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Abstract
TALKING ABOUT TEXTS: CHILDREN'S LITERATURE IN A TEACHER
PREPARATION CLASSROOM
By
Devon G. Brenner

Teachers’ conceptions of knowing and learning affect how they teach by
shaping their understanding of both their role as teachers and the nature of
children as learners. Teachers who hold social constructivist theories of
teaching and learning view children as active learners who construct
knowledge of subject matter by using dialogue to build from their prior
knowledge and experiences. Such teachers understand that the teacher’s role
is to create experiences with subject matter that provide opportunities for
children to engage in, talk through, and reflect on their learning and to create
learning communities where children are comfortable enough to share their
emerging understandings.

Novice teachers generally do not understand either learning or the role
of teacher in these ways, and changing preservice teachers’ beliefs about the
nature of learning and the role of teaching has typically been a challenging
endeavor. As this dissertation will show, the reading and interpreting of
children’s literature in preservice teacher education hold promise as
experiences which support teacher candidates’ developing understanding of
teaching and learning.

This dissertation examines the promise of children’s literature as text



for teacher preparation by documenting the learning that was constructed in
one teacher preparation course, and the role that the reading and interpreting
of children’s literature played in that overall learning. I will show that
reading and talking about children’s literature shaped and supported
beginning teachers’ beliefs about their future students, their roles as teachers,

and the nature of learning and knowing.
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My ideas about teaching have changed since January. This
course has shown me different things that I haven’t thought
about before. It challenged what I previously believed and forced
me to think about issues in education in a different light. I may
not have always agreed with everything but my eyes have been

opened to new perspectives.

—Steve, Final Reflection

Chapter One: Introduction

The teacher education classroom is just one of the places where
beginning teachers take part in experiences that can shape their emerging
classroom practice. Isay can because often teacher education makes little or
no difference in teachers’ understanding of, and therefore actions in, their
classrooms. Teachers tend to reproduce the mechanized, irrelevant,
stratifying schooling they have experienced, even when they’ve “learned” in
their teacher preparation programs that there are other, better ways to teach
(Lortie, 1975). A

I know I did. When I entered the field of teaching, I was pretty sure all I
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really needed was a commitment to my students and their futures. I was
skeptical that teacher education had anything to offer me. I was pleasantly
surprised to find that I was wrong in many ways. My undergraduate
coursework helped me to situate classrooms in the larger social and political
context. I learned about invigorating mathematics curriculum and theories
of whole language. I learned I was supposed to distribute authority, to listen
to children, and to be very prepared. But when I got my own classroom,
when I really had to make sense of children and subject matter and squabbles
and textbooks and materials and learning disabilities and the lives of
children, I was overwhelmed. What did I fall back on? My own experiences
as a student and the ways of making sense those experiences taught me.

Even though I had learned important theories and guidelines and
philosophies and practices in my preservice teacher education, I ultimately
had to base my day to day teaching decisions not on abstract knowledge but on
my understandings about the students and their needs, and the curriculum
which I was supposed to teach but about which I knew very little. I struggled
to translate theory into practice, I yearned to be and act in the classroom like
those teachers I had seen on videotapes when I was preparing to teach. But I
did not have a discourse for that kind of teaching, I did not know how to see
my students with social constructivist glasses, did not know how to interpret
the stories of the classroom in the narrative frames that would allow me to
act in the ways I desired. Although I learned a great deal in my teacher

preparation program, I needed something else.






Teacher preparation is intended to help beginning teachers understand
their students and subject matter in new, better ways. Patrick Shannon (1995)
writes; “These undergraduates and teachers must construct themselves as
teachers through their consideration of their histories, their literacies, and
their experiences” and adds “I am not without influence, however. After all,
I am a text they read during class; I dredge up their histories in new ways and I
sponsor experiences in which they can engage” (2-3). To Shannon, teacher
education is a process of working with teachers as they tell and re-tell their
own stories around shared experiences and, in the telling and re-telling, learn
new ways of making meaning of their own and their future students’
experiences.

I believe that children’s literature, as texts in the preparation of
teachers, can serve as the basis for interactions that affect how beginning
teachers understand and act in their classrooms. Children’s literature holds
potential as a pedagogical tool for helping preservice teachers grapple with
issues such as children’s lives and experiences, the role of the teacher, and the
nature of knowing and learning. These issues are central to the education of
teachers but are difficult to teach to novices. This dissertation examines the
role and the promise of children’s literature as texts for teacher preparation by
documenting the learning that was constructed by six students in one of their
introductory education courses, and the role that reading and interpreting
children’s literature played in that overall learning. I will show that reading

and talking about children’s literature shaped and supported these beginning
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teachers’ beliefs about their future students, their roles as teachers, and the
nature of learning and knowing.
The Evolution Of The Research Question

As I embarked on this study, I began with a sense that children’s
literature, as a body of engaging and accessible stories about the lives of
children, can teach us a great deal about our students, our teaching, and the
nature of learning. I wondered whether or not beginning teachers might
benefit from reading and then talking about selections of children’s literature.
In other words, I asked myself:

What role, if any, can the reading of children’s literature play in

the preparation of beginning teachers?

When I learned that Sue Kennedy asked her students to read children’s
literature in a preservice education course called “EDU 200: Learning and
Learners in Contexts,” I asked to be allowed to document the role that the
children'’s literature played in the teacher candidates’ learning over the
semester. During the course of collecting and analyzing the data, I gradually
revised the dissertation question until it took on its final form:

Based on evidence of appropriation and transformation of

learning, what did six teacher candidates in Sue Kennedy’s

section of EDU 200 learn about learning, understanding the

child’s experience and the role of the teacher? What role, if any,

did their reading and interpretation of Katherine Paterson’s

Bridge to Terabithia play in that learning?
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Throughout the rest of this chapter and the next, I describe four
revisions to the dissertation question. Many researchers do not write about
the ways their research questions change over time. I have chosen to share
the evolution of the research question to help my readers understand that
while the final question is the one that “got answered,” and is the neatest and
most concise, that question did not emerge from thin air. A great deal of
thought and deliberation went into each version of the question. As I worked
to articulate my conceptual framework, as I responded to the specifics of the
EDU 200 classroom, as Sue and my committee pushed me to think harder
about my assumptions, biases, definitions, and methods, the question, and
the work I was doing to collect and analyze data, changed.

I began the research with a vague commitment to explore the promise
of children’s literature as curriculum in teacher preparation. I ended the
research with a question shaped by the setting, the participants, thorough
reading of -theory, and careful articulation and scrutiny of my own beliefs. For
example, as I better understood and articulated the theories that undergirded
both data collection and data analysis, the study became one about the
interpretation in addition to the reading of the novel. AsI came to
understand Sue’s particular purposes and goals as a teacher educator and for
the students in her course, the study became one of the relationship between
their interpretation of the novel and their learning about the role of the
teacher and the child’s experience.

Tracing the ways the dissertation question evolved serves several
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purposes. First, it reveals the reflexive nature of this research. I worked hard
to subject my thought processes, biases, and conceptual frameworks to the
same careful scrutiny I brought to data analysis. As you will see in Chapter 2,
the question evolved as I learned from the data. I had assumed that
educative discourse about the novel and about teaching would appear a
certain way, and planned to rely on discourse analysis as my primary
methodology. The nature of the talk was not consistent with my
expectations, and so I returned to theories and worked with colleagues to
redefine assumptions about learning and dialogue, and, in turn reshaped the
question to reflect ways I was conducting the data analysis.

Tracing the evolution of the research question also points out the ways
that qualitative research is responsive to the particulars of the field setting. I
began with general questions about the role and promise of children’s
literature in teacher preparation. The question became an “answerable”
question when I had learned enough from my participation in the field to
craft the question in ways that were consistent with the teaching and learning
taking.place in the EDU 200 classroom.

In addition to tracing changes in the dissertation question, I do two
tings in chapter one: I situate this dissertation within a relatively new but
growing body of work on the use of narrative, literature, and in particular,
children’s literature in teacher education, and I also discuss the reasons
teacher educators are turning to narrative, in particular children’s literature,

to support the preparation of thoughtful and knowledgeable practitioners.
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Framing The Ouesti

As I said earlier, I began with a broad question:

What role, if any, can the reac;.ling of children’s literature play in

the preparation of beginning teachers?

The research itself was conducted in the context of one particular
teacher education course, EDU 200: Learners and Learning in Context. As I
discuss in greater detail in chapter 3, EDU 200 was a course about learning, a
course meant to help 24 elementary and secondary teacher candidates come to
see learning as an active, social process of construction. Sue worked to help
the teacher candidates build that conception of learning by asking them to
spend half of the class considering children, as individuals who make sense
of experiences in classrooms in light of prior experiences in and out of
classrooms and as members of learning communities. For the second half of
the semester, Sue provided opportunities for the teacher candidates to learn
about learning as they explored the role of the teacher by thinking about
teachers as individuals who know and care deeply about subject matter and
children; who have particular strategies for classroom management,
planning, and reflection; and who find ways to make connections between
children’s prior knowledge and content.

Sue’s goals for the course brought about the first revision to the
dissertation question. The initial question asked generally about the role that

children’s literature might play in teacher preparation. In light of the content



of EDU 200, I broke the question into two parts. The first focused on the
teacher candidates’ learning in general, asking:

What did teacher candidates in Sue Kennedy’s section of EDU

200 learn about learning, understanding the child’s expeﬁehce

and the role of the teacher?

Part two of the overarching question retained the focus on the reading
of children’s literature and its role as curriculum in the preparation of
teachers:

What role, if any, did their reading of children’s literature play

in that learning?

Ihghp_u:pgs_gmf_tggghgx_p;gmggn_ By asking what role the reading
of children’s literature played in the teacher candidates’ learning, my overall
purpose for this dissertation is to learn about the promise and the limits of
children’s literature as curriculum in teacher education. Any consideration
of the “promise” or the success of a curriculum must first begin with a careful
consideration of the aims of teacher preparation. Teacher education is
intended to support beginning teachers as they learn what they need to know
in order to create successful classrooms. As a profession, we already know a
great deal about the characteristics of successful, reform-oriented classrooms,
and the teachers who teach in them. In the next section of this chapter I
briefly describe the characteristics of “successful” classrooms and the
knowledge bases needed to create them. As I do so, I briefly talk about the

ways the knowledge bases were and were not part of the intended curriculum



for EDU 200.
Teacher

The characteristics of successful classrooms and successful teachers
have been well documented (e.g. Ayers, 1989; Ladson-Billings, 1994; Rose,
1995). Successful classrooms are those where students learn to think, to act on
their own behalf and on behalf of their communities and the world. Students
are helped to master the subject matter at hand in meaningful ways, and
learn to make connections between what they are learning and their lives. As
they learn, they become active and empowered citizens.

The researchers who study successful teaching and successful
classrooms vary in their emphases or focus, and they inevitably find
remarkable variability in teaching style, organization, and personality. Still,
there are characteristics that cut across this variability. Mike Rose perhaps
summarized the characteristics of successful classrooms best when he wrote:

If we consider these rooms to be miniature public spheres

or preparatory arenas for civic life, then it is essential to

note how the formation of an intellectually safe and

respectful space, the distribution of authority and

responsibility, the maintenance of high expectations and

the means to attain them-how all this is essential to the

development of the intelligence of a people. (p. 417)

These four elements are the characteristics of strong classrooms.

These characteristics focus on elements of the learning community-the ways






children are asked and allowed to interact with one another and with the
teacher. In such classrooms children hold responsibility for their learning
and for one another. The classroom is a safe and supportive environment,
where learning and children are both valued and respected. Students are
supported, emotionally and intellectually, by teachers who know children
and the subject matter well enough to create links between the two.

In order to create such classrooms, the teachers in these studies shared
several characteristics. They knew their subject matter, and they knew it well.
They knew their students, their lives, communities, and histories. They
possessed a knowledge of pedagogical craft that allowed them to make
connections between students and the content being taught. They understood
learners as active meaning makers and knowledge as a construction. They
forged social networks that provided them with emotional, intellectual, and
political support. They had an understanding of schools as institutions and of
schooling’s role in society. And above all, they held high expectations of their
students’ intellectual, civic, and democratic potential.

Knowing For Teachi

Knowing about the content. A teacher’s success in the classroom is
largely dependent upon his or her knowledge of the subject matter at hand.
In light of this, the National Board for Professional Teaching Standards (1989)
calls for teachers who possess a “rich understanding of the subject(s) they
teach and appreciate how knowledge in their subject is created, organized,

linked to other disciplines and applied to real-world settings” (p. 3).

10
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According to Grossman, Wilson, and Shulman (1989) teachers need to
know the content of subject matter, including both the facts and the central
concepts of any field or subject. Teachers also need to have substantive and
syntactic knowledge of disciplines they teach. Substantive knowledge of a
discipline includes understanding of “the explanatory framework or
paradigms that are used both to guide inquiry in the field and to make sense
of data” (Schwab, cited in Grossman, et. al. p. 28). In other words, substantive
knowledge is the knowledge of the ways of seeing the world implied in a
discipline. Syntactic knowledge, on the other hand, is knowledge of the ways
new learning, new knowledge, is brought into the field. Syntactic knowledge
includes understanding of the ways claims are made and supported, they way
hypothesis are tested, the ways arguments are made.

In other words, teachers ought to have knowledge not only of the what
they are teaching, but of the world view and ways of making sense implied in
a field and of the ways those fields are organized, changed, and contested.
Deep, flexible knowledge of subject matter allows teachers to help students
become more active, engaged, and critical learners. While subject matter
knowledge is essential, it has not typically been the domain of teacher
education programs themselves, but rather the responsibility of the rest of
their undergraduate coursework. In particular, knowledge of content was not
a large component of the intended curriculum for EDU 200. Occasionally, the
teacher candidates talked with Sue and with one another about the process of

reading, and in that way explored their understanding of subject matter that

11
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several of them would one day teach, and the teacher candidates’ construction
of knowledge about reading and the reading process is a small but significant

component of the data analysis yet to come._

Coupled
with the what of teaching-the subject matter itself-is the how of teaching-
knowledge of teaching in general and about the teaching of subject matter in
particular. The National Board for Professional Teaching Standards calls this
“specialized knowledge of how to convey and reveal subject matter to
students.” General pedagogical knowledge is often the focus of teacher
preparation programs (Shulman, 1986) including such things as lesson
planning, classroom management, and assessment.

Knowledge of basic pedagogy is clearly important. It is becoming more
and more understood that teachers also need what Grossman (1990) calls
pedagogical content knowledge. Pedagogical content knowledge includes
knowledge of the purposes for teaching a particular subject, the possible ways
students might think about a subject, knowledge of the materials available for
teaching a subject, understanding of connections between that subject in one
grade and that subject in earlier and later grades, as well as connections
between a particular subject and other disciplines, and knowledge of ways and
strategies and representations of subject matter (p. 8-9). Shulman calls this
kind of knowledge “the dimension of subject matter knowledge for teaching”
(1989, p. 9) because it emphasizes not the content, but the ways of making that

content accessible to, or learnable by, students.
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Knowledge of pedagogy and pedagogical content knowledge are both
names for a teacher’s knowledge of the experiences, materials, and processes
that will support children’s engagement with and mastery of subject matter.
As the teacher candidates’ explored the role of the teacher in EDU 200, they
considered the importance of making connections between children’s
experiences and subject matter. However, these conversations were not
typically grounded in particular content areas. The teacher candidates in EDU
200 were preparing to teach a wide variety of subjects and age levels, and their
work in EDU 200 was meant to lay the foundation for the more pedagogical
and subject matter oriented courses in the remainder of their teacher
education programs.

Knowing about learners. In order to support students’ learning, and to
hold high expectations of students in the classroom, teachers need to know
students--as individuals, as learners, and as members of cultures. To teach
well, teachers need an understanding of their students as members of diverse
cultures, and they should learn to see cultural differences not as weaknesses
or obstacles, but as strengths (Ladson-Billings, 1994; Zeichner, 1993). Teachers
need a vast repertoire of ways to learn about individual students, to interact
with families and communities, and to listen to students in order to
understand them (Cazden & Mehan, 1989). The National Board for
Professional Teaching Standards (1989) calls for teachers to understand and to
adjust their practices for differences in culture, and also for differences in

“interests, abilities, skills, knowledge, family circumstances, and peer
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relationships” (p. 2).

Historically, helping beginning teachers learn about their students has
not been easy. In a review of research on preparing teachers for cultural
diversity, Kenneth Zeichner (1993) found that “the empirical evidence
overwhelmingly supports a view of preservice teacher education as a weak
intervention” (p. 4). Traditional teacher education experiences such as field
experiences may even reify negative stereotypes preservice teachers bring
with them, and lead preservice teachers to attribute “more negative values to
school children, their families, and their neighborhoods” (Habermas, cited in
Zeichner, p. 19-20). In the preparation of teachers, we must continue to seek
out pedagogy and curricula that help novice teachers develop positive,
rigorous, curious attitudes toward learners and a repertoire of skills for
learning about students, both as individuals and as members of cultures and
communities.

EDU 200 was certainly a course designed to help teacher candidates
construct these curious, positive, and rigorous attitudes toward learners, and
the particular skills of observation, community building, and reflection that
allow teachers to know and learn about their students. The data analysis that
follows documents the teacher candidates’ construction of learning within
this territory of knowing.

Knowledge of Learning. Teachers also need to understand their
students as learners, because their epistemologies shape they ways they teach

(Many, Howard & Stone, 1997). Successful teachers generally view knowledge
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as a socio-cultural construction, and understand learners as active
constructors of their own knowledge. They understand the role that dialogue
can play in helping bridge new learning to existing knowledge. When
knowledge is viewed this way, successful teachers tend to create particular
learning communities, communities that are safe, respectful, and supportive.
In such communities, children take risks, are intellectually challenged, and
are given opportunities to use talk and writing to actively construct
knowledge. Beginning teachers, however, generally hold a banking model, a
model which sees teaching as telling and learning as receiving (McDiarmid,
Ball & Anderson, 1989). Novice teachers tend to view learners as separate
from the curriculum, believe that interest and “fun” are necessary and
sufficient for learning, believe that learning is hierarchical, and think that the
curriculum is fixed and organized (Prawat, 1992). Such teachers often tend to
create teacher centered classrooms, delivering knowledge to children who
passively receive it.

Changing preservice teachers' conceptions of learning and knowledge
is a difficult task. Banking models of teaching and learning have long been
the standard in K-12 education, and seem both reasonable and appropriate to
the teachers who hold them. Changing those models requires novice
teachers to rethink much of what they know about children, their own
educations, and subject matter. As Prawat says, “Teachers are unlikely to
complicate their lives ‘in this way without undergoing a significant change in

their thinking” (p. 357). Providing opportunities for novice teachers to make
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epistemological changes of this sort, however, is essential if teacher education
is to contribute to the formation of successful classrooms like those described
above.

As I said earlier, EDU 200: Learners and Learning in Context was
primarily a course about learning. This dissertation traces the ways the
teacher candidates did, and did not, transform their conceptions of learning in
light of their reading of the novel.

Knowing about the role of teaching. Buchmann (1993) describes a role
as “those behaviors and dispositions that students and the public have a right
to expect of teachers” (p. 147). She argues that while lore and tradition tend
to allow teachers to justify their decisions based on personal and idiosyncratic
preferences, conceiving of teaching as a role emphasizes teachers’ obligations
to those outside of themselves. Because they have chosen to be teachers, the
individuals who head our classrooms are responsible to subject matter, that
is, to the communities and bodies of knowledge that comprise what children
are meant to know. Teachers are also responsible to childreri, not just to
befriending and caring about children, but to teaching them, to helping them
grow and learn. Finally, teachers are responsible to the communities in
which their classrooms are located, both locally and further afield.

Buchmann argues that teacher educators should push beginning
teachers to move beyond individualistic and personal orientations, and help
beginning teachers to conceive of teaching as a role, with all its concomitant

“”

obligations. Buchmann claims, “ ... teacher educators often focus on the
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personal concerns of novices and experienced teachers.” However, “Role
orientation as a disposition can steady teachers in their separate classrooms,
helping them call to mind what their work is about and who is to benefit
from it” (p. 154). Helping beginning teachers move beyond themselves as
teachers is important. Beginning teachers tend to see themselves as the
keepers of knowledge they will deliver to students (Prawat, 1992), or to think
of their role as one of merely creating friendly interpersonal relationships
‘with children (Weinstein, 1998), both of which are inwardly directed visions
of teaching. All of the qualities of good teaching described above, the
formation of learning communities, the holding of high expectations, the
creation of opportunities for children to engage with subject matter in
powerful ways, these and other aspects of teaching come about when teachers
move beyond a self-oriented conception of teaching and understand their role
as balancing their obligations to children, to learning, to subject matter, and to
society.

Conceiving of teaching as an outwardly oriented role is not
unproblematic. Purposes for schooling have long been both complicated and
contested (Cuban, 1990), and because of this, there are many competing
conceptions of the role of teacher, from task-master to coach, from gatekeeper
to friend. Many of those roles, and many of society’s expectations of
schooling, serve to reify the inequitable distribution of power and wealth
historically perpetuated by the institution of schooling. Greene (1989) argues

that teachers, including beginning teachers, need not only to sense their
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outward obligation to children, learning, subject matter and community, but
they also need to be able to evaluate and critique the expectations which these
external communities put upon them. In other words, teachers need to know
about the historical, social, and political contexts of schooling in order to
balance their obligations they assume when they take on the role of teacher.
In EDU 200, the teacher candidates talked about the teachers’ role as one
of balancing the needs and desires of the teacher, the content and
organization of subject matter, and the interests, knowledge, and desires of
the students. Not all aspects of the teachers’ role were components of EDU
200, for example, they did not work to situate schooling and teaching in larger
societal contexts (an issue explored in other teacher education courses at this
institution). The teacher candidates’ construction of knowledge about the
role of the teacher has been an important component of this dissertation.
Conclusion. Each of the five knowledge bases described above,
knowledge of content, of pedagogy, of learners, of learning, and of the role of
teacher, is essential in the education of preservice teachers. While the term
knowledge base implies a store of facts, information, and strategies, it has not
been my intent to outline a set of binding categories. Instead, I see these
“knowledge bases” as a complicated and interconnected web of concepts,
dispositions, and territories of knowing that are important to teachers’ work
in the classroom, and which generally comprise the content of teacher
education programs. Because the knowledge bases intertwine and connect,

and because each of these bases is a summary of a large and complex body of
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knowledge, we could not and would not expect one introductory education
course to support teacher candidates’ learning within all five territories of
knowing or of “all” of one.

Of these five knowledge bases, three were particularly important for
considering the knowledge the teacher candidates constructed in EDU 200:
knowing about learners, knowing about learning, and knowing about the role
of the teacher. The knowledge they constructed within these bases connected
to developing understandings of subject matter and pedagogical content
knowledge.

ildren’s Literature?

In spite of our understanding of the knowledge bases that support
successful teaching, teacher educators have generally been unsuccessful in
bringing about change in the practice of education (Britzman, 1991; Sykes,
1984). In part this is because beginning teachers’ beliefs and epistemologies
are notoriously difficult to change (Prawat, 1992; Weinstein, 1989), perhaps
because beginning teachers often find the curriculum of teacher preparation
to be useless and irrelevant (Lortie, 1975), or, as Lanier and Little (1986)
describe it, “ . . . largely arbitrary, technical, fragmented, and without depth”
(p. 554). .

There are many who hypothesize that beginning teachers might learn
the content and theories of education best when narratives become central
components of the teacher preparation program (e.g. McEwan & Egan, 1995;

Mcvee, in process; Preskill, 1998; Witherell & Noddings, 1991). Narratives,
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including those told and those written down, can make teacher education
seem both relevant and connected to teachers’ concerns. Teacher educators
who bring narratives into the teacher education classroom hold assumptions
about the narrative nature of knowing, and so believe that narrative frames
the ways in which teachers make sense of their worlds and, in turn, their
classrooms.

Jerome Bruner (1993) defines narrative as holding several properties.
Narrative is sequential, and events are related to one another according to a
time line, though that time line may be manipulated. Narrative has a
dramatic quality, in other words, events described are related for a purpose or
effect, and that effect is revealed or indicated by the very construﬁtion of the
narrative itself. Narrative blurs the (artificial) distinction between “real” and
subjective, and in so doing, ascribes qualities and intentions to the events
being related. Perhaps most importantly, narrative serves as metaphor for
experiences. Narrative, by representing and explaining both what is normal
and what is unusual, allows us to ascribe significance and meaning to
experience. Narrative discourse allows us to hold the world and our
experiences still, to interpret the unusual apart from the usual, and to
understand one another.

As we come together in an event, it is the narratives of the event that
give it meaning. That meaning is particular, it organizes and represents the
particular moment, person, and theme of the story. And that meaning is

general. Narratives we take part in-that we hear, read, construct for
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ourselves-shape and define the ways we make sense of future events and the
ways we revise our understanding of past events. Or, as Diane Brunner (1994)
writes,

. . . the potential of narrative lies in its ability to particularize
experience and to enlarge as well as personalize issues. It is the
generative nature of narrative that gives it potential to generate
particular ways of thinking, knowing, even criticizing-to have a
memory and to extend or formulate application of that memory
to particular experiences. (p. 103)

Narratives, like other linguistic structures, construct reality by naming,
ordering, codifying, and calling attention to the specifics and the generalities
of our experiences. To narrative theorists and researchers like Brunner and
Bruner above, and also many others (e.g. McEwan & Egan, 1995; Mcvee, in
process; Preskill, 1998; Witherell & Noddings, 1991), narratives are powerful
tools for making sense of experience, and so in turn are an important means
for both teaching and for learning about teaching.

Narratives can take many forms. Beginning teachers are sometimes
asked to remember and tell their own stories or to write their own narratives
of schooling and learning. They are sometimes presented with case studies of
teachers or learners. Other times, beginning teachers are invited to read
autobiographies or other stories as part of their learning as teachers. And
with increasing frequency, beginning teachers are asked to read children’s

literature in courses where children’s literature might not be expected to

21



P

boo

Lol




appear.

At Michigan State University, for example, a third of preservice
teachers are asked to read novels such as A Secret Garden (Burnett, 1886) in
their foundational coursework (Norman, 1998). At the University of
Cincinnati many students are asked to read Toni Morrison’s The Bluest Eye
(1970) and other novels in their educational psychology courses (Mitchell,
Milgram, O'Reilly & Collins, 1997). In Minnesota, teacher candidates are
asked to read picture books and novels as they consider issues of
multiculturalism and bilingual education (Quintero, 1997). At these and
.other institutions of teacher preparation, children’s literature is presumed to
help beginning teachers learn about teaching, learning, children, and
schooling (cf: Adler, 1991; Brunner, 1994).

There are many reasons that teacher educators turn to children’s
literature as texts in the preparation of teachers. Perhaps the most important
is that as stories, children’s books are consistent with the narrative ways that
beginning teachers make sense of their worlds, and, in turn, their classrooms.
When we take narrative as an organizing principle of meaning-making, then
it is logical to assume that stories should play a large role in the preparation of
teachers. Though not speaking specifically about teacher education, Lee Galda
(1998) describes children’s literature as potentially transformative because it
can serve as both a window onto other lives and a mirror onto our own.
Galda says: “It is just this potential for transformation, the power that

experiences with stories have to change our lives, to make us see, feel, and



live a little differently, that makes literature so wonderful and so dangerous”
(p- 4). This belief in the power of children’s literature to help readers see their
lives and others in new ways that leads some teacher educators to ask
beginning teachers to think about students, schooling, and teaching in light of
narratives that portray those topics in powerful ways.

Even though children’s books are presumably written for children,
there are many ways the content of children’s literature is particularly suited
to preservice teacher education, in particular in a course such as Sue’s, which
focuses on both the experience of the student and the role of the teacher.
Children’s literature is generally about children, and often portrays children’s
lives in ways which can help beginning teachers to understand their future
students in ways they need to-as individuals, as learners, as members of
cultures. In most children’s literature, the characters grow and change. They
learn. As they learn, they face issues that real-life learners face-emotions,
families, friends, cultures. These are issues perhaps most difficult to address
in teacher education (Hargreaves, 1995).

A substantial subset of children’s books are set in and around school.
As the characters in children’s books interact with teachers, as they learn in
and out of school, beginning teachers can find opportunities to reflect on the
role of the teacher (Brenner, 1997). The particular content of children’s books,
in their portrayals of learning and schooling, can provide a powerful set of
narratives for beginning teachers to consider. As Maxine Greene has said, “It

is difficult for me to teach educational history or philosophy to teachers-to-be
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without engaging them in the domain of imagination and metaphor. How
else are they to make meaning out of the discrepant things they learn?” (cited
in Rummel & Quintero, 1997).

Another reason that teacher educators often turn to children’s
literature is that beginning teachers are likely to find children’s literature
engaging. These books are often well written, and because they are written
with children in mind, they contain straightforward, easy to read prose.
Preservice teachers often complain that theoretical writing is too difficult or
inaccessible. Children’s literature, however, can form bridges between novice
teachers and the theories they are asked to explore. Diane Brunner, for
example, (1994) paired particular pieces of theory about the role and purpose
of schooling with adult novels, films, and children’s books that depicted the
theories being considered. She found that the literary texts allowed her
students to better engage With and understand the theories, and that the
theory pieces in turn supported students’ critical readings of the literary texts.

Professors and instructors who incorporate children’s literature into
their teacher education classrooms reason that these novels and picture books
are effective texts for helping students learn about students and schooling.
However, little is known about just what and how students learn about
teaching and learning when they read these texts in their education
coursework because, to date, little research has been done that carefully

examines how preservice teachers make sense of the children’s novels they
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read, and most of the writing that emerges from these courses has been
anecdotal. Brunner’s work, described briefly above and in more detail below,
is an exception. Brunner is one of the many who write about narrative in
education, and one of the very few who have carefully researched the role of
children’s literature in teacher preparation.
Many educators and teacher educators have written theoretically about

the role that narrative can play in education. (See, for example, Coles, 1989;
Conle, 1996; Greene, 1991; Jackson, 1991). There are some who understand
teachers as narrative beings, and conduct research which tells, in narrative
form, the stories of teachers' personal and professional lives. These include
Carter (1992), Connelly and Clandinin (1994; 1990), Elbaz, (1990) and Schubert
(1991). Others researchers recommend and study the role of case studies of
teachers including Bird, 1991; Bird, Anderson, Sullivan & Swidler, 1992,
Preskill, 1998; Kleinfeld, 1992; Shulman, 1992; Sykes & Bird, 1992. Finally,
there are several who have studied the potential of both reading and writing
autobiographies, of teachers and others, for teacher education. These include
Florio-Ruane, Raphael, Glazier, McVee & Wallace (1997); Glazier (1998),
Mcvee (In process), Florio-Ruane (1995) Preskill (1998), Gomez (1991), and
Soliday (1994).

In spite of the growing of body narrative work in education, very few
teacher educators and researchers have written about the role that children’s
literature can and has played in teacher preparation, in part because the

practice of teacher education itself is a relatively unstudied phenomenon
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(Sarason, 1986/1962), and in part because texts written for children have
typically been the domain of children’s literature, literacy, and library science
courses, rather than the curriculum of more general or foundational teacher
preparation.

A very few teacher educators who ask their students to read children’s
literature have shared anecdotes from their classrooms. Quintero (1997), for
example, wrote briefly about her use of multicultural children’s literature in a
diversity course she regularly teaches in a larger volume focusing on the
narratives of teachers’ lives. Arlene Harris Mitchell, Joel Milgram, Patricia
O'Reilly, and Roger L. Collins (1997) told stories about their uses of children’s
literature in educational psychology courses at a recent meeting of the
National Council of Teachers of English.

Two teacher educators, Diane Brunner and Susan Adler, present
theories and cases that justify and encourage the folding of children’s
literature into the curriculum of teacher education. The bulk of Brunner’s
work, Inquiry and Reflection: Framing Narrative Practice in Education is
theoretical. Brunner defines learning in social constructivist terms and
describes the critical pedagogy she hopes to achieve in teacher preparation.
She outlines in great detail the theories that underlie her use of several
narratives of schooling, including young adult novels, to encourage her
students to rethink their assumptions of schooling. She also summarizes the
plots of several of these narratives of schooling.

After laying the groundwork for understanding the potential of
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narratives and theory to inform one another, Brunner shares several excerpts
of discourse that arose during conversations about the novels, movies, and
theoretical pieces. These teacher candidates' stories are presented without
Brunner’s analysis so that readers can interpret the cases independently. As
Brunner says in her book, “It has been my desire to allow students’ stories to
stand on their own” (p. 191). In Brunner’s work, the teacher candidates’
discourse, the stories they told during conversations in class, are not meant to
serve as data to prove a point about narrative or to support a research claim.
Instead, they are meant to:

. . . illustrate through story vignette the particular struggles

prospective English teachers who participated in responding to

the materials in this text shared as they remembered schooling

experiences and attempted to construct new images of teaching.

These vignettes help the reader to see that when narrative texts are
explicitly paired with theoretical pieces on the role and purposes of schooling,
teacher candidates are able to work intertextually. In this case, the literature
gave her students access to the theoretical pieces she asked them to read, and
the ideas in the theoretical pieces helped her students bring a critical spirit to
their exploration of the characters and themes portrayed in the literature, and,
in turn, in their own individual stories of schooling.

Adler’s work, “Framing a critical pedagogy in the social studies
methods class: The use of imaginative literature,” a chapter in an edited

volume on inquiry-oriented teacher education (Tabachnick & Zeichner, 1991),
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has a structure similar to Brunner’s. In the first part of her chapter, Adler
justifies the use of what she calls “imaginative literature,” which includes
children’s novels, in the social studies classroom. Adler argues that
imaginative texts can enable preservice teachers to reexamine their
assumptions both about social studies content and about the nature of
knowledge. Adler describes the plots of two narratives she asks her social
studies methods students to read, Chinua Achebe’s Things Fall Apart
(Achebe, 1959), and Arthur Miller’s play The Crucible (Miller, 1952). Adler
then provides what she calls “A case example” (p. 85), describing and quoting
her students’ responses to reading Achebe. This brief case of teacher candidate
learning is meant to illustrate the potential of imaginative literature for
enabling beginning social studies teachers to take a critical stance.

There are many differences between these authors’ work and this
dissertation, some minor, some major. Brunner and Adler hoped literature
would enable their own preservice teachers to take a critical stance toward
content and toward schooling. In contrast, Sue Kennedy did not aim to foster
a critical stance as much as she hoped to challenge the teacher candidates’
assumptions about learning, children, and the role of the teacher. Brunner
and Adler taught subject matter specific courses. Sue’s course was more
general, as a foundational course that served as prerequisite to subject matter
specific courses. Brunner and Adler both taught téacher candidates preparing
to teach high school, while Sue’s students were both future elementary and

high school teachers. Brunner asked her students to read children’s and adult
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novels, as well as view movies that portrayed experiences in school. Adler
asked her students to read a novel and a play, neither specifically written for
children but often read by adolescents. Sue Kennedy, on the other hand,
asked her teacher candidates to read Bridge to Terabithia, a novel written for
an audience of children, and frequently read in schools by children as young
as fourth grade.

Methodologically, there are larger differences between their works and
the mine. Adler summarized her students’ experiences into a brief case.
Brunner presented her students’ narratives as they were, but did little or no
analysis. Both hoped their examples would provoke thought and invite
discussion about the use of narratives in teacher preparation, and perhaps
serve as inspirational models. Neither worked to systematically understand
the role the stories played in the teacher candidates' learning or to document
and describe the learning that the teacher candidates constructed.

I aim to do something quite different in this dissertation. In the
following chapters, you will see that I carefully define learning as a social
construction, and then systematically examine the teacher candidates’ writing
and talk in order to make claims about the role that the reading of a novel
played in that learning by presenting six case studies. Brunner and Adler, by
their use of theory and example, make a convincing argument for the
potential of literature in teacher education. This dissertation aims to explore

that potential in a systematic and methodological way.
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Chapter Two: Methodology

In this chapter, I describe the methodology I used to collect and analyze
data, as well as the conceptual framework which underlies this study. In part
one of this chapter, I describe the data sources and the methods employed to
manage that data. In the second part of this chapter, I describe several sets of
theories that served as the foundation for analysis of the data. These include
social constructivist theories of learning, transactional theories of reading,
and activity framework theory. As I mentioned earlier, the research question
changed during the course of research. One change came about in response to
the particulars of the course itself, as I described in chapter 1. Other changes to
the research question came about as I thought hard about both the theoretical
stances and the methodology that shaped this research. I will continue to
outline the ways in which the dissertation question itself evolved throughout
chapter 2.

The course and its students. In chapter 1, I briefly described the content
of the course in which this study is situated. The most complete description
of the course, its participants and instructor, can be found in chapter 3. Here, I
relate some key facts about the course in order to frame the methodology that
follows. EDU 200: Learning and Learners in Contexts is the third in a series
of nine teacher education courses which culminate in a year long internship
" experience in a single classroom. University wide, EDU 200 is a course meant

to challenge beginning teachers’ notions of knowledge as fixed and of
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learning as receiving, and to help them come to an understanding of learning
as a socio-cultural construction.

Sue worked to meet this aim by asking her students to consider both
the experience of the student and the role of the teacher. The teacher
candidates in the course took part in many of the experiences that are
common in teacher preparation work, including reading and discussing
pieces of theory, taking part in a field experience in a local classroom,
conducting a child study, writing reflections both in and out of class, and
teaching a brief lesson to their peers.

At the center of the course, in between the component dedicated to
considering the experience of the child and the component which focused on
teachers and their various roles, Sue asked the teacher candidates to read a
children’s novel and then to engage in a variety of experiences to further
interpret that novel. The teacher candidates read Katherine Paterson’s
Newberry Award winning novel Bridge to Terabithia. (A summary of Bridge
to Terabithia can be found in Appendix A.) After reading the novel, the
teacher candidates worked with the book in three ways: (1) they took part in
an instructor-led discussion about themes, characters, and events in the
novel, (2) they worked in groups of 12 to create a large mural of their
illustration or interpretation of the novel, and (3) they gave individual
presentations to represent their interaction with or connection to the book.
At the end of the course, each teacher candidate wrote a graded reflection

summarizing their overall learning in the course.
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Sue read a couple of picture books aloud to introduce some themes she
discussed in class, but Bridge to Terabithia was the only book the teacher
candidates worked with extensively. The teacher candidates read the novel
independently at home, and then spent two full class periods talking,
painting, and presenting about their readings of the novel. In addition, the
novel was meant to be a bridge between the two major components in the
course, the focus on understanding the experience of the child and the
explorations of the role of the teacher. After learning about the major themes
and content of the course, the dissertation question shifted, so that in its
second iteration, the question that guided my work was:

What did teacher candidates in Sue Kennedy’s section of EDU

200 learn about learning, understanding the child’s experience

and the role of the teacher? What role, if any, did their reading

of children’s literature play in that learning?

The question asked generally about the reading of children’s literature.

Bridge to Terabithia played a prominent role in the course, as the experience
connecting the two components of the course, as the piece of literature the
teacher candidates talked most about. As I came to understand the role that
the novel played in the teaching and activities of the course, I became curious
about the role that particular novel played in the teacher candidates’ learning.
Because of this, the question changed again, in a small but important way, to

read:
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What did teacher candidates in Sue Kennedy’s section of EDU

200 learn about learning, understanding the child’s experience

and the role of the teacher? What role, if any, did their reading

of Katherine Paterson’s Bridge to Terabithia play in that

learning?

In the next sections I outline the data sources, methodology, and
theories underlying my efforts to answer this question.

Data Sources And Methodology

The work of this dissertation has been done in the tradition of
interpretive, participant observational fieldwork, which, according to
Frederick Erickson (1986), involves,

(a) intensive, long-term participation in a field setting; (b)

careful recording of what happens in the setting by writing field

notes and collecting other documentary evidence (e.g. memos,

records, examples of student work, audio tapes, videotapes); and

(c) subsequent analytic reflection on the documentary record

obtained in the field, and reporting by means of detailed

description, using narrative vignettes and direct quotes from

interviews, as well as by more general description in the form of

analytic charts, summary tables, and descriptive statistics. (p.

121).

In this conception of qualitative research, the researcher enters the

field; observes, documenting as carefully as possible the events and
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phenomena that transpire; participates in the field enough to interpret the
meanings and significance of the phenomena she has observed; and then
analyzes, describes, and reports on her findings. In the next sections, I
describe more thoroughly the methods of participant observation, data
collection, analysis and reporting that I have employed.
Participation And Documentation

Erickson’s description of interpretive or qualitative research begins
with participation in the field and collection of evidence of “what happens.”
For this dissertation, the data collected include observations and field notes
from nearly 2/3 of the class sessions (12 out of 19 class sessions), as well as
transcripts of audio and video tapes of 10 of the class sessions, artifacts that
came from the class, interviews and conversations with the course instructor,
and interviews with several students. Table 1 summarizes the data collected
for the study, briefly describing the kind and quantity of each sort of data.
Each of these types of data is more thoroughly described in the following

sections.



Table 1: Data Sources

Class Sessions Artifacts Instructor Teacher
Interviews Candidate
Interviews
12 class in class two formal interviews at
sessions: artifacts interviews middle and
beginning, including about the end of course
end, Bridge posters, course with 5
Sequence and handouts, informal teacher
surrounding readings, conversations candidates
courses. artwork, all preparation
field notes of student work for conference
all 12 class presentation
sessions
e 6 sessions
audio and 4
sessions both
audio and
video taped

Class sessions. During spring sémestér, I attended and collected data
from 2/3 of the course sessions. I collected field notes of my observations
from all 12class sessions I attended. I also collected audio tapes of 10 of those
twelve classes, and video tapes of 4 classes. The first two days of class were
not recorded because the teacher candidates had not yet been told the details
of the research project nor had they granted permission for data collection.
Those initial classes served also as an opportunity for the teacher candidates
to get to know me, as a member of the community of the class and as a
researcher. Video footage was collected during the two class sessions that
made up the Bridge to Terabithia Sequence-the day the novel was painted

and discussed and the day of the Bridge Presentations. In addition, I collected
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video footage of the class period before the Bridge Sequence in order to help
students become familiar with the video cameras, and video footage was
collected on the day the students taught brief lessons to each other.

Audio tapeé were collected on the days I video taped class sessions and
on 6 other class periods before and after the Bridge Sequence. Audio taped
days included tapes of whole class conversations as well as of small group
conversations. I cataloged those tapes, making time-coded summaries of the
conversations and contents of each tape. Selected sections and entire tapes
were chosen for detailed transcription when the contents of those passages
seemed pertinent to data analysis.

I have described the methodology as one of participant observation
fieldwork. My participation in the course, including participation in large
and small group discussion, activities, and informal conversations with the
students, was an on-going negotiation. My role in the course changed
frequently in response to my own emerging clarity of purpose, the
participants’ comfort level, and the changing format and content of each
session of the course. For example, on the first days of class I participated in
the getting-to-know-you activities as if I were one of the students. These
included name learning games and presentation of personal “profiles.” Sue
and I reasoned that my active participation in the class would help to me to
become a comfortable and unobtrusive member of the learning community.
During the mural painting activity, however, I sat on the sidelines and took

notes. The withdrawn observer role seemed more appropriate on this day
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because other times Sue had taught this same course, the mural painting
activity was an independent activity.

Artifacts. I collected artifacts that related to the teaching, learning and
experiences of the course over the entire semester. These included formal
course documents, such as the syllabus and handouts explaining Sue’s
assignments. I collected, copied, and returned all course assignments,
including the three graded written assignments—the Child Study Paper, the
Peer Teaching Reflection, and the Final Reflection—-and all informal in-class
writing that Sue collected, such as end of class quick-writes or reflections, and
ungraded papers written in reaction to specific readings. I also collected all of
the group artifacts created in cléss, including the murals that were created
during the Bridge Sequence and posters that small groups created in the
middle and on the last day of class. In addition, I collected all of the course
readings, including the coursepack, required books (Dewey, 1902/1990;
Weinstein 1990, Weinstein and Mignano,1991), and all readings handed out
in class.

Instructor interviews. I held two formal interviews with the course
instructor, one before class began and one at the end of the course. These
interviews focused on understanding Sue’s goals for the class, her rationale
for the readings and assignments in the class, and her sense of the students’
learning and the course overall. Sue and I also talked frequently about the
course, including both informal conversations and e-mail. These

conversations became part of my fieldnotes. Sue and I also worked together
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on a conference presentation about one of the class sessions. This
collaboration shaped my interpretation of the data.

Teacher candidate interviews. Five teacher candidates volunteered to
participate in interviews focusing on their participation and learning in the
course. All five of the students interviewed were preparing to teach
elementary school. Gina and Kelly were child development majors planning
to teach the younger grades, and Steve, Bill, and James were elementary
education majors, planning to teach middle grades.

When I asked for teacher candidates to volunteer to be interviewed, I
recruited only those teacher candidates preparing to teach elementary school.
This happened both because I think of myself as an elementary teacher
educator, and because only one secondary education major student
volunteered to participate in the interviews, and this volunteer had not been
present during either of the two classes of the Bridge Sequence.

In chapters 4 and 5, I present the cases of six featured teacher candidates,
Only three of those were teacher candidates who participated in interviews.
As I selected the teacher candidates who are featured more prominently in
chapters 3, 4, and 5, I realized I needed to include secondary education majors
because they played an important role in shaping the discourse and
experiences of the rest of the class. Finally, because 18 out of the 24 students
were women, it made sense to me to select 4 women and 2 men for featured
students. The featured students included Steve, Gina, and Kelly, who

participated in interviews, Renee, another child development major, and
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Aaron and Elise, both preparing to teach high school. These six featured
students are introduced more thoroughly in chapter 3.
Subsequent Analytic Reflection And Reporting

Data, once collected, is worth very little until the researcher learns
from it, and shares that learning with the larger community. Part (c) of
Erickson’s description of qualitative work (mentioned on page 33 of this
chapter) refers to, as he puts it, “subsequent analytic reflection on the
documentary record obtained in the field, and reporting by means of detailed
description., using narrative vignettes and direct quotes from interviews, as
well as by more general description in the form of analytic charts, summary
tables, and descriptive statistics.” Chapters 4 and 5 comprise the work I have
done to “report” my findings, and these chapters take on many of the forms
that Erickson has described here. Tables, charts, vignettes, descriptions, and
quotes are all featured prominently. But what of the work that went into
creating those tables and descriptions and choosing those quotes? These, and
the claims they are meant to support, arose out of the “subsequent analytic
reflection” done in the name of learning from my data. Analytic reflection
has to do with the ways in which the researcher goes about deciding which
pieces of the data help to answer her questions, which to attend to and which
to ignore, and how to make sense of the ways the data do (or do not) help to
understand the phenomena being studied in light of the research questions |

the researcher is exploring.
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Erickson describes the process of moving from a large corpus of data to
assertions and claims as one of “inductive analysis.” In this kind of analysis,
the data is examined for patterns, which lead to assertions about the nature of
the phenomenon being studied. The assertions come from the data, as the
researcher seeks to understand and describe the field, and stronger assertions
arise both when there are multiple instances of a pattern and when there are
multiple sources that reveal the pattern, such as interviews, observations,
and written work.

This process of “inductive analysis” was done mainly by cutting apart,
organizing, and reorganizing pieces of data. The data were all various genres
of texts, including catalogs and transcripts of video and audio tapes of class
sessions; catalogs and transcripts of interviews; and copies of students’ written
work. As I sought to answer the key questions—what did they learn, how did
they learn it, what role did the reading of the novel play in that learning?-I
worked to organize pieces of these texts. I began with a chronological
organization, putting interviews and transcripts and coursework into a
timeline. I then searched for themes, including learning themes, common
ways of talking about the novel, common ways of describing the course
experiences. When several teacher candidates seemed to write or speak in
similar ways, these themes emerged into categories I used to organize small
pieces of the data taped onto note cards, such as excerpts from transcripts or

paragraphs from their written work.
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Analyzing the data in this way was useful for thinking about overall
learning constructed by the class, and for documenting the teacher candidates’
transactions with the novel. In chapter 3, for example, I summarize eight
learning themes to summarize the teacher candidates’ construction of
knowledge about the experience of the child, the role of the teacher, and
learning. In that chapter, whenever a theme appeared in the work of at least
one fourth of the students (six out of 24) I called that theme a part of their
“general” learning. I used a similar pattern to document the teacher
candidates’ interpretations of the novel, first summarizing the content of
their conversations about the novel, then grouping the teacher candidates’
presentations about the novel into categories based on both theme and form.

However, whén I began to try to understand the particular role that the
class’ transactions with the novel played in their overall learning, I realized
that the role was unique for each individual, and that the only way to
document that role would be to present individual cases. At that point, I
reorganized the data one more time, into sets of cases, that allowed me to
search for repetition and transformation of themes that emerged for each
featured student.

During research, assertions are carefully scrutinized and tested, as the
researcher searches for discrepant cases which disconfirm the assertions she is
making. Systematic data analysis of this sort prevents research from being
merely “anecdotal.” I worked hard, during the process of data analysis, to

carefully scrutinize and test my assertions based on the evidence, and the
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process of attending to both themes and individual cases made that process
richer and more complex.

For example, in the initial stages of data analysis I was fairly certain that
the mural painting activity did not provide the teacher candidates with an
opportunity to talk interpretively about the novel, and that in turn the mural
painting activity did not support the teacher candidates’ construction of
understandings of either the role of the teacher or the experience of the child.
I based this initial assertion mainly on assumptions about the nature and role
of talk. in educative experiences that I brought to the research study.

However, as I worked carefully to understand the ways the teacher candidates
spoke with one another during the mural painting, and as I searched for
connections between the painting and the rest of their learning in the course,
I found evidence that challenged my initial assumptions. My understanding
of the role of the mural painting became more complex, as I saw the ways that
some teacher candidates, most notably Aaron and Kelly, used the mural
painting activity to develop ideas and ways of interpreting the novel they had
begun during their discussion of the novel, and then used those same ways of
interpreting the novel as the foundations for their individual presentations.
In turn, those same ways of interpreting the novel were echoed and
elaborated upon in their statements about their learning in the course, the
final reflections. As the data challenged my assumptions about the nature of
discourse and learning, I went back to the theories that undergirded my

research, learning from the data as well as from social constructivist theorists
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in ways which shifted the dissertation question and strengthened data
analysis. This process of rethinking assumptions and learning from the data
is described in greater detail later in the chapter.

I have written of handling the data by searching for categories and
themes which “emerged” as I organized and reorganized excerpts of the data.
However, as Erickson points out, the data does not speak to the researcher,
dictating the process of analysis. Assertions, claims, and even questions that
guide research do not simply emerge from the field by themselves. Instead,
the researcher pays attention to certain things, both during data collection and
during data analysis. As Erickson says, “One can argue that there are no pure
inductions. We always bring to the experience frames of interpretation, or
schemata” (p. 140). In other words, our conceptual frameworks guide the
analysis of the data.

Three sets of theories have shaped the data collection and data analysis
of this dissertation, and so have served as the “frames of interpretation” that I
brought to my research. Because this is a study of learning-both what the
teacher candidates learned during the course and how that learning is
connected to their reading of children’s literature, the first set of theories
related to the definition of learning I hold. Because I was interested in the
relationship between the teacher candidates reading of the children’s novel
and their learning in the course, the second set of theories that underlie this
research are those which describe reading and interpretation. Finally, I

understand that the opportunities the teacher candidates had to discuss the
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novel and to present their learning were shaped and constrained by the
activities in which they participated and the context of the course overall, and
so the third set of theories that underpin this work are theories about the
structuring nature of activities, often called activity framework theory.

These three sets of theories-theories about learning, reading and
interpretation, and activity framework theory—shaped the work I did to make
sense of the data. In the remaining three sections of chapter 2 I outline my
understandings of each of these sets of theories, and talk about the ways they
shaped both the selection and analysis of data.

About Learning

The third iteration of the dissertation question was:

What did teacher candidates in Sue Kennedy’s section of EDU

200 learn about learning, understanding the child’s experience

and the role of the teacher? What role, if any, did their reading

of Katherine Paterson’s Bridge to Terabithia play in that

learning?

The first key phrase in this questions was “What did the teacher
candidates learn?” To answer this question, I needed to think carefully about
what learning looks like, where it might be found, and how it would be
recognized. Social constructivist theories help to explain the ways in which I
sought to recognize and document learning as I interpreted the transcripts,

interviews, and written and other artifacts that I collected.



I began by turning to the work of John Dewey.! Dewey wrote about the
learning of children in ways I extended to help me understand the learning of
adults, particularly the young adults in EDU 200. In The Child and the
Curriculum (1902/1990), Dewey proposed to reconcile two discrepant points of
view. The first emphasizes the child as “the starting point, the center, and the
end. His development, his growth, is the ideal.” (p. 187). The second
emphasizes the subject matter, which the adult world has organized,
abstracted, and sorted into bits that the child is meant “to receive, to accept”
(p- 186).

In reconciling these two points of view, Dewey claims that teaching is
not a matter of simply allowing children to develop by accommodating their
immediate interests, abilities, faculties. Dewey also claims that teaching is not
simply a matter of bringing learners the already organized and abstracted
“truth” of the adult world and getting that subject matter, somehow, into the
students’ heads. Teaching is, instead, a “continuous reconstruction, moving
from the child’s present experience out into that represented by the organized
bodies of truth that we call studies” (p. 189). What the child is capable of
imagining and experiencing herself, on her own, does not push or change her
thinking, and so does not help her to learn the subject matter at hand.
However the subject matter, in its abstracted and organized form, is like a
map, a representation of a real experience. It is not enough on its own. It is
the teacher’s role, then, to structure the child’s environment, to provide

experiences which are engaging and motivating, guiding students through
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those experiences, and through making sense of those experiences, ever
moving toward that subject matter the child is meant to learn.

This conception of teaching is coupled with a particular understanding
of learning. Learning is neither “receiving knowledge” nor “developing
naturally” but an active construction, whereby new experiences, including
those provided by the teacher, are made sense of and built upon in terms of
previous experience and knowledge as the learner strives to make sense of
his world. Dewey situates this active meaning making in the social realm.
The ways in which a child, or any learner, makes sense of any new or
immediate experience is by making use of prior knowledge, experience, and
ways of making meaning acquired in the social realm, in interactions with
others. According to Dewey:

Studies of childhood have made it equally apparent that this
socially acquired inheritance operates in the individual only

under present social stimuli. Nature must indeed furnish its

physical stimuli of light, sound, heat, etc. but the significance

attaching to these, the interpretation made of them, depends

upon the ways in which the society in which the child lives acts

and reacts in reference to them. The bare physical stimulus of

light is not the entire reality; the interpretation given to it

through social activities and thinking confers upon it its wealth

of meaning. It is through imitation, suggestion, direct

instruction, and even more indirect unconscious tuition, that
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the child learns to estimate and treat the bare physical stimuli. It

is through the social agencies that he recapitulates in a few .short

years the progress which it has taken the race slow centuries to

work out. (p. 99)

In other words, the meaning that an a child, and presumably any
individual makes of any experience, even one as simple as reacting to light,
that meaning has its origins not in genetics or biology so much as in society.
The individual, in transactions with others, learns, through imitation or
instruction or “tuition” what the light means.

And it is precisely this learning, this coming to ascribe meaning, that I
as the researcher was interested in, in that I wanted to understand and to
document the teacher candidates’ learning in the course. In other words, I
hoped to glimpse, even just partially, the kinds of meanings the teacher
candidates came to attribute to both the experience of the child and the role of
the teacher. I was curious about the role that reading of novel played as the
teacher candidates came to those meanings. If meaning, if knowing and
learning originate, as I understood from my reading of Dewey, in society, then
it seemed as though I ought to look to the teacher candidates’ transactions
with one another in the course to make sense of their learning. As you will
see, this was what I tried to do, turning first to the teacher candidates’
discourse and then to their writing in order to learn about their learning.

In working to document the teacher candidates’ learning, these words

of Dewey’s give me very little to go on. As I began, I was not sure just what to
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look for in the data to recognize and document learning. In order to more
completely develop my understanding of learning, I turned to social
constructivist theorists, particularly Gavelek and Raphael, who, building
from the work of Harré and Vygotsky, helped me to understand the idea that
all learning, in fact all meaning, arise in society.

In understanding learning, social constructivist theories earn the
adjective “social” on two levels. On the first level, these theories recognize
the social origins of mind. On the second level, these theories emphasize the
role that transactions among individuals, in dialogue, play in learning. Each
of these levels will be discussed in the following two sections.

Social origins of mind. The process by which individuals make
meaning, which Vygotsky calls higher mental functioning, arise in social
transactions among individuals. According to Vygotsky:

Any function in the child’s cultural development appears twice,

or on two planes. First it appears on the social plane, and then

on the psychological plane. First it appears between people as an

interpsychological category, and then within the child as an

intrapsychological category. This is equally true with regard to
voluntary attention, logical memory, the formation of concepts

and the development of volition . . . . [I]t goes without saying

that internalization transforms the process itself and changes its

structure and functions. Social relations or relations among
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people genetically underlie all higher functions and their

relationships (cited in Wetrsch, 1991, p. 26).

The ways we have of making meaning, of categorizing, recognizing,
connecting, understanding, responding to, feeling and thinking about
experiences, these originate for individuals in social interaction. Without
others, there is no I. This is not to say that each individual is a duplicate of
society or of another individual. Each individual engages in a unique set of
transactions with others, in a particular set of social, historical, and cultural
contexts.

Recognizing that learning and knowing are social in origin means that
I recognize that the teacher candidates have constructed both shared and
particular ways of making sense of and taking part in EDU 200. As speakers of
English, as residents of America, as individuals who attended school, the
students in EDU 200 shared semiotic systems which allowed them to
communicate with one another and to make sense of the course in similar
ways from the very beginning. At the same time, the teacher candidates, as
members of particular cultures, communities, and families, brought those
individual ways of making meaning, acquired in social transactions that arose
before class even began, to the ways that they learned in the course. In this
way, I came to understand that the course, and the learning constructed
during the course, was nested in the larger cultural, societal, and historical

contexts which comprised each students’ life.
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Social origins of learning. But the question still remained. How could

I, as the researcher, document the teacher candidates’ learning, as a group and
as individuals, and how could I understand the role that the Bridge Sequence
played in that learning? Social constructivist theorists conceive not only of
the social origins of mind, but also of the social origins of learning, that is,
they emphasize the role that transactions among individuals, in dialogue,
play in the learning that is constructed in any experience.

One way to think of knowing is to think of it as inner thought or inner
speech, as individual ways of making meaning (which, as has already been
said, originated in social interactions). Learning, then, is any revision to these
ways of making meaning, and the revisions themselves come about as
individuals transact with one another.

Gavelek and Raphael (1996) and Brock and Gavelek (1998) build from
the work of Vygotsky and Harré (Harré, 1984) to conceptualize the Vygotsky
Space. The Vygotsky Space can be thought of as “rich heuristic for
conceptualizing how individuals appropriate and transform that which they
experience in the public/social realm” (Brock and Gavelek, p. 83). This model
highlights two sets of dimensions—the public/private dimension and the
social/individual dimension-and four process of learning-appropriation,
transformation, publication and conventionalization.

The Vygotsky Space first sets up the two pairs of dimensions, social-
individual and public-private. The public-private dimension refers to the

ways that what’s known is displayed or made observable in varying degrees.
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What is known can be made public as it is shared with the community, or it
can remain private, within the individual mind of the knower. The social-
individual dimensions refers to the location of knowledge. Knowledge can
be social, in that all the members of a community may share a way of
thinking, or knowers can bring to communities their own individual ways of
thinking. The intersection of these two dimensions, the social-individual
and the public-private, sets up four quadrants, as can be seen in Figure 1.

Learning can be thought of as a recurring cycle of four process that take
place within these dimensions: appropriation, transformation, publication
and conventionalization. When they learn, (1) Individuals appropriate ways
of thinking as they take part in public, social transactions with others; (2)
learners transform those ways of thinking by privately connecting them with
prior knowledge, which changes both individual's knowledge and the ideas
and concepts originally appropriated; (3) learners make this individualized,
transformed knowledge public again by sharing it with others; and (4)
learners conventionalize new knowledge when transformed ways of
thinking that were made public by individuals are taken up by the
community.

Of the four processes, publication and conventionalization are the
processes by which knowledge is shared with members of a community. Both
the ending and the starting points, these two processes refer to the ways in

which ways of thinking, learned and changed by individuals, are returned to
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Figure 1: The Dimensions Of The Vygotsky Space
(adapted from Gavelek and Raphael, 1996, and Harré, 1984)

Conventionalization refers to the way that learning, once appropriated
and transformed and made public, becomes part of the domain of the
community as they become shared ways of making meaning.

Transformation and appropriation, on the other hand, are the
processes by which individuals learn in the context of their interactions with
others. For this, I was especially interested in how and what the teacher
candidates learned as individuals, that is, in whether and how they
appropriated and transformed knowledge as they read the novel. Because
these are the two key process I used to document learning, I examine them

more thoroughly here.
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Brock and Gavelek say that appropriation is “the movement of
thinking from the public to the private domain.” Transformation, on the
other hand, is “the process by which individuals personalize and make these
earlier social ways of thinking and feeling their own” (p. 81). In
appropriation, the learner takes up a way of thinking from the social
environment. The way of thinking, the understanding, remains largely the
same as when it first appeared. Gavelek and Raphael describe an example of
students using journal entry formats for responding to books that their
teacher has introduced. The children used the formats in ways that were
nearly identical to the ways the teacher had described them, and the children
created very similar pieces of writing based their appropriated knowledge.
Appropriation, then, has taken place when learners take up and begin using
language or skills or ways of making meaning in ways that are similar to their
first appearance on the social plane and use them to describe and respond to
experiences they have in class and in the field. Evidence of appropriation
might include repetition of ideas and phrases in their speech and writing, the
appropriate use of terms and phrases in the teacher candidates’ writing,
different groups creating visual images that are very similar, and applications
of ideas raised in class in contexts very similar to those discussed in the class.

Transformation arises when a learner connects a way of thinking or
speaking or believing he has appropriated to prior experiences and to existing
knowledge, and changes that way of thinking. Transformation of knowledge

implies some change has occurred. To continue with the journal entry
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example, Gavelek and Raphael describe an example of transformation that
occurred when one child created a new kind of journal entry. He took the
appropriated idea of varying kinds of journal entries as ways of responding to
literature, and transformed it by connecting it to his own knowledge about
ways authors do or do not title their chapters, and created a new kind of
journal entry focusing on considering the role that chapter titles can play in
books.

If appropriation is marked by repetition and appropriate use of ideas,
transformation is marked by connection and change. In transformation,
learners link new experiences and new knowledge to prior experience and
knowledge as they make learning “their own.” Both existing ways of learning
and the appropriated concepts themselves are changed. In transformation,
knowing becomes deep, as learners can see connections between what on the
surface seem to be discrete bits of knowledge or separate notions. Knowledge
becomes a complex web of connections and interconnections. Evidence of
transformation might include explicit connections between varying ways of
understanding, or individual elaborations on ideas first raised in a
community setting. Complexity and connections allow knowledge to be not
only deep, but flexible. That is, knowledge moves beyond the immediate
context. Transformation has taken place when a learner applies a way of
making meaning to a new situation or is able to think about teaching or
children in ways which are novel. In these new and extended wﬁys of

thinking, echoes of the socially shared and originally appropriated concept



remain, but the learner shares a way of connecting or working with that idea
that is new to the community.

As I analyzed the data, I searched for evidence of those things that seem
markers of appropriation, including repetition and application of ideas, and
for markers of transformation, including complexity, elaboration, connection,
extension beyond the immediate context, and echoes of ideas in novel
formats and situations. As you will see in chapters 4 and 5, these kinds of
evidence supported my claims that the teacher candidates learned a great deal
about the role of the teacher and the child’s experience, and about learning in
general, and that the novel played an important role in shaping and
supporting that learning. For example, Elise appropriated ideas about
Terabithia (the imaginary land in the novel) when she heard her classmates
talk about Terabithia’s important features such as safety and imagination and
ownership, and she transformed that knowledge by connecting those features,
the plot of the novel, and her understanding of classrooms and the role of the
teacher to create the metaphor “Terabithia as the classroom.”

The third iteration of the dissertation question was:

What did the teacher candidates in Sue Kennedy’s section of

EDU 200 learn about learning, about understanding the child’s

experience and about the role of the teacher? What role, if any,

did their reading of Katherine Paterson’s Bridge to Terabithia

play in that learning?

As I worked to articulate theories about the phenomenon that I was
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studying I added a phrase to the dissertation question to foreground the
theories of learning I was relying on to analyze the data and make claims
about learning. The fourth iteration of the dissertation question was:

Based on evidence of appropriation and transformation:

What did teacher candidates in Sue Kennedy’s section of EDU

200 learn about learning, understanding the child’s experience

and the role of the teacher? What role, if any, did their reading

of Katherine Paterson’s Bridge to Terabithia play in that

learning?

Appropriation and transformation are two of the four processes of
learning in social situations. The Vygotsky Space and social constructivist
theories in general emphasize the social, transactive nature of learning. - The
Vygotsky Space places the origin of learning in Quadrant One, in the social
and public realms. Based on my initial understanding of this model, I
expected to find the best evidence of learning to be found in the teacher
candidates’ discourse, the most visible and available source of data for
documenting the teacher candidates’ transactions with one another.

Turning to the discourse for evidence of learning made sense and was
not all wrong, but, as I will show, discourse could not and did not serve as the
only (or even the primary) source of evidence for understanding the ways the
teacher candidates appropriated and transformed their learning about the

experience of the child and the role of the teacher.
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Learning and discourse. Starting with the classroom dialogue made

sense, based on my understanding of the Vygotsky Space as I began the
research. In fact, Gavelek and Raphael place an emphasis on in-class
discourse and its role in learning. For example, they write “With Harré’s
model, we can see that language doesn’t simply reflect thought; language
makes possible what individuals think. That is, through classroom discourse,
students’ knowledge is actually constructed” (p. 188).

I imagined that discourse would reveal evidence of learning in two
ways. First, the talk would show the ways that learning was appropriated in
the social/public realm, as ideas were put forth in the public space and then
taken up by various individuals. Second, although transformation itself is an
individual and private process of making connections between ideas and
applying ideas beyond the immediate context, I imagined that those same
transformed understandings would become visible and available in the
public and social realm as learners talked to make their ideas public and
worked to conventionalize these transformed understandings and to
establish communal ways of thinking within the EDU 200 classroom. In
other words, I imagined that thé in-class discourse would be the best window
onto the teacher candidates’ learning.

Not only that, but as I began I imagined that I would be searching for
particular kinds of talk as I searched for evidence of transformation and
appropriation in the teacher candidates’ discourse, or that the talk that arose

when learning was being constructed would take a particular form.
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Gavelek and Raphael argue that teachers should carefully establish
particulaf kinds of discourse communities, because “language used within
the public/social quadrant may be positive, but there are no guarantees that
such an environment will naturally emerge” (1996 p. 189). If particular
environments or kinds of language best support learning, then, I imagined,
there would be particular features of the teacher candidates’ talk that would
help me to recognize when learning was being appropriated, and when
transformed knowledge was being returned to the community. In other
words, I imagined that there would be features of the discourse, perhaps
repetition, or disagreement, or eye-contact and posture, that would help me to
recognize when the processes of appropriation and publication of
transformed learning were taking place. As you will see in the following
sections, I eventually revised my initial supposition that these surface
features of the talk would point me in the direction of the teacher candidates’
learning, and came to have a much more complicated understanding of the
relationships between learning and discourse.

Connections between learning and talk. There are many theorists and
educators who emphasize the relationship between talk and learning.
Bruffee (1984), for example, claims that:

To learn is to wofk collaboratively to establish and maintain

knowledge among a community of knowledgeable peers

through the process that Richard Rorty calls “socially justifying

belief.” We socially justify belief when we explain to others why
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one way of understanding how the world hangs together seems

to us preferable to other ways of understanding it. We establish

knowledge or justify belief collaboratively by challenging each

other’s biases and presuppositions; by negotiating collectively

toward new paradigms of perception, thought, feeling, and

expression; and by joining larger, more experienced

communities of knowledgeable peers through assenting to those

communities’ interests, values, language, and paradigms of

perception and thought. (p. 646)

Much like Gavelek and his colleagues, Bruffee conceives of learning as
a community effort. He talks of two processes: 1) joining communities by
assenting to their interests, values, and language; and 2) establishing
knowledge by negotiating with others and challenging one another to socially
justify belief. The joining of communities with already established ways of
talking, valuing, and perceiving seems akin to the process of appropriation in
the Vygotsky Space. In this case, learners acquire the discourse of the
communities to which they desire to belong by participating in conversations
with established members of those communities, and by taking on and
making use of the ways of talking and, in turn the ways of believing, of the
established community. In this way, the ways of making meaning, which a
group has already established are appropriated.

Bruffee also talks of establishing knowledge, as communities work

together to alter their ways of talking about and understand the world. The
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group learns when what Rorty (1979) calls “abnormal discourse” arises.
When the experience or the knowledge of an individual in a community
challenges standard knowledge, the difference is discussed and evaluated, and
the groups’ ways of understanding may be revised. Establishing knowledge of
this sort seems akin to the process of conventionalization in the Vygotsky
Space. Individuals, who have appropriated the community’s ways of making
sense, reconcile and connect those ways of thinking with individual, already
established ways of thinking, and create personal webs of elaborate and
interconnected knowing. As they return those transformed ways of knowing
to the community, individuals can argue successfully that their ways of
understanding, reacting, and thinking make more sense than the
community’s, and the group’s understanding can change in light of the
discourse of a convincing individual. Bruffee calls these processes assenting
to and negotiating new beliefs. Gavelek and Raphael might call them
appropriating and then making public and conventionalizing transformed
knowledge. Both sets of processes take place in dialogue, that is they arise in
talk that serves to “socially justify belief.”

In dialogue, talk has the potential to serve to make conclusions,
assumptions, descriptions and interpretations of the “world” public, and to
allow individuals to compare their interpretations, to justify those
interpretations, and to come to common understandings about the meanings
of those interpretations. Bruffee uses words like justifying, challenging, and

negotiating to describe dialogue. These words imply two things—one, that

60



work is being done to come to consensus, and two, that some ways of
understanding or describing are being rejected in favor of others.

Burbules (1993) defines dialogue in similar terms. He describes
dialogue in terms of “a spirit of discovery, so that the typical tone of dialogue
is exploratory and interrogative” a process which, when seen through, leads
to “meaningful understandings or agreements among its participants” (p. 8).

James Britton (1969) describes what he calls expressive speech-another
name for one kind of discourse which leads to learning, and which shares the
characteristics of dialogue as described by Burbules and Bruffee. Expressive
speech is characterized by talk with a spiral nature, where topics are
abandoned and reclaimed; talk where topics are explored and tested and
which leads to generalizations that are supported with specific details; and
ultimately, a “group effort at understanding” (p. 98) which results in or leads
to a changed understanding on the part of some or all of the participants.
Britton, Burbules, and Bruffee all write about educative discoruse by
emphasizing two aspects: the discourse works to build consensus or a shared
understanding and the discourse is used to test and accept or reject ideas.

As I collected data and then looked to the transcripts in order to make
claims about the teacher candidates’ learning, this was the kind of talk I
expected to use as my primary source of data. I assumed that I would rely on
talk in which the participants engaged with one another to share explore
ideas, in which claims were justified and rejected or accepted, and in which

meaning-and knowledge-were negotiated. As I began, I had in mind a vague
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notion of what the talk might look like. I remembered reading Nancie
Atwell’s (1987) description of talk about literature around her dining room
table. Atwell said, “our talk isn’t sterile or grudging or perfunctory. It's filled
with jokes, arguments, exchanges of bits of information, descriptions of what
we loved and hated and why” (p. 19). I remembered the kinds of discussions
in which I felt I had learned the most, the electric talk of gr'aduate seminars
and afternoons with my friends teasing out the finer points of difficult pieces
of theory. Based on these memories, I imagined that the talk where the
teacher candidates’ learning would be most “visible” would be talk between
the students where Sue faded to the background as her students worked
together to share and justify their beliefs. I imagined interruptions, starts and
restarts, overlap, hesitation and tentativeness. I imagined students getting
carried away with the ideas and the conversation. Iimagined that dialogue,
and in turn learning, would be easy to recognize. As it turned out, many
factors, including Sue’s supportive criticism of my entering assumptions,
more thorough understanding of learning theory and dialogue, and the
nature of the talk that was constructed during the course, challenged my
assumptions about the discourse, and, in turn, strengthened my analysis of
the data.
Rethinking My A .

The relationship between talk and learning is not nearly as clear cut as I
had imagined it. I was repeatedly challenged to examine my own incoming

assumptions about discourse and learning when the talk during EDU 200 did
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not sound like the talk that I expected. Quite often the talk during class was
filled with long, pauses, and Sue sometimes said she felt like she was “pulling
teeth.” Yet each time I worked with the data, I had the sense that important
learning was being constructed and that the teacher candidates were learning
to think about teaching and children in deeper, more flexible, more powerful
ways. As a result, my conceptions of the Vygostky space, of dialogue, and of
discourse as the primary source of data for the dissertation, all changed.

The nature of the discourse. Some of the educational researchers I
relied on for models as I began the research also documented learning and
dialogue in terms of features of the talk such as overlap, hesitation,
interruption, and even gentle argumentation. As I have said, these were the
features of the talk that I had expected to help lead me to evidence of learning.
As I formed and articulated my initial expectations, I was guided by the work
of Douglas Barnes and Frankie Todd (Barnes, 1993; Barnes & Todd, 1977;
Barnes & Todd, 1995) who studied and described talk that they determined
was as “educative.” They call this kind of talk “exploratory,” to set it apart
from more “final draft” talk. Final draft talk is relatively formal, and arises
when speakers present more complete, pre-rehearsed ideas. Exploratory talk,
on the other hand, is like thinking out loud. Barnes and Todd found that
when groups of children engaged in exploratory talk, their talk often included
“hesitations and changes of direction; tentativeness; assertions and questions
in a hypothetical modality that invites modification and surmise; self

monitoring and reflexivity.”
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Karen Gallas (1995) worked with young children to create Science
Talks, spaces where children could work together to explore questions and to
construct theories about how the world works. Gallas found these talks were
characterized by messiness, repetition and overlap. She found that often, just
as her students “clicked” to came to consensus on a theory or idea there was a
“cacophony of voices” as the children took over the conversation.

When I listened to and transcribed the discourse constructed during
EDU 200, I never did find a “cacophony of voices,” and no one really seemed
to get “carried away” as Burbules suggests might happen in dialogue. Talk in
EDU 200, especially talk about academic articles, was typically far froﬁ the
animated, student owned, interruption filled talk that I had envisioned.
There were frequent pauses between turns, and students generally spoke one
at a time rather than overlapping or interrupting one another. The students
often did not make eye contact with one another, and often waited in silence
for Sue to supply a response or new question rather than responding directly
to one another. One student, james, said, “The class never got fired up about
anything.” In addition, there was generally great disparity in the number of
times different individuals spoke. Sue often took a very active role in
discussions, eliciting comments from students, drawing connections between
different students comments, rephrasing students talk into more
sophisticated conceptions of teaching and children. A more thorough

description and analysis of the discourse can be found in chapter 4.



The notions of Atwell’s dining room table talk, or the messy cacophony
of voices Gallas found, or the tentative, hesitating, flavor of talk that Barnes
calls exploratory, do not serve to describe the kind of discourse that arose in
this section of EDU 200. But careful analysis has shown me that this does not
mean the talk was not educative or engaging. According to the teacher
candidates themselves, the talk was valuable for their learning. Fifteen of the
students wrote comments in their final reflections that indicatéd that they
found class discussion to be a strong, and supportive, learning experiences.
According to one student, Sheila, “If there was an issue or topic that I wasn’t
very clear on, we would talk about it in class, and I would walk away with a
better understanding of it.” And in her final reflection, Mandy noted, “The
class discussions that we were involved in gave me a broader perspective on
many things. I heard many different opinions and contrasting and similar
ideas.” Finally, Lisa reported “The unity in the class gave everyone a comfort
zone by which they were able to express feelings, where in other classes it is
difficult, even scary, to express an unpopular opinion.”

Rethinking dialogue. The discourse in EDU 200, especially in large
groups, was marked by a lack of eye contact, long silences, and single rather
than overlapping utterances. This talk, with all of its (to me) unexpected
features, supported the teacher candidates’ learning to the extent that 63% of
them described the value of talking in class in their final reflections. During
data analysis this seemed to me to be a contradiction. If, as Barnes and Gallas

and their colleagues claim, educative talk sounds like a cacophony of voices
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or Sunday afternoons at a professor’s dining room table, then how could this
linear, silence filled talk also be “educative” to its participants? In order to
answer this question, I was forced to more clearly articulate, and then to
rethink, my suppositions about the features of educative talk. Gallas
described first and second graders having messy, noisy, overlapping, free- |
flowing conversations that led to her students’ development of theories about
the nature of the world. But she also, when she paid close attention, found
that sometimes her students’ voices got lost and that for some of her students,
Science Talks were marginalizing, rather than educative, conversations.
When Gallas imposed structures that opened up the floor for more voices,
such as requiring frequent talkers to talk only once every 10 minutes, she
found that while long and sometimes uncomfortable silences arose, so did
more learning. The features she had at first thought of as characteristic of
powerful learning were not, in the end, the necessary ones, and what
mattered most was the co-construction of learning.

Barnes and Todd found the same thing in their studies of talk among
small groups of students. While they expected hesitations and self-
monitoring and reflexivity and tentativeness to represent exploratory talk
among the groups, in the end these features were not always present. Barnes
and Todd concluded that as they studied the talk “it seemed less useful to
count these than to trace the patterns by which a group reshaped the content

of its modification.” In other words, the surface features were less important
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for substantiating claims about learning taking place than the work that the
talk actually did.

James Dillon (1995), in his book Using Discussion in Classrooms,
distinguishes discussion from other kinds of talk in much the way I have
described dialogue, above. To Dillon, discussion takes place when people talk
back and forth, when there is an issue in question, and when people examine
proposals over the issue or question and work to together to form a
"satisfying" answer or resolution. Dillon drew from the work of Paterson to
describe the conditions being met during this kind of discussion:

1. Freedom of address. Every participant is conscious of a

freedom to address anyone in the class on any occasion, and
this freedom is recognized by all other participants. Discussion
is an activity of mutual address in a class setting that invites
completely free and open exchange.

2. Search for meaning. Participants are consciously intending a

common search for meaning. To discuss something is to ask
one another, ‘What does it mean?’ In their exchanges,
participants bear witness to the meaning of the subject in their
understanding and life, and they invite others to share this
construal of experience; they listen and enter into the other’s

world as it is being articulated over the subject being discussed

(p-12).
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And so I turned back to Bruffee’s and Burbules’ concepts of dialogue.
What these have in common is not some countable surface feature, not a
pattern of interruption or repetition or a physical marker like eye contact,
(though these often arise), but an intent. The speakers, together, raise an
issue, stay with that issue for a while, and work together to come to some sort
of agreement about meaning. This quality is more ephemeral, having more
to do with what the talk does than any surface feature of the talk.

One result of my evolving understanding of the nature of learning and
of dialogue was that I moved from attending to what the talk looked and
sounded like, to what the talk actually did. In chapter 4, you will see that the
revisions in the way I understood educative talk and dialogue shaped my
analysis of the discourse so that while I briefly discussed the teacher
candidates’ discourse during the Bridge Sequence in terms of both the
linguistic and physical features such as length of turns and overlap and
interruptions, the main emphasis of chapter 4 is an analysis of the ways the
talk did and did not support the teacher candidates’ accomplishment toward
Sue’s goals for the sequence.

When I made the original dissertation proposal, I imagined turning
primarily to in-class conversations in order to understand and document the
construction of learning. As I reflected on my assumptions about the
discourse, I also returned to the Vygotsky Space, coming to understand the

ways that the teacher candidates’ written work and formal presentations
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could be equally valuable sources of data for understanding the role of the
novel in the teacher candidates’ learning.

Rethinking the Vygotsky Space. According to the model, learners
appropriate ways of.thinking as they transact in the social realm. These new
(to the individual) ways of thinking can be encountered in dialogue, but they
do not have to be. Learners can appropriate ideas from other social
transactions such as listening to lectures, hearing songs, watching television
and reading books. In either case, appropriation of ways of thinking is a
private process.

Transformation is the process by which learners “personalize and
make earlier social ways of thinking and feeling their own” (Brock and
Gavelek, 1998, p. 81). When learners transform knowledge, they connect
appropriated ways of thinking to prior knowledge, constructing complex webs
of knowledge and elaborating on concepts and ways of feeling in light of prior
experience. This work of transforming new ideas in light of existing ways of
thinking takes place in the private realm.

Appropriation and transformation are private processes of learning,
and yet, these are precisely the processes I was most interested in.
Understanding this helped me to see that I needed to turn to the publication
of learning to search for evidence. The process of publication can take place in
dialogue, when speakers share their understandings with one another in talk
as part of a group understanding at consensus, but this is not the only means

that individuals have of making their knowledge public. Publication can
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arise in other formats as well. Written assignments are one way teachers ask
students to make their learning public. Presentations are another.

Sue asked her students to write many times, in quick writes during
class for which the teacher candidates described and reflected on their
learning in class, and in formal papers where students summarized what they
had learned during various course experiences. The teacher candidates also
gave presentations, including short presentations summarizing small group
work, and more formal presentations about their understanding of the novel
Bridge to Terabithia. Briefly, I will talk next about both writing and
presenting as genres for making knowledge public.

Writing, a way of constructing and presenting learning. In EDU 200,
the teacher candidates frequently used writing assignments to present
evidence of their learning. They could do this because writing is one way of
giving others access to private ways of thinking.

Using the Vygostky model, we might conceive of a series of processes--
the teacher candidates appropriate and transform knowledge, privately, and
then use writing to convey that knowledge to others by making it public.
Writing, however, is not that straightforward. Writing is as much a process
of developing and forming ideas and making meaning from experience as it
is a process of finding ways to convey ideas and make experiences visible
(Flower & Hayes, 1981; Flower & Hayes, 1980; Wells, in press).

Like speaking, writing is a dialogic process. When they write, authors

use socially learned tools, including language, genres, and concepts. Writers
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represent their thinking using these socially acquired tools, but the tools also
shape and constrain the representations that can be created. We tend to think
of writing as an individual process, of authors sitting with paper and pencils
and pouring out their ideas. But writing is a social process. As they write,
authors engage in “internal conversations” by which they go about the
dialogic process of learning described above. Bruffee (1996) summarizes
Vygotsky, saying;

His thesis is that we learn to use language instrumentally,

“talking through” oﬁr tasks with another person and then

internalizing that conversation as thought. In this way, writing

re-externalizes the language of internalized conversation. (p. 785)

By re-externalizing thought, writing makes our knowing public to
others, and it also makes knowing available to ourselves, and in this way,
writing is much more than a re-presentation of knowledge. In the
internalized conversation of writing we come to know, explicitly, what we
know. In writing, as we work to solve problems of reconciling and presenting
ideas, we learn. As Gordon Wells (in press), wrote “Thinking about how to
present ideas leads to development of the ideas as well as of the tool for doing
so” (p. 13).

Although I recognize that the writers both make and construct
knowledge as they write, during data analysis I generally treated the teacher
candidates’ writing as a representation of their learning. While I understood

that the writing of the final reflections was also a way of organizing concepts

71



learned in class, and of transforming appropriated knowledge by using
writing as a means of forging connections and elaborating ideas, I could not,
as a researcher, have direct access to the private act of writing-as-learning. I
was left with using the writing as a representation of learning, inferring from
the written work as much as I could about the learning that went into the
construction of the text.

The presentations. Although they were spoken, rather than written,
the presentations the teacher candidates gave during EDU 200 shared many of
the features of writing because they were “drafted” before they were spoken.

The teacher candidates gave presentations to represent their work in
small groups, and they gave presentations to represent their own individual
connections to and understandings of the novel Bridge to Terabithia.
Presentations can be considered a form of “final draft talk.” Barnes (1995)
distinguishes between exploratory and final draft talk. If exploratory talk is
like an oral, community-built, rough draft, then final draft talk is an orderly
and organized presentation of those ideas to the rest of the community. Final
draft talk, the kind of talk the presentations engendered, represents a group or
an individuals’ understanding at a particular moment in time. As the
temporary end-point of thought about a topic or an issue, final draft talk is
like writing. The thought process, the internal thinking and learning and
transformation of ideas that led up to a presentation were not visible, but the
presentations themselves, as representations of knowledge, revealed a great

deal about the teacher candidates’ understanding of the content of the course.



Because data sources such as the written final reflections and the
formal Bridge Presentations were the end point and public representations of
the inherently private learning that went into their creation, the work of
making claims about learning, in particular, about the role that reading and
working with the novel played in the teacher candidates’ overall learning in
the course, is inherently inferential. One example of what I mean by this can
be found in chapter 5. In that chapter, I claim that the presentations and the
teacher candidates’ writing (both activities assigned by Sue as forms of
assessment in the class) are evidence that the teacher candidates made sense
of both the experience of the child and the role of the teacher in light of their
understanding of the novel. When I make these claims, I am essentially
speaking about an invisible process. Because of repetitions of, connections to,
and elaborations on ideas raised during the reading of the novel, I believe
both the teacher candidates’ presentations and final reflections are evidence of
the important role the novel played in the teacher candidates’ learning. The
thought processes which went into drafting the writing and rehearsing the
presentations were not visible to me. Only the final products were, and they
served as representations of thoughts and learning I could only infer.

Other data sources. Discourse, writing, and presentations are the
primary sources I used in chapters 4 and 5 to make claims about the teacher
candidates’ learning in the course. The teacher candidates also had two other
opportunities to make their learning public. First, Sue occasionally asked the

teacher candidates to create works of visual art. They painted murals during
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the Sequence, and they created posters on the last day of class in preparation
for writing their final reflections. The teacher candidates talked as they
created these artifacts, and they formally explained to the class as a whole the
meanings behind the symbols and images they created. These visual images,
and the talk that accompanied them, were opportunities the teacher
candidates had to make their learning public.

The teacher candidates also engaged in publication of their learning
when they took part in interviews. I asked five of the teacher candidates to
reflect on their developing understanding of the novel, the course, and of
children as learners and the role of the teacher. The interviews allowed for
an insider’s perspective because the teacher candidates, presumably, could
speak with authority about their own learning and their understanding of the
course and its content.

Taken together, analysis of these five sets of data-in-class discourse,
written work, presentations, visual art, and interviews—provided a corpus of
data that have allowed me to search for patterns and make interpretations,
triangulate claims by searching for evidence from a variety of sources of data,
and to challenge and critique developing claims based on through negative
case anlysis (Bogdan & Biklin, 1992).

One example of the importance of multiple sources of data can be
found in chapter 3. In that chapter, I make claims about the teacher
candidates’ overall learning in the course. The seven learning themes I

describe in that chapter were themes which emerged from four of the five
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data sources: the visual images of their end-of-class posters, the discourse
spoken in explanation of the posters, the teacher candidates’ written
assertions about their learning in the course, and interviews. Because the
teacher candidates spoke, wrote, and drew repeatedly about the same themes,
I am much more confident that the themes I describe comprise the content of
their learning in EDU 200 than I would be if I were using just one data source.

Another example of the way I used multiple data sources can be found
in chapter 4. In that chapter, I note that during the discussion of the novel
Bridge to Terabithia, some students, particularly shy students, did not speak
frequently, and their involvement in and reaction to the discussion was
difficult to gauge based only on the transcript. Interviews with one of these
students, Steve, has allowed me to make limited claims about the role the
Bridge Discussion played for quiet students.

In the sections above, I have shown that as my understanding of
learning, in particular social constructivist theories of learning, deepened, I
responded by revising both the sources of data I attended to and the process of
analysis. As I began the work, I imagined learning took place primarily in a
particular kind of dialogue, marked by negotiation and the verbal struggle for
consensus. I have come to define learning as a process of appropriating ways
of making meaning from a variety of public transactions, and then
transforming those ways of thinking by connecting them to one another and
to preexisting ways of making meaning. This has shaped my analysis, as I

searched not for negotiation-like discourse, but for evidence of uptake and
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repetition of ideas (appropriation) and complex and interconnected webs of
understanding, extensions beyond the immediate situation that contain
echoes of appropriated ideas, and elaborations based on personal experience
(transformation). Understanding that transformation and appropriation are
primarily private process, I turned to multiple sources by which the teacher
candidates made their learning public, including writing, presentations, and
visual images, as well as the discourse, to make claims about both the content
and the novel-related processes of the teacher candidates’ learning.

It may seem as though I have gone to great lengths only to end up at a
point where any good qualitative research should begin, using multiple
sources of data to document evidence of the phenomenon which I am
studying. This list of data sources represents the (to me) difficult cognitive,
theoretical work I went through as I worked to analyze the data in light of
both my beliefs about learning and theories about learning, and the work I did
to subject my own assumptions, biases, and frameworks to the same scrutiny I
brought to data analysis. I have spent the last several pages writing about
learning theories and their implications for this research. Learning is one
important concept in the dissertation question. The second important
concept is reading, the subject of the next several pages.

About Reading and Interpretation
Like defining learning, defining reading is neither simple nor
straightforward. I use the work of Louise Rosenblatt to help me explain what

I mean by the term “reading.” In The Reader, the Text, and the Poem,
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Rosenblatt (1978/1994) describes reading as a transaction between the text and
the reader:

The transactional phrasing of the reading process underlines

the essential importance of both elements, reader and text, in

any reading event. A person becomes a reader by virtue of his

activity in relationship to a text, which he organizes as a set of

verbal symbols. A physical text, a set of marks on a page,

becomes the text of a poem or of a scientific formula by virtue of

its relationship with a reader who can thus interpret it and

reach through it to the world of the work. (p. 18-19)

In other words, reading is a process during which the reader actively
works to evoke a coherent, unified synthesis based upon elements of past
experience that the text brings to attention within the reader. The poem, the
event of reading, is evoked as the text calls to the reader’s mind elements of
experience, of past and present readings and vocabulary and knowledge and
life. The meaning of the text lies neither in the printed page nor in the mind
of the reader, but in the transaction between the two. The poem, Rosenblatt’s
name for the coherent synthesis of meaning evoked by the text, is grounded
in the written symbols contained with in the text itself and at the same time
cannot be separated from the images and experiences the reader brings to the
reading of the text.

An implication of thinking of reading as a transactional process is the

recognition that the texts, including children’s novels, do not somehow



magically get inside readers’ heads in tact. A text does not “contain” ideas or
knowledge or even stories that readers put into their heads as they read.
Readers work to make active sense of texts, and as they read, the ideas they are
presented with, in texts, are transformed, much like learning is transformed,
as readers connect ideas on the printed page with prior knowledge,
experience, and ways of making meaning that they bring to the reading
experience. In this way, any reading of a text is necessarily an interpretation.

Generally, the meaning of a written work moves beyond the moments
of readers and pages transacting. Kevin Dupré (1997) studied teachers and
other adults as they read pieces of literature, asking them to both think aloud
as they read and talk with him about their reading processes. Dupré found
that the meaning of any particular text was first evoked during the reading,
but the text’s full meaning for each reader came about only as she talked with
family, friends, and colleagues about her reading of the text. The power of the
text for helping these women think about their lives came as much from the
stories themselves as it did from the ways they talked with others to interpret
the meaning of the novels.

Dupré’s work is an example of Rosenblatt’s theories of interpretation.
Interpretation is one of those words that represents a fluid phenomenon, so
that while the lived-through experience of the text is an interpretation of that
text, interpretation continues and changes, as the reader works to articulate
that lived through experience to others, and changes even more as the reader

engages in dialogue with others.
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Interpretation of a text arises whenever a reader tries to name or
describe her reading by reflecting upon it. According to Rosenblatt,
“Reflection on the literary experience becomes a reexperiencing, a reenacting,
of the work-as-evoked, and an ordering and elaborating of our responses to
it” (p. 134). The reader can never share her entire lived through experience
with the text, but, in telling or writing about her reading, she can interpret her
experience, sharing aspects of her meaning-making and her response to the
text. In interpretation, the reader may consider and share the elements of the
text which evoked her particular understanding and she may consider and
discuss elements of herself which affected her reading of the text. Private
thinking, talking to others, and writing are all ways individuals can continue
to interpret texts after their initial transaction with the page.

As Dupré found, and as Rosenblatt describes, interpretation of the sort
that reorders experiences and helps readers to learn from the texts they read
often arises as individuals come together, in classrooms and informal
settings, to talk about the texts they read. The sharing of experiences of
readings can support and change readers’ interpretations of their own
readings in powerful ways. As Rosenblatt writes,

As we exchange experiences, we point to those elements of the

text that best illustrate or support our interpretations. We may

help one another to attend to words, phrases, images, scenes that

we have overlooked or slighted. We may be led to reread the text

and revise our own interpretation. Sometimes we may be
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strengthened in our own sense of having “done justice to” the

text, without denying its potentialities for other interpretations.

Sometimes, the give-and-take may lead to a general increase in

insight and even to a consensus. Sometimes, of course,

interchahge reveals that we belong to different subcultures,

whether social or literary. (pp. 146-147).

In many ways, Rosenblatt’s description of interpretation-through-talk
harkens back to the ideas I discussed earlier about learning and dialogue.
Groups of people talk together, working to figure out “what does this text
mean, to me, to us as a group?” They talk about their own transactions with
the text. They may justify or elaborate on those readings by sharing
information about their own knowledge or experience that were evoked by
the text, or they may point to elements of the text that evoked their own
particular reading. As readers talk with one another about texts this way,
their understanding, both individually and as a group, can change. One
reader points to a particular passage or turn of phrase as important to
interpreting the whole text; others, who dismissed that passage on first
reading, reconsider their understanding. Another reader connects the text at
hand to one the group read some time ago, and the groups’ understandings of
both texts is changed.

We can think of learning from and with texts in terms of the Vygotsky
Space. The ideas, stories, details, themes, and events in texts are public and

social in that they are written down on the page. Readers appropriate the
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ideas written on the page and transform them as they evoked and are
connected to the readers’ prior knowledge and experience. The reader's
appropriated and transformed understanding of the text is made public when
he writes or talks about it, and in sharing his understanding of the text, a
reader's interpretations can become conventionalized, can become part of the
ways the group understands the text. The cycle recurs as readers’ talk about
texts is appropriated, and transformed again, as understanding of what is read
changes.

Rosenblatt’s transactional theories of reading outline the ways in
which readers construct meaning by interpreting texts they read. In this
dissertation, I am interested in the sense the teacher candidates made of the
novel as they interpreted Bridge to Terabithia. After their initial, private
reading of the novel, the teacher candidates had three formal, structured, in-
class opportunities to further interpret the novel. They engaged in a
discussion about the novel, they worked together to paint a mural of their
understanding, as a group, of the novel, and they gave formal presentations
of their connection to or understanding of the book.

As I researcher, I did not have access to the teacher candidates’ first and
most immediate lived-through experience with the novel. They took Bridge
to Terabithia home with them, and read it privately. However, this has only
somewhat limited the data analysis and my ability to make claims about the
teacher candidates’ learning in the course in light of their reading of the

novel. The immediate act of reading the novel was unavailable to me, but
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the teacher candidates’ further interpretations of the novel were not. As they
engaged in the Bridge Discussion, the teacher candidates both shared their
understanding of the novel and worked together to construct joint
interpretations in light of the rest of the course. They discussed different
aspects of the book that they had attended to, and closely examined the
characters in response to Sue’s questions. As they created a mural to
represent the novel, the teacher candidates worked as a group, this time to
create representations of their visual images and of important aspects of the
plot of the novel. Finally, the teacher candidates gave presentations which
named, described, and justified their own individual interpretations of the
novel at the end of the Bridge Sequence.

If reading is both a transaction and an interpretive event, that is, if the
meaning of a novel lies not in the page, but in the transaction between reader
and text, and if meaning evolves as readers talk with one another about text
and make their understandings public, then it does not matter that I do not
have access to that initial poem. The meaning of the book lies in the ways the
teacher candidates interpreted the novel, and I have multiple sources for
understanding those interpretations-including visual images, discourse, and
presentations. |

My recognition that reading is not simply a matter of decoding words
on a page, but an act of interpreting, alone and with peers, the meaning of a
text, led to a slight but important change in the overall dissertation question,

so that the fifth and final version of the question read:
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Based on evidence of appropriation and transformation of

learning, what did six teacher candidates in Sue Kennedy’s

section of EDU 200 learn about learning, understanding the

child’s experience and the role of the teacher? What role, if any,

did their reading and interpretation of Katherine Paterson’s

Bridge to Terabithia play in that learning?

By adding the word interpretation to the dissertation question, I
foregrounded my interest in the meaning the novel came to have for these
teacher candidates in this course. As they reflected on the novel, as they
talked with one another in groups, as they painted and presented, and as they
worked in writing and talk to forge connections between the novel and other
experiences in the course, the teacher candidates interpreted the novel, and its
meaning, and its role in the course, cﬁanged.

Moving from interpretations to learning. In the beginning I set out to
study children’s literature in teacher education because it was my belief that
stories written for children could support beginning teachers’ learning. In
other words, I began with an interest in how the teacher candidates both
interpreted the meaning of the novel, and whether or not that interpretation
connected to or supported their overall learning in the course. Teacher
educators who ask their students to read and talk about children’s literature
assume that readers of children’s literature can move from making meaning
from texts, that is, interpreting texts, to making meaning with texts. In

chapter 1 (page 23) I quoted Diane Brunner who talks about the power of
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literature to “particularize experience and to enlarge as well as personalize
issues.” She suggests that texts, particularly narrative texts, have a power of
their own, to make issues and theories and lives real by making them both
personal and particular. A narrative, as an example or contextually situated
event, can extend beyond a reading and interpretation to help readers make
sense of content in a course. Conversely, the particulars and specifics of a
narrative also make narratives generalizable. In other words, an individual’s
interpretation of a narrative can extend beyond the immediate setting, to help
readers make sense of their experiences in a course, or to provide them with
examples from which they themselves can generate theories they use to make
sense of their experiences.

Let me expand on both of these ways of lear.ning from and with
narratives by using the terminology of the Vygotsky space. Readers
appropriate and transform knowledge as they interpret texts. Because
narratives are told for a purpose, they ascribe qualities and intentions to the
sequence of events giving those events meaning. This happens when readers
work to comprehend and summarize a text. The plot and characters matter
within the context of the story.

Readers can also transform the meanings signified in narratives’
details and sequences. They do this in two ways. First, readers can interpret
texts as concrete examples that bring life to abstract theories (moving from
theory or experience to texts). Readers who struggled to understand a theory

in the abstract can make connections to the theory as it is enacted in the form
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of a narrative example. Story and theory become intertextually connected. As
readers read the narrative, or talk about it with their peers, their knowledge of
a theory is transformed by using the theory to understand an event (the story)
outside of the situation in which the theory was appropriated. The reader’s
knowledge of the narrative is transformed as it is seen as an exemplar of a
particular theory.

Second, readers can build from the events that take place in narratives
to develop their own theories about how the world works (moving from text
to theory or to experience). Narratives can provide contexts from which
readers generate their own theories and understandings. The conventions of
narratives (e.g. tension, plot, theme, character development, the coda) serve
to point out the meaning of the events in the story, and readers can move
from the particulars of the story to use the same meanings to understand
similar events in their own lives. In this way, readers’ understandings of
both texts and events are transformed as interpret the significance of the text
in ways which help them to understand their own experiences.

In chapter 5 I will show that both ways of learning from and with
narratives took place as readers made connections between Bridge to
Terabithia and their developing understanding of teaching, learning and
children. Some found that Bridge to Terabithia helped them to understand
theories they read in other components of the course, because they
interpreted the novel in light of those theories. The books brought the

theories to light. Others reading the novel found that the events in the book,
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and the meanings they as readers ascribed to those events as they interpreted
the novel, helped them to generate theories they in turn used to think about
teaching and learning. This can be seen in the ways the teacher candidates
wrote and spoke about the novel and the course, the ways they elaborated on
ideas (sometimes elaborating on theories in light of the reading of the novel,
sometimes elaborating on their understanding of the novel to explain how it
had changed their thinking about children or classrooms), in drawings they
did which made use of images from the novel (such as a bridge) to explain
their understanding of the teachers’ role, and in several other ways. The web
of interconnected ideas about teaching, learning and children that the teacher
candidates constructed throughout the course rested heavily on their
interpretation of the novel.

In working from the set of data (the transcripts and video tapes, the
artwork and the collected pieces of writing), using the conceptual frameworks
of the Vygotsky Space and the transactional, interpretive nature reading to
make inferences about the role the novel played in teacher candidates’
learning in this course, one thing I have tried to do is be cognizant that the
artifacts themselves are products of particular activities, and that these
activities are shaped by the context in which they occur. In other words, the
teacher candidates’ writing and talk were shaped by several constraints,
including Sue’s directions, the teacher candidates’ understanding of their

roles in the course and of undergraduate education in general, and their
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histories with one another. Recognizing these constraints is an implication
of activity theory frameworks.
About Activity Theory

Smagorinsky and O’Donnell-Allen (1998) ground their research on the
discourse that arises in high school classrooms in what they call cultural
historical activity theory framewdrk, which is based on the theories of social
constructivists such as Wertsch (1991), Cole (1996), Vygotsky (1978). They
recognize that the high school students they study bring with them particular
histories and cultures. They have varying expectations and levels of
expertise. They are asked to engage in particular tasks set before them by the
teacher, and also arrive in the classroom with sets of agendas and tasks to
accomplish (such as building or ending relationships, maintaining an image,
etc.) and they come together, as a class, at a particular point in time and space
in an institution known as high school. All of these constraints shape the
transactions that can arise among the students as they work together to read
Shakespeare, and in turn shape the learning the students can and do
construct. Smagorinsky and O’Donnell-Allen write:

Cultural-historical activity theory helps to account for human

development through its emphasis on the dialectical process

through which people create and develop settings which in turn

provide the tools through which people internalize ways of

thinking. (1998, p. 520)
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In other words, learning is constructed in the social realm, as people
transact with one another. At the same time, those social settings themselves
are constructed by the individuals who inhabit them. Ways of talking are
constructed and maintained by individuals in the group, even as they
structure the learning, and the minds, of the individuals who are doing the
talking within the group.

Cultural historical activity frameworks helped me to keep in mind that
the constraints of the setting and the norms and conventions for speaking
that arise within any setting shape the learning that is constructed among the
individuals within that setting. In the words of Fine, as cited in Cole (1996)
the members of a group construct an ideoculture as they negotiate:

[the] system of knowledge, beliefs, behaviors and customs shared

by members of an interacting group to which members can refer

and that serve as the basis of further interaction. Members

recognize that they share experiences, and these experiences can

be referred to with the expectation they will be understood by

other members, thus being used to construct a reality for the

participants. (1996, p. 302)

Conceiving of learning and interpreting texts as an active construction
emphasizes what the individual brings, his past experience, his repertoire for
making meaning. Conceiving of learning as a social construction reminds us
that learning arises and is appropriated in dialogue, in transactions among

individuals. But those transactions are constrained. The shared experiences
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of groups shape the meanings that can arise between them, and in turn the
thinking that can be constructed within individuals.

The setﬁngs in which discourse (and written and visual artifacts) arise
have histories and cultures all their own. On a grand scale, discourse is
situated within societies, which share ways of talking and of making
meaning. The talk and the writing that arose in EDU 200 took place in
United States, among a group of mainly white, mainly middle class and
mainly young teacher candidates. Discourse is situated within institutions or
particular settings. Because they talked and wrote within the context of a
classroom within the walls of a College of Education, the teacher candidates
in this section of EDU 200 brought certain expectations for the ways of
communicating with one another. They expected to sit in a circle, to be asked
to “reflect,” to talk about schooling and children and teaching, to be asked to
read articles and write about them. Discourse emerges among groups with
particular shared histories, and those histories and shared pasts become an
ideoculture, become shared ways of making meaning, and, in turn, of
thinking. From the first day of class, the teacher candidates in EDU 200
developed ways of interacting with one another. Their on-going experiences,
such as learning about one another by giving presentations and the practice
of taking turns to talk rather than overlapping one another, shaped the
discourse and the other artifacts I was able to collect from the field.

A fourth aspect that shapes the talk that emerges within groups is the

particular tasks individuals engage in. While the tasks that groups engage in
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become the purpose and give rise to the need to communicate, especially in
classrooms built around group work, projects, and whole class discussion,
those same activities also limit the realm of talk that can arise. Each
assignment in the classroom carried certain constraints and expectations,
which shaped the talk that could emerge. The painting of the mural, for
example, required students to negotiate with one another about color and
placement. The work done to edit and revise the child study papers required
the teacher candidates to talk about their focus children and to explain the
descriptions they had written. This fourth aspect of an activity theory
framework~-the constraints of the particular tasks the teacher candidates were
asked or chose to engage in-became an important element of data analysis.
For example, in chapter 4 I describe the teacher candidates’
interpretations of the novel Bridge to Terabithia, based primarily on the
teacher candidates’ individual presentations about the novel. In that chapter,
I acknowledge that the techer candidates’ presentations were constrained by
the context of the course and by the particular directions for the presentation
assignment. The teacher candidates had presented once before in class, and so
were familiar with this kind of assignment and the ways of talking and range
of topics their peers might find acceptable. Sue’s directions for the assignment
were fairly open ended, she asked them to share their own understanding or
interpretation of the book, but she did give one example, which became the

most common presentation topic. Recognizing the constraining as well as
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the enabling features of the activities which gave rise to the data I have
collected has been an important aspect of data analysis.
| Conclusion

In this chapter, I have described my methodology and analytical
framework. Data analysis has been shaped by more careful understanding of
the key concepts underlying this dissertation: reading, interpretation,
learning, and dialogue. In light of the particular goals for Sue’s section of
EDU 200, and the implications of the conceptual framework, the final version
of the dissertation is:

Based on evidence of appropriation and transformation of

learning, what did six teacher candidates in Sue Kennedy’s

section of EDU 200 learn about learning, understanding the

child’s experience and the role of the teacher? What role, if any,

did their reading and interpretation of Katherine Paterson’s

Bridge to Terabithia play in that learning?

The experiences of six featured students have helped me to answer this
question. The experiences of these featured students, and the three concepts I
have defined in this chapter-learning, interpretation, and activity framework
theory-have playéd different roles in each of the following three chapters. In
Chuapter 3, I describe the context of the course, and then go on to summarize
eight learning themes generally constructed in the course. In that chapter, I

hAVe used the six featured students’ spoken and written words to serve as

examples, representing their peers’ learning. In chapter 3, activity framework
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theory has been highlighted more than other aspects of the theorgtical
framework, as I make claims about overall learning, situating those claims in
the constraints of the directions for the assignments (end-of class posters and
written reflections) that served as data for making claims about learning.

In chapter 4, I analyze the Bridge Sequence, showing the ways that the
teacher candidates talked about and interpreted the novel. Here, the featured
students experiences are presented in context, as the six featured students
spoke with six of their classmates during talk and mural painting about the
novel. Their experiences also serve once again as representative examples of
ways the teacher candidates interpreted the novel, as I describe and analyze
the teacher candidates’ individual presentations about the book. In chapter 4,
my understanding of the transactive and interpretive nature of reading is
highlighted, as I work to understand the meaning the teacher candidates
made of and with the book, and the social, dialogic sources of that meaning.

In Chapter 5, the featured students’ experiences become the central
focus, as I present six case studies. The role that the novel played in
supporting the teacher candidates’ learning about child, teaching, and
learning was highly individual, and so can only be represented on a case by
case basis. Here, the socially constructed and transformational nature of
learning becomes the theoretical underpinning of data analysis, as I work to
show that the teacher candidates’ interpretation of the novel served, in

varyingly powerful ways, to support their learning in the course.
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As a final caveat, it is important to note that his research has been
located within one introductory teacher education course. The readings and
assignments of EDU 200 were meant to serve as a foundation for further
study of teaching in education courses, during the year-long internship, and
on through the teacher candidates’ first years as teachers. While it would be
compelling to know about the ways that the teacher candidates learning in
EDU 200 carried over to knowledge that guided and shaped their actual
classroom practice, the data available-transcripts, interviews, students’
written work-only allowed me to make claims about the appropriation and
transformation of learning within this one course. I recognize this as a
limitation of the study. There is a significant difference between knowing
about learning, children, and the role of the children, and actually acting on
that knowledge in a classroom setting. Nonetheless, I believe that the data
analysis to follow is a powerful testimony to the power of children’s literature
in teacher preparation, when that literature is thoughtfully chosen, carefully
woven into class experience, and when teacher candidates have ample

opportunities to individually and socially interpret the texts that they read.

! I begin with Dewey because his work, connected to social constructivist theories, frames the
data analysis, but also because his ideas about learning as an active engaged construction serve
as the content meant to be learned in the course and the foundation and justification for Sue’s
decisions about what and how to teach the course.
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Chapter 3: The Course

In chapters 1 and two I gave a rationale for exploring the potential role
of children’s literature in teacher preparation, and explored the theoretical
framework for data analysis. That analysis is presented in chapters 4 and 5. In
chapter 4, I document the Bridge Sequence, analyzing and describing the talk
that arose as the teacher candidates interpreted the novel in three in-class
activities: painting, teacher-led discussion, and individual presentations. In
chapter 5, I present six case studies, showing that the novel played a unique
and varyingly powerful role in the learning constructed by the featured
students. In this chapter, chapter 3, I present important contextual
information about the course, its students, and their learning.

In the first section of this chapter, I describe EDU 200, the course,
including summarizing its overall goals and learning activities and
introducing its instructors and students. In the second section of this chapter,
I introduce the six featured students, Aaron, Elise, Kelly, Renee and Steve,
and discuss the ways I selected these six featured students to represent the
demographics and the learning of the entire class.

The third and final section of this chapter presents a different sort of
context. In this section I summarize eight concepts and stances that
comprised the class’ learning about learning, the role of the teacher, and the
experience of the child. These learning themes are the result of careful

analysis of the class’ end-of-the-semester written and oral reflections. As a
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description of learning generally constructed by all or most of the teacher
candidates in EDU 200, these learning themes serve as a foundation for
understanding the six individual cases presented in chapter 5 and the ways
those cases do and do not reflect their classmates’ experiences.
Overview of the Course

EDU 200 is a junior level teacher preparation course taught at a large,
midwestern university, the third in a series of nine courses that lead students
through their year long internships in public schools. Before taking EDU 200,
preservice teachers at this institution take courses which ask them to think
about themselves as learners and their experiences in schools, the role of
school in society, and the needs and experiences of diverse learners. EDU 200:
Learners and Learning in Context asks students to think about children and
young adults as learners and about the nature of learning in general.” After
taking EDU 200, students go on to take two five- to six- credit courses focusing
on preparing to teach subject matter. During their fifth year internship,
teacher candidates take four more masters level courses, conﬁnuing to learn
about pedagogy, subject matter, children, and their professional roles as
teachers. EDU 200 is situated rather early the teacher candidates’ educational
program, coming third in a series of nine increasingly intensive courses. As
such, EDU 200 is not meant to teach everything they need to know in order to
teach well, but to lay a foundation for the teacher candidates’ further work on

pedagogy and in the content areas.
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In the chapters to come, 1 Will make claims about the teacher
candidates’ construction of, and in particular, their transformation of,
knowledge about teaching, children, and learning. Because the disseﬁaﬁon
has been situated in an introductory course, those claims are by nature
limited. While the dissertation shows that the teacher candidates interpreted
the novel in ways which supported their construction of complex,
interconnected webs of knowledge, I have been unable to show that those
webs of knowledge carried over into the teacher candidates’ final two years of
course work and on into their first years of teaching.

Data for this dissertation was collected from a section of EDU 200
conducted Spring Semester of 1998. The instructor for the course was Sue
Kennedy (pseudonyms have been used for the names of the instructor and all
participants in the study). Sue was an advanced teacher education doctoral
candidate who had taught the course several times prior to the semester I
studied.

There were 24 students (18 women, 6 men) in the course, preparing to
teach a in wide variety of fields. Nine were child development majors, six
studied elementary education, and the other nine were seeking secondary
education certificates. Three of the secondary education majors were earning
degrees in agriscience, three in English, and three in various branches of
science. All of the students appeared to be white, and they came from a
variety of locations in their state, including farms, rural areas, small towns,

and suburbs of a major metropolitan area, though none reported coming
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from large cities. Only two of the teacher candidates were married, and all but
four of the students were 20 years old.
The Curriculum

Sue’s section of EDU 200 met 19 times during Spring semester, 1999.
Students alternated meeting at the university classroom with visits to public
school classrooms. For most sessions, the teacher candidates read articles or
chapters (and once, the novel) to explore each session’s topic. Table 1
summarizes each weeks’ topic and names the authors and articles or chapters
read to accompany that theme.

According to the syllabus, the course had two main themes-
understanding the experience of children and exploring the role of the
teacher-along with a pair of smaller but equally important themes-making
connections between language and learning and understanding the
importance of reflection. The readings, along with the in-class experiences,
field experience, and three major graded assignments, were meant to hel? the
teacher candidates explore and construct knowledge about each of these
themes. The Bridge Sequence, at the center of the course, connected the two
main themes. Each of the themes, and the experiences and readings meant to
support learning of each theme, are discussed in more detail in the section

below, and described in Table 1.
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Table 1: Course Readings and Topics

Class Author Title Topic
2 | Kathy Short (1991) “Creating A Community | classroom
Of Learners” community,
Henry James “On A Certain Blindness | understanding
(1899/1958) In Human Beings” others
3 David Hawkins (1974) | “I, Thou, It” connections
among learners,
teachers, and
subject matter
4 | No new readings building classroom
community
5 | Susan Florio- “Creating Your Own learning about
Ruane (1990) Case Studies” children
6 | Vivian Paley (1986) “On Listening To What | learning about
Children Say” children
Patricia Carini (1982; selections from The
1991) School Lives Of Seven
Children and The
Education Of Minerva
7 | Kathy Bailey (1993) “Breaking New Ground: | gender
Becoming Sensitive To
Gender”
Mary Pipher (1994) from Reviving Ophelia
8 | Katherine Paterson Bridge To Terabithia
(1977)
9 | Robert Fried (1995) “Passionate Teaching” caring about what
“The Context Of and who you teach
Passion”
10 | Robert Fried (1995) “Designing A Unit” worthwhile
experiences
11 | No new reading peer teaching
12 | John Dewey The Child And the worthwhile
(1902/1990) Curriculum experiences
13 | Carol Weinstein chapters from management
(1998) Elementary or Secondary
Classroom Management
14 | Management Part 2 management
Alfie Kohn (1993) “The Trouble With management
Carrots”
15 | No reading due revising child
study drafts
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Table 1 Cont.

[ Class Author Title Topic
16 | C.James (1974) “Some Educational connections

Needs Of Adolescents” between teacher,
subject matter, and
student

17 | Peter Elbow (1986) “Embracing Contraries” | connections
between teacher,
student, and
subject matter

18 | No reading due

19 | Robert Fried (1995) “Discovering A Stance” | sharing what:
we’ve learned

‘s Experi : The Importan Learni t
Sue wrote in the course syllabus, “We must study the learning process, we
must be students of our students--we must let them teach us if we are to teach
them well...” (emphasis in original). The first component of the class
centered around understanding the importance of and ways to learn about
students as both individuals and learners. A part of learning to know
students is establishing a classroom community, a space where students know
each other well enough to share their lives and their thinking. During the
first four classes, the students played getting-to-know you games and
presented their own “Cultural Profiles” where they shared information about
themselves, their lives and their backgrounds. Students also read articles
about the importance of the classroom community. One such article, called
“Creating a Community of Learners,” (1991) written by Kathy Short, focused

on theoretical reasons to and specific means by which teachers build a
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community of learners in their classroom. Another, “On a Certain Blindness
in Human Beings,” by Henry James (1899/1958), spoke about the need to
understand others from their own point of view.

Throughout the course, the teacher candidates in EDU 200 visited field
placements in public schools a dozen or so times over the semester. During
their visits to the field the teacher candidates were asked to observe and learn
about one child in particular, and then to create what was called a child study.
The child study was one of the three main graded assignments in the course.
During classes 5, 6, and 7, the teacher candidates read articles about learning
about individual students (e.g. Florio-Ruane, “Creating your own case
studies” 1990) and engaged in activities (such a viewing and discussing video
tapes of children in classrooms) designed to help them observe children and
reflect on those observations.

ridge rabithia n |

As I have said before, the teacher candidates read Bridge to Terabithia,
and then discussed, painted murals, and gave presentations about their
reading of the book. Each of those four activities is described here. (These
activities, and Sue’s rationale for explaining them, are described in much
greater detail in Chapter 4.)

Reading the novel. On a Wednesday afternoon in February, Sue sent
the teacher candidates home for the weekend, admonishing them to read all
of Bridge to Terabithia and, while they read, to ask themselves, “as you are

reading, does the book engage you?” On the first class after reading Bridge,
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Table 2: Major Themes and Related Assignments and Experiences

[ Timing

Theme

Graded
Assignments

Instructional
Experiences

Related
Readings

class
sessions
1-7,15,16

understanding
the child’s
experience

child study

getting-to-
know-you
games, videos,
observation
exercises, share
and discuss
drafts of paper,
field
experience

Short, James,
Florio-
Ruane, Paley,
Bailey,
Carini,
Pipher,

class
sessions
8&9

Bridge To
Terabithia
Sequence

paint, discuss,
and present
about book

Paterson,
Fried

class
sessions
9-14, 17-18

the role of the
teacher

peer teaching
reflection

plan and teach
short lessons
to peers, debate
about rewards,
view and
discuss videos,
field
experience

Hawkins,
Fried, Dewey,
Weinstein,
Kohn, James,
Elbow

through-
out course

language and
learning

engaging in
various genres
of talk, e.g.
[presentations],
debates, small
and large
group
conversations,
considering
text structures
and reading
strategies,
considering
careful use of
language, i.e.
metaphors
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Table 2 (cont.)

[ Timing Theme

Graded
Assignments

Instructional
Experiences

Related
Readings

through- | teaching,
out course | learning, and
reflection

final
reflection

writing brief
reflections and
self
assessments in
and out of
class, talking
in small
groups and
with whole
class about
assignments
and activities,
creating
posters to
summarize
learning, Sue
sharing
behind-the-
scenes of her
teaching

Fried

Sue asked students to write a reaction to the book on one side of a note

card, and a quote that captured their attention on the other side. Then Sue

split the class into two groups, Group A and Group B. While half of teacher

candidates talked about the book with Sue, the other half went to a different

room to create a mural.

Activity One: Discussion: During this formal discussion of the novel,

the twelve students (half the class) sat in a rectangle around a cluster of

tables. The conversation was mostly teacher led. Sue brought a list of

discussion questions that she asked the students to respond to. These

102




questions included “Which character struck you? Why?” and “Why Bridge?
What's getting connected and what'’s the bridge?” During the discussion,
students responded to these questions and occasionally raised topics of their
own. The discussion lasted about 40 minutes.

Activity Two: Painting a Mural. While one half of the class
participated in the discussion with Sue, the other half of the class painted a
mural. Students were given several colors of tempera paints, brushes, and a
large (20 feet by 4 feet) sheet of green paper. Sue instructed the class to use
these to create either an illustration of the novel, which would be “directly
tied to the text” or an interpretation, which would be “tied to images or things
you associate with the book.” Sue discussed techniques artists use to create
effects, such as brush strokes, mixing color, and different kinds and shapes of
lines. Each group painted for approximately 40 minutes.'

Activity Three: Bridge Presentations. At the end of the day spent
discussing and painting about the novel, Sue introduced what she called the
Bridge Presentation assignment. Based on their own individual reading of
the novel and their interactions during class that day, the teacher candidates
were to create a presentation to represent their current interpretation of,
understanding of, or connection to the novel. As Sue told them, “ . ... you
can use music, you can use art, you can use poetry, you can use dance, you can
use writing, you can use what ever you need but sort of to come and share
with us what is your take on this book.” The presentations were formal, in

that students spoke to one another without interrupting or talking with each
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other. Several teacher candidates brought written essays to read aloud or
spoke about and shared artifacts that represented their interpretation of the
novel.

These three activities--painting, discussing, and presenting--made up
the Bridge to Terabithia Sequence. In chapter 5 I explore the connections
between this sequence and overall learning in the course by presenting six
case studies.

Teaching And The Role Of The Teacher

The last seven class sessions were generally focused on considering the
role of the teacher. As Sue wrote in the syllabus, “ . . . as we delve into the
question of what is the child’s experience, we must also ask ourselves what
moves we can make as teacher to create learning opportunities . . . “ To this
end, the teacher candidates in the class worked in small groups to plan and
teach a lesson to their classmates, and then wrote reflection papers. The peer
teaching paper was the second of the teacher candidates’ three graded
aésignments. During this portion of the class, the teacher candidates
considered specific technical acts that teachers take in order to create learning
opportunities. For example, for class sessions 13-16, they read chapters about
classroom management (e.g. Weinstein (1997), Elementary Classroom
Management or Weinstein & Mignano (1996)Secondary Classroom
Management), held debates about the role of rewards, and discussed lesson

planning techniques.
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While much of the second half of the course was spent considering the
teaching as a technical act, they also spent time considering the teachers’ role
more philosophically. As Sue wrote in the syllabus: “Like bridge builders,
your task is to span the gap between your students and the content that you so
earnestly want them to reach.” To explore that idea, in an early class session,
and in class sessions 9-12 and 16 and 17, the teacher candidates read and
discussed articles that considered teaching as making connections between
teacher, child, and subject matter. For example, they read John Dewey’s,
“Child and the Curriculum” (1902/1990), which argues that attention to both
the needs of the child and the demands of subject matter are crucial in
classrooms. They read David Hawkins’, “I, Thou, It,” (1974) which argues that
loving students is not sufficient for teaching, that teachers must also engage
students in curriculum, and that content is the link that can connect teachers
with students. The teacher candidates also read and discussed chapters from
Robert Fried’s The Passionate Teacher: A Practical Guide (1995). In these
chapters, Fried, in part, argues that teachers must care passionately about both
students and subject matter in order to teach well.

The teacher candidates also considered the role of the teacher for two
written assignments. For the first, they planned and taught a lesson to their
peers, and then reflected on that teaching in written papers. The final graded
assignment in the class, the final reflection paper, asked the teacher

candidates to reflect on their understanding of the role of the teacher by
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describing their emerging stance as a teacher and by listing two characteristics
that good teachers posses.
Themes That Cut Across The Course

I have described the class as having two main components, however,
connections between these two themes extended to both halves of the course.
Issues of understanding children and their experiences as learners, and
understanding teaching as making connections between teacher, student, and
content spanned the entire semester. The child study, for example, was
completed near the end of the class, and students spent time during the last
weeks of class sharing, discussing, and revising their drafts of their child
study. Hawkins’ “I, Thou, It” article, all about teaching as making
connections, was read during the second week of class.

In addition, two issues cut across the course as a whole. Sue wrote in
the syllabus, “What role does language play in teaching and learning?” To
investigate this issue, Sue asked students to consider language in several
ways. She asked them to articulate strategies for reading different genres of
texts and texts of varying difficulties. They engaged in activities that
highlighted the importance of careful use of language such creating and
considering metaphors for teaching and for thinking about children and
revising drafts of graded assignments in class. The teacher candidates also
engaged in and reflected on a variety of oral discourse genres, including

presentations, formal and informal small and large group discussion,
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lectures, and debates. Consideration of language and the role of language cut
across all three components of the course.

Connected to the theme of understanding connections between
language and learning, and in order to encourage the students to talk freely
with one another, Sue also engaged the teacher candidates in a series of
experiences she hoped would get them talking. For example, she staged mock
debates twice during the course, explicitly describing the genre of debate as
one in which claims are made, supported, and refuted. She also worked with
the teacher candidates to draft the EDU 200 Bill of Rights, which stated
explicitly the expectations and norms, including conversational expectations,
for the class.

A second cross-course theme related to reflection and the role that
reflection can play in both teaching and learning. As Sue wrote in the
syllabus, “The other major assumption [of the course] is that our own
examined experience is a vital resource for learning” (emphasis in the
original). In keeping with the course’s emphasis on reflection, the teacher
candidates frequently wrote brief in-class reflections on their participation or
learning. After almost every major assignment or in-class activity, the
teacher candidates reflected on their participation and learning. Sometimes
this happened in whole-class conversation, other times in small groups. The
third graded assignment, the final reflection, asked students to look back at
their learning in the course and to consider the elements of the course that

had served as the most valuable learning resources over the semester.
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Finally, Sue herself set a very reflective stance as she worked constantly to go
“behind-the-scenes” of her own teaching and learning. She reflected on the
impact of the decisions she made as teacher, and tried to make her thinking as
visible as possible throughout the course.
The Featured Students

Selecting the featured students. Because the cases of the six featured
students are meant to illustrate the range of roles that the novel played in
shaping the teacher candidates’ learning in the course, I decided to feature the
experiences of both students who volunteered to participate in interviews,
and those who did not. Only three of the five students who participated in
interviews have been featured in the dissertation. I had two reasons for
featuring students other than those who chose to participate in interviews.
The first is that half of the students who participated in the interviews were
male, while there were only six mail students in class. Featuring only the
interview students would have over-represented the experiences men.
Second, none of the interviewed students were secondary education majors.
The secondary education students’ journeys through the course turned out to
be interesting, in part because Bridge to Terabithia is a novel written for 10-11
year-olds, and several of the secondary education students did not respond to
the novel as enthusiastically as the elementary education students generally
did. Even though I did not interview them, I decided to add two secondary

education students to the list of featured students.
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Table 3: Information About The Featured Students

Name | Age | Major Minor Intrview| Aimed | Other
To
Teach
Aaron |22 | Secondary Spanish | No HS alternative,
English poetry/
journal
writer
[Elise |20 |[Secondary jrnalism | No 12th activist
English grade,
Europe
Gina 21 Child Dev. English Yes K writer, artist
Kelly Child English Yes Korl friends,
Developmnt family, kids
important
Renee (20 | Child Dev. Spanish | No lower Christian
el. faith
Steve |20 |[Elem. Ed. Earth Yes 4th shy, hockey
Science, fan,
chem. skeptical
stance

What follows next is a brief description of each featured students’
background, based on surveys Sue asked them to complete that asked about
their backgrounds, their experiences with children, and their goals as teacher.
Table 3 summarizes the characteristics and backgrounds of the six featured
students.

Aaron. Aaron was a 22 year old male from a major suburb. He worked
in a clothing store at the mall. He was earning a secondary English degree
with a minor in Spanish. Aaron had had very few experiences with children

and young adults. Aaron thought he wanted to teach high school or senior
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English somewhere in Michigan, although he was unsure whether or not he
wanted to teach high school at all. Aaron listened to alternative music, loved
literature and poetry, kept a journal, and had read Walden. He said he
loathed politics. Aaron wrote that he wanted to be a teacher “to help others
appreciate what I do,” that the best thing about being a teacher would be the
“role as teacher/learner,” and that he feared “freezing in front of class.”
Aaron did not participate in the interviews.

Elise. Elise was a 20 year old English major, earning a minor in
journalism. She did not say where she was from. She hoped one day to teach
12th grade in Europe. She worked as a Resident Assistant in her dormitory.
Elise described herself as an athlete and an activist concerned about women'’s
issues, children’s issues, and education, a liberal to moderate democrat and a
loosely practicing Roman Catholic. Elise had had many experiences working
with children, including child care and camp counseling. She imagined the
best thing about teaching would be the students. Elise did not participate in
interviews.

Gina® Gina was a 21-year-old from a city on the edge of a large
metropolitan area. Gina lived in a sorority on campus and worked at the
mall in a high end clothing store chain. Gina was a child development major
and hoped to teach kindergarten. She had had many experiences with
children, including working as a nanny, volunteering at community centers
and in schools, working at a day care, and as part of her child development

course work. Gina had also had opportunities to teach writing in a 6th grade
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classroom, and spent much of her free time writing. She saw herself as an
artist, and brought her portfolio of pictures in to class one day. She hoped one
day to write and illustrate a children’s book. At the end of the course, Gina
wrote that she wanted to be a teacher because “I have a passion for children
and feel that this along w/ my interest in teaching will make me a successful
teacher.” She imagined the best thing about being a teacher would be “giving
something to children they will take away and use forever.” Gina
participated in two interviews.

Kelly. Kelly was a 20-year-old from a suburban area. She was
majoring in child development, and working on a minor in English. Kelly
hoped to teach Kindergarten or first grade. During the course, she worked ten
hours a week as a child care provider, and she had had several other
experiences with children, including volunteering both at a local elementary
school and the city-sponsored multicultural programs, as well as working
with children at church and family gatherings. Kelly enjoyed spending time
with her family and friends. Kelly’s primary memories of school were
positive, and those positive aspects centered around her memories of the
relationships with her teachers. For example, Kelly described her
kindergarten teacher as being important to her because she “remembered me
all through elementary school and I would like to be like her.” Kelly said she
wanted to be a teacher because “I love children and to watch a child learn is
what has allways made me happy.” She imagined that the best thing about

teaching would be that “students respect and learn to love you,” and was

111



worried about “students not liking me.” Kelly was participated in two
interviews.

Renee. Renee was a 20-year-old from a medium sized city. She was
majoring in child development and working on a Spanish minor. Renee
hoped one day to teach lower elementary, but was not sure what grade or
where she wanted to teach. Renee claimed that the biggest influence on her
life had been her faith, and talked about her faith several times during class.
She considered herself to be a strong Christian. She had had many
experiences with young children, including at church in the nursery, baby-
sitting, volunteering in classrooms and through her child development
coursework. Renee wanted to be a teacher because “I want to invest in kids
and leave a mark, and help equip them to learn, be confident, and succeed.”
She thought the best thing about being a teacher would be “the rewards--I
love being w/ kids” and said her biggest fear was “It just seems so
overwhelming to actually get there--I feel like there is so much to learn in 2
years.”

Steve. Steve was a 20-year-old from a community on a lake. Steve was
majoring in elementary education with minors in earth science and
chemistry, and hoped one day to teach fourth grade in a small town. He
loved hockey and talked about hockey in most of his assignments and many
class conversations. In fact he said that his hobbies, interests and passions

were, “Anything that has to do with hockey.” Steve was fairly shy, and did
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Table 4: Members of the Child Study Groups

Group Bill's Gina’s James’ Kelly’s Steve’s | Amber’s
| Name Group Group Group Group Group Group
Group Bill Gina James Kelly Steve Amber
Members | Candace | Aaron Keri Janet Elise Geraldine
Mary Bonnie | Tracy Mandy Renee Jackie
Shelly | Sheila Tamara | Neil Lisa Keith

Note: Featured students are listed in bold in this and all following tables.

not say much in large group conversations. He had had many experiences
with young children including working as an assistant in a fourth grade
classroom, and coaching little league. Steve wanted to be a teacher because “I
like helping kids and seeing the looks on their faces when they finally
understand something,” but that he was worried about “not being able to
keep the students’ attention.” Steve brought a skeptical stance to EDU 200.
On his initial survey, when asked about classes that were not so good, he
listed another education course, because, when he volunteered, he found that
“A lot of things in [that course] didn’t work when I tried them in the fourth
grade classroom.” He also spoke and wrote frequently of his mother, a fourth
grade teacher, and the ways in which she saw the university at the “child
centered” end of a pendulum that was likely to be swinging back toward
“teacher centered” teaching at any time.
Learning Constructed in EDU 200

My conclusions about the teacher candidates’ learning in EDU 200 have been

drawn from analysis of two main sources of data: end of class posters created by

small groups to summarize the course’s main themes and topics, and papers written
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the last week of class, called final reflections. For the final reflections, Sue asked the
teacher candidates to read a chapter by Robert Fried called “Discovering a Stance,”
(1995), to look over a list of teachers’ knowledge, skills and dispositions that the class
had brainstormed their first day together (see Appendix B) and then to write about 3
things:

1. to list and explain three resources that have shaped their learning,

2. to describe their emerging stance as a teacher and ways they will develop

that stance, and
3. identify and explain one important knowledge, skill or disposition from
the list, and add and explain a new quality to that list.

For the posters, Sue asked the students to gather into already
established groups of 4, and to create a visual representation, using words
and/or images, to depict their understanding of “what the course has been all
about.” Steve, Elise, and Renee were all in one group, Gina and Aaron were
in the same group, and Kelly was in a third. The groups and their members
are listed in Table 4.

In their final reflections, end-of-class posters, and interviews, the
teacher candidates talked about teachers as bridge builders who connect or
create a relationship between children and subject matter, as well as between
children and the teacher. They also wrote and spoke about teachers balancing
their own needs, the needs of students, and the standards and organization of

the subject matter. They generally understood that in order to create bridges
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¢ Role of the Teacher

e to build a bridge

¢ teaching as a balancing act

e to know subject matter

e passion

e to be a continual learner
e Understanding the Child’s Experience

e importance of knowing students well

e importance of the learning community
e Learning

e learning is active, builds from prior knowledge, and may be a
social construction

" Figure 1: Major Themes of the Teacher Candidates’ Learning

or strike a balance, teachers needed to know their subject matter very well,
and to feel passionate about the content they are teaching. The teacher
candidates claimed that they realized that teachers needed to be continuous
learners, working throughout their careers to learn about subject matter, to
learn about children, and to learn about teaching. They also wrote and spoke
about their relationships with and responsibilities toward children. They
expressed a vehement desire to create a safe, respectful and accepting learning
community where children would be willing to participate, share, and take
risks, and they understood that their responsibilities as teachers lie in
knowing their students very well, as both individuals and learners. Finally,
they justified their positions on the role of the teacher and the importance of
the learning community in light of their beliefs about learning. For the most

part, the teacher candidates understood learning as an active construction,
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wherein learners understand new concepts and new experiences in light of
their prior understandings, and they understood the importance of talk and
the EDU 200 classroom community for shaping their own learning as
beginning teachers. Each of these eight learning themes, summarized in
Figure 1, is summarized in the next several sections, using illustrative
examples from both the posters and the final reflections written by the six
featured students.

In keeping with the focus of the dissertation question, this summary of
the teacher candidates’ learning in EDU 200 focuses on the learning
constructed about the experience of the child, the role of the teacher, and the
teacher candidates’ conceptions of learning. A few points need to be made
about the eight learning themes summarized below. First, this list does not
capture all of the learning that was constructed in EDU 200. These eight
themes do not represent concepts that only a few teacher candidates wrote
about, nor do they represent understandings that were shared by several
students but that were not consistent with the focus of the dissertation
question.

Th i 1 acher

Role of the teacher theme one: The teacher as a bridge. One common
metaphor for teaching in both the final reflections and the end-of-class
posters was teaching as a “bridge.” The teacher candidates used the bridge
metaphor to represent their understanding that teachers make connections

between children, between themselves and children, and most commonly,
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between children and subject matter. The metaphor of bridge or the concept
of connection was present in four of the six end of class posters, and in 7 of
the 23 final reflection papers.

Two of the groups, James’ and Gina’s, made the idea of teachers
connecting subject matter and children the central image of their poster.
James’ and Gina’s groups both drew teachers with widespread arms, who
reached out on one side to images of subject matter (textbooks, beakers,
computers) and on the other side to stick figures of children. When Gina
explained her groups’ mural to the class, she said, “we had the subject matter
and the students and the teacher.

Kelly’s group also used the metaphor of a bridge to partially represent
their understanding of the course’s content. At the bottom of this poster,
Kelly’s group drew a bridge, and their poster read “Bridge Gap Between
Students and Content.” As Kelly explained to the rest of the class “ . .. and
down here is a bridge, well, it's supposed to be a bridge and um, bridge to get
between students and content.” Although Kelly’s group did not portray the
teacher as the agent that makes this connection, they recognized that in
teaching and learning, there is a gap to be spanned-the gap between students
and contents.

The bridge metaphor or the concept of teaching being an act of creating
connections was present in seven of the twenty-three, or nearly a third of the
final reflections. Renee, who planneci to teach early elementary and whose

Christian faith was so important to her, used the bridge metaphor as the
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central organizing concept of her final reflection, using both the word bridge
and the idea of connection several times to fulfill the three tasks of the final
reflection. Renee’s comments serve as an example of ways the bridge
metaphor appeared in the teacher candidates’ final reflections. (Remember
that in the final reflection the teacher candidates were supposed to list three
valuable resources, describe their stance as teachers, as well as choose one
from and add one to the list of knowledge, skills and dispositions good
teachers should possess.) In the introduction to her paper, Renee wrote that

’

the course had “an overarching theme.” She explained:

I saw how the different pieces fit together to form the picture of

our goals. I was struck by the metaphor of teaching as bridge

building, and the importance of knowing the terrain on both

sides, the breadth of the gap to be spanned, as well as the

methods and techniques of bridge-building. This really pulled it

all together.

In the rest of her final reflection, Renee continued to flesh out the
bridge metaphor and to explain what it meant to her. She wrote about the
bridge as a connection between teacher and student, when she wrote “We also
explored the importance of subject matter (something I had hitherto not fully
grasped) and its powerful potential as the substance, or connecting force,

between the teacher and student.” Renee described subject matter as the

substance of the relationship between child and teacher.
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Table 5: Teaching As a Balancing Act: What Teachers Must Balance

Subject Matter Balance Relationship with | Did not specify
| Student Balance
Child and | Child,
Curriculum | Curriculum,
and Teacher
Gina Steve Elise Shelly
Steve Bonnie Renee
James Steve
Jackie Geraldine
Mary Tamara
Neil Tracy
Sheila
[ Total: 7 2 6 1
Role of the teacher theme 2: Teaching is a balancing act. The balance

metaphor implies a pairing. The needs and demands of one thing, perhaps
students, are being balanced with another, perhaps the teacher, perhaps the
subject matter. Only one group actually put an image of a balance on their
end-of-class poster. (However, another group used the idea of balance to
explain their poster, as will be described later in this section.) One image on
the poster created by Steve’s group was a seesaw with three words stacked on
either end. Elise described the image this way:

. . . then we had the balance connecting each other which, I can

read it, on one side there’s the child vs. curriculum, ally vs.

bouncer-gatekeeper, and then you have the teachers needs and

student needs, which are in constant in a balancing act.
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As Elise described it, this group recognized that teaching is a “balancing
act,” and that in the classroom three things are balanced: 1) the child is
balanced with the curriculum, 2) the need to be a friend or ally to students is
balanced with the need to uphold standards and high expectations, and 3) the
teacher’s own needs are balanced with the needs of her students. Fourteen of
the teachers candidates , or 61% of them, (including five of the featured
students) used the metaphor of balance in their final reflections to explain
their stance or to talk about competing interests that teachers must reconcile.
Ten wrote explicitly about balance, and four others wrote about dichotomies
they planned to attend to in their classrooms. Although the balance
metaphor was common in the final reflections, the teacher candidates who
used this metaphor to explain their stance or to consider the knowledge,
skills, and dispositions good teachers possess did not use the same pairings of
items that need balance in the classroom. Table 5 shows the different
dichotomies the teacher candidates imagined reconciling when they become
teachers. There are two broad categories of pairings in the table. The “Subject
Matter Balance” section of the table refers to the ways the teacher candidates
wrote about teachers striking a balance between the curriculum and either
children’s needs (seven teacher candidates wrote about this) or balancing the
needs »of the curriculum, the child, and the teacher (two wrote about this.)
The second grouping of pairings focus on the teacher’s relationship with the

child, and the need to balance strictness and high expectations with
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understanding and support. One student wrote vaguely about teachers
needing to balance, but did not specify what she meant.

Gina (who saw herself as an artist and writer and planned one day to
teach kindergarten) perhaps best exemplifies the seven teacher candidates
who wrote about balance in terms of subject matter. Gina wrote:

As discussed previously in class and restated within the Fried

article is the idea that there must be a balance between the child’s

needs and the need to present the subject matter. There are

times when one takes precedence over the other however, I

believe they are both necessary for a child’s learning.

Another example comes from Steve, the hockey fan who started class a
bit skeptical that he would learn things in education courses that would apply
in a real classroom. Steve was surprised at how much he had learned in EDU
200, and the idea of balance, and the dichotomy of teacher/subject centered
and child centered teaching, were themes he paid attention to during class
and wrote about in his final reflection. For example, Steve wrote that in the
field:

I finally got to see all the concepts and ideas I've had to talk about

for the last year and a half. For example, a week before we read

Dewey my CT and I had a conversation about child vs. subject

oriented classrooms. She told me that you have to have a

balance between the two. Some classes might work better with a

more/teacher/subject matter focus, and some might work better
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with a more child-centered focus. Each class has to be taken

individually . . . . What she said made a lot of sense and it made

Dewey a lot easier to understand. That conversation kept

coming back to me as I read.

Steve also represents the subset of 7 students who wrote about ways
they understood that teachers must strike a balance in the ways they interact
with students. Steve understood that teachers must both challenge and
support students, an idea he elaborated on has he talked about a “firm but
fair” stance toward the classroom, comparing teachers to good coaches who:

push their teams really hard and demand the most from

everyone. At the same time they let their players know that they

will fight for them and be there for them to help them succeed.

A good coach cannot be a pushover, letting the players run every

little part of the game plan. However, they also cannot be

dictators who take control of everything.

Steve linked the coaching metaphor to his understanding of the Elbow
article, which focused on the “balance between being the gatekeeper and the
ally.” and then continued to elaborate on his ideas, saying:

This is the stance I would like to take into the classroom. I want

to push my students as much as I can, but I want them to know

I'm on their side also, and I will fight for them to help them

succeed. I'll be firm in what I want them to learn but I'll be fair in

helping them get there.
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Role of the teacher theme 3: Know your subject matter. The teacher

candidates not only came to think of the teachers’ role as one of creating a
relationship (a bridge or a balance) between students and subject matter, they
also wrote and talked about ways that that relationship can only be forged if
teachers know and care passionately about both their students and their
subject matter. The subject matter side of this is addressed first.

Five of the end-of-the-class posters depicted subject matter as one of the
themes of the class. For example, James’ group drew a poster of a teacher with
outstretched arms (a bridge) reaching both to students and to symbols of
subject matter such as a beaker, a map, and a calculator. Gina’s group drew a
similar symbol and added the phrase “knowledge of subject matter.”

The teacher candidates’ final reflections revealed even more about
their developing understanding of the importance of deep, flexible, and
passionate knowledge of subject matter for successful teaching. Remember
that the directions for the final reﬂectiof\s asked the teacher candidates to talk
about valuable resources and experiences in the class, their developing stance
as teachers and characteristics good teachers posses. While they were writing
in ways to meet the requirements of these directions, in a class whose official
title was “Learners and Learning in Context,” many students chose to write
about their understanding of the teachers’ responsibility for knowing and
caring about subject matter.

As you can see from Table 6, six teacher candidates wrote about their

understanding that they need to know their subject matter well. Knowing
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Table 6: Knowing Subject Matter/Being Passionate

Theme Theme Four: Passion
Three: Know
your Subject
Matter
Name Know your | Be passionate | Be passionate
subject well [ about your about subject
subject matter | matter and
students
Aaron X
Elise X
Gina X X
Renee X X
Bill X
Geraldine X X
James X
Janet X
Keri X
Mary X
Neil X
Sheila X
Tamara X
Tracy X
Total: 14 6 7 4
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subject matter well is closely related to the fourth learning theme
summarized here, that of caring passionately about the content that is taught.
The teacher candidates who wrote about passion in terms of only subject
matter or both subject matter and student are also listed on Table 6.

Renee, the child development major who cared about her Christian
faith, wrote about ways that the course had changed her views of subject
matter and subject matter knowledge, and so can serve as an example to
represent those sixteacher candidates who reflected on their learning in this
way. Renee wrote that during the course, “I began to realize that I had indeed
been focusing on teaching as loving children, and given very little thought to
what I would actually teach teacher candidates who reflected on their learning
in this way. Renee wrote that during the course, “I began to realize that I had
indeed been focusing on teaching as loving children, and given very little
thought to what I would actually teach them.” As she continued to flesh out
this idea, Renee added, “I saw that to neglect subject matter was to deny
children the skills and resources they need to survive in our society.” Gina
serves as another example of this new found commitment to learn about
content. Gina wrote that as a result of this class she planned to “learn as
much [much] about my subject matter as possible and understand how that
developmentally relates to the students I will teach.”

Role of the teacher theme 4: Passion. The commitment to learn more
about subject matter found in six of the final reflections, and the reférence to

subject matter on so many of the posters, is linked to ideas about passionate
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teaching developed during the course. Passion, for subject matter as well as
children, was mentioned specifically on one of the posters, that created by
James’ group. Their teacher (reaching out to students and to subject matter)
had hair made of wild, squiggly, bright colored lines. Some of those lines
were literally the word passion, written in a loose, hard to read scrawl, over
and over. Tamara said of this teacher: “It looks just like squiggly lines but it’s
supposed to be, like, passion, coming from her.”

Being passionate, as the teacher candidates wrote in their final
reflections, has to do with knowing about what you are teaching, caring about
what you are teaching, and sharing some of yourself in the classroom with
your students. Passion was an important idea for Elise, the secondary English
major who earlier described her stance in the high school classroom as
“tough but caring.” Elise wrote:

One of my own personal qualities that I cherish is how much

passion I take into everything I do . .. It’s rewarding to read

articles that say how passionate people can make a difference in

the classroom.

Elise listed some of the things she herself feels passionately about,
including “literature written in the oral tradition, equal rights for women
and other social issues,” and then went on to explain that “because I have
these interests, students will be exposed to a vast variety of experiences and
I'll be better equipped to connect the outside world to what the students are

learning.”
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Elise, like the five other teacher candidates (See Table 6) who wrote
about being passionate about what they teach were considering specific ways
teachers go about creating a relationship between children and the
curriculum. Elise and her peers recognized that one of the ways teachers
’;connect” their students to the content they are meant to learn is by being
excited about it. When teachers care about the ideas and the content they are
teaching about, not only do they know it better, but they also make it more
interesting. It becomes content that is important, not only to the teacher but
to the students as well.

Four other teacher candidates made a subtle variation on the passion
idea by writing about teaching as being passionate about both subject matter
and students. Sheila, for example, wrote about passion in this way. Sheila
was an elementary education major with minors in history and English.
Sheila wrote about adding to the list of knowledge, skills, and dispositions
good teachers posses:

To be passionate, I need to relate the outside world, my

experiences, and the student’s experiences to every lesson that is

taught. Passion is such an important quality in a teacher because

a passionate teacher continually finds new and interesting ways

to present material to the students to spark excitement. . . .

Passion for teaching, for the subject matter, and for the students

really grabs their attention and gets them interested and engaged

in the learning process.
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Altogether, eleven of the 23 teacher candidates wrote about passion in
ways similar to Elise, and Sheila, in their final reflections. They took
advantage of the open ended prompts that gave them opportunities to
explain their understanding of passion and its relevance to teaching. As they
did so, they continued to elaborate on their ideas about teachers as bridge
builders and balance keepers. Caring about subject matter is one way teachers
can go about the work of building bridges. Sheila, in thi<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>