the
reasoning behind, or
defense of, students'
statements, hypotheses,
and conclusions.

The teacher frequently
elicits students'
reasoning and defense
of statements,
hypotheses, and
Conclusions.

CONVERSATIONAL ELEMENTS

6. Few "known-answer" questions. While the teacher might pose some
factual questions to establish a basic, literal comprehension of key elements of
the text, much of the discussion will center on questions and answers that are
less "black and white, "that is, for which there might be more than one correct
answer.

o --------------- 1 --------------- 2
The teacher relies
mainly on literal level
recall and knownanswer questions, and
rarely or never uses
thematic, discussiongenerating questions.

The teacher frequently
uses thematic,
discussion-generating
questions and relies
much less on literal level
recall and known-answer
Questions.
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7. Responsiveness to student contributions. The teacher's response to
student contributions to the discussion is based on a constantly updated
understanding of students' own understanding. While having an initial plan and
maintaining the focus and coherence of the discussion, the teacher is also

responsive to unanticipated opportunities provided by students. Moreover, the
teacher's response to student statements recasts and expands upon the
students' efforts without rejecting what they have accomplished on their own.
Student contributions are used to extend the discussion or to explore new--but
relevant--themes. The teacher must understand the story well and listen to
students carefully to decide how best to take advantage of unanticipated
opportunities they provide.

D--------------- 1 --------------- 2

The teacher's talk is
rarely or never
responsive to students'
initiations, contributions, or
current level of
understanding.

The teacher's talk is
frequently or always
responsive to students'
initiations, contributions, or
current level of
Understanding.

8. Connected discourse. The discourse is characterized by multiple,
interactive, connected turns, where succeeding utterances by teachers and
students build upon and extend previous ones. Although the discourse is like
that found in everyday conversational settings, the discussion us guided by a
thematic focus and the teacher's curricular goals, which a re evident throughout
all phases of the lesson.

D--------------- 1 --------------- 2

There is a complete or almost
complete absence of connected
discourse related to the theme
of the story.

The lesson is characterized
by connected discourse that is
continually related to the theme
of the story.
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9. A challenging, but non-threatening, atmosphere. The teacher
successfully creates a "zone of proximal development" within the context of a
non-threatening environment. That is, there is a challenging atmosphere, but it
is balanced by a positive affective climate where students feel comfortable to
contribute and participate and where risky, speculative answers are acceptable.
Although the teacher is the "more competent other," evaluation of student
answers and talk is not the guiding feature of the discourse, and the goal of the
lesson is not to evaluate the correctness of answers in relation to "knownanswer" questions. The teacher is more a collaborator in the discussion than an
authoritative evaluator and creates an atmosphere that challenges students and
allows them to negotiate the meaning of the text.

0--------------- 1 ---------------2

The climate of the
lesson is primarily nonchallenging (doesn't "push"
understanding),
unstimulating, or
intimidating.

The climate of the
lesson is primarily
challenging ("pushes"
understanding),
stimulating, and nonthreatening.
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10. General participation, including self-selected turns. All students are
encouraged to participate, and the teacher uses a variety of strategies to
arrange for participation by all. At the same time, the teacher does not hold
exclusive right to determine who talks, and the students are encouraged to
volunteer or otherwise influence the selection of speaking turns as is
characteristic of natural conversational settings.

o --------------- 1 --------------- 2
The discourse is
teacher-controlled and
participation is teacherdominated.

The control is
discourse is shared
between teacher and
students, with participation
widespread.

Note: From Instructional conversations and their classroom application (pp. 2225) by Glaude Goldenberg, 1991, Washington: DC: Office of Educational
Research and Improvement (OERI). Reprinted with permission.
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ADAPTATIONS TO THE IC RATING SCALE
Although Goldenberg's criteria were quite specific, I found that further
elaboration facilitated my IC rating. Therefore, each element was interpreted
and analyzed as follows:
1. Theme: was based on the topic or idea that the teacher used as a starting
point in the discussions. This provided the criterion for absence or presence in
a lesson. However, if the teacher wove that theme throughout the lesson, or if a
secondary theme evolved, a note was made providing explicit information on
how the theme was used. When evident, specific examples were cited in order
to better depict how the teacher utilized that element. The rest of the elements
were analyzed in a similar fashion.
2. Activation and use of background and relevant schemata: was noted by how
the teacher "hooked into" or provided students with bacl<ground knowledge to
develop the story theme(s). It was also noted when a teacher activated the
students' relevant schemata to help them comprehend the story. This element
was also used when teachers probed to find out how much background
knowledge or misconceptions that the students had in relation to the story.
3. Direct teaching: when the teacher stopped the lesson to provide direct
assistance and/or to clarify a concept or provide a deeper understanding of a
topic related to the story, that was considered appropriate direct teaching. A

(+ )plus was scored to indicate that appropriate direct teaching practices were
applied. I scored a minus (-) when the teacher added mini-lessons, which were
decontextualized, into her lesson. This meant that there was an abrupt change
in the lesson and the focus changed from the content of the story to an isolated
grammar or phonics lesson. However, if the teacher used a "mini-lesson" to
provide a deeper understanding of the vocabulary used in the story and this
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format did not interrupt the actual instructional conversation lesson, then it was
scored as a plus (+). Instances of a plus (+) score may have included reading
and discussing vocabulary words related to the story; finding words that rhymed
in the story, etc.
When appropriately applied, direct teaching helped to move the
discussion forward and the exact words that the teacher used to in the script
were noted to depict how this element was used in the lesson.
4. Promotion of more complex language and expression: was interpreted as
anything that extends a child's language and verbal expression. Therefore, I
looked for evidence of how the teacher stretched the student's zone of proximal
development by extending and promoting higher level language and concepts.
Using this focus helped me to distinguish the presence and/or absence of the
element and the extent to which it was used (see Appendix D for a sample
scripted coded lesson).
I also looked at this element was in terms of the amount of wait time that
the teacher gave the students to answer the question before she called on
another child or gave the answer herself. I also related this element with
promoting higher-level language and thinking skills; therefore, the following
example provides an example of discussion questions posed by the teacher that
helped move the conversation from concrete to abstract language and concepts.
1. What color are the bricks of our school?
2. Why don't people live in a school?
3. What kind of houses do people live in?
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4. When people build houses, what decisions do they have to make
before they build their house?
5. Promotion of bases for statements or positions: was viewed as how the
teacher promotes students' use of text, background knowledge, and pictures to

support an argument or a position. I interpreted this to mean how the teacher
helped the students to support their answers. These questions were usually
prefixed by: "How do you know?" "What makes you think that?" "Show us where
it says_?" These ideas were taken from Goldenberg's (1991) criteria and I
added some examples to guide my rating.
Here are a few examples that I used from the teachers' scripts to guide
my rating:
1. How did you know that tri-lingual meant three languages? (Starlight)
2. What are some reasons why they wouldn't want to live in a house
forever? (Azya)
3. When you said, "Some people live under bridges," What made you
think of that answer? (Azya)
Here's an example of a problem-solving question:
(Ayza, 3/1/93) T: When people build houses, what decisions do they have
to make before they build the houses?
C: Decide if they want to be near the water.
T: What would be some reasons why they wouldn't want to live in a house
forever?
C: It may get too small. C: They may have more children.
These questions helped students think about how they derived their
answers and provided other students with the opportunity to learn strategies
from their peers. This format also provided opportunities for problem-solving
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and helped students think about "why" we do things and the repercussions that
our decisions may afford.
6. Few "known-answer" questions: was actually interpreted by one of the
teachers in this study as questions that solicit "black or white" answers.
We ultimately termed this type of question "closed-

. ended" questions .

.This left us with "open-ended" questions which were interpreted as
questions that had more than one specific answer. For example:
1. "What kinds of houses do people live in?" (Azya)
2. Why was the king happy? (Azya)
3. What type of animal would eat a frog? (Chelsea)
We found that open-ended questioning does not always for shy or
students with low self-esteem. For example: Azya kept probing a child with
open-ended questions and finally, realized that she was above the child's zone
of proximal development, therefore, she used closed-ended questions to help
the child participate in the discussion the lesson transpired as followed:
T: "What is the seat that the king is sitting on - what is that called?"
C:a throne.
T: A throne, why do you think they call it a throne?
C: (no answer).
T: Look at the picture on page 321. Do you think that they are really going to eat
him? [The dinosaur]
C: (child shakes her head "no").
T: Why do you think they are not going to eat him?
C: (no answer).
However, when the teacher let it up to the child to talk about the story the
following interaction took place:
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T: Anything (else) on the story we want to hear [about the story]?
C: I hope they don't make me out of stew! (meaning, I hope they don't make
stew out of me).
Scoring this element meant looking at each individual question and then
reading the whole lesson to see how the questioning process, as a whole,
promoted language and higher level thinking skills. Hence, using this format
helped me to note that the teacher in the aforementioned example realized she
needed to reconstruct her questioning in order to address the needs of one of
her stUdents. Her revised questioning process helped the child to take an active
part in the group discussion. [Note: Over time, this child became an active
participant in classroom discussions.]
Therefore, I found that I had to be very careful when I rated #6 in order to
keep it in line with Vygotsky's theories on mediated assistance within the zone of
proximal development (for more on this topic, see Chapter 2 of this study).
Thus, in order to rate this element appropriately, the rater should read the whole
script first in order to gain a deeper understanding of the teacher/student
interactions. If you read and rate each interaction, you may loose the intent of
the teacher and ultimately not give just credit to this element.
7. Responsiveness to student contributions: was interpreted as looking at the
teacher's interactions and responses to her students' contributions. This meant
that she kept to her initial instructional plan by keeping her students focused,
while at the same time remaining responsive to her students' comments. This
element became more apparent as the teachers grew more accustomed to using
IC elements in their lessons.
This element began to appear in teachers' lessons when they began to
relinquish their "control" over the lesson resulting in conversations that were
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more collaborative and interactive. Hence, reflecting on how this element was
rated at the beginning of the study versus the ultimate lessons; I noted that our
initial scripts were rated on the basis of teacher/student interactions. This
means, I looked at the amount of "T's" and "C's" in the script. If the "T's"
overpowered the "C's", then the teacher was usually not responding or
permitting student contributions. A note was made in the teacher's script and we
used our discussion sessions to discuss teacher/student interactions during the
course of the lesson.
As the teachers began to relinquish their "control" over the lessons and
the discussions, I refocused the rating to include the amount and type of
responses and opportunities that the teacher provided for her students.
For example:(two examples from initial lessons)
T: "Hands down, I'm just gonna call people"
This comment did not lend itself to an interactive environment. However, in a
subsequent lesson a child mentioned that some people live under bridges
because they are homeless. The teacher was now aware of how her comments
promoted or detracted from the lesson. Therefore, she replied:
T: "Very good, I was hoping someone would bring that one out."
This statement helped the children feel that they were an integral part
their conversation. Thus, the former statement was rated a (-) 6 whereas, the
latter a (+) 6.
As this teacher began to relinquish control over the lessons, I refocused
my rating to determine how the teacher/student relationship promoted learning.
For example:
C: could there be houses under water?
T: not exactly under water but,
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C: There are hotels under water like in Florida.
T: Well, that's something I didn't know. I know the submarines are under water
and have living quarters [this conversation went on between the teacher and the
students with each entity taking a part in the conversation.]
Note that the former scoring did not lend itself to the ~ame type of
interaction as the latter; thus, the scoring process had to be reinterpreted as the
teacher reconceptualized the meaning of instructional conversations in relation
to her interpretations of the teaching/learning process. Her former
interpretations indicate her role as a "director" and her later interpretations
indicate that she reconceptualized that role and became a "facilitator" to her
students' learning.
8. Connected discourse: was usually based on how the teacher integrated the
theme(s) throughout her lessons. Initial rating was directly related to answering
the question: Is their a theme in this lesson? If there was no theme, there was
nothing with which to connect the lesson. Therefore, a rating of -7 was given for
the lesson. As themes began to appear in teachers' lessons, I looked how the
theme connected and promoted further discourse on that theme or a related
theme that came about through the teacher/student discourse process.
As teachers became more accustomed to the Ie format, this element was
viewed in light of how the teacher carried and enhanced the discussion to
promote higher level questioning that enhanced linguistic and cognitive
development. Therefore, the initial scripts were analyzed from the former
perspective while the more recent were analyzed from the latter perspective.
9. A challenging, but non-threatening, atmosphere: was depicted by how the
teacher created an environment that was non-threatening, and, at the same
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time, challenging. Therefore, Goldenberg's terms "evaluator" and "pushes
understanding" became the "buzz words" for my interpretations of this element.
Some examples of an "evaluator" statement are: "Everybody should know
this, 'cause we already talked about this" or "I don't see anybody thinking" or
"What word am I thinking of' or a direct "no" to a student's $tatement (that also
connotes an atmosphere that may not be conducive to much interaction).
On the other hand, statements and questions that "push understanding"
might look like:
T: Look how the roof is made. How is the roof made?
C: Out of straw.
T: It's made out of straw, but how is it constructed? Is it flat or is it slanted
or sloped?
C: Sloped.
T: Why do you think it is made that way?
C: So water will run off.
T: Why would they want that to happen? Why wouldn't they want the
straw to lay flat?
C: (child provided an extensive discussion related to constructing a
sloped roof and the rationale for its slant.)
Note how teacher discussed the angle of the roof, at the beginning of this
lesson. She started with simple questions and answers, then she "pushed" for a
higher understanding of the purpose of an appropriately constructed house.
From there, she was able to facilitate discussions related to climatic and
economic conditions that might affect the construction of a house.
10. General participation, including self-selected turns: was primarily noted by
the number and close proximity of "T's and C's". If the teacher dominated the
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script, there were many "T's" with few "C's." There were also lengthy "T" and
short "C" responses. For example:
T:

"Let's review Chapter 1 of what I had read on the rug."

T:

"O.K. what have we read about? Five slips (teacher offered reward slips
for the correct answer) Tell me Risbey's owner's name?"

C:

"Henry."

T:

"We'll give you three (reward slips); you got part of it right."

T:

"Did they go to the shopping center in a plane?"

C:

"No."

T:

"Did they go in a car?"

C:

"Yes."
This is an example of a third grade teacher's domination over the lesson

combined with extremely low level questions. Therefore, element 10 was rated
for the quantity and quality of interactions that took place in the lesson. At the
beginning of the study, I looked for teacher/student interactions. Hence, when
the teacher took control of the lesson, a negative score was given. As the
teacher became more interactive with her students, this element was judged for
both the quantity as well as the quality of interactions that took place in each
lesson. Hence, teachers in this study were encouraged to provide lessons that
incorporated all or many of the IC elements. They were also asked to review
their lessons for the "quality" of interactions they provided their learners. In sum,
using the IC format helped teachers look at their lessons as a vehicle that
helped to promote linguistic, academic and cognitive development for all of their
students.
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SAMPLE DISCUSSION SESSION
Chelsea 3/2/93
Discussion session Chelsea started the session noting how well her lesson
about tornadoes went. She noted that she had prepared beforehand for the
lesson and, therefore, afforded more opportunities for teacher/student
interactions.

Chelsea: It doesn't matter how many resources [you have], if you don't sit down
and put it together it's not going to gel and it's not going to do too much of
anything.
Researcher: Do you find that when you prepare for a lesson that you can carry
that theme over to other areas?
C:

Oh yea, not only do I carry it [over], I get an idea for something else.

R: Interesting
C: and I love looking through the books because it also give me art ideas.
Especially the one we're going to do today and I think -- gosh, I wonder if the
have enough agility to do something like this? (Teacher discusses her plans for
the art project scheduled for that day) Then we will carry the theme of the wind
and the sun over to other projects next week. We discussed the origin of the
fable and Chelsea noted that she got similar fables on the "wind" from various
parts of the world and will be sharing them with the students next week.
R: so your theme is what - Wind?
R: (we started discussing last week's lesson and Chelsea noted how her
Spanish-speaking ESL student has begun to participate in her discussions.
C: Maria, she, she wants to participate - she wants to be heard

R: and she came up with some very good ideas today
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C: Oh yesl
R: But she is one of those who always participates - right?
C: Yes, but when she came, she was one of those people that didn't have any
English background. I mean, she wouldn't leave her mom's side. She was
crying cause she had to come to school. But, she found something and she said
"good-by mom." If she likes something she is going to participate, which is what
she did.
R: her language has really improved
R: I noted that when I first started scripting, many of the students would give
one-word answers. Depending on how the lesson transpired. I've noticed that
the more teachers get into this [IC format] the more children talk.
C: I notice it in the library too. We're promoting this in the classroom, however
they haven't learned when it is time, appropriate to discuss books, and the story
and the plot and all that stuff. And just listening for the pure enjoyment of it. In
the library, and we're limited to the time over there, but they all want to give the
information that they know, during the story. And the librarian [who was reading
a story to them] said, "boy, they're chatty today! I don't know if I'll have time"
I said [Chelsea], "that's because we're trying to promote language and thinking
and we haven't quite realized there is a time and place for everything. I also
said, however, for them, it makes it more intriguing and makes them want to
investigate more ... kids always want to reread books.
R: Why do you think kids want to reread books over and over again? What
makes them do that.
C: Some of it they're comfortable with it, and the reinforcement and they are
comfortable hearing the same information.
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R: But yet, if you were in a class and you heard the same information over and
over again, what would you feel?
C: some of if boring - when I would bring out a book for the second time at the
beginning of the year, students who were not accustomed to reading said they
were bored, but students who were accustomed to being read to wanted to hear
stories over and over. So, I likened it to cartoons, all kids can see a cartoon
over and over again, so stories should be the same. (Discussion continues
about rereading stories to attain more information from the text.)

R: Were students who were read to at home less apt to say the story was
boring?
C: Yes, they were more apt to say "yea, I like that story" or something like that.
Our discussion continued exploring difference between students who have been
read to and those who have not had many reading opportunities at home.
C: Also, they will be the one's that won't participate in the discussions as much
[students who have been read to] of which I thought was interesting.
R: Really? I would have thought the opposite. Could it be their minds are
thinking faster and they want to get on to something else.
C: Notes children who have been read to and said "they think a lot faster and
they're more into anticipating what is going to happen next."
Our discussion continued exploring Chelsea's thoughts on her diverse
learners as well as what she was planning for her next week's lesson theme.
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Memorandum
TO: PRINCIPAL AND STAFF
From: D.O.
Date: 117/93
Ref: Overview of Mr. L's in-service, course credit and, next in-service
First of all, I would like to thank: Azya, Chelsea, Tina and Starlight and Ma for
attending Mr. L's in-service.
Overview of Mr. L's In-Service:
The country and its people.
Mr. L. brought a map of Vietnam and pointed out where many of the
students at Jefferson Park lived. He also talked about the regional differences
between the people and noted that the people who came from the middle region
have a different speech--sort of as if their tongue is stiff and, therefore, are
difficult to understand. It seems that the character of the people from the middle
region differs from that of the people from the south, the former being somewhat
aggressive and more mean-tempered than the latter.
The war and its repercussions
In 1954 the country was divided into two parts, the north under communist
rule and the south under democratic rule. During the civil war (1968-1975) the
United States helped the democratic people of the south during which time many
of the Vietnamese officers were placed into prison (some stayed in prison up to
8 years). During the time they were in captivity, the men were subjected to
"brainwashing" in order to change their ideas about communism and democracy.
Once they were released from prison (Mr. L. referred to his own case), they were
required by the government to keep a complete diary of their daily routines.
They were not permitted to leave their home or work for one year. Mr. L. said
that this was very difficult for him. He also said that after one year he was not
permitted to return to teaching because the authorities were afraid he would
influence the students. Therefore, he was forced to do hard labor in the fields.
Mr. L. 's discussion led to the families that are presently living in this
community and how they got here. Mr. L. mentioned that the men who are here
from his country were officers or high ranking military personnel from the south
Vietnamese army. Although they may have had good jobs and prestige in his
country before the war, today they generally work for minimum wage in
restaurants or hotels in Tucson. When we asked about the home like of these
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families Mr. L. noted that the fathers usually work into the evenings and that
most of the mothers do not have enough English or educational background to
help their children when they are home. However, he said the students
however, are motivated to learn English and ask him to explain things that their
teachers tell them during the day.
Education
Mr. L. mentioned that education is considered more important today than
in the days of his parents. Consequently, his generation was afforded an
education that began in kindergarten or first grade and ended with high school
or college. Before the meeting Mr. L. mentioned that the school system in his
country would not permit students to sit in groups and collaborate during class
time. The students in his country were required to sit on long benches facing the
teacher. Students were permitted to study together after school but rarely during
the school day. He feels that the students in this school are not able to see
when seated with their backs are to the teacher thereby making it difficult for
students to pay attention or see the teacher.
Ma asked Mr. L., "What can we as teachers do to help these students and
make them happy in school?" Mr. L. indicated that they need to learn English to
understand what is being communicated in their classrooms, and then they will
be able to learn. He then asked Ma what she recommended for him in helping
our students. Ma and the other teachers made a few comments and the meeting
ended.
I could see that there was a mutual concern for these students and that all
of the teachers who attended the meeting wanted to collaborate with Mr. L. and
Lisa (ESL teacher) in order to provide the best educational environment for.9ll
students at Cactus Elementary School including those from Vietnam.
January in-service
Ms. [Principal] has set January 13, this Wednesday, for my in-service with
you. I will provide an overview of the linguistically and culturally diverse learner.
Then we will discuss techniques that can be used in the classroom to promote
learning for your diverse student population. These techniques will be
appropriate for all students in your class and therefore, should not involve
individualized efforts. I hope you all can attend as these sessions will be
collaborative in nature and are designed to utilize the resources of all staff
members.
The meeting will start promptly at 2:00 p.m. as we have a lot to cover. Thanks!
Looking forward to seeing you Wednesday!
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SAMPLE PERSONAL JOURNAL NOTES

3/22/93 9-4:00

Today, I worked with Chelsea, Tina and helped a bit in Starlights's class. As
I had to present at the district office in the morning, I was not able to get to
Azya's group. I told her that we could put it off till next wk. After school, we had
our March in service.

March In-Service

Today I chose to have an interactive group meeting because I felt that I had
spent the last two sessions providing information on bilingual/bicultural students
and instructional conversational techniques. Also, I noticed that many of the
teachers were not including #4 and #5 into their instruction but I did not want to
discuss these points directly because I felt that it was more important that the
teachers understand why they need to add more instruction that focuses on
language development and problem solving. I also feel that the children need
some time to discuss how they ascertained their answers and share that
information with the rest of the group.
So, I posed the problem - how do you get the information that you have in
your heads into the heads of your students? They all stopped for a minute and
then they began discussing the format that they used to instill information to their
students. First they talked about general information and how they talked to
their kids. Some said that first, they elicited prior knowledge in order to define
what they knew and what they needed to know. Then they talked about making
a map and how they used it with their students. This discussion went on for a
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while because there were many styles of maps that teachers used. One teacher
actually went to her room and got a sample of a map that she used with her kids
that day. Another teacher said she would bring in a sample of a map that she
used to share with the group.
Then, the teachers talked about how they included their ESL kids into their
discussions and how they worked with them in their classrooms in order to get
them to learn. Actually, I probed for this discussion because I felt that some of
the ESL kids were being left out of the discussions in some of the classes, so I
tried to get the teachers who worked well with their ESL kids to give some
suggestions. I was glad that Lisa (the ESL teacher) was there because she was
able to tell them to "push" (#9) the kids harder and she gave examples of how
she worked with her kids. I gave a personal invite to Teacher #2 and Teacher
#3, but they never made it. I will ask in the last interview just why they did not
come and how I could improve my research.
This meeting gave E. (the new teacher who was just hired to teach 5th grade)
a chance to talk about her group and discuss the things that she was doing. The
teachers were very interactive with her and shared a lot of ideas about how they
were working with their students to get them to develop higher level thinking
skills.
After the sessions, she mentioned that I should follow her around the room in
order to tape her and get an idea of what she is doing and saying to the kids
because she uses an individualized instructional approach because she feels
that group work doesn't seem to work with her group. She also mentioned that
this is the way that she learned in Jr. Hi and high school and she couldn't
understand why the kids didn't take more responsibility for their work. I think that
she really needs to talk and get things sorted out and our group and individual
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interactions seem to make her feel comfortable with her teaching style. I must
admit, her style is very different from most teachers' and I constantly need to
remind myself that I am a researcher and cannot permit my personal biases to
enter. This approach seems to help me see each teacher for who she is as a
person and not try to change her to meet my standards.
Back to the meeting, after all of the teachers had a chance to discuss the
points that I posed at the beginning of the meeting we all concluded that the
meeting was over. Therefore, those teachers who wanted to spend a little more
time discussing stayed while the other teacher left to continue their work. I
learned that I must not over extend my time because teachers feel that their time
is valuable and over extending their time limits is like committing a mortal sinl
A few of the teachers stayed to help clean up and we continued talking about
the things that were discussed at the meeting. Then we talked about personal
things that came up during the day.
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Graphic Depiction of Lessons, In-Services and Discussions
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"'Research
Teachers**
Azya

Starlight

Chelsea
**Contrast T.
Teacher #1

1. Assistant to learning.

Tina

Yvette

Teacher #2

Teacher #3

-_. _._._--

1. To be willing to learn
without "undue" coercion.
2. To participate in their own
learning.
3. To take responsibility for
their learning.
4. To interact cooperatively,
attentively, independently,
SOCially, respectfully, and
politely in the learning
environment.
1. Children who are
motivated to learn and
appreCiate the
atmosphere conducive to
learning.
1. To be able to discover
and question at will what
has been provided to
learn.
1. To explore, Investigate,
inquire, to be curious,
stimulated.
2. To be excited; to be
happy-not afraid or
inhibited by their
environment.
3. To learn how to use the
resources that surround
them within the
classroom.
1. To apply oneself.
2. Be considerate and
thoughtful of oneself and
others in class.
1. Sponge

Ma

----

ers
0 fR oeo
I fL earner
Teac h
' P ercepl10ns
r
Post Survey Role of Leamer
Pre-Survey Role of Leamer

1. To have fun and enjoy
learning.
2. To be responsible in
making choices for
learning.
1. Active participant

1. To cooperate with the
teacher and classmates.
2. To contribute in any way
that they can (Any way
that's appropriate and
socially acceptable)
3. To try their hardest.
4. To participate actively in
their education.
5. To learn the importance of
staying on task to
accomplish a desired end
that they will be proud of.
1. The child needs to be an
active listener and learner.
2. Child's ideas are essential
to how lessons will goll
1. To absorb new Information
to the best of his/her
ability.
1. Do the best you can.
2. Don't short-change your
abilities.
3. Feel good about your
accomplishments.
4. Enjoy coming to school.
5. Be ready to discuss, find,
and discover Information.

1. To do the best and .mm!Y
oneself in his/her work.
1. A sponge, a scientist,
explorer, Inventor, poet,
bohemian.
1. Facilitator to learning
2. Partner, Assistant
1. To take responsibility for
their own learning.
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Example of Data Col/ection-Teacher Profile
-Note: this data will be put together as brief sketches in Ch. 4

Chelsea's Data
Teacher: Chelsea - Kindergarten teacher
Background Information
Teaching experience: 6-10 yrs. with the district
Educational status: BA
In services on bilingual/bicultural education: 1 - 3 in-services.
Number of ESL students in taught in last 3 yrs. :9 Currently: 4
Languages: Spanish & English
She has lived in Canada and Panama other than U.S.
She would like more information. on: 2nd lang. acquisition and techniques
She feels that language proficiency is not necessary for reading comprehension
She would like the fol/owing to best suit her needs: practical information; specific
methods and techniques for addressing needs of bilingual/bicultural in her
classroom.
Assessment formats: student observation; portfolios, student observations;
classwork;
Teaching and Learning

Role of teacher: Pre-Research
Chelsea considers the role of teacher - model, facilitator

Role of learner: Pre-Research
Sponge
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Goals for teaching and learning this yr.

1. enjoy coming to school (kids)
2. enjoy language in variety of forms
3. enjoy discovery
Basic concerns for the students in her classroom.

Provide information and control behavior
Formal Interview

Reading program in the school
"There is a reading program put out by Houghton Mifflin, and this is the
second yr. they've used it, so really I'm real new to the program itself. So
basically, I stick with that reader and branch out into the other areas. So for
example, if you did his section on friends, then I had some writing activities, and
some fun type things that they could do in the next. So it's almost a thematic
unit, but I guess you could call it a thematic mini unit, because I haven't
expanded it to more than three weeks at a time. but I take sections of it and then
do something more. A lot of writing goes into that too. So I guess you could call
it whole language.
How do you measure your student's progress?
"Teacher observation, and then I do some one to one. They do some
peer tutoring and peer reading with each other. So mostly observation,
especially in third grade, versus fourth grade would require a lot of black and
white things, like even paper work, the work book pages in that. And I don't do
too much of that. I do more of the peer tutoring type of thing.

----------------- ---------------

-
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4/19/93 Chelsea lesson #10
Lesson theme: Frogs

Element #1: Theme
#+1.

t. opens lesson asking students to discuss all they know about frogs. She

has a pond drawn on a sheet of butcher paper and proceeds to write all that they
know about frogs and places the answers in categories around the pond.
#2 - Students' background knowledge
#+2. students tell their personal experiences with frogs - especially about warts.
#3 - Direct teaching
#+3. Teacher clarifies when students discuss concepts that are misleading or
untrue. For example:
C: Frogs each chicken
T: Now I know you won't find a chicken in the lake!
C: [This comment promoted a discussion on places animals live and a child told
the class about finding frogs under the stairs that led to the lake]
T: Why would you find frogs under the stairs?
C: They like the shade.
T: Why do you think they like the shade? [Conversation continues and moves
to what type of animal would eat a frog - then moved to discussions on
omnivores and carnivores etc.

#4 - Promotion of complex language and expression.
#+4. T encourages discussion from all students
The language in the discussion progressed from common words and
phrases known to all students to new vocabulary words introduced by the
teacher to describe meat and plant eating animals.
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#5 - Promotion of bases for statements or positions
#+5. Teacher. asks questions to help students solve problems and think deeply
about the question. For example: If a frog was in the lake, what type of
animal would eat the frog?
C: alligator
C: Cheetah
T: The cheetah lives in Africa. We're talking about a pond in this country.
C: snakes
T: Does the frog have a bony plate to protect himself? What does he have to
protect himself?
T: what does the frog have to protect themselves?
C: hop into the water
T: they are no where near the water in the grass, what might they do?
C: jump in a hole
#6 Few "known-answer" questions
#+6. Teacher and students interact and discuss as the teacher builds on prior
knowledge and previous discussion topics. In the previous lessons, the teacher
had been talking about herbivores, omnivores, carnivores and she tied it into this
lesson to see if the students understood the concept. Her questions were mainly
open-ended permitting discussions from all students.
#7. Responsiveness to children's contributions
#+7. See element #6 - teacher and students collaborate on discussion subjects
with the teacher promoting higher-level problem-solving and abstract
thinking skills.

- - - - -------------- ------------------
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#8. Connected discourse
#+8. Teacher connects discourse to the theme about frogs and works from
concrete examples of food sources, climatic conditions to abstract
concepts related to getting warts from toads and the food chain.
#9. A challenging, but non-threatening, atmosphere
#+9. Teacher challenges students by asking them questions that tie into the
theme but, have not previously been discussed. For example:
T: Teacher talks about frogs that live on land and water
C: no, it has to live in the water
T: (this comment helps the teacher to lead into the topic of amphibians)

# 10 General participation, including self-selected turns.
#+10. Teacher and students discuss topics and the teacher clarifies
understandings and misunderstandings. Then the teacher introduces
new information based on what they students already know. Participation
is similar to a conversation with neither side dominating the other.
No discussion followed this lesson - we just commented on statements that were
made but no IC elements were discussed.
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Procedures for Analyzing Scripted Lessons
Cycle 1:
Purpose: (1) to identify IC elements within a scripted lesson and; (2) to
rate (using plus (+) or minus (-) signs) the quality of each identified element.
Overview of cycle: Analyze a scripted lesson by coding each element with
a different color in order of "real time," meaning the sequential movement
throughout the lesson. Place the number of the element and a color coded plus

(+) or minus (-) sign beside the portion of the script that identifies each element.
Use a plus sign if there is evidence that the element has been used
appropriately according to Goldenberg's rating scale and my adaptations (see
Appendices E & F). If there is no evidence of an element do not mark a minus in
the script. However, if the element has been inappropriately used, place a
minus (-) sign beside the IC element number.
After the script has been rated, count the number of plus and minus signs
for each element and note the final score on the script. For example: #6 Few
"known-answer" questions. You might have four +6 indicating that the teacher
used open-ended questions to permit linguistic interactions. Then you might
have 3 -6 scores indicating that these questions were known-answer questions.
Note the scores for each element and continue with cycle two to help you make
a rating decision. The following section provides a step-by-step format for
scoring cycle 1.
Cycle 1
Procedures for analysis: The following steps were used to complete cycle
one scoring:
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1.

Read each script. (When scoring lessons over the course of the study, I
read the scripts in chronological order to ascertain changes that occurred
over time)

2.

Review Goldenberg's Instructional Conversation (IC) Rating Scale
criteria (found in Appendix E and adaptations in Appendix F)

3.

(A) Use different colored markers to code each element.
(B)Place a plus (+)or minus (-) in front of the portion of the script that
identifies appropriate or inappropriate use of an element.
For example: +1, if the teachers utilizes EI thematic focus
appropriately in her lesson, or if a thematic focus was not evident,
do not mark the script but make a notation at the top of the script
that that element was not observed in the lesson.
(C). Each element would be scored in a similar fashion with a different
color used for each of the ten elements.

4.

Color code each element:
1
2.
3.
4.
5.
6.
7.
8.
9.
10.

Thematic focus
Activation and use of background and relevant schemata
Direct teaching
Promotion of more complex language and expression
Promotion of bases for statements or positions
Few "known-answer" questions
Responsiveness to student contributions
Connected discourse
A challenging, but non-threatening, atmosphere
General participation, including self selected turns

After the script has been coded, write an interpretive summary of the lesson to
ascertain how each element was used in the lesson. This provides the
opportunity to view both the content as well as the context in which each element
was presented in the lesson. It also provides a more objective scoring format
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because you can justify the score you gave by providing examples from the
lesson.
Cycle 2
Identification of Lesson Elements
Purpose: To look at how each element was used/rated across the whole
lesson
Overview of Cycle 2: Provide a summary of each element (according to
Appendices E & F) across the whole lesson. This involves: tallying specific
formats of an element (for example: element #6, may have 4 open-ended
questions and 2 closed-ended questions); interpreting and providing specific
examples of how that element was used in the lesson and; identifying how each
element was utilized by the teacher, provides a summary of how that element
was appropriately or inappropriately used in that lesson. For example, if a
teacher started her questioning with concrete, comprehension questions and
slowly raised the level of the questions to attain a higher level of processing that
involved abstract reasoning, the number of closed-ended questions may equal
the number of open-ended questions. However, the way that she used the
questions to raise higher-level development to increase her students' cognitive
development would afford her a positive rating for that element (see Appendix M
for a sample interpretive summary of an

Ie lesson).

After each element has been scored, write a short summary about each
element in numerical order synthesizing the data to provide evidence of how
each element was used in the lesson. See the next section for specific
procedures used in cycle 2.
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Procedures for analysis of cycle 2:
1.

After reading and color coding a script, write a short description of how
that element was or was not used in the script (for example: #1 Theme,
the teacher did not use a theme or idea to serve as a starting point to
focus the discussion. Another example: if the teacher used a theme and
had a secondary theme as the lesson progressed, you might want to code
as follows: Theme, +1, teacher used family unity as her primary theme for
this script and peer pressure as a secondary theme derived from the
students' discussions.

2..

Apart from writing a short summary on each element, you might want to
note specific instances where a (+)N and/or (-)N were apparent in the
script (for example: If you were rating #6, Few "known-answer"
questions and found that there were two closed-ended questions: "Where
was the dog?" and "What kind of a dog was he?" then there were two
open-ended questions, with each question providing a higher level of
problem-solving: "How do you think the dog felt?", and "If you were the
dog in this story, what would you do to protect yourself?". You should
note how the closed-ended questions provided extended opportunities
for open-ended responses. Therefore, providing a description of the
questioning format used by the teacher affords both evidence of the
teachers' questions evolved throughout the script. This format provides
an on-going description of how each teachers' questions promoted or
detracted from the lesson. It also provides an indication of how linguistic
academic and cognitive development was enhanced or restrained during
the lesson.
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3.

After the lesson is coded and summarized, chart the lesson. See cycle 3
for charting information.

Cycle 3
Charting lessons. in-services and discussions
Purpose: To chart IC lessons over the course of the research to ascertain
changes in teachers' instructional practices over the course of the study. If inservice and discussion sessions are also used, they can be noted on this same
chart. Charting in-service and discussion session IC information on the chart
will provide information on the influences that may have influenced changes in
teachers' instruction over time. Thus, elements that were not apparent in a
teacher's baseline lesson may have been included in subsequent lessons as a
result of instructional techniques obtained from our in-services and/or
information derived from our discussion sessions. The purpose of charting three
data sources on one graph was to show specific evidence of how each entity
influenced changes in teacher's instructional practices. When a teacher
incorporated an element over a period of time, our discussion sessions afforded
discussions on whether the teacher felt that that element had now become a part
of her instructional practices. Her responses provided both information and
documentation on whether mediation on the element needed to be continued or
whether it had been internalized by the teacher. Further observations also
documented our discussions.
Using Three Cycle Documentation for Data Analysis
Completed charts on each teacher can then be compared within and
between research groups to ascertain instructional changes that have occurred
over time. These data can also provide trends and patterns observed within
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each group over the course of the research. Therefore, individual as well as
group comparisons can be facilitated by using this data source.
Procedures for analysis of Cycle 3 Use Appendix K data format to chart
each in-service pertaining to IC, each teacher's lessons, and each discussion
session.
Chart each teacher's lessons, in-service and discussion session data.
Final analysis of lesson data should be marked with a plus or a minus in each IC
scoring frame. In-service and discussion session data should be marked with a
check in the "general" column indicating a general overview of all elements or
marked with separate IC marks pertaining to each IC element discussed during
the session (see Appendix M for a sample). Place each lesson, in-service and
discussion session in a separate line and in chronological order to obtain a
visual depiction of changes that occurred throughout the course of the study.
Chart each teacher's scores and compare them with the scores of the other
teachers' taking part in the study.
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