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ABSTRACT 

This is a year long in-depth, longitudinal case study of Noa, a six

year-old female in a bilingual first grade class which documents and 

analyzes her literacy development in a multilingual setting. 

Data collection for the study includes: written artifacts, anecdotal 

records, informal interviews with Noa, formal interviews with Noa's 

teachers, and videotapes. 

The research questions and their answers are summarized as: (1) 

What types of written genres does Noa develop? Noa developed 25 

different written genres. The genres were categorized according to the 

distinction between language as an end in itself and language as a means 

toward an end, based on Halliday's ideas of learning about language and 

learning through language. (2) How does Noa use Hebrew, English and 

Spanish in her writing development? English was Noa's predominant 

written language. Only 10% of Noa's writings were written in 

languages other than English. (3) How does Noa use technology in her 

literacy development? Noa used the computer for two main reasons: as 

a stylistic device and as an ownership device. (4) What kind of 
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questions does Noa ask about language learning? Noa wondered aloud 

about language intensively during the duration of the study. (5) What 

types of tensions influence Noa's writings? Three types of tensions 

were documented: Language learning: between invention and 

convention. The genres categorized as language as an end in itself did 

not show any development throughout the year. In the genres 

categorized as language as a means toward an end, the tension between 

inventions and conventions were obvious and gave a clear sense of 

Noa's literacy development. Settings: between home and school. The 

settings in which Noa wrote impacted her writings. All of the genres 

related to language as an end in itself were explored in the school 

setting only. Important relations between Noa's writing experiences at 

home and in the school were discussed. Editing: between teacher 

centered and student centered. Noa's editing provides insight about 

teacher centered and student centered editing. Noa's assimilation and 

accommodation of the teacher's editing behaviors and the student 

centered editing were discussed. 
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CHAPTER 1 

THE PURPOSE OF STUDYING 

LITERACY DEVELOPMENT IN A MULTILINGUAL CHILD 

The dissertation you are about to read you are about to read is the 

final journey of a one-year research study of N oa' s writing development 

in English, Hebrew and Spanish. Noa is my seven-year-old daughter. 

The key concerns of this study are to describe and understand the ways 

in which a particular child develops her literacy in three languages. 

Early Literacy Development 

The study of early literacy is a recent one. Since 1939, Hildreth 

was interested in the early literacy development of young children 

before school, but her research dealt only with what she considered 

exceptional children. Durkin (1966) published her work about children 

who learn how to read and write by themselves. Read (1975) 

demonstrated in his research that children invent new orthographies as 

they represent their knowledge of the phonological system, before 



learning the conventional English orthography. The idea of invented 

spellings is now an accepted part of the study of literacy in early 

childhood. In 1980, the first case study about the development of a 

child's writing was published by Bissex. Yetta Goodman (1990) 

brought clear evidence about the development of print awareness in 

early childhood. Her work shows that some children, as early as age 

two, are aware of print in the environment. 

18 

The study of emergent literacy has examined related issues such 

as the research of the contexts in which literacy develops. The issues 

researched include the roles of family, school and community in literacy 

development (Moll, 1988; Taylor, 1983); and the interaction between 

parents and children engaged especially in "literacy events" (Harste, 

Woodward & Burke, 1984). The research is expanding into 

ethnographic methodology, including a focus on sociocultural aspects of 

literacy. It identifies cultural orientations and analyzes different ethnic 

groups and their perspectives toward literacy development: Cazden 

(1981) and McCarty, Wallace, Linch and Benally (1991). 

Expanding on these research strands, I followed Noa's 

development of writing in her three languages as she used them with the 
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people in the community in which she lived, in her household and at her 

school. She experienced the use of three languages in her trilingual 

family and with people with whom she interacted linguistically. 

Relationship Between Oral and Written Language 

There are researchers that separate the development of oral 

language and written language (Adams, 1990; Chall, 1983). In their 

opinion the development of oral language is "natural" while the 

development of written language depends on instruction. There are 

some researchers who believe that oral language is innate (Chomsky, 

1965; Krashen, 1990) and that children acquire language because of a 

language device in their minds. Written language is not treated as 

primary language, and its development is considered different than oral 

language devleopment. Krashen (1990) believes in the need for 

comprehensible input in order for language to be acquired. He believes 

that written language is not comprehensible input: "Writing does not 

cause language acquisition; it is not comprehensible input. Writing is, 

however, a powerful intellectual tool for cognitive development" (p. 

115). 
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There is another group of researchers who believe that written 

and oral language are both language (K. Goodman, 1986; Halliday, 

1977; Smith, 1977). In their opinion research and theories about 

language development are the same for both oral and written language. 

The following are the characteristics of language learning 

according to the latter group of researchers: 

1. Language is both social and personal (K. Goodman, 1989). 

There are two forces working together while learning language: we 

learn language in a social context, but we adapt language to our own 

understanding and needs. Language then becomes a personal invention. 

However, the main reason for language learning is communication. 

Therefore, the learner is aware of the social conventions needed in order 

to communicate a clear message. 

2. Language is symbolic and systematic (K. Goodman, 1989). 

Sounds and letters are the observable symbols of language. They are 

senseless without a system that provides endless opportunities of 

expression and understanding, and a social context in which the 

language is produced and interpreted. 
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3. Language use starts with function, and then the users 

experiment with forms to achieve them (Halliday, 1977). Children are 

able to understand the basic functions of oral language before they are 

able to communicate in a conventional way. In the same way, children 

are able to write social and communicative messages in written language 

before they are able to control all of its conventions. 

These three characteristics of language will inform my research. 

I want to analyze N oa' s literacy development within the context 

of her home and community. Although the community in which Noa is 

growing up is unique, it shares many of the universal components of any 

community. By studying Noa, I have come to understand that, although 

children have a very particular set of experiences and background, they 

share universals that can be used to understand the process in which 

literacy develops. At the same time, I am interested in the development 

of N oa' s writing forms and functions as they developed into written 

genres used by Noa. I want to examine the functions and forms used by 

Noa during the time of the research. Written genres are a good way to 

look at the interactions between functions and forms. The written 

genres are composed of these two distinct aspects: form--the special 



format of a letter, a story and a card; and they also serve different 

functions. 

There has been much research done in terms of the different 

functions that written languages can have (Y. Goodman, unpublished 

transparency) . 
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There has been a debate about genres in recent years (Carney, 

1992). A group of Australian linguists, following the basic ideas of 

Halliday, proposed to instruct students in a direct way in order to offer 

them a way to incorporate conventional genres in their writing repertoire 

(Martin, 1991). Martin thinks that children, especially those in 

marginalized circumstances, should be taught "genres of power." He 

explains that some genres are more beneficial than others, especially if 

the writer lives in marginalized circumstances. In his perspective, 

researchers like Graves (1983), Atwell (1987) and Calkins (1986) are 

not helping these children to access these "genres of power," and in this 

way they are perpetuating their marginalized situation. This dissertation 

shows that children can access many more genres when they are offered 

classroom and home experience conducive to multiliteracy development. 

There is no need to teach them directly any of the "genres of power. " 
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My interest in Noa's knowledge about written language 

development raised a number of issues to consider: How many genres 

did Noa develop during her first year of schooling? Were the genres 

used differently depending on the language that Noa used? Did the 

different genres occur in the different settings, and is there a clear 

distinction between genres that occur at home and genres that occur in 

school? 

Other questions are related to specific issues: Does Noa reflect 

on language learning? If so, what are her main concerns? Does Noa 

use technology in her writing development? If so, for what purposes? 

These considerations became the basis for my research questions. 

Research Goals 

My research goals are to show the complexity of writing 

development of a first grader, Noa, in the context of her daily life in 

which three languages are present in different formats, for different 

purposes and audiences. 

It is important to keep in mind that N oa is not only developing her 

writing, she is developing her reading as well, and at the same time 
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developing concepts in mathematics, geometry, drawing, physics, etc. 

In all of these areas of development, she is in the continuous presence of 

three languages. 

N oa' s context for literacy development might look unusual in the 

United States where a single language is dominant. However, in many 

parts of the world, it is not unusual for students of her age to be 

immersed in multilingual and multiliterate environments (Smith, 1993). 

Most of the research done in early bilingual development has been 

done with a focus on oral language (Leopold, 1939; Ronjat, 1913). 

There are a few studies done in recent years researching 

children's literacy development (Baghban, 1984; Bissex, 1980; Lass, 

1982, 1983; Martens, 1994; Schikedanz, 1990). These researchers 

researched their own children's written language development. They 

used case study methodology, and in all the cases, they studied 

monolingual children. 

There is a vast amount of research on emergent literacy and 

writing development (Beers, 1980; Clay, 1975; Cochran-Smith, 1984; 

Dyson, 1989; Ferreiro & Teberosky, 1982; Goodman & Wilde, 1992; 

Harste, Woodward & Burke, 1984; Newkirk, 1989; Read, 1971; 
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Sowers, 1988; Sulzby, 1985; Taylor & Dorsey-Gaines, 1988). These 

researchers have researched communities in which literacy develops, as 

well as the development of particular children. However, none of these 

studies researched a child's development of multiliteracy (literacy in two 

or more languages). 

The research on biliteracy development is almost always done in 

classroom situations (Carrasquillo & Hedley, 1993; Edelsky, 1986; 

Flores, 1982; Goodman, Goodman & Flores, 1979; Whitmore & 

Crowell, 1994). Most of this research deals with teachers' theory, 

practice and implications about the development of multiliteracy in the 

school setting and the development of literacy in specific students in that 

setting. There is another body of research related to minority linguistic 

populations in different parts of the world. Many of these studies took 

place in South America (Corvalan & De Granada, 1982; Escobar, 

1990). The South American research deals mostly with sociolinguistic 

and political implications of bilingualism among Native American 

minorities in South America. 

The purpose of this dissertation is to add to the growing body of 

literacy development knowledge by documenting and analyzing the 
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development of multiliteracy, both in the home and at school. I am 

assuming that every child is going to have instruction at school, and at 

the same time is learning in the home. I am interested in exploring the 

complexity of Noa's writing process. This research serves the interest 

of bilingual and biliterate children, by showing that the development of 

multiliteracy is not impossible or unattainable, but, on the contrary, can 

be developed easily, depending on the context of its development and 

the functional need to be literate in more than one language. 

Contributions 

This research contributes to the understanding of three issues in 

the field of bilingualism and literacy development: (a) the complexity of 

literacy development, (b) literacy development in a multilingual setting, 

and (c) multiliteracy development in home and school contexts. 

The Complexity of Literacy Development 

Case studies show a great deal of complexity throughout the 

history of one person's literacy development in one language. I aim to 

add to the knowledge accumulated by case study research, since my 
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study focuses on the development of literacy while three languages are 

present simultaneously. Hall (1991) speaks about two ways used to 

research literacy: 

Whereas Ferreiro and Teberosky (1982) are interested in how 
young children view literacy as an object of knowledge, Harste, 
Woodward and Burke (1984) are concerned with how children 
view literacy as a process. They focus on how children 
understand literacy in a social sense--not just on how print works, 
but on the where, what, why and when of literacy in all its 
manifestations. (p. 6) 

In my research, I am interested in looking at N oa' s writing from 

both perspectives: as an object of knowledge and as a strategic process. 

Literacy Development in a Multilingual Setting 

For many years there has been a "dilemma" surrounding 

bilingualism in early childhood. McLaughlin (1984) states three 

different basic positions about early bilingualism: the maximalist 

position, the minimalist position and the intennediate position: 

Those who take a maximalist position hold that early bilingualism 
is essentially a positive experience for children. . . . The 
minimalist position holds that early bilingualism has little--or even 
a negative--effect on children ... There is an intennediate 
position possible between the extreme maximalist and the 
minimalist ones. According to this position what matters in 
detennining the effects of early bilingualism on children is 
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how the languages are presented to the child. If the two 
languages are clearly differentiated in adult speech, the child will 
be more able to keep them apart and to avoid mixing their 
lexicons and syntax. Children who have only passive exposure to 
one of their languages are less likely to deal successfully with that 
language. A critical predictor of success in mastering two 
languages is how active the child is in using both languages in 
conversation with adults and peers. (pp. 43-44) 

I want to research the effects of this "dilemma" concerning the 

influences of bilingualism in early childhood, by those who perceive it 

as a positive experience and by those who percieve it as having a 

negative effect on children. 

Multiliteracy Development in Home-School Contexts 

This research is an in-depth case study employing ethnographic 

and linguistic techniques to document the development of a multilingual 

first grader in her home and school environments. Some research done 

in multilingual and multiliterate immigrant settings attempted to analyze 

the knowledge created and used in the home environment and its 

implications in the classroom. Delgado, Gaitan and Trueba (1991) 

researched a group of Mexican-American families, having in mind their 

participation in their own community. They were interested in the 
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literacy practices at home and in the school. In their research they 

distinguished between the home setting and the school setting as two 

antagonistic settings: in the home the children use and learn languages, 

while at school they are asked only to learn language in isolation and 

out of context. In my work, I try to use the idea of funds of knowledge 

(Moll, 1988) as a more comprehensive way to see the interactions 

between school activities and home activities and their implications to 

multi literacy . 

The main purpose of this dissertation is to explore early 

multiliteracy development in a personal and social perspective. 

Therefore, research from different areas such as early literacy 

development, biliteracy development, and multicultural education has 

been presented. 

The research is presented in the following chapters: In Chapter 2, 

I discuss the research design and methodology of the study as well as its 

questions. In Chapter 3, I present the sociolinguistic context of Noa's 

development. In order to do so, I describe in detail Noa's family 

background as well as her literacy communities. Chapters 4, 5 and 6 

are related to the findings of the study. In Chapter 4, I analyze Noa's 
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texts in terms of their forms and functions. In Chapter 5, I analyze 

N oa' s texts according to other themes that emerged from the data such 

as writing in different languages, language as an object of study, and the 

use of technology. In Chapter 6, I analyze Noa's writing according to 

three different tensions: convention vs. invention, home vs. school, and 

students-centered vs. teachers-centered editing. The final chapter, 

Chapter 7, is dedicated to the implications of this study for teaching and 

researching multiliteracy development. 



CHAPTER 2 

THE DESIGN AND METHODOLOGY 

OF THE RESEARCH STUDY 
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The following study is an in-depth, longitudinal case study of a 

six-year-old child, which documents and analyzes her literacy 

development in a multilingual setting. My research goal is to 

understand not only the complexity of developing written language for a 

first grade child, but doing so when three languages (Hebrew, English 

and Spanish) are present. 

Research Questions 

Halliday (1979) found that in language development, function 

develops before form. I use the same theoretical understanding in order 

to frame my questions and organize my study to collect and analyze 

Noa's writings. The following research questions were formulated to 

organize the final findings of this study in the area of multiliteracy 

development: 



1. What types of written genres does Noa develop? 

2. How does Noa use her three languages in her literacy 

development? 

3. How does Noa use technology in her literacy development? 

.4. What kind of questions does Noa ask about language and 

language learning? 

5. What types of tensions influence Noa's Writings? 

Methodology 
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The researcher is the father of the main informant of this 

longitudinal case study. Parent-child research has a long history and is 

well accepted in the field of language research (Baghban, 1984; Bissex, . 

1980; Lass, 1982, 1983; Leopold, 1939; Martens, 1994; Schikedanz, 

1990). During the first decades of this century, most of the research 

done in language development using a case study methodology was 

researching oral language development. During the last decades of this 

century, research on children's literacy development has used the case 

study methodology more and more. In the design of this research, I am 
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taking into consideration the fact that as a researcher I am researching 

my own child. As Martens (1994) stated: 

Because of their relationship of proximity to the child, the 
documentation of literacy through the inherent "enlightened 
subjectivity" (Bissex, 1980, p. vi) of a parent, especially one 
knowledgeable about literacy processes, offers depth of insight 
and understanding no other researcher studying the same children 
can replicate. (p. 25) 

Just as I was aware of the effect of my relationship on Noa, she 

was clearly affected and aware of the fact that her father was interested 

in her writings. This interest intensified her interest in her own writing 

process. In Goodman and Wilde (1992), there is a very clear 

description of this phenomenon when a child in the study, Gordon, 

became more and more aware of the presence of adults researching his 

literacy development. For some researchers, this fact could be viewed 

as a drawback in the methodology of the case study. In my opinion, 

Noa's awareness of the research process and her contributions to it 

could be considered an enhancer to the study. 

Theories of language and learning impact and determine my 

research questions and the design and methodology of this study 

(Harste, 1992). I chose to use case study methodology, in order to 
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study Noa's writing development in mUltiple languages because it is the 

best way for me to answer my research questions. Most of Noa's 

wonderings about language did take place in the most unusual places at 

most unusual times. Some of the most important pieces of Noa's 

wonderings about language happened in the family room while we were 

watching TV or in our bed on Sunday morning. Those comments are 

like a window (Y. Goodman et al., 1987) toward an understanding of 

N oa' s literacy development. Those windows are "open" and most 

available to full-time researchers who are parents of the informant. 

Any literacy event that occurred in the various communities of 

which Noa was a member became the focus of data collection. Most of 

the time field notes were taken to establish the time and the context of 

the situation, including the field, mode and tenor (Halliday, 1979) of the 

linguistic event or behavior. 

Noa is a six-year-old female in a bilingual first grade class. She 

was born in Israel and came to the USA when she was four years old. 

When she came to this country, she could not communicate in English. 

The duration of this study involves a period of 10 months, during which 

written artifacts produced by Noa were collected. The literacy events 
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occurred any time of the day between July of 1994 and May of 1995 

(Noa's age: 6.6 and 7.4). 

In-depth longitudinal case study research allows a profile of an 

individual to be developed. Merriam (1988) explains: "The interest is 

in the process rather than the outcome, in the context rather than a 

specific variable, in discovery rather than confirmation" (p. xii). I am 

interested in both parts of the literacy event: the process and the 

outcome, the discovery and the confirmation. 

The development of a case study of a single child from an atypical 

environment is another consideration of this research. Lass (1983) 

states: 

Although only one child was studied, a boy of somewhat above 
average ability (peabody Picture Vocabulary Test Score = 119) 
growing up in an atypical environment, certain conclusions drawn 
from the data may be of interest to those studying or teaching 
beginning reading. (p. 514) 

Lass described her child's as growing up in an "atypical" 

environment. Taylor and Dorsey-Gaines (1983) research showed that 

there is no single "typical" environment that enhances literacy 

development. On the contrary, literacy develops even in the most 

"atypical" inner-city contexts: 
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True, some of the parents with whom we worked did not finish 
high school, and some of the older children did drop out of school 
during the four years that we visited the families. In addition, 
some might argue that many of the children came from 'broken 
homes.' But no one can deny that these were literate homes. (p. 
200) , 

N oa shares characteristics with many children in this literate 

world who are dealing with the development of literacy in mUltiple 

languages. Noa's home environment (described in depth in Chapter 3) 

may be considered atypical, but the similarities of Noa's multi literate 

life to that of others is as important to N oa' s development as are the 

uniquenesses that might characterize Noa's family as atypical. 

Data Collection Procedures 

Data collection for the study included the following procedures 

listed in order of importance for the study: written artifacts, anecdotal 

records, informal interviews with Noa, formal interviews with Noa's 

teachers, and videotapes. 
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Written Artifacts 

I collected every written artifact produced by Noa, from July, 

1994 to May, 1995. I collected these at home, while Noa was writing 

them, in the community when she was playing at some other children's 

houses, and from school, when the written materials were sent home by 

the teacher. 

Anecdotal Records 

Whenever possible I recorded anecdotal notes to describe the 

field, tenor and mode of the literacy event (Halliday, 1977). 

I considered the concerns of Hammersley and Atkinson (1983) 

regarding field notes: 

Field notes are the traditional means in ethnography for recording 
observational data. In accordance with ethnography's 
commitment to discovery, field notes consist of relatively concrete 
descriptions of social processes and their contexts. The aim is to 
capture these in their integrity, noting their various features and 
properties, though clearly what is recorded will depend on some 
general sense of what is relevant to the foreshadowed problems of 
the research. (p. 145) 

Anecdotal records included discussions or comments about literacy 

that occurred anytime during our time together or as part of our 



informal interviews. Anecdotal records of the statements relevant to 

multiliteracy development were transcribed and coded. 

Informal Interviews with N oa 

Informal interviews with Noa took place frequently whenever I 

saw her wondering or perplexed about some issue related to literacy. 

The interviews took the form of a conversation between Noa and me 

about her writing. I asked her about the purposes and the functions 

each piece served for her. 

Formal Interviews with Noa's Teachers 

I had three formal interviews with both of Noa's teachers: Mrs. 
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C., the bilingual teacher, and Mrs. R., the Spanish teacher. I asked 

them questions, and we discussed Noa's literacy. These interviews were 

audiotaped and transcribed. Transcriptions were coded for statements 

relevant to multiliteracy development. 

Noa's teachers' formal interviews followed the three-interview 

series explained by Seidman (1991): 
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The first interview establishes the context of the participants' 
experience. The second allows the participant to reconstruct the 
details of their experience within the context in which it occurs. 
And the third encourages the participants to reflect on the meaning 
their experience holds for them. (p. 11) 

Videotapes of Noa While She Is Writing 

There are 10 videotapes of N oa in different settings while she was 

writing: homework writing, playing Scrabble with a bilingual friend, 

etc. These videotapes were viewed and used as a secondary source to 

expand or disambiguate Noa's writing process. Relevant comments 

related to multi literacy development were transcribed and coded. 

Analysis of the Data 

The data was analyzed in an inductive way (Merriam, 1988): 

"This type of research builds abstractions, concepts, hypotheses, or 

theories, rather than testing existing theory .... Inductive researchers 

hope to find a theory that explains their data" (p. 20). 

Collecting data was the first step, and developing and adjusting 

theoretical understandings to the themes found were the second step. 

Data was analyzed in relation to the research questions: (a) forms, 
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functions and genres of Noa's texts; (b) languages used; (c) influence of 

technology in Noa's writing; (d) language as an object of study; and (e) 

tensions. 

Forms and Functions 

Written artifacts were interpreted in terms of the forms and 

functions of N oa' s writings' as they came together through the genres 

she used. Noa's genres were categorized first according to Halliday's 

distinctions between language as a means toward an end and language as 

an end in itself. This analysis included the settings in which her 

writings appear: at home and in school. 

Languages 

Written artifacts were interpreted according to the languages in 

which they were written. Noa wrote in three different languages: 

Hebrew, Spanish and English. The amounts of writing as well as the 

context in which these written pieces were written are important to the 

analysis and understanding of Noa's multiliteracy development. 
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Technology 

N oa used the computer throughout the ten months of the study. It 

was important to analyze the amount of N oa' s writing that occurred 

using the computer, the influence of the computer on her writing and 

the different genres for which the computer was used. 

Language as an Object of Study 

Noa's use of language as an object of study was another part of 

the analysis. Noa reflected and asked questions about language 

throughout the duration of the study. The analysis of these questions 

and reflections provide the researcher and the reader insights about 

N oa' s writing development. 

Tensions 

At the end of the study, N oa' s writing was analyzed in terms of 

three different tensions: (a) the role of language learning as 

characterized by invention vs. convention; (b) settings for writing, 

especially in school and home; and (c) the role of editing in relation to 

who is in control, the teacher or the student. 



CHAPTER 3 

THE SOCIOLINGUISTIC CONTEXTS 

OF NOA'S DEVELOPMENT 
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Research in early literacy had shown that young children develop 

their knowledge about literacy in the social context of their lives in their 

family, school and community. Y. Goodman (1992) described three 

different interactive aspects of the writing process: the literacy 

community, the writer and the written text. I explored Y. Goodman's 

categories, to organize the social context and linguistic history of Noa, 

the focus of this study. First I wanted to introduce N oa, the writer. 

Description of the Writer 

Noa was born in Israel on the 16th of January, 1988. During her 

first year, I spoke only Spanish to Noa, and Taly (Noa's mom) spoke 

only Hebrew. We hired a Spanish-speaking woman to stay with N oa 

while we were at work. She spoke to Noa in Spanish. Noa responded 

both to Hebrew and Spanish as a baby. However, when N oa started 
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speaking, she started in Hebrew. Because of the wonder of hearing my 

daughter speak Hebrew, I did not maintain the use of Spanish when she 

started speaking in Hebrew, and therefore, Noa does understand 

Spanish, but she does not speak it. 

In Israel, my wife and I were professional teachers. After I 

finished my M.A. in education, we decided to go to the USA and study 

for my Ph.D. It is commo for scholars in Israel to go abroad for 

advance graduate studies. Many go to Europe and others come to the 

USA. 

When we came to the USA in July of 1992, Noa (age 4.6) did not 

know any English. For example, when we went to the pool in the 

apartment complex where we lived, she was not able to communicate 

with the children; she was unable to understand TV or to answer the 

telephone. 

Between August of 1992, and Chanukah (December of 1992), she 

became proficient in English, sounding like an American. She was able 

to participate in conversations and answer the questions of English 

speakers, play and converse with English-speaking children, and enjoy 

English TV. 
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When Noa was ready to go to first grade, we made a decision to 

send her to a public school. We became interested in the bilingual 

Spanish/English first grade in the school. After two weeks of classes, 

she was transferred from an English-speaking class to a bilingual 

English/Spanish class. 

Languages and the Contexts of Their 

Use in Noa's Language Development 

N oa is growing in an environment in which Hebrew, Spanish and 

English are present in the different contexts (home, school and 

community) of her life. I describe the contexts of the uses of each 

language and the ways the three languages intermingle and come into 

contact with each other. 

Hebrew 

Hebrew is present orally on a daily basis, because it is the main 

language of communication at home. Taly, Noa's mother, and I try to 

speak to each other and to Noa in Hebrew as much as possible. Many 

times N oa speaks to us in English, especially if the theme of the talk is 
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related to an experience which occurred in the United States, but we try 

to answer in Hebrew. 

Taly and I are Hebrew teachers in the United States. Therefore, 

books, report cards, materials, exams and other written materials in 

Hebrew are visible and available all the time. We receive a weekly 

newspaper in Hebrew, and we write on a bilingual Hebrew IEnglish 

computer. N oa sees us reading and writing Hebrew. In her two years 

at a Jewish preschool, Hebrew was present orally in prayers every day 

and in songs on Fridays. In the school setting, written Hebrew was 

present only as letters that were painted or traced and introduced in a 

systemic alphabetic way, once a week. Neither children nor teachers in 

the preschool wrote or read in Hebrew. Some Hebrew letters were used 

as ornaments in the classes, and sometimes the teacher used work sheets 

of some Hebrew letters for the children to color. When we came to the 

United States, we brought approximately 100 children's books in 

Hebrew to read to and with Noa. These books included fiction, non

fiction, dictionaries, folk tales, etc. Taly and I read to Noa at least 

three times a week, usually in Hebrew. We participate with an Israeli 

community in informal gatherings of children and adults, and the spoken 
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language among the adults is Hebrew. However, the children use 

English in their play, but speak Hebrew when they are interacting with 

an adult. 

Spanish 

Spanish is present in all the communication with the family 

members on Noa's paternal side. For example, when my mother comes 

to visit us from Israel, or when I speak with my brother or sister on the 

phone, we use Spanish. Some of my friends in Tucson are Spanish 

speakers, and therefore there are instances in which N oa listens to our 

Spanish conversations. Since Noa is in a bilingual Spanish-English first 

grade class at school, Spanish is available to her every day of the week.· 

In our house we do not have a lot of books in Spanish, but I borrow 

some from school. Occasionally (once a month), I read Noa a 

children's book in Spanish, mostly related to the themes and words 

learned at school. The times when I tried to read another type of 

Spanish book, N oa resisted the experience, telling me that she does not 

know any Spanish. 
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Taly and I do not use written Spanish as much as we use English 

and Hebrew, but some of the professional bibliography that I read is in 

Spanish. 

English 

English is present in our home everyday through the TV, the daily 

newspaper, the report cards and announcements for the school, etc. I 

write most of my papers in English. English is the predominant written 

and spoken language in Noa's environment. Although Taly and I prefer 

to read to Noa in Hebrew or Spanish, Noa has a lot of books in English 

that she likes to read by herself and asks other English speakers to read 

to her. These include children dictionaries, fiction and non-fiction 

books, calendars, games, etc. At the present time on an average we 

read to her two times a week in Hebrew, once a week in English and 

once a month in Spanish. 

Multilingualism and Codeswitching 

In our family, languages are spoken, taking into consideration the 

context of the oral/written event, the audience, the topic, the participants 
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in the conversation, the willingness or unwillingness of the participants 

to be understood and the traditions (especially in ritualistic practices). 

Codeswitching in writing as well as in speaking is frequent in our 

household, and it is used some times as a stylistic device (Schwarzer, in 

press). Codeswitched words, expressions or even sentences, can give 

the reader or the listener a sense of the real experience that is intended 

to be communicated. In our family history, certain sayings and certain 

parts of a correspondence letter will be codeswitched in order to 

communicate to the reader/listener not only the basic idea but, the 

"taste" of it. According to Schwarzer (in press), writers that use 

different written languages to communicate to each other codeswitch 

between them as a stylistic device. For example: ". . . Ie compre a 

Ami! un aftershave . .. " (I bought Amit some aftershave). When my 

sister wrote this sentence in her letter, she could have used the Spanish 

word for aftershave (colonia para despuer de afeitarse). Instead, she 

used the Hebrew codeswitched word: aftershave. Her use of a 

codeswitched word did not imply her lack of knowledge of the Spanish 

word, but rather the preference of using the term in Hebrew in order to 

write not only the facts of the event, but also the "taste" of it. 
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The mixing of languages or maintaining the separation between 

them is often a main concern of researchers and teachers in the area of 

bilingual education. Many researchers of bilingual education are 

coming to accept codeswitching as "an effective teaching and learning 

strategy" (Quintero & Huerta, 1990). Codeswitching is alternation 

between languages, within or between utterances (Poplack, 1983). 

Recent research shows bilingual grammatical competence on the part of 

speakers who codeswitched between languages (Huerta, 1977; Pfaff, 

1979; Poplack, 1983). Codeswitching also can enhance communication 

and learning in bilingual communities (Aguirre, 1988; Tukinoff, 1985). 

Leopold (1939), in his research of his child's bilingualism, avoided 

mixing the two languages that he was trying to investigate: he spoke to· 

the child in one language while his wife spoke to the child in the other 

language. Leopold was creating an environment that was different from 

the environment in which most bilingual families find themselves, where 

languages are mixed. 

N oa has been a social participant in many literacy events in which 

codeswitching between languages took place. Some times she listenes to 

Taly (her mother) and myself codeswitching to Spanish when we do not 
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want her to understand. Other times she hears us saying to her that now 

that she understands a little bit more Spanish, we need to find a new 

language to use between us. In other ocassions Spanish is present when 

I speak with my family on the phone or when they visit me, the use of 

Hebrew with our Israeli friends in America, as well as the use of 

English in my work and my writings. 

Description of N oa' s Literacy Communities 

As Yetta Goodman (1992) states: 

Communities of students in schools cannot be separated from the 
communities of their homes, villages, towns and cities. The 
social history children bring to school represents the language, 
beliefs, and knowledge of their community, and affects both their 
writing and their view of themselves as writers. We can observe 
the similarities among all young writers and at the same time 
come to understand the unique individual and social differences 
among children and the communities in which they live. (p. xiv) 

Following is a description of family and community linguistic 

experiences and histories that influence Noa's multilingual literacy 

development. 
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N oa' s Family 

I decided to do a language family tree of N oa' s family to show 

the written, read and spoken histories that became the multilingual 

environment of N oa' s development. I traced the multilingual nature of 

N oa' s family back three generations from her parents to her 

grandparents and great-grandparents. 

It is necessary to provide linguistic, nationality and ethnic 

infonnation regarding N oa' s family and communities in order to see 

their effects in her multiliteracy development. I believe as Schieffelin 

and Cochran-Smith (1984) do, that the development of multiliteracy 

does not emerge "naturally," but as a result of the actions, beliefs and 

attitudes of the learner's community: 

The point that we want to stress is that the children's interest on 
print in this community (or in any community) does not emerge 
"naturally" at all. Rather, in this community they emerge out of 
a particular cultural orientation in which literacy is assumed and 
which organizes children's early print experiences in particular 
ways. (1984, p. 6) 

Noa has had a very particular set of experiences since she was 

born, as Schiefflin and Cochran-Smith state. In Noa's case, our family 

could be considered eccentric and atypical in a country in which 
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monolingual, monocultural families seem to be the norm. On the other 

hand, many families in Israel share similar backgrounds and experiences 

with Noa. I believe there are similar linguistic histories among families 

in the United States as well. Figure 1 provides an overview of each 

generation of Noa's antecedents: the languages they use and whether 

they use them in speaking, reading or writing. There is a key at the 

bottom of the figure that explains the codes in the figure. The figure is 

followed by a narrative discussion to explain it. 

Noa's Family Literacy History from Her Father's Side 

I describe Noa's family in terms of cultures and languages (see 

Figure 1). In describing Noa's family I paid attention for the first time 

to the names of the participants in this story. All of the names of the 

members of the family (see top of Figure 1) are in four different 

languages, and sometimes they are codeswitched forms: EI Zeide is 

what we all called Noa's great-grandfather from my mother's side. The 

form used for his name is a codes witched form using the male singular 

Spanish article (El) and the Yiddish word for grandfather (Zeide). 

Therefore I will call the participants by their name in our family, since 



Great Grandfather 
EI PapA de PapA 
S: Y, G, P, S, H? 
W: Y, P, S, H, A, Rs. 
R: Y, P, S, H, A, Rs. 

Great Grandmother 
La MamA de PapA 
S: Y, P, Hu, S. 
W: Y, P, S. 
R: Y, P, H?, A? 

Grandfather 
Saba Le6n 

S: Y, P, S, H. 
W: Y, P, S, H. 
R: Y, P, S, H. 

Father's Side 

Great Grandfather 
EI Zeide 
S: Rm, Y, S, R? 
W:Y,S. 
R: Y, S, H, A. 

Grandmother 
Savta Cecilia 
S: Y, S, H 
W:S,H. 
R: S, H. 

Father 
David: Aba , Daddy 
S: S, H, E, Y, I. 
W: S, H, E, Y, I. 
R: S, H, E, Y, I, Rs. 

Mother's Side 

Great Grandfather 
Saba Avram 

Great Grandmother 
Savta Rachel 

Great Grandfather 
Saba Natan 

S: L, Gr, H. 
W: L, Gr?, H. 
R: L, Gr?, H. 

S: L, TI, F, H. 
W:L,F,H. 
R: L, F,H. 

Grandfather 
Saba Rafi 

S: R, Y, Ab, E, H. 
W:R, Y,H. 
R: R, Y,H. 

Grandmother 
Savta Rivka 

Great Grandmother 
La Bobe 
S: R, Y, S. 
W: Y,S. 
R: Y, S, H. 

Great Grandmother 
Savta maIka 
S: R, Y, Ab, E, H. 
W:R, Y,H. 
R: R, Y,H. 

S: L, H, Y, E. 
W:H,E. 
R: H,E. 

S: H, Y, G, E, L. 
W:H,E. 
R:H,E, Y? 

Key 
S: speaking 
Languages: 
A: Aramaic 
Ab: Arabic 
E: English 
F: French 

W: writing R: reading 

G: German I: Italian 

Mother 
Taly: Ima , Mommy 
S: H, E, S. 
W: H,E, S. 
R: H, E, S. 

Rm: Romanian 
Gr: Greek L: Ladino Rs: Rasbi's writing 

S: Spanish H: Hebrew P: Polish 
Hu: Hungarian R: Russian T: Turkish 

Figure 1. Noa's family tree focusing on language use. 

Y: Yiddish 
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even the naming practices reveal how multilingualism is embedded in 

the everyday language in N oa' slife. 
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"EI Papa de Papa" (Noa's great-grandfather on my father's side) 

was born in Austria. He fought in the first world war for the Austrian 

government. When he was young, he emigrated to Poland, and in 

1932, he emigrated by himself to Argentina. "EI Papa de Papa" held 

the highly respected profession (within the Jewish community) of 

copying sacred texts like Bibles and prayers books. He was a "Sofer 

Stam" in Poland. In Argentina he became a merchant. He did not want 

his family to come to Argentina because he was afraid they would lose 

their Jewish identity. He knew how to read and write in Rashi' s 

writing. (Rashi is a Jewish exegete to the Bible who invented a new 

way to write in Hebrew. All of his explanations are written in his 

special way and are called Rashi's writing.) 

According to family stories, el Papa de Papa corresponded with 

his wife and family for seven years from Argentina, sending letters in 

Yiddish. In Argentina he learned to speak and read Spanish, but he did 

not do much writing in the Spanish language. In Argentina he read a 



newspaper written in Yiddish, "Di Presse," as well as one written in 

Polish. 
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"La Mama de Papa" was born in Hungary during the Austria

Hungarian empire. She emigrated to Poland when she was young, and 

in 1939, she emigrated with her children to Argentina, where her 

husband was waiting for her. 

N oa' s grandfather, Saba Leon (Grandpa Leon), the first son of EI 

Papa de Papa and la Mama de Papa was born in Poland. His family 

was very poor, and they endured many attacks against the Jewish 

people. In 1939, at age 13, Saba Leon emigrated with La Mama de 

Papa and his brothers to Argentina. When he came to Argentina, he 

preferred to speak and read in Polish rather than in Yiddish. However, 

after some years, he forgot his Polish, and he was not able to speak or 

read it any more. Saba Leon never became an Argentinean citizen, and 

in many ways he never felt like one. He learned Spanish while working 

for the economic survival of his family. However, he had regular 

instruction in Spanish in a public night school for immigrants. He wrote 

many letters in Spanish to my brother and myself after we emigrated to 



Israel. Saba Leon knew how to read the Hebrew prayers by memory, 

but he did not understand what was he reading. 
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"EI Zeide" (a codeswitched form using the Spanish article for 

male "EI," and the Yiddish word for grandpa, zeide), Noa's great

grandfather from my mother's side, was born in Romania. At the age 

of 17, and in order to avoid the Romanian army, he emigrated to 

Argentina by himself. (His family that remained in Romania emigrated 

after the Holocaust to Israel, and they live today in Beer Sheva, Israel). 

"La Bobe" (a codeswitched form using the Spanish female article, 

"La" and the Yiddish word for grandma, bobe) was born in Besarabia, a 

part of today's Moldavia. La Bobe was known in the family for her 

criticism of the schooling system in Besarabia. She knew how to write 

in Yiddish. She learned how to speak in Spanish, but I remember her 

speaking to me mostly in Yiddish. I do not remember seeing her 

reading Hebrew from a prayer book. She knew some basic religious 

prayers by heart, but I do not think that she could read in Hebrew or 

Aramaic. 

Noa's grandmother's ("Savta Cecilia"--Grandma Cecilia) first 

language was Yiddish. However, like most first generation 
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Argentineans, she did not learn how to read or write in Yiddish, and, 

for the most part, she refused to speak it. Argentina is a country of 

immigrants. Most of the first generation parents wanted their children 

to learn how to speak in their native language (in this case Yiddish). 

However, the "melting pot" metaphor is part of the mainstream 

educational system in Argentina. Today, Savta Cecilia can understand 

almost everything in Yiddish, but she can speak it for only very basic 

conversation. In 1983, she emigrated to Israel with her family. As new 

immigrants, the family was offered a six-month program, an "Ulpan": 

a special immersion language program for new immigrants to learn how 

to read, write and speak in Hebrew. Savta Cecilia always says how 

hard it was for them to learn a new language and to adjust to a new 

culture as adults. 

After Saba Leon's death, Savta Cecilia developed a relationship 

with Shlomo, a gentleman friend who was born in Turkey. He speaks 

mostly Hebrew with her, but in family gatherings he speaks Ladino (an 

ancient version of Spanish with Hebrew borrowings, spoken in the 

Jewish communities that were expelled from Spain in 1492). 
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Aba or Daddy (that is Noa's name for me) was born to a family 

in which many languages were present. I was also introduced to other 

languages through instruction. From kindergarten to high school, I was 

sent to a private Jewish school in which Spanish were taught in the 

morning and Hebrew speaking, reading and writing was taught in the 

afternoon. In secondary school, I had classes of English (three years), 

Latin (three years), Italian (two years), and Yiddish (five years). 

In August, 1982, when I was 17, I emigrated to Israel. Hebrew 

became the main language of communication outside the family. My 

brother was already in Israel, and my parents with my sister followed in 

December of 1982. In 1992, Taly, Noa and myself came to the USA in 

order to study for my Ph.D. in education. Since then English has 

become a very important part of our daily communication outside of the 

family. 

Noa's Family Literacy History from Her Mother's Side 

Noa's great-grandmother on her maternal side is Savta MaIka. 

She came to Israel in 1929, from Lithuania with Yiddish as her mother 

tongue. At that time, there was a social and political environment in 
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"Palestine" not to speak Yiddish. Yiddish was considered the language 

of Jews in exile. Therefore, Savta MaIka and Saba Natan spoke almost 

entirely in Hebrew. Today, Savta MaIka speaks sometimes in Yiddish 

to Savta ~ivka, and Savta Rivka replies in Hebrew. I asked Savta 

MaIka why she speaks in Yiddish now when she did not earlier in her 

life. She replied that today she is not afraid that Hebrew will not be the 

language of the State of Israel, so she can speaks whatever language she 

wants! 

Saba Natan, Noa's maternal great-grandfather, was born in 

Lithuania. In 1929, he emigrated to Palestine. He was one of the first 

in Israel to introduce roof tiles. His entire family, who remained in 

Lithuania, was killed during the second world war by the Nazis. 

Savta Rivka, Noa's maternal grandmother, is a first generation 

Israeli. She grew up in the city and in a kibbutz (an Israeli socialist 

agrarian community). Today she lives in Eilat, a city in the south of 

Israel with Saba Rafi. She can read and write in Hebrew. She can 

speak in English, German and Ladino, and she can read and write some 

English and German. 
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Noa's great-grandfather on her mother's paternal side, Saba 

A vram, was born in Greece. In 1933, he emigrated to Israel with his 

family. He worked for the first Jewish bus company in Palestine, 

"Drom Yehuda," that in time became "Eged," the national bus company 

of Israel. He spoke, read and wrote Ladino (the language of the Jewish 

people in Greece), Greek and Hebrew. 

Noa's great-grandmother on her mother's paternal side, Savta 

Rachel, was born in Turkey, but emigrated to Greece, where she 

married. She was very beautiful and from a very rich family. She 

studied at the French school, "Alliance;" therefore, she spoke, wrote 

and read French better than Turkish. She spoke, read and wrote in 

Ladino, the language that she used at home. 

Noa's maternal grandfather, Saba Rafi, was born in Greece. 

When he was five years old, his family emigrated to Palestine. He was 

involved in underground experiences of a political nature before Israel 

become a state. He fought in many battles until he was wounded. He 

celebrates his birthday on the day that he was wounded and survived. 

Saba Rafi knows how to read and write in Hebrew and Ladino. He 



learned how to speak Yiddish from Savta Rivka, and Savta Rivka 

learned how to speak Ladino from Saba Rafi. 
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Taly, Noa's mother (Ima--Mommy), is a second generation 

Israeli. She was born in Tel-Aviv, and when she was eight years old, 

the whole family moved to Eilat because of the climate. (Taly' s brother 

had asthma attacks, and the only solution was to move to a dry climate.) 

Taly knows how to speak, read and write in Hebrew and English, and 

she can speak Spanish. She learned Spanish from participating in oral 

conversations with my family. 

Noa likes Savta MaIka very much. She is the only great

grandparent that she knows. Although she never met her paternal 

grandfather and the other grandparents, stories about their lives are told· 

during family gatherings. It is clear from the literature that language 

stories and the participation in literacy events are a very important part 

of the individual experiences of children and a strong influence on their 

language uses and development. The description of Noa's family 

language stories is important to show the particular environment in 

which Noa is growing up. 
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Noa often asks about Saba Leon (Grandpa Leon). In my stories 

to her, there are several events in which "language stories" are present 

(Harste et aI., 1984). For example, I sing the Polish national anthem 

because my father sang it to us in Polish. Noa knows that I can 

understand some Yiddish since that was the first language that my father 

spoke to me as a child and I took five years of Yiddish in high school. 

In July of 1994 (at the beginning of this research), we traveled as 

a family to Argentina. My uncles, who usually speak Spanish, spoke in 

Yiddish to each other, especially when the topic was politics (so those 

who were not part of the group could not understand). N oa was 

experiencing a similar linguistic event that I remember experiencing in 

my childhood. 

Another language story that we often retell in the family is about 

the first meeting between my family (who spoke mostly in Spanish) and 

Taly (my Hebrew-speaking wife). 

N oa likes to listen to stories about how my siblings and I enjoyed 

our weekly Sunday trips to "La Bobe and EI Zeide." We talk about the 

noise in the house due to all the different languages that were spoken 

seemingly simultaneously: Yiddish, Spanish and Russian. 



Issues Related to Family Language Use 

Several language issues emerge as a result of my description of 

the language uses of Noa's family. 

Languages as an Inclusive Device 

63 

In our family, languages change according to the audience. If the 

audience is multilingual, the language to be used most of the times is 

chosen according to the language spoken by the majority. For example: 

I speak Spanish with my brother; then if Taly joins in the conversation, 

we will shift to Hebrew; but if some English-only-speaking person joins 

us, we will shift to English, because then everyone can participate. The 

same pattern of inclusion was used by my father in Argentina, shifting 

between Yiddish and Spanish, taking into account the language of all the 

speakers. 

Language as an Exclusive Device 

Sometimes, as a family, grown-ups believe they need to speak 

about topics that they do not want their children to know about such as a 

bargaining situation in a store or when something political is being said 
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that no one else should hear. In such cases, the participants 

communicate in a specific language so the other members of the group 

will not understand. For example, EI Zeide and La Bobe used Russian 

when they did not want their children to understand; my parents used 

Yiddish until I started learning and understood it; and Taly and myself 

use Spanish when we do not Noa to understand. But in the last few 

months as Noa seems to understand more Spanish, we are not able to 

use Spanish in such situations. In a monolingual situation, parents 

sometimes use spelling as a secret code in order to communicate when 

they do not want their children to understand. In such settings, 

language is used to exclude others. 

Language is Learned by Experience 

From the description of N oa' s family, there are two ways in 

which new or additional languages are learned through: either 

immigration or marriage. 

Immigration. Most members of our family emigrated to new 

countries at least twice, for example: EI Papa de Papa--from Austria to 
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Poland and then to Argentina; Saba Le6n--from Poland to Argentina and 

then to Israel; Daddy, Aba--from Argentina to Israel and now to USA. 

It is clear that the experience of moving to another country 

involves a change of language and context in which the new language is 

learned in its authentic and natural environment. 

Marrying a spouse who speaks another language. This pattern is 

clearer on Taly' s side. Saba Rafi learned how to speak Yiddish from 

Savta Rivka, and Savta Rivka learned how to speak Ladino from Saba 

Rafi. Taly learned how to speak Spanish through being married to me. 

Children Learn the Language of the Country 

The children in each family were the first to learn the new 

language, and they were a catalyst into the new culture. Family stories 

reveal that La Bobe learned a lot of things from her children. She was 

introduced to soap operas in Spanish; while Savta Cecilia learned about 

Israeli culture through her children. And now Taly and I learn a lot of 

new customs about the USA and Tucson from Noa. 
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Language Is Viewed as a Resource 

Because of geographical changes in our family, the importance of 

languages is always clear. It is clear that knowledge of a new language 

can help people survive better in the new country. Saba Leon used to 

say that furniture or gold can be taken away from you, but knowledge 

and a new language can easily be taken from one place to the other, and 

nobody can take them away from you. 

Description of Noa's Multiliteracy Communities 

Noa is very well aware of the transitional situation in which she 

lives. She knows that we are in the USA for a purpose. She often says 

that she wants to go home, meaning back to Israel. Her community of 

friends in Tucson are from four different communities: the Jewish 

community, the Israeli community, the community of Ph. D. candidates 

from the University of Arizona, and Noa's school community. 

The Jewish Community of Tucson 

Noa went to a Jewish preschool for two years. I was the teacher 

of Hebrew at the university, and my wife was a teacher of Hebrew in 
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the Hebrew school. We both taught Hebrew once a week for students at 

the high school level. Our commitment to the Jewish community was 

very different than the commitment of some of our American Jewish 

friends. Although we shared the same religious background, we felt 

like outsiders; we did not belong to the mainstream of the American 

Jewish community. The Jewish community in Tucson is very formal. 

In order to become a member you need to pay an annual fee and 

participate in events that, in most of the cases, include donations. In 

this community, Hebrew and English are present all the time. Most of 

the prayers are recited and chanted in Hebrew. Not much speaking and 

writing is produced in Hebrew. English is the main language of 

communication and teaching. 

The Israeli Community of Tucson 

Most of the 50 Israeli families living in Tucson are somehow 

connected to the University of Arizona. They came to Tucson because 

one or more members in the family were enrolled as doctoral or post

doctoral students, and most of them will return to Israel at the end of 

their studies. Because of this reason, there is no official Israeli 



community with any kind of building, agenda, or fee. Our Israeli 

community is made up of individuals who gather together because of 

mutual needs or interests. 
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There is another group of Israelis that came as students or as 

regular residents in order to become permanent residents in Tucson. 

Both types of Israeli families are part of N oa' s social community. We 

filet with this group of friends every weekend, we celebrated the Jewish 

holidays together, and we went for trips outside the city. We helped 

each other find jobs, helped with child care, with religious events, etc. 

The Israeli community members use both English and Hebrew in 

reading, writing and speaking. However, Hebrew is the predominant 

language at home, and English is the predominant language at work. 

The Community of Ph.D. Candidates 

from the University of Arizona 

The Language, Reading and Culture (LRC) Department in which I 

am studying was a pleasant surprise. In my experience at the University 

of Tel-Aviv, students worked mostly in isolation. Sometimes they met 

for a specific project or research, but the program does not provide 



69 

invitations or opportunities to gather and form a community of learners. 

In LRC, since one objective of the program is to involve their Ph.D. 

candidates with the ways of good teaching, many efforts are made to 

encourage an active community of students. By Labor Day, during our 

first year, we were invited as a family to Ken and Yetta Goodman's 

house for the picking of olives. This gathering event is a traditional 

informal and family gathering of Ken and Yetta's current students. A 

week after Labor Day, an international potluck was held at the 

university with the participation of all the professors and graduate 

students of LRC. Events like these took place in our department on a 

regular basis. Noa was present at each of these events. The 

interactions N oa had with the graduate students interested in the 

language development of children were very important to her language 

development. At our next gathering, during Chanukah, Noa was 

praised by all of the participants for her English. In most of the events, 

people told N oa that her father spoke about her in class; other students 

read children's books to her, or asked her about her language 

development. 
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Noa's School Community 

Taly and I wanted Noa to start first grade in an American public 

school. We wanted her to study in a bilingual class in order to expand 

on the Spanish she was using at home. We also wanted her to have the 

experience of friends in the neighborhood. Therefore, six months 

before the school year started, I went to the neighborhood school in 

order to find out what needed to be done to place Noa in a bilingual 

class. School personnel told me that there are always some openings for 

first grade, so I should return during the first few weeks of August. 

In August, 1994, I went to enroll Noa in the school, and I was 

told there was no place for her in the bilingual class. I was upset and 

disappointed. I spoke with the principal, and I tried to explain to him 

what my understanding had been. He was surprised that I wanted to 

send my child to a bilingual class, but he was very supportive. He 

recommended that I place Noa in a monolingual class for a while. He 

promised me that in two weeks he would try to have a bilingual 

placement for her. 

Noa started in her monolingual English class, and I made clear to 

the teacher that we were expecting to have a place for her in the 
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bilingual class. The teacher thought that was a very good idea. She 

also was very supportive. During this waiting time, I went to the 

district to see what the possibilities were of N oa attending a bilingual 

class in another school. I thought that since she was bilingual, the 

district needed to place her in a bilingual class. They told me, that Noa 

is not "entitled by law to a bilingual class, since she is not 'bilingual. '" 

I was shocked. Noa is bilingual in Hebrew and English, but for the 

authorities in the district, she was not considered bilingual since she is 

not an English and Spanish bilingual. 

After two weeks, the principal told us that there was a place for 

Noa in the bilingual class. Noa was not sure if she wanted to move, but 

after thinking about it, she decided to move to the bilingual class 

because she also wanted to develop her Spanish. 

In the bilingual class, most of the students were from a Spanish

speaking background. Half of them were called Spanish-dominant, and 

half of them were called English-dominant. During the school day, the 

class was divided between the Spanish group and the English group. 

The Spanish group was taught by a paraprofessional aide, while the 

English group was taught by the teacher. In the afternoon, the class 
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worked together on themes such as math, science, art, physical 

education, etc. The teacher usually used both English and Spanish in a 

translation mode. For example, she gave directions in English, and then 

she translated the directions into Spanish. 

N oa was soon disappointed because she realized she was not 

learning as much Spanish as she wanted. Noa was learning in the 

English group. Therefore, she did not participate in any of the Spanish 

group activities. We decided to speak with her teacher. The teacher 

suggested that N oa could join the Spanish group once a week on 

Fridays. She predicted that this change would help Noa's development 

of Spanish literacy. 

Noa's class had a lot of books in Spanish and English. The 

children pledged allegiance to the flag of the USA in English and 

Spanish. They sang songs in both languages, etc. However, language 

instruction was carried on separately by the teacher and the aide, as 

described above. 

N oa did not succeed in finding many friends to play with in the 

afternoon after school. She invited them, but the parents did not allow 

the children to come and visit. 
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Noa's class came to our house during Succoth, a Jewish holiday 

in which a temporary tent is built outside the house. They enjoyed the 

story and the refreshments. During the year, I came many times to the 

class, once at Chanukah to light the Chanukah candles; another time 

Noa and myself read a children's book in Hebrew to the whole class. 

Noa's background and language knowledge was used as a 

resource in her class, and she felt confident enough to tell the children 

and the teacher stories about Israel or about her Jewish heritage. 



CHAPTER 4 

DESCRIPTION OF NOA'S TEXTS: 

FORMS AND FUNCTIONS 

In this chapter I describe Noa's writings in terms of function and 

forms as they come together through genre writing. 

As I collected Noa's written artifacts from July, 1994, until May 

of 1995, I analyzed and categorized them. 

The first distinction that I made was between written pieces 
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related to literacy events and pieces using other semiotic systems such as 

numerals and drawings only. This differentiation in a first-grader's 

writing samples is quite complicated. I used a simple but important 

differentiation parameter: if there was any writing by Noa, I regarded 

that piece as a writing piece, even if non-language symbols were 

evident. If the piece included only numerals, drawings, musical 

notations or math problems, I did not include these pieces in the 

research analysis. 
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Categories of Literacy Events 

I divided the data according to the month in which the piece of 

writing was written. After that, I reflected on Noa's writings, placing 

them in different categories until I was satisfied with them. I could 

define them easily, and there was no overlap between them. I 

established 25 categories during the 11 months of the research as shown 

in Table 1. 

Noa wrote 402 artifacts, which I categorized into 25 different 

genres. The first nine genres (bolded in Table 1) correspond to the 

genres categorized as language as an end in itself, and they were written 

only in the school setting. Genres coded between the numbers 10 and 

25 were described as language as a means toward an end. Genres coded 

between numbers 10 and 21 happened both in school and at home. 

Genres coded between the numbers 23 and 25 happened only at home. 

The categories are described with examples in the next section. This 

description is not chronological. Issues related to N oa' s writing 

development will be discussed in Chapter 6. 



76 

Table 1 

Noa's Categories of Genres Written Each Month 

Genre/Month of the Year July Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 

1. commercial worksheets 5 3 4 4 2 2 4 8 6 2 40 

2. Sentence Completion 1 1 2 1 5 

3. Phonics Patterns 2 7 5 8 3 25 

4. Daily Oral Language 3 3 

5. Spelling Test preparation 6 3 4 5 1 19 

6. Test 3 3 3 2 II 

7. sequencing 5 

8. Fill in the Blanks 1 3 2 1 8 

9. copying 3 5 6 9 6 15 6 3 53 

10. Names and Label Writing 1 1 2 9 1 2 2 19 

11. Signs Writing 4 4 

12. Sentence Writing 2 1 1 3 1 9 4 3 1 25 

13. Story Writing 1 3 3 4 11 

14. Lists 1 2 2 8 

15. Letter Writing 1 5 2 1 1 1 1 12 

16. Card Writing 1 1 1 1 2 1 4 11 

17. Journal Writing 7 7 8 5 3 5 2 5 5 5 52 

18. Poem and Song Writing 1 1 1 3 7 

19. Book Reading/Coloring (1 undated) 3 3 5 2 2 3 19 

20. Book Writing (11 undated) 2 2 3 1 4 2 27 

21. Scientific Diagram Writing 3 2 6 

22. Receipt 1 1 

23. Note Taking from Phone 1 1 2 

24. Recording Events 3 4 

25. Literacy in Play 5 3 1 3 3 4 1 3 1 1 25 

Total 5 31 34 43 45 34 42 34 50 46 26 402 



77 

Description of N oa' s Writing Genres 

Halliday (1979) describes three different ways in which language 

can be learned. According to his ideas as children use language they are 

at the same time immersed in learning language, learning about language 

and learning through language. In examining Noa's writing it is clear 

that she learned language throughout the year in whatever context or 

situation that the writing experience happened (this aspect is going to be 

discussed later). However, as I was going over her writings two very 

different ways of language learning became distinct in the different 

contexts of Noa's learning. In some pieces of Noa's writing, language 

became an end by itself. Noa learned about the world using language at 

home, while language as an end in itself took place in the school setting~ 

On the other hand, more purposeful writing that lead Noa to learn more 

about the world, took place in the school setting as well as in the home: 

she learned through language; language became a means toward an end. 

Following is the analysis of Noa's writing genres divided into 

these two main categories: 

1. Using language as an end in itself, in school setting only. 



2. Using language as a means toward an end, in both home and 

school. 

In each category Noa's work is subdivided into genres. Each 

genre is described, and examples are provided. 

Language as an End in Itself 

(School Setting Only) 
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The following written pieces were used by Noa's teacher in order 

to teach children how to read and write in a traditional phonics-centered 

program. These written pieces do not exist in real life literacy 

environments outside of a school classroom setting. 

1. Commercial Worksheets 

This category includes written pieces that were required as 

assignments to be done at home, were to be returned to the teacher, 

were to be graded and returned to the child. The purpose in this 

category is that writing is an end in itself: the student is supposed to 

write solely to learn how to write or read. The intention of these 
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commercial worksheets is to reinforce a letter learned during the week 

and to copy the story again. 

Homework, Oct. 24 

R@od and iIIustr8te this story. 

Poblo went to Peter Piper's PizzD. 

He sow lots of people. 

They were eating pizz,!. 

He s~w II pyppet pig. -~~ L7~1~----
r11 v 
){ 

. <IOU'" home. 
-tit i n Q .s ' "1 . 

wit!, v p. Wri fe. \IJ heli th, "'5 05 

Pds 

Figure 2. Ditto Worksheet, October, 1994. 

In this commercial worksheet N oa is asked to read a story 

focusing on a single letter and sound (p) and then to illustrate it. On the 
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bottom part of the page, she is asked to find three things in the house 

that start with Ip/. 

2. Sentence Completion 

This category includes written pieces that are the result of students 

being asked to complete a sentence starter that was written by the 

teacher. In most cases, the sentence was related to a story or an 

experience that happened in the class . 

. Ab", 
' . 

- . , ... - .-.. - .~ e LV\lJ.- , vGK--___ _ . .. ~-~0\~ .. ~~-.' f1~ ·~p-'-'-'C'" ~:A I 'V/l'~C' - - .. - ... 
..... 

. r .. ":\'" .... . .... ..' •.... __ ........ _____ .. 

. . I .:}-.~ , I 

---- ;;:;::iO:k)L-':; ·t:~~t~bZ-~~t~-
.It [s}ec;le . pvd~ . wert it is wct~· 
Figure 3. Sentence Completion, May, 1995. 

The teacher's assignment started with the words, "My special 

rock . . ." and the students ended the sentence writing from their own 

expenence. 
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3. Phonics Patterns 

This category included written pieces that followed some kind of 

instructional method that was intended to teach the students how to read 

and write. All of the pieces are written exercises published by a 

commercial publisher. The only purpose for these pieces is to teach a 

phonological-orthographic pattern. All of the patterns are monosyllable 

words. The purpose of this activity is to reinforce the sound IiI. 

Name ""'4N~(?'-WlN..x;..-._-:--____ "--.;;©:;· '_' 
. RII In ihe _._ ..• _- letters. 

\J v 

wi.. 

\,J 

Si.k.. dL 

v 
Ii 

Figure 4. Phonics Patterns, November, 1994. 
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4. Daily Oral Language 

This category includes Noa's writing that was the result of a 

classroom practice called Daily Oral Language (DOL). Noa's teacher, 

in the regular first grade, used this practice at the beginning of the year. 

For DOL, the teacher writes a sentence with embedded mistakes on the 

blackboard and then asks the students to help her correct the writing 

piece. When the piece is corrected orally, students are asked to copy 

the sentence from the blackboard. 

Na..me. ,NQow.- _ ... - - -- - - -- -- ---
- B 

/.~, II ke. {;Jar!:] , 1> i I ( Qnd i.e cI.. 
I. :::t - -Iefe: - l1.c:crry :,--Rii F :a.vrI -re-cl~ 

duck swim? 
• 

z.e ~an. ihe 
2. '-(;a« -±/ie- d~D)r .. k:=··- Gwi>([L- r' -.. 

3 >'i. wan4to p{().J ba../(, 
3. -1- -LCJ(Lrr to - ptay- - -fx"R- - -

Figure 5. Daily Oral Language, August, 1994. 
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5. Spelling Test Preparation: 

This category includes a prescribed list of words to be copied 

several times in order to remember the specific relationship between a 

phonic pattern and a particular orthographic rule. The writing 

experience was designed as preparation for a spelling test that took place 

once a week. Noa used the computer as an aid to facilitate her writing 

of these sentences and words. 

cool cool cool cool cool Noa April 3 1995 
pool pool pool pool pool 
school school school school school 
rule rule rule rule rule 
mule mule mule mule mule 
love love love love love 
dove dove dove dove dove 
lunch lunch lunch lunch lunch 
crunch crunch crunch crunch crunch 
bunch bunch bunch bunchbunch . 

I love my Mom and Dad. 
I go to school. 
I have a pool. 
I have a dove. 
I go to lunch. 

I 

Figure 6. Spelling Test Preparation, April, 1995. 



6. Test 

In this category I include Noa's spelling tests. 

/VcJCC 

I. sad 
2. hot 
:J~ 'YlClLL 
t LI-. del 
5. haLl 
6.· ,qot 
'7 "rnrLll 
;8.' LotI 
/i Jl0t 

~jO. Oo.ii. 
Figure 7. Test, January, 1995. 

7. Sequencing 

This category includes all of Noa's writing pieces that were 

designed to teach sequencing as an "essential" skill for reading and 
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writing. The activity includes sequencing of pictures, words or 

sentences to form a story or a sentence. 

, .. 
: 
! 
: 

~"""""''' •• ''''''t''''''''''l .-~ ...... - - .. --..... a..u ...................... 'liII~twI 

~ame t{~~__ __ __ . ______ ~ __ --
- - Sitting in My. Box 

----: ....... 

Sitting in my box . 

... :-

r A hippopotamus 
I knocks. 
: 

! 
•••• .o ......... . ....................... i' ......... ! .................... . 

; "Let me, ! let me in." 
~ I~ I • 

t • .._ ... _ ....... __ ...... ___ ......... .. L.................. :: ...... ~ ...... - I 

So we all move over. 

Figure 8. Sequencing, December, 1994. 
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8. Fill in the Blanks 

This category includes all of Noa's pieces that were written as an 

instructional activity in order to teach the students how to fill in the 

blanks. Fill in the blanks is a real life genre; writers use tables, 

calendars, etc., in which they fill in the blanks according to their needs. 

In Noa's case, most of these pieces were written in school and for 

instructional purposes only. 

-
I ll.;C~! ... _.- .. _- ... _- ~ -------_ ... _- .... _- .-- , .. Il' n. }GSLJre . (V) 

Wnat I Measured i::stirnotc 
~ --I 

Actuol -1 
'"Pi CU\.t) 

~ <6 5)Y I 

E ~'! o-P ~ ---1 ~t 2L+ 
. b~ b(..-f"'ro~ . , 

'&1-wH'" f>ol~.l 
10 10 

Or'\. 'Porch. ~ 
~o-tt~ o+- 1:>oor 5 @ b I--
TAt(t. Ltl\j-fh p I p 

q 
-- .-. 

Figure 9. Fill in the Blank, August, 1994. 



In this case Noa was supposed to fiIJ in the numerals related to 

things that she measured, first writing her estimation and then writing 

the actual size. 

9. Copying 
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Copying is a real life written genre. Writers copy information 

from bulletin boards, cards, announcements, etc. This category includes 

all of Noa's writing that was written as a copying practice dictated by 

Noa's needs and at other times for the purpose of others. 

When N oa was asked to copy from the board and the purpose was 

not for copying as practice for writing, I categorized the writing piece in 

the other genre. For example, on Valentine's Day the teacher wrote 

several sentences on the blackboard for children to copy. Noa copied 

those sentences, but she wrote them in the format of a card. I 

categorized that writing sample as a card rather than as a copying piece 

of writing. This categorization issue is very important because in many 

cases the other categories include pieces that Noa copied from 

somewhere, but she used it for purposes other than copying. In such 
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occasions copying became a strategy and was neither an instructional 

activity nor simply a copying event. 

Figure 10. Copying, August, 1994. 

Noa copied this written piece from the blackboard and then 

illustrated the "story." The story was composed by the students in the 

class, having in mind a particular sound, in this case Ib/. 
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Table 2 summarizes the nine different genres in the category of 

language as an end in itself, according to the month in which they were 

written. 

Table 2 

Language as an End in Itself Categories 

Genre! Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 
Month of the 

Year 

1.Commercial 5 3 4 4 2 2 4 8 6 2 40 
Worksheets 

2.Sentence 
Completion 1 2 5 

3.Phonics 
Patterns 2 7 5 8 3 25 

4.Daily Oral 
Language 3 3 

5.Spelling 
Test 6 3 4 5 19 

Preparation 

6.Test 3 3 3 2 11 

7.Sequencing 1 5 

8.Fill in the 
Blanks 3 2 1 8 

9. Copying 3 5 6 9 6 15 6 3 53 

Total 16 19 16 24 12 27 13 21 17 4 169 
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N oa wrote 169 pieces that could be categorized as language as an 

end in itself. All of these written artifacts are products of a phonic

based curriculum. The largest category is commercial worksheets (40 

out of 169). It is interesting to note that Daily Oral Language was used 

as a strategy for teaching writing for one teacher in the school while the 

other used phonics patterns. On the other hand, it is clear from the 

table that phonics patterns were used only between the months of August 

and December, and spelling test preparation and spelling tests started in 

January. Noa had 19 spelling tests in five months (between January and 

May). 

Language as a Means Toward an End 

(School and Home Settings) 

In this category I include pieces of writing related to real life 

genres. Some of these real life genres were used for instructional 

purposes (only at school). Some of the writings were initiated at school 

and were transformed by N oa into meaningful and authentic activities as 

she chose to bring her own needs and purposes to the writing. Some of 



91 

the writings were written as part of a real literacy event, as a result of a 

genuine need. These literacy events occurred mostly at home. 

All the genres in this section could be considered as an 

instructional event only if they lacked a real purpose for the writer. In 

some classes the teacher used real life genres as an end in themselves, 

solely for the purposes of teaching reading and writing. 

Genres can be viewed as models for children to adopt, even if 

they are initiated as an unauthentic instructional activity. For example, 

journal writing, scientific diagram writing and card writing were 

introduced at school as assignments, many times without a real purpose 

for the children but rather to fulfill the teacher's requirement. 

However, when Noa experienced these genres, she assimilated them 

(Piaget, 1971) into her repertoire of genres, and she used them in the 

home, for playas well as for stylistic devices. Noa also accommodated 

her knowledge to a new genre of writing that was not very clear before 

the experience at school and at home: Noa and her writing were 

changed by the experience. 
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Nevertheless, real life genres occur as part of real life literacy 

events in the life of children. When children have the need to write a 

note, or to record an event, they do so in the most natural way. 

Following is the list of the categories related to language as a 

means toward an end in the home and school settings, using real genres 

sometimes in authentic ways and other times in unauthentic ways. The 

last four categories, writing receipts, taking notes, recording events, and 

literacy in play, happened only in the home setting and as the result of 

an authentic literacy event. 

10. Names and Label Writing 

In this category I included written pieces that were a result of the 

teacher asking the students to draw a picture and to write one word 

related to the picture. Most of the Noa's pieces show her strategy of 

naming the main event or idea of the picture. 

11. Sign Writing 

In this category I included N oa' s writing related to a particular 

incident during the school year in which her class planted some 
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.. Aunh~ 

Figure 11. Naming and Label Writing, December, 1994. 

vegetables in the garden. Noa asked the teacher if she could write the 

signs for the vegetables so the class would know which vegetable were 

growing where. In this circumstance, this piece of writing became a 

powerful experience for Noa's literacy development because of its sense 

of purpose and free choice. Instead of an instructional activity used for 

the whole class, Noa used the computer to write the signs, and then she 
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illustrated them. (The difference between the category of name and 

label writing and sign writing is important. In the first category the 

names and labels are used as an assignment to teach writing, while in 

the second category they were used as a real tool and for a real 

purpose). 

Peas Ledes 

Figure 12. Sign Writing, October, 1994. 



12. Sentence Writing 

This category includes Noa's writing of sentences. AlI of this 

writing was done as an instructional device to summarize a school 

activity, or as a way to practice some kind of language form such as 

possessives, new vocabulary, etc. 

SomeCLmes I Lose my 
socks. 

Figure 13. Sentence Writing, February, 1995. 

In this case the teacher asked the children to write a sentence 

using the word "sometimes. II 

13. Story Writing 

This category includes written pieces that are narratives. They 

are a series of sentences that convey an experience to a reader. 

95 
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According to Pitcher and Prelinger (1963), there are three conventions 

in the stories of young writers: formal opening or title, formal closing 

and consistent past tense. Some of the writings were inspired by a 

picture provided by the teacher . 

. --., ..-.-------
(figure continues) 
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Figure 14. Story Writing, May, 1995. 



14. Lists 

In this category I included all of N oa' s writings that were 

composed as a list. Most of these pieces consist of one or two words 

written in a column. 

bed melk egs ces ham 
Fots and vechtebls 
met ris fawr almnm foul 
pasek bags gluvs. 

(Bread, milk, eggs, cheese, ham, fruits and vegetables, meat, 
rice, flour, aluminum foil, plastic bags, gloves). 

Figure 15. List, October, 1994. 
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The piece presented above was a list of groceries that N oa helped· 

the family to write before we went shopping for groceries. Noa decided 

to copy the list on the computer so it would be easier to read. 

15. Letter Writing 

This category includes all of N oa' s writings that followed the 

form of a letter: 



Greetings (Dear ), the body of the letter with a message to ----' 

another person, and sometimes a signature. 

Der Mrs. C I hav a big cecet and pes cep this to your sef 
ok this is wut the cecet is My cecet is My mom is gowen to 
hav a babe pes cep this a cecet thak you. 

(Dear Mrs. C ---
I have a big secret and please keep this to yourself. OK, this is 
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what the secret is. My secret is my mom is going to have a baby! 
Please, keep this a secret. 
Thank you!) 

Figure 16. Letter Writing 1, October, 1994. 

In another instance Noa wrote a letter to the tooth fairy. She lost 

her first tooth, and Savta Cecilia wanted it. So Noa wrote the following, 

letter, and she put it under her pillow: 

: Re2>S" -d.01Lh- ~- "" 
, ~ ,..1r-e ,~,_a,P-- .. -t#~. L1, 

"M~" ~~i' '. ·-tcitfb-I ••.•. ~. 
I ' ___ .!L..i . . ' .... -

it',l)'~- -1'1.1 1 -PC . 
.It' ,-' ... ,'~)~ . 

Figure 17. Letter Writing 2, October 1994. 
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(Please, don't take away my tooth. Thank you!!) In this letter 

there is no greeting like, "to the tooth fairy," and there is no signature. 

Although this piece of writing does not have all the features of the letter 

genre, it was included in this category because it is clear that the writer 

intended it to be a letter. 

16. Card Writing 

I included in this category intercommunications with intentions to 

convey greeting or wishes for another person: thank you notes, happy 

birthday cards, Valentine's cards, etc. Cards sometimes share some of 

the characteristics of a letter, but the main difference between them is 

that a card conveys wishes and usually does not include events. They 

also have a different design and format. There is usually a drawing 

related to the theme of the card, and the paper is folded. 

Two poems in Spanish are included in the Happy Mother's Day 

card written in Spanish. Noa read the poems to her mom and translated 

the main ideas to her. 
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Figure 18. Card Writing, May, 1995. 

,J1rJ.ffi6-C i tJ. ' 
/ k(mi de mi v[k 
r1 dYfU' de rilL COYU\ 2.o/n: ~ 
p tr" (,\ n,LO) ~ 0 ):. e 0.. J.oYO 

,)\eLYlo. eX e '()1l. ccrt-\ 2 O/n .• 

• • • • 

"I !A/nit; C rlt,{ ft(A· · 
~'to.. tG bO'r"l L teA co YY20 LU'2C-t ,lor. 
En este LYll~oYto.d;e dCiA 
~o te. dOJ ynL COY6\zo/n." 

Ivo~ S c'b~ »0-\-- LeY. 
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17 . Journal Writing 

This category includes Noa's writings that were part of a journal 

assignment, or pieces of writing that seem to be written as some kind of 

diary entry. In these entries the audience is usually the writer herself, 

and there is no signature at the end. 
AUG 11-

. 1 rL'-'-- - .. ---.-.----;---- -----. ---------- ..... -_ .. --.-
.?\ t' ~'L . ~'V'5' . -. - " (~. - CL ... -.-=:..2- - __ .. _._._.LL~_._._ .. _ .. J.... == 

]:JTrf. ~d~_-;;ricL~J)JL.e~~~ -,--:= 
-. ,. . . "-" _. -----.- _ ..... _.- -- - - _._- ....... _- ----•... _---_.-

19 0;, ~~-'-:-~.~~o '" .-.-.e·.~~~.~-.~-~~ .~. :-~~.~:-~~~ .. -. 
. Fd.;lzc(;:k 'e~" '. ',--. ' :-,~':~':-: ::-:'-:-~ -~: 

(Today is Mrs. G. birthday and we are going to do her a 

pancake.) 

Figure 19. Journal Writing, August, 1994. 

18. Song Writing and Poem Writing 

This category includes poetry and song writing or other literary 

pieces. In some pieces there was a clear attempt to rhyme. The format 

of the written pieces was also considered in order to decide on the 



103 

category. Some of the pieces were written in a verse-like format, and 

some were written in the company of a friend. 

Star-light by Noa 

Star-light, star bright 
First star I see tonight; 
I wish I may, I wish I might 
Have the wish tonight. 

by Sharon 
Roses are red 
vilits are blue 
I like valintines 
and so do you. 

by Noa 

A ranibow 

~ A ranibow is so pretty 
a ranibow is so butefull 
but whot I like about it 
that it is wondrfull. 

A Kite 
by Sharon 

I often sit and wish that I 
Could be akite up in the sl.:y, 
and ride upon the breeze and go 
Whichever way I chanced to blow. 

March 18th 1995 

Figure 20. Poem and Song Writing, March, 1995. 

These poems were written by Noa and Sharon (a bilingual 

Hebrew/English child). They were copying some poems from a book 
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onto the computer. Then they decided to write their own poems on the 

computer. 

N oa' s second poem is her own invention: 

A rainbow is so pretty, 

a rainbow is so beautiful, 

but what I like about it, 

that it is wonderful. 

19. Book Reading/Coloring 

In this category I included "books" that were read and colored at 

school or at home. In most cases the students read the book with the 

teacher. Sometimes the parents read the books to the students at home .. 

Noa read the book by herself at school while she colored the pictures. 

She read them both in English and in Spanish. 

20. Book Writing 

In this category I included written pieces that resemble the format 

and content of a book. These pieces had several pages, with a clear 

sense of front and back pages. In most of the books, there is a picture 



One Week On Monday, 
I go to school. 

bnL ~P#'f/~ Ellunes, 
Una S£~ voyal escuela. 

Figure 21. Book Reading/Coloring, February, 1995. 
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on each page and some writing. Sometimes the written piece is only a 

word, sometimes a sentence and sometimes a short paragraph. The 

pieces written in the school setting were generated by a teacher's 

assignment, while the books at home were self-generated. 
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21. Scientific Diagram: 

In this category I included written pieces that show a picture of an 

object and arrows that are attached to the different parts of that object. 

Accompanying the arrows, there are one or two words labeling that 

particular part of the object. This type of diagram is used mostly in 

natural sciences projects. Sometimes the written pieces included a 

scientific hypothesis for the experiments as well as the list of ingredients 

needed. 

Parts of a Flowering Plant 

"' ... .-----...... ,'\ •. 
. \ 

\ 

I 
--- --I 

~ 
1 
1 
1 
I 
1 r-----
1-1 sfem r--- I I-----~ 
1 

Figure 23. Diagram Writing, May, 1995. 
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22. Receipt Writing 

In this category I included all written pieces that were generated 

as receipts by the writer and resembled a receipt in format. They have 

an amount, a signature, something is written, and there is one copy for 

the buyer and one for the seller. 

Figure 24. Receipt Writing, MarcIr; 1995. 
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In this piece Noa does not write conventionally; she scribbles on 

the page. The format, the context and the purpose of the written piece 

determine the selection of this piece in the receipt writing category. 

23. Phone Messages 

In this category I included pieces written while Noa was speaking 

on the phone or while she was listening to the answering machine. 

Most of the notes include the name of a person and the phone number to 

call him or her back. 

lerr9 eel 

to>V Ducci 
Figure 25. Phone Messages, October, 1994. 

24. Recording Events 

In this category I included pieces that were written in order to 

keep a record of an event such as a conversation, the day and hour of a 
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program on the TV, or ideas to share with the class about Passover (a 

Jewish holiday). 

p . 

Figure 26. Recording Events, January, 1995. 

In this case, Noa wrote the P.O. Box address of the School 

Weather Program for teachers and students announced on TV. Noa 

wanted to share this information with her teacher to participate in the 

program. 

25. Literacy in Play 

This category includes pieces written during play that do not fit 

any other clear category. Noa is playing school, and the assignment is 

to check yes or no if the pictures look like planets. 
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.-, .- () . 
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~ ____ 0-

Figure 27. Literacy in Play, February, 1995. 

Noa wrote 228 written artifacts in 18 different real life genres in 

the school setting and at home (see Table 3). Journal writing is the 

biggest category (52 out of 228). This category was introduced and 

used mostly at school. Journal writing is a real life genre that was used 

in class as a real life activity: for a purpose, to an audience, having 

choices as a writer. Note that the four last categories (in bold) are the 
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Table 3 

Language as a Means Toward an End (School and Home Settings) 

Genre/Month of the Year July Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 

10. Name and Label Writing 1 1 1 2 9 1 2 2 19 

11. Sign Writing 4 4 

12. Sentence Writing 2 1 1 3 1 9 4 3 25 

13. Story Writing 1 3 3 4 11 

14. Lists 1 2 1 1 2 1 8 

15. Letter Writing 5 2 1 1 1 12 

16. Card Writing 1 1 1 2 4 11 

17. Journal Writing 7 7 8 5 3 5 2 5 5 5 52 

18. Poem and Song Writing 1 3 1 7 

19. Book Reading/Coloring 3 3 5 2 2 3 19 

(1 undated) 

20. Book Writing 2 1 2 1 3 1 4 2 27 

(11 undated) 

21. Scientific Diagram Writing 3 2 6 

22. Receipt 

23. Note Taking from Phone 1 1 2 

24. Recording Events 1 3 4 

25. Literacy in Play 5 3 1 3 3 4 3 1 25 

Total 5 21 26 25 17 23 10 21 29 29 22 228 
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only ones that occur exclusively at home. These categories were the 

only ones that were a result of real life literacy events. Noa wrote 26 

pieces of writing that were the result of an authentic literacy event. 

In considering these ideas, I came to some new insights about 

research. While Noa was having her first-grade experience, I was very 

concerned as a father about her learning experience in the bilingual 

class. I believed that Noa was not being challenged enough in her class. 

I thought that she was not getting enough exposure to writing and that 

her experiences with writing were contrived and directed by the teacher 

with the teacher as the only audience. 

By the end of the analysis of Noa's written genres, I came to 

realize that Noa explored many different genres in her school 

experience. My perception of the class as a parent without the analysis 

of Noa's written pieces was different than my analysis of Noa's writing 

as a researcher dealing with the data. It is true that some of the 

experiences with different genre writing that N oa had in the school were 

not as authentic as I wanted them to be. However, I came to agree with 

the conclusions from Bob Wortman's research (1991) in which he found 
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out that it is difficult to discuss authenticity in terms of activities, but we 

should be looking at authenticity from the writer's perspective. 
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CHAPTER 5 

ISSUES THAT EMERGED FROM THE DATA 

After I categorized the pieces of writing into the 25 genres, I 

reviewed the data again to consider significant issues that influenced 

Noa's writing development. In the following sections I explore several 

issues that influenced Noa's writing development: (a) writing in the 

different languages, (b) writing to practice new forms, (c) language as 

an object of study, and (d) the use of technology in Noa's writing 

development. 

Writing in the Different Languages 

One of the basic goals of this research was to study the parallel 

multi literacy development of a first grader exposed to different oral and 

written languages (Hebrew, Spanish and English). Following is a chart 

listing the number of writing pieces written in different languages during 

the research. 

N oa wrote 369 pieces of writing in English, six pieces in Hebrew 

and 27 pieces in Spanish. It is obvious from Table 4 that English was 
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the language N oa wrote in most. Less than 10% of her writing is in a 

language other than English. 

Table 4 

Writing in the Different Languages 

Genre/Month of the Year 

1. English 12 undated 

2. Spanish 

3. Hebrew 

Total 

July Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 

31 33 42 41 31 40 32 39 43 25 369 

5 1 4 1 2 1 11 2 27 

2 1 1 6 

5 31 34 43 45 34 42 34 50 46 26 402 

It was a big disappointment for me, as a researcher and as Noa's 

father, to see her writing development mostly in one language. 

Writing in Spanish 

One disturbing aspect of this analysis is that although Noa was in 

a bilingual class, she wrote only 27 pieces of writing in Spanish. It is 

important to remember that Noa was the only dominant-English-



117 

speaking student allowed to join the "Spanish group" once a week 

because of my insistence. From the interviews with N oa ' s teacher, it is 

clear that she believes that becoming a balanced bilingual in two 

languages is a long process, according to the teacher research which 

shows that it takes seven years to become bilingual. When I raised the 

concern that N oa was not reading and writing in Spanish, the teacher 

explained to me that she believes that children should learn first how to 

speak a language and only then are they able to read or write it. 

Although the teacher's reaction is not unusual, there is evidence 

that children can learn two languages without setting up restrictions. 

Biliteracy development can be easy to foster in a biliterate community 

(Goodman, 1977). 

The work of researchers such as Moll and Diaz (1987) suggests 

supportive views about biliteracy development. They found that 

students could deal with reading and writing in a second language even 

at the beginning of their oral development in that language. Speaking is 

not necessarily a prerequisite for literacy development, especially in a 

second language. While I was conducting this research, and because of 

the problem of Noa's placement at the beginning of the year, I started to 
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consider the real purpose of Noa's bilingual class. I originally thought 

that the teacher was interested in a two-way bilingual class, in which the 

English speakers learn Spanish and the Spanish speakers learn English. 

This class was organized into two groups. The Spanish group was 

taught by a paraprofessional, while the English group was taught by the 

teacher. This arrangement did not create an atmosphere conducive to 

the development of multiliteracy. Even after N oa joined the Spanish 

group once a week, she was viewed as a special child, and only because 

of her "success" in the development of English did the teacher allow her 

to join the Spanish group. She said, 

"Noa is a very special child .... She is very good with 
languages, that's why she can join the Spanish group ... for her 
this is a very good experience, but not all the children are as 
bright as Noa." 

Noa had learned a lot of oral-receptive Spanish. She understands 

some of the conversations that my wife and I conduct in Spanish and so 

on. Regarding her literacy development in Spanish, she can now 

determine if a text is written in English or in Spanish. The following is 

a series of events that show Noa's literacy development in Spanish: 
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In July, 1995, we were traveling to Argentina. On the plane they 
offered the passengers newspapers in Spanish. Noa asked me, 
"Daddy, do they write Spanish in English?" 

In Noa's experience with Hebrew and English, different languages 

have different orthographies. Her expectations were that Spanish will 

have yet another orthography. In the context of the flight, Noa began to 

realize that Spanish and English share a similar orthography. Noa is 

building an intuitive understanding about how writing systems work. 

At the end of the year I asked Noa's Spanish teacher how Noa is 

doing in Spanish. The following is my translation of the conversation 

that took place in Spanish: 

This last week I gave Noa some stories to copy from another 
student while the other students were taking a test. While she was 
copying the stories she seems to be very upset about something. I 
asked her what was wrong and she told me, "Mrs. R. this is not 
right, J. made a mistake, you don't write del; you write de el." 

Noa knew enough Spanish to feel comfortable with confronting her 

fellow student's writing and to provide evidence of her own invention. 

In Spanish the correct form is del, which is a contraction of the 

preposition de and the masculine article el. However, in other places, 

de el is separated such as in ~De quien es este lapiz? De el. (Whose 

pencil is this? It is his.) In this case de el means his (the preposition de 
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and the pronoun el.) I think that these two stories give the reader a 

sense that Noa is wondering about and developing literacy in Spanish. 

Of the 27 pieces of Spanish writing, Noa wrote only two pieces of 

them at home. The rest of her writing was done in the school setting. 

Writing in Hebrew 

N oa wrote only six pieces of writing in Hebrew. N oa knows 

much more Hebrew than she realizes, but she has the idea that a person 

cannot learn a written language without formal instruction. In many of 

our conversations throughout the year, Noa explained to me that she is 

not writing in Hebrew because she does not know how. However, 

when she attempts to write some Hebrew, it is clear that she knows 

some of the letters sounds, the graphic shapes of the letters and she 

understands Hebrew directionality. With pressure from her parents, she 

attempts some writings on Hebrew of her own. Noa knows that our 

family intends to go back to Israel, and many times she was concerned 

about the fact that she does not know "how to read and write in 

Hebrew." All of our efforts to tell N oa that she knows how to read and 

write, that she need just to try, were in vain. She believes that we need 
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to formally teach her how to read and write, and without this "direct 

instruction" she will not be able to learn it. Therefore, some of the 

Hebrew entries are related to a Hebrew workbook for children that we 

ha ve at home. 

Following is one entry of Noa's writing in the workbook . 

• 

tvnJ 
TT 

! ~ ,~ ,~ 
T T - il.J Jill--- -

Figure 28. Writing in Hebrew, December, 1994. 
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In this piece of writing, Noa is reading and writing in a Hebrew 

workbook. The workbook uses the form "ba" and "na," two syllables 

traditionally used to start teaching Hebrew. Noa was engaged in her 

work until I asked her if she knew how to write banana (a word that 

does not appear in the book). Noa tried her own invention (bottom right 

in Figure 28). Noa wrote banana using invented spellings. Hebrew is 

mostly a syllabic written language. Most Hebrew words are written 

without representing the vowel sounds. The Hei, H, Ihl sound, (the 

second letter from the left in Figure 28 in N oa' s writing) is used most of 

the times in a final position when the word ends in an open vowel. It is 

also an indicator of a feminine noun. This is the way that the word 

banana would have been written in English transliteration: B N N H. 

Noa wrote the word banana in her invented spellings, 

transliterated to English in this way: B H N N H. She uses an "extra" 

H in the middle of the word banana. The type of invented spelling 

described before is not an unusual invented spelling for an Israeli child 

learning Hebrew in Israel. Noa explained to me that she put that H to 

take the place of the vowel (that is not represented in conventional 
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written Hebrew). She also explained that she put another H at the end 

because 

"I put this (pointing at the H) because that's always at the end of 
words in Hebrew." 

From this example we can observe that Noa has more knowledge 

about the Hebrew writing system that she is able to recognize. In the 

context of her multiliteracy development, she perceives her writing 

development as a result of direct instruction. She is immersed in 

Hebrew literature, letters, lists, etc., but she does not perceive these 

experiences as a resource for her literacy development in Hebrew. 

N oa knows that we intend to go back to Israel. She is very 

concerned about her "lack of formal" literacy in Hebrew. She asked us 

to send her to a Jewish Sunday School to learn how to read and write in 

Hebrew. 

Noa's use of Hebrew in some ways was affected by her family 

experiences. She knows that our family situation is usual to the 

university professors in Israel. She knows that there is going to be a 

certain period of time that she will not be able to read and write in 

Hebrew as well as the others, but she knows that is a temporary 
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problem. Noa knows that after a few months in Israel, she will be able 

to read and write as well as any of her classmates. These are her 

comments about this issue: 

May, 1995: 

"I know that it is going to take me a while until I will be able to 
read and write in Hebrew like my friends in Israel. ... But they 
don't know how to read and write in English like I do." 

N oa is not worried about her Hebrew development. She knows that it is 

going to take time, but she knows she is going to be successful as other 

people in her family history have been before. Knowing the writer's 

family literacy history seems to be a key point in any writer's literacy 

development. 

Writing to Explore New Forms 

By the middle of the year, Noa started developing a new type of 

writing practice different in function and form from all others. She 

started writing incidental to other activities, and she started attempting 

some type of cursive writing. Writing incidental to other activities 

started in December, while cursive writing attempts started in March. 

What is interesting about these two types of writings is that form seems 
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to be the main concern of the writer, while the function is self-motivated 

practice or exploring language forms. The other important finding is 

the timing of the appearance of these types of writings. It looks like 

Noa needed time in order to understand the writing system. After a 

good grasp of the system was gained, Noa allowed herself to explore 

writing forms and attempt new ones. 

The next two sections include descriptions of these two types of 

writing. 

Writing Incidental to Other Activities 

There were four written pieces that N oa wrote while doing other 

things. These occurred especially while watching TV. These pieces do 

not have any clear sense of audience or function but seem to be a form 

of practice or "killing time." 

In this case, Noa was writing while she was watching TV. This 

type of writing did not serve any communicative purpose. It looked like 

Noa was just playing with form, like adult writers do, while they are 

paying attention to something else. 
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Figure 29. Writing incidental to other activities, December, 1995. 

Many teachers and researchers are concerned about students not 

practicing enough in real whole language classes. They believe that 

there is a central function to drills and repetitions and that one of the 

main concerns of the teachers should be to provide practice times. Noa 
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is showing that practice is important for her, but it is completely 

different when it is initiated by the writer herself. Drills are not "bad" 

when they are a result of the writer's own need. Children seem to 

practice while they are playing. This type of practice is authentic and 

appears only when children are allowed to explore the real writing 

world in their own way and at their own pace. 

Cursive Writing 

Noa made clear attempts to understand and practice cursive 

writing. Cursive was not part of the curriculum in Noa's first-grade 

curriculum, yet two pieces of her writing were in cursive. 

----- --_ .. 

Figure 30. Cursive Writing, March, 1995. 
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Noa wrote only six pieces of writing in which she clearly was 

concerned about the form of writing rather than its function. Four of 

them were written while N oa was doing something other than focusing 

on writing. Two of them showed her interest in cursive writing. These 

six pieces of writing appeared only in the second half of the school 

year. I wonder if the timing of this type of writing has something to do 

with the fact that first a language learner needs to develop a good sense 

of the functions of the written language and only then does she allow 

herself to invest time to explore and develop new or better forms of 

writing. 

Noa's interest in cursive writing went unnoticed at school. As a 

teacher of little children, many times I asked myself when is a student 

ready for a new aspect of the writing system (in this case cursive 

writing). It seems like Noa is interested in cursive, and is investing 

time and effort to explore this other form of the writing system. I 

wonder if teachers could view the students effort as an invitation to 

support and teach to that special interest. Noa does not wait until 

cursive becomes a part of the guidelines of the district for her interest to 

develop. 
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Language as an Object of Study 

Throughout the research period, I saw a curious human trying to 

develop a better understanding of the writing system. I was fortunate 

enough to be there on a number of occasions when N oa posed her 

wonderful and insightful questions or remarks. 

Noa asked, researched, answered, and wondered about language 

throughout the whole year. There were 38 entries quoted over 11 

months. Her questions provided a very good picture of how she was 

wondering about literacy. Table 5 clearly shows that Noa wondered 

about language out loud throughout the 11 months of this study. 

Table 5 

Language as an Object of Study 

Month of the Year July Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 

Language as an Object of Study 4 3 3 3 3 6 3 4 2 6 1 38 

I will focus on her questions about spelling and language learning 

in general in the following sections. 
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Spelling 

N oa was interested in spelling words throughout the year. At the 

beginning of the year, her question would be, "Daddy, how do you 

write the word " -----

By December, her questions became more specific. She explored 

possible options for spelling a word. "Long, do you spell it: l-o-g; 1-0-

. 1 ?" I-g; or -o-n-g. 

By the end of the year her questions were even more specific, 

relating to specific orthographic features such as follows: "How do you 

write duck? with c, with k or with ck?" 

The set of questions developed during the year suggests that N oa 

attended to more specific features over time in her literacy development 

in English. 

Another interesting point is that during my interviews with N oa' s 

teacher I often shared with her Noa's questions about spelling to see 

what her reaction would be. Although she was interested in what I told 

her, she never shared with me any information regarding Noa's spelling 

development. Although spelling was a major part of the curriculum, the 

teacher did not seem to have the interest or the knowledge to be a kid-
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watcher (Goodman, 1978), and the only information about Noa's 

spelling she offered was a general assessment that Noa was a very good 

speller, and that N oa was clearly very good with languages. 

Language Learning 

On many occasions Noa seemed to be perplexed about some ideas 

that people had about language learning. She thought that it was not 

unusual that she knew three languages. She always referred to 

languages as an important tool in life. Noa was very concerned about 

going back to Israel and not being able to read and write like the 

children of her age do in Israel, or she commented about the difficulties 

of coming to a new country and not being able to communicate to 

others. She also understood that language learning did not occur only 

through formal instruction. But let us listen to her: 

We are in the family room. Noa is watching TV, and on TV they 

advertise some audio cassettes to learn how to speak French. 

Noa: They don't know anything! 

David: What do you mean? 



Noa: 

David: 

Noa: 

David: 

Noa: 

That's not the way to learn a new language!! 

How do you learn a new language? 

You need to go to a place that people speak that 
language. At the beginning you don't understand 
anything, but little by little you 
understand everything. 

mmm ... 

Do you remember me? 1 did not know a word in 
English when we came to Tucson, but now 1 can 
understand everything." 

N oa is aware that the use of an audio cassette once a day is not 

going to be enough to develop a new language. She remembers very 

vividly her first days in Tucson. During this study 1 asked Noa if we 

could have prepared her in any way for her arrival into the United 

States. She said thus: 
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"I don't think so. You need to hear the language for a while, 
then you need to try to speak it. If the people understand what 
you said, you keep doing it. If they don't, you find another way 
to say it." 

Noa is aware of the impact that an audience has on the development of a 

new language. She clearly stated that there is a need for a silent period 

(Krashen, 1990). But on the other hand, she also indicates a need for 

an audience with which she can check her hypothesis about language. 
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The Use of Technology in 

N oa' s Writing Development 

In this day and age, computers are being used as a basic tool in 

many first-grade classrooms. N oa was exposed to computers as an on-

going process throughout the school year. The computer room was 

available for the students once a week, as well as a computer situated in 

the back of Noa's classroom. Noa was very interested in the computer, 

especially since she saw me writing many hours a day on my computer. 

Following Table 6 shows Noa's computer use of different genres 

at home and in school. 

Table 6 

Noa's Computer Writing (Home and School Settings) 

Genres/months of the Year Aug Sept Oct Nov Dec Jan Feb Mar Apr May Total 

1. Letters 2 

2. Journal Writing 3 2 

3. Copying 

4. Card Writing 

5. Spelling Test Preparation 

6. Sentence Writing 

7. Names and Label Writing 1 

Total 2 5 4 

1 

3 

2 

2 

5 5 

6 

7 

4 

6 

5 

3 10 

4 

3 

1 4 33 
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Noa wrote 33 computer-generated pieces of writing. I think that 

it is pretty amazing that a first grader today is able to write almost 10% 

of her writing on the computer. An important fact in this development 

is the writer's access to the tool. In Noa's case, computers were 

available in her in a computer room and in the back of her classroom. 

At home, the computer was always available to Noa. She saw her mom 

and me use the computer very often. 

It is clear that there is a relationship between written genres and 

the use of the computer. For example, Noa uses the computer 

especially when she is interested in communicating an idea in a clear 

fashion (letters, journals or writing cards). On the other hand the 

computer is used also to ease the "pain" of the drills that were part of 

Noa's homework (spelling test preparation and sentence writing). In 

other words, writing on the computer served Noa as a stylistic device 

and as a mark of personal ownership. 

The Use of Technology as a Stylistic Device 

Noa was very aware of the influence that a piece of writing 

written on the computer has on the reader. She used the computer to 



impress her teacher; she also knew that the computer made things 

neater, which could impress her audiences. 

The Use of Technology as an Ownership Device 
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Noa was often asked to copy a list of words, out of context, five 

times each, and then to choose five words and to write a separate 

sentence with each of them. Noa did not like this assignment. 

However, by doing the assignment on the computer, she found a new 

sense and purpose to the activity, and she could then own her own 

writing. 

Writing the same word again and again in order to remember the 

spelling was not a fun activity for Noa. However, the use of the 

computer became a challenge for her. She was very excited about the 

possibility of trying to see the impact of her new activity on her teacher 

and fellow students. She was interested in the implications of this new 

technique to her literacy development. 

It is important to mention that the teacher not only accepted this 

option that Noa discovered for herself, but she encouraged Noa to 

continue with this practice. 



I have discussed issues that emerged from the data that were 

important considerations in N oa' s writing development. In the next 

chapter, I turn to more theoretical issues that provide insight into her 

development. 
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CHAPTER 6 

ISSUES RELA TED TO 

MULTILITERACY DEVELOPMENT 
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In this chapter I discuss issues related to the overall theories and 

understanding behind N oa' s multiliteracy development. I consider 

different aspects of N oa' s multiliteracy development in terms of tensions 

between two opposing views: tension between language learning as 

reflected in the concepts of invention and convention (K. Goodman, 

1990); tension between settings, especially the roles of school and home; 

tensions in ownership of the writing process related to choice for the 

learner's vs. teacher's assignments; and finally, tensions in editing 

written language based on whether the teacher or the student controls 

the editing process. 
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Language Learning: Invention vs. Convention 

In an authentic learning experience, two forces find themselves 

working toward each other. One force is the force of personal 

invention. The other is the force of social convention (K. Goodman, 

1990; Whitmore and Crowell, 1994). In Noa's multiliteracy 

development, this tension is clear. Most of Noa's writings that she 

wrote were related to the category of language as an end in itself; N oa 

did not invent new fonns of writing. She followed a very strict routine 

of perfonning according to social convention. In these writing samples, 

it is impossible to see any inventions and therefore to perceive any 

development. Two examples (one is from August [Figure 31] and the 

other is from May [Figure 32]) were written in school as assignments. 

In these examples, there is no sense of development because the 

assignments themselves demand only the conventional fonn and not any 

invention on the part of the child. Using language totally free of errors 

is not a good way to perceive development. Miscues are the window to 

the reading process (Goodman et aI., 1987), and thus, invented spelling 

is the window to the writing process. 
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Figure 31. Tensions between invention and convention: Language as 

an end in itself, August, 1994. 
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Figure 32. Tensions between invention and convention: Language as 

an end in itself, May, 1995. 
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In Figures 33 and 34 I show two journal entries that demonstrate 

a clear sense of Noa's multiliteracy development. In this case the 

tensions between invention and convention can be appreciated. 

(Today I got a new friend. Her name is Ellie. I like her.) 

Figure 33. Tensions between invention and convention: Language as a 

means toward an end, August 1995. 

There is a clear sense of development between these two pieces of 

writing. The first one needs to be "translated" into conventional English 

writing for the reader, while the second entry is clear enough that it 

does not need any translation. In the second example, moves toward 

convention are obvious. 
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Figure 34. Tensions between invention and convention: Language as a 

means toward an end, May 1995. 
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1. Capitalization at the beginning of the entry (On Mother's Day). 

2. The correct use of the possessive (Mother's Day) 

3. Capitalization of the date and its proper position. 

4. There are 46 conventional spellings in this 54 word entry. 

Inventions include unduer for under; wen for when; now for know; heer 

for here; si for is and anuther for another. All spellings are close to 

conventional, according to Wilde (1992); Dad and Mom are capitalized. 

Invention and convention are two important components of 

literacy development. The data provides insight about the lack of 

invention in all the material provided by the teacher to N oa in order to 

learn about language. On the other hand, activities even in school, 

related to language as a means toward an end, show tensions between 

these two forces and their development throughout the year. These 

tensions provided N oa with opportunities to explore written language 

which influences knowledge of the writing systems and development. 

Noa wrote 52 entries of journal writing. One of them, a special 

winter holiday journal, was 25 pages long. The journal used by Noa's 

teacher was not a dialogue journal (Peyton & Read, 1990) but mostly a 
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diary in which events were described and recorded. Noa liked writing 

journal entries a lot. She enjoyed using the computer to write her 

journal entries, and she was very glad when the teacher understood what 

she wrote. I feel that dialogue journal writing was one of the most 

successful and powerful teaching experiences that N oa used throughout 

the year, both at school and in the home. As was stated before in this 

chapter, in this particular category there is a clear sense of development 

from her first entry in August, to her last entry in May. 

Another aspect of Noa's inventions throughout the year is related 

to her wondering about language. I videotaped Noa while she was 

writing the example in Figure 35 on the computer. As she was writing, 

I came to realize that Noa used a period to separate the list of words and 

the sentence that followed. In other instances, capitalization was used 

only to start the sentence and not to start the series of words. 

The following is the transcription of our conversation (translated 

from Hebrew): 

David: 

Noa: 

Why did you write this (pointing at the period) after cat cat 
cat? 

Because it is the end of the sentence. 



David: 

Noa: 

David: 

Noa: 
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So why don't you use a capital letter at the beginning of cat 
cat cat, but you use a capital letter at the beginning of The 
cat is fat? 
(Silence) ... The first cat cat cat is ... (pause) is to 
practice, is for the teacher. The other (pointing to liThe cat 
is fat") says something. 

mmm? 

cat cat cat, see! is nothing. The cat is fat, that's 
something!! ! 

l.cat cat cat cat cat. The cat is fat. 

2.hat hat hat hat hat. The hat shop. 

3. that that that that. That is big. 

4. rat rat rat rat rat. The rat hotel is big. 

5. bat bat bat bat bat. The bat flew out of the cave. 

6.had had had had had. 

7.mad mad mad mad mad. 

8.sad sad sad sad sad. 

9.Dad Dad Dad Dad Dad. 

10. bad bad bad bad bad. 

Figure 35. Tensions between invention and convention: Language 

learning, May, 1995. 
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Noa shares a good sense of the convention of a sentence: It starts 

with a capital letter and ends with a period, but, most importantly, the 

writer writes it to say something and not to practice. She knows that 

the lists of the same words written as homework are for the teacher and 

do not serve any purpose but practice. 

I would like to end this section about tension between invention 

and convention by further discussing Krashen's ideas about writing. As 

I stated before, Krashen believes that writing is not comprehensible 

input. I think that this particular perception of writing as an output 

process is very problematic. I think that the writing process is a 

transactional one (Rosenblatt, 1978). In my study, N oa' s 

comprehensible input about the writing process has developed 

throughout the year during her acts of writing. While she was writing, 

not only was she producing outputs, but she was transacting with herself 

. through the writing process. Noa's study provides evidence that her 

writing became a catalyst for her writing development, and that it was 

comprehensible input for her. 
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Tension Between Home and School 

It would be very easy to try to make a dichotomy between school 

and home, showing the home setting as authentic, and the school setting 

as inauthentic. As Fagan (1995) writes, 

The school and the community often encompass different social 
relationships .... School literacy was perceived by the 
respondents as being sequential and vertical; that is, its 
development was expected to occur over a 12-year period. . . . 
The study's participants associated community literacy with group 
interaction, sharing, and short term gratification. Community 
literacy was guided by its meaning and function in the lives of 
adults and their children. (p. 260) 

In N oa' s case there is a clear sense of tension between home and 

school. N oa' s writing in school in certain genres became more 

redundant and less expressive over time. N oa is more careful about her 

spellings in school than she is at home when she is writing a story or an 

idea that she is trying to convey. This tension is very clear in the genre 

of book writing as seen in the following two books written in the 

different contexts. 

Figure 36 shows the first page of a book written collaboratively 

between Noa and Dana (a monolingual English child whose mother is a 
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Colors from Pictures 
and Noa by 
words and Dana 
by Noa Dana 

Figure 36. Tensions between home and school: Book writing at home, 

August, 1995. 



bilingual Hebrew/English speaker) at home. Figure 37 shows four 

pages of a book written in school. 
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As the reader can see, there are many differences between the 

books written at home and in school. In the book written at home, 

Dana and N oa are trying to represent the form of a first page of a 

children's book: the author, the illustrator, etc. They are using the 

conventional for "pictures by Noa" in the same way that it will appear 

in a book: "illustrations by such and such." As it can be appreciated, 

the spellings of the words are invented and in many ways impossible to 

read without a "translation." In the book written in the school, Noa 

seems to be very careful about her spellings, but there is no sense of 

risk taking and exploration of prior knowledge brought to the writing 

process. In this book her first page is only "Rain" by Noa. 

Noa wrote 27 books during her first-grade experience. This 

experience was of great value for her writing development, especially 

the books that she chose to write because she had a real audience and a 

clear purpose. 
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On the other hand, the school setting was often a catalyst for 

Noa's experiments and inventions in genres that were not available or 

explored at home. Scientific diagram writing as well as card writing are 

two good examples of this tension. 

N oa' s teacher introduced scientific diagram writing to the students 

through experiences related to natural science research. Noa enjoyed 

the experience, and then she incorporated that genre into her own 

writing at home, while she was playing with other children. In her 

writings at home, she developed with Sharon (a bilingual 

Hebrew IEnglish friend) one experiment: they both wrote their own 

hypotheses, the list of the materials needed, and they made a diagram to 

exemplify the experiment (see Figure 38). I wonder if this kind of 

open-ended activity could have taken place in the classroom. 

There were many powerful literacy events that took place in the 

home. Following is a description of a multilingual literacy event in 

play: 

Three Israeli families and Noa's family are sitting in the living 

room drinking coffee. The children decide to play with the adults, and 
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(I think that the tomato will last because before you eat the tomato you 

have to wash it.) 

(figure continues) 
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(A picture of two zip lock bags, one with a piece of tomato and one with 

a piece of banana. Both elements are pointed out by an arrow.) 

Figure 38. Tensions between home and school: Assimilation of a new 

genre, March 1995. 
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start asking everyone what they would like to drink (in Hebrew). The 

adults respond and Noa writes the list shown in Figure 39. 

(Tea with lemon and apple pie, coffee with cream) 

Figure 39. Tensions between home and school: Literacy in play, 

March, 1995. 

After they serve the tea, Noa comes back for the payment. She 

writes one receipt and the duplicate; she makes a move over the paper 

that resembles the movement that store owners do when they "iron" the 

credit card, and then she asks me to sign twice (see Figure 40). Then 

she says in Hebrew, "This is your copy, sir!" Everyone laughs. 
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Figure 40. Tensions between home and school: Literacy in play. 

It is very important to notice that literacy in play did not happen 

at all in the school setting. Noa did not have even one opportunity to 

use literacy while she was playing in the class. 

On the other hand, Noa's teacher very wisely used Noa's 

background as a resource. Noa's teacher invited Noa to share with her 
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class issues related to her Jewish background. At Passover time (a 

Jewish holiday celebrating the exodus of Jews as slaves from Egypt), 

Noa's teacher asked Noa to make a presentation to the class about 

Passover. The night before the presentation, Noa asked me and her 

mom to retell her the story of Passover so she could share it with her 

fellow students. In the middle of our conversation, Noa decided to take 

notes which resulted in the following piece of writing (Figure 41). 

O. Egg Temple in Jerusalem) 

(2. Shin Leg or Shank bone for the blood 

on the doors so God could pass Over.) (figure continues) 
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(3. Bitter herbs; bitter lives.) 
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(4. Charoses (in Hebrew) for the bricks and for the pyramids.) 

(5. Water and salt, egg and parsley reminds the tears of the slaves.) 
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(figure continues) 
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(6. Matzo - the Jewish people could not wait for it to raise.) 

(Every year we celebrate Passover to remember that we were slaves and 

now we are free.) 

Figure 41. Tensions between home and school: Recording events, 

April, 1995. 

In this case the tension between home and school was a positive 

one. Both settings supported an authentic literacy event in which 

language was used for an authentic reason to an authentic audience. 

Noa's teacher gave Noa the opportunity to share her Jewish background 
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with the class; then Noa felt a need to record what she was going to say 

the next day; and at the end she had the opportunity to use her notes 

while she was telling the story of Passover to the whole class. 

It is important to promote good communication between the home 

and the school. The teacher did invite us to come to school to share 

aspects of Noa's background. However, the teacher never asked Noa to 

read or write in Hebrew. Although there is no need for a teacher to 

know the languages that his or her students know in order to promote 

their multiliteracy development, teachers could ask parents to come to 

school and read for the children; they could ask older siblings to write 

for younger siblings; they could have one hour a week for reading in the 

different languages; they could have a collection of books, magazines, 

tapes, etc., in the different languages; they could display different 

alphabets in the classroom; and they could encourage their students to 

develop a diary in their own language, etc. All of these experiences 

would promote students' multiliteracy development. Noa's teacher, 

although she was very interested in Noa's Jewish background, did not 

provide Noa with challenging opportunities to develop multiliteracy. 
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Noa is very willing to accept school conventions. She enjoys 

playing and discovering the conventions related to schooling. She is 

very successful in the school setting, but it provides her with limited 

challenges. Noa enjoys conforming to schools rules and activities. If 

she found a new way to play with a school drill, she would try that. If 

she could not, she would do exactly what she was expected to do. 

Language as an end in itself, especially as part of reading instruction in 

school, became a playful theme for N oa, although it was irrelevant to 

her multiliteracy development. However, language as a means toward 

an end was a much more challenging writing experience for Noa, and 

there is clear data to support her development during the year. N oa 

knew that to play the school game it was better to write a very short 

book, sentence, or word, making sure that the writing was conventional. 

At home, she knew that the name of the game was different. Therefore 

she took risks, developed different types of books, richer in themes and 

in invented spellings. My concern as a parent and as a researcher is 

that Noa gets the idea that at school learning is related to something that 

she already knows. In school Noa performs only at the level of 
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expectations that the setting has created: write conventionally. 

However, there is very little challenge in this environment for N oa and 

children like her. As I finish this research, I wonder: What could have 

happened if N oa were challenged in her multiliteracy development? 

How much more knowledgeable could she have been by the end of the 

year? How could she develop a better sense of learning in school? 

Tensions in Editing, 

Who Decides and Controls the Process: 

Teacher-Student-Centered-Editing 

In this section I want to discuss a very central issue in biliteracy 

development: editing. Many educators think that it is necessary to edit 

every single mistake that a student makes in order to eradicate those 

mistakes. Others think that there is no need to relate or discuss with 

students issues related to their editing because they will do it by 

themselves. It is my opinion that students should be given the 

opportunity to reflect on their own mistakes and see them as resources 

for their development. N oa' s teacher corrected many of N oa' s writings 
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during the year. Figure 42 shows a literacy event that captures the 

difficulty of editing. 

I want to highlight how Noa not only copied the teacher's 

correction, but tried to assimilate and accomodate the teacher's 

information, especially about spel1ing. The teacher asked Noa to write a 

story about the c1ass pets: the guinea pigs, Mr. Rose and Crysta1. After 

Noa wrote the story, the teacher corrected it, writing the corrections on 

top of Noa's writing. Figure 42 is the story written by Noa and 

corrected by the teacher. 

Figure 42. Tensions between student-teacher-centered editing, October, 

1994. 
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Noa follows the teacher's suggestion to type the correct story on 

the computer. Figure 43 shows the result of Noa's typing. This piece 

was never corrected or revised again. 

Today is Monday October 
3, 1994 
I took the guineaipigs 
home on Friday. The 
guineaipigs are so cute! 
They like me. I mad them 
a salad and I had lots of 
fun. 

Figure 43. Tensions between student-teacher-centered editing, October, 

1994. 

It is clear what was going on in Noa's mind as she was re-writing 

this piece. In her first attempt she wrote "ginipig," representing the 

sounds in appropriate ways. When the teacher corrected the piece, she 
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crossed out the first three letters of N oa' s attempt and she wrote on top 

of it guinea. In re-writing her piece, N oa wrote "guineaipigs". Should 

the teacher be more careful when she corrects a student? I think that is 

a simplistic solution. In my opinion, N oa' s construction of the word 

"ginipigs" followed English orthographic patterns. In addition, Noa is 

concerned with the concept that guinea pig is two words that correspond 

to one animal in real life. However, since no discussion took place 

during the teacher's editing to differentiate between the two strategies 

used in English orthography, Noa copied and created a third option. 

Noa's second attempt (guineaipigs) is in my opinion worse than her first 

meaningful attempt (ginipigs). I think that this vignette about editing 

has a powerful message for teachers that believe in this type of 

correction: children will assimilate corrections, sometimes in ways that 

are not expected, with interesting results. 

There is another way to approach the issue of editing, and that is 

through the power of the genres themselves. Noa's poem and song 

writing genre were very important to her. During Noa's writing of a 

song, she used for the one and only time during the whole first grade, 
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the concept of going from a first draft to a final draft. I think that Noa 

realized that, in order to write a song or a poem, she needs to attempt 

more than one aesthetic option for her writing. She used a paper to 

write and then erased part of her first draft (see Figure 44). Only then 

did she copy it into the final draft (see Figure 45). 

Figure 44. Tensions between student-teacher-centered editing: Genre 

influences. First Draft, December, 1994. 
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Figure 45. Tensions between student-teacher-centered editing: Genre 

influences. Final Draft, December, 1994. 

To finish this chapter, I would like to return to Hall (1991), who 

writes about his concerns about literacy development. 

Whereas Ferreiro and Teberosky (1982) are interested in how 
young children view literacy as an object of knowledge, Harste, 
Woodward and Burke (1984) are concerned with how children 
view literacy as a process. They focus on how children 
understand literacy in a social sense--not just on how print 
works, but on the where, what, why and when of literacy in all its 
manifestations. (p. 6) 



169 

It was my intention throughout the whole analysis of this data to 

integrate both views about Noa's writings. In Chapters 4 and 5 in the 

analysis of Noa's genres according to forms and functions, I researched 

her writing primarily as an object of study. In this chapter, I integrated 

the view of writing as an object of study as well as writing as a social 

process. In my opinion, only the integration of both aspects gives us a 

powerful picture of literacy and multiliteracy development. 



CHAPTER 7 

IMPLICATIONS FOR TEACHING AND RESEARCHING 

MULTILITERACY DEVELOPMENT 
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This chapter is divided into the following sections: (a) the 

answers to the research questions, (b) the implications for teaching 

multiliteracy and for future research, (c) the complexity of literacy 

development, (d) literacy development in a multilingual setting, and (e) 

multiliteracy development in the home-school setting. 

The Answers to the Research Questions 

I repeat my research questions and answer each of them. 

1. What types of written genres does Noa develop? 

During the duration of this study N oa developed 25 different 

written genres raging from commercial worksheets and phonics patterns 

to journal and book writing. The genres were categorized according to 

the distinction bet~een language as an end in itself and language as a 
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means toward an end, inspired by Halliday's ideas of learning about 

language and learning through language (1979). It is important to note 

that genres related to language as an end in itself resulted in unauthentic 

writing and took place only in the school setting. Genres related to 

language as a means toward an end took place both at school and home. 

2. How does Noa use Hebrew, English and Spanish in her writing 

development? 

English is N oa' s predominant written language. Only 10% of 

Noa's writings were written in languages other than English. In the 

bilingual English/Spanish class, written language was not a priority for 

the teacher. N oa produces only 27 pieces of writing in Spanish. The 

teacher believed in a specific sequence of development in which oral 

language development in the second language is a prerequisite to reading 

and writing in that language. Since she did not consider her students to 

be capable in oral Spanish, she did not involve them in literacy in 

Spanish. There were no authentic purposes for Spanish writing at 

home. Therefore, Noa had no writing in Spanish at home. Noa wrote 

only six pieces in Hebrew. She believes that she does not know how to 
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read and write in Hebrew and that she needs formal instruction in order 

to learn how to do it properly. 

3. How does Noa use technology in her literacy development? 

Noa used the computer for two main reasons during this study: 

as a stylistic device, and as an ownership device. As a stylistic device, 

Noa understood that her letters, journals, etc. could become much more 

readable when they were written on a computer. As an ownership 

device, N oa used the computer to bring some new meaning to the 

phonic drills that she was asked to do as part of her assignment: instead 

of writing each word five times as a preparation for a spelling test, she 

discovered the used of the computer. By doing that, she shifted the 

purpose of the activity and in that way made it authentic for her. 

4. What kind of questions does Noa ask about language learning? 

N oa wondered aloud about language a great deal throughout this 

study. She often asked questions about spellings and other aspects of 

her language learning. Noa's questions about spelling changed from 

asking how to write a specific word to how to spell by providing her 

own hypothesis of possibilities. Although she did not write much in 
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Hebrew or Spanish, her questions showed continuous development of a 

deeper understanding of the Spanish and Hebrew orthographic system. 

Noa overgeneralizes in Hebrew the use of the letter "hei", a morpheme 

that represents the female ends of words and sounds /0/ in pot. In 

Spanish, she develops the difference between de el (his) and del (ot). 

She perceives language learning as something that should either be 

taught formally at school or as an immersion experience within the 

language and the culture. 

5. What types of tensions influence N oa' s writings? 

N oa' s writing development exhibited three types of tensions 

related to language learning, settings and editing. 

Language Learning: Between Invention and Convention 

The genres categorized as language as an end in itself that 

occurred in school, did not show any development throughout the year. 

In all the cases, there were no inventions visible in these pieces of 

writing. However, in the genres categorized as language as a means 
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toward an end, the tension between inventions and conventions were 

obvious and over time gave a clear sense of Noa's literacy development. 

Settings: Between Home and School 

The settings in which Noa wrote impacted her writings. All of 

the genres related to language as an end in itself were explored in the 

school setting only. However, very important relations between N oa' s 

writing experiences at home and in the school were found. 

Editing: Between Teacher Centered 

and Student Centered 

Noa's editing provides insight into teacher centered and student 

centered editing. Noa's assimilation and accommodation of the 

teacher's editing behaviors and her own student centered editing related 

to the needs of the genre. These editing tensions provided important 

insight for me as a researcher and educator. 
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M ultiliteracy 
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A number of key ideas about teaching and research in relation to 

multi literacy emerged throughout this study. 

1. Learners develop a variety of genres. Genres categorized as 

language as an end in itself do not provide very important insights about 

students' writing development. As I explained before, there is a debate 

between the direct teaching of "genres of power" to marginalized 

populations. It is clear from my research, that children achieve a 

variety of genres (whether they are "genres of power" according to the 

definitions of a group of researchers or not) by actively being involved 

in their own writing. Noa not only developed new genres from the 

activities in the classroom, but she assimilated them into her own 

concepts of written language. Therefore, teachers should expose and 

initiate students to a range of genres. Students should explore and 

research them within a community of learners and with an authentic 

purpose. Under these optimal conditions, students will research and 

develop a range of genres according to their needs and interests. On the 
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other hand, there is a need for more research on the different ways that 

teachers introduce and develop new genres into their writing curriculum. 

In N oa' s case it seemed as if most of her writing development was not 

perceived by the teacher. The teacher in our interviews was unaware 

that N oa used drafts in her poetry writing and she did not know that 

Noa generated scientific writing at home while she was playing. 

2. Teachers and parents should collaborate in serious ways in 

order to facilitate the development of multiliteracy. Whenever this 

happened in Noa's case, multiliteracy flourished. The communication 

between home and school was very good. From the beginning of the 

year, the teacher was interested in and used Noa's knowledge about her 

home and cultural background as a resource for the class. Noa was 

proud to show her Jewish identity throughout the year. She expressed 

her interests through writing, and presenting to the class about Jewish 

holidays or Jewish experiences. Noa knew that I was very interested in 

her writings. She would come home from school with a piece of her 

writing and tell her Mom that this paper is for "Daddy's book." On 

other occasions, she told a friend that they were going to write a book 
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together, that the book would be in "Daddy's book," and that she would 

become famous, too. It is clear that research has an impact on the 

informant's perception of the importance of their writings for others. If 

as a researcher, as a parent or as a teacher we cherish our informants' 

writings, they become conscious of their value. 

3. Technology is a powerful resource to use to enhance 

multiliteracy development. The computer became a catalyst for N oa' s 

multiliteracy development and allowed her to turn unauthentic 

experiences into authentic ones. The fact that young children are 

interested in the computer as a tool to further their exploration of 

languages should be taken into consideration while we design a 

classroom curriculum or a research proposal. I was unaware of the 

computer's power as a tool in the multiliteracy development of a first 

grader. I think that this study helps researchers and teachers to view the 

computer as an important resource. 

4. Students' questions about language should be encouraged. 

They are a strong indicator and a catalyst for students concerns. Noa's 

teacher was not very aware of Noa's wondering and wandering about 
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language at home. I think asking questions about language is crucial in 

order to integrate children's perception of language into the curriculum 

of the class. There is no question in my mind, that in a bilingual class, 

the students and the teacher should be engaged in talk about the 

languages they are learning to help answer children's questions. In my 

opinion, teachers should be kid-watchers. they should cherish and help 

developing better questions regarding multiliteracy development. As a 

teacher/researcher, the information gathered through informal interviews 

with children about their perceptions about the many written languages 

available in the world can become a window into the multiliteracy 

development process. 

5. Theoretical issues related to literacy and multiliteracy 

development should become a main focus in research, teacher education 

programs and bilingual multicultural education. Invention and 

convention, the relations between home and school, and student centered 

and teacher centered editing are important issues to explore in such a 

focus. 
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6. The distinction between informal observation and indepth data 

analysis needs to be considered. As a parent, I was very concerned and 

critical about Noa's first grade experience. After analyzing Noa's 

writing, I saw many things that I didn't appreciate prior to my analysis. 

As a participant observer and a researcher carefully analyzing data, I 

developed different understandings about N oa' s learning situation than I 

had as a parent. The analysis of the data provided me with a completely 

different perspective about the whole process. In Noa's case, the 

amount of different genres explored throughout the year, the impact of 

the school activities in Noa's writings, and the relationship between 

home and school were not initially obvious to me, but they became 

abundantly clear after the analysis. I was able to see positive influences 

on Noa's literacy development that were not very obvious previously. 

7. Case study methodology is an appropriate tool for this kind of 

research. Multiliteracy development reflects many different aspects of 

the writer, reader and the community. Case study methodology gave 

me the opportunity to explore the process as well as the products of 

Noa's writing. In addition, through informal interviews and data 
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collection, I was able to document Noa's awareness about languages. I 

cannot think of another method more useful and complete to investigate 

these issues than case study methodology. 

As I stated before, there were three important issues that I was 

interested in researching throughout the duration of the study: the 

complexity of literacy development, literacy development in a 

multilingual setting, and multiliteracy development in the home-school 

context. 

The Complexity of Literacy Development 

When we research a seven-year-old student's literacy 

development, we tend to forget that literacy is only one of the tasks in 

which the student is engaged during they year. Noa was developing not 

only literacy concepts throughout the year, but mathematical concepts, 

sociological concepts, and many other concepts about the world. In this 

complex patterns of cognitive development, literacy is only one aspect. 

In Noa's case, literacy development is clearly affected because of the 

presence of three languages: Hebrew, Spanish and English. Throughout 
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of the study, it was abundantly clear that N oa was dealing with issues 

regarding spelling, orthographic patterns, genres, etc. not only in 

English but in the other three languages as well. She was wondering 

about spellings not only in English, but in Spanish and in Hebrew, even 

though she wrote in the latter two languages infrequently. These facts 

show how well human beings can deal with languages and especially 

with ambiguity in language and language learning (Goodman, 1996). 

The implications of this particular issue is that researching the 

development of reading or writing without addressing the other 

components on a student's development underestimates the complexity 

of the student's development. Children are dealing simultaneously with 

different semiotic systems and development of ideas in the different 

areas. We as researchers, need to understand and emphasize this fact. 

Literacy Development in a Multilingual Setting 

For many years there has been a "dilemma" surrounding 

bilingualism in early childhood. McLaughlin (1984) stated three basic 

positions about early bilingualism: the maximalist position, the 
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minimalist position and the intermediate position. In my opinion these 

researchers underestimate the capabilities of children to develop more 

than one language. They are afraid that learning two languages is going 

to be confusing for the child. My study shows that Noa wonders about 

many complex issues related to all the languages in her life and that her 

questions have a positive impact on her multiliteracy development. 

Multiliteracy Development in the Home-School Setting 

The need for a multiliteracy agenda in education has been evident 

for many years. In many ESL classes, students come from different 

countries, using different languages in the school setting. In the school, 

English tends to be the only language of instruction. In bilingual 

settings, the teacher and the children share the two languages that are 

used in the school and in the home. But, as in Noa's case, sometimes 

children speak more than two languages. In Noa's class there was 

another student, a Native American child, that spoke Tohono Q'odham 

at home. The multilingual nature of many classrooms raises interesting 

questions to be answered by teachers and researcher. How can I 
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promote the languages that the children speak, and perhaps can read and 

write, although I am not able to speak, read, or write them? Do I need 

to be bilingual in order to teach in a bilingual program? 

Yetta Goodman says that a teacher that knows about language 

development and language learning and teaching does not need to be 

bilingual in order to teach in a bilingual class. At the beginning I 

thought that this statement was unclear. But using N oa' s classroom as 

an example, in which the teacher knows English and Spanish, it is easy 

to conclude that her ideas of a bilingual class are very limited and she 

never attempted to further N oa' s interest in Hebrew development. I did 

not find even one example in which the teacher asked Noa to bring a 

Hebrew book to the class for her to show or to read to the children. 

Her teacher showed no interest in the Hebrew alphabet, etc. It is my 

opinion that teachers have many opportunities to further student's 

interest in their own native languages. I think that a good ESL teacher 

should ask her students to bring children's books to school that represent 

all the languages that they speak. The teacher could ask parents to 

come to the class to read from these books to the students. The children 
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could start a diary in their native language in order to further their 

multiliteracy development. The teacher, may not be able to read the 

diary or books. However, if he or she would encourage children to 

share their home languages, to involve the home if appropriate, and to 

show interest in the results, that would interest further the students' 

range of experiences with their native language. 

Multiliteracy development is a challenging topic to research. 

However, it seems to be one of the least unresearched topics in teacher's 

education programs. Noa's research has helped me realize that a 

knowledge about multiliteracy learning and teaching are important to 

enhance students' multiliteracy development. 

Let me finish with the following language story about Noa's 

multiliteracy. N oa was asked by her new teacher in her new school in 

Overland Park, Kansas to write something about herself completing the 

following sentence starter: "I am special because ... " Noa wrote the 

following sentence: "I am special because 1 know how to read and 

write in many different languages." 
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