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~ ABSTRACT

This project addresses the need to implement a model
for developing reading comprehension which considers the
diverse student body within many of today's classrooms.
This project uses the theories of Lev Vygotsky as a
foundation to support the increase of reading comprehension
through joint, mediated activity.

The mastery and appropriation of psychological tools
can occur within the context of a collaborative activity.
This cognitive education empswsrs students.to gain contfol
over their individual learning process, While,increasing
their academic output, such as reading comprehension.

The further development of Vygotsky's ideas are
incorporated in the Engestrém model which serves as an
exemplar upon which to design curriculum. The practical
application of Vygotsky's theories and the Engestrdm model

are incorporated in the unit plan within the project.
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CHAPTER ONE INTRébUCTION””°'
Background of the PrOJect-

‘This prOJect addresses the issue of applyino
:Vygotskian prinCiples‘to reading comprehenSion development}:
Developing pedagogical methods on these nrinCiples has
»potential to alter greatly the actitities of the classroom
;environment..'Vygotsky's theory of human development is
based onvsocially_mediated development;_accordinglto
‘Vygotsky, edncationalactiVities_mnst involve interaction'
to facilitate the development of‘highervmental functions,

A student,,learning.without social mediation(wcannot learn
to his or her greateSt'potential. In this viewpoint,:
scholastic activities‘must be organized to involve the
collaboration Qf students and'the teacher, and be,mediated
by tOOlS? both‘technical and‘psychological. ‘This project
seeks to'address the issne‘of»which tools are most'properlyv
matched to Which speCific.learning actiVities.in order to
increase the reading‘comprehensionfof~students;

1l have chosen this‘prOject‘as a response to
contemporaryrattentionhfocnsed upon‘two factors: thét
recentlYfrealizededucational.imblicatiOns of the'theories
i of LevhS. Vydotsky; and the controverSyrover‘reading

comprehension methodology in education. ;Vygotsky!s



’approaeh is based‘onthe.effeetsjef‘eoeial,‘cuiturai‘énd‘v"
historiealeevents;ih theideuelopmeuteef'thethumahvmind.
bHis’COntehtiou that.higher mental-functionstare;deVeloped
threugh mediated secial.actiuity has brefOund effeetseen
_claesreom pedagegy, fo this’gees.egaihstfthe traditional}
vmodel of»edueation'centeregbuteacher¥ttauémitted | |
‘kuowledge. The publlc outcry across the Unlted States for”
1mproved llteracy SklllS has brought the spotllght and
pressure on teachers,:who are respon31ble for students
achievemeut.;Vygotskian‘prineipleSgapply to literaCy
',deﬁelopment andinstructien because of the emphasis on '
language and tool use'in‘development and learning. By ‘
applying VYgotsk?'s principles to cléssroem aetivity,.
‘teachers-can improVe'not ohly etudentst,readiug Skille, but
also theirglearning skills; | |

It is my:belief that the ideas preseuted by Vygotsky
-provide‘a valid theqretical base‘for deVeloping‘bedagegical
methods. | Activity'settihge Whiehvinvolve collaborationv
’throughujoint,imediated, goal—Qriented‘activity offer'a
selid feundationforvimprOVing‘studentéYreadiug
comprehension’skille, o

»Educationyin-a‘Crisis

Educators today are caught between the ebb and flow of



reformhand tradition.f Many Were*themselvesueducated in a
traditlonalpenyironmentfwhere'the'teacheruwas'the
‘transmitter:ofylnformatioﬁyfand the_students Were‘meaSured
by thenoutcome of this'process.u‘Currentheducation reforms,'
’1ntend to change the very nature’of the tradltlonal .
'classroom.~ Many teachers have dlfflculty understandlng.the'
nature of thlS reform. Understandlng reform does not mean'
_'attemptlng to 1mplement the latest fad presented in a brlef1H
',workshop,‘but rather understandlngvthe theoretlcal basis
and phllosophy supportlng reform.v?
| Educators are belng pulled from all dlrectlons
community, parents, pollt1C1ans,‘students and themselves,
'and these contradlctory pressures make it dlfflcult to |
Jsuccessfully proceed. This lack of‘progress leads to
f_yfrustration;"on one hand,‘s001ety requlres an 1mprovement ,
ln the - end product of the educatlon system, but on the
”other hand, soc1ety-ne1ther supports nor understands.how to
_1implement’change‘Successfully.' Unfortunately the_old‘
methods ofhthe traditional classroom often‘prevail(~l
’tespeciallyvthe‘teachingof;decontexualiéed.skills}lnithef
v‘_part»of'students working'asvindividuals,': Although
bagreement.exists on theneedpfor'schoolreform,_resistance

to change is very strong. Whatfis'required is a



ﬁestructuring of the practices within the school and
classroom environment, a restructuring that is supported by
the commﬁnity. However, state.and local decisions,
constraints, and disinformation often undermine this
restructuring. What is needed is a new model of educatibn
"which moves away from traditional assumﬁtions: that only
éxperts'create knowledge, that teacher; are the deliverers
- of knowledge, and that students are graded on the storage
of this knowledge. The new model must be dynamic,
interactive, and student-centered; learning should be a
process, not a product. Educational methods:baseden
Vygotskian principles addreés this new model of teaching
and learning.
| Purpose of the Study

The purpose of this study is to provide a theoretical
position to support thevchange’of activity seftings within
a classroom in order to increase the reading comprehension
of learners. By using the psychological theory of Vygotsky
as a foundation, I have developed a unit plan in which
learners, through joint, mediated activity, learn to
appropriate psthological tools to increase their reading
comprehension skills..

Researchers who adopt a sociocultural perspective seek



»to analyze 1nd1v1dual“deyeiopment,‘whlch.they see’ as‘f“'
dependent upon 3001al 1nteractlons that are a.part of the SR
"dally actrv1t1es rn any glven culture‘ - From this point,efd
Vlew; human act1V1ty‘eannot be studled in 1soiatlon. When.
:analy21ng humanﬂactlon one must'cen81der a person s past
and present experlences and the cu1ture inhwhich'thatv
rperson ex1sts and has ex1sted "Tofocus on only one aspect
of individuals is to reduce and decentexuallze thelr
existenee;'to a:leyeilthat;is'isolated from the reality of:
;the world In educationhthe'wholeness.ef>the.individualf
must be reallzed and;school is-a partdof‘the Wheleness‘—ﬁ
3that is interconnectedvwrth‘thearest ofjthe”perSOn's'past,'b
present‘and:future;'h’ |
B ;A'sOCchulturai perspectiyefen_humanfaetivity takes
_intoncdnsrderation,the thie perSOn;ﬁand léads tQ ‘
ﬁ,educatienaltmethddspwhiehyaddress.theydrversefneedseof the
fstudentfbody;b This ereatesa conteXtywhiCh canwleadgto:
,Success fordail students;hinpluding those with special
needs:in_language deyeiepment and‘renediatibn‘indanyﬁ
"tSubjeet-area.;‘ o S |
| - Content of the Study

ThlS 1ntroductlon haS surveyed the potentlal utlllty



’\‘of;VYQotSijS theorles%asfrelated”to.education‘” Thls o
.fiproject 1ncorporatesba rev1ew of’Vyootsky s theorlesbon
"fhuman development,-the exten81on of hlS 1deas by post-
“Tquotsklan scholars, and educatlon enVIronments“and-;'
»,strategles for 1mprov1ng readfng comprehenslon Wthh are
3 supported by hlS 1deas These 1deas are unlted 1n a model
(see Chapter Three) Appendlx Ancontalns‘a unitiplanv;‘f
“yfocused on 1ncrea31ng "the readlng comprehens1on skllls of }'
yistudents, uslng~Vygotsklan pr1nc1ples as;a gUld?ltne°f:
- Slgnlflcance of the PrOJect a~"”.

hi ThlS prOJect entalls an effort to offer educators
aalternatlve methods of teachlng‘readlngvcomprehen31on‘
SklllS to thelr students ) These 1deas areccertalnly notd
-lgroundbreaklng, however, many educators remaln stuck in-
'lthelr tradltlonal roles w1thout-understandlng why |

alternatlve methods should be, and are, successful _ U81ng

iVygotsky S theory as an’ alternatlve theoretlcal ba51s uponrlf !

3”wh1ch to develop new pedagoglcal methods may offer some
.Trns1ght to those teachers who preylously dld not see thevf
) reason behlnd these‘strategles and methods. fEurthermore,:ﬁft
‘the'type~ofnclassroom envlronmentland“interaction'whichjr'
'roccurs consonant w1th Vygotsklan theory‘allows a more

”democratlc atmosphere to develop w1th1n a classroom, in



which all students have a volce and contribute to the
overall social development in the classroom community. My
hope is that implementing the methods which are discussed

in the project can lead to exciting and dynamic changes in

the classroomn.



i -cHAPTER TWo£ REVIEW QF,THE LiTERATURﬁ 7 " ;»
~_Thé;Work3of the late RusSianvﬁsycholbgigtvLev'VyéotSky

led him.in Search'ofbundérsténding tﬁé‘aéﬁelopment>of fhe

" human beihgf Vygstéky devélo?ed his.ﬁheprieS:iﬁ‘the 19ébé ’

'and 30s, but due to;his uqtimely.death in 1934, staliniSt.~
’:;epféésioﬁ'durinévthe latter paft‘bf hiS'garéer, ana Eheba;
b, misinterprétation of_his'Work) the_trué‘breadthléf'his
vinsights Were th appreciéted until the'traﬁslétion of his 
reSeardhbeginning in the 19665. 'The.apblication;ofvhis
thedfy‘in eduCatién’did not bccu£.until:the late 1970s and.
. Wéé.not implemehted in_the maihStream ﬁhtil the 19908,

Vygotsky chognized tha£ agivén iﬁdividuéi cbuld not-

bé'énalyzéd'individually; bﬁ#‘that deﬁelopﬁent:mu3£ be |
viewéd iﬁqrelationto the cultural, historical §nd_‘
institu£ional_context‘in Which that iﬁdiVidﬁal éxists; In
addition to-this iﬁsight? he regognized»the role that‘
’médiéting»artifacfé-piay in humaﬁ aétivity; 'Humans are
| borniiﬁto"an‘enVirQﬁmént that]iS'Shéped‘by.the éctivities‘ 
5f previbus gehérations. Invthi%yenvironment; they aﬁef
surrbuﬁdéd by‘artifacts that carry the pést‘ipto the
- present (Cole, 1998); by maStering thé.use éf-these‘

artifacts and the praCticeé in.whichkthey:are emploYedL'



'hﬁmanéﬂaie’abie to‘aSSiﬁilatéithé.eXperieﬁcesuof_hﬁmankihdv
(Leoﬁt'ev;‘1981y. : | -

. _.~Educétional'practices baséd on VygéﬁskyfslﬁotionS-df

human deVelopment_ havé."‘.prél)foﬁnd e’ff‘ect,s o.nv.v- "thé hatﬁr'e of

4 téachihé wiﬁhiﬁ‘thé ciassroom‘énvirohmént,.éﬁd are iargeiy

‘ContréryJfé;traaitiqﬁaltclassroomvpraétices;‘ His thébrieg

:'éﬁﬁﬁqrt'sbcialvcéhstfﬁCtiVism.  Thé:fifsf Séétion of fhis

‘ papéf wiil»discﬁSS Vfgotsky!sfideas'6n the’o?i§ins of hUmanA

behaﬁidf;»and oﬁtline ﬁajof'ﬁoints of1his psYéhdlééiéalﬁ
'ﬁhéory.u:fhevsécondfsectioh réviews.th§ éontributions off‘
xpéét—VygotSk}an scholaré’whb ﬁévé'de§éldped actiﬁity theory
'élOng the saﬁé lines as;VygotSky’s'thed;etical_assumptiéns:u
The third sééﬁibh‘presents claésroém'éCtivityséttingé and

;vaCiaitlearning_ch£§th:baSedxona Vygbfskian peisﬁectiVe;

"The foufthvséctign diécuséés'pSychélogical toolS.with,an
*emphasiS'in increéSing'reading‘compréhénsiOn. “Finally;“theAﬁ
’ last,séctibn révievastratégic‘réadiﬁé.cémpfehehsion N

° §¢£ivities. | | N

o FV'S§cialbofigins‘oﬁ:Humén Béhéviof_

-_fEmérgenceéof‘thScibuéhess Through Social Activity

The underlying prinCipies of Vygotsky's éoCial‘ j‘
constructivism are that higher‘mentai'functionsvare formed -

:'in the\courée of an individualfs_intéraction with the{;



social environment; and toolsi(technical‘andlpsychological)
_f~mediate‘this lnteractlon; Anydhuman actlon 1ncludes both
- the individual~andithe7medlatlonal meansvemployed (Wertsch;‘
"1991) To Vygotsky, the connectlon between the 1nd1v1dual
: and the 5001al 1s necessarlly relatlonal ’He postulated
‘,dthat "socially meaningful.activity‘may Serve-as‘an
explanatory princlplekin regard to;'and be considered as a
,1generator of human‘consc1ousness"‘(Kotulln, l986t p' 264).
| Vygotsky argued that in order to understand the
“jind1v1dual one must.also understand the soc1al context,ln
»’which’the‘lndlvidual'exists}”?In;thestatement,v"the first.
‘problem {of'psychologyl is.to:show how theblndividual.
Vfresponse.emerges fromlthe‘formS-ofrcollective”life" (1981a;a
p;x1655‘ Vygotsky 1s clear about hlsvlntentlon to establlsh
! connectlon between human 5001al aot1v1ty and mental ”
functlons- Vygotsky s postulate of the soc1ocultural
v ‘orlgln of human thought meant that the organlzatlon and
lstructure of soc1alv1nteractlons in a bartloular actlv1tj
within a:particular’socioculturalcontext determine:the"
struoture”and organlzation_of oonsoiouSnesst.Thinklngv
develobs differentlyldepending:onithe:particular:setting or

~context in which it occurs.

10



Semiotic Mediation

Vygotsky argued that higher mental functions and human
action are mediated by tools and signs. His approach to
studying language and other sign systems was in the context
of how they are mediated by human action. Vygotsky stated
that not only did tools mediate action, but

by being included in the process of behavior, the

psychological tool alters the entire flow and

structure of mental functions. It does this by
determining the structure of a new instrumental act,

just as a technical tool alters the process of a

natural adaptation by determining the form of labor

operations”™ (1981b, p. 137). Vygotsky did not limit
his notion of psychological tools to speech; he
included "various systems for counting; mnemonic
techniques; algebraic symbol systems; works of art;
writing; schemes, diagrams, maps and mechanical
drawings; all sorts of conventional signs; and so on.

(198la, p. 137)

The tools described by Vygotsky would not necessarily be
the same in every culture, but would be specific to the

contexts in which they are being used.

11



'Although Vygotsky was interestedtin human mediated
act1v1ty w1th all psychologlcal tools, he spent a great

deal of tlme on hlS analys1s of semlotlc medlatlon.»

Vygotsky (1962/1986 asserted that hlgher mental functlons“"'

are flrst determlned through the‘dlscourse patternsyuhlch
occUr on the.intermental plane.in'a socialrsetting;t A
majorkaspect of Vygotskyvs theory of soc1al development 15'1
'his "genetlc law of - cultural development "4 Through thlS,‘
he stated that hlgher psychologlcal functions flrst appear‘
soc1ally‘before berng»;nternallzedzby an individual:
”Any‘function‘in”the_childfstUltural development
appears"tWice[ or‘on’twoaplanes.‘*Flrst it'appears‘on.l
' the.socialsplane, and then on the psychologlcal plane.‘
A Flrst 1t appears between people as an
1nterpsycholog1cal;category, and then withln'the‘child
| as'an-lntrapsychologlcaltcategory}‘ Thlsﬂis:equally
true Withoregardfto voluntarytattention,‘lOglcai
’memory, the‘formatlon of_conceptsy and thefdeVelopment‘
of volition.'(VYgotsky;l19§1a;_p. 163)
‘A major’iSSue touvggotsky was how eXternal,mental
processes are transformed to create 1nternal mental
,processes»(Wertsch 1985) Vygotsky (1981a) belleved that

lower mental-behav1ors.are gradually transformed,intO‘

12



higher ones throqgh sociai interéctioh. VygotskY's;bfidgé'
bétwéen the“eﬁternal;séciéi funétions and internélk

' funétions was th£dﬁgh semiotié'mediation;. HiS»argument'was' :
that humanvcénséioﬁSness is férméd in thevindiVidual ohly
aftér thé individUal has mastefed semioticélly médiatedV 
'prbcésses énd categories in‘social’interaction. Acéérding
to VygofSky, "Any,higher méntal funCtioﬁ was external

_ becauSe it was social at some poiﬁt before becoming an
_internél, trﬁly7menﬁal funéfion"‘(1981a, p;_62). What
‘begins as external social’speech becomes transformed'first 
intQ egocentriczspeech,'and’uitimafely into‘innerispeech
which becomes the child's most imp§rtaﬁt psychological tool
for struéturing thoﬁght.

Piaget déscribed'his notion éf egdcentric spéech as
being a child's Spéech for his own use and not for use with
others. He argued-thét upon socialization'this égocentric
speech disappears (Piaget, 1926). VygotSkf's notion of
"egocentfic speech differ$ radicaily’from Piaget‘s, and is a
key‘compoﬁént in his thééry. VygotSky aréued‘thatv
ferCentric spéech‘is a bridge between exférnal intérf
psychological;fﬁnctioning and internal intra—psychblogical .
‘ functionihg.  He sfateaifhatﬂhﬁman developﬁent is'ébcial

‘first;'then becomes egocentric, ahd,finally transforms into

13



inner speéch (1986, p. 19). The concept of internalization
is a part of the larger concern cf the acculturation of the
child. 1Internalization cahnot be isolated from the larger
social context of the activity. A child’s ﬁastery of
language in a social interaction‘is a precdrsor to
mastering the language which will be internalized.

Concept Formation

Vygotsky made a distinction between two different
types of concepts: spontaneous and scientific. Spontaneous
concepts develop as a result of a child interacting with
“the environment and occur unéyétematicaily and are highly
contextual. They are reflections on daily eXperiences.
>Scientific concepts are decontexualized and usually occur
in a specific classroom activity. These concepts are
syétematic and logical and are rooted in specialized and
operationalized instruction. According to Vygotékj (1986)
the understahding of the spontaneous concepts builds from
the bottom-up, while sciéntific concepts develop top-down.
The latter are mediated through words, while the former is
\direCtlyvseen or experiehced. ‘Scientific concepts develop
through verbal interactions thre the word is used as a
thinking tool, while‘the child progreéses throughvthe stage

of potential concepts. This theory of concept formation
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provides insight into why it is Lnportant for students to
'*tapflntoftheir prlor}knomledge beforeilearnlngiadneWhnfﬁr
.?concept or readlng new textsv ‘fhoeelstudentsbmho'cannot
"_make a connectlon between thelr knowledge about the world
‘f(spontaneous conceptslnand’the ec1ent1f1C‘concepts learnedda

r.fdln school w1ll have great dlfflculty in 1nternallzlng a

vyiyglven concept.

.”7;Zone of Proﬁlmal Development '

VIIAAn 1nterest1ng aspect of Vygotsky s theory 1s hlS '
1v“zone of prox1mal development” further referred to 1n thlS
«ipaper as the ZPD ’By u51ng the foundatlon of the “genetlcr

’{flaw of cultural development,fvw1th the assumptlon that
qpmental processes occur soc1allybbefore berng 1nternallzed, ﬁf

Vygotsky developed a tool to 1dent1fy two states of mental

;_development an actual developmental level and a potentlal

j><$:u

D'determlned by 1ndependent problem solv1ng and the level of

| developmental level; Vygotsky (1978) deflned the ZPD as-

;fth ‘"distance between the'actual”developmental level~asv

'b.potentlal development as determlned through problem solv1ng
under;adultvguldance‘orgrnccollaboratlon Wlth more capablejeh:'
pee;‘:'s"';.vi_(p “ é.6) . | Do e .

If the. actual developmental level of a chlld deflnes

bllltles Wthh have already matured 1n the Chlld, and the,l
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‘»ZPD deflnes the functlons whlch areiln theuprocess of
‘l‘»maturatlon;then pedagoglcal‘methodsbwlll work w1th1nbthe
'“chlld's ZPD to further the development of 1nternallzed E

:‘concepts.c Vygotsky stated,i"the only good learnlng is thathl_f
rwhlch is in- advance of development"a(1978 P. 8§f.d:'“
thffectlve.teachlng w1ll therefore empha81ze 1nstructlon
fbeforevdevelopment w1thlnba soc1al context.x |
- For a ZPD to be created,‘there must be'ahjoint’.
'*act1v1ty that creates a- context for student and expert
'plnteractlon Accordlng to‘Tharp and Galllmore (1988) there_
'ffls no 51ngle ZPD forllnd1v1duals because the zone varles
‘;fw1th culture/-soc1ety=and experlence;“The expert may then

‘f:use multlple 1nstructlonal strategles w1th1n the soc1al

'431nteractlon as well as model approprlate solutlons, aSSlSt:?'rt'

:T*ln flndlng the’solutlon, and monltor the.student s
‘,dprogressd bDlxon Krauss (1996) alsownotesa"whlle the |
"fteacherllsblnteractlng w1th the student,.she contlnuously
‘h analyzesuhow the students thlnk and what strategles they
luse to solve problems and construct meanlng (p, 20),_;f5~
r:f:Whlle worklng w1th1n a student s Z?D the teacher must
Vldec1de‘how much and what type of support to prov1de,_asil
"well‘as.remalnlng flex1ble in meetlng thev"on the spot"“

.:needs-Ofpstudents._-l



Although Vygotsky referred to the ZPD in hlsrf
dlscu381ons of Chlld development, WellS‘(1996)‘argued that_
:Table.2,1 Eight characteristics of an -expanded conception

~of the zone of prox1mal development (from WellSp
1996) ‘

The ZPD may apply in any 51tuatlon in which, while
participating in an activity, 1nd1v1duals are in. the process ‘of
developing mastery of a practice or understandlng of a topic.

The ZPD is not a context-independent attribute of an
individual; rather it is constructed in the 1nteract10n between_
participants in theée course of their jOlnt engagement 1n ‘a’

| particular activity.

| To teach in the ZPD is to be respon51ve to.the learner' s
.current goals and stage of development and to prov1de guldance

3 | and assistance that enables him/her to achieve those goals and,
| at the same time, to 1ncrease hls/her potential for future
part1c1patlon.

teacher; whenever people collaborate in an act1v1ty, each can
| assist the others, and each can learn from the contributions of
the others. ‘

Some activities have as one: of their outcomes the productlon of
. | an artifact, which may be used as a tool in a subsequent

5 |} activity.. Representations-in e.g. art, drama, spoken or"
written text-of what has been done or understood are artifacts

| of this klnd, engaging with them can provide an occasion for
‘learning in the ZPD. :

Learning in the ZPD involves: all aspects of the learner and’
leads to the development of identity as well as of skills and
6 | knowledge. For this.reason, the affective quality of ‘the
interaction between the participants is critical. Learning.
will be most ‘successful when it is mediated by 1nteractlon that
expresses mutual respect, trust and concern.

| Learning in the ZPD involves multiple transformatlons, of the
part1c1pants' potential for future action and of the cognitive

7 structures in terms of which it is organized; of the tools and

| practices that mediate the activity; and of the social world in
"which that activity takes place. B

Development does not have any predetermlned end, ‘or telos;f
although it is characterized by increasing complexity of

| organization, this does not, in itself, constitute progress.

. What is considered to be progress depends on the dominant -

8 values in particular times and places, which are both contested
and constantly changing. - The ZPD is thus a site of conflict -
and contradiction as-well as of unanimity; the transformatlons
it engenders lead to dlver51ty of outcome which may destroy as
well as reproduce ex1st1ng practlces and. values.‘

17
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the ¢oncept is épplicableftofhumaﬁs:ofjéll ages and

'déveiopmental levels. ‘He.recognized thelimportance of‘théf‘”"  

{conCépt of.fhé'ZPDvand has éxtended:it'béyond'VygotSKy;sv

f-ihitial h6tion.  WeliébfecoﬁhiZedithé néed tO elab6rate on -
_1:the’éppiiéétioh_oflVygoEskyis iﬁifiai ZED'pr;nciples by"

: éxéludiﬁg»ﬁhe need fof a]"teacher“.or "superiof peéf" in
fheICOﬁtekt:¢f,Sociéi:intefaction'beCauéé"by partiéipafing:
uih:jbintLactivity‘ali’membérsconfribuféand iéarn froﬁ oné _
"aﬁother; ‘Wells alsQ noted that’recognitign:of a conflict
‘ Within'aﬁjbint activityfﬁigh£ iead_to'a:tfénstrmation of
7videas.v Tablé.Z.llshows-Wells'.extenéionQfﬁV§gétsky's
oriéinal.ideé on tﬂe ZPD,f |

‘ ‘ImpléméntiﬁQ pedagogy which is'diréctéq*atvstudents'
learhiﬁg to their-greateét poténtiallcreétes a ¢bhtext in
which‘the highést‘degree of learhing‘can occur. 'By7°
leérnihg'étxtheir‘highest levels, Stﬁdenté cannot work' 
indepehdenﬁly. Learﬁiﬁg mﬁstvéccﬁr:throﬁgh jQint;.mediated

activity.

‘SoCibcuitural éituétedness'oerediated‘AétiQnﬂ ‘
| E.Wertsch (19911.argued that it was nécesséry to extend  f
'1Vygo£sky;s'ideas £o focus:oh‘thévsoéiocultural situafédneSsv_
vof médiated éction in thé intermentél plané,! He.statedb |

that it is "thé;socchultural éituatedness of mediated
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action that provides the essential link between the
cultural, historical,.and institutional setting on the one
hand and the mental.functioning,of the individual on the
other" (p. 48). 1In order to form this link Wertsch refers
to the ideas of Békhtin on utterances. In Bakhtin's theory
a spoken or written utterance is always expressed from a
certain perspective or point ef view which reflects certain
values. Bakhtin also stressed the existence of voice which
always exists in any social environment aﬁd occurs with
other voicee. Wertsch states, " an utterance, spoken or
written, is always expressed from a point of view [a
voicel]...and is an activity that enacts differences in
values." (1991, p. 51).

According to Bakhtin (1981), dialogicality is the
interaction of two or more voices. Voices always exist in
a social environment and cannot exist in isolation from
other veices. This social situatedﬁess of each utterance
puts each speaker in covert dialogue with each_element-of
social languége that has gone before.} Therefore, in -
producing an utterance a speaker élways summons a social
language, which shapes what the speaker's individual voice
can say (Wertsch, 1991). Bakhtin (1981) referred to a

specific dialogicality and multivoicedness which he called
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-VentrilOQuiSm whiéhlis‘WﬁénionefvoiCeaépéék;:through.fw
"ahéther§  - |
| i The wéfd’invlanggage'is”halfisomeone;else‘slb;it}j
bééomeé {oﬁe;SXOWﬁfxbnly'whén tﬁe speékéi‘poﬁﬁiatéé?it
vwith bis/éic oWn intgntibn; hiS'5wn accéntf:Whéﬁ*he : 
gppropfiatés'fheiwdtdf'adépting i£:ﬁdhis 9wﬁ.é¢manti¢"
 'aﬁdfexpﬁéséife;iﬁféﬁtiéﬁ:; PriQf to‘this moméntjofi{w‘
_épﬁfopfiation,bfhéwbrd qoésn¢tiexiét‘in_a neutral
_ andiﬁpéréohal"langu?geyfﬁﬁffathei]i# exists iﬁ»dfﬁer 
'1peoplé1$ mouthsfkiﬁ 6the:3pé§plé's.cénérete contex£é,
serVing'éthef'péopléis[intentiqﬁgifiﬁ;is ffbﬁ tﬁére_
'fhéf 6né;must takg the wdf&[ and méké'iﬁ one;siOWﬂf7  
 (pp. 2934294)',' | |
‘FWheﬁibné sbéék$-oné sﬁareé'VoicéZWith §£her$:who‘héVevgqné
- before. insﬁhé cqﬁtéx£fbf“ﬁumah ihtéré¢ﬁi§n,faée'tovfééé_i
briwifh_a.teXt; thefé_is,alwéy§ a:represehﬁatioﬁvof sha£ed>_“

 valueS,,beliefSp'and‘intentiohs.;,'

Prbpértieé_éf ﬁediated Aéﬁi@ﬁ-i}
’f'Wértéchff1998) fﬁffh¢ranéiyzéd the;pr§p§rtiééAQf '

' mediated action by focusing on the agent (who is doing the

 éCtiOn) and_fhéfinstrﬁmeht'(médiatioﬁél‘meénS),’ Hei}.

~ concluded that‘cuitUral]todls shoﬁld'not bé viewéd,as‘7* >

~ determining action in a static and mechanistic way; it must
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be recognized that tools only have an impact when an agent
uses them. Another point Wertsch made about mediated
action is in regard to multiple goals of action. He
stated, "multiple goals and the complex relationships that
exist among them are essential issues to consider when
trying to interpret mediated action"™ (1998, p. 34).
Viewing mediated action from the viewpoint of a single goal
is limiting. Action must be analyzed from the perspective
of the complex dialectics among the elements of mediated .
action. |
Vygotsky made the assumption that mental functioning
can be understood only if the origin and transformations
~they have undergone are understood. Wertsch (1998)
asserted that mediated action is situated on one 6r more
developmental pafhs, and development involves a great deal
of contingency and accident. These contingent events may
greatly effect development. "A change in cultural tools
may often be a more powerfuliforce of development than the
enhancement of individual's ékills" (p. 38). When
considering a change in development, changing a cultural
tool may be more successful than the skill for using a
tool. 1In applying this idea to education, if increased

reading comprehension is the goal, a chahge in the

21



' mediational tool may be the key to succe's.si"i‘inj achieving

.increasedhoﬁtnut:' e B -

| R The Act1v1ty System

| As dlscussed in the prev1ous sectlon, Vygotsky
'bellevedvthat an 1nd1v1dual neter reacts dlrectly to the
_:envlronment;: Tools-and's;gns.nedlate.the ;nteract;on.
"RThns;hconSCiouSness;isdnotiéituatedhinside,the headtofvthe
ifindividnal;‘hntzwithindthevinteraction nhich‘occufs'in.ahgﬁl~m
tcnitutai, histOticalvand:institntionalicontext.h'

| :Reseafchets athThe?Center'forbActivitY'Theor§>andv:

;_AQDevelopmental Work Research at the ﬁnlver31ty of He181nk1’ .
-:(1998) dlstlngulsh among three generatlons of the act1v1ty3f

';theory; The flrst generatlon is Vydotsky and hls.notlon of
:tmedlatlon.h Vygotsky s stndent‘Leont ev. 1s cons1dered to -

' ¢“have developed the second deneratlon”of thebactiv1ty
htheory Leont evulncluded the aspect‘that consc1ousness:,:”h
;and meanlng are‘forned in. jOlnt, collective act1v1ty, wherel

the_subjects,shate‘avd1v1slon ofa;abor,irules,hand a commonhh'
‘jobjectivel'hThroughdthis definitiontof anlactivity SYSteﬁh
'cthe focus of study is no longer on the 1nd1v1dual actlng
nw;th medlat;onal'means, but on the 1nteractlon between the;o

.f‘vinditiduai,dthehattifactsﬁ(too;sj.qnd_other;lndlvlduais«1n3-f

“historically.developing institutionalisettings. sAccordingt.”n
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to Leont'ev (1978), work is performed through tool
mediation, but only in joint, collective activity. Humans
can only relate to nature through relation with other
people, which means that labor appears from the very
beginning as a process mediated by tools and mediated
socially. The third generation of activity theory is what
is now being experienced. More focus is being given to the
various aspects of cultural diversity, multiple
perspectives and voices. This third generation also views
the way activity systems interact with one another.

To Leont'ev, collective activity is connected to
object and motive, of which the individual subjects are
often not consciously aware. Individual action is
connected to a more or less conscious goal, and every
activity has an object (Leont'ev, 1978). The object, which
is created by human need, determines the scope of possible
goals and actions. A single motive can give rise to
different goals and can produce different actions.

Leont'ev's concepts form a bridge from Vygotsky's
writings to current views of activity theory, but part of
his analysis has come under scrutiny as straying from
Vygotsky's original intentions. Due to his relationship

with Vygotsky, he was considered by many scholars to be the

23



chief interpreter of his,idees (Kozuliﬁ;51986).' In'
leanalyzihgrLeentfeV's theoryof\aetirifyehdieomparing~it\tq
V‘Vygotsky's idees, Kozulin»differentiatee'betWeen thevtwe7v
whenhe‘states\nygotSkyfs theory Qiews<higher'meﬁtal.. |
‘funetiensiae'a subject:or srudy,rsemieticiSysteﬁs as |
: a = : o
-mediators, and‘activity as an expldnatory_principle.//In A.
N. Leoht'ev's theery} aeﬁivity?inQW,aS activity, and nowﬁas_
action, plays ail roles from subject to eXplanatory
'principle" (1989;’p;:273). Nonetheiess,;Other aspects of
his theory are censidered valﬁableiand Serve'ae a bridge.to

the next generation of activity theory.

eThe_Ehgestrém Model

Althdugh Leont'ev expéﬁdedcvfgotSkY's iaea of human
eetivity, he;did net graﬁhieéilf'ﬁedel this coﬂeept; fhe
»Engestrémmedeli(Figure‘2.1)’ehowe ﬁhé inter-relatedness of
tﬂe cOmponents within en acririty system. = |

In the model‘several'COmponents of an activity are

' depicted; subject[ object, instruments,iCOmmunity, division

ofvlabor; rules; and outcome. The subject refers to the
~ individual or sub-group whovisiehQsen as the point of view
in the analysis. .The'object'refers,to'the raw ﬁaterial or

 object space at which the'actiVity is directed‘aﬁd which is
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molded and transformed into the outcome. Subjects will
mediate their actions with physical and symbolic,

external and internal'ihstruments (tools and signs). The
community is comptised of individuals and/or sub-groups who
vehare the same general object and who construct themselves

.as distinct from other communities. The division of labor

- INSTRUMENTS

A

SUBJECT —» \ OBJECT | | ) OUTCOME

RULES COMMUNITY [—] DIVISION
- OF LABOR

Figure 2.1. The structure of a human activity system
(Engestroém, 1987, p. 78) o

refers to\both the horizontal division of tasks between the
.members of the community and to the vertical division of
power and status:7 Finally, the rules refer to the explicit
and implicit regulations, norms and conventions that
constrain actions and interactions within the—ectivity

system (Engestrdm, 1987). In this model, social mediation
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ié characterized by division of labor and rules mediating
the interaction between>the individuals in the activity
system. Using the collectivé activity as é‘unit of
anaiysis connects the psychological, cultural, historical
and institutional perspectives. ’It élearly shows that the
activity of the individual is not vieWed in isolation, but
is tied to the larger cultural cOntext.'/Human activity is
socially-bound and nét simply the sum of individual actions
(Engestrom, 1996). |

In using the Engestrém model one_must consider its
dynamic nature. A change in the design of a tool may
influence a subject's orientation toward an object, which
in turn may influence the cultural practices of the
community, or a change in a cultural practicé may inspire.
the invention or re-modeling of a tool{ The model provides
a view that recognizes the socially shared nature of human
activity as well as.the changing nature of activity systems
in general. A change in any aspect of the model may

effect the others.

Educational Activity System

By using the activity system to analyze human
activity, it can be applied to a number of traditions

including education. - The model can be concretized by using
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an educaticnal exampleiin considerihg the work activity of
a teacher. The object ofvhis/her work is the success of
studcnts. The outcome is the studentis mastery_ofva
specific, predefined set of concepts and skills. An
.unintended or undesired outcome ﬁay be thc student's lack
cf aChievement. The instruments include any tools utilized
during the activity such as language or other»semiotic-'
‘medium, texts, computers, manipulatives, and previously
internalized concepts and methods. The community consists
of those-within'the classroom: the teacher, students, and
perhaps aids. The division of labor determines the tasks
~and decision—making powers of those»within the community.
The rules regulate the use of time, measurement of
outcomes, behavioral guidelines and the use of instruments.
The model from the point of view of a student looks
different than from the teacher's perspective, due to the
heterogeneous and multi—voicéd nature of an activity
system. Both the teacher and the students have the same
overall outcome-mastery of specific concepts and skills,
yét because of their different histories and positions in
the division of labor, they construct the object and the
othér components of the activity in different, partially

overlapping and partially conflicting ways. The activity
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system is therefore a site where there is constant
construction and renegotiation occurring between the
various components and individﬁals involved. What
initially appears as an object may soon be tranefofmed into‘
an outcome, then turned into an instrument, and perhaps
later into a rule (Engestrom, 1996). For example,baemath
problem is introduced as a problem} is colleetively worked -
out and the concept internalized by the individuals,»and‘
becomes‘a rule upon which other math problems are built.

Activity SYStems do not exist in isolation.
Participants in other activity systems may hand down ruies.
In the above mentioned example, an administrator may‘decide
on how to measure the student's performance, what‘the
studehts,should learn, and to some degree the tools they
may use and the methods of the teacher. Society can be
thought of as a set of overlapping activity systems with
their associated communities of practice which, taken |
together, are the culture—specific meansvof producing and
reproducing the conditions of human existence (Wartofsky,
1979). According to Wells (1999), a society ie meinteined
and developed by the particular individuals who contribute
to its‘activity systems at any particular point in time.

From this perspective, the formation of individuals, their
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identities, values and knowledgeable skills, occurs through
their participation in some subset of these activity
systems, starting with family activities, school activities
and going on to work and leisure activities (Wells, 1999).
Learning is not a separate and independent activity, but an
integral aspect of participation in any community (Lave &
Wenger, 1991)

Cultural Historical Activity Theory (CHAT)

According to Cole, CHAT is a branch of cultural
psychology which can be applied to education in the
development of new activities. This perspective
acknowledges the culturally diverse background of today's
student body. CHAT principles are grounded in the theories
of Vygotsky, placing culture at the center of its concerns.

The CHAT principles as outlined by Cole are listed in
Table 2.2. Cole argued that the level of activities should
be the focus on how to organize diversity in educational
settings because activities are the locus of culture
creation and use (Cole, 1998). From this perspective,
educators can examine which activities, tools, and
pedagogical strategies are most useful and successful for
dealing with diversity.

Cole also recognized that within an activity
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”Table 2;2_ Pr1nc1ples of cultural hlstorlcal act1v1ty
' ' theory (from Cole,vl998) o

1 - | The ba51c premise of a CHAT approach is that hHuman belngs have the
need and ability to mediate their interactions w1th each other and
the non-human world through culture.

2 Culture is conceived of as human belngs’v"soc1a1 1nher1tance." Thls
e -social inheritance is embodied in- artifacts, aspects of the ]
environment that have been. transformed by thelr participation in the
successful goal- dlrected act1v1t1es of prlor generatlons. They have'
| acquired value.

-3 Artifacts, the constituents of culture, are 31multaneously materlal,

: | and ideal/symbolic. They are materialized 'in the form . of -objects,
words, rituals and other cultural practlces that mediate- human life.
They are ideal in that thelr form has evolved. to. achieve pre-scribed
means to pre-scribed goalsL and these have survived to be our tools
for our use. Culture is exteriorized mind; mind is interiorized
culture. C

4 .| The "effective env1ronments" of mental llfe are taken to be the

' | différent practices or-forms of activity the person engages in.

| That is, human’ psychologlcal Pprocesses are acquired . in the process
" | of meédiating one's interactions with others and the” phy51cal world
- | through culture and its central medlum, language. Humans are

- | created in joint, mediated, activity.

“ 5. Consequently, it is by analyzing what people do in culturally
o ‘| organized activity, people-acting through mediational means-—in
| context, that: one comes to understand the process of being human.
'Medlatlon of action through culture in social 1nteract10n is the

essential precondition for normal human development. .

6 . Since cultural mediation is a process occurrlng over time, a CHAT

' perspectlve emphasizes that it must be studied over time. Time
itself 'is conceived of with respect to four- embedded domains: (1)
phylogenesis, the hlstory or our spec1es, (2) cultural-history, the
history of the cultural ‘group into which we are born, A(3) ontogeny,
“the hlstory of "an individual human belng, ‘and " (4) mlcrogene51s,

- moment to moment 1nteract10ns which are the ‘proximal locus of -
.experlence. - An 1mp11catlon of this view is that all human belngs
are fundamentally hybrids of phylogenetic and the cultural. )

B SR In addition. to' focusing researchers on.time and change, a CHAT .
o : perspective requires them to focus on the social/spatial ecology of
| the activities they study-the relation of activities to their
institutional’ arrangements. With respect to formal education, . for
example, instructional.- 1nteractlons are constltutlve of lessons

| which along with other -fornis of activity are constitutive of .

' classrooms whlch are constltutlve of schools which are parts of
communltles, and so on. - Here one- qulckly encounters issues of
.diversity not only between communities, ‘but also within them. - There
are many kinds of history, ‘embodied in many different cultural . = =~
traditions.  There are many kinds of history associated with social
class, ethn1c1ty, religion, ‘and language, té be found in v1rtua11y
-every town and city'[the United States].

. 8 |'A CHAT perspective places a special empha51s on the prlnc1ple of
S ’mult1v01cedness, the prlnc1ple that every form of human interaction
contains within it many different selves, arranged in multiple,
overlapping, and often contradictory ways. The contradictions,
experienced by us as confllcts, are a major source of change. =

.97 | The test of the theory is its success in’ guiding the constructlon of
: 'new, more humane forms of activity. :
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(educational or otherwise), there are "patterned ways of
co-confronting life with one's social group ...by which
parts of the vast pool of cultural knowledge are made a
part of the conduct of current actions" (1996, p.4). The
cultural history of the individual participants of an
activity contributes to the learning and development which
pocurs ‘within it,

In developing activity settings within a classroom it
is important to realize the cultural influences which occur
within the activity space. This influence is voiced
through the participating individuals and affects the
others in the activity. The culture of the participants
comes together in the educational activity to form a new
culture, one which is created by all the contributors
in the group.

Classroom Activity Settings

A learning context must facilitate social interaction
in order for students to maximize their potential for
learning within their ZPD. Implications resulting in a
student's increased performance within the ZPD requires a
closer look at the activities which occur within a
classroom environment. If a student is to perform at this

level an appropriate activity setting must exist.
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~According to Tharp and Gallimore, "activity settings of the
classroom must be orchestrated‘to_allowbinstructional
conversations, joint productive activity, and assistance to

performance in the ZPD" (1988, p. 161).

‘ Cooperative Learning

-‘In‘cooperative learning, students workvcollaboratively
to achieve a mutual goal. A traditional classroom setting
loften features the teacher in the role of transmitter as
opposed to the teacher as facilitator. The teacherFas¥
transmitter approach clearly defines the studehts' role in
the classroom as one of passive learner. In this situation
the students typically complete their tasks independently
~and often without discourse. Unlike a traditional.
classroom, the social situatedness of a collaborative
activity allows for multiple voices to interact. 1In a
collaborative activity setting, students participate in a
mutual task in which the group or partners create a product
Which could not have been produced individually. - Building
on Vygotsky's principles, collaborative learning is an
ideal activity setting to promote higher psychological
functions in individuals through atsocial context. The
tools to reach the goal of potential performance in the ZPD

~are interpersonal and intrapersonal dialogues, or
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cOllaboration'(Dixon—KrausS, 1996) . Interactions for

.“;knowledge requlre that all part1c1pants, teacher‘and

‘students,”have_an-actlve part. :Wlthout socialvinteraetion, v

» ﬁéaning;aftcontexthandfoontentbwouldvnot exist}vand o
'internaliiationhwouid:notroeour;"Coilaboratiye,learnind
’5tproyides antopportunityﬁfor:ohildrenito interaothith7l
others and forces them to‘thrnk and to communrcate about
thelr thlnklng(Jennlngsn&_D1,21996);
h'ResearCh“by éerret—Ciermont (1980).1nd1cated that
‘:w1th1n a collaboratlve act1v1ty students may present .
jconfllctlnggresolutlons to‘problems,:whleh are;mutually
' agreed'upon through;further‘discourse. bTherefore,‘the
confllctlng 1deas lead the part1c1pants to cons1der'
‘:hsolutlons they would not have thought of 1nd1v1dually
;Perret—Clermont s research also_rndlCated}that peers could
“dperform‘tasks together before’they.couid.performvthem on :
bthelr own,.g1v1ng eyldence to support Vygotsky s theory on.‘h'

'the ZPD.

| Organlzlnngoliahoratiye Aotiyitresl,_'

;' Within“a oollaborative‘activity‘setting)hiearners have
spec1f1c purposes whlch are an 1ntegratron of.cognltlon and
‘:‘context (Rogoff 1982) Collaboratlve‘learnlng act1v1t1es

are goalyor;ented and»the WOrk lelsron is dependent upon B
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the spécific goal ofvthe activity (Tharp & Gallimore,
1988). When‘designing a'collaborative activity setting the
criterion is that it should allow a maXimum of assistance
by learners of the tasks at.hénd. The activity must be
designed to allow teaqhérs t§ assist students,through the
ZPD toward the goal of developing higher mental functions.
Later activities should allow for stﬁdentS'tQ assist one
another until the stﬁdenté,cén self—regulafe their learning
in}the particular concept Qr>strategy.

| The organization of collaborative activity settings
should begin with orienting the students toward an
’uhderstanding of the purpose bf‘this:type of activity, as
well as the goal and useful strategies to be'employed, It
may be the_implémentation of a strategy, reading
comprehension, or a math'problem which is the goal ofva
particular-collaborative activity. .in>order for the
smaller activify groups to fﬁnction smoothly, thére must be
some explanation in‘a class wide chtext as an overview
(Tharp'& Gallimore, 1988). Without success in this stage
it is possible the groups ﬁay have difficulties ih reaéhing
their_goals when wdfking collaboratively. Once an o#erview
is explained, the teacher can guide the students thrOUgh o

the procedure until they are ready to work in peer groups.

34



Throughout_theactiﬁity students,should’he‘working‘ingtheir
: JZPD andzimplementing'Strategles that help‘themjmonitor.and |
eValuate-theirkunderstandingland:progress towarduthelgoalﬁ:
| ’jjohnson‘and;Johnson_(l989)bhaue:described-the. -
essential'components'Of_cooperativejlearninglas:

heterogeneous grouping, positive~interdependenCe,v‘

'-individual'accountability; and the‘teaching‘of'

social/éollaboratiVe;Skills;*lAllfoﬁr of,thése.cémpdﬁéﬁﬁé
- must exist'for the.cOllaboratluehactivityftoMSucceedv |
Heterogeneous groups should reflect dlver51ty lnl
culture, ?ersonallty, as well as ablllty level> 1nhorder
for part1c1pants to max1mlze learnlngdln a group."Groups d;‘
should be lelded by the teacher or be randomly selected,
llrather than chosen by the students to allow for the hlghest
level of»success (Whlstler & Wllllams, 1991) |
| Members of the group should feel they must work
-together to achleve the goal (p031t1ve 1nterdependence)
- and Wlthout;dolng‘so,ucannot succeed;"ActiVities should be -
f’organi%ediiﬁ;afmannerfthatireguires_students.to’work'r”'
| collaboratively;_such:asfthe division_ofdlabor,'Sharingv-
‘tsupplles;gaESlngle groupproductfiandvgroupsrewards.g In -

order for Students'todachieve a level of working
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cOllaboratiﬁely,‘they:may?needpto,participate in activities
;directedvtomardlteam_building;f U |
'To‘enSure‘participation of‘all'group members,'
’actiﬁities must be. organized to hold 1nd1v1dualsvl'
‘accountableffortheir participation ~Students w1th1n the'
.activity,are'assigned:specific roles{which are~c1earlyv_h
’*defined. All members of the act1v1ty group have a
'designated role, and these roles should rotate in each new
: activity solall-students}can'hate the oppOrtunity to :
]:participate ihffhé variouslroles‘ The teacher should
clearly model the task.and behav1or of all the roles, andf
‘provide a.cue sheet.to help the'student in taking-over the
1'role, The teacher should clearly 1dentify in which ways i
' the students w1ll part1c1pate and be held accountable for
.their portionvof,the labor, jSuggestions_fromLWhistler_andv:
_Williams (l991) are to;randomly.selectla Student’to explain
V‘thevwork:or‘anSWer alqueStion,doing»grOup morkvon butcher"‘
paper.or;oVerheadftransparenciesswhich are to'beshared in
front:of thetclass; éditing each:other's Work} selecting,a
' ,31ngle paper from the group to grade, or giv1ng students
1ndiv1dual tests to check for understanding
In order‘for students to'work in a joint activity*they

must first‘learn‘the necessary social,skills'to function



productively in such a context. The rﬁles that govern the
behavior of students should be taught in three levels:
defining the target behavior, modeling the behavior, and
practicing the behavior (Klingner & Vaughn, 1999). These
social skills should be taught one at a time and can be
documented on a poster within the classroom as a resource.
Important social skills for students to acquire are
listening, reaching agreement, sharing information, taking
turns, checkingvfor understandino, and using positive

praise words (Whistler & Williams, 1991).

Group Learning and Reading Activity
The purpose of working collaboratively while engaging in
reading activities is to achieve joint understanding of the
text. Palincsar and Brown (1988) have observed that
peers are frequently in a better poSition to assist
one another in comprehension activity since they are
more likely to be experiencing the same kind of
diffioulty in oomprehending the text than teachers,
for whom comprehension occurs with relative
automaticity. (p. 57)
The specific tasks in a‘reading group may be a variety
of strategies for the students to employ, giving them

practice in a supporting context. Allowing students to
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practice strategies with their peers creates a cqntext for
them to engage in dialogue about the text, és well as>how
to utilize the strategies. |

FStudents who dévelop their reading comprehensién
skills in a collaborative context have the opportunity to
experiment and practice new strategies using thé support of
their peers and teacher. Students who do not have this
opportunity to practice these strategies in a safe context
such as a peer‘group may not understand how to implement
them individually, nor venture to expe’rimeht with new
methods of reading.

Psychological Tools

- Developing a "Toolkit"

Vygotsky was particularly interested in how human
action is mediated by psychological tools. Wertsch (1991)
extends Vygotsky's concepf of tools to include the
diversity of mediational means available to human beings.
Wertsch writes, "that mediational means be viewed not as
some kind of single, undifferentiated whole but rather, in
terms df the di?erse items that make up a tool kit" (1991,
p. 93; emphasis in original). Using a "tool kit" approach
tovanalyzing mediated action addresses the issue of why one

psychological tool is used in a certain context for a
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 certain'task Qvér:énbtﬁer;  AsWertsch notedfbﬁdifférent"
grbups may1¢mpl6y Siﬁilar thls in différent Qaysﬁ (i991r
- p. 95);5 WertSch élso,diééﬁSéed ﬁhe privileging.of |
”mediational_meané within a‘cqlture,a He_defihéd privilegiﬁg 
aé that "Qné médiationai méans,‘éuéh aé a_$OCiai}ianguage,>
| "v{Which] is vieWed as:being'mére.apprdpriate or éfficécious 

"thén others in a particular sociocultutal settingﬁ'(19§1,- :

| p;,124>}' | |

| If'islpéésible fof‘péoplé not to be aware.of;the range

vbf'available psychological tools they can'employ in a
confext, and "it is often only when confronted with é
comparative éxample that one becomes aware of an imaginable
'alternative"f(Wertsch, 1991, p. 126), In ofganizing more
effectivé pedagogical préétice it is valuable to raise the
coﬁscioﬁs’awarehess‘of stﬁdents so that they can recognize
which tool is most,powerful:andrﬁseful ih é‘variety'of
' Contexts}v Itshouldthen be Qf primary imp@rtance to'édd
knowledgejdf'a variety of tool use to a student's
repértoire of problem Solving approaches. ‘StudentsﬁshOUld
erigage in sCthastic aCtivitieé whéré they work joihtly in
:problem solving ahd éqllectively>choosé which tools‘to’
» appfopriafe fqr_é task. This knowledge whichbis learned

‘through mediated joint activity will later be used by the
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student to work through tasks independently. »As Vygotsky.g;3 M
- said, "In their‘dwn‘private sphere, human‘beings retaih the .

functions of social interaétion";(1981a,'p}g164)}1>‘

i:Reciprdcal:Teaéhing

|   P;liﬁ§$§r andefQWnﬁhaVe.déviséd-a meth@dfof-téaéhiné
'sfﬁdéﬁté thé:uséiéf psyéhologiéal todisinlthé conté2£H6fv
:.reading,compfehensioh.‘fTheyvbaSed'their méthddé Oﬁ;the
'>Cer¢nf_dey of fé$earch“on”strétegies émpl@yed by
éffective readers;m They idehtified fbur areas ianhich. 
good readers-aré prdficient,.;The foﬁ£ areaé-a£é:
.summariéihg, qpéstiohing,:cléfiinﬁg,:aﬁd pfedicting., Ihe?»
’ devéléped}aprdCedu;e fbr encoufaéihé Stﬁdépté to gain;‘ |
"mastéry in;and appropriate fhe$é stf$tegies. -
t“Thié téchniqﬁe alioWé:étudehts to wdrk?wi£hih’ﬁhéir

‘ ZEﬁ.in a éroup cbntéxt. The teadhef first_demohstratés
which]questiohs'aré apbfépriéfé er'a partiCUlar réading
baséd on the.fOUrvétrétegies'menfioﬁed'abéve.‘ Thé teaCher
»theﬁ:cdaChes stﬁdeﬁts a§>théy také GVer the réle.of'the'v
-.Qﬁide-;n‘thesé'diécﬁSsions. ‘Thrbudhqﬁt this prdcess
.Students récéiye explicit instrddtions dn‘thebtechnique.
They obéerVgahd imitate theAteacher;s:mqqéiéd aéti?itiésr o
énd‘recéivgfeédbadkjfﬁém'tﬁevteaéﬁef'oh ﬁheir-suQCeés‘in":

'generatihg apprOpriatérquestionsItovthé_group for
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diséussioh, .The>§§a1”is for students to také ah.active
‘rolé'in pdéiﬁg‘appfdﬁfiété1questionsfin évgroup cbnféxt,»
and'ulfimately wheﬁ reédihg.indeﬁehdehtlyithe;Student uses
‘:tﬁé éame Strateqy to Uhdérstaﬁd the text; A ciear,example 
is listed in the following p§ssage from'Palincéar, BroWn,b&"
Campione (1993): | | |
" The dialogue leader (adult or child) begins the
.b’diséussion by“éskiné questions abogt the‘Context
of the text. The group diéégSseslthese |
questions, raises additiOnal questions, aﬁd, in
the case of disagréement ér misunderétahding;
féreads the text. Whefeas,thevquestions are»used
to stimulate discussion, summarizingvis used to
identify the gist of Whét:has‘beéh'read'énd‘v
discussed and‘to prepare the group to pfoceed to
~ the néxt portion of the texf{ OnCe}again, there
is discussion:for the burpoée of achievihg
consensus regarding the summary.’ The third
‘étrafegy, ciarification,‘is'uSed |
’opportunistiCally for the pﬁrpdse of restoring
meaning when a concept, word;‘dr phrasé*has beén
ﬁisunderstood.or is uhfamiliar‘to soméonefin the

group. Finally, the discussion leader provides
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the'onportunity for predictions regarding

upcoming content. fGroup members generateftheir

predictions based on their prior knoWledge ot‘the
content of the text as well as clues provided in
the text itself (e.gc, embedded questione). (pp.

| 43-44)

Through successful use of these strategies.on the
intermental plane'during an activity, students who -
have difficulty comprehending text can SuCcesefully
adjust their intramental proceSSes.‘ According to
Palincsar and Brown (1984),'this procedure usually
requiresuat least five sessions tobimplement
succesSfully;’ This is due to the change of power
' withinbthe discourse pattern of the activity. The
.teacher gradually gives‘up the power to the students
who become the discussion guides, and hold more power
in the interaction. This is not easily accepted due
to the nature of formal teaching in most clasérooms.
Thus'the training in the choice and use of
psychological tools becomes a feature of instruction,
one that may involve a period of time to institute.

Cognitive Education

Cognitive education cen be described as a way to
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explicitly teach learners thinking skills which they can
appropriateiy apply to Various scholastic actiVities, thus
training students to:use psychological tools. Students are
taught the name and purpose of the strategies,_and observe
modeling by the teacher and participate in guided practide
before using it independently. 'AcCording to Kozulin
(1995), due tova "lack of experience with the higher order
psychological tools...CognitiVe education shouid become an
integral part of schbol curricula and teacher de?elopment;

(p. 67).

Cognitive, metaccgnitive, and affective strategies.
Learning strategies are’psyChongical tools which enable»
students tobtake'an'active role in,their‘own learning
process. The difference between these two strategies is
that cognitive strategies make students effective and
purposefulvlearners, and metacognitive strategies make_them
ccnscious of their own powers of thinking (Quillmalz}r
1987). Cognitive strategies are usually connected to a
specific task while metdcognitive strategies have broader
applications;» By knowing how,‘when, and why to use
cognitive and metacognitive strategies, a iearner can-
direct the outcome of a scholastic task such as-reading

comprehension. These strategies can be taught explicitly
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to studentSfthrough scaffolded'instruction. In teachlng
students to use these psychologlcal tools the teacher

models the-strategy untll~therstudent can adequately use it

o dindependently. As a learner,Worksjthroughfhis 7PD he

becomes competentfin itsiuse and_can,implementdthe
stratedj,uu
Cognitivevstrategies‘are used<delrberately by'the

ovlearners to.cOnsciouslydaid them‘inaSelecting, processing(__*
andIOrganiZing infornation;j]A'specific'strategy‘is chosen
;based on the task at hand. - Foraekample, 1f the task is
'readlng comprehen31on the learner w1ll choose a strategy
such as summarlzlng to a1d in understandlng the text. 'Thed
teacher ‘should help students to understand Wthh strategy |
vw1ll work best for a spec1flc task

tl Metacognltlve»strategles.are‘used;bykthe'learners.tof
reflect’on their,iearning efforts, According to.Chamot and
: O;Malleyr(l§94);‘metacodnitive‘strategies arehused:forhhg-
xupianningdfor.1earning(hmonitorrng“one'sVoWn comprehension-'
i andnproduction;'and‘eValuatinQ how weil one has achieved‘ao"
‘iearningkohjectiuefti(pé‘GO). | As:students master |
_metacognitiuedstrategies theybcan‘gain control of their d."
learnlng processlby stepplng awayzand thlnklng about these/

‘mental processes..f



Affective strategies are important for students to
implement because they“can help them be more pfoductive in
a group activity setting. Students who feel uncomfortable
or nervous cannot learn as effectively as i1f they were
relaxed and at ease. 1In order for students to be
productive and successful while working in a group, they
must be confident enough to ask questions for clarification
- when they do not understand the information. The affective
filter is the degree to whicn emotional factors such as
anxiety influence student learning. If the students’
affective filters are high, they may not meet the learning
objective of the activity (Krashen, 1982). Although
Krashen's hypothesis applies to second language learners,
affective:factors such as Self—esteem, attitude, confidence
and introversion/extroversion directly influence the way
someone interacts with others (Diaz-Rico & Weed, 1995), and
can apply to all learners. Students can assist their
iearning by implementing affective strategies.

The specific‘strategy chosen as a psychological
tool in a task'depends‘upon the subject‘area. Table 2.3
shows cognitive, metacognitive, and affective strategies
for reading conprehension. When students consider such

qdestions as how they think, how they learn, and how other
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‘Table 2.3.

Strategles for llterature and comp051tlon
(Chamot & O Malley,

1994, p 1296)

Metacognitive Questlons for Implementatlon
Strategy
Advance - Can the title and chapter headlngs help me get a
“Organization ‘general idea of what this 'story is about? .
Selective ‘| What are the most important parts of the story?-
‘Attention _ o Ll T o ; : _
o | What's my purpose for reading,_listening, speaking
Organizational or writing? How should T organize my story, book. :
' Planning ' report, or presentation? How do I begin and end?
' What's the best sequence of 1deas or events? ‘How
R can I describeé and present the characters? :
-Self - Am. I understanding:this7 Does it make sense? "Am I
' Monitcring achieving my purpose? How is this task g01ng° Do I
' | need to make any changes ‘right now? o
) ' D1d I understand this story or poem? What was-the
- Self I main point I got from reading or llstenlng° How do
. Assessment I feel about the story and characters’,.What
o : revisions are necessary in my er.tJ.ng'> Do I need
L more 1nformatlon : . :
Cognitive D
Strategies . o e . : -
- o | What'do I already know about this type of literature |
Elaborating or writing? ~ What experiences have I had that are

Prior Knowledge

related to this? How does this information relate
to other things I know about literature or writing?

What's the best way to write down what I need to.

- Taking Notes remember? 'Outline? Chart?  List? Story Map?
. : Drawing?" B , . .
Grouplng How can I cla551fy the characters or events in this
' story? Can I organize this information graphically?
) Maklng What does this: word or phrase probably mean? What-
' Inferences clues can I use? What predictions can I make?
' | what's the most important information to remember
Summarizing- .about his story? Should my summary be oral,

written, or mental?

Using Imagery

What can I learn from the 1llustratlons, dlagrams,
and pictures in the text? Can I draw something to
help me understand this story? Can I make a mental
picture or visualize thlS event or place or
character°

Affectlve
: ) Strategles
“Questioning for ‘Who should I ask for addltlonal explanatlon or
Clarification correction or suggestions? . :
- R ' How can I work with friends or classmates to )
' Cooperating ) understand this or complete this task or 1mprove,‘
. | what I have written or presénted orally.
Self-Talk

Yes, I can do this-I just need the rlght strategles'
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‘;lpeople can help them learn, they can 1mplement strategles.‘
which will lead‘to better overall understanding.

- Graphic organiZers.;fIn'addition'to language,'signf,”

systems and mathematlcal symbol systems, other symbollc 1r:
;tools are. often used(ln helplng a learner organlze B
dlnformatlon‘v1sually; "Graphlc organizers are an:examplefof ‘
symbolicttools." The use of graphlc organlzers is also. a
cognltlve stratedy whlch enables learners to manlpulate
”vlnformatiOn'in‘alway“that aids'in comprehension andfﬂ
»organizatfon, ‘» —
Graphicorgaaners:portrayche relationshlpsnamong o
y concepts andfmay.take a yarfety;ofvforms., fhey can”bevused"
'ln preereading;-durlng reading;ﬁor in oost—reading
1iteraturebor contentdareadactivities.:. hshafpre—readlng
yactiyity‘studentsfcanimakehconnectlons to:mhat they/alreadyf”
know,_linking'current_tovprlor‘knomledge. ‘Durlng an_‘f”"
actiyitya-graphlc organlrer”can clarify‘varlous aspects”of[
the-reading.f As a post‘readlng act1v1ty graphlc organlzers
- can promote long term comprehens1on of concepts due torthe i}
"organlzatlonal form of the. graphlc dlsplay | |
V'Thereaare_a vér$¢ty.of:graphlcvorganlzersvwhichgcan be
f:used for%ordanlringyfnformationfto'improye readlnglﬁl‘

 comprehension. Some'examples arefChain7of EVents,‘Spiderr v
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Map, Continuum Scale, Human Interaction Outline, Story
Seqﬁence Chart,‘Main Idea Chart, Character Trait Web,
Clustering, Story Maps, Compare/Contrast, Cycle, Fishbone,
Problem/Solution, Storyboard, Venn Diagram, Learning Log,
Syﬁthesis\Journal, Discussion Web, KWL Chart, and Semantic
Map Or Word Web, T-Chart, And Tree Diagram (Jones, Pierce &
"Hunter, 1988). When students utilize these tools they can
reorganize information in a more.understandable way which
helps facilitate task completion, reading comprehension,
and eoﬁcept formation. For an extensive set of examples of
graphic organizers see Huang (1998).

Instrumental Enrichment (IE). A cognitive education

system developed by R. Feuerstein introduces the learner to
higher order psychological tools while providing intensive
mediated learning experience (Kozulin & Presseisen, 1995).
The intervention system in IE accompanies a dynamic
assessment proeess. Thie system was originally develeped
to remediate learners with difficultiee in psychelogical
tool usage. The system has become widespread globally and
is used with a variety of populations’including special
needs students, new immigrants, adults.in vocational school
and students in eclectic classrooms (Kozulin & Presseisen,

1995) .
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This method focuses on aiding learners in developing a
toolkit which can be applied'to various tasks helping them
Table 2.4. Six major functions of the Instrumental

Enrichment method (from Feuerstein, Rand,
Hoffman, & Miller, 1985)

To correct weaknesses and deficiencies in cognitive functions.

[

2 To help students learn and apply basic concepts, labels,
vocabulary, and operations essential to effective thought.

To create learning motivation through habit formation in

3 students whose conditions and environment do not reinforce
learning needs.

4 To develop task-intrinsic motivation.

5 To produce insightful and reflective cognitive attitude.
To transform poor learners from passive recipients and

6 reproducers of information into active generators, to enhance

their self-image as active and independent learners.

to become active and independent learners; According to
Feuérstein/ learners who héve Significant cognitive
function deficiency should be considered retarded
performers and not retarded individuals. In this evént the
student is seen as having been mediationally deprived, and
the intervention program would involve teaching with
mediational means to assist the leafner in cognitive
development. Some learners do not have exposure to higher
order symbolic systems in their learning environment,
particularly those from different‘cultures and require
mediated inétruction tobassist in ﬁnderstanding abstraét

information (Kozulin & Presseisen, 1995).
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Feuerstein andihis'colleagues'(feuerstein:etbal 1980)
developed 14‘paper and penc1l tasks‘called Instruments to
‘be used by a teacher and learner to reconstruct mental
processes and bulld cognltlve SklllS.‘ These 1nstruﬁents
include the follow1ng areas organlzatlon,of.vlsual‘fleld,"
7uanalytlc perceptlon, orlentatlon 1n space; comparatlve
egacthlty, categorrzatlon, teﬁporal relatlonshlps, famlly
relatlonshlps, decodlng and encodlng 1nstructlons, worklng
- wlth numerlcal progresslons;‘transltlve.relatlonsiand,

. sylloglsms,‘and‘cOmprehen51on oflébéﬁrddor hﬁmoﬁéus(»
vsituatiOns;i”The.mediatedulearning occurs Wlthin-the‘
.student's ZPD, allow1ng the learner to gradually |
plnternallze.the concepts and apply ‘the pr1nc1ples
1ndependently | | | . H

- Psychologlcal tools can be expllc1tly taught to
learners who can then approprlate them accordlngly in
.contextb The greater number'ofipsychologlcal:tools a
learner has in a toolklt,‘the greater potentlal for problemc'
.solv1ng SklllS that student can utlllze to‘lncrease'-;
V_{academlcvperfornance.si'rh

- ‘iReadlng_ComprehenSionFStrategies‘:f

'Educatqrsnaéree'thatfafgoodvreader?ls-onefwhofgan

conStruct,meaning’fromptext{ ‘The abilltytfor-ajreaderato



do so is dependent upon the reader’s_coﬁpetency in appiyingf
comnrehension skills such as questioning;‘summarizing,
‘elarifying and.predictinge(Palincser & Brown,‘l988), as
well as other strategies. Research findings indicate a
strong support for strétegyvinstrudtion. 'Expert readers
use nany‘strategies to prdcess text, and strategies‘which
are learned trdnsfer to independent reading situations
(Pressley, El—Dinary,‘Gaskins; Berdman, Almasi, & Brown,
i992), and good comprehenders use‘e wider variety of
strategies on harder material (Kletzian,199i). vTherefore,
cegnitiVe education, or reading strategyiinstruetion; is a
criticai part of a student's overail education.

Students sometines confuse rending comprehension with
task cempletion,.therefore teachers must present students‘
with the overall concept of what a goed reader is, and»What
the skiils are that good readersvemploy. A student may
believe decoding words aceurételyiand quickly‘makes a good
‘reader, Whereas a'good‘reader understands~that-decoding
.accurately is a process.in‘understanding vocabulary‘to help
comprehend;the text. It is necessary for the teacher and'
'student to jeintly identify the pnrpose‘of reading.v

vGeod readers have the ability to monitor their

comprehension andbapply appropriate strategies or
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psyohological tools While reading;' Studentsfwho do3not
'spontane¢u8;yrémplqy;theluSe'of‘readingestrategies to help
feoiiitatevoomprehensionfoan'be*taughthto do so. As‘
discussed in}Chenter Z}ithe»oontext for'teaching students
to appropriaterthe'correct tool‘or tools in reading;,
activities can be taught through joint, mediated‘activity,
where the student is.learning:Within the ZPD While the
'teacher’end other_studentsiapply theinecessery scaffolding.t

In processing text,the,reader;must_ectivate relevant.
schemata to construct meaning. Schemata can be deveioped~
through'the»readingvprocess in all three stages of reading;
before-resding,'during—reading; and after—reading._ Table
2.5 shows’the integration of'content/culturel schemata;
text processing schemata and iinguistic/grammetical
‘ sehemata into the three stages‘of reading (Jo, 1999,‘p.’
-57). |

There are many reading‘strategies that students can
learn tofuse‘independently through guided participation,
with others. Cognitive, metaCognitive and affective“
strategies)‘reciprocel.teaching, and the use of graphio

organizers have already been discussed in Chapter Two.
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Table 2.5.

Sample organlzatlon of model in the readlng

process (Jo, 1999, p. 57)
Content/Cul tural Text Processing Liﬁguistie/ B
Schemata Schemata Grammatical
‘ Schemata

Strategies for Content
e - Strategy: Gaining

_ Background Knowledge'

. strategy:

Strategies for
Identifying Genre

‘p . Strategy:

Identlfylng'Flctlon

Strategies for L

Vocabulary Acquisition

. Strategy: Previewing
‘a’ Glossary ’

. Strategy Telegraph

‘Plot

Recognizing & Strategy:
. Discipline-Specific Identifying Fiction .
. Knowledge Strategies for Literary
Before |, . Strategy: Terms -
‘Reading | Brainstorming . Strategies for Text
) . Strategy: Using Comprehension
Cultural Notes e Strategy: |
: Skimming/Scanning
. Strategy: Previewing
. Strategy: Making
- . Questions . . )
e Strategy: Semantic
: : . ) Mapping :
Strategies for Culture Strategies for Text Strategies for Paragraph'
e Strategy: Comprehension Analysis
Understanding . Strategy: e . Strategy: :
International o Identifying the Main - Identifying Toplc
Culture - ) Idea Sentence
! . Strategy: ‘e Strategy: . Strategy:
Understanding ) Identifying Identifying Loglcal
Intercultural Supporting Details Argument
. . ‘Communication Strategies for Review Strategies for -
Durufu; ¢ Strategy: Taking Vocabulary
Reading Notes e Strategy: Guessing.
. ° ) strategy; Meaning_ Using
. Underlining ) Context
e  Strategy: Annotation
Strategies for Critical -
Thinking about Text
e Strategy: Making
B Inferences :
e Strategy: Problem
' Solving : - . )
Strategles for Culture Strategies for Review Strategies for Sentence
e  Strategy: e« Strategy: Making Analysis }
‘Understanding , Flash Cards .e  Strategy: '
’Cultural—Speclflc Strategies for Text Identifying Well-
Terms Comprehension formed Sentences
| e strategy: Compare i e  Strategy: Strategies for Word
| and Contrast : Summarizing Analysis
After Cultural Aspects e ' Strategy: e ' Strategy:
Reading | strategies for Storytelling Identifying Parts of
Application * Strategy: What if? ‘Speech
e strategy: Last’ page”‘ ) Discussion Strategies for-
" Plus Strategies for Vocabulary AchISltlon,
i Application . Strategy Pictogram
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The reading strategies that follow have been divided into
these Stages, however, several strategies can be utilized
ddring more than one stage of reading.

Into-Reading

In the pre-reading, or Into stage, the teacher
introduces the text and may briefly speak.about the
Acontent. Key vocabulary may be taught and illustrations
can be discussed. At this stage the readers make
predictions about the content by using various clues.
Background knowledge is assessed and misconceptions re-
aligned. Pre-reading activities make the reading task
easier and more enjoyable (Hansen), especially for those
students having difficulty with comprehension (Palincsar
and Brown, 1988).

Background knowledge. Construction of meaning occurs

when the reader is able to connect prior background
knOwledge'to the information‘in the text. If a reader
cannot accurately do so, then as Palincsar and Brown
suggest, “when prior knowledge is inaccurate, the demands
of reading are even greater; the reader must not only
construct the meaning of the text, but must simultaneously

reconstruct prior ccnceptions” (1988). If there are
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‘ mlsconceptions 1n the background knowledge”of a student, 1t
‘is 1mportant for it to. be detected SO that the approprlate'

' reconstructlon can occur. These detectlons can be made
'through pre—reading activltles when thegstudent has_the,

opportunity to share and compare‘informatiOn with others;t["

"6vEreviewing;;kASIWeil asdaCtivating‘prior knowledge,tin o
'previewing a text the reader bééomes,f;miliar Withheiements,
such asdthevcharacters, basic»piot; ordcontent of théf,'
readingfj'For less’competent‘readershlearning challenging
'vocabuiary;is useful (GraVes;vPrenn,:&'Cooke, 1995) ?By
prev1ew1ng a text a reader.can draw-attentlon to the |

_1mportant aspects of a story, aiding‘in'overall

'_comprehension;”»StanOVichfs (19805 interaCtiue—compenSatory

l,model indicates‘that previews providereaders with-top—doun

_ semantic and structural information>before reading,r |
", allowing for a compensatron w1th 1nformatlon the reader nay"

':not have acqulred from the bottom—up

Prev1ew1ng text 1ncludes readlng the tltle, subtltles,‘

- 1ntroductory paragraphs, and end of chapter or story

'lquestlons and glossary _ Through teacher medlatlon,
d_llmportant prev1ew1ng questlons can be asked to aid in
focusrng a student’s”attentlon tO'lmportant,lnformatlon,“

'_ alloWing‘forimore:neaningful:reading; L



"‘Predicting; This-strategyjcan be uSed‘as»a pre—yf‘=>”

o readlng act1v1ty as well as durlng the readlng Predicting

. can lead to 1ncreased motlvatlon of students and help in
keeplng them engaged 1n readlng as they ant1c1pate the
content of the text.

’Sklmmlng.“In.Order to.get:an OVerView of.text,:“
’.readers can. sklm 1nformat1on to get clues to help
o_understand maln 1deas and structure. By read1ng-the7first
“sentence in the main body of a paragraph a.reader.can.get‘f
.,'awgeneral understandlng of the text. Thls strategy,isy
heffectrve wrth_shorter texts;»such as an article’or,a

'chapter (Anderson, 1985)? B

Pre4teaching vocabulary. ~Students must have adequate y

knowledge of.vocabulary in order to comprehend text. For
challenginggtextbwith difficultlvocabulary it is usefulvfor
studentsvto learn the Words‘ahead_of reading. Pre—teaching
might involve seﬁantic mahping and using pictograms‘ |
(Johnson, 1989). By understanding key words, the entire

UpaSSage'may.become cOmprehendible to the reader.

Memory strategies,s Reading*comprehensionvcan be
) affected by a student’s ability to recall previously
‘1earned‘information and linking it to what is currently

being read (Rumelhart, 1977} Bernhardt, 1986). A student
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who uses effective meﬁory strategies.éan rely on prior

- experience, make meaniﬁgful aséociations, and can
efficiently encode and retrieve information. In order to
rapidly retrieve pre&iously leafﬁed information a reader
must use phonetic, visual, and semantic knoﬁledge, auditory
images, action, sensation, association,‘and grouping. In
this way, the new information can be connected to what has
already been learned.

Through-Reading

In the Through-reading stage, readers engage with the
actual text. Some of the Into-strategies such as linking
background knowledge, predicting, clarifying, use of
‘memory, use of graphic organizérs, and skimming, can also

be used as through-reading strategies.

Summarizing. As students 'paraphrase information about
a text they must synthesize it as well as make a decision
about whét is important in the text. Through summarizing a
feader can become aware bf the level to which he/she haé
~ comprehended the text; if it is necessary, one can ask
questions or reread parts of the text for further

understanding.

Questioning. Questioning has traditionally been the

role of the teachers in their efforts to draw students'
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attention to the 1mportant aspeets of a text.thn teachingx-f
h.students how to pose thelr‘own questlonsw(egt reeiprocal"s.
'fteachlng), teachers areiereatlng an actlve, thinking reader_
'who 1s able to dlalogue w1th the text, ratherbthanbae
_ passlve onerwho mustﬁrely on external soufeesbfordditecting o
attentienhto the felevant infotnatien;

Creating questions. The SQ3R (Survey, Question, Read,

Recite,:Review)vquestiening?technique'reqnifesvthereadet"
,.te-Changefthenehapter subheadingtinte duestions,(Robinsen,,
- 1946). This method of aev'él,qpi'_ng _vse’l_f—vquestions can’

encouragevteadersbto’focns.on thé'ﬁAin ideaband;cheekhforta‘
‘ understanding."ThisAstrategy,heibsltdfCreateaa pﬁrpose for -
reading,ﬁinereasing'ﬁetiﬁatten‘of_thevfeadet,f } |

Inferencing. By utilizing‘previously,iearned.

:'Vinformation and'COncepts,‘aereader‘ean makefan‘infermedvrl
hgness about‘werd meaning, linduistiC-form,band the‘author;sh

intendedtmeaning; Meanlng can be 1nferred by con81der1ng

;who, where,dwhen,-what, why, how,vand the‘genre and style:

of.the.text.

| Beyond Readlng
After the text has been read, students can partlclpatesbt
: in-reflectlon_and dlscu831on. Strategles in the Beyond—

: readlng stage 1nclude the follow1ng g01ng back to the
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’original7prédictidns;and_making,compafisQns; summarizing,
' .cla:iinng;'revieWinqvndtés,'outlininq, StOrytelling,’uéing
‘ graphic;organizers; critique,flitérary analysis,_ahd

~relating the text fo”persbnal’éXperience{

»InsfrUctidhal’COhyersatién; *USihg a natﬁral'f§fm‘of 5"
_discuSSion tb devélép ideaS) refiect; and éharéié-reéding.
iexbérienée,_stﬁdents‘cah fur£hef theirundefstaﬁdingofla
text throU§h7the ﬁSétof'this stratégy;'-lnstfuctiohal
C'nVeféatidns aréinot‘merely free ‘talking, but guided
cOnversationsvaimed-atkelicifihé discuésién from a gfoup of
studénts abéﬁtfa certainyideaFSrvdoncept Which is -
 meaningfﬁl to:£hem. Thié,strategy has a high degreé of
partiCipatiQn, in‘which stﬁdents cfeaté their owh~‘
understanding‘of text;and ideas. |

Classification. Readers can strengthen their‘ability

 tQ”comprehend'£ext by classifying néw words and expressions
into‘meaningﬁul uﬁits which aid_in'remembering thé
‘ﬁatérial; 1Such:areas as Vocabuiary, topic, linguistic
‘fuﬁCtion, similéfity éffdiséimilarityachrding to

' s?ﬁtadti;'ceré, canfbe.claésifiedvbyzthereéder- This
‘ciasSificatidn allows the student.tq store info;métioﬁ mQré

, easily\for_further,use}’
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.Problem—solving.h Through,thefuse;efhproblem—solving,.'

a’reader makes both inductivefand deduetiﬁe_dnferehces
(Oxford .1990);-.Readers are ablettochhfirﬁbtheir

understandlng by maklng 1nferehces 'hecerdihg'to;Hesehfeldi ,:
(1977) ‘suecessful.readers aseva form‘ofdcontextﬁal“
guessing based oh the prOcess‘ef'ihduetite reasonihg Good"
hreaders 1dent1fy rules of orgahlzatlon and patterns 1n
erder to later ohtaln 1nformatlon in way in Wthh they can o

utlllze it.

Practicingj .Wheh'a reader:rerisitsva'texththreUgh
-anotherreadihg, rehearsal, appiication'ofvthe rulesirhbﬂ
imitatioh,lattentionhte detail‘-recodniiing‘andhﬁsing.
fOrmulas and patterhs, and recomblnrng; the reader'isf
‘employlng the strategy of pract1c1ng (Oxfdrd; i99biiv'This'
1nteractlon of the text in a varlety of -ways: helps the
reader 1n'overall comprehen31on‘of;theﬁtext.,

”Reading strategies areva:hecessarf‘teel'fordstudents
as they work’towardfdevelepingfreading eeﬁprehehsioh
skills.‘dStﬁdents’ abilities’to appropriately abply_reading
bstrateéies vary;dhewerer; all‘stﬁdents can iearn to qsev |
strategies. Once students understand when ahd‘how'to‘use'
'readihg strategies,ftheybbeCOﬁe”a valuable‘part ef the |

students’ tool kit.
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Vygotsky's theories serve as a solid basis upon which
others haﬁe built, in order to further his ideas and apply
them to education. This theoretical base serves as a
Astrong foundation upon which to create classroom
environmentsvand methods to increasé the learning potential

of students.
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CHAPTER 3: THEORETICAL FOUNDATION FOR ACTIVITY
SETTINGS IN READING COMPREHENSION DEVELOPMENT
The purpose of this project is to develop a framework
for.dynamic, goal-oriented activity within a social
context, to increase the reading comprehension of students.
The framework is a practical application of Vygotsky's
ideas which were discussed in Chapter Two.

Activity Setting for Reading Comprehension Development
This framework_can be expressed as a model which
guides instruction (see Figure 3.1). The model is based on

the Activity System Model.developed by Engestrom (see
Chapter Two) . Engestrém's model has been adapted to use in
a classroom context where the components have been
incorporated to direct student learning toward specific
scholastic goals.

Description of the model

Complex human activity can be more easily understood
when breaking up the components and arranging them in a
model. The activity shown in the model is performed by a
subject or human sctor, who 1s motivated toward the object,
and whose actions are mediated by tools, rules and the

community. The model shows the outcome as
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Subject

Teaching and learning of specific
tool usage, skills, and concepts;
These goals will achieve desired

outcome

U

Outcome
Increased Reading
Comprehension

- Figure 3.1.

Individual perspective:
teacher, student, aid, or
other
. Instruments A Division of Labor
Tools: technical and psychological | ¢——F——p
(cognitive, metacognitive, affective Horizontal (student/student);
strategies, reading strategies, texts, Vertical (teacher or leader/student)
language); divisions
previously learned concepts
Rules Community
Expected behavior;
School regulations; «——» Teacher, students, aids, other
Classroom rules; participants
Activity guidelines
v
Object

Activity system for developing reading

comprehension based on the Engestrém model
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v beinguén'inctease'in readinéfcomprehension} thereforefthe’
'ohject must ultlmately develop 1nto such an outcome. lThe",-7
type of act1v1ty is determlned by the object Therefore;ih
if readlng comprehen31on is the outcome, the object must be
: cafefully construed to: dlrect.the outcome 'Byh |
understanding‘the sociallydistributed'nature;‘as.weilvas'
thehtnénSformative'natureﬂof the activity,'itlbecomes
-possibie‘to modify_the.outcome‘through the’manipulation of
_ the components within.the‘model.

Components of the Model

: The Engestrom model views human act1v1ty as an 1nter—
dependent systemvlnvolv1ng seven cOmponents (Table 3.1).

Table»3.1y Seven components of an act1v1ty system
(from Engestrom, 1987) :

hi‘i"h T .  .‘ © subject
2 e r» R object._.
-3‘; , .ruIES |
..,’4 ’ ' divisioniof labor
5 SRR, community -
6 ' - instruments
:7‘ o Lot e Y outeome

These components are not viemed-frOmithe individual'sb

perspective, but.rather'ftomhthe'point of view of the
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~larger social contethto'whiéh’itbiézoonnected.,-This:
systemissdynanic andfcontinuailyvevolving;
Subject.,fThe.subjeot,;orhaotor/-isgthe individuai |
- viewpoint in thebactiVity;ieither a'student,‘teacher or
7other barticibant; suchhas‘annaide.fvthe perspeotive}nasa
'dseen thrOugh thehsubjeot(;is.VieWed_differently_depending,‘»
on thetaotor.'.For example; Withinsa reading‘activity'the
teacher and student w1ll not view the task 1n the same way,
';due.to the dlfferent.roles they‘perform 1n worklng toward o
the object | | ‘.
’vajectf;The‘objeot wilifultimately.be moided and
v'transformed into the.outoonehthrouoh.the human aotiOn and
" tool nedlatlon of the communlty and subject durlno the
aot1v1ty. If the uitlmate outcome 1s‘an 1ncrease of i
_‘readino comprehen51on,‘then the object w1ll be the d_
limotlvator 1n ach1ev1ng thls goal,iand w1ll help dlrect the
vloutcome; .Learnlngoa spe01f1c‘read1ng‘strategy»can be a
possible-ohject.for‘aohieuing‘an‘outoonebofiincreasedu’
dreading'comprehenSion; 'The‘ohject”oan_be molded‘and
nanipulatedby:theoommunity to'direct’learningttoWard a;

specific outcome.

-Instruments; vInstruments are the tools, bothf

.fltechnlcal and psychologlcal .external and internal, that
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ére directéd'towafd-the'objéct;  S¢meftQ§is Which caﬁ'bé -
vﬁﬁilized fqr'incﬁéasing.rgadinéfcamprehéhsion afe‘tegfé;v
 ¢ogniti§é,fmbtacégnitive;‘and affeCtivé'Stfategies;liF_‘*":
#ecipf@éal'Eeaéhiﬁ§ techniques)'éﬁa dialoé@§, f
-Bglgé. The rﬁles:ayénthéféXpiiCif’and'implicit  

' »regulatiéns aﬁd Stéﬁdard pféétices that conétrainactions > 

‘aﬁd‘iﬁtéréctioﬁsWithin thevécﬁivity;'-In anveduca£ionaiw'.
‘ aCtivify,»tﬁere are:cerfain standardsjand modelS'éf |
 béhaVior WhiCh_aré éxpectedEv A;hOme énﬁifdnment.would
probably havé‘différént rules/bthus éiteringthe actidns of7
the indiﬁiduals within the‘aCtivity. Thé fulés bf_an
activity with1the:pﬁ£pose of inéréasingvstudenf ﬁeadin§f f
comprehénsion may»reqﬁire the:subject;' adaptation‘td a new .
~ standard ofbrules in 6rder‘fdr_the dut¢omé'to beaéhievéd.'
The traditional téaéher—as}transmitter('aﬁd student—as%
passive learhér ro1es, imply é_sef Qf ruies‘contrary‘tb
tﬁose required for,utilizin§ the acﬁivities discussed‘iﬁ

$vthis'project. 

"Divisiohiof iabor. ‘The'diviéioh betaéks.isbdiﬁided;‘
horizontally émongét>3tﬁdenté énd”vertiéaiiY'betweén.thé 
 teacher and stﬁdents. Whére the teaCher mediates étUdént‘
learning-throUgh ﬁoqeling and'gﬁidedpafticipation; ﬁhé

‘student takes on some of'thesefbehaviors as they are
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learhed'and interhali2éd;.:The di&isionfof‘labbr méy>néed‘ -
to be defined ihfordet1f0ruan aCti&ity tb-?eaéh:the'déSireq >1
'outdome,l | | | | | |

_CommUniﬁy;j,Théﬁéoﬁmﬁnify.is thévhumén ehvirthént -
Withinxth§~ciASS£Qom:'téachérsaétﬁdénté,:aides[ of‘pthérs
'”th pafticipafé diréctly'iﬁ‘thé;activity. Thé>actionsidf' 
the subject are connected to the iﬁteragﬁigns'with.the
comﬁﬁnity, thué‘ﬁaking.thé:community“é neééssary coﬁponent> "w
of ahy actiVity.:iThédifferent histbfies‘qf,the community
'g‘ membérsfoveriapﬁwithin.an activify ahd.inﬁluence the
dévelopmeht’bfithé cultufe wifhin fhé ehvirénment; and
 311ow the fepresenfatibn of}multivéiqedness;

butéohé. The outhme_is the desired gQai Of_the'*
»aCtivity;bfor égamplevstUdenfS"increased reading
compfehensiéﬁ. The oﬁtcomé ié a diiect,fesult.of>thé
object ana'cah therefore be manipulated, due to thebdynamic‘:
~nature ofvfﬁe,model;

 Utilization‘of tHé Model in the Classroom

- The teacherlhas“a'gréat influéncé,oVer the eventual  
outcome of the activity. Within a‘éla3srodm én&ironmeﬁt,_
~ the téaCﬁer éan guide:the‘students tbwérd‘ah‘object and
supply érteaéh Sfudents theinstfﬁmenﬁs necessa:&’for

'success. When considering reading comprehension as the
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outcome ofvthe actiuity;fthe‘teacher candteachistrategiesn“'
which students can use as tools to.work toward the goal of
the object The object may be iearnlng vocahulary words
necessary 1n understandlng the text (?f the 1n1t1al tools
are,not successful *through'monltorlng the,actlv;ty the

- teacher can make‘modlflcatlons to 1nstruments, rules;,

: d1v131on of labor and even the obﬁect tovhelp fac111tate
da success toward reachlng the outcom%>: To be truly
effectlve, the teacher must constantly monltor the success
of theaCtlvltyband‘make‘adjustments as”needed to reach thee
 desired éoal.. | | | o B
” tﬁach-activityvhas aldifferent.object,‘and therefore
'students may not fully understand what thelr actlons should
 be w1th1n the act1v1ty In'thls*event; 1t,rs:of prrmary.;

llmportance that the teacher modlfles, Clarifies:and‘adjuSEs'

e -

‘the,var;ous components w1th;n the actlvity in’order-to

attain success.
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CHAP_TEn FOUR_; ’(;,‘tiR"R:I'CULUM: DES-IGSI: :
‘jycnrricu1umbQrganization‘:."

\ The'Curriculum_isicomposed*of a single inetruotionalf
Vunit which inoiudeskain iesSons. Thebnnit.is;deeigned‘tof
1ncrease the reading comprehen81on abillty of etudents as
they utillze tools ‘in jOlnt, medlated act1v1ty i’The textvi
for the unit is And Then What Happened Paul Revere7 by
' Jean Fritz (1971) - This book is a supplementary'text»to
v‘develop concepts}about.American’hietory in‘the fifth'grade:
social studies strand.

VTA;l-lessons can beﬂimplemented.in one of two ways.
Students famiiiarnwith collahorative group work‘and ,
strategy implementation can work independentiyoofvthe
teacher. On the other}hand,‘students Whohare just
beginnino to learn how to utilizenthese techniques,in a
collaborative aotivity Setting should workiin'afteacher—
guided group to reoeive appropriate eoaffgf%?ng{ It is the
teaoher's decision,_based onvknowiedgevof'the’studentsi
»abilities and skills, to choose who will be in,the |
community of each‘oollaborative group. |
- Activity Setting

This unit is Speoifioally designed to incorporate

social learning into the process of reading comprehension
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development. Each lesson takes place in a group activity
setting where Students_wofk collaboratively on specific.

tasks aimed at incfeasing their awareness of the reading

comprehehsion process.

Table 4.1 shows the comﬁonents of the Activity System
Model (see Figure 3.1) and the correlation of the §ub—
components and(gh which lessbns these are integraté%) This
serves as an overview of the theoretical basis of the
project and its integration into actual lessons.

"At least one aspect of each lessoﬁ is designed to
allow students to practice strategic reading cbmpréhenSion
téchniques in a group setting. Psychological tools play a
major role in each lesson. These include cognitive,
metacognitive, and affective‘strategiés, as well as other
reading strategies.

Components of the Unit

The lessons will be divided among the three stages of
reading: pre-reading, during-reading, and,post—réading.
Appropriaté strategies have been selected based on the
specific purpose of each lesson and the nature of the text.
Each lesson has a description of the components, task
chains, appropriate focus sheets and work sheets, and an

assessment (see Chapter Five). The subject and community
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Table 4.1.

Integratlon of acthlty system model components

vand sub-components 1nto unlt plan

Component

Sub—component

Lesson . |

_ Subject

Individual‘Student

. CommunitY’

Members of Group 4 students

| Instruments

-Psychologlcal Tools .
| e Text-And Then What Happened Paul Revere°‘“

. Oral. language

L]
K Written language
[ ]

, Strategles, ‘Pre- readlng
. discussion.
prlor_knowledge

. new vocabulary °

" -predicting
brainstorming
inferencing

‘using contextual clues
reflecting
critical thlnklng

e Strategies; During-reading:

summarizing
clarifying
~ predicting
questioning | .
critical thlnklng .
informing , '
.synthe5121ng
e Strategies; Post- readlng
instructional conversation
summarizing
clarifying
- sequencing
retelling
memory
‘ analy51s :
critical. thlnklng
. problem solving _
- justify and persuade
- synthesizing o
‘questioning -
Technical Tools

e pencil"

| ® paper .

_2-6
1-6

1,2, 3 5 6

S
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N]—\l—\[\)\ ~ L
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WWWwWwwww
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Rules

School Rules

1 ¢ 'Attendance

. Punctuality

° Comportment
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Rules continued

Classroom Rules 1-6
e All students must do their best at all times
e Be respectful toward others
Group Rules ‘ 1-6
e Must have a role and be responsible for
those duties
e Support others
e Display a positive attitude
e Help others when possible or asked
e Participate in discussions
e Ask questions if you don't understand
e Share materials and ideas
e Use polite language
e Speak in a small group voice-loud enough
for only -your group to hear you
e Complete all group and individual work
Division of | Leader : 1,2,5,6
Labor Recorder 1,2,5
Taskmaster 1,2,3,5
Reporter 1,2,5
Investigator 2
Summarizer 3
Clarifier 3
Questioner 3
Reteller 4
Checker 4
Discussion Participant 6
Object Activate prior knowledge 1
Make predictions about story content - 1,3
Understand new words based on context clues 2
Strategically read text 3
Summarize story through free retelling and 4
cueing
Sequence story events 5
Draw conclusions 6
Develop speaking and listening skills through 6
discussion :
Outcome Reading comprehension development measured and 1-6

| monitored through assessments

in each lesson is the same,

whereas the remainder of the

~activity components will be described in each lesson. The

same applies to school and class rules (see Table 4.1),

however, group rules may vary according to lesson.
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Assumptions

This unit assumes the teacher has prepared the
students to participate in a collaborative activity setting
to work either independently or under the teacher's direct
guidance. The lessons ére not designéd to foster initial
team-building and social skills; rather, they are geared
toward the students' learning how to appropriate strategies
in a group activity which are applicable to reading

comprehension development.
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| "'CHAPTER‘F'IVE AS‘SEIVSSMENT"‘ :
Vygotsky and Assessment -
Due to the statlc nature of " IQ testlng durlng hlS R

‘_[ftlme, Vygotsky developed the ZPD as a response to testlng

‘hffwhlch he con51dered llmltlng (1986) . As prev1ously

_dlscussed, Vygotsky argued that a student can exceed an
V 1nd1v1dual level of competence only whlle worklng on a

j_;challenglng mental task w1th the collaboratlon of a teacher?mf

or peers.; When measurlng student performance froma - -

’nygotsklan perspectlve, 1t lS 1mportant to evaluate the :
dlfflculty of- the task at hand as well as the soclal ‘“‘;g
lcontext where the a881sted performance takes place“ Wlth
thls 1n mlnd, the assessment of thls unlt 1ncludes‘these
‘ two areas for evaluatlon‘ In addltlon, student self—
reflectlon has alsolbeen-featured -
‘ v'~{ Asses51ng Collaboratlve Actrv1t1es

Because the unlt plan 1s deslgned upon the: ba51s of a
collaboratlve‘act1v1ty settlng, 1t is 1mportant‘to reallze
the assessment cannot be statlc in nature, rather,.lt must |
'be dynamlc Djnamlc assessment permltsvand even encourages
mteachers to 1nstruct whlle evaluatlng, there 1sno:;k

.vseparatlon,_no 1solatlon of the assessment data apart from

the lesson act1v1ty ‘ Although each cooperatlve group
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‘follows_the samefgeneral_guidelines and utilizes the:Same

tools, the dlalogue and conclu51ons each group reaches may pﬁi»'

'vary to some extent.‘ The unit has two dlstlnct goals Qhéﬂl
is- to 1ncrease readlng comprehenslon,.and the Other is to.
‘_deyelop the learners' process of understandlng how to> -
1mprove‘read1ng comprehen81on, therefOre both‘must be‘ﬂ
asSessed; | o | a |
liThedstudentS'themselves‘are,required to'selféassess‘x
V-this'learning‘process/:and thehnature and;succeSS'of:
_worklng collaboratlvely toward a; common goal Some of the
‘strateglesrare dellberately taught to students 'soO- they can
luse them metacognltlvely to evaluate their understandlng.v-'
There is no partlcular‘scoretor grade for'thls type of
,knowledge, merely that such a strategy is successfully
"1mplement:§> (Tn several lessons students are requlred to
complete a: reflectlye work sheet ‘in whlch they cons1der the
“7usefulness and. ease- of the strategles they used>t
The teacher's rolerln the assessment of this unlt plan .
is twofold.‘fFlrst,gthe teacher.must closely observevthef:l”
interactiOnslof thehstudentshand'evaluate if they are
comprehendlng the'strategles they are rmplementlng
',Several of the lessons 1nclude rubrlcs for the teacher to

flll out based«on these‘observations; Second, through



these,obServations,‘the teacher must be aware if the
students are not suCcessfully implementing the desired
strategies. If this»is the case, the teaeher must make an
alteration in the lessonvdesign.

Assessing collaborative activities requires not only a
measure ef‘the learned outceme, but also careful
‘observations by the teacner and reflection by the students

. v .
upon the learning proces%} The nature of the cooperative

learning method requires that ongoing adjustments be made

by both students and teacher to maximize the learning

potential of such an actiVity.(:%ithout implementing a
dynamic assessment model;.the usefulness'of collaborative
activity settings cannet be realize%}l e

Using dynamic assessment to evaluate the succeSs of
activities leads to a greater understanding of a student’s
- ability'while‘working in the ZPD. Measuring“the potential
"level of a student’s learning ability while work is
performed in.mediated, joint activity, leads to an
understanding of both individUal and group‘success'in a
classroom. This success:further supportsrthe validity of
applYing,Vygotskian principles in education.

The sample unit included‘in this project as an

exemplar of mediated learning is a first attempt to use the
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adapted Engestrém model as a guide for curriculum planning.
AS such, it is a unique and timely application of
Vygotskian theory to the elementaryvclaserOm. As is
evident, the deel is particularly Well adapted to the
mediation of reading instrucfibn. In ah era of
unprecédented pressure on ESL teachers to improve reading |
scores, this model has‘the potential to make a deep and

‘ lasting contribution to ESL teaching.
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APPENDIX A

UNIT, OVERVIEW: AND THEN WHAT HAPPENED, PAUL REVERE?*

Lesson One: What Do We Already Know about Paul Revere
Lesson Two: Vocabulary Development

Lesson Three: Reading with Understanding

Lesson Four: Cued Retelling
Lesson Five: Chain of Events
Lesson Six: Instructional Conversation

*Fritz, J. (1996). And then what happened, Paul Revere?
NY, New York: G.P. Putnam's Sons.
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Lesson One: What Do We Already Know About Paul Revere?

Component

Implementation

Object

Activate prior knowledge about Paul Revere and his
historical period,
Predict the content of the story

Division of
Labor

Leader
Recorder
Taskmaster
Reporter

Group Rules

Must have a role:

¢ Leader: initiates discussion

' Recorder: writes group responses onto Work Sheet 1.1
e Taskmaster: makes sure group is working toward object

e Reporter: announces information to class
Group must complete Work Sheet 1.1
Individuals must complete Work Sheet 1.2
See Table 4.1 for general group rules

Instruments Discussion
Brainstorming
Prior Knowledge
Predicting
Critical Thinking
Reflecting
Work Sheets 1.1 and 1.2
Pencil
Task Chain Leader explains task to the group
0 Group discusses questions on Work Sheet 1.1
Recorder writes information
Leader initiates discussion about predictions
Recorder writes predictions including the initials of
the group member who made the suggestion
Task Chain Teacher elicits responses from Reporters of each group
1.2 Background information is discussed and clarified by
Teacher
Groups can add or alter their predictions
Task Chain Students individually fill out Work Sheet 1.2
1.3
Outcome Group completion of Work Sheet 1.1 (What Do We Already

Know About Paul Revere?)

Individual completion of Work Sheet 1.2
Reflection)
Assessment Sheet 1.1

(Group

(Group Assessment)
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Work Sheet 1.1 -
 What Do We Already Know About Paul Revere?

Write the answers to the following questions. Use the back of the paper if you need
more room. o a

* Who was Paul Revere?
Why is he famous?
From what time in history was he alive, and whei'e?

What else do we know? Let's brainstorm our ideas:

Write YOur predictions and put the initials of the group member who gave the idea.
Our Predictions for And Then What Happened, Paul Revere?

80



Fill out the chart by yourself.

 Work Sheet 1.2

- Group Reflection

Name

Name of group members

Group goal

My role today

How well did I get along
with others? (1-not well,
5-very well)

Why?

How much did I
contribute to the group
reaching its goal? (1-not
much, 5-very much)
Why?

How can the group work
better together?

What strategies did we
use?

How were they useful?
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Assessment Sheet 1.1
Group Assessment

Teacher fills out assessment for each groUp. Scoring is from 1-5 ;1 =low
- proficiency, 5 = high proficiency. Write any necessary comments to clarify score.

Names-of
Group
Members

Cooperation

-~ Attitude -

Assistance/
Helpfulness

Contribution to
group goal

Success in
assigned role

Utilizing
- strategies

Task completion

Use of Iénguage
(polite/impolite)

Comments
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o Lesson Two: Vocabulary ‘De;ve’lopmen.t

Component

‘Implementatlon

Object Understand new words. from contextual clues
Division of | Leader R
Labor Investlgator
| Taskmaster
Reporter

Group Rules

Must have a role:
‘o Leader: 1n1t1ates dlscu551on .
. 'Ihvestigator,

seeks outside sources of 1nformatlon 1ff
necessary :

e Taskmaster: makes sure group is working toward object

o"Reporter. announces information to ‘class
Must complete Work Sheet 2.1 and 2.2 1nd1v1dually
See Table 4.1 for general group rules

Instruments

Discussion

Incorporating prior. knowledge of semantic,
~information _ o -

U51ng contextual clues

Critical thinking

Work Sheet 2.1 and 2 2

syntactie

Dictionary

Pencil

Task Chaih
2.1

Leader explains task to the group

| Group reads first sentence and dlscusses pos51ble o

- meaning of underlined words
When agreement is reached,

a deflhltlon 1s wrltten on -
Work Sheet 2. .1 '

| If agreement cannot be reached after members have argued

their point,  the Investlgator seeks a dlctlonary
answer : '

Task Chain

2.2

‘Teacher ellc1ts responses from Reporters of each group,

Definitions of words are valldated

Task Chain.
2.3

fStudents 1nd1v1dually fill out Work Sheet 2. 2

Outcome

wInd1v1dual completlon of Work Sheet 2.1,
| Mean?)

(What Does It

Assessment Sheet 2 l

(Group Assessment)v
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Work Sheet 2.1

What Does H Mean?
Using Context Clues

Read each sentence and write what you think the underlined word means. All words
are taken directly from the story And Then What Happened, Paul Revere? by Jean
Fritz. '

1. As a patriot, Paul Revere took many risks to support the freedom
of the colonists.

2. He made beads, rings, lockets, bracelets, buttons, medals,
pitchers, teapots, spoons, sugar baskets, cups, ewers,
porringers, shoe buckles, and candlesticks. :

3. There were so many dogs that a law was passed prohibiting
people from having dogs that were more than 10 inches high.

4, Street vendors were constantly crying their wares-everything
from fever pills to hair oil to oysters.

5. When he was fifteén years old, Paul took over his father's job as
a silversmith.

6. First there was a tax on printed matter-newspapers, diplomas,
marriage licenses.
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10.

11.

12.

13.

He prepared for it by smearlng his face with red paint and
lampblack.

He got past the sentries, got through the snow, kept his horse
on the road, and kept himself on his horse.

She stepped out of the flannel petticoat she was wearing and
threw it out the window.

French soldiers, along with Indians, were attacking the borders
of the colonies.

The false teeth he whittled out of hippopotamus tusk looked just
fine.

Then there were two guns, then a succession of guns firing back
and forth.

Later he set up a foundry and made stoves, anvils, forge
hammers, bolts, cogs, braces and pumps.
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Assessment Sheet 2.1
Group Assessment

Teacher fills out assessment for each group. Scoring is from 1-5; 1 = low
proficiency, 5 = high proficiency. Write any necessary comments to clarify score.

Names of
Group
Members

Cooperation

Attitude

Assistance/
Helpfulness

Contribution to
group goal

Success in
assigned role

Utilizing
strategies

Task completion

Use of language
(polite/impolite)

Comments

86




Lesson Three: Reading With Understanding

Component

Implementation
‘Object .Strategically Read Text ’
Division of | Summarizer
Labor Clarifier
' Taskmaster
Questioner

Group Rules

Must have a role:
e Summarizer: paraphrases story

- ® Clarifier: assists group in understanding confu51ng

areas such as vocabulary, plot etc., leads
discussion to answer questions

‘e Taskmaster: makes sure group is working toward object

and members are making entries into Learning Log

e Questioner: after discussion, Questioner asks all
-members what their predlctlons for the next part . of
the story are

Group reads story silently

If a member flnlshes early he/she can write in Learning
Log .

During silentAreading members should make notations in.
their Learning Log

During discussion all members must contribute

| Must complete Work Sheet 3.1 individually

Must make entries into Learning Log
See Table 4.1 for general group rules

Instruments Discussion
Summarizing o
.Clarifying
Predicting
Critical thinking
Informing
Synthesizing
Note taking and Reflecting
Focus Sheet 3.1, Work Sheets 3 1 and 3. 2
Text and Pencil.
Task Chain Summarizer explains task to the group,
3.1 Group reads pages 5-18 silently making notations in
Learning Log (Work Sheet 3.1)
Once ‘all members have finished reading, the Summarlzer
Paraphrases the reading ‘ ‘
Clarifier leads discussion about questions
Questioner elicits answers about predictions for
Upcoming reading ‘ :
Repeat procedure for pages 19-35
Repeat again to finish the book
Task Chain Students individually £fill out Work Sheet 3.2 (Group
3.2 Reflection for Reading with Understanding) ,
Outcome Individual completion of Work Sheet 3.1 (Learning Log)

Individual completion of Work Sheet 3.2 (Reflection)
Assessment Sheet 3.1 (Group Assessment)
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Focus Sheet 3.:1 .

Sh‘ateg‘y Sheetﬁ ﬂow, 16 ask Good Quesﬁo’ns end Dﬁol Vbur Job*

Summanzer Bnefly tell the most |mportant parts of the story
- 'This story is about...
- It takes placein...
' During...,
- who,
what,
when,
-where, -
‘how,
why

Clarifyer: Help your group understand the story and the words

- Does everyone agree with the summary?
- Are there any other important parts of the story?
" Are there any parts of the story that don't make sense?
Are there any words that don't make sense?
Does anyone have any idea what that means?
What do you think about that part?

Did you wnte»any questions in your Learning Log?

Questioner: Ask group to predict what will happen

What do you think will happen in the next part of the story?

(be sure all members of your group give an answer)

- Taskmaster: Keep all group members doing their jobs

It is important for us to do our job
Let's get back to doing our job

‘If you get stuck while readlng
re-read the paragraph

if it's a word, look for clues in the sentence (context cIues)

_ if that doesn't help, read the sentence before and after
if you don't know how to pronounce the word, write it in your
Learnlng Log and durlng d|scu55|on ask your group

~ *Don't Forget, when you read by yourself' you do all the jobs.
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Work Sheet 3.1

Learning Log for And Then What Happened, Paul Revere?

If you have any qUestions or comments during reading, write it down, note the page
number and write your question or comment in the column.

Part of story and page number _ Question or comment
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Work Sheet 3.2
Group Reflection for Reading with Understanding

Fill out the chart by yourself.

Name

Name of group members

My role today

Did you use the Learning Log
1=a little bit, 5= a lot 1 2 3 4 5

How helpful were the
strategies in understanding

the story?

1=not helpful, 5=very helpful

e summarizing 1 2 3 - 4 5
e clarifying 1 2 3 4 5
e discussing 1 2 3 4 5
o predicting 1. 2 3 4 5
Did you understand how to 1 2 3 4 5

use the strategies?

What strategy helped you to
understand the story the
most?

How can the group work
better together?
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Assessrf\ent Sheet 3.1
Group Assessment

Teacher fills out assessment for each gkoup. ‘Scoring is from 1-5; 1 = low
“proficiency, 5 = high proficiency. Write any necessary comments to clarify score.

Names of
Group
Members

Cooperation

Attitude

Assistance/
Helpfulness

Contribution to
group goal -

Success in
assigned role

Utilizing
strategies

Task completion

Use of language
(polite/impolite)

- Comments
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Lesson Four: Cued Retel'lin'g':

Component

Implementatlon

~Object Orally summarize story using cues if necessary
‘Division of Reteller- 2, :
Labor Checker-2

Group Rules

,Must have a role:

Reteller: retells story
9_ Checker: checks off cue llSt as partner retells the
~story : ‘
Must complete Work Sheet 3. 1 1ndlv1dually

| Listen attentlvely to partner

See Table 4.1 for general group rulés:

Instruments | Discussion
Summarizing
| Recalling’
Sequenc1ng
Retelling
Reflecting o o oy
- Work Sheets 4.1 and Work Sheet 4.2 .
Task Chain. One Reteller and one Checker work together
4.1 As the Reteller summarizes the story, the Checker marks
the left column of the Cue Sheet (free retelllng
column) as the’ partner mentlons that part of the
. ’ ‘story .
. Task Chain After Reteller flnlshes, Checker uses the Cue- Sheet to
4.2 ‘remind Reteller of: .missing parts of the story (if ‘
‘ any) and through these prompts, Reteller should _
- complete ‘the summary. : '
. , -The roles are reversed and the procedure is repeated
Outcome . -

Assessment: Completed and initialed Work. Sheet 4,1 (Cued _‘
Retelllng) for each student s
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Work Sheet 4.1

Cued }Refelling f'of And Then What Happened), Paul Revere?

Checker reads the instructions in quotes to the Reteller: "Tell me everything you

can about the story we just read.” Checker: as your partner talks about the

ideas, mark a check in the free retelling column. After your partner finishes, "Now

you may use the following cues as I mention them to help you remember

additional things about the story. Tell as much as you can about each cue.”

Mention one cue at a time to your partner.

Free retelling

Cued retelling

born in Boston

became a silversmith

went to participate in war with the
French and Indians

got married and had lots of kids

colonists were heavily taxed by
the English

Boston Tea Party-Sons of Liberty

became messenger and secret
agent

special job was to warn citizens
about the English who were going
to start a war ,

one if by land, two if by sea

rowed across the river and snuck
past the English ship

stopped by English officers, but

 got away

Paul got to Lexington, John
Hancock forgot his trunk so they
went back

The English came at dawn, and
the first gun shot was fired
starting the Revolutionary War
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Lesson Five: Chain of Events

Component

Implementation
Object Sequence the key events in the story
Division of | Leader '
Labor Recorder
Taskmaster
Reporter

Group Rules

Must have a role:

¢ Leader: initiates activity and keeps discussion going
e Recorder: writes group information on Work Sheet 5.1
¢ Taskmaster: makes sure group is working toward object
[ ]

Reporter: after completing chain of events reports to
class ’ :

During discussion all members must contribute

Group must complete Work Sheet 5.1

See Table 4.1 for general group rules

Instruments Discussion
Sequencing
Summarizing
Clarifying
Reflecting ,
‘Work Sheets 5.1 and 5.2
Text
Task Chain Leader begins discussion about chain of events
5.1 Recorder makes notes on scratch paper
After all the events are jotted down, group reviews and
clarifies information '
If there is a disagreement a vote is taken
' Final answers are written on Work Sheet 5.1 (Chain of
Events)
Task Chain Students individually fill out Work Sheet 5.2
5.2 (Reflection)
Outcome Assessment: Group completion of Work Sheet 5.1 (Chain of

Events)
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Work Sheet 5.1

,Chéih of Events for And Then What Happened Paul I?eVeré?

EVenf

Event 2

Event 3

: EVehf.S

Event6

- Event 7v

Event 8
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Lesson Six:

Instructional Conversation

- Component

Implementation

Object

Draw conclusions .
Build speaking and listening skllls

Division of
Labor

Leader

| Discussion part1c1pants 3

Group Rulee

Must have a role:

e TLeader: a challenging role requiring initiation of
topic, summarizing, clarifying, and discussion guide.
Leader does not dominate discussion, rather
facilitates.and draws conversation out of other
participants while developing ideas and themes

- presented by group members

e Discussion participant: contrlbutes opinions and
points of view within conversation

Must complete Work Sheet 6.1 and 6.2 1nd1v1dually

See Table 4.1 for general group rules

*This is a challenglng strategy and needs con51derable

‘teacher mediation before students can use 1ndependently

Instruments Discussion
Summarizing
‘Clarifying
Analysis
Memory
Problem solv1ng :
Justify and persuade
Synthesizing
Reflecting
Focus Sheet 6.1 and 6.2
Work Sheet 6.1 and 6.2
Pencil
Task Chain Leader asks group to read prompt
6.1 After all members are finished Leader summarizes prompt
asks if anyone needs clarification
Leader opens conversation w1th a question (see Focus
Sheet 6.1)
Participants state oplnlons, ideas
Leader guides and develops conversation
Once p0551b111t1es are exhausted, Leader summarizes
‘ group responses and closes conversation
Task Chain Students individually fill out Work Sheet 6.1 (Idea Web)
) 6.2 Students individually fill out Work Sheet 6.2 (Writing)
Students individually fill out. Work Sheet 6.3
(Reflection)
Outcome - Assessment: ‘ ‘
Individual completion of Work Sheet 6.1 (Idea Web)

Individual completion of Work Sheet 6.2
(Writing) should include well~-developed

ideas/mechanics (score 1-5)
Assessment Sheet 6.1 (Instructional Conversation
Observation)
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Focus Sheet 6.1

Instructional Conversation:
And Then What Happened, Paul Revere?

Guidelines for Leading an Instructional Conversation

Beginning »

¢ Remind everyone they don't need permission to speak, if they have
something to say then they should say it

¢ Retell the discussion prompt in your own words

e Ask the group if they need clarification of any part of the prompt

e Invite someone to respond to the prompt

During }

e You can take turns just like everyone else, but don't dominate

o Restate ideas every so often or if they don't make sense

o If someone gets too far off the topic then brmg the conversation
back to what the prompt is about

e Try not to do all the talking

Ending

o Continue your discussion until time is up .

e At the end, restate the main ideas that the group discussed

e Thank everyone for participating in the discussion

Guidelines for Contributing to the Discussion:

You should say your ideas and opinions during the conversation.
Use polite language while discussing.

If you want to say something here are some sentence starters:
I think....

I agree/I disagree

I'd like to add to what ....said

I think that is a good idea, but....

Here is a different idea.... _

Remember what ....said a little while ago....

My opinion is the same/different/a little different

What do you think about....

Do you think....

Here is some language that is not polite, so don't use it:
e That's a dumb idea (instead say "I have a different idea")
e You are wrong (instead say "I disagree with that")
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Focus_ Sheet 6.2

Story Prompt for Instructional Conversation
And Then What Happened, Paul Revere?

What if England had_treated the American colonists fairly; had
not taxed them as highly and given: them mofe rights? - How may it
have affected American history? What might have heppened if Paul
Revere was caught before he raised the lanterns, or if he never made
it back to Lexington? In what othef ways could Arherican history have
turned out differently if just a single event or two were different or

never happened in the first place? How would your life be different?
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Work Sheet 6.1

Idea Web

Think of how history may have turned out differently. Remember the Instructional
Conversation you had with your group. Write the main ideas in the big circles and
the supporting ideas on the lines.

How could history
have turned out
differently?
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Work Sheet 6 2

o ertmg How Could Amerlcan Hlstory Have Turned Out?
' S D|fferently'? :

o Wr|te an essay Use the back of the paper if you need more room

Score: 1 = low prb'fic'iency, 5 = high prof|C|ency . o .
Content-contalns well developed ideas. 1 2 3 4 5
Meg:hamcs con_talns good u_se of grammar/spellin_»g' : '1', 2 3 4 5 :
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Work Sheet 6.2

Reflection oh the Instructional Conversation

Circle the number: 1 = low, 5 = high, or fill in an answer.

Did the Instructional Conversation
help me understand new ideas?

1 2 3 4

How much did I like this strategy?

How much did I contribute to the
conversation? '

In what ways was it good?

In what ways Can it improve?

| How did I do a good job?

How can I improve using this
strategy?
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Assessment Sheet 6.1

Instructional Conversation Observation

For each category give a score: 1 = low proficiency, 5 = high pi‘ofici'ency.

Prdcedure

o Leader summarized prompt ' 1 2 3 4
+ Leader asked for clarification 1 | 2 3 4 |
e Leader invited discussion 1 2 3 4
e Leader summarized main ideas 1 2 3 4

during discussion

¢ Leader brought discussion back 1 2 3 4
to the main idea

e Leader summarized main ideas 1 2 3 4

- before closing discussion
Discussion
e all members added their ideas 1 2 3 4

to the discussion

o polite language was used 1 2 3 4

+» themes were developed 1 2 3 4

e the discussion was based on 1 2 3 4
the prompt '

e the conversation was not 1 2 3 4

dominated by one person

Comments:
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