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ABSTRACT 

My purpose for this qualitative study was to investigate teachers' participation in a 

collaborative staff development program designed to facilitate reflections about literacy-

related beliefs and practices. It involved three teachers and a researcher in a four-month 

Reflective Staff Development Program (RSDP). The RSDP inquiry illustrates the shifts 

that occur in teachers' reflective language and practice. 

Three case studies were developed, requiring sorting through the teacher-

participants' literacy-related beliefs and practices in three research phases: 

1. Asking the question: What are the teacher-participants' beliefs and practices in 

relation to their literacy instruction before, during, and after the RSDP? 

2. Conducting the fleldwork using a constant comparative analysis within the RSDP. 

3. Analyzing and interpreting the data to find answers to the question. 

During the RSDP, the teacher-participants revealed literacy-related beliefs and 

practices within four activities: autobiographies, interviews, group reflective sessions, 

and literacy lessons. These activities are the data sources, which were analyzed and 

resulted in the creation of a matrix for each teacher. 

The matrices showed that, throughout the RSDP, the teachers expressed language 

or behaviors with new perspectives, termed as "moments of realization." The horizontal 

matrix dimension is a picture of two extreme perspectives in the teacher-participants' 

beliefs and practices, the skills, and constnictivist models. The perpendicular dimension 

depicts the teachers' discourse as questioning or not questioning. The plots illustrate 

their shifts in beliefs and practices. 
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Further analysis of the teachers' interactive discourse demonstrated that their 

group discussions exhibited common characteristics, which contributed to their shifts: 

1. The teacher-participants demonstrated moments of realization that included four 

types of verbal interactions: discussion of a literacy-related belief and/or practice, 

discomfort about the belief and/or practice, the moment of realization, and 

discussions justifying the changed perspective. 

2. The teacher-participants' RSDP process demonstrated three periods: 

"introductory," "breakthrough," and "empowerment." 

3. The teacher-participants' shifts moved in a non-linear direction after observing 

the videotaped literacy lessons. 

The findings suggest that this inquiry contributed to the teacher-participants' 

consideration of alternative perspectives and implementation of revised reading 

instructional practices. These results support the idea that school leaders should 

implement in-services, such as the RSDP, to improve communication to enhance 

instructional practice. 



CHAPTER I 

TEACHERS TALKING AND LISTENING TO ONE ANOTHER 

The sound of your voice: 

Not the sound your friends know 

or the sound of a tape played back 

but your voice 

caught in the dark cathedral 

of your skull, your voice heard 

by an internal ear informed by internal abstracts 

and what you know by feeling, 

having felt. It is your voice. 

—Thomas Lux (1997) 

Imagine feeling mentally exhausted after a full day of teaching a group of 

energetic children who naturally quest to leam everything about their world. Then, 

picture ending the day at an in-service presentation that prescribes a reading instruction 

program coined as "the new, enlightened manner of teaching children how to read." 

After listening to the general overview of the program, you sense an air of 

disappointment in the room. The supposed "new" reading methods and strategies are 

very familiar; only the packaging labels of the publisher, coupled with a new group of 

presenters, seems unique. 
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Listening to the presentation, you have a growing desire to ask questions, such as: 

What is the research base for this program? Have these people taught idndergarten 

students like mine? What are the other teachers thinking? What changes are needed to 

implement these practices in my classroom? But, instead, you stay silent. Perhaps you 

have learned from past experience not to call attention to your concerns about the 

implementation of various reading strategies—afiter all, being a team player is critically 

important. Finally, you are comforted with a personal reminder: control is in the hands of 

the teacher behind closed classroom doors. 

This scenario is a composite of perspectives from elementary teachers who were 

asked to describe in-service presentations they perceived as unhelpful and non-

supportive. Such common in-service experiences send a clear message of the serious 

need to change the way we instruct teachers, a message staff developers, administrators 

and policy makers would do well to heed. Teachers are interested in doing more than a 

continuous review of literacy instructional strategies. They want time to reflect, with 

peers, on why these practices are important. They need the opportunity to recognize how 

beliefs about literacy practices are related to strategies used in the classroom. 

This dissertation is a study of three primary teachers as they participated in a 

Reflective Staff Development Program (RSDP), which was designed to incorporate 

research method with a collaborative teacher inquiry model. The overarching research 

question is: 

What are the teacher-participants' beliefs and practices regarding literacy 

instruction? 
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To answer this question I observed, recorded, analyzed and described the perceptions of 

three bilingual primary grade teachers regarding their beliefs and practices related to 

literacy. The RSDP fieldwork setting was designed to encourage teacher-participants to 

observe and reflect on their professional efforts with peers. The remainder of this chapter 

reviews the background of the study, justification for the study, statement of the problem, 

procedure for collecting and analyzing data sources, and significance of the study. 

Background of the Study 

The RSDP is primarily built from the research of Richardson and Anders (1994). 

They developed the Reading Instruction Study (RIS), which was a collaborative program 

that studied teachers' beliefs and practices related to reading instruction. In contrast to 

other types of staff development programs, such as extemally driven and teacher driven, 

the collaborative program apparently increases teachers' reflective disposition and 

awareness of beliefs (Richardson & Anders, 1994). The RIS was found to be highly 

effective because it included "dialogue in a trusting atmosphere among individual 

teachers and staff developers, as well as among groups of teachers" (1994, p. 211). 

The present inquiry on teachers' beliefs and practices is based upon two important 

assumptions. The first assumption is that beliefs about how children become literate 

influence the quality of literacy learning environments. The effort teachers expend on 

instruction depends both on the perceived value of the curricular content and on the 

teachers' experiences with the students (Nespor, 1987). Teachers who can identify their 
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beliefs will evaluate and recognize the affective factors that influence their instructional 

decisions (Green, 1971; Schon, 1983). Pajares (1992) asserts: 

Dewey (1933) described belief as the third meaning of thought, "something 
beyond itself by which its value is tested; it makes an assertion about some matter 
of fact or law" (p. 6). He added that the importance of belief is crucial, for "it 
covers all the matters of which we have no sure knowledge and yet which we are 
confident to act upon and also the matters that we now accept as certainly true as 
knowledge, but nevertheless may be questioned in the future" (p. 6). 
Conceptualizing it thus, might not Descartes have concluded that we are, not so 
much because we think, but because we believe (or perhaps reflect)? (p. 313) 

According to Anders and Guzzetti (1996), "as beliefs and practices are considered and 

sometimes questioned, teachers are better able to more deeply and objectively think about 

what is being done" (p. 161). 

The second assumption is that teachers enhance their understanding of practice 

within collaborative group discussions on professional beliefs (Klassen & Short, 1992). 

Teachers' awareness of their beliefs is essential, as these beliefs influence curricular 

knowledge, implementation of practices and decisions involving practices with children. 

Tobin and Jakubowski (1992) suggest that educators establish a community of reflective 

practitioners when they openly deliberate on what knowledge is of most worth. Fullen 

(1991) concurs, stating. 

There is a strong body of evidence that indicates that other teachers are often the 
preferred source of ideas. On the other hand, the evidence is equally strong that 
opportunity to interact with other teachers is limited, and when one or more 
teachers do initiate good ideas, it requires the support of others if the ideas are to 
go anywhere, (p. 55) 

These two assumptions influenced the design of this inquiry. The study took place within 

a fleldwork setting that was developed from a collaborative staff development model, the 

RIS, with the intention of forming a community of reflective teachers. The Reflective 



Staff Development Program encouraged the teacher-participants to collaboratively 

reconsider instructional beliefs that impact children's literacy development. 

17 

Justification 

If many theorists agree that "understanding belief structures of teachers and 

teacher candidates is essential to improving their professional preparation and teaching 

practices" (Pajares, 1992, p. 307), why are there few staff development programs that ask 

teachers to reflect on their beliefs and practices? Currently, most staff development 

programs are designed to provide teachers with knowledge of how to implement 

innovative literacy instruction (Fenstermacher, 1979). This knowledge input philosophy, 

or 'top down' approach, is supported by some researchers and staff developers (Pajares, 

1992). 

Yet, teaching caimot be reduced to the technical process of learning subject matter 

(Ross, Comett, &. McCutcheon, 1992). Many studies now support the theory that there is 

a strong connection between teachers' beliefs and practices. For example, Ernest (as 

cited by Pajares, 1992) observed that, although two teachers carried a similar knowledge 

on the subject of mathematics, they demonstrated differences in choosing how to teach. 

Ernest concluded that the teachers' different choices in practice occurred due to the 

powerful influence of their professional beliefs. There is growing agreement among 

theorists (Fenstermacher, 1978; Richardson & Anders, 1994; Ross, Comett, & 

McCutcheon, 1992) that teachers should be given the opportunity to reflect on 

professional beliefs in addition to learning practical and theoretical knowledge. 



Statement of the Problem 

To address the central question of this inquiry—What are the RSDP kindergarten 

and first-grade teacher-participants' beliefs and practices regarding literacy 

instruction?—the research is framed by the following sub-questions: 

1. What are teacher-participants' reported beliefs about their students' literacy 

before, during and after attending the RSDP? 

2. What are teacher-participants' literacy-related practices before, during and after 

their participation in the RSDP? 

Procedure for Collecting and Analyzing Data 

I used a qualitative case study method for this inquiry. A case study is a focused 

set of investigations in a bound system (Wolcott, 1995). The bound system in this 

inquiry was the participants' reflections about their beliefs and literacy-related practices. 

Bogdan and Biklen (1992) state that a qualitative study provides an understanding of 

events and interactions of ordinary people in particular situations, such as the RSDP 

fieldwork setting. 

The three teacher-participants taught kindergarten in the same bilingual school. 

Throughout the RSDP, they engaged in professional development activities—interviews, 

observations and group conversations—^while I systematically collected field data from 

these activities. The field data were analyzed utilizing various case study and participant 

observation techniques that are described and reported in chapter 3. 



Significance of the Study 

Teachers often report spending numerous hours in staff development meetings 

they judge as irrelevant to their teaching experiences. The experience may be perceived 

as negative because their beliefs about theory and practice are not recognized. Fullan 

(1991) states that teachers are not provided the means to reflect on their work due to 

inadequate time, energy and access to quality information. It seems that typical staff 

development programs are designed to meet administrative agendas rather than teachers' 

needs. 

Roth (1989) suggests, "inquiry-oriented education is essential to the preparation 

of reflective practitioners" (p. 33). Learning the subject matter and using methods 

without reflecting about them is "substance without form, and reflection without 

knowledge is form without substance" (p. 33). Instead of using teachers' beliefs, 

knowledge and practical experience to direct professional development programs, 

teacher-educators often provide instructional activities that are at times not optimal for 

classroom practice. Schools need to provide programs where teachers can work together 

as reflective practitioners for the purpose of implementing literacy practices that facilitate 

students' academic development. 

Conclusions 

In conclusion, this dissertation presents a setting, the RSDP, which encourages 

teachers to become reflective practitioners. Within this setting, qualitative research 

methods are used to describe the literacy-related beliefs and practices of three bilingual 
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primary teachers. The RSDP and the methods are grounded on a research framework that 

facilitates teacher-centered inquiry based on the assumption that belief systems are at the 

center of our behavior. 

Chapter 2 presents a literature review of theories concerning belief systems, 

teachers' reflections on their own beliefs, and emergent literacy-related practices. Many 

researchers agree that reflecting about practices helps teachers to become aware of 

implicit assumptions they carry about students' literacy development and leads to an 

examination of beliefs that are connected to classroom instruction (Ashton & Webb, 

1986; Bunting, 1986; Nespor, 1987). Teachers who can identify and describe their 

beliefs and practices are better able to make sound instructional choices. 

Chapter 3 reviews the qualitative method used to establish collaborative teacher 

support systems. These systems encourage the teachers to discuss their ideas surrounding 

their literacy beliefs and practices. A vital part of this qualitative approach was 

implementation of the RSDP setting, in which I monitored, recorded, and analyzed the 

teachers' literacy-related beliefs and practices. 

Chapter 4 presents matrices that track each teacher-participant's discussions 

regarding literacy-related beliefs and practices throughout the RSDP. The plots on the 

matrices illustrate these discussions as each teacher engaged in the various reflective staff 

development activities, including questioning, including questioning strategies with 

peers. The matrices indicate that the teachers experienced non-linear changes over the 

course of the RSDP. 
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Chapter 5 presents further findings surrounding the teachers' shifts in beliefs and 

practices related to literacy. Two perspectives, reviewed in the chapter, illustrate the 

process of how the teacher-participants made these shifts. One perspective considers the 

teachers' group verbal interaction before, during, and after each moment of realization, a 

pivotal moment in time in which the teachers exhibited changed discourse. The second 

perspective examines four group dynamics that contributed to the teacher-participants' 

shifts in their beliefs and practices: their discourse while observing the videotaped 

lessons, the staff development process, their discourse roles and the non-linear nature of 

their process of change. 

Chapter 6 is a conclusion to this dissertation. It first summarizes the qualitative 

case study approach of this inquiry. It describes the process of collecting and analyzing 

data, developing findings and presenting the conclusions on the findings about the 

teachers' literacy-related beliefs and practices. Chapter 6 reviews the purpose for 

implementing the RSDP, the rationale for the RSDP, and the RSDP activities. Finally, 

the methodological and practical implications for conducting further research using the 

RSDP, which include conclusions and recommendations for future teacher education and 

beliefs. 



CHAPTER 2 

LITERATURE REVIEW OF TEACHER BELIEFS, STAFF DEVELOPMENT 

PROGRAMS AND PRACTICES RELATED TO EMERGENT LITERACY 

It does not make sense for teachers to use instructional 

practices that they do not believe in. It's more a matter 

of trying out different ideas and instructional practices. 

When I go through a staff development program, I use 

what works. I try to integrate the new practices with 

mine. But if the practices do not work, I let the 

practices go. 

RSDP Data-I, V 1, p. 3 

This literature review presents theories concerning belief systems, teachers' 

reflections on their own beliefs, and emergent literacy-related practices. Early theoretical 

work, and recent research on the connection between beliefs, behavior, knowledge and 

emotions, provides compelling evidence of the need to implement staff development 

programs that facilitate critical thought among teachers. By writing or relating their 

experiences to others, teachers reaffirm and modify their beliefs, creating new stories 

about their professional experiences. These stories describe the challenges of 

implementing quality emergent literacy instruction, and disclose beliefs about their 

professional knowledge and practice (Cormelly «& Clandinin, 1995). Bandura (1986) 
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execute a particular task, which make them the strongest predictors of motivation and 

behavior. If this is so, self-efficacy beliefs are strongly linked to teachers' choices in 

practices. Staff development programs, such as the RSDP in this study, are designed to 

encourage teachers' reflections of how those beliefs are linked to their current 

professional practices and to their exploration of new practices. 

Teacher Beliefs 

According to Rokeach (1968), belief systems are created through a symbiotic 

relationship between actions, knowledge and feelings. The connection between beliefs 

and behavior can be seen as having three major components: (a) the behavioral 

component, the belief that is translated into and developed by social activity; (b) the 

cognitive component, the belief that is influenced by knowledge; and (c) the affective 

component, the belief that is aroused from emotions (1968). These theories about beliefs 

and their influence on behavior are drawn from the fields of sociocultural psychology, 

philosophy and education. 

Beliefs Developedfrom Social Activity 

Beliefs about what we do impact our perceptions of what we think we are doing, 

coloring "not only what individuals recall but how they recall it, if necessary distorting 

the event recalled in order to sustain the belief (Pajares, 1992, p. 317). Thus, our beliefs 

are influenced by the maimer in which we perceive why and how we act (Mele, 1997). 

The sociocultural theory of cognitive development (Vygotsky, 1978) suggests that beliefs 
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grow from dialectical thoughts about our daily activities. Vygotsky (1978) explains that 

every developmental process takes place as a result of contradictions, the negation of the 

"thesis" by its "antithesis." This leads to the emergence of novel forms of behavior (Van 

der Veer & Valsiner, 1991). 

Further, comprehension of ideas or events occurs when one participates in social 

activities (Wertsch, 1985). Pierce (as cited by Misak, 1991) suggests that we not only 

need to think alone but also to think collaboratively with peers, and he emphasizes the 

importance of social interaction, asserting that "'absolute' truth would be the settled truth 

of the community of inquirers" (p. 54). The social experience becomes a mental thought, 

which is created from reflections about the language, objects, social and historical context 

of the setting. Richardson (1994) broadens die social theory of beliefs and behavior, 

stating, "beliefs are an individual's understanding of the world and the way it works or 

should work, may be consciously or unconsciously held, and guide one's actions" (1994, 

P-91).  

Beliefs Developedfrom Knowledge 

Research on beliefs distinguishes between those beliefs built from teachers' 

professional knowledge and those built from their practical knowledge. Schon (1983) 

elaborates on these two types of knowledge that influence beliefs: (a) systematic 

professional knowledge is scientific, standardized, specialized and firmly bound; and (b) 

practical knowledge is commonsense based and resembles action without thought. 

Practical knowledge is utilized to create actions based on prior experience. 
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Philosopher C. S. Pierce (as cited by Misak, 1991) recognizes the value of beliefs 

built from practical knowledge. His ideas impact instructional trends that ask teachers 

and students to reflect on their learning process. Pierce's pragmatic theory states that 

belief systems are a product of dialectical thinking: 

Pragmatic theory characterizes inquiry as the struggle to rid our selves of doubt 
and achieve a state of belief An inquirer has a body of settled beliefs, a set of 
beliefs that are, in fact, not to doubt. Beliefs in this body, however, are 
susceptible to doubt, if prompted by some positive reason, such as a surprising 
experience, (p. 47) 

Within the dialectal process, we engage in inquiry to reconstruct our beliefs after we cast 

doubt on those existing beliefs. New beliefs emerge when we reflect and react to the 

practical knowledge gained from surprising experiences. 

Beliefs and Emotion 

Beliefs are influenced by emotions that occur from cognitive reactions to social 

experiences (Van der Veer & Valsiner, 1991). Classical philosopher Descartes (as cited 

by Misak, 1991) defines emotion and feeling as natural responses to the body's 

physiological changes. Developmental theorists (Piaget, 198l;Zajonc, 1980) suggest 

that emotions are an integral part of peoples' beliefs and are influenced by the 

consistency or discrepancy of the knowledge gathered. Gaskins (1996) writes. 

If there is a discrepancy between an experience and an activated belief, from our 
belief system, we experience what we recognize as a negative emotion. To 
eliminate the negative feelings, we must resolve the discrepancy. This involves 
some sort of action that rejects all or some of the incoming, discrepant 
information —thereby upholding the belief and belief system, or a course of 
action that rejects or alters the corresponding belief—thereby leading to 
modifications in the belief system that enhance our capacity to function 
effectively in the world, (p. 389) 
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Conversely, if new information is consistent with a belief system, the experience, 

knowledge and emotions surrounding the beliefs will be positively enriched. 

Vygotsky (1978) suggests that contemplation on personal emotions can assist an 

individual to recognize beliefs related to thoughts. Vygotsky's findings on the 

connection between emotion and beliefs are based on the assumption that emotions are 

developmental; that is, there are qualitative differences in human emotions that develop 

from an individual's history of experiences. For example, adult anger is assumed to be 

qualitatively different than a child's anger. This suggests that emotions require higher 

levels of thought rather than remaining dependent on unconditional behavior. 

Teacher Beliefs and Staff Development Programs 

Recent research into belief systems has resulted in staff development strategies that 

utilize reflective thinking to examine teachers' literacy practices. Three staff 

development programs contributed to creating the Reflective Staff Development Program 

(RSDP): 

1. Richardson and Anders' (1994) program, which examined beliefs discussed in 

collaborative meetings between teachers and researchers; 

2. Connelly and Clandinin's (1995) model, which studied teachers' narratives about 

their professional beliefs and experiences; and 

3. Birchak et al. (1998) study group program, which analyzed ways in which 

teachers collaboratively answer questions about their beliefs and practices. 
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Beliefs and Teacher-Researcher Collaboration 

Richardson and Anders (1994) wrote Teacher Change and the Staff Development 

Process: A Case Study in Reading Instruction (RJS) as an interdisciplinary effort, 

conceived by educators from multiple fields of education. University of Arizona faculty 

members Richardson and Anders (1994) designed the RJS to investigate "the degree to 

which teachers use current research knowledge of literacy and of the factors that prevent 

them doing so" (Office of Educational Research and Improvement, 1986, p. 5). A 

reading specialist, Anders invited Richardson into her effort to create the case study on 

teacher education and knowledge of "reflective practice." Their cooperative efforts have 

since influenced theories about teacher instruction. 

The meetings. The RJS staff development meetings first began as lectures in 

which the staff developers presented a list of research-based reading practices (Lloyd & 

Anders, 1994). However, researchers quickly realized that by shifting the meeting 

content to the teachers' concerns, the teachers appeared to be more engaged. When given 

the option, the teachers chose not to use the staff developers' list and instead created dieir 

own list of practices. 

The researchers suggest three reasons that teachers should make their own 

meeting agendas (Lloyd & Anders, 1994). First, the original meeting agenda based on 

the staff developers' list was impractical for the teachers. The teachers needed to observe 

the instructional methods within the context of their classrooms. Second, the teachers' 

literacy-related theoretical stance was different from the theoretical stance in the 
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literatiire, causing poor communication. Third, the teachers' interests and concerns 

differed from the intention of the staff development program. The teachers were 

interested in assessment while the staff developers planned on presenting a list of 

instructional practices. 

Practical arguments. While various reflective staff development programs take 

on a unique style of their own, Fenstermacher (1994) suggests that teachers need 

reflective discussions that include practical arguments, that is, a method to guide 

teacher's reflections about their beliefs and practices. Below is a summary of die four 

essential premises that make a complete practical argument (Fenstermacher, 1994): 

(a) The value premise, in which the teachers describe the benefits that can be derived 
from a given activity; 

(b) the stipulative premise, in which the teachers support their actions, or make 
meaning, within the context of their behavior; 

(c) the empirical premise, in which die teachers state a claim or idea about why the 
world is what it is. The importance of the empirical premise is diat the teachers 
can test their claims; and, finally, 

(d) the situational premise, in which the teachers describe the context of their 
activities, (p. 33) 

Although the RIS model encouraged teachers to engage in practical arguments as 

they reviewed their videotaped teaching behaviors, other researchers do not use the 

practical argument (Connelly & Clandinin, 1997; Hoover, 1994; Klassen & Short, 1992; 

Moore & Lalik, 1992), suggesting that it is difficult to separate beliefs from theory, 

knowledge, and practice. .Pendlebury (1993) warns that a complete practical argument, 

although appearing to be logically and materially sound, may still not be empirical. 



Sometimes we act and reason based on ignorance or myths about teaching strategies, 

rather than basing beliefs on empirical theory. 
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Beliefs and Teachers' Written Stories 

Like the Ilichardson and Anders (1994) beliefs inquiry, studies of written 

reflections engage participants in a variety of reflective activities, i.e. interviews, 

meetings and videotaped observations. The Connelly and Clandinin study (1988), for 

example, reveals the connection between teachers' written stories and their beliefs about 

practices. 

The Connelly and Clandinin study. Connelly and Clandinin (1995) examined 

teachers' written reflections of their practical and theoretical beliefs, and they suggest 

that this writing effort facilitates the creation of modified practices that eventually are 

implemented. Thus, they posit that recognizing one's own beliefs about practice 

influences the instructional setting (1995). Although Vygotsky suggests that writing 

impacts cognitive thought more than listening, reading and speaking (Wertsch, 1985), 

current research on beliefs seldom makes a distinction between verbal and written forms 

of reflective discourse. Thus, Cotmelly and Clandinin's beliefs studies analyze written 

and verbal texts in the same fashion. 

In order to conceptualize the teachers' practice, Connelly and Clandinin (1997) 

studied their written stories. The stories reflected uncertainty, discontinuities, and 

tensions the teachers experienced as they worked. The researchers discovered that 
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teachers developed new meanings about practice as a result of writing their stories, which 

led them to consider new directions in their professional effort: 

As we saw in their stories, they came to see teacher education as an ongoing 
process of inquiry in which there was a continuous dialogue between theory and 
practice, between themselves and children, between their pasts their present and 
their future. (Clandinin, 1993, p. 193) 

Beliefs Within Teacher Study Groups 

Other beliefs studies within a collaborative study group setting focus on teachers' 

verbal, rather than written, stories. The study group is a social setting where teachers 

collaboratively "think through their beliefs, share ideas, challenge instructional practices, 

blend theory with practice and identify professional and personal needs" (Matlin & Short, 

1991, p. 68). Moore and Lalik (1992) examined teachers as they discussed personal 

stories about literacy instruction. Klassen and Short (1992) examined the study group in 

which "teacher knowledge is recreated collaboratively by all participants so that all are 

producing and using knowledge" (p. 341). Both sets of researchers suggest that the basis 

for understanding professional beliefs and practices occurs through living, tellmg, 

retelling, and reliving professional stories. 

The Moore and Lalik study. Moore and Lalik's study (1992) suggests that 

teachers' abilities to share their stories in a group setting vary, but all are able to learn to 

listen with an open point of view. They suggest that teachers' stories provide a historical 

context of their professional experiences that leads to mutual empathy for each other's 

challenges. Over a 15-week study period, the stories emerged from the following 
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activities: (a) shared experiences about reading as a focus of instructional practice, (b) 

responses to a questionnaire on the development and process of reading, and (c) 

reflections about the questionnaire using a story format (1992). 

The teacher-participants were encouraged to imagine constructing a literacy-rich 

environment within the classroom. They worked collaboratively in small groups to 

review methods, recognize student and teacher roles, develop an engaging learning 

environment, and envision student-centered classrooms where the teachers learn with the 

students. Questions about children's literacy development were addressed as the 

participants were challenged to create the ultimate literacy-leaming environment (Moore 

& Lalik, 1992). 

After analyzing the teachers' storytelling, Moore and Lalik (1992) concluded that 

teachers focused on the meaning of knowledge, comprehension and the process of 

learning to read. As the teachers discussed these ideas, their professional and personal 

perspectives about literacy emerged. For example, one teacher-participant "conveyed her 

perspective on learning to read by telling a story about interactions with her 

grandmother" (1992, p. 327). 

The Birchak study. Birchak, Connor, Crawford, Kahn, Kaser, Turner, and Short 

(1998) developed a study group program which was designed to provide a safe learning 

setting in which teachers could voice their beliefs honestly in order to answer questions 

about their practices. The study groups began with a broad focus on literature and 

literature-based approaches in the classroom. As the teacher-participants examined their 
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professional histories, the researchers studied the dynamics of the group through their 

participation roles: (a) the teachers' roles of sharer, risk-taker, supporter/listener, 

questioner, summarizer/clarifier, suggester, presenter, reflector, timekeeper, expresser of 

disequilibria, and humorist; and (b) the facilitators' roles of sharer, supporter/listener, 

questioner, summarizer/clarifier, negotiator, humorist, and community builder (1998). 

As the researchers reflected on the meetings, they worked with a few interested 

teacher-participants to create categories and themes drawn from the teachers' discussions 

(Birchak et al., 1998). Ironically, the conflicting voices of the participants facilitated the 

collaborative study group. The five categories that emerged from analyzing the group 

discussions (Klassen & Short, 1992) are summarized as: 

1. Building community and relationships with communication and understanding. 

2. Increasing professional knowledge by listening to one another's connections of 

theory and practice. 

3. Experiencing learning as a continuous process within the study group and taking 

that experience into the classroom. 

4. Feeling that all participants are equally important in the process of becoming 

reflective practitioners. 

5. Experiencing evaluation as a process in learning. 

The collaborative effort encouraged the participants to critique one another's literacy-

related beliefs and practices within the study group process (Birchak et al., 1998). 

In summary, these three forms of staff development programs reviewed for this 

dissertation utilized verbal, written, and collaborative group discussions on teachers' 



beliefs and practices to promote new directions in literacy instruction (Birchak et al., 

1998). These programs invite teachers to "contemplate ethical and political concerns 

relative to instructional planning and implementation" (Klassen «& Short, 1992, p. 5). 

These studies suggest that teachers who attend staff development programs, that 

encourage reflective inquiry, move beyond thinking about their competency in practice, 

and recreate professional choices, goals and dreams. 

Early Childhood Theory and Practice Related to Literacy 

Current emergent literacy-related theories and practices are built from 

philosophies that date back to the early 1500s, when Martin Luther suggested that all 

children should become literate. According to Anders and Guzzetti (1996), literacy-

related beliefs and practices have developed from two dichotomous theories about how 

children learn and develop language. One extreme is the behaviorist perspective (skills 

model) and the other extreme is the rationalist perspective (constructivist model) (Anders 

& Guzzetti, 1996; Hadley, 1993). 

The behaviorists suggest that learning involves the strengthening of associations 

between a stimulus and a response through environmental reinforcement (Hadley, 1993). 

Scientific "observable" studies on animal and human behavior led behaviorists to 

conclude that the newborn infant's mind is similar to a tabula rasa, or blank slate 

(Chastain, 1976). Thus, the theory suggests that learning occurs through conditioned 

responses, also known as responses to stimuli (Skinner, 1957). Classic examples of 
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conditioned response learning are skills, drills, and practice. The assumption is that as an 

individual repeatedly practices a skill, their behavior becomes more sophisticated. 

In the skills model it is the teachers' responsibility to transfer important 

information from books, curricula and exams into the minds of the students. Literacy 

instruction stresses the mastery of skills and assumes knowledge is leamed sequentially. 

Language and learning occurs by over learning (Bloomfield, 1942), and mastery is 

evaluated by student accuracy when responding to questions in prescribed ways (Anders 

& Guzzetti, 1996). 

In contrast, the rationalist theoretical perspective supports the constructivist model 

of literacy-related beliefs and practices. The constructivist teacher "honors and celebrates 

the questions students ask" within literacy-rich investigations that include contextually 

imbedded instruction of skills (Anders & Guzzetti, 1996). The classroom is perceived as 

a community of learners who engage in mental, physical, and spiritual transactions to 

better understand their world. The materials and resources used in those investigations 

are collected from the children, their families and the community. 

Constructivist teachers seek to respect each child's learning process (Piaget, 

1976). This has given rise to strategic studies of children's academic growth for the 

purpose of developing a curriculum that connects students' home and school knowledge. 

The children's growth is recorded in portfolios comprised of selected works that reveal 

each child's learning experience, hard work, and personal interests of study. 

The rationalist theory is supported by constructivist educators who promote 

children's social communication and assume social interaction is connected to the 
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development of most mental processes (Vygotsky, 1978); the development occurs in 

stages, as chronicled by Piaget (1976). It should be noted that the theories in this 

literature review are presented in a rationalist theoretical framework of language and 

learning, influenced by my constructivist belief of how children learn; a behaviorist 

interpretation of the same theories would present practices that look like a skills 

instructional model. 

The theoretical framework of this chapter is built on the work of three scholars 

who have shaped literacy-related theories and practices through their attempts to shed 

light on human cognition: 

1. The Sociocultural Perspective of Vygotsky (1978): literacy is learned through the 

children's experiences with verbal and social interactions within the home and 

school environment; 

2. The Chomskian (1986) perspective: young children learn and manipulate 

language (literacy) through an irmate understanding of how language is 

structured; and 

3. The Piagetian (1976) perspective: literacy is acquired through the developmental 

stages of cognitive structures and processing. 

The following language-based approaches and practices are integrated throughout the 

theoretical framework of this chapter: (a) Fimds of Knowledge (supported by 

Vygotskyian theory), which connects the home and school knowledge; (b) the project 

approach (supported by Chomskian theory), which implements the authoring cycle; and 

(c) child-centered portfolio assessments (supported by Piagetian theory). 
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Vygotskian Theory of Emergent Literacy 

Schools fail to meet children's literacy learning needs in part due to the difficulty 

in implementing student-centered studies, choosing instructional topics based on 

students' interest and utilizing students' home language to facilitate instruction. One 

challenge lies in training and supporting bilingual and culturally sensitive teachers. 

Theorists Moll and Greenberg (1990) present Funds of Knowledge curricula that 

recognize home and school networks, a phenomenon that can be used to facilitate and 

enrich school learning experiences. The networks studied by Moll and Greenberg (1990) 

examine learning relationships between the students, parents, teachers, and community 

members, and are based upon two of Vygotsky's (1978) theories: (a) Zone of Proximal 

Development (ZPD), which presents itself in any social relationship where "children 

come to leam adult meanings, behaviors, technologies, in the process of collaboration" 

(Tudge, 1990); and (b) Semiotic Mediation, the mental manipulation and inquiry of 

experiences that occurs as an individual engages in social activity. 

Zone of Proximal Development (ZPD) 

The Zone of Proximal Development (ZPD) is the distance between children's 

actual development level and their potential problem-solving ability developed through 

the guidance of more capable peers (Vygotsky, 1978). Educators use the ZPD as a gauge 

to scaffold children while they leam new concepts. First, the teacher recognizes the 

students' background knowledge; then, the instmction of new concepts is built from the 

students' independent abilities. Instructional practices are selected based upon each 



student's need for guidance or practice, a process necessary for reaching her or his full 

potential in the comprehension of new concepts. Figure 2.1 depicts the lower and higher 

end of the ZPD Continuum. 

ZONE OF PROXIMAL DEVELOPMENT (ZPD) CONTINUUM 

LOW END HIGH END 

4 ^ 

INDEPENDENT GUIDANCE POTENTLVL 

Figure 2.1. The Zone of Proximal Development (ZPD) continuum. The continuum 
represents the low end of learning or independent learning, guided learning which 
progresses through high-end use of potential abilities. 

Semiotic Mediation 

Vygotsky's (1981) theory of semiotic mediation suggests that social activity 

influences cognition and behavior through mediated social interactions involving cultural 

inventions and language signs, e.g., speech, literacy, and mathematics (Moll & 

Greenberg, 1990). Semiotic mediation contributes to the development of higher mental 

functions, the ability to solve problems rationally through inquiry. By extension, 

integrating home knowledge into the school curriculum empowers students' ability to 

leam through inquiry, and encourages parents to be active, valued participants in the 

classroom. 

Vygotsky (1978) and sociocultural theorists suggest literacy is facilitated through 

an individual's semiotic mediation of language, social activity, language-based literacy 
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practices, and background knowledge. His theories challenge educators to provide 

children with an integrated literacy instruction curriculum that is developed from home 

and community experience, an environment that is exemplified by a curriculum that 

utilizes Funds of Knowledge. 

Funds of Knowledge Curriculum 

Research suggests that schools can tap into students' Funds of Knowledge, bodies 

of knowledge that are labor-related or are derived from home-related activities (Moll & 

Gonzalez, 1994). Moll and Greenberg (1990) found that teachers can create a higher 

zone of learning for children with strategic home visits that result in using the home as an 

instructional resource. As one researcher observed, "Because the culture of parents' 

homes may differ from the majority in a community, those who seek a truly collaborative 

community, home and school involvement must take into account the cultural features 

that may inhibit collaboration" (Morrison, 1984, p. 417). In addition. Funds of 

Knowledge increases the potential for parental participation within the school when it 

occurs with thoughtful teacher guidance and collaboration that considers the Zone of 

Proximal Development. 

Maria Hensley (1995), a kindergarten teacher, participated in the Funds of 

Knowledge for Teaching Program over a multiple-year time period. During the first 

year, she interviewed her students' families, who were of Hispanic, Native American and 

AJ&ican American descent, in order to discover their Funds of Knowledge. She quickly 

recognized what she had always known: 
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Parents in the neighborhood where I teach, are sometimes viewed as lacking— 
lacking in parenting skills, lacking in education, lacking in knowledge. In reality, 
it is the people who hold this view who are lacking in knowledge of the parents 
and the community. They have failed to take the time to get to know the parents, 
(p. 13) 

Like the other teacher-participants, Hensley became a teacher-researcher to study Funds 

of Knowledge in order to implement her inquiry in her classroom curriculum. 

Hensley (1995) recognized that her role as a teacher visiting homes to inform 

parents about their children's academic progress was different from her role as a teacher-

researcher, which involved learning about the family, relatives, job histories, hobbies, and 

philosophies of children, religion, education, and literacy practices. As a teacher-

researcher, she achieved a genuine reciprocal line of communication between herself and 

her students' families as her inquiry led to conversations and a sharing of ideas. For 

example, Hensley recognized the hidden musical talents of Mr. Jarman, a parent who has 

a passion for song writing, thus prompting her to develop a curriculimi surroimding the 

musical play. The Little Red Hen. 

Hensley's (1995) research changed her view of children's literacy development 

and parent participation. To provide literacy-rich instruction, Hensley replaced "cute" 

units of instruction, such as "bears," with units of instruction based on families' Funds of 

Knowledge. In this case, the parents, children and teachers worked together to produce a 

musical: Mr. Jarman wrote songs and played instruments; a mother choreographed 

children's dance steps; parents participated in a costume-making workshop; and 

grandmas shared different types of bread recipes relevant to their culture. On the day of 

the musical presentation, parents assisted in making props, working as stagehands and 
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getting the children dressed for the musical. All of Hensley's students' families, with one 

exception, were involved in the effort to produce the musical, which dramatically 

changed her previous assumption that the school had poor parent participation. 

Years later, Hensley (1995) described the major impact that the musical play had 

on the lives of her students and their parents. The children still visit her class and talk 

about the musical, in hopes of producing another play, leading her to believe that the 

children have a stronger rapport than usual between themselves. Mr. Jarman still 

participates in the school functions, contributing to the school as the president of the 

school's PTA program. Hensley continues to develop a curriculum "based on the 

interests and talents of the students and parents in her classroom" (p. 16). 

The musical play successfully engaged parent participation because it included 

the following seven summarized elements suggested by Gelfer (1991): 

(a) Teachers help parents understand early childhood development perspectives in the 
areas of physical, emotional, and cognitive development, 

(b) parents are included in implementing and evaluating their children's growth, 
(c) parents' ability to provide positive and exciting home environments is enhanced, 
(d) parents are encouraged to reinforce and enrich their children's learning through 

parent-child activities, 
(e) parents are informed about school resources, 
(f) parents are encouraged to become actively involved in a variety of experiences 

within the children's classroom, and 
(g) the teacher and parents build a working partnership that includes sincere 

communication and strategically planned, purposeful, child-centered and 
organized activities. The partnership includes a two-way communication where 
the parent and teacher share and use each other's ideas, (p. 164) 

Maria Hensley's (1995) story demonstrates how one teacher can significantly impact her 

student's literacy learning experiences using Funds of Knowledge. 
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Chomskian-Based Theory of Language and Emergent Literacy 

Chomsky (1986) challenges theories that suggest language development occurs 

from a conditioned response and suggests that language is acquired through innate 

development that is prompted by social experiences. Halliday (1972) further supports 

Chomsky's theory with the proposal that language is acquired through meaningful social 

interaction, which links language to cognition. Goodman, Smith, Meredith, and 

Goodman (1987) present teachers' language-based literacy practices, resembling 

Hensley's Funds of Knowledge musical, that are theoretically supported by rationalists, 

such as Chomsky and Halliday. 

Chomsky (1986) posits that language and thought are linked through a common 

system of rules (semantics, syntax, and phonology); thus, language and learning are 

developmental. According to Chomsky, the Langtiage Acquisition Device (LAD) makes 

all "normal" human brains produce and comprehend language rules similarly, an innate 

ability that Chomsky calls the Universal Grammar (UG) knowledge. These innate 

components yield language development when individuals engage in social interactions 

within given contextual settings. In addition, he suggests that language usage contributes 

to knowledge of how language works, or metalinguistic awareness, which further 

promotes an individual's ability to understand language and its fimction. Chomsky's 

(1986) theory of language development suggests children's language learning and 

cognition require engagements in meaningful discussion about literacy experiences and 

their connection to life events. 



Linguist Michael Halliday (1972) refines ideas about metalinguistic awareness 

with his social semiotic theory, describing three ways children acquire language within 

social situations. The social semiotic is a simultaneous process of (a) learning language, 

(b) learning about language, and (c) acquiring knowledge, as individuals use language. 

Halliday developed this theory while studying and recording his infant son's irmate stages 

of language development. 

As Halliday (1972) observed his son interact in daily speech events, he found that 

baby language begins as sounds and gestures that relay meaning; thus, language 

development occurs due to a need to express ideas. The abstract functions of speech are 

the elements that produce adult language. The link between language acquisition and 

literacy lies in children's ability to comprehend abstract functions of speech and abstract 

functions in the literacy process (Pallerini & Galda, 1993). 

Goodman et al. (1987) built a whole-language literacy-learning curriculum using 

Chomsky's and Halliday's theories. These researchers suggest that the literacy learning 

process extends the natural development of language and vice versa, based on the theory 

of metalinguistic awareness. Since learning language is a natural part of children's daily 

lives, early childhood educators must recognize, value, and use children's language 

within the classroom (Crawford, 1991). Goodman and Goodman (1979) wrote: 

We see oral and written language as leamed in the same way. In neither case is 
the user required by the nature of the task to have high levels of conscious 
awareness of the units and system. In both cases, control over language comes 
through the preoccupation with communicative use. (p. 139) 

Therefore, the optimal language learning instruction engages children in (a) 

listening, (b) using informal language, (c) using narrative composition, (d) using 
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expository composition, (e) practicing reading, and (f) developing a sense of story and 

response through literature (Hailiday, 1972). Goodman et al. challenge primary schools 

to provide language-learning programs to teach concepts about print using practices that 

mimic children's home literacy experiences. Meaningful early literacy development 

occurs when teachers build a classroom curriculum, using the project approach, to 

integrate the students' cultural knowledge. 

The Project Approach: Theory and Practice 

The project approach involves a series of lessons that integrate language, literacy, 

and content area instruction, and which occur in three phases, guiding children through 

the process of inquiring about a topic. In the first phase, children discuss ideas and 

choose a topic to study. This initial group planning connects children's concrete 

experiences from home to their literacy instruction. The second phase is fieldwork, in 

which the children investigate questions, experience the topic using their senses, and 

organize gathered information. In the third phase, children relay learned information in 

an authoring cycle. The project approach presents teachers the resources needed to 

develop literacy lessons that use student-centered topics of study, such as cooking, 

gardening, science investigations, dramatic play, and other hands-on experiences. The 

approach is a scaffold that moves children into more conventional forms of print, 

building on the experiences learned in each phase. 



Phase 1: Beginning discussions. Students begin to read and write primarily by 

sharing their ideas while the teacher uncovers and records the children's knowledge in 

order to produce a text that can be read easily (Goodman et al., 1987). Children gain 

unconventional knowledge about literacy by critically responding to discussions about a 

text and independently using their literate knowledge in play centers during the initial 

phase of the project approach. The teacher models the writing process and records child-

centered discussions using maps or charts, tools which are made throughout all phases of 

the project with varying degrees of teacher participation and guidance. These initial 

records £u:e used as a baseline so that both the teacher and students can keep track of 

important information and observe growth in their learning development (Lindfors, 

1991). 

A significant aspect of the literacy process engages children in critical response 

groups (Clay, 1975). Questions naturally emerge when teachers ask children to discuss 

ideas about topics of interest. During open-ended literature-response discussions, 

children create bridges between what they know and what is in the text, via questions 

(Harste & Short, 1988). The children then create graphic organizers that predict, clarify, 

summarize, and analyze their questions. During the critical response group period, 

teachable moments provide context-imbedded studies of phonetic and grammar rules in a 

text (Hiebert & Raphael, 1998). According to Wolhnan-Bonilla and Werchadlo, these 

moments create "conversational contexts that invite students to interact in ways that 

extend one and other's learning" (1999, p. 599). 



Louise Rosenblatt's (1978) transactional model explains how children's opinions 

are enriched from reflective talk, sharing ideas and finding new meanings from peers and 

written texts. Thus children create their own meaning through reasoning, that is, an 

active reconstruction of experienced situations surrounding written or social texts. 

Children critically respond to literatiure and other meaningful experiences 

naturally by acting out their interpretations in dramatic play. As children proclaim 

themselves to be someone different, such as a botanist, gardener, or tree, they must 

clearly conununicate the meaning behind their pretend play in order to invite their 

playmates to join in (Strickland & Morrow, 2000). As the children play together, a 

negotiation of meaning occurs between peers, defined as a narrative structure. 

Knowledge of narrative structure is particularly important in young children's learning 

school-based literacy, as most of the texts they are exposed to are stories (Galda, 1984). 

Developing a narrative structure, or schema in pretend play, then, should enable children 

to generate narrative styles that are consistent with school-based literacy (Michaels, 

1981) and should allow them to more easily comprehend texts read in class (Galda, 1984, 

p. 61). 

Vygotsky (1978) suggests children use voice, gestures, and visual signals in 

concrete activities, such as sjonbolic (dramatic) play, to master abstract written sign and 

symbol systems. Therefore, dramatic play is the foundation of literate meanings. The 

children's concrete understanding of a topic, such as trees, facilitates higher forms of 

thought and comprehension of written texts. Thus, dramatic play can be seen as 

unconventional knowledge of the literacy process. 
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Phase 2: Fieidwork In the second phase of the project, children experience 

meaningful uses of language via their curiosity to investigate the world through 

fieidwork. Teachers ask children to think aloud in open-ended questioning sessions as 

they study a topic of interest in various forms of written and verbal texts. Goodman et al. 

(1987) provides examples of student-centered questions: 

What are the questions? 

What is the evidence? 

How can we find out? 

What happens? 

What makes it happen? 

What if there were other circumstances? 

What can you guess? 

Can you be more exact? 

Was it worth it? 

Children address questions though fieidwork discussions, observations about the 

investigation, predictions on questions, and presentations of organized information. A 

critical part of the fieidwork is when children refer to the literature and read about the 

topic of study before and after the fieldtrips. 

Fieldtrips can be distant, but most will be visits to study objects or places within 

the school, home, and neighborhood. If teachers notice children have an interest in 

plants, their class will visit a local florist, a botanist, farmer, or gardener. A trip to the 

nursery can result in the purchase of plants for children to grow in the school garden. 
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For example, during a project on trees, children might visit a garden to observe 

and record information. Their fieldwork may involve listening or reading information 

about trees, touching, and then smelling, planting, observing, and drawing parts of the 

tree. The fieldwork is the period in which children develop a real-life relationship 

between themselves and the trees, which helps them understand and analyze the garden. 

Literate knowledge is gained through reading and linking personal knowledge with other 

resources. 

If we assume children actively construct their knowledge of the world, then 

teachers must let them make sense of things and record the process in which they leam 

(Clay, 1975). Children appropriate and transform information in order to find meaning. 

Comprehension occurs through the language shared by the participants' social 

interactions and written texts. Therefore, the texts utilized in fieldwork, or phase 2, play 

a vital role in students' comprehension process and emergent literacy. 

The most obvious aspect of the literacy process involves reading print in order to 

decode and comprehend words in the text (Clay, 1975). Sulzby (1995) suggests readers 

use cueing systems long before they become conventional readers. Early childhood 

teachers use the shared reading approach to demonstrate and teach emergent readers how 

to participate in this aspect of the reading process, which involves the following 

summarized responses to textual cues; 

1. Refusal: little or no explanation or description of story. 

2. Picture-Governed with No Story: description provides no real sense of story and 
child labels pictures as if it is presently happening. 
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3. Picture-Governed with Story: child relies on illustrations to retell story and will 
sometimes paraphrase the rhythmic written text. 

4. Print-Governed: more extensive recognition of words (especially rhymes), but 
still not reading all of the text. Child does not self correct and omits words 
because of an awareness of print, (p. 40) 

The goal of shared reading is to enhance young children's exposure to and 

concepts about print (Clay, 1991). During the shared reading practice, emergent readers 

leam to understand the difference between unconventional and conventional reading 

processes (Fisher, 1998). As teachers read big books, the children practice reading like 

conventional readers. Shared reading shows children how to monitor their use of 

conventions of print, cueing systems, predictions, and comprehension. In addition, 

children make cormections between letters, words, sentences, and stories. The children 

engage in reading strategies such as pointing to a text, self-correction, directionality, 

phonemic awareness, and comprehension. Knowledge about how language works is 

achieved by reading genres that manipulate sound, such as songs, rhymes, and poetry. 

The students' success in the third phase of the project, the authoring cycle, in which 

children write responses to those texts, depends on the quality of leaming that occurred in 

the initial discussion phase and the fTeldwork phase. 

Phase 3: The authoring cycle. The third phase of the project invites children to 

read and write about topics through the authoring cycle. Teachers implement the 

authoring cycle when children are capable of investigating questions about a topic 

through print (Harste & Short, 1988). Children move from talking and researching about 



49 

subjects, to writing about them. The writing process is one of the greatest challenges for 

educators, and one of the greatest teaming challenges for young children. 

Children rely on personal knowledge and their peers' knowledge to find meaning 

in written and verbal texts shared in the authoring cycle. Below is a summary of the five 

major components in the authoring cycle that produce those texts (Short & Burke, 1991): 

1. Initial discussions on experiences about the topic. These discussions are similar 
to the discussions in phase I. The exception is that children lead the discussions 
by reviewing information learned in the field work, phase 2. Their verbal 
expressions increase their ability to read and write about a topic, and they 
reexamine anything else they want to know about the topic. 

2. Uninterrupted personal engagements in literacy activities. Learning activities 
include evaluating, talking, reading, shared writing and drawing to express their 
knowledge in writing. Children produce writing folders to keep a record of their 
first and final drafts. In addition, teachers and children engage in shared readings 
using relevant big books. Shared reading involves collaborative oral recitals 
where teachers help children focus on particular reading strategies. After the 
shared reading, children can draw pictures and produce narratives on the topic of 
study. 

3. Exploring and recording information about the topic with peers. Children study 
in collaborative group circles to review written information and engage in shared 
writing activities. Children engage in author's circles, reading and reacting to 
information that they have read or written. Teachers record the children's ability 
to express their ideas and how they make sense of the information. 

4. Students reflect, revise and modify the work they produced in conferences. 
Teachers integrate portfolio literacy evaluations within these conferences. 

5. Students present and share publications with peers and teachers. To prepare for 
the publication presentation, children first select important pieces of work that use 
the conventions of print. Second, teachers and children work together to edit a 
final draft and plan for the presentation of published work. (pp. 34-44) 

The authoring cycle facilitates a literate community through discussion groups and 

presentations. The collaboration between teacher and students presents vital feedback on 

the children's literacy development (Chard, 1994). 
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Emergent readers leam conventional forms of writing through shared writing 

experiences (Payne & Schulman, 1998). During a shared writing experience, teachers 

and children practice various writing skills and processes in a collaborative effort. 

Teachers model writing letters and sentences, in addition to demonstrating how to think 

about writing a text. The children first respond to teachers' questions. With practice, 

children will take a pen in hand and mirror their teacher's modeled behavior, eventually 

writing along with their teachers. The shared writing experience is a vital literacy 

instruction tool because teachers can draw questions from children about the writing 

process, providing immediate feedback. 

An important extension to the shared writing experience is student joumaling 

(Dyson, 1989), in which children work independently firom the teacher to investigate the 

writing process learned during shared writing periods. The journal is a notebook where 

children can write their thoughts, and not follow the demands of the curriculum (Harste 

& Short, 1988). Children first work in small groups to discuss their stories with peers; 

second, they write with unconventional or conventional forms of print, depending on how 

well they have mastered the writing process. 

Journals allow teachers to observe and record children's work as they move 

through the different stages of writing. Clay (1991) observed early writing stages and 

developed the following summarized categories: 

I. Writing-like Responses: diere is scribbling, a differentiation between linear 
writing and drawing, some letter formations and the utilization of various 
directionalities; 
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2. Attempts to Apply Sound and Letter Correspondences: there are strands of letters 
with some spacing but no letter sound correspondence, and written isolated 
words; 

3. Focus on Messages: there are simple sentences with inventive spellings and 
sentence use to express complete thoughts; and 

4. Conventional Messages: there is control of punctuation and 
various forms of discourse. (Adapted from Clay, 1991, p. 107) 

Teachers must observe and record children's work as they move through these stages in 

writing development to create an instructional plan tailored to the individual needs of 

students. 

As children engage in the authoring cycle they use their knowledge of print to 

create stories about topics they find important and relevant (Stewart-Dore, 1986). 

Ultimately, children learn new concepts within a text through guided instruction, 

independent exploration, and review within peer group discussions. Teachers use the 

project approach to facilitate interesting social interactions, which in turn "facilitates the 

development of cognitive self-awareness and awareness of other perspectives. Sharing 

written work and getting immediate feedback from their peers and teacher further 

promotes children's cognitive development as writers" (Hoffinan, 2000, p. 600). 

Piagetian Theory and Emergent Literacy 

Piaget's developmental theory clarifies cognitive development as a natural 

progression in mental and physical abilities (Bovet, 1976). Following his theory, early 

childhood educators have created "developmentally appropriate" guidelines for primary-

grade teachers that respect children's needs to be viewed as individual learners. Research 
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supports the assumption that portfolios can improve children's literacy development by 

facilitating teachers' efforts to provide a "developmentally appropriate" curriculum using 

formal and informal observational assessments. 

Piaget's (1976) observations of middle-class children in the United States formed 

the basis of significant theories on the cognitive development of infants, young children, 

older children, and teenagers, which suggest that cognition develops through conceptual 

conflict, accommodation, and assimilation. The quality of learning experiences 

influences children's cognitive growth, and occurs as young minds engage with people 

and things, in a succession of stages outlined below (1976): 

1. Sensorimotor: Infants, birth to two years of age, use sensorimotor systems such as 
sucking, grasping and gross body activities to build schemes. Infants begin to 
develop object permanence, dependant on concrete representations and make 
frames of reference of the world based on the here and now. 

2. Preoperational: Young children, two to seven years, experience accelerated 
language development and intemalize events. Although egocentric in thought and 
action, they think everything has a reason or purpose. All are perceptually bound, 
making judgments primarily based upon the look of things. 

3. Concrete Operations: Children, age seven to twelve, are less egocentric, capable 
of reversal of thought processes, able to conserve and dependent on how things 
look for making decisions. Children structure time and space, understand 
numbers to measure and begin to logically think. 

4. Formal Operations: Teens, twelve to fifteen years, are capable of handling verbal 
and hypothetical problems with scientific and logical reasoning. They are no 
longer bound to concrete objects and can think with symbols. (Morrison, 1984, p. 
106) 

Piaget found that children develop in stages of cognitive abilities according to their age. 

This variance of age contributes to stages of cognitive developmental abilities that work 

within a given timeline based on an age-range norm. 
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Educators who use Piaget's theories (Furth & Wachs, 1994; Lavatelli, 1970) 

recognize that a child can be in multiple stages simultaneously, necessitating flexible 

leaming curricula that focus on the student's unique instructional needs. Developmental 

theory suggests that physiological and cultural/environmental differences influence 

children's natural progression in leaming, thinking, reading, and writing (Bovet, 1976). 

Thus, teachers who implement a cognitive-oriented curriculum, a nurturing setting that 

respects children's ability to think and leam in real-life situations, value thinking abilities 

over comparisons between children. 

Piaget (1976) suggests assimilation and accommodation occur together to create 

meaningful experiences. Assimilation takes place when children absorb transferred 

knowledge. Accommodation is the action involved in using this knowledge. By 

practicing and using transferred knowledge, children develop equilibrium between their 

personal point of view and that of the greater world. This equilibrium helps children 

construct new ideas needed to understand the world they are experiencing. The teacher's 

role is to observe and record the direction children take to deal with these leaming 

challenges (Furth & Wachs, 1994). 

Developmentally Appropriate Practice 

The International Reading Association (IRA) and the National Association for the 

Education for Young Children (NAEYC) created a position statement called 

Developmentally Appropriate Practice (DAP) in Early Childhood Programs. Within this 

statement, they formulate guidelines regarding early childhood development to facilitate 
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sound teaching practices for young children (IRA, 1998). The goal of the proposition 

statement is to communicate the concept of "developmentally appropriate" while 

emphasizing the importance of recognizing children as individuals within the continuum 

(IRA, 1998). The statement was created due to increased variation of early literacy 

instructional programs. For example, some early childhood classrooms have replaced 

independent exploration periods with teacher-guided instruction periods. 

"Developmentally appropriate" practice in kindergarten and first-grade 

classrooms includes providing students with sufficient independent exploration 

experiences. Piaget's (1976) developmental theory suggests that young children require 

time to play, explore and make independent learning choices because they are egocentric, 

and he cautions against accelerating children's learning processes with constant guided 

instruction. This caution is supported by research-based findings that show 4- and 5-

year-old children thrive academically in literacy environments that facilitate independent 

inquiry (Dyson, 1989; Paley, 1992). As such, adult interaction can sometimes inhibit 

children's learning experiences within certain dramatic play situations and free choice 

experiences (Pellerini & Galda, 2000). Thus, instead of interfering with children's 

dramatic play experience, developmental theory suggests that teachers make observations 

and record behavior in a variety of instructional settings as children work alone and with 

peers. 
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Portfolio Assessments 

The goal of "developmentally appropriate" literacy assessments is to understand 

how children make sense of the reading and writing process. Child-centered assessments 

assist teachers' recognition of children's abilities, needs and diversity. The information is 

gathered in portfolios, a major assessment tool which provides "evidence of student 

learning in order to plan and guide literacy instruction" (Courtney & Abodeeb, 1999, p. 

710). As McGee and Rechgeles (1980) state. 

Portfolios are theory based, raultidunensional, systematic, reflective, 
collaborative, and concerned with the process and the product. Portfolios may 
include anecdotal notes, checklists, work samples, and performances from special 
literacy tasks, such as running records. Portfolios also include the students' and 
teachers' reflections in the form of analysis, captions and surrunaries. (p. 441) 

Thus, portfolios are tools that track where children begin and end in their armual 

academic, emotional and physical development. 

According to Benson (1993), portfolios record children's growth in order to 

provide feedback to the child, clarify a level of achievement, modify the program 
for the child as appropriate, report to parents on the progress of accomplishments 
of the child, identify the strengths/abilities and "becoming strengths" of the child, 
leam about the child's interests and get to know the child (p. 85). 

Teachers use authentic classroom assessments within the portfolio to document the 

individual growth of children as they engage in daily learning tasks (Garcia & Pearson, 

1993). The key to a good portfolio is choosing, recording and accumulating work that 

represents significant learning events, a few of which may include standardized 

assessments. 
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Formal and informal observations. Yetta Goodman (1985) coined the temi 

"kidwatching" to replace the term "student observations," suggesting that teachers who 

work with emergent readers must take on the role of the kidwatcher. Observing 

children's actions, verbal interactions and choices provides teachers with valuable 

information about what children know, what they want to know, and what they need to 

know. Goodman defines these observations as informal and formal. Informal 

observations are used for student-guided literacy instruction settings. Formal 

observations occur in teacher-guided instruction activities, such as shared reading, shared 

writing, joumaling, authors' circle, authors' folders, and student/teacher conferences, as 

well as during non-guided free choice periods. 

Informal observations occur largely without pencil and paper. The teachers focus 

on absorbing the general atmosphere of the classroom. As the children learn in their 

groups, teachers walk around the classroom, observing how children interact with their 

peers. A quick word or phrase might be written to help teachers recall information 

learned. 

Formal observations are anecdotal records created for specific reasons. Teachers 

may take anecdotal records on each child as often as twice a month or as seldom as twice 

a semester. Robert Wortman (Matlin & Wortman, 1989) goes flirther by describing how 

he incorporates taking notes on his kindergarten children in the daily routine of his 

classroom: 

Although it was not easy for me, I began to carry a clipboard to make notes to 
myself during the day and to keep samples of children's work. There were at least 
three ways this form of record keeping helped. First I had a record of children's 
strengths; I knew which students needed to continue working independently and 
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which needed individual and group attention. Second, it encouraged me when I 
felt that a child was not making progress. I could look at the notes or samples and 
see that progress might be slow, but it was being made. Third, 1 had concrete 
examples to show parents when we had conferences. (1989, pp. 53-54) 

The formal observations provide insights into children's knowledge about the shared 

reading process and topic of study. 

Teachers develop formal records of books children choose to read in addition to 

documenting their use of reading strategies. To track oral reading strategies, teachers 

begin looking for basic book handling abilities, directionality, one-to-one 

correspondence, use of picture clues, use of phonic clues, self correcting, miscues, 

retelling, and comments about the topic and the task or the text (Clay, 1991). Within the 

anecdotal records there can be checklists to record a bigger picture of the children's 

behavior. In addition, teachers must make detailed comments about changes in learning 

behaviors. 

Formal observations on shared writing experiences provide information on 

children's understanding of elements in the writing process. They also demonstrate 

students' ability to control a pencil, create pictures, write letters, recognize writing 

components, copy, write a story, produce letters or words, retell a story, use one-to-one 

pointing, gain word knowledge and develop phonemic awareness (Clay, 1975). Dyson 

(1989) demonstrates how writing engenders children's "desires to create and enact 

relationships with peers, organize and share information about a jointly shared world" (p. 

3). 

Formal observations also document children's discussions about their written 

work during independent, peer, and teacher-directed activities. For example, Dyson 
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The joumaling helped children to independently practice conventions of print. Through 

the year, the children's expressions evolved from writing names of things to producing 

stories depicted with pictures, written words and discussions. 

Teacher-directed discussions on the writing process occurred before, during and 

after the journal experience. Before engaging in the joumal writing, Dyson (1989) 

observed teachers and students investigate words and ideas together. Children began to 

read books, write and brainstorm ideas about a topic within a group that included shared 

reading and shared writing experiences. Formal group discussions in which children 

were given the opportunity to share work with their peers created ownership of the 

written text. 

The term "author's circle" (Harste & Short, 1988) describes the process in which 

formal observation is used to record how children find meaning in student-made or text 

publications. A sense of audience develops as children read their written works and 

listen to peers' questions about their writings. As peers respond to the text, children can 

decide if further draft revisions are needed. Children leam writing is more than mastery 

of print conventions. Teachers also make anecdotal records on the children's 

presentations, discussions and decisions. 

The children gather and store their work and anecdotal records to create an 

author's folder. Formal observations on children as they create their authors' folders 

present a record of the children's response to their writing development. Authors keep 

current and past written drafts in these folders, providing the organizational support 
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needed for conventional writing. Any lists of ideas are saved to continue work in 

progress and to revisit earlier drafts as they write (Harste & Short, 1988). 

Subsequent teacher/student conferences include discussions of formal 

observations made about children's bstructional needs and interests about literacy. 

During conferences, children reflect on their writing with teacher support using self-

evaluation questions. Teachers read through children's work and record student or 

teacher comments. The portfolio requires teachers to interact with the children so 

children can recognize needed skills. 

Theories on assessment. Researchers (Au, 1993; Garcia & Pearson, 1993; Heath, 

1983) suggest that generic tests and methods of formal instruction used to grade young 

children's school knowledge are outdated measures and do not provide a true picture of 

the children's learning capabilities (Harris & Willis, 2000). Young children are required 

to take tests that focus on the ability to do specific behavioral skills, under the assumption 

that all children should have acquired these skills at a given age. This assessment 

strategy encourages educators to create curricula in which low achieving students do not 

engage in problem-solving activities, social interactions, and quality discussion groups 

(2000). Thus, children who are identified as low achieving through standardized testing 

are often asked to read low-level texts, answer low-level questions, and are given work 

sheets with drills and study topics without depth. 

Paper and pencil tests evaluate children and promote curricula in a manner that 

current early childhood research suggests is sub-standard. The test scores cause 



60 

community members, teachers, parents, administrators and politicians to view low 

achieving children as deprived. Due to the failure of standardized tests to accurately 

measure academic growth, these children are labeled, grouped, and educated separate 

from those children who do meet the standard requirements, and consequendy learn to 

view themselves as failures. Those who value behavior-oriented skills tests ignore 

research that suggests these tests are biased against children who speak languages other 

than English, come from low-economic homes and have diverse cultural backgrounds. 

These children are often targets of negative categorization, acquire unequal distribution 

of knowledge, and have restricted access to learning experiences within schools (Garcia 

& Pearson, 1993). 

Researchers such as Garcia and Pearson (1993) suggest that rather than placing 

blame for students' failure on the family and the children, schools must provide more 

innovative instructional approaches that reach out to children and their families. Instead 

of generic assessments, teachers need to provide dynamic forms of assessments that will 

capture a true picture of the children's knowledge and literacy development, particularly 

of those children who come from diverse backgrounds: 

The adeptness of teachers involving children in talk about literacy has particular 
consequences for those children from homes where a mismatch exists between the 
language patterns of the home and school. Language patterns refer to the kinds of 
questions that adults ask children, the type of responses that the adults elicit from 
children, and the norms of responding. (Hiebert & Raphael, 1998, pp. 77-78) 

Even slight changes in the method teachers use to communicate can dramatically 

impact children's learning development Thus, assessing children with more dynamic 

assessments, such as the portfolio, can effectively improve children's learning progress 
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and facilitate a child-centered dynamic instructional curriculum. The term "dynamic" 

indicates a curriculum and assessment change focused on children's interests. 

Teachers can choose whether to view children's language patterns as deficient, 

different or as a resource for learning. Bernstein's work suggests it is vital for educators 

to understand children's background knowledge to bridge home literate knowledge with 

school-based knowledge (as cited by Halliday, 1978). Using portfolios, teachers can 

recognize differences in the relative orientations of various social groups, the various 

functions of language in given contexts, and different areas of meaning that may be 

explored within a given function. These differences can have a profound effect on a 

child's social learning, "and therefore on his response on education, because built into the 

educational process are a number of assumptions and practices that reflect differently not 

only the values but also the communication pattems and learning styles of different sub 

cultures" (1978, p. 106). 

There are documented examples of various forms of discussion pattems educators 

have learned to recognize as valuable rather than problematic. Heath (1983) and Au 

(1993) provide two studies that demonstrate how "critical social contexts" can impact 

children's assessment results and success in school. 

Heath (1983) suggests that middle-class parents prepare their young children for 

group discussions one year prior to entering kindergarten. She observed that while 

younger siblings dominated story time with a personal retelling, the pre-kindergarten 

children were expected to respond to questions posed by the parent. In addition, pre-

kindergarten children were expected to hold their responses to the questions until the 
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story had been completed. Heath's findings suggest that children who are not from 

middle-class homes "may face a significant mismatch between home and school 

language patterns" (Hiebert & Raphael, 1998). 

An example of how mismatched language patterns affect children in school is 

demonstrated in the Au (1993) study. Au found young Hawaiian children who had 

mismatched language patterns were reprimanded frequently during the story group 

discussions in the classroom. 

Au (1993) suggests that Hawaiian children have difficulty interacting in a 

discussion setting that requires them to wait and raise their hand before they speak. 

Teachers evaluated these children as immature, uninterested emergent readers. After 

being reprimanded, the children's reactions were to move to the fringes of and withdraw 

from the discussion groups. As the teachers visited the children's homes, they noticed 

that the families used "Talk Story" discussion patterns. This type of discussion did not 

expect the children to raise their hands and wait to be called upon by the parents before 

sharing ideas. The children listened to the discussion and spoke when it seemed 

appropriate. 

Once the "Talk Story" discussion pattern was used in the reading groups, the 

children listened, participated more often, and put effort in discussing their ideas. In 

order to design a productive discussion period, the teacher used thoughtfiil responses to 

the draw out the students' ideas. Thus, providing a negotiation between the students' 

needs and the teachers' instructional goals created a more student-centered instruction. 
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Equally important to timing in verbal response was the content of the curriculum, which 

was developed from the children's interests. 

Conclusions 

In conclusion, because children understand and express themselves differently, 

child-centered assessments such as the portfolio facilitate a literacy-rich learning 

environment. Piaget (1976) provides research that indicates cognitive development 

occurs as children learn from their peers in their effort to explore the world. His theory 

of cognitive development suggests that young children require time to independently 

explore the literate world, with little to no teacher guidance, an exploration that can be 

recorded and assessed through portfolios. 

Vygotsky (1978) presents educators with theoretical insight into how Funds of 

Knowledge Programs can improve children's learning development in school. Through 

the organized teacher-research effort, parents and children are viewed as valuable 

resources in a student-centered curriculum. Chomsky's (1986) theory facilitates 

educators' efforts to develop a language-based literacy environment in which children 

engage in the project approach and the authoring cycle. 

Teachers' philosophical perspectives of how children become literate generally 

fall along a continuum characterized by two instructional models, skills or constmctivist. 

These two differing perspectives influence the manner in which teachers describe their 

beliefs and implement their practices, along with providing a means of representing those 

practices and beliefs. Research indicates that forms of staff development programs that 
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encourage reflective thinking in a peer situation have had a significant impact on 

teachers' professional choices, encouraging positive changes towards the creation of 

literacy-rich environments within the classroom. The research-based theories and 

practices reviewed in this chapter are drawn from topics which emerged from discussions 

during staff development programs that invited teachers to share their literacy-related 

beliefs and practices. 



CHAPTERS 

THE METHOD 

Another way of studying human development has been 

gaining ground, the approach of the anthropologist, the 

student of man in all of his most diverse social settings. 

-Mead, 1961, p. 4 

I focused my efforts in two directions to implement these qualitative case studies. 

First, I designed a Reflective Staff Development Program (RSDP). Second, I collected 

data to construct three case studies of the bilingual teachers who agreed to participate in 

the RSDP. This chapter outlines characteristics of qualitative methodology, summarizes 

the guiding research questions, describes the fieldwork within the context of the RSDP, 

and describes the process of analyzing data. 

Characteristics of Qualitative Inquiry 

My interest was to conduct qualitative research to learn more about teachers' 

beliefs and practices related to children's literacy development. The qualitative approach 

includes six characteristics that allow me to "be creative, exploring new ideas that could 

take shape via intuition, vision, and personal experience, and to be analytical, on a deeper 

level" (Ely, 1995, p. 107). The following reviews Sherman and Webb's (1988) six 

characteristics of the qualitative approach: 
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1. Events can be understood adequately only if they are seen in context. 
Therefore, qualitative researchers immerse themselves in the setting. 

2. The contexts of inquiry are not contrived; they are natural. Nothing is 
predefined or taken for granted. 

3. Qualitative researchers want those who are studied to speak for themselves, to 
provide their perspectives in words and other actions. Therefore, qualitative 
research is an interactive process in which the persons studied teach the 
researcher about their lives. 

4. Qualitative researchers attend to the experience as a whole, not as separate 
variables. The aim of qualitative research is to understand experiences as 
unified. 

5. Qualitative methods are appropriate to the above statements. There is no 
single general method, 

6. For many qualitative researchers, the process entails appraisal about what was 
studied, (pp. 5-8) 

As a qualitative researcher, I sought to understand real-life teacher experiences using case 

study methods. 

The use of case studies is appropriate "when the objective of an evaluation is to 

develop a better understanding of the dynamics of a program." In addition, the case 

smdy method is effective when studying individuals as they engage in a program 

(Merriam, 1988, p. 5). This dissertation includes individual case studies of three teachers 

as they engaged in the RSDP. The objective was to learn what these teachers believe 

about teaching children to read and write. Thus, the three case studies "consist of stories 

of teaching events which prompt teachers to look critically at their own teaching 

practices" (Greenleaf, Hull, & Reilly, 1994). 

Table 3.1 details the design of the qualitative case study. The design focuses on 

making sense of the teacher-participants' literacy-related beliefs and practices. 1 created 
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the RSDP to provide the fieldwork setting necessary to answer the research questions. 

Within the RSDP structure I worked as a participant-observer to understand, record, and 

interpret the teachers' stories, in the form of multiple data sources that emerged from the 

RSDP. I systematically collected and analyzed these data sources to develop the findings 

and conclusions of this dissertation. 

Table 3.1 

Design of the Qualitative Case Study 

Study Effort 

Getting Started 

Doing Fieldwork 

Analysis Through Interpretation 

Tasks 

Asking the Questions 

Fieldwork i.e. the RSDP 
Data Collection 
Data Sources 
Participant Observation Role 
Participants 
Setting 

Beginning Analysis 
Halfway Through 
VisualMng the Final Analysis 

Starting: Asking the Question 

The case study methodology presents an effective approach for an inquiry on and 

implementation of reflective staff development programs. The method for this study, a 

collaborative effort between the teacher-participants and myself, shapes the approach I 
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use to address the central question of this inquiry—What are the teacher-participants' 

beliefs and practices regarding literacy instruction? The research is framed by the 

following sub-questions: 

1. What are teacher-participants' reported beliefs about their students' literacy 

before, during and after attending the RSDP? 

2. What are teacher-participants' literacy-related practices before, during and after 

their participation in the RSDP? 

Doing: Fieldwork Within the RSDP 

The Design of the RSDP 

The RSDP was the setting where the three teacher-participants could openly 

reflect on their literacy instruction beliefs and practices. My role as the "other" in the 

RSDP included "a number of functions: acts as the essential facilitator of the dialogue 

process and method; brings a variety of resources to the project; acts as a sounding board 

for the teachers in trying out their ideas and talking about them; organizes the distribution 

of data and other materials" (Richardson & Hamilton, 1994, p. 123). As the other, 1 

continuously redesigned the RSDP activities to incorporate the teachers' professional 

interests. 

The teachers discussed their beliefs and knowledge of instructional situations as 

they engaged in the nine following activities: 



• Activities I and 2: 

The three teacher-participants wrote beginning and final autobiographies that 

describe their professional experience as kindergarten teachers. Connelly and 

Clandinin (1997) define an autobiographical document as personal history in 

which teacher-participants establish relevant themes of interest. The 

autobiographies included information about the teachers' hopes, ambitions, and 

professional stories. The RSDP session that introduced the autobiographies is in 

Appendix A. 

• Activities 3 and 4: 

The teacher-participants engaged in structured one-on-one beginning and final 

audiotaped interviews. Although die interviews were structured, negotiations in 

the discussion about the teacher-participants' beliefs developed as we worked 

through the interview questions. This approach facilitated an emergence of die 

teachers' literacy-related beliefs. I used Richardson and Anders (1994) beginning 

and final interview questions (see Appendix B), which focused on literacy 

engagements and their purposes. 

• Activities 5 and 6; 

Teacher-participants were individually videotaped or audiotaped twice using a flat 

mike, once at the beginning and once at the end of the project. Each taping lasted 

approximately 30 minutes, and took place during the teacher-appointed literacy 

instruction period. Richardson and Anders (1994) videotaped teachers' reading 

practices to identify relationships between their literacy-related beliefs and 



practices. In this RSDP study, the beginning videotapes and audiotapes 

established baseline records of those practices. The final tapes were compared to 

the begirming tapes in order to record differences in the teacher-participants' 

literacy-related practices. The final tapes included each teacher-participant's 

reflections about the final lesson. To record the context of the teachers' 

classrooms, I visited the classrooms one day prior to the beginning tapings to 

gather field notes, artifacts and observations. The students who participated in 

these lessons had parental consent (see Appendix C). 

• Activities 7, 8, and 9: 

The three teacher-participants each attended seven reflective sessions; each 

session produced two hours of audiotaped discussions with a flat mike. During 

the six sessions the teachers viewed their colleagues' beginning videotapes. 

Sessions 1 and 2 focused on Nicole's beginning videotape. Sessions 3 and 4 

focused on Charlotte's beginning videotape. Sessions 5 and 6 focused on Irene's 

beginning videotape. The content of each session centered on the teacher-

participants' beliefs and literacy-related practices as observed on the videotapes. 

Session 7 provided the teachers a review of the RSDP. A sample of the 

researcher field notes on these sessions is in Appendix D. 

Sessions 1, 3, and 5 were labeled as Type 1. Sessions 2,4 and 6 were labeled as 

Type 2. The scheduled agenda (see Appendix E) for Type I and Type 2 reflective group 

sessions was the following: 
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1. Type 1: After an introduction, the teacher-participants observed their own and 

their peers' videotaped literacy lessons and reflectively discussed their beliefs and 

asked questions about their observed practices. The session concluded with a 

review of the session. 

2. Type 2: After an introduction, the teachers reviewed their questions and 

comments from the previous Type 1 session, confirming or rejecting their 

previously stated comments. In addition, the Type 2 session provided them time 

to focus on beliefs surrounding why they implemented the observed practices. 

Data Gathering Sources in the RSDP 

Data sources were generated from the participants as they engaged in the nine 

RSDP activities, implemented September 1999 through December 1999. The 

organizational approach used to manage the data proved to be highly important. Seidman 

(1991) describes the management of interview data sources, and I found that his 

suggestions applied to all the fleldwork data sources. 

Before entering the field, I created a plan to gather data, defined the data sources 

and described the techniques used to collect the sources. Table 3.2 presents the RSDP 

plan for inquiry. This plan outlines the collected data sources, the activities, the timeline 

and the teachers' participation. 



Table 3.2 

RSDP Plan for Inquiry-Data Sources: Purpose, Time, and Participants 

A. Data Source 
1. Purpose 

2. When 
3. Who 

B. Data Source 
1. Purpose 

2. When 
3. Who 

C .  Data Source 
1. Purpose 

2. When 

3. Who 

D. Data Source 
1. Purpose 

2. When 
3. Who 

E. Data Source 
1. Purpose 

2. When 
3. Who 

F. Data Source 
1. Purpose 

2. When 
3. Who 

Beginning & Final Autobiography 
To provide the opportunity for teachers to relate personal 
narrative (Connelly & Clandinin, 1995) 
Before and after the reflective staff development group sessions 
Three kindergarten/first-grade teachers 

Audiotaped Beginning & Final Interview Questions 
To provide the opportunity for teachers to state their beliefs 
related to literacy instruction (Richardson & Anders, 1994; 
Connelly & Clandinin, 1988) 
Before and after the reflective staff development group sessions 
Three kindergarten/flrst-grade teachers 

Video/Audiotape of Classroom Literacy Practices 
To provide a visual record of the teachers' literacy instructional 
behavior (Richardson & Anders, 1994) 
During an instructional period, chosen by the teacher observed, 
before and after the seven reflective group sessions 
Three kindergarten/flrst-grade teachers 

Audiotape of Reflective Group Sessions 1,3 & S (Type 1) 
To provide the teachers the opportunity to reflect on videotape 
of classroom literacy-related practices of themselves and their 
peers (Richardson & Anders, 1994) 
During the reflective group sessions (Type 1) 
Three kindergarten/flrst-grade teachers 

Audiotape of Reflective Group Sessions 2,4 & 6 (Type 2) 
To provide the teachers the opportunity to review literature 
related to their reflections of Type 1 reflective group sessions 
(Richardson & Anders, 1994) 
During the reflective group sessions (Type 2) 
Three kindergarten/flrst-grade teachers 

Member Check Meetings 
To provide the teachers the opportunity to review and conflrm 
the results of the study analysis (Lincoln and Guba, 1985) 
After anafysis 
Three kindergarten/flrst-grade teachers 
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The Data-Gathering Techniques 

Connelly and Clandinin (1995) use the term "field texts" to describe the richness 

and the potential coherence of data sources gathered in the field. Creating and managing 

extensive files of each data source facilitated this coherence in the RSDP. I kept track of 

the teacher-participants' words and actions by creating accessible, labeled, and ordered 

data source files. The data sources gathered in the RSDP activities were produced by 

data-gathering techniques such as audiotapes, videotapes, and typed transcripts. The 

following is an outline of the instruments, time, place, and rationale in which these 

techniques were employed. 

1. Videotapes: Records of the beginning and final literacy-related classroom lessons 

were taken with videotape and typed transcripts. Merriam (1988) suggests 

fleldwork includes observations and data collection techniques such as using 

video cameras and audio recorders. 

2. Audiotapes: Beginning and final interviews and the RSDP sessions were recorded 

using an audiotaped flat microphone. Seidman (1991) suggests active listening is 

a key element in collecting transcribed qualitative data sources. The researcher 

primarily listens while the participants talk. The researcher presents strategically 

posed questions, clarifies issues and keeps the participants focused. 

3. Researcher Field Notes: As the participant-observer, 1 wrote a journal to reflect on 

the RSDP experiences. I also made audiotapes and transcriptions of my 

reflections after the RSDP activities. I followed Bogdan and Biklen's (1992) 
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suggested format to make field notes that were detailed and descriptive to avoid 

making assumptions. 

4. Teacher-written Professional Autobiographies: Connelly and Clandinin (1995) 

suggest the use of participant-created texts, such as autobiographies, to find 

answers to qualitative research questions that focus on teacher beliefs. The 

construction of personal narratives provided the participants the opportunity to 

live, tell, relive and retell their own stories about becoming teachers. 

Participant-Observer Role 

The peuticipant-observer is the type of researcher who goes into the field of study 

and comes back with information (Wolcott, 1994), using strategies so uicky that Merriam 

(1988) likens them to a schizophrenic activity. One must oscillate between acting as a 

calculating miner of information and acting as a quiet listener who systematically reflects 

and observes. Wolcott (1980) labels my role as "other," that of facilitator, researcher, 

and active participant. I constantly monitored my "other" skill by critically reviewing the 

data transcripts, thus improving vital strategies such as listening, questioning, and 

exploring with the teacher-participants. Seidman (1991) best outlines most of my 

strategies; 

Listen more, talk less, ask for clarification, ask for more information, ask open-
ended questions, explore the ideas, don't interrupt, ask for stories, keep 
participants focused, ask for a reconstruction of ideas, ask for concrete details, 
tolerate silence, follow interview guides cautiously, avoid reinforcing teachers 
ideas and follow your hunches, (p. iv) 
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As the participant-observer, I constantly battled the urge to relate to the 

participants for the purpose of personal fulfillment rather than for data gathering (Gans, 

1992), monitoring myself to maintain an inquiry stance. A related issue, suggested by 

Merriam (1988), is the extent to which participant-observers actually change study 

situations: 

Kazdin (1982) offers three explanations why the activities of those being 
observed might be altered: If participants are apprehensive about being judged, 
they may respond in socially desirable ways; if participants are aware of being 
assessed, they may behave in response to the assessment conditions; and, finally, 
participants may regulate their behavior from feedback obtained firom the 
observers—as when notes are taken or behavior is attended to in a particular 
fashion. (Merriam, 1988, p. 95) 

Thus, I constantly monitored how the teacher-participants and I influenced each other. 

The participant-observer's job is multi-dimensional. The evident limitations are 

coupled with deep insightful knowledge about the field of study. As the "other," I trusted 

my instincts and risked doing what I thought was needed. In some situations, this 

manifested as asking more sensitive questions. As a result of following my hunches, I 

gained meaningful perspectives about the teachers' experiences (Seidman, 1991). 

However, I perceived the richest layers of information with glasses shaded towards my 

point of view, perceptions created by my own life history (Wertsch, 1985), and 

influencing my interpretation and intuition of the teacher-participants' e.xpressions. 

My Personal Background 

I grew up in a Mexican American home where we leamed to thrive fi-om 

appreciating diversity. Personal growth occurred when family members shared their 
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unique talents. This value in people and behavior led me to study how we come to 

"believe," searching to make connections between "being" and believing through 

experience, reading, teaching, and learning my role in various life situations. Inquiry 

about beliefs leads me to embrace humanness within myself and within others. 1 strive to 

see the human experience without illusion and appreciate the beauty of its diversity in 

thought and actions. My hope is that true awareness of my beliefs will lead me to live 

according to those beliefs and to seek and realize my dreams. 

My dreams began when, as a child sitting with my little brother, my mother read 

me many fabulous stories. The beauty of written words came into focus when I felt how 

stories could make me laugh and cry. I was able to be with strange but special people in 

many far away places. Even more thrilling was spending summer nights with 

neighborhood playmates listening to our neighbor, Mr. Gilbert, read stories about Tom 

Sawyer and Huckleberry Finn. I can still envision a group of children listening with 

anticipation as Tom and Huck escaped the perils of their adventures. Though, as a child, 

I was more compelled to live and act out those stories, I recognized the source of my 

excitement. 

The passion of reading stories caught up with me as an adult. Today, half my 

time is spent absorbed in reading, writing, and making sense of life stories. Neither my 

Mom nor Mr. Gilbert realize that their example, as story lovers, impacted my decision to 

study literate communities. I have a growing desire to develop and engage in literate 

group settings that give people the opportxmity to discuss their beliefs about their stories. 

These settings are generated from my assumption that desire is the fuel to learning. 
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My study of sociocultural psychological theory provides insight into how human 

cognition is impacted by relationships between people, places, and things. Other 

theorists have convinced me that individuals' thought processes are unique because of 

their beliefs, forming the foundation of my constructivist belief of how people come to 

know. I believe that we filter our understanding of the world through lenses created by 

our diverse experiences and relationships. These lenses, the beliefs that form our core, 

influence who we are, what we do, and where we are going. 

I was bom into a family of teachers. My father dedicated his life to education, 

spending almost 40 years teaching many school levels. I followed his lead, and have 

spent a majority of my career teaching children and adults. I see myself recreating the 

same literate community in my classroom that I experienced as a child, enthralled by 

stories on hot summer nights. I make time in every school day to sit and read with my 

students, discussing their experiences that connect them to the ideas in a book because I 

believe that sharing our personal insights is the basis of learning. 

All of my studies at the university level focus on primary and adult education. 

My special interests in the field of education are early and primary language learning and 

literacy development, second language development (English or Spanish), reading and 

writing instruction, and bilingual/bicultural instruction. 

I am committed to improving children's literacy by studying, designing, and 

implementing programs that focus on teachers' literacy-related interests. I believe 

teachers need to have a safe place within their school to reflect, amongst peers and 

administrators, about their beliefs and practices. They need a place to share their 
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knowledge of teaching and focus on their diverse strengths. Teachers need an 

opportunity to create a unified vision of a rich literacy instruction setting. Thus, I have 

chosen research styles that facilitate my effort to write stories expressing the voices of 

teachers and students. 

Sampling 

Purposeful sampling (Patton, 1980) is used in qualitative research when questions 

focus on understanding, discovering and gaining insight. I used two of Goetz and 

LeCompte's (1984) criterion-based sampling strategies, specific types of purposeful 

sampling, to establish the standard needed to select three participants. The two strategies 

used to facilitate my sampling decisions are known as reputational-case selection and 

typical-case selection, necessary "since it is impossible to interview everyone, observe 

everything, and gather all the relevant data" (Merriam, 1988, p. 52). 

Reputational-Case Selection 

Reputational-case selection occurs when a subject expert recommends individuals 

who best qualify to participate as a case for study (Merriam, 1988). In this inquiry I 

acted as the expert, observing and interacting with all the teachers in the South Tucson 

elementary school setting. My ultimate selection was based on the teachers' interest and 

respect for one another's beliefs and practices. The teachers and I formed a professional 

trust over a period of three years while we worked together in the school site. In 

addition, the teachers expressed an interest to honestiy share their beliefs about their 
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students' literacy learning, and all desired to grow professionally by attending the RSDP. 

Although they offered to attend without a fee, I felt obligated to pay them for their time 

and effort. This helped to insure that the teachers would follow through on their 

commitment. 

Typical-Case Selection 

In a typical-case selection, the researcher "develops a profile of attributes 

possessed by the average case and then seeks an instance of this case" (Goetz &. 

LeCompte, 1984, p. 81). The profile for the teacher-participants in this study was: (a) 

primary grade teacher certified as bilingual, (b) highly passionate about teaching, and (c) 

a hard-working professional. 

The three teacher-participants are all professional women of Latina heritage who 

work diligently and effectively to teach young children in bilingual classrooms. They 

each devote large quantities of personal time, money, and effort to create a quality 

instructional enviromnent for kindergarten and first-grade students. It is common to see 

these teachers use personal time at night and on weekends to organize the learning 

environment, develop lesson plans, attend after-school activities, and engage in staff 

development programs. These teachers find a level of personal fulfillment in touching 

the hearts and minds of the children who enter their classrooms. The teachers' 

professional efforts are demonstrated by their use of portfolios, documents that carefully 

record their students' educational growth during the school year through artifacts such as 

pictures, student work, assessments, and written narratives. 
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Introduction to Teacher-Participants 

The three teachers chosen to participate in the four-month-long case study each 

reviewed the RSDP research proposal and agreed to the September 1999 start period. 

Due to the sensitive nature of the subject matter discussed in the RSDP, the teachers' 

names are changed to insure privacy. This assurance of privacy was intended to 

encourage the teachers to openly disclose their personal beliefs and practices. The 

following introductions summarize the teacher-participants' histories, highlighting their 

personal beliefs and practices. The information in these profiles was drawn from the 

teacher-participants' autobiographies. 

Nicole 

Nicole has worked in the South Tucson elementary school for six years as a 

primary bilingual educator. She taught third grade for a single year and has since worked 

in a kindergarten classroom. She believes her experiences as a student, as a teacher, and 

as a Mexican immigrant influence her beliefs about literacy development in young 

children. As a Spanish-speaking immigrant immersed in a U.S. English kindergarten, she 

empathizes with the struggles her students encounter as they become accustomed to 

school, an understanding that influences the literacy instruction in her classroom. 

Nicole values and implements "hands-on" learning centers, outdoor play, and play 

periods in the classroom. "I remember how, as a young child, those activities left me 

with memories of meaningful learning experiences, including learning to speak English 

with my classmates. To this day, I don't remember being taught anything formally in 
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school until I reached second grade" (N, F 2, p. 2). Around that time, she began to grasp 

the English language well enough to speak with friends, understand television broadcasts 

in English, and struggle with academic subject matter. Nicole recollected that, by the age 

of eight years, she felt like a failure in school due to her inability to grasp concepts in 

subjects such as reading, writing and spelling. Today she recognizes that those feelings 

of failure arose from language and cultural differences between herself and her teachers. 

Nicole overcame the feeling of failure by persevering in her struggle through high 

school. In college, she spent extra time and money on tutors to releam mathematics, 

reading, and writing skills. She recalls dealing with thoughtless college professors who 

did not know how to constructively discuss her need for improvement in basic writing 

skills. Those negative experiences taught her how not to act as a teacher. Instead, she 

assesses children to find their learning strengths and abilities. She then creates lessons 

that focus on her students' instructional interests, building a curriculum based on her 

students' abilities. Although she worked harder than most in college, her efforts paid off 

Nicole is now challenged to develop her vision of a quality biliterate classroom that is 

full of "authentic" learning experiences. 

Charlotte 

Charlotte believes destiny enticed her to become a teacher. She grew up in 

Mexico, where families told stories rather than read books. She has warm memories of 

listening nightly to her grandmother share colorful vivid stories. This tradition gives her 

a unique view of literacy: "literacy is something we use, it comes to us, it's in the 



environment, and we know how to use it in order to help us do something. Literacy is 

using the senses" (C, F 2, p. I). 

As a child, Charlotte never imagined that she would attend college, much less 

work as a professional elementary educator. In the Mexican schools, young girls learned 

basic skills in math, reading, and writing, before being steered towards home economic 

classes in preparation for being a wife. She recalls a high school teacher stating to her, 

"girls can't be mathematicians, don't worry about mastering this subject" (C, F 2, p. 2). 

Those beliefs led her to give up on school for a time. 

Despite her past challenges, Charlotte decided to go to college when she moved to 

Tucson, Arizona. She believes she was able to succeed due to a professor who believed 

in Charlotte's ability to learn. Although Charlotte could not speak or write English well 

for her college courses, she worked diligently to learn the content and pass each course. 

The professor praised Charlotte's determined work effort, listened to her doubts and 

convinced her that she could accomplish anything by using her abilities. The professor 

used Charlotte's fears of learning and her strong work ethic to create goals diat led to her 

dream of becoming a teacher. 

Today, Charlotte works as a bilingual primary teacher. She has worked for three 

years at the third-grade level and for three years in a first-grade classroom. Throughout 

those years of teaching, she has worked to touch the hearts of her students with the same 

care and interest that was given to her by the thoughtful professor. She articulates the 

belief that every child should be treated as special and be viewed as a unique learner. She 

strives to build students' confidence through ownership of their ability to read and write. 
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providing a curriculum that focuses on children's strengths and respects their natural need 

to leam in various ways. 

Irene 

Irene's decision to become a teacher was based on her love of helping children to 

become better readers, writers and learners, a passion she discovered after working as a 

part-time teacher's assistant. During her first two years of teaching in a kindergarten 

classroom, which she calls the "survival years," she questioned what the word 'teacher" 

means. Today, she creates practices that focus on her students' learning interests. 

During my first year and a half of teaching, I implemented practices of mentor 
teachers who appeared competent, experienced, and knowledgeable about good 
teaching strategies. Then came the realization that, while administrators' 
compliments on my ability to create a competent literacy environment made me 
feel good, my students were not learning to their full potential. (I, F 2, p. 2) 

Irene's vision of teaching includes more than feeling good; she wants to 

experience the accomplishment of developing a rich literacy instruction environment. 

This need led her to question her practices, and she realized that some of die implemented 

literacy instruction strategies were not engaging her students. She came to understand 

that her students acted according to her expectations of them, even in nonsensical 

activities. In her effort to comply with curriculum guidelines and implement mandated 

literacy practices, Irene had forgotten to focus on teaching children to enjoy reading 

books. She wanted her students to find excitement in the written expression of words, 

thoughts, and stories. Now, Irene envisions herself as embarking on a new journey that 

involves the art of teaching. This journey includes reflecting on her beliefs about her 



teaching practices, inquiring about her efforts to teach using research strategies and 

continuing to leam about teaching through higher education. 
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The South Tucson Elementary School Setting 

At the South Tucson site, the teachers depend on two forms of support systems to 

instruct the students: the district staff development programs and the community 

volunteers. Some of the in-service programs encouraged developmentally appropriate 

practices (DAP), a standard for educational practices that was created from a joint 

positions statement of the International Reading Association and the National Association 

for the Education for Young Children in 1998. Many of the teachers at the site wish to 

incorporate a DAP curricula, intended to improve and support quality literacy-related 

practices and policies, into their classrooms. In addition, there is a constant flow of 

community volunteers who promote literacy, although the school has identified a need to 

improve the community's involvement. 

The Kindergarten and First-Grade Classrooms 

The teachers' effort to provide a DAP, Developmentally Appropriate Practice, 

curricula is a realistic goal due to the support of the community, physically large 

classroom spaces, sufficient instructional materials, and available staff development 

programs. Moreover, the administration at the school site offers teachers a considerable 

amount of teacher instruction through Title I funding, a funding source available to 

schools with student populations living in lower income environments. These staff 
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development programs contribute to the teacher-participants' professional growth and 

may help them develop quality literacy learning settings and support their need to comply 

with the realities of managing district agendas, goals, and assessments. 

The School District 

The teachers must comply vwth the realities of managing district agendas, goals, 

and assessments. To meet the adminisu^tive expectations, they attend in-services that 

teach literacy-related skills instruction and developmentally appropriate practices. 

Simultaneous to participating in the RSDP, the teacher-participants were attending two 

literacy instruction programs through staff development. The first was the Interactive 

Literacy program, which advocates the use of teacher-directed skills instruction methods, 

materials, strategies, and evaluations. This program was designed to make readers out of 

kindergarten and first-grade children. The second program included early childhood 

training that promotes developmentally appropriate constructivist literacy instruction 

strategies. All the teacher-participants have attended numerous in-services that promote 

the DAP curricula and the Interactive Literacy program. The school site principal 

supports the teachers' need to be autonomous in choosing appropriate literacy practices 

as offered by the two staff development programs. 

The School Community 

The South Tucson Mexican American barrios, or neighborhoods, around the 

school site residents are proud of their Mexican American heritage. Within the barrios. 
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there are tienditas, or small stores, where the community members provide goods and 

services to their neighbors. The tienditas also function as a place to talk and to help 

others in times of crisis. The shop owners, who generally live close to their stores, are 

community leaders who provide credit, advice, jobs, and moral support when the need for 

help arises. These Tucson barrios are very similar to typical barrios in Mexico, and many 

of the stores have served the barrio members for generations. It is common for each 

successive generation to take over the neighborhood business when the owners grow old. 

As barrio children grow into adults, the tienditas impact their social values, and their 

economic growth is shared throughout the community. 

A majority of South Tucson students are Latinos and live in the nearby barrios. 

The school is continuously looking for projects that will encourage the parents and the 

community to actively participate in the functions of the school, due to low parent 

involvement. One reason the parents do not attend school activities could be that they are 

still learning to speak English. 

Most students are classified as bilingual in English and Spanish, with a language 

fluency ranging from primarily fluent in Spanish to primarily fluent in English. The 

ethnic breakdown of the South Tucson primary students is approximately 92% Latino, 

1% African American, 3% White, 3% Native American, and 1% Asian American. Thus, 

the total minority group is 97% (Source: 1997-1998 District Report). These figures 

fluctuate slightly due to changes in enrollment in a given school year. 

The South Tucson barrios consist of Mexican immigrant, first-, second-, third-

and fourth-generation, blue-collar Americans. A majority of the students qualify for free 
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meals because the family income is low. Students who enter kindergarten have parents 

who attended the same school. (The parents and I often wonder how the long-term lunch 

ladies [20 to 30 years] remember their names and faces as they enroll their children in the 

breakfast and lunch programs.) 

Procedures to Analyze Data Sources 

Getting Started 

Throughout the duration of the RSDP fieldwork, 1 engaged in three stages of 

analysis, which I labeled Getting Started, Halfway Point and Visualizing the End. Once 

established at the site, 1 organized the five data sources—autobiographies, interviews, 

lessons, the seven RSDP sessions and the member check meeting—into manageable units 

for analysis. Bogdan and Biklen (1982) suggest using a variety of analysis strategies 

during fieldwork. Below is a summary of the strategies I employed over the course of the 

study. 

1. I followed a detailed plan that clearly outlined the qualitative case study 

methodology. The plan was my research proposal and included the questions, 

plan for inquiry, participants, fieldwork setting, RSDP activities, data-gathering 

techniques, and analysis. 

2. I used the constant comparative method to simultaneously collect and analyze the 

five data sources during fieldwork. This process organized data sources for easy 

access and was necessary for developing possible categories throughout die RSDP 

activities. 1 used Ely's (1995) guidelines to interpret and organize the data 
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sources by producing annotated transcribed documents with codes that recorded 

who, when, where, and how the teachers' reflections were produced. 

3. Within each RSDP session, I kept a memo pad of comments that came to mind as 

I facilitated the session. 

4. Immediately after each RSDP session, I wrote or recorded reactions, reflections, 

and descriptions of leamed insights. This is where I kept track of the larger 

theoretical issues and chose relevant fleldwork methods. 

5. After facilitating and observing each session of the RSDP activities, I reviewed 

the field notes, transcripts and documents. This allowed me to determine how to 

collect data in the next session. The planned RSDP sessions included questions 

and activities that drew out the teachers' beliefs and practices. 

6. Under appropriate situations, 1 provided RSDP sessions that focused on the 

teacher-participants' interests. For example, when teachers mentioned interest in 

visiting a particular teacher's classroom, 1 arranged a visit. The teacher-

participants then reflected about their observations in the RSDP. 

7. As the RSDP facilitator, I collected journal articles that addressed the teachers' 

interests and questions, providing time in sessions to reflect on those articles. 

Towards the end of the RSDP, after reading a majority of the collected data 

sources, 1 began reading books and articles that became the basis for the literature 

review of this dissertation. I wrote the literature review as if the teacher-

participants were my audience. Thus, the topics in the literature review emerged 
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from the teacher-participants' perceptions, beliefs and practices related to literacy 

development. 

HalJ\vay Point 

It was at this stage of creating my dissertation that I chose to take a year leave of 

absence from working as a kindergarten teacher with bilingual children. I immersed my 

heart, mind, and soul into finding my voice as a writer and listener to the voices of the 

teacher-participants. At this point, I engaged in two activities. First, I wrote, revised, and 

reedited the first three chapters of my dissertation, which establish the theoretical base, 

research method, and analysis of data sources. Second, I analyzed the data sources, in 

which the teacher-participants' literacy-related beliefs and practices were framed into 

categories on a matrix, demonstrating shifts in the reported beliefs and practices 

throughout the RSDP. 

The categories emerged after I had reviewed the data numerous times (see 

Appendix F), a time consuming, tedious, and humbling experience. After reading the 

data sources twice, I identified locations where teachers discussed a belief or practice, 

then chose a word to identify that belief or practice, which eventually became a 

subcategory of a broader category. Next these categories and subcategories were coded 

for accuracy, with enough details for easy access, and entered on computer. This process 

entailed highlighting and encoding the teachers' words, compiling similar highlighted 

categories found throughout the data and placing them in computer files. The chosen 
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categories became my guideposts to outline how I could conceptually and theoretically 

describe the findings. 

The process of deciding significance amongst thousands of pages of transcripts 

made me dizzy. Seidman (1991) calls coding categories the darker side of the qualitative 

process. It is the time when you lose confidence in your ability to sort out ideas of value. 

You wonder if something important is being ignored; you fear that you are making things 

up. In sum you begin to doubt your ability to completing your efforts. Fortimately, I 

read numerous accounts of such anxious feelings in the lives of qualitative researchers. 

As anxiety set in, I reminded myself that 1 had employed proper techniques as a 

qualitative investigator to ensure the validity and reliability of the interpreted data 

(Merriam, 1988). Those techniques are: 

1. I replaced the need for validity and reliability with new qualitative perspectives. I 

need to look for consistency in the data and depend on finding results that make 

sense. I seek to understand teachers' beliefs and practices by searching through 

the layers of meanings in their discussions. 

2. I clearly stated my assumptions about the research, follow sample guidelines for 

choosing participants, describe the participants and myself, and define the context 

in which the data was gathered. 

3. I implemented a member check period. Lincoln and Guba (1985) define the 

member checking method as a process in which the teacher-participants compare 

the "fit" of the study analysis to their personal interpretations about the RSDP. 
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4. I triangulated data sources. Triangulation confirms the study conclusion derived 

from multiple data sources "by showing that independent measures of it, agree 

with it or at least don't contradict it" (Huberman & Miles, 1984, p. 234). 

Hubbard and Power (1993) suggest that a more compelling case is provided by 

research discoveries when many data sources are triangulated. The confirmation 

of appropriateness and reasonableness of a conclusion as demonstrated by 

triangulation adds substantially to the acceptance of findings, and thus allows for 

the practical application of RSDP. 

5. I produced an audit trail that illustrates data fieldwork and analysis. A computer 

filing system of the coded categories is used to record analysis of transcripts. All 

coded categories are indexed with page numbers. Indexes insure that key 

category words and phrases can be found easily for further thought and 

manipulation. 

Matrices: Visualizing the End 

Stories emerged as I analyzed the three teachers' interviews, video lesson 

observations, and discussions that took place during the Reflective Staff Development 

Program (RSDP). These stories reflected the teachers' statements about their beliefs and 

practices used to facilitate children's literacy learning. I depicted each teacher's story, or 

case study, on a matrix (Richardson & Anders, 1994) to indicate my interpretation of 

their beliefs and practices throughout the course of the RSDP. The purpose of the 

matrices was to illustrate changes in the teachers' beliefs and practices as each progressed 
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through the RSDP, the fieldwork setting. I provide an explanation of a generic version of 

the matrix in Figure 3.1. 

DIMENSIONS IN REFLECTED BELIEFS AND PRACTICES 

Questioning Type 
No Questions 
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SMIls Model 

IV 

II 

Constructivlst Model 

Data Points: 
Teaclier's Beginning, B1 = Beginning RSDP Belief & Prac. 
Teacher's Beginning, RSDP1/7 = Mid RSDP Beliefs & Prac. 

Teacher's Beginning, B2 = Final RSDP Beliefs & Practices 
Teacher's Beginning, VI = Initial Practice in Video One 
Teacher's Beginning, V2 = Final Practice In Video Two 
Teacher's Beginning, RV2 = Reflection of Video Two 

Questions 
III 

Figure 3.1. Dimensions in reflected beliefs and practices. The matrix of dimensions in 
reflected beliefs and practices represents the plot between teacher participants' literacy 
related beliefs & practices and their type of personal questioning. Data points marked 
by the teacher participant's initial and the timing during the RSDP are positioned to 
show changes in literacy related beliefs & practices and questioning type through the 
progression of the RSDP. 
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Two significant dimensions. The matrix in Figure 3.1 depicts two significant 

dimensions. The "literacy-related beliefs and practices" dimension is bound by two 

extreme perspectives: the skills/transmission model and the constmctivist/transactional 

model (Anders & Guzzetti, 1996). The skills perspective indicates that the teachers-

participant make drills of reading skills a high instructional priority, and suggests a belief 

that reading occurs by mastering parts of the text in a systematic sequence of skills. For 

example, the guided reading lesson used by the teacher-participants involved "little 

books" designed to teach reading skills. The leveled book is used as a benchmark to 

assess the student's knowledge of skills. Once the skill is mastered, the student moves to 

a new book to leam a new skill. 

The other extreme of the line indicates beliefs and demonstrated practices that appear 

to be consonant with a constructivist model. Teachers who adopt this model believe that 

literacy-learning processes occur as children engage a whole text, and that children 

naturally inquire about that text. A whole language teacher integrates inquiry and literacy 

(Halliday, 1978) in practices that may include examples of the following three elements: 

1. Learning about language—children engage in reading lessons to leam reading 

skills and strategies. 

2. Learning language—children chorally read a "big book" to practice language 

patterns. 

3. Learning through language—children respond to information by writing a journal 

or engaging in collaborative discussions. 
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The second dimension of the matrix in Figure 3.1, labeled as "Question-type," 

represents extreme dichotomies between the form of the teachers' questions regarding 

literacy-related beliefs and practices. At one end of this dimension, teachers do not 

appear to question their literacy-related beliefs and practices; they are content with their 

instructional efforts and do not express an interest or need to question students' reactions 

to those efforts. As a result, these teachers appear to have fixed literacy-related beliefs 

and practices. The other extreme is represented by teachers who do appear to question 

their instructional beliefs and practices, posing problems, answering questions, and and in 

the process, developing new perspectives about literacy learning. 

The data categories. I spent many months reading, selecting and sorting 

categories that emerged from the data sources. These categories were created to 

represent specific beliefs and practices to interpret the two dimensions of the matrices: 

literacy-related beliefs and practices and the question-types. I first attempted to develop a 

timeline and a linear graph to represent the changes in the teachers' literacy-related 

beliefs and practices throughout the RSDP. But, after a few weeks of attempting to plug 

the data into this linear format, I realized that the teachers' processes in asking questions 

and implementing new practices were not linear. Therefore, I developed a two-

dimensional matrix to demonstrate how the teachers' literacy-related beliefs and practices 

moved in many directions within the time period the RSDP. The matrices are purely 

qualitative, that is they are interpretive tools that help me to consistently determine the 

location of where I placed the data points on the matrix. 
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There are 10 categories in the literacy-related beliefs and practices dimension that 

were used to characterize both the skills and constructivist models: (a) teacher questions, 

(b) student questions, (c) classroom centers/lessons, (d) instructional materials, (e) 

literacy integration, (f) thematic units, (g) writing instruction, (h) reading instruction, (i) 

community involvement, and Q) bilingual instruction. 

The three categories that emerged within the question-type dimension are: (a) 

fixed in thought with no questions, (b) questioning new ideas, and (c) finding answers to 

their question through problem-solving. While the first dimension maps the actual 

classroom practices, the second examines how the teachers questioned their practices 

within the RSDP. 

Four quadrants of the matrix. The question-type and literacy-related beliefs and 

practices dimensions create a matrix with four quadrants (see Figure 3.1). Quadrant 1 

represents the skills model of beliefs and practices without questions. Quadrant II 

represents the constructivist model of beliefs and practices without questions. Quadrant 

III represents the constructivist model of beliefs and practices with questions. Quadrant 

IV represents the skills model of beliefs and practices with questions. 

Data points. After analyzing the teachers' literacy-related beliefs and practices, I 

plotted data points to represent each teacher's discourse within the appropriate quadrant 

at the start of, during, and at the end of the RSDP. The plot for the first interview 

(teacher's begiiming, B 1) depicts a teacher's stated beliefs and practices at the beginning 



of the RSDP. The plot for the collaborative reflection (teacher's beginning, RSDP I 

through RSDP 7) depicts a teacher's stated beliefs and practices during the RSDP. The 

plot representing the second interview and discussions about the second videotaped 

lesson (teacher's beginning, F 2, and teacher's beginning, RV 2, respectively) depict a 

teacher's final stated beliefs and practices at the end of the RSDP. 

The matrix also presents a teacher's practices, observed in the beginning and final 

lessons. The practices are indicated with data points that are placed on the continuum of 

the skills and constructivist models. The plot for the first literacy lesson (teacher's 

beginning, V 1) depicts a teacher's practices at the start of the RSDP. The plot for the 

second literacy lesson (teacher's beginning, V 2) depicts a teacher's practices at the end 

of the RSDP. 

"Moments of realization. " The case studies, as plotted on the matrices, illustrate 

shifts that occurred in the teacher-participants' words and behaviors. During and after the 

RSDP, I found substantially different expressions in the participants' language about 

literacy beliefs and practices. I labeled these language shifts as moments of realization 

(ah-ha moments) in the teachers' reflective process, as compared with their beginning 

interviews. These language shifts pinpoint pivotal points in time, moments when teacher-

participants appear to achieve new understandings that differ significantly firom the ideas 

presented in their beginning interviews. 
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Recognizing moments of realization. The plots that illustrate new directions in the 

teachers' knowing, thinking and acting, identified as moments of realization, are based on 

my assumption that language, thought and behavior are intrinsically connected. 

Sociocultural theories suggest that language determines thought through reflective 

discourse. Reflective inquiry is suggested to be a critical force that breaks an individual 

out of "vicious circles" of the same thought. Misak (1991) suggests that inquiries, or the 

process of answering a posed question "transforms learning from experience into a more 

sophisticated form of investigation" (p. 55). This inquiry process accepts or rejects an 

old belief. Pierce describes the inquiry of beliefs as having three stages: (a) the abduction 

or beginning stage occurs when individuals question the unknown and make it a known; 

(b) then they deduce or construct scenarios surrounding their predictions in order to 

answer the posed questions; and (c) the induction stage is when individuals test their 

constructed predictions and scenarios (Fisch, 1982). 

The RSDP setting encouraged teachers to reflect openly within the group. The 

setting determined how, when and in what context the teacher-participants' moments of 

realization emerged. Hogan and Clandinin (1993) also encourage teachers to share their 

professional stories in a collaborative group process in order to move out of vicious 

circles of professional thought. Within this process, teachers begin to value their own 

knowing and to talk about the knowledge shared by professionals within the school. The 

collaborative discussions facilitate teachers' ability to move into new directions of 

thought (1993). 



Wells (1993) also creates communities of inquiry with teachers. Within these 

inquiry groups. Wells acknowledges moments of realization in the following example: 

The talk that occurred in the groups in which these activities were pursued was 
really exciting. This sense of exhilaration is captured in the following excerpt 
from Elachel's journal. 

MAJOR EXCITEMENT, MAJOR SYNCHRONICITY. I've been noticing the 
difference between the talk on our projects..." (1993, p. 50). 

Conclusions 

In conclusion, this dissertation began after I chose a qualitative method to answer 

the overarching question regarding the nature of teachers' literacy-related beliefs and 

practices. My inquiry led me to develop and facilitate a teacher support system, the 

RSDP setting. After designing the RSDP to elicit and identify the teacher-participants' 

professional beliefs and practices, I studied further findings about the teachers' reflective 

processes. These findings show a connection between the teachers' group reflections and 

their process in implementing professional changes. As a participant-observer, I gathered 

and analyzed multiple data sources drawn from the three case studies. The coherence of 

these "field texts" took shape as they were organized into categories and plotted on a 

matrix designed in response to dieir non-linear nature. The matrices show the teachers' 

moments of realization within the context of their beliefs and practices over the course of 

the RSDP. 



CHAPTER 4 

THREE CASE STUDIES: THE RSDP EXPERIENCES 

99 

The philosophers would only have to dissolve their 

language into the ordinary language, from which it is 

abstracted, to recognize it as the distorted language of 

the actual world, and to realize that neither thoughts 

nor language in themselves form the realm of their 

own, that they are only manifestations of actual life. 

-Marx & Engels 

(As cited by Holzman &. Newman, 1985, p. 105) 

The reflective experiences of the teacher-participants over the course of the RSDP 

were unique to each individual. The matrix depicts these individual paths through the 

matrix plots which illustrate the teachers' interactive discourse relating to literacy beliefs, 

throughout the RSDP. In addition, these plots illustrate the teachers' discussions as they 

engaged in the various reflective staff development activities. Thus, the matrix describes 

the teachers' literacy-related beliefs and practices before, during, and after the RSDP. 

Moreover, the plots indicate that during the RSDP each teacher experienced moments of 

realizations when their reflective discourse demonstrated shifts in their beliefs and 

practices. 



100 

Findings in the Three Case Studies 

Charlotte's Matrix 

Charlotte's matrix. Figure 4.1, depicts literacy-related beliefs and practices 

before, during, and after the RSDP. Charlotte was the first-grade teacher-participant who 

worked as a bilingual teacher for six years. 

CHARLOTTE'S DIMENSIONS IN REFLECTED BELIEFS AND PRACTICES 

Question Type 
No Questions 
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Data Points: 
Teacher's Beginning, B1 = Beginning RSDP Beliefs & Prac. 
Teacher's Beginning, RSDP1/7 - Mid RSDP Beliefis & Prac. 

Teacher's Beginning, F2=Final RSDP Beliefs & Practices 
Teacher's Beginning, VI = Initial Practice in Video One 
Teacher's Beginning, V2 = Rnal Practice in Video Two 
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Figure 4.1. Charlotte's dimensions in reflected beliefs and practices. Charlotte's mauix 
of dimensions in reflected beliefs and practices illustrates her beginning (C, Bl; C, VI) 
beliefs & practice of skills model use combined with a neutral position on questioning. 
As the RSDP progressed, Charlotte began to reflect constructivist beliefs about literacy 
practice (C, RSDP3; C, RSDP6). By the end of the RSDP, she become more questioning 
but continued using skill practices (C, F2; C, V2). 
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Analysis of Charlotte's data sources was more complicated than her peer teacher-teacher's 

because her beginning videotaped literacy lesson integrated social studies, which made it 

a less direct instance of literacy instruction than her final guided reading lesson. This 

situation occurred due to Charlotte's need to assess her students at the beginning of the 

year. The literacy assessments took priority over the implement guided reading lessons 

during the first month of school. 

Therefore, the data analysis used to determine the location of the plot included a 

microanalysis of Charlotte's literacy practices in her begimiing interview and her literacy 

lesson, and a macro analysis of observed initial literacy practices in the video. The 

microanalysis focuses on the verbal interactions that occurred within the literacy lesson, 

i.e. (a) teacher questions, (b) student questions, and (c) specific reading and writing 

instruction strategies. The macro analysis considers: (a) grouping in centers or full class 

lessons, (b) the instructional materials, (c) literacy integration into the content area, (d) 

thematic units, (e) relevance to students' home and community, and (f) the type of 

bilingual instruction. 

Before the RSDP 

Beginning reflections about literacy-related beliefs. Charlotte's literacy-related 

beliefs and practices reflected in the beginning interview are best characterized as the 

skills model (see quadrant I of Figure 4.1). Charlotte's first interview (C, B 1) was used 

to describe her literacy-related beliefs. Charlotte reported that she began the year with 

only reading activities because the children were not ready for interactive writing during 
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the first few months of school. She implemented reading lessons such as guided reading, 

read aloud, and shared reading. This section describes: (a) Charlotte's interpretation of 

guided reading, (b) why guided reading groups helped Charlotte successfully manage her 

students' learning needs, and (c) Charlotte's interest in expand her literacy-related beliefs 

and practices. 

Charlotte stated in the beginning interview that her guided reading mstruction 

included the following elements: Four children engaged in reading "little books" with the 

teacher's guidance, first reviewing an old book, then reading a new book, and, finally, 

practicing a literacy skill. During guided reading, Charlotte evaluated students' skill 

mastery and then grouped them according to similar reading abilities. The children not 

working with Charlotte worked in literacy centers that included "activity centers such as 

writing the alphabet, studying letters and their connections, writing spelling words, 

computer literacy games and independent reading" (C, B I, p. 47). Charlotte appeared 

confident with her professional efforts to engage her students in the guided reading 

lessons and asked only a few questions about meeting her students' literacy instructional 

needs. 

Throughout the beginning interview, Charlotte explained that the interactive 

literacy coursework and materials improved her teaching skills. Prior to implementing 

the interactive literacy strategies, her literacy instruction occurred in a full group. After 

adopting the interactive strategies, she implemented centers with reading groups as 

suggested by the curriculum mandates and the interactive literacy program. In addition, 

the little books were readily available, easy to implement in the guided reading groups 
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and simplified the process of on-going assessments. While Charlotte primarily discussed 

her knowledge of skills instruction, she stated that there were other reading instructional 

approaches that she wanted to learn. 

In the begiiming interview, Charlotte expressed an interest in becoming an 

eclectic teacher who implemented a variety of reading strategies. She stated that she 

intended to learn more about constructivist practices that built a curriculum based on her 

students' needs because she believed some of her students were not learning in the skills 

oriented guided reading lessons: "I'm doing interactive literacy, but 1 was thinking the 

best way to teach them right now is listening to them and trying to communicate with 

them" (C, B 1, p. 25). At this point, Charlotte did not fully comprehend the whole-

language perspective: 

I didn't go for whole-language. 1 never had a chance to go to one of their classes. 
So here is what 1 know about whole-language: you open your classroom; you 
leave your things here and there; the kids can learn by themselves. You don't do 
phonics; you don't do instruction; you don't do comprehension, and the children 
leam by themselves, (p. 13) 

Charlotte also stated a belief that children who did not fit into her interactivity 

literacy approach might benefit fi-om a constructivist curriculum. She discussed a 

concern for a number of her students who experienced fhistration when placed in guided 

reading groups. She described one student's difficulty to leam in a reading group with 

the statement: "So what I'm trying to teach him is how to be accepted by the group as 

well as get along with the group. Right now he's defensive because he's expecting 

everybody to be blaming him for everything he does wrong. And if somebody is missing 

something they point at him" (C, B I, p. 20). 
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Charlotte's transcribed beginning interview indicated that she was beginning to 

critically reflect about her literacy-related beliefs and practices. Her questioning process 

became evident as she disclosed her discomfort with some of her student's unique 

learning needs. This uneasiness led Charlotte to be open to new directions of thought. 

Charlotte admitted that a lack of time, knowledge, and professional support impeded her 

effort to provide a classroom where children could explore topics of interest 

independently; instead she implemented a skills-based curriculum. 

Beginning literacy-related practices. Charlotte's beginning videotaped literacy 

lesson appeared to follow examples of the skills model. This case study was informed by 

the analysis and interpretation of Charlotte's begiiming videotaped lesson with transcripts 

(C, VI). The beginning videotaped lesson showed that Charlotte used closed-ended 

questions and teacher-directed discussions to help her students comprehend the meaning, 

vocabulary and symbols of the map. She first presented the purpose for maps, and then 

modeled how to read maps from a birds-eye view (C, V 1, p. 3). A big book map was 

used to elicit the children's ideas about map characteristics. She developed vocabulary 

words by naming map objects and asked the entire class to read the map key as they sat 

on the rug. The lesson discussion went like this: 

1. Charlotte stated, "OK, this is a community map and those gray things are the 
streets, and each square is a house" (C, V 1, p. 4). 

2. Charlotte pointed to different objects on the map questioning, "What about that 
one?" (p. 4). The children raised their hands to get permission to respond, then 
made statements such as: "It's a car" (p. 5). 
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3. Charlotte then referred to the key and stated, "If you want to get information 
about the map you go to the key, see here it says key" (p. 5). 

The transcribed videotaped lesson showed that the students initially raised their 

hands to answer the question. Later, they appeared distracted and lost interest in reading 

the map, vocabulary, and symbols. Thus, Charlotte changed the lesson and presented 

"juxtapose scenarios." To address the scenario, the children made directions to get from 

one place to another. For example: 

Charlotte: I'm here at the school, and my house is right there. So which way am I 
going to have to go to get home? 

Child 1: You go up. 

Charlotte: I can go up and it's going to be North. Now, which way do I go next? 

Child 2: West 

Charlotte: West. And then I'm going to go. 

Child 3: Up 

Child 2: North 

Charlotte: Up, North, OK. Here is my house. (C, V I, pp. 7-8) 

The scenario activity held the children's attention for a while, but eventually, they 

seemed to become restless. The objective to integrate literacy the map-reading lesson 

basically got lost with the children's observed inability to attend to the map. 

After most of the children looked fidgety, Charlotte presented directions to 

complete a Scholastic map worksheet. The transcribed lesson indicated that the 

Scholastic worksheet depicted the 50 states of the United States and their names, each 

state containing a fruit that needed to be colored. The literacy objective was to have the 
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children read the map key, which exemplified how to color the various types of fruit; 

their task was then to follow the key. Some children helped one another while others 

elicited help from Charlotte to color their maps. 

Charlotte's beginning videotaped lesson indicated that the literacy instruction 

strategies were largely teacher-centered and focused on the skill of learning vocabulary 

words on maps. The lesson materials were unfamiliar basal texts that were at a highly 

abstract level for first-grade children. The vocabulary lesson objective only included the 

pictured text and a pointer, with which Charlotte attempted to get the children to attend 

and to read the symbols of the text. Charlotte's questioning strategies were teacher-

directed and closed ended. The children followed Charlotte's voice by repeating her lead 

as she read the map. 

During the RSDP 

During the RSDP, there were two moments of realization in which Charlotte's 

dialogue expressed changed insights from her first interview (see Figure 4.1: C, RSDP 3 

in quadrant III and C, RSDP 6 in quadrant IV). 

First moment of realization. The first moment of realization occurred in 

reflective session 3 (C, RSDP 3), when Charlotte and her peers reviewed her begirming 

videotaped lesson. Charlotte admitted to herself and her peers, "I'm talking too much!" 

(C, RSDP 3, p. 20), and concluded she was putting words in her students' mouths after 

expressing a concern about their inattentive behavior. She stated, "You see a lot of, well 
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some of the kids weren't engaged; maybe it was too hard for them" (p. 13). After the 

teachers provided Charlotte with their ideas of improvement, she discussed beliefs about 

practices from a constructivist perspective. 

After her moment of realization, Charlotte asked her peers to present ideas for 

improvement: "After you see the video, you can make suggestions, OK? Maybe next 

time I will do it that way" (C, RSDP 3, p. 14). Charlotte's questions, such as "How can 

we be facilitators but have control of the class?" (p. 20), focused on how she needed to 

change her literacy practice. Her willingness to learn, as recorded in the beginning 

interview, is possibly one factor that compelled her to ask die peer-participants for 

constructive criticism. 

Charlotte and her peers concluded that the students' inattentive behavior was not 

due to the students' inability to comprehend maps or read the map vocabulary and 

symbols; it was the abstract level of the lesson that made the children seem lost, i.e., the 

closed-ended questions, the teacher-directed talk, and the unfamiliar map. The teacher-

participants' solution to improve the map lesson was to provide concrete student-

centered'Tiands-on activities. 

After they discussed ways to recreate the lesson, Charlotte explained how she 

would teach first-grade children to read a map, read the vocabulary, symbols, and 

comprehend the meaning of maps (C, RSDP 3, p. 30): 

1. Develop the students' prior knowledge of maps by having the students take a 
walking fieldtrip around the school neighborhood and create a simple map of their 
walL 

2. Students share the words and objects that describe the path of their field trip and 
then share their ideas to collaboratively make a map of their walk. 
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3. Students discuss and engage in a shared writing experience to record their 
mapping experience. 

4. Draw objects and make word cards labeling the parts of the school and the 
neighborhood to develop vocabulary words. 

Charlotte said, "the students would say, 'that's were I live.' Then, instead of me 

[Charlotte] saying, 'OK, let's go east on a map,' we could walk east so that later they 

could make maps of going east" (p. 31). Charlotte concluded that the children would 

have more fun engaging in this concrete type of lesson. 

Thus, Charlotte's first moment of realization appeared when she recognized that 

the students' disinterest in the beginning videotaped lesson was largely due to her closed 

ended questioning strategies, the teacher-centered vocabulary instruction, the abstract 

nature of the lesson materials and the failure to develop a strong foundation of prior 

knowledge about reading or mapping words and objects in their community. Upon 

Charlotte's request, she and her peers collaborated to develop a mentally engaging 

literacy lesson that asked the children to purposefully inquire about mapping by 

reconstructing objects and finding words within their school and community. After 

recreating the begirming lesson, Charlotte demonstrated a new insight into using 

constructivist instructional practices and beliefs. 

Second moment of realization. This section describes the discussion that led up to 

Charlotte's second moment of realization as she observed a videotape of a "whole-

language" teacher, in reflective session 6 (C, RSDP 6). This video was made available 

due to the teacher-participants' interest in visiting a whole-language classroom; the 
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moment of realization occurred when Charlotte realized the connection between the 

interactive writing process and exploration centers, stating, "OK, children want to do 

something purposeful; they need to discover. They need to investigate before knowing 

the outcome. So she [the whole-language teacher] thinks the more ideas children have 

planning, touching and things, the better they will be at writing" (C, RSDP 6, p. 18). 

Although still highly valuing skills-based instruction, Charlotte's discussion in this 

section clearly moved towards constructivist approaches as she made connections 

between these practices and successful literacy instruction. 

Prior to Charlotte's second moment of realization, she noticed four inquiry-based 

instructional elements in the whole-language teacher's video: 

1. A fieldtrip activity that provided concrete experiences related to the writing 
activities. 

2. The teacher modeling the interactive writing process. 

3. The coruiection between writing and the exploration center. 

4. The teacher's talk and her students' talk throughout the instructional elements. 

In reflective session 6, Charlotte stated that the whole-language teacher 

implemented a fieldtrip to the bank to provide background knowledge on concepts the 

students would later write about, presenting students with concrete knowledge of a bank 

and its connection to money. She recalled that, during an interactive writing lesson, the 

teacher asked the children to recall the bank characteristics, names of objects related to 

the bank, and the currency they had seen. Charlotte said, "The class engaged in an 

interactive writing that included drawing a picture of their experience at the bank" (RSDP 
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6, p. 6). This observation helped Charlotte recognize how the students' concrete 

knowledge facilitated the writing process. 

In reflective session 6, Charlotte talked about the whole-language teacher's 

interactive writing approach, which included thinking out loud, so that students could 

understand the important aspects of the writing process. For example, the teacher 

reviewed: (a) what shapes were needed and how those shapes formed the picture; (b) the 

sounds heard in the words connected to the fieldtrip; and (c) how to find, in class, the 

necessary letters and words. Then the children wrote the story as the teacher and other 

students observed and presented ideas for support. 

Charlotte stated that she could see the connections between the interactive writing 

lessons and the independent exploration centers. In particular, she discussed how the 

bank center encouraged children to write meaningful ideas about their fieldtrip 

experience. As she watched the children play in a simulated banking area created from 

cardboard, play money, air tubes (to move the money), and cash registers, Charlotte 

observed that they seemed internally motivated to write and was surprised to see 

kindergarten children writing independently about their experiences. She also noted the 

whole-language teacher's flexible nature that encouraged the children to choose to write 

about the topic of study or personally relevant topics. 

Finally, Charlotte discussed how the whole-language teacher asked the students 

open-ended questions as they engaged in the centers and worked in the full group 

interactive writing activity. Charlotte repeated some of the teacher's prompts in the 

following statement: 
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So those kids, they do a lot of literacy and then the teacher says open-ended stuff 
like: 

Are you going to help me with ... 
Let's go ... 
Can you come and tell me ... 
You go find out... 
Please say it with me ... (RSDP 6, p. 3) 

The whole-language teacher's invitation to learn, write, and think convinced Charlotte 

that children can receive indirect teacher guidance as they read, write, and manipulate 

objects independently in the student-choice centers. 

Charlotte's second moment of realization occurred in reflective session 6 after she 

described an interest to implement inquiry projects. However, at this stage, she appeared 

to view inquiry as a separate form of instruction from guided reading, and suggested that 

guided reading groups were her first priority: 

Well, I am thinking about how we can find a way to use our time to use both the 
guided reading instruction centers and use exploration activities too. At this point 
I can only see doing the guided reading because we have too much, too many 
kids, and not enough time for planning. (RSDP, 6, p. 52) 

Therefore although Charlotte's discussions changed from being highly focused on skills 

practices and moved towards constructivist approaches, her literacy-related beliefs and 

practices still fell within the skills model. 

After the RSDP 

Final literacy-related practices. This section describes how Charlotte and her 

students engaged in a guided reading lesson that appeared to fit in the skills model. The 

analysis and interpretation of her final videotaped lesson with transcripts (C, V 2) 

informed this case study. The final videotaped lesson indicated that the children were 
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grouped according to abilities while Charlotte worked with five children for 20 minutes 

in a guided reading center. The four other groups of five children were engaged in 20-

minute rotating centers: (a) computer literacy word and letter games, (b) sentence 

structure puzzles, (c) phonics worksheets, and (d) independent reading (C, V 2, p. 30). 

In the videotape lesson, Charlotte first handed each child a familiar little book 

with the same title. They began by rereading the poem Little Boy Blue. Charlotte 

introduced the book by reading the front picture and title. In a round robin structure, each 

child took a tum to read one or two pages (C, V 2, pp. 1-5). The children not reading 

aloud pointed to the words in the book with their finger. All the children read the 

familiar poem smoothly. Then they gave the poem books back, and Charlotte handed 

them a new beginning level little book. 

The video indicated that the new text was titled My Puppy, which had a 

predictable pattem. Charlotte introduced the title by stating, "You're going to listen to 

me talk about the book. The book is titled My Puppy." One student questioned, "Dog?" 

and Charlotte clarified, stating "Not My Dog, instead it's My Puppy. What letter starts 

with puppy?" The students responded, "p, puppy" (C, V 2, p. 2). Next, Charlotte used a 

picture walk strategy to familiarize the children with the pattem. The repetitive phrase 

was "There's room in my bed for my " (C, V 2, p. 3). She helped the children make 

connections between the pictures and the unfamiliar words at the end of the phrase to 

complete the sentence. She showed them how to decode the first letters of the different 

words at the end of that repetitive phrase. The phonetic study of the different words 
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appeared to help the students successfully read the full sentence as they read in a round 

robin reading structure. 

During the round robin reading, each child took a turn to read one or two pages of 

the book as the other children read quietly along. Charlotte reminded them repeatedly to 

"Point to each word" (C, V 2, p. 9). As each child read, Charlotte asked the children 

questions to help them monitor their reading effort. For example, 

1. Charlotte questioned, "It looks like a buimy, but it starts with what?" The child 
responded, "R." Charlotte then questioned, "So, what's the word, now?" The 
child answered, "rabbit." Then the child correctly reread, "There's room in my 
bed for my rabbit" (C, V 2, p. 5). 

2. Charlotte questioned "Does that make sense?" when a child read incorrectly. In 
response the child then reread the sentence correctly. 

3. If the child could not self-correct, Charlotte asked the child leading questions to 
demonsu^te how the mistake occurred. The other children watched and listened 
to situations such as: 

a. Student 1: There's room for... 
b. Charlotte: No, Look at that again. What is that word 'in'? 
c. Student 1: There's room in my bed for my dog. (C, V 2, p. 15) 

This verbal interaction occurred through the end of the book. 

At the end of the videotaped final lesson, Charlotte introduced the activity sheets, 

bound in a fill-in-the-blank pattern language book. The picture on each page clued the 

students to the word that needed to be placed in the blank. For example, after the phrase 

"Before I go to bed, I have to wash my the picture indicated a child washing 

his hair (C, V 2, p. 18). For a short period, the children copied the words from the board 

to fill in the blank. Then Charlotte asked the students to stop and promised them time to 

finish the book later. 
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The final videotaped lesson indicated that Charlotte continued to implement 

skills-based practices. As with the first literacy lesson, Charlotte chose the book and 

drilled the students on skills that she assessed as appropriate. Some of the questions were 

more open-ended, but she did not provide the students sufficient time to think deeply 

about the ideas. Finally, the pattern and language in the book did not appear to capture 

the students' interest; this situation was similar to what had occurred in the beginning 

lesson during their attempt to read the abstract map. 

Final reflections about literacy-related beliefs. This section presents Charlotte's 

questions about constructivist beliefs and practices. The data source that informed this 

description was Charlotte's final interview (C, F 2). 

During the final interview, Charlotte stated that her students have a better chance 

to become successful readers if she "pays attention to what they can do instead of what 

they cannot do according to our curriculum" (C, F 2,4). She suggested that this was 

especially true for children who had difficulty learning to read and write. Charlotte stated 

the belief that the inquiry-based centers could be the instructional element she needed to 

observe children's successfiil behavior. 

Charlotte's new beliefs about teaching children to read and write surfaced in the 

final interview. She answered her own question of how to implement a more student-

centered curriculum as she envisioned developing lessons that involved inquiry 

throughout the curriculum content area. The instructional elements were similar to what 

Charlotte had observed the whole-language teacher implement: (a) hands-on activity 
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prior to unit of inquiry, (b) teacher guidance as students practiced concepts, (c) students' 

independent practice of concepts in inquiry centers, and (d) students monitored by the 

teacher to develop instruction according to their interests and needs. 

In the final interview, Charlotte stated that prior to engaging in inquiry centers or 

teacher-guided activities, the children would attend a hands-on learning experience, such 

as a fieldtrip (C, F 2, p. 20). She stated the belief that the concrete activity would 

encourage children to reflectively respond, through various literary elements, to their 

learning experience. 

Charlotte described her vision of presenting students with teacher-guided reading 

and writing lessons that were built from personal concrete experience. She would guide 

the children with open-ended questions about the literacy process and the topic of study. 

Charlotte stated, "Some of them will do it by themselves but you have those kids who, 

you know, need to be guided. Instead of forcing them, I am going to show them the way" 

(C,F2, p. 21). 

In the final interview, Charlotte imagined providing an inquiry center that 

engaged children in talk, with peers, about a chosen topic. The students could 

independently draw pictures, write in a journal and practice strategies learned in their 

guided writing and reading activities. Finally, Charlotte described herself talking with 

her students as a means to evaluate and track their literacy growth and conceptual 

knowledge. 

Charlotte's final interview showed that she heavily questioned implementing 

constructivist literacy-related practices. The instructional strategies that she discussed the 
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most included providing children hands-on activities prior to engaging in learning 

abstract concepts of a topic. In addition, she envisioned linking teacher-directed 

instruction to inquiry centers in which students practice and explore learned concepts. 

In summary, during the first interview, Charlotte stated that her interactive 

literacy practices were appropriate and worked well for most of her students. The 

beginning videotaped literacy lesson indicated that she implemented skills-based 

instruction. During the RSDP sessions, Charlotte demonstrated a shift in her discourse 

surrounding literacy-related beliefs and practices: her discussions moved away from the 

skills instruction, and she envisioned implementing a constructivist classroom. Factors 

that influenced this shift were personal concerns about her literacy practices. She was 

open to learning about inquiry-oriented lessons to develop a more diverse approach to 

literacy instruction. During her final interview, Charlotte continued to redevelop her 

vision to implement inquiry-based learning centers, stating that she would eventually set 

up these inquiry centers because she believed they would stimulate her students' learning 

interests (C, V 2, p. 25). However, there was little change evident in her final literacy 

lesson, where she continued to demonstrate skills-related literacy practices. 

After the RSDP, Charlotte questioned the quality of her literacy lessons and 

developed a better understanding of her instructional choices. The RSDP facilitated a 

shift in Charlotte's critical discussions, increasing the number of questions she posed 

about her literacy-related beliefs and practices. This conclusion is supported by 

Charlotte's suggestion that she plarmed to incorporate her new ideas in her future teaching 

strategies. 
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Irene's Matrix 

Irene's matrix. Figure 4.2, records the shifts that occurred in literacy-related 

beliefs and practices before, during and after the RSDP. BCindergarten teacher-participant 

Irene worked as a bilingual teacher for three years. 

IRENE'S DIMENSIONS IN REFLECTED BELIEFS AND PRACTICES 

Question Type 
No Questions 

O 

cu 

u 
•43 
CQ 
•a u 

u 
2 V 

I. VI 
I. B1 

Skills Model 

IV 

II 
Data Points: 

Teacher's Beginning, B1 = Beginning RSOP Beliefs & Prac. 
Teacher's Beginning, RSDP1/7 = Mid RSDP Beliefs & Prac. 

Teacher's Beginning, F2 = Final RSDP Beliefs & Practices 
Teacher's Beginning, VI = initial Practice in Video One 
Teacher's Beginning, V2 = Rnal Practice in Video Two 
Teacher's Beginning, RV2 = Reflection of Video Two 

F2 
I. V2 

I. RV2 

• 

I, [ISDP6 

Constructivist Model 

Questions 
III 

Figure 4.2. Irene's dimensions in reflected beliefs and practices. Irene's matrix of 
dimensions in reflected beliefs and practices illustrates her beginning (I, Bl; I, VI) 
beliefs & practice of skills model use combined with a neutral position on questioning. 
As the RSDP progressed, Irene began to have constructivist beliefs about literacy practice 
(I, RSDP 6). By the end of the RSDP, she became more questioning and more 
constructivist in beliefs and practices (I, F2; I, V2; I, RV2). 
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Before the RSDP 

Beginning reflections about literacy-related beliefs. Irene's beginning interview 

(I, B 1) suggested that she was beginning to question her beliefs and practices related to 

the skills model of instruction (see quadrant IV of Figure 4.2). This section describes 

Irene's effort to become more autonomous in making professional decisions through her 

ongoing effort to learn about available literacy-related theories and practices. Her 

questions focused on how finding personal ownership in choosing the literacy instruction 

practices that she implements. 

During her first interview, Irene stated that her repertoire of literacy practices was 

built from her observations of different classroom models: 

I'm still doing things, at this time, because I saw other people doing them. 1 don't 
ask why I'm doing them. I just know that the teachers that showed me how to do 
these things have taught for 12 or 20 years. So I'm thinking this is the way it 
should be. But now, I'm beginning to come to a point of realizing that I don't 
know why I'm doing them. (I, B 1, p. 22) 

She was interested in inquiring about her teaching practices rather than just simulating 

"successful" interactive reading instruction strategies. Although she believed her 

instructional program was successful, she wanted to leam to manipulate practices to 

better facilitate her students' literacy efforts. 

Irene expressed her need to take responsibility for her literacy strategies with the 

statement, "I have to leam to make my own choices about how I teach children to read 

and write" (p. 12). To achieve ownership over her literacy practices, she attended a 

variety of in-services to understand elements that make up a quality literacy program. 

Irene said, "I'm interested in finding how I should do things and why I should do them. 
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I'm not comfortable with some things. For example, I'm doing guided reading because 

the district requires me to. These are things 1 know they'll check up on in my lesson 

plans" (I, B 1, p. 22). 

Irene talked about her learning experiences within early childhood in-services that 

taught different types of literacy practices. The first in-service course Irene attended 

taught guided reading and other interactive literacy strategies for the kindergarten 

classroom. The term used for the kindergarten guided reading approach was "mini-

shared reading instruction," in which the teacher and the students collaboratively read and 

write. Irene stated that the mini-shared reading instruction included: 

1. Four to six children grouped according to running record assessment standards; 

2. On-going formal and informal assessments to determine the children's reading 
level and little book level; 

3. A 20-minute study of the little books that included: rereading a familiar book, 
taking a picture walk in a new book, reading a new book and engaging in a skills 
activity; and 

4. Mini-shared reading instruction, which occurred during a one- or two-hour 
literacy block. The children not in the mini-shared center worked at other centers 
in small groups. All the centers rotated at twenty-minute intervals. (I, B 1, p. 20) 

Irene emphasized that she wanted to modify the mini-shared reading instruction 

according to her students' instructional interests. For example, this year she planned to 

implement student-produced stories and language experience, in addition to the little 

books. 

In the beginning interview, Irene explained that she implemented a balance of 

instructional strategies to provide a literacy-rich classroom. Her weekly curriculum 

included interactive writing, monitored joumaling, mini-book making, independent 
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reading, and reading aloud. Irene stated, "I think interactive literacy has given me a 

really good set of reading and writing teaching strategies to pick from" (I, B I, p. 7). 

In the second in-service, Irene learned about developmentally appropriate 

practices (DAP), stating, "We explored literacy in the classroom throughout the day" (I, 

B I, p. 7). This concept encourages home-related literacy experiences, such as cooking 

activities that incorporate reading recipes and measuring ingredients. These experiences 

are supported by play in the casita and by using concrete objects such as phone books, 

cookbooks, note pads, and pencils. The concept of "literacy through the day" versus 

literacy taught in a given block of time was a new instructional challenge. 

Irene stated that literacy through the day could connect children's life experiences 

to the instructional text. The approach also encouraged student-centered discussions of 

diverse perspectives about life. Irene wanted her students to comprehend that "one child 

may understand a book differently, and there is not one right way to make sense of the 

author's ideas" (I, B 1, p. 16). Irene stated the belief that concrete experiences with a 

topic gave children an edge in recreating the concept: "I want them to experience reader 

response and to share the text, with peers, in a discussion, as a writer and a reader. I want 

them to be able to look at other points of views surrounding the text" (p. 16). 

In summary, Irene acknowledged how the district curriculum and mentor teachers 

influenced her instructional choices. But, after three years, she was ready to make her 

own professional decisions. Thus, Irene sought out a variety of reading instruction 

strategies to justify her decision either to try something new or to continue using an old 

strategy: "I want to know why I'm going to do other things before I start doing them" (I, 
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B I, p. 22). Irene stated her priority to help students understand concepts and her desire 

to have the knowledge to implement alternative instructional strategies if they did not 

understand (p. 22). 

Beginning literacy-related practices. This section describes Irene and her 

students' engagement in a mini-shared reading lesson that appeared to fit in the skills 

model. The study was informed by the analysis and interpretation of her beginning 

videotaped lesson with transcripts (I, V 1). The video of the beginning literacy lesson 

indicated that she taught her students reading strategies such as one-to-one 

correspondence, letter/sound recognition and connecting a word to a picture. 

On the video, Irene began her lesson by asking four children to look at a sentence 

on a sentence strip, "Where is the pointer, where am I pointing?" Irene pointed to each of 

the four sentence strips and read the pattern: "What shape is it? It's a rectangle. It's a 

triangle. It's a circle. It's a square." She explained how the blank in the pattern, "It's a 

was filled in with a different shape and its name. While Irene pointed to the 

words a second time, the children read aloud, "What shape is it? It's a rectangle. It's a 

triangle. It's a circle. It's a square" (I, V 1, p. 2). 

The videotaped lesson showed children using pictures as clues to decode words as 

they reread the four sentence strips. For example: 

Irene: What is it? Look at the shape. 

Child: A square 

Children: It's a square. (I, VI, p. 3) 
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Irene gave the children positive verbal praise while they read the sentence strips 

numerous times. Then the children proceeded to move from the rug to write on a table. 

Irene then demonstrated how to fill in the last two pages of their shape book, 

which contained four pages with the previous four sentences. The children used the same 

sentence strips as a tool to independently draw the shapes and write their names in the 

sentence spaces. Once they finished, Irene and the children reread the shape books 

together. 

Prior to recording her first literacy lesson, Irene stated on the video that this 

lesson was part of a two-week unit of instruction on shapes. The concept of shapes had 

been integrated throughout the content area curriculum. Irene stated. 

They know shapes because we did hands-on when we sorted shapes. As a whole 
group we all sorted shapes. They did their hands-on. They did booklets. They 
did pasting. They did activities where they have a bunch of papers and found 
objects in magazines that looked like shapes, and they did collages with shapes. 
( I ,Vl ,p .  1)  

Although the students had engaged in a two-week thematic study of shapes involving 

hands-on instruction, Irene used reading strategies that were based upon the teacher's 

interest to teach reading skills. For example, the teacher-guided reading instruction 

focused on letter recognition, decoding and other topics, centered on the requirements of 

the district core curriculum. 

During the RSDP 

During and after the RSDP, there were two pivotal instances where Irene's 

dialogue expressed changed insights from her first interview (see I, RSDP 6 and I, RL2 in 
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quadrant III of Figure 4.2). The first moment of realization occurred during the end of 

the RSDP session period, when Irene engaged in critical reflections about her beliefs and 

practices with her peers. During the RSDP session, her verbal interactions focused on her 

personal and her peer's videotaped literacy lesson. Irene's second moment of realization 

occurred after the RSDP, when she reflected on her final literacy lesson. 

First moment of realization. Irene's first moment of realization occurred in 

reflective session 6 (I, RSDP 6). Irene realized that administrative support varies greatly 

among schools and that a lack of support makes her effort to teach more difficult. This 

section describes Irene's questioning discourse before, during and after her realization, in 

reflective sessions 1 through 6. These discussions indicated that Irene was aware of 

factors that she believed inhibited her effort to develop a student-centered constructivist 

setting. I have outlined these factors below because they may have contributed to 

thoughts associated with her moment of realization. 

During reflective session 6, Irene's moment of realization occurred while she and 

the teacher-participants were watching a videotape lesson of a whole-language 

kindergarten classroom. As they watched, the teachers discussed factors that facilitated 

inquiry-based instruction on the video, comparing the teacher's system of instructional 

support to their own administrative support system. Irene's moment of realization began 

with her statement: 

There is a big difference in the reality of their school when compared to our 
school. And the difference in the reality is scary. I mean it's frightening in the 
way that our students do not have equal opportunity to the same education as her 
students. Look at how the principal treats her: her class size, her administration 
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support, her parent support and the instructional resources. When a teacher gets 
this type of support she can focus on developing quality lessons. 
(I, RSDP6, p. 21) 

Irene and the participants concurred that the teacher implemented an inquiry-based 

literate envirormient because she had the needed support. The proper administrative 

support facilitates a teacher's effort to find the materials and planning time needed to 

develop concrete lessons. 

Analysis of Irene's discussion in reflective session 6 revealed tensions between 

her ideals, plans, and dreams, which were often, at least in her mind, thwarted by the 

administration. Prior to Irene's moment of realization, she discussed the challenge of 

implementing a curriculum where children learned in a constructivist literacy setting: 

I came in this year, after planning and thinking about it all summer long. 1 wanted 
to change the way I do the cut-and-paste-a-letter-a-week center. Rather than do A 
to Z worksheets, I thought I would integrate learning the ABCs letters and sounds 
into the reading lessons. Integration would be based on a thematic unit that we 
studied. I wanted it integrated rather than isolated ABC skills instruction. I 
wanted the ABCs learning center to be more open-ended instruction rather than 
worksheets. I came in this year, you know, with really high expectations in 
reworking my center instruction to be more inquiry. But the administrative 
demands and the numbers of students, this year, don't seem to stop. So in order 
to survive, my assistant goes to my file drawer and pulls sets of the ABC 
worksheets for the learning center. (RSDP 6, p. 40) 

Irene continued to describe other administration-related impediments during the RSDP. 

Below are quotes that describe the development of her moment of realization. 

I. Managing an excessively large class, 29 children, was overwhebning; Title 1 
suggests 20 children per classroom. Irene said, "I believe you need to model 
instruction in small groups in order to approach them in large groups. This year I 
only get to work with the children in small groups once a week" (I, RSDP 5, p. 
12). "People don't understand the amount of energy it takes to manage these 
extra kids. It's very pressured, and it doesn't feel like kindergarten at all, and it's 
not fim. I'm not enjoying it" (I, RSDP 6, p. 38). 
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2. The district emphasis on guided reading and mandated assessments took Irene's 
time away from developing hands-on learning and problem-solving lessons. She 
said, "Our leaders want to see improvement in test scores; they're believers of test 
scores" (I, RSDP 5, p. 33). "They're interested in children answering multiple 
choice not higher level questions. It's like this is what they want so we spend lots 
of time teaching skills they will need to know for the test. They want product not 
process" (I, RSDP 4, pp. 13-14). 

3. There was a lack of administrative support in dealing with a parent who often 
interrupted her instructional efforts. Irene said, "I don't want to come to work 
when this parent is in my class because she thinks she is directing my class. I 
can't focus because she's not only snooping on me but everyone else. I'm really 
upset and my principal hasn't approached her yet to tell her she has been coming 
too often into my class. Next year I'm going to have my parents sign up before 
coming into class" (I, RSDP 6, pp. 7-8). 

4. The administration chose to replace the teacher planning periods with staff 
meetings. The meetings topics centered on learning new assessment agendas and 
developing detailed lesson plans for accountability purposes. Irene said, "We're 
working to keep administrators happy. We're doing bureaucratic work; that's 
what we're doing. We're not teaching" (I, RSDP 6, pp. 26-27). 

5. The administration replaced developmentally appropriate practices, outdoor play, 
free-choice time, napping time, and snack time, with academic-focused curricula. 
Irene said, "How can we get it all done with all the components of interactive 
literacy, math social studies, ESIVSSL and other content area instruction?" (1, 
RSDP 5, p. 31). "We can't be super teachers, no matter how much we try there is 
only so much time. They're going to take free choice and outdoor play away 
from us" (p. 32). 

6. frene believed administrators and leaders do not understand or care to know the 
needs of Title I kindergarten teachers and students. Irene said, "I think the people 
who administer are so far removed from education, and then they're allowed to 
tell us what to do. Sure you can drill words. I think you can flash words so many 
times and children will leam them and write them, but I don't think the students 
will leam to make sense of the words" (I, RSDP 2, pp. 16-17). 

Irene elaborated on her perception of administrated-related impediments by 

envisioning a collaborative strategy to implement constructive changes: 

We need to work as a team. We need to present a proposal to our principal and 
parents. They need to see that our goal is to develop a "bottom up" curriculum 
because early childhood experts and research supports this position. We need to 
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form a team to stop this "top down" agenda that is being thrown at us. We need 
to show that this agenda is not appropriate for the kids. (RSDP 6, p. 42) 

In RSDP sessions I tlirough 6, Irene discussed the notion that constructivist 

literacy practices were developmentally appropriate for her students. She developed a 

vision of how she would implement student-centered inquiry. She stated, 

A kindergarten class should provide both teacher-guided experiences and 
discovery types where they can explore stuff like in a writing center. Even 
though children are not guided, a lot of writing goes on and students are modeling 
the writing process to each other. Like I have this little girl who shows her 
friends how to write "I love Mom." So you have to provide a classroom with 
both learning settings. (RSDP 2, p. 3) 

However, Irene felt bound to implement the skills-based instruction. Although she 

believed she had the knowledge and vision to implement an inquiry-based curriculum, 

she stated that she did not have the necessary administrative support. 

Second moment of realization. Irene's second moment of realization occurred as 

she asked questions about her final lesson (I, RV 2). During that reading lesson, she 

asked her students to read sentence strips that were created from the students' voices 

during shared writing instruction. The topic of the text was a description of the pumpkins 

that the students observed during a field trip to the pumpkin patch. 

The lesson's success was evident to hrene; she stated that she was surprised to find 

that the lower-level students demonstrated a noticeable improvement in their ability to 

read the text. During Irene's discussions about her final lesson, she discussed factors that 

she believed contributed to her students' success, disclosing three constructivist-type 

scaffolds as: (a) groups created according to students' talents and needs, rather than 
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simply by reading achievement; (b) use of open-ended questions; and (c) implementation 

of language experience material. 

During her reflection on the final lesson, Irene stated that she made groups more 

child-centered by rotating a higher-leveled reader into a low-level group in a fluid 

fashion, so she could observe the group dynamics. The following was Irene's response to 

placing a middle-level reader into a low-level group in the final lesson: 

The middle-level child knows her ABCs actually. So she was not in the low 
group, but 1 pulled her in. This child gave me clear explanations. For example, 
she showed the group and I how to look beyond the first letter of the word to 
decide if it was in the correct place. The other children were listening to her ideas 
and did what she did. (I, R V2, p. 18) 

During her reflection on the final lesson, Irene talked about her conscious effort to 

use open-ended questions in her lessons with longer periods of wait-time for her students 

to respond. She said, 

I had reflected on my own about how I was just putting words in the kids' mouths 
and not letting them think. Now that 1 use more open-ended questions, I am able 
to assess what the kids know by listening to them talk about their experiences 
with the pumpkins. They were giving me lots of explanations. So then they were 
more focused on the ideas of the story, words and letters in the story. (I, V 2, pp. 
17-18) 

During her reflection of the final lesson (RV 2), Irene noted that the students 

responded to their student-produced text with more interest and success than they 

normally do with the little books. She stated, "I was surprised with how they were 

focusing on the letters" (I, RV 2, p. 15). 

While talking about her final lesson, Irene said that this group of children 

normally had difficulty monitoring their mistakes and self-correcting. Irene noticed that 

the new constructivist scaffolds seemed to help children use their prior knowledge to 
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manipulate the words in a story. She was surprised to see the children talk about their 

knowledge of the text (I, V 2, p. 18). 

After the RSDP 

Final literacy-related practices. This section describes Irene and her students as 

they  engaged  in  a  min i - shared  read ing  lesson .  The  f ina l  l i t e racy  l esson  appeared  to  f i t  in  

the constructivist model. The analysis and interpretation of her final videotaped lesson 

with transcripts (I, V 2) informed this case study. 

In the final videotape lesson, Irene and five students engaged in a mini-shared 

reading lesson using a text that was made from the students' words. The lesson included 

six reading strategies; 

1. The children recalled background knowledge on pumpkins and used words that 

described them after Irene prompted, "When we went to the pumpkin patch, what 

kind of pumpkins did you see?" (I, V 2, p. 1) 

2. Irene read the student-produced story written on sentence strips. The predictable 

story had three sentences with a repeating phrase in which the last word of each 

sentence changed. The changed word was cut from the strip so the children and 

the teacher could move the words around. For example: Some pumpkins are / 

big. Some pumpkins are / small. Mmmm pumpkins are / good (I, V 2, p. 4). 

The children read this story in a fiill group just like Irene. Then each child read 

the story independently as the other children listened. 
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3. Irene had the children recognize the changing words, first letters and sounds, at 

the end of each sentence strip. For example, the word "big" began with the letter 

"B" and the sound was "BBB" (I, V 2, p. 5). 

4. Irene placed the changing words into three children's hands. Then each put their 

word at the end of the correct sentence. The children helped each other when 

necessary. This manipulative activity was especially effective because the 

children self-monitored and self-corrected the placement of the word. 

5. Irene asked each child to explain why they chose the word placement by asking 

questions such as, "Why did you change the word?" or "Why is that word 

different?" (I, V 2, p. 10). These problem-solving events effectively helped all 

the children in the group understand the meta-cognitive process of reading the 

different sentences. 

6. Irene told the children that next week they would make books with the same 

story. 

The videotape of the final lesson indicated that there were five groups of students 

that worked in the following independent literacy centers: (a) writing upper case and 

lower case letters, (b) coloring objects that started with the letter of study, (c) creating 

letter workbooks, (d) using play dough to make letters and words, and (e) cutting and 

pasting things with the same begirming letter (I, V 2, p. 33). The children rotated through 

all the centers for a period of an hour and a half. 

Irene's final videotaped literacy lesson was more constructivist in nature because 

the children engaged in activities that were purposeful and elicited child-centered inquiry 
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on a topic of interest. The students engaged in a modified mini-shared reading lesson, 

which used student-produced texts. Before making the book, Irene elicited the students' 

prior knowledge on the subject and asked them to recall the previous two weeks of 

learning experiences studying pumpkins, including memories of their fieldtrip to the 

pumpkin patch. Other literacy activities involved reading the poem "Five Little 

Pumpkins," reading books about pumpkins, painting jack-o-lantem faces on pumpkins, 

making tissue paper jack-o-lantems and writing pumpkin stories in journals. In addition, 

the students engaged in a scientific study of pumpkins, inquiring on the pumpkin's 

attributes. The students looked especially forward to making and eating pumpkin pie (I, 

V 2, p. 31). Irene enhanced her students' ability to write and read about pumpkins by 

asking them to first engage in concrete learning experiences related to the topic prior to 

this final videotaped literacy lesson. 

Final reflected literacy-related beliefs. This section presents Irene's questioning 

discourse about constructivist beliefs and practices. The data source that informed this 

case study was transcripts of Irene's final interview (I, F 2). 

During the final interview, Irene restated points of interest that she had discussed 

at the end of her reflective staff development experience. She questioned the various 

ways in which the school district policies interfered with teachers' professional 

development. For example, she stated that she could not keep up with the larger class 

size and the on-going reading assessments: "There are so many evaluations and 

assessments that I don't feel like I have really begun teaching yet. I'm fiiistrated because 
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with 29 children I'm still finishing up the initial district required testing. I'm not sure 

what the purpose for all these tests is. Our administrators do not know what we are 

dealing with" (I, F 2, p. 3). 

Irene also talked about the difficulty of implementing leveled groups. To 

appropriately level children, she spent an excessive amount of time planning, testing, and 

thinking about this instructional strategy. Irene emphasized that the grouping situation 

was not static (I, V 2, p. 15). For example, the low groups included children with a 

mixture of abilities, such as low, medium to low, and very low. In addition, she pulled 

one child from a higher-leveled group to work with a lower-leveled group. The children 

were seldom kept in the same grouping situation. Finally, the independent literacy 

centers were heterogeneously grouped. 

Although Irene suggested that leveled groups helped very high and very low 

readers learn specific reading strategies, there were negative factors. Irene recognized 

after the critically reflecting on the final lesson that she needed to be careful not to 

underestimate her students' literacy learning abilities, especially in the lower-leveled 

ability groups: 

I had been challenged with the unexpected learning success of this little girl. She 
came in with low fine motor skills, and I'm having her tested for special 
education because she seems slow. I realized 1 had low expectations for her when 
she proved to me that I was wrong in my assessing her as low. I really had doubts 
about her catching on and learning. Actually she surprised me, and I have learned 
that she is very capable. My expectations were low, and I was wrong. I realize 
that if a teacher's expectations are low for a student, it could stay that way. (I, F 2, 
pp. 1-2) 

Although Irene still used leveled guided reading groups, she was attempting to find 

solutions to the problem of leveled grouping by mixing her ability groups appropriately. 
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Although the district had provided Irene in-services on implementing an 

interactive literacy program, she realized she needed to continue to educate herself with 

other developmentally appropriate perspectives. She said, 

I need to know how to question the district policies, especially for early 
childhood. I decided to go back and start my master's program. This semester I 
began taking a children's literature course. I realize that I have a lot of questions 
concerning reader's response. I need to get a more balanced perspective about 
usmg interactive literacy instruction for skills and helping children understand the 
material in the text. (I, F 2, p. 4) 

Irene realized that she was responsible for manipulating literacy instruction strategies to 

make them appropriate for her students' learning needs. 

In the final interview, Irene discussed her effort to question her literacy beliefs 

and practices in assessing and grouping children into leveled abilities. Although her 

beginning videotaped literacy lesson was skills-instruction based, she was in the process 

of leaming to implement more developmentally appropriate assessment practices by 

experimenting with the constructivist practice of mixing children for specific purposes. 

Conclusion 

In the begirming of the RSDP, Irene said she was interested in studying a variety 

of literacy practices. She felt confident with implementing interactive literacy instruction 

strategies. In addition, Irene attended early childhood in-services that taught 

developmentally appropriate practices that she also wanted to learn to implement. At this 

point hrene expressed few questions about her literacy-related beliefs and practices. 

During the RSDP, Irene increasingly questioned the benefits of her literacy 

strategies and the challenges she faced in implementing more constructivist practices. 
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Together with her peer teacher-participants discussed the benefits that constructivist 

approaches offer to their students' learning efforts. In order to address these challenges, 

Irene proposed developing a plan to help their school community learn about the benefits 

of the constructivist model of instruction. 

Towards the end of the RSDP, Irene continued to question pose more questions 

about implementing constructivist reading practices. In addition she created flexible 

readuig groups and asked the students open-ended questions about a text. The final 

literacy lesson helped her recognize the success of implementing a student-centered 

learning environment and critically analyze her effort. 

Nicole's Matrix 

Nicole's matrix, Figure 4.3, records the shifts that occurred in literacy-related 

beliefs and practices before, during and after the RSDP. Nicole, a kindergarten teacher-

participant, worked as bilingual teacher for six years. 

Before the RSDP 

Beginning reflections about literacy-related beliefs. Nicole's beginning interview 

(N, B 1) suggested that she had posed very few questions about her beliefs, and that her 

practices fit into the skills model (see Figure 4.3). This section describes Nicole's 

discussions on how she implemented mini-shared reading lessons, interactive writing 

lessons, assessments, and firee choice centers. Her instructional decisions were 

influenced by her knowledge of brain-based research and learning through language. 
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NICOLE'S DIMENSIONS IN REFLECTED BELIEFS AND PRACTICES 

Questioning Type 
No Questions 
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Figure 4.3. Nicole's dimensions in reflected beliefs and practices. Nicole's matrix 
of dimensions in reflected beliefs and practices illustrates her beginning (N, B1; N, 
VI) beliefs & practice of skills model use combined with a neutral position on 
questioning. Through the course of the RSDP, Nicole continued to practice using a 
skills model (N, V2). By RSDP end, Nicole^s beliefs in constructivist models 
changed little, but her questioning of beliefs became pronounced (N, RV2; N, F2). 

In the first interview, Nicole described how she implemented the mini-shared 

reading lessons, which she had learned about in the Interactive Literacy Instruction 

programs: 

The Interactive Literacy course is geared towards children who are already 
readers and writers vs. young children who are developing language and literacy. 
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I've adapted the guided reading into the mini-shared reading group. And it seems 
to work fine. What I like about the mini-shared lesson is that it is very structured 
in the sense that I can point out exactly what cueing systems the student is not 
using in the reading process. (N, B I, p. 8) 

The mini-shared reading lesson, Nicole suggested, facilitated teachers' awareness of their 

students' reading abilities. 

Nicole said that she strived to work with the individual literacy learning needs of 

her students by gauging their progress with assessments and providing positive feedback 

about their efforts. She said, 

I want all my children to feel like confident successful risk-takers when it conies 
to reading and writing because we live in a society that expects children to know 
how to read. Next year I want them to be confident and capable in their guided 
reading groups. (N, RSDP 1, p. 10) 

She stated that formal and informal assessments helped her keep track of the students' 

reading development: 

It's our job to understand where they are coming from. I need to know where 
they are in the reading and writing process in order to challenge them to go to the 
next level. For example, if I see a child who is trying to read a book and she is 
struggling to read the letters and sounds, I can direct her do use the pictures and 
possibly the pattern as clues to help her understand the text. (N, B I, p. 8) 

Many assessments were helpful, Nicole reflected, but most needed to be adjusted 

to work with her students' needs, and a few formal evaluations were not helpful. She 

stated. 

It's hard in kindergarten because you've got so many different levels that the 
program has to be individualized. There really needs to be a low number of 
children per class to do these mini-shared reading groups appropriately. When 
the children just arrive into kindergarten, the structured grouping could be really 
inappropriate. My students are still developing a sense of books and language. 
These children do not know how to handle a book much less read words in a 
book. A lot of them can't make sense of a letter. In this situation it is 
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inappropriate for these children to be placed in a mini-shared reading lesson. (N, 
Bl,pp. 8-9) 

Nicole also asserted that formal evaluations such as running records, multiple choice 

skills tests, and spelling exams did not help young children's literacy development: 

I wouldn't do all the reading tests they require. That's inappropriate. When 
children come into kindergarten they are not readmg full sentences. They come in 
reading names off of cereal boxes and stuff. It doesn't make sense to take a book 
they have never seen and ask them to read it. And than we have to observe how 
many words they can read and the sound with letter correspondence. A lot of 
kindergarten children aren't reading yet. They don't want to sit and read a book. 
Like I said that's inappropriate. That's not natural for them. They're little social 
people who love to run around. They love to play, discover and create. And then 
we're supposed to teach them to read by giving them a book. That's not to say 
that a read aloud isn't beneficial. Sitting with a group of kids and sharing a big 
book is appropriate because children love to read stories. They love pictures, they 
love interesting stories and they love to read together. (N, B 1, pp. 9-10) 

Nicole had implemented a morning literacy period that included four rotating 

fi-ee-choice centers, which she believed facilitated oral language development and 

literacy learning through games, puzzles, writing, reading, art, and science. Throughout 

the year, free-choice centers became teacher-directed learning centers at which the 

teacher's aid facilitated storytelling, cooking, and math manipulative explorations. As a 

majority of the children worked in the centers, Nicole worked with six children in a mini-

shared reading lesson. 

Nicole supported her practices with the following statement about her theoretical 

assumptions on literacy development: 

Brain-based studies on how people leam show that you can acmally see the 
manner in which nerves connect when people leam. So when children already 
have experiences recorded within their minds, and I'm asking them to manipulate 
something, that is related to that prior knowledge, then their brain is making new 
connections. Parents who talk to their children about life, about things on the 
street, things on TV, things they do in the home and things that have to do with 
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literacy, their children will have a rich language. Some children do not have rich 
language experiences at home with their parents. Children who don't have these 
ideas recorded in their brain prior to school are going to have a harder time 
making cormections. These children are going to learning differently than 
children who have had lots of recorded experiences with a parent talking to them 
about those experiences. (N, B 1, pp. 14-15) 

In summary, Nicole started the RSDP with confidence in the mini-shared reading 

lessons. Therefore, she was initially comfortable in instructing her students using skills-

based guided reading instruction. The mini-shared lessons provided Nicole a systematic 

instructional setting with literacy learning centers where the students practiced skills and 

could be easily evaluated. Consequently, Nicole did not pose a lot of questions about her 

literacy-related beliefs and practices. 

Beginning literacy-related practices. This section describes Nicole and her 

students' engagement in a literacy lesson on making a book of color names. This case 

study was informed by the analysis and interpretation of her beginning videotaped lesson 

with transcripts (N, V I). The video indicated that Nicole taught her students reading 

strategies such as one-to-one correspondence, letter recognition, and connecting a word 

to a picture: strategies that appeared to fit v^th a skills model. 

Just before recording the videotaped beginning lesson, Nicole explained that the 

book-making activity was part of a multiple-week unit of study on primary colors. 

Previously, the children had engaged in a variety of hands-on learning activities that 

helped the children understand important color concepts. Nicole said. 

We've been making color collages, one for each color, where the kids look for 
pictures of objects that are mostly one color like blue. Then they paste those 
colored pictures on blue paper. We've explored colors by mixing paints. And the 
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children used crayons to observe and draw an object, like a green leaf. We've 
also done modeled writing and interactive writing activities each morning. (N, V 
l , p . l )  

In the beginning videotaped lesson, Nicole explained to her students that their job 

was to write color words to create an eight-page color book. She showed them that each 

page had a large picture of a Crayola crayon and the color word was written in the center 

space. Nicole presented an example of a Crayola crayon that was colored, cut, and had a 

color word written its space. 

The beginning video showed that Nicole modeled reading each color word and 

named the first letter and last letter of each word. For example: 

Nicole: What color do you think this is? It starts with what letter? 

Children: B 

Nicole: It starts with a B. 

Children: Black. 

Nicole: This is black. What letter does it end with? 

Children: K 

Nicole: It ends with the letter K. OK, each of you is going to get a paper that has 
three crayons on it. What you're going to do first is write the color word 
in the blank space first. Then you're going to color your crayon and cut it 
out. (N, V 1, p. 3) 

After the children read the crayon book with Nicole, they made the first three pages of 

their books, and Nicole guided them through their effort. 

The children wrote the color words and talked to one another about how to color 

the Crayola crayon. For example, one child said, "We have to do red. Where is the red 

crayon? After you finish this, you do blue." Another child replied, "I've got to do red 
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first, here" (N, V 1, p. 5). They each neatly wrote, colored, and cut the word pages, and 

then they moved to the free-choice centers. 

In the beginning videotaped lesson, Nicole organized the mini-shared reading 

lessons into ability groups to fulfill district requirements, and she appreciated the 

instructional structure. Nicole said, "At this point we're grouping because our principal 

wants to see groups in our lesson plans" (N, RSDP 7, p. 17). Nicole suggested that it was 

easier to teach children the same skill when they were at the same reading level: "It's a 

very organized way to keep track of student's growth and reading development. I have a 

group that can't recognize letters and sounds. I have a group that has sight words. It's 

easier to focus on a group of children and teach the skill they need to learn" (N, RSDP 2, 

p. 32). 

During the RSDP 

During the RSDP, there were no pivotal instances in which Nicole's dialogue 

expressed changed insights from her first interview (see Figure 4.3). Instead, Nicole's 

moment of realization emerged after the RSDP, when she posed questions based on her 

observations of the final videotaped literacy lesson (R, V 2). This moment of realization 

occurred in a one-on-one group discussion with me, as shown in quadrant 3 of Figure 4.3. 

The first moment ofrealization. Nicole's moment of realization occurred during 

her reflection on her final mini-shared reading lesson (N, RV 2), when she noticed the 

students were not engaged in a mini-shared reading lesson. The book had been 
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systematically selected on the basis of the students' emergent reading level. The lesson 

objective was to have the students find and decode a word within a simple sentence. 

Then practice writing a similar sentence by filling in the missing word in the sentences. 

As Nicole observed her students struggle to meet the lesson objective, she stopped 

talking about her interest to teach children in a mini-shared reading lesson and, for the 

first time, began to question how productive this form of reading instruction was for her 

students. It appeared that once she observed her students struggling, she realized that the 

instructional setting was not appropriate for all her students, especially those on the 

video. Nicole discussed her questions concerning the implementation of meaningfiil 

literacy lessons, rather than talking about the value of mini-shared lessons, which placed 

her in the constructivist model. 

As Nicole talked about the final lesson, she stated that the students' failure to 

comprehend the text proved contrary to her assumption that appropriately leveled books 

facilitated students' attempts to use new reading strategies. The problems that occurred 

in the lesson made Nicole reconsider the notion that kindergarten children become risk-

takers through successful reading experiences within the mini-shared reading lesson that 

included the little books. 

As Nicole looked back on the students' videotaped behavior in the final lesson, 

she said, "The children had forgotten die word 'A' in the context of the sentences. Their 

inability to read and understand the word A should not have occurred." Nicole stated that 

she was fiiistrated with her assumption, based on assessment guidelines, that when 

children know their letters they are ready to leam sight words. 
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Nicole considered the possible reasons the children failed to recognize and use the 

word "A" in the final mini-shared reading lesson, stating "the word T had stuck but they 

had forgotten the word A" (N, RV 2, p. 22). She concluded that the following reasons 

contributed to the students' difficulty: 

1. The leveled group dynamics were off—two of the children needed to be placed in 

a different level with less structured instruction on phonics, and 

2. The group only worked with her once every two weeks instead of once a week— 

the irregular meeting occurred due to the excessively large class size and fieldtrip 

schedules. 

Nicole discussed how she could improve the structure of the mini-shared final 

reading lesson. She stated. 

Well, in the right situations it works where the teacher pulls small groups to focus 
on certain skills. The group regularly meets and the students master these skills 
after a certain period of time. However, it's not working because of the large 
class size and probably because the children are too young. I mean it is probably 
inappropriate. They're not ready. I need to use my judgment to say OK, this is a 
philosophy that only works for some students but not all students. And I need to 
really be observant to what the kids are doing so that I can say it's not working for 
them. I need to rely on what I know is good for early childhood teaching instead 
of the very structured interactive literacy lessons. And for the most part, I would 
say most of the class is not ready. (N, V 2, p. 23) 

At this point, Nicole expressed a feeling of discomfort with the final mini-shared reading 

lesson results and began to wonder if the mini-shared reading lesson was appropriate for 

her students. 

After Nicole talked about her discomfort with the final lesson, she discussed the 

difference between inappropriate and appropriate. She stated that an appropriate mini-

shared reading lesson should be a "meaningful" one. For example, "The pictures in this 
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book called Dressing Up were actual photographs of little kids and the pictures really 

matched with the text. It was real relevant because they were all excited about what they 

were going to be for Halloween, what they were going to dress up as" (N, V 2, p. 24). 

Nicole recognized that the children's motivation and excitement contributed to their 

success at reading a challenging book such as Dressing Up. On the other hand she 

recognized that the children's disinterest and their inability to make sense of the word A 

in the sentence contributed to the lesson's failure. Thus, Nicole concluded that the final 

lesson was inappropriate. 

Nicole's moments of realization occurred as she considered the instructional value 

of asking children to read for meaning, reading which involves acquiring skills. She 

concluded that meaningful reading lessons were of greatest worth. With that conclusion 

she stated, "We're just setting them up for failure with their literacy learning" (N, RV 2, 

p. 43). In order to keep the children focused and engaged, "I need to have more student-

generated books," such as that created in the language experience lesson (p. 43). Finally, 

Nicole stated that the content of the book would have to be relevant to the children's 

lives. 

After the RSDP 

One aspect of Nicole's complete RSDP discourse experience that differed from 

the other teacher-participants' experiences was that her only moment of realization 

emerged in the middle of November, after the RSDP, as she reflected on her final literacy 

lesson. Upon observing the video, Nicole clearly shifted away firom believing that the 
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mini-shared lesson was appropriate and stated a new belief that some of her students 

should not engage in that type of literacy instruction. Then, approximately four weeks 

later, during her final interview, she discussed new forms of literacy instruction practices 

that she had begun to implement, instead of the routine mini-shared reading lessons. She 

stated that the newly implemented practices included language experience lessons that 

were built from the ideas in the students' response joumds, a more constructivist 

approach. 

Final literacy-related practices. The final literacy lesson was a mini-shared 

reading activity that emphasized skills instruction. The study was informed by the 

analysis and interpretation of her final videotaped lesson with transcripts (N, R V 2). It 

was during this period that Nicole began to question how she could improve her literacy 

instruction practices. The lesson consisted of three parts that form the basic instructional 

structure for mini-shared reading activities: reading a familiar little book, reading a new 

book, and learning a skill. 

The videotape indicated that the familiar book was easy for the children to read. 

Nicole first asked the children to notice the anchor word a, and they reviewed the sound 

of the letter a within the context of the familiar book. It seemed as if the children 

understood the concept of the word A until they read the new book. 

Nicole walked the children through the new book, Huggle's Brea/fast, to prepare 

the children to read it independently. She first pointed out the anchor word A, but the 

children could not successfully read the word within the context of the new story pattern 
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(N, V 2, p. 5). Nicole and the children reviewed the picture of Huggles because it 

provided a clue to read the final word in sentences such as "He's eating a 

The video demonstrated that as Nicole provided individual attention to the 

children, she recognized they had difficulty reading the mini-shared reading book. They 

were not cormecting the picture of Huggles, who was eating somediing, to the final word 

in the sentence, describing what Huggles was eating. It appeared as if the difficulty level 

of the book was above the reading skills of the group. The children could not distinguish 

the changes in the words and the letters of the words (N, V 2, p. 10). 

The final lesson showed that after reading the little book, Huggle's Breal^'ast, the 

children made a pattern language book similar to the Huggles story. Nicole e.xplained to 

the students, "Each of you are going to write a sentence from the Huggle s Brealrfast 

book. Then each of you is going to glue your sentence onto the large sheet of paper and 

draw a pictiure of Huggles" (N, V 2, p. 11). 

After Nicole presented the directions, she and the children placed spaces between 

words and practiced using punctuation. As the children wrote, they talked in detail about 

Huggles' big stomach, his belly button, his toes, his purple color, and the food he 

appeared to be eating. From Nicole's perspective this writing activity was the most 

successful activity of the final lesson. Nicole commented at the end of the lesson, "The 

children did a good job drawing Huggles. They really got into it" (RV 2, p. 25). Thus, 

while Nicole observed that students had not successfully read the book that she had 

assumed was appropriate for the lesson, the final writing activity had been more 

meaningful. 
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Final reflections about literacy-related beliefs. Nicole's final interview (N, F 2) 

demonstrated that she was highly critical about her beliefs, and she wanted to show how 

her new practices and beliefs fit into the constructivist model (see Figure 4.3). In 

addition, Nicole presented a description of how she had implemented practices that: (a) 

valued the students' home, (b) involved less structured literacy instruction approaches, 

and (c) focused on oral language development. In conclusion, Nicole stated that she had 

questions on how administrative demands influenced her instructional choices. 

Nicole's final interview began with a discussion about a child who seemed to be 

dealing with problems at home. Nicole said, "He'll be engaged in an activity and then all 

of a sudden his face will change. I'll ask him what is wrong, and he'll say, 'I miss my 

Mom.' He's got issues going on at home that override his ability and interfere with his 

zone of academic ability. It's an interesting thing that I notice happening with a number 

of my students. Their problems are holding them back academically" (N, F 2, p. 2). 

Nicole believed "the children's home environment had a large impact on their 

kindergarten learning experience" (N, F 2, p. 19). 

Nicole said teaching students with problems at home taught her the importance of 

balancing the children's personal interests with their academic needs. She stated that the 

children with problems were confiding in her more than usual. By knowing and 

understanding her students' problems, Nicole said she was more empathic. Thus, she 

believed she was learning to successfully help her students feel safe, feel special, and 

enjoy learning in school. 
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During the final interview, Nicole stated that the morning literacy instruction 

period included two important approaches. The first approach was an interactive full-

group writing lesson. 

Together as a group we discuss questions, personal ideas and talk about personal 
experiences in the classroom and at home. And we write a journal page together 
for the day. Together we decide what the sentence is going to say. Then we talk 
about how it is supposed to look. We figure out how many words are in the 
sentence. We practice making spaces between words. We talk about how one 
word looks different from another word. Finally, we talk about how a sentence 
starts with a capital and ends with a period. We use a lot of language to generate 
ideas about the writing process. Then, they go back to their desk and reproduce 
the sentences and illustrate it in their personal journal. (N, F 2, p. 21) 

Nicole stated that interactive writing encourages children to answer questions 

surrounding the writing process with guidance. In addition, she stated that the students 

become successful writers by writing at any stage of their development in a free-choice 

writing center. She suggested that there needed to be a balance between guided and 

independent literacy learning experiences. 

The second literacy approach Nicole described was the language experience. 

Nicole described the lesson with the following statement: 

The reading group is a natural extension of the writing journal activity. After the 
children write their stories, they normally want to read what they have written. I 
take a small group of children and have them read me a page fi-om their journal. 
The setting is much more relaxed and less structured. More importantly, I still 
can monitor their reading process. It all centers on what they can do individually. 
Sometimes I have to write and read the text with them and that's OK because that 
is where they're at. (N, F 2, p. 21) 

Nicole stressed the need to observe children as they leam to read. Using student 

observations she could implement appropriate instructional approaches to help them 

make sense of the text. 
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The children not engaged in the language experience lesson rotated in free choice 

literacy centers. In the final interview, Nicole described her centers with the following 

statement: 

I do a lot of activities that develop oral language. The children have lots of 
choices to engage them in activities where they are interacting with other 
children. They are play-acting in the dramatic play center. They're solving 
problems in the block-building center. They're talking about their paintings in the 
art center. And they're talking about a story in the reading center. (N, F 2, p. 20) 

Nicole emphasized that the daily activities included an equal amount of time on student-

centered and teacher-centered activities. "I've been developing a curriculum where they 

guide me in where they are interested in going. I do not want them to be a bunch of little 

robots. 1 want my students to be able to think" (N, F 2, p. 23). 

In summary, Nicole stated that she recognized that the pressures of accountability 

influenced her efforts to teach children according to the curriculum rather than according 

to their individual academic needs: 

Just because the kindergarten curriculum says they should be doing x, y and z 
does not mean that the children will fit into that agenda. The ones that aren't 
ready to meet the objective of the curriculum need to engage in verbal skills like 
describing things and solving problems. They need to manipulate and develop a 
sense of literacy through communication. I realize that it does not help a child to 
sit and write or read if the experience does not have meaning or purpose. If a 
student is ready for a mini-shared reading lesson, I'll give it to him. That is how I 
am going to respond to the first-grade teachers when they question why children 
are not experienced in guided reading groups. (N, F 2, pp. 31,34) 

This could possibly be one reason that her initial RSDP discourse included few questions 

about her literacy-related practices. She was comfortable in implementing the literacy 

lessons that were required by the school administration. 
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It was not until the end of the RSDP that Nicole questioned her literacy practices 

and beliefs and experienced a moment of realization while she observed her students 

struggle in her final literacy lesson. Many weeks after the RSDP sessions and final 

literacy lesson, she answered her questions about how to implement a DAP classroom 

setting and described her effort to implement a constructivist literacy setting. Her 

description of the new curriculum was more sensitive to her student's instructional 

interests because she valued observing and listening to her student's personal interests. 

The literacy period included less structured approaches that balanced student-centered 

activities and teacher-directed instruction. 

Conclusions 

In conclusion, the analysis of the RSDP data sources led to the development of 

matrices that illustrate the teacher-participants' literacy-related beliefs and practices 

before, during, and after the RSDP. Although each of the teacher's experiences can be 

shown a unique path that explores their beliefs and practices, further analysis about the 

teachers' questioning process that occurred prior to their moments of realization needed 

to be explored, such as when, where, and how the moments of realization developed 

within the group reflective process. Therefore, the next chapter presents further findings 

on the nature of the teachers' discussions as they were reflected within the group process. 

Ultimately, this analysis suggests that when teachers are provided the opportunity to 

reflect with their peers on their beliefs and practices, they will demonstrate shifts in their 

language, thoughts, verbal interactions and behaviors. 
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BRINGING THE FINDINGS TOGETHER 

Only the wisest and the stupidest of men never change. 

(As cited by Hsieh, 1936) 

The matrices illuminate the beliefs and practices of the three teacher-participants, 

and indicate how the teachers experienced changes over the course of the RSDP. The 

data show that the shifts observed in literacy-related beliefs and practices are linked to the 

teachers' verbal interaction before, during, and after each moment of realization and to 

four features of the RSDP: the videotaped observations, the staff development process, 

the teachers' discourse roles, and the non-linear nature of shifts in beliefs. These findings 

are supported by current theories of teacher change, such as the theoretical framework 

developed by Richardson and Anders (1994), who suggest "judgment is personal and is 

often made quickly, during a complex classroom action. This judgment is often based 

upon tacit beliefs and personal needs and may lead to classroom actions that violate other 

educative beliefs held by the teacher" (p. 201). 

Group Verbal Interactions: 

Process Surrounding Moments of Realization 

According to Richardson and Anders (1994), "the broader understanding of 

change should include the examination of the individual change process" (p. 201). Upon 
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examination of the teacher-participants' individual discussions throughout the RSDP, the 

verbal discourse that surrounded a moment of realization included four characteristics 

common to all the teacher-participants' discourse experience (see Figure 5.1). First, the 

teachers reflected on a specific literacy-related belief and practice, labeled as an "old 

belief in Figure 5.1. For example, before and during the RSDP, Nicole believed that die 

mini-shared reading lesson was an important activity for all her kindergarten students. 

During the Beginning Interview, she stated, "I have adopted the guided reading into the 

mini-shared reading group. And it seems to work fine. What I like about the mini-shared 

lesson is that it is very structured in the sense that I can point out exactly what cueing 

systems the student is not using in the reading process" (N, B 1, p. 8). 

Second, the teachers expressed discomfort with a stated belief due to an 

experience or revelation. After talking about the discomfort, they began inquiry on issues 

that troubled them. For example, Nicole was confused about her students' behavior 

while reflecting on her final literacy lesson. She questioned why her students did not 

meet the mini-shared reading objective with the statement, "Well, in the right situations it 

works when die teacher pulls small groups to focus on certain skills. However, it's not 

working because of the large class size and probably the children are too young" (N, V 2, 

p. 23). 

Third, the teachers' moments of realization occurred as they talked about their 

new beliefs, displaying shifts in their beliefs and/or practices. During Nicole's reflections 

about her final literacy lesson, she reevaluated that her old view that the mini-shared 

lesson was appropriate for all her students; as a result, she shifted to a new belief that the 
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VERBAL INTERACTION: 

Discussions Surrounding 
IVioments of Realization 

4. Talit to Conflnn New BelM 

Figure 5.1. Verbal interaction. Types of discussions (surrounding the moment of 
realization) are: (a) statement of a belief, (b) disequalibria of belief, (c) new belief 
stated/moments of realization, and (d) exploration of new belief 
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mini-shared lessons were appropriate for only a handful of her students, those ready for 

structured literacy instruction. During her moment of realization, Nicole stated, "We're 

just setting them up for failure with their literacy learning" (N, R V2, p. 2); "I need to 

have more student-generated books" (p. 43). 

Fourth, the teachers discussed and confirmed their new beliefs by exploring the 

reasons for these shifts in their literacy-related beliefs and practices. For example, during 

the final interview, Nicole discussed her new effort to implement language experience 

lessons and justified this approach as an appropriate alternative for students who were not 

ready to engage in the mini-shared lesson. She stated, "The reading group is a natural 

extension of the writing joumal activity. After the children write their stories, they 

normally want to read what they have written. I take a small group of children and have 

them read me a page from their joumal. The setting is much more relaxed and less 

structured. More importantly, 1 still can monitor their reading process. It all centers on 

what they can do individually. Sometimes I have to write and read the text with them and 

that's OK because that is where they're at" (N, F 2, p. 21). 

The teacher-participants' verbal interactions leading up to their moments of 

realization exhibited similar characteristics. They each demonstrated unique discourse 

timelines and dialogue types, however, as they engaged in the RSDP activities. For 

example. Figure 5.2 illustrates that Nicole's verbal interactions before and during the 

RSDP included discussions that defined and clarified an old belief Then after the RSDP, 

Nicole reflected discomfort with her old belief, verbalized her moments of realization and 

confirmed her shift in her new belief Finally, her critical dialogue occurred in a group of 
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two or three peers as they reflected on the videotaped literacy lessons of herself and her 

peers. 

Elichardson and Anders (1994) describe verbal interactions that correspond to the 

four common verbal interactions found in Nicole's and the other RSDP teacher-

participants' process of communication. Richardson and Anders named them as three 

discourse functions: 

Initial Framing: The staff developer and/or teacher brings certain aspects of 
teaching to the attention of the group. 

Framing: The staff developer and/or teacher examine (s) the particular aspect of 
teaching from different theoretical viewpoints (from research and/or experience). 

Alternative Frame: The teacher accepts a new frame and states that he or she will 
consider making a change in classroom practices. This stage is not always 
reached. (Richardson & Anders, 1994) 

Finally, the RSDP data indicate that the teacher-participants' discussions included 

moments of realization, suggesting that there is a point during the teacher-participants' 

reflective processes in which the participants exhibit changes in their discussions, thus 

facilitating changes in their beliefs. 

The data sources of the RSDP indicate that there were four features that 

contributed to the teachers' moments of realization related to literacy-related beliefs and 

practices: (a) the teachers' reflections on the literacy lessons, (b) their experiences and 

reflections as they engaged in the staff development process, (c) their discourse roles with 

their peers in the RSDP, and (d) the non-linear nature of the teachers' shifts in their 

literacy-related beliefs and practices (see Figure 5.3). 
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Description of Nicole's Group 
Discussions Throughout RSDP 

Verbal Dialogue Social Activity 
Timeline Type Type 

Before RSDP 1. Old Belief Reflection on 
Sessions Initial Video 

( Nicole J r Mary y Literacy Lesson 

During RSDP 1. Old Belief Reflection on 
Sessions Personal and 

r Nicole Irene ̂  Peer 
(Charlott  ̂ Videotaped 

Literacy Lesson 

After RSDP 1. Discomfort Reflection on 
Sessions with Old Belief Final Literacy 

2. Moments of Lesson 
Realization Videotape 

3. Confirm New 
Bettefv 

^^col̂  ^Wary  ̂

Figure 5.2. Description of Nicole's group discussions throughout RSDP. Nicole's 
group discussion before the RSDP session displayed talk about old beliefs of mini-
shared lessons. During the RSDP, she continued stating old beliefs. After the 
RSDP, the talks included discomfort with the old belief, moments of realization with 
the new belief, and confirmation of the new belief 
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Features That Contributed to 

Moments of Realization 

staff 
Development 

Process 
Nicole 

Teachers' 
Discourse 

Roles 

Charlotte 

Irene 

Non-Linear 
Nature of 

Teachers' Shifts 
in Rpjpfe 

1. Teacher Discussions With Peers on Contents of 
Videotaped Literacy Lesson 

2. Mental Recollection of Videotaped Literacy Lesson 

Videotaped Literacy Lesson and Teacher Observations 

Figure 5.3. Features that contributed to moments of realization. Moments of 
realization rely on: (a) teachers' observations of videotaped and recollections on 
literacy lessons, (b) their staff development process, (c) their discourse roles, and 
(d) their non-linear shifts in beliefs as they discussed literacy-related beliefs and 
practices. 
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Literacy Lesson Reflections 

During the RSDP, the teachers' moments of realization included shifts in their 

discourse in which old beliefs were put aside and new beliefs surfaced (see Figure 5.3). 

During these shifts, the teachers were normally observing personal and peers' literacy 

lessons. As they talked about their observations on the video they considered new 

possibilities for implementing different instructional practices than those observed; they 

discussed issues with classroom management, curriculum development and utilization of 

new texts or material. Hence, the matrices show the path in the teachers' RSDP 

reflective process as they focused on their literacy-related beliefs and practices, which 

contributed to the reexamination of their sense of what practices do and do not work. 

Like Hoover's (1994) study, this study suggests it is critical that the teachers 

engage in a reflective analysis of videotaped lessons, something that objectively reflects 

their instructional behavior. The teachers' reflective analysis encouraged their 

engagement in high levels of reflective thought and metacognitive analysis of practical 

and theoretical knowledge. Richardson (1994) also suggests that critical analysis of 

literacy-related beliefs and practices helps teachers develop new beliefs after recognizing 

that a practice is weak or ineffective. 

Staff Development Process 

As the teacher-participants engaged in RSDP examining their literacy-related 

beliefs and practices, the staff development process included three parts: introductory, 

breakthrough, and empowerment. This study demonstrates similar findings as Placier 
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and Hamilton (1994), who define this as typical in an interactive staff development 

process (see Figure 5.4). 

During the introductory period, sessions 1 and 2, the teacher-participants began to 

"gel" as a group, sharing ideas for example, instead of critiquing one another's beliefs 

and practices. Nicole's reflections about her videotaped lesson were mostly descriptive 

and her peers responded to Nicole in kind, with descriptions of their own classroom 

practices. For example: 

Charlotte: My students like to have a chance to choose literacy centers. 

Irene: So after they do their main center, then they're going to go to two other 
centers of choice. 

Nicole: I had to increase the choices. During the first three weeks they only had 
two. Now they have three jobs. I also like having opened centers. 
(RSDP l,p.7) 

As suggested by Placier and Hamilton (1994), during this initial phase, the teacher-

participants became acquainted through describing their classroom practices, and they 

engaged in little or no critical analysis about those practices. 

The breakthrough period occurs when teachers move beyond describing practices 

and begin to question why they and their peers choose particular instructional 

approaches. This period occurred in RSDP sessions 3 through 5. During this period, 

Charlotte asked the other teacher-participants for constructive criticism about her 

videotaped lesson because she was having behavior problems with her students. The 

breakthrough was clearly present when the teachers stopped describing their professional 

experiences and began talking about why they would suggest implementing different 
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The Staff Development 
Process: Contributions to 
Moments of Realization 

RSDP Staff Development: 
Sessions Process of Verbalization 

1 Introductory 

2 4 

(Practice Described) 

3 

A Breaktlirough 
4 

5 

(Constructive Criticism) 

6 

J 
* 

Empowerment 

7 4 

(Group Planning) 

Figure 5.4. The staff development process. A& the teachers engaged throughout 
the RSDP sessions, there occurred a staff development process which involved: 
1. Introductory talk, where teachers described their practices. 
2. Breakthrough talk, where teachers constructively discussed each other's 

practices. 
3. Empowerment talk, where teachers developed a plan to change. 
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practices. During RSDP 4, the teachers' reflective experiences within the group were 

evident: 

Nicole: I liked reflecting on why it is that we're not teaching the way we 
know could make the greatest impact for our students. I'm glad that 
we all recognize how it's a struggle to try things that make us good 
teachers but the system gets in our way. 

Charlotte: But what's a good teacher to you? 

Mary: What is a good teacher? 

Charlotte: It seems like good teachers do this differently? 

Nicole: A good teacher is someone who does what works. 

Irene: Good teachers know how the brain functions in certain ways. If 
teachers know how the brain functions they can access and use what 
works to help the child learn, (p. 44) 

This group dialogue presents high levels of reasoning and problem-solving. 

During the empowerment stage, the group comes together with a plan to work 

collaboratively in their teaching efforts. 

Irene: We need to come up with a plan. 

Nicole: Yes, we do. 

Mary: Why would you want to present a proposal to the principal? 

Charlotte: For the kids. 

Nicole: Because we know what is appropriate. 

Irene: It should be a bottom up curriculiun approach and it's not. (RSDP. 
6, pp. 40-42) 

At the end of the RSDP, during sessions 6 and 7, the teachers talked collaboratively about 

creating a proposal to present to the principal that would include a statement about beliefs 



160 

and practices of early childhood education and an implementation plan that facilitates 

developmentally appropriate practices. 

Discourse Roles 

As the facilitator, I wondered why Nicole needed the complete time period of the 

RSDP to experience a moment of realization. Were her beliefs so deep that she needed 

time to sort out what bothered her about the mini-shared reading lesson? Close analysis 

of Nicole's data revealed that she consistently reflected on the mini-shared lessons over 

the four-month period. However, her role amongst her peers appeared to impact the 

manner in which she conducted her inquiry during the RSDP sessions (see Figure 5.5). 

Similarly, Charlotte and Irene assumed their own roles as they engaged in the critical 

dialogue. 

Nicole's discourse roles (Birchak et al., 1998) within the group reflective process 

were largely that of listener, supporter, suggester, sharer, and summarizer (see Figure 

5.5). Nicole seldom asked questions about her practice, which positioned her as a mentor 

among her peers. She was a highly respected teacher with a wealth of knowledge to 

share. The following passage demonstrates Nicole's typical group dialogue: 

Nicole: No, we all ask our students closed-ended questions and put words 
in their mouths. And I would not have known about open-ended 
questioning if I had not taken a class on questioning strategies. 

Mary: Why are we having this situation? Irene, tell us why? 
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Teachers' Discourse Roles 
Throughout the RSDP 

Irene 

/ - Listener 
Nicole 

- Disequilibria / 
\ - Humorist / / 
\ - Questioner 1 / 

- Listener \ 
- Supporter 
- Sugg ester 
- Sharer / 

\ - Summarizer 

/ Charlotte 
T 

\ - Listener 
\ - Sharer 

Nv - Summarizer 

Figure 5.5. Teachers'discourse roles throughout the RSDP. The discourse 
roles unique to each teacher-participant appeared to impact the manner in which 
they talked and reflected about their beliefs and practices. 
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Irene: The number of children have an impact for me because I want them to 
all be able to think and answer the question so I usually ask open-
ended questions in a small group. 

Nicole: There are questioning strategies that are used with large numbers of 
people where everyone can respond. Like when everyone sits in a 
circle and each person takes a tum to answer and if the person doesn't 
have the answer they just say pass. Or you can do the popcorn 
method. That is where the students say whatever pops in their head. 
The teddy bear minute works too. That's where the students answer 
for one minute when they get the teddy bear. 

Charlotte: For me I think I just get used to teaching using closed-ended questions. 
We are the ones who want to be in charge and in control. We don't let 
them have time to talk in class. (RSDP, 3, pp. 21-22) 

Nicole seldom engaged in roles such as the questioner or expresser of disequilibria. 

Thus, the fact diat Nicole's discourse involved asking fewer questions could have had 

some impact on the timing of her moment of realization. 

Analysis of Irene's data showed diat she assumed the roles of the humorist, 

questioner, and expresser of disequilibria. As a humorist she livened up the RSDP 

meeting with jokes about the teaching experiences, but with her uncanny ability to do or 

say comical things came a serious side that asked the teacher-participants difficult 

questions about their instructional practices as they viewed the videotaped literacy 

lessons. Irene led the teacher-participants into discussions on the negative aspects of 

teaching within a system that impedes teachers' professional efforts, in addition to 

discussing uncomfortable issues such as their perceptions of administrative control. For 

example: 

Irene: How can we implement all the interactive literacy components along 
with other subject matter like social studies, math and firee choice 
periods? It's too much. It is coming down to the extreme of our 
children loosing outdoor play and recess. 



163 

Nicole: That's a good question. But at the same time we have to realize that 
teachers have been abusing instructional play periods by not setting up 
well thought out centers. They just do whatever so now we're being 
questioned and monitored. 

Charlotte: It's true! (I, RSDP 5, pp. 30-32) 

As suggested by Birchak et al. (1998), conflicting perspectives and concerns amongst the 

teacher-participants actually facilitated their learning through the process of questioning 

their beliefs and practices. 

The RSDP data indicated that Charlotte's discourse roles were that of listener, 

surrunarizer, and sharer. Most of her language interactions described and restated 

situations observed on the videotaped lessons. The following passage illustrates a typical 

discussion in which Charlotte described the whole-language teacher's approach to 

creating a literacy-rich environment: 

Charlotte: Those kids know different things, they know everything, they have 
choosing time, and the students are allowed to move freely about the 
centers. Once I watched the success of this approach, I was thinking I 
needed to set up free choice centers too. 

Irene: You make your students stay in a center? 

Mary: Why do you have your students stay put? 

Charlotte: Because it seems better that way for the students. I remember that 
even the whole-language teacher made a few students stay in their 
center. She was challenging these kids to ask deeper questions, 
especially those who were bouncing all over the centers. (C, RSDP 6, 
p. 5) 

The collaborative RSDP produced a reciprocal inquiry in which all the teacher-

participants engaged in a variety of interactive roles as they discussed their literacy-

related beliefs and practices. 
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Non-Linear Shifts in Discussed Beliefs and Practices 

Although the teacher-participants all demonstrated major changes in their 

discussions about literacy-related beliefs and practices, these shifts were much more 

evident in their beliefs than in their practices. Richardson's (1994) theory on this 

phenomenon asserts the non-linear nature of change: 

The change process involves an interaction among action, observation, evaluation 
and reflection. It may not be important to determine which comes first in the 
change process. What is important is the notion that changes in beliefs; ways of 
thinking and classroom actions all come into play in the teacher change process. 
Thus, it is a fluid process. At any point in time, beliefs may not be congruent with 
practices. This may be a consequence of the interactive process and suggest that 
teachers whose beliefs do not match their practices are undergoing a major change 
in beliefs and/or practices. (Richardson, 1994, p. 102) 

The fluidity of the change process could in part explain why there were more observable 

shifts in beliefs than in practices among the teachers. Richardson and Anders (1994) 

suggest that "the beliefs driving action are often deep and complex and sometimes 

contradictory" (p. 101). Irene's RSDP experiences, for example, demonstrate the 

complicated nature of non-linear change (see Figure 5.6). 

Irene's matrix was developed from analysis of the RSDP data sources and 

illustrates non-linear shifts in her literacy-related beliefs and practices. Similarly, all the 

teacher-participants in the RSDP study exhibited non-linear movements as they discussed 

their perspectives on literacy-related beliefs and practices. Before the RSDP, Irene's 

literacy-related beliefs and practices were plotted in the skills end of the continuum: 

I'm still doing things, at this time, because I saw other people doing them. I don't 
ask why I'm doing them. I just know that the teachers that showed me how to do 
these things have taught for 12 or 20 years. So I'm thinking this is the way it 
should be. But now, I'm beginning to come to a point of realizing that I don't 
know why I'm doing them. (I, B 1, p. 22) 
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Non-Linear Shifts in Discussed 
Beliefs and Practices 
Tlirougliout the RSDP 

[REIVE'S DIMENSIONS IN REFLECTED BELIEFS AND PRACTICES 

Question Type 
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Data Points: 

Teacher's Beginning, B1 • Beginning RSOP Beliefs & Prac. 
Teacher's Beginning, RS0P1/7 > Md RSDP Betieft & Prac. 
Teacher's Beginning, F2' Final RSDP Beliefs & Practices 

Teacher's Beginning, VI • Initial Practice in Video One 
Teacher's BMlnnIng, v2 « Final Practice In Video Two 
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Irene's matrix of dimensions in reflected beliefs and practices illustrates her beginning 
(U Bl; U Vl> beliefs & practice of skills, model use combined, with, a neutral position on 
questioning. As the RSDP progressed, Irene began to have constructivist beliefs about 
literacy practice (I, RSDP6). By the end of the RSDP, she become more questioning 
and more constructivist in beliefs and practices (I, F2; I, V2; I, RV2). 

Figure 5.6. Irene's dimensions in reflected beliefs and practices. Irene's matrix 
demonstrates non-linear shifts in her beliefs and practices throughout the RSDP. 
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Yet, during the RSDP session, she discussed literacy-related beliefs and practices that 

clearly belonged to a constructivist model. For example, 

I had reflected on my own about how I was just putting words in the kids' mouths 
and not letting them think. Now that I use more open-ended questions, I am able 
to assess what the kids know by listening to them talk about their experiences 
with the pumpkins. They were giving me lots of explanations. So then they were 
more focused on the ideas of the story, words and letters in the story. (I, L 2, pp. 
17-18) 

At the end of the RSDP, Irene's practices stayed within the constructivist model, but her 

literacy-related beliefs moved back to the skills model: "I realize that I have a lot of 

questions concerning reader's response. I need to get a more balanced perspective about 

using interactive literacy instruction for skills and helping children understand the 

material in the text" (I, F 2, p. 4). 

Conclusions 

In conclusion, the analysis of the RSDP data sources led to the development of 

matrices that illustrate the teacher-participants' process of inquiry on their literacy-related 

beliefs and practices. Upon analysis of the moments of realizations, further findings 

emerged which describe the discussions surrounding the moments of realization and the 

features that contribute to moments of realizations. Although each of die teachers 

demonstrated a unique path in exploring their beliefs and practices, the process of 

reflectmg and learning exhibited throughout the RSDP revealed similar characteristics 

amongst their verbal interactions. The contributions to the moments of realizations are 

the teachers' reflections on the literacy lessons, their staff development process, their 

discourse roles and the nonlinear nature of their changes. The RSDP study shows that 



167 

when teachers are provided the opportunity to reflect on their beliefs and practices, they 

will demonstrate shifts in their language, thoughts and actions. 
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CONCLUSIONS 
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A little learning is a dangerous thing. 

Drink deep, or taste not the Pierian spring. -Pope 

(As cited by Davidoff, 1942) 

This dissertation presented a qualitative inquiry of three teacher-participants' 

literacy-related beliefs and practices, which can be viewed from two perspectives: (a) the 

development of three case studies and (b) the analysis of a four-month Reflective Staff 

Development Program (RSDP), designed as a fieldwork setting in which the data were 

collected. The case studies involved three research phases: 

1. Asking the question: What are the teacher-participant's beliefs and practices in 

relation to their literacy instruction before, during, and after the RSDP?; 

2. Conducting the fieldwork; and 

3. Analyzing and interpreting the data. 

During the RSDP, the teacher-participants discussed literacy-related beliefs and 

practices within four collaborative activities: autobiographies, interviews, group 

reflective sessions, and literacy lessons. Analysis of the data facilitated my effort to 

describe both the teacher-participants' literacy-related beliefs and practices and their 

process of reflection. These findings support theories suggesting that inquiry on beliefs 

and practices causes teachers' discussions and practices to shift towards new perspectives 
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on teaching children to read and write. Thus, this dissertation answers the posed 

question: What are the teachers' literacy-related beliefs and practices? In addition, it 

presents findings that further describe how the teachers experienced changes in these 

beliefs and practices over the course of the RSDP. The conclusions will contribute to 

future research on beliefs and facilitate educators' professional growth within the study 

group strategy. 

In this final chapter, I first summarize the qualitative case-study approach of this 

inquiry, which includes a description of collecting and analyzing data, developing the 

findings and presenting the conclusions on the findings. I next review the RSDP and the 

setting in which the participants' beliefs and practices developed and changed. Finally, I 

present methodological and practical implications for conducting further research on the 

RSDP, and I conclude this dissertation with recommendations for future teacher 

education. 

The Qualitative Method 

I engaged in three stages of qualitative analysis: fieldwork analysis, intensive 

coding of data categories, and the development of a matrix to illustrate the findings. 

First, I used the constant comparative technique and worked as a participant-observer, 

gathering the data throughout the fieldwork and transcribing the teacher-participants' 

discussions firom the audiotapes, videotapes, and field notes to code and categorize diem. 

Second, I refined the data by rereading, recoding, re-categorizing, and sub-categorizing 

the teacher-participants' transcripts. Third, I developed a two-dimensional matrix to 
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illustrate the teachers' shifts in their literacy-related beliefs and practices as evidenced in 

their reflective discourse. My success at describing the teacher-participants' RSDP 

experiences was determined by the employment of data-gathering strategies and 

interpretive techniques as suggested by Merriam (1988), Seidman (1991), and Bogdan 

and Biklen (1982). 

The matrix is a qualitative interpretation of the data that describes the teachers' 

discourse surrounding literacy-related beliefs and practices. The horizontal dimension is 

an account of two extreme perspectives, the skills and constructivist models, observed in 

the teacher-participants' discussions. The perpendicular dimension depicts whether or 

not the teachers' discourse included questions about their literacy-related beliefs and 

practices. The plots within the dimensions pinpoint the teachers' moments of realization 

that occurred before, during, and after the RSDP, illustrating the shifts in their 

discussions on literacy-related beliefs and practices. The data clearly indicated language 

or behaviors that demonstrated teachers' new perspectives about teaching children to read 

and write. 

Findings on the Teachers' RSDP Experiences 

Teacher-Participants' Literacy-Related Beliefs and Practices 

This inquiry describes the teacher-participants' literacy-related beliefs and 

practices. Further findings define the changes that occurred in their reflective processes 

as moments of realization, and illustrate how the group interactions within the RSDP 

contributed to those moments of realization. To explain the phenomena of moments of 
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realization and illustrate the group contributions that facilitated those moments, I first 

summarize each teacher-participant's literacy-related beliefs and practices over the course 

of the RSDP. 

At the beginning of the RSDP, Charlotte stated that her interactive literacy 

practices were appropriate and worked well for most of her students; her beginning 

videotaped literacy lesson confirmed that she believed in using skills-based instruction. 

During the RSDP sessions, Charlotte's discussions shifted from the use of skills 

instruction to the implementation of a literacy-rich constmctivist classroom. After the 

RSDP, Charlotte described her vision of implementing inquiry-based learning centers, 

stating that she would eventually set up exploration centers. However, she continued to 

use skills-related literacy practices in her final literacy lesson. Over the length of the 

RSDP, Charlotte's discussions became highly reflective about her literacy-related beliefs 

and practices, which facilitated a huge shift in her later dialogues. 

Irene was interested in studying a variety of literacy practices at the begirming of 

RSDP, although she was also confident in her interactive literacy instruction. To this 

end, she attended in-services that taught skills and developmentally appropriate practices. 

During the RSDP, Irene discussed the benefits and challenges faced in implementing 

more constmctivist practices, which helped her recognize that she was not alone in 

attempting to overcome these challenges. At the end of the RSDP, Irene proposed 

developing a plan to help their school community leam about the benefits of the 

constructivist model of instruction. In her final lesson, Irene implemented constructivist 

reading practices by creating flexible reading groups and asking the students open-ended 
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questions about a text; in so doing, she demonstrated that she valued a student-centered 

learning environment. 

Nicole began the RSDP believing that the mini-shared reading lessons, typical of 

interactive skills instruction, were appropriate for kindergarten children. While attending 

the RSDP, she demonstrated that she was losing confidence in the interactive literacy 

skills instruction by questioning the interactive literacy philosophies and assessment 

practices. At the end of the RSDP, Nicole discussed the veurious factors and situations 

that made her final mini-shared reading lesson inappropriate for her students. These new 

ideas emerged with a large amount of reflective thought about the Interactive Literacy 

Program, leading her to express different perspectives on how to teach children to read 

and write. In Nicole's final interview, she stated that she had changed her literacy 

instruction and was implementing a constructivist curriculum that centered on the needs 

of her students. 

This summary demonstrates that the teachers' literacy-related reflective discourse 

changed throughout the RSDP experience. Due to the dynamic nature of each teacher's 

unique reflective discourse, findings on their moments of realization suggested that their 

reflective journeys, although unique, were cormected to the group collaborative process. 

Findings on the Moments of Realizations 

Two perspectives illustrate the process by which the teacher-participants made 

shifts in their thinking. One perspective considers the teachers' group verbal interactions 

before, during and after each moment of realization. The second perspective examines 
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four group dynamics that contributed to the teacher-participants' shifts in their beliefs and 

practices: their discourse while observing the videotaped lessons, the process of the staff 

development, their discourse roles, and the non-linear nature of their process of change. 

Observed moment of realization. Upon examination of the teacher-participants' 

individual discussions throughout the RSDP, the verbal discourse that surrounded a 

moment of realization included four characteristics common to all the teacher-

participants' discourse experiences. First, the teachers reflected on a specific literacy-

related belief and practice, labeled as an old belief. Second, the teachers expressed 

discomfort with their stated belief due to an experience or revelation. Third, the teachers' 

moments of realization occurred as they talked about their new belief, displaying shifts in 

their beliefs and/or practices. Fourth, the teachers discussed and confirmed their new 

belief by exploring the reasons for these shifts in their literacy-related beliefs and 

practices. 

Group dynamics that contributed to the moments of realization. There were four 

features of the group dynamics that contributed to the teachers' moments of realization 

related to literacy-related beliefs and practices: (a) the teachers' reflections on the literacy 

lessons, (b) their experiences and reflections as they engaged in the staff development 

process, (c) their discourse roles with their peers in the RSDP, and (d) the non-linear 

nature of the teachers' shifts in their literacy-related beliefs and practices. 



174 

During the RSDP, the teachers' moments of realization included shifts in their 

discourse in which old beliefs were put aside and new beliefs surfaced. Normally, these 

shifts occurred while the teachers observed the their own literacy lessons and those of 

their peers. As they observed themselves during their videotaped literacy lessons, the 

teacher-participants shared their beliefs and practices. This social situation, in which the 

teachers reconsidered the implementation of various literacy instruction approaches, 

encouraged them to discuss their classroom management, curriculum needs, texts or 

materials, and various types of instruction. 

There were three observable stages in the staff development process of the RSDP: 

the introductory, breakthrough, and empowerment periods. Sessions I and 2 were the 

introductory period, in which the teachers described their personal strategies, rather than 

critiquing each other's work. During the breakthrough period, sessions 3 through 5, the 

teachers asked themselves and their peers why they used particular instructional 

approaches. The empowerment period occurred at the end of the RSDP, during sessions 

6 and 7, when the participants talked collaboratively about presenting a proposal to the 

principal that would include a statement about beliefs and practices of early childhood 

education and an implementation plan of developmentally appropriate practices 

The collaborative RSDP produced a reciprocal inquiry in which all the teacher-

participants engaged in a variety of interactive roles as they discussed their literacy-

related beliefs and practices. The teachers' discourse roles within the group facilitated 

their discussions. Close analysis of Nicole's data demonstrated that she was a listener, 

supporter, suggester, sharer, and summarizer of ideas. The teachers working with Nicole 
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appeared to appreciate and respect her ideas, viewing her as a teacher with great 

experience. Analysis of Irene's data showed that she assumed the roles of the humorist, 

questioner, and expresser of disequilibrium, livening the RSDP sessions with jokes and 

challenging the teacher-participants with difficult questions that helped them explore the 

negative aspects of teaching. The RSDP data indicated that Charlotte's discourse roles 

were listener, summarizer, and sharer, in which she described and restated observations 

on the videotaped literacy lessons. As suggested by Klassen and Short (1992), 

conflicting perspectives and concerns among the teacher-participants encouraged them to 

question their beliefs and practices. 

Finally, the matrices show that, throughout the course of the RSDP, the teachers' 

interactive discourse demonstrated shifts in their beliefs and practices, but that these 

shifts were more evident in their beliefs than in their practices. These changes in 

discourse occurred in various types of RSDP activities, reflecting the supposition that 

beliefs may not always be congruent with practices (Richardson, 1994). 

The Reflective Staff Development Program (RSDP) 

To fiilly comprehend the teachers' literacy-related beliefs and practices and how 

those beliefs and practices changed over time requires knowledge of the RSDP. I began 

by creating an RSDP field setting to answer the question: What are the teacher-

participants' beliefs and practices as they teach children to read and write? Next, I 

defined and studied the teachers' beliefs and practices as they emerged from the RSDP 

data sources. Once I had defined the beliefs and practices through the process of coding 
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and categorization, I was able to analyze findings that further explained the nature of the 

group process. These findings define and describe the development of moments of 

realization, which contributed to shifts in the teachers' beliefs and practices. Analysis of 

these findings demonstrates that the teacher's collaborative engagement in the RSDP 

facilitated the shifts in their literacy-related beliefs and practices. 

The RSDP was built fi-om the ideas of a number of research studies (Connelly & 

Clandinin, 1995; Hoover, 1994; Matlin & Short, 1991; Moore & Lalick, 1992) that 

investigated teachers' beliefs and practices within a staff development program, but 

focused primarily on the approach of Richardson and Anders (1994). I chose their 

particular method of study because it combined action research (the RSDP) with 

qualitative fieldwork and analysis, providing a constructivist program that invites the 

teachers to set the agenda for reflecting on their beliefs and practices. 

The RSDP Activities 

I presented the teacher-participants with nine activities designed to generate data 

on their verbal and social interactions as they discussed their beliefs and practices. 

During activities 1 and 2, the three teacher-participants wrote beginning and final 

autobiographies that included information about their hopes, ambitions, and professional 

stories. Activities 3 and 4 engaged them in structured one-on-one beginning and final 

interviews. Activities 5 and 6 occurred during their students' literacy instruction period; 

the teacher-participants were individually videotaped for 30 minutes, at the beginning and 

end of the project 
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During activities 7 and 8, the teachers attended seven reflective sessions; each 

session produced two hours of audio taped discussions. During the first six sessions the 

teachers viewed their colleagues' beginning videotapes. Sessions 1 and 2 focused on 

Nicole's begiruiing videotape, sessions 3 and 4 focused on Charlotte's beginning 

videotape, and sessions 5 and 6 focused on Irene's beginning videotape. The content of 

each session centered on the teacher-participants' beliefs and literacy-related practices as 

observed on the videotapes. Session 7 provided die teachers with a review of the RSDP. 

Activity 9 was the member-check meeting, at which the teachers reviewed and confirmed 

the findings of the study. 

Elichardson and Anders' (1994) findings about teachers' beliefs and practices 

support the conclusions in this inquiry. The researchers suggest that while teachers will 

make temporary changes in their instruction if suggested by administrative and political 

agendas, they will eventually drop the required tasks if they do not determine that the 

mandated activities "work." Within the RSDP setting, the teacher-participants confirmed 

or discarded beliefs and practices surrounding their students' literacy learning 

development. 

Methodological and Practical Implications for Research 

of Literacy-Related Beliefs and Practices in the RSDP 

Since conducting this research, I have leamed that there are powerful benefits and 

possibilities in conducting qualitative inquuy on teachers' beliefs and practices within the 

RSDP setting. Although answering the case-study questions is a time-consuming process 
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of collecting and sorting through large amounts of transcribed data, as a participant 

observer, I found deep layers of meaningful content in the teacher-participants' 

professional beliefs and practices that only a qualitative analysis would provide. The 

data, derived from the teacher-participants' RSDP experiences, presented evidence that 

indicated transformations, labeled as moments of realizations, in their literacy-related 

beliefs and practices. The moments of realization led to the development of a two-

dimensional matrix with plots that illustrated the teachers' shifts in language surrounding 

their beliefs and behavior. 

Future investigations on teachers' beliefs and practices can benefit from 

implementing the RSDP for the purpose of collecting data. In addition, this research and 

staff development framework would benefit from recognizing the participants' moments 

of realizations, using the group dynamics that contribute to these moments of realization 

as a guide. Thus, a modified research approach incorporating the further findings of the 

present inquiry would resemble the following: 

1. The staff developers of the collaborative group study act as facilitators, that is, 

more capable peers and researchers in the RSDP setting. 

2. The teacher-participants and the staff developers engage in RSDP activities that 

recognize and record literacy-related beliefs and practices. 

3. Through the course of the RSDP, the staff developers use the teacher-participants' 

discourse data to plot their reflective processes on matrices. 

4. The staff developers observe and record the group dynamic that contributes to the 

development of moments of realizations, i.e. teachers' discourse roles, the periods 
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in the staff development process and the non-linear movements in the discourse 

surrounding their beliefs and practices, as the teachers observe the videotaped 

lessons. 

5. Upon the emergence of the moments of realization, the staff developers plot the 

shifts in discourse on the matrix and record the topics surrounding the discourse, 

i.e. recording the old belief, the discomfort with the old belief, the new belief, and 

the confirmation or rejection of the new beliefs. 

6. Finally, the teacher-participants and the staff developers engage in ongoing 

member-check meetings to inform the teacher-participants of the new 

developments in their RSDP experience. 

This prescribed qualitative inquiry is different than the method described in chapter 3, 

due to the integration and application of the research findings presented in chapters 4 and 

5. 

I recommend that researchers who wish to describe teacher beliefs could benefit 

firom studying the moments of realization that can develop in the reflective discourse 

between two or more individuals. The participants' inquiry of one another's beliefs can 

move them from a circle to a spiral of discourse, which creates new levels of believing, 

understanding, and knowing. 

Thus, conflict is imderstood as stemming from the paradox engendered by, for 
example, two people operating at two different levels of discourse. In effect, this 
denies that conflict is a manifestation of a feature of social reality located in a 
relationship between how the world is and how we understand the world. It 
locates conflict in language. The introduction of metalevel discourse resolves the 
conflicts because it allows communicants to see both the validity of each other's 
communication and at the same time answering why it was miscommunicated and 
w h y  t h i s  p a r a d o x i c a l  s i t u a t i o n  e x i s t s .  ( H o l z m a n  &  N e w m a n ,  1 9 8 7 ,  p .  I l l )  
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Discourse between individuals is based upon their personal beliefs about reality, which 

are developed from current and prior life experiences. These interpreted facts of life are 

revealed in the teachers' reflective process. Once conflicts that arise within the group 

process are resolved, the participants will begin to change their behaviors according to 

their new beliefs. 

Recommendations for Implementing the RSDP 

Exploring Teacher Belief Systems 

Today I better comprehend that to find the rich layers of meaning present in 

teachers' beliefs and practices one must listen to their "true voices" and recognize the 

maimer in which their beliefs shift as they participate in a RSDP setting. I suggest that 

teachers must engage in a setting similar to the RSDP in order to verbalize and recognize 

their own beliefs and practices. Their ability to communicate their beliefs in tum 

facilitates the implementation of instructional changes, as conflicts surrounding old 

beliefs become resolved. These changes in beliefs and practices must occur in the 

context of collaborative communication between the teachers and peers or 

administrators—^making the RSDP a vital resource in developing this process of 

communication. 

Within this inquiry, communication about literacy-related beliefs and practices 

began when the teacher-participants clearly stated what they believe works best in their 

effort to teach children to read and write. Through my experience in implementing the 
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RSDP, I learned that there are additional activities that will facilitate this line of 

communication: 

1. Implementing the RSDP activities so that teachers take full advantage of the 

periods in the staff development process: getting acquainted, inquiry, and 

planning a new agenda. 

2. Including a reflective journal as an additional data source in which the teachers 

write about their RSDP session experiences. 

This inquiry demonstrates that the staff development process could be described 

as a timeline with three distinct periods: introductory, breakthrough, and empowerment. 

During the introductory stage, the participants develop a bond of empathy with their 

peers and focus on learning about each other. In the breakthrough period, teachers go 

beyond describing their practices and inquire about their underlying assumptions. For 

example, the teachers could inquire on assumptions regarding their principal's 

expectations of literacy instruction agendas. As they engage in the empowerment stage, 

teachers collaborate with staff developers to identify, plan, and find solutions to 

professional concerns. 

In addition, asking participants to keep a journal or some form of portfolio of their 

professional growth as they attend the RSDP would enhance their self-evaluation and that 

of researchers. The teachers could engage in interactive journal writing between trusted 

peer participants and facilitators or simply have time for individual journal entries. The 

teachers' written reflections and records would provide reasonmg that is unique to the 

writing process, and could present another valuable data source. The journals would 
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modify the RSDP so that the teachers' beliefs would emerge from their writings, enabling 

the staff developers to better implement reflective activities that are of the greatest 

interest and value. Fullan (1991) suggests that change occurs when teachers participate 

in activities other dian skills-training workshops and engage in group opportunities where 

they converse about the meaning of change and share their professional experiences with 

their peers. 

Although these additional activities present interesting possibilities in the future 

evolution of the RSDP, the challenge of implementing written and inquiry-oriented 

activities depends on whether the culture of the school system, undergraduate, and 

graduate teacher education values inquiry and the writing process. During the RSDP, the 

teacher-participants resisted making the time to research and write about their beliefs and 

practices. For example, in the third RSDP session, the teachers asked to respond verbally 

instead of writing about their experiences. The data indicated that their written 

reflections were less extensive than their verbal expressions. The findings of the RDSP 

suggest that teacher-educators must continue to explore ways to encourage teachers to 

engage in reflective writing and inquiry. I suggest that this effort will begin once 

policies, time and money are used to implement collaborative staff development 

programs. 

Conclusions 

In conclusion, this dissertation seeks to influence teacher-educators to value the 

collegial beliefs inquiry, both written and verbal. Further research on what 
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administrators, staff developers, and professors consider good teachers must be 

conducted to recognize and address how individuals and institutions can value teachers 

who reflect on their beliefs and practices. Leaders in education must seek to provide 

collaborative programs that support teachers' instructional efforts and encourage 

administrators to implement school policies that value reflective teachers and 

collaborative staff development programs. 

Unfortunately, education is still stuck in what Dewey described as a problem 80 

years ago: 

Educationalists are confined to a bare choice between the ideas of social 
transmission on one hand and complete social transformation on the other, they 
are in a sad plight, and their choice will have to be made arbitrarily—not on 
educational grounds, but on the grounds of general social and political preference. 
(Dewey, 1976, p. 333) 

Due to political agendas emphasizing standardized testing and the fear of losing control 

of schools labeled as low achieving and, thus, their jobs, most administrators are 

implementing staff development programs that train teachers to improve their students' 

standardized test scores. 
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Ideas For Writing An Autobiographical Sketch About Becoming A Teacher 
Written By: Maria Ortiz 

Activity #l in RSDP 

Meeting Location: Classroom 14 

Time: 2:50 to 3: 30 

For Who?: Charlotte, Irene and Nicole 

Meeting Agenda: 

We will discuss how we can go about writing a professional autobiography. 

We will brainstorm together about our lifetime of literacy learning experiences that have 

impacted and contributed to who you are today and how you teach. Don't forget to 

consider your experiences as a bilingual person. 

Reflective Preparation for Meeting: 

Make a mental web of ideas that will contribute to the central theme (or thesis) 

that focuses on your professional autobiographical story. For example, my professional 

autobiography centers around the theme "I teach because I love to learn about people." 

Sub-themes that I use to explain this point include: 

1. People: family members - children, parents, siblings grandparents, teachers, friends, 

strangers, students 

2. Education: at home, pre-school, kindergarten, elementary, junior high, college, and 

professional development 
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3. Professional Stories: students you've taught, teaching experiences, observations of 

other classrooms 

4. Literature: stories, journals articles, magazines, books and written work 

5. Beliefs: gut feelings about what works with children and why you know it is the best 

way to teach and think; where those feeling come from. 

6. Philosophies: ideas that are shared by yourself and others; where those ideas are from 

7. Feelings: about any memories 

8. Being Bilingual: Where does bilingualism fit into your lifetime experiences and 

autobiography theme? 

9. Personal Hobbies, Goals and Dreams 

What Is A Professional Autobiography?: 

An autobiography is a personal interpretation or true story that we write to 

describe our lives. This week we will write a professional autobiography that focuses on 

events that have facilitated our dreams to become teachers. Some of us may believe that 

we become a new teacher every year. Others of us may have a different idea of how we 

change from one year to the next in our teaching experience. Therefore, it is vital that we 

choose the most important events in our lives that have impacted and molded us as 

teachers. In addition, a professional autobiography provides a narrative about how we 

have been influenced by experiences, choices and decisions we act on. But most 

importantly, we need to explain why we act in the maimer we do. Our stories will be an 
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ongoing series of events that are written in a logical sequence. Like any story, we present 

a history with characters, questions (problems), solutions, motivations and consequences. 

When Will This Autobiography Be Written and Where Does the Work Go After 

Completed?: 

We will begin writing our autobiography on Sept. 13,1999, and place our 

completed work in Maria's mailbox before 3:00 on Fri. Sept. 17,1999. 

How is a Professional Autobiography Written?: 

Focus on personal events that touch the heart of the message or theme that you 

wish to convey in your personal story. Your theme will be connected to the notion of 

becoming a teacher. Because this is your own personal story, there is not a right or 

wrong way to go about describing the content in your story. Provide yourself with the 

necessary time needed to organize your story thoughtfully. 

Why Do We Write Autobiographies?: 

Writing autobiographies helps us better understand our teaching experiences and 

our responses to those experiences. As teachers we are influenced by the culture in 

which we live and the culture in which we had lived through our past personal life 

history. By reflecting on our past and current experiences we can become more aware of 

the forces that we know and do not know about. These forces drive our beliefs, goals and 

questions about good teaching practices. Reflecting honestly in a safe environment and 
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developing an awareness of why we do what we do are key elements needed to find our 

path in continuing to becoming a teacher. 

A Final Point To Ponder: 

Do we tell stories to open our minds to how things really are or do we tell stories 

to hide the way we perceive things to actually be? (Interpretation of Dr. Patty Anders 

quote). 

Reference: 

Taggart, G., & Wilson, A. 1998. Promoting reflective thinking in teachers' 44 action 

strategies. Thousand Oaks, CA: Corwin Press 



Questions to Facilitate Deep Thoughtful Ideas 

Description of the Setting 

1. Describe the situation 

2. Describe the conflict 

3. What is happening? 

4. What are the facts, people and relevant ideas? 

Drawing Out Elaboration 

1. Anything more to say? 

2. Yes 

3. Go on 

4. Interesting 

5. Mmmmm 

6. OK 

7. What else? 

8. Tell me more about 

Transfer Related Meanings to Own or Others' Experiences 

1. What did you leam? 

2. How does that connect? 

3. How are they related? 



4. How is that related to what we have studied? 

Recognizing Personal Thinking 

1. What is interesting/ 

2. What do you think? 

3. What do you mean? 

4. Why? 

5. What surprises you? 

6. What touches you? 

7. What makes you want to reflect more? 

8. What are some questions that come to mind? 

9. What do you want to find out? 

Explain the Thought Process \ Metacognition 

1. How did you arrive to your answer \ conclusion \ question? 

2. Share your thinking 

3. How did you go about solving that question? 

Search for Good Reasoning 

1. Why is that? 

2. What makes you think that way? 

3. What are your reasons for thinking ? 

4. What evidence leads you to that conclusion? 



5. What are we assuming? 

Rethinking Original Situation 

1. Suppose the situation were different 

Eliciting Feelings 

1. How does it make you feel? 

2. What are your feelings? 

Clarification 

1. I am not sure if I understand 

2. Can you clarify that point? 



Write Out Responses That Impede Thinking 

Correct answer 

No that's not what I am thinking 

OK, but there is more 
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RSDP Agenda for Interview Questions on Sept. 20-27 
Interview by: Maria Ortiz 

Teacher Interviewed: 
Date: 

I. Let's begin by talking about your background: 

1. How many years have you taught? Where have you taught? What grade levels 

have you taught? How long at each grade level? Describe some of the most memorable 

students you have taught? 

2. Where did you get your teaching degree? Wheij? Where you in any special 

kind of program? How were you taught to teach reading? Writing? 

3. When did you do your student teaching? Describe your cooperating teacher 

and how he/she taught? What was memorable about your student teaching? What sorts 

of reading and writing instruction did you observe and engage in during your student 

teaching experience? Was there anything iimovative or particularly interesting about the 

way your cooperating teacher taught reading and writing? 

4. Describe the district in-services, conferences and other professional 

development courses that give you good ideas for teaching reading and writing? How 

about graduate courses? What else motivates you to try something new? Have you ever 

tried interesting ways to teach your students how to read and write? Why and what 

happened? Describe any learning experiences that have helped you to develop a 

bilingual reading and writing instructional environment. 
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II. Now let's talk about what you think about students learning to read and write: 

1. What sorts of reading and writing related activities should a kindergartener\ 

first grader is able to do when they come to your classroom? Why? Are there 

differences for children who speak a language different from English? How do children 

acquire the knowledge they need to be successful in school? 

2. What is an emergent reader and writer? What does an emergent reader\writer 

do? How about a begirming reader\writer? Do you use other words to describe your 

students' reading and writing developmental stages? 

3. Describe a child who you are likely to believe will easily learn to read and 

write. Now what about a child you worry about? 

4. What is a child like who leaves your classroom having successfully grown in 

reading and writing? What about a child who has been less successful? What accounts 

for the differences between successful and less successful students? Are teachers able to 

help the less successful students? Why or why not? 

5. What do you think of the term literacy? What does it mean to you? What do 

you think of the term biliteracy? What does it mean to you? How do you define reading? 

How do you define writing? 

III. Now let's talk about how vou teach; 

1. Tell me everything about how you teach reading? How do you teach writing? 

What are some examples of your objectives? How do you teach reading and writing in 

two languages? 
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2. What do you think about the questions children ask you? Do their questions 

affect your instruction? Some teachers think that children's actions cue them to 

"unspoken" questions. What do you think about that? Would you agree? How? Why? 

Do you have an example? 

3. What sorts of questions do you ask your students? Where do they come from? 

How important are they to you? Why? 

4. How do you organize for teaching reading and writing in a bilingual 

classroom? What about grouping? How are your children grouped? Why? What part 

does language play in your grouping decisions? What about timing? Do you do different 

things in different groups? Why or why not? What are some examples? 

5. How is teaching readingVwriting different from teaching math\social 

studiesNscience? Why? (Probe the teachers' comfort or difficulty level in implementing 

literacy instructional strategies and their clarity on the objectives.) 

6. How do you know when a lesson just did not work? What are some clear 

indications? 

7. Do you ever feel like you are falling behind when you are teaching reading 

and writing? Why? 

IV. Now talk about what you think about vour students: 

1. Describe the students in your classroom? Do they have a pretty good chance 

in making it through school? Why? 

2. Describe the students who are doing really well in the reading and writing 
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activities. Why? (Probe the cause and the approach the teacher is going about to work 

with the students' needs.) 

3. Describe the students who are just slightly behind. Why? (Probe the cause and 

the approach the teacher is using to work with the students' needs.) 

4. Describe the students who have difficulty learning how to become a reader and 

writer. Why? (Probe the cause and the approach the teacher is using to work with the 

students' needs.) 

V. Tell me about your personal reading and writing activiries: 

I. What type of things do you read and write now? When? Why? 

VI. Finally, reflect about vour professional autobiography; 

1. Did you reflect on a life experience that has influenced the way you teach 

reading and writing in your bilingual classroom? Why or why not? Describe this 

situation? Do you have anything more to say about it? What did you leam? What was 

interesting? Why? What makes you think that way? What are you feeling? 

Reference: 

Richardson, V. (1994). The consideration of teacher beliefs. In V. Richardson, 

(Ed.), Teacher change and the staff development process (pp. 90-109V New York: 

Teacher's College Press. 
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Parent Consent 

School year 1999-2000 

Dear Parents, 

This note is to inform you that your child has been learning in a classroom where 

study. The purpose for the study is to assist the teacher to recognize instructional 

practices diat best facilitate your child's learning development by reflecting on a 

videotape of literacy lessons where the students are learning. Although the videotape 

focuses on the teachers' behavior, your child may be part of the instructional process. I 

am asking for permission to allow your child to be videotaped, when necessary. Please 

sign the consent form below to let your child be videotaped. Your support will encourage 

further research that supports teachers and student in the literacy learning process. If you 

have any other questions please contact me at the phone # . 

the teacher, Mrs. , has been participating in a literacy-related research 

Sincerely, 

Maria Ortiz 

Kindergarten Teacher 

School 

Yes, I give permission for my son / daughter to be videotaped in her 

classroom during the 1999-2000 school year at school. 

Parent's Signature: 
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Data source \ RSDP activity: 
Autobiography field notes 
Date: Sept. 13, 1999 
Time: 3-3:30pm 
Interviewer: Maria Ortiz 

Descriptive Field Notes 
Minutes - Activity 

1.25 - Charlotte asked whom Dr., Anders is. 
Maria (I) stated that she is the 
committee chair who is her mentor. Dr. 
Anders developed the idea of the study, 
and is the person who is coaching the 
implementation of the study. 

2:53 - Charlotte continued asking questions 
about Dr. Anders, like what does she teach 
and if she is new to the college in LRC. 
Irene asked about what she looks like. We 
all made a little joke about how Dr. Anders 
will be watching the video so we better say 
some nice things about her. 

3:38 - Charlotte continued to reflect on the 
final comment on the autobiography 
instruction sheet, "Do we tell stories to 
open our minds to how things really are, or 
do we tell stories to hide the way we 
perceive things to actuzdly be?" I asked her 

Reflective Notes: 

Teachers became very quiet once the 
camera began to record. Before, the 
teachers were talking about various ideas 
that reflected their day. I am tempted to 
leave the camera rolling before sitting in 
order to avoid this silent period. There 
may be some relevant information in those 
initial conversations of relaxed teacher talk. 
Charlotte broke the ice with her question 
and Irene helped too with a comment of 
lights camera action. 

It might be helpful for Dr. Anders to come 
visit the teachers and just say hi. I know 
that both Irene and Charlotte attended the 
graduate level courses in LRC. It seems 
natural to want to know who is assisting 
me in my effort to do research on them. 1 
believe this conversation is a way to help 
the teachers relax and get them adjusted to 
the task at hand. Obviously, the conscious 
reality of having the video camera right 
there. Bring video taped is in our minds so 
we make jokes about being on our best 
behavior. I wonder how video is going to 
impact the teachers' discussions? Already 
it seems somewhat odd that Nicole has not 
even said a word. Irene is hiding to the 
side of the camera and Charlotte is going 
out of her way to ask questions and interact 
in the discussion. 

I find it interesting that Charlotte is so very 
open and honest with her ideas. It is also 
interesting that Irene and Nicole stay quiet 
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to explain what those ideas mean to her. 
She responds with an example of a type of 
literacy lesson that she uses. In order to 
help the children leam about letters she has 
them color them in. From her perspective a 
teacher may come into her room and 
observe her students coloring and make the 
judgment that the children are not engaged 
in a literacy learning task because they are 
coloring. I asked her to tell me what the 
meaning of coloring is to her. Charlotte 
stated that coloring is not meaningful. The 
meaning comes from asking children to 
color in a letter to recognize the shape and 
the type of letter, i.e., capital letters. 
Charlotte suggested that when children are 
leaning they need pictures to leam from. I 
ask her to re-explain the meaning of Dr. 
Anders' phrase. She provided another 
example of how teachers cover up what 
they really do. Teachers say that they are 
doing something because they are being 
asked to teach, for example ABC Order, 
but in reality they are not teaching that 
concept to the students. I commented that 
this is why we are here together exploring 
what we do together. I asked her if it was 
best for me to tell her what she should do 
or is it best for her to figxire out what she 
needs to do. Charlotte thought that she 
would like to get other people's input about 
what she is doing. I stopped the 
conversation because of the distraction of 
the vacuum cleaner. Nicole and Irene did 
not respond to Charlotte's comments 
through her whole discussion. 

6:26 - In this section I discussed the way 
the teachers provided some description of 
how their second language fluency or 
bilingual growth and development has been 
impacted by their language fluency 

on such an issue. I'm really not quite sure 
why this is the case. Honesty, to ourselves 
and verbally stating that as teachers we do 
not really do what we say we do, when we 
teach children how to read, is difficult to 
state with a close confidante much less 
have it discussed on camera. I wish I had 
opened the discussion to Irene and Nicole. 
I think the vacuum cleaner distracted me. 
And maybe diis was the case for and Irene. 
Should I have another discussion on this 
topic? Also, should I provide field notes 
on previous activities to the teachers to 
help them review our discussions as well 
give them the opportunity to clarify their 
ideas? I HAVE LEARNED THAT I 
NEED TO ASK THE TEACHERS 
QUESTIONS USING SPECIFIC TERMS. 
AND I NEED TO ENCOURAGE 
DISCUSSIONS BETWEEN THE 
TEACHERS. 
How do I encourage collaborative 
discussions? Maybe asking, "What do 
you think?" 

Both Nicole and Irene stated that they had 
both written their professional 
autobiographies. They did not want to 
spend any time extra on their reflections. 
Tliey seemed reluctant to write. Is this 
going to be a reality of writing ideas. 
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9:00 - When I asked Nicole to describe her 
web theme and discuss language issues, she 
said her theme focused on herself as a 
teacher and the philosophies that she held. 
She had not considered language, but 
language could be incorporated throughout 
all her ideas in her web. She wrote about 
why she chose to become a teacher. 
I asked Nicole to describe where she stated 
on her paper. She began with how she 
started her process in becoming a teacher. 
She thought her education impacted her 
learning. For example she was a child who 
did not speak English and went to an 
elementary school in California. During 
her experience, she did not learn concepts 
in the elementary and junior high subjects. 
She struggled in high school too. She felt 
like she had missed something that 
everyone else had acquired. She said that 
she felt left out. Irene asked Nicole if she 
was the oldest and how many siblings she 
had. Nicole responded that there were four 
and she was not the oldest. With Nicole's 
ideas Charlotte clarifies her Pima College 
experience. Although she went to school 
in Mexico, Charlotte attended college at 
Pima here in the USA. She experienced 
missing a lot of concepts in her college 
courses because she could only speak 
Spanish at the time. She wondered if she 
was stupid or something. She supported 
Nicole's experience because Nicole's 
language at home was different from her 
language learning in school. They all 

I'm not quite sure why she does not 
address herself as a bilingual teacher. It is 
interesting how she puts the term family on 
top. But her focus of her autobiography is 
on her educational experience. She points 
out how her philosophies are tied into her 
teaching but does not elaborate on that 
idea; ixistead she focuses on the poor form 
of education she received due to her 
language barrier. I'm curious if her 
philosophies are going to be related to 
bilingual and literacy issues. I sensed that 
she appears to hold back in her honest 
feelings and ideas about her autobiography. 
Her answers seemed very smug. Very 
comfortable, and direct. How do I get her 
into that realm of dis-equilibrium about 
her experiences and why she thinks 
that? I had backtracked to the term 
literacy on her chart. I'm worried about 
her reluctance to describe a horrible 
experience, her sUnaggle to team in high 
school. Was I missing something that 
demonstrated that she was opening up? 
Why? 

Irene's questions about siblings, shows her 
interest on the impact that her brother and 
sisters had on her learning. 

Does this suggest that children depend on 
parents for support in being successful in 
school? If the parents can't provide their 
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stated that this is why we need to have two 
languages in school. If the school language 
is English and the home language is 
Spanish, that situation interferes in our 
concept learning. Charlotte suggested that 
as an adult, we have the knowledge and the 
tools to overcome the language barriers 
(i.e., we use a dictionary to look up words.) 
I ask Charlotte tell me what her thoughts 
are on the theme she might use. She said 
that she wants to go beyond Nicole's theme 
that involves teaching children. She 
believes that that there are many children 
who need bilingual education. She 
believes that some of the children need 
support in language as well as an 
understanding of what education is because 
some of the parents have not attended 
schools in Mexico. She wants the children 
to experience the same level of comfort in 
school as English-speaking children do. 

12:52 -1 asked Charlotte and Nicole: why 
do you think you focus on your previous 
childhood or college educational 
experiences? Charlotte states that she does 
not want her students to go through school 
feeling like they were missing something. 
Nicole stated that college was not a very 
positive experience because she had to 
attend basic writing and math courses in 
addition to getting tutoring. The positive 
aspects of college were her social 
experiences. 

15:19-1 asked Irene to describe her 
professional autobiography. She stated that 
she needed to go back and point out issues 
surrounding literacy and language. She 
stated that she did not dream of becoming a 
teacher. The theme of her autobiography 
was teacher. As a child she was the 
youngest of five and the modeling of older 
siblings made a difference for her. They 

child with the proper support then the 
students will struggle alone. Adults can 
find the means to support themselves in 
school. Bilingual classrooms should 
provide the child needed support in 
learning concepts in school. 

This point has never come to mind until 
today for me. I wonder how many 
Mexican immigrant children have parents 
who have never attended a school. How do 
we teachers handle this situation? 
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were studious and they read instead of 
watched TV. At home, the older siblings 
spoke both English and Spanish and her 
Dad spoke both languages too. English 
was not an issue for her. Charlotte asks 
about her parents' education. Irene said 
that they did not go to college, but that they 
had some level of education in Mexico. 
Her Father went to the army in World War 
II, which was an education too. Her father 
was a second generation Mexican 
American. Teaching was something that 
she did not want to do. The conflict of her 
desire to become a doctor is still with her. 
But she would not be willing to give up the 
cherished moments of working with 
children. The turning point for her came 
when she was working as a TA earning 
money. She was going to premedical 
school and working 3 hours in the school 
with children in her own neighborhood, 
children that she could relate to. She liked 
watching them grow witliin a year. 
Although both a doctor and a teacher can 
be fulfilling, she found it exciting to see 
them grow 

Irene at this point seemed to recognize the 
comfort of earning a good wage as a 
teacher. 

I could not clarify her enjoyment in 
watching children grow as a teacher vs. a 
doctor? 

This is where 1 begin using the term 
biliteracy. Then I review all the important 
points in their webs on their professional 
autobiographies. 

21:31 - Maria (I) introduced and invited 
the teachers to explore their ideas about 
biliteracy and focused on the needs of 
bilingual children. I suggested that they 
develop their strands of ideas that connect 
to their theme in the Professional 
autobiographies. I invited them to integrate 
how literacy has impacted choices to be 
who they are and how they teach. Irene felt 
that modeling helped in her literacy 
development. Charlotte's grandma told her 
oral stories, which is a form of literacy. 
Her grandma did not know how to read, but 
she would open a book and act like she was 



206 

reading. She assumed that her grandma 
must have used her memory to tell the 
stories. I asked Nicole to reflect back on 
heated issues that impacted her. She stated 
that they were not heated they were more 
challenges that she had to overcome. She 
used the phrase where there is a will there 
is a way. 

I was worried about Charlotte's ability to 
create a autobiography, but I think she has 
a better understanding of it now. 

28:37 - As we developed Charlotte's web, 
Nicole adjusted hers too. Educational 
issues at Pima were covered. Decision to 
become a teacher was not their first choice. 
Nicole wanted to become an archaeologist. 
But her dad could not afford it. Also, she 
wanted to influence her daughter's life and 
be a mother who was educated. I reminded 
Charlotte of her grandma. 

30:56 - Final comments: I asked them to 
return them on Fri and if they need the 
weekend to let me know. Irene gave me 
her autobiography and asked for feedback. 
I told her there is no right or wrong way to 
write it. I just need them to consider 
biliteracy and how that is impacting the. 

How do I begin to prepare for the 
reflective group sessions starting Oct. 8, 
1999? I realize I need to focus our ideas 
on Nicole's classroom literacy videotape. 
I'm beginning to think that I should sit 
and review the video with each teacher 
prior to the group sessions. 
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RSDP Schedule and Teacher Agreement Contract 

This contract provides the teacher who participates in my Reflective Staff 

Development Program (RSDP) during the 1999-2000 school year with an outline of the 

investigator's payment \ agreement for their full participation, the schedule of activities in 

the RSDP and their signature of agreement to the participation and publication of 

recorded behavior. 

Investigator's Payment and Agreement: 

Maria Ortiz will pay teacher-participant Nicole three hundred and fifty dollars in 

cash upon the 100% completion of all the RSDP activities outlined in the schedule of this 

contract. Further details of the scheduled activities are in the Proposal To Conduct 

Research in School District. One hundred dollars will be paid, in good 

faith, on or before Sept. 13, 1999 and two hundred and fifty dollars will be paid on Dec. 

22,1999. 

In addition, Maria Ortiz thanks Nicole for participating in this reflect staff 

development program. Maria Ortiz believes their cooperative efforts will positively 

impact students' literacy learning. Nicole's complete participation will support the 

development of staff development programs that focus on teachers' interests and needs to 

become reflective practitioners. 

Maria Ortiz has clearly explained the subject and the nature of this study to 

Nicole. Maria Ortiz has clearly stated the demands of Nicole's schedule necessary in the 

completion of the RSDP activities. Maria has made it clear to Nicole that she must attend 

and complete the schedule. Maria Ortiz has made it clear to Nicole that the nature of this 
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study requires that we all work together to have a 100% participation in all the activities. 

All the meetings will be in room 14, unless otherwise stated. Maria Ortiz's home phone 

number is if Nicole needs to talk about anything. 

Schedule: Teacher-participant Nicole agrees to participate in all the scheduled activities 

required in the research timeline below: 

Reflective 1999 Staff Development Schedule of Activities: 

Date Time Activity Activity Description 

Mon. Sept. 13 3:00-3:30 Professional Autobiography -1 will give you information 

on autobiographies. You 

can ask questions about 

writing it. 

Fri. Sept. 17 by 3:00 Return Autobiography - Put Autobiography in my 

mail box or hand it to me. 

Fri. Sept 24 3:00-5:00 One-on-One Interview - You are audio taped as you 

answer question and discuss 

your beliefs about literacy. 

Tue. Sept. 28 8:10-3:05 Full-Day Observation -1 will shadow your steps 

throughout the day and take 

field notes on your activities. 
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Date Time Activity Activity Description 

Wed. Sept 29? 30-45 min Videotape - During your literacy 

instruction period, I will 

videotape you. Let me know 

what time is best ASAP. 

Fri. Oct. 8 3:00-5:00 Reflective Group Session #I - Focus and discussion 

centering on Nicole's 

video. 

Mon. Oct. 11 3:00-5:00 Reflective Group Session #2 - Review literature centering 

on ideas discussed in session 

#1 video. 

Mon. Oct. 18 3:00-5:00 Reflective Group Session #3 - Focus and discussion 

centering on Charlotte's video. 

Tue. Oct. 26 3:00-5:00 Reflective Group Session #4 - Review literature centering 

on ideas discussed on session 

#3 video. 

Fri. Nov. 5 3:00-5:00 Reflective Group Session #5 - Focus and discussion 

centering on Irene's video. 

Mon. Nov. 8 3:00-5:00 Reflective Group Session #6 - Review literature centering 

on ideas discussed on session 

#5 video. 
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Activity Description 

Tue. Nov. 16 8:10-3:05 Full Day Observation -1 will shadow your steps 

throughout the day and take 

field notes on your activities. 

Wed. Nov. 17 ? 30-45 min Videotape - During your literacy 

instruction period, I will 

videotape you. Let me know 

what time is best ASAP. 

Mon. Nov. 22 3:00-3:30 Professional Autobiography -1 will give you information 

on rewriting autobiographies. 

You can ask questions about 

rewriting it. 

Wed. Nov. 24 by 3:00 Return New Autobiography - Put Autobiography in my 

mail box or hand it to me. 

Thur Dec. 9 1:00-3:00 One on One Interview - You are audio taped as you 

answer question and discuss 

your beliefs about literacy. 

Mon. Dec. 17 1:00-3:00 Member Check Meeting - You, Irene and Charlotte 

review collected data and 

analysis. I answer your 

questions about project. 
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Mon. Mar. I 3:00-5:00 Member Check Meeting - You, Irene and Charlotte 

review collected data and 

analysis. I answer your 

questions about the project. 
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Teacher-participant's Signature of Agreement: 

I understand the nature and the demands of the study. I have recorded the 

scheduled RSDP activities into my calendar. I promise to attend all these activities 

according to the given times and dates. I understand that Maria will pay me $ 350.00 

after I complete all of the scheduled RSDP activities. I give permission to Maria Ortiz to 

record, study and publish findings or conclusions about my behavior as 1 had engaged in 

all the activities of the RSDP. I understand that any part of this study will be published in 

a dissertation, a book, a journal and any other form of written form. 1 understand that my 

name will be changed in order to maintain confidentiality in any published work, but I 

understand that people in school district and the U of A could evaluate this study 

and may recognize my participation. 

Date Teacher-participant's Signature 

Date Investigator's Signature 
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Beliefi'Practice Categories 

Interview Data: Beliefs about Literacy-related Theories. Practices. Contexts and Teacher 

Development 

Learning Theory Categories 

Physical (TP) 

Social (Vygotsky)(TS) 
1. how children become literate 
2. children who learn to read easily 
3. children who have difficulty learning to read 
4. literacy defined 
5. biliteracy define 
6. making connections 
7. transmission 
8. whole language 
9. interactive literacy learning 
10. metacognition 
11. acquisition of knowledge 
12. constructivist 
13. connecting literacy and learning 
14. children who leam to read easily 
15. scaffolding 

Emotional (TE) 
1. children's feeling 
2. teacher's feelings 
3. parent's feelings 

Cognitive (Piaget, Goodman, Schema, Clay, Behaviorist) (TC) 
1. how children become literate 
2. children who leam to read easily 
3. children who have difBcuIty learning to read 
4. literacy defined 
5. biliteracy defined 
6. making connections 
7. transmission 



8. whole language 
9. interactive literacy learning 
10. metacognition 
11. acquisition of knowledge 
12. constructivist 
13. connecting literacy and learning 
14. children who learn to read easily 

Language (TL) 
1. biligual instruction 
2. language confusion 
3. language development 

Practice Categories 

Instruction (PI) 
1. number of children 
2. self esteem 
3. maimer children learn to read 
4. first-grade literacy practices 
5. kindergarten literacy practices 
6. developmentally appropriate literacy practices 
7. practical literacy practices 
8. literacy materials 
9. reading time 
10. bilingual 
11. emergent readers 
12. instruction centers 
13. teaching children with different abilities 
14. reading readiness 
15. children's questions 
16. teachers' questions posed to children 
17. listening to children 
18. grouping according to language 
19. literacy instruction in the content areas 
20. modeling 
21. oral language development 
22. integrating play and literacy learning 
23. phonics 
24. open-ended 
25. child centered play and inquiry 
26. teacher-gxiided instruction and inquiry 



27. following directions 
28. student made instruction materials 
29. using prior knowledge 
30. abstract learning 
31. contextual learning 
32. scaffolding 
33. connecting concepts 
34. interactive spelling 
35. teacher expectations 
36. integrated literacy 
37. shared writing 
38. shared and guided reading 
39. book handling 
40. language experience 
41. journals 

Evaluation (PE) 
1. comparing 
2. emergent literacy behaviors 
3. beginning literacy behaviors 
4. intermediate literacy behaviors 
5. fluent 
6. manner children learn to read 
7. what children need to know about literacy 
8. academic interests 
9. academic needs 
10. literacy behaviors 
11. social behaviors 
12. emotional behaviors 
13. physical behaviors 
14. knowledge about print 
15. on-going assessment throughout the year 
16. reading cues 
17. difficulties 
18. primary language instruction 
19. student development 
20. play and learning 
21. individualized 
22. student-centered 
23. negative effects 
24. pressures 
25. accountability 
26. data gathering 
27. children's background 



28. anecdotal notes 
29. finding children's strengths 
30. listening to children 

Organization (PO) 
1. ability grouping 
2. instruction grouping 
3. peer grouping 

Social Interaction (PSI) 
1. parent conferences 
2. children respecting each other 
3. teacher and students 

Management (PM) 
1. children's behavior 
2. schedule 
3. structured, unstructured 

Student Needs (PSN) 
1. blank 
2. blank 
3. emotional needs 
4. instructional needs 
5. blank 
6. blank 
7. blank 
8. blank 
9. learning success 
10. learning failure 
11. blank 
12. blank 
13. culture 

Language (PL) 
1. bilingual instruction and methods 
2. first language 
3. second language 
4. accountability 



Context Categories 

Mandates (CM) 
1. literacy practices 
2. what children need to know about literacy 
3. district assessments 
4. teacher perceptions 

Home (CH) 
1. children who read at home 
2. parent interests 
3. parent support 
4. parent problems 
5. parent help 

Programs (CP) 
1. literacy 
2. language 

School (CS) 
1. administrative interests 
2. product orientation 
3. provided planning period 

Classroom (CC) 
1. children who only read in school 
2. literate environment 
3. full year 
4. bilingual environment 
5. community of learners 

Personal (PC) 
1. balance of time 
2. reasons for working 
3. physical demands 

Teacher Development 

Reflections (TDR) 
1. change 
2. instruction 



3. about children 
4. learning 
5. teaching 
6. past 
7. present 
8. future 

Training (TDT) 
1. teaching literacy 
2. motivation 
3. literacy materials 
4. practical 
5. simulation 
6. teaching roles 
7. literacy instruction research 
8. recognizing learning cues 
9. programs 
10. pre-service 
11. in-service 
12. eclectic approach 
13. children of poverty 

Experience (TDE) 
1. challenges 
2. things that negatively impact practice 
3. things that positively impact practice 
4. survival teaching 
5. satisfaction 
6. instructional success 
7. instructional failure 
8. scaffolding 
9. past 
10. current 
11. future goals 
12. positive attitude 
13. blank 
14. blank 
15. attitude about children and homes 
16. defending beliefs 

Interests (TDI) 
1. literacy activities 
2. professional 
3. motivation 



4. concerns 
5. respect for others 
6. ideal kindergarten classroom learning setting 
7. empowerment 
8. expectations 
9. feelings 
10. self-esteem 

Social Interaction (TDSI) 
1. learning from other teachers 
2. teaching with other teachers 
3. treating children with dignity 
4. isolation 
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APPENDIX G: 

MARY ORTIZ'S DISSERTATION DEFENSE PRESENTATION 

[Note: The figures presented during the dissertation defense have since changed] 
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THE STUDY QUESTIONS: 

The central question of this inquiry—^What are the 
teacher-participants' beliefs and practices 
regarding literacy instruction?—is framed by the 
following sub-questions: 

1. What are teacher-participants' reported beliefs 
about their students' literacy before, during and 
after attending the RSDP? 

2. What are teacher-participants' literacy-related 
practices before, during and after their 
participation in the RSDP? 

Figure G1. The dissertation study focused on answering a central question 
about beliefs and practices in literacy instruction. The study research is 
framed by five sub-questions. 
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THE LITERATURE REVIEW: 

1. Teacher Beliefs 

2. Teacher Beliefs and Staff 
Development Programs 

3. Early Childhood Theory and 
Practice Related to Literacy 

Figure G2. Chapter 2, the Literature Review, focuses on previous works 
concerning teacher beliefs, existing staff development programs, and early 
childhood literacy related topics. 



227 

THE METHOD: 

1 1 

Study^Eflbrt Tasks 

Getting Started ^Idngthe Questidis 

DdngHdchvork FiddmorkLe the RSDP 

EtataGoDection 

Cbta Sources 

Partidpait-Otsetvation R)le 

Partidpants 

Setting 

Anal^ Hiroug^ Metpietatioii Beginning iSnaI>sis 

E^^^HiDUgli 

Visualizing the Final Analysis 

Figure G3. Chapter 3, the Study Method, details the design of the qualitative 
case study. 
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THE FINDINGS: 

CHARLOTTE'S DIMENSIONS IN REFLECTED BEUEFS AND PRACTICES 

Questioning Type 
No Questions 

J w O 63 W 
CU 

ca 
•o « 

w 
a 

C, [1 

• 

C, VI C.VI 

Skills Model 
c. 

C, RSDP6 

• 

IV 

II 

Data Points: 
Teacher's initial, II = initial Î DP Beliefs & Practices 

Teacher's Initial, RSDP1/7 = Mid RSDP Beliefs & Practices 
Teacher's Initial, 12 - Ending RSDP Beliefs & Practices 

Teacher's Initial, VI = Initial Practice In Video One 
Teacher's Initial, V2 - Rnal Practice h Video Two 

RSDP3 

• 

Constructivist Model 

C.C 

• 

Questions 
ni 

Figure G4. Chariotte's matrix of dimensions in reflected beliefs and practices 
illustrates her initial (C, II; C, VI) belieis & practice of skills model use combined with 
a neutral position on questioning. As the RSDP progressed, Charlotte began to reflect 
constructivist beliefs about literacy practice (C, RSDP3; C, RSDP6). By the end of the 
RSDP, she become more questioning but continued using skill practices (C, 12; C, V2). 
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THE FINDINGS (CONT'D): 

IRENE'S DIMENSIONS IN REFLECTED BEUEFS AND PRA CTICES 

Questioning Type 
No Questions 

cn 

8 

cu 

.35 
13 
m 
•o u 

I. VI 
U1 1. 

Skills Model 

IV 

II 
Data Points: 

Teacher's Initial, II = Initial RSOP Beliefs & Practices 
Teacher's Initial, RSDP1/7 = Mid Î DP Beliefs & Practices 

Teacher's Initial, 12 = Ending RSDP Beliefs & Practices 
Teacher's Initial VI - Initiai Practice in Video One 
Teacher's Initial, V2 - Final Practice h Video Two 
Teacher's Initial, RV2 = Reflection of Video Two 

12 I.V2 

I,RV2 

• 

I RSDP6 

• 

Constructivist Model 

III 
Questions 

Figure G5. Irene's matrix of dimensions in reflected beliefs and practices illustrates 
her initial (I, II; I, VI) beliefs & practice of skills model use combined with a neutral 
position on questioning. As the RSDP progressed, Irene began to have constructivist 
beliefs about literacy practice (I, RSDP6). By the end of the RSDP, she become more 
questioning and more constructivist in beliefs and practices (1,12; I, V2; I, RV2). 
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THE FINDINGS (CONT'D): 

NICOLE'S DIMENSIONS IN REFLECTED BEUEFSAND PRACTICES 

Questioning Type 
No Questions 

cn 
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o C3 
a. 
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"S 
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Skills Model 

N, VI N. V2 

II 
Data Points: 

Teacher's Initial, II - Initial RSOP Beliefs & Practices 
Teacher's Initial, 12 - Ending RSDP Belief & Practices 

Teacher's Initial, VI = Initial Practice in Video One 
Teacher's Initial, V2 = Rnal Practice h Video Two 
Teacher's Initial, RV2 = Reflection of Video Two 

Consirucb'vlst Model 

N, E 

• 

N.£ly2 

IV 
Questions 

ni 

Figure G6. Nicole's matrix of dimensions in reflected belie£s and practices illustrates 
her initial (N, II; N, VI) beliefs & practice of skills model use combined with a neutral 
position on questioning. Through the course of the RSDP, Nicole continued to practice 
using a skills model (N, V2). By RSDP end, Nicole's beliefs in constructivist models 
changed little, but her questioning of beliefs became pronounced (N, RV2; N, 12). 
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FURTHER FINDINGS 
EMERGE 

Discussions Contributions 
Surrounding to Moments 
Moments of of Realization 
Realization 

Figure G7. The results of the case studies involving the RSDP can be 
focused into two primary areas of discussion. These two focus areas are 
the group discussions and contributions to moments of realization. 
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VERBAL INTERACTION 

Discussions Surrounding 
Moments of Realization 

M of Old Belief 

Talk Expresses DiscofflM 

New Belief Stated WUhMofflents of Realliatloii, 

^.TalktoConflmiNewBeli^ 

Figure G8. Types of discussions (surrounding the moment of realization) 
are: (a) statement of a belief, (b) disequalibria of belief, (c) new belief stated I 
moments of realization, and (d) exploration of new belief. 
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Description of Nicole's Group 
Discussions Throughout RSDP 

Timeline 
Verbal Dialogue 

Type 
Social Activity 

Type 

Before RSDP 
Sessions 

1. Old Belief Reflection on 
Initial Video 

Literacy Lesson 

During RSDP 
Sessions 

1. Old Belief 

f NicoleJjf Irene ̂  

(Charlott̂  

Reflection on 
Personal and 

Peer 
Videotaped 

Literacy Lesson 

After RSDP 
Sessions 

1. Discomfort 
with Old Belief 
2. Moments of 

Realization 
3. Confirm New 

Bette^ 

îcolO 

Reflection on 
Final Literacy 

Lesson 
Videotape 

Figure G9. Nicole's group discussion before the RSDP session displayed 
talk about old beliefs of mini-shared lessons. During the RSDP, she 
continued stating old beliefs. After the RSDP, the talks included discomfort 
with the old belief, moments of realization with the new belief, and 
confirmation of the new belief. 
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Features That Contributed to 
Moments of Realization 

Nicole 

Teachers' 
Discourse 

Roles 

Charbtte 

Irene 

Staff 
Development 

Process 

Non-Linear 
Nature of 

Teachers' Shifts 
in Be iefe 

1. Teacher Discussions With Peers on Contents of 
Videotaped Literacy Lesson 

2. Mental Recollection of Videotaped Literacy Lesson 

Videotaped Literacy Lesson and Teacher Observations 

Figure G10. Moments of realization rely on: (a) teachers' observations of 
videotaped and recollections on literacy lessons, (b) their staff development 
process, (c) their discourse roles, and (d) their non-linear shifts in beliefs as 
they discussed literacy-related beliefs and practices. 
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The Staff Development 
Process: Contributions to 
iVIoments of Realization 

RSDP Staff Development: 
Sessions Process of Verbalization 

1 
< 

Introductory 

2 4 

(Practice Described) 

3 

jk 
Breakthrough 

4 

5 

(Constructive Criticism) 

6 

i 

1 , Empowerment 

7 
(Group Planning) 

Figure G11. As the teachers engaged throughout the RSDP sessions, there 
occurred a staff development process which involved: 

1. Introductory talk, where teachers described their practices. 
2. Breakthrough talk, where teachers constructively discussed each other's 

practices. 
3. Empowerment talk, where teachers developed a plan to change. 
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Teachers' Discourse Roles 
Throughout the RSDP 

Irene 

Listener 
Disequilibria 
Hunnorist 
Questioner 

Nicole 

Listener 
Supporter 
Suggester 
Sharer 
Summarizer 

Charlotte 

- Listener 
- Sharer 
- Summarizer 

Figure G12. The discourse roles unique to each teacher-participant 
appeared to impact the manner in which they talked and reflected about 
their beliefs and practices. 
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Non-Linear Shifts in Discussed 
Beliefs and Practices 
Throughout the RSDP 

IRENE'S DIMENSIONS IN REFLECTED BELIEFS AND PRA CTICES 

Questioning Type 
No Questions 

CO 

o 

eu 

0 
"3 
n 
73 

1 U 
cc 
u 
2 
a 

I.VI 
UI l  

Sklls Model 

IV 

II 
Data Points: 

Teacher's Inlial, II = hltiai RSDP Belief & Practices 
Teacher's Initial, RS0P1/7=Mid RSDP Belief & Practices 

Teacher's Initial, 12- Endbig RSDP Belief & FVactices 
Teacher's Inlial, V1 = Initial Practice in Video One 
Teacher's Inlial, V2s Final Practice in Video Two 
Teacher's Inlial, RV2 = Reflection of Video Two 

12 I.V2 

I.RV2 

• 
I.RSDP6 

Constructivist Model 

III 
Qiestions 

Irene's matrix of dimensioas in reflected beliefs and practices illustrates her initial (I, 
U; I, VI) beliefs & practice of skills model use combined with a neutral position on 
questioning. As the RSDP progressed, Irene began to have constructivist beliefs about 
literacy practice (I, RSDP6). By the end of the RSDP, she become more questioning 
and more constructivist in belieCs and practices (1,12; I, V2; I, RV2)> 

Figure G13. Irene's matrix demonstrates non-linear shifts in her beliefs and 
practices throughout the RSDP. 
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