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Melissa A. Fink, EdD

University of Pittsburgh, 2018

In the current educational landscape where the use of technology is prominent, the present study
was designed to examine how to effectively integrate iPads and open-content applications into
early literacy instruction through the use of creation-based tasks: digital experiences where
students have the opportunity to be creators of content and demonstrate knowledge in a
multimodal way. To this end, the central research question is as follows: In a I:1iPad
classroom environment, how are creation-based learning tasks that utilize the iPad and related
open-content iPad applications effectively integrated into literacy pedagogy to facilitate literacy
learning in the kindergarten classroom? Through the process of teacher-action research, these
questions were also explored: How do creation-based literacy tasks engage kindergarten
students in digital literacy practices? How do these literacy tasks foster the development of
students’ agency and promote engagement? How has my teaching practice been impacted by
these experiences?

A technology integration framework was developed to guide effective iPad integration in
the kindergarten literacy curriculum, specifically related to using open-content applications for

creation-based tasks. Aligned to this framework, a series of lessons and creation-based tasks

v



(guided, independent, collaborative) were designed, purposefully linked to learning goals, then
incorporated into small group instruction. Through observations, focus-group interviews,
collection of digital artifacts, a reflective journal and audio-recordings, this action research study
examined how creation-based literacy tasks impact three key aspects of early years learning:
digital literacy practices, agency, and engagement.

Findings indicate that integrating iPads in these specific ways into a coherent framework
not only provided kindergarten students with expanded opportunities to interact with literacy
learning and transform understandings into a creation using a digital pathway — but it promoted
engagement with digital literacy practices, provided a foundation for student agency, and
fostered student engagement and collaboration. Furthermore, findings point to the importance of
an active teacher role in facilitating and scaffolding these learning experiences. These findings
have significant implications for the understanding of how to improve the quality of iPad
integration and capitalize on its pedagogical potential to facilitate early literacy learning.
Continued efforts are needed to translate this research into accessible, high-quality professional

development opportunities.
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1.0 INTRODUCTION

As times have changed, so too have our understandings of literacy. Where literacy was once
considered bound by paper and pencil, definitions have broadened within the digital world -
making it increasingly difficult to discuss literacy and literacy practices without reference to new
and emerging technologies (Leu, Kinzer, Coiro & Cammack, 2004; Merchant, 2015).
Technology has greatly expanded access to content and communication possibilities.
Information is presented not only as words printed on paper but as digital images, sounds,
animations, and texts. The growing ubiquity of technology has transformed the ways in which
people interact, communicate, and interpret information (Leu et al., 2004; Phillip & Garcia,
2013), and has impacted how information is accessed, represented, and shared. In today’s 21%-
century classroom, new and multiple forms of texts and images challenge our understandings of
literacy. As a result, the definition of literacy and literacy instruction is undergoing a
transformation. New and emerging technologies have ushered in innovative possibilities for
teaching and learning and new literacies skills are required to effectively exploit their potential
(Leu et al., 2004).

Rather than assuming a singular, standardized, print-based model of literacy practice,
numerous scholars have suggested that literacy be regarded as plural, multiple, and diverse
(Cope & Kalantzis, 2009; Forzani & Leu, 2012; Gee, 1996, 2008; Lankshear & Knobel, 2003;

Leu et al., 2004; Kress & van Leeuwen, 2001; Street, 1995, 2013; Vygotsky, 1978). Terms such



as “new literacies” (Lankshear & Knobel, 2003; Leu et al., 2004), “multimodality” (Kress & van
Leeuwen, 2001; Serafini, 2012), “multiliteracies” (Cope & Kalantzis, 2009), “social literacies”
(Gee, 1996; Street, 1995) and “digital literacies” (Glister, 1997; Merchant, 2007) have been used
to conceptualize the way that literacy practices are evolving under contemporary conditions and
how literacy is embodied in social practices, mediated by digital technologies, and directly
influenced by social contexts. Collectively, these theories seek to understand how students
acquire, manage, and process information accessed through digital media and recognize that
readers and writers are critically thinking and constructing meaning through a variety of
modalities. Therefore, educating students to meet traditional literacy standards is insufficient if
they are going to succeed in a culture that is continually being made, remade, reshaped, and
recreated by new and emerging technologies. With new and multiple forms of texts and images
challenging our understandings of how information is represented and shared, literacy is
expanding to include the skills needed for a wide range of reading and writing practices in the
digital age. In this respect, a literate person today needs to possess a wide range of abilities and
competencies that encompass new and digital literacies — a repertoire that includes, yet also
extends beyond traditional literacy pillars.  Research to date supports the notion that the
development of these skills can be supported through the use of technology — but in response,
literacy instruction must change to include the use of technology to address reading and writing
beyond the use of traditional means. It is critical that educators learn to engage with new
technologies and the literacy practices that surround them and effectively integrate technology
into their instruction.

Since their emergence in 2010, iPads are entering into the educational sphere at an

increasingly rapid rate. With federal and local initiatives promoting technology integration in



classrooms, programs like 1:1 implementation of iPads and BYOD (bring your own device) have
become widespread across schools in the United States. Apple (2017) reports over 2,300 school
districts are using iPads in the classroom. The interactive nature of such mobile technologies is
especially suited to the learning styles of young learners (Flewitt, Messer, & Kucirkova, 2015;
Forzani & Leu, 2012). Touchscreen devices eliminate the need for separate input devices (like a
mouse or keyboard) and offer children accessible, engaging platforms that enable intuitive and
easy manipulation (Hutchison, Beschorner, Schmidt-Crawford, 2012; Rowe & Miller, 2015).
Much research to date supports mobile devices, namely iPads, as tools that enhance learner
engagement, independence and personalization (Falloon, 2013b; Flewitt et al., 2015;
Noorhidawati, Ghalebandi & Hajar, 2015). Moreover, the unique capabilities of iPads have
changed learning possibilities - promoting anytime, anywhere learning in schools and beyond
(Hutchison et al., 2012). Many scholars maintain that effective technology use can support early
literacy development, mediate literacy learning, and transform literacy instruction (Belo,
McKenny, Voogt, & Bradley, 2016; Cubelic & Larwin, 2013; Hutchison & Reinking, 2011;
Kucirkova, Messer, Sheehy, & Fernandez Panadero, 2014; McKenney & Voogt, 2009;
Merchant, 2015; Neumann & Neumann, 2014; Prieto, Villagra-Sobrino, Jorrin-Abellan, &
Martinez-Mones, 2011; Shenton & Paggett, 2007). Many also agree that building fundamental
literacy skills in early childhood is critical if young learners are to develop more sophisticated
literacy skills that they will need as adults (Forzani & Leu, 2012; Hopkins et al., 2013).

In spite of these foundations, there is a need to better understand the role that digital
experiences play in early literacy instruction and learning and to consider how digital tools can
foster the development of emergent digital literacy skills alongside conventional early literacy

skills. Digital literacies encompass a wide range of knowledge and skills necessary when using



digital devices to communicate, create, and collaborate (Ng, 2012). For the purposes of this
research, digital literacies refer to the multiple literacies associated with using digital tools —
namely iPads and related applications. These literacies include the technical skills to use the
device and applications, particularly the elements within an app’s toolbar like the functions of
image buttons and text options. Digital literacies also encompass the cognitive skills needed to
understand and use visual representations, navigate digital screens and texts, and use digital tools
to independently and collaboratively create multimodal products (combining graphics, video,
audio, and text) that demonstrate understanding and share new knowledge (Ng, 2012). There is
limited empirical research to date regarding the emergence or promotion of digital literacy skills
in young children (Neumann, Finger, & Neumann, 2017). Additionally, the ever-changing
nature of digital technologies makes it difficult to establish a well-agreed upon definition or
framework for integration and it is a challenging task for curriculum writers to contend with
accelerating technological developments. iPads have not been extensively studied as a literacy-
teaching tool. Moreover, the effective integration of iPads and open-content applications
through the use of creation-based literacy tasks — digital experiences where students have the
opportunity to be creators of content and demonstrate knowledge and understanding in a
multimodal way — in the primary classroom is not well-established in the literature. Many
studies have focused on older students (e.g. Marsh, 2011) or explored the uses of mobile devices
for particular purposes, such as e-book usage in children’s literacy development (e.g. Hutchison
et al., 2012; Larson, 2013) and its effect on enhancing emergent literacy skills (Ihmeideh, 2014),
or using related iPad apps for fluency practice (e.g. Musti-Rao, Lo, & Plati, 2015; Ness, 2017),
letter recognition (e.g. D’Agostino, Rodgers, Harmey & Brownfield, 2016), or reading

interventions (e.g. Larabee, Burns, & McComas, 2014). Other studies illustrate iPad use in



different learning contexts such as students with intellectual disabilities in special education (e.g.
Chmiliar, 2017; Cumming, Strnadova & Singh, 2014), education and behavior management of
children with autism spectrum disorders (e.g. Schuck, Emmerson, Ziv, Collins, Arastoo,
Warschauer, Crinella, & Lakes, 2016; Sng, Carter & Stephenson, 2017), or using iPad apps to
teach various skills, such as phonemic awareness, to students with learning disabilities (e.g. Chai,
2017). Many studies have been descriptive in nature and beyond these qualitative accounts
exploring factors like engagement, motivation, and learning convenience, the research is not at
all clear that iPads are being used in pedagogically optimal ways, with limited evidence of
improved learning outcomes from their use (Falloon, 2013b; Pegrum, Howitt, & Striepe, 2013).
Although digital technology use is not universal, its access is increasingly pervasive.
According to Pew Research Center (Olmstead, 2017), 90% of American households have at least
one of the following devices — smartphone, desktop/laptop computer, tablet or streaming media
device — and the typical American household has five. In October 2017, Common Sense Media
reported that 42% of children age 0 to 8 have their own tablet device. With so many young
children immersed in digital environments long before they enter school, they are increasingly
developing skills in navigating and retrieving information at a young age (Neumann, 2016;
Northrop & Killeen, 2013). Children are interacting with digital texts, including eBooks and
digital games, and are making meaning from digital print, such as app icons and symbols
(Wohlwend, 2010). Through exploration, they intuitively learn to use the device and apps
(Hutchison et al., 2012; Rowe & Miller, 2015) and use digital tools to create information and
digital products. Although these children bring a significant amount of knowledge about current
technologies to school (Neumann, 2016; Wohlwend, 2015), this does not mean they know how

to effectively use the device or the information for their own learning (Hopkins, Green, &



Brookes, 2013). By carefully selecting technology to support learning goals, educators can
optimize learning opportunities for young children’s literacy development.

Harnessing new technologies for the purposes of teaching and learning practices is vital
to adequately prepare students for their future. But teachers face a significant challenge of
mediating traditional established notions of what it means to be literate with new and emerging
digital literacy skills. The multimodal nature of digital information requires teachers to rethink
their approach to teaching and how to effectively engage students in learning with new
technologies (Hopkins et al., 2013), and evidence from research demonstrates that teachers can
effectively combine students’ print-based literacy learning with digital technologies (Walsh,
2010). With many schools adopting a 1:1 iPad environment, an even greater challenge arises —
effectively integrating mobile devices into instruction. Academic literature has discussed many
opportunities and constraints related to using iPads for teaching and learning, but in terms of
empirical research — teachers have had limited guidance. The transition to systematic technology
integration for teachers is not as simple as placing devices in the hands of students, as the use of
mobile devices does not guarantee an improvement of students’ learning experiences unless it is
also accompanied by effective integration of technology into pedagogy (Belo, et al., 2016;

Mishra & Koehler, 2006; Prieto et al., 2011; Reinking, Labbo, & McKenna, 2000).

1.1 PROBLEM OF PRACTICE

I am a kindergarten teacher in a small, suburban public school district in Southwestern
Pennsylvania, where significant amounts of funding have been invested in educational

technologies and in the development and maintenance of a robust infrastructure capable of



providing ubiquitous access to educational technology tools. Technology assumes a central role
in district efforts to personalize and differentiate learning experiences, but the effective
implementation and use of educational technology is a complicated task. Understanding how
technology can be effectively used in the teaching and learning process is a central topic I wish
to explore.

In 2013, the district adopted a 1:1 iPad initiative — thus beginning the shift from a 20™"
century learning environment to a 21% century learning environment. This digital transition not
only provided each child with a device, but each teacher as well — along with the expectation that
teachers would harness the technology for the betterment of the students, integrate it into
classroom practice in educationally significant ways, meet diverse learning needs and provide
flexible learning experiences. With the large amount of resources allocated for educational
technology tools and infrastructure to support access to digital learning, it is clear the district
recognizes the critical role that digital technologies can play in differentiating instruction,
developing children’s identities as effective learners in the classroom, and creating more
personalized learning experiences. However, the iPad reform was initially introduced without
any recommendations or guidance on how they might best be integrated into classroom practice
and curriculum — so teachers simply trialed different applications and activities. Some teachers
remained stagnant in regards to their technology integration. In other elementary classrooms, the
iPads served as a delivery tool. Students used the iPads for drill and practice activities or they
were used as interactive whiteboards, which could be projected and used for demonstration and
class discussion. Yet a few teachers reinvented their craft and became more creative in their
lesson planning, for example using augmented reality apps to connect multiple learning

environments and deepen understandings of content. As a result, learning tasks became more



student-centered and creation-based. Regardless of the teacher, the pedagogic challenge that
accompanied this initiative was significant and was reflected in the varying degrees of
integration. This reform engendered not just putting the latest policy into place, but changing a
fundamental approach to teaching and learning.

The degree to which teachers in my building appropriated iPads into their pedagogical
practices and integrated iPads into instruction was both dictated and impacted by many factors.
These include the district-mandated curriculum, a traditional print-based reading program and
exclusively print-based approach to literacy (versus multiliteracies) in elementary grades,
specific time requirements for content coverage, building and classroom schedules, and a lack of
collaboration and mentorship from the technology-integration specialist due to role ambiguity
and frequent, unfilled absences from scheduled classroom times. Furthermore, professional
development opportunities were very limited and offered little guidance for teachers, as they
were divorced from actual teaching practice. Instead, they concentrated mainly on the
mechanics and functionality of the device and the capabilities of various iPad applications. Each
of these factors contributed in some way to the level of success of this iPad reform, ultimately
affecting the ways that teachers teach and students learn.

Using iPads in the classroom commands a different way of thinking about lesson
planning and instructional delivery. There are many ways that technology can become an
integral part of the teaching and learning process, but it is a complex task for teachers to integrate
technology in meaningful, effective ways. Not only do teachers need the right approach in terms
of their willingness and beliefs, (Blackwell et al., 2013; Blackwell, Lauricella, & Wartella, 2014,
2016; Ertmer, Ottenbreit-Leftwich, Sadik, Sendurur, & Sendurur, 2012), they also need to be

experts in the teaching and learning process with an understanding of technology-based



pedagogy and purposeful technology integration in connection with content appropriate
instruction (Hineman, Boury, & Semich, 2015; Mishra & Koehler, 2006). Without this
knowledge and understanding, attempts at successfully integrating technology into practice are
limited (Koehler, Mishra, Kereluik, Shin, & Graham, 2014).

In order to facilitate such a shift in practice, teachers need to receive ongoing, targeted
professional development and opportunities for collaboration (Chou, Block, & Jesness, 2014;
Karsenti & Fievev, 2013; Steeg, Costley, Engelman, Gonzalez, Knutson & Maroni, 2013;
Vaughan & Beers, 2017). With this level of support, the teachers in my building would have
been given the tools to manage the expectation of this reform initiative and better navigate a new
cultural terrain where technology and pedagogy now intersected. Teachers could then approach
integrating technology in a systematic manner to ensure that it focuses on learning goals and
enhances student learning.

The administrative district leaders and policymakers have a critical stake in this problem,
particularly in terms of managing organizational resources, establishing policies, and providing
their educators with ongoing professional development. While the district leaders can make
recommendations on how teachers should be using the iPads and direct teachers to use specific
applications and programs for certain amounts of time, teachers cannot bear the sole
responsibility for increasing technology integration into instruction (Hutchison & Reinking,
2011). District leaders must also provide support. Teachers need access to continued
educational technology professional development to aptly deliver on these recommendations and
directives. Technology investments should include investments in the devices and investments
in professional development. District leaders play a key role in rethinking these investments and

developing new initiatives and funding models that can support educators’ professional growth.



It is evident that the major drawback of this reform approach is that it did not enable the
teachers in my district to effectively integrate iPads into their existing pedagogical practice. If
technology is to enhance learning, students need the knowledge to apply the resources and
teachers need the training to support student learning and knowledge advancement. Although
fellow teachers have found ways to incorporate technology into their classrooms, its effective use
for teaching and learning remains a challenging issue. It takes time and training to develop the
knowledge required to integrate technology in the classroom and then connect this knowledge to
effective teaching practices to ensure that technology is, in fact, adding learning wvalue.
Combined with a lack of planning time and expertise, it has been difficult for teachers to develop
quality lessons that integrate technology-based activities that truly enhance and extend learning
experiences. In response to these challenges lies the motivation for my study.

I am deeply interested in understanding how I can engage students in meaningful learning
experiences through purposeful integration of mobile devices — experiences where students have
the opportunities to be creators of digital content and demonstrate knowledge and understanding
in a multimodal way. My problem of practice seeks to investigate how creation-based learning
tasks that utilize iPads and related open-content iPad applications are effectively integrated into
early literacy instruction to facilitate students’ literacy learning in the kindergarten classroom, as
well as how early literacy instruction can be expanded to incorporate digital literacy practices
alongside the traditional, print-based literacies. 1 am also interested in examining how
integrating mobile technology in this way scaffolds students’ literacy learning, provides a
foundation for student agency, and promotes student engagement. These interests are based on
the belief that it is not the iPad that makes teaching and learning happen in the classroom, but the

way that the iPad is used in authentic, contextualized settings. Furthermore, technology does not
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have the inherent power to change teaching and learning practices (Blackwell, Lauricella,
Wartella, Robb & Schomburg, 2013; Ertmer & Ottenbreit-Leftwich, 2013), so the tendency to
focus on technology for technology’s sake does not ensure that it is being used in productive
ways. Likewise, using technology for its convenience further isolate it from the pedagogical
processes that is intended to support and enhance. It is my firm belief that technology should
first and foremost be utilized to support learning goals, not the other way around (Ertner &
Ottenbreit-Leftwich, 2013). Through engagement in self-study research, the present study will
chronicle my experiences as a teacher-researcher and explore the impact of technology
integration on teaching and literacy learning practices.

In a district with a 1:1 iPad program (K-12), I am in a unique position to explore this in
my classroom. Given the impact that early childhood education has on children’s future
academic success and the importance of developing literacy skills beginning in early childhood, I
believe kindergarten students to be an ideal audience with whom to explore this topic. By
exploring developmentally appropriate ways that iPads can be effectively integrated into content
and pedagogical practice to enhance early literacy learning goals and curricular objectives, I aim
to better understand how to improve the quality of technology integration and capitalize on its

pedagogical potential to facilitate early literacy learning.

1.2 INQUIRY QUESTIONS

The central research question that will guide this study is: /n a 1:1iPad classroom environment,
how are creation-based learning tasks that utilize the iPad and related open-content iPad

applications effectively integrated into literacy pedagogy to facilitate literacy learning in the
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kindergarten classroom? Using a combination of qualitative methods, the succeeding sub-
questions will also be explored: How do creation-based literacy tasks engage kindergarten
students in digital literacy practices? How do these literacy tasks foster the development of
students’ agency and promote engagement? and How has my teaching practice been impacted by

these experiences?

1.3 INQUIRY APPROACH

As a classroom teacher and a teacher-researcher, I am interested in an inquiry approach that
allows me to blend my pedagogical knowledge and contextual knowledge of my classroom with
my professional knowledge of theories and research in order to make meaningful changes related
to my workplace-situated problem of practice: effective iPad integration in the kindergarten
literacy curriculum, more specifically how creation-based learning tasks that utilize iPads and
related open-content iPad applications are effectively integrated into the kindergarten literacy
curriculum. Practitioner inquiry through research designs of action research and self-study
aligns well with this motivation.

Practitioner inquiry encompasses many different genres of action research (Cochran-
Smith & Lytle, 2009), and many traditions of action research have emerged from various
research approaches (Herr & Anderson, 2004). For the purposes of this dissertation, the term
action research will be used to describe this approach to practitioner inquiry. Action research
will provide me with the opportunity to engage in meaningful professional learning. Through
this process, I will be able to conceptualize and create knowledge regarding how to effectively

integrate iPads into the literacy curriculum, interact with this knowledge and transform it, and
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then apply this new knowledge to purposefully take action in my classroom to improve teaching
and learning. Action research will enable me to reflect on my practice, articulate knowledge
about my craft, recognize my expertise, and use this inquiry process to develop a more dynamic
environment for teaching and learning.

This inquiry will adopt multiple qualitative methods to investigate: (a) how creation-
based tasks that utilize iPads and open-content applications are effectively integrated into
pedagogy to engagingly teach literacy skills and are appropriately scaffolded to support literacy
learning; (b) how creation-based tasks that utilize iPads and open-content applications engage
young learners in digital literacy practices and foster the development of digital literacy skills,
including understanding and utilizing digital apps and touchscreen interfaces, navigating
symbols (such as “X” or “OK”), image buttons and text options, collaborating and
communicating with others to complete a shared task, and the creative design of digital artifacts
(Kazakoff, 2014); and (c) how engagement in creation-based literacy tasks and digital literacy
practices foster students’ engagement and agency; and (d) how my teaching practice has been
impacted by the experiences with integrating creation-based literacy tasks that utilize iPads and
open-content applications. The participants in this inquiry will include my classroom of
kindergarten students, as well as myself as the classroom teacher. As is the case in an average
primary classroom, there is a great deal of heterogeneity among students. Students are of
varying achievement and ability levels, learning styles and cognitive abilities, personality traits
and demeanors.

Over the course of fifteen weeks, I will integrate a series of lessons and creation-based
literacy activities that have been designed specifically for this action research study. These

activities are aligned to a technology integration framework, also developed for this study, and
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will be incorporated into small group instruction. To address my inquiry questions, students will
be observed as they participate and interact during these instructional activities and digital
artifacts will be collected. Focus-group interviews will be conducted with small groups of
students to inquire about the role of iPads in literacy learning and determine how creation-based
activities have fostered the development of digital literacy skills, student agency and

engagement.
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2.0 LITERATURE REVIEW

Technology and digital media are changing our understandings of literacy and what it means to
be literate. As technology alters how information is presented and meaning is constructed, it
creates new challenges for teaching and learning. With accelerated advancements in technology
and the rapid adoption of technology by schools, the scope of this challenge increases as
educators grapple with how to effectively integrate technology to prepare students for these new
literacy demands. Addressing the problem of effectively integrating iPads into instruction will
not only improve understanding of how to maximize the potential of these devices and integrate
into a strong instructional design, but it will also transform ways that teachers are teaching and
students are learning. It will promote deeper understanding, meaningful engagement, and
inform new best practices for teaching using technology.

In this chapter, I will review the professional literature related to my inquiry questions.
Specifically, I will present information related to: (a) how educators can effectively integrate
technology, namely iPads and related apps, into their teaching, (b) how iPads can be utilized to
expand opportunities for early years literacy learning, (¢c) how iPads can facilitate the emergence
of early literacy skills, and (d) how iPads and related applications can be integrated as tools to

support early literacy learning.

15



2.1 EFFECTIVE IPAD INTEGRATION

Designing and delivering instruction to incorporate forms of literacy beyond the traditional print-
based curriculum, with the explicit use of iPads and all that they enable, is a significant problem
in practice. When planning instruction, scholars of technology integration advocate for the use
of one of two different educational technology integration models: the SAMR model developed
by Dr. Ruben Puentadura (2014) or the TPACK framework created by Mishra and Koehler
(2006). Both SAMR and TPACK provide guidance for the ways that teachers can think
specifically about how to effectively use technology to maximize learning opportunities for
students. The SAMR (substitution, augmentation, modification, redefinition) model is a four-
level approach to categorizing technology integration, visually represented in a hierarchy (Figure
1). According to Puentadura (2014), it is designed to encourage teachers to move upwards to
‘higher’, more transformative, levels of teaching with technology. However, despite its growing
popularity and use by practitioners and Apple’s endorsement as a framework to improve
technology integration, there is not a theoretical representation of the SAMR model in peer-
reviewed literature (Hamilton, Rosenburg & Akcaoglu, 2016).

The TPACK (technological pedagogical and content knowledge) framework is visually
represented as a circle with seven areas, or bodies of knowledge. TPACK was developed to
assist teachers in bringing together their knowledge of content, pedagogy, and technology as a
way to effectively teach with technology (Mishra & Koehler, 2006). Grounded in the theoretical

work of Lee Shulman (1986) who conceptualized effective teaching as a strategic combination of
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pedagogical and content knowledge (PCK), Mishra and Koehler (2006) extend this work to

include knowledge required by teachers to integrate technology. Figure 1 below is a common

representation of TPACK, created by Mishra and Koehler. The three domains of knowledge —

pedagogy, content, and technology — function independently and TPACK lies in the intersection.

This model encourages effective teaching with technology through a developing understanding

of the relationships between content, technology, and pedagogy.

As teachers use that

understanding to develop quality lessons and activities, they are progressing towards a

transformative learning environment (Mishra & Koehler, 2006). The TPACK literature suggests

that effective technology integration aligns with student-centered pedagogies (Mishra & Koehler,

2006).
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Figure 1. Educational Technology Integration Models
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2.2 EXPANDED OPPORTUNITIES FOR LITERACY LEARNING

iPads provide many useful opportunities for the literacy classroom. iPads offer applications that
can target specific literacy skills in engaging ways. iPads also offer digital books that extend
beyond basic print texts, allowing readers to interact with images, animations, music, and text
(Hutchison et al., 2012; Walsh, 2010). These new modes of reading and writing are changing
the ways that students learn about literacy, which now includes many different multiliteracies
skills. Advancements in technology continually extend communication abilities and vary the
presentation of information. This influences how we understand literature and how literature, in
its many formats, is interpreted. So developing new literacy skills and strategies is necessary to
wield these new technologies effectively (Leu et al., 2004). Preparing students to adjust to the
literacy demands of the digital age is critical (International Reading Association, 2009).

In an exploratory study, Javorsky and Trainin (2014) examined the most common
features of digital stories, mobile reading applications, and the book handling skills readers must
acquire to make use of them.  Findings indicated the differences between digital story
applications and paper-based texts were presented to readers in multiple, sometimes
unpredictable ways. Therefore, young readers need to master text features and navigational tasks
that are not present in paper books. Such mastery is difficult because the digital story elements
have high levels of variability between applications. Of all the variable text features noted in the
texts in this study, none was more ambiguous than icon usage. What a particularly styled icon
signifies in one digital story does not necessarily signify the same thing in another story.
Evidence suggests that young readers need to develop a cognitive flexibility and persistence to
be able to transfer skills between reading environments and navigate digital texts successfully.

Although digital stories offer affordances beyond the four walls of the traditional classrooms and

18



create new modes of reading and writing, they are a large departure from paper-based texts.
Young readers’ cognitive flexibility is essential to interacting with the mobile world of digital
stories (Javorsky & Trainin, 2014).

The work of Javorsky and Trainin (2014) intensifies the need for educators to integrate
digital technology effectively into literacy instruction and equip students with new digital
literacies skills needed to read, write, and communicate (McKenna, 2012; Leu et al., 2004;
Hutchison et al., 2012). However, with the changing nature of technology and unreliable
support, there are conflicting ideas about the value of technology and contradictory advice about
how it should be integrated (McKenna, 2012). Furthermore, with expanding understandings of
literacy, it is also a struggle for teachers to effectively integrate and teach new literacies skills
within the confines of curriculum standards, schedules, and high-stakes assessments, particularly
if teachers are committed to conventional literacy standards (Hutchison & Reinking, 2011). As
educators explore the possibilities of integrating iPads in the classroom, it will be important to
recognize how such obstacles can enhance and inhibit integration and critically examine how the
affordances and constraints of using technology can influence student learning (Hutchison et al.,
2012).

To better understand how education can benefit from the continuous improvements in
technology, McKenna (2012) analyzed how the use of an iPad in two elementary classrooms
enhanced student learning and increased student achievement. Through observations and
comparisons of both iPad and non-iPad (traditional) lessons, McKenna (2012) found that the
teacher’s positive attitude towards the use of iPads in the classroom carried over to the attitudes
of the students. In both classrooms, students were more engaged during iPad lessons versus non-

iPad lessons and were also engaged more often in iPad lessons than in non-iPad lessons.

19



Continual use promoted students’ self-regulated exploration and collaboration. Findings also
indicated that the average number of minutes of engagement increased during reading and math
when students used the iPads compared to when they did not. Furthermore, the average reading
fluency in first grade increased significantly at a rate considered normal for that same period of
time. During the three-month study, it was also determined that with continual advances in
technology, new opportunities arose for a wider range of student engagement. The evidence
suggests engagement with iPads can play a positive role in the classroom. McKenna (2012)
cautions that enhancing students’ engagement and avoiding potential distractions involves
careful, strategic planning to use the iPad effectively.

On the basis of these same notions, Hutchison et al. (2012) explored how one fourth-
grade teacher integrated iPads into the literacy curriculum and how the students utilized this
technology. In this exploratory study, Hutchison et al. (2012) used the technological pedagogical
content knowledge (TPACK) framework to conceptualize and plan to utilize iPads to support
and enhance literacy instruction. TPACK (Figure 1) is a framework designed to support teachers
in effectively integrating digital technology into their teaching. A grounded approach to
technology integration that is based in content, pedagogy, and instructional planning, TPACK
focuses on learning goals and students’ learning needs, rather than the specific features of
technology. Hutchison et al. (2012) found that teachers can meet print-based literacy goals while
using the iPad as a tool to simultaneously introduce some of the new literacy skills associated
with 21% century technologies. When instruction was designed with the components of the
TPACK framework — beginning first by determining the learning goal, then making pedagogical
decisions to establish parameters of an activity, selecting the activity, and finally selecting apps

(Harris & Hofer, 2009) — the iPad supported student learning and enhanced instruction
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(Hutchison et al., 2012). Not only did using iPads support student learning, but students were
highly engaged and were able to demonstrate unique ways of responding to a text.

When integrating iPads into instruction, teachers should carefully examine how the tool
can help meet curricular goals and question whether using it enhances and promotes progress
toward a literacy-learning goal or is only an add-on to instruction (Hutchison et al., 2012). For
example, the iPad has many unique features that allow students to read with audio, word-by-
word tracking, and picture animation. iPads allow children to interact with the text by using their
own voice recordings and offer apps that facilitate responses to texts. Additionally, the many
available forms of electronic books provide an added advantage over printed texts as they
provide students with expanded opportunities to physically interact with and manipulate texts,
thereby transforming a text to meet their needs and interests (Hutchison et al., 2012). Careful
consideration of these affordances can position technology as integral to meeting curricular
goals, thus achieving curricular integration (Hutchison & Reinking, 2011). Through this
exploration, Hutchison et al. (2012) provides a foundation for teachers and leaders to make
decisions about using mobile devices as tools for literacy learning.

As new and emerging technologies continue to become available, it is increasingly
difficult to determine how to most effectively incorporate them into the classroom (Hutchison et
al., 2012; Larabee et al., 2014; McKenna, 2012). The iPad has expanded mobile learning
possibilities for students and teachers, as exemplified in the research discussed in this review.
However, the increased acquisition of iPads in schools raises important questions, specifically
about the role of mobile technology and digital media in the learning experiences of young

children (Roswell & Harwood, 2015). There are also important questions that need answered
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regarding how iPads fit into classroom life and what impact they have on the way children think,
interact, and interpret the world around them (Roswell & Harwood, 2015).

Larabee et al. (2014) caution that most schools have not integrated mobile devices in
ways that maximize their potential. Instead of layering expensive technologies on top of the
traditional curriculum to deliver digitized worksheets or teacher-directed content to students, it is
important for educators to ensure that technologies are used to enhance curricular goals and
expectations and use it to position learning authentically, rather than simply serving as an
instructional additive (Harris & Hofer, 2009; Larabee et al., 2014; Richardson, 2013).
Addressing the needs of modern learners in entirely new ways prompts questions like: What
exactly do we mean by learning? What does it mean to be literate in an interconnected world?
How can mobile devices be used to enhance learning? Framing learning in this way changes the
conversation around such questions to better inform decisions about technology and change
(Richardson, 2013).

Evidence from exploratory case studies indicates that the use of iPad apps targeting
specific reading skills increases task engagement and improves reading skills (Larabee et al.,
2014). Although integrating technology can increase engagement and motivation, it does not
automatically lead to increased achievement (Northrop & Kileen, 2013). As previously
discussed, the TPACK framework is a grounded approach to technology integration that is based
in content, pedagogy, and instructional planning. It focuses on learning goals and students’
learning needs, rather than the specific features of technology. Therefore, when using mobile
devices to facilitate reading interventions, selected apps should align with the student’s
instructional needs (Larabee et al., 2014). With these assertions in mind, Larabee et al. (2014)

studied the effects of an iPad-supported word-box reading intervention (an application called
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Build A Word) in comparison to the standard reading intervention using an experimental
approach. These researchers also examined the extent to which the iPad supported word-box
intervention improved decoding performance, retention, and promoted task engagement in
comparison to the standard approach. The standard word-box approach is an empirically
supported reading intervention for explicit, systematic support in phonics (Larabee et al., 2014).
It targets alphabetic principle, the association of individual letters, and the application of letter-
sound correspondences to whole word reading. The word boxes involve sliding a manipulative
across sections of connected boxes as the student articulates letter sounds in words. Build A
Word, although not designed for reading intervention, functions in a similar way to that of a
standard word box, except instead of a physical token, the student drags and drops letters into the
appropriate boxes.

The participants were three first-grade students who lacked basic decoding skills, two of
whom were English language learners. The iPad integration in this study utilized the gradual
release of responsibility framework, as proposed by Northrop and Kileen (2013) who assert that
when using technology in the classroom, it is important to ensure that it enhances the curriculum
and supports learning goals. The gradual release of responsibility model is a way to situate
technology in a student’s “zone of proximal development”, thereby ensuring that students are
working at their development learning level. This framework consists of four steps: 1) teach
targeted literacy skill without the app; 2) explain and model the app; 3) guided practice with the
app; 4) independent practice with the app. Using iPads in the classroom can be both
motivational and instructional, but Northrop and Kileen (2013) strongly recommend that the use

of technology be coupled with effective instruction to ensure student learning.
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The results of this study did not reveal a clear, consistent pattern on measures of students’
decoding performance when compared with instructional conditions, and therefore contributing
factors to differentiation in decoding performance could not be confidently identified (Larabee et
al., 2014). Additionally, this study had significant limitations. The iPad app randomly generated
distractor letters, (but letters in standard materials were predetermined by a specific list, thus
repeated practice and targeted instruction could not be ensured). The iPad app also contained
features that were not adjustable, so the app automatically did the work for the student (isolated
sounds, said words, immediately advanced). The interventions were given in English to three
students who were receiving language services. The results did, however, provide preliminary
evidence supporting the use of mobile applications for reading interventions (Larabee et al.,
2014). Findings suggest that technology-supported versions of existing evidence-based research
may increase task-engagement and support improvements in academic skill development
(Larabee et al., 2014). The unique pattern of results for each student highlights the need to
differentiate instruction when utilizing technology for reading interventions (Larabee et al.,
2014). This study reveals the need for further investigation into how technology can be utilized

as a reading intervention.

2.3 LITERACY DEVELOPMENT AND NEW LITERACIES

The research undertaken by Beschorner and Hutchison (2013) emphasizes that the process of
children’s literacy development is influenced by many factors. Children’s experiences at home
and in classrooms form their knowledge about literate behaviors like reading and writing, and

children come to know literacy by exploring and interacting with their environment (Beschorner
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& Hutchison, 2013). Through this, children develop what Goodman (1986) calls the roots of
literacy — or an understanding that written language makes sense, otherwise referred to as
emergent literacy. The roots of literacy include the development of print awareness (making
sense of print) in situational contexts, print awareness in connected discourse based on written
language, functions and forms of writing, the use of oral language to talk about written language,
and metacognitive and metalinguistic awareness about written language (talking about how
written language works) (Goodman, 1986).

Considering the increased influence of digital technologies on daily life and young
children’s increased use of technology, it is possible that the roots of literacy also include
knowledge about digital forms of reading and writing (Beschorner & Hutchison, 2013).
Technology influences literacy practices and impacts children’s understandings about literacy
and conceptions of print (Leu & Kinzer, 2000). The types of literacy that children use to read,
write, and communicate go beyond the traditional and print-based. With this changing nature of
literacy, Beschorner and Hutchison (2013) argue that a more inclusive definition of literacy
needs to be adopted — one that considers the potential impact of technology on children’s
emerging conceptions of literacy and understands the types of literacy that children in the 21
century use to read, write, and communicate beyond traditional print-based text, as well as the
new literacies skills required when reading and writing using information and communication
technologies (Leu et al., 2004). To be fully literature in the 21 century means that children
must be proficient in the new literacies of 21% century technologies (International Reading
Association, 2009).

The case study conducted by Beschorner and Hutchison (2013) explored how the iPad

was used as an instructional tool to facilitate emergent literacy (or roots of literacy as defined by
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Goodman, 1986) for digital texts in two preschool classrooms of four and five-year olds. The
results confirmed that the features of the iPad provided a platform to support children’s emerging
understandings of literacy, and suggest that the iPad can be used in multiple ways as an
instructional tool to support the teaching of emergent literacy in an early childhood classroom
(Beschorner & Hutchison, 2013). The interactive touchable interface of the iPad made it a
developmentally appropriate tool for young children because it allowed for discovery and
creativity, and the digital print environment (including the design of the iPad and the interactive
layout of the apps) allowed the children to develop an awareness of digital print as they
interacted with, organized, and acquired understandings of the meanings for the images on the
screen (Beschorner & Hutchison, 2013; Goodman, 1986). Children also viewed themselves as
writers as they engaged with the iPad apps and created varying forms of writing.  Although
some could not form the letters by hand, all children were able to use the on-screen keyboard and
could identify the letter and touch it on the screen (Beschorner & Hutchison, 2013).

Children used the StoryKit app to independently create digital books. As the children
engaged with this app, it furthered their knowledge of spelling and writing as they had the
availability of the keyboard to add text to the on-screen drawings. Using iPads in this way
expanded the opportunities to develop emergent literacy skills (Beschorner & Hutchison, 2013).
Additionally, children gained an understanding of the function of writing and were excited about
writing because it was able to be electronically shared with parents via e-mail. This activity is a
vast departure from a paper-based activity of the same kind.

One key benefit of the iPad is that many apps naturally connected reading, writing,
listening and speaking within one app, primarily evident in digital book and story creation apps.

In addition to being able to listen and record a digital story, such apps provided an opportunity
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for students to change text and photographs, create their own stories using familiar words and
images, and record themselves reading the text. Because of this, children were able to create
meaningful connections between the words they typed, images they used, and the story that each
represented. Furthermore, as children worked on their own digital books there were many
opportunities to collaborate with others in a meaningful work environment.

This case study illustrates that children can develop emerging knowledge about print in
digital contexts using the iPad. iPads offers unique affordances to children in that these mobile
devices employ reading, writing, listening, and speaking within one context and allow for the use
of multiple communicative processes simultaneously. In light of this, the iPad could be a
promising instructional tool for early literacy teaching and learning (Beschorner & Hutchison,
2013). This case study adds to the growing body of knowledge regarding how the iPad can be
used in multiple ways for reading, writing, listening and speaking, and further confirms the
importance of effectively integrating new and emerging technologies to enhance literacy learning
and instruction. Evidence suggests that meaningful integration of technology can transform
literacy instruction (Hutchison & Reinking, 2011) and using iPads can facilitate the emergence
of the roots of literacy in a digital environment (Beschorner & Hutchison, 2013).

Young children are actively interpreting their world on a daily basis through touch,
movement, gesture, texts, and audio (Roswell & Harwood, 2015). As they learn to become
literate, children meaningfully interpret signs in a particular representational modality (print,
image, video, audio, etc.). There are unique affordances inherent to the iPad that can be
leveraged for greater multimodal meaning-making in literacy learning and for ‘productive
consumption’ of media texts (Roswell & Harwood, 2015). Rather than serving as a passive

recipient of a text, ‘productive consumption’ describes the reader as a producer — one who
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interacts with a text and combines fragments of texts with other lived experiences to invent
something different than the text or reading may have originally intended. Using the lens of
‘productive consumption’, Roswell and Harwood (2015) analyzed young children’s naturalistic,
real-life experiences as they imagined, collaborated, and constructed understandings of their
literate world using iPads across five distinct inquiry-based early-childhood education
classrooms.

Several key themes emerged in the findings. Within this research, the introduction of
iPads into the classroom setting offered exponentially more options for the blending of the
material (physical objects that occupy children in the world) and immaterial (the digitized
objects and virtual world on the iPad).  As children make meaning, they have a natural
inclination to use a variety of resources to work with different forms or modes of representation
and communication. Across these settings, children productively consumed and made meaning
from the resources on hand in the classroom — blending and transforming texts while using
multiple modes of communication that are available on the iPad. Children gravitated towards a
hybrid inquiry model and moved fluidly in and out of material and immaterial objects and
spaces. One moment using the iPad to access a building block application (Lego) and in the next
moment engaging with a more classic early childhood activity with the material blocks (Legos),
before moving back into the classroom space to engage in a schooling practice, like collaborative
play and conversation. Meaning-making moments were enacted during this multimodal inquiry,
as children shifted from passive recipients of texts to one who produces meanings as they
‘consume’. There were many instances when a child ‘consumed’ a text multimodally (through
animations, visual images, and spoken words in an app), crossed modes and mediums, and

ultimately transformed the text in the process of making meaning (Roswell & Harwood, 2015).
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To that end, Roswell and Harwood (2015) argue that the presence of the iPads invited
more diverse sense-making. Additionally, iPads offer new, more excessive affordances and
forms of production that are both material and virtual in nature (like video recording of dramatic
play or a collaborative creation of a story using an app like StoryBook Maker). Children
transition to a different way of being and knowledge-making when they have a tablet in their
hands. When children are engaged in unmitigated creativity with iPads and the things that
generally consume them, it is clear that something different is happening as children think across
material and immaterial texts. This should prompt educators to think about how children are
making meaning. With iPads, children were engrossed in a kind of sense-making that showed
remarkable originality and productive power. This study recognizes that harnessing the potential
of iPads for literacy learning can foster children’s creative digital transformations of texts as

multiple modes converge (Roswell & Harwood, 2015).

24  LEARNING VALUE

The iPad is changing the way that teachers teach and students learn (Apple, 2017). With
thousands of apps, educational content, and books, the iPad creates seemingly endless
possibilities for learning. However, with the high level of hype and rhetoric surround iPads’
transformational potential, some scholars argue that decisions to adopt such technology could be
influenced by factors other than theory-based understandings of how the device can enhance
student learning — suggesting instead that trendiness could be a much stronger influence
(Falloon, 2013b). In an effort to provide insight into how iPads might offer actual learning

value, Falloon (2013b) explored eighteen five-year old students’ physical interactions with a
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small selection of iPad applications. An experienced teacher selected forty-five apps related to
literacy, numeracy, and problem-solving capabilities to use in the classroom. The goal of this
study was two-fold: to understand how the design and content features of individual apps
influenced the learning of young students and gain insight into specific factors that influenced
the effectiveness and quality of their “learning pathways”. Learning pathways are defined as
choices and responses made when students use iPad apps as part of their learning experience
(Falloon, 2013b). To do this, the research team developed an innovative recording methodology
using the Display Recorder app, which — when downloaded — ran “in the background” while
students were using other applications. It recorded students’ finger placements and selections on
the touchscreen and recorded audio through an integrated microphone, thereby capturing
students’ natural interactions with all apps (Falloon, 2013Db).

Analysis of students’ natural interactions with a selection of math and reading apps
revealed that certain app designs and content features do support student learning. Apps that
contain features that systematically scaffold students’ interactions with content generated more
evidence of responses that indicated learning versus those apps that were primarily game-based.
The most effective examples were apps designed to resemble a traditional teacher model. These
apps provided learning scaffolds through organized steps, a clear learning goal, structure, and
guidance, and often had a ‘real’ person teaching the content. This model was very effectively
supported by app design features that included interaction parameters such as a ‘pause’ screen
and ‘timed’ questions. When apps strategically combined embedded pedagogy with a design
that understands the learning characteristics of young children and balanced an entertaining but
focused presentation, including game elements, findings indicated that students generally

maintained a high level of engagement (Falloon, 2013b).
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Other noteworthy app features that promoted student engagement included the ability to
check responses before submission (combined with corrective feedback), and ones that
effectively communicated learning purpose, instructions, and content. The most valuable app
feature that allowed students to learn on a relatively independent basis was the “text-to-speech”
feature. There were common impediments to learning, including app features with embedded
external web links and pop-up banners/advertisements and those that stalled without Internet
access. Findings revealed that there were many instances of restriction in learning derived from
the app itself — by incorporating culture-specific accents that caused confusion with phonics, by
limiting the physical workspace on the screen, restricting access to certain content, or by
truncating student interaction and forcing them to close the app and start again (Falloon, 2013Db).

In order for students to maintain focus, learning apps need to provide strong guidance and
structure through “thoughtfully designed embedded parameters”, which Falloon (2013b) defined
as embedded constraints within apps that place a level of structure around students’ interaction
with content. Findings strongly indicate the value of apps providing a clear learning goal,
structure, guidance, and well-defined interaction parameters, if focus on the learning purpose is
to be maintained (Falloon, 2013b). Apps that provided the greatest indication of productive
learning displayed a solid understanding of appropriate pedagogy. With this in mind, app design
parameters should seek to emulate the learning structures and boundaries implemented by a
classroom teacher — otherwise, findings indicate a lack of self-management and learning
independence that results in unproductive, divergent interactions (Falloon, 2013b).

Using iPads and related apps for instruction creates many learning opportunities. But if
students’ simple motivation surrounding technology is to be transformed into thoughtful

engagement and productive learning, educators need to carefully evaluate an app’s design and
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content features to determine if it supports learning goals and fosters effective learning (Falloon,
2013b). Findings that emerged also offer a compelling call to action to researchers and app
developers — when designing software and applications for student learning, these stakeholders
need to work together to improve app designs for learning, which will ultimately enhance and
improve the educational value for the students (Falloon, 2013Db).

Kucirkova, Messer, Sheehy, and Fernandez Panadero (2014) agree with Falloon’s
premise, especially in light of the wide availability and popularity of iPads and the ongoing call
for teachers to integrate technology into the curriculum. As of May 2017, there were 2.2 million
apps available in the app store (Wikipedia.com). According to Apple (2017), over 80,000 apps
are advertised as educational, but these are largely unregulated and untested. Any app developer
can tag an app as educational — apps are not evaluated as they enter the market and only a small
number are designed using research-based understandings of how children actually learn (Hirsh-
Pasek, Zosh, Golinkoff, Gray, Robb, & Kaufman, 2015). Kucirkova et al. (2014) took an
explanatory approach to investigate the educational value and impact of iPad apps advertised as
‘educational’. Much of their research focused on children’s experiences with one specific app,
Our Story, which was intentionally designed to support children’s engagement in story-making
activities. Kucirkova et al. (2014) also analyzed children’s natural engagement and peer
dynamics during unstructured times with other teacher selected apps (construction and drawing
apps). This study was located in a Spanish school context in Madrid, and focused on two
classrooms of four and five-year old children.

Children’s engagement was analyzed using an adaptation of Bangert-Drowns and Pyke’s
(2001) taxonomy, a tool that categorizes children’s literate engagement with educational

software hierarchically into seven distinct levels. These levels define different qualities of
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student engagement in terms of its complexity, relationship with intrinsic motivation, and degree
to which literate thinking is approximated. Because some iPad apps are designed to support both
individual and collaborative engagement, children’s engagement was also characterized in
relation to their exploratory talk, which is indicative of effective classroom discourse. Kucirkova
et al. (2014) explored whether different iPad apps, and the activities they mediated, facilitated
collaborative talk to varied extents. According to the adaptation of Bangert-Drowns and Pykes’
taxonomy, findings revealed that when tasked with story writing using Our Story, children
showed signs of self-regulated interest and critical engagement. This was evidenced as children
extended knowledge of letters using text-box features and developed digital expertise by
interacting with the audio-recording and imaging features (Kucirkova et al.,, 2014).
Contrastingly, with construction and drawing apps, finding revealed that children showed
structure-dependent engagement and unsystematic engagement, evidenced as children complied
with the apps’ design characteristics and interacted with only the features they perceived.
Implications from the findings suggest that it is likely the intuitive and easy manipulation
of the iPads (Hutchison et al., 2012) largely facilitated children’s collaborative talk, rather than
them focusing on how the tool operates, and specific features of Our Story facilitated students’
independent use. Children could switch on the audio-recording button, start/stop the recording,
select pictures, and use the text feature to annotate. When using Our Story, children may have
initially engaged in structure-dependent ways, but the design of the app and learning task led to
self-regulated engagement, in which the children created personal goals to interact with the task.
Key findings from this study underscore the importance of apps having features that are
easy to use, but also scaffold children’s learning. Open-ended apps, such as Our Story, fostered

higher educational and collaborative engagement and exploratory talk, versus those apps with
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closed content and pre-established success criteria (Kucirkova et al., 2014). This research
contends that there are certain content and design features that support student learning and
influence the extent to which children’s engagement is of educational value (Kucirkova et al.,
2014) — thus concurring with Falloon (2013b). Based on research from Science of Learning,
Hirsh-Pasek, et al. (2015) posit that true educational apps are those that target the ways children
actually learn and instantiate four principles of learning — active “minds-on” involvement,
engagement with learning materials, meaningful experiences, and quality social interactions —
within the context of scaffolded exploration towards a learning goal.

As described in Chapter 1, contemporary literacy practices of young children are
characterized by the everyday use of an array of technologies (Beschorner & Hutchison, 2013;
Flewitt et al., 2014; Hutchison et al., 2012; Lynch & Redpath, 2014; Wohlwend, 2012). New
technologies continually expand information and communication possibilities, and new literacies
skills are required to effectively exploit their potentials (Leu et al., 2004). Mobile devices, in
particular, have become integral to young children’s early experiences of literacy. iPads are
dominant among the many cultural tools with the potential to influence young children’s identity
and views of learning (Kucirkova et al., 2014). For these young learners, technology is more
than just playing an app or watching a video on the Internet. The iPad plays a major role in
shaping their identities. Among its many uses, the iPad creates personalized learning contexts,
enables the creation of multimedia content, encourages collaboration and exploration, and
provides a digital platform for multimodal communication and documentation. However
research has shown there is widespread ambivalence towards integrating new technology into
early literacy education (Flewitt et al., 2014). Literacy and literacy instruction today are being

defined by the continual emergence of technologies (Leu et al., 2004), but there are significant
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challenges when integrating these into the early literacy classroom, most prominently a
curriculum that focuses on literacy as primarily paper-based (Lynch & Redpath, 2014).
Furthermore, when technology is used, there is a tendency to replicate existing pedagogical
approaches instead of devising new approaches to maximize its potential to transform teaching
and learning (Flewitt et al., 2014). The disconnect between students’ technology experiences
inside and outside of school parallels a similar disconnect within the school environment and
how educators approach and instruct literacy.

The aim of Flewitt et al.’s research (2014) was to explore the potential of iPads for early
literacy teaching and learning. Reflecting a sociocultural approach to literacy and learning,
Flewitt et al. (2014) investigated how children’s literacy learning is mediated through the use of
the iPad and related apps across three different educational settings (nursery, early primary, and
special education). Although iPads and iPad applications can be used during instruction to
practice skills for mastery, many apps position the children as passive recipients of narrowly
defined literacy knowledge rather than producers of original material (Flewitt et al., 2014; Lynch
& Redpath, 2012). In the literature, these apps are characterized as closed-content apps. Closed-
content apps have ‘closed’ content, meaning the content cannot be changed or extended by a
user. These assume a transmission model of learning, where learning is acquired through
interactive, yet repetitive game formats. This closely resembles the drill and skill teaching
method. A student can practice isolated skills, for example, basic alphabetic principle, phonics,
or high-frequency words, and is rewarded with tokens for accomplishments.

By contrast, open-content applications assume a collaborative, interactive model of
teaching and learning. Open-content apps, including storytelling apps, narrated slideshow apps,

and book creation apps, are dynamic iPad applications that turn students into creators of original
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content. Creating a digital story, building a presentation, or collaborating to write, act out, and
record work are examples of creation-based tasks that utilize open-content applications and
multiple media (photos, voice recordings, text) and produce flexible opportunities for both
collaboration and individual work. If students are using creation apps to demonstrate a concept,
they are not simply consuming content — they are creating it. These opportunities give students
the choice, positioning them as active in the learning process. Creating and sharing learning
using technology deepens understanding and encourages ownership. Combined with thoughtful
planning and rigorous tasks, students can create valuable products to demonstrate their learning.

Findings from this exploratory study indicated that when well-planned iPad-based
literacy activities are integrated into classroom practices, they offer rich experiences for
collaboration and independent learning. Innovative and intriguing opportunities created by the
iPad stimulated concentration and creativity. This study further evidenced that the use of open
and closed apps allowed the practitioners to shape teaching and learning opportunities and
provide differentiated instruction.

Closed apps were used most effectively when strategically introduced as a way for
children to master certain skills, like letter recognition. Open apps allowed students a more
personalized, flexible learning experience that engaged them more deeply and creatively in tasks,
for example collaboratively creating a multimodal digital story using multiple media (photos,
voice recordings, text). Across the three settings, the flexibility offered by open content apps
provided the children and adults with an opportunity to develop digital expertise while engaging
in multimedia digital story creation. In some cases, children’s motivation to successfully
complete an iPad activity led them to display more advanced literacy skills than in a non-iPad

activity. The combination of the iPad’s mobility, immediate teacher feedback, and a satisfying
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end product enabled children’s independence, motivated their commitment, and sustained their
engagement. Additionally, using iPads offers scope for adults and children to be regarded as
experts in the classroom, empowering children while simultaneously increasing their knowledge
with the device (Flewitt et al., 2014).

As this study demonstrates, the affordances of iPads created promising opportunities for
early literacy education. Mobile devices enriched communication, facilitated collaboration, and
fostered independent learning, while allowing children the flexibility to work across multiple
modes and media to create their own content. Flewitt et al. (2014) caution that unless iPads are
seamlessly woven into the fabric of classroom practice, their potential could all too easily be
reduced to being no more than a device for delivering repetitive curriculum content — only with a
multimedia appeal.

Much research to date supports the premise that iPads provide unprecedented
opportunities for children to engage in dynamic learning contexts (Kucirkova et al., 2014).
Researchers also argue that intentional, seamless integration of iPads into the curriculum will
maximize their potential (Flewitt et al., 2014). In spite of the educational affordances and the
emerging evidence that iPad use can support and extend literacy learning opportunities for young
children, Lynch and Redpath (2014) point out that broader educational policies, curricular
contexts of early years education, and dominant institutionalized literacy practices can be at odds
with teachers’ intentions to utilize technology in transformative ways. In their research, Lynch
and Redpath (2014) investigated one first-year teacher and her class of prep year students
(children at this age are between the ages of five and seven). Practices that dominated early
years literacy curriculum in this school were heavily focused on traditionally conceived print-

based skills, and these connect with strict accountability policies and practices by government
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departments.  Although the state government supports digital learning and integrating
technology, this is overshadowed by an accountability system that is based on traditional
encoding and decoding views of literacy and mastery of print-based skills. While literacy is
constantly being redefined and broadened, classroom practices continue to position technology
narrowly (Lynch & Redpath, 2014). For this reason, the early literacy curriculum and policy
stipulated classroom practices conflict with contemporary understandings of new literacies (Leu
et al., 2004), multiliteracies (Cope & Kalantzis, 2000) and what Fleer (2011) defines as
‘technologically constructed childhoods” — a term used to reflect the profound impact that
technology expansion is having on children’s experiences of their world. A mono-modal print-
based literacy curriculum is not conducive the new literacies and skills that emerge from
technological innovation (Fleer, 2011) and is therefore inadequate to equip students to participate
in contemporary societies (Lynch & Redpath, 2014). This highlights the need to reconceptualize
curriculum to include an expansion and fusion of modes and consider the technological
imperatives in children’s lives (Fleer, 2011; Lynch & Redpath, 2014).

The teacher in this study attempted to navigate a path between bringing her vision for an
innovative, technology-infused classroom to fruition, complying with established practice, and
adhering to the conservative curriculum. Evidence shows that it was difficult for her to integrate
technology while complying with the print-based curricular demands and the centrally mandated
traditional view of literacy in the school culture. However, findings that emerged also indicated
that within this context, iPads can be used by very young learners as tools for representing their
understandings, producing their own knowledge and communicating learning. Young students
were highly competent iPad users, demonstrated a high level of motivation and enthusiasm, and

could work relatively independently to navigate and troubleshoot (Lynch & Redpath, 2014).
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Lynch and Redpath (2014) assert the true impact of iPads and apps depends greatly on
how they are utilized. This study proved that iPads are particularly attractive for early years
learning — their portability, touchscreen interface, simple navigation system — and can support
independent use by very young learners. Like Falloon (2013b), Lynch and Redpath (2014) also
discuss different usages of the iPads in terms of the ‘openness’ and ‘closedness’ of certain apps.
Initially, the iPad was used with a focus on gamified apps that contained traditional early literacy
content in an interactive, digital form — which was in line with the dominant practices of print-
based literacy teaching. These apps direct students through content — although students could
choose a level of interactivity, the geography of the app is closed. Technology was an already
formed product to be consumed rather than a learning tool to be inscribed through the learning
process (Lynch & Redpath, 2014).

The teacher’s vision for her classroom was one where technology was an opportunity for
innovation and empowerment — students could become active, self-directed learners with a
strong sense of agency. It was this vision for a student-centered critical pedagogy that emerged
in later findings of this study, where the students utilized iPad apps to create a multimodal
alphabet book, which included drawings, text, and audio recordings, and were shared via social
media (Twitter and YouTube). Such apps are characterized as open-content. The alphabet book
activity supported the strategic movement between apps, driven by a production process where
students were designing a final product. These apps can support any number of learning
activities where students could produce and communicate knowledge. Open-content apps
position the student as a producer of information and use is self-directed as students move
seamlessly between apps using digital content to create a multimodal text that can be

disseminated to a wider audience. Students using apps of this type illustrated a high degree of
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digital fluency that is not necessarily evident in the use of closed applications (Lynch & Redpath,
2014).

Historically, it is the technologies that are a good fit with existing practices that are most
easily implemented into current practices, evidenced in this study by the closed apps and the
traditional literacy curriculum (Lynch & Redpath, 2014). However, when those technologies
that afford different types of teacher/learner roles and relations are adapted to institutionalized
ways of teaching and learning, there is an increased risk that iPads will emerge as tools to service
the dominant literacy practices (with some added interactive multimedia appeal) (Lynch &
Redpath, 2014). As exemplified in this research, transformative technology integration is
possible and the iPad can be used to bridge the gap between emerging home literacy practices
and the technology infused literacy practices in early childhood classrooms (Lynch & Redpath,
2014).

As evidenced by the research discussed in this review of supporting scholarship, one of
the many educational affordances of digital tools is that they provide expanded learning
opportunities. Additionally, the increasing importance of digital devices for communication and
text production in the 21% century places increasing emphasis on the development of digital
literacy skills — the wide range of interrelated skills, knowledge, and behaviors associated with
using digital technology (networked devices) to produce and communicate information —
beginning in early childhood. Touchscreen devices, namely iPads, offer an accessible and
engaging platform suitable for young children (Flewitt et al., 2014), and many schools have
launched 1:1 iPad initiatives that provide students the tools for learning, communicating, and
multimodal composing (Rowe & Miller, 2015). In early childhood classrooms, multimodal

composing has always been an important learning activity. But the increase in technology begs
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the question — what can iPad apps do for multimodal composing? Rowe and Miller (2015)
support Falloon’s (2013b) premise that if iPads are to be integrated into early childhood
classrooms, educators need to understand how children respond to the app designs and content
features. But Rowe and Miller (2015) take this argument a step further and assert that educators
also need to understand how children can use these technologies as tools for producing their own
content.

As indicated previously, the observational studies of Flewitt et al. (2014) and Falloon
(2013b) found that teachers most often used closed-content iPad apps. Although these apps
offered visually engaging opportunities for practice and mastery of print-based literacy skills,
their formats are repetitive. In both studies, researchers noted how these apps positioned
children as consumers of already constructed content rather than producers of their own
knowledge. The use of open-content composing apps as a constructive, student-centered activity
may provide a supportive environment for young children’s multimodal composing. Rowe and
Miller (2015) aim to add to this knowledge base by designing eBook activities and exploring
how the affordances of iPads, composing apps, and digital cameras might be used to support the
learning of young emergent bilinguals.

Due to the prevalence of mobile devices in both 21% century communication and in
classrooms, all students deserve the opportunities to become proficient using technology — but
this is problematic because of the inequity in schools (Rowe & Miller, 2015). While the
emphasis to integrate technology into early childhood classrooms increases, the student
population is simultaneously becoming more multilingual and culturally diverse, with the
majority of emergent bilinguals attending low-income schools (as cited by Rowe & Miller,

2015). Although these children have considerable experience using digital tools in their homes,
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they may have fewer opportunities to use new technologies at school. This suggests that
children’s home experiences with technology can become a resource for learning and connect
home and school language and literacy practices. However, in schools where instruction is
conducted in English, early childhood educators of young emergent bilingual students face
challenges in helping these students build English language and literacy skills, in supporting
children’s use of heritage languages that they may not speak, and in planning culturally relevant
instruction (Rowe & Miller, 2015).

One way to use digital technologies in the early childhood classroom is to design eBook
activities that provide young children with composing opportunities that are multimodal,
multilingual, and multiply-sponsored. Through a two-year design-based research study, Rowe
and Miller (2015) explored conditions that supported these learning opportunities. Four-year
olds were invited to use open-content apps, iPads, and digital cameras as tools to create their own
eBooks and compose in both their languages. Digital tools provided expanded opportunities for
multimodal composing. Digital composing apps made it easy for children to integrate multiple
modes of representation (writing, photos, voice recordings) and offered easy access to a wide
array of multimodal tools (for example, digital color palettes and stamps). iPads and composing
apps encouraged students’ academic language proficiency through translanguaging — using one’s
complete language repertoire to be understood and create meaning — by providing oral recording
tools that supported young children’s multilingual composing. Using the iPad’s voice recording
tool to make multilingual digital recordings created opportunities for children to incorporate their
heritage language into classroom learning activities. iPads and digital cameras afforded new
possibilities to share content between home and school and enabled the creation of culturally

relevant content. Because children’s families are sources of knowledge and skills that can enrich
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instruction, digital photography made these funds of knowledge visible and available as
legitimate resources for learning.

The eBook activities incorporated the use of three apps: Drawing Pad (offering an array
of digital tools for freehand drawing and writing that could also be combined with color stock
images or photos), Book Creator (offering the opportunity to create multi-page eBooks using
digital photos or drawings, voice recordings made with the app’s sound recording feature and
text created freehand or with the app’s digital keyboard), and iBooks (a library where children
could access and read or listen to their own and peer’s books). eBook composing events were
also designed to incorporate Brian Cambourne’s (2009) conditions of language and literacy
learning. The following paragraph offers a brief description of these conditions.

Children were immersed in the eBook genre individually and in a whole group several
times per week. The classroom teacher and researchers composed a demonstration eBook that
provided multimodal and multilingual demonstrations using photos and voice recordings. The
expectation that children would engage as composers was communicated through invitations to
use the digital tools and engage in conversation about their writing. Children engaged in digital
photography and composing and were responsible for creating the content of their eBooks,
deciding which aspects of digital tools were most appropriate. Approximations created through
emergent writing and invented spelling were valued. Researchers were present during the eBook
events to respond to texts and support the composing process in different modalities and
languages (Rowe & Miller, 2015).

The instructional conditions employed in the eBook activities successfully supported
children’s multimodal composing — particularly when teachers incorporated language-specific

demonstrations to scaffold understandings and supported young, emergent bilinguals’ use of both
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their languages as resources for creating digital eBooks. Additionally, young children are able to
use digital tools to compose eBooks and children interacted with digital tools in both product-
focused ways (naming and narrating events and pictures) and process-focused ways (through
dramatic and exploratory play, experimenting with visual affordances of the iPad to construct a
scene and take on roles). Children easily transferred writing skills between page and screen. In
general, page-based and digital-based writing skills were similar, suggesting that there may be no
particular advantage to a touchscreen environment. Findings do show that eBook activities
provided supportive conditions for young children’s emergent writing and provided meaningful
and motivating writing contexts. Furthermore, the iPad offers a kind of multimodal composing
that can extend the learning opportunities available in paper-based activities.

Visual images, in particular personalized photos taken at home, served as anchors for
composing and conversation that included both English and the child’s heritage language.
Having home photos available for composing was an important home-school connection and
positioned the children — rather than the adults — as experts in the conversation. Using digital
cameras and iPads increased the two-way travel of culturally relevant content and in this way
successfully supported multiply-sponsored composing (by children, family members, teachers).
This exchange is particularly important for schools serving students from culturally and

linguistically diverse backgrounds (Rowe & Miller, 2015).
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2.5 ADDRESSING THE GAP

It is well-established in the literature to date that iPads can be effectively integrated into
instruction with the use of an educational technology integration model. Additionally iPads can
be utilized to expand learning opportunities in early childhood contexts, as well as facilitate the
emergence of early literacy skills and support early literacy learning. However, there is a need to
better understand the role that digital experiences play in early literacy instruction and learning,
and to consider how digital tools can foster the development of emergent digital literacy skills
alongside conventional early literacy skills. iPads have not been extensively studied as a literacy
teaching tool. Furthermore, there is a paucity of literature related to the effective integration of
creation-based learning tasks — where students use iPads and related open-content applications to
create demonstrations of knowledge and understanding in a multimodal way. By examining how
creation-based tasks can be effectively integrated into early literacy instruction to facilitate

students’ literacy learning, this dissertation research aims to address this gap.
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3.0 METHODOLOGY

The purpose of this action research study was to examine how to effectively integrate iPads and
related open-content applications through creation-based literacy activities into my instruction to
teach literacy skills and appropriately scaffold students’ literacy learning in an engaging manner.
This study employed action research methods to specifically examine three key aspects of
learning: (1) how creation-based tasks that utilize iPads and open-content applications engage
young learners in digital literacy practices and foster the development of digital literacy skills,
including understanding and utilizing digital apps and touchscreen interfaces, navigating
symbols (such as “X” or “OK”), image buttons and text options, collaborating and
communicating with others to complete a shared task, and the creative design of digital artifacts
(Kazakoff, 2014); and (2) how engagement in creation-based literacy tasks and digital literacy
practices foster the development of students’ agency and promotes engagement. Additionally,
the integration of an action research study into my classroom setting has provided significant
insight into my teaching practice, specifically related to how it has been impacted by the
experiences of integrating creation-based literacy tasks that utilize iPads and open-content
applications during small group instruction. For practitioners, like myself, the findings from this
study contributed to understandings of effective technology integration and also demonstrated

how effective technology integration can be achieved.
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3.1 RESEARCH QUESTIONS

The central research question that has guided my study is: In a 1:1iPad classroom environment,
how are creation-based learning tasks that utilize the iPad and related open-content iPad
applications effectively integrated into literacy pedagogy to facilitate literacy learning in the
kindergarten classroom? The following sub-questions were also explored: How do creation-
based literacy tasks engage kindergarten students in digital literacy practices? How do these
literacy tasks foster the development of students’ agency and promote engagement? and How has
my teaching practice been impacted by these experiences? The research method I have
determined to be most effective in attaining the answers to these research questions was a multi-
method qualitative research design. The qualitative methods that my inquiry has adopted
combined the ethos of teacher action research with the descriptive nature of case study research.

Given my research questions and my situation as a classroom teacher, whose research
interests stemmed from my experiences with the 1:1 iPad reform initiative in my school district,
action research was the appropriate methodology. Teacher-action research is grounded in the
reality of the school and classroom settings, and through the process of inquiry, it leads to new
understandings and changes that make a difference in my teaching and learning (Pine, 2009).
McNiff and Whitehead (2006) discuss action research as practitioners developing new ideas,
creating new knowledge, and generating theories about improving their work. This model of
action research best represents what I wanted to do within my classroom.

As a classroom teacher and teacher-researcher, action research has allowed me to blend
my pedagogical knowledge and contextual knowledge of my classroom with my professional
knowledge of theories and research in order to make meaningful changes related to my problem

of practice: effective iPad integration in the kindergarten literacy curriculum, more specifically
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how creation-based learning tasks that utilize iPads and related open-content iPad applications
could be effectively integrated into the kindergarten literacy curriculum. Through the process of
action research and inquiry, I was able to conceptualize and create knowledge regarding how to
effectively integrate iPads into the literacy curriculum, interact with this knowledge, transform it
through reflective practice, and then apply the new knowledge to purposefully take action in my
classroom to improve teaching and learning. Action research has enabled me to reflect upon my
instructional experiences, articulate knowledge about my craft, recognize my expertise, and use

this inquiry process to develop a more dynamic environment for teaching and learning.

3.2 CONTEXT AND PARTICIPANTS

This action research study was conducted with my classroom of kindergarten students. As their
classroom teacher, and as the teacher-researcher, I was also a participant. As is the case in the
average primary classroom, there was a great deal of heterogeneity among my students. Students
were of varying achievement and ability levels, learning styles and cognitive abilities,
personality traits and demeanors. There were also significant amounts of variance in students’
motivation levels, maturity levels, emotional readiness, and chronological age. Differentiated
instructional strategies were used to accommodate these diverse learning needs, such as
readiness and learning styles, and involved a variety of instructional methods.

Flexible grouping is one such method that has been incorporated into classrooms district-
wide to differentiate instruction and personalize learning. As a strategy, flexible grouping
employs several different organizational patterns for instruction, including various forms of

teacher-led and student-led groups (Radencich & McKay, 1995). Students are grouped and
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regrouped according to individual instructional needs, learning styles, targeted skills, and
specific activities. During this study, I have worked with and observed small groups of students
during a daily, one half-hour block of reading instruction called flexible reading groups. In my
classroom, students work in small collaborative groups at a learning station or center. These
learning stations take three forms: groups that work directly with the teacher, independent
groups with structured engagement and supervision by the teacher, and groups facilitated by a
paraprofessional or classroom aide. At each learning station, students are provided with
systematic practice, reinforcement, and explicit instruction in targeted reading skills,
respectively, as well as the opportunity to engage in creative activities, learning games, and
projects designed to extend literacy learning. Student groupings vary between homogenous
groups (based on similar abilities and readiness) and heterogeneous groups (based on differing
ability levels and learning styles, used to encourage an understanding of different perspectives
and facilitate teamwork). Students rotate to a different learning station each day. Students also
have the opportunity to move among the groups that best correspond with learning needs and
overall learning objectives.

Over the course of fifteen weeks, I had worked directly with small groups of students at
one learning station. At this station, students were engaged in a series of creation-based literacy
activities aligned to a technology integration framework — both have been designed specifically
for this inquiry. In these activities, students utilized the iPad and related applications to create a
variety of digital products (including an interactive presentation, talking picture, and digital
comic book story) that demonstrated their literacy learning. The process by which these
activities were developed is described in detail later on in this chapter, and the activities

themselves are presented in lesson plan format in Table 7.
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3.3 DATA SOURCES

Data was collected using three qualitative methods: focus group interviews, observations, and
artifact collection/review (digitally created artifacts). Data was also be obtained from a reflective
journal/field notes and audio recordings. All data was analyzed using a standard content analysis
and was coded and categorized according to three aspects of learning: digital literacy practices,
agency, and engagement. Key characteristics that distinguish each of these aspects are detailed

in Table 1.

Table 1. Aspects of Learning: Key Characteristics

Aspects of Learning: Key Characteristics

Digital Literacy Practices Student Agency Engagement
Stodenls anc: Student agency is about the stndent having an active role Stiudent engagement cnlails snstamed o clion fo
in their learning. leaming.
=  wuiilizing digital apps and tonchscreen
inferfaccs Students arc lcaming how fo devclop a growth mindsct fo | Studenis arc emotionally engaged-
govem how and what they leam. Students arc showing
=  comectly wsing varions buttons onthe | signs of agency when they- =  cnfhosiastic
app’s toolbar (image or text bottons)
and navigation symbols (such as “x”, = take ownemship of work by making decisions =  oplimistc/positive

“cancel”, or “ok™) and showing
proficiency while working within an
app to create a digital product

= taking photos/ editing photos

=  desmipning digital artifacts filizing one
or more open~conlent creation-based

=  independently creating a digital
artifact

=  collaborating and commmmi cating with
others to create a digital artifact that
utilizes one or more open-content
creation-based app

regarding how their knowledge of tarpeted
Iiteracy skills is demonstrated (for example,
chooscs what fo take a picture of, what fo
draw, what to say)

leaming and then actively looking for the
answers — whether consulting with peers or

commumicate their thinking, their choices and
reasoning, to peers and/for to the teacher

- concentrating: involved with task
=  parlicipaling in working on task

- asking qoestions (of each other or of the
teacher)

= helpfal to other students (offering
suggestions or help)

Student focus group interviews were conducted at three intervals during the course of the
study. Two or three students participated in each focus group. The purpose of conducting these
student interviews was to gain insight into how creation-based literacy tasks promoted digital
literacy practices and impacted student agency and engagement.

Student responses were

analyzed using a standard content analysis and were coded and categorized according to three
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aspects of learning — digital literacy practices, agency, and engagement — characterized in Table
1. A focus group interview protocol can be located in Appendix A. Although questions had
been pre-determined, student responses affected the order by which these questions were asked
and had also prompted follow-up questions. Additionally, due to the flexibility of this study
design, particular interview questions were added, excluded, or worded differently than what had
been initially outlined on the protocol.

Digital artifacts produced by the students to demonstrate learning were also collected as
sources of evidence. The design of these artifacts was examined using the characteristics

outlined in Table 2.

Table 2. Digital Artifacts: Examination Checklist

Digital Artifacts: Examination Checklist

Digital artifacts created to demonstrate learning will be analyzed based on evidence of the following
characteristics:

1. Visual representations (drawings, photographs)
2. Verbal representations (narrations, audio-recordings)

3. Independent and/or collaborative creation of multimodal products that combine graphics,
photographs, audio, and/or text (as noted according to each phase of the inquiry)

As evidenced by the creation of a digital artifact and as noted in my reflective journal, students will have also
shown evidence of:

4. Correct use of device and app functions

5. Successful navigation of digital screens

Observations were used to compliment these methods and provided insights into how
students are engaging in digital literacy practices and how these experiences fostered agency and
engagement. Two types of observational methods were utilized: participant observations and

non-participant observations.
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As the practitioner action researcher, I kept a reflective journal. This journal included
notes related to my observations during flexible reading group time and reflections regarding my
teaching practice — with the primary focus on how these creation-based literacy tasks that utilized
iPads and related applications were integrated in the context of flexible reading groups. The
intention of this reflective journal was to assist in building a holistic picture of my experiences
during this study. This reflective approach assisted in discerning the effectiveness of teaching
strategies related to three aspects of learning: (1) how teaching and learning experiences were
scaffolded in order to promote student engagement, and guided students in a shift towards
higher-order thinking capabilities and understandings; (2) how these experiences laid the
foundation for student agency; how children were encouraged to be agents in their own learning;
and (3) how the implementation of creation-based literacy tasks supported children in the
development of digital literacy practices. Table 1 outlines key characteristics that distinguish
these aspects of learning for this inquiry.

Audio-recordings were also used to capture students’ interactions (with one another and
myself). These recordings provided insights and valuable data regarding four key aspects of this
inquiry:

1) how integrating technology impacted my teaching practice, specifically regarding
key elements of effective instruction (the learning environment, methods of
instruction, classroom management, and ways that students are guided to integrate
new ideas and apply new knowledge) and how my role as the teacher changed
from the traditional information giver to one who also shares authority with the

students (mediating students’ learning through facilitation, modeling, and

52



coaching to maximize their ability to engage with the learning experiences and
take responsibility for their learning)
2) how students developed a growth mindset to govern how they learn (agency)
3) how students articulated their own engagement
4) how students engaged in digital literacy practices.
Non-participant observations were conducted by a research assistant. These observations
took place on average once a week. The research assistant conducted time sampling using a
coded observation protocol. The key characteristics of the three aspects of learning detailed in
Table 1 were pre-specified coding categories. The research assistant recorded which of these
predetermined indicators were present for an individual student in a small group during a defined
time interval of five minutes. The size of small groups did vary, but was often two or three

students. The observation protocol can be located in Appendix B.

3.4 DATA ANALYSIS

Three research-based frameworks were systematically used to categorize, summarize, analyze,
and discuss the qualitative data gathered during this study for each key aspect of learning: digital
literacy practices, agency, and engagement.

To analyze the development of early digital literacy practices and skills, data collected
from observations and focus-group interviews, as well as interactions captured with audio-
recordings, was discussed in terms of an adapted digital literacy framework based on the work of
Walsh, Asha, and Sprainger (2007). Their research focused on the digital literacy skills primary

school children needed to become proficient website readers. In Table 3, an adapted framework

53



to categorize the key characteristics of digital literacy practices (outlined in Table 1) with which

children engaged during a creation-based literacy task utilizing the iPad and related open-content

applications is presented.

Table 3. A Framework for Categorizing Emerging/Early Digital Literacy Practices During Creation-Based Literacy

Tasks
A Framework for Categorizing Emerging/Early Digital Literacy Practices During Creation-Based
Literacy Tasks
*adapted from the work of Walsh et al. (2007)
Digital Literacy Practices: Key Characteristics
Coding Skills | Opemtional Skils
= using varions buttons an the app’s toolbar (image or text buttons) and navigation symbols (snch as “x™ o an ammow) and
key wards (such as “cancel”, “ok™, “save”, “next™)
= Inowledge and use of icon functions and hame button
= utilizing the tonchscreen interface
o fapping
o  saolling
o0 swipmg
Semantic Skills Communication Skills
=  talks abount thinking and ideas to peer or teacher
=  asks questions
*Note: The commnmuications skills overlap with key characteristics previously identified (Table 1) o indicate sindent agency.
Collabaration Skills
= Collaborating and commmicating with others to create a digital artifact nsing an open-content application
o sharing individual ideas
o listening to others’ ideas
o  vahing others’ ideas
o  defending or rejecting an idea (mot the stndent who contributed the idea)
o making dedsions together -
0  using everyome’s ideas to create something meaningful
Pragmatic Skills | Creation Skills o )
= using iPads and related applications for a given task
= creating new texts digital artifacts (presentation, talking picture, digital story) nsing an open-content/open-format
application
=  taking/editing photos
Critical Skills Critical Practices o - . . . .
= ditically evaluating digital artifacts to detect underlying biases, points of view, and ideclogies
= mnderstanding how choices of color, images, efc. construct meaning
To provide insight into how the learning experiences during the course of this inquiry

provided a foundation for student agency, data collected from observations and focus-group

interviews, as well as interactions captured with audio-recordings, was viewed through the lens

of the sociocultural theory. From the perspective, agency is understood as grounded in social

interactions, mediated by the teacher, (Vygotsky, 1978) and related to the learning activity as
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much as to the individual student (Lehtonen, 2015; Rainio, 2008). Data was discussed using a
framework developed by Anna Pauliino Rainio (2008), whose ethnographic research examined
student agency in an early education setting. According to Rainio (2008), agency can be
categorized into three types: passive, responsive, or initiative. These types of agency are

characterized in Table 4.

Table 4. A Framework for Categorizing Student Agency During Creation-Based Literacy Tasks

A Framework for Categorizing Student Agency (Rainio, 2008)

Student Agency: Key Characteristics

Passive -no sign of participation

Responsive | -answeringa question
-following a direction
-participating

Initiative %  Suppartive: . L ) . o

Suppahng another’s idea or suggestions with one’s own idea or suggestion, or supporting with a gesture (nod, thumbs up)
<  Constuctive:

~developing a new suggestion, asking a new question (or follow-up question) or contributing to an activity

*supportive and constrctive initiatives are directed towards creating, snstaining, or sharing in something that the class or small gronp
is doing

* Deconstructive:
“distracting cneself from the task

<  Resistant:
Tefusal
-testing power positions (traditional teacher/stndent roles)
-being oppositional

*deconstictive and resistant initiatives are opposite of snpportive and constructive, however can redefine traditional power relations
in the classroom setting

To provide insight into students’ engagement during this study, children’s engagement
patterns, as evident in observations and focus group interviews, were characterized based on the
work of Kucirkova et al.’s (2014), whose research analyzed children’s hands-on engagement
with a variety of iPad apps, among them a story-making app purposefully designed by the
research team to support children’s engagement in story-making activities. Individual

engagement was categorized using Bangert-Drowns and Pyke’s taxonomy (Figure 2). Bangert-

55



Drowns and Pyke (2001) studied elementary children’s engagement with computer-based
educational software and developed a seven-level taxonomy to analyze various aspects of
children’s literate engagement. The taxonomy is arranged hierarchically, and defines different
qualities of student engagement in terms of its complexity, relationship with intrinsic motivation,
and degree to which literate thinking is approximated. Literate thinking, according to Bangert-
Drowns and Pyke (2001), entails the ability to evaluate the content of texts, interpret texts from a
meaningful perspective, and then reflect on one’s personal values and experiences.

For this inquiry analysis, I have further adapted the framework used in the research of
Kucirkova et al.’s (2014) by redefining terms and concepts within each level to align with the
use of mobile devices and related open-content applications for the purposes of a creation-based
task (Table 5). The conception of literacy in this study has added a new, unique set of

possibilities to the notion of engagement.

Level 1 Literate thinking Student interprets software content from multiple and personally meaningful perspectives. Student manipulates
software features to explore alternative interpretations as an opportunity to reflect on personal values or experiences.

Level 2 Critical engagement Student investigates operational and content-related limitations of the software. Student manipulates software features
to test personal understandings or limitations of the software presentations.

Level 3 Self-regulated interest Student creates personal goals within the software to make the software as personally interesting as possible. Student

adjusts software features to sustain deeply involved, interesting, or challenging interactions. Student adapts software for
personally defined purposes.

Level 4 Structure dependent Student is sensitive to and competent with software operation and navigation. Student pursues goals communicated by
engagement the software and responds to operational, navigational, or content organization.
Level 5 Frustrated engagement Student possesses clear goals when working with the software but is unsuccessful in accomplishing them. Student

knows what the software can do, but cannot accomplish it. Student may manifest stress or frustration in negative
comments, confusion, aggression, erratic behavior, agitation, distress, or anxiety.

Level 6 Unsystematic engagement Student has unclear goals when working with the software. Student moves from one incomplete activity to another
without apparent reason. Student successfully completes simple tasks within the software but does not link tasks for
higher-order goals.

Level 7 Disengagement Student avoids working with the software or discontinues use prematurely. Student may tinker with software in a
seemingly purposeless and unresponsive way. Or, student may in fact turn away from the software or resist using it at
all.

Figure 2. Bangert-Drowns & Pyke’s Taxonomy (as used by Kucirkova et al., 2014)
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Table 5. A Framework for Categorizing Student Engagement During Creation-Based Literacy Tasks

Framework for Calegorizing Student Engagement
The framework used in the research by Kucirkova et al.’s (2014) has been further adapted in order to
cncompass the use of mobile devices and open-content applications (used for creation-based literacy
tasks).
Student Engagement: Key Characteristics
Level 1: e  Student interprets content created from mmitiple and personally meaningful perspectives.
- . 3= - Student manipulales application features to explore altemative interpretations as an opportunity to reflect on
Literate Thinking persanal vahues or experiences.
Level 2: - Student investigales operational and content-related limitations of the application.
Critical Engagemen t - mlzzugéﬂes features of the application to test personal understandings or limitations of the
Level 3: «  Student creates personal goals within the application to make the process of areating a digital prodnct as
perscnally inferesting as possible.
Self-regulated Interest o Student adjusts features of fhe application fo snstain deep involvement, remain i 1 and/or challng
interactions with the application.
- Student adapts features of the application for a personally defined purpose.
«  Student meets fargeted leamning objectives and demonstrates nnderstanding throngh the creation of a digital
artifact.

0  Student applics imnderstanding of letter/sonnd comrespondence and manipulates an open-
content/open-format application in the manner of their choice to create a talking pictare and/or
narrated presentation.

0  Student applics imnderstanding of key story components (beginning, middle, and end), and
manipulates an open-content/open-fommat application in the mammer of their chaoice to design and
narrate (or retell) a digital story.

Level 4: «  Student is sensitive to and competent with the operation of an application and the mobile device ((Pad).
- Student pursnes overall leaming goals and goals cammmicated by the application and responds to
Structure Dependent operational f igaticnal fe o content crganization within the app.
Engagement
Level 5: - Student possesses dear leaming goals when working within the application but is unsnocessful in
accomplishing them.
Frustrated Ellgilgemellt e  Student kmows what the application can do, but cannot figure out how to accomplish it
- Student may manifest stress or fstration in negative comments, confusion, aggression, emratic behavior,
agitation, distress, or amxiety.
Level 6: «  Student has mnclear goals when working with the application.
. - Student moves from one step in creating a digital product to the next without any apparent reason or
Unsystematic understanding of plan.
Engagement - Student moves aimlessly throngh varions features and toolbars within an application, bat does not appear to
show any understanding what counld be created to demonstrate leaming.
«  Student snccessfully completes the task of creating a digital product, but does not link the task to higher-
arderf overall leamning goals.
Level 7: «  Student avoids warking with the application completely.
- - Student doses application prematurely.
Dlsengagement «  Student may tinker with the application in a seemingly purposeless and unresponsive way.
«  Student may resist using the application.

The combination of methodological approaches has provided valuable data related to
how iPads can be used to promote fundamental and digital literacies, expand literacy learning
opportunities, foster students’ engagement and agency, and impact teaching and learning. Using

the aforementioned frameworks as tools to organize and interpret data has facilitated a
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systematic and comprehensive analysis, and this has promoted rich discussions regarding the
findings. It is my hope that this research will serve as a useful knowledge base for integrating
iPads in early years literacy instruction and contribute to understandings about the role that

digital experiences play in literacy development and proficiency.

3.5 DESIGN OF LESSONS AND INSTRUCTIONAL ACTIVITIES

The gradual release of responsibility model is an instructional framework designed to guide
teachers in shifting their instruction from teacher-centered to student-centered, thereby enabling
teachers to scaffold students’ learning (Pearson & Gallagher, 1983). Research supports this
model as an effective tool for developing reading skills and comprehension. Northrop and
Killeen (2013) adapted this framework for tablet use in the classroom, offering the following
guidelines: 1) teach targeted literacy skills without the app; 2) explain and model the app; 3)
guided practice with the app; 4) independent practice with the app, checking to make sure that
students know how to use both the app and the literacy content in the app. Following this

% <e

framework, the technology is situated within the students’ “zone of proximal development”
(Vygotsky, 1978). For the purposes of my inquiry, and to ensure that students are working at an
appropriate instructional level and effectively working with targeted literacy skills and content, I
have further adapted the gradual release of responsibility model to scaffold children’s literacy
learning and encompass the integration of both independent and collaborative creation-based
literacy tasks that utilize open-content iPad applications. This adapted model, A Framework for

Effective Teaching and iPad Integration: Creation-Based Literacy Tasks, comprises three

phases: Introductory Creation-Based Tasks, Independent Creation-Based Tasks, and
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Collaborative Creation-Based Tasks. Phases were designed to integrate sequentially; integrating
one phase means integrating all previous phases as each one has been developed based on the
preceding. The individual components within each phase have also been strategically planned to
teach students efficiently by scaffolding both literacy instruction and iPad integration. This
framework is based on my research and knowledge of content and pedagogy, with the primary
focus on first identifying literacy learning goals and instructional objectives before selecting the
technology. To that end, technology serves as the tool used to support the learning goals and
enable the creation of digital artifacts to demonstrate literacy learning.  This framework is

presented in Table 6.
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Table 6. A Framework for Effective Teaching and iPad Integration: Creation-Based Literacy Tasks

A Framework for Effective Teaching and iPad Integration: Creation-Based Literacy Tasks
*adapted from the work of Northrop and Killeen (2013) and Pearson and Gallagher (1983)

Step 1: Select leaming poal, determine objectives and assessments; select app that aligns with goals

Step 2: Use direct instruction to teach tarpeted literacy skills without the app

Step 3: Explain and model one open-content app. Give explicit instructions on technology aspects of the app
{key Tinctions).

INTRODUCTORY
CREATION BASED | Step 4: Guided practice with the app and a targeted literacy skill: use the selected app to complete a literacy-
TASKS related task, wherein the student would create a digital artifact to demonstrate literacy learning.
+  Check to ensure that sindents know how to use the app and can demonsirate leamed literacy skill.
Step 5: Supervised independent practice with the app: use the selected app to complete a literacy-related
iask, wherein the student would create a digital artifact to demonstrate literacy leaming
*repeat steps 1-5 for each individual app that comesponds with a creation-based literacy task
Step 6: Select leaming poal, determine objectives and assessments; select app(s) that align with leaming
goals
Step 7: Use direct instruction to teach targeted literacy skills without the app
INDEPENDENT Step 8: Explain and (re)model one app at a time. Give (of review) explicit instructions on technology aspects
CREATION-BASED | of the app (key functions).
TASKS
Step 9: Guided practice choosing one or more multiple open-content applications to create a digital artifact to
demonstrate literacy learming
+  Check to ensure that sindents know how to use the app and can demonsirate leamed literacy skill.
Step 10: Supervised independent practice choosing one of more open-conient applications to create a digital
artifact to demonstrate literacy leaming.
*repeat steps 6-10 for each individual app that comesponds with a creation-based literacy task
Step 11: Select leamning poal, determine objectives and assessments; select app(s) that alipn with goals
Step 12: Use direct instruction to teach targeted literacy skills without the app
COLLABORATIVE |l Siep 13: Explain and (re)medel one app at atime. Give (or review) explicit instructions on technology
CREATIONBASED i
aspects of the app (key fimctions).
TASKS

Step 14: Stuctured collaborative leaming: Guided practice collaborating to create a digital artifact to

demonstrate inderstanding of a certain literacy skill(s). Provide students with direct instruction,

demonstrations, think-alouds, and opportumities for practice with collaborative and commumication skills.
*  Check to ensure that students know how to use the app and can demonsirate leamed literacy skill.

Step 15: Supervised collaborative leaming: Independent practice in small groups, collaborating to create a
digital artifact to demonstrate understanding of a certain literacy skill(s)

*repeat steps 13-15 for each individual app that commesponds with a creation-based literacy task

My vision for teaching and learning is a classroom where each child has opportunities for

active and thoughtful engagement, where students learn to take ownership of their learning and

feel competent in achieving goals, and where critical thinking skills are fostered through
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collaborative work — a classroom where every child is challenged on a daily basis and where
each one is educated with respect to his/her individual learning style, learning needs, and
individual interests. One way to differentiate learning and cultivate a dynamic classroom
atmosphere is to create transformative learning opportunities for teaching and student-led
learning by integrating mobile technology (iPads) in meaningful ways. Utilizing the adapted
gradual release of responsibility model, 4 Framework for Effective Teaching and iPad
Integration: Creation-Based Literacy Tasks (as presented in Table 6), I systematically planned
and designed a series of lessons and creation-based literacy activities that utilize open-content
iPad applications to be integrated into small group instruction. These activities are directly
aligned to this framework.

During the design and planning processes, I had considered both the SAMR and TPACK
technology integration models. Initially, I began planning through the lenses of modification and
redefinition (the transformation level of SAMR) while continually reflecting on my knowledge
of content, pedagogy, and technology. First, I reviewed the literacy standards for kindergarten
and selected literacy learning goals and objectives for each phase of the framework:

e Phase 1: Introductory Creation-Based Tasks:

o Foundational Skills: The students will demonstrate knowledge of

letter/sound correspondence.
e Phase 2: Independent Creation-Based Tasks:

o Response to Literature: The students will understand a story and talk

about a story as an ordered series of events (beginning, middle, end).

e Phase 3: Collaborative Creation-Based Tasks:
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o Response to Literature: The students will understand a story and talk

about a story as an ordered series of events; the students will apply this
understanding and collaborate to create their own story.

Then I considered what applications would best support these goals, which were
appropriate and available, and could be used for authentic demonstrations of learning through the
creation of digital artifacts. What I have developed is a series of lesson plans and creation-based
literacy activities that blend knowledge bases together and align with the technology integration
framework, 4 Framework for Effective Teaching and iPad Integration: Creation-Based Literacy
Tasks (Table 6). The lesson plans and creation-based activities are described in detail in Table 7.
The technology integration framework is presented on the left side of the table and the
corresponding lessons and activities are presented on the right side. All lessons and activities are
aligned to Pennsylvania Common Core Standards and broad literacy learning goals, outlined in

Table 8.
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Table 7. Effective Teaching and iPad Integration in Small Group Instruction: Creation-Based Literacy Tasks

Effective Teaching and iPad Integration in Small Group Instruction:
Creation-Based Literacy Tasks

A Framework for Effective Teaching and
iPad Integration: Creation Based Literacy

Tasks

*adapted from the work of Northrop and Killeen (2013)
and Pearsom and Gallagher (1933)

Creation-Based Literacy Tasks: PHASE 1

FOUNDATIONAL SKILLS: Letter/Sound Correspondence

Anticipated Time Frame:

»

Planning and Instruction of Targeted Literacy Skilks):
Steps 1 and 2: will vary based on curmicnlum, schedule, pacing gnide, classroom
environm ent

Creation-Based L iteracy Tasks:

Steps 3 throngh 5: 5 weeks
*based on one (at times two) 30-minute small group lesson(s) per week

INTRODUCTORY

Step 1: Sclect leaming
and ansess ;

Standard: CC.1.1

Learning Objective:
The students will dem onstrate knowledge of letter/sonnd cormespondence.
Target Letters: MR, 5, T,N.P,C, A

CREATION-
BASED TASKS

Stodents will:

*  use correct letter formation to write letter(s)

*  identify comrect sound(s) for each letter

e say the letter sound(s) correctly

*  apply knowledge of letter: d correspond to identify an object that begins

with a given letter/sound

Step 2= Use direct Use core cormicnlum (Storytown) to teach skills.
instction to teach
targeted literacy skills
without the app
Step 3: Jam and model - -
et e G| ShowMe ChatterPix Kids
explicit matructions on by Dack Dack Moose

technology aspects of the
app (key fimctions!
directly to the

ShowMe = an inferactive whitcboard application

that allows 1o create p jons mEing Chatter Pix Kids is a photo-editing application
images, drrwings, and text, while at the same time that allows sindents to tom still images into
recording their voices. talking images nsing andio-recording.
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Table 7 (continued)

Step 4: Gmded practice
wnlhihc app and a fargeted
literacy skill: wse the
selected app o complete a
literacy-related task,
wherein the student wonld
create a digital astifact to
demonstrate likeracy
learning.
- Check to ensure
that stndents
kmow how 1o
wsc the app and
can demonstrate
leamed literacy
skill.

Completc Tasks 1 & 2 for
the following target letiers
M,R.S5,T,N,P,C

GUIDED TASK 1:

Using the ShowhMe app, stndents will create a digital
presentation that demonstrates their knowledge of
targeted letter soumds.

PROCEDURES:

1. Bramstorm - nsing things aromnd the
classroom — that begim with the targeted
letter sound. Students will then decide
which they would like to nsc i their
presentation.

2.  In ShowMe, stndents will create a new
ool / take photo option to take a picture
of an object that begins with the targeted
letter.

3. Resize picture on screen.

4.  Use the drawing tool 1o draw the npper
and lowercase letter comrectly on the

5. Have sindenls practice what they will
say about the targeted eter.

6. Durng the practice, sindents will tell
where they will markup differcnt places
on the screen to focns the vicwer’s
attention.

The sample script for stndents is as follows:

“f om going to tell you cll about the letter .
(Marlaup: underline the letter written on the screen
when stating this)

Theleter  says .

Ttook apichwreof @ (state object name).
(Markup: circle the picture on the screenwhen
introducing i)

_ (object nome) starts with .

_ (tsolate the begiming letter soumd),  (say
the name of the object i the picture). ™

(Example: fm/ fm/ )

7. Make the recording. Be sore to have
sindents mark the screen to focns the
viewer's attention.

8. Playback the seconding and cvaluate.

Quecstions to prompt stedent’s sclFcvaluation:
o Did youtell the correct letter sound?
o Did you mariup the screen

appropriately during your

recording?

o Did you speak loudly and clearly?

o  Can youunderstand what you 're

saying?

=]

9. Save thereconling as a “drafl’ in
ShowMe.

*Please note: The district in which I work provides
access o the basic version of the ShowMe app (not
premiom). Stodends do NOT have their own

saved as “drafis’ and stored on the app’s home
screen for revisiting on individmal iPads.
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GUIDED TASK 2:

Using the ChatterPix Kids app, students will
create a talking picture (digital artifact) that
demonstmics their knowledge of targeted letier
somds.

PROCEDURES:
classroom — that begin with the
targeted letier sound. Studenis will
then decide which they wonld like to
use in their creation.

2.  InChatterPix Kids, stndenis will then
mse the take photo optionto takea
picture of an object that begins with
the targeted letier soumd.

3. Have sindenis select the pl of
the “month™.

4.  Sindenis will then mse the app’s voice
recording tool to personify the object
—state what the object is and what the
‘beginning soumd is.

5.  Sindends will have to take on the role

of the object they have taken a picture
of.

The sample script for sindents is as follows:

“Hello, I am o (state object name).
_ (isolate the begirming letter sound),

(say the name of the object in the pichure). ™
(Example: /m//m/ monster)

6. Have sindenis playback the recording
and evaleate.

Quecstions to prompt stndent’s sclf-cvaluation:
o Does therecording tell the correct
letter sound?
Did you speak loudly and clearly?
o Canyou understand what you're
saying?

Q

7. Addbackgromnd and stickers to the
digital artifact.

8.  Save this artifact to the Camera roll
and to the ChatterPix Gallery.




Table 7 (continued)

Step 5: Supervised
independent practice with
the creation apps: use
selected apps to complete a
literacy-related task,
wherein the student would
create a digital artifact to
demonstrate literacy
learning

INDEPENDENT TASK

Directions for students:

Use the app of your choice (either ShowMe or ChatrerPix) to create a recording about a targeted letter.
If the letter is a vowel or a consonant that makes a hard/soft sound (C, G. X). make two separate
recordings to demonstrate your understanding.

A Framework for Effective Teaching and
iPad Integration: Creation-Based Literacy

Tasks

*adapted from the work of Northrop and Killeen 2013)
amd Pearsom and Gallagher (1983)

Creation-Based Literacy Tasks: PHASE 2
RESPONSE TO LITERATURE: Story Retell

Anticipated Time Frame:

» Planning and Instruction of Targeted Literacy SkilKs):
Steps 6 and 7 will vary based on comiculum, schedule, pacing goide, classroom
environment

¥  CreationBased Literacy Tasks:
Steps 8 through 10: 5 weeks
*based on one (at times two) 30-minnte small gronp lesson(s) per week

INDEPENDENT
CREATION-
BASED
LITERACY
TASKS

Step 6: Sclect lcaming
goal, determine objectives
and assessments; select
app(s) that align with
leaming goals

Standard: ©CC12,13,14,15

Leaming Objective:
The studenfs will inderstand a story and talk about a story as an ondered series of events.
Stndents wll:
- seqoence - identify components of a story (the beginming, middle, and end of a story)
= illustrate these components nsing a graphic organizer
=  withgmdance and support, msc digital tools to mdependently create a digital prescatation
that refells the story, focnsing on these three key componenis
- apply knowledge of concepis of print when creating a digital story/slideshow

Step 7- Use direct
instroction fo teach
tarpeted Iiteracy skills
without the app

Use core comricnlhim (Storytown) to teach skills.

Sicp 8: Explam and
(efmodel one appata
tmme. Give (or review)
explicit instructions on
technology aspects of the
app (key fonclions).

ShowMe
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Table 7 (continued)

Step & Guided practice
choosing cne or mare
multiple open-content
applicaticns o create a
digital artifact to
demonsirate literacy
leaming

GUIDED TASK

Using ONE of the stories from either the “Friends at School™ theme (in the Starytown reading
curricnhom) of from recent class read alonds, stndents will:

e retell the selected stary - identifying the key components begimming, middle, end

- illustrate these components nsing a graphic organizer

*  create a digital presentationfrecording that retells the key components of the selected story

PROCEDURES:

1. Rereadselected story.
2. During story, identify the key components — beginning, middle, end.

Flamming Phase:
T 3. Students will then illustrate the key story compoments using a begimming, middle, end
graphic argamizer (nsing either paper/pend] method or dry erase boards).
*see Figure 3 for sample graphic organizer nsing paper/pendl method

Creation Phase: Create a Digital Presentation-
4. Students will aeate a ShiowMe resentation for the story that incorporates multiple slides:

Slide 1: Title Slide

Slide 2: Begiming of the Stary

Slide 3: Middle of the Sty

Slide 4: End of the Story

Slide 5: The End Slide (culminating slide of presentation)

coooco

w

Students will illustrate each part of the story as it comesponds to their writing plan (and
slide crganization as detailed above); stndents will also create a title and ending slide.

6.  Students will practice what they will say when making their recording. As they practice,
have stndents also indicate where they will mark np (annotate) their presentation to focus
their viewer’s atlention.

The sample script for students is as follows

This is the story of (slide 1 — siate name of boolk).
In the beginming of the story, (s Fide 2)
Markup where appropriale.

In the middie of the story, (s Fide 3)
Markup where appropriale.

At the end of the story, (s lide 4)

The End! (slide 5)

7.  Stndents will record themselves retelling the selected story: focusing on the key
components of beginning, middle, and end.

8. Playback recording and evaluate it.

Questions to prompt self-evaluation-

Did you corvectly tell about the key componernits of the story?
Did you markup the screen appropriately during your recording?
Did you speak loudly and clearly?

Canyou understand what you re saying?

9.  Save the presentation asa ‘draft’ in ShowMe.
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Table 7 (continued)

Step 10- Snpervised
independent practice
choosing one of more
open-cantent applications
1o create a digital artifactto
demanstrate literacy
learning

INDEPENDENT TASK:

Directions for stndents:

Your Iask 1510 aeale a esentation in ShowMe about a story of your choice that shows the
begimning, middle, and end.

(I will provide students will a selection of books from which they can choose.)

1. Fimst, areate a writing plan. histrate each part of the story on the graphic arganizer. Talk
about the parts of the stary with your teacher.

2.  Next, create a title slide, draw illistrati ons for the story camponents, and create an ending
slide.

3.  You can also add pictures from the book that comesponds to your illnstrations. Be sure to
Tesize your piciures so that they do not cover up your writing and drawings/illnstrations.

4. Practice what you will say in yourrecording. Be sure 1o tell where yon will mark up your
presentation to focns my attention.

5.  Create your recarding.
6. Playback your recording and cvaluate it.

7. Savethe presentation asa “‘draft’.

A Framework for Effective Teaching and
iPad Integration: Crealion-Based Literacy

Tasks

*adapted from the work of Northrop and Killeen (2013)
amd Pearsom amd Gallagher (1933)

Creation-Based Literacy Tasks: PHASE 3
RESPONSE TO LITERATURE: Story Creation

Amnticipated Time Frame:

»  Plamning and Instruction of Targeted Literacy Skilks):
Steps 11 and 12: will vary based on curmiculum, schedule, pacing guide,
classroom environment

Creation-Based Literacy Tasks:

Steps 13 through 15: 5 wecks
*based on one (at times two) 30-minnie small gronp lesson(s) per week

Sicp 11: Sclect Icaming:
poal, determine
objectives and
asscssmenls; sclect app(s)
that align with goals

Standard CC12,1.3,14,1.5

Leaming Objective:

The stadends will mmderstand a story and talk about a story as an ordered senics of cvenls. The stodenls
‘will apply this und ding and collaborate to create their own story.

Students will:

X 3

T y 3 of a story (the beginning, middle, and end of a story)

= jllustrate these componenis nsing a graphic orpanizer

=  with gmdance and snpport, mse digital tools to independently create a digital story that
identifics these three key components

=  apply knowledge of concepls of print when creating a digital story/slideshow

Step 12: Use direct

Usc core commiculum (Storytown) to teach skills.

instraction to teach
targeted literacy akills
without the app
COLLABORATIVE | ool ooyt =
CREATION- | tme. Givéaplcit
BASED LITERACY | tcchmelogy aspects of the
TASKS app (key functions).

Superhero Comic Book Maker sy pack pacs Mosse
Superhiere Comic Book Maker is storytclling application that allows students fo creatc an ant d
comic book with monsters and superhero characters. This app also allows sindents to pat multiple
scencs together and record the story msing an andio voice-reconding featnre.
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Table 7 (continued)

Sicp 14: Stroctumed
collaborative learning:
Guided practice
collaborating to creatc a
digital artifact to
demonstrate understanding
of a certain Iiteracy shl](n)

*Provide studenis with
demonstrations, think-
alonds, and opportunities for
practice with collaboration
and commymmi cation skills.

GUIDED TASK:

Using the Superhero Conric Book Maker app, studenls will:
=  create their own story — identifying key components: begmming, middle, end
= jllostrate these key components nsing a graphic organizer
=  createa digital artifact

PROCEDURES:

Brainstorming Phasc:

T 1. Stodenis will usc the built-in scenes and characters (monsters, superh other buili-im
images) in the Superhero Comic Book Maker to brainstorm ideas for their story.

Qnm‘hmto]umnptsﬁldﬂttﬂmlhng‘
You are making a story about a superhero(s) —what is the job of a superhero?
= Wherewould the story begin? (using the scenes in Superhero Comic Book Maker app for
- What could your superhero do in this story?
= Wherewould your story end?

This is a collaborative learning n.chvr‘ly
During this phasc, stndents will be given explicit instroction and gmded practice in working
collaboratively. Teacher will model these skills msing demonstrations and “think-alonds™ to promote
meaningful collaboration and conversation.
¥ Pemsonal Responsibility Skills:
o  sceng oncsclf as having a stake in the task and having responsibility for
‘working as a gronp member to achieve a goal and/or create a product
v Interpersonal Skills:
o  active listcning- listcning fo others® idcas
o  asking questions
o taking tums
o  giving feedback respectively
o  kecpmg an open mind and valuing others® idcas
¥ Teamwork Skills
0  megolisting and Iy ising: defending orrej
who contributed the idea)

g an idea (mot the sindent

participating

how to ask forhelp and when to ask for help

making decisions together

wsing everyone’s ideas to create something meaningful

oooo

2. Sindenis will determine setiing(s) and action(s) that will take place during cach
component of the story. Students will also have the option to name the main character(s).

Planning Phase-

— 1. _Affer sindenis agree npon key story componenis (and character names), sindents will
illstrate and illustratc the story componcnis wsing a graphic organizer (nsing cither
paperpencil or dry erasc boands).

*gee Figure 2 for sample graphic orpanizer nsing paper/pencil method

Creation Phase: Digital Story
— 1. Sindenls will creaie a story that incorporates mmliple scenes:

o  Scene 1: Begimming of the Story
o  Sceme2: Middle of the Story
o  Scene3: End of the Story

Note: Each student will ercate this collaborative story on histher own iPad.

2.  Sindenis select scenes and characters for each part of the story as it corresponds to their
plan (and scene organization as detailed above). Save each scene when finished.

3.  Stodenis will then gronp scencs together: drag Bnished scencs on top of cach other m
onder for the app to link them together and prepare the sequence to be reconded as a story.

4.  Stiodenis will practice what they will say when making their ding. Astheyy
moving the ck on the screen to focos their viewer’s
attention. (T]lcne movemenis will be recorded in their final presentation.) Sindents will
‘be encomraged to take tums telling the story and moving the characters around on the

SCTOCT.

stodents will pract

68




Table 7 (continued)

collaborative lcaming-
Practice in small gronps,
collaborating to creatc a
digital artifact to
demonstrate mnd erstanding
of a certam literacy skill(s)

The sample script for studenis is as follows:

Thisisthestoryof ~ (furst scene — tell oudience the name(s) of your
superhero(s)).

In the begirming (first scene — tell what is happening here)

Move characters aroynd the screen when appropriate

Next — or— Int the middle, (recond scene— tell what the superhierofs)
are doing here)

Move characters around the screen when appropriate

Fmally — or — Atthe end, (final scene — tell how the superhero
story ends)

The End! (final scene)

1. Sindenis will record themselves telling their story (record on one student’s iPad at a time).

2. Playback reconding and cvalmate it.

Questions to prompt sclf-cval

Did you correctly tell about the ley components of the story (according to the plan?
Did you move the characters appropriately during your recording?

Did you and your partner (or group members) take turns telling the story?

Did each of you speak loudly and clearly?

Can you understand what was said?

cococoo

-

Save the story in Superhero Comic Book Maker.

[COLLABORATIVE TASK:

Directions for stndents:

Your 1ask 18 To work Together to create a story abount a superhero using Superhero Comic Book Maker.
Your story shonld include three scencs (one for the begnning, one for the middle, and one for the end)
and atleast one 3

The scenes and superheroes shonld be different than those nsed in your last story.

1.  Use the scenes and characters in Superhero Comic Book Maker to brainstorm ideas for your
story. Decide on your story components (beginning, middle, end) and character names.

2. Creatca plan. Ilmstrate cach part of your story nsing a graphic organizer. Talk about the
parts of the story with your teacher.

3.  Next, sclect scencs and characters for cach part of the story as it comresponds to your plan
(and scene orpanization as detniled above).

4.  Save each scene when fimished.

5.  Grouop scencs together: drag fimished scencs on top of cach other in order for the app to Imk
them together and prepare the sequence to be reconded as a story.

6.  Practicc what yonwill say in your reconding. Be sure fo tell where yon will mark up your
presentation to focns my attention.

7.  Crealc your recording.
8. Playback your recording and cvaluate it.

9.  Save the story in Superhero Comic Book Maker.
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Table 8. Pennsylvania Common Core Standards

Pennsylvania Common Core Standards

1.1 Foundationa] Skills
Students gain a working knowledge of concepts of print, alphabetic principle, and other basic conventions.
- CC.1.1 KD Demonstrate basic knowledge of one-to-one letter-sound comrespondence. Associate the long and short sounds with cemmon
spellings for the five major vowels.

1.2: Reading Informational Text
Studemts read, understand, and respond to informational text—with an emphasis on comprehension, vocabulary acquisition, and making conmections
amonyg ideas and between texts with a focos on textual evidence.

- CC.1.2 K A With prompting and support, identify the main idea and retell key details of text.

- CC.12 K B With prompting and support, answer questions about key details in a text.

- CC.1.2K.J Use words and phrases acquired through conversations, reading, and being read to, and responding to texts.

- CC. 12K 1. Actively engage in group reading activities with purpose and understanding

1.3: Reading Literature
Studemts read and respond to works of literatore—with emphasis on comprehension, vocabulary acquisition, and making connections among ideas
and between texts with focus on textnal evidence.

- CC.13K.A With prompting and support, retell familiar stories including key details.

- CC.1.3K.C With prompting and support, identify characters, settings, and major events in a story.

- CC.13K.JUse words and phrases acquired through conversations, reading, and being read to, and responding to texts.

- CC.1.3 K K Actively engage in group reading activities with purpose and understanding.

1.4: Wriling
Students write for different purposes and audiences. Students write clear and focused text to convey a well-defined perspective and appropriate
content.
- CC.1 4K .J Make logical connections between drawing and writing.
- CC.1.4K P Recount a single event or several loosely linked events, tell about the events in the order in which they occurred, and provide a
reaction to what happened.

- CC.1.4K U With guidance and support, explore a vadety of digital tools to produce and publish writing or in collaboration with peers.

1.5 Speaking and Listening

Students present appropnately in formal speaking situations, listen critically, and respond intelligently as individuals or in group discussicns.
- CC.1.5K_ A Participate in collaborative conversations with peers and adults in small and larger groups.
- CC.1.5K B Ask and answer questions about key details in a text read aloud or information presented arally or through other media.
- CC_1.5K_E Speak andibly and express thoughts, feelings, and ideas clearly
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| canwrite or draw t he beginning, middle, and end of a
story.

Beginning Middle

Figure 3. Sample Graphic Organizer for Story Retell Plan and Story Creation

3.6 ETHICS

As my study involves research on human subjects (students), permission was needed from the
Institutional Review Board (IRB) to conduct my study. Additionally, the parents and guardians
of the kindergarten students in my classroom were provided with detailed information regarding
the nature of this action research study including its purpose, duration, procedures, and the risks
and benefits of participation. Parents and guardians were also informed about their right to
decline or withdraw their child’s participation in this study at any time. An IRB approval
notification can be located in Appendix C. An informed consent document can be located in

Appendix D.
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4.0  FINDINGS

4.1 KEY ASPECTS OF LEARNING

The central question that has guided my research interests and inquiry is: In a I:1iPad
classroom environment, how are creation-based learning tasks that utilize the iPad and related
open-content iPad applications effectively integrated into literacy pedagogy to facilitate literacy
learning in the kindergarten classroom? The succeeding sub-questions have also been explored:
How do creation-based literacy tasks engage kindergarten students in digital literacy practices?
How do these literacy tasks foster the development of students’ agency and promote
engagement? and How has my teaching practice been impacted by these experiences? In this
chapter, I will present the principal findings from the current investigation and discuss three key
aspects of learning as they relate to effective technology integration and pedagogy: (1) how
creation-based tasks that utilize iPads and open-content applications engage young learners in
digital literacy practices and foster the development of digital literacy skills, including
understanding and utilizing digital apps and touchscreen interfaces, navigation symbols, image
buttons and text options, collaborating and communicating with others to complete a shared task,
and the creative design of digital artifacts (Kazakoff, 2014); and (2) how engagement in creation-

based literacy tasks and digital literacy practices foster students’ agency and engagement.
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42  DATA COLLECTION

Data has been collected using three qualitative methods: focus group interviews, observations,
and digital artifact collection/review. Data was also obtained from my reflective journal/field
notes and audio recordings captured during flexible group time. All data has been analyzed
using a standard content analysis, coded, and categorized according to three aspects of learning:
digital literacy practices, agency, and engagement. The key characteristics that distinguish each
of these aspects, as detailed in Table 1 (Chapter 3), were the pre-specified coding categories for
all methods of data collection.

As is the case in any average primary classroom, there is a great deal of heterogeneity
among my students. Students are of varying achievement and ability levels, learning styles and
cognitive abilities, personality traits and demeanors. There are also significant amounts of
variance in students’ motivation levels, maturity levels, emotional readiness, and chronological
age. Thirteen students participated in flexible group time within my classroom over the course
of the study, and each student was observed at least once. Students were observed on a weekly
basis by a research assistant (non-participant observer), who conducted time sampling using a
coded observation protocol (Appendix B). The research assistant recorded which predetermined
indicators were present for an individual student in a small group during a defined time interval
of five minutes. The size of small groups was either two or three students.

Interviews were conducted with six different students during the course of the study. The
interview protocol can be located in Appendix A. Transcripts of interviews were dual-coded.
First, interview transcripts were coded according to which key aspects of learning (digital
literacy practices, agency, engagement) were indicated. These coded aspects of learning (digital

literacy practices, agency, engagement) were then coded again according to the pre-specified
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categories and characterizations based on each aspect’s corresponding framework for analysis
(Tables 3, 4, 5 respectively).

Digital artifacts created by students as demonstrations of learning were collected and
analyzed based on predetermined characteristics outlined in Table 2. Data was obtained from
my reflective journal and audio recordings. Audio recordings were collected an average of three
times per week. Audio recordings were transcribed. Three audio recordings for each phase of
the study were analyzed using a standard content analysis and were coded and categorized
according to three aspects of learning: digital literacy practices, agency, and engagement.

In the remainder of this chapter, I present findings from observations, focus group
interviews, and digital artifact collection as they relate to students’ agency, engagement, and
engagement with digital literacy practices. Findings from the qualitative data gathered during
this study related to each aspect of learning will be categorized and summarized in narrative
form. Following each narrative account, the aspects of learning will be visually represented
using a corresponding research-based framework (as described in Chapter 3). Each framework
has been previously adapted to encompass the use of mobile devices and related open-content

applications in early literacy instruction for the purposes of a creation-based task.

43 DIGITAL LITERACY PRACTICES

In this section, findings and evidence will be presented as related to the research question, How
do creation-based literacy tasks engage kindergarten students in digital literacy practices? To
answer this question, observations of students’ engagement in digital literacy practices were

analyzed and digital artifacts created by the students’ were collected and analyzed.

74



Across the fifteen weeks of this study, findings from observations and interviews
indicated that all students — regardless of individual differences in learning and development —
consistently demonstrated engagement in digital literacy practices. Findings suggest that students
are engaging in digital literacy practices in three specific ways — with regard to coding skills,
semantic skills, and pragmatic skills.

Coding skills, more specifically operational skills, refer to the use of various buttons on
the applications’ toolbar (image or text buttons), navigation symbols (such as “X”, “cancel”,
“next” or arrows), icon functions (app buttons), home button, and utilizing elements of the touch
screen interface (tapping, scrolling, and swiping). Evidence from observations and transcripts
from focus group interviews and audio-recordings indicates that students are highly capable
when using the touchscreen interface. Students fluently tapped, scrolled, and swiped as was
necessary during each flexible group session. Students recognized the home button on the iPad
and icons (app buttons) of those apps that were utilized - ShowMe, ChatterPix Kids, and
Superhero Comic Book Maker. Findings also demonstrate that students are proficient when
using various buttons and images on the toolbar within each of these applications. In ShowMe,
students knew what buttons to push in order to take a picture, write and illustrate, change colors,
erase, and make a recording. Additionally, students knew that in a presentation with multiple
slides, they could touch the arrow buttons to take them back and forth within the presentation. In
ChatterPix Kids, students recognized the buttons to push to insert/take a picture, record their
voice, add decorations, and they knew how to use the touchscreen to personify their image by
drawing a mouth. Students consistently and independently took photos and inserted them onto
the screen in both ShowMe and ChatterPix Kids. In ShowMe, students edited their photos with

ease - resizing them and repositioning them on the screen. In Superhero Comic Book Maker,
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students understood how to select a scene, add characters, and record themselves telling about
their story.

Semantic skills refer to two sets of skills: communication and collaboration skills.
Communication skills include asking questions and talking about thinking and ideas to one’s
peers or the teacher. Across each phase of this study, students regularly asked questions of the
teacher and talked about their thinking and creation processes for the different digital artifacts.
Students talked about what they were doing within each application, whether it was making a
recording about a letter, creating a talking picture, telling a story, or creating a comic book story.
Students also talked specifically about applying understandings of various operational skills as
they progressed towards completion of the overall task.

Collaboration include three sets of skills: (1) personal responsibility skills: seeing oneself
as having a stake in the task and having responsibility for working as a group member to achieve
a goal and/or create a product; (2) interpersonal skills: active listening: listening to others’ ideas,
asking questions, taking turns, giving feedback respectfully, keeping an open mind and valuing
others’ ideas; (3) teamwork skills: negotiating and compromising, defending or rejecting an idea
(and not the student who contributed the idea), participating, how and when to ask for help,
making decisions together, using everyone’s ideas to create something meaningful.

Common Core State Standards call for students to develop skills for collaboration.
Students were taught these skills explicitly during Phase 3 of the study. In this phase, students
worked in a small group to create their own story about a superhero and were to apply their
collective understandings about key story elements to design this story. Using Superhero Comic
Book Maker app, the students collaborated to create a story with key story elements (a beginning,

middle, and ending scene), characters, and a story script. Students collaborated to create the
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story on the iPads of each group member, sharing the jobs of selecting each scene, putting in the
characters and other clip art images onto the scenes, and using the operational buttons within the
app to complete and record the story.

Non-participant observations indicate that students were engaged in collaboration during
the creation of a digital story. These observations did not indicate specific sets of collaboration
skills (personal responsibility, interpersonal, teamwork) as previously defined. As the classroom
teacher, I had provided students with explicit instruction in collaboration skills, modeled
appropriate participation, and created opportunities for meaningful collaboration. Data from
participant observations (as evident in my reflective journal) and transcripts from audio-
recordings indicate that these sets of skills were taught explicitly to the students in order to
promote their collaborative learning. It should be noted that teaching students to actively
collaborative and interact positively is not limited to the activities completed during the course of
this inquiry. Students regularly work in small collaborative groups, with guided practice in
applying these essential skills. Findings from participant observations that indicate the explicit
instruction of key collaborative skills and are presented in Table 11.

Pragmatic skills, specifically creation skills, include using iPads and related applications
for a given task, creating digital artifacts using open-content applications that included
taking/editing photographs and making recordings. As evidenced by observations and
transcripts from focus group interviews and audio-recordings, students had shown a high degree
of proficiency in creating digital products using each of these apps. All students designed and
created digital products with direct instruction, as well as created digital artifacts both
independently and collaboratively with teacher guidance. When creating each digital artifact,

students incorporated visual representations by taking and editing photographs. Additionally,
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students easily created these digital artifacts by adding verbal representations with recordings.
The creation of digital artifacts was facilitated by students’ knowledge of operational skills, as
previously described.

Findings from non-participant observations of students’ engagement in digital literacy
practices are presented in Tables 9, 10, and 11 for each phase of this inquiry. Excerpts taken
from interview and audio-recording transcripts were also included to provide classroom context
and have been color-coded to represent how students were engaging with specific digital literacy

practices.
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Table 9. Digital Literacy Practices: Introductory Creation-Based Tasks

Digital Literacy Practices
Phase 1 - Introductory Creation-Based Tasks
Focus: Foundational Skills: Letter/Sound Correspondence

*Note: The original framework designed to organize this data (Table 3) was developed by Walsh et al. (2007).
— — —

Digital Literacy Practices Example Student Comments:
Observed Excerpts taken from interview transcripts
Coding Operational Skills Phase 1: Introductory Creation-Based Tasks
=  using varions buttons on the Foous: Foundational Skills
Skills app’s toolbar (image artext || Stdents are using Chatter Pix o make a Talking picture fial demonsirates knowledge of letter'sound
buttons) and navigation correspondence.
symbols (snch as “x”,
“cancel”, “ok”, “save”, T: Cam you tell me what app you’re using right now?
“next”) S: ChatterPix
=  knowledge and use of icon T: So what are you doing in this app? Are you making something?
functions and hom ¢ button S: I'm um...making the pictures, like making it here (student points to the screen)
=  ufilizing the tonchscreen and then they talk, and we do like make them like they’re really talking.
imferface T: Sohow do you make the pictures talk?
o ‘tapping S: The mouth, I have to um... draw a mouth on the like picture.
2 El!mg T: How do you do that?
PHE S: Ijust draw (student moves finger across the screen in the motion of drawing a
o : mouth).
ga-l:'““ O ks about hinking and T: And then what do you do?
ideas to peer or teacher S: Push a microphone and then it like records me and I have to tell like I'm the
=  asks questions picture. (student is pointing to the screen while talking)
T: The microphone? What does that button look like?
S: It’sred and it’s got a microphone and I push it and it says goin 3, 2, 1, go and
Pragmatic | Creation Skills then I go and say my recording. (student holds up iPad to his mouth, which prompts
Skills =  using iPads and related my next question)
applications for a giventask || T: 1see you’re holding your iPad dose to your mouth, why do you do that?
=  creating new fexts: digital S: cause this is here (student points to the speakers) and I have to like talk like there
artifacts (resentation, or my mouth (meaning the mouth drawn on the screen) doesn’t do anything like
talking picture, digital story) fl o411y talking and I'm trying to make it talk like me
‘f‘f:fa::;ﬁ’;ﬂm OPel- N T Is there something you can do well im this app?
*  takingfediting photos S: I'm good at everything. . Lo
T: Youw’re good at everything! Wow! Can you tell me certain things?
S: The recordings. And, the ... like ... when we decorate the pictures. And. um....
when we take the pictures.
T: You mean you know how to do all of that without any help?
S: Ya! (with ahuge smile!) AndI can like make the letters to say what it is.
(student is referring to inserting text onto the picture on the ‘decorating’ screen) and [
can put hats and guitars and stuff on the picture and it like makes it like look good.
T: Is there amything you were having trouble doing today?
5: Um, no.
T: You said you were taking a picture, how did you know how to do that?
S: I pushed the button and it was my camera and but I choosed a thing that I wanted
to take pictures of and then I ... and then I taked a picture.
T: How did you kmow which button was the camera?
S: 1 know cause it’s orange and it has a camera on and then I pushed it and my iPad
is like the camera and I taked like, I taked my picture.
Critical Nane observed
Skills
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Table 10. Digital Literacy Practices: Independent Creation-Based Tasks

Digital Literacy Practices
Phase 2 - Independent Creation-Based Literacy Tasks
Focus: Response to Literature: Story Retell

*Note: The original framework designed to organize this data (Table 3) was developed by Walsh et al. (2007).

Digital Literacy Example Student Comments:
Practices Observed Excerpts taken from interview transcripts
Coding Operational Skills Phase 2: Independent Creation-Based Tasks
=  psing varous buttons Focus: Response to Literature: Story Retell
Skills an the app’s toolbar Students are using ShowlMfe to make a presentation that retells key components of a familiar story_
and navigation T: Cam you tell me what app you’re using right now?
symbols (suchas “c”, | 5: ShowMe
“cancel”, “ok”, “save”, || T: ShowMe? Oh, okay, and what are you doing in this app? Are you making
“next”) something?
* Inowledge anduscof || GENFANT doing, I'm um... drawing of Sneezy the Snowman.... He um...he melted from
oo fanctions and g(il?]nlq;;]lg hot c])]ocolate (student points to the screen an which she s illustrating this part
- .. e story).
wilizing the interface | I Wha is Smeezy the Smowman?
o tapping S: Him (student points to the illustration on the iPad). He's in that book (points to a copy
o scolling of the book sitting on the table) and he Keeps melting after he does stuff (student giggles).
o  swiping T: Oh! Soyou’re just making a drawing of Smeezy or is your drawing part of
something else you’re making?
Semantic Communication Skills $: No, um... 1t's part of...it"s with this (student changes the slide in the presentation —
Skills = talksaboutthinkingand § gpeeyy drinking hot chocolate is on slide 2, slide 1 has the title of the story “Sneery the
ideas to pect o teacher Snowman™)
= asks questions T: Cam you tell me what that is (meaning the title slide)?
S: [t says Sneezy the Snowman (stndent points to each word)
_ _ T: Is that a mame of something?
Pragmatic | Creation Skills S: ORyaLTS e stery And fitst Siicezyiscold (student changes the slide back to slide 2)
Skills = msing il’ads and related
amms fora T: First? That soands like a word you use when you are telling about the parts of
. ?v.mg new texts story you kmow. Are you making something im this app that tells about this story?
digital artifacts S: Mmm, hmm. This| (stndent points to the graphic organizer with the beginning, middle,
(presentation, talking | and end of the story — this plan was made before she started building the presentation in
picture, digital story) || ShowMe)
using an open- T: Does it just have this part? Or do other parts happen too?
cantent/open-format {5 NoWliiShsHifstl (student points to the graphic organizer)
application Then Sneezy is cold again but he goes and gets in the hot tub and then he like melts

= taking/editing photos

because the water is too hot (student giggles and points to this part on the graphic
arganizer). And then last Sneezy gets ice cream seven scoops high from the ice cream
store so he doesn’t um...melt anymore the kids get it for him and he doesn’t melt.

T: So those other parts in your plam (graphic organizer), are you going to make
drawings in ShowMe for those too?

$: Yeah and then I'm going to put in a picture like this from the story (student changes
back to slide 1 where the title is written and a small picture is on the screen of the front
cover of the story book)

T: A picdure? How did you put that om the screem?

S: I go and pushed that (student points to the mountain on the toolbar)

T: So after you push that you can take a picture?

S: yeah

T: Cam you show me?

$: Ya ... (student pushes the mountain and then a drop down mem appears — stodent looks
atme)...1...
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Table 10 (continued)

T: Hmmm, that doesn’t look like you can take a picture yet. (student shakes head no)
Do you have to push something else?

S: oh yeah I have to ... I forget...can you help me?

T: Certainly, you have to find the words that say take - /t/ /t/ take - photo (as I point
to the words for the student). (student needs to touch the words “take photo” and then it
changes to the camera

S: Yeah, I touch that ... that take picture — (student touches and it changes to the camera)
T: Right! Okay, let’s touch “cancel”. Can you tell me how do you do the drawings
OB YOUr Screem?

S: [ just do this (student moves finger across the screen).

T: Isee that when you drew Sneezy the Smowman you used several different colors.
How do you make things different colors, like his carrot nose and eyes?

§: Oh, I just push this (student pushes a color on the color palette) and then this one
(student points to the one with a white box outlining it) is the color that it is.

Oh! OrI know that this (student pushes the plus sign) makes this! (the plus sign brings
up sets of color palettes to choose from) And 1 could do this one too! (meaning change the
color palette to a different set of colors).

T: So would you say this is something you know how to do well when you’re in this
G2

S: l'Yf:ah, I can draw good and write letters and I can um...make other colors.

T: Wow! But what if you make a mistake when you’re doing that? What would

you do them?

S: (student piggles) I can erase it. Like this (student draws something else on her screen

and pushes the eraser tool and erases it with her finger).

T: So you know how to do all of that without any help?

S: Yeah! (smiling!)

T: Wow! That is really impressive! Is there amything you are having trouble doing

today?

S: Nope.

T: Im this app you are going to make a recording and you’re going to talk about
your drawings and pictures for each part of the story. While you talk about each
part, you’re going to get to change the slide. That way, whatever you say will go
'with the picture you see. Do you know how to make a recording on this app? Do
you remember what button to push?

S: Umm, Ium... I push um... this red button.

T: The red button, that’s right! When you’re imished with all of your drawings, we
will practice what you want to say for your recording and thea you will get to make
it?

Critical

Nane observed
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Table 11. Digital Literacy Practices: Collaborative Creation-Based Tasks

Digital Literacy Practices
Phase 3 - Collaborative Creation-Based Literacy Tasks
Focus: Response to Literature: Story Creation

*Note: The original framework designed to organize this data (Table 3) was developed by Walsh et al. (2007).

Digital Literacy Practices Example Student Comments:
Observed Excerpts taken from interview (ranscripts
Coding Operational Skills Phase 3: Collaborative Creation Based Tasks
=  using vadons buttons on the Focus: Response o Literature: Story Creation
Skills app’s toolbar (image ortext || Stdents are using Superhero Camiz Rook Maker to createa slory, applying understanding of key siory
I ) and navigati components_
s{:::}s (T ais;e’,, T: Canm you tell me what app you’re using right now?
“next™) ’ ’ ’ §2: The Superharo app
*  knowledge and nse of icon T: Superhero Comic Book Maker! 'What are you working on im this app? Are
functions and hom e button you making something?
= wtilizing the fonchscreen S1: We're um...making a story about a superhero
terface T: Youw're making the story? You mean YOU made up all the paris?
o ‘tapping 81 & 52: yeah!
o  scrolling T: How did you do that?
o swpmg 81: Well we um...we like looked at the pictures (student is refaring to the background
" — - scenes already available in the app that can be chosen to use) and then we ... we...
:tlc Cﬂflm;:l]kc:tm]n Slkﬂl"- 5] e and ideas || S2° We picked them for the ones in the story.
kills to teach
. HSkp:er q..:hms < T: Oh that’s right! 1 see that you have your plan here (I’'m referring to the
graphic organizer that siudents completed together before designing the story
Collaboration Skills using the app). So you used the pictures, the scenes, in the app and pidked the
Collaborating and communicating with || omes you wanted for your superheroes?
others to create a digital artifact nsing S1 & S2- Ya!
an open-content apphication
The following sets of skills were T: Wel_'e there certli: things ... certaim parts ... that you had to put in your story
idenced in my reflectie ! and so that it made semse? ]
in idio-recardings. S1: Um... ya, we um... had to have a first and a middle and an end.
= Pemonal Responsibility Skills T: Cam you dedde together who would like to tell me about the first part?
o  secing oneself ashaving a
stake in mifih? andhaving |1 57: 1n the beginning Superhero Diamond and Superdog Brownie are under the sea.
agmpi mez,;":aéi::s S1: Then they go and fight the bad guys.
a goal and/or createa S2: and then when they’re done they go home and change.
product
- '“‘HFE":";;‘ Skills o T: (pointing to the scene om one stwdent’s iPad) How did you put this sceme in the
° 2mﬂ: ideas & % background for this part of your story? Were there certain buttons you had to
o  asking questions push?
o taking fums . $2: Um...um... (student is looking at her own iPad screen, but they are i the middle
o i feedback mﬂy of putting this scene together and not at the home screen of the app where they would
° vmf&ez‘,ﬂs have chosen certain buttons to advance to this point)
=  Teamwork Skills:
o megofiating and . T: Woul it help you remember if we looked at the app on my iFad and started
compromising: u:';fenﬂms from the beginming?
° :;:E._imﬁngg o $1: (nods — takes my iPad, swipes to find the Superhere Comic Book Maker app and
o how loask for help and presses the button)
when to ask for help §2: Oh I forgot ... 1 know ... I ...you have to do the purple button (it says “‘comic
o making m‘f"m maker’) and then ... we like we picked the one for this (pointing to the ane that
° mm matches her partner’s iPad screen)
‘meaningful
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Table 11 (continued)

Pragmatic
Skills

Creation Skills

=  usng iPads and related
applications for a given task

=  creating newtexts: digital
artifacts (presentation,
talking picture, digital story)
nsing an open-content/open-
format application

=  taking/editing photos

T: Why this one and not that one? (I pointed to another sceme on the screem)
$2: (giggles) That’s not what happened!
T: Right! So you are making your story just like what you planmed!

T: Who decided what was going to happen in your story and who the
superheroes were going to be?

S1 & S2: (look at each other) we... we.. us

T: Remember back when we were making your story plan, you had to dedde
together what would happen and who your superheroes were going to be. But I
also remember that for the middle of the story you had one idea (to student 1)
and you had another idea (to student 2). How did you figure out what was going
to happened?

$1 & 52: (panse... thinking...)

T: Maybe you don’t remember, that’s okay. What could you do to help you
decide om your story ideas together?

T: Those are great ideas!

T: Is there amything you know how to do really well im this app?

S1: put Superdog and other stuff in

S2: pick the pictures

T: If] wanted to make the sceme on my iPad look like yours, how would I put
Superdog and the other pictures om?

$1: you would like push this (student is pointing to a small blue square at the top of
my screen) and then find the dog

T: Cam you do it for me?

$1: (sudent pushes the blue button and a toolbar appears at the bottom of the screen;
student then swipes back and forth and points to the dog for me)

T: So1should push the dog here? (on the tonlbar)

§2: vh-huh

T: (I push the dog) Mmmm...nothing happened, he’s not in my sceme yet...is
there something else I have to do?

$2: just do this (student touches the center of the screen and the dog appears, student
then touches the double arrow in the corner of the box outlining the dog — and then
enlarges the picture)

T: Oh,wow! You really do know how to do this well!

Critical
Skills

Nane observed
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44  DIGITAL ARTIFACTS

Four different types of digital artifacts were collected and analyzed.

e Phase 1: Introductory Creation-Based Tasks: Foundational Skills
(two artifacts)

o aShowMe presentation in which students demonstrated knowledge of letter
sounds by creating an interactive slide

o atalking picture created in ChatterPix Kids in which students demonstrated
knowledge of letter sound correspondence.

= Figures 4 and 5 display examples of these artifacts and include the
students’ narrations.

e Phase 2: Independent Creation-Based Tasks: Response to Literature
(one artifact)

o aShowMe presentation consisting of five slides — in which students retold
(narrated) the key components (beginning, middle, and end) of a familiar story of
their choice

= Figure 6 displays an example of this artifact and includes the student’s
narration.

e Phase 3: Collaborative Creation-Based Tasks: Response to Literature
(one artifact)
o acomic-book themed digital story consisting of three scenes created in Superhero
Comic Book Maker in which students demonstrated understanding of sequence
and story components by creating their own story about a superhero.
= Figure 7 displays an example of this artifact and also includes the
students’ narration.
Artifacts were collected from eleven different students, for a total of forty-four artifacts.
Each artifact was examined and assessed based on the predetermined checklist (Table 2). Every
artifact, regardless of the student, creation-based task, or the application utilized, contained both
visual and verbal representations. Every artifact was a multimodal creation, done either

independently or collaboratively. Each student had shown evidence of correct use of the device

and application functions, and successfully navigated various digital screens. This determination
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was made based on notes from my reflective journal and viewing the final digital products.
Digital artifacts suggest that students are engaging in digital literacy practices. Table 12

delineates these findings.

Phase 1 Digital Artifact
e Students created a talking picture using ChatterPix Kids, in which they demonstrated knowledge of letter
sound correspondence.

e The students determined the mouth placement, recorded their voice, decorated the image with built-in
stickers, and then evaluated their work.

Student Narration Screenshot

S T Y Y Y Y vy

Hi! I am a six.
Six starts with S.
: /s/ /s/ six, /s/ /s/ six.

IRARAARRARRARARARRARARARARARAAARRAAR

Figure 4. Phase 1 Digital Artifact: ChatterPix Kids
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! Phase 1 Digital Artifact

e  Sindents created a one-slide presentation using Show Me, in which they demonstrated knowledge of letter sound
comespondence and comect letter formation.

e  The students made markings on the screen while recording to focus the viewer’s attention.

e  The students evaluated the creation upon completion of the recording.

$ Student Narration Screenshot

¢ I took a picture of the letter §S.
(5.

Santa starts with S.

i /s/ /s/ Santa, /s/ /s/ Santa.

Figure 5. Phase 1 Digital Artifact: ShowMe
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&« story components.

b e  Students created a five-slide presentation using Show A&, in which they demonstrated knowledge of key

& e  The students made markings on the screen while recording to focus the viewer’s attention.

b e  The students evaluated the creation upon completion of the recording.

& Student Narration Screenshot

& I'm telling you the story of Sneezy the

i«
£ Smowman.
{

melted!

In the beginning, he was feeling cold and
¢ the kids gave him hot chocolate. He

& Then he was feeling cold again. He got
%g into a hot tub and then he melted! There’s
% the hot tub. And this is the middle of the

4 StOIy.

: This is at the end. Sneezy was feeling hot.
<

§ He ate some ice cream. Then he said he

§ felt just right. There’s his ice cream.

111
¢ The end.

Figure 6. Phase 2 Digital Artifact: ShowMe
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¢ Phase 3 Digital Artifact
g e  Students created a comic-book themed digital story consisting of three scenes created in Superhero Comic

& Book Maker in which they demonstrated understanding of sequence and story components by creating their
by own story about a superhero.

EE e This comic book played in sequence after students recorded their story. During the recording, students

« moved the characters around the screen to show various actions.

& e  Upon completion, students evaluated their creation.

P Student Narration Screenshot

EE In the begirming of the story, Superhero Doggie and u i
& Superhero Diamond were swimming in the ocean.

RRRARBRARRARARRKRRRRARRARRRAR/AKRRARRA:

R

& Then, sea monsters came and attacked them — a octopus
Eé and a unicorn — and Superhero Doggie and Superhero
& Diamond had to fight them. Ka-Pow! Bif!

RARAR[ARAZARRRARARRARARARRRRARARARR

At the end, after Superhero Diamond and Superhero
Doggie fought the bad guys they came back home to
their hideout and got changed.

RAARRRRARRRRRARAKRRRKARAKRRRRA,

Figure 7. Phase 3 Digital Artifact: Superhero Comic Book Maker
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Table 12. Examination of Digital Artifacts: Creation-Based Literacy Tasks

Examination of Digital Artifacts: Creation-Based Literacy Tasks
Charactenistics || Phase 1: Phase 1: Phase 2: Phase 3:
(from Table 2) N ShowMe ChatterPix ShowMe Superhero Comic Book
-One Slide Presentati Talking pi Five Slide Presentati i
1 entation - picture -Frve Sh om -
(story retell) fﬁcﬂm)sm (three scencs)
Visual Photograph, Photograph, letter Photographs from a Scenes (fiom the app’s gallery)
Representations | handwritten letiers (typed from the storybook, handwritien | and characters (from the app’s
(upper and lowercase) | keyboard), decorations/ | title (using dry erase clip art gallery)
using the app’s dry stickers (available from | tools), illustrations of
erase tools the app clip art gallery) | key story components
Verbal Audio-Recording Audio-Recording Audio-Recording Audio-Reconding
Representations
Creation of Created a digatal Created a digital Created a digital Created a dipital product that
multimodal product that infegrated: | product that integrated: | product that inteprated: | inteprated:
products photographs, audio, photographs, text, photographs, text, characters (clip art stickers),
drawings audio, stickers (clip art) | drawings/illusirations, | andio
amdio
Correct use of As evidenced by the creation of each digital artifact and as noted in my reflective joumal, students have also
device and app || shown evidence of correct device/app use.
Tanction
Successful As evidenced by the creation of each digital artifact and as noted in my reflective joumal, students have also
navigation of shown evidence of successful navigation.
digital screens

In the following two sections, findings and evidence will be presented as related to the
research question: How do creation-based literacy tasks foster the development of student’s
agency and promote engagement? To answer this question, observations of students’ agency

and engagement were analyzed.
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45 AGENCY

Findings suggest that through explicit instruction of strategies and collaboration skills, scaffolded
learning experiences, guided thinking and ongoing feedback, immersion in the creation-based
literacy tasks using the iPad and creation-based apps fostered student agency in important ways.
Students consistently and continuously demonstrated a growing ability to take agency throughout
each phase of the study. Observational patterns revealed that students presented specific
formulations of agency: responsive and initiative.

Based on the work of Rainio (2008), responsive agency will be interpreted as students
asking questions, following directions, and participating. Initiative agency was presented in two
ways: supportive — students supporting another’s idea or suggestion with one’s own idea or
suggestion; and constructive — developing a new suggestion, asking a new question, contributing
to an activity, and making decisions about work (Rainio, 2008). Throughout the course of the
study, students were encouraged to make choices and extend their own learning in meaningful
ways. Incorporating choice into the lesson design and integrating creation-based literacy tasks
fostered students agency, as they were encouraged to take control of how they wanted to
demonstrate a literacy concept and what their digital artifact would look like. Every student
observed was encouraged to participate, ask questions, talk about thinking, take ownership for
the creation, and make decisions about aspects of the digital products and work — this included
choosing what to illustrate or take a picture of, what to say during an audio-recording, and what
details to include in their story. In this way, students’ agency was manifested in their choice of
learning content and knowledge demonstration.

While students engaged in various creation-based literacy tasks, particularly during phase

3 when they collaborated to design a story that demonstrated their understanding of key story
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components (beginning, middle, and end), it not only fostered a collaborative relationship among
the students in the small group and support their ability to take agency, the substance of the work
they were doing was grounded in digital literacy practices as well. These creation-based tasks
positioned the students as competent users of technology and capable learners who were
developing a growth mindset that would enable them to take ownership of their learning. Using
iPads for the purposes of creation-based tasks to demonstrate literacy learning promotes the
development of student agency.

Findings from non-participant observations of students’ growing ability to take agency as
are presented in Tables 13, 14, and 15 for each phase of this inquiry. Excerpts taken from
interview and audio-recording transcripts were also included to provide classroom context.

Students’ comments have been color-coded to represent specific characteristics of agency.
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Table 13. Student Agency: Phase 1 — Introductory Creation-Based Tasks

Student Agency

Phase 1: Introductory Creation-Based Tasks

Focus: Foundational Skills

*Note: The original framework to characterize student agency (Table 4) was developed by Rainio (2008).
—

Student Agency: Example Student Comments:
Key Characteristics Observed Excerpts taken from interview transcripts or audio-recording
transcripts
Passive -no sign of participation Naone recorded
Responsive -answering a question
-following a direction ‘Stlldn'lls arc ing Sha:nus to make a p ion that deme Imowledge of
-participating . COTespe
T: ...Dil you think of something you conld take a picture of that begins with T?
T: Oht! Turtle! Where do you see a imrtle?
Do, < Supportive: SOThERE i (student points np on the wall at the front of the classroom, above the board, to the
Initiative alphabt lotters — cach onc accompanicd by a pichc)...

-supporting another’s idea or
suggestions with one’s own idea.
or suggestion, or supporting with
a gesture (nod, thumbs up)

<%+ Constroctve:

*collaboratively or
independently

*supportive and constructive initiatives are
directed towards creating, sustaining, or
sharing in something that the class or
small group is doing

T: Oh! Yes!

T: W,

up there om the alphabet! Okay! Turtle!

T: That is entirely up toyou! Whatever you decide is okay, as long as it begins with the
letter T.

Studenis are nsing ChatterPix to make a talking pictore that demonstrates knowledge of
Tetters 4

M
Yl COTTEs]

T: Is there something you can dowell im this app?

S: I'm good at everything.

T: Yom’re good at everything! Wow! Can you tell me certain thimgs?

S: The recordings. And. the ... like ... when we decorate the pictures. And, um.... when we
take the pictures.
T: Youn mean

kmow how to do all of that without help?

T: So the part where yon put guitars amd hats on your picture, do you have to put just
those things?
But [have to pot the om letter to say what it is.
T: The letter, is there a certain letter that goes with your picture?
S: Mmm., hmm. C.
T: Why the letter C?
S: K/ /K/ cat (stndent is identifying the first soumd).
T: Oh! That makes semse! So the other things on your piciure, they are just things yon
wanted to put there?

Tistracting meself from the task

None observed

-testing power positicns
-being oppositional

Noue observed
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Table 14. Student Agency: Phase 2 — Independent Creation-Based Tasks

Student Agency

Phase 2: Independent Creation-Based Tasks

Focus: Response to Literature: Story Retell

*Note: The original framework to characterize student agency (Table 4) was developed by Rainio (2008).

Student Agency: Example Student Comments:
Key Characteristics Observed Excerpts taken from interview transcripts or audio-recording
transcripts
Passive -no sign of participation None recorded
Responsive -answering a question Stodents arc nsing ShowMe to make a]uesmmﬁmﬂmhglie]ls key componenis of a amiliar
-following a direction story, “Sncczy the Snowman”. Each student has a graphic organizer (paper copy) to plan
-participating what they will illostrate and narrate in their slideshow.
T: So, we need to figure out in your story, “Smowmen at Night”, what happens at the
beginnimg, what happens in the middle, and what happened at the end of the story.
Let’s start at the beginming — you cam use the book amd you need to draw
Initiative %  Supportive: something...about the beginning part of the story. What do yon think you’ll draw?

-supporting another’s idea or
suggestions with one’s own idea
or suggestion, or supporting with
a gesture (nod, thumbs up)

% Constructive:
-developing a new suggestion,
asking a new question (or follow-
up question) or ¢ ontributing to an
activity

*collaboratively or independently
*supportive and constructive initiatives are
directed towards creating, sustaining, or
shanng in semething that the class or small
group is doing

student is looking in the book)
T: Sothi part where it’s like it melted ?
51: Ya.
T: Okay! You’re ready for the mext part (to S1). So in the beginning the Little boy
finds 2 melted smowman and thimks — what in the world do they do at mighttime?
S1: Ya!
T: Im the middle of the story (as I use the book amd turm the pages), what’s going on?
51: He's drinking cold cocoa...and...um...
T: Ya, there’s some other things happening here in the middle as well
S1: And __um...
T: What do the smowmen do at night? (msing the story book)
S1: Um...he ...um...bumps into cach other and falls down.
T: And they’re playing ....
S1: It’s snowball fight!
T: Ya,itlooks like they’re doing a lot of fan activities. Okay, so which one woull you
like to illwsirate for the middle of the story? You cam look throngh and decile which
one activi want to choose.

T: Oh, the ome where they’re skating!

S1: Mmm, hmm. (giggles) like that (stedent poinds to one of the snowman ice skating on his
belly in the book)

T: So, one of the things they do at might is they....

S1: skate!

(stndent then staris to illustrate the middle of the story on her graphic orgamizer).

% Deconstructive:
~distraching oneself from the task

Naoue observed

% Resistant-

None observed
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Table 15. Student Agency: Phase 3 — Collaborative Creation-Based Tasks

Student Agency
Phase 3: Collaborative Creation-Based Tasks
Focus: Response to Literature: Story Creation

*Note: The original framework to characterize siudent agency (Table 4) was developed by Raimio (2008).

Student Agency: Example Student Comments:
Key Characteristics Excerpts taken from interview (ranscripts or audio-recording transcripts
Observed
Passive -no sign of participation Name recorded
Rmponsive -answering a question Stndents arc mmg&q)a'hau Comic Book Maker 1o crealc a story, app]ymg ‘mderstanding of key stary
~following a direction componcnis. Studenis arc illustrating key componcnds i a graphic organizer (paper copy) bofore building
-participating the story ueing the app.
T: ...yom’re going to be caming up with your very own story abont a superhero, but the thing abont
this job is you have to do it together, and that means the parts of the story that you come up, you
have fo agree on them.
Imitiative 3 ‘We*ve talked abont how stories have a part that happens in the beginning, and then they have a part

-supporting another’s idea or
suggestions with one’s own idea or
suggestion, or supporting with a
gesture (nod, thumbs up)

Constractive:

-developing a new suggestion,
asking a new question (or follow-
up question) or contributing to an
activity

*collaboratively or independently

*sapportive and constructive
creating, sustaining, or sharing in
somcthing that the class or small
group is doing

that happens next — in the middle — and then they have a part at the emd. Amil when these goin
order, the siory makes semse! Otherwise... the story doesn’t make amy semse. So to help you come
up with your story, we’re going to use some of the pictures and characters in the app. Doyon
remember what the app looks like?

S1 & S52: Ya!

T: Okay, go akead and fiml it! And if your volume is mp, go ahead amd turn it down once yon fouch
the app. (both students swipe to find the app and turn the volume down on their individual device)
...When you touch the app, this is the screen that comes up, and you have three choices that yom
conkl make. To be able to make parits of the story amd pictures for the story, we’re going to touch
‘comic maker’ (as I point to this button). It’s at the very top.

Now,what you see in front of yom are places that we conld be at in our story. Now yom’re story is
going to be about a smperkero, so yon — together — need to decide where woukl you like your
saperkero 1o begin inm the story? (stadents are lodking at the screem amd gipsling).

...we talked the last time that 2 smperkero has a certain job, right? What’s a job of a smperhero?
S1: Um...to like save people

T: Tosave people!

S1: and fight villains!

T: fight villzins, fight bad guys, okay! Would you agree with that (to $2)?

S2: Uh-huh.

T: Okay, where you would like your superkero to begim in your story? Amd we’ll think, toa, aboat
‘what dowe want to have that superhero doing in the story.
(students are thinking...) What’s your idea? (to student 2) Which pi (referrimg to the
predesigned scenes in the app) wonld you like him to start at?

T: Ok! Under the sea! (stmdent is giggling) Okay, touch it (on the screem —simdent touches), and we
cam get a better look atit. Amd what’s your idea? (fo simdent 1)

S1: Um...the sea. too.

T: Okt Thisis good! ... It’s easier to work fopether becanse mow you’ve already agreed om
something! If you tonch it, there’s your scemery! (both stndents tonch the sea on their individual
iPads)

§2: If there are sea monsters, he will probably fight them!

(sindent 1 is now dawing this on the praphic orpanizer)

T: Now the only thing missing is onr smperhero in this picture!

So, what we need to do is figure ont who...what you want your superhero to look like...who you
want that tobe. So befare we contimue, let’s ... lodk at your app. And you swipe along the
bottom...there are all kiml of differemt characters and thimgs that you cam add onto your sceme for
this part. Doyon have a superhero in mind that you like?

§2: 1 like the girl with purple hair.

T: Okt A girl with purple hair?

52: Yal

T: (tostmdent T) do you see that girl with purple hair and do you lIike it?

S1: oh um.. I like the um..dog.

T: Okay, sol hear we have two different ideas in mind. But this is only one story, sowe’ve gol to
agree om whose going to be in it. You have a conple of choices. You could pick one - we conll either
have the girl OR the dog. Or ... the girl and the dog conld be a team.

S2: Yeah!

S1: Ooooh!
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Table 15 (continued)

T: And whatever you’re going to think of in your story, they conld do it together.
52: Ya!

S1: Mmm. hmm.

T: Sowhich one sounds like what yon want?

S1: Um, they can be together and like a team.

$2: Mmm. hmm....ya the team

T: Like ateam? Okay. Sowe have a superhero girl and a superkero dog and they’re in the
ocean and what are they going todo?

S2: They’re going to fight the sea monsters.

T: (o student 1) Do you like that idea or do you have a different idea?

S1: Um...(thinks for a few seconds)...I like that idea!

Deconstructive: None observed
“MOstractmg oneself from the task

Resistant: None observed
-refusal

-testing power positions
-bemg oppositional

4.6 ENGAGEMENT

Across the fifteen weeks of this study, all students observed — regardless of individual
differences in learning styles and development — were behaviorally engaged, as evidenced by
concentration and involvement with each task, regularly asking and answering questions, and on
many occasions offering help to other students in the small group. Students were also
emotionally engaged — as evidenced by enthusiasm, optimism/positivity, curiosity, and
involvement with the task. Students’ literacy engagement patterns will be characterized
according my adaptation of Bangert-Drowns and Pykes’ (2001) taxonomy (detailed in Table 5).
Bangert-Drowns and Pyke (2001) organized children’s literate engagement with educational
software hierarchically into seven distinct levels (Figure 2). In keeping with this hierarchy, my
adaptation describes children’s engagement with creation-based literacy tasks that integrate iPads
and open- content applications. Findings from this study (presented in table 16) suggest that

students are engaging with mobile devices and open-content applications in four specific ways:
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through structure-dependent engagement, self-regulated engagement, critical engagement, and
literate thinking.

Findings revealed that in many instances, children’s engagement could be characterized
as structure-dependent.  Structure-dependent engagement occurred when students showed
competency with the operation of an application and of the mobile device (iPad), and when
students responded to the operational features, navigational features, or content organization
within the app in order to pursue overall creation goals. This type of engagement was frequently
evidenced, as students were creating a digital artifact using various open-content applications in
a way that complied with both the established parameters of each creation-based learning task
and with the app’s operational and functional characteristics. Students were tasked with the job
of creating a presentation, a talking picture, and a digital story that demonstrated their knowledge
of literacy skills including letter identification, sound correspondence, and key story components.
As such, there were certain functions and tools within each of the apps that were necessary to
utilize in creating a digital artifact. Students consistently utilized these tools as they were
presented.

Based on observations, most student engagement patterns can be categorized as self-
regulated interest. During the course of this study, self-regulated interest occurred as students
adjusted features of the different applications to sustain their own involvement and interest.
Students also adapted the features of the application for their own purposes and used an
application to create a digital artifact that demonstrated their understanding of a targeted learning
objective. This was evidenced as the students were using the app to make a demonstration of
their learning and choosing ways to display and design certain features. While using ShowMe,

students were taking pictures of objects of their choice, resizing and positioning pictures on the
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screen, using colors of their choice to write letters on the screen, placing visual representations
on the screen in a manner of their choosing, illustrating events in a story, making audio-
recordings, and evaluating their digital product with guidance from the teacher. While using
ChatterPix Kids, engagement in self-regulated interest was evidenced as student took pictures,
determined mouth placement, added decorations and letters in a manner of their choosing, and
evaluated their digital product with guidance from the teacher. While using Superhero Comic
Book Maker, engagement in self-regulated interest was apparent as students chose the
background scene for each part of their story, added characters and other built-in clip art images
to each scene, and made an audio recording. During each creation-based task, students were
regularly adjusting applications’ features for their own purposes to meet the overall learning goal
as determined by the teacher.

Critical engagement was observed as students manipulated features of different
applications to test personal understandings or limitations of the application itself. This was
evident in Phase 1 as students manipulated various features of ChatterPix Kids: choosing a
placement for the mouth, and adding/deleting decorations on their talking picture. In Phase 2,
this was evident as students used ShowMe to retell a familiar story and decided how the
presentation and corresponding illustrations would be designed. Various features were
manipulated in the design of this presentation, including taking/inserting photographs,
adding/editing illustrations, and recording the narration. In Phase 3, there was evidence of
critical engagement as students collaborated to create a digital story using Superhero Comic
Book Maker: selecting a scene that would appropriately capture the desired setting for each story
component, manipulating various built-in stickers (characters and clip art images), adding these

onto each scene of their digital story, and making the recording. Students also resized and placed
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digital images on each scene in a manner of their choice. Critical engagement was also
evidenced as the students developed digital expertise and experimented with various features
within both of these applications. In all apps utilized, children experimented enthusiastically
with the various decorative options and colors.

During Phase 3 of the study, findings suggest that children’s engagement patterns showed
early signs of literate thinking. Literate thinking is reached when students interpret content from
multiple and personally meaningful perspectives (Kucirkova et al., 2014). In this phase, children
worked collaboratively to create a digital story using Superhero Comic Book Maker. Students
engaged in collaborative learning experiences and activities (chosen with teacher guidance),
communicated their own thinking to peers, worked together to make decisions that incorporated
different perspectives, applied understanding of key story components (beginning, middle, and
ending), and manipulated an open-content application in the manner of their choice to design and
narrate a digital story. Using Superhero Comic Book Maker, children were able to manipulate
the application to select settings, characters, and various other built-in stickers (clip-art images)
to decorate each component (scene) of their story. As students created their own stories, they
included content from their own personal perspectives and made decisions about the components
of their story based on what was important and meaningful to them.

An analysis of children’s overall engagement patterns, as represented in Table 16,
revealed that children’s literate engagement was scaffolded throughout the study in the same way
that children’s literacy learning was scaffolded in the strategic design of the creation-based
activities integrated into flexible reading groups. Because the phases of the study were designed
to scaffold students’ literacy learning experiences and the individual components within each

phase were also strategically planned to scaffold both literacy instruction and iPad integration,
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children’s engagement with literacy activities were also scaffolded. As each phase of the study
progressed, children demonstrated engagement patterns at higher, more critical levels according
to Bangert-Drowns & Pyke’s taxonomy. Table 17 presents this correlation. In conclusion,
depending on the targeted learning goals, the design and parameters of the creation-based
literacy task, the open-content application, and the scaffolding provided by the teacher, students
are engaging with mobile devices and open-content applications in specific ways: through
structure-dependent engagement, self-regulated engagement, critical engagement, and literate
thinking. Findings from this study add a new, unique set of possibilities to the notion of

engagement.
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Table 16. Framework for Categorizing Student Engagement

Framework for Calegorizing Student Engagement

The framework used in the research of Kucirkova et al. (2014) has been further adapted in order to
encompass the use of mobile devices and open-content applications (used for creation-based literacy tasks).

Student Engagement: Key Characteristics
Observed

Contextual Examples

Level 1:
Literate
Thinki

=  Student interprets content created from nmltiple and
personally meaning ful perspectives.

Phase 3: Collaborative Creation-Based Literacy Tasks

Leaming Goal:
Students will:
=  creale their own story that demc an understanding of key
story components
=  use digital tools and open-content applications (Superhero Comic
Book Maker) to create a digital story

There was evidence of lilerale thinking when students
-communicated their own thinking to peers
-worked topether to make decisions that incorp d different perspect
-applied understanding of key story components
-manipulated an open-content/open-format application in the mammer of their
dnmeelodmlgnnndmrmleadlyhlslﬂy

lected seftings, ch and other “stickers™ (piclures in chp art
gallery) to decorale each component (scene) of their story.
-inchuded content from their own personal perspectives and made decisions
about the components of their story based on what was important and
‘meaningful o them

Level 2:

Engagement

- Student r ipak tional and content-related

=  Student ipul. fe of the application to test

personal understandings or limitations of the

Phase 2: Independent Creation-Based Literay Tasks

Leaming Goal:
Students will-

=  choose a familiar story and refell, identify key story components
=  use digital fools and open content applications (ShowMe) fo create a
digital presentation fhat relells the story of their choice.

There was evid f critical enpag; when stud

ipulated various fi in ShowMe to create a presentation that retells a
fmiliar story
-utilized various operational fe tuding: inserting pi ;, drawing
illushatlms,addmgted,andmakmgamdmg

Level 3:

Self regulated
Imterest

=  Student creates personal goals within the application o
‘make the process of creating a digital product as
personally inferesting as possible.

= Student adjusts features of the application to sustain
deep involvement, remain interesied, and/or challenge
inferactions with the application.

=  Student adapis features of the application fora
personally defined purpose.

=  Student meets targeied leaming cbjectives and
demonstrates understanding through the creation of a
digital artifact

o N L derstanding of
leﬂe#sm.lnd correspondence and
an open format
applmhm in the manner (f{henrchuoe fo
create a talking picture and/or narmted

p‘lmmiﬂlim

o derstanding of key story
oomp(mmls (beginning mlddle, nndend),
and manipul an open-c

format application in the manner of their
choice to design and narrate (or refell) a
digital story_

Phase I: Introdictory Creation Based Literacy Tasks

Leaming Goal:
Shdentswill-
=  identify correct leliersound correspondence
=  identify beginming sounds of a selected object
= use digital fools and open-content applications (ShowMe) to creale a

digital p ion that demc knowledge of a targeted
letier/sound
There was evid f self- lated i when stud (Show Me)

-took pictures of objects of {hurchmu.r, resized and positioned pictures on their
screen

-used the colors of their choice to wrile letters on the screen

-placed these components on the screen in a manner of their choosing

-made an audio-recording,

-evaluated their digital product with guidance from the teacher
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Table 16 (continued)

Level 4: =  Student is sensifive to and competent with the Phase I1: Introductory Creation Based Literary Tasks

Straciure operation of an application and the mobile device .

De dent (iPad). Leaming Goal:

pen =  Student pursues overall leamning goals and goals Students will:
Engagement icated by the application and responds to = identify comect lelersound comrespondence
perafional fe navigational fe or = identify beginming sounds of a selected object
organization within the app. =  use digital tools and open-content applications (Chatter Pix) to
create a talking picture that demonstrates knowledge of a targeted
letter/sound

There was evidence of dependent engag: t when students:
-used the camera button fo take a picture
-used the louchscreen o dmw a mouth
-pressed the microphone bufton to make a recording
-used the clip art toolbar to insert decorations
-pressed the iPad bution to save arfifact

Level 5: None observed

Frustrated

Engagement

Level 6 None observed

Unsystematic

Engagement

Level 7- None chserved

Diseagagement
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Table 17. Scaffolded Literate Engagement with Creation-Based Tasks

Scaffolded Literate Engagement with Creation-Based Tasks

Creation-Based Literacy Task Engagement Levels
Puaase 1: Imroduciory Creation-Based Literacy Tasks —slructum—dependent
Part 1: -self-regulated interest
Learning Goals:
Stadents wilk:
- identify correct lefter/sonnd correspondence
- identify beginning sonnds of a selecied object
- use digital tools and open-content applications (SkowMe) to create 2
preseutation that demonsirates kmowledge of a targefed leiter/sonnd
Phase 1: Iniroductory Creation-Based Literacy Tasks —slructum—depcndent
Part 2: -self-regulated interest
-critical engagement
Learning Goals: 8
- identify correct lefter/sonnd correspondence
- identify beginning sonnds of a selecied object
- use digital tools and open-content applications fo create a falking picinre
{ChallerPix) that demonstirates knowledge of a targeted letter/sonnd
Phase 2: Independent Creation-Based Literacy Tasks —slructum—depcndent
Learning Goaks: -self-regulated interest
Shadentswilk N o -critical engagement
- choose a familiar story and retell, identify key story componenis
- use digital tools and open-content applications to create a digital presentation
using SkowMe that retells the story of thar choice.
Phase 3: Collaborative Creation-Based Literacy Tasks —shucture—dependent
Learning Goaks: -self-regulated interest
St"lts wcir]teale thdr own story that demonsirates am nnderstanding of key story -critical gagement
componeuts -literate thmkmg
- use digital tools and open-content applications to create a digital artifact nsing
Superkero Comic Book Maker

4.7  ASPECTS OF LEARNING
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Thinking across the three key aspects of learning that were the focus in this inquiry — digital
literacy practices, agency, and engagement — as well the elements that underpinned the effective
implementation of iPads into my classroom, including my conceptions of literacy and learning
and the development of a technology integration framework, findings support the notion that in

this intentionally designed technology-enabled learning environment, in which creation-based




literacy tasks utilizing the iPad and open-content applications are integrated, these three aspects
of learning are interdependent. When children are engaged in thinking and creating, with
opportunities for independent and collaborative learning, layered with the space for exploration
and guidance in making choices regarding demonstrations of learning, students’ engagement in

digital literacy practices, development of agency and engagement are consistently evident.
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5.0 CONCLUSIONS AND IMPLICATIONS

Teaching is a complex, multifaceted process, marked by a constant juggle for balance of
educational demands. My personal ethos of striving for continuous improvement and my
conceptions of teaching and learning, combined with aspirations to cultivate new knowledge
needed to make important, ongoing changes to my practice led me to pursue a doctorate degree.
The doctoral program provided me with the opportunity to enhance my knowledge of learning
and instructional techniques and engage in meaningful action research and professional learning
related to a significant problem in my practice: effective integration of mobile devices (iPads) in
the kindergarten literacy curriculum. In the current educational landscape where the use of
technology is prominent, the present study was designed to examine a specific use for iPads and
open-content applications in teaching and learning: creation-based tasks. The main goal of this
study was to determine how creation-based learning tasks could be effectively integrated into
early literacy instruction to facilitate students’ literacy learning in the kindergarten classroom.
Additionally, this research investigated how integrating technology in this specific way
scaffolded students’ literacy learning, provided a foundation for student agency, promoted
student engagement, and expanded early literacy instruction to incorporate digital literacy
practices alongside the traditional, print-based literacies.

The principal theoretical implication of this study is that the integration of creation-based

literacy tasks into a coherent framework expands opportunities for literacy learning, promotes
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engagement with digital literacy practices, provides a foundation for student agency, and
fosters student engagement. Embedded with learning scaffolds, explicit instruction in
collaboration, and space for exploration, creation-based literacy tasks provide students with the
opportunity to engage in independent and collaborative content creation using iPads and related
open-content applications in a supported classroom environment. The most significant takeaway
from these major findings and my overall research process is that effectively integrating iPads is
not about the technology. It is about developing effective instructional practices and the
continuous process of becoming an effective educator. It is about unlocking potential and
opportunity. It is about fostering essential life skills, like collaboration and communication, and
helping students to connect experiences and solve problems, as well as helping students develop
a growth mindset, find a sense of self, set goals, and make decisions. It is about feaching,
learning, and change. In the following sections, the most salient themes that have emerged from

my findings will be discussed.

5.1  DISCUSSION OF FINDINGS

5.1.1 Effective Instructional Practices

New technology and digital media continue to emerge and influence the learning environment,
challenging understandings of literacy, the literacy process, and what literacy involves. Once
considered bound by paper and pencil, definitions of literacy have broadened within the digital
world - making it increasingly difficult to discuss literacy and literacy practices without

reference to new and emerging technologies (Fink & Crawford, 2018; Leu et al., 2004;
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Merchant, 2015). Technology has greatly expanded access to content and use of communication
possibilities, and has transformed the ways in which people interact, communicate, and interpret
information (Leu et al., 2004; Phillip & Garcia, 2013). New and multiple forms of texts and
images alter how meaning is constructed and how language is used. The definition of literacy
has changed — new and emerging technologies, in particular mobile devices, have ushered in
innovative possibilities for teaching and learning. New literacies skills are required to effectively
exploit their potential (Leu et al., 2004). To adjust to these demands, literacy instruction must
respond in ways that effectively address reading and writing beyond conventional means (Fink &
Crawford, 2018). The process through which I engaged to adapt to this new, dynamic definition
of literacy laid the foundation for a most critical aspect of this research: how creation-based
literacy tasks that utilize iPads and open-content applications are effectively integrated into
literacy pedagogy and appropriately scaffolded to facilitate early literacy learning.

Teaching students to engage with new technologies, specifically the iPad, and building
the skillset needed to effectively engage with new literacies skills, while adapting to make the
most effective use of iPads for teaching and learning is a struggle for many educators, myself
included. As iPads have become commonplace in classrooms — evidenced by a growing number
of 1:1 environments — designing and delivering instruction to incorporate forms of literacy
beyond the traditional, print-based curriculum, with the explicit use of iPads and all they enable
commands a different way of thinking about lesson planning and student learning. There are
many ways that technology can become an integral part of the teaching and learning process, but
for many teachers — restructuring educational approaches is an overwhelming task. Not only do
teachers need the right approach in terms of their willingness and beliefs, (Blackwell et al., 2013;

Blackwell et al., 2014, 2016; Ertmer et al., 2012), they also need to be experts in the teaching and
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learning process with an understanding of technology-based pedagogy and purposeful
technology integration in connection with content appropriate instruction (Hineman et al., 2015;
Mishra & Koehler, 2006).

As presented in the review of literature, there are many factors involved when making
such significant pedagogical changes. Inadequate professional development opportunities,
limited understandings of methods to effectively incorporate technology into pedagogy, time
constraints, increased pressure to teach academic standards, and the frantic pace of the school
day are among the major obstacles making it incredibly difficult to focus on systematic planning
to use iPads meaningfully in the classroom. Unless teachers engage in professional learning and
development outside of their classrooms — for example, by pursuing a doctorate of education
degree where a comprehensive curriculum connects theory and practice through in-depth
research and analysis — it would be extremely difficult to find sufficient time to develop the
knowledge base and fully immerse in the reflective practice necessary to make significant
pedagogical changes to effectively integrate technology. Without this knowledge and
understanding, attempts at successfully integrating technology into practice are often limited
(Koehler et.al, 2014).

My vision for teaching and learning is a classroom where each child has opportunities for
active and thoughtful engagement, where students learn to collaborate and work with others, take
ownership of their learning, feel competent in achieving goals, and where critical thinking skills
are constantly being developed — a classroom where every child is provided with learning
experiences that are challenging yet supportive and where each one is educated with respect to
his/her individual learning style, learning needs, and individual interests, thereby encouraging

and advancing their early literacy and math development. I am also deeply interested in
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understanding how I can meaningfully integrate iPads to create this classroom environment —
one where students exercise their knowledge and skills through digital creations using open-
content applications. Creatively weaving these convictions and goals into my instructional
practices meant that I needed to rethink my pedagogical approach in order to effectively engage
students in literacy learning with new technologies. But making this significant shift in practice
required a more complex pedagogical reasoning in my planning process (Webb & Cox, 2004) as
it related to three key aspects: (1) knowledge of specific affordances of using iPads in the
classroom; (2) understandings of how these affordances can support learning objectives and
standards, and (3) practical, contextual knowledge and expertise regarding how children learn.
Taking these aspects into account, and after an extensive review of research related to
iPad integration, utilization in early years literacy instruction, and how iPads and related
applications can support early literacy learning, I was able to conceptualize a technology
integration framework that could guide effective iPad integration in the kindergarten literacy
curriculum, specifically related to using open-content applications for creation-based literacy
tasks. Adapted from the work of Northrop and Kileen (2014), this framework, 4 Framework for
Effective Teaching and iPad Integration: Creation-Based Literacy Task (presented in Table 6)
was designed to scaffold children’s literacy learning, encompass the integration of both
independent and collaborative experiences with creation-based literacy tasks utilizing open-
content iPad applications, and ensure that students are working at an appropriate instructional
level. This framework is comprised of three phases: Introductory Creation-Based Tasks,
Independent Creation-Based Tasks, and Collaborative Creation-Based Tasks, designed to
integrate sequentially; integrating one phase means integrating all previous phases as each one

has been developed based on the preceding. The individual components within each phase have
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also been strategically planned to teach students efficiently by scaffolding both literacy
instruction and iPad integration. This framework was based on my research and knowledge of
content and pedagogy, with the primary focus on first identifying learning goals and instructional
objectives before selecting the technology. To that end, iPads were simply the tool used to
support the learning goals and enable the creation of digital artifacts to demonstrate literacy
learning.

Using this framework, I then began systematically planning lessons to incorporate
creation-based activities into flexible reading groups (small group instruction). First, I reviewed
the literacy standards for kindergarten and selected literacy learning goals and objectives for
each phase of the framework:

e Phase 1: Introductory Creation-Based Tasks:

o Foundational Skills: The students will demonstrate knowledge of

letter/sound correspondence.
e Phase 2: Independent Creation-Based Tasks:

o Response to Literature: The students will understand a story and talk

about a story as an ordered series of events (beginning, middle, end).
e Phase 3: Collaborative Creation-Based Tasks:

o Response to Literature: The students will understand a story and talk

about a story as an ordered series of events; the students will apply this

understanding and collaborate to create their own story.
Envisioning the learning that I wanted to occur during the course of this inquiry, I then
decided on strategies and methods that I would employ during each phase of the study, and

considered how these would systematically move students towards the literacy goals and the
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creation of a digital artifact to demonstrate their learning. Next, I established the parameters of
each activity and developed a series of tasks (guided, independent, and collaborative) through
which creation-based literacy activities that utilized open-content iPad applications would be
integrated during small group instruction. Finally, I considered what open-content applications
would best support these goals, which were developmentally appropriate and available for
download, and which would be best used for authentic demonstrations of learning. After
researching many different creation-based applications, and evaluating each for certain design
and content features, several were carefully selected and purposefully linked to the early literacy
learning goals. A range of theoretical positions underpinned my planning and design process,
most prominently the work of Hutchison et al. (2012) which utilized the TPACK framework to
conceptualize and plan the integration of iPads in literacy instruction. The product of this
process is what will now be referred to as a New Literacies Unit: the series of lesson plans and
creation-based literacy activities for kindergarten that blend the elements of content, pedagogy
and technology together and align with A4 Framework for Effective Teaching and iPad
Integration: Creation-Based Literacy Tasks (Table 6). These lessons and activities were
presented in Table 7 and are aligned to Pennsylvania Common Core Standards and broad literacy
learning goals, as outlined in Table 8.

Findings from this study indicate that in a 1:1 iPad classroom environment, creation-
based learning tasks that utilize the iPad and related open-content applications can be effectively
integrated into pedagogy to facilitate literacy learning in the kindergarten classroom. A key
explanation for these findings can be attributed to myself, as the classroom teacher. My
willingness, excitement, and commitment, as well as my self-efficacy, positive attitude and

beliefs about integrating technology were instrumental in not only creating an engaging
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atmosphere that expanded opportunities for literacy learning, but in promoting students’
engagement with digital literacy practices, providing a foundation for student agency, and
fostering student engagement. Similar studies (i.e. Falloon, 2013a) point to the importance of an
active teacher role in designing and scaffolding students’ learning experiences with iPad
applications and facilitating collaborative learning. Although technology itself is not the central
focus, it is important to recognize that a component of this active teacher role is having a certain
amount of technical skill in order to be able to teach the students to use the device and
application(s) successfully and troubleshoot some common problems that may occur.

Both A Framework for Effective Teaching and iPad Integration: Creation-Based Literacy
Tasks (Table 6) and the New Literacies Unit (lessons and activities presented in Table 7) were
designed to provide guidance for the ways that kindergarten teachers can think specifically about
using iPads to maximize early literacy learning opportunities for their students. Because the
small group lessons and activities in this unit are aligned directly to state standards and broad
literacy learning goals, they are easily transferable to other learning contexts, including (but not
limited to) preschool and first grade classrooms, as well as learning support classrooms. Three
open-content applications were used during this inquiry, but there are many dynamic
applications that students can use to demonstrate their learning and create products.
Additionally, the lessons and creation-based activities that were integrated into my literacy
instruction in the kindergarten classroom are among the many possible activities that could be
implemented to enhance students’ literacy learning experiences and engage students in digital

literacy practices.

111



5.1.2 Potential and Opportunity

Great strides have been taken during the course of this research to strategically design and
scaffold learning experiences in order to effectively integrate iPads and open-content
applications. Findings from this study support extant research in the field (i.e. Beschorner &
Hutchison, 2013; Hutchison et al., 2012; Roswell & Harwood, 2015; Walsh, 2010) by indicating
that iPads and related applications can be used to expand opportunities for early years literacy
learning. Findings further extend previous research to encompass the integration of creation-
based literacy tasks that utilize iPads and open-content applications. Integrating iPads in these
specific ways into a coherent framework not only provided students expanded opportunities to
interact with literacy learning and transform their understandings into a creation using a digital
pathway — but promoted engagement with digital literacy practices, provided a foundation for
student agency, and fostered student engagement and collaboration.

In the 1:1 iPad environment within my classroom, every child has access to a mobile
device and applications that the district makes available, to an environment that fosters learner
autonomy, and to experiences that promote the development of new and digital literacies skills.
It would be remiss of me, however, not to acknowledge the ongoing challenge of digital
inequalities in schools. A significant gap does exist between students like mine who have
equitable access to various dimensions of digital experiences and use various technologies daily,
and those students who do not. Further studies, which take these dimensions and variables into
account, will need to be undertaken.

The pedagogical strengths of a 1:1 iPad atmosphere lie in its potential to expand learning
and create a space that is more conducive to collaborative, differentiated experiences, as well as

in the opportunity to facilitate my best teaching practices and strategies. The processes by which
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I had designed and integrated creation-based literacy tasks, utilizing iPads and open content-
applications, demonstrated a myriad of teaching and learning opportunities and enabled me to
create unique, individualized learning experiences in a flexible and supported environment.
Implementing technology in this specific way made it possible for students to approach learning
using a variety of modalities and allowed them to transform their knowledge and understandings
into a digital creation. For children who prefer the use of images, clear and vibrant photographs,
pictures, and built-in stickers/images captured their attention, as did the opportunity to create
visual representations through taking photographs, doodling and drawing illustrations, and
adding stickers to express themselves artistically. For other children, the auditory features on the
iPad and embedded in various applications catered to their listening abilities. There were
opportunities for these learners to make audio recordings and listen to the playback, as well as
engage with apps that included different sounds and music. The importance of hands-on
learning for all children in kindergarten cannot be overstated, but the opportunity to interact
directly with the touchscreen and physically manipulate images and texts, was especially
beneficial for children who best understand through tactile representations. Physical actions,
like swiping, tapping, and resizing pictures, as well as marking the screen and moving images
while making audio recordings are among the touchable features that allowed children to engage
in rich, hands-on learning experiences.

iPads and related applications offer unique affordances to children in that they naturally
connect reading, writing, listening, and speaking within one context and allow for the use of
multiple communicative process simultaneously (Beschorner & Hutchison, 2013). Consistent
with the findings of other studies, the use of applications during the course of this study provided

children with an opportunity to create meaningful connections between the words they stated, the
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images they used, and the product that each artifact represented. Integrating creation-based
literacy tasks that utilize the iPad and open content-applications not only allowed me to
differentiate my instruction to make learning more meaningful for children with different styles
and abilities, it also allowed me to differentiate the learning environment and the means through
which students could produce evidence of their learning. The design and delivery of these
activities created the conditions for autonomous and collaborative learning experiences and
fostered a safe and supportive learning environment.

With the expanding definition of literacy, many scholars (i.e. Javorsky & Trainin, 2014)
maintain that it is essential for young readers to master features and navigational tasks not
present in paper books to order to meaningfully interact with digital information. Scholars also
encourage educators to integrate digital technology effectively and expand their instruction to
include digital story elements, thereby equipping students with the new literacies skills needed to
read, write and communicate (McKenna, 2012; Leu et al., 2004; Hutchison et al., 2012, Javorsky
& Trainin, 2014). Evidence from previous research suggests that young readers need to develop
a cognitive flexibility to be able to transfer skills between paper-based and digital reading
environments and navigate digital texts successfully (Javorsky & Trainin, 2014). Digital stories
are often presented to readers in multiple, sometimes unpredictable ways — what a particularly
styled icon represented in one digital story does not necessarily signify the same thing in another
story, therefore students need to connect an icon’s appearance to the function with which it
assists. Findings from this research study further support the notion that children should develop
a cognitive flexibility to interact with digital information, and extend this understanding beyond
digital stories to include open-content, creation-based applications and the process of creating a

digital artifact when using these kinds of apps. Consistent with the work of Javorsky and Trainin
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(2014), there was a high degree of variability and unpredictability in the ways that certain
functions and processes within these applications were presented, particularly when it included
text-heavy interfaces and a series of steps in order to advance and complete the task.

Three open-content applications were utilized during the course of this study - ShowMe,
ChatterPix Kids, Superhero Comic Book Maker. Common features and capabilities were present
among these apps and included: verbal representations (audio recordings/narrations), visual
representations (photographs, illustrations, built-in stickers), and advancement prompts (to
facilitate progression and product evaluation including playback/ review buttons). In spite of
these common components, there was a high degree of variability in the way these features were
presented. To perform a function in one application, for example making an audio recording, a
specific button or image would be used. But to perform the same function in another application,
the button or image would be represented differently. Often, one application allowed a function
to be performed in one step, while other applications required the user to engage in a series of
multiple steps, which frequently included text-heavy interfaces. A brief explanation of the
differences in verbal representations, visual representations, and advancement prompts is offered
below.

Each open-content application offered students an opportunity to incorporate verbal
representations in their digital product through audio recordings and narrations. In ShowMe,
students can add a voice-over feature in their presentation by touching a small red button, top-
center in the toolbar. My students immediately recognized this as the “record” button, because
another application that they use daily presents a recording option with a similar looking button.
To make a recording for a talking picture in ChatterPix Kids, there was a large red button with a

microphone — resembling a radio microphone — at the bottom-center of the screen. After making
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an initial recording and listening to the playback, this same button appeared as a smaller size for
students to rerecord after evaluating the quality of their initial recording. To record a digital
story/comic book using Superhero Comic Book Maker, there was a small red microphone —
resembling a stage microphone — at the top-center of the screen. Table 18 displays screenshots

from each application to illustrate the variations in creating verbal representations.
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Table 18. Variations in Verbal Representations

Variations in Verbal Representations

Application Screenshots

ShowMe

¢ BacK | CHRTTERPIX
.

RECORD YOUR VOICE
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Each open-content application also offered opportunities to incorporate visual
representations including photographs, illustrations/drawings, and built-in stickers/graphics. In
ShowMe, students can add a photograph to their presentation by touching a small button of a
landscape (mountain) located at the top of the screen in the toolbar. This then gives students
several text-based options, including taking a photo or selecting one from the camera roll.
Drawings can also be added using the color palette found at the top of the screen on the toolbar.
In ChatterPix Kids, students can take photograph by pressing a button that shows a picture of a
camera with the words “take a picture”. This button is located at the bottom of the app’s home
screen. A similar button, only showing the camera icon, can be located at the bottom of the
screen in the gallery. Students also had the option to add built-in stickers and text as visual
representations. In Superhero Comic Book Maker, adding a visual representation was a multi-
step process. Students would first select the purple button that says “Comic Maker”. From
there, students selected a premade background scene from a group of scenes. Students could
then add characters and other images from a set of built-in graphics, located at the bottom of the
screen on a sliding toolbar.  Although there are multiple options in this app to add different
visual representations, only these were used during the course of this inquiry. Table 19 displays

screenshots from each application to illustrate variations in creating visual representations.

118



Table 19. Variations in Visual Representations

Variations in Vismal Representations

App Screenshots

ShowMe

5/%3,

el»

GALLERY

NS e

CHRTTER!PIK“
/ GALLERY ﬁ

BY DUCK DUCK MOOSE

ChatterPix Kids

TRITIR
i

i
-..ig““li !
A i

/Qﬁ Y RN BT SSS 53X Y

All apps included advancement prompts to facilitate progression towards the completion

of a digital product and evaluation of work including playback and review buttons. In ShowMe,
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to advance to the next slide (or return to a previous slide) when creating a multi-slide
presentation, there was a pair of small white arrows in the top right corner of the toolbar. In
between these arrows was a small white number that indicated placement within the presentation.
As students advanced to the next slide or receded to the previous slide, the number would
increase or decrease, respectively. In ChatterPix Kids, students advanced through the process to
create their talking picture using a “next” button. Students immediately recognized this button,
because it appeared in another learning application with which the students have had experience
using. To create another scene in Superhero Comic Book Maker was a multi-step process. From
the current scene, there was a blue arrow in the top left corner, which saved that scene and then
redirected to the app’s home screen. From there, students then had to begin again and choose the
purple “Comic Maker” button, and select a premade scene from the following screen.

Using open-content applications provided my young learners an opportunity to interact
with literacy learning in creative, creation-focused ways. It is interesting to note that similar to
previous research (i.e. Roswell & Harwood, 2015), the incorporation of these creation-based
literacy tasks offered exponentially more options for children to blend digital and physical
materials to create a demonstration of their learning. The students utilized a variety of digital
objects — the iPad, the three targeted applications, the onscreen camera and microphone — and
material objects — story books, physical objects (beginning with targeted letter sounds), paper
graphic organizers and pencils (to organize a story retell and story creation), and dry-erase table
and markers used to make a graphic organizer (to organize a story retell and story creation).
Students moved fluidly in and out of material and digital objects and spaces. In support one of
the main arguments of Roswell and Harwood (2015), the presence of digital experiences invited

more diverse sense-making, making meaning through multimodal representations, and
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transforming their learning into a digital format. The children in this study showed remarkable
originality in their creations and productive power as they were highly engaged and were taking
ownership of their learning.

The integration of these specific activities promoted students’ engagement with digital
literacy practices, provided a foundation for student agency, and fostered student engagement
and collaboration. However, it is critical to recognize that the students needed to learn about the
functions of these tools, as well gain an understanding of the graphics that appeared on various
buttons in order to make use of them. Therefore, teaching the students to engage in cognitive
flexibility while using these applications, familiarizing them with the role of different icons,
buttons, and processes, and providing opportunities to foster their sense of self-efficacy by
encouraging them to explore and persist in the face of app-related design challenges were
essential components of effectively implementing iPads into my literacy instruction. As I
assumed an active teacher role and guided students to develop this flexible understanding, they
could then take an active role to create a product that successfully demonstrated their literacy
learning without any interference caused by unnecessary confusion regarding the functions and
capabilities with the application. As the possibilities of integrating iPads in the classroom are
continually explored, this information further supports the importance of critically examine how
an app’s affordances and constraints can influence student learning and understanding (Falloon,

2013b; Hutchison et al., 2012).

5.1.3 Call to Action

This discussion is a call-to-action to app developers to create applications that are
developmentally appropriate for young children. There is a need to think critically about how
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the development of an application can facilitate young learners’ interactions with digital content
and use in early childhood contexts. Designing applications with text-heavy interfaces for young
children in preschool and kindergarten is not appropriate, because optimal use of these types of
applications (open or closed-format) depends solely on the kind of scaffolding provided by the
teacher (Neumann & Neumann, 2013). Aligning the design of applications with known process
of children’s learning and development, as recommended in the research of Hirsh-Pasek et al.
(2015), can set the stage for effective learning. A simple, tactile interface and a format that
includes learning scaffolds like visually engaging graphics, tools, and buttons that children can
interpret relatively independently will encourage meaningful interactions. This is also a call-to-
action to educators to carefully evaluate apps and select the most effective ones that not only
support learning goals, but align with children’s natural development. Hirsh-Pasek et al. (2015),
researchers in education and psychology, suggest evaluating an app for active learning,
engagement in the learning process, meaningful learning experiences, and guidance by specific
learning goals. These conditions offer a promising framework to facilitate app selection (Fink &

Crawford, 2018).

5.1.4 Essential Life Skills

The combination of findings provides support for the conceptual premise that integrating iPads
purposefully during literacy stations brings new dimensions to children’s literacy experiences,
not just regarding the format and presentation of content and materials but in how they can be
integrated in different learning contexts (Heider, Renck Jalongo, & SpringerLink, 2015) and
utilized for creation-based demonstrations of learning. However, the experiences of
participating in this study were about much more than the integration of technology. These
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experiences were about exposing children to a new way of learning, a new way of thinking about
how they learn, and what their role is in the learning experience. Throughout the course of this
study, quality teacher-student interactions facilitated and encouraged students’ sense of personal
responsibility: seeing themselves as valuable to the learning experience, having a stake in the
task and having responsibility for working as an individual or as a group member to achieve a
goal and create a product. Students gained experience with interpersonal skills: learning how to
be an active listener and listening to other’s ideas, asking questions, taking turns, giving
feedback respectively, keeping an open mind, and finding value in others’ ideas. Students also
gained an understanding of teamwork skills: negotiating and compromising, using words
appropriately to defend or reject an idea, participating, learning how and when to ask for help,
making decisions together, and using everyone’s ideas to create something meaningful.
Furthermore, I was focused on creating and maintaining a positive learning atmosphere that
promoted diligence, patience, perseverance, and self-control — a focus that extends well beyond
the walls of this study. Fostering these essential skills was not only the most important aspect of

integrating technology effectively, but of teaching effectively.

5.1.5 Limitations

Although this study offers an implementation model and a new set of possibilities for effectively
integrated iPads into literacy instruction to enhance learning goals and curricular objectives, it
has limitations. The district in which I work is fortunate to be able to offer all children access to
mobile devices and technology-embedded learning experiences in a 1:1 iPad environment.
However, digital technology use and iPad-based learning experiences in the classroom are not
universal. One of the issues that emerge here is that while the framework and unit developed to
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guide technology integration in this study are transferable to certain contexts, their use in many
classrooms is limited. Investigating the digital divide and digital inequalities with regard to
disparities in knowledge and digital skills among teachers and students in different demographics
would be worthwhile research.

In addition, as the teacher-researcher, my willingness, excitement, and commitment to
this work greatly contributed to taking an active role in designing and scaffolding instructional
experiences and facilitating collaborative learning. Also, my self-efficacy, positive attitude and
beliefs about integrating technology were instrumental in creating an engaging atmosphere that
expanded opportunities for literacy learning, promoted students’ engagement with digital literacy
practices, provided a foundation for student agency, and fostered student engagement and
collaborative learning experiences.  Although there are many factors in the classroom and
school that can impact student learning, research suggests that effective teachers have the most
influence — and it can therefore be assumed that my role as the teacher greatly impacted the

findings of this inquiry.

5.1.6 Teaching, Learning, and Change: Moving Towards the Future

As a classroom teacher and teacher-researcher, the experience of this inquiry has brought a new
dimension to my practice: it has enabled me to develop a synergistic relationship between
scholarship and teaching. The research process enhanced my knowledge and understandings of
effective planning, teaching, and iPad integration. It allowed me to focus on connecting
theoretical, research-based knowledge with real-world techniques to make important pedagogical
changes to my practice, better understand how to improve the quality of iPad integration, and
capitalize on its pedagogical potential to facilitate early literacy learning. My students had the

124



opportunity to engage in unique literacy learning experiences and learn essential life skills, while
meaningfully using technology to transform their understandings into a creation using a digital
pathway. By exploring ways that iPads could be effectively integrated into content and
pedagogical practice to enhance literacy learning goals and curricular objectives, I had the
opportunity to advance my research and produce new knowledge to inform teaching and learning
practices. Systematically planning and implementing these activities into teaching sharpened
my thinking, improved my learning and effectiveness as an educator, and this allowed me to
make important connections that I can now bring back to my scholarship.

A natural progression of this work is to research and analyze the links between emerging
digital literacy skills, proficient digital literacy skills, and advanced digital literacy skills. With
this knowledge, a predictive relationship could be established and contribute to a larger
discussion regarding how to create learning experiences that foster the development of these
skills beginning in early childhood.  Future research could also examine young students’
interactions with open-content applications in order to gain insight into specific cognitive
strategies that they are applying when engaged in a creation-based experience to demonstrate
their literacy learning, as well as elements within the app’s design (i.e. learning scaffolds and
corrective feedback) that impact students’ learning experiences (positively or negatively). This
research might also examine the active teacher role in fostering effective digital learning
experiences through creation-based tasks in early childhood contexts. Most importantly,
continued efforts are needed to translate this research into accessible, high-quality professional
opportunities for educators before, during, and after the introduction of new technologies and

resources.
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6.0 EPILOGUE

“The only source of knowledge is experience.”
-Albert Einstein

A Day in the Life of a Kindergarten Teacher: My Reflections from the Field

It is a scenario that plays out in classrooms every day — teachers, regardless of their
experience or grade level, facing increased pressure to focus on academic content. Educational
policies and Common Core State Standards are pushing academic goals downward, and high-
stakes accountability tests are placing increased pressures on teachers in early elementary
grades, particularly kindergarten. With rigorous content standards, kindergarten today is
characterized by a heightened focus on early literacy and math skills (Bassok, Latham & Rorem,
2016) and a shift towards formal academics through a more scripted, direct instruction-based
model and heavy usage of worksheets and workbook materials. Research consistently supports
what early childhood educators know: active, exploratory play is a catalyst for young children’s
development. In a kindergarten classroom, with students of all ability levels, varying ages,
maturity levels, and learning styles, teachers are challenged to find ways to differentiate
instruction, incorporate different modalities and intentionally integrate activities — such as
movement, singing, and play — to accommodate diverse learning needs and prepare students for
the academic rigor of kindergarten. It is important to recognize that the usual complications of

quality teaching and classroom management are compounded by the fact that these are
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enthusiastic and energetic five- and six-year old children — some who have never attended
preschool — and they all need explicit instructions on classroom routines, basic procedures, and
rules. A holistic, yet entirely academic learning environment can be created. Through careful
discernment, teachers can find a balance between academic-based and play-based classrooms to
provide learning experiences that are both rigorous and developmentally appropriate.

As educators, we have a huge opportunity to make a lasting impact on students, but with
that opportunity comes a great many challenges. There is no doubt that expectations are high —
between balancing different learning needs of students and helping each to meet learning goals,
building quality relationships, and respecting expectations from administration.  For
kindergarten teachers in particular, it can be incredibly difficult to navigate the classroom
environment and address the challenges that occur during the course of a typical school day.
Aside from the increased pressures for academic rigor and testing, kindergarten teachers also
teach social skills, fine motor skills, language and conversation skills, and classroom routines.
With all that has to be accomplished, the challenge increases exponentially when managing a
classroom filled with children who struggle with behavior issues, adequate social skills, gross
motor movement, self-control problems, learning disabilities, developmental disorders, and
emotional issues. There are children who qualify for services and support in kindergarten:
some work with paraprofessionals and instructional aides in the classroom, others receive Title |
services and work with the reading specialist outside of the classroom, still there are other
children who leave the classroom to work with the special education teacher or the special
education instructional aide, receive speech services and occupational therapy, or meet with the
school social worker. All of these services are managed with a schedule, but under many

conditions that schedule is often changed or modified with limited notice.
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In addition to typical classroom challenges, there are plenty of other distractions that can
be equally problematic for a teacher — particularly the kind that teachers cannot plan around in
a lesson. Between intercom announcements, last-minute building scheduling changes including
the cancellation of Title reading classes or specials classes (library, art, gym, and music), phone
calls from the office for early dismissals, late busses, student tardiness, crying children,
unexpected student illnesses, custodial staff cleaning and disinfecting the classroom, to school
lockdowns, fire drills, and two-hour delays, interruptions from substitute teachers in neighboring
classrooms, phone calls from the school nurse, and questions from classroom aides regarding
planned activities ---- keeping the students focused and engaged with learning can be a most
difficult task. Moreover, in a 1:1 iPad classroom environment, technology can also be the
source of many distractions — from applications not working correctly, the wireless network
being “down”, iPads that are not charged, and applications that will not install properly to
ensuring that iPads are used effectively as tools to enrich instruction and not further distract
students from engaging in learning.

Beyond these challenges are many additional responsibilities that a teacher has to take
on during a typical day. If a teacher is fortunate enough to have an aide assigned to the
classroom for the day — as is the case in my classroom — strategic plans need developed and
activities need designed and prepared in order for the students to work with the aide to receive
reinforcement, practice, and enrichment. A classroom aide is a very helpful resource, but
properly preparing and best utilizing the person in this position adds another layer of complexity
to the day. Not to mention, communicating, consulting, and collaborating with teacher
colleagues and other members of the school staff, and regular communication with parents/

guardians requires a substantial amount of time. Furthermore, in my classroom and other
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elementary classrooms of my building, there are undergraduate students from a local university
who participate in an extensive weekly field experience. The opportunity to be a mentor and
offer practical advice to these students interested in the field of education is truly rewarding.
However, collaboration with the field students and participation in their field experience
requires additional time for planning, guidance, and evaluation on the part of the classroom
teacher.

My classroom is a complex, yet dynamic learning environment — where the management
of these challenge, distractions, and responsibilities are inextricably interwoven into instruction
to promote a safe and supportive learning climate and create meaningful learning experiences
for the children. It was these factors and variables that became the catalysts in driving
important change in my classroom. Engaging in action research — implementing creation-based
literacy tasks using iPads and related open-content applications into flexible reading groups
(small group instruction) — added another dimension to this learning environment. The research
process presented a unique set of challenges and opportunities that enabled me to work towards
making pedagogical changes and utilizing iPads effectively to enhance literacy learning. This
experience has caused me to recalibrate my teaching skills and provided clear direction in my
continual pursuit of excellent teaching. However it is impossible to fully understand the scope of
this inquiry and the implications of the findings without recognizing the many responsibilities,
demands, interruptions, and distractions that are dealt with during the course of a typical school
day. Teaching is a complex and multifaceted process — a constant juggle for balance of
educational demands. This is the professional world that I live in — this is my daily life as a

kindergarten teacher.
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APPENDIX A

FOCUS GROUP INTERVIEW PROTOCOL

Focus Group Interview Protocol

Conversational Interview Questions:

During leaming task/product creation, questions may include:

What are you working on?
What is something you can do well?
What is something you are struggling with (or had struggled with)?
o Ifyou are no longer struggling, how did you figure it out?
How are you using given features of a given app to create a certain digital product?
How are you collaborating with another student?
How do you decide who is doing what aspect of a given task?
Can you tell me how you are creating this digital product?

Other questions may arise and will be asked depending on my interactions with the students.

Standardized Open-Ended Interview Questions:

After the creation of digital artifacts, questions will include:

What did you leam?
What did you like the most?
Were you stuck at any point during this task? How did you figure it out?

How did you and your partner (or group members) think about and figure out what to do
to create this digital artifact?

Why did you choose to demonstrate your leaming in this way and not that way?
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APPENDIX B

NON-PARTICIPANT OBSERVATION PROTOCOL

Observaliom Date: Creation-Based Task: Teaching Strategy: Apps used

Feundatisnal Skills Guided

RTL Independent Independeat

RTL Cellaberalive Cellaberative

9:55 10:00 10:05 10:10 10:15
Student A
Sdent B
Student C
Engagement

1— is enthaeiastic 9 —asks teacher for help 14 —mscs the tonchscreen

2 — is optimistic/positive

3 — comoms/micrested

4 — concentrates; mvolved i task

5 — parficipates in the task

6 — asks questions

7 — 18 helpful 1o other sindenis (offers snpgestions; helps
10 answer a peer’s qoestion)

8 minvoleed/di 1

10 — asks peer for help

11 —1alks about thinking to a pecr

12 —talks about thinking to teacher

13 —makes decisions abont work (for cxample: chooscs
what to take a picture of, what app to usc, what to say,
what to dmw, where to put visnal representations on the

SCTEEn)

15 —mscs varions buttons on the app’s foolbar (image or
text buottons)

16 —takes/edits a photo

17 — designalcreates something with teacher gmdance
18 — desians ina mdenendentie

19 — designalcrextcs something with ofhers

20 —uses more than one app to create something
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APPENDIX C

IRB APPROVAL

gAPiItt . . . 3500 Fifth Avenue
eal University of Pittsburgh Fsourn, PA 15213
Institutional Review Board [ et e

Memorandum

To: Melissa Fink

From:  IRB Office

Date: 11/7/2017

IRB#  PRO17080611

Subject: Integrating iPads in the Kindergarten Literacy Curriculum

The above-referenced project has been reviewed by the Institutional Review Board. Based on the information provided, this project meets all the necessary criteria for an exemption, and is
hereby designated as "exempt" under section

45 CFR 46.101(b)(1)

Please note the following information:

 Investigators should consult with the IRB whenever questions arise about whether planned changes to an exempt study might alter the exempt status. Use the "Send Comments to IRB
Staff" link displayed on study workspace to request a review to ensure it continues to meet the exempt category.

It is important to close your study when finished by using the "Study Completed" link displayed on the study workspace.

« Exempt studies will be archived after 3 years unless you choose to extend the study. If your study is archived, you can continue conducting research activities as the IRB has made the
determination that your project met one of the required exempt categories. The only caveat is that no changes can be made to the application. If a change is needed, you will need to
submit a NEW Exempt application.

Please be advised that your research study may be audited periodically by the University of Pittsburgh Research Conduct and Compliance Office.
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APPENDIX D

DOCUMENT OF INFORMED CONSENT

Dear parents and puardians, October 21, 2017

I am writing this letter to inform you of a research study that I will be conducting in the dassroom this
fall and winter. Currently, I am mm my third year of doctoral studies and research at the Umiversity of
Pittsburgh. The focus of my research and the purpose of this research study are to determine effective
ways to integrate iPads into the kindergarten literacy (reading) curmculum and to determine how leaming
tasks that utilize the iPads engage children in developing early literacy skills.

As a part of my research, I have developed a senies of literacy-related lessons and tasks that integrate
1Pads and iPad applications. As a product of these lessons, the children will be creating digital artifacts to
demonstrate their understanding of literacy skills (such as alphabet letters and sounds and parts of a
story). Examples of digital artifacts that will be created include an interactive digital alphabet book and
an interactive digital story.

These activities will be implemented during our flexible reading group time over the course of 15 weeks.
Flexible reading group time occurs in cur classroom each day. Dunng this time, children are grouped in
small groups based on their skills and leaming needs. Children are given instruction on targeted reading
skills as well as opportunities for practice and collaboration with other children. These groups are
flexible and change based on the skills we are learning and those that the children need to practice.

There are no nisks associated with this research sindy. Each child will have the chance to chance to leam
how to use vanous iPad apps. Each child wall also have the opportunity to work with me during this ime
and will receive instruction on both the reading skills and how to use apps to create their own digital
products. Additionally, the children will have the opportunity to collaborate with one ancther to complete
these tasks.

Dunng these activities, I will be using andio reconding to capture conversations: the children’s
interactions with one ancther and with myself. Iwill also be asking the children questions about their
engagement with these activities and will be wnting their responses verbatim. Their responses will not be
identifiable in any way. No names will be recorded at any point in time dunng this study. The children’s
responses are confidential and will be kept under lock and key.

Participation is voluntary and you can contact me if you do not wish for your child to participate in these
reading activities duning flexible group time. This study is being conducted by myself, Melissa Fink, and
I can be reached at (412) 8%6-2330 x 7603 if you have any questions.

Thank you very much for your time.

Melissa Fink

Kindergarten Teacher

William Penn Elementary §chool
Elizabeth Forward School District
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