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ABSTRACT
DEVELOPING CONCEPTIONS OF TEACHING AND LEARNING:

CASE STUDIES OF PRESERVICE TEACHERS' LITERACY EXPERIENCES
IN SCHOOL AND NON-SCHOOL FIELD PLACEMENTS

By

Margaret Maria Malenka

The increasing diversity of our country’s school
population is represented in a range of ethnic, cultural,
linguistic, and socio-economic backgrounds. 1In contrast, the
majority of preservice teachers' backgrounds are white and
middle class. Their conceptions of teaching and learning are
influenced by personal and academic histories which seldom
include knowledge of diverse ways of knowing. Consequently,
preservice teachers frequently encounter difficulties in
providing effective instruction for all students.

This study examined four preservice teachers'
perceptions and interpretations of teaching and learning
during their participation in multicultural field experiences
in school and non-school settings. Both contexts emphasized
literacy instruction, which served to situate these
understandings. Data sources documented participants’
theoretical and practical conceptions of teaching and
learning in the context of literacy instruction. Theoretical
conceptions were determined through pre-term and post-term
responses to the Conceptions of Literacy Instruction.
Subsequent interviews enabled the participants to expand and

clarify their written responses.



Participants' practical conceptions of literacy
instruction were addressed through observations and
interviews. Each participant was observed four times in the
classroom placements and four times in the non-school
placement. Following each set of school and non-school
observations, each participant was interviewed regarding the
content, method, and value of the literacy events experienced
during the observations. Case studies were constructed which
reflected the participants’ perceptions and interpretations
of teaching and learning as developed during literacy
instruction in the two field settings. These were placed in
context with their theoretical conceptions as determined
through the Conceptions of Literacy Instruction
Questionnaire.

The results of this study indicated that the school
environment encouraged implementation of conventional
instructional methods while the non-school environment
challenged these notions and promoted reflection on students
as authorities and decision makers. The non-school setting
also enabled the preservice teachers to experience and
participate in students' personal and community literacies,
broadening conventional school definitions of literacy and
confronting stereotypical notions of diversity.
Recommendations for teacher education programs are included

in the discussion of the results.
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CHAPTER I
INTRODUCTION

This study examined the perceptions and interpretations
of teaching and learning held by four preservice teachers
during their participation in multicultural field experiences
in school and non-school settings. Both contexts included an
emphasis on literacy instruction, which served to situate
these understandings. The school environment provided a
conventional setting for literacy learning, while the non-
school environment provided an alternative structure.
Preparing preservice teachers for the effective instruction
of all students includes attention to issues of how
preservice teachers view classroom instruction and students’
non-school literacies when these differ from typical school
literacy.

Rationale for the Study

Preservice teachers’ conceptions of teaching and
learning are often defined in terms of their own academic
histories (Lortie, 1975; Feiman-Nemser, 1983). These notions
are generally influenced by their participation in white,
middle class communities (Center for Educational Statistics,
1987) where daily literacy experiences are compatible with
typical school practices (Trueba, 1990). In contrast,
students represent a range of ethnic, cultural, linguistic,
and socio-economic backgrounds (Hodgkinson, 1985).
Preservice teachers often have little experience with diverse

communities and little understanding of non-school uses of
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literacy (Hadaway & Florez, 1987/1988). This is a crucial
issue in teacher preparation and education programs.

Many teacher education programs prepare preservice
teachers for the effective instruction of all students
through a focus on broad conceptions of education. The
complexities of teaching are addressed, and preservice
teachers are encouraged to look beyond their personal
experiences to realize the various dimensions of effective
instruction (e.g. Feiman-Nemser, McDiarmid, Melnick, &
Parker, 1989). During preparation for literacy instruction,
an emphasis on the complexities and instructional
implications of the reading process are addressed (e.g.
Michelson, LaSovage, & Duffy, 1984).

A second method of preparing preservice teachers for the
effective instruction of all students is through
multicultural coursework. This is most often accomplished
through a single course added to the existing teacher
education program. Such courses usually address issues of
student diversity by focusing on the histories and general
characteristics of ethnic and cultural groups (e.g. Bennett,
Niggle, & Stage, 1990). Such approaches to multicultural
teacher education generally do not acknowledge students' non-
school literacies nor their impact on school literacy
learning.

Few teacher education programs integrate issues of
diversity throughout the entire curriculum. Burstein and

Cabello (1989) describe one such program which includes
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knowledge of diverse students and implications for
instruction in education as well as in arts and science
courses. However, due to the limited number of such programs
and the lack of empirical research, little or no change in
preservice teachers' attitudes and dispositions towards
diverse students has been reported.

A third teacher education method of addressing issues of
student diversity are multicultural field experiences (e.g.
Stallings & Quinn, 1991). In these experiences, preservice
teachers observe and instruct diverse students in classroom
settings. Some teacher education programs also require
preservice teachers to participate with diverse students and
their families in non-school settings (Beyer, 1991; Ladson-
Billings, 1991; Larke, Wiseman, & Bradley, 1990). Such
instruction has been reputed to reduce preservice teachers’
negative attitudes toward diverse students and encourage
better understandings of equity issues and diverse
communities (e.g. Souers, 1979). Although improvement in
general attitudes is a positive step, there has been little
research which directly addresses the issue of how preservice
teachers participating in such experiences conceptualize
subject matter instruction for diverse students.

Preservice teachers’ conceptions of literacy and
literacy instruction are especially relevant to elementary
classroom instruction. Currently, literacy is associated
with the ability to comprehend a variety of texts and to

communicate in writing (Venezky, 1991). It is often
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interpreted as a collection of attributes or abilities
possessed by individuals (Scribner, 1984). During literacy
instruction, this often translates into attempts by the
instructor to impart a series of predetermined skills and/or
strategies to the students (Shannon, 1988; DeLawter, 1990).
The focus is on the teaching and learning of reading and
writing components, particularly those that relate to the
comprehension of school subjects.

However, children's experiences with literacy begin
before they attend school and continues to develop outside of
as well as within the school setting. In non-school
settings, literacy develops as children interact with family
and community members. The language and print used to convey
thoughts, needs, and desires reflect the conventions and
traditions of their immediate environment. For example, a
child may or may not experience bedtime stories; may or may
not relate print to conceptual thinking and to real events;
may learn to respond to "why" instead of "what" questions
(Heath, 1982a). Children personalize these community forms
of literacy when they use print for their own purposes such
as personal reflection and journal writing (Delpit, 1991).

In contrast to the development of literacy in non-school
settings, school literacy usually reflects the conventions
and traditions of the dominant cultural community. When
children's non-school literacies differ significantly from
school literacy, which is often the case with diverse

students, they may experience difficulties in classroom
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instruction. For example, Michaels (1981) describes a
classroom situation where children's discourse styles did not
conform to mainstream forms of expression and the teacher was
unable to provide effective instruction. Diverse students'
successful participation in school literacy depends in large
part on the teacher's recognition and inclusion of students'
non-school literacies during classroom instruction.

The differences which often exist between the literacy
experiences of preservice teachers and of diverse students
are a vital consideration in preparing preservice teachers
for the effective instruction of all students. Understanding
preservice teachers’ perceptions and interpretations of
teaching and learning is crucial to designing effective
teacher education programs, particularly in the context of
literacy instruction and students’ non-school literacies.

Statement of Purpose

The purpose of this study was to examine four preservice
teachers' perceptions and interpretations of teaching and
learning. These preservice teachers were enrolled in a
teacher education program which provided multicultural field
experiences in school settings. As an option of a literacy
course within this program, they had also elected to
participate in a field experience in a non-school based
learning environment. This study examined how these
preservice teachers interpreted teaching and learning in the
context of literacy instruction in these two settings, and

whether they recognized and valued students' non-school
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literacies. To provide a more complete portrait of the
participants, their experiences in both settings were
described in relationship to their theoretical conceptions of
school literacy instruction.

Research Questions

The research question which guided this study was: How
did preservice teachers perceive and interpret teaching and
learning during literacy instruction in school and non-school
settings? More specifically, this study was designed to
answer the following research questions:

1. How did participants interpret teaching and learning
during classroom literacy instruction?

2. How did participants interpret teaching and learning
during literacy instruction in a non-school setting?

3. What was the comparison of participants'
interpretations of teaching and learning during literacy
instruction in a classroom and in a non-school setting?

Organization

Chapter Two reviews the literature in three areas of
research which are relevant to this study. First, preservice
teachers’ conceptions of teaching and learning are examined.
This is an essential factor because most preservice teachers’
understandings of education, including literacy instruction,
are based on their personal experiences in school settings.
Teacher education programs attempt to broaden these

understandings by focusing on the complexities of teaching,
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often including an emphasis on understanding the reading
process.

Second, multicultural teacher education programs are
reviewed. Most of these programs attempt to broaden
preservice teachers’ educative understandings and improve
instruction for diverse students by directly addressing
issues of student diversity. These programs frequently focus
on the histories and general characteristics of minority
groups with the purpose of raising preservice teachers'
cultural consciousness and academic expectations for diverse
students.

Third, the concept of literacy as a social construction
is examined. Knowledge and use of literacy develop as
children interact with family and community members in non-
school settings. As social settings vary, so too do the forms
and understandings of literacy. When home and community
literacy use differs from the ways in which literacy is used
in school settings, teachers may encounter problems in
providing effective instruction.

In conclusion, many teacher education programs prepare
preservice teachers for the effective instruction of all
students by emphasizing the complexities of teaching and by
providing cultural knowledge of diverse students. While these
issues are relevant to effective teacher preparation, they
disregard the importance of preservice teachers’ perceptions
and interpretations of teaching and learning. This issue is

especially relevant in the context of effective literacy
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instruction for diverse students, whose literacy use in non-
school settings may differ from typical school literacy.
Chapter Three: Methodoloay

Chapter Three describes the methodology used to study
what the participants perceived and interpreted regarding
teaching and learning during literacy instruction in both
school and non-school settings. First, the participants are
described. They included four preservice teachers who were
juniors in an alternative teacher education program which
focused on the instruction of diverse students. During the
time of this study, they participated in elementary
classrooms two half days a week and in an alternative program
in a community center one afternoon a week.

Second, data sources and collection are described. Data
sources included pre-term and post-term questionnaires and
interviews which focused on participants' theoretical
conceptions of literacy instruction. Each participant was
also observed four times in both the elementary classroom and
in the non-school setting, and interviewed after each set of
observations.

Third, the analysis procedure is described. The
participants' theoretical conceptions of literacy instruction
were determined through analysis of the pre-term and post-
term questionnaires and interviews. Their interpretations of
actual literacy instruction were determined through analysis
of the observations and interviews of the school and non-

school settings.



Chapter Four: Results

Chapter Four describes the participants' interpretations
of teaching and learning in the context of school and non-
school literacy instruction. Presented are case studies of
each participant: Bill, Sarah, Jackie, and Janelle. Common
themes across cases are also addressed.

: i ion c ions

This section reviews the results of this study and
discusses implications for the effective preparation of
preservice teachers. Also presented are recommendations and
suggestions for teacher education programs and future
research.

Limitations

l. Generalizability of Findings: The participants were
enrolled in an alternative teacher education program which
focused on diverse students. Their application to and
selection for this program may have indicated strong beliefs
in the importance of the education of diverse populations, a
valuing of different ways of knowing, and a willingness and
desire to gain understandings in these areas. Therefore, the
dispositions and beliefs of the participants may not be
typical of all preservice teachers. 1In addition, while the
small sample size provided deeper insight into this
investigation, it also limited generalization of these
findings.

2. Observer Bias: Instances from the participants'

field experiences were recorded, as were participants' stated
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perceptions and interpretations of these events. The

researcher, being more knowledgeable in the area under study

and possessing a better developed frame of reference, often

perceived and interpreted the same events differently. This

research, while presenting participants' actions and

comments, may not accurately reflect their actual thoughts.
Definitions of Terms

Conception: abstract theory which defines the
relationship between various aspects of a system.

Conception of learning: abstract theory which defines
how knowledge is acquired.

Conception of literacy instruction: abstract theory
which defines the relationship between understandings of the
reading process and of the learning process in various
contexts.

Conception of teaching: abstract theory which defines
the process of facilitating the acquisition of knowledge.

Diversity/multiculturalism: a range of various ethnic,
cultural, linguistic, or socio-economic backgrounds.

Interpretation: explanation of one's own understanding
of observed event.

Literacy: ability to manipulate linguistic symbols.

Literacy instruction: direct or indirect teaching and
learning of skills and/or strategies associated with reading
and writing for a wide range of purposes.

Perception: the observation or recognition of objects or

events.






CHAPTER II
LITERATURE REVIEW

The understanding of preservice teachers’ perceptions
and interpretations of teaching and learning in the context
of school and non-school literacy instruction was guided by
three fields of research. First, the literature regarding
preservice teachers’ conceptions of teaching and learning was
examined in terms of: (a) preservice teachers’ development
through background experiences and teacher education
programs; and (b) preservice teachers' understandings of
literacy instruction.

Second, studies were reviewed that described
multicultural teacher education programs which prepared
preservice teachers for the instruction of diverse students.
They are described in terms of: (a) multicultural courses,
including segregated and integrated approaches; and (b)
multicultural field experiences in school and non-school
settings.

Third, readings describing the concept of literacy as a
social construction provided the framework for elementary
school students’ literacy development. This is addressed in
three ways: (a) literacy development in non-school settings;
(b) literacy development in school settings; and (c) the
relationship between literacy in non-school and school

settings.

11
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Preservice Teachers' Conceptions of
Teaching and Learning

Preservice teachers’ conceptions of teaching and
learning are developed through experiences in elementary
schools, high schools, and teacher education programs. For
most, their school literacy instruction is compatible with
their literacy use in non-school settings, i.e. typical of
experiences which occur in white middle class settings. This
section discusses preservice teachers' conceptions of
teaching and learning as developed through their own

background experiences and through teacher education

programs, and in regards to literacy instruction.

Preservice teachers’ own academic histories have
provided them with thousands of hours in classrooms, which
have influenced their understandings of teaching and
learning. As students they did not have access to teacher
thinking and decision-making, and so based their assessment
of effective instruction on the observable actions of notable
teachers (Lortie, 1975; Jordell, 1987; Feiman-Nemser, 1983).
These limited notions profoundly influenced their
participation and learning during teacher preparation
(Lortie, 1975; Weinstein, 1990).

Many preservice teachers enter teacher education
programs with simplistic views of education, believing that
teaching is a natural activity requiring only affection for

children and the transmission of information (National Center
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for Research on Teacher Education, 1990). To move beyond
personal educative experiences many teacher education
programs provide preparation in pedagogical thinking and in
actual practice instruction. When possible, these two areas
are addressed in methods classes with accompanying practical
field experiences (Hollingsworth, 1988; Shefelbine &
Hollingsworth, 1987). Such arrangements provide preservice
teachers with learning theory through university coursework
and application opportunities through field experiences
(Ishler & Kay, 1981).

Feiman-Nemser, McDiarmid, Melnick, and Parker (1989)
studied an introductory education course designed to
encourage preservice teachers’ realization of the
complexities and intellectual demands of teaching. The
students' conceptions of teaching did increase in complexity,
e.g. they developed conceptions of learners as active
participants instead of passive recipients of knowledge.
However, the authors concede to the limited potential of this
course to effect enduring change, referring to future methods
courses and field experiences which do not explicitly address
these issues.

Simplistic notions of teaching and learning include
preservice teachers’ tendency to parallel effective
instruction with the affective characteristics of the teacher
(Holt-Reynolds, 1991; Weinstein, 1989). When Weinstein
(1990) asked preservice teachers their conceptions of good

teaching before and after an introductory education course,
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themes of warmth, caring, enthusiasm, and control were most
apparent. Students unanimously believed a child's self-
esteem was more important than academic achievement--none
seemed to realize that self-esteem could be developed through
academic success.

Marso and Pigge (1989), in their study of the
developmental stages of learning to teach, found that
preservice teachers began their programs with little concern
over issues of teaching; their focus was on their own
survival as students. Later, concern about teaching tasks
developed but with an emphasis on their own performance as
teachers. Clearly missing was a focus on the impact of their
teaching on students.

Lj I .

Similar to students' development of literacy through
interactions in social settings, preservice teachers also
develop conceptions of literacy. In non-school settings they
learned the literate traditions, knowledge, and interactional
styles of their families and surrounding communities. They
further learned to adapt this information for personal use.
In school settings, they learned to apply literacy in the
study of school subject matters.

The families and communities of most preservice teachers
are white and middle class. Statistics further indicate an
increase in the current 86 to 88 percentage of white, middle
class teachers (Center for Educational Statistics, 1987).

Since literacy in school settings most often reflects the
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non-school literacies of the dominant culture (Trueba, 1990;
Cummins, 1986), most preservice teachers experienced
congruity between the literacies they learned in non-school
and school settings. For most, the transition from community
and personal literacies to using literacy in the study of
school subjects was understandable based on their previous
experiences.

In contrast to those teaching, the student population is
becoming increasingly diverse, e.g. school enrollment of
between 30 to 40 percent of students of color is predicted by
the year 2000 (Hodgkinson, 1985). Students of color are
currently the majority in the fifty largest school districts
(Banks, 1991); one in four students is poor (Kennedy, Jung, &
Orland, 1986); and enrollment of students speaking minority
languages is steadily increasing (0'Malley, 1981).

Unfortunately, preservice teachers have had little
experience with diverse students’ non-school literacies
(Hadaway & Florez, 1987/1988), or understanding of their
instructional implications. Instead, they often rely on the
actions and procedures which they had experienced in their
own education, and define these as effective literacy
instruction. They have confidence in the efficacy of
instructional methods which "worked for them" and often
blindly generalize personally experienced benefits to other
populations (Hollingsworth, 1989).

Although many teacher education programs provide methods

courses designed to challenge narrow conceptions of literacy
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instruction, classroom field experiences often portray
contrasting perspectives (e.g. Meloth, Book, Putnam, & Sivan,
1989; Bawden, Buike, & Duffy, 1979). Elementary school
reading instruction is frequently assessment driven and
routine (Goodman, 1985), consisting of segmented stories,
skill instruction, workbook pages, and testing (Shannon,
1988; Tabachnick, Popkewitz, & Zeichner, 1979-1980).

Preservice teachers often adopt the educational
perspectives held by their cooperating classroom teachers
(Britzman, 1986; Maddox, 1968). Preservice teachers
frequently compromise learned theories to comply with the
cooperating teachers' beliefs and procedures. For example,
Padak and Nelson (1990) studied prospective whole language
teachers who were placed in conventional instructional
environments. Differences in beliefs were the major source of
concern and difficulty, resulting in preservice teachers
accommodating to the situations.

Goodman (1985) found that although preservice teachers
were expected to develop a broad perspective of education,
their field experiences were skills oriented. During reading
instruction, they were encouraged to "get through" the
material and teach for the test. Tabachnick, Popkewitz, and
Zeichner (1979-1980) also found an emphasis on order and
control. Student teachers' reading instruction followed a
routine of reading a story, assigning workbook pages, and
giving a grade. Hollingsworth’s (1989) findings corroborate

earlier findings emphasizing preservice teachers’ concern
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with classroom management. During field experiences
preservice teachers organized reading instruction to maximize
order and routine--it was teacher directed and textbook
based.

Field experiences which are connected to university
reading methods classes appear more successful in focusing
preservice teachers' instruction on academic concerns. For
example, Michelson, LaSovage, and Duffy (1984) found that
connecting a reading methods course to a field experience
enabled preservice teachers to gradually transfer knowledge
learned at the university to the classroom setting.
Preservice teachers also came to realize how various aspects
of reading instruction were connected. Reports on these
experiences also indicate that preservice teachers with well
organized and coherent knowledge regarding the reading
process provide more effective reading instruction (Johnson,
1988; Herrmann, 1989).

Summary

Preservice teachers' conceptions of teaching and
learning are first developed through their early non-school
and school experiences. These conceptions are influenced by
their cultural context and subjective nature: many times
preservice teachers believe that teaching and learning in the
school environment are natural extensions of everyone's non-
school experiences. Teacher education programs often attempt
to broaden these conceptions and help preservice teachers

realize the complexities of teaching. Specifically, reading
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methods courses may address instructional practices based on
understanding of the reading process. However, field
experiences may contradict and even negate instead of
reinforce theories learned in university classrooms (Zeichner
& Tabachnick, 1981; Goodman, 1985).

Currently, teacher education programs do not adequately
address issues regarding the complexities of teaching or the
literacy usage of diverse student populations. The question
for teacher educators then becomes one of how to broaden
preservice teachers’ academic experiences to include other
perspectives.

Multicultural Teacher Education Programs

Another way in which teacher education programs attempt
to help preservice teachers move beyond their personal
educative experiences is by directly addressing issues of
student diversity. This section examines two options of
multicultural teacher education: multicultural courses and
multicultural field experiences.

Multicultural Courses

Segregated Approach Most multicultural teacher
education programs employ the segregated approach, which
consists of adding on multicultural courses or workshops to
the standard curriculum (Zeichner, 1993; Grant & Sleeter,
1985; Baptiste, 1979). Many courses and workshops intend to
raise both cultural consciousness and expectations of diverse
students' academic performance by providing information on

the histories and general characteristics of minority groups
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(Trent, 1990; Cushner & Brislin, 1986; Larke, 1990; Haberman,
1991; McDiarmid, 1990; McDiarmid & Price, 1990). This
process may involve reflection on one's own cultural and
ethnic background, as well as examination of personal
reactions to minority groups (Grant, 1989; Adams, Pardo, &
Schniedewind, 1991/1992).

One example of a segregated multicultural teacher
education course is M300, offered at Indiana University
(Bennett, Niggle, & Stage, 1990). The goals of this course
include knowledge of major ethnic groups; understandings of
cultural differences; successful instruction of diverse
students; and reduction of prejudice. Assignments included
readings and research on multicultural issues and ethnic
groups; essays on personal backgrounds; interviews with
international students; observations of urban middle school
or high school students; and writing multicultural lesson
plans. Bennett et al. report:

Findings that the most open-minded students tend to be

most receptive to M300 as shown by greater gains in

openness to cultural diversity and multicultural
knowledge, suggest that the course instructors were most
effective with those students who were already

convinced, but did little to reach the others. (p. 247)

The structure of M300 is similar to other segregated
multicultural teacher education courses, specifically in its
focus on improving the education of diverse students through

raising the cultural consciousness and increasing the
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multicultural knowledge of preservice teachers apart from
subject matter knowledge considerations. Such segregated
multicultural courses and workshops report little or no
change (Cazden & Mehan, 1989; Zeichner, 1993; Sleeter &
Grant, 1987), typically assessed through the use of attitude
surveys rather than actual teaching (Grant & Secada, 1990;
Haberman, 1991). Grant, Sleeter, and Anderson (1986) note
that the fragmentation caused by the segregated approach
provides preservice teachers with an incomplete picture of
the issues involved.

Intearated Approach A less common approach to
multicultural teacher education is the integration of
diversity issues throughout all aspects of the curriculum,
including arts and science courses (Zeichner, 1993; Grant &
Sleeter, 1985). Zeichner notes that most integrated programs
are externally funded and therefore exist for a limited time;
few integrated programs became institutionalized.

Burstein and Cabello (1989) describe one federally
funded, integrated multicultural teacher education program.
The goals of this two-year graduate program were to:

(a) assist teachers in examining their beliefs about the

influence of culture on students and themselves, (b)

develop teachers' knowledge about culturally diverse

students, and (c) develop teachers' abilities to adapt
instruction to the diverse needs of their students.

(pp. 10-11)
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One component of the program consisted of a
multicultural emphasis in every course, including instruction
on the adaptation of curriculum to reflect the backgrounds
of diverse students. Pre-post measures indicated that
participants in the program became more knowledgeable in the
instruction of diverse students; however, this was not
directly observed.

Although the number of integrated multicultural teacher
education programs is small, this approach is clearly favored
by experts in the field (Gay, 1986). Research indicates that
the segregated approach does not provide enough time or
emphasis on multicultural issues, with the implication that
the more comprehensive approach of integrating diversity
issues into the entire curriculum remedies this situation
(Zeichner, 1993; Bennett, 1988; Sleeter, 1988). However,
little research has been conducted to verify these claims.
Multicultural Field Experiences

School Settinas Regardless of approach, research on
multicultural teacher education recommends preservice
teachers’ participation in field experiences in schools with
diverse student populations (Hadaway & Florez, 1987/1988;
Larke, 1990; Sleeter, 1985). Many teacher education programs
require such field experiences, often accompanied by seminars
prompting preservice teachers to reflect on their
interactions with diverse students (Zeichner, 1993; Ross,

Johnson, & Smith, 1991; Gomez & Tabachnik, 1991).
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The Houston Teaching Academy, sponsored by the
University of Houston College of Education and the Houston
Independent School District, uses multicultural field
experiences to prepare preservice teachers for the education
of diverse students. Each semester 10 to 20 student teachers
are placed in an inner city elementary/middle school with the
goal of preparing them for effective instruction in this type
of setting, as well as to attract them to the possibility of
future employment in inner city classrooms. A key component
of the program is a weekly meeting between the preservice
teacher, a university instructor, and the classroom teacher.
At these meetings they discuss lesson plans, instructional
techniques, and problems unique to the inner city school
setting. Research results based on observations indicate that
the student teachers learned to reduce time spent managing
students and increase instructional time, which "reflects the
purpose of the overall program" (Stallings & Quinn, 1991, p.
27).

The Houston Teaching Academy was atypical in its use of
observations in assessing the program's effectiveness; most
programs used attitude surveys to determine results (Grant &
Secada, 1990). It was, however, somewhat typical in its
emphasis on management techniques rather than on
instructional effectiveness; the goals of most multicultural
field experiences appear to focus on matters of equity,
dispositions, and reduction of negative attitudes (Sleeter,

1989; Zeichner, 1993). While preservice teachers who
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participated in field experiences in schools with diverse
populations did generally make strides in these areas (Grant
& Secada, 1990; Sleeter, 1985), some existing negative
attitudes merely became stronger (e.g. Haberman, 1991).

Non-School Settings In addition to multicultural school
field placements, some programs also require preservice
teachers to participate in community activities with adults
and children of diverse backgrounds. Non-school field
experiences are typically connected to course work and are of
short duration. The focus is on understanding the
communities and lifestyles of diverse students and their
families (Beyer, 1991; Ladson-Billings, 1991; Larke, Wiseman,
& Bradley, 1990). Transfer to the classroom of the attitudes
and competencies acquired in these community experiences is
assumed, but has not been assessed.

Opportunity Week, a component of the teacher education
program at Indiana University-Purdue University at Fort
Wayne, is an example of multicultural non-school field
placements (Souers, 1979). After an introductory seminar,
preservice teachers selected sites such as government
agencies and youth centers located in diverse neighborhoods
in which to participate for four days. A culminating seminar
provided the opportunity for the preservice teachers to
discuss and reflect on their experiences. Based on written
responses, Souers reports that preservice teachers gained
insights into diverse children's instructional needs and

became more sensitive to issues of culture.
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Another type of multicultural non-school field
experience is represented by La Clase Magica (LCM). As one of
six sites across the country which comprise the Distributed
Literacy Consortium (Cole, 1990), LCM is funded by a Mellon
Grant through the Spencer Foundation. Researchers study
elements of language, institutional settings, the use of
telecommunications, and a variety of socio-cultural contexts
(e.g. ethnicity, class, community type, and geographic
location). At LCM, midwest preservice teachers focus not
only on the lifestyles of diverse students but also on their
literacy learning. In this setting, located within a
neighborhood community center, they interact with diverse
students around computer assisted literacy activities
(Gallego, 1993a). Acceptance and encouragement of non-school
literacy use appears to positively influence participating
preservice teachers and students (Gallego, 1993b).

Summary

The recognized need for multicultural teacher education
programs has resulted primarily in the addition of
multicultural courses to the standard curriculum. These
courses customarily address issues of diversity by providing
the histories and general characteristics of minority groups,
attempting to raise preservice teachers' cultural
consciousness and academic expectations for diverse students.
Most courses report little or no change in preservice

teachers' attitudes and dispositions.
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Most programs which integrate multicultural issues into
the general curriculum and those which provide multicultural
field experiences in school and non-school settings also
focus on preservice teachers' attitudes and dispositions
towards diverse students. Research indicates that these
programs show more potential for successfully accomplishing
their goals.

Ultimately all multicultural teacher education programs
aim to prepare preservice teachers to effectively instruct
diverse students. While research on the types of programs
described in this section is scarce (Grant & Secada, 1990;
Zeichner, 1993), still fewer studies have examined how
preservice teachers conceptualize subject matter instruction
for diverse students. These conceptions, along with
preservice teachers’ attitudes and dispositions towards
diverse students, will greatly influence classroom
instruction.

Literacy as a Social Construction

Literacy, broadly defined as the ability to manipulate
linguistic symbols (Wertsch, 1985), develops through
interactions with others in social settings such as family
and community groups (Vygotsky, 1962, 1978; Wertsch, 1985;
Cole & Griffin, 1983). Linguistic symbols and tools are
derived from the language and thinking which are part of
these social interactions, and are used for individual and
group purposes (Vygotsky, 1962, 1978). Thus, literacy

consists not only of knowledge regarding technical aspects of
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print but also knowledge of the ways language is used and
interpreted in particular social settings. As Langer (1987)
points out, literacy learning outcomes are "shaped by the
social contexts in which they are embedded and can only be
fully understood in relation to these social contexts" (p.6).
This section examines and then compares literacy development
in the contexts of non-school and school settings.

Li in Non-School S .

Community Literacy Children first encounter the world
through communication with family members as expressions of
their needs and desires. As their environment expands,
children's language and thinking also grows to enable them to
interact meaningfully with extended audiences. The shared
patterns of communication and understandings which develop
within the culture of the child's immediate environment
embody significant traditions and information. Gallego and
Hollingsworth (1992) term this “community literacy"; others
(e.g. Sherr, 1990; Ferdman, 1990) use the label "cultural
literacy." Children perceive themselves as members of
particular communities, and demonstrate this membership,
through appropriate use of their community's form of
literacy. For example, they may signal identification with a
Latino culture by speaking Spanish when interacting within
that community.

Erickson (1987) describes how this type of literacy
differs across various social settings. Citing Hymes (1974,

1972), he describes "speech networks" as "differing
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assumptions about ways of communicating that show functional
intentions such as irony, sincerity, approval and positive
concern, rapt attention, disinterest, disapproval, and the
like" (p. 337). So community literacies may reflect distinct
interactional styles as well as differ linguistically.

An illustration of distinct community literacies is
found in Heath's (1982a) ethnographic study of three
communities: Maintown, Roadville, and Trackton. In Maintown,
a middle class community, parents emphasize the role of books
with young children. They read bedtime stories, asked "what"
questions, and related print not only to real events but also
to conceptual thinking. In Roadville, a white mill
community, parents also read books to their young children
and asked "what" questions. However, they did not help
children relate print to real events or to conceptual
thinking. In Trackton, a black mill community, parents did
not read stories to their young children. Instead, social
interactions were emphasized and children were asked "why"
instead of "what" questions. These communities illustrate
the variability in definitions of literacy: the children in
each grew up with distinct ways of thinking about and
interacting with print.

Personal Literacy As community literacy develops,
children also apply personal uses for literacy. Gallego and
Hollingsworth (1992) characterize personal literacy as "ways
of knowing and beliefs about self and personal communication

norms arising from historical or experiential and gender-
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specific backgrounds" (p. 207). Children adapt the ways of
thinking and communicating first experienced in their
immediate and extended communities, then in school, for
personal needs and desires. Personal literacy may include
"using literacy for entertainment, to further one's own
thinking, to clarify one's emotions, to share with intimates,
to keep track of important issues in one's life" (Delpit,
1991, p.543).

Personal literacies are the basis for self-expression
and self-esteem (Freire and Macedo, 1987). Life experiences
and the language in which these are embodied are crucial to
literacy learning. Freire and Macedo state that schools
should

provide students with the opportunity to use their own
reality as a basis of literacy. This includes,
obviously, the language they bring to the classroom.
In this sense, the students' language is the only
means by which they can develop their own voice, a
prerequisite to the development of a positive sense of
self-worth. (p. 151)
Scribner and Cole’s (1981) study of the Vai people of
West Africa illustrated personal uses of literacy. The Vai
use various languages for specific purposes: Arabic for
religious practices and study, English for official
government business, and Vai for community and personal
communication. The use of the Vai language ensures privacy

from outsiders and is used for recording personal events such
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as births and deaths as well as business transactions. Vai
is also used in writing letters, stories, advice to children,
and diaries. Persons who are literate in these personal uses
of the Vai language are respected in the community.

Comprehension of School Subject Matters In the school
setting, literacy is typically defined as the ability to
decode and comprehend subject matter texts; the ability to
express ideas in writing; and the adaptation to the school
setting (Cook-Gumperz, 1986; Venezky, 1991). School literacy
instruction is often portrayed as a series of predetermined
skills and/or strategies imparted to students by teachers
(Shannon, 1988; DeLawter, 1990).

Narrow applications of school literacy emphasize the
acquisition of skills apart from meaning within "mechanical"
or "quantifiable" approaches to literacy instruction (Sherr,
1990, p.18). Students may learn to complete worksheets,
decode words, and effectively use utilitarian information.
However, they may not learn to reason about ideas in texts or
comprehend deeper and more complex meanings.

Broader approaches to school literacy, beyond the
acquisition of skills and strategies, emphasize the
transforming and knowledge-making nature of language (Freire,
1981; Heath, 1985; Applebee, 1984). Bereiter and Scardamalia
(1987) discuss how literate thinkers objectify language by
separating words and concepts from their original context.

They are thus able to apply the language to a variety of
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situations, manipulating ideas and employing problem solving
strategies. Michaels and O'Connor (1990) also emphasize the
problem solving and reasoning nature of literacy. They note
that a student engaged in this type of literacy is "an active
reader--a reader who does not merely decode text but also
supplies much essential information that is not in the text,
drawing on his implicit background knowledge about language,
text genres, and the world" (p. 5).

School literacy includes knowledge necessary for
participation in the school setting (DeFord, 1984; Cook-
Gumperz, 1986; Gallego & Hollingsworth, 1992). Cazden and
Mehan (1989) describe the classroom as being "guided by rules
or norms established by convention, which means they are
implicitly taught, tacitly agreed upon, and cooperatively
maintained" (p. 50). These rules or norms include patterns
for language use and classroom discourse which most often
reflect those of the dominant culture (Trueba, 1990; Cummins,
1986; Deyhle, 1985; Shade, 1982). Within this structure
teachers assess responses as correct or incorrect based on a
school literacy standard. DeFord notes that upon entering
school children learn to regard language as these rules, in
addition to their prior understanding of language as a
resource for communication and personal reflection. They may
learn, for example, that responding to a teacher’s questions
involves not only knowledge of the correct answer, but that
this answer must be preceded by a raised hand and invitation

to speak.
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Theories of Literacy Instruction Teachers' perspectives
of school literacy and their theories of the reading process
influence the design and implementation of their instruction.
Two perspectives of literacy are addressed here: the
information processing perspective and the socio-cognitive
perspective. Each perspective includes two theories of
reading used to guide instruction.

The information processing perspective views literacy as
an accumulation of a sequence of skills or strategies. Within
this perspective, the bottom-up theory contends that the
reading process begins with the smallest unit of a word and
builds up to the larger text and meaning (Gough, 1972).
Teachers who are proponents of this theory emphasize the
decoding of words during the beginning stages of learning to
read. Only after this knowledge becomes automated through
repeated practice is comprehension addressed.

Also within the information processing perspective is
the interactive theory of reading. This theory contends that
reading is an interactive process in which higher-order
stages are able to influence lower-order processing
(Rumelhart, 1977), and lower-order stages are also able to
influence higher ones (Stanovich, 1980). Teachers who are
proponents of this theory provide instruction both in
decoding and comprehension strategies, so the student is able
to use whichever strategies are most effective when reading a
particular text. Instruction combines hierarchical skill

instruction and students' prior knowledge.
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The socio-cognitive perspective views literacy as
developing naturally as children interact with others in
their environment. Reading skills and strategies are learned
within the context of personally meaningful activities.
Goodman reflects the educational community'’s movement away
from the information processing perspective towards this
perspective of literacy. As a proponent of the top-down
theory of reading, Goodman (1976; 1970) initially based his
ideas regarding readers’ reliance on syntactic and semantic
knowledge of language to predict meaning in text on Piagetian
theories of child development. More recently, Goodman
(Goodman & Goodman, 1992) has highlighted the central role of
society and social interactions in children's construction of
meaning during literacy learning, referring to Vygotskian
notions. Teachers who are proponents of the top-down theory
focus instruction on natural language development. They make
available texts which interest students, and as "cooperative
allies" (Elbow, 1986) encourage students' involvement with
those texts. The meaning that students make while reading
reflects their own existing knowledge and interests.

Also within the socio-cognitive perspective is the
social constructivist theory. This theory emphasizes the
central role of culture and society in the construction of
knowledge and the development of children (Vygotsky, 1978).
Teachers who are proponents of this theory focus instruction
on the co-construction of knowledge through interactions with

more knowledgeable others. Decreasing levels of assistance is
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provided as learners acquire increasing levels of expertise.
Similar to top-down instruction, teaching and learning occurs
within the context of engagement in genuine activities.

E .

Di - B Non-School 1 School Li .
Gumperz (1986) and Cook-Gumperz (1986) note that the social
settings in which literacy develops are part of a larger
cultural context. Political and economic power structures
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