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ABSTRACT 

This is the story of a teacher educator and her 27 students attempting 

to create the curriculum called "Children's Literature in the Elementary 

Classroom" over the course of one semester. The study uses "story" as an 

organizational framework for the qualitative data which was collected. The 

story documents the teacher educator's "theory of the content" in regard to 

the teaching of children's literature to pre-service teachers. The data 

consisted primarily of reflective and stimulated-recall journal entries, as 

well as the audio-tapes of each class session used for the stimulated-recall 

journal. 

The study consists of three major parts. The first part is the teacher 

educator's own story and the story of the class' instructional history over the 

semester being study. The second part of the study is the analysis of the 

reflective journal and stimulated-recall journal. From the initial analysis a 

specific unit of analysis "day" emerged. The data was organized onto 

individual "day description" cards which were sorted for general "tone" of 

the day. Once sorted for "tone," specific analytic categories emerged. The 

data corpus was then sorted to discern the degree to which each day 

exhibited particular specific analytic characteristics. The third part of the 

study is three case studies which were written based upon the general "tone" 

sort and the specific analytic sort. The case of the "typical" day, of the 

"great" day, and of the "problematic" day are presented. 
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This story's major interpretation is in regard to the development of 

the teacher educator's "theory of the content" as related to her philosophical 

beliefs about learning, teaching and the important areas of the content to 

address. The story suggests that one's philosophical views of teaching and 

learning and the content have implications for the manner in which 

curriculum is created. These views have implications for the messages pre

service teachers take from the course in regard to their own views of the 

content, specifically and teaching, generally. 



CHAPTER 1 

INTRODUCTION 

Our curriculum conceptions, ways of reasoning and practice cannot 
be value free or neutral. They necessarily reflect our assumptions 
about the world, even if those assumptions remain implicit and 
unexamined. (Cornbleth, 1990, p. 12) 
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I think that to a certain extent, some students still feel that there 
is a right and a wrong way to respond. Intellectually I want to believe 
that I foster an environment which accepts all comments, though I 
know that there are some comments which I more readily accept. It's 
a very difficult situation for me because I think it takes a great deal of 
soul searching and reflection and I'm not sure I do this. Nor do, I 
think, many of my colleagues. They hold very specific views of 
learning and reading and are unwilling to accept a divergent view 
from members of their classes. They will let people talk, but then try 
to argue away their positions and 'convert' the student to their point of 
view. It's all very subtle, but I believe it's there. It almost has to be 
inherent to process. You can't teach from a value free standpoint. Or 
can you? Even those who claim to be value free, are inherently 
operating from some belief system about learning and teaching. It's 
the getting at the beliefs about learning and teaching which help us to 
uncover what's going on in a classroom at any particular time. 
(Thompson, 1992; reflective journal 12/1/92) 

This is the story of a teacher educator and her 27 students during the 

Fall, 1992 semester. The story focuses on the manner in which the teacher 

educator's knowledge of and comfort with the content being taught, her use 

of teaching strategies, and her own personal history as a learner and a 

teacher served to create a classroom context for her students. The above 

reflection was written as the semester approached its end. It was written in 
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reflection of an incident in which I specifically asked a student, Debbie, 

who did not usually contribute to large group discussions, to share with the 

whole class her thoughts about high interest reading materials. She had 

previously shared with her small group some insights based upon her 

younger sister's reading habits and she had made some very important 

points. I wanted to let her know that I felt that she had valuable things to 

share with her peers and to feel comfortable sharing them. 

Previously in class we had discussed as a class the idea that many 

students felt uncomfortable talking in whole class discussions because of 

the fear of feeling silly or being "wrong." Students said they felt much 

more comfortable working in their small groups where they were more sure 

of themselves and where the "risk" was less. I had always considered 

myself to be an open and accepting person of others' points of view. 

Debbie's hesitation to share caused me to really reflect on what message I 

was sending implicitly in my teaching. 

Prologue to the Story 

This is my story. It is the story of a teacher educator (me) and the 27 

students enrolled in the course as we attempted, over the course of 32 class 

sessions in one semester, to make meaning from the content termed 

"Children's Literature" by the University where we were studying and 

working. It is the story of my struggle to implement my philosophical 

beliefs about teaching and learning on a daily basis; and the story, though to 

a lesser extent, of my students' struggle to learn, not only the content of 

"Children's Literature," but also, their struggle to learn to teach. While 



"learning to teach" was not the express content nor intent of the course, 

"learning to teach" was what those 27 students who were enrolled in the 

course thought the course would do--teach them to teach children's 

literature. This dichotomy between their expectations of what the course 

was about (learning to teach children's literature) and what the course 

actually was about (the literature available for children) served to 

complicate the content's instruction and was central to many of the issues 

which will be addressed in this study. 

"Story" as the Organizing Framework 

21 

As suggested above, the organizing framework for this study is that 

of "story." Only very recently have a few researchers in the field of teacher 

education begun to recognize the idea of "story" or personal narrative as an 

acceptable form of discourse about teaching and teacher education. In her 

article, "The Place of Story in the Study of Teaching and Teacher 

Education," Carter calls for the inclusion of "story" or "narrative" as "more 

than simply a rhetorical device for expressing sentiments about teachers or 

candidates for the teaching profession. It is now, rather, a central focus for 

conducting research in the field" (1993, p. 5). She continues writing about 

story within a research framework by stating, " ... A story, in other words, 

is a theory of something. What we tell and how we tell it is a revelation of 

what we believe" (p. 9). This study is an attempt to do just that--to use 

narrative to reveal to the reader what sense I made of the events which 

transpired during the 32 class sessions which I studied; and to aid the reader 

in understanding what I believe about teaching and learning and how those 



beliefs were associated with my teaching of an undergraduate teacher 

education class studying the content of children's literature. 
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In summarizing the work of Barbara Hardy, Huck, Hepler and 

Hickman (1993) state, "Barbara Hardy ... suggests that all our constructs of 

reality are in fact stories that we tell ourselves about how the world works" 

(p. 9). Hardy (1978) herself states, "In order really to live, we make up 

stories about ourselves and others, about the personal as well as the social 

past and future" (p. 13). This discussion of story as a primary manner of 

ordering our lives and knowledge about ourselves suggests that Carter's 

argument for the inclusion of narrative as a way to understand what teachers 

do when they teach is extremely timely and important. How better to order 

and understand the events transpiring around us in classrooms than to give 

voice to those events through our stories? 

Carter (1993) suggests that " ... this trend has been upsetting to some 

who mourn the loss of quantitative precision and, they would argue, 

scientific rigor" (p. 5). This may be the case. However, I am in agreement 

with her argument that this "loss of scientific rigor" is replaced with a 

"richness and indeterminacy" (p. 5) which only our stories can provide. I 

believe that it is only through our stories that we can truly "know" anything, 

and that without a story, quantitative scores and mathematical formulae are 

without meaning. 

Thus for the telling of this story, qualitative research methods were 

used to gather the data which demonstrate how, using the knowledge I have 

of classrooms and learning, I constructed learning experiences for my 

students. The story delineates what my choices of content and teaching 
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practices meant for my students in terms of their own knowledge of the 

content of children's literature. It also demonstrates the impact that my 

teaching choices had on my students' understanding of strategies for using 

children's literature in classrooms and their understandings of teaching in 

general. The story is my "theory of the content" (Doyle, 1992a) of 

children's literature. 

"Theory of the Content" Defmed 

Doyle (1992a) defines "theory of the content" as an "elaboration or 

theory of content with respect to both the aims of schooling and the 

activities of teaching" (p. 71). He states: 

The formal process of constructing curriculum, in other words, 
consists of framing a set of arguments that rationalize the selection 
and arrangement of content (knowledge, skills and dispositions) and 
the transformation of that content into school subjects; that is, a form 
suitable for use in classrooms. (p. 71) 

Thus, the manner in which I understand the content of children's 

literature, the ways in which I organized activities for the students of the 

class to experience the content, the beliefs I hold about what is important in 

the content and what is not and the manner in which the enactment of the 

content occurs in the classroom represents my own "theory of the content" 

of children's literature. My story elaborates in detail the "theory of the 

content" I hold for children's literature. 
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Overview of the Story 

The story itself is presented in the form of an overview, (Chapter 3) 

which consists of my life experiences leading up to the semester in question 

and the semester itself. The overview provides an historical understanding 

of how my "theory of the content" developed over time. Three case studies 

(Chapter 5) were developed to aid the reader in understanding the story. 

The cases were developed through the use of an analytic sorting process 

which is described in Chapter 2 and discussed in Chapter 4. These cases 

illuminate in detail the events of three teaching days during which my 

"theory of the content" was enacted. 

The overview's purpose is to capture the overriding themes of the 

semester and to set the context for each of the three case studies. Each case, 

in tum, illustrates the ways in which my "theory of the content" for 

children's literature was enacted. The case of a "Great Day," the case of a 

"Typical Day," and the case of a "Problematic Day" are presented. 

Introduction to the Story 

The impetus for this study came from my own teaching of children's 

literature to pre-service teachers the year before the study began and my 

reading of a chapter in the Handbook of Research on Curriculum (1992b) 

by Doyle entitled "Curriculum and Pedagogy." In that chapter, Doyle 

argues that while the curriculum is unable to be enacted without pedagogy 

and that pedagogy can not exist without curriculum, educators have treated 

the two as if they were discrete from one another. He states: 



A curriculum is intended to frame or guide teaching practice and 
cannot be achieved except during acts of teaching. Similarly, 
teaching is always about something so it cannot escape curriculum, 
and teaching practices, in themselves, imply curricular assumptions 
and consequences. (p. 486) 
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My own teaching of an undergraduate course in the initial teacher 

preparation sequence (ITP) at the University of Arizona in the College of 

Education focused my attention on issues of curriculum and pedagogy when 

my students reported to me conflicting "messages" they were receiving 

from their instructors. It seemed to them that the College of Education 

should "get its act together" and agree on "how you teach." They 

complained that as they sat in their education courses at the University, they 

observed and were subjected to differing conceptions of teaching and 

learning. 

For example, they might have a course in which the course's 

instructor lectured on material found in the text, and used standardized, 

multiple-choice exams as the sole form of evaluation; in their next class the 

instructor formed discussion groups focused on the readings and used essay 

exams, student presentations and participation as a foundation for 

evaluation; and finally in another class they were asked to choose and 

present the material to be covered in the course to each other (in 

collaboration with the instructor), choose their own readings and evaluate 

themselves. To my students this variation constituted a confusing hodge

podge of "techniques" which, for the most part, they hadn't considered 

because most of their recent school experiences had been of the lecture

exam type. And while they recognized the lecture-exam format as not 
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being necessarily appropriate for elementary age students (or college age 

students for that matter), they weren't sure with what to replace those views 

of teaching and learning. They had expected their College of Education 

courses to "tell them how." Thus, when confronted by varying and often 

conflicting models of instruction within the very place which was supposed 

to "teach them how," they wanted to know which one was "right" and which 

one they should "use." 

While not being able to agree with them about a "right way" or a 

"how," the comments did serve to focus my own thinking more sharply on 

the types of demonstrations of teaching and learning which I provided to my 

own students and how those demonstrations differed from those of my 

colleagues. I asked myself what I was demonstrating to my students in 

tenns of the importance of the content of children's literature and how one 

uses literature with children. And what was I demonstrating to my students 

about teaching? 

These reflections, as well as other reading and writing I had done in 

the area of teacher knowledge, led me to wonder what and how other 

teacher educators thought about their own work as teachers of pre-service 

teachers. It is from these reflections that the original questions framing the 

study were derived. 

I found that the literature in teacher education is sparse when it comes 

to systematically documenting how teacher educators go about their own 

work as teacher educators, what they think about that work, and what they 

value and assume about it. While the field of teacher knowledge has 

matured over the past several decades (see Carter, 1990), the knowledge 
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understood by teacher educators regarding their own work in college and 

university classrooms has not been widely examined in a systematic 

manner. As will be seen, few researchers in the field of teacher education 

have turned their gaze inwardly to explicitly examine their own practices as 

teacher educators or those of their colleagues. 

Teacher Educators as Teachers 

It might be argued that many teacher educators implicitly represent their 

thinking about teaching when writing about their own research or work with 

teachers, but relatively few have pointedly addressed their own practice as 

an area of systematic research in the same manner as they have studied the 

work of secondary and elementary teachers. And, while many have put 

forth proposed "Teacher Education Curriculums" (see for example Carter 

and Richardson, 1988), few have linked these plans to the ways in which 

teacher educators actually go about the job or work of preparing teachers for 

our nation's classrooms. As teacher educators, it seems remarkable that, for 

the most part, we have failed to study our own knowledge about our 

practice in tenns of the content and pedagogy in our programs. It was the 

intent of this study then, to make explicit what, for so long, has remained 

implicit. 

In 1990, the Association of Teacher Educators published the 

Handbook of Research on Teacher Education (W. R. Houston, Ed.). The 

Handbook parallels those previously published by the American 

Educational Research Association (AERA) on the research on teaching. It 

is intended to be a general overview of the research in the field of teacher 
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education. Its 48 chapters cover everything from a section with six chapters 

on "Teacher Education as a Field of Inquiry" to specific research in the 

content areas of teacher education. Howey and Zimpher's chapter (1990) on 

"Professors and Deans of Education" is the only chapter which addresses 

the issue of teacher educators as teachers of students. Other chapters where 

one might assume there would be evidence that teacher educators taught 

focused on programs and students, but not on the agents of the teaching. 

For example, the chapter, "Training within Teacher Education" 

(Cruickshank & Metcalf, 1990), discussed programs of skill development, 

but never mentioned the people behind the programs. Similarly, the 

chapter, "Evaluation of Preservice Teacher Education Programs" (Galluzzo 

& Craig, 1990), discusses efforts to evaluate programs of teacher education, 

yet none of the studies cited focused on the evaluation of the teacher 

educator as the teacher of students. The studies typically evaluated the 

students' know ledge of particular indicators and related that back to the 

success or failure of the "program." Research on the teacher educator as a 

teacher of teachers was not present. 

Wilson (1990) addressed of the tendency of research to describe and 

evaluate programs, not individual actions, when she stated, 

... But no one is telling me about what happens behind the classroom 
doors, about ideas that undergird teacher education, about the 
pedagogy of teacher education ... 

Don't get me wrong. I think it's helpful to describe teacher 
education from afar: any characterization of the broad array of 
programs or of the combinations of field experience, liberal arts 
courses, and professional education courses that constitute teacher 
preparation nationwide helps me to situate my work. It's equally 
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important, however, to talk about the content and pedagogy of those 
experiences, classes and programs. I know full well that the field 
experiences students have under my supervision are different from 
the ones they would have under another supervisor-- whether at 
Michigan State, illinois State, or Stanford. Discussions of programs 
are not detailed enough to get at these potentially significant 
differences." (p. 205) 

Howey and Zimpher (1990), in their chapter in the Handbook of 

Research on Teacher Education on "Professors and Deans of Education," 

state that" ... if teaching is understandably a primary activity of the 

professorite, research into it is not. There have been a few studies that 

address the diversity of various teaching technologies and methodologies 

employed in the classroom" (p. 356). They mention three studies, all of 

which studied the types of instructional interactions (discussion/lecture, role 

playing, use of case studies) teacher educators had with students, and 

conclude their one paragraph section on teacher educators' teaching by 

stating, "Little is known, however, about the appropriateness of these 

various instructional tactics or methods relative to the goals set forth for 

prospective teachers and, more fundamentally, their effects on students" 

(p.356). 

Clearly, teacher educators teach. However as the principal 

researchers on education, they have not chosen to systematically document 

the manner in which they go about their teaching in a way which is similar 

to the research they have done on how teachers teach. This however, is 

changing. At the 1993 annual convention of the American Educational 

Research Association (A ERA) a new special interest group (SIG) was 

formed with over 200 dues-paying members. The Self-Study of Teacher 
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Education Practices (SSTEP) SIG states that its purpose is "to provide a 

forum for the exchange of information among individuals interested in 

informing/rethinking teacher education through studying their own practice 

in/with a variety of educational settings/methodologies" (Anders & Meyer, 

1993). The number of members alone suggests that it is only a matter of 

time before this type of inquiry is represented within the mainstream of 

research on teacher education. 

Recently, a few articles have appeared which, while not being 

systematic research into practice, at least document teaching strategies in 

teacher education classrooms. Wineburg (1991) documents his own 

teaching in "A Case of Pedagogical Failure: My Own." In the article he 

explains the use of his own teaching failures as a method for demonstrating 

the use of cases in teaching. Wilson (1990) shares with the reader a glimpse 

of her introduction to teaching course and her attempts to have students re

think their understandings of what it means to teach and learn. 

Within the Language Arts field many have written of their 

interactions with students while teaching reading or language arts methods 

courses. Teacher educators such as Fox (1993), Newman (1990), Andrews, 

Moss, & Stansell (1985), Nodelman (1986) and others have written about 

their experiences with undergraduate students in the teaching of their 

courses. These reflections cover such broad areas of the language arts 

content as authentic uses of writing, confronting students' conceptions of 

children's literature, reading aloud to undergraduate classes and teaching 

writing to graduate students, but they do not provide detailed descriptions of 

the reasoning behind the teacher educators' choice of instructional strategy. 
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One recent publication, Teachers Are Researchers: Reflection and 

Action (Patterson, Santa, Short & Smith, 1993), begins to fill the void of 

richly detailed views of teacher education classrooms. In her introduction 

to the section entitled "Teacher Educators Are Researchers" Short states, 

It is ironic that people who have been seen as competent researchers 
in other educator's classrooms have experienced difficulty in having 
research they have conducted in their own classrooms accepted by 
the academic community. This community has excluded the 
perspectives of teachers at all levels from the research it considers 
valuable. (p. 156) 

The section contains five chapters which provide systematic, data

driven discussions of teaching in teacher education classrooms. These 

studies are not merely reflective pieces, giving the reader glimpses into the 

teacher educator's world, they are purposeful research studies into one's own 

practice. 

Of interest to my particular study is that all five of the studies 

incorporate the use of some type of journal (either student generated in 

reflection on the course, or teacher educator generated on the teaching of 

the course, or both). The use of journals as a primary source of data, 

appears to be a common thread in researching one's own practice. 

Teacher Cognition Studies 

Although teacher cognition studies focus on primary and secondary 

teachers, and not on teacher educators, they can be informative for this 

study. Both the Handbook on Research in Teaching (1986) and the 

Handbook on Research in Teacher Education (1990) contain chapters 

dealing with studies of teacher cognition. Clark and Peterson's chapter 



(1986) delineates the foundations of the research in teacher cognition 

beginning with Jackson's 1968 study Life in Classrooms. They state: 

32 

In his book Life in Classrooms (1968) Philip Jackson reported the 
results of one of the first studies that attempted to describe and 
understand the mental constructs and processes that underlie teacher 
behavior. The descriptive character of his study was a striking 
departure from contemporary research on teaching and did not fit 
easily with the then-dominant correlational and experimental research 
paradigms. (p. 255) 

In their chapter, Clark and Peterson divide early teacher thinking 

studies into three basic areas: teacher planning, teachers' interactive 

thoughts and decisions, and teachers' theories and beliefs. Studies from 

these three areas are of interest to my story. For example, Yinger's (1979) 

long term study of one teacher's planning is of interest for teacher 

education. Yinger's study suggests that planning is an important source of 

instructional organization for a teacher. He also found that planning is 

recursive and not linear, which is particularly pertinent to the story being 

told. Yinger's study of planning can be applied to planning at the teacher 

education level. While this story is not a study of planning, it is possible to 

identify within the story many of the constructs Yinger has identified. 

The decision making studies reviewed by Clark and Peterson served 

to generate the use of the stimulated-recall journal in the present study. 

Many researchers studying teacher decision making have used a stimulated

recall procedure to obtain data (for a detailed list of those studies see Clark 

and Peterson, 1986, pp. 270-271). Thus it is possible to embed the present 

study in a methodological context of studies similar to it. 
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More recent research in the area of teacher cognition has focused on a 

teacher's "practical knowledge." In her chapter in The Handbook of 

Research on Teacher Education, Carter (1990) defmes practical knowledge 

as " ... the knowledge teachers have of classroom situations and the 

practical dilemmas they face in carrying out purposeful action in these 

settings" (p. 299). These personal practical knowledge studies emphasize 

the individualized nature of the knowledge teachers have about classrooms 

and their students. It was from these studies that the present study is 

derived. 

The study at hand was particularly influenced by the work of Elbaz 

(1983). She studied a high school English teacher named Sarah. From her 

interviews with Sarah she delineated five broad categories of practical 

knowledge: curriculum, subject matter, instruction, milieu, and self. These 

categories helped frame the analysis of the data in this story and should 

certainly be acknowledged as precursors to any of my own work done in the 

area of what it is that teachers "know." 

Others who have written about practical knowledge of teachers 

include Russell and Munby (see Carter, 1990, for a list of pertinent work) 

'-,ho have explored the use of new teacher's metaphors in discussing how 

new teachers frame and order classroom knowledge, and Clandinin and 

Connelly (see Clandidnin 1985; Clandinin & Connelly, 1986; Connelly & 

Clandinin 1985, 1986) who have used personal narrative to converse with 

teachers regarding the events of their classrooms. Both of these constructs, 

metaphors of new teachers and the use of personal narrative, are important 

to my study. As a new teacher educator, the manner in which I went about 
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thinking of my teaching is captured in the metaphors I used in reflection. 

The use of personal narrative here is a direct result of the ground breaking 

work of Clandinin and Connelly, along with Carter's call for the theoretical 

use of the "story" framework in research in teacher education. 

The work of classroom teachers who have written about their own 

classrooms is also infonnative to the story. Within the field of teaching 

research, the studies done by Lampert (1985) of her own teaching of 

mathematics to fourth graders come foremost to mind. Tomanek (1991) 

also studied herself as a teacher of environmental science to secondary 

students. Though her focus was on curriculum enactment, she found herself 

studying her own teaching at points which she tenned "dilemma" (1992). 

Thus the idea of studying one's own teaching is not new in the sense that 

others have not done it, it's just not very often that it appears documented in 

the research literature. 

Initial Research Questions 

The questions which framed the data collection process from the 

outset were focused on issues of understanding what I knew about the 

content I was teaching and about how I represented that content knowledge 

in my own teaching. The major questions which framed this study in the 

initial stages of data collection were: 

1. In what ways did what I knew about the content of children's 

literature as a field of study get represented in my teaching of the children's 

literature course? 



• What did my written reflections about children's literature reveal 

about the way I conceptualized the content of children's literature? 

• Within the context of the study, what did my remarks to my 

students and colleagues about children's literature reveal about the way I 

conceptualized the content of children's literature? 

2. In what way was my knowledge of classroom processes 

represented in the teaching of children's literature to pre service teachers? 
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• What experiences in my past contributed to the manner in which I 

currently planned for and enacted my classroom knowledge while teaching 

the children's literature course? 

• What current beliefs about learning, schooling, and literacy 

contributed to the manner in which I currently planned for and enacted my 

classroom knowledge while teaching the children's literature course? 

• In what ways did my interactions with peers, in the form of the 

teacher educators' study group, contribute to the manner in which I 

currently planned for and enacted my classroom knowledge while teaching 

the children's literature course? 

• In what ways did my interactions with students, in the form of class 

sessions, dialogue journals, course evaluations, and informal conversations, 

contribute to the manner in which I currently planned for and enacted my 

classroom knowledge while teaching the children's literature course? 

• What outside factors, such as University regulations, department 

planning etc., contributed to the manner in which I currently planned for 

and enacted my classroom knowledge while teaching the children's 

literature course? 
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Questions Which Frame the Current Study 

While the above questions framed the initial data collection, after its 

collection I then reviewed the data, particularly focusing on the reflective 

journal. It is from this initial review of the data that the questions framing 

the current study emerged. 

It was apparent to me from the first reflection that some days went 

better, more smoothly than others. This was to form the foundation for the 

study. Were there differences among the class sessions in the way that each 

particular day played itself out? And if there were differences, could I 

account for those differences by analyzing each day as an individual entity? 

More specifically, the questions became 

• In what way were teaching days different from and similar to each 

other? 

• What were the content and teaching issues which accounted for the 

differences and similarities between days? 

Finally, a third issue emerged which was related to the differences 

and similarities among days. This issue formed the foundation for the third 

question: 

• What are the implications of the differences and similarities among 

teaching days for the students enrolled in the class and for the teacher 

educator teaching the class? 

From the data collected, this study then became one detailing the 

daily creation of curriculum through the merging of content and teaching 

which used a course entitled "Children's Literature in the Classroom" as its 
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focal point. In other words, the study served to illuminate in great detail my 

"theory of the content" for children's literature. 

Children's Literature as an Area of Content 

It is important at this point in the discussion for the reader to be 

aware that there is not wide-spread agreement as to the "theory of the 

content" of a course on children's literature. 

A survey of texts and journals in the field of children's literature 

suggests that there is some discussion as to what constitutes the field; what 

is to be included in the content of children's literature and what is not; what 

is important to consider in the representation of the field and what is not. 

For example, the work of Huck, Hepler and Hickman (1993), Sutherland 

and Arbuthnot (1991), and Vandergrift (1990) demonstrate the diversity of 

thought among scholars of children's literature. Huck et al. organize the 

field around issues of genre and use. Sutherland and Arbuthnot prefer to 

explore authors' contributions to the field. Vandergrift takes a theoretical 

approach to the field. 

Adamson (1985) suggests that the approach taken by different 

disciplines in teaching children's literature (typically English, Education and 

Library Science) has implications for the manner in which students 

approach the content. English departments tend to focus on literary analysis 

of books, and the historical development of literature for children. Library 

Science classes stress knowledge of "good" books for children, their 

identifying genre and tend to include the issue of censorship more often 

than do the other disciplines. Education classes put emphasis on the uses of 
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literature with children and the integration of literature into the total school 

curriculum. Adamson suggests that an integration of the approaches from 

all three disciplines would strengthen the field of children's literature as a 

discipline. 

Also of importance to this study and the understanding of a "theory of 

content" for children's literature is an understanding of the juxapostition of 

children's literature to reading instruction. The following discussion briefly 

introduces these two discrete areas. 

Children's Literature and Reading Instruction 

With the school refonn movements of the early 1980s came a call for 

this nation's children to return to so- called "authentic" texts as primary 

reading material (see Becoming a Nation of Readers, Anderson, 1985, and 

Report On Basal Readers. Goodman, Shannon, Freeman, & Murphy, 1988, 

for an in-depth discussion of the issues). This is in contrast to the reading 

materials which were at the time (and still are for the most part) typically 

found in elementary classroom. These materials are tenned "basal readers" 

and are predicated on a sequential skill-mastery approach to reading. The 

"stories" found in basal reading materials are written by the publishing 

companies, generally with the intention of allowing the student to practice 

some skill which accompanies the story. These are considered 

"inauthentic" because they were not written with the intention to be 

"literature" but with the intention to teach. 

The call for the nation's children to read "real" books, has made the 

teaching of children's literature a "hot" topic in schools and colleges of 
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education. Without a knowledge of what's available in tenns of "real" 

books, teachers are at loss as to what to provide for their students. 

Therefore, issues of selection, content and evaluation have become copious 

in the professional literature aimed at teachers of the reading-language arts. 

Unfortunately, what is missing in the rush to have children read "real" 

books, is an understanding on the part of teachers, administrators and even 

some reading researchers of the separate nature of reading instruction and 

children's literature. 

Children's Literature and its Role in the Curriculum. Short has 

recently written about four roles that literature can play in the elementary 

classroom (see Short, in press, and Short & Klassen, 1993, for more detailed 

discussions). She suggests that, 

... There are at least four major roles that literature can play within 
the curriculum: literature as a way to learn language, literature as a 
way to learn other content, literature as a way of knowing about the 
world, and literature as a way of knowing about social, political and 
cultural issues. (Short, in press, p. 2) 

Using literature only as "a way to learn language" severely limits the 

possibilities of literature in any classroom. And though literature for 

children has a rich and powerful history in its own right, the current push to 

use "authentic" texts in reading instruction devalues and lessens that power 

to a point of equating literature for children with basal reading materials. 

While this view of literature has a component which facilitates instruction 

in reading, it does not view literature as solely for reading instruction. This 

much broader view of literature as a way of knowing and of ordering one's 
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world, takes into account reading instruction, but is much richer and robust 

than merely reading skills to be acquired. It moves beyond reading 

instruction to a fully developed view of literature as a way for the reader 

experience and enrich her own life. 

This view of children's literature, the nature of the field's historical 

development, its place in the school setting, and the calls for reform in 

reading instruction, all contribute to the "theory of the content" which I hold 

and which is at the center of the study at hand. Therefore, it is important for 

the reader to have an historical context for the development of a body of 

literature for children, which is parallel to, but separate from the 

development of reading instruction in this country. 

Parallel development of children's literature and reading instruction in 

the United States. While reading instruction dates back to the modification 

by the Greeks of the Phoenician's alphabet, the history of literature written 

expressly for the enjoyment of children dates only to 1744, when John 

Newbery published A Little Pretty Pocketbook (Huck, Hepler & Hickman, 

1993). Reading research and discussions of reading instruction centered 

around issues of ways of teaching the letters and sounds, eye-movement, 

decoding skills and comprehension, oral versus silent reading (see 

Smith,1935; Mathews, 1965; and Shannon, 1990, for full discussions of the 

development of reading instruction in the United States). 

On the other hand, literature for children, for the most part, remained 

separate from formal reading instruction. The function of early literature 

for children was the moral and social education of children. For example, 
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in the early 1800s Goodrich's stories about Peter Parley (1827) and Abbott's 

"The Little Rollo" series offered young readers instruction on geography, 

science, history and comportment. As the field developed, literature for 

children became less didactic and more for the enjoyment of the child. 

Children's literature developed rapidly after the tum of the century when 

publishing houses established children's departments. As testament to this, 

the American Library Association established the Newbery A ward for the 

most distinguished contribution to American literature for children in 1922. 

This is not to suggest that children did not read books as a part of 

their school experiences, nor that there were not programs which used 

children's literature as a part of reading instruction. These experiences and 

programs were, however, the exceptions rather than the rule. Programs in 

the 1950s, 1960s, and 1970s (see Root, 1959; Cianciolo, Hopkins, Larrick, 

Purves, Schnidel, & Squire, 1980) stressed the use of books, not for reading 

instruction, but as materials to engage students in interactions with 

literature. 

With the focus of reading instruction turning to the materials that are 

used to teach children to read, some have advocated the use of children's 

literature for the teaching of traditional reading skills (such as cause and 

effect, sequencing, even long and short vowel sounds). Eager to cash in on 

the call for "authentic" texts, publishing companies have increasingly 

included "real" literature, written by "real" authors in their anthologies, 

marketing them as "literature-based." However as Goodman (1988) 

discusses in his article entitled, "Look What They've Done to Judy Blume," 

the use of literature in basal readers has resulted in the "basalization" of 
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literature. Rich stories have been re-written and re-worded to confonn to 

standards set by publishing companies. Sets of skill worksheets and 

comprehension questions accompany every selection. This confusion 

between reading instruction and children's literature has resulted in 

advocates of children's literature being placed in the precarious situation of 

having to argue against the use of children's literature in most reading 

programs, while still advocating the enjoyment of literature for children and 

its various uses in a school program. 

This confusion between using children's literature to teach reading 

and enriching the school curriculum with the use of children's literature is at 

the heart of many of the struggles I encountered while teaching the 

children's literature course during this study. My students' understandings 

of the role of children's literature and my own beliefs about it's place in the 

curriculum were at the core of my "theory of the content" for the course. 

Limitations of the Story 

Due to the specificity of the content (children'S literature), this then is 

not a study of higher education generally, but of teacher education 

specifically. It is also not a study of the teaching of children's literature in 

tenns of a traditional review of methods of children's literature instruction 

(e. g., a survey of what should be the content of such a course, or how the 

course is taught across university settings). It is a study of how content, 

teaching, the teacher educator's personal history, the students' expectations 

and beliefs about learning, teaching and the content, and the institutional 

context in which all were present merged to fonn the daily curriculum for 
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one section of a course called "Children's Literature in the Classroom" 

during the Fall, 1992 semester. It is the story of the creation of curriculum 

(Short & Burke, 1991). But most importantly, I believe, it is my story. 

Telling the Story 

Given the previous discussion, the story which you are about to read 

is one of the creation of curriculum within a children's literature course, or 

the delineation of my "theory of the content" for children's literature. 

The second chapter of the story develops the setting of story, the 

characters of the story, the beliefs about learning and teaching upon which 

the course was based, and the ways in which the information for the story 

was collected. The third chapter is the story itself. The fourth chapter is an 

analysis of the story using a framework developed from case study methods. 

The fifth chapter presents cases which emerged from the analysis of the 

information collected over the course of the semester being study. The 

sixth, and final chapter, discusses the implications of the analysis of the 

information, and embeds the story in the current research on teachers and 

teacher educators and their knowledge, understandings and beliefs about 

how they form curriculum from the content and the teaching strategies they 

use every day in teacher education classrooms. It also highlights some 

methodological strategies used in collecting this data which might be of 

particular interest to others interested in examining "theories of the 

content." Finally, the last chapter discusses this story's place in the 

developing body of narrative in teacher education and offers a new way to 

think about that work. 



CHAPTER 2 

DATA COLLECTION 

Being interrupted is going to be a real problem with this journal. 
Discipline about returning to it after an interruption will be crucial. 
(Reflective journal, August 13, 1992) 
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I may have to find another place [other than in my office] to write 
this [the reflective journal] because the Ed. Psych. TAs have office 
hours and they wanted to talk so I've not been able to sit right down 
to write about class. (Reflective journal, August 25, 1992) 

When various members of my dissertation committee heard that one 

of the data collection methods I was going to use was a set of journals, I'm 

sure that they chuckled to themselves. Over the years of my doctoral work I 

have resisted every attempt to make me keep a reflective journal. My 

resistance is rooted in my feelings about writing in general. Basically, I 

would rather clean my oven. This is not because I am particularly tidy, but 

because year after year as a young student I was told I was a terrible writer. 

"School" writing, in a manner similar to "school" reading, was something I 

was forced to do, with no choice or voice. I was marked down for using 

"you" instead of "one." Punctuation, spelling and grammar were the key 

aspects of your grade. It dido 't matter what you wrote as long as you wrote 

it correctly. So, keeping a journal has always been a painful and personally 

very inauthentic way for me to engage in reflection. Yet, for this study it 

seemed that it would be the only way in which I might be able to gather the 

data I would need to tell my story, and within that context the journal 

became a joy to write. Even I find it ironic that the one thing I hate to do 
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most in an academic context, journal writing has become the major source 

of data for the story I have to tell. 

Introduction 

This chapter provides a description of the methods used to collect the 

data. It serves as the introduction to my story which is central to the work 

as a whole. While not the story itself, this chapter provides the framework 

for the story that follows in Chapter 3 and the discussion of that story which 

constitutes Chapter 4. 

The Setting 

The data for this study were collected from a teacher educator 

(myself) teaching a course entitled "Children's Literature in the Classroom" 

in the College of Education at the University of Arizona, in Tucson, 

Arizona. Admission to the College of Education is required for enrollment 

in the teacher education program. Students apply to the College of 

Education upon attaining junior status and having completed their general 

education requirements. The College also offers a post-baccalaureate 

certification program which is scheduled concurrently with the 

undergraduate program. The teacher education program is housed within 

the College of Education on the university campus, though students enrolled 

in the certification program take classes from the following programs which 

are housed in other Colleges: Art and Music (College of Fine Arts), 

Physical Education (Medicine and Health Sciences), and Mathematics 

(College of Arts and Science). Within the College of Education, students 



take courses in four areas: Teaching and Teacher Education (TTE); 

Educational Psychology (Ed Psych); Language, Reading and Culture 

(LRC); and Educational Foundations (Educ). 

The Course 
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The course which seIVed as the focus of the study is the only 

undergraduate course offered by the Department of Language, Reading and 

Culture (LRC) in the Initial Teacher Preparation program for elementary, 

non-bilingual education majors. The course, Children's Literature in the 

Classroom (LRC 480), is a three unit course which met, in this case, twice a 

week (Tuesdays and Thursdays) for an hour and 15 minutes (12:30-1:45 

p.m.) each class meeting. There were 32 class sessions including the day of 

the fmal examination. The day of the final examination was treated as 

another class session. No written examination was given. The class met in 

two rooms which are across the hall from each other. In an optimal class 

session, the class would meet in the larger of the two rooms and move into 

the smaller of the rooms as the need for space demanded. University 

constraints limited the use of the second room. I had office hours before 

class on Tuesday, and after class on Thursday, and was available for 

appointments as was necessary. 

The course is required for those enrolled in the elementary teacher 

education program. Students can take the course during any semester in 

which they are enrolled in the College of Education, but must take the 

course prior to beginning their student teaching. Most students take the 

course sometime prior to beginning their "block" (which consists of their 
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Reading, Language Arts, Science, Social Studies and Math methods courses 

which are taken concurrently). This means that the composition of the 

course is varied in tenns of the experiences students have had in the College 

of Education and in classrooms. For some students, this is one of the first 

courses they take in the College of Education, for others it is one of the last 

they will take before their "block." It also means that some students may 

have already had field experiences in one of their Teaching and Teacher 

Education courses (e.g., TTE 300, Classroom Practices and Processes), 

some may be taking the course concurrently with LRC 480 (Children's 

Literature in the Classroom) and thus be obselVing in classrooms once a 

week, and some have yet to take the course and thus have not spent any 

time in classrooms (outside of personal experiences) while enrolled in the 

College of Education. 

The course syllabus (Appendix A) states the beliefs upon which the 

course was based during the semester under study. I have excerpted my 

statement of course intent and beliefs about learning from the syllabus in 

order that the reader might have a sense of the beliefs from which I 

organized class events at that time. These beliefs were foundational to my 

"theory of the content" for children's literature during the semester which 

selVed as the basis for this story. 

Course Intent: The purpose of this course is to provide students with 
opportunities to explore the breadth and depth of literature for 
children. These opportunities will selVe as a foundation for the use of 
literature in classrooms. To that end, the focus of this course will be 
the reading and examining of children's books. 
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The intent of the course was to provide students with a wide range of 

knowledge and experiences with children's literature. The intent of the 

course was not to teach students how to teach children's literature which 

was what some students expected the course to be structured around. These 

cross purposes resulted in issues which were raised in the development of 

my "theory of the content" for children's literature. 

The course is based upon six beliefs about learning: 
1. Learnin2 is an active, personal process. As we immerse 
ourselves in hundreds of children's books we will explore our own 
responses to text using various fonns of response (written, verbal, 
artistic, musical etc.)" 

This was the most important aspect of my beliefs. The personal 

nature of learning is an idea which is foreign to most students. For so long 

they have been learning as others have told them to, searching for that 

illusive "right answer," that when faced with an instructor who told them 

she couldn't tell them how to go about learning something and that there 

were no right answers, they were initially resistent. They demanded that I 

"tell them how" to respond to something. This struggle played a large role 

in the creation of my story for the semester under study. 

2. Learnin2 is a social process in collaboration with others. Using 
each other, we will explore our own responses to the books we read. 
This will be accomplished in small groups, in pairs, and as a class. By 
sharing with each other our understandings, we are able to expand 
upon our own perceptions. 

3. Learnin2 inyolyes takin2 risks and supportin2 others in their 
explorations, We will act as a support system for each other as we 
learn about children's literature and its uses in classrooms. Exploring 
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any new field requires a great deal of support to effectively 
understand the content. We will serve as that support for each other." 

Taking risks, and feeling secure in the knowledge that your risk 

taking will not come back to haunt you, was something the students 

struggled with in the first part of the semester. 

Building the sense of community needed for students to be risk takers 

is time consuming and initially, the lack of community hinders the learning 

process. Only time and continual demonstrations of accepting all 

contributions facilitates the building of community. This was demonstrated 

in the story of this course and will be more fully discussed in the fourth 

chapter. 

4. Choice allows learners to connect to their personal experiences 
and feel ownership in the learnine process. In this course we will 
have choice over what we read, how we respond and the focus of the 
small group and individual projects. Our choices will reflect our 
personal experiences and individual needs and experiences as 
teachers. 

Offering students choices in their learning is of key importance to 

me. As a learner I never felt I had any choices to make in my learning, 

other than whether or not to do as the instructor asked (which many times I 

chose not to do). In developing my "theory of the content," choice 

remained an important issue for me. 

5. Learnine occurs when we make connections to our own 
experjences. We will respond to literature by exploring our personal 
responses rather than according to a specific literary interpretation. 

My own experiences as an undergraduate had convinced me that I 

had nothing to offer in regard to my own life experiences. I was rooted in 
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searching for someone else's interpretation. A crucial part of my "theory of 

the content" for this course is the belief that personal response to literature 

is always the most powerful response. Other people's responses may be 

interesting and infomrative to one's own response, but one's own response is 

the most important. 

6. Learning is reflective as well as active. We will have 
opportunities to reflect upon the infonnation encountered in class and 
obselVed in schools. Reflection upon what we have learned and want 
to learn is a key to actively taking responsibility for one's own 
learning process. 

Taking resposibility for one's own learning is perhaps the hardest 

thing I asked students to do. And yet, it is, I believe, the most powerful 

lesson I can teach. Doing something for themselves instead of for the 

instructor, or for the grade taught the students who have been learning for 

something or someone else, the power of self-motivated learning. 

As stated in the course intent, the focus of this course is the reading 
and exploring of children's literature. My focus as the instructor is to 
facilitate that reading and exploration, but the responsibility for what 
you learn and how much you learn lies with you. Strategies for using 
literature in the classroom will be experienced as we explore 
literature but are not the focus of the class. 

This statement best describes the role I see myself as playing in this 

particular course and the manner in which I view the content. It is, in a 

nutshell, my "theory of the content." 

The Characters 

The main characters in this study were myself, as the teacher 

educator, and the 27 pre-selVice undergraduate and post baccalaureate 
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teachers who were enrolled in the course I taught. My colleagues in the 

Department of Language, Reading and Culture, as well as the members of 

my dissertation committee served as supporting characters in this story. In 

addition, a number of people outside of the College appear as minor 

characters. These characters constitute the influence on me from working 

relationships in the public schools, past teaching relationships and 

relationships with colleagues who had since left the University. 

The Teacher Educator 

As the teacher educator, I was a 32-year-old (at the time the study 

began) white female, who had taught this course for two semesters prior to 

the data collection. I had also team-taught in "the block" for one semester 

(the reading, language arts and social studies sections) and had supervised 

student teachers for a year. 

Prior to beginning my doctorate, I had taught in the public schools for 

eight years. I spent four years in Colorado, where I did my teacher 

education training in a Master of Arts in Teaching program, subsequent to 

having earned a Bachelor's Degree in English from a small liberal arts 

college. My teaching in Colorado included a semester of student teaching 

in fifth grade and a semester internship teaching first grade in a large urban 

center, and three years teaching first grade in a rural mining town in the 

western part of the state. I then moved to Los Angeles and taught in an 

inner-city school for four years, teaching a bilingual first and second grade 

class, a bilingual fourth and fifth grade class, a bilingual fifth and sixth 
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Angeles, I earned a Master of Arts Degree in Educational Administration. 
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While my formal schooling in teaching began in my Master of Arts in 

Teaching Program, it could be said that I began my "apprenticeship of 

obseIVation" (Lortie, 1975) at birth. Both my parents are educators, with 

advanced degrees in education. My mother was a business education 

teacher at the college level prior to her marriage, and my father was a 

secondary social studies teacher prior to completing his Ph. D. in Education. 

During and after completing his degree he was an assistant professor, an 

administrator of the university laboratory school, and finally a high school 

principal and district administrator. Some of my most vivid early childhood 

memories focus around being able to go to school and my parents' social 

relationship with the principal of the elementary school I would attend. I 

grew up around teachers, administrators and students. My mother still has 

stories I wrote in second grade about my becoming a teacher. While I 

believe it is quite common for young girls of my generation to aspire to 

teaching as a career, as career choices opened up for me and others of my 

generation, I never really considered doing anything but teaching. 

The Students 

Twenty-seven students were registered for and completed the Fall, 

1992 semester of LRC 480, section 2. There were 21 women and 6 men. 

Their ages ranged from 20 years of age to over 50. There were 4 students 

who were enrolled in the certification program (post-baccalaureate 

program), 1 student enrolled in the College of Fine Arts, and 22 students 
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fmishing a Bachelor of Arts in Education. Of those 22, 5 were classified as 

juniors (56- 86 units) and 18 were classified as seniors (more than 87 units). 

Twenty-five students were Caucasian, one was African American, and one 

was Hispanic. Three students had children living at home and one had 

grown children. (See Table I for a demographic summary of the students.) 

My Colleagues from the College of Education 

While I interacted with many individuals within the College of 

Education during the semester of the study, many of whom influenced my 

thinking about my teaching, three colleagues had major impacts on my 

thinking about the course and the manner in which I taught the course. 

These three colleagues were the instructors of the other sections of 

LRC 480. We met weekly during the semester to plan together and discuss 

what was taking place in our classes. This group of four women served as a 

support group for each other. The group consisted of myself and two other 

doctoral students, each teaching a group of undergraduates; and an assistant 

professor in the Department of Language, Reading and Culture, who served 

as our mentor and supervisor and who was teaching the graduate level 

equivalent course (LRC 580). 

Cyndi Giorgis 

Cyndi was a third year doctoral student in the Department of 

Language, Reading and Culture. Her minor was in Library Science. This 

was the first semester she was teaching the course. She had been an 

elementary school teacher for 11 years before earning her Master's of 
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Library Science at the University of Arizona. Subsequent to earning her 

M.L.S. she obtained a position as a school librarian in an elementary school 

in the Northeast. After a year she returned the University and enrolled in 

the doctoral program in LRC, as there was no doctoral program in Library 

Science. During Fall, 1992, she was also working part-time for a school 

district as a school librarian and part-time for an educational foundation on 

a library grant she had helped develop the year before. 

Janelle Mathis 

Janelle was a second year doctoral student in Language, Reading and 

Culture, teaching this course for the first time. Her minor was in Teaching 

and Teacher Education. Janelle was asked to teach this course two weeks 

before the start of Fall, 1992, semester as the pre-registration for the LRC 

480 courses was quite large. She had taught English! Language Arts in 

middle school settings for five years, and had been a substitute teacher 

- while her family was stationed overseas with the military. Upon returning 

to the United States, Janelle enrolled in the University to obtain her Master's 

Degree. After finishing her Master of Arts in Reading, Janelle decided to 

continue on and earn her Ph. D. During the Fall, 1992, semester she was 

also working as a research associate for TEEM (Tucson Early Education 

Model) Follow Through Project. 

Kathy Short 

Kathy was an assistant professor starting her fourth year at the 

University in the Fall, 1992, semester. Her area of specialization was 
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Children's Literature and thus she selVed as the faculty supeIVisor and 

mentor to those graduate students who taught LRC 480. She had taught an 

assortment of subjects related to elementary education at a small liberal arts 

college in the mid-West prior to moving to the University. She had done a 

post-doctoral fellowship at Ohio State University with Charlotte Huck and 

had been trained as a teacher leader in "Reading Recovery." Before 

teaching at the college level she had taught first grade and "remedial 

reading, K-6" for five years in the mid-West. During the Fall, 1992, 

semester she was teaching the graduate level equivalent course to LRC 480, 

LRC 580. She was also teaching a course on Literature Discussion Groups. 

At the time, she was selVing as the chairperson for Janelle's, Cyndi's and my 

doctoral committees. 

Data Sources and Collection 

Data for this study were collected from a number of sources. The 

data fall into two large categories: primary sources and secondary sources. 

The primary sources of data for this study are defined sources of data which 

emanated directly from my teaching of the course. Secondary sources of 

data are sources which were indirectly related to my teaching of the course. 

These sources include both written documents and oral transcriptions. 

Primary Written Resources 

The two major written sources were two journals kept by me during 

the entire length of the study. The first journal was a reflective journal. 

This journal was kept subsequent to each class session. The second journal 
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was a stimulated-recall journal. Journal entries were written following the 

class session, and were written in response to the audio-tapes of each class 

session. (See Appendix B for an example of a reflective entry and a 

stimulated-recall entry for the same day.) 

PrimaQ' Audio Sources 

The primary audio sources were audio-tapes of each of the 32 class 

sessions. In addition, it was decided that video-tapes of some of the final 

class sessions might be instructive for analysis. The final three sessions 

prior to the final examination were video-taped (Days 29, 30, and 31). 

Secondaty Sources 

Data were collected from other sources. These sources were 

considered to be secondary sources because they were used to corroborate 

the analysis of the primary sources, but were not the sources from which 

initial analysis was taken. In other words, secondary sources of data infonn 

the study but do not constitute the study itself. Secondary sources of data 

are listed below: 

1. Audio-taped discussions held weekly between teacher educators 

teaching the same course (LRC 480) regarding course planning and 

expectations, 

2. Course syllabi and handouts from the course, 

3. Notes written by me for the planning of class sessions, 

4. Interactive journals kept by students enrolled in the course, 
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5. Pre-service teachers' written responses to midterm self-evaluation, 

fmal self evaluation, and final class evaluation, and 

6. All administrative (departmental and University) paperwork. 

Description of the Data and Their Collection 

Data collection for this story began by approaching those instructors 

assigned to teach LRC 480 in the Fall, 1992. Initially, Kathy and Cyndi 

agreed to having the weekly planning sessions audio-taped. Janelle was 

approached regarding participation in the study when she was asked to 

teach another section of the course that Fall. Students enrolled in LRC 480, 

section 2 were informed of the study the first day of the course, but were not 

asked to give their permission for use of their work until after the fmal 

grades were posted at the end of the semester. 

Description and Collection of Primary Data Sources 

The Reflective Journal (Personal Reflections Following Each 

of My Class Sessions) 

This source of data (termed the reflective journal) served as a primary 

source for my thinking about my course. Subsequent to each class session, 

I wrote my reflections regarding what happened in class, my feelings about 

the session and my problems and successes. Issues such as planning, 

management and interaction were examined. Initially, the journal was kept 

in a notebook at the university. At first, I attempted to write in it 

immediately following the class session. After the first four class sessions, 

however, I realized that I was too easily distracted when writing in my 
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office and decided to wait until I returned home in the evening to write the 

journal. The journal was then kept on my personal computer with a hard 

copy kept in my data set. I found that writing the journal on my computer, 

away from the distractions of the University, facilitated the reflective 

process, and that my entries became more elaborate. 

The journal was based solely on my recollection of events in the 

class. At no time during the study did I re-read my journal prior to listening 

to the class audio-tape or listen to the audio-tape prior to writing in the 

journal. This journal consisted of only those events which struck me as 

important based only on my memory. 

Stimulated-Recall Journal (Responses to Stimulated-Recall 

from Audio-Taped Class Sessions) 

The tapes of each class session served as stimulated-recall devices for 

the second of the reflective journals. The stimulated-recall journal was 

written on the morning following the class session. I listened to each tape 

until something struck me which I felt was pertinent or important. I would 

then stop the tape and comment and reflect upon that section of the tape. I 

then continued listening until something else I felt was important occurred 

and I would again stop the tape and write about it. I also noted in the 

journal parts of the class sessions which I felt were particularly important 

for transcription later. By listening to the tape of the class session I was 

able to reconstruct class events and to reflect upon what I heard actually 

happening in class. I was able to listen to an interaction and recall why the 

topic had come up, and why I had responded in the manner in which I did, 
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interaction occurred in the manner it did. 

Description and Collection of Secondary Sources 

Audio-taped Discussions Held Weekly Between Instructors 

Regarding Course Planning and Expectations 
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This data source served as a central and important source of 

information for confmning my thinking about what was happening in my 

class. Through discussion and planning, the ways in which I thought about 

students, content, and teaching emerged. These discussions impacted the 

manner in which I went about the teaching of the course. As stated 

previously, as a part of this course the teacher educators met weekly to 

coordinate and discuss classroom events. These discussions were audio

taped. Initially, these planning sessions were transcribed in their entirety. 

As the object of the study shifted to an ethnography focused solely on me, 

only the portions of the audio-tapes which were pertinent to the analysis of 

the other data were transcribed. 

Student Work 

As stated earlier, permission to use student written and oral work 

was obtained subsequent to the filing of the grade report at the end of the 

semester. The first day of class I informed students of my study. I made it 

clear to students that I was not studying them, but studying myself as a 

teacher educator. I explained that they would have an opportunity to decide 

at the end of the semester whether or not they wished to give me permission 
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to use whatever incidental data I collected from them. During the final 

examination period, after the final exit interviews, I asked each student to 

sign a fonn which allowed me to use their written or oral participation in 

class has a part of my dissertation (see Appendix C). The fonn allowed 

them to give or withhold permission to use their work, and also gave them 

an opportunity to withhold the use of their names by allowing them to 

choose a pseudonym. I explained the fonn, passed out both the forms and 

envelopes for them to seal the forms. I asked them to put their names on the 

outside, and asked a student to collect the envelopes, mark off each name to 

be sure she had fonns from all students and put all envelopes in a large 

manila envelope which she took to Kathy Short. Kathy then gave me the 

forms after grade reports were turned in. Of the 27 students completing the 

course, 26 of them gave their pennission to have their work used as a part of 

the dissertation. 

Preservice teachers' interactive journals from my class. Students 

were asked to write weekly in group journals. These journals focused on a 

broad range of topics. They included issues related to: the class, other 

classes, experiences with children at work and during their field 

observations, their weekends, and movies they had seen. The journal 

served as a support system for each group. 

These journals served as evidence of how my teaching was viewed by 

my students. Student reactions and written discussion of events in the 

classroom substantiated my stated goals for my students. The journals also 

documented how the content was presented and explored. These journals 
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served as a way for me to interact with my students and, thus they affected 

my thinking and teaching. The journals provided a means to document the 

ways in which I interacted with students and also as confirming evidence 

for the two journals I kept for myself. 

Pre-service teachers' written responses to mid-term self-evaluation. 

fmal evaluation. and final class evaluation. Students were asked to reflect 

on their progress and set goals at the mid-point in the semester. This served 

as a "mid-term exam" and allowed me to respond to issues they raised and 

to address problems which had come up during the semester. These "mid

terms" and my responses to them form a large data corpus which serves as 

foundational corroborating data to my response journal and the stimulated

response journal data. 

Students also were asked to reflect on their final experiences in the 

course. While these reflections were important in regards to how I went 

about teaching the course the following semester, they are of lesser 

importance to the study than are the mid-tenn reflections. 

These documents allowed me to gauge how the class went and 

whether or not my stated goals for the class and my students were met. 

From them I made adjustments to the content and the teaching of the 

content as I thought were necessary. 

Paperwork. Course Syllabi. Class Notes. and Miscellaneous Responses 

These sources of information were concrete artifacts which either 

shaped my planning (e. g., announcements from departments, fonns to be 
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filled out) or demonstrated in writing the knowledge I held about the 

content and the pedagogical implications of what I was doing (e.g., course 

syllabi, written responses to students' inquiry). (See Appendix A for course 

syllabus.) 

University. College. and Departmental Documents 

During the study all documents which were received by me were kept 

for analysis at the end of the study. This paperwork was collected and filed 

on a weekly basis. It includes memos from the registrar concerning 

enrollment, the weekly up-dates from the Dean's office, inter-department 

memos regarding everything from scheduled speakers to using the copying 

machine and phone messages. 

Data Analysis 

Preliminary Analysis 

Yin (1989) suggests that the analysis of case study evidence should 

begin with the development of a "general analytic strategy" (p. 106). He 

states, "The role of the general strategy is to help an investigator to choose 

among different techniques and to complete the analytic phases of the 

research successfully" (p. 106). He continues by stating that 

... The first and more preferred strategy is to follow the theoretical 
propositions that led to the case study. The original objectives and 
design of the case study presumably were based on such propositions, 
which in tum reflected a set of research questions, review of the 
literature and new insights. (Yin, 1989, p. 106) 
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Description of the Analytic Framework 

To that end, the analysis of the case evidence in this study began with 

a review of the propositions upon which the study was based. These were 

that a teacher educator's philosophical understandings of teaching and 

learning and the knowledge she holds about teaching and learning are 

inextricably tied to the manner in which she goes about teaching her content 

to pre-service teachers and, that the manner in which she teaches her 

content has pedagogical implications for her students both as students in her 

classroom in the present and as teachers of children in the future. 

Initial Analysis 

The initial analysis of the data began with the writing of the teacher 

educator's story. This piece of narrative served as the framework in which 

all the subsequent data analyses are embedded. In order to understand each 

specific analysis, it was imperative that the reader be aware of the larger 

context from which the data was derived. It is only within the context of the 

story that any meaning can be made. 

The narrative, which constitutes Chapter 3 of this work, was written 

as any autobiographic work is, from reflection and from interaction and 

discussion with others. The story is mine, based on my interpretation of the 

events. It is unsubstantiated to the degree that it is reflective except as 

incidental artifacts lend credence to the story. 

The story begins with a general overview of my life experiences, all 

based on recall. As the story moves into the more detailed time period 

under study, the post -class reflective journal and stimulated-recall journal 



were used to "jog" my memory as to the exact order of events. However, 

the story was still written from my perception and no confirmation of the 

accuracy of the narrative was sought. It is my story. 

Unit of Analysis 
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With my story written, I began the second level of analysis by 

reviewing the post-class reflective journal and the stimulated-response 

journal in detail. I reasoned that by using these data I would be able to 

reconstruct accurately the events which occurred in my classroom during 

the semester under study. This detailed reconstruction would then facilitate 

the analysis of the content and teaching implications of my philosophical 

beliefs about learning and teaching for my own teaching. 

Reading through each journal, I was struck by the fact that within a 

semester of teaching the content of children's literature to pre-service 

teachers (32 class sessions) there were some days which were qualitatively 

different from other days. As I read, I was impressed by phrases which 

summarized the day in value-laden language. Phrases such as "a frustrating 

day," "felt much better about class today," and "class went well today," 

indicated to me that I intuitively felt differently about class sessions during 

the study. 

I reasoned that this difference in days was perhaps related to issues of 

content and teaching which were present during the class session on any 

given day. In an attempt to understand why some days were qualitatively 

different than other days and what the implications of those fmdings might 
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be for teacher educators and their students, I chose to use "day" as the unit 

of analysis for this study. 

"Day" Defined 

For purposes of this study a day is defined as the calendar date 

associated with each class session. For example, August 20, 1992 is the 

first day of the study. The one hour and 15 minute time period from 12:30 

p.m. to 1 :45 p.m. was the base used for the analysis. Contributing factors 

such as time spent planning and organizing materials were analyzed as part 

of each day even if such planning and organizing occurred on a date other 

than the day in question. For example, a great amount of planning and 

organizing occurred prior to August 20, 1992. However, for purposes of the 

study, that planning and organizing is all included in the analysis for the 

date August 20, 1992. This was true for all 32 days analyzed for the study. 

Thus, only days upon which the course was taught were used for analysis. 

Planning for the course in general, for example organizing the 

syllabus and reading materials, is not specifically accounted for in the 

analysis, except to the extent that it affects individual days. Thus, for 

example, the decision to change the timing of the library exercise from later 

in the semester to earlier in the semester is accounted for on the day when 

this change had implications for the class, in this case, Day 6. 

Development of the Description Cards and Data Cards 

Based on my observation that there were qualitative differences in the 

class sessions, I reviewed the post-class reflective journal entries and the 
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stimulated-recall journal entries with the intent of combining the two to 

form a general "overview" of the day. These overviews were written to 

describe class topics, tasks, and infonnation pertinent to understanding the 

"tone" or general feeling of the class based on my descriptions of the day in 

both journals. At times the overviews used phrases directly from the 

journals, however, more often than not, the overviews were written in more 

generally descriptive language. The overviews were then printed on 5x8 

cards, labeled with the date of the class session, its number chronologically 

(1-32) and the day of the week upon which it fell (Tuesday or Thursday). 

These cards were used for sorting. 

The results of the sorting were recorded on separate data cards for 

each day. These cards were 3x5 cards with the date, day number and day of 

the week written on them. As the description cards were sorted, the 

categories the cards fell into were recorded on the separate data card. The 

data cards and the infonnation on them were kept separate from the 

description cards in order not to influence me during subsequent sorts. The 

results of each sort were also graphed chronologically to illuminate any 

patterns which might emerge over time. 

Description of the Sorting Process 

Initial Sort 

The cards were sorted initially for overall "tone" of the class session. 

The criteria used for this sort was my sense of whether or not the day 

represented a fairly typical day, a day which went particularly well, or a day 

when there were some over-arching issues or problems that made the tone 
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of the class for the day problematic. The constructs held by the researcher 

during the initial sort were "great day," "typical day," "problematic day." 

"Great" day. "typical" day. and "problematic" day defmed. Initially, 

the two extreme categories emerged: "problematic" and "great." The 

"typical" category was used in an attempt to keep the sorting as holistic as 

possible. There was a temptation to break down the days into more 

categories. However, I reasoned that if I were to do that I would eventually 

have to break the days into 32 individual categories, as each day is, to some 

extent, qualitatively different from the others. The label "typical" seIVed as 

a nomenclature for everything that was not extremely problematic or great. 

A "typical day" was one in which data from the journals indicated 

that there were no particular problems or interruptions to the planned day-

everything went as planned with only a few minor changes or issues. 

Within the journals there was no indication that anything out of the ordinary 

had occurred and no particular phrase was used to single out the day as 

exceptional in any manner. 

A "great day" was one in which the data from the journals indicated 

that everything went extremely well. These were days which were singled 

out during reflection or stimulated-recall as days which were exceptional. 

Phrases such as "class went very well today" (Day 8, reflective journal) 

(Day 11, reflective journal), "Class today was well organized and ran very 

smoothly" (Day 14, reflective journal), "I felt as if the day was particularly 

powerful. ... " (Day 25, reflective journal) were used as justification of the 

"great day" label. 
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"Problematic days" were indicated in the same manner. Phrases such 

as: "Today felt very unorganized" (Day 5, reflective journal); "I got 

involved in a discussion about censorship which I had not planned but 

which ended up taking most of the class session" (Day 13, reflective 

journal); "Today was one of those days that you look forward to and dread 

at the same time" (Day 19, reflective journal); "I feel strangely about how 

today went" (Day 20, reflective journal) were used to indicate days which 

were "problematic.". 

Sorting for "tone". The cards were initially sorted for "general tone 

of the day" on three separate occasions over a three day period, with at least 

18 hours passing between each sort. The results from each sort were 

recorded on both the data cards and graphs using a different color ink on 

each occasion. The cards were sorted three times to establish consistency 

within the sorting process and to identify particularly salient days for 

analysis. The operating theory behind this approach to sorting the cards 

was that should a day be sorted consistently within one category it most 

likely belonged within that category and would be used to develop a 

composite "typical, great or problematic" day. On the other hand, I 

theorized that cards which consistently were sorted into different categories 

would perhaps illuminate issues particularly troublesome to me as a teacher 

educator. As will be seen in the reporting of the analysis, this theory was 

only partially successful. 
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Reliability Sort for General "Tone" 

In order to establish a certain degree of confidence in the sorting 

process, Cyndi Giorgis was asked to sort the day cards for general tone. I 

asked her to do the sort because she was familiar with the context of the 

study and had taught the course herself. She was given written instructions 

and the above definitions (without the days identified) and asked to sort the 

cards into the three categories. I then compared her sorts with those I had 

done in order to establish a level of confidence about my own sorting 

process. 

Analytic Sort 

The second level of sorting consisted of sorting the day cards by 

major categories. These categories emerged from a review of the 

professional literature and data. They were developed by reflecting on the 

philosophical propositions underpinning the study, by reviewing days with 

which I had trouble sorting for general tone and by discussing the study 

with others. Merriam (1988) states: 

Devising categories is largely an intuitive process, but it is also 
systematic and informed by the study's purpose, the investigator's 
orientation and knowledge, and "the constructs made explicit by the 
participants of the study." (p. 133, in Goetz & LeCompte, 1984, p. 
191) 

For example, by reviewing the philosophical propositions underpinning the 

study--the relationship between content and teaching--the categories which 

emerged were the content on which I focused during each class session, the 

manner in which I went about teaching the content, and other outside 



71 

factors which might influence the events of the day. In discussing the study 

with others, the category of "transitions" emerged as a possible issue. In 

reviewing days which I had trouble sorting, I was able to narrow the 

categories as particular categories emerged. 

The categories. As categories emerged which were salient to one 

particular day or days, all days were sorted for those categories. Thus as 

categories emerged they were run through the entire data corpus to establish 

any patterns among days. The categories for which the data were 

specifically sorted were: the content focus of the class sessions, the tasks 

and student involvement associated with each class session, the teacher 

educator's involvement with each class session and the degree to which 

issues from outside of the class context affected the class session. Within 

those general categories were sub-categories which will be delineated 

below. Table 2 lists the analytic categories and their sub-categories and the 

constructs held by me during the analytic sorts. 

Sorting for content. In reading through the journal entries it was 

apparent that some days were more heavily focused on children's books 

than were others. So too, there were days during which the class focused on 

the use of children's books rather than on the books themselves. Finally, 

there were a few days during which the focus of the class was on the class 

itself. Therefore, categories for the specific sorts examining content were: 

focus on the content of children's literature, focus on the strategies of 

teaching using children's literature, and focus on the organizational structure 



Table 2 

Analytic Sort Categories and Constructs 

Analytic Sort 

Content 

Issues 

Focus on Ch1ldren's 
L1terature: The extent to 
which the focus of the class 
period was on actual 
children's books. 

Focus on Strateg1es of 
Teach1ng Chl1dren's 
L1terature: The extent to 
which the focus of the class 
period was on the strategies 
used to teach using children's 
literature 

Focus on Organ1zatlonal 
Issues for LRC 480: The 
extent to which the focus of 
the class period was on 
organization, evaluation or 
clarification of the LRC 480 
course 

Rank 1 

Total focus on 
children's literature, 
little discussion of 
issues other than 
books 

Major focus on 
teaching strategies 
for using children's 
literature, discussion 
was classroom focused 

Major discussion of 
issues related to the 
LRC 480 course 

Rank 2 

Major focus on 
children's literature, 
some discussion of 
issues other than 
books 

Partial focus on 
teaching strategies 
some discussion of 
using children's 
literature in 
classrooms 

Minor discussion of 
issues re lated to the 
LRC 480 course 

Rank 3 

Partial focus on 
children's literature, 
little discussion of 
books, discussion 
focused on other issues 

No focus on teaching 
strategies, little or no 
discussion of using 
children's literature 
in classrooms 

Announcements Only 

(table continues) 

-..J 
tv 



Analytic Sort Issues Rank 1 

For Teaching Degree of General High Involvement, 
Issues Student Involvement: The Students ran the class 

degree to which students session, or actively 
were involved in the class participated in class 
per10d by produc1ng an 

art1fact or 
presentation 

Degree of Spec1f1c Students produced a 
Student Involvement: The tang1ble object or 
degree to wh1ch students engaged 1n extensive 
were requ1red to product an handllng of books 
artifact dur1ng each class 
session 

Trans1t1ons: The number of 
times the focus or activity 
changed dur1ng anyone class 
period 

For Issues Teacher Educator's Very comfortable with 
Re lated to the General Comfort: The all aspects of the class 
Teacher level of comfort I had w1th period 
Educator each class session 

Rank 2 

Partial Involvement, 
Teacher and students 
shared class time, 
students mayor may 
not have made 
presentations, 
d1scussion was student 
lead 

Students engages 1n 
extensive discuss1on, 
or handling or books, 
students lead 
discussion 

Comfortable with most 
aspects of the class 
seSSion 

Rank 3 

Minimal Involvement, 
Teacher ran class 
period, little 
opportunity for 
student involvement, 
teacher lead discussion 

Students engaged in 
m1n1mal1nteraction 
with books, and each 
other, teacher lead 
discuss10n 

Uncomfortable with 
most aspects of the 
class seSSion 

(tab le continues) 
-...J 
Vol 



Analytic Sort Issues 

Teacher Educator's 
Comfort w1th the Class 
Content: The level of 
comfort I felt regarding my 
know ledge and preparedness 
to teach the content for each 
class session 

Plann1ng: The nature of the 
planning done prior to each 
class period 

Execut10n of Plans: The 
level to which "alternate 
vectors" were allowed to 
influence the set plans for 
each class period 

Outs1de Influences: The 
impact influences outside of 
the class had on each class 
session 

Rank 1 Rank 2 

Very comfortable with Somewhat comfortable 
the major content with the content being 
being covered covered 

Extensive pre-class Typical planning 
planning requiring requ1r1ng the sett1ng 
note-taking, library of a schedule, review 
work, and extra study of the material being 
and preparation above covered, and pulling of 
and beyond typical books 
planning 

Plans flowed Tension between plans 
smoothly, no alternate and alternate vectors, 
vector but plans prevailed 

Little or no influence Some influence from 
from outside the class outside the class 
context context 

Rank 3 

Uncomfortable with 
the content being 
covered 

Minimal planning 
requ1r1ng sett1ng the 
schedule, little review 
of materials and little 
or no pUlling of books 

Alternate vectors took 
over 

Major influence from 
outside the class 
context 

'-l 
.J::o. 
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of the LRC 480 course. These sorts attempted to illuminate patterns among 

and between identified "day tones" and particular foci in the class sessions. 

This analysis examined on the role that the content of the course played in 

the development of the course in general. 

During the sort for focus on the content of children's literature, I 

sorted for the level to which children's literature (as defined by actual 

books) was the focus of the class session. The constructs used to sort the 

cards were: (a) total focus on children's literature, little discussion of issues 

other than books; (b) major focus on children's literature, some discussion 

of issues other than books; (c) partial focus on children's literature, little 

discussion of books, discussion focused on other issues. 

During the sort for focus on strategies of teaching children's literature 

and teaching in general, I sorted for the level to which teaching strategies 

were the focus of the class session. The constructs used to sort the cards 

were: (a) major focus on teaching strategies, strategies for using children's 

literature, discussion was classroom focused; (b) partial focus on teaching 

strategies, some discussion of using children's literature in classrooms; (c) 

no focus on teaching strategies, little or no discussion of using children's 

literature in classrooms. 

During the sort for organizational categories for the LRC 480 course 

itself, I sorted for the level to which organization, evaluation and 

clarification of the LRC 480 course were the focus of the course. The 

constructs used to sort the cards were: (a) major discussion of issues related 

to the LRC 480 course, (b) minor discussion of issues related to the LRC 

480 course, (c) announcements only. 
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Sorting for student involvement and activities. In reading through the 

journal entries it was apparent that the ways in which students were 

organized and the things they were asked to do affected the way the day 

went. Based upon an examination of the journals and discussion with 

colleagues, I developed categories which focused on student involvement, 

activities they were to complete and the organizational flow of the class 

period. The categories for the specific sorts examining issues of teaching 

were: the degree to which students were involved in the class session, what 

they were asked to do, and the number of topics they were asked to engage 

in during a class period (transitions). This analysis examined the role that 

teaching choices played in the execution of the course. 

During the sort for general student involvement I sorted for the level 

to which students were involved in the class session. The constructs used to 

sort the cards were: (a) high involvement, students ran the class session, or 

actively participated in class by producing an artifact or presentation; (b) 

partial involvement, teacher and students shared class time, students mayor 

may not have made presentations, but student-lead discussion was present; 

(c) minimal involvement on the part of the students, teacher ran class 

session, little opportunity for student involvement, teacher lead discussion. 

During the sort for specific student involvement I sorted for the level 

to which students were required to "produce" an artifact during a class 

session. The constructs used to sort the cards were: (a) students produced a 

tangible object such as a piece of writing, a chart, or engaged heavily in the 

examination (handling) of books; (b) students engaged in extensive 
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discussion, extensive handling of books, students lead discussion; (c) 

students engaged in minimal interaction with books and each other, teacher 

lead discussion. 

During the sort for transitions I counted the number of times we 

changed activities or focus during a class session. Cards were marked with 

the number of transitions during each class session. 

Sorting for teacher educator's involvement. In reading through the 

journal entries it was apparent that some of my own issues as a human 

being, a teacher, a teacher educator and a student affected the way in which 

individual days were enacted. The categories for the specific sorts related 

to the teacher educator regarding my integration of content and teaching 

were: the general level of comfort I had with each class session, the level of 

comfort I had with the content being covered during each class session, the 

amount of planning which went into each class session, and the way in 

which the plans were executed. This group of sorts focused on the role of 

the teacher educator in implementing both content and teaching to create the 

experienced curriculum for the students in the course. 

During the sort for general comfort I rated the level at which I was 

comfortable with the class session based on my reflections and language 

used during the stimulated-recall. The constructs used to sort the cards 

were: (a) very comfortable and at ease with all aspects of the class session, 

(b) comfortable with most aspects of the class sessions, (c) uncomfortable 

with most aspects of the class sessions. 
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During the sort for comfort with the content covered during each 

class session I rated the level of comfort I felt in tenns of my knowledge 

about the content for the class session. The constructs used to sort the cards 

were: (a) very comfortable with the content being covered; (b) somewhat 

comfortable with the major content being covered, uncomfortable with 

some aspect of the content; (c) uncomfortable with the content being, not an 

area I like to talk about. 

During the sort for amount of planning I rated the level of planning I 

did prior to each class session. The constructs used to sort the cards were: 

(a) extensive pre-class planning, planning required note taking, library 

work and extra study above and beyond the typical planning; (b) typical 

planning, planning required the setting of a schedule, review of the material 

being covered and pulling books; (c) minimal planning, planning involved 

setting schedule, little review of materials, and little or no display of books. 

During the sort for execution I rated the level to which "alternate 

vectors" (Doyle, 1986) took over each class session. The use of the tenn 

alternate vector in this case is different from that intended by Doyle, which 

was to describe the disruption of a teacher's program of action (plans) by 

students' misbehavior. In a similar manner, through my use of the term is 

embedded in an issue of classroom management. However, in this case the 

use of vector describes students' attempts to introduce their own content and 

teaching issues into my program of action and, unlike the negative 

connotation of alternate vector in the classroom management literature, an 

alternate vector in this instance mayor may not be a negative event. The 

constructs used to sort the cards were: (a) plans flowed smoothly, no 



alternate vectors; (b) tension between plans and alternate vectors, but the 

plans prevailed; (c) alternate vectors took over. 

Sorting for outside influences. The category for the specific sort 

examining the impact that influences outside of the class (university 

constraints and personal experiences) had on the teaching of the class was 

the fmal specific analytic sort. 
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During the sort for outside influences I sorted for the level to which 

influences outside of my control affected the class session. Influences 

outside the class context included the copy machine breaking down, a grade 

appeal by a student from the previous semester, illness and personal events 

which affected the course. The constructs used to sort the cards were: (a) 

little or no influence from outside the class context, (b) some influence from 

outside the class context, (c) major influence from outside the class context. 

Graphing the Results 

The results of all sorts were then graphed chronologically for 

comparative purposes. The analytic sorts were also graphed holding 

"general tone" constant. It was from the "tone" graphs that I was able to 

develop the constructs which characterize each type of day. 

Developing the Cases 

Based upon the analytic sorts, I developed illustrative cases focused 

on the constructs "great day," "typical day," and "problematic day." These 

cases constitute the fifth chapter. Each case uses an actual day typifying 
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each construct and focuses on the data which were typical for that particular 

construct and the data which were atypical. It was from the development 

and the description of the constructs that the findings are derived. 

Summary 

This chapter chronicled the collection and analysis of the data from 

cases presented in Chapter 5 were derived. It presented the primary and 

secondary data sources, and the manner in which the data were initially 

analyzed. The initial analysis of the data suggested the use of "day" as the 

unit of analysis for the study. The data were then summarized in the fonn 

of "day description cards" which were sorted for general "tone" of the day. 

From the initial analysis of "day tone," specific analytic categories emerged. 

The entire data corpus was then sorted in respect to the degree to which 

each of the categories was present for each day. 



CHAPTER 3 

THE STORY 

Prelude to the Story 
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They filed in, some alone, some in pairs or groups, found seats and 

sat quietly waiting for the class to begin. There were books on the tables 

around which they were sitting and some began to pick up a book or two 

and browse through them. A sense of anticipation permeated the room. 

Minds collectively thought, "What will this be about? What will I have to 

do?" The story of this class begins here for the 27 students who would 

eventually complete the course, but for me, as the instructor, the story of 

this class begins in the far reaches of my own experiences. 

The Instructor's Story 

It is perhaps safe to say that the story begins with my own love of 

literature, fostered·from birth by those family members around me. While I 

have no memory of learning to read--it was something that I have always 

done and done well--I do remember trips to the library, my grandmother's 

enrollment of our family in the Dr. Seuss Book Club, and my father telling 

stories at the dinner table. And, while I'm sure my grade school teachers 

have a different view of my learning to read, for me it was effortless. 

While I am sure I was always a member of the "highest" reading 

group, I'm not aware of any struggle I had with the "school tasks" of 

reading, and the "other tasks" of reading (those tasks of my own choosing) 
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were my delight. I spent hours reading at night (under the covers with a 

flashlight or by the crack of light coming through the door). I read on 

cross-country trips in the car. I read by the lake. I read in the boat on the 

lake. I read everywhere, and I read everything. I sucked up books as if 

they were my life's blood. I was a constant visitor at the library, knowing 

exactly where favorite collections of books could be found. I was a 

mystery junkie. I read all of Carolyn Haywood, and Beverly Cleary. As I 

got older I re-read books read aloud by teachers--Charlie and the Chocolate 

FactoI}' (Dahl, 1972), Johnny Tremain (Forbes, 1943), Chitty Chitty Bang 

Bang (Fleming, 1965), Stonny. Misty's Foal (Henry, 1963), and my all 

time favorite and most often re-read book, The Mixed-Up Files of Mrs. 

Basil E. Frankweiler (Konigsburg, 1967). I discovered the Bobbs-Merrill 

biographies (Clara Barton and Eleanor Roosevelt were my two favorites). 

Junior High brought on adolescent romance, as well as the "risque" novels 

such as Go Ask Alice (Anonymous, 1971) and Mr. and Mrs. Bo Jo Jones 

(Head, 1967). Junior High also brought on a dislike for fantasy and science 

fiction as I was forced to read The Hobbit (Tolkein, 1937) in seventh grade. 

For whatever reason, I didn't like it. I wouldn't read it and at that point 

decided that all fantasy and science fiction was worthless. I've still never 

finished that book, though I've tried as an adult on several occasions to 

make myself read it. 

And somewhere I crossed the line between adolescent and adult 

novels and never turned back. I had a passion for Historical Fiction and 

Biography along with the in-depth family saga (of the Susan Howatch, 

Barbara Taylor Bradford variety). My employment, at age 16, for an up-



83 

scale bookstore in the area where I lived only fueled my love of reading 

and developed my breadth of literary knowledge, though non-fiction, other 

than biography, was never my choice of reading material for pleasure. 

As I grew older, my school reading became problematic. I did well 

in school. Without much effort I maintained my status on the Honor Roll 

every semester, but school really did interfere with my other interests

mainly reading. School reading consisted of "the classics." "Julius Caesar" 

(Shakespeare, 1623) in tenth grade, The Scarlet Letter (Hawthorne, 1878), 

Catcher in the Rye (Salinger, 1945), and "Macbeth" (Shakespeare, 1606) in 

twelfth grade. All this classical reading truly interfered with my "real" 

reading, though I did manage to sneak in my own interests by doing book 

reports on The Count of Monte Cristo (Dumas, 1902), The Three 

Musketeers (Dumas, 1950), and a couple of Taylor Caldwell novels (all of 

which I had read as a result of seeing the mini-series or movie). 

It was, I suppose, only natural then, that I should major in English in 

college, which was what I eventually did, after much struggle to avoid it. 

Again, the course syllabi interfered with my own reading agenda. I found 

myself struggling to fmish Tum of the Screw (James, 1949) and "J. Alfred 

Prufrock" (Eliot, 1936) when an 18-year-old social life was developing. 

Fortunately, a number of my sorority sisters were also English majors and 

we sort of kept each other on track as we exchanged reading lists for the 

summer. My roommate at the time was a Stephen King fanatic (something 

I could never understand) and I continued on in my journey through 

suspense-mysteries and James Michener. My Norton Anthology of 
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English/American Literature 4th ed. (1979) became the cross I had to bear. 

I yearned for summer when, in good conscience, I could read for pleasure. 

My one respite in this four-year ordeal was a friendship I developed 

with a professor of Education. Whitman (the college I was attending) 

didn't offer an Education major, so the department was sort of the step

child of the College. Three professors toiled to legitimate an endeavor 

scorned by the rest of the community. I had chosen not to get my 

credential through Whitman but to wait until after I was "liberally" 

educated to pursue the professional degree. (A decision which had more to 

do with my father's view of appropriate educational training than with a 

philosophical decision on my part. Anyway, he was paying for it!) 

Nevertheless, I was involved in a tutoring program through the Walla 

Walla Schools and had come into contact with the woman who was 

teaching the elementary education courses. I enrolled in the children's 

literature course she taught but had to withdraw because of employment 

conflicts. However, my two-month enrollment, not to mention the Huck 

text and the 10 books we had bought to read, started my passion for 

children's literature. I subsequently enrolled in an independent study with 

her which focused on the role of the family in literature for children. This 

gave me pennission to gorge myself on children's books (though in 

retrospect it is interesting that all the books I used for the study were 

chapter books). My adult love affair with children's books began in 

earnest. 

With the help of my education mentor, I applied to and was 

accepted in a Master of Arts in Teaching program at another small liberal 
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arts college, this one in Colorado. The curriculum and approach were 

relatively traditional, though the field component for the program was 

revolutionary even by today's standards. From the very first day of our 

program, we were placed in classrooms for half days of observation and 

"mini-teaching." I was fortunate to be placed in a situation where the 

teacher, while very traditional in respect to instruction, read to the kids and 

allowed them time to read to themselves (USSR). The other thing Terry 

(the cooperating teacher) did to promote recreational reading was to 

actively promote the children's enrollment in Scholastic and Troll book 

clubs. By this means she had acquired a fairly substantial classroom 

library. She turned the book clubs (and everything else for that matter) 

over to me, her student teacher, and allowed me to use the bonus points to 

begin my own collection of children's books. This somewhat benign 

approach to literature would serve as a springboard for my own use of 

literature in the classroom. 

Somewhere along my studies I heard someone say that there had 

been a study at Harvard which demonstrated that if all you did was to have 

lots of books in your classroom and let kids read them, they would learn to 

read. (Sort of a "Field of Dreams" approach to literature .... If you have 

the books, they will read them.) I never have found that study, but it 

sounded good, and more importantly, it reinforced for me the issue that was 

always my own problem in school--somebody telling me what I had to 

read. So, as I started off to the wilds of western Colorado for my first 

teaching job, I took my meager classroom library with me and believed that 
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know what? They did. 
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Now, back then I didn't know or wasn't able to separate out the basal 

reading instruction from the free reading and discussion, so we just did 

both. Basal reading instruction for two hours in the morning; free reading, 

oral reading, word play and FUN for an hour or so in the afternoon. I 

suppose it could be said that the basal reading instruction was sort of an 

"inoculation" just to make sure that they "got it." And, as a new teacher, 

since it was expected by my building principal and the second grade 

teachers, I really didn't have much choice. 

Intuitively, I guess, I knew that the more books I could get in my 

room, the more readers I would produce. Through a teacher grant program 

in the district I was able to acquire a set of Caldecott books for the library, 

a set of easy readers for classroom use, and a group of multiple copies for 

use with "better readers" in my first grade classroom (as long as I had 

covered the first grade skills!). Long before I'd heard of Ken Goodman, or 

literature-based reading approaches, I had the feeling that if kids were 

reading "real" books, they'd enjoy it more. 

As I moved on in my career, I guess it could be said that I was in the 

right place at the right time, because things just seemed to come together to 

reinforce my love of literature for children. I moved to Los Angeles on the 

eve of the adoption of the Reading/Language Arts Framework for the State 

of California. In Colorado I had been fortunate to work with a woman who 

had training in writing process and the Bay Area Writing Project. Together 

we tried some process writing and some integration of literature with 
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writing, and as we both moved on we remained supportive of each other's 

explorations. She worked with a woman in Colorado who was establishing 

integrated curriculum classrooms, and I was in a geographic location which 

allowed me access to workshops and stimulation from researchers such as 

Sandra Perl and Lucy Calkins. Combined with the implementation of the 

state's ReadinglLanguage Arts Framework, I was well on my way to 

becoming a whole language teacher, without having ever heard of whole 

language. 

Enter the University of Arizona. Again, circumstances conspired to 

put me in the right place at the right time. I was visiting my brother who 

was working on his Master of Fine Arts at Arizona, when I happened into 

the bookstore on campus and found a book entitled What's Whole in Whole 

Language (Goodman, 1986). Being a thin, little book, and looking highly 

readable, I bought it. You might say that it changed my life. The book put 

into words everything I. understood about kids and learning. It just made 

sense. I filed it away with The Art of Teaching Writing (Calkins, 1986) 

and Writing: Teachers and Students at Work (Graves, 1983). 

While I was in Los Angeles, I completed a degree in Educational 

Administration. My work in the field (Le., vice principal's office) had 

convinced me that I had no desire to become a school administrator, but I 

was interested in curriculum development and perhaps working with 

teachers in the area of language arts and reading. However, I knew I didn't 

know enough about those areas from a research perspective, and so I 

decided that I needed to go back to school to become a "specialist." I have 

always been a great believer in going to the best place possible for learning, 
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so I decided that I would go to either New Hampshire to study with Don 

Graves, Teacher's College to study with Lucy Calkins or to Arizona to 

study with Ken Goodman. I began with Arizona because it was close and I 

had ties to the area. When I met with Ken, I discovered that Teacher's 

College was out because Lucy Calkins was in the wrong department, and I 

really didn't want to spend three years in New Hampshire, so I applied to 

Arizona with the idea that I would learn something about reading from Ken 

Goodman. 

I arrived in Arizona in August, anxious to begin my new job as a 

supervisor of student teachers. Again, circumstances conspired to make my 

experience different from any which had gone before or has come since. 

The year I came to Arizona there was a series of orientations over a three

day period of time through which some very unusual relationships were 

forged. The Teaching and Teacher Education Department sponsored a 

two-day orientation to the supervision of student teachers. I don't think I'll 

ever forget entering the room (335, I think) and taking a seat around a 

series of tables and wondering who these other people were. Well, these 

other people were probably wondering the same thing. We introduced 

ourselves and I discovered that there were four other new doctoral students 

in Language, Reading and Culture (Rick, Charlene, Dan and Gail). We had 

all come from out of state; none of us knew the others or anyone else and 

we were all enrolled in various configurations of classes which made it 

apparent that we were going to spend a great deal of time together. We had 

better all get along. 
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Very quickly 1 discovered that 1 was not only the youngest and the 

least experienced of this group, but 1 also knew the least, at least about 

reading. My fellow students all had Masters degrees in reading, spoke a 

different language than 1 did and (unbeknownst to them) made me feel 

really out of place. Several of them were big whole language advocates 

and because 1 was here to study with Ken, assumed 1 was too. 1 just kept 

my mouth shut. 1 was afraid to open it for fear 1 would embarrass myself, 

or worse, Ken. (She's whose student?) 1 spent the first year of my doctoral 

program in fear of saying something that would be taken by the whole 

language police as evidence that 1 was not truly one of them. (I am only 

sharing this because 1 feel to a great extent that this fear of misrepresenting 

whole language or of "not being one of them" or "being one of them" 

depending on your perspective, has penneated my teaching at the 

University and is at the root of some of the strange behavior 1 sometimes 

feel I exhibit.) 

As 1 became more comfortable in my knowledge and my 

relationships with my advisors, my confidence in my own knowledge of 

classrooms and teaching grew. I did, however, live in fear that someone 

would dredge up a video of my teaching in Los Angeles and, suddenly, I'd 

be out on my ear. Looking back 1 can now see that during my previous 

teaching 1 was trying to do the best I could given the knowledge I had. 

Still, 1 felt that I couldn't have shared my experiences because of the 

"wholey-ier (excuse the pun) than thou" attitude exhibited by my cohorts. 

In jockeying for attention and time with faculty who are already over

committed, to suggest that one's past teaching might not be "up to snuff' 



90 

was not the wisest strategy in my mind. It is only fair to say, though, that at 

no time did a faculty member ever make me feel insecure. 

This might explain why I ended up feeling more comfortable in 

Teaching and Teacher Education. There, the faculty, while just as over

committed in tenns of time to give to graduate students, really didn't care 

about what you had done in your classroom before you got to the 

university, as long as you could put some frame around it. In other words 

the labels of "good" and "bad" teaching had different meanings and as a 

person, one was not judged based on that label. Or, at least that was my 

perception. I'm sure that faculty members in my own department were just 

as tolerant of students' philosophical positions. It was perhaps the graduate 

student co-horts who projected their views of teaching and learning on to 

the faculty members with whom they were working unbeknownst to those 

individuals. 

The view of myself as a teacher of teachers came during the 

American Indian Language Development Institute. There I understood that 

I had something I could offer to adults as learners; not just knowledge that I 

possessed to give to them. I wanted to resist the notion that I had 

knowledge they didn't have. I realized that I had knowledge and 

experiences which were different from theirs and that I could share them. 

As I worked with those teachers and teachers-to-be I became confident that 

what I had to share was of value and that others might see it in the same 

way. 

This confidence continued as I began to work with one teacher from 

the Institute--David Levin. Working with David in his classroom 
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accomplished two things for me. First, it helped me to work through some 

of the pedagogical issues I had been studying but of which I had no 

practical knowledge because of my own teaching in the past. I was allowed 

an opportunity to work these through in a safe, environment where I would 

not be judged except by myself and by David. Second, in working with 

David, I was able to see myself as something other than the fearful student 

among colleagues. Here again I was able to make mistakes without the fear 

of judgment on his part because in essence "we were in this together." It 

was not the adversarial role that doctoral students are placed in at the 

University. It was not "the-any-little-favor-I-get-means-one-you-didn't

get" struggle. We were partners in learning and collaboration. I learned 

about whole language, roles literature can play in a classroom, and teacher 

education all at the same time. 

However, I was not convinced that given the opportunity to work 

with pre-service teachers they wouldn't just up and walk out the door. I 

was able to partially put those fears behind me the semester I taught in the 

"Whole Language Block" at the University. I say partially because while 

there was an atmosphere of shared responsibility, and we all interacted with 

students, the presence of Yetta Goodman as a senior researcher lent an air 

of credibility to the group. I did not imagine that any undergraduate would 

challenge Yetta Goodman when she spoke about language. Still the 

thought of being solely responsible for the content and teaching of a course 

frightened me. 

All of this brings me to the Fall of 1991 when I became the instructor 

for LRC 480, "Children's Literature in the Classroom." I was petrified by 
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the thought of teaching this course. I was convinced that I didn't know 

enough about children's literature as a field of inquiry and I didn't know a 

lot about literature for young children. I couldn't rattle off titles and 

authors of lots of children's books at will. I compared myself to the others 

who were teaching the course and found myself seriously lacking. So, in 

the beginning, I kept my mouth shut and just listened as I worked with the 

others who were teaching the course that semester and who had taught the 

course before. 

The first day of the first class will be a well-remembered-event for 

the rest of my life (see Carter, in press). I was nervous. The class was 

scheduled to be in room 333, but we had changed it to 530. I had posted 

signs. I had the syllabus ready. I had the books out on the table. I knew 

which book I was going to read first and I knew what I was going to say. I 

waited. A few students showed up. I waited some more. A few more 

students showed. I worried. "Where was everybody?" I had 30-some 

names on the list. "Had they all heard I was teaching the course and 

decided to try to take Charlene's section? Were they going to beg Kathy to 

let them take her section?" I decided to begin class with about 11 students 

in the room. I introduced myself. I decided to have them introduce 

themselves with who they were and why they wanted to be teachers. I 

decided a small group was just fine. I worried a little about the department 

canceling the class. Then, about 15 minutes after class started about 10 

people walked into the room. They had all been downstairs in 333 waiting 

for me! In all my worrying, in all my insecurities, it had never occurred to 

me that I should check the other room! First lesson learned. 
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From there class sessions just fell, one into another. The semester 

became a blur as I realized two things. First, undergraduates have very few 

expectations about what their coursework will be. And second, most have 

very little trouble (frighteningly little trouble) taking you as the authority 

on whatever you happen to be talking about that day. 

To my mind, this was the biggest lesson learned because with that 

acceptance and faith comes a terrible trust (implicit though it maybe) on 

their part. As a person with a conscience, this trust is frightening because it 

is so easily abused and broken. That trust is perhaps at the center of the 

educational contract you enter into when you become a teacher educator. 

Students say to you, "I trust that what you are telling me, having me do 

now, someday will help me to be a better teacher." Students' frustration 

with, and in-service teachers' mistrust of, teacher educators is rooted in the 

violation of that trust. When cooperating teachers tell their student teachers 

to "forget everything you learned at the university," what they are 

essentially telling them is "you've been sold a bill of goods, you'll have to 

learn the 'real stuff here." As teacher educators, I see a central mission for 

us to be aware enough of the contexts in which our students will eventually 

find themselves to not sell them a "bill of goods" that is null and void in the 

"real world." 

This trust is at the core of my hesitancy to "tell" my students how to 

teach reading, use literature or go about the job of teaching. While I hold 

particular views of learning and teaching, I feel that my job is to explore 

the content put before me (in this case children's literature) and to do so in a 

manner which does not violate my own beliefs about learning, but which 
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also does not impose upon students those beliefs as absolutes. Thus, the 

manner in which I taught the course became very central to my thinking 

about the course, and yet was not the content of the course. As this became 

clearer and clearer to me, I became much more aware of occasions in which 

my own instructors and colleagues violated their own stated beliefs by their 

actions. This is not to suggest that I was critical of those actions (well, 

perhaps a little), but it gave me the food for thought which eventually 

fueled the study at hand. 

Also at work however, was my own role as student, even though it 

was at a different level. My "trust" of the university system and of the 

manner in which rewards are distributed was severely damaged during my 

first year of doctoral work. Due to a number of circumstances, all of which 

conspired together, I was caught without a teaching position in the fall of 

my second year. Now, this was, perhaps, providential because it was 

during that semester without a job that I was able to spend every day for 

three hours in David Levin's sixth grade classroom working with kids, with 

him and learning a great deal about teaching reading, teaching literature 

and teaching children. But the incident made me extremely wary of those 

in power--those who had the power to take from or give to a student his or 

her position. 

Thus it was that I approached working with my mentor in children's 

literature. I was extremely wary of working with her because I had been 

told by another doctoral student that she was very demanding and a 

perfectionist, forever evaluating and criticizing. Granted, of course, that 

this infonnation had very little to do with my own relationship with her, or 
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that I had never witnessed nor experienced this type of behavior on her 

part, but being afraid of the "powers that be," I strove, that first year, to be 

perfect in every sense of the word. I didn't want to use her collection of 

children' books too much because I had heard she was particularly 

protective of her books and didn't want others using them. I was afraid I 

would mess up the library's arrangement, misplace a book or damage one, 

and then my career would be over (in my mind). Of course, in retrospect 

all of these worries were groundless, but at the time they put tremendous 

pressure on a situation which was already stressful enough. 

So with my own self-esteem in question and my sense that every 

move I made was being evaluated, I worked through the year. The first 

semester could be characterized as "ignorant bliss." I had wonderful 

students--a small group of 21. As we all explored together the creation of 

community and the exploration of the content we learned, I learned that I 

could do this thing called "Teacher Education," that I had something to 

share that my students apparently valued and wanted. I learned that 

evaluation was a difficult, time consuming entity, which at times had a life 

of its own. And I learned that I was good at this teacher education thing. 

My students learned that ambiguity, while uncomfortable, was the central 

focus of learning in my classroom. They learned that just as I made them 

responsible for their own learning experiences and what they learned, so 

too could they expect the same for their own students. They also learned 

that I would not tell them what to do or how to do (and I learned that this is 

perhaps the hardest aspect to my beliefs about teaching and learning as I 



had to bite back my tongue many times). We all learned. And, in 

retrospect, it seemed so effortless. 
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The next semester was much more of a struggle. First, in my mind I 

blamed it on the time--9:30-10:45 a. m. A number of people were 

chronically late to class. This, however, in reality, had very little to do with 

the major issue for this group, which was the difficulty they had coming 

together as a community of learners. The sense of community which 

seemed so pervasive in the first group was lacking in the second. I 

struggled with a number of students who were unable or unwilling to 

recognize cultural differences among their classmates in terms of approach 

to a task and what was of most worth, and this made the group work much 

more difficult. A number of students expressed concern over the manner in 

which their groups treated their contributions. This, in tandem with my 

perception of a more general lack of enthusiasm, combined to make the 

semester a struggle. Looking back now I can see how cliques formed and 

that I was unwilling to intervene. 

This unwillingness to confront students and "play hard ball" is an 

issue which germinated during the second semester of that first year but 

which fully matured during the semester under study. Reflecting back on 

the spring semester, I now understand that there were several instances in 

which I should have confronted students regarding their work or 

participation in the community but didn't because I didn't want to rock the 

boat. In one case in particular, had I done the hard thing first, I would not 

have had to deal with an issue later on during the following semester. By 
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not dealing with the issue head on, it followed me and filtered everything I 

did in the future. 

While I wouldn't call the semester a failure by any stretch of the 

imagination, I would have to say that I was left with an unsettled sense. 

Things just didn't go quite right. Not in big ways, but in little ways which 

served to undermine the over-arching sense of community which I had 

strove to help facilitate. If questioned, I think that students would reply 

that the course met their needs, provoked new thinking and was one which 

they enjoyed, and yet for me, because of issues with individual students, I 

felt that I had been less than successful. 

And thus, I approached the semester of the study with trepidation 

and excitement. 

The Story Begins 

A Few Changes 

The Fall semester began for me with the reassessment of my course 

syllabus and my goals for the students. Originally, in structuring my 

course, I felt that I wanted the students to participate in the instruction. I 

wanted them to see that I was not the only source of information in the 

room. To that end I developed a project I termed "genre groups." (See 

Appendix A, D, and E for course syllabi for Fall 1991, Spring 1992, and 

Fall 1992.) Typically, instruction in children's literature is organized 

around issues of genre and their uses. My idea for using genre groups was 

to establish groups of "experts" focused on a particular genre as identified 

by the text I had selected to use (Huck, Hepler, & Hickman (4th ed.), 1987, 
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Children's Literature in the Elementary School). What I wanted to avoid 

was me having to stand in the front of the room and "lecture" at the 

students. I felt that if I could include them as active participants in the class 

structure, then they would feel more ownership over their own learning. I 

reasoned that if I developed or modeled appropriate methods of 

presentation for the course content during the initial six weeks, when it 

came time for them to present the infonnation about their genre they would 

have a sense of various ways to present infonnation to groups of people. I 

assigned people to groups based on their rank-ordering of choices. The 

first semester groups were kept to four members, with one group having 

five. 

Typically, during the beginning sessions of class I introduced the 

concept of genre and had them browse through their text to decide what 

they wished to study. I then allowed time during class for the groups to 

meet to organize their presentation. They had a number of decisions to 

make. I held them responsible for choosing the books for literature 

discussion, for bringing in some books for browsing time, and for 

demonstrating a strategy for using books within their genre. They were to 

prepare and organize instruction for both class sessions during the week. 

The first semester I taught the class, I demonstrated what I had in 

mind for a genre presentation by doing infonnation books during the first 

six weeks. The second semester I demonstrated using traditional literature. 

I had hoped to model for them the manner in which I set up books for 

browsing, the way in which I presented the information contained in the 

text, the manner in which I selected and paired books for discussion and the 
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type of strategies I used to engage them with the books. The class sessions 

basically broke down into two types. On Tuesday I presented the genre, 

had literature discussion, and allowed time for browsing the available 

books within the genre. On Thursday I engaged them with a teaching 

strategy for children's literature. In working with the student groups I 

found that the Tuesday presentation was demanding but not difficult but 

that the Thursday strategy was almost impossible as they had little or no 

strategies from which to draw. I found that I inevitably found myself 

"suggesting" or "telling" my students what strategy they might consider. 

Or worse, if they didn't ask for a suggestion, I found myself in the 

uncomfortable position of having them present something that I felt was 

not appropriate. 

In an attempt to avoid the latter situation, I decided to change my 

syllabus and "take back" the Thursday activity during the Fall, 1992 

semester. I reasoned that I couldn't expect my students to know or have 

knowledge of a wide base of strategies to work from and that I was in 

essence dooming them to failure (unless I had a heavy hand in the decision 

of what they were going to do and thus violated my own beliefs about 

learning). Thus, a major change in the syllabus was the removal of student 

responsibility for the Thursday strategy. 

This was, of course, not the first change I had ever made in the 

syllabus, but it was the first change in terms of what my role was in the 

teaching of the course. Previous changes had been in terms of numbers of 

projects, timing of projects and topics for discussion. By changing the role 

I would play I was, I feel, taking more responsibility for my students' 
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learning in ways with which I felt comfortable. I suppose that it could be 

said that I became more proactive in my understanding about the 

relationship between the teacher's role and his or her students' learning. 

Another change which was to have a tremendous effect on the course 

during the semester under study was a change in the text. The "Huck" text 

(as it's known as in children's literature circles) was undergoing a revision 

and thus would be out of date by the time the course was over (the new 

edition arrived in November). Thus, rather than have students buy a text 

which would be obsolete by the end of the semester, we (those of us 

teaching LRC 480) decided to use Children and Books by Zena Sutherland 

and May Hill Arbuthnot. It was a new edition (copyright 1992) and would 

have current titles as examples. It did however, have a different approach 

than the "Huck." It used a great deal of information on authors and took a 

less evaluative approach to genre. While being arranged by genre, as the 

"Huck" text is, it did a very surface description of what constituted each 

genre and evaluation of the merits of books in each genre, preferring to 

focus on the major authors writing for different age groups within the 

genre. This would prove to make the "genre groups" more difficult than in 

previous semesters. Also, the book did not cover some areas at all 

(illustration and elements of art, for example). The change in text for the 

class would have both content and pedagogical implications for the 

semester. These implications are discussed in more detail later in this story 

and in the analysis chapter as they become particularly problematic for 

some days. 
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Another change which was important during this semester was the 

focus on requirements for grades in the course. This stemmed from a grade 

appeal from the preceding semester. The student was appealing a grade I 

had given her based upon the fact that she had missed the fmal 

examination. In going through the grade appeal process, I became aware of 

a need to "tighten up" my stated requirements for the course and its 

projects. The grade appeal affected my teaching at various times during the 

Fall, 1992 semester as I delineated the requirements for the different 

projects and activities students needed to complete. 

A final change which would playa minor role in the study was the 

shift of the library exercise from the end of the second month of the 

semester to near the beginning of the course. I made this shift because I 

felt that students spent too long enrolled in the course without knowing 

about the resources available to them in the University of Arizona library. 

The point of the library exercise is to familiarize the students with the 

reference section of the library as it relates to children's literature. To 

accomplish this I gave them a library exercise (see Appendix F). I viewed 

this exercise as a real "task" because they were gathering information about 

the author they had chosen to study for their final presentation. I felt that I 

was "killing two birds with one stone" because I was getting them started 

early on their fmal project, and I was making them aware of the resources 

available. This change was only partly successful and will be discussed in 

more detail as it became problematic to certain days. 
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Building Community 

And so we return to the 27 pre-service teachers sitting waiting for the 

class to begin for the Fall 1992 semester. Sitting, wondering what this 

class is going to be about. The room filled and they sat quietly, waiting for 

me to begin. As the clock struck 12:30, I began to talk. I told them that 

this was LRC 480 and that they needed to have a red or blue card to be 

enrolled in the course. A group of people got up and left. 

I introduced myself, briefly explaining who I am and what I'm doing 

at the university. I then asked them to take out a piece of paper and to 

answer the question I had written on the board which read, "What is the 

role that children's literature plays in the elementary classroom?" I stood in 

the front of the room as I watched them write. The lack of community in 

the room made the silence and wait time awkward. At any other time in the 

semester, if I asked students to write something at the beginning of class, 

someone would fmish quickly and start talking with me, or would talk with 

me first and then write, but at the beginning of the semester no one had 

other needs to be met before they completed my assignment so everyone 

started to work, leaving me standing with nothing to do. 

After about five minutes I couldn't stand the silence anymore and I 

began to read to the class, introducing my selections by saying that "I'm 

going to start by sharing with you a couple of things that kind of will, I 

hope give you a sense of who I am and my vision, in a sense, of what 

teaching and teachers can be" (Class Tape, 8/20/93). I read three poems 

from Chocolate Dreams by Arnold Adoff (1989), two about eating 

chocolate and another about escaping school to eat chocolate. I then said, 
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"I'd like to share with you a story of a teacher that I, I see as the kind of 

teacher that I hope all my students will someday be able to be" (Class Tape, 

8/20/93). I then read to them Crow Boy by Taro Yashima (1955). I was 

able to control my voice at the end, without crying. 

I then invited students to browse the books on the table by saying 

that I have shared with them some ways in which I fmd myself in children's 

literature and hopefully they will recognize things from their own pasts as 

they browse through what's out. They began with the books which were in 

front of them, not talking, just kind of quickly skimming through what's 

there. No one made a move to get up and look at books at other tables, 

they were rooted to their seats. Even after I invited movement, no one 

moved. 

After about 10 minutes, many students were just staring at me, 

looking, asking with their eyes--"What's next?" I gave in to the screaming 

silence and asked people to talk about who they were and where they were 

in their programs as I went down the class list. 

Then I passed out the syllabus. I really didn't want to get heavily 

involved with the syllabus because I didn't want to scare them off the first 

day, but I had run out of things to do, having anticipated a longer browsing 

time, so I started by talking about what I believed about learning. 

The tape ran out as I began to talk about the first page of the syllabus 

so I told them about the study. I then continued to talk about the course, its 

intent, and focus. I said that I took the first page of the syllabus very 

seriously. I think going through the six beliefs about learning really gave 
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them a good idea about who I am and what the class was going to be like. 

This discussion set the tone for the remainder of the semester. 

The day ended with my feeling that I did too much talking, the 

students were overwhelmed and that I missed my other class! The same 

feeling I always had teaching elementary school! Community is 

everything. 

Early Fall 

The next week got better. As I learned students' names, and they 

began to get into the reading and discussions, a sense of community began 

to develop. The next three classes went smoothly as I tried to help them 

assume ownership over their assignments and get a sense of me as a person 

and teacher. During the second class we continued the discussion of the 

syllabus, discussed and shared an "old favorite" (a book they remembered 

from their childhoods as a favorite) and talked about the writing process in 

preparation for their literacy stories. In the third class I discussed 

developmental issues in using books with children. I was able to share with 

them the experience I had just had with David's class reading Rose Blanche 

(Gallaz, 1985). (The kids hated it, mostly because they didn't know enough 

about World War IT to understand the symbolism). During the fourth class 

we read and shared award-winning books. Things were moving along 

smoothly. 

Influences outside the university conspired to make the fifth class 

session rocky. Just preceding class I had some personal news about some 

friends who were adopting a baby. My concern about their situation made 
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me unable to concentrate on the content at hand, which was the history of 

children's literature. I was teaching the content in the same manner as I 

always had, however, my planning was off. I couldn't find my notes. I 

didn't have the right materials to pass out for the next class session and my 

mind was elsewhere. I'm not sure that my students were as aware as I was 

that I was struggling with the class session, but I couldn't wait to get out of 

the room. 

The next session was also troublesome because I hadn't set up the 

experience well in advance. This was the session in which the students met 

in the library to get acquainted with the resources available for the students' 

explorations into authors. As stated earlier, I had changed the timing of the 

library exercise to earlier in the semester than I had done in previous 

semesters in order to allow them an early opportunity to discover the 

resources in the library. The problem ended up being that it was too early 

and they had no use for the infonnation I was giving them. I hadn't 

prepared them well enough. 

The issue was that I hadn't grouped them into their genre groups yet 

and so they hadn't had an opportunity to think about which author they 

might want to study. I didn't want them to just pick any author to study for 

the exercise, so I grouped them into genre groups on the spur of the 

moment in the library. Grouping them into genre groups still didn't matter 

because most of them had no idea which authors wrote in which genres. I 

ended up telling them a great deal more and was much more directive than 

I usually am with students. While my individual interactions with them 
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particularly poorly planned. 

Hitting Our Stride 
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As we moved into the semester we all seemed to hit our strides. The 

class community built. Students worked together to plan their group 

presentations. They collaborated to begin to explore ways of responding to 

children's literature, having discussions and producing charts. The course 

began to flow. We began a theme study on conflict using Mississippi 

Bridge (Taylor, 1990) as our shared reading. I read All I See (Rylant, 

1988) and spoke of personal response. 

Eleven days into the creation of this smoothly flowing classroom, I 

interjected an abrupt change in content which, unbeknownst to me, would 

disrupt the class for the next two weeks. I had to make a presentation on 

multicultural children's literature to a local teachers group. I decided to 

practice the presentation on my class. It was a topic which I normally 

covered but the timing of the presentation was off. It came in the middle of 

our theme study. Instead of not proceeding with the presentation, I 

interrupted the theme study to do the presentation. The presentation day 

went very well, but then the next two days were days during which I 

allowed other "vectors" to take over and thus did not recover from the 

interruption. 

The first day after the presentation, David Levin came to visit the 

class. I had planned to have students experience a response strategy and 

then move right back to their theme study groups. We never got to the 



theme study. Students wanted to know how the presentation went. We 

talked a little about that, then they did the strategy and from that we got 

into a discussion of classroom-based issues which David was able to 

answer. They were much more interested in talking with him than in 

working on my agenda. 
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The next day, having not gotten through what I had planned on 

Tuesday, I had planned on giving them all class period to work on their 

theme study. I did, however, start class with a book I had just bought 

which I thought would tie in nicely to the idea of response. I started class 

by reading The Widow's Broom by Chris Van Allsburg (1992). The 

content of the book began a discussion of censorship and book choice in 

the classroom which went on for nearly an hour. With 20 minutes left of 

the class I knew I was sunk. I had wanted them to finish their theme 

groups and present their work, but they hadn't gotten to even really work on 

them. I had to reshuffle the syllabus. 

The next class session we were able to fmish up the theme study with 

a satisfying experience. During the next few class sessions I demonstrated 

to the class what a genre presentation might look like by presenting 

Traditional Literature to them in one class session; the Poetry group began 

the genre presentations and was very successful; I presented a strategy for 

Poetry using Rondo in C (Fleischman, 1988) and had another extremely 

successful day; and the infonnation group did their presentation and was 

also successful. I passed out the mid-term reflection (see Appendix G). 

That would prove to be the beginning of the end of the community that had 

been building thus far. 
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Mid-tenn 

I gave out the mid-reflection on October 13th. Basically, I wanted 

students to think through their work to this point in the semester. I asked 

them to think about the things they had experienced, their own personal 

contributions to class sessions and to their groups and to offer suggestions 

as to how the course could better meet their needs. I also asked them to 

assign themselves a grade in the course to this point in the semester. We 

talked a little about reflection and the importance of thinking about what 

one has learned. The week between my passing out of the mid-tenn and 

their return of it would be the last "smooth" week for a long time. 

The strategy day on infonnational books went extremely well, and 

yet was a difficult day for me because of my uneasiness with the 

experiences I had planned in tenns of the message that can be sent to 

students about using literature in the classroom. I had arranged centers 

using various types of infonnational books to demonstrate the use of 

infonnational books in the curriculum. My concern with this was, and still 

is, that students would see the day as "fun" and the activities as "neat" and 

look at the entire experience out of context. I live in fear of someday 

walking into one of my student's classrooms and seeing the entire 

experience replicated. 

I tried to be very clear during this class that I would not do this 

experience in a classroom in the way I am organizing it for them. I 

explained that each of these experiences would be embedded in a larger 

context of content study. I try to talk about how they might see this type of 

experience in some of the classrooms they are currently observing; and that 
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at another point in my own teaching I might have done it this way with my 

own students. I explain that now I want to think through the curricular 

implications of this "bag of tricks" approach to learning. I talk about being 

uncomfortable with the idea of basing the content on a book, but that I see 

the books as supporting the content. I'm never sure I get the message 

across because it is a very subtle distinction and so to demonstrate the uses 

of books as support to content in this manner (the centers) makes me very 

nervous. Students, however, love the experience and it gives them a sense 

about the ways in which infonnational books can support the content areas. 

It is perhaps the first time that they really get a sense of the power that 

children's literature has for the classroom. 

The next couple of class periods were colored by my response to 

their mid-tenn reflections. Generally, the reflections were very positive 

and affinning in tenns of how students viewed their experiences in class 

and my support of them as learners. There were the usual complaints about 

the journal experience and group work. However, there was one reflection 

which posed quite a problem for me and which served to disrupt the sense 

of community which had been built. 

One student, who was very active and vocal in class and worked very 

hard on his work, submitted a reflection about his work which was five 

sentences. In essence he said, "I've done everything. I participate. I 

deserve an A." I was not particularly surprised by his response, except in 

its brevity and lack of reflection. Not wanting to directly confront him, I 

responded to his lack of response tersely in my own written response to his 

reflection. I felt he should come to me to explain. He re-wrote his 
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response, but felt I was saying that his work was not of value and that he 

would not be getting a good grade in the course. He never spoke to me 

about the response, but did speak to others in the class, because they 

approached me trying to explain his position to me. The entire episode 

created a strain and breach of trust from which I never quite recovered and 

could have been partially avoided had I not shied away from a direct 

confrontation with the student. I now believe that had I directly confronted 

him, talked the whole issue through with him, we could have reached some 

sort of understanding which might have preserved in some part the sense of 

community which had been built. 

The Fantasy group presented during the time I was reading through 

reflections. The individual with whom I was angry was in that group. In 

preparing for the presentation, it appeared to me that the group was 

unprepared and uninformed about their genre. In retrospect what I 

perceived as unpreparedness was just differently prepared, because they 

were basing their presentation on the "Sutherland" text, and I was basing 

my expectations of what they would present on the "Huck" text. As 

discussed earlier, the two texts approach the subject very differently. In my 

anger regarding the one individual's apparent lack of effort, I let myself be 

angry with the entire group. Listening to the tape and reading through my 

reflections, I think that while I was angry with the group, I was able to keep 

it to myself and thus from the students' standpoint there was nothing wrong, 

but the episode created a tension for me which made me uncomfortable. 

On the Thursday when I would have done the strategy for Fantasy, I 

planned to give back their reflections. I spent a great deal of time 
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responding to their mid-tenns. I used a strategy a colleague had shared 

with me in which I took excerpts from different students' reflections which 

brought up points which were important and I typed out a sheet of 

responses which I reproduced for everyone (see Appendix H). I planned to 

have a brief discussion of their classmates' responses, talk a little about my 

general response and then move on to the teaching strategy. I didn't get 

very far. 

First, I had asked a student, Frances, who had written in her 

reflection that she felt the students should have more involvement in the 

read-aloud part of the class to share a story with the class. Another student, 

Michael, had written that Frances was a wonderful storyteller (he had a 

Theater Arts class with her), so I asked her to tell her story. She did a 

wondelful job of telling her story which started us on a discussion of 

storytelling, oral traditions, and the use of storytelling in the classroom. 

There was also some leftover business from the Tuesday Fantasy 

presentation. There hadn't been time to discuss the book the group had had 

the class read--A Wrinkle in Time (L'Engle, 1962)--so we had the 

discussion in small groups. We then spoke in a large group about the use 

of Fantasy in classrooms and the importance of reading aloud to children. 

By the time we got to the discussion of the reflection they had done 

for their mid-tenn, we were running out of time, but I forged ahead 

anyway. I passed out their reflections, their peers' responses, and my 

general response. We began to talk about journals. I started cutting people 

off because I wanted to get to the strategy and I knew I would need at least 
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exhausted the discussion and so I let them go early. 
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I was on edge the entire class period because I knew that once I 

handed back my response to their reflections there was going to be a couple 

of people who wanted to talk with me. I wasn't looking forward to those 

conversations! I tried to be scarce after class, but one student caught me in 

the hall and was a bit upset with the manner in which I responded to his 

reflection. He said my response was "crap" and that it really showed that I 

had betrayed him. He said it was the way that everyone always responded 

to him and that if I really believed in self-reflection then my response to 

him was invalid. I was pretty floored and didn't know how to respond to 

him. Frankly he wasn't the one I had been worried about in tenns of his 

response to my comments. We talked for awhile and I tried to calm him 

down. At the same time I was upset because of the way in which he had 

confronted me. I kept thinking about whether he would have talked to a 

tenured professor that way. 

I waited to hear from my other student, but didn't. The next day 

there was another reflection in my box. This one more "reflective," but 

clearly angry. He never talked with me, and I never confronted him, but he 

withdrew from participating in class. He did what was required, attended 

regularly, but essentially was a non-participant. I, in return, kept waiting 

for the other shoe to drop and was never quite comfortable in class again. 

That all this happened right during mid-tenn did not escape my 

attention. Students were generally wound tight, and worried about grades. 

Many were enrolled in another class which was turning out to be terribly 
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stressful for them because they were having a conflict with that instructor. 

They wrote about this other class constantly in their journals, and 

bemoaned the grading and fairness of the grading in that class repeatedly. 

Their anxiety spilled over into the class I taught, and while, for the 

majority, they viewed this class as their "safe haven," the entire context of 

their experiences shattered the community we had built. 

Winding Down 

Re-building Community 

After mid-term, things seemed to settle into an uneasy comfort. The 

Biography genre group presented and I displayed information about various 

authors and illustrators in an effort to help people get started on their fmal 

projects. The Historical Fiction genre group presented using a very 

creative format. The strategy I presented was Reader's Theater which went 

particularly well. The final group to present was Contemporary Realistic 

Fiction, which went well. However, I was getting physically sick. 

The next class session was supposed to be an illustration workshop. 

I had planned it in my mind as an opportunity for students to interact with 

books and the media used to produce the artwork. I worked hard to 

assemble a variety of books which illustrated artistic elements, various uses 

of media, collections of prestigious illustrators' work and the actual 

materials used to produce the artwork. My physical condition, however, 

prevented me from executing the workshop in the manner I had planned. I 

just didn't have the energy or the time available to set up all I needed in 

order to have the workshop run the way I had envisioned it. It was all I 
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could do to get out of bed! I set up the books, but not the artistic materials. 

While I was frustrated with the day, I think students found it informative 

and interesting. 

The next class session was on a topic with which I was not 

comfortable--literature for young children. All of my experiences with 

literature had been using literature with intermediate-age children. I am not 

as familiar with the literature for young children as I am with that of older 

children and adolescents. On top of that I had assigned an article for the 

class to read. We hadn't used the articles I had chosen for the class because 

they weren't ready at the beginning of the semester. I was now feeling that 

I should be using them since I had had the students buy them. 

The class session felt strange because I was back in charge. It had 

been six weeks since I was the sole presenter. It was apparent that many of 

the students hadn't read the article. I had summarized the article on 

overheads in anticipation of that happening. The article was about the 

research on young children's language acquisition. In talking about the 

article a student asked me if this article was about whole language. I didn't 

want to get into that discussion but had no choice because I also didn't want 

to leave them with the idea that the article was about whole language 

because it wasn't. 

I explained that the article was about the research which was 

foundational to whole language but that in and of itself it was not a whole 

language article. This discussion was complicated by the fact that the 

woman who asked the question was sitting next to a woman who was 

related to a professor in our department who holds a more traditional view 
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of language processes. I had never talked with her about these views and 

really didn't know (at the time) what her relationship with her relative was 

like. The discussion made me nervous. I was afraid I would say something 

that would get back to this professor and make the professor upset with me. 

The discussion took up more time than I had wanted and I had other things 

I wanted to get to doing. 

I had spent a great deal of time preparing for a felt board 

demonstration of Brown Bear, Brown Bear, What Do You See? (Martin, 

1983). I decided to go ahead with the demonstration even though it meant 

that I would be using up time they could use for browsing books. I did the 

demonstration having them respond in the way that young children would. 

They were intrigued by the felt pieces and how I made them, so I was 

pleased that I decided to do the demonstration. There was a little time left 

for looking at books, but not to the extent that I had planned. I asked them 

to choose a high interest book to read over the Thanksgiving holiday. 

I decided that it might be in my best interest to video-tape some class 

sessions to get a clearer picture of what class sessions actually looked like. 

After the Thanksgiving holiday I set up cameras in the room. The first day 

back after Thanksgiving I displayed high interest books, and had the 

students talk about the books they had read. Many had not read a book, but 

were able to talk about their own experiences with high interest reading. 

The small group discussions went very well. I was able to include in the 

large class discussion a woman who usually did not share with the class 

because I had been present when she was talking about her younger sister 

reading high interest books. Being able to recognize her expertise and 
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sense of community was expanding once again. 
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During the next class session before the final examination we 

discussed an article about literature discussion groups. I asked them to 

compare two very different statements about the role that the teacher plays 

in literature discussion. The group discussions went really well. In large 

group discussion we talked about issues of evaluation and how a teacher 

decides whether or not a kid has read a book "well enough." 

The last class session ended quietly. I couldn't think of a great book 

to end with in terms of a book to read aloud. Everyone had their resource 

notebooks to tum in and they must have considered that the whole class 

was over because I couldn't get them to talk about anything. I gave them 

some worksheets (see Appendix I) to fill out on Charlotte's Web (White, 

1952). I thought that would produce some discussion, but it was in essence 

"preaching to the choir." For the most part they couldn't fathom why 

anyone would give a child the kind of worksheet I had given them. It was 

beyond their experience, and yet, as I reminded them, I had these 

worksheets for a reason--I had used them myself. They didn't get it. That's 

the way that class ended. 

On the other hand, the fmal examination was wonderful. A sense of 

community and joy filled the room. Everyone had their final projects. 

There was a festive nature to the experience. The food was great. Our 

final examination fell on the first day of finals. Someone said that it was 

too bad this final examination was first in the exam schedule, because it 
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seemed that it would have been a great way to end. She wished it had been 

the last one. I think that about sums the day up. 

As a way to end the semester, and fmalize evaluation, I scheduled 

exit interviews with each of my students. The exit interview served as a 

way of individually talking with each student about his/her work and at the 

same time returning their materials to them. During the interview I asked 

students to reflect on the course and their own learning, and to also talk 

about what things they found particularly helpful or unhelpful in the course. 

The exit interviews are not really a part of the study, but they really helped 

to get me thinking about the semester and how to change things. Students 

were all, down to a one, very positive about their experiences. Even the 

student with whom I'd had the problem called a truce and talked about how 

helpful the class had been. The semester ended with a feeling that, to steal 

a line from Dickens (and in keeping with the literary theme--), "It was the 

best of times, it was the worst of times" (1859). 

The Development of My "Theory of the Content" 

The story I have just told offers the reader an intimate look at the life 

experiences which contributed to the manner in which I approach the 

teaching of literature for children to pre-service teachers. My "theory of 

the content" is a product of my own life experiences as well as the 

theoretically based understandings of the nature of the content, and the 

nature of teaching and learning that content. 

As related in my story, I believe that reading can be a powerful 

experience for children. However, my own experiences with reading 
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suggest that forcing an individual to read something, denying that 

individual any amount of freedom in choosing his/her own reading 

material, results in stifling the desire to read. Therefore, rooted deeply in 

my "theory of the content" is the belief that choice is central to all learning 

experiences. This, however, is not a typical belief held in the academic 

setting and when students enroll in the course I teach, their prior 

experiences with having their instructors "tell" them what to read, when to 

read it, and what to do with the infonnation they've read comes into conflict 

with my "theory of the content." As will be demonstrated in the fourth 

chapter, this conflict at times results in some teaching days which are 

"problematic" for the instructor. 
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It was nice to let them make some decisions about their reading. I 
would have liked to have them talk through issues of organization [in 
terms of putting different types of books together], but I think they 
aren't far enough along in their thinking about classrooms to be able 
to talk with any confidence about what the curricular implications are 
for anyone way of organizing books. (Reflective journal, September 
24, 1992) 

This reflection was made after I did a presentation to my children's 

literature class on the uses of multicultural children's literature which I was 

going to present to teachers the following day at a reading conference. I 

had already given one version of the presentation to a group of teachers in 

Nebraska the previous spring, so I had in my mind the manner in which 

those teachers had responded to my questions about curricular implications. 

When I planned the day (Day 11) in the schedule, I reasoned that I could 

use my class to practice the presentation. However, as I was thinking 

about the presentation for my students, I realized that their lack of 

experience in classrooms and in using literature with students would 

preclude their being able to think in curricular ways about the topic. They 

had never organized a group of books with African-American protagonists 

nor used such a set to represent all African-Americans during the month of 

January (Black History Month). They would not have the experience 

necessary to do and think about what I had asked the teachers in Nebraska 

to do and think about and was planning on asking the teachers in Tucson to 

do and think about the next day. 
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From my analysis, I realized that this presentation would not work 

for the students in the class in the same way that I expected that it would 

work for the two groups of practicing teachers. It was perhaps one of the 

first times I had really faced in a thoughtful manner the issue of what it 

means to learn to teach in regard to my own teaching of pre-service 

teachers and in turn, what those issues meant for my own organization of 

content and teaching. 

Introduction 

This chapter summarizes the results from the preliminary" general 

tone" sort and the various analytic sorts described in the second chapter. 

Those sorts were based upon the teacher educator's story told in the third 

chapter and emerged as the reflective and stimulated-recall journals were 

re-read. It also provides the foundation for the descriptive cases of a 

"typical day," a "great day," and a "problematic day" found in the fifth 

chapter. In order to aid the reader in recalling the events of the semester as 

described in the teacher educator's story, Table 3, which is chronologically 

organized, and details the individual days and pertinent information about 

each day, is provided. 

Results of the Analysis 

Results for the Sorts for General Tone 

As stated in Chapter 2, the description cards were initially sorted on 

three separate occasions for general "tone" of the day. 
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Table 3 

Chronological Listing of Details of Individual Days 

Day Date Day Title Tone Content Issues 

8/20 The Beginning 3 LRC Class Content • Lack of community 
Children's Literature • Time 

2 8/25 Old Favorites 2 LRC Class Content! • Lack of community 
Old Favorite Books • Writing process 

• Time 

3 8/27 BQ~!il Ell aor;;b!il 2 Developmental Issues • Evaluation 
• Time 

4 9/1 Award Winning Books 2 Children's Literature • T AWL discussion 
• Integration 
• Group 
presentations 
ran over 

5 9/3 History of Children's 3 Children's Literature • Lack of planning 
Literature • Organization of 

materials 
• Personal Issues 

6 9/8 Library Exercise 3 Children's Literature/ • Poor planning 
Resources 

7 9/10 Cinderella Variants 2 Children's Literature • Time 

8 9/15 Catch-up Day Children's Literature 
(Variants) 

9 9/17 t:lississiooi Elcigg!il 2 Teaching Strategies • Students not 
developmentally 
ready to discuss 
content 

(table continues) 



122 

Day Date Day Title Tone Content • Issues 

10 9/22 AJ) I See- Theme 2*/1 Teaching Strategies • Letting groups 
Study Begins Children's LIterature make their own 

choices about genre 
presentation content 
• Not explaining 
webbing 

11 9/24 Multicultural Ch i I dren's LI terature • Content out of 
Children's LIterature Teaching Strategies sequence 

12 9/29 David Levin's Visit 1/3/ Teaching Strategies • Lack of focus 
2 • Alternate Vectors 

13 10/1 ~iQQlti':2 ElCQQaJ 3 Teaching Issues • Community 
(Censorsh ip) • Alternate Vectors 

• Time 

14 10/6 Catch-up Day (Theme Chi ldren's Literature • Time 
StUdy) • Groups ran over 

15 10/8 Tradit i ona I Literature 2 Chi ldren's Literature • Lack of room 
• Time 

16 10/13 Poetry Group 2 Chi ldren's LIterature • First Group 
• Passed out m i d-
term 

17 10/15 RQMQ in C 1*/2 Teaching Strategy 

18 10120 Information Group 2*/1 Children's Literature • Spring scheduling 
problems 

19 10/22 Information Centers 3*/1 Teaching Strategy • Philosophical 
message 
• Organization 

20 10/27 Fantasy Group 3 Ch i I dren's Literature • Personal 
frustration with 
group 
• Issues with 
student reflections 
(table continues) 
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Day Date Day Title Tone Content Issues 

21 10/29 Mid-term discussion 3 LRC course • Nervous about 
Teaching Strategy confrontation with 

student 
• Poorly planned for 
time 

22 11/3 Biography 2 Chi ldren's Literature • Discussion on 
reflection 
• Students 
variously prepared 
for class 
• Sense of 
community broken 

23 1115 Authors and 2 Chi ldren's Literature • Demonstrated 
Illustrators LRC Course final project 

requirements • Discussion with 
student regarding 
other student 

24 11 I 10 Historical Fiction 2*/1 Children's Literature • Creative 
Group Teaching Strategy presentation 

• Strategies made 
me uncomfortable 

25 II I 12 Reader's Theater Teaching Strategy • Read My Great 
Aunt Arjzona 

26 11/17 Realistic Fiction 2 Children's Literature • Illness 

27 11 I 19 Illustrat ion Workshop 3 Ch i I dren's Literature • Illness 
• Plans poorly 
executed 

28 11/24 Literature for Young 3 Teaching Strategy • Discusslon went 
Children Ch i ldren's Literature poorly 

• Discussion of 
Whole Language 

• Time 

29 12/1 High Interest Reading 2 Children's Literature • Video cameras 
Teaching Strategy 

(table continues) 



Day Date Day Title 

30 12/3 Evaluation 

31 12/8 Last Day 

32 12/11 Final Examination 

* Indicates rank for final analysis. 

Tone Content 

2 Teaching strategy 

3 Teaching strategy 

Issues 

• Discussion of 
article 

• Charlotte's Web 
worksheets 
• Finals beginning 

Children's Literature • Community high 
Teaching strategy 

/ Indicates day sorted into two or more categories. 
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The results from those three sorts are reported in Table 4. Twenty-six days 

were sorted into the same group on all three sorts. Of the "great," "typical," 

and "problematic" labels, 5 of the 6 "great" days, 12 of the 15 "typical" 

Table 4 

Aggregated Days Sorted by Tone 

Sort 1 

Sort 2 

Sort 3 

Final* 

1: Great Day 

6 

8 

8 

6 

2: Typical Day 

17 

13 

14 

15 

3: Problematic Day 

9 

11 

10 

10 

*Final sort equals 31 as Day 12 was not included in the three categories initially. 
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days, and 9 of the 10 "problematic" days were sorted as such on all three 

occasions. The category "final sort" indicates the category which was 

assigned to each day for putposes of chronological representation. Days 

which were sorted into more than one category will be discussed later in 

the document. 

Discussion of Days Not Sorted Consistently 

Of the days not sorted consistently all but one (Day 12) were sorted 

into the same label during two of the three sorts. Day 12 was sorted into 

each of the three labels on the three occasions. One day (Day 17) was 

initially sorted into the "typical" group, but subsequently was sorted "great" 

on the second two occasions and thus ended up being coded "great" for 

chronological representation. Three days (Day 10, 18,24) were sorted 

"great" on one occasion, but "typical" on two occasions, and were thus 

coded "typical" for chronological representation. One day (Day 19) was 

coded "great" on the initial coding but was subsequently coded 

"problematic" and therefore was finally coded "problematic" for 

chronological representation. (See Table 5.) 

Consistency of Sorting 

Of interest in terms of consistency within the sorting process is the 

fact that there was only one instance of a shift within the "problematic" 

days category and "great" days category. In both cases the initial sort was 

the sort which produced the non-corresponding sort. This suggests that 
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Table 5 

Consistency in Coding for Days 

Days Which Final Sort 1 Sort 2 Sort 3 
Shifted Labels 
During Sorts 

Day 17 1 2 1 1 

Day 10 2 2 1 2 

Day 18 2 2 2 1 

Day 24 2 2 1 2 

Day 19 3 1 3 3 

Day 12 inconclusive 2 3 1 

with more experience with the sorting process, I was better able to identify 

the constructs held by each category. 

Within the category identifying "problematic" days, on only one 

occasion was a "problematic day" identified as something else. In this 

instance, a number one (indicating a "great" day) was given on the first 

sort, whereas on the second and third sorts a three (indicating a 

"problematic" day) was given. 

The same was true of identifying "great" days. On only one occasion 

was a "great" day initial sorted as something else. In this case the "great" 

day was initially sorted a number two (indicating "typical" day) whereas on 

the second and third sorts the day was sorted a one (indicating "great" day). 
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Shifts in identifying "typical" days occurred only between 

identifying days as number two days ("typical" days) and number one days 

("great" days). Three "typical" days were at one time sorted as "great." At 

no time was a "typical" day sorted as "problematic." 

This consistency suggests that during the sorting process I held very 

firm ideas about how "problematic" and "great" days were constructed for 

me. Days which were not labeled "great" or "problematic" were in some 

sense labeled "typical" by default. However, upon examination of the 

specific analytic sorts, it becomes clear that typical days are indeed very 

similar to each other, though on the surface they may appear as randomly 

associated. In fact, a close examination of the specific analytic sorts helps 

to account for the shift in sorts during the initial sort of days for general 

tones. 

Also of interest is the fact that "problematic" days were much more 

readily distinguished from "typical" and "great" days than were "great" 

days from "typical" days. This indicates that there is perhaps more overlap 

between the categories "typical" and "great" than between "typical" and 

"problematic. " 

Corroboration of the Sorting Process 

As stated in Chapter 3, in order to establish a degree of confidence 

about the general categories and the sorting process I asked Cyndi Giorgis 

to sort the description cards. Cyndi was given the descriptions of a "great" 

day, a "typical" day, and a "problematic" day as defmed previously in the 

document. It is also important to remember that Cyndi had participated in 
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the planning discussions each week during the semester and thus was aware 

of some of the issues with which I was dealing. 

After giving her the cards and the definitions of the day types, I left 

her alone in a room to sort the cards. Upon finishing her sort she came and 

had me come back into the room by saying, "Did you feel you had a 

number of great days?" She was nelVous because she felt that pile was a 

little light. We then matched her rating to my ratings. Of the 32 days 

sorted she matched my three sorts 27 times or 84.4% of the time. She 

stated that she used not only what was written on the card as a description, 

but her own recollections of how I had talked about certain events at the 

time the events were occurring. While she didn't have recollection of all 

the experiences, I believe that her presence during the planning discussions 

allowed her to agree with my assessments of the "tone" of the day more 

often than would someone who was unfamiliar with the context of the 

study. Her ability to match my own sorts with such high frequency 

established confidence in the sorting process (see Table 6 for Cyndi's sort). 

Results of the Specific Analytic Sorts 

Categories Emerge 

As described in Chapter 3, following the sort for general tone, I 

reviewed the description cards, and the study's propositions to ascertain 

patterns among the days as they were sorted into the various "tone" 

categories. As issues arose from the description cards, from discussions 

with colleagues and from the study's propositions, each issue was run 

through the entire data corpus. 



Table 6 

Cyndi's Sort of the Description Cards 

Day 

Cyndi 

Barb 

match? 

1 

3 

3 

2 

2 

2 

3 

2 

2 

4 

2 

2 

5 

3 

3 

6 

3 

3 

7 

2 

2 

8 

1 

1 

9 

2 

2 

10 11 12 13 14 15 16 

3223131 
3/1/ 

2/1 1 2 3 1 2 2 

yes yes yes yes yes yes yes yes yes no no yes yes yes no no 

Day 17 18 19 20 21 22 23 24 25 26 27 28 29 30 31 32 

Cyndi 2 2 1 3 3 2 2 2 1 2 3 3 2 2 2 1 

Barb 2/1 2/1 1/3 3 3 2 2 2/1 1 2 3 3 2 2 3 1 

match? yes yes yes yes yes yes yes yes yes yes yes yes yes yes no yes 

...... 
tv 
\0 
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For example, it became immediately clear that some days focused 

more heavily on the content of children's literature than others; and, one of 

the major propositions of the study is that teaching is not content-free. In 

an attempt to understand the relationship between the content of each day 

and the "tone" of the day, the categories "focus on children's literature," 

"focus on teaching strategies," and "focus on the LRC course" emerged 

from the journals as categories which pertained to the content of this 

course. All the description cards were then sorted for the degree to which 

they represented the various aspects delineated in Chapter 2 for each of 

those three categories. The reader is reminded that a table delineating the 

specific analytic categories and their subcategories is located in Chapter 2. 

Results of the Specific Analytic Sort for the Category of Content 

Sorting for focus on the subcategory content of children's literature. 

The description cards were sorted according to the degree to which the 

day's focus was on the content of children's literature which was defined as 

focusing on actual books and the literary elements of those books. Table 7 

shows the results from that sort. 

Generally, focus on the content of children's literature is to some 

degree present during most class periods in the study. Only five days (one 

"typical" and four "problematic") were sorted as having a partial focus on 

the content of children's literature, whereas the other 27 days were split 

between whether the focus was total or major. Given that the stated 

purpose of the course was "to provide students with opportunities to 

explore the breadth and depth of literature for children ... the focus of this 



Table 7 

Results of Analytic Sort for Content: Focus on Children's Literature 

Tone of Day 1: Total Focus 2: Major Focus 3: Partial Focus 

1: Great Day 5 1 0 

2: Typical Day 6 8 1 

3: Problematic Day 3 4 4* 

Totals 14 13 5 

*Inc1udes Day 12 

course will be the reading and examining of children's books" (course 

syllabus, see Appendix A), these results are not surprising. 
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Of interest from this sort is the finding that of the six identified 

"great" days, five were totally focused on the content of children's 

literature. Also of interest is that no "great" day was without some focus on 

the content of children's literature. A focus on children's literature as the 

content appears to be a factor in "great" days. 

While "great" days are generally focused on children's literature, the 

same can not be said for "problematic" days. Within the 11 "problematic" 

days sorted for focus on children's literature the sorting is spread evenly 

between the three categories indicating that a focus on children's literature 

does not appear to be a factor for all problematic days. 



Sorting for focus on the subcategory of strategies of teaching 

children's literature. The description cards were sorted according to the 

degree to which the day's focus was on strategies of teaching using 

children's literature. Table 8 shows the results from that sort. 

Table 8 

Results of Analytic Sort for Content: Focus on Teaching Strategies 

Tone of Day 1: Major Focus 2: Partial Focus 3: Not A Focus 

1: Great Day 1 4 1 

2: Typical Day 2 7 6 

3: Problematic Day 5* 2 4 

Totals 8 13 11 

*Includes Day 12 

132 

Generally, the results indicate that for a major portion of the days 

under study, teaching strategies were not the major focus of the class 

sessions. For 24 of the 32 days, teaching strategies were either a partial 

focus or not a focus at all. However, the fact that 21 of the days had either 

a major focus or a partial focus on teaching strategies indicates that 

teaching strategies, while not as important a focus of the course as the 

content of children's literature, remains a secondary focus of the course. 
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Also of interest is the fact that only one of the six "great" days had a 

major focus on teaching strategies, while 5 of the 11 "problematic" days (or 

about half) had teaching strategies as a major focus. Focusing on teaching 

strategies appears to be a factor in problematic days for me. 

Sorting for focus on the subcategory of organizational issues for 

LRC 480. The description cards were sorted according to the degree to 

which the day's focus was on organization of the course, issues related to 

evaluation of students, and clarification of assignments. Table 9 shows the 

results from that sort. 

Table 9 

Results of Analytic Sort for Content: Focus on LRC 480 Issues 

1: Major Focus on 2: Minor Focus on 3: 
Tone of Day Course Issues Course Issues Announcements 

Only 

1: Great Day 0 3 3 

2: Typical Day 1 8 6 

3: Problematic Day 2 2 7* 

Totals 3 13 16 

*Includes Day 12 
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These results indicate that when issues related to the organizational 

workings of the course were the focus of the class period, they tended to 

make that class period somewhat problematic. It is important to remember 

that of the three days which were coded as focused heavily on course 

issues, two of those days were the first two class sessions and the third was 

the class session during which the mid-tenn reflection was discussed. 

Results from the Analytic Sort for the Category of Teaching Issues 

Just as it became apparent from reading through the description cards 

that issues of content might have some relationship to the "tone" of the 

day, so too was it apparent that teaching issues such as the degree to which 

students participated in each class session and what students were asked to 

do during each class session might have implications for the "tone" of each 

session. These issues of teaching are directly related to the study's 

propositions regarding the manner in which something is taught, that is to 

say, content, in some manner, must be taught. It was reasoned that the 

decisions a teacher makes regarding the manner in which the content is 

taught might affect the "tone" of the class session. To that end, the 

description cards were sorted in regard to the tasks in which the students 

were asked to engage, and the manner in which the content was presented. 

Sorting for the subcategory of general student involvement. The 

description cards were sorted according to the degree to which students 

were involved in the class period. Table 10 shows the results from that 

sort. 
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Table 10 

Results of Analytic Sort for Teaching Issues: General Student Involvement 

1: High 2: Partial 3: Minimal 
Tone of Day Involvement Involvement Involvement 

1: Great Day 5 1 0 

2: Typical Day 6 8 1 

3: Problematic Day 3 5* 3 

Totals 14 14 4 

* Includes Day 12 

It is of interest to note that student involvement appears to be an 

important part of "great" days and of "problematic" days. Of the six great 

days, five were high student involvement days. And, of the four days 

sorted as minimal student involvement days, three of those days were also 

sorted as "problematic." 

Sorting for the subcategory of specific student involvement. The 

description cards were sorted according to the specific activity students 

were asked to do or artifact they were asked to produce. Table 11 shows 

the results from that sort. 

The results of this sort suggest that" great" days engage students in 

high levels of involvement by asking them to actively engage in class 

sessions. However, the fact that four of the problematic days were also 

sorted as highly involved suggests that asking students to produce 
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Table 11 

Results of Analytic Sort for Teaching Issues: Specific Student Involvement 

Tone of Day 1: Tangible Object 2: Extensive 3: Minimal 
Produced! Extensive discussion! some interaction with 

book handling book handling books or cohorts 

1: Great Day 5 1 0 

2: Typical Day 2 13 0 

3: Problematic Day 4 4 3* 

Totals 11 18 3 

* Includes Day 12 

something in class does not guarantee that the class session will be without 

problems. Also of interest is that the only minimal involvement days were 

also "problematic" days. 

Sorting for the subcategory of transitions. The description cards 

were sorted by the number of times the focus or activity changed during 

anyone class session. Table 12 shows the results from that sort. 

The results from this sort suggest that "great" days have relatively 

few transitions. On the other hand, days which have more transitions tend 

to be problematic days. However, problematic days are also represented in 

the few transitions category suggesting that while the more transitions 

present during a class session make that day a possible candidate for it to be 



Table 12 

Results of Analytic Sort for Teaching Issues: Transitions 

3 4 5 6 7 
Tone of Day Transitions Transitions Transitions Transitions Transitions 

1: Great Day 0 5 0 1 0 

2: Typical Day 2 4 5 3 1 

3: Problematic 2 1 2 2 4 
Day 

Totals 4 10 7 6 5 

* Includes Day 12 

problematic, few transitions can also present problematic aspects in 

conjunction with other constructs. 
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Conversely, while "great" days tend to have fewer transitions, having 

fewer transitions does not necessary a "great" day make. For example, 

"problematic" Days 19 and 20 each had only three transitions, while "great" 

Day 8 had six transitions. 

Results from the Analytic Sort for Categories Related to the Teacher 

Educator. 

Bringing together categories of content and teaching is the teacher 

educator. My role in planning for instruction and the execution of those 

plans was a major factor in the "tone" that was set for each class session. In 

reviewing the description cards, the journals and my class notes, it was 
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apparent that issues of comfort with content, planning and execution of 

lesson plans was an important part of the day's "tone." Also of importance 

is the extent to which my role as a member of the university community, 

and my role as a member of a family and community group affected the 

"tone" of the day. Influences from outside the class itself emerged as issues 

for me as the teacher educator. 

Sorting for the subcategory of teacher educator's general comfort. 

The description cards were sorted according to the level of comfort I felt 

with each class session. Table 13 shows the results from that sort. 

Table 13 

Results of Analytic Sort for Subcategories Related to the Teacher Educator: 

General Comfort 

Tone of Day 1: Very Comfortable 2: Comfortable 3: Uncomfortable 

1: Great Day 6 0 0 

2: Typical Day 3 10 2 

3: Problematic Day 1 0 10* 

Totals 10 10 12 

*Includes Day 12 
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The results of this sort suggest that the degree to which I felt 

comfortable with the events of the class session dictated the general tone of 

the day. This sort, could, in fact, be considered yet another sort for "tone." 

Its strong trend toward replicating the general tone sort, suggests a 

consistency within the sorting process. All "six great" days were sorted as 

very comfortable on my part. Ten of the 11 "problematic days were sorted 

as uncomfortable on my part, and the typical days fluctuated but generally 

held to the construct of comfortable. 

Sorting for the subcategory of teacher educator's comfort with the 

content. The description cards were sorted for the level of comfort I felt in 

terms of my knowledge about the content and preparedness to teach the 

content for the class session. Table 14 shows the results from that sort. 

Table 14 

Results of Analytic Sort for Subcategories Related to the Teacher Educator: 

Comfort with the Content 

2: Somewhat 3: Uncomfortable 
Tone of Day 1: Very Comfortable Comfortable 

1: Great Day 5 1 0 

2: Typical Day 4 11* 1 

3: Problematic Day 3 0 7 

Totals 12 12 8 

*Includes Day12 
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The results from this sort indicate that I was generally comfortable 

with the content for the class, but that I found myself in situations where I 

was uncomfortable with the content being covered and this became 

problematic for me. Great days typically were days when I felt 

comfortable with the content; however comfort with the content did not 

guarantee a "great" day. Three "problematic" days occurred during days 

with which I was comfortable with the content being taught. This indicates 

that there were other issues impinging upon the course during those three 

days. 

Sorting for the subcategory of teacher educator's level of planning. 

The description cards were sorted according to the level of planning I did 

prior to each class session. Table 15 shows the results from that sort. 

The results of this sort indicate that" great" days typically involved 

minimal amounts of planning. On the other hand, half of the days which 

required extensive planning were problematic days. This suggests that 

amount of planning is not necessarily positively related to the tone of the 

day. Also of interest is that minimal planning for the course does not occur 

often in the context of this semester. Only 6 of the 32 days required 

minimal planning. 

Sorting for the subcategory of execution of plans. The description 

cards were sorted for the level to which "alternate vectors" disrupted the 

plans for the day. Table 16 shows the results from this sort. 
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Table 15 

Results of Analytic Sort for Subcate~ories Related to the Teacher Educator: 

Amount of Plannin~ 

Tone of Day 1: Extensive 2: Typical 3: Minimal 
Planning Planning Planning 

1: Great Day 1 1 4 

2: Typical Day 4 10 1 

3: Problematic Day 6 4* 1 

Totals 11 15 6 

*Includes Day 12 

Table 16 

Results of Analytic Sort for Subcategories Related to the Teacher Educator: 

Execution of Plans 

1: No alternate 2: Tension between 3: Alternate vectors 
Tone of Day vectors plans and alternate took over 

vectors 

1: Great Day 5 1 0 

2: Typical Day 6 9 0 

3: Problematic Day 2 3 6* 

Totals 13 13 6 

*Includes Day 12 
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The results of this sort indicate that execution of plans is strongly 

related to the tone of the day. Five of the six "great" days were days which 

went according to my plans. On the other hand, all of the days in which 

alternate vectors took over were problematic days. These days were not 

often (6 of the 32) but when alternate vectors did take over they were 

problematic. 

Sorting for the subcategory of outside influences. The description 

cards were sorted for the impact that influences outside the class had on the 

teaching of the class. Table 17 shows the results from that sort. 

Table 17 

Results for Analytic Sort for SubcategOlY of Outside Influences 

Tone of Day 

1: Great Day 

2: Typical Day 

3: Problematic Day 

Totals 

*Includes Day 12 

1: Little or no 
influence 

2 

6 

2 

10 

2: Some influence 3: Major influence 

3 

7 

5 

15 

1 

2 

4* 

7 

The results from this sort indicate that while influences outside of the 

class affected some class sessions, they were very individualistic and 
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spread throughout the days. No one particular pattern emerged for this sort 

by itself. However, in conjunction with other constructs, influences outside 

the class session can affect the tone of the class session. 

Results of Analytic Sorts Holding General Day-"Tone" Constant 

In an attempt to discern patterns within the general day tone, the 

results of the analytic sorts were then graphically represented by holding 

the general day "tone" constant. The results of those analyses are shown in 

Figures 1 (typical), 2 (great), and 3 (problematic). 

It is within these analyses that particular patterns emerge. For 

example, for days sorted as "problematic" all but one day (Day 31-Last 

Day) were sorted as uncomfortable for Teacher Educator's Level of 

comfort. Similarly, for days sorted as "great," all days were sorted as no 

alternate vector. It was from this level of analysis that the case of the 

"great" day, "typical" day and "problematic" day found in Chapter 5 were 

written. 

Discussion of the Results 

Discussion of "General Tone" Analysis 

"General Tone" Over Time 

Figure 4 shows the days of the study as they were fmally coded for 

"general tone," chronologically. At first glance there is no distinct pattern 

which emerges over the chronological life of the study. However, upon 
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closer examination, factoring in the days which shifted sort category (Days 

10, 12, 17, 18, 19,24) suggests that problematic days tended to occur early 

in the semester, toward the end of the semester and at times in the semester 

when evaluation issues were in the forefront of students' minds. 

"Typical" and "great" days occurred as the sense of community was 

built within the group and occurred continuously until an unplanned issue 

arose. For example, beginning with Day 7 and continuing through Day 18 

the only two problematic days were the "David Levin Visit" day (Day 12) 

and the "Widow's Broom-Censorship" day (Day 13). Both of those days 

were "problematic" because of unforeseen issues which arose during the 

day. After Day 18 ("Infonnation Group") the class moved into mid-tenn 

and issues of evaluation impinged on the sense of community producing 

some problems. 

As the course wound down, the tone for each day fluctuated based on 

issues related to content, student involvement and outside influences. For 

example, from Day 21 to Day 26 things moved along, producing "typical" 

days with one "great" day (Day 25-Reader's Theater). Day 27 and 28 were 

"problematic," one due to illness (Day 27-lliustration Workshop), the other 

in large part due to the content and the discussion which the content 

produced (Day 28- Literature for Young Children). Days 29 (High Interest 

Books) and 30 (Evaluation) return to typicality and Day 31 (Last Day) 

becomes "problematic" as students begin to anticipate finals and withdraw 

from discussion. 

Also of importance is the clustering of the days which were non

corresponding sorts. Day 10 (All I See, Theme Study Begins), Day 12 
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(David Levin's Visit), Day 17 (Rondo in C), Day 18 (lnfonnation Group), 

Day 19 (lnfonnation Centers), and Day 24 (Historical Fiction Group) are 

all in the middle of the course chronologically, with two days grouped a 

day apart, three days sequentially and fmally a single day. 

Thus, over time general tone days follow a pattern which is 

explainable, if not predictable. Figure 5 suggests chronological 

implications for the pattern of general "tone" findings. 

Discussion of Specific Analytic Categories Over Time 

Content of the Course Over Time 

As discussed in the section reporting the results of the analytic sorts, 

of the 32 days studied, 27 of them had children's books as the total focus of 

the class or as a major focus of the class (sort categories 1 and 2). On only 

five occasions (Day I-The Beginning, Day 12-David Levin's' Visit, Day 

13-The Widow's Broom- Censorship, Day 21-Mid-tenn Discussion and 

Day 3D-Evaluation) was children's books a partial focus for the day. Those 

five days are spread throughout the semester; one at the beginning, one at 

mid-tenn, one at the end of the semester and two days clustered together 

during which special issues arose to prevent the planned focus on books to 

take place (Days 12 and 13). 

Days which were totally focused on children's books began with Day 

5-"History of Children's Literature" which suggests that in the beginning of 

the course, (Days 1-4) the focus of the class was divided between issues of 

organization of the class, teaching issues and children's books. 
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For example, Day 4 was sorted "major focus on children's books 

(2)," partial focus on teaching strategies (2)," and "minimal focus on LRC 

issues (2)." In clarifying an assignment (attendance at a professional 

meeting), I got involved in a discussion of defining whole language since 

one of the options for students is to attend a T A WL (Tucson Teachers 

Applying Whole Language) meeting. We spent time talking about 

integrating curriculum and the difference between that and whole language. 

We then turned the focus to award-winning books. I said, "Caldecott and 

Newbery awards are things you should be aware of' (Stimulated-recall 

journal 9/1/92). This framed my discussion of how the awards are given 

and issues related to the selection process. I then had them get into groups 

based upon the book they had read (a Caldecott winner paired with a 

Newbery winner). They talked in their groups and then I asked them to 

share their books with the rest of the class. They then had an opportunity to 

browse through all the award-winning books I had set up. Because of the 

discussion before that, they didn't really have much time to do the 

browsing. This example demonstrates the manner in which all three areas 

of content focus were necessarily integrated into an early class session. 

In contrast, from Day 5 on, with the exception of Days 12, 13 and 

21, children's books became much more of the focus of class days. For 

example Day 16-"Poetry Group" demonstrates the manner in which a class 

session can be focused on children's literature. It was the first of the genre 

group presentations. The group had assigned collections of poetry for their 

classmates to read. They set up the large meeting room (530) with a wide 

variety of books arranged in various manners--by poet, by topic, by 
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organization. They allowed me to make a couple of brief announcements 

and had their classmates meet in their genre groups for planning while they 

quickly organized themselves. They then presented the information they 

had prepared for the class. They talked about different types of poems, the 

analysis of poetry, and appropriate and inappropriate ways to use poetry 

with children. They engaged the class in a choral reading to demonstrate a 

strategy and then they had the class meet in their book groups to talk about 

their book of poetry based upon their presentation. They had groups briefly 

share their books with the whole group. They ended with ample time for 

students to browse the books they had brought in to share. 

Day 16 represents a typical day which was focused on children's 

literature. These days occurred throughout the middle portion of the 

semester, occasionally being supplanted with a strategy or teaching day, 

and ending with Day 28. From Day 28-"Literature for Young Children," 

discussions of teaching strategies and teaching issues became much more 

central to each class session. On these days students were asked to read 

articles pertaining to teaching issues and discuss them in relation to the 

books being introduced (Literature for Young Children or High Interest 

Books). As the semester ended, teaching issues took center stage. Issues 

of evaluation, organization and use ended the semester. 

Teaching of the Course Over Time 

In a manner similar to content, my teaching practices established a 

pattern with student involvement and tasks being slow to start, picking up 

speed in the middle of the semester and then slowing down as the semester 



153 
ended. I planned each class session with a certain degree of student 

involvement present. Every class session had some sort of group 

discussion, but that did not mean that each class session was successful in 

the degree to which the plans I made were executed successfully. 

The beginning of the semester was a time of relatively low student 

involvement. During Day I-"The Beginning" students basically sat 

listening to me talk about the course and how things would work. My one 

attempt to engage them in some activity was less than successful in my 

opinion. My journal states, "Invited them to talk, but they didn't" 

(Reflective Journal 8/20/92). The stimulated-recall journal states, "It got so 

quiet and I couldn't get them to talk at all" (Stimulated-recall journal 

8/20/92). They were asked to produce a written artifact--a response to the 

question "What role does children's literature play in the elementary 

classroom?" The next artifact produced in class was a worksheet during 

Day 6-"Library Exercise." 

The next few days continued with students being fairly uninvolved 

as I continued to explain class assignments and to give introductory 

remarks. Students participated in group experiences, but on very surface 

levels, with little in-depth discussion or sharing taking place. However, as 

community built, I began to incorporate more student involvement into 

each class session. 

Day 5-"History of Children's Literature," was the first day during 

which students were more actively involved in the class session. There was 

still a great amount of "teacher talk," but students were asked to engage in 

an in-depth exploration of a time period in children's literature and to make 
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some summary statements to the class as to what they found. This offered 

them more involvement in conjunction with a specific task than had been 

offered before. 

From that day on there were only two other instances of students 

being fairly uninvolved in the class session-- Day 13-"The Widow's 

Broom-Censorship" discussion and Day 21-"Mid-tenn Discussion." Both 

of those days were special instances of unplanned discussions taking over 

the class session, making the plans I had for student interaction and 

involvement void. As students assumed greater roles in the class' 

instruction, student involvement increased. There were two instances of 

sustained high levels of student involvement (Day 16 through Day 20 and 

Day 22 through Day 27). These were all days during which students were 

highly involved either by making presentations or by participating in a 

learning strategy. 

In conjunction with the middle section of the course was an 

increased level of specific artifacts students were asked to produce during 

each class session. Charts and graphic displays, responses to literature in 

the fonn of drawings and center activities were produced in response to 

different strategies presented. These artifacts seIVed to keep student 

involvement high during this time in the semester. 

As the semester wound down, and issues of instruction were brought 

to the class session, student involvement decreased. Discussion of articles 

in groups and then large group summary discussions seIVed to limit the 

amount of involvement students had, as well as the types of artifacts they 
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were asked to produce in class. The semester ended with students 

completing a worksheet as an example of "basalized" children's literature. 

Teacher Educator's Issues Over Time 

Issues related to the teacher educator category are more 

particularistic over time than are the other two general categories. Patterns 

within this category are more inter-related than related to the issue of 

chronology or building of community. With the exception of the beginning 

of the semester, my level of comfort was more related to my comfort with 

the content of the specific class period than to the chronological place of 

the class session in relation to all the other class sessions. 

The first class sessions were ones with which I was comfortable with 

the content I was teaching, and yet the lack of community within the class 

itself prevented me from feeling comfortable with the class sessions in 

general. From the fifth class session, my comfort with the day in general 

was closely related to my comfort with the content being focused on during 

the class session. This in tum was also related to the amount of planning 

which took place for each class session. 

For example, the first four class sessions (Days 1-4) were ones with 

which I was generally uncomfortable. However, as indicated by the 

content comfort sort, I was not uncomfortable with the content being 

presented (Day 1=1, Day 2=2, Day 3=1, Day 4=1). Issues of student 

interaction (lack of discussion) and the sense that I did "all the talking" 

were more related to my discomfort in the beginning than was content. 
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Content becomes problematic on Day 6-"Library Exercise" because I 

don't know the reference materials in the library as well as others teaching 

the course do. This understanding of my own lack of "knowledge" in 

comparison to others, undermines my confidence and thus my comfort with 

the content in general. This sense of not "knowing" the content was also 

problematic for me on Day 27-"lliustration Workshop" and Day 28-

"Literature for Young Children." In both these instances, while I know 

much more than the average individual about these topics, I personal know 

individuals who know more than I do and my personal experience with 

these topics was at the time of the study limited. Again, this perception on 

my part of my own lack of depth of knowledge served to make me 

uncomfortable with the class content. 

Of interest to this discussion, however, is the fact that all three of the 

above days (6, 27, 28) were problematic days for me, but were problematic 

for different reasons. Day 28 was problematic for me because of the 

content of the class session (literature for young children), and because of 

an article I had them read which generated a discussion of Whole Language 

philosophy. Day 27 was problematic for me, mostly because I was ill and 

unable to execute the plans I had meticulously made to cover for my own 

perceived lack of content knowledge. Finally, Day 6 was problematic for 

me because of previous organizational decisions I had made which 

impeded the library reference activity'S impact. Thus, while I had content 

comfort issues with all three of the days, my comfort with the content was 

only partially responsible for those days being problematic on two 

occasions. 
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I became uncomfortable with the content at mid-term as well. My 

discomfort with the manner in which I organized Day 19-"Information 

Centers" was not specifically related to the content of the day, but with the 

manner in which the presentation of the content could possibly be 

perceived. 

Days 20-"Fantasy Group" and 21-"Mid-tenn Discussion" were days 

with which I was uncomfortable on many levels, content being only one of 

them. Day 21, the discussion of grades was perhaps the most 

uncomfortable content I had to address. My analysis indicates that any 

time evaluation and grading are issues (Days 1,21,31) my comfort with 

the day is low. Day 20 is perhaps a carry over from that because I had 

begun to read and respond to my students' mid-tenn reflections and was 

agitated by some of what I was rmding in their work. Although this was 

not specifically part of the content of the particular day, my interactions 

with members of the group which was presenting served to set the tone for 

my discomfort with the day in general and my perceived discomfort with 

the content specifically. 

The issue of planning is an interesting one. This class generally 

takes a great deal of planning time. This is mostly related to pulling books 

for display and reshelving them after class. As this was my third semester 

teaching the course, I could anticipate areas which students were going to 

find troublesome or particularly interesting. Thus, my planning reflected 

my past experiences with the content. My planning also reflected my own 

discomfort with the content. I was much more likely to do extensive 

planning for areas with which I was not as confident about my knowledge 
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of the content. These days then were days which were more likely to be 

problematic for me. Thus the analysis reveals that days which were more 

extensively planned were often problematic. For example, of the 11 days 

coded" 1 " for extensive planning, six were days which were coded 

"problematic" for general tone of the day. Without the entire context of my 

story, one might conclude that extensive planning was spuriously correlated 

to having a "problematic" day. Within the context of the story, however, 

we are able to understand that my extensive planning was due to my 

discomfort with the content being taught. This discomfort with the content 

being taught was, in tum, more likely to result in a "problematic" day. 

As the semester progressed, my own general comfort with the class 

increased. As discussed above, my comfort with what was happening in 

the course was disturbed during mid-tenn when issues of evaluation were 

discussed, and toward the end of the semester when content areas with 

which I was not comfortable were covered. The fmal days of the semester 

(Days 29, 30, 31, and 32) were generally comfortable ones for me. Issues 

of evaluation had resolved themselves--students felt they knew what their 

grades would be and were content. The content being covered--uses and 

organization of children's literature in the classroom and evaluation of 

children's uses of literature in the classroom are topics with which I am 

extremely comfortable, and the community in the class had reached a level 

at which we could discuss controversial issues without fear of impinging on 

someone's beliefs or feelings. Unlike the beginning of the semester, the 

end of the semester ended with me feeling comfortable and happy about 

what had happened in this course. 
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Summary 

This chapter has detailed the analysis from the analytic sorts for 

general tone of the teaching days and the specific sorts based on the 

categories which emerged from the initial data analysis. From these 

general and specific sorts, I was able to construct the three case studies 

which are presented in the following chapter. 

These case studies document in detail how my "theory of the 

content" was enacted on three separate occasions. The case studies also 

demonstrate the implications that a particular "theory of the content" has 

for the manner in which teaching days develop. 



CHAPTERS 

THE CASES 

I felt very good about the class session. It "jelled" right. 
(Reflective journal, September 15, 1992) 
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This is the type of class I like and I think students like. I don't do too 
much talking and they are active, working together and exploring 
books. I think we're over the hump and settled in to a very exciting 
course. (Reflective journal, September 22, 1992) 

Last day of class. It felt really funny. I really like this class. Good 
people. Interesting thoughts and some challenges. I'm not sure 
whether or not they are just so burned out or what, but I had a hard 
time getting them to talk about much of anything today. I built in a 
great deal of time to have them talk with each other about issues 
[related to the use of literature in classrooms] for the final day, but 
they just seemed to be unwilling to really engage. (Reflective 
journal, December 8, 1992) 

These three reflective journal entries are examples of the manner in 

which I intuitively evaluated my teaching days during the collection of the 

data. Long before I explicitly identified my teaching in terms of "great" 

days, "typical" days and "problematic" days, I unconsciously wrote about 

my teaching using that framework. In talking with members of my 

committee, we agreed that we had all experienced days in our teaching 

when we walked out of class thinking "What just happened in there?" Or 

"Wow, that was a great class session." But, while we, as teacher educators, 

all experience these qualitative differences in our teaching, descriptions and 

discussions of those characteristics and their implications for teacher 

education are very rare. 
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Introduction 

This chapter presents descriptions of each of the three "types" of 

teaching days experienced by me over the course of the semester being 

studied. As is true of all teaching, each teaching day of the study was 

particularistic unto itself, with various issues present to one degree or 

another. In attempting to write these descriptive pieces of the three "types" 

of days, I focused on the degree to which the patterns found in each day 

were representative or non representative of the patterns identified in the 

general category. This method is supported by Merriam (1988), who, 

quoting Goetz and LeCompte (1984), states: 

The outline [of the case study] begins with a search for regularities-
things that happen frequently with groups of people. Patterns and 
regularities then are transfonned into categories into which 
subsequent items are sorted. These categories or patterns are 
discovered from the data. (p. 132) 

By reviewing the data, I determined that there was enough similarity in 

terms of patterns among the days to be able to identify over-arching 

characteristics of each "type" of day. Given that there were patterns among 

the days, I then determined that it would be valuable to pursue the 

development of three descriptive cases which represented all days sorted as 

one particular type of day even though each day was, in and of itself, 

different from the others. 

From the infonnation presented in Chapter 5, you will recall that 

there were six days identified as "great" days (Days 8,11, 14, 17,25, and 

32), 15 days identified as "typical" days (Days 2, 3,4, 7,9, 10, 15, 16, 18, 

22,23,24,26,29, and 30) and 11 days identified as "problematic" days 
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(Days 1,5,6, 12, 13, 19, 20, 21, 27, 28, and 31). The decision to use any 

one of the days as an example for the entire group of days was made based 

upon the degree to which the day most broadly represented particular issues 

identified for each "type" of day. In presenting the day as representative of 

a particular "type" of day, I have also attempted to identify issues for the 

day which are anomalous for that "type" of day. The days chosen to 

represent each type of day are Day 10-"typical" day, Day 14-"great" day, 

and Day 21-"problematic" day. 

In describing the "typical" day, the "great" day and the "problematic" 

day, I have used a double entry fonnat. The story of the day is in italic 

print. Discussion of particular issues is in regular type. The discussion 

draws heavily on the infonnation provided in Chapter 4. Unless otherwise 

indicated, direct quotes are from the audio tape for that particular day. 

Typical Day" --September 22, 1992 

The Story and Its Discussion 

I began class by telling students that I was going to give them time to 

work in their genre groups to organize their presentations, that I was going 

to then talk about response and ways of responding to literature, and that 

we were then going to work in the book groups which had been organized 

the previous Thursday to do a webbing activity. I then asked if there were 

any questions "up front." I showed students where all the materials for 

planning their presentation were, explaining that I had put all the author 

information in a box. I offered an invitation to check out author materials, 

showing them the check-out list. I then told them "/t's yours." 
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I have, over the past four years, collected a great number of resources 

on authors and illustrators of children's books. Although I have all these 

resources and bring them to class, in the past I found that students don't 

take advantage of them. By making a public announcement of the 

materials, and specifically tying the materials to the activity on which they 

were working, I was trying to get them to use the materials to a fuller 

extent. 

Students began to work in their genre groups. I circulated around 

the room. Someone commented that they are enjoying this work. I replied, 

"That's what I was hoping. You're supposed to be having fun in this. 

That's the point. Ifit's stopped being fun then I want to know about it." 

I'm always amazed at the amount of humor I hear in my speaking 

when I teach. I don't consider myself a particularly funny person, yet I 

seem to be able to use humor to lower the anxiety in the room without 

conscious thought about being funny. 

I talked with a student who had been absent on the previous 

Thursday and who didn't have a book for the book groups. I told her that 

"It looks like this is what's left." I then proceeded to tell her we're going to 

start a theme cycle on conflict and that the book I'm giving her is the story 

of a family who's involved with the Civil War (Across Fiye Aprils. Hunt, 

1964). The groups then settled down to work. 

I went over to the author materials and helped students look for 

materials they might use in their author studies. I asked students if they 

were doing particular authors or illustrators. A student approached me 

about a book which didn't come infor her on the book order. I explained 



164 

that I wasn't sure if she had wanted it because it wasn't marked in the 

money column, only in the item column. I told her to remind me and that I 

would try to order her one in the next book order. 

Book orders are a great way for the students to begin their own 

collections of children's books, but they are a real pain to take care of at 

times. In the rush to get started and to get finished, sometimes students 

tum in orders which don't make much sense and I'm stuck trying to figure it 

out because I don't want to wait until the next week to send the book order 

in. The students are funny about book orders. Like most kids in my 

experience, they can't wait for their books and are continually asking me if 

the book order has come in yet. Another part of the book orders that makes 

this not my favorite thing to do is that I tend to always make mistakes in 

calculating the order or I miss someone's order, or I order the book on the 

next line. Trying to sort that all out takes time that I'm not always willing 

to give. 

I asked if anyone was interested in Cynthia Rylant. I explained some 

of her work was contemporary realistic fiction, and that we were going to 

work with a couple of her books today. I stated "Infact, I'm going to read 

you a Cynthia Rylant today. " 

In retrospect it's interesting that I should have singled out Cynthia 

Rylant as an author they might be interested in studying because her book 

Missin~ May (1992) went on to win the Newbery award for the year. I 

couldn't get anyone to study her during the semester under study, but the 

following semester I had people arguing over who was going to get to 

study her. 
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Another student approached me about a book she didn't get, and I 

told her that I also wanted the book that she wanted and so I was going to 

send in the order again. I discussed another issue with a student and then 

announced that some students were forgetting to sign the attendance sheet. 

I said, "Some of you areforgetting to sign the attendance sheet. And, not 

that it's really going to matter unless you don't like the grade I give you. 

You probably want to catch yourself up over there. I don't really see 

attendance as being a problem in this class." 

I was really surprised to hear myself use the phrase "grade I give 

you" because I don't view myself as the "giver" of grades. My evaluation 

for this course is based upon self-evaluation and thus I see students as the 

"givers" of their grade. 

This use of the phrase and its reference to attendance is directly 

related to two issues from the previous semester. First, I had had terrible 

problems with attendance the Spring, 1991 semester. I had had students 

regularly coming to class half an hour late. There were a number of 

students who had missed a number of class sessions, and I had no specific 

plan in place to deal with the issue. 

Secondly, one of the people who had had an attendance problem had 

ended up appealing her grade in the course. The grade appeal made me 

much more specific about grading and the levels of acceptable behavior 

(attendance and promptness being two) which would impact student grades. 

This particular group of students had no attendance problems, but I had 

decided to have a sign-in sheet, more for my own documentation than for 

anything else. The previous semester I had been noting attendance on 
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student cards, but had become inconsistent near the end of the semester as 

things got busy. This lack of documentation had become a problem for me 

during the grade appeal process. As far as this group of students went, I 

wasn't particularly concerned about keeping track of their attendance 

because people rarely missed class, but on this particular day I noticed that 

a number of people were not checking themselves off, and I did want to 

maintain some sort of accurate record of their attendance. 

I began to walk around the room specifically targeting groups. I 

said, "Thejirst group is poetry, isn't it? So how are you guys doing? Do 

you have a . ... No? Okay, well how can I help?" I then talked 

specifically with the poetry group and gave them some specific ideas about 

organizing their presentation. 

Listening to my interaction with this group, I found that I was more 

specific than I would have wanted to be with them. There are two reasons 

for this. First, they were the first group to present and I felt that I wanted to 

make sure that they "set the tone" for the other groups. Thus, I wanted to 

make sure they understood the assignment and were going to be successful 

with it. Second, the topic of poetry is one which I always hesitate assigning 

to students. Poetry is traditionally handled so poorly in school settings that 

I feel a special need to talk about appropriate and inappropriate practices in 

the uses of poetry myself. I don't really know why I feel this way about 

this group, because my past experiences should tell me that by reading the 

Huck text, the students get all they need to know to present the genre as I 

would. Because we were using the Sutherland text this semester, I had 

duplicated the poetry chapter of Huck for this group. Yet, I still discussed 



167 

with them ways of organizing that I would like to see, though I didn't put 

my perspective on their organization that bluntly. 

/ move on to the information group. / asked them about how they 

were doing and then made some more specific suggestions about what they 

might do with their topic and how they might break the topic down. / 

discovered that they had planned to do for their presentation what I had 

planned for the day of the final. / helped them to reorganize the topic. / 

showed them the Huck text and how the authors had divided up the topic, 

suggesting that they mightfollow this as their model. A student asked me 

"Instead of each one of us doing one of these [author's work] you would 

rather have like one do accuracy, one do content, one do style. Would that 

be better you think?" / replied," No, /, / don't want you to think that it, 

That I would rather. What you guys need to do is to think to yourselves, as 

a classroom teacher, what are the kinds of things I'm going to need to know 

about information books to be able to effectively use them in the 

classroom." / made some more concrete suggestions about organizing. 

With this group I hear myself being far less directive, perhaps an 

unconscious decision based upon being directive with the previous group. 

The other possibility is that when I heard the student say "would you 

rather" I was alerted to the fact that the group was trying to second guess 

what I would want them to do. I really try very hard to have the students 

come up with their own ideas, in tenns of presenting material, but in some 

of my interactions with students I hear myself using value-laden language 

which sends subtle messages about the appropriateness of one method over 

another. Releasing total control of the decision-making is hard to do. 
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1 moved to another group--the biography group. They were 

negotiating which authors they were going to do for the final. 1 made a 

suggestion about organizing biographies by authors. A student asked me 

about reading books in Spanish. 1 talked about the importance of having 

books in other languages in the classroom and about helping kids 

understand that books are not only written in English. 

Again, I fmd myself giving suggestions as to what to present. In this 

case however, I felt much more like a teacher pointing out possibilities. 

They hadn't considered the way of organizing books which I suggested. 

Because of their knowledge of children's literature and classrooms in 

general, the manner in which I suggested they organize the materials had 

not occurred to them. I see my role in this process as helping them to see 

alternatives that their experiences haven't allowed them to see. 

1 moved to the fantasy group. They told me that they had decided to 

use the book of which 1 had 26 copies (A Wrinkle in Time. L'Engle, 1962). 

They explained that they felt that it would be easier for the class to just be 

handed a book. 1 reply, "Uh, um. Okay, good." A student asked me about 

the lit logs. She wanted to know about organizing the log by themes. 

My response to this group was interesting. Actually I felt that I had 

earned a gold star, because I didn't try to talk them out of a decision with 

which I did not agree. I very rarely have students all read the same book, 

and since one of the goals of the course is to expose students to a wide 

range of books, choosing to have everyone read the same books seemed 

limiting to me. However, the group seemed very committed to their 

decision when they shared it, and I felt I had no right to try to change their 
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minds. They had done what I had asked them to do--make decisions about 

how they were going to present the material and what they were going to 

ask students to read--I couldn't very well tell them they had made the 

"wrong" decision. The loss of control over what is presented and how it is 

presented is perhaps one of the most difficult issues I have had to deal with 

in organizing the class this way. It's never easy, but if I am committed to 

having students be responsible for their own learning, then I can not impose 

upon them what I believe to the "correct" way to go about doing something. 

I moved to another group, which didn't need any help with its 

presentation, but whose members want to talk about the journal. They 

wanted to know where it is. I showed them where the journal might be. 

I moved to the front of the room and asked the class if there were any 

general questions which should be addressed to the whole class. There 

were none. I announced that in the packet from Fast Copy there was an 

article which would apply to the topic we were going to cover during the 

next class session. I also announced that their copies of Tar Beach 

(Ringgold, 1992) were infrom the book order and that they needed to bring 

it to class with Big Mama's (Crews, 1992). I explained that we were going 

to discuss all three during the next class session. 

The packet of materials from Fast Copy was a real problem for the 

semester. It was not ready at the beginning of the semester, even though 

when it had been turned in, I had been assured by the employees that there 

was no problem in terms of time and getting permissions to use the 

material. Therefore, I had planned on using a number of articles in the 

beginning of the course as introductory material. Needless to say, the 



students were unable to purchase the packet in time to read any of the 

material that I had planned to use in the beginning. This article on 

multiethnic children's literature was the first article which we used. 

/ began the read aloud by saying, "/t's been awhile since / read to 

you. / feel like I'm shirking my duties." 
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I like to begin each class session with a book which pertains to the 

subject we're covering for the day. For whatever reason, I don't recall, I 

hadn't read to them for a couple of class sessions, and students had 

commented on missing it. Reading aloud to them models the manner in 

which it can be done, and ways of going about reading aloud. On the fIrst 

day I always talk about why I read the page and show the pictures after. I 

try to point out that no one reads aloud perfectly and as the semester 

progresses, I'll talk about miscues (Goodman, Watson & Burke, 1988) as I 

make them. 

/ announced that we were going to talk about response and because 

that was the topic for the day / was going to share with them AliI See by 

Cynthia Rylant (1988). / read the story to them. 

In this case I refrain from analyzing the miscues I made during the 

read-aloud because I reasoned that it would take up time that we didn't have 

for the day. I hadn't ever mentioned miscues and miscue analysis, and I 

didn't want to get into a complex discussion of reading process and theory 

right before presenting reader-response theory. 

/ began the discussion of response by saying, "/ like to use this 

particular book to start to talk about responding and the ways that we 

respond to things because / think thatfor me, this validatesfor me the 
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feeling that response is totally an individual experience. That no one can 

understand the way that I respond to something . ... They can only, and 

only through my explaining of my response, can they get just even a 

glimpse of what my response to something might be." I talked about 

individual experiences and the power of those experiences in shaping our 

responses. I said that, "For a long time, I think, we've told, children 

particularly, that there's one right way to respond to something. There's 

one right way to do something in school. " 

I used myself as an example of someone who spent her whole 

undergraduate academic career trying to guess at someone else's meaning. 

This is the part of the discussion that most people understand. They, too, 

have had similar experiences in school. 

I talked about a "little theory" behind response and responding. I 

used the overhead to demonstrate a transfer model of reading, an 

interactive model of reading, and a transactive model of reading. I talked 

about how I wanted them to understand that there is no one right way to 

think about response. I explained that there were a number of people who 

held each model as valid. I went through a number of statements about 

reader-response theories. 

This was the part of the discussion which was very uncomfortable 

for me. I know enough about reader-response theory to be dangerous, but I 

am, by no means a student of Rosenblatt or well versed in other theories of 

response. I live in fear that an English major is going to take this course 

and try to argue with me about varying forms. Fortunately, it hasn't 

happened yet. 
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I ended the discussion by saying, "So, in terms of looking at response 

then, you can see how, at least for me, it's very important that children be 

allowed to respond and be able to verbalize their own responses to text and 

that the role as a teacher is not to impose your response on the child." 

Quite an ironic statement based upon my own struggle not to impose 

my response to their organizational strategies, but one which I finnly 

believed based upon my history as a learner. 

I then offered an invitation to get into groups. I first explained that 

"there have been several people who have made little comments in their 

journals about how often we change groups in this class. And I know it 

seems that we change groups a lot, but one of the things that you forget is 

that I think, is what we're doing right now is condensing in this class a 

whole year's worth of work. . . . I have you change groups so often because 

I'm trying to model how I would organize these kinds of things in an 

elementary classroom. . . . I could keep you in the same groups but then 

someone wouldn't be able to make . ... So, by not allowing you to change 

groups I would not be allowing you to make choices about your reading. I 

apologize to those of you who feel like you're playing musical chairs in the 

room, but that's my rationalefor it." 

I feel that it is extremely important to respond to issues raised in the 

revolving journals, particularly when the issue pertains to the whole class. 

Students need to understand the rationale behind what you're doing and 

sometimes that rationale needs to be made explicit. I implicitly assume that 

students understand that the organizational structure of the class is basically 

the same as the organizational structure of my class in an elementary 
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with them this fact. 
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I asked them to get into their conflict book groups and to spend some 

time talking about the book and those themes. At this point the tape ran out 

(45 minutes) and I turned it over. I then asked them to browse through the 

books in the basket on their table and to see if another theme, related to 

conflict was evident. I told them that we were going to do a webbing 

activity with those books a little later in the class session. I reviewed the 

different types of conflict we had discussed during the previous class 

session. They began to work in their groups, talking about the books they 

had read. I walked around the groups but did not join one. 

I continued all semester to struggle with what my role was in terms 

of these groups. I felt that if I joined one group then the entire discussion 

ended up being structured around an interaction with me. On the other 

hand, moving between groups was disruptive. I usually opted for just 

circulating and eaves-dropping. The one exception I made was if there 

were only two people in a group. In that case I would then join that group. 

These decisions were based directly on advice given me by Kathy Short in 

one of the group planning sessions (9/9/92) and in informal discussion. 

During the planning session on 9/9/92, Kathy told all of us (Cyndi, Janelle 

and me) that: 

I make different decisions [regarding participation in groups], but 
usually I sit down with a group but sometimes when what I'm going 
to do next depends on my knowing what's happening in each of the 
groups I'll go around and kind of listen in. I won't actually sit down 
and join them, I'll listen in each group simply because what I'm 
doing next is dependent on my building off of what happened in each 
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group or if I'm worried about what's really happening in each group, 
like sometimes the conversations aren't, in some classes the 
conversations are not, on their own they are not doing well, they do 
real quick "I like the book" kind of stuff and then they're done 
talking. They go into talk about what you have to do for this class, 
or the other thing I have to watch out with teachers is that they go 
into talk about, immediately talk about how to use the book with kids 
instead of responding to it as a reader themselves so sometimes I'll 
go around a listen just because I need to know, to try to figure out 
what to do next but most of the time I sit down in a group. 
(Transcript, planning meeting 9/9/92) 

Kathy had also talked infonnally with me about the need to have at 

least three people in a group for discussion to really have an impact. In 

making decisions about participating in groups with students, these were 

two bits of advice I used regularly. 

J explained that what they had infront of them was a "text set," and J 

talked about what a "text set" was and how it was different from what they 

had read with multiple copies. J also explained that J wanted them to make 

a web focused on the theme of their set. J explained what a "web" was and 

demonstrated a web using the theme "desert" which was not a theme J had 

organized. 

I had made an assumption that they knew what a web was. When I 

introduced the activity, I saw a number of blank faces and realized that I 

had once again assumed too much knowledge on their parts. I then had to 

improvise a lesson on webbing. It worked out all right, much better than if 

I had not realized their lack of understanding before having them work in 

groups. 



The students got to work. I moved around the room talking with 

groups about their books and possible themes. 
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I had organized a set of mostly picture books with a theme related to 

the book they were reading as a group. For example, the group reading 

Hatchet (Paulsen, 1987) had a group of books which dealt with 

environmental issues. The group reading Roll of Thunder. Hear My CIY 

(Taylor, 1976) had books dealing with racism and segregation; and the 

group reading Number the Stars (Lowry, 1989) had books related to World 

War II and the Holocaust. There were, however, several groups which had 

themes which were much more abstract. The group which had read Prairie 

Song (Conrad, 1985) had a group of books which I had labeling in my 

mind "community." 

The first step in creating the web was to determine the "theme" of the 

books in the set they had been given. Some of these groups were having a 

difficult time seeing the relationships between their books. I spent some 

time resisting the temptation to "tell" them my interpretation. I wanted 

them to come up with their own. Only one group persisted in having me 

defme their set, and I fmally gave in, which then allowed them to proceed 

with their web. Until I had helped them defme it, they had been unable to 

move on. 

After having talked to each group the room got very quiet and people 

started reading and quietly talking about the books in their sets. Some 

groups got started on their webs. 
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With aboutfive minutes left of class, I invited students to check out 

books in their sets. I also had them change the order of topics on their 

syllabus. 

I had decided that the order of topics was too choppy. I had planned 

on having them begin this, then stop and do traditional literature, and then 

finish this theme cycle up just before the genre groups were to present. The 

reasoning behind having traditional literature as I had planned it was to 

give the first group enough time to see a genre presentation and then plan 

their own if they needed to use the model for their own planning. I decided 

that it was better to move the traditional literature presentation to the week 

before genre groups presented in order to maintain the flow of the study. In 

retrospect, neither decision made much difference. As the reader will 

recall, my decision to do the multicultural presentation out of order threw 

off the rest of the theme study anyway. 

The students began to clean up the room and the supplies. Class 

ended as I loaded up materials and talked with a student about scheduling 

an appointment with me for the next week, and asked someone to take notes 

for a student who had been in a car accident. 

Cleaning up for this class is always a problem. Pulling books takes 

time, but reshelving them, particularly Kathy's books, is really time 

consuming. The first year I taught this course I really avoided using her 

collection. As I shared earlier in Chapter 3, I was afraid of losing one of 

her books, but also I didn't know her books well enough to be confident 

that I was returning them to the right place. As I got to know her collection 

better, I began to use more of her books, but I always found that in 
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reshelving them I came up with a number of "homeless" books which she 

had to reshelve because I couldn't remember where they went. I felt badly 

about leaving this for her to do. However, I did it in part, because my own 

collection had grown to a point that I would rather reshelve my books 

myself than risk having someone else reshelve them incorrectly and thus 

not be able to fmd a book when I needed it. I reasoned that she would, too. 

Discussion of the Day in Terms of the Major Categories 

Content issues. This day was fairly typical of a class session early in 

the semester, when I was still doing a great deal of the instruction. In terms 

of the content of the day, it was balanced between children's literature, 

teaching methods and issues of the LRC class itself. In presenting reader

response theory I talked about both the literature aspects of response and 

the teaching implications for their own classrooms. I had them engage in 

discussion of the books they had read, and I introduced a new set of books 

with which they were to interact. I devoted the first 15 minutes or so to 

organizational issues for the LRC class, by having them work in their genre 

groups on their class responsibilities. I also engaged with individual 

students in side discussions on assignments (the literature log, the journal, 

the author studies). Thus, in terms of the content of the course, it was fairly 

evenly balanced between the three areas identified as possibilities for 

course content in previous chapters, with teaching methods, perhaps being 

lightest. 
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Teaching issues. In regard to what I had asked the students to do and 

to what degree they were involved in the course, again the day was very 

balanced. They were actively engaged in their genre groups and in their 

conflict groups. On the other hand, I did spend about 20 minutes talking 

about responding to literature in a "traditional lecture" fonnat. They were 

asked to interact with books and to produce (at least begin to produce) an 

artifact. There were five major transitions within the class session 

(announcements to genre groups to read aloud to lecture to discussion 

groups). Within the discussion groups there was a minor transition from 

discussion of multiple copy book to browsing the text set and beginning of 

the web. The announcements-groups-Iecture-browsing (book sharing) was 

a very typical pattern I established during this semester. 

Teacher educator's issues. I was fairly comfortable with this class 

session. As this was the tenth class session I knew all the students' names 

and had begun to know them as individual personalities. I was able to 

fairly freely joke with them and to tease where appropriate. On the other 

hand, the topic of response is one with which I am uncomfortable from a 

theoretical standpoint. I feel I can speak confidently about individual 

response with a group of beginning teachers, but fear that some day I'll 

encounter an English major who really knows something about different 

theories. 

When I begin to talk about theory and when I do it in the manner I 

used in this class period (lecture with overheads) I'm uncomfortable. First 

of all, I rarely use an overhead projector. So in that case, this day was 
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atypical. Secondly. 1 rarely lecture on anything, let alone literary theory. 

The lecture part of the day was not typical, and was what most likely 

prevented me from feeling this day was "great." There was some planning 

involved, but not extensive, and the day moved right along through my 

program of action. Aside from my strong discomfort with the content to be 

covered, the day shares, in many ways, a number of issues that "great" days 

possess. The discomfort with the content is more in line with a 

"problematic" day. 1 was able to avoid a "problematic" day by not getting 

into detail in my lecture about reader response (I mentioned Louise 

Rosenblatt once), by having the students be active participants in other 

aspects of the class session, and by not letting the content discussion with 

which I was uncomfortable go on very long (10 of the 20 minutes during 

which 1 covered the topic were used to read All 1 See ). 

Summary of "Typical" Days 

"Typical" days appear to balance, somewhat precariously, between 

"great" days and "problematic" days. They appear to be days during which 

my "theory of the content" for children's literature is enacted with few 

problems. In the above case, my discomfort with the content 1 covered 

kept the day from being a "great" day. On the other hand, the manner in 

which I covered that content (briefly) kept it from turning into a 

"problematic" day. I suspect that an individual in-depth analysis of each 

day might produce the point at which the day failed to be a "great" day or 

was saved from being a "problematic" day. "Typical" days are days which 
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generally follow the flow of the plans, have few surprises and have students 

engaged in the class session at a relatively active level. 

"Great" Day--October 6, 1992 

The Story and Its Discussion 

This "great" day was chosen because of the number of issues 

common to "great" days found in it. The reader should be cautioned, 

however, that this "great" falls at the end of a planned "theme-cycle" on 

conflict which I found particularly frustrating. I had begun the theme-cycle 

on September 17, 1992 with the intention of completing it by October 1, 

1992. Events ("David Levin's Visit" and "The Widow's Broom

Censorship" Day) conspired to disrupt my plans for the theme cycle. While 

I was frustrated with the way in which my overall plan had been executed, 

this particular day within the theme cycle move along according to my 

plans, and was, in fact, a "great" day. 

I began class by inviting the students to move to the front of the room 

because I was going to read aloud a book which was very small, but which 

had pictures which were important to the text's meaning. Once they had 

settled in, I began by saying that "Today this is the only thing I'm going to, 

I'm going to read this. I'm not going to talk about it. (laughter) And then 

we're going to get into the groups andfinish the, um, conflict theme so that 

then we can move on to traditional literature. Towards the end of the class 

the poetry will introduce the books that they're going to pass out for next 

Tuesday when they do their presentation on poetry. So until then, that's 

why I wrote don't touch. Okay,. You all have been in the process of taking 
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tests, in the last couple weeks, and some people have been writing about it 

in the journal--what testing--um, what we learn from tests. So what I 

thought I would do is share with you a book that I think is very near and 

dear to my heart called First Grade Takes a Test (Cohen, 1980). I thinkfor 

me it really kind of sets out the argument. " 

We had been writing a great deal in the journals about exams, since 

it seemed that the students were all in the middle of taking exams in their 

undergraduate classes. Mostly, the discussion had arisen as they would 

write about how they hadn't written much because they were studying. 1 

had posed the question about the purpose of exams and why we gave them 

and what we hoped to gain from them. Students had answered in various 

manners but there was a basic feeling that exams had a purpose and that it 

was to test knowledge. Also notions of accountability and trust were 

apparent in their discussions. I chose, therefore, to read to them First Grade 

Takes a Test. 1 think that this book really focuses on the issues involved in 

testing young children and on how teachers who really know their children 

can really evaluate kids in non-testing situations. 1 asked my students to 

move forward because there is a great deal of interaction between the text 

and the illustrations in this book and 1 wanted them to be able to get the full 

force of the illustrations from the book. They were for the most part, 

hesitant to move to the front and to sit on the floor. Most remained where 

they were, though a few moved up to sit on the floor. 1 always frame the 

class session at the front of class, more to let me make public the agenda 

than for the students (I think). If 1 announce to the class what we're going 

to do, it's sort of a contract between us which 1 feel obligated to enforce. 
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"It's kind of my way of keeping myself accountable to the time. . .. The 

first part of the book is particularly good because it shows the interpretation 

the first graders made of the exam questions. It shows how only certain 

kinds of knowledge are important and that if you don't "know" the 

information in the way that the test expects then you don't "count." The 

second part of the books shows the self esteem issues involved in test 

taking" (stimulated-recall journal, 10/6/92). 

Right before [ began to read two students walked in and [ said "[ 

know, I'm starting on time. Sorry" (tape, 10/6/92). [then read the book to 

them. Students chuckled through the reading. 

"Two women came in just as I was about to begin reading and felt 

awkward about interrupting, so I tried to make a joke by saying it was sort 

of my fault because I was starting right at 12:30, and they were used to my 

starting a bit late" (stimulated-recall journal, 10/6/92). I tended to start 

class a bit late because a number of people had a class which met just prior 

to my class. The 15 minutes did not really allow them enough time to get 

anything to eat and still get to class. These particular students lived in a 

sorority house directly across from the College of Education and would run 

back to the house to grab some food before class. Occasionally they would 

be a few minutes late. 

[ ended the read-aloud by saying that "[ think this book fits into our 

theme of conflict rather nicely. And so with that I'm going to send you back 

to your tables and what I'd like you to do is to spend, oh the next 40 

minutes, really talking with your group about what books youfound in your 

basket. How they relate to the sub-theme that you all chose, eons ago, and 
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then figure out some way to incorporate the titles of the books into your 

sub-theme and then we'll come back at about 20 after one and go around. 

Each group can maybe talk about what their sub-theme was and how it 

relates to the over-all theme of conflict and share a couple of books in 

terms of book talks" (tape, 10/6/92). 

My stimulated-recall journal reflects strongly the frustration I had 

felt about the way the theme study had proceeded. I wrote: "After reading 

the book [First Grade Takes a Test] I was detennined to give people time to 

interact with their books from their theme. I felt with this activity that it 

really never came together because there were a number of interruptions. I 

shouldn't have tried to start it and then move to the multicultural discussion, 

and then the next day we got into a discussion of multicultural issues and 

teaching when David visited. The next day we got off topic when we 

talked about censorship after I read The Widow's Broom. So really it had 

started and then stopped and the continuity just wasn't there. I'd had this 

theme study work really well in the past and so I was pretty disappointed 

that it just didn't come together this time. I didn't want to abandon it 

because I have also felt in the past (in my own classroom teaching and in 

my university teaching) that I began things with students that I never 

finished. It then becomes a matter of whether or not students will then take 

the next assignment seriously because they wonder if this one will be 

followed through on or not. Doyle would talk about this as accountability 

on the part of the teacher. Students in the past had voiced concern that we 

started things that we never were able to finish and I think they felt a little 

frustrated about that. 
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"On the other hand there are so many issues to cover and I was 

always feeling that there was a tension between the content and time in 

which the content can be covered. There's also a difference between my 

content or what I consider important and their content. I'm always mindful 

of when they are expressing a need for their agenda to be met. That I 

suppose could be the reason I allowed the discussion on the Tuesday David 

was there and on censorship to continue--because I perceived a need on 

their part to pursue the issues we were involved in; while, for example, 

today I was not willing to give up the floor to a discussion of testing, which 

is not, to my mind a matter of content directly for this course. rlliet Kathy 

and Walter deal with those issues" (stimulated-recall journal, 10/6/92). 

Students went to their groups. I pointed out the materials they 

needed to complete the assignment. I interacted with students as they 

settled down to work. A number of groups discovered they were missing 

books from their original set. I went in search of them. I spent about 15 

minutes trying to get the books back where they belonged. There was a 

great deal of interaction between students in groups and they work together 

well to produce their display. 

I had had a sense of discontinuity about the whole theme study. I 

wrote in the stimulated-recall journal, "This discontinuity [the switching 

from the theme to multiculturalism to censorship] became painfully 

apparent because some of the groups did not have the same books in their 

basket as they had had when we started the project. That was because I had 

used the books for the T ARC [Tucson Area Reading Council] conference 

but hadn't marked down which baskets I had taken them from because I 
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figured the students would be able to remember what they had had in their 

baskets from one day to the next, not realizing that it would be probably 

two weeks between their using of the books. So I had to spend the first 10-

15 minutes of the group work time sorting through the books. 

"I should have done a better job of tying the activity back to the 

original webs. Perhaps reviewing with them the whole idea of webbing 

what they thought they already knew about the topic and then reminding 

them that what they were doing now was to add what they had learned from 

reading the books they had read [would have been a good idea] (stimulated

recalljoumal,10/6/92). 

The room settled into a quiet hum as the groups went to work. After a 

while 1 announced, "Another thing you might want to consider talking 

about is or at least please share with us, is what chapter book was it that 

you read that was involved with the book that you, with the sub-theme that 

you ended up with." 

1 called the class back to a whole groups and began the discussion 

by saying "When we were talldng about the whole notion of 

multiculturalism and taking a new view of multicultural sorts of issues. 1 

wanted to talk about the reason why 1 chose these two particular books 

[Tar Beach and Big Mama's' and put them together with The Mississippi 

Bridge (Taylor, 1990) in terms of conflict. 1 don't really see Big Mama's as 

a conflict story. But it fits nicely with the other two because all three books 

arefocused on the African-American experience in different sorts of ways. 

Going back to the discussion we had when we talked about universal 

versus the culturally specific. Big Mama's, exceptfor thefact that it's an 
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autobiography of Donald Crews, is a pretty universal experience. I think 

that of us who have traveled to visit our grandparents can remember in all 

sorts of. .. I mean, we all have our own stories. And this might be a good 

book to read to begin telling family stories about how we went to visit our 

grandparents . ... " I continued to discuss Big Mama's and Tar Beach and 

the reason why I put the two books together. 

My thinking about this portion of the discussion is best summarized 

by my stimulated-recall journal. In it I wrote, "In trying to tie this whole 

thing [the theme study] back together, I remembered that I had started the 

theme by having them read a chapter book. From that chapter book, I then 

established the text set that they were currently working with. I think that 

half of them had forgotten the tie themselves, so I made an announcement 

about that to try and bring the whole activity full circle. It's important to 

me that things flow into each other. I like the feeling of "seemlessness" 

that I am able to sometimes achieve [in my teaching]. For me there is 

nothing worse than having activities that don't make sense together. I don't 

like the disjuncture that comes from not having a naturally flowing class 

period. One of my presentation goals is to have the discussion be unforced 

and natural. This whole project had not seemed that way to me and was 

making me feel very uncomfortable and I really wanted to close it up and 

get on to the next topic. 

"Then I felt that I also needed to talk about why I had them buy Big 

Mama's and Tar Beach. In my planning, I had planned on using the books 

in conjunction with Mississippi Bridge and the multicultural discussion 

because I think all three books present the issues of ethnic focus versus 
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multicultural focus, very nicely. It was just something that fell to the back 

as other issues came forward. However, because the students had bought 

them and because I felt accountable to them for having had them buy the 

book I felt I needed to do something more with the book. I threw in a 

discussion of the books here, but what I should have done, and perhaps will 

do anyway, is to have them bring them the day we do authors and 

illustrators to have a discussion of how an author's life impinges on the 

story that author writes" (stimulated-recall journal, 10/6/92). 

/ then asked if there was a group which was willing to go first. Brad 

volunteered his group because he had to leave early to make a 2 :00 job. 

We had arranged this ahead of time, and he was always conscientious 

about making sure his group got things presented so that he could 

participate to his fullest. An interesting thing occurred while the first 

group was presenting. One student presented a book in a manner which 

suggested to me that he had misread the book. He had missed the subtle 

distinction between "what if! did this" and "/ did this." / refrainedfrom 

correcting his description of the book, but felt worried about him as a 

potential teacher. 

In asking people to share their group work I was trying to bring 

closure to the task and to make the task legitimate. I wanted to have 

everyone talk about what they had read and at the same time to give the 

students a sense of what the possibilities were for this type of book. While 

the first group was giving book talks, [a student] presented The Salamander 

Room (Mazer, 1992) which he had misread or at least was giving the 

impression that he misread read it because the point of the story is to not 
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take animals out of their environments. He told the story as if the 

salamander really lived in the room and the boy had to get all the stuff for 

the salamander. The story is really the boy and his mother talking about 

what the salamander would need if the boy took it home to live with him. I 

wasn't quite sure whether or not I should stop him and ask him to begin at 

the beginning or to just let him go on. Given my feelings about this student 

and his perceptions, I figured that he probably had misread the story, taking 

it literally and I didn't want to embarrass him by correcting him in front of 

the class" (stimulated-recall journal, 10/6/92). 

The groups continued to present their work and were very pleased by 

what they had accomplished. I began to fidget because we were running 

out of time and I really had wanted all the groups to present their work. I 

was doubly aware of time on this day because another group from 

Language, Reading and Culture had to use the room for a presentation 

immediately following our class session. I felt really rushed. On the other 

hand, the students were enjoying the class session tremendously. 

My stimulated-recall journal states" As the groups went on I realized 

that I needed to do a better job about talking to students about sharing a 

book because a number of people went on and on and told every little detail 

about their books. At that point there wasn't a way to gracefully make a 

comment about book-sharing without making the people who had shared 

earlier look very foolish so I couldn't say anything. I had allowed for 20 

minutes for the groups to share and that wasn't really enough time because 

the first groups took so long in sharing their books. I had a hard time 

getting groups to share and there was a sense of having to 'pick on' groups 
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to get them to present their books. I even told them I was going to keep 

them all here until everyone had presented. Toward the end of class I 

started to push the groups using words like quickly, but I also warned the 

class members that they needed to stay after we finished with the 

presentations because the poetry group was assigning poetry books to be 

read over the next week. By pushing the groups along as I did I silenced 

people that I nonnally would not have silenced. I really started getting 

antsy with the last group and yet they had things that they wanted to share 

and I had to allow them voice" (stimulated-recall journal, 10/6/92). 

We finished, though the last groups were rather rushed. The poetry 

group was able to present the choices for the poetry genre presentation. I 

announced that they should look through the chapter on Traditional 

Literature for the next class session. Many stayed to help me clean the 

room, and commented on how much they had enjoyed the class that day. I 

talked about an assignment with a student. I left the class feeling good 

about the way the class was coming together as a community, but I was still 

bothered by my perceived lack of continuity for the sequence of the theme 

study. 

Setting up for class and cleaning up after class are probably, aside 

from grading, the two things I dread the most. This is mainly due to the 

time it takes. My stimulated recall journal (10/6/92) states "that [clean-up] 

has to be the worst part of this job. Putting away all the books, I really 

dread it. By the time class is over I'm drained and trying to get everything 

put away and organized is really a pain. I live in dread of losing someone's 
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work and when I feel rushed about leaving class I just know I'm going to 

lose something." 

Discussion of the Day in Tenns of the Major Categories 

Content issues. This day was heavily focused on children's 

literature. There was very little discussion about the use of these books in 

classrooms or of strategies for using books. We concentrated on the theme 

of conflict and on the books in the text sets. This focus on children's 

literature is a typical component of a "great" day. Of the six "great" days 

identified, four had children's literature as their focus. 

Similarly, teaching methods or strategies were not particularly the 

focus of the class session. The session was, however, a demonstration of 

what I would have children in a classroom do with a theme, sub-theme, 

shared book experience, and text sets and so to that extent it was a class 

session with some teaching focus. Of the six great days, two had teaching 

methods as their focus (Day 17 -Rondo in C with sketch to stretch as the 

strategy and Day 25-Reader's Theater with reader's theater as the strategy). 

There was little discussion of the course itself. Except for the poetry 

group handing out books to the whole class, one question to me privately 

during group work about the journal, and a question to me privately at the 

end of class about an up-coming assignment, there was really no large class 

discussion about anything related to the class itself. 

Teaching issues. This class was typical of most "great" days as far as 

teaching issues went. There was a great deal of student interaction, and 
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very little "teacher talk." They were asked to interact extensively with 

books. They were asked to produce something to be displayed. Both these 

aspects seIVed to focus students to the class session. Because of the high 

level of interaction which was demanded by the parameters of the activity, 

no student could sit back and disengage. Unlike a large group discussion 

where only a few students interact with the instructor, using this grouping 

strategy forced everyone to be an active participant in the class or risk 

being singled out as "non-participatory." 

Of particular interest to the "great" day category is the relatively 

similar number of transitions made during these days. On this particular 

day there were four transitions identified (read-aloud to groups to 

discussion to presentations). Of the six days identified as "great" five days 

had four transitions, and one day had six transitions. The reader will 

remember, however, the caution in Chapter 4--a low number of transitions 

does not guarantee a "great" day, it does however seem to be a factor of a 

"great" day. 

Teacher educator issues. I was very comfortable with this class 

session in terms of the actual content being covered on that day. I had had 

to do very little planning because the books were already somewhat 

organized (not as organized as I had planned), and all I had to do was to 

bring them to class along with materials to make the charts. This comfort 

with the class session was characteristic of all "great" days. 

The execution of the plans for the day was flawless. Everything 

moved through my agenda without a hitch. My frustration with the day 
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came from the execution of the plan of the theme cycle which had been 

very poorly executed. Thus, I found myself in a situation where the day 

itself went very well and we accomplished a great deal of wonderful things, 

and yet I left the class feeling frustrated with the course of events which 

preceded the session. It was in a sense, "Yes it was great, but it could have 

been so much better." Again, the perception of flawlessly executed plans 

was characteristic of all "great" days. 

While on this particular day there was one outside influence (the use 

of the room immediately after our class), outside influences in general did 

not appear to be involved with a "great" day. 

Summary of "Great" Days 

"Great" days appear to be days during which my "theory of the 

content" was smoothly enacted. In otherwords, what I understand to be 

important about the content to be covered, and my beliefs about the 

appropriate strategies for covering that content interact in such a way as to 

have it "all come together." The characteristics of "great" days which 

appear to be salient are smoothly executed plans, the teacher educator's 

comfort with the content being covered and high levels of student 

involvement and interaction. In most cases of "great" days students were 

asked to "create" something which was presented to the class. The 

exception to this was Day 11- Multicultural presentation, which was, a 

great day and during which students only interacted with books. It is 

interesting that Day 11 was a "great" day because due to its placement in 

the schedule because it subsequently produced some "problematic" days. 
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While the other two days were chosen to use as the cases of "typical" 

and "great" days after the analysis of the data, and after having re-read all 

the reflections and stimulated-recall journal entries, this day has been one 

which I have used continually to think about my study. Almost 

immediately after the events of this day, I knew that it would, somehow, 

playa large role in my study. Although at the time I had no idea as to how 

I would eventually represent the data which I was collecting, upon 

reflection and review of the day, I was struck by a number of issues present 

during this day which would, I believe, ultimately lead me to the 

categories: "great" day, "typical" day and "problematic" day. In deciding to 

use this day to represent all "problematic" days I felt that I would be able to 

best represent a great number of issues present in "problematic" days, 

especially because "problematic" days tend to be the most particularistic of 

the three categories. 

To understand the events which I'm about to relate, it is important to 

remember a few issues. First, I had been reading and responding to mid

tenn reflections for the past couple of weeks and had one reflection in 

particular which was a problem for me. Second, I had had a grade appealed 

from the semester prior to the study and was particularly wary of issues of 

evaluation and confrontations with students and, fmally I was trying to 

better incorporate students' requests, particularly in the fonn of journal 

entries and reflections, into my class sessions. Thus, the stage was set for 

the events which I am about to relate. 



194 

I began class by saying I wanted to make sure that the lunch group 

was present. They were and took the comment lightly with much laughter. 

This class session was more than half-way through the semester and 

we had formed a closely knit group who enjoyed each other and was able to 

"poke fun" at each other and me without fear of offending. This comment 

and their response was an example of that community which had 

developed. 

I then announced that I had received some feedback (in a journal 

and in a reflection) that one student, Frances, was a wonderful story-teller. 

I had asked her the previous week if she would tell us a story to open up 

the class session. She had been a bit embarrassed but had agreed. I told 

the students that she was going to tell us a story which she "was famous for 

college-wide. " 

Storytelling is not my "forte." I'm terribly self-conscious and am 

unable (mostly because I've never really tried) to tell "made-up stories." I 

have vivid memories of storytelling in my family, and, as a child, my father 

told us story after story, based only on an object he saw or the name of a 

town we were driving through. I suppose my own history with storytelling . 
as an "art" has made me avoid it as an area of content in the class. I had 

always felt that I knew so little about storytelling as a piece of content that I 

avoided it. Yet, I also knew that it was a terribly important part of the 

content and had always felt guilty for not exposing my students to it. Thus 

when I read about Frances' ability as a storyteller, I latched on to her as a 

way to get storytelling into the course without having to do it myself. 
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It also helped with another issue which was that Frances herself, in 

her mid-tenn reflection had written, "My major complaint for this course is 

that Barbara always reads stories aloud and never lets anyone else. She 

read them well though. I read stories to my sisters and to a second grade 

class. However, I still prefer telling stories. I'm telling one tomorrow" 

(Frances W, 1992, mid-tenn reflection). I had offered an invitation at the 

beginning the semester by saying that anyone who wished to share a book 

with the class could. Only one student had taken me up on the offer up to 

that point in time. By having Frances tell her story, I was then able to open 

up the issue for discussion and thus address one of her concerns and get 

more people involved in the course. I feel that it is extremely important 

that students feel that their work is being really being read and reflected 

upon. By specifically addressing issues that students raise, I believe that I 

am able to bring them into the process of the course and have them realize 

and believe that what they say and think really matters to me--that I am not 

just paying lip service to their concerns. 

Frances came to the front of the room. She tied the book into the 

current topic of discussion by saying "speaking offantasy, the book that I'm 

telling happens to be in the fantasy genre." She then explained how she 

had done this for another class and that the assignment had been to tell a 

five minute story and then talk about how she would use the story with kids. 

She explained that she had chosen this particular story because she saw the 

possibility of turning it into a play. She prepared to tell the story and I 

said, "You're really brave to do this", and she said, "You're telling me. I'm 

really stage fright." She then told the story "Bill and the Googlely-Eyed 
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Goblins." The students sat spellbound as she wove her tale. She used 

wonderful vocal expressions and movement to keep everyone on the edge of 

their seats. 

The room erupted into applause as she finished. I said: 

Real talent, I can't do that (laughter). And I'm very, um I think you 
can see how if you can do that and can develop that. People who tell 
stories say that anybody can do that and I'm sure that people who 
have trained, have training, can. I've just never been had an 
opportunity to really do that. Mem Fox who is one of the authors 
that, uh you'll have an opportunity to read this weekend or some of 
you already read, talks about storytelling and how important 
storytelling is in the place of story in a child's growing up. And so 
particularly, I thinkfor all, I think it's important, story has an 
important part for all students and if you're not a story teller I think 
it would be a good idea if you at least developed some contacts with 
people who are so that you can bring them in. I think you'd probably 
see how a group of young children would probably be spell bound by 
what Frances just did. I mean we were. So, Frances, when you . .. 
can you talk a little bit about how you go about learning a story like 
that? (tape, 10/29/92) 

I had heard Mem Fox, a teacher educator from Australia and an 

author of children's books, speak at a conference the previous spring. Her 

topic for the day had been storytelling and how one went about creating 

and telling stories. Her workshop had made a great impression on me and 

was also a factor in my guilt over not including storytelling in my course. 

By bringing up her name I was trying to connect the infonnation I was 

giving them to some "authority" with which they had had contact or would 

have contact because some of them were reading her autobiography Dear 

Mem Fox, I've Read All Your Books (Even the Pathetic Ones) (1992). 



197 

Trying to attach information to another source is a pattern for me, 

particularly in a case like this where I am uncertain of the content myself. 

I then asked Frances to explain how she went about learning a piece 

for telling. She did a wonderful job of explaining the process in terms 

similar to what I'd heard Mem Fox say in the spring. I then reviewed a 

couple of the issues that she had mentioned which I felt were important by 

saying: 

I agree and actually a lot of the things that you just said are things 
that I've heard people who tell stories say--that you can't memorize 
it. That every time you tell it it's different and you make it your own 
and then you can extemporainiz, you know ex-tempor-ize with it. 
Anyway, you know what I mean. Um, but it also has to have a lot of 
action. If it has a lot of sounds in it. As I said before when I read 
you the Paverbag Princess (1980), the work that Bob Munsch does 
lends itself really well to storytelling because most of those began as 
stories and then of course a lot, most of the um traditional literature . 
Lately there's been a lot of spooky stories and traditional, scary 
stories that are out that probably will would lend themselves well to 
being told. 

Again, I was trying to discuss the topic without having to use my 

own experience (or lack of experience) but tie it to information I had 

already presented in another context. I had read them The Paperbag 

Princess (Munsch, 1980) as an introduction to traditional literature on 

October 8th and had already discussed storytelling in the context of the 

origins of traditional literature in the "oral tradition." I had included in this 

discussion information I had learned at a conference where I heard Bob 

Munsch talk about his writing process. So in revisiting this information I 

was trying to tie into things they had already been exposed to in class 

without presenting myself as an "expert" on the subject. 
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I then continued to discuss the importance of using storytelling in 

classrooms by saying 

I know that there's a storytelling group in Tucson and if you're 
interested in that we can probably get you some information. If 
you'd been taking this class from Cyndi Giorgis, she would have 
done a whole day on storytelling and you would have had to tell a 
story! So you can, you can thank (laughter) you can be grateful that 
you're taking itfrom me. (laughter). But I don't want . .. I'm really 
glad that it was Michael, I'll let Michael take all the blame for telling 
me that Frances was so wonderful because it really lends itself well 
to the topic we're doing today, to the time of year, and it's important. 
So, anyway, thank you. 

I felt it was important to tell them that in other courses there are other 

requirements. By saying that Cyndi required her students to tell a story and 

that she spent a whole day talking about storytelling, I was emphasizing 

that it was an important topic within the course, but it was one which I 

chose not to cover as thoroughly as others did. 

This brings up an interesting issue--the choices made in tenns of the 

content covered and assignments made in anyone course. Those of us 

teaching LRC 480 all give different assignments mostly based on what we 

believe is important for students to experience. I am the only instructor to 

have students do the genre group presentation and I have them do the 

presentation for two reasons. First, I want my students to be full 

participants in the course, and by having them make decisions about the 

manner in which the content is going to be presented I feel that they are 

partners in the class. Secondly, I want them to experience "teaching" 

something. For many of them, this experience is the first time they have 

ever considered the way in which you share "knowledge" to someone. It 
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serves as an enlightening experience for most of them. I specifically do not 

cover storytelling to the extent Cyndi does because I'm not comfortable 

with that area of the content. On the other hand, she is very comfortable 

with storytelling. However, she doesn't see herself as being able to discuss 

issues of classroom uses of literature based upon her own experiences as a 

teacher because when she was teaching she was not using literature as she 

currently does. (Cyndi Giorgis, personal history interview, August, 1992) 

Other instructors have their students write their own children's books 

as part of the course projects. Cyndi and I have not done that, but for 

different reasons. I don't include it because as a student I would have hated 

to do the assignment and I can't ask students to do something I wouldn't be 

willing to do myself. Cyndi feels that having them write and illustrate a 

children's book belittles the work that real authors and illustrators actually 

do. She believes that it implies that anyone is capable of writing or 

illustrating for children (personal history interview, August, 1992). Other 

instructors believe, however, that the experience demonstrates just that 

point. That by having students create their own books, they experience the 

difficulties that authors and illustrators of children's books go through to 

produce their work. They also believe that it gives the students a good idea 

of what their own students go through when, as teachers, they ask their 

students to write books. 

There are numerous other differences in the types of assignments and 

content covered by the instructors in our department (use of journals, fmal 

presentations, examinations), but the choices we make, as teacher 

educators, are all made based upon our own experiences, both as learners 



200 

and teachers, our own comfort with different areas of the content, and our 

beliefs about learning and what students need to know or understand. If I 

were to teach this course to graduate students, I would have to drop the 

genre group presentation because, as practicing teachers (for the most part), 

graduate students don't need an opportunity to "teach" something to a 

group. I would have to think of the course and its assignments in terms of 

what I believed my audience (in this case practicing teachers) would need. 

I then told the students that we were going to break into small 

groups, just where they were sitting and discuss A Wrinkle in Time 

(L'Engle,1962). Thefantasy genre group had run out of time on Tuesday 

and I had suggested to them that we could have the discussion of the book 

during this class rather than not give people time to browse the books I had 

brought. I also told them that 

I want to talk a little bit or I want to have us talk a little bit about um 
the mid term reflection and I'll give those back to most of you today. 
And then I have a response activity that I'd like to do in terms of 
fantasy. So that's what today's going to look like. 

I announced the schedule as a way for me to keep myself on track. 

This was to be my problem for the day. As the discussion developed 

further in class, the fact that I had a response activity planned for the day 

kept nagging at the day of my mind. I found myself pushing the issue until 

I had backed myself into a comer from which I was ultimately unable to 

extract myself. 

I began the discussion of A Wrinkle in Time in small groups by 
saying: 
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Some people have real strong reactions to just fantasy in general so 
you might want to talk about that. And you might also want to talk 
about the whole notion of, of what Anna talked about in terms of why 
this would why you think might find this on a controversial book list. 
And we'll go ahead an talkfor about 10 minutes. 

During the genre presentation, a student, Anna, had presented as her 

part of the presentation the issue of censorship. She had done a fine job of 

presenting the issues surrounding the censorship of children's books and 

guidelines which districts had adopted regarding censorship. Since A 

Wrinkle in Time has been a book which is regularly censored, I thought it 

might be a good way to get the discussion started. I have found that I need 

to give the discussion groups something with which to start their 

discussions. In the first semester I taught the course, I would send the 

students to discussion group and fmd that they didn't have anything to say 

about the book they had read. After talking with Kathy about this, she 

suggested that I needed to give them a place to start. Thus, I now try to 

focus them on some issue or aspect of the genre which is narrow enough to 

get the discussion going, but broad enough so that the discussion can build 

out from the topic. I felt that focusing them on the issue of censorship 

would get them into the text to discuss the aspects which some might fmd 

disagreeable and then would take them further into a discussion of the book 

itself. 

As the groups got started, a member of the biography group asked 

me if the Mem Fox books had come in the book order. The group had 

paired an author's biography or autobiography with a book which the 

author had written. They had chosen the Mem Fox autobiography but were 

waiting for the arrival of copies of Koala Lou ( 1988) which I had ordered 
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from a book club. The books had arrived so I went to my office to get them. 

I had left the tape recorder on a table in the room so it recorded the 

conversation of one group discussing A Wrinkle in Time. This group 

talked about the idea of Mrs. Which, Mrs. Whatsit, and Mrs. Who as 

witches. Some of them liked the book and others found it "too abstract. " 

Having to leave class to search for books for the biography group 

was not something I was particularly happy about doing. I want to be 

present during class discussions so that I can bring into the larger group 

discussions issues which I hear being discussed by the smaller groups. On 

the other hand, because of the way that I have chosen to organize the 

group's activities, I have ,m obligation to help them be successful in their 

presentations. If that means sacrificing some of the larger group discussion 

so that the genre groups can present successfully the material they have 

been assigned, then I have to do that willingly. My decision to have 

students present material for the class means that occasionally I do not have 

the organization present that I would have if I was the only person in 

control of the content. My decision to include students as partners in the 

teaching of the course means that I lose some of the control I would 

nonnally have if I were the sole instructor of the content. This means that at 

times I am looking for materials for the groups during times that I would 

prefer to be interacting with small groups. 

The discussion of the small group was interesting because they had 

reactions to the books which were very similar to my own reactions as a 

young reader. As an early adolescent, I had struggled with the book one 

summer. A cousin of mine, who was the same age as I, was reading the 
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book when I visited. I decided I, too, would read the book. I didn't get it. 

Perhaps I was too concrete a thinker, but I was unable to grasp the idea of 

traveling through dimensions and shifts in time. I struggled with the book 

for a while and then gave up. This was the beginning of my dislike of 

fantasy and science-fiction. Thus, hearing others voice exactly the same 

struggles with the text was fascinating. As an adult, I have come to love all 

of Madeleine L'Engle's work, but the reactions I heard on the tape reminded 

me of where I had begun in my reading of fantasy and how far I'd come-

which is still not far in comparison to others I know. 

Once I had straightened out the booksfor the biography group, I 

asked the class for their attention, and I began the whole class discussion 

by asking, "What kinds of discussions have you, what kinds of things have 

come up in your talk about A Wrinkle in Time? 

They talked about fantasy versus science fiction. They brought up 

the witches. They talked about the book being hard to follow. Someone 

connected the book to a class she had taken in the math department saying 

J: I just thought it was hard to follow and I always got lost in it and 
then. But we took a math class and our math teacher she used it. 
We were like studying dimensional figures, you know, like the first 
and second dimension, and she took an excerpt out of this and read 
about the fifth dimension and um just kind of applied to our math. 

S: And had us do a writing exercise actually about something in the 
fifth dimension. 

Another student brought up the religious aspect of the book, saying 

that he felt that it would be an issue with fundamentalists. I talked about 
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the issue of religious metaphors in children's literature and brought up C. 

S. Lewis' The Lion. the Witch and the Wardrobe (1961). I said, 

My argument with that book would be that you could use it with a 
group of sixth graders in school as just a wonderful story, but if you 
took, if you transplanted that story to Sunday School with sixth 
graders they would, they'd be able to pick up on the, um, allegory 
that's going on in there. But that the con, it's dependent upon the 
contextfor the kids. So if they don't have any, um ,background in 
Christian, um, if you will, mythology, then they're not going to see 
the connection between Asian and Christ and the sacrifice and all 
that. It's just going to be a nice story. 

But C. S. Lewis specifically wrote that as a Christian allegory. 
So, um, it, it, but it's used widely in the United States so I don't really 
think that there's that. People tend not to see that issue but ifparents 
were going to object, that might be a point that they would object to. 
And then [in that case] you have Anna's nice little board policy and 
form that--And I think that Anna made a really good point that, um, 
as teachers you need to be aware of what your building policy is for 
censorship and what the district policy is. And now days most 
buildings have some sort of laid out steps. But if you're, if you go to 
your principal and they don't, you know, you might want to suggest 
that it's time to do that. 

There were a number of issues which were at work in the above 

exchange. Because this was mid-tenn, I now knew my students much 

better than I did at the beginning of the tenn and thus I knew that many of 

them were actively involved in religious organizations and held very finn 

religious beliefs. I had three students who were currently Sunday School 

teachers, a woman who taught music at a Christian private school and the 

vice-president of a campus Christian organization. Knowing this, I 

purposefully led the discussion in the manner I did. I moved the discussion 

away from A Wrinkle in Time to a more obvious religious book The Lion, 
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The Witch and the Wardrobe. I wanted to stress the idea that a book can be 

written with a particular audience or intended meaning, but that only within 

a particular context do certain meanings become highlighted. The 

Chronicles of Narnia are a very popular set of books with children in 

school, and I wanted to make clear that I was not concerned with the 

religious aspects of those books; that as a public school teacher I could use 

those books within the context of high fantasy. When talking about 

Christian writings which are Bible based, I always refer to "Christian 

mythology" as a way to suggest that there are alternative points of view 

regarding The Bible and its origins and meanings. I'm always ready for 

someone to argue that point, but it's never happened so far. 

The idea of separation of church and state is an important one for this 

particular class and for teacher education students in general. I continued 

this discussion because I wanted to make sure that the students understood 

that there was a difference between discussing religion with students from 

an intellectual stance and taking a personal stance. I don't know how many 

of them are able to do this, but it is a place to begin. 

A student brought up that she had heard on National Public Radio a 

report about the banning of Halloween as a holiday in schools. Another 

student said that it was the religious aspect that was the problem. I replied, 

"And those are issues that you're going to have to deal with. So, um, 

anything else that anyone wants to say about A Wrinkle in Time? 

This is the first indication that I was starting to shut down discussion. 

This discussion could have been extended, but instead I redirected the 
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discussion away from holiday celebrations in schools to the discussion of 

the book. 

/ spoke a little about my dislike of fantasy and why / thought / had 

not liked it as a child. / cautioned that they needed to keep in mind the 

issues involved with using more complex types of fantasy with young 

children. We talked about the need to be able to suspend belief when 

reading certain types offantasy. 

Then a student asked about choosing fantasy to use with children. / 

talked about introducingfantasy through reading aloud to kids./ talked 

about needing to spend time talking about what was happening in the book 

after reading it each day. / said, " You can't just read it and then go on to 

your math lesson. You need to be able to read it and then have the kids talk 

it through so that there's some--." This opened up the discussion to reading 

aloud in general. Some students had observed teachers reading aloud and 

having kids do work. A student asked about what you have kids do while 

you're reading aloud. / talked about what / had seen and had done. / 

talked about the power of reading aloud to kids and the importance of that 

in the reading program. 

If there is one thing I want my students to learn in this class, it is that 

reading aloud to kids on a daily basis is the best thing they can do to 

promote reading in their students. Many see reading aloud as "time filler" 

and yet study after study suggests that reading aloud to children is the best 

thing you can do for them. 

I find it interesting, however, that nowhere in my planning for this 

course did I plan on covering reading aloud. Perhaps I intuitively know 
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that I will talk about it at some point, but reading aloud to students, other 

than being an assignment they are asked to do, is a topic I have never 

covered as an "area of content" on the course syllabus. More interesting is 

that I have never even realized that I don't cover it as a separate topic on the 

syllabus until I began to write this reflection. Every semester it comes up, 

but the discussion is generated "from the floor" and not as a part of my 

conscious planning. 

The discussion on reading aloud then allowed me to bring up the 

issue that Frances had raised about my being the only one to read to the 

class. I suggested that perhaps we should build into the class a timefor 

everyone who wanted to read aloud to the class. Another colleague had 

her students read in small groups at the beginning of some class sessions 

so I took that idea and suggested a couple of ways which we could go about 

reading to each other. The students decided that we would have three 

people each week choose a book to read aloud and that we would divide up 

into three groups. This way all students would have an opportunity to read 

aloud if they chose to do so. I askedfor three volunteers. I mentioned that 

the topic of the week was biography which got us into a discussion of 

whether or not they had to bring in a book which was a biography. I said 

that the choice of the book was up to them. 

By issuing an invitation for some of them to read aloud, I was again 

making an effort to respond to their concerns voiced in their mid-tenn 

reflections. The second issue of what type of book they had to read was a 

tricky one because while I wanted them to choose a book which they 

wished to share with the group, I have very specific reasons for choosing 
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the books I read aloud to them. I try to choose a book which ties into the 

topic under discussion for the day. Thus, by abdicating responsibility for 

reading aloud, I then lost the ability to choose the books that I wanted to 

share with them based upon the topic we were discussing. It was a choice 

that I really didn't feel I had, because in making them partners in the 

process I had to let go of some of those issues. 

Some might argue that by relinquishing my opportunity to choose 

part of the content, I was relinquishing my role of teacher. They might 

argue that I had been hired to teach children's literature and by allowing 

students to make decisions about the content, I was not doing my job. My 

response to that is that I view the job as having dual roles: the preparation 

of teachers and the coverage of content. Since my goal is to prepare 

teachers who know children's literature and are able to use it with children, 

I am willing to sacrifice a bit on the coverage issue in order to model for 

my students what I believe to be appropriate ways to organize content and 

interact with students. 

After having negotiated the read aloud schedule, I then began the 

discussion of the mid-term reflection and my response to it. I began by 

explaining that what I had for them was a sheet (see Appendix H) of 

comments made by their classmates to issues which I felt were important. I 

said, 

[What I have here} instead of my comments, are comments from you. 
So what I've done is I have lifted some responses that have put--and 
I'd just like you to read them over. And then I'd like to have some 
response to ... no ... no, I think that everything I put on here is 
perfectly a valid um, response. And actually some of these represent 
more than one. (Pause while everyone reads the handout) 
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I wish that I could take credit for this idea, but I can't. A colleague 

of mine who is teaching at another institution shared with me what he had 

done to stimulate discussion about the class he was teaching. He had had 

his students write an evaluation of a class session and then he had typed up 

all the responses and spent a class session talking with students about the 

issues raised by others in the class. I liked the idea, but wasn't about to re

type 27 mid-term reflections, nor did I feel that everything that the students 

had written needed to be shared. What I did was to read through all the 

reflections, target areas where many people had written responses and then 

lift anonymously those reflections which seemed to best discuss the issue. 

Before class I had warned the students whose work I had used that I had 

done this, in a way seeking their permission, so that they wouldn't have 

been surprised during class. No one had had a problem with what I had 

done. 

The issues covered on this sheet were: writing in the roving journal, 

class discussions, and being prepared for class. These were all issues 

which I would have covered normally because they have been typical 

issues for classes in the past. I reasoned that the reflections of their own 

classmates might be more powerful than if the discussion began with me. 

After they had read through the responses, I askedfor responses to 

the responses. A student started with the fifth comment about people 

talking in class. He said, 

Number one and number five. I wrote something similar. I tend to 
be outspoken and a little forward, but I think that everybody that I've 
ever heard speak in this class and others has had something really 
good to say. And the criticisms that I've receivedfrom other people, 
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all seem very valid and very good. I'd like to hear more of them. It's 
nice when people, when I hear new voices. And it's strange 
[unintell] I've never heard something bad. Speak up. 

I waitedfor another comment, but no one continued, so I said: 

Anybody? It's interesting because, I don't really think. I think of you 
all as a group and I now, I really can't say who doesn't speak and 
who does. But a number of you identified that as an issue. In terms 
of that you don't talk in class and that you you're afraid offeeling 
silly, or you're an introvert or whatever and I understand that feeling 
particularly well. I don't think I opened my mouth in four years 
when I was an under grad. Because I spent a lot of time, I really did 
believe that professor, that my professors knew something that I 
didn't and that if I wasn't saying what they were saying that I would 
be wrong or that they would. But I certainly hope that you all know 
that's that's not the case here. And that I think that every single one 
of you has a great deal to offer the rest of us. So--I know it's hard in 
a group. 

There were a number of students who had commented on how afraid 

they were to talk in class. They acknowledged that it was much easier for 

them to talk in their small groups and how much they enjoyed that 

experience. In putting that comment on the sheet I was hoping to get the 

discussion going the way it did. I was able to point out where in their 

instructional history that feeling came from, because it was one which I 

shared with them. I also hoped that they would realize that if it is true for 

them then it is most likely true for their future students as well. 

The next student brought up the topic of what to write in the 

revolving journal. One of the responses was that I should assign a topic 

for everyone to write about as a solution to this problem. The students 

generally didn't like that idea. They pointed out that it would be too 

confining. I asked about the beginning of the semester: 
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Do you think, what I've noticed is that in your responses a lot of you 
talked about how in the beginning, it was really difficult because you 
really didn't know um, you really didn't, a lot of you hadn't been in 
schools, you hadn't spent a lot of time, you didn't really have a lot to 
talk about. But at this point in the semester now, you've got a lot of 
questions and you're feeling a little more comfortable with each 
other so. So what I'm wondering is in the future, should I structure it 
more for people in the beginning. See, I hate to do that. 

We then had an argument of sorts with some members of the class saying 

they wanted me to set the topic and others saying that it would be too 

confining. I said that my concern was that if it came from them I would not 

be addressing the issues that were important to them. And that then if I set 

the topic, the journal would become them doing it for me. 

The journal concept has always been problematic for me. As I 

mentioned before, I really dislike being made to keep a journal. And 

therefore, I couldn't in good conscience ask my students to keep one on 

their own; however, in my work with the Language Arts Block students we 

had kept journals which we rotated among a small group for response, and 

students had really enjoyed reading about each other's experiences and 

thoughts. So when I began to teach this course I wanted to build in some 

sort of written interaction between the students and myself. 

Every semester the journal is somewhat problematic. There always 

seems to be a group or two which never gets in the swing of the journal and 

thus comes to see the journal as a burden rather than a place to explore 

ideas. And there are always a number of groups which "click" and fmd the 

journal an outlet for their thoughts and feelings about what is going on in 

their learning-to-teach process. It's for those groups that I keep the journal. 
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Nevertheless, every semester at mid-term I find myself having this same 

discussion about not knowing what to write and feeling frustrated with 

what's going on in the journal. 

One student said that if he knew what the purpose of the journal was, 

perhaps he'd feel differently about writing in it. I said that I felt that the 

purpose was pretty well defined in the syllabus. 

This student was the one with which I was most upset in terms of his 

mid-term response, and most nervous about in terms of his reaction to my 

response to him. His comment made me angry, because I felt that I had 

really talked about the purpose of the journal, and that this was yet another 

example of his unwillingness to assume responsibility for his learning. As 

long as I told him exactly what to do he was happy. When I was 

ambiguous, then it was my fault he didn't do something. 

A student talked about writing in the journal and feeling that if: 

We're asking for opinion and then if it comes back that your opinion 
was wrong, I think that makes it kind of, where you really don't want 
to put your opinion anymore. Because I think no matter what a 
person's opinion is, it's not really wrong. It's just a way of getting it 
across, it's just how you personally feel. So, I think I've been trying 
to leave opinions out. You know how I feel about something. It's not 
that I hate to be told I'm wrong all the time, but it's just hard to 
communicate when someone is saying, Well, this isn't it.' 

I agreed with her, saying that I did see what she was saying and that I 

would hope that if that really were the case that it could be worked out. 

She went on to say that what she had written was about grade-levels of 

books and that she/eft that what she had put wasn't true. She proceeded to 

explain that there were kids who just can't read at a particular grade level 
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and that the levels were put on the backs of books to help teachers identify 

how hard the book was. 

My response to her was really a non-response. I didn't particularly 

want to get into a discussion of how those readability fonnulas are 

calculated. I also didn't want to talk about reading theory. My agenda was 

slipping away from me and I wanted to get on with the discussion of the 

mid-tenn. I also didn't want to make her look silly in front of her peers by 

suggesting that she didn't really know what she was talking about in tenns 

of reading theory. That was how the discussion started. I had apparently 

written something in her journal which suggested that what she had written 

was not correct. What she was trying to say was that she knew what she 

had seen at the school she was observing, she knew what the teacher she 

was observing had told her, and that I had told her she was wrong. I saw 

no point to arguing with her in a public forum so Ijust let her talk, agreeing 

benignly, and then moved on. 

We returned to the issue of what to write in the journal and decided 

thatfor this class we really didn't need anything, but that perhaps in the 

future I could have people write questions which I could share as possible 

journal topics until the journals got started. 

Then a student said: 

I don't know if it goesfor everybody, but I know that since you 
handed out the mid-term, I've become a lot more aware of how I 
contribute to different groups. So I'm thinking that is helping us to 
turn around some of the problems that we had earlier. So that all 
these might not apply now and they would have a couple of weeks 
ago. 
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I couldn't believe it when he said this. It was exactly what I had 

hoped would be the result of the mid-tenn reflection and here was someone 

saying it right in class! And yet I didn't pursue it. I didn't use the 

opportunity to talk about reflection. I just moved on, trying to get to my 

planned activity. 

Another student said: 

When I, we started, having to write this I felt very uncomfortable 
with not having anything concrete. You know I love to take tests 
because then it's right there. Yeah, I know it. But until the reflection 
I was like, "What am I learning,?" You know "What's going on?" 
But now that the reflection's over, I feel more comfortable about 
what I've learned and what we've done and that there is something 
there then. I just wonder if anybody else had the same experience? 

The students laugh and a comment is made about the word structure. 

Many had written about how "unstructured" the course was, and I had 

responded that I now didn't like the word "structured." I talked about how 

I felt this course was overly structured, particularly in terms of my own 

experiences with graduate course work. I drop this topic and pass out my 

general comments to everyone's reflections (see Appendix J). 

Listening to this tape, I find it unbelievable that I let Gerard's 

comment just sit on the floor without talking about it. What Michael and 

Gerard said were exactly what I would have hoped that students would 

realize and, yet, I just moved passed their contributions in my effort to get 

to the activity I had planned for the day. 

I told them that they would find individual letters attached to their 

reflections, and then proceeded to go through the general class response 

item by item. 
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I feel that it is really important to give students an in-depth response 

to their reflections, so I write them each a letter in which I address 

everything they have brought up in their reflection. It is extremely time 

consuming to do this, but I think that it authenticates the reflection and 

makes students aware of just how important their feelings and thoughts are 

tome. 

By this time I had recognized that we were not going to have time to 

do the reading strategy, so I asked about the "unstructured" issue. The 

student I was angry with talked about the beginning of the course as being 

"chaotic," not unstructured. He said that there was just too much and that 

he didn't know what do. Another student said that she felt that it wasn't just 

this class, that it was their instructional history that was the problem. She 

said, 

J: I think most of us have come, this is most of our first year in upper
division. I mean a lot of us, so this is our first chance. And this kind 
of approach, it's just different. We're just used to ... this, we're used 
to process learning. Do this, this and write this and pass this test. 

S: Turn it in. 

J: And turn it in. 

? T. .. . : urn It In. 

J: You know, you have homework tonight. And I think it was just kind 
of a shocker. A lot of, a couple of my other classes are the same way. 
It's different. It's real learning, you know? And I think that it was just 
kind of a shock atfirst, but now we're used to it. We thought it was 
chaotic because we weren't used to it, but it's really not. Maybe we've 
adapted to it. 
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I was not happy with the student's comment about chaos. I was 

particularly sensitive to his suggestion that it was a flaw on my part, 

because I did feel that at points I should have been more organized, but that 

wasn't the issue he was really addressing. He was talking about wanting 

me to tell him what to do. I was, therefore, really glad when Janet made 

the comments she did about their instructional history. I really felt that she 

was able to articulate the issue much better than I would have at that point. 

I felt I was becoming flustered and just wanted to end the conversation. 

Rather than having to justify myself to the other student, her comments 

helped to give me back the floor in a more positive manner. 

I then apologized to the classfor running out of time saying," Sorry 

guys. So much for the 20 minutes of response we were going to do today. " 

I thanked themfor their honest responses to the issues and said, "1 hope 

you didn'tfind this TOO boring." 

I then told them that there were a couple of people I needed to talk 

to, but that I had their reflections because I hadn't had a chance to 

reproduce them. I made some announcements regarding books for the next 

week and the book order which had arrived. Class was dismissed early. I 

waited for a couple of students to want to talk with me, but they didn't. I 

tried to be busy to avoid having to deal with students. I talked with 

students about future assignments and about the course in general. 

I asked a student if he wanted to talk with me. He said he did. I 

asked if he had time to wait while I went downstairs to get something for 

someone. He said he'd wait. When I returned, I could see he was upset. 

He told me that I had responded to him in a way that most people did and 
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that my response was "crap." That if I really believed in self-evaluation 

that his response should be the only one that mattered. That I had 

invalidated his voice by responding the way I did. I tried to explain that I 

understood what he was saying, but that I felt he needed to be aware of 

some of the issues I was concerned about in terms of being a teacher,' that 

how he felt was all well and good, but that he needed to think about the 

issues in terms of the context of schooling. He left angry. I left angry. 

I was caught off guard by this student. He wasn't the student I 

expected to react negatively to my response to his reflection. I was 

particularly upset with his swearing at me. I wondered if he would have 

responded to a "real" professor that way. I wondered if it was an issue of 

my status or just a factor of the manner in which I had built the community 

that made him feel free to address me in the manner he did. Either way, it 

really upset me that he would talk to me in such a manner. What he had to 

say wasn't particularly upsetting to me, it was his choice of language with 

which I was angry. I really felt that I had done a good job of trying to 

address some concerns I had had with his work (or lack of work) and being 

positive about him in general. The interaction left me feeling somewhat 

odd. 

My initial response journal entry characterized the day as "extremely 

productive" and I think from various standpoints it was. I believe the 

students got a lot from the various things we did, and yet I left class feeling 

that things did not go well. As I said in the opening to this day, it is one 

which became pivotal in my thinking about the study and my teaching. 



218 

Discussion of the Day in Terms of the Major Categories 

Content issues. This particular day was a little bit of everything. 

The storytelling experience is part of the content of children's literature, but 

it was really only an opener for the day. The discussion of fantasy became 

a discussion of teaching practices, but it, too, was not the focus of the day. 

I had planned to do "Say Something" (Harste, Short & Burke, 1988), a 

response activity which would have been the focus of the session and thus 

would have made this day one which focused on teaching issues. However, 

the discussion of the mid-tenn reflection and the issues surrounding it took 

over my plans. Thus, issues related to the teaching of LRC 480 became the 

focus of the day. 

In tenns of "problematic" days, this was not a typical focus for any 

class session. This is mostly due to the fact that having a high focus on the 

issues of the course only occurred three times (Days 1, 2 and 21). More 

typical of "problematic" days was a focus on teaching methods. Five out of 

the eight days coded for heavy focus on teaching method were 

"problematic" days (Days 12, 13, 14, 28, and 31). My tendency to feel 

uncomfortable when dealing with issues of teaching will be more 

thoroughly examined in the following chapter, but suffice it to say that 

when teaching methods were the focus of the day, more likely than not the 

day was "problematic." 

"Problematic" days which focused on children's literature were also 

less likely. Only Days 5, 20, and 27 were problematic and focused heavily 

on children's literature, and these days were problematic because of issues 

other than content. Day 5 was problematic because of a combination of 



219 

organization and outside influences. Day 20 was problematic because of 

issues of evaluation, and Day 27 was problematic because I was sick. 

Teaching issues. In terms of general student participation, there was 

some small group discussion, but the majority of the class session was large 

group discussion and listening. This is fairly typical of "problematic" days 

in general. Low levels of student activity provide an opportunity for 

students to disengage and to be non-participant. This, in turn, suggests that 

I was far too involved in generating the class session. This then tends to 

make me feel uncomfortable, and thus a "problematic" day occurs. 

Only on three occasions were students actively involved with a 

"problematic" day. On Day 19,students engaged in information centers. 

They were actively engaged in work all day. This particular day was 

"problematic" for me because of my discomfort with the content being 

covered. Day 20 was a genre group presentation, which was student driven 

and in which students engaged heavily in book browsing. It was 

"problematic" for me due to evaluation issues. Day 27 was again 

"problematic" due to my inability to execute my plans because of illness. 

The sort for "specific student task" again indicates that students were 

less involved in discussion or the creation of some "artifact" than on 

"typical and "great" days. By not being asked to complete some tangible 

item or engage in extensive, student generated discussion, students were 

able to not participate in the class session. This, then, focuses the burden of 

the class session on me, a role with which I do not feel uncomfortable. 
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There were seven transitions in the hour and 15 minutes we met. We 

began with storytelling, moved to a discussion of storytelling, moved to 

literature discussion groups, moved to a large group discussion of A 

Wrinkle in Time, moved to a large group discussion of read-aloud 

techniques and fantasy in general, moved to a large group discussion of the 

mid-term reflection focused on their responses and fmally moved to a 

discussion of the mid-term reflection focused on my response. 

Teacher educator's issues. I was very uncomfortable with this class 

session from the beginning because I knew that there was the potential for 

the discussion of the mid-term reflection to be a problem. I was not 

looking forward to having to deal with the confrontations I expected at the 

end of the session. Therefore, the entire class period felt like I was walking 

on eggshells. I agreed with people just so we wouldn't start an argument. I 

tried to keep the class session light and non- confrontational. I was on edge 

the entire day. 

Teacher educator's discomfort with the class period is a factor in all 

but one of the "problematic" days. It's important to remember, however, 

that I was uncomfortable with different class sessions for different reasons. 

Sometimes the content I had to cover was content with which I wasn't 

comfortable. However, that didn't always make for a "problematic day" as 

was demonstrated in the case of the "typical" day when I was 

uncomfortable with the content, but able to work through my discomfort to 

make the day all right. At times I was uncomfortable with the idea of 
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teaching "reading methods." On this particular day I was uncomfortable 

because of my fear of having confrontational interactions with students. 

I had spent a great deal of time planning this class session. I had 

spent hours going through reflections to find the quotes I wanted to use. I 

typed up the peer response sheet and I spent time writing my whole class 

response. This is on top of the time it took to respond individually to each 

person's reflection. I hadn't wanted to spend a lot of time on the reflection, 

and had also planned to do the strategy lesson I usually did after the fantasy 

presentation--"Say Something" using an Isaac Asimov short story for the 

text. Without really thinking through the time the students would need to 

talk about their reflections, I went forward with my plans. 

Again, planning appears to be particularistic to "problematic" days. 

Some "problematic" days required a great deal of planning such as the case 

presented; and other "problematic" days required almost no planning on my 

part such as Day 13 when I had planned to have students continue their 

theme study, but instead had gotten involved in a discussion about 

censorship. 

With the exception of Days 19 (infonnation centers) and 20 (fantasy 

genre group) execution of plans is an issue for "problematic" days. Of the 

11 days identified as problematic, 6 of them were poorly executed in tenns 

of my plans and 4 were days during which there was tension between my 

plans and other forces. 

Outside influences played a minor role in this "problematic" day, but 

are more of a factor in the creation of other "problematic" days. For this 

case, I had used a strategy for reporting student response which was given 
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me by a colleague. This outside influence was positive. On the other hand, 

my experience from the previous semester with the grade appeal was a 

factor in the manner in which I approached evaluation during this semester. 

Although I had settled the matter of the grade appeal with the other student, 

it was still in the back of my mind as I approached evaluation during this 

semester, and during this class session. 

Outside influences more strongly affected "problematic" days in the 

cases of Days 5, 12, 19 and 27. As discussed above, Day 5 was particularly 

influenced by events which were taking place in my personal life. Day 12 

was influenced by the presence of David Levin and thus the disruption of 

iny plans. Day 19 involved having to disrupt a LRC faculty meeting to set 

up my centers. And Day 27 was problematic mostly because I was too ill 

to really do what I had planned for the day. 

Summary of "Problematic" Days 

As stated earlier, "problematic" days tended to be very 

individualistic. They tend to occur when various configurations of issues 

arise at the same time. They tend to group around the issue of plans being 

poorly executed. The reason for the poor execution of plans, however, is at 

the core of the individualistic nature of the "problematic" day. 

"Problematic" days are perhaps best understood within the context of a 

"theory of the content" because it is my inability to enact the content in a 

manner consistent with my "theory of the content" which makes the day 

"problematic" for me. This struggle to not violate what one believes about 



teaching, learning and the nature of the content itself, is at the core of a 

"problematic" day. 
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In the case above, I suspect that if I hadn't engaged in the discussion 

of the mid-tenn reflection, but had instead proceeded with the "Say 

Something" strategy, I would have likely had had a "great" day because the 

day, aside from the distraction (or alternate vector) with evaluation, shares 

many of the components of Days 17 and 25. 

Problematic days do not seem to be predictable, with the exception 

being that any day that focuses for the most part on class organization 

issues and evaluation is likely to be somewhat problematic. 

Summary 

This chapter presented three days as illustrative cases of a "typical" 

day, a "great" day, and a "problematic" day. The days were chosen based 

upon the degree to which they best represented issues present in all days 

which fell into the category. They were discussed in terms of the degrees 

to which they represented the category and to which they were anomalies 

of the category. During the presentation of the cases, discussion of 

infonnation pertinent to the understanding of the case was presented. It 

was my intention, in presenting the cases in this way, to integrate the 

information from my story found in Chapter 3, with the analysis of the data 

in Chapter 4, in order to provide the reader with a partial view and 

understanding of the events which transpired to form my "theory of the 

content" for the course I taught called "Children's Literature in the 

Classroom" during the Fall, 1992 semester. 
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CHAPTER 6 

THEMES AND THE MORAL OF THE STORY 

I read Nettie's Trip South (Turner, 1987) because I felt that it was a 
book which would evoke a really strong emotion in my students. It is 
very graphic. Sometimes I think that they feel that some of the 
material I share with them is not appropriate for children. I never 
know what to say after I read a book like that. I try to give people 
time to just absorb what they've heard. If I were to do this again I 
would have had them just write a response immediately. And then 
talk about efferent and aesthetic response (Rosenblatt, 1978). That 
would have been a perfect opportunity to talk about how we limit 
response by having students react too quickly or in too structured a 
manner. Oh well, missed that opportunity. (stimulated-recall journal, 
9/29/92) 

When I came back into the room I had to make a decision 
about what was going to happen with the theme study. I had several 
options which I was playing with in my head: 1) just drop the study, 
2) reorganize and continue the study next week and do traditional lit. 
later 3) slide everything back a week, 4) slide everything back a day. 
Each had its pros and cons. I didn't want to just drop the study 
because I know students feel sometimes that we get into something 
and never fmish. I didn't want to not do traditional lit. [right then] 
because I wanted the poetry group to have a sense of what a 
presentation of the genre looks like, sort of a modeling thing. Sliding 
everything back a week would run into Thanksgiving week with the 
single day and then leave no time to wrap up at the end of the 
semester. I could have slid everything a day but then that would split 
the study over the weekend. Anyway I decided that the best thing to 
do would be to just do a one day presentation on traditional lit, model 
how to present a genre, set up the browsing etc. and then pick up the 
fairy-tale workshop later if time allowed. That was what I said to the 
group as I was talking through the options. I did that in the way I did 
it [out-loud, in front of the class] because I wanted them to see how I 
think through a planning issue. Sort of a "meta-peda" to use Yetta's 
tenn from the block. The idea of having students think about what I'm 
doing in class from a pedagogical standpoint. Reasoning through 
with them why I'm doing something the way I'm doing it and why I 
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chose not to do it one way over the other. (stimulated-recall journal, 
10/1/92) 

I hate to be critical of practices that students see in schools. I 
don't think that it does anybody any good for me at the university to 
sit in my classroom and say that what they are doing at such and such 
school is "wrong." ... I think that it doesn't serve any purpose and 
that quite frankly its dangerous. I try to be noncommittal when 
discussions such as that one [about practices at a local middle school] 
come up and yet I can hear my biases in my language. For example, 
my use of sarcasm when talking about the "block" system at [School 
X] and saying that it's for "at-risk" students. I'm not sure that my 
students understand what I'm really saying when I say that. David 
[Levin] did, but I'm not sure about the others. (stimulated-recall 
journal, 9/29/92) 

These three journal entries demonstrate concretely many of the issues 

which were raised for me by engaging in this inquiry on my own teaching. 

The first entry demonstrates the power that in-depth reflection had on my 

own thinking about my teaching; I learned a great deal about myself as a 

teacher educator and I also learned what I would do differently the next 

time I teach the course. 

The second entry demonstrates the dilemma I faced as a teacher 

educator. Teaching in a teacher education program is a double-edged 

sword. As a teacher educator, I am not only responsible for the content I 

am covering, in this case the literature available for children, but I am also 

responsible for the manner in which I cover that content. The message I 

send about teaching through the daily demonstrations of teaching I present 

to students is critical. This concern with the nature of the demonstrations 

about teaching that teacher educators provide their students was the core of 

my reason for pursuing this line of inquiry initially. This study has not 
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changed that concern; it has only served to suggest that the nature of those 

demonstrations is more central to the job of a teacher educator than is 

commonly acknowledged. 

The final entry demonstrates the centrality of one's own beliefs about 

learning and teaching to the teacher education process. As a human being I 

have had experiences which shape the manner in which I think about any 

given topic. As a teacher, these experiences shape the manner in which I 

organize learning in the classroom. As a teacher educator, these 

experiences, to some extent, shape the ways in which my students may 

someday organize learning their own classrooms. No matter how implicitly 

I represent my own beliefs about learning and teaching to my students, 

those beliefs are present, and as a teacher educator I must be much more 

aware of, to use a phrase from my journal, "my own biases" in order to 

fairly present to students the content which I am covering in anyone course. 

Together, the entries chronicle in part "the theory of the content" 

(Doyle, 1992a) I held for children's literature as an area of content in a 

teacher education program during the semester from which my story was 

written. For example, as a "theory of the content" my first reflection reveals 

my selections and arrangement of the content (in this case Nettie's Trip 

South as an exemplar of a book about conflict, our theme), my decisions 

regarding the use of the content (as a read-aloud), and finally, my 

recognition of other uses of the content (as an entry into a discussion of 

response). As a group, my reflections, writings and those of my students' 

form a well documented story of how my "theory of the content" developed 
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and was played out during one semester of a pre-service teacher education 

program. 

The Place of My Story in the Study of Teacher Education 

In her article on the place of story in teacher education, Carter (1993) 

illuminated an argument regarding the use of story in the research on 

teaching. Recently she has summarized the essence of that argument as one 

of a continuum using "Contribute Something to the Field" and "Repair Me" 

as the opposing ends of the continuum (Carter, personal communication, 

October 25, 1993). "Repair me" refers to the argument that the stories 

teachers tell are efforts to understand for themselves their own teaching and 

that: 

Only the teacher owns her or his story and its meaning. As 
researchers and teacher educators, we can only serve by getting this 
message across to the larger society and, perhaps, by helping teachers 
to come to know their own stories. (Carter, 1993, p. 8) 

"Contribute Something to the Field" refers to the argument that: 

Teachers' stories are stories told about teaching in the first person. 
Although such stories may be especially relevant to many of our 
purposes, they embody the same codes and conventions as other 
stories of teachers and are subject to the same problems of 
interpretation and meaning. (Carter, 1993, p. 8-9) 

In other words, on the one hand, researchers have argued that the 

particularistic nature of personal narrative makes it impossible for anyone 

but the teller to interpret it. On the other hand, "stories ... are constructions 

that give a meaning to events and convey a particular sense of experience" 



(Carter, 1993, p. 8). They are open for interpretation by others, and with 

others meaning can be created. 
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Thinking about the place of story on the continuum in regard to the 

meaning others may make of it, the continuum therefore is transformed into 

"making meaning alone" and "making meaning with others" (Griffm, 

personal communication, October 25, 1993). (See Figure 6.) Making 

meaning with others suggests an ability to contribute something to the 

larger academic setting through the telling of one's own story. Making 

meaning alone parallels the "repair me" argument, by putting emphasis on 

the individual insights which can be made through the writing of personal 

narrative. 

ContIibu1e .L _____________ )t.,~ RepairMe 
Something 10 " 7 
1he Pield (Cuter, personal 

com.m:unication, 10/25/93) 

M~ M~ 
Meaning with ~<------------~) Meanixlg 
Others Alone 

(Griffin, personal 
com.m. 'I1Dication, 10125/93) 

Figure 6. The place of story in teaching and teacher education continuum. 

As both storyteller and story-critic, I believe that I am in the unique 

position both to use my story to create meaning for myself, or make 

meaning alone, and to suggest to others ways in which the story might be 
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interpreted, or make meaning with others. Thus, while in the role of 

storyteller I might position myself near the right side of the continuum, the 

role of story-critic pulls me back toward the left side of the continuum. 

This is not to suggest that I then find myself "straddling the fence," and thus 

standing squarely in the middle of the continuum, but that for me, the story 

shifts places on the continuum based upon which role I assume. For readers 

of my story their placement on the continuum would be more naturally 

toward the left, although to the extent that my story produces reflection on 

the reader's own teaching and life experiences, movement toward the right 

is possible for that reader. 

Making Meaning Alone 

The meaning which I make from this story changes as my concerns 

change. The multi-dimensionality of the story provides multiple meanings 

based upon the context in which I fmd myself at a particular time. For 

example, as I begin to think about teaching this course to graduate students 

for the first time, I am faced with the struggle of revising my "theory of the 

content" of children's literature for practicing teachers. While each semester 

during which I taught children's literature to pre-service teachers was a little 

different, the overall premise of the course was the same: I was teaching a 

new content to students who wanted to become teachers. My "theory of the 

content" did not change much from semester to semester. 

Now I am faced with teaching that same content (children's literature) 

to a group of students for whom the content mayor may not be new. The 

students themselves are different. Some, if not all of the students, will be 
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actively engaged in some fonn of elementary teaching. The graduate level 

course in children's literature is an elective, thus those who enroll in it will 

have a particular interest or reason for taking the course. They might have 

particular expectations about what the course might cover. And while, as is 

the case with the pre-service teachers, their expectations might not match 

my intentions in tenns of the content, their expectations or hopes for the 

course's content may be much more personally rooted in particular needs 

they have for their own careers. r anticipate that my "theory of the content" 

must change dramatically to best meet the needs of this group of students. 

My own meanings for my story are organized around the three major 

categories developed for the analytic sorting process: the content, the 

teaching strategies and the teacher educator. I will share some of what I 

learned using this framework. 

Introduction to My Own Meaning 

Although this study was not an attempt to replicate the practical 

knowledge study done previously by Elbaz (1983), the work was influenced 

by her fmdings that teachers' knowledge is "individual and attuned to the 

teacher's unique purposes" (p. 131). We could substitute "unique theory of 

the content" here for "purposes." She identified five areas of knowledge 

held by the teacher in her study: knowledge of self, knowledge of the 

milieu, subject matter knowledge, knowledge of cuniculum and knowledge 

of instruction. The analysis of the data from this study suggest that these 

areas were also present in my own "theory of the content;" however, while 

Elbaz's perspective was one of "observer," and thus more distanced from 
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her subject, the very nature of self-reflection allows for a much more 

indepth analysis of the data. For that reason, my own framework for the 

data emerged as more detailed. While my analytic categories paralleled 

those suggested by Elbaz, they were not derived from hers, nor where the 

data organized in such a way as to impose her categories upon them. Thus 

while others might argue that the story is in reality a practical knowledge 

study along the lines of Elbaz's work, I prefer to think of the study as a 

curriculum study exploring a "theory of the content," and now believe 

practical knowledge is a part of a "theory of the content." 

Exploring My "Theory of the Content:" Knowledge of the Content 

As Doyle (1992b) stated, "Teaching is always about something" (p. 

486), and in the case of this study the stated content to be "taught" was 

literature available for elementary-school age children. On the other hand, 

the reason why the students were enrolled in the course was they were 

studying to become teachers. These students were not enrolled in the 

course because they wished to study "children's literature" in the manner 

that one might study "Victorian English Literature" or "American Literature 

of the Depression." They were taking this course because the University of 

Arizona required it for graduation with an Elementary Education degree. 

This is not to say that some of them might not have enrolled in it if it 

weren't required. In fact I have had students enroll in it as an elective from 

other Colleges within the University (though this is not common, nor easily 

facilitated by the College of Education). But, for the most part, the students 

were enrolled in the course with the purpose of learning to become a 
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teacher. The fact that they were studying to be teachers was foremost on 

their minds when they enrolled in any course in the Initial Teacher 

Preparation sequence. Their biggest concern with coursework was "How 

will this course help me to become a teacher?" Thus, to a certain extent, if a 

teacher educator were to focus solely on the content being taught, and not at 

least acknowledge the "learning to teach" aspect of the course, she would be 

at cross purposes with her students. 

Also at work in my understanding of the content was my desire to 

avoid approaching the course as a methods course. As stated earlier, 

students typically associated children's literature, with "learning to read," or 

at the very least with what children read while they were learning to read. 

In choosing content and exploring it with students, foremost in my mind 

was the concern that they not associate the content with reading methods. 

The first day of class I stated that the course was not a methods course on 

"teaching children's literature" but rather the course was designed to expose 

them to the wide variety of literature which was available for children to 

read. I suggested that the ways in which I engaged them with children's 

literature were ways which they might someday use literature with their 

own students, but that the strategies were not the focus nor intent of the 

course. This struggle between my "theory of the content" and my students' 

desires to understand the nature of "teaching" that content was, I believe, at 

the heart of many issues in some of my "problematic" days. 
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Teaching Children's Literature as a Content 

The choices I made regarding children's literature as an area of 

content reflected my belief about the nature of the subject matter and its 

best representation to pre-service teachers. I chose to focus on the breadth 

of literature available for children and secondarily, on organizational issues 

related to its use in classrooms. By not focusing on a literary analysis of 

text, as an English professor teaching the course might, or on 

"title/catalogue" knowledge of the content, as a Library Science professor 

might, my students "learn" children's literature in a particular way 

(Adamson, 1985). 

This is not to suggest that these are inappropriate ways to approach 

the content. It is important to remember that all of the various people and 

departments which teach children's literature have various goals for students 

related to the topic. Thus "theories of the content" held by English 

professors or Library Science professors necessarily reflect their students' 

needs in regard to the content of children's literature. 

Given my own personal background and experiences, with literary 

analysis particularly, it makes sense that my "theory of the content" for 

children's literature did not include such approaches. My choices regarding 

books which were important for students to read had implications for my 

students in tenns of the manner in which they viewed the field and the 

manner in which they might eventually use literature with children. I 

approached the teaching of the content with the goal to expose my students 

to the literature which would be available to them as teachers of elementary 

age children. 
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If I had focused on the literary analysis of literature for children as a 

English professor might, my students would have had an in-depth 

knowledge of character development, plot, themes and critical aspects of the 

canon in the field. Since this approach to the study of literature is not one 

which I believe is appropriate for children, I did not choose to organize my 

students' learning experiences in such a manner. 

If I had chosen to focus on a "title/catalogue" approach as a Library 

Science professor might, having students catalogue and memorize all the 

"important" literature for children, they might have taken away a sense of 

the classics in children's literature, but any not have had any sense of what 

the possibilities were for use of literature in classrooms or the variety of 

books for children. Also, the "everybody-reads-the-same-ten books" 

approach to teaching this content might create a situation where those were 

the only books my students had their students read. Again, my "theory of 

the content" suggested that I was most concerned that my students had a 

knowledge of the "breadth and depth" (See Appendix A, Course Intent) of 

the content. 

My approach to teaching this content, having students read widely 

and explore resources available to them for learning more about children's 

literature, had as it's goal the ability of the students enrolled in the course to 

seek out literature for and use literature with children. As a teacher 

educator approaching the content of the course, children's literature, I 

believed that the content was woven together with the implicit content of 

"learning to teach" which in combination with particular teaching 
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approaches, and contextual events created the curriculum experienced by 

my students and myself during the semester under study. 

The course was also affected during the times when I was particularly 

uncomfortable with specific pieces of the content. My discomfort with my 

own "perceived lack of knowledge" in areas such as reader response theory 

and literature for young children impinged on my own ability to represent 

that content for my students (see Tomanek, 1991, for a discussion of 

problems with content representation), and thus created conditions which 

became "problematic" for me. 

Exploring My "Theory of the Content:" Knowledge of Teaching 

The teaching knowledge embedded in my "theory of the content" 

which emerged in this study can be broadly represented as the areas of 

organizing student participation and academic tasks, and organizing the 

"program of action" or the number of transitions. The data from this study 

strongly suggest that the decisions made regarding the teaching strategies 

used by a teacher educator have implications for the creation of the course's 

curriculum. Decisions regarding content dissemination, grouping and 

evaluation affect the manner in which students are able to interact during 

class sessions and the degree to which they feel comfortable participating 

during class sessions. This, in turn, can affect the "tone" for individual class 

sessions. 

The decisions I made regarding the structure of class sessions were 

based upon my previous experiences as a teacher of young children and 

upon my recent experiences as a graduate student at the University of 
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Arizona. In many ways, the manner in which I organized and presented the 

content for students was based upon the ways in which I had seen my 

mentors, particularly Kathy Short and Yetta Goodman, present material in 

courses I took from them or taught with them. This "apprenticeship of 

obselVation" (Lortie, 1975) was extremely influential in terms of my own 

teaching. In the same manner, were I to teach a course on "ObselVation and 

SupelVision of Teachers" or "Research on Teaching," I would return to 

those course syllabi to think through the manner in which those courses 

were taught--what sorts of content were covered, and in what ways were 

students asked to demonstrate understanding of that content. Teaching 

decisions would be made based upon my beliefs about learning and my 

conceptualization of the importance of certain areas of the content, in other 

words, the "theory of the content" I held for that content at the time I taught 

the course. 

The data presented in this study also suggest that evaluation is 

particularly determinant of the manner in which students are willing to 

participate during class sessions, and is a particularly strong predictor of the 

"tone" of the day. Doyle (1983) argues that ambiguity and risk are the 

conditions under which academic tasks are accomplished in classrooms. 

Though he was writing about primary and secondary classrooms, I believe 

that his argument holds for teacher education classrooms as well. He 

defmes the terms as follows: 

Ambiguity refers to the extent to which a precise answer can be 
defmed in advance or a precise formula for generating an answer is 
available ... Risk refers to the stringency of the evaluation criteria a 



teacher uses and the likelihood that these criteria can be met on a 
given occasion. (p.183) 
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As the teacher educator in this study, I found these concepts to be 

particularly helpful to me in understanding the resistance my students 

initially had to the manner in which the course was taught. My beliefs 

about learning as a personal process necessitated that the ambiguity of 

academic tasks in my course be extremely high. As discussed in the data, I 

tried to avoid all attempts from students to get me to "tell them what to do." 

I attempted to provide structure in regard to basic assignments for the class 

(Le. a literature log, a poetry file, an author/illustrator study), but the 

manner in which the students went about completing the major tasks in the 

class was up to each individual. 

Risk, on the other hand, was extremely low based upon the way I 

structure evaluation. Self-evaluation, in the fonn of reflection, and 

participation (Le. attendance) were the major components of the course 

grade. This low risk, however, did not appear to initially assuage the 

students' fear of failure. It really wasn't until mid-tenn when students 

engaged in their first self-reflection and received my response to it, that they 

began to really believe that the risk in this class was low. My experience 

leads me, at this point in time, to suggest that this was mostly a function of 

their own prior educational histories. As stated by Janet in the case of the 

problematic day, "We thought it was chaotic because we weren't used to it, 

but it's really not" (tape, 10/29/92). 

Acceptance of the high ambiguity and low risk occurred, but it took 

time. Without knowledge and understanding of Doyle's organizing 
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framework, I think that I might have been tempted to enter into the 

negotiations instigated by students to substantially lower the ambiguity. In 

fact, a comparison of course syllabi from semester to semester suggests that 

over time I have attempted to lower the perceived ambiguity of the tasks 

(Le. being more specific about task parameters) without being overly 

directive with students. 

This knowledge of the "ambiguity-risk" framework in conjunction 

with my beliefs about the evaluative process, form a foundation for my 

"theory of the content" for children's literature. For example, had I held a 

different conceptualization of what was important in the knowledge of 

children's literature (say catalogue knowledge of important titles), I might 

well have given my students a traditional mid-term examination, testing 

their knowledge of book titles, authors and plot lines. Because I hold a 

different "theory of the content" those facts are unimportant for my students 

to have memorized. My "theory of the content" is based on the belief that 

"learning is a social process in collaboration with others" (Appendix A) and 

that "learning is reflective as well as active" (Appendix A). Thus the 

manner in which I structure evaluative events must be based on the above 

statements, or I risk betraying my beliefs. 

Exploring My "TheoIY of the Content;" Knowledge about Myself as a 

Teacher Educator 

The issues which emerged from the data related to the teacher 

educator were those regarding general comfort with the class session, 

comfort with the content being taught, the amount of planning involved in 
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the class session, the execution of the planning, and the influences outside 

the teacher educator's control which influenced the "tone" of the day--all 

issues focused on the manner in which I transfonned the content for use in 

the classroom. This is the second part of my "theory of the content" ("a 

form suitable for use in class rooms," Doyle, 1992a, p. 71). 

My general comfort with each day was strongly related to my 

comfort with the content. When I was uncomfortable with the content 

planned, I tended to be uncomfortable with the day in general. This in tum, 

affected the "tone" of the day_ On the other hand, issues which came up in 

class (those which were unplanned) also affected the "tone" of the day. If 

the topic was one with which I was comfortable, the general tone of the day 

was unaffected. For example, on the day David Levin visited the class (Day 

12), we got involved in a discussion about using literature in classrooms. 

This unplanned discussion was not uncomfortable for me, nor was the fact 

that David was present to participate in the discussion. Our history together 

as teachers (his and mine) lent itself to that discussion. 

On the other hand, on Day 28, when we got into a discussion of 

Whole Language, I was extremely uncomfortable. I have never been 

comfortable talking about Whole Language within the content of this 

course. There are a number of reasons, all of which relate to me as the 

teacher educator. First, and foremost, I am uncomfortable talking about 

Whole Language with this group of students, meaning those who enroll in 

this course, because I believe that one ·needs to have more background 

knowledge to be able to understand Whole Language as anything but a 

"technique." This "technique" approach penneates much of what is written 
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manner in which most of my students initially approach the topic. 
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Whole Language was recently defmed as "a pedagogy based on 

beliefs about oral and written language, learning and teaching theory, 

curriculum and social community" (Y. Goodman, personal communication, 

October,1993). My students did not have the knowledge of learning or 

teaching theories or infonnation that would allow them to have theoretically 

based beliefs about oral and written language, nor was this the class in 

which they would acquire such knowledge. Those theories and that 

research are the content of the reading and language arts methods courses. 

This made any discussion of Whole Language problematic for me. Without 

fostering a "you do Whole Language" view in my students, a great deal of 

time would have to be spent talking and exploring the underpinnings to 

holistic philosophy. That was not the content of the course I was teaching. 

While Whole Language was an integral part of my "theory of the content" 

because my own beliefs about learning and teaching are rooted in the 

philosophy and thus affect the manner in which the content is represented in 

the course, the actual "content" "(knowledge, skills and dispositions)" 

(Doyle, 1992a, p.71) of the course is books for children to read. Thus, 

discussions of Whole Language drew me away from the content of the 

course into waters I felt unwilling to explore in this particular course. 

A related issue about Whole Language and it's advocacy at the 

University of Arizona also made me uncomfortable with talking about 

Whole Language with my students. The philosophical discussion which 

surrounds the debate about Whole Language versus other approaches to 
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literacy development is microcosmed at the University of Arizona. There 

are those who strongly believe in a holistic view of learning and there are 

others, in the same department and in the College who favor a more 

reductionistic view of learning. As a doctoral student, teaching a course 

which is housed in one department, but part of another department's 

sequence of courses, I always felt I was walking a fme line, trying to keep 

everyone happy. I knew what I believed about learning and teaching, 

however, I also knew where my paycheck was coming from. And even 

though my home department was really responsible for staffmg the class, 

my early experiences in graduate school made me wary of stepping on too 

many toes. This sense of the "context" within which I was teaching was an 

overarching theme for me during my time at the University. 

As a teacher educator, my sense of unease with certain aspects of the 

content was an important finding of the study. I'm not sure that I was ever 

consciously aware of my discomfort with or avoidance of certain areas in 

the content. However, in planning for the course in the future, I will now be 

able to avoid certain "deadly" combinations, which for me are likely to 

produce "problematic" days. For example, I will try to avoid planning class 

sessions where students are not actively participating on days when I am 

covering content with which I am uncomfortable. While particularistic only 

to my own teaching, this knowledge of self is especially important in 

planning for successful teaching. 

There is very little I was able to do to control the outside influences 

which created "problematic" conditions for my teaching. However, just my 
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being aware of the fact that outside influences do impinge on my teaching 

will help to avoid completely "problematic" days. 

Making Meaning with Others 

As story-critic, it is my role to step back and help others to 

understand what they are reading. This distancing of ownself from one's 

work is particularly difficult in with a personal narrative. And yet, to be 

able to move the story from the "making meaning alone" end of the "place 

of story in teacher education continuum" suggests the power of this type of 

inquiry. Being able to suggest that others can share in the interpretation of 

the data suggests a richness which is not present in the argument that stories 

belong only to the teller. 

Therefore, I have organized my comments into four areas. The first 

is implications of the study related to the content taught. The second is 

implications of the study related to the manner in which the content is 

taught. The third is implications of the study related to the teacher educator. 

And fmally I will discussion the implication of the study related to the 

inquiry process itself. 

Exploring My "Theoty of the Content:" Implications for Others of My 

Findings Regarding Content 

The results from the study suggest that my stance toward the content 

being taught had curricular implications for my students and implications 

for my perception of the "tone" of the individual class sessions. What I 

chose to include or not include seriously affected the experiences that my 
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students had in regard to their exposure to children's literature. For 

example, my decision to not include storytelling as a specific area of 

content to be covered because of my discomfort with the topic may very 

well limit my students' use of that area of content in their own classrooms, 

while my inclusion of a "theme cycle" using "text-sets" may prompt 

students to use this strategy themselves. Had I chosen to include 

storytelling as a focus of content, the data suggest that I might have 

experienced a "problematic" day. On the other hand, the data also suggest 

that omitting the use of strategies for responding to literature might lower 

student participation and lessen the number of "great" days. 

Content decisions are just that--decisions. Given the limited nature of 

a teacher educator's interactions with students, decisions regarding content 

must be made. This study suggests that at the very least, a teacher educator 

must be mindful of the effects that her decisions about content might have 

on her students, both as students of the content and as future teachers of 

children. The data also suggest that, for individual teacher educators, 

particular areas of the content lend themselves more readily to the creation 

of "great" days and "problematic" days than do other areas of the content. 

However, only the individual is able to make that determination for herself. 

This suggests that an area of future research might be a long-term 

study following students into their first years of teaching to ascertain 

whether or not the content which was not covered in the course is found 

lacking in the student's use of children's literature in their classrooms. For 

example, I have suggested that because of my lack of emphasis on 

storytelling my students might not include this area in their own classrooms. 
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On the other hand, it might be that within a series of courses related to 

literacy, interaction with different individual instructors provides an 

opportunity to experience the content in many different ways and a student 

"covers" the content because the instructors are all individuals with their 

own biases toward the content. Only future research will answer this 

question. 

Exploring My "Theory of the Content:" Implications for Others of My 

Findings Regarding Teaching 

An important implication of the study for new teacher educators, 

either doctoral students teaching undergraduate courses or new assistant 

professors, is the importance of an opportunity to interact with colleagues in 

the design of coursework. As demonstrated by my use of the transcripts 

from our weekly planning sessions to build the cases, those sessions were 

tremendously influential. The weekly planning sessions afford me an 

opportunity to think with others about the nature of my "theory of the 

content." These data suggest that novice teacher educators be given 

mentoring opportunities with senior faculty who have taught the same 

course. This is not to suggest that novice teacher educators "parrot" or be 

made to completely adopt the senior faculty member's syllabi, but that an 

opportunity to talk through issues of content and teaching strategies with 

others is an important source of support for the novice. 

The data from this study also suggest that the ways in which students 

are asked to participate can affect the "tone" of a class session. In making 

decisions regarding the organizational structure of class sessions, teacher 
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educators must be cognizant of the ambiguity and risk involved in the 

academic tasks which they plan for students. Understanding these concepts 

helped me to make decisions which did not violate what I said I believed 

about learning and yet, at the same time, enabled me to help students come 

to terms with the ambiguity which pervaded the course under study. 

The manner in which a class is taught sends a strong message to 

students about teaching practices. If, as teacher educators, we are not 

explicitly reflective of our own teaching practices, we can not expect our 

students to be reflective of their own teaching as well. While tape recording 

and stimulated-recall techniques such as the one used in this study are 

perhaps beyond the time constraints of the average teacher educator, the use 

of a reflective journal to record one's perceptions regarding the course being 

taught can be a helpful tool in evaluating and making explicit one's "theory 

of the content." The messages we send to our students, no matter how 

implicit, are strong messages. As teacher educators, we need to be mindful 

of these facts. 

Exploring My "Theoty of the Content:" Implications for Others of My 

Findings Regarding the Teacher Educator 

Perhaps the most important aspect of the study is the sense of self as 

a teacher educator that I gained from engaging in this line of inquiry. The 

writing of this document became an opportunity for me to further 

understand myself and my teaching. As I wrote my story, I was able to 

"transform" (Bereiter & Scardamalia, 1983) my own knowledge of what 

had occurred during the time of the study into an new understanding of 
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myself as teacher educator and as a learner. The self-reflection in which I 

engaged allowed me to move beyond the day-to-day interactions with 

students to achieve a more focused awareness of what my teaching practices 

meant for my students, but more importantly what they meant for me. My 

understanding that the "tone" of the day, in other words "how it went," was 

more related to issues of my own comfort with the content and my beliefs 

about learning and teaching than it was related to external forces will affect 

my teaching in all areas in the future. 

Making Meaning with Others: Implications Related 

to the Research Process 

Methodological Implications 

By engaging in this line of inquiry, I struggled with several 

methodological issues related to qualitative research. While not wanting to 

bore the reader with a debate about the pros and cons of such inquiry (see 

Eisner & Peshkin, 1990, for such a debate), I believe it is important to make 

explicit the struggle I had with myself to break free of a reductionist 

paradigm. 

I initially resisted studying myself and my practice as a teacher 

educator. I felt it would be easier and more "objective" to study others. 

Therefore, I originally planned to study the group of teacher educators who 

taught the course. In retrospect, I am able to see that only by studying 

myself was I able to answer the question which I felt was most important-

"what were the implications of the differences and similarities among 

teaching days for the teacher educator teaching the class?" Had I adhered to 
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the notion that I would be unable to be "objective" if I studied myself, I 

would have missed a great opportunity to improve my own knowledge of 

teaching in a teacher education setting, and of myself as a teacher in that 

setting. 

As stated earlier, stimulated-recall techniques were criticized in early 

teacher cognition studies as not being reliable representations of what a 

teacher was actually thinking at the time of taping. This may well be the 

case, but in this study I found that the use of stimulated-recall may very 

well be a way to aid the teacher in reflecting upon her own practice. Re

creating the thinking-in-action process may not really be helpful in 

understanding one's own practice, while reflection on one's teaching may 

facilitate evaluation and renewal of oneself as a teacher. 

Collaborative Implications 

As researchers, the stimulated-response journal may be of help in the 

participant-observer process. By providing multiple sources for obtaining 

data, a researcher and a teacher could jointly use a stimulated recall session 

to re-construct classroom events in an attempt to share meaning (Moll, 

personal communication, October 25, 1993). 

As more teachers assume the role of researcher in their own 

classrooms, or in the classrooms of others, these "aids to memory" may 

provide more powerful data when analyzed from the inside. (See Patterson, 

Santa, Short & Smith, 1993, for a more detailed description of the current 

teacher-researcher movement.) Traditionally teachers have served as the 

source of the data which is analyzed and given meaning by the university 
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researcher (an outsider). Collaborative efforts to understand the nature of 

teaching may be enhanced when the person engaged in the act of teaching 

has a later opportunity to reflect and give voice to the thoughts and reasons 

behind certain events. 

The use of collaborative research methods would be an exciting 

addition to the line of inquiry in which I have engaged. While the story was 

my own, and thus reflects my own "theory of the content," I believe that a 

story, co-authored with a participant-observer, might provide a much richer 

picture of the teacher education classroom than is presented in this story. 

The research constraints of the study prohibited the inclusion of many 

student voices in this story. Their voices are ones which future research 

must clearly include. 

Intetpretative Implications 

The nature of narrative, or research for that matter, allows for 

multiple interpretations. Therefore, my choice to interpret the data using 

the framework of the "theory of the content" reflects my own biases toward, 

and interest in, research on teaching and teacher education. My particular 

interests are in the areas of learning to teach and the curricular implications 

of learning to teach on my area of content--children's literature. Others, 

using different lenses, might interpret the story in a much different manner; 

one reflecting their own biases and interests. 

One such interpretation has already been suggested to me. Based 

upon his own understandings ofVygotskian psychology and ethnography, 

Moll (personal communication, October 25, 1993) has suggested that the 
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story "is a case study of the cultural creation of a classroom and the multiple 

mediations that go into teaching and learning." Using the data, he has 

suggested that they demonstrate "how a course is socially and culturally 

created through the actions of teachers and students." While beyond the 

scope of my own knowledge of anthropology and culture, this seems a 

likely and valid interpretation of the data. Others, using the same data 

collection technique as I, may wish to pursue this line of analysis and 

interpretation to add another dimension to our understanding of what it 

means to be a teacher educator and what it means to create curriculum. 

Conclusion 

This has been my story. In it I documented one semester of my own 

teaching of the course "Children's Literature in the Classroom." I shared 

with the reader my triumphs as a teacher educator and my failures. In 

attempting to understand how what I believed about teaching and learning 

affected the manner in which my teaching day progressed, I learned a great 

deal about myself and about teaching. Although it is difficult to detennine 

the implications of my teaching for my students, (that's their story, and not 

mine to tell), I believe the previous discussion outlined the implications for 

my own teaching in the future. This study allowed me, as the researcher, to 

make explicit some of the issues which are foundational to my teaching in a 

teacher education setting. 

My hope in sharing my own story was to offer readers an 

opportunity to perhaps find themselves in my story and to reflect upon the 

implications of my findings for their own teaching. My hope in writing this 
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story was to examine my own implicit knowledge about the content of 

children's literature and the teaching strategies I used to teach the content 

within the social context in which the study took place. I wanted to 

examine the way in which my beliefs about learning and teaching, in 

conjunction with the content being taught (my "theory of the content") and 

the students enrolled in the course, melded together to fonn the curriculum 

of the course. 

As Cornbleth (1990) stated, "They [our curriculum conceptions] 

necessarily reflect our assumptions about the world, even if those 

assumptions remain implicit and unexamined" (p. 12). In examining my 

own assumptions, and in writing about them, I have discovered a great deal 

about myself as a teacher educator, about the content and my assumptions 

toward it, and about the manner in which I engage students in that content. 

By examining myself as a teacher educator, and by writing my story, I have 

uncovered who I am, within the academic context. My hope is that my 

story will inspire others to write their own stories and to examine their own 

implicit assumptions about their own teaching. 

Teacher education is not neutral, or value-free. The mere fact that as 

teacher educators we all have personal histories, with biases toward certain 

ways of thinking about learning, suggests that it is time that we 

acknowledge our assumptions, embrace them and use them to create 

curriculum with our students. 
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Children's Literature in the Classroom 

LRC 480 Fall, 1992 

Barbara C. Thompson 
Office: Education 103 621- 1311 ( messages), 622-7289 (emergencies) 
Office Hours: Tuesdays 11 :00-12:15, Thursday 1 :45-3:00 and by appointment 

Course Intent: The purpose of this course is to provide students with opportunities to 
explore the breadth and depth of literature for children. These opportunities will serve 
as a foundation for the use of literature in classrooms. To that end, the focus of this 
course will be the reading and examining of children's books. 

The course is based upon six beliefs about learning: 
1. Learning is an active. personal process. As we immerse ourselves in 
hundreds of children's books we will explore our own responses to text using various 
forms of response (written, verbal, artistic, musical etc.) 
2. Learning is a social process in collaboration with others. Using each 
other, we will explore our own responses to the books we read. This will be 
accomplished in small groups, in pairs, and as a class. By sharing with each other our 
understandings, we are able to expand upon our own perceptions. 
3. Learning inyolyes taking risks and supporting others in their 
explorations. We will act as a support system for each other as we learn about 
children's literature and its uses in classrooms. Exploring any new field requires a great 
deal of support to effectively understand the content. We will serve as that support for 
each other. 
4. Choice allows learners to connect to their personal experiences and 
feel ownership in the learning process. In this course we will have choice over 
what we read, how we respond and the focus of the small group and individual projects. 
Our choices will reflect our personal experiences and individual needs and experiences 
as teachers. 
5. Learning occurs when we make connections to our own experiences. 
We will respond to literature by exploring our personal responses rather than 
according to a specific literary interpretation. 
6. Learning is reflective as well as active. We will have opportunities to 
reflect upon the information encountered in class and observed in schools. Reflection 
upon what we have learned and want to learn is a key to actively taking responsibility 
for one's own learning process. 

Adapted from K. Short, 1991 

As stated in the course intent, the focus of this course is the reading and exploring of 
children's literature. My focus as the instructor is to facilitate that reading and 
exploration, but the responsibility for what you learn and how much you learn lies 
with you. Strategies for using literature in the classroom will be experienced as we 
explore literature but are not the focus of the class. 



Texts; 
Sutherland, Z. and Arbuthnot, M.H. (1991) Children and Books. 8th ed. New York: 

Harper Collins. 
2 children's books to be determined later, available from the book orders. 
There is a packet of articles available at the bookstore. 
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Children's books are available for check out at the beginning and end of class from the 
cart provided by the instructor. Children's books are also available on the first floor 
of the Main Library, and of course, from the Tucson Public Libraries. You are 
encouraged to explore all these sources. You will be given an opportunity to purchase 
children's books on a monthyl basis from the "Book Clubs". These clubs, typically 
offered to schoolchildren, offer outstanding children's books at reduced prices. You are 
encouraged to take advantage of this opportunity to begin your own collection of 
children's books. 

Course Requirements; 

I. Resource Notebook/Portfolio This will be a collection of the things you have 
worked on in during the semester. It does not necessarily have to be in the form of a 
notebook. You need to think of a way to organize your materials in a way which will be 
functional for you. You may include in your portfolio anything which reflects the 
activities in which you've engage this semester, but it MUST include the following 
items: 

a) Reading Log- Since the focus of this course is to read children's books, you 
need to record what you've read in a way which will serve your needs in the future. 
This log might take the form of notecards, lists, a computer database-it depends upon 
how you prefer to organize information. The log itself will be turned in four times 
during the semester as well as being a part of your resource notebook. Your log should 
include AT LEAST the title, author, copyright date, and a BRIEF summary of the book. 
Other information is to be included at your discretion. 

b) Poetry File- This should be a collection of poems you like, as well as 
sources for poetry. You may organize this in any manner which will help you in the 
future: by poet, by topic, by season, by style ... You may include Xeroxed copies of the 
poems you've chosen or may copy them by hand. All poems included in your file should 
be referenced by poet and source. 

c) Author/Illustrator Study- This should be an in-depth exploration of at least 
one author or illustrator or poet's work and life related to the genre group in which 
you choose to work (see below). It will be presented as a part of a group, but may be 
developed individually. This is to be an in-depth study of one author's life and work. 
An annotated bibliography of the author/poet's work which you read will be 
distributed to each classmate on the day of the final, as well as a one page biographical 
sketch. A more in-depth discussion of the author's work, as well as a collection of 
materials related to the author will be contained in your resource notebook. 

d) Organization of professional materials- During the semester you will collect 
professional material related to children's literature. This will begin with the 



information provided by the instructor, but should include resources acquired by 
students. 
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e) Self Evaluation- This will be a chance for students to reflect upon the work 
that has gone into the notebook/portfolio and evaluate their own projects, participation 
and attendance. 

The author studies developed by each genre group will be presented by students the day of 
the final examination for this course, Friday, December, 11th 11-1 pm. 

II. Attendance and Participation- Attendance in class is essential for you to be able to 
most effectively engage in the course's intent. This course is one which cannot be made 
up through outside reading. Therefore, absences in excess of two will seriously affect 
your final grade. While styles of participation are an individual trait, active 
partiCipation in the small groups' interactions are essential to the learning process. It is 
impossible to create a community of learners who support each other and help each other 
learn if members of the community are reluctant to share of themselves. Thus 
participation in small group interactions will be strongly encouraged. Participation in 
the following activities are expected: 

a) Walking Communication- With three-four other students and myself, you will 
carry on a semester long dialogue in a notebook. Each member of the group will write in 
the notebook once a week, responding to other's comments or posing questions for your 
group to explore. Students with common schedules will be grouped together to facilitate 
the exchange of the notebook. 

b) Genre Group- Working with other students, you will serve as the class' 
expert on one of the identified genres in children's literature. Your group will be 
responsible for presenting the class with a sense of what it is that constitutes the genre, 
with the types of books available within the genre, and with books which are considered 
classics within the genre. The group will provide an extensive collection of books related 
to that genre for the class to browse. These books may be obtained from your own 
personal collections, public libraries, the UA Main Library or my personal collection. 
The group will also select the books to be read by literature groups for that week. I will 
serve each group as a consultant and resource for information. Groups will provide the 
class with an annotated bibliography of important books within their genres. This 
bibliography is to be distributed to each class member the last week of class. Groups will 
be formed based on student interest in specific genres. 

c) Library Project- The experience will provide students with an opportunity to 
explore the resources available in children's literature. The experience should serve as 
a starting point for the the author/illustrator study and the genre group presentation. 

d) Literacy Stories- One way to understand our own feelings toward literature 
and reading is to reflect upon our personal histories with print. By examining our own 
biases toward literacy we can better understand our own teaching and learning. Literacy 
stories will be written and shared with small groups early in the semester. 

e) Professional Experiences-It is essential that you spend time in a classroom 
where literature is being used. This will help you to understand the practical aspects of 
children's literature as you are learning about the content of the field itself. Each student 
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should try to read at least one book to a group of children or our class, and record that 
experience in his/her groups' walking notebook. 

f) Conference Attendance- It is expected that students will attend a local professional 
organization at least once during the semester. There are three reading conferences 
scheduled for the Fall. 
Tucson Area Reading Council (T ARC) in Tucson- Sept. 25th and 26th. 
Arizona Reading Association (ASA) in Cas a Grande- Oct. 23th and 24th. 
Tucson Teachers Applying Whole Language (TAWL) in Tucson- Nov. 6th and 7th. 

More information will be available about the conferences as they approach. You may also 
attend one of the local TAWL group's monthly meetings as a substitute for conference 
attendance. I will inform you of when they are (always a Thursday night). 

Evaluation 

Members of the class will be asked to engage in self-evaluation on all aspects of 
their work. I will offer suggestions, feedback (both positive and negative) and guidance 
in helping students evaluate their own work. Course grades will be based upon the extent 
to which all course requirements are met. As this is a course in literature for children, 
emphasis will be given to the extent (breadth and depth) to which books for children are 
explored by individual class members. At mid-term students will be asked to submit a 
self-evaluation based upon the work done to that point and to outline their goals for the 
remainder of the semester. The day of the final will serve as an Author's Lunch at which 
time students will present their Author Studies. Students will schedule an "Exit 
Interview" with the instructor during the week of finals, at which time all materials 
will be returned to the student and consensus regarding the student's final grade will be 
reached. No student will receive a grade for this course without an exit interview. 
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Schedule for LRC 480. Section 2 

Introduction to the Course 

Literature for children 

Reading Process/ Develop
mental issues 

Introduction to Genre 
Award winning Books 

Due/Reading 
for next session 

-Harste article, text pp. 4-16 
-"An old favorite" for discussion 

-Short/Harste article 
-Text pp. 16-34; 664-649 
-"Classic Picture Book" 

Literacy Story 1 st draft 
-Text pp. 46-52; 659-667 

-"Award winning Chapter Bk" 

Final Copy of Literary Story 
-Text Chapter 3; pp. 53-74 

-"Classic Chapter Books" 

History of Children'S Literature Lit. Log Check 

Elements of Literature 

Library Project 
Meet in Library 

Introduction to Response 

Responding to Childrens Lit. 

-"Integral Setting. . . " article 
-Text Chapter 2, pp. 35-46 
-Cinderella Varient 

-Appendices Text, pp. 677-706 

-Text, pp. 564-576 
-Mississippi Bridge 

-Text, pp. 582-610 
-"Conflict Chapter Bks" 

Library Project Due 
-Multicultural Article 

-Conflict Text Set 

9/22 Introduction to Multicultural -Handout; 
Issues in Children's Literature -Tar Beach &Big Maroa's 

9/24 Issues in Multicultural Children'S Poetry File Check 
Literature -Text, Chapter 6 pp. 182-224 

Chapter 7 pp. 225-246 
-Fairy Tale Set 



9/27 Folk and Traditional Literature 

1 0/1 Fairy Tale Workshop 

1 0/6 Organizing Children's Literature 

1 0/8 Authors and Illustrators 

1 0/ 1 3 - 1 5 Genre Group #1 

10/15 Mid-term reflection due 

10/20-22 Genre Group #2 

1 0/2 7 - 2 9 Genre Group #3 

1 1 / 3 - 5 Genre Group #4 

11/5 

1 1 / 1 0 -1 2 Genre Group #5 

1 1 / 1 7 - 1 9 Genre Group #6 
11/19 

1 1 /24 Books for the Very Young 

11/26 

12/1 

Thanksgiving 

Curriculum Issues: Censorship 
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Due/Reading 

for next session 

-Fairy Tale Workshop Handout 

Lit. Log Check 
-Author/Illustrator Books 

-Genre Group 1 assigns book 
for 10/13 and accompanying 
Chapter in text. 
-author sets 

-Mid Term reflection 
assigned 

-Genre Group 2 assigns book 
for 10/20 and accompanying 
Chapter in text. 

-Genre Group 3 assigns book 
for 1 0/27 and accompanying 
Chapter in text. 

-Genre Group 4 assigns book 
for 11/3 and accompanying 
Chapter in text. 

-Genre Group 5 assigns book 
for 11/10 and accompanying 
Chapter in text. 
-Lit Logs Final check 

-Genre Group 6 assigns book 
for 1 0117 and accompanying 
Chapter in text. 

-Text, pp. 75-129 
-Articles; Marie Clay and 

Big Books 
- Predicable Text 

-Poetry File final check 
-Text, pp. 652-658 

-"Filling the Gaps" article 
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Due/Reading 

for next session 

1 2/3 Curriculum Issues: Appropriate - Genre Group 

12/8 

12/11 

Materials Bibliographies due 

Wrapping It Up 

Final Examination 
11-1p.m 

- Extend Author Study Due 
-Resource Notebook/Portfolio due 

-Author's Lunch Celebration 
-Author's bio's and genre 

group presentation due 
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Reflective Journal Entry 

Thursday, October 8, 1992 

I got to school early today to set up and to review the infonnation in 
the book on traditional literature and to pull the books I needed for the 
browsing session. It seems that no matter how early I get there I never 
have enough time to get it all done! I pulled the books I had downstairs 
and then I went up to Kathy's office and filled in the things I didn't have. 

I sorted the books by illustrator, by different variants to begin with. 
I intended to also organize by different cultures, but didn't really get that 
far. I set the books up in 530 because there is a class in 534 until 12:30 
and that just doesn't give me enough time to set up properly, even if I had 
the books sorted in the cart. I put out books by the same illustrator: Susan 
Jeffers, James Marshall, Ed Young, Trina Schart Hyman, Paul Galdone. 
Then I had a table with anthologies and collections. I put out all of 
Virginia Hamilton's collections. I collected a group of American Tall 
tales, and African American tales and ghost stories. Then I had groups of 
variants all over the rest of the room. I had organized some basic cultural 
groups, Native American, Hans Christian Andersen, Fables, Greek Myths, 
but didn't really get to display much of the "non-traditional" or non
European collection. I felt badly about that because I think students need 
to see the alternative fonns that folk literature can take. I think maybe I 
will have to pick up the folk literature of other countries on one of my 
Thursday sessions. 

I was intent on giving students an extended period to look over the 
books and write in their literature logs. To that end, I was very conscious 
of time and how long I was taking doing the introduction. I made a few 
announcements at the beginning of class. Talked about the T A WL meeting 
tonight. And then I read them The Paperbag Princess. I chose this because 
Munsch's work all begins a oral stories that he tells to small groups of 
children, and I felt this was a nice lead-in to traditional literature which is 
rooted in an oral tradition. Also The Paperbag Princess is a nice 
alternative to traditional views of females in folk literature and I think it's 
important that students are aware of alternative pieces. After I read I then 
talked briefly about the literary origins of folk literature and the 
understanding of myth in a literary sense. I briefly covered the types of 
folk literature that Huck covers in her book and then very briefly talked 
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about the elements of folk literature. I have intended to make a handout 
for my students but time and the copying machine were against me. I then 
remembered that they all had traditional tales that they had read and that I 
needed to give them an opportunity to talk about what they had and how it 
fit into what I had talked about. I really didn't want to do that because I 
saw it as cutting into the time I had set aside for looking at books and yet I 
really felt that I needed to follow through on having them discuss what 
they read. So I had them get briefly into groups and to try to fit the book 
they had read into one of the seven categories that I had mentioned in the 
discussion of folk literature. It wasn't easy to do because we were meeting 
in 534 and there really isn't enough room in there for all of us to meet. I 
don't think there were 28 chairs! Anyway they met in small groups and 
then we went around the room and shared which book they had and how it 
fit. 

After that I had them move into the other room and I introduced the 
books to them. I had given them about 30 minutes to look over the books. 
Most of them got right to work and read and looked. There were a few 
who looked briefly and then left. I'm going to have to have a talk about 
leaving early. I had told Brad that he could leave five minutes early so 
that he could get to his job at 2:00, but I think I am going to have to 
revoke that because it is sending the wrong message. (And he's abusing 
it). Anyway I was a little upset by the end of class, because so many people 
had left early. Those who were left did stay and help me clean up. I had 
to do that quickly because there was a demonstration of reading recovery 
in 530 and I had to get out of there. Reshelving the books is becoming 
quite a nightmare!!!! There never seems to be enough time to get 
everything done. 

Trying to write this journal right after class is difficult because I 
don't seem to have everything together before I need to write. There's 
also the issue of sharing the office because when I get back there's always 
someone in the office wanting to talk. That's also one problem about 
trying to get any work done at school. Someone is always willing to help 
me procrastinate. I don't have the luxury of closing my door and 
pretending I'm not in. Nor is that an acceptable way of doing business in 
the fifth floor. Pretty much everyone has their doors open and so there 
always seems to be distractions. I can see why Kathy finds it more 
productive to work at home. There's much more opportunity to interact 
with people, then say at a school where once you're in your classroom 



262 
you're alone or at least only interacting with your students. And since 
you're in the power position in a classroom situation if you have work you 
have to get done, you can telling the kids to leave you alone (or least you 
could if you were that kind of teacher) (I've done it on occasion). The 
university setting doesn't seem to afford you that sort of privacy, yet, it 
does provide the intellectual stimulation that you don't get in a classroom 
setting. 
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Stimulated-Recall Journal 

Thursday, 10/8/92 

I decided to have the class meet in 534 and set 530 for browsing 
because there simply isn't enough time between the 11 :00 class and my 
class to do anything decent with the books. When I set books up for 
browsing I like to make the displays appealing by standing some books up, 
arranging the others around them neatly. I also try to group books by 
some sort of theme or focus. There is so much in the folk tale- fairy tale 
genre that I found myself having difficulty getting all the materials out. I 
wanted students to have a sense of some of the illustrators and adapters of 
folk literature for children. So I pulled out a number of author/illustrator 
sets. I then pulled American folk heroes, and some of the southern black 
folk legends. I grouped books by variant, trying to keep books like Three 
Billy Goats Gruff, The Gingerbread Boy, Chicken Little, books I 
remember from my childhood as being early literacy books, perhaps 
because they are repetitious together. I grouped Greek myth together and 
Aesop and Hans Christian Andersen. As the room filled up I realized that 
all the non-traditional, less known folk literature was going to end up in 
the other room and would be hurriedly displayed. I essentially made a 
decision at that time to put that off to another day. I did display some 
Native American literature, but not much of anything else. 

I was in the midst of having my house replumbed and so things in 
terms of organization were not as structured as I would have wished. I 
had made extensive notes about the topic, intending to make a handout for 
the students, but ran out of space and time. I then thought I would xerox 
the list from Huck which talks about the different types of folk literature, 
but when I got to school I discovered the xerox machine was down, so I 
gave up at that point. 

Frankly I had forgotten about the mid-term until I arrived at school 
in the morning and looked at the syllabus for adjustments. I decided not to 
write out the mid-term because it wouldn't "look" very professional. I 
decided that it would be better to wait a day and give it out on Tuesday 
rather than hurry through something and have it be incomplete. I really 
wanted the students to put some real thought into the midterm and I guess 
I thought that if I didn't put some effort into the structure of the reflection 



then I couldn't expect them to do it either. (Transcribe the first part of 
tape). 
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In terms of the T A WL meeting, I didn't want them to think I hadn't 
heard their comments about the last meeting. I was worried that word had 
gotten around that the T A WL group was really boring that they wouldn't 
get a lot out of it. I made a special effort to make sure the meeting was 
nice, I made cookies and brownies and made sure that there was punch and 
soda to drink. I wanted my students to see the meeting as a supportive 
environment in which teachers could grow professionally. The comments 
I made in class were to try to take away the fear that some of them may 
have had after the last meeting. I know students talk to each other and I 
didn't want the word to get around that the T A WL meeting was awful. I 
should have had the exact address for the students but I think that they 
understood where they were going. 

I remember watching my watch because I had spent a great deal of 
time setting up the room and I wanted to give them an opportunity to 
browse the books that were available. I had already spent ten minutes 
talking with them about issues that I hadn't planned on doing so I was 
anxious to move along. I chose to read Paperba~ Princess because it's not a 
variant of anything, but it shows how folk literature is still being 
produced. It also has a great message which I think students should be 
aware of. Also because I heard Robert Munsch talk about how he writes 
and how the stories he publishes begin as stories he has told, I thought it 
was a nice tie-in to the fact that much of traditional folk literature began as 
an oral tradition, and that the Grimms were among the first to write down 
the tales. 

It's very difficult to read aloud to students without talking about 
miscues and miscue analysis. This miscue [on the tape] and my comments 
about it (cave-save) demonstrates quite nicely the dilemma I face. On the 
one hand it was such a great miscue I couldn't just ignore it and go on 
without talking about it, on the other hand, I had to explain miscue, which 
I did very badly since I didn't have enough time to go in to it and I didn't 
want to take the time to go into it, and so I managed to confuse the 
students by throwing out a term they didn't know with very little 
information to support new knowledge and so I just let it drop, (with and 
audible sigh I might add). 
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As I moved into the discussion of the genre, I felt pushed for time. 

I knew I had a lot of information, and I knew that if I didn't watch myself 
I could use up all the time and not get to browsing. I remember wanting 
to at the beginning really push the religious people in my class with the 
notion that our own religious beliefs could be considered myth from a 
literary standpoint and that time will only tell where stories such as the 
bible find themselves in literary history. As I lectured I wondered why I 
was doing this because the students weren't taking notes. By this time they 
know that there's no exam and so they aren't accountable in a traditional 
sense and so I feel like in a sense why am I going through this. I tell 
myself though that if they at least hear the information then maybe they 
take a little of it with them and it will help their understanding. 

Occasionally I get myself into something that I don't mean to. The 
discussion of Bettleheim's book for example. I haven't actually read the 
whole thing and so as I was talking about that I didn't really want to talk 
about it as in depth as I ended up. At this point I remembered that they 
each had a book that they had read and that I was going to have to do 
something with that. I can't believe I hadn't planned that into the time 
frame and I really started to sweat it big time. Here I had asked them to 
read something with the idea that they would have something to discuss 
from the lecture (a good way of tying their experiences into what I was 
talking about) and then I hadn't planned the discussion into the day's 
schedule. I was so focused on giving them enough time to browse what I 
had put out that I forgot the discussion. Then there was the issue of the 
room because they were pretty well crammed in there and I didn't want to 
break out into the other room because I'd never get them back and it 
would eat up more time. As I began to move through the different types 
of folk literature, categories if you will, I threw in the trying to place 
their piece within the category as a way to hook them into the lecture. 

Moving into the elements of traditional literature, I can hear the 
rush in my voice. I began talking very quickly to get through the 
information and move to browsing, while what I was saying was very 
important. The discussion I did on language really should be more fully 
expanded, but I was afraid I would get off topic and not move along. As I 
talked about the motifs, I think I was thinking a lot about Rena and how 
she would talk about this information, because she's so much more 
knowledgeable. 
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I felt that I needed to justify such a short period for browsing when 

I said "I'm only cutting this short because ... I also wanted to let them 
know how important I felt the browsing part of the class was for this type 
of activity. Always in the back of my mind was the idea that I was 
supposedly setting the example of how the genre group information should 
(might) be presented. By asking students to talk about what book they had 
read I was opening up myself for running short on time because I just 
can't seem to get across to student the idea of a brief summary of the 
book. I find myself getting really impatient with students as they talk. 

Once we moved into the other room, I spent time talking a little 
about how I had set the room up because I wanted them to know that here 
was a reason to how the books were arrange, and that I hadn't just thrown 
the books out in a random order. 

It's interesting that I said, "use the time to your benefit, because it 
seemed that once I left the room and went into the other room to putout 
some of the multicultural stuff, people began to drift away. By the time I 
returned I would say about half the class had left. 

I apparently put down the tape recorder and then went into the other 
room. There wasn't any discussion while I was gone ... just blank tape. I 
did ask people to help me with the clean up which was pretty massive for 
this day. I have managed to collect a large group of traditional literature 
and then I pulled most of Kathy's as well. There was lot's to put away. 
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December 11, 1992 

I, , give/do not give (circle 
one) Barbara Thompson my permission to use information supplied by me 
as a part of my attendance and participation in the course LRC 480: 
Children's Literature in the Classroom during the Fall semester, 1992. I 
understand that this includes any written material produced during the 
semester, such as my journal entries, mid-term reflection and final 
reflection, as well as any oral exchanges I may have had with Ms. 
Thompson. I understand that the giving or withholding of my permission 
will have no influence on my grade for the above stated course. By giving 
my permission, I understand that I relinquish all rights to this material for 
copyright purposes. 

Should Ms. Thompson deem it necessary or useful to use 
information supplied by me I understand I will be identified by my first 
name and initial (i.e. Barbara T.) unless I have supplied Ms. Thompson 
with a pseudonym in the space provided below. 

Your signature 

Your chosen pseudonym (optional) 
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Children's Literature in the Classroom 
LRC 480 

Barbara C. Thompson 
Office: Education 309 

Fall, 1991 

621- 1311 { messages}, 622-7289 {emergencies} 
Office Hours: Tuesdays, 11 :30-12:15, Thursday, 2:00-3:00, and by 
appointment 
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Course Intent: The purpose of this course is to provide students with opportunities to 
explore the breadth and depth of literature for children. These opportunities will serve 
as a foundation for the use of literature in classrooms. To that end, the focus of this 
course will be the reading of children's books. 

The course is based upon six beliefs about learning: 
1. Learning is an active. personal process. As we immerse ourselves in 
hundreds of children's books we will explore our own responses to text using various 
forms of response (written, verbal, artistic, musical etc.) 
2. Learning is a social process in cQllaboration with others. Using each 
other, we will explore our own responses to the books we read. This will be 
accomplished in small groups, in pairs, and as a class. By sharing with each other our 
understandings, we are able to expand upon our own perceptions. 
3. Learning involves taking risks and supporting others in their 
explorations. We will act as a support system for each other as we learn about 
children's literature and its uses in classrooms. People new to any field require a great 
deal of support to effectively understand what they're learning. We will serve as that 
support for each other. 
4. Choice allows learners to connect to their personal experiences and 
feel ownership in the learning process. In this course we will have choice over 
what we read, how we respond and the focus of the small group and individual projects. 
Our choices will reflect our personal experiences and individual needs and experiences 
as teachers. 
5. Learning occurs when we make connections to our own experiences. We 
will respond to literature through exploring our personal responses rather than 
according to a specific literary interpretation. 
6. Learning is reflective as well as active. We will have opportunities to reflect 
upon the information encountered in class and as you observe in schools. Reflection upon 
what we have learned and want to learn is a key to actively taking responsibility for 
one's own learning process. 

Adapted from K. Short, 1991 and C. Klassen, 1991. 

As stated in the course intent, the focus of this course is the reading and exploration of 
children's literature. My focus is to facilitate that reading and exploration, but the 
responsibility for what you learn and how much you learn lies with you. Strategies for 
using literature will be experienced as we explore literature but are not the focus of the 
class. 
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Texts: 
Huck, C., Hepler, S. and Hickman, J. (1987) Children's Literature in 

the Elementary Schoo/, 4th ed. Fort Worth, TX: Holt, Rinehart 
and Winston. 

Paterson, Katherine (1977) The Bridge to Terabitha (available from 
the September 1991 Trumpet Club) 

Sendak, Maurice (1965) Where the Wild Things Are (arrangements 
will be made to get you this later in the semester) 

Two packets of information and articles are available from Fast 
Copy. 

Course Requirements: 

I. Resource Notebook/Portfolio This will be a collection of the 
things you have worked on in during the semester. It does not 
necessarily have to be in the form of a notebook. You need to think of 
a way to organize your materials in a way which will be functional 
for you. You may include in your portfolio anything which reflects 
the activities in which you've engage this semester, but it MUST 
include the following items: 

a) Reading Log- Since the focus of this course is to read children's book, you 
need to record what you've read in a way which will serve your needs in the future. This 
log might take the form of notecards, lists, a computer database, it depends upon how you 
prefer to organize information. The log itself will be turned in four times during the 
semester as well as being a part of your resource notebook. 

b) Poetry File- This should be a collection of poems you like, as well as 
sources for poetry. You may organize this in any manner which will help you in the 
future: by poet, by topic, by season, by style ... 

c) Author/Illustrator Study- This should be an in-depth exploration of one 
author/illustrator/poet's work and life. It may be done individually or with others who 
are interested in exploring the same author/illustrator/poet's work. 

d) Literature Exploration- As an individual or with others you will be 
responsible for putting together information on some aspect of children's literature. 
This might take the form of putting together a group of books which address an issue for 
children, a look at one of the issues in children's literature such as selection of 
appropriate literature, racism, multicultural issues, curriculum issues or . . . . 

e) Self Evaluation- This will be a chance for students to reflect upon the work 
that has gone into the notebook/portfolio and evaluate their own projects. 

Some aspect of the resource notebook will be shared by individuals on the day of the 
final, at the Children's Literature Celebration. Each individual (or group) will decide 
what it is they wish to share, and the manner in which they wish to share it. 

II. Attendance and Participation- Attendance in class is 
essential for you to be able to most effectively engage in the 
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course's intent. While styles of participation are an individual trait, 
active participation in the small group's interactions are essential 
to the learning process. It is impossible to create a community of 
learners who support each other and help each other learn if 
members of the community are reluctant to share of themselves. 
Thus participation in small group interactions will be strongly 
encouraged. Participation in the following activites are expected: 

a) Walking Communication- With three other students and myself, you will 
carry on a semester long dialogue in a notebook. Each member of the group will write in 
the notebook once a week, responding to other's comments or posing questions for your 
group to explore. 

b) Genre Group- Working with other students, you will serve as the class' 
expert on one of the identified genres in children's literature. Your group will be 
responsible for presenting the class with a sense of what it is that constitutes the genre, 
with the types of books available within the genre, and with books which are considered 
classics within the genre. The group will also be responsible for providing the class with 
an experience related to the genre. I will serve each group as a consultant and resource 
for information. Groups will be formed based on student interest in specific genres. 

c) Library Project- The experience will provide students with an 
opportunity to explore the resources available in children's literature. The experience 
should serve as a starting point for the individual investigation, the author/illustrator 
study and the genre group presentation. 

d) Literacy Stories- One way to understand our own feelings toward 
literature and reading is to reflect upon our personal histories with print. By examinig 
our own biases toward literacy we can better understand our own teaching and learning. 
Uteracy stories will be written and shared with small groups early in the semester. 

e) Professional Experiences-It is essential that you spend time in a 
classroom where literature is being used. This will help you to understand the practical 
aspects of children's literature as you are learning about the content of the field itself. 
Each student should try to read at least one book to a group of children and record that 
experience in his/her groups' walking notebook. Each student should make an effort to 
attend at least one professional conference during the semester. Conferences held in 
Tucson this fall include: 

TARC (Tucson Area Reading Council)-September 14,1991 
TAWL (Teacher's Applying Whole Language)- November 2, 1991 

The Arizona Reading Association conference is held in October. Information on that 
conference will be available later. 

Evaluation 

Members of the class will be asked to engage in self-evaluation on 
all aspects of their work. I will offer suggestions, feedback (both 
positive and negative) and guidance in helping students evaluate 
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their own work. Course grades will be based upon the extent to 
which all course requirements are met. As this is a course in 
literature for children, emphasis will be given to the extent (breadth 
and depth) to which books for children are explored by individual 
class members. At mid term (October 17th) students will be asked 
to submit a self-evaluation based upon the work done to that pOint 
and to outline their goals for the remainder of the semester. 

Tentative Schedule: 

Class will be organized in the following manner: 
Tuesdays: 
12:30-12:45 
12:45- 1 :15 
1 :15- 1 :35 
1 :35- 1 :45 

Thursdays 

Book Celebrations! Class Business 
Class Discussion- Genre Group Presentations 
Group Projects 

Reflection- Notebook exchange 

12:30- 12:45 Book Celebrations! Class Business 
12:45- 1 :30 Literature Workshop* 
1 :30- 1 :45 Reflection- Notebook exchange 

*Literature workshop might include: Read Aloud, Literature Circles, book perusal, 
project presentations, literature demonstration, whole group discussion, silent reading 
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Course Intent: The purpose of this course is to provide students with opportunities to 
explore the breadth and depth of literature for children. These opportunities will serve 
as a foundation for the use of literature in classrooms. To that end, the focus of this 
course will be the reading of children's books. 

The course is based upon six beliefs about learning: 
1. Learning is an active. personal process. As we immerse ourselves in 
hundreds of children's books we will explore our own responses to text using various 
forms of response (written, verbal, artistic, musical etc.) 
2. Learning is a Social process in collaboration with others. Using each 
other, we will explore our own responses to the books we read. This will be 
accomplished in small groups, in pairs, and as a class. By sharing with each other our 
understandings, we are able to expand upon our own perceptions. 
3. Learning involves taking risks and supporting others in their 
explorations. We will act as a support system for each other as we learn about 
children's literature and its uses in classrooms. People new to any field require a great 
deal of support to effectively understand what they're learning. We will serve as that 
support for each other. 
4. Choice allows learners to connect to their personal experiences and 
feel ownership in the learning process. In this course we will have choice over 
what we read, how we respond and the focus of the small group and individual projects. 
Our choices will reflect our personal experiences and individual needs and experiences 
as teachers. 
5. Learning occurs when we make connections to our own experiences. We 
will respond to literature through exploring our personal responses rather than 
according to a specific literary interpretation. 
6. Learning is reflectjye as well as actjye. We will have opportunities to reflect 
upon the information encountered in class and as you observe in schools. Reflection upon 
what we have learned and want to learn is a key to actively taking responsibility for 
one's own learning process. 

Adapted from K. Short, 1991 and C. Klassen, 1991. 

As stated in the course intent, the focus of this course is the reading and exploration of 
children's literature. My focus is to facilitate that reading and exploration, but the 
responsibility for what you learn and how much you learn lies with you. Strategies for 
using literature will be experienced as we explore literature but are not the focus of the 
class. 
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Texts: 
Huck, C., Hepler, S. and Hickman, J. (1987) Children's Literature in 

the Elementary School. 4th ed. Fort Worth, TX: Holt, Rinehart 
and Winston (recommended) 

Paulsen, Gary. The Winter Room available from Tab Book Club, 
January 

Kellogg, Steven, Chicken Little, available from Trumpet Early Years, 
January 

Oppenheim, Joanne, "Not Now!" Said the Cow. available from Trumpet 
Early Years, January 

A packet of readings/ resources will be available from Fast Copy. 

Course Requirements: 

I. Resource Notebook/Portfolio This will be a collection of the 
things you have worked on in during the semester. It does not 
necessarily have to be in the form of a notebook. You need to think of 
a way to organize your materials in a way which will be functional 
for you. You may include in your portfolio anything which reflects 
the activities in which you've engage this semester, but it MUST 
include the following items: 

a) Reading log- Since the focus of this course is to read children's book, you 
need to record what you've read in a way which will serve your needs in the future. This 
log might take the form of notecards, lists, a computer database, it depends upon how you 
prefer to organize information. The log itself will be turned in four times during the 
semester as well as being a part of your resource notebook. 

b) Poetry File- This should be a collection of poems you like, as well as 
sources for poetry. You may organize this in any manner which will help you in the 
future: by poet, by topic, by season, by style ... 

c) Author/Illustrator Study- This should be an in-depth exploration of at 
least one author or illustrator or poet's work and life related to the genre group in 
which you choose to work (see below). It will be presented as a part of a group, but 
might be developed individually. This is to be an in-depth study of one author's life and 
work. 

d) Organization of professional materials- During the semester you will 
collect professional material related to children's literature. This will begin with the 
packets provided by the instructor, but should include resources acquired by students. 

e) Self Evaluation- This will be a chance for students to reflect upon the work 
that has gone into the notebook/portfolio and evaluate their own projects. 
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The author studies developed by each genre group will be presented by students the day of 
the final examination for this course (May 14th, 8:am [ughl]) 

II. Attendance and Participation- Attendance in class is 
essential for you to be able to most effectively engage in the 
course's intent. This course is one which cannot be made up 
through outside reading. Therefore absences in excess of two will 
affect your final grade. While styles of participation are an 
individual trait, active participation in the small group's 
interactions are essential to the learning process. It is impossible 
to create a community of learners who support each other and help 
each other learn if members of the community are reluctant to share 
of themselves. Thus participation in small group interactions will be 
strongly encouraged. Participation in the following activities are 
expected: 

a) Walking Communication- With three-four other students and myself, 
you will carry on a semester long dialogue in a notebook. Each member of the group will 
write in the notebook once a week, responding to other's comments or posing questions 
for your group to explore. 

b) Genre Group- Working with other students, you will serve as the class' 
expert on one of the identified genres in children's literature. Your group will be 
responsible for presenting the class with a sense of what it is that constitutes the genre, 
with the types of books available within the genre, and with books which are considered 
classics within the genre. The group will also be responsible for providing the class with 
an experience related to the genre and bring to class an extensive collection books 
within the genre to share with the rest of the class. I will serve each group as a 
consultant and resource for information. Groups will provide the class with an annotated 
bibliography of important books within their genres. This bibliography is due the last 
day of class. Groups will be formed based on student interest in specific genres. 

c) Library Project- The experience will provide students with an 
opportunity to explore the resources available in children's literature. The experience 
should serve as a starting paint for the individual investigation, the author/illustrator 
study and the genre group presentation. 

d) Literacy Stories- One way to understand our own feelings toward 
literature and reading is to reflect upon our personal histories with print. By examining 
our own biases toward literacy we can better understand our own teaching and learning. 
Ute racy stories will be written and shared with small groups early in the semester. 

e) Professional Experiences-It is essential that you spend time in a 
classroom where literature is being used. This will help you to understand the practical 
aspects of children's literature as you are learning about the content of the field itself. 
Each student should try to read at least one book to a group of children or our class, and 
record that experience in his/her groups' walking notebook. 
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Evaluation 

Members of the class will be asked to engage in self-evaluation on 
all aspects of their work. I will offer suggestions, feedback (both 
positive and negative) and guidance in helping students evaluate 
their own work. Course grades will be based upon the extent to 
which all course requirements are met. As this is a course in 
literature for children, emphasis will be given to the extent (breadth 
and depth) to which books for children are explored by individual 
class members. At mid term students will be asked to submit a 
self-evaluation based upon the work done to that point and to outline 
their goals for the remainder of the semester. 



Date 

Tues. 1/28 

Thurs. 1/30 

Tues. 2/4 

Thurs. 2/6 

Tues. 2/11 

Thurs. 2/13 

Tues. 2/18 

Thurs. 2/20 

Tues. 2/25 

Thurs. 21 27 

Tues. 3/3 

Thurs. 3/5 

Tue. 3/10 

Thurs. 3/12 

Tues. 3/24 

Thurs. 3/26 

Tues. 3/31 
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Tentative Schedule for LRC 480 

Topic 

History of Children's Literature 
(Huck pp. 95-141) 

Responding to literature 
Huck, pp. 46-71 

Responding to literature 
Huck, pp. 72-89 

Literary Elements 
Huck, 17-27; Article "Integral setting 
tells more than when and where" 

Award Winning books 
Huck, pp. 30-39; Acceptance speech 
from Hornbook 

Authors and Illustrators 

Themes and Text Sets 

Due 

genre group book 
1 st draft literacy 
story 

"classics" novel disc. 
#1; final draft 
literacy story 
(typed) 

"Hundredth Dove" 

Chicken Little variants 
Cinderella variants 

Newbery or Caldecott 
Lit Logs Due 

Newbery/Caldecott #2 

Winter's Room 
"Exploring Meaning through ... " 
Themes con't Gary Paulsen Group 

Interdependence Sets 

Meet in Library, 1st floor 

Themes con't 

Library Project 

Poetry 

Poetry 

Traditional Lit 

traditional Lit 

Genre Group #1 

Genre Group #2 

Huck, Chapter 8 Self selected poetry 

Bring a poem to share Lit Logs due 
Mid terms passed 

out 
Huck, Chapter 6 Self Selected book 

Mid terms due 

Poetry File Check 



Date 

Thurs. 4/2 

Tues. 4/7 

Thurs. 4/9 

Tues. 4/14 

Thurs. 4/16 

Tues. 4/21 

Topic 

Genre Group #3 

Genre Group #4 

Literature for young children 
(guest lecturer) 
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Due 

All journals turned in 
for 10 week check 

Thurs. 4/23 Genre group workday- author studies 

Tues. 4/28 Genre Group #5 

Thurs. 4/30 

Tues. 5/5 Curriculum issues 

Thursday, May 14, 1992- Final 
Author's Fair and breakfast 

author study check 

Portfolios Due 

(each genre group will display their author studies and provide an 
activity for class members to engage in focused on some aspect of their 
author studies) 

genre group annotated bibliographies are also due (please provide copies for each class 
member) 
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Name ______________________________________ _ 

Children's Literature Reference Exercise 

1. Decide on either an author, illustrator, theme or issue that you about which you want 
to know more. If you choose an author or illustrator begin with 2A. If you choose a 
theme or issue, begin with 
2B. 
Author/Illustrator: Theme/lssue: 
2A. Check the index in the most recent 
volume of Something About the Author or 
Yesterday's Authors of Books for Children. 
Is the person you chose included? 

List the types of information included on 
your person. 

What are some other references listed 
where you can locate additional 
information? 

3A. Look up at least 1 additional reference. 
This can be from the reference list in 
Something About the Author. Section II of 
the Media Center Guide, or additional 
references you locate through the library. 
What are the references you looked up? 

Did they contain information on your 
author or illustrator? If they did, what 
types of information did you find? 

2B. Go to Subiect Guide to Children's Books 
in Print in the Media Reference room and 
look up your theme/issue. You may need 
to narrow it. How many books are listed 
for the theme? 

Are there separate listings for fiction and 
non-fiction? 

What types of information are given on 
each book? 

3B. Browse through some of the other 
subject reference books from Section '" of 
the Media Center Guide. You might look at: 

A to Zoo: Subject Access to Children'S 
picture Books 

Adventuring With Books 
Elementary School Library Collection 

What sources did you browse through? 
What Types of information did they 
contain? 
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4A. Write a short biographical sketch of 48. List some titles of books you would 
like 
the person based on the information you to locate on your theme or issue. 
have located so far. Include any 
interesting stories/facts. 

SA. What themes or issues does your author 58. Choose a children's author who 
writes 
write about? Follow column 28 about the theme or issue you are 

interested 
to find the books related to that theme. in. Go to 2A to find out about that 
person 

-----------------------------------------------
When you complete BOTH 2A-SA AND 28-S8 go on to the next section. 
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6. Go to the library of your choice (school, public, university). Use the card catalogue 
to look up either the author or the theme you are interested in to see how many books 
are in the library. (Note: The library card catalogue does not cross list all books by the 
illustrator's name. If you are looking for books illustrated by a specific person but 
written by other people, you may need to look under specific titles or the author's 
name.) 

What did you look up? How many books are there in this library? 

7. Choose one book by your author or on your theme. Locate a review of that book. 
Check these sources from Section Vof the Media Center Guide: 

Children's Literature Review 
Children's Book Review Index 
Book Review Index (Central Library) 

Where did you locate a review? 

Briefly summarize the review. 

8. Choose an author or illustrator who has won the Newbery or Caldecott Award. This 
can be the same person chosen above, if they have won the award, or another person you 
are interested in. Locate that person's acceptance speech and biography in the 
July/August issue of Horn Book magazine of the year the award was won. There is a 
collection of the speeches in the Media Center. The Horn Book is located on the 5th floor 
of the UA Library. 

Who did you read? 

How did this speech affect your perspective on the author? 

Another source of information on an author is the reference books on awards and medal 
books (Section IV, Media Center Guide). 
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Mid Term Reflection 
LRC 480. Section 2 

Fall, 1992 
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Please take a moment to reflect on your work to this point in the semester 
and to consider some goals for the remainder of the semester. Also, this is 
your opportunity to let me know if there are some problems I should be 
aware of which you have not had an opportunity to discuss with me. Feel 
free to make suggestions as to how I might make the remainder of the 
semester more helpful to you as a learner. Please consider the following 
when writing this reflection: 

• YOUR INDEPENDENT READING. How have you chosen the 
books you've read? What types of books have you read? What do you see 
as the strengths of the choices you've made? What do you see as areas in 
which you might want to strengthen your reading? 

• YOUR JOURNAL GROUP. How is the journal group working? 
What do you see as the strengths in what you've written? What have you 
done to insure that the journal maintains a meaningful discussion? How do 
you think your group might improve the quality of the discussion in your 
journal? Are there any problems I should know about that you don't want 
shared with others? 

• THE LIBRARY EXERCISE. What did you see as the strengths of 
this experience? What could have been done to make the experience 
better? 

• YOUR PARTICIPATION IN CLASS. How have you participated 
in class? What would you characterize as your contributions to the class as 
a whole and to the small groups you've worked in. How have you 
supported your classmates as learners? How have your classmates 
supported you as a learner? How have I supported you as a learner? How 
can I better support you as a learner? 

• THE GENRE GROUP. How is your group working? What have you 
done to specifically help your group achieve its goals? What could you 
better do to help your group? Are there any problems that I should know 
about, which you don't want shared with others? 
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o ATTENDANCE. AND MISCELLANEOUS ITEMS. How would 
you characterize your attendance? Do you arrive on time and remain for 
the entire period? Are there any problems I should be aware of! Have 
you attended a professional meeting? What did you attend and what did 
you think of it? Have you read to a group? How did it go? What might 
you want to do differently next time? 

• GOALS FOR THE REMAINDER OF THE SEMESTER? What 
sorts of goals do you have for yourself for the rest of the semester? What 
do you plan on doing in tenns of your author study, your final 
presentation, your poetry file and achieving the rest of course 
requirements? Have you been collecting professional materials which you 
are organizing? 

Finally, given everything on which you just reflected, what grade would 
you give yourself at this point in the semester? Is this an acceptable grade 
for you, and if not, what do you propose to do to change the grade by the 
end of the semester? What grade do you expect to receive at the end of 
the course? 
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Responses from Your Peers 

I believe I am the only one in my journal group who has attempted to 
establish a dialogue. The rest seem to address their comment directly to 
you and it makes me feel like I am eavesdropping when I read their 
journal entries. 

I think that our journal discussion could be improved by maybe spending a 
bit more time on what we are writing about and not just trying to get it 
done, I know I'm guilty of that sometimes. 

I believe that a solution to this problem ( of what issues to bring up) would 
be for you to give us a topic to write on each week. Therefore, it would 
give us a sense of direction, and would also supply you with something 
you want to read. 

I think our journal could improve our discussion more by responding 
more to what other people have written, as there are times when we each 
seem to go off on our own tangent. 

It would be nice if my fellow classmates would offer their opinions on 
matters more freely. You have provided a nurturing environment for 
debate; however, I fear that my fellow classmates lack the confidence that 
their opinions count. Those students who have expressed their opinions 
offered many ideas that I had not thought about. 

I feel my most important contribution to the class is being prepared. For 
example, In our small groups as well as within the class as a whole, it 
would be difficult to contribute if I had not prepared for class by reading 
the required books, thinking about the topics presented and keeping up 
with the rest of the class. In a few of the small groups I have been in, 
some of the people haven't even read the books we were trying to discuss, 
which makes it very hard to have meaningful discussion. 
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__ ------~,~~~~~~-ame=====-
CHARLOTTE'S WEB 

Before Breakfast 

Changing Short Vowels 
• 

Read each sentence. Then look at the word that comes 
after each sentence. Change the vowel in the word to 
form a new word that will make sense in the sentence. 
Write the new word on the blank in the sentence. 

Example: Several f1~ were born during the night. 

1. Mr. Arable planned to kill the rent 

2. The grass was that morning. wit 

3. Fern after her father. run 

4. The pig was very at birth. smell 

5. A very said the pig was no bigger than a rut 

6. Fern took the off the carton. lad 

7. Mrs. Arable the table for breakfast. sit 

8. The pig's ears were on the inside. punk 

9. Fern the pig next to her cheek. hold 

10. A very carried a and a wooden dagger. gin 

11. Mrs. Arable found an old baby battle 

12. Fern's eyes were from crying so much. rid 

13. Mr. Arable said he would kill the pig. nut 

pegs 

14. Mr. Arable only gave pigs to those who got out of ________ on 
time. bid 

15. Fern loved having the pig for a _______ _ put 

01985 The PerfecLion Form Company 7 
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__ -----'~~~--~am-e----
CHARLOTTE'S "rEB 

Determining Fact and Opinion 
Some of the following sentences are statements of 

fact. Some are statements of opinion. In the blank 
before each sentence, write the letter F if that sentence 
is a statement of fact. Write 0 if that sentence is a 
statement of opinion. 

Example: (J: Old sheep are very wise. 

1. Seven goslings hatched. 

2. Rats are offensive. 

3. Spiders are clever. 

4. Templeton took the goose's egg. 

5. Charlotte wove her web in the barn. 

6. Fern was a strange child. 

7. Fern had a good imagination. 

8. Fern spent her afternoons with the animals. 

9. Charlotte caught flies in her web. 

___ 10. Fern made up ridiculous stories about the animals. 

C 1985 The Perfection Form Comp.ny 

A Talk at Home 

23 
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__________ ~,~~~~ __ -\am-e======_ 
CHARLOTTE'S WEB 

Wilbur's Boast 

Determining Cause and Effect 
To determine a cause. ask "What is the reason?" To 

determine an effect. ask "What is the result?" Match 
the causes and effects below. Write the number of the 
cause in front of its effect. 

Cause 

1. Mrs. Arable was worried 
about Fern. 

2. Her web would sometimes tear. 

3. A spider's web is stronger than 
it looks. 

4. Fern liked being with 
the animals. 

5. Wilbur wanted to spin a web. 

6. Wilbur did not have a set 
of spinnerets. 

7. Wilbur did not want to die 

8. Charlotte thought best when 
all the blood was in her head. 

9. Charlotte said she would 
save Wilbur. 

10. Wilbur needed to keep up his 
strength. 

C 1985 Th~ P.rfection Form Company 

Effect 
Without spinnerets. he could 
could not spin a web. 

She visited the barn almost 
every day. 

Charlotte often had to 
rebuild it. 

She hung upside down from 
the top of her web. 

Wilber tried to gain weight 
and stay fit. 

She planned to talk to 
Dr. Dorian about Fern. 

He cried and cried. 

A web is not easily broken. 

He asked Templeton to tie 
string to his tail. 

She began working on a plan. 

27 
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Everyone, 

Just a few general comments before I address the specific areas of 
your mid-term reflection. First I would like to thank you all for the 
support and encouragement you have given me this semester. It's probably 
unusual for an instructor to say that to a class, but truly without your 
feedback and comments I would be unable to learn and grow as an 
instructor of children's literature. While every semester I do some things 
in the same way as I have done them in the past, each group's responses and 
comments help me to refine what I do and to make adjustments from 
semester to semester. Without your help, I would stagnate. While you are 
just beginning your learning to teach experience, it is important to consider 
that one never finishes that process, for that's what it is, a process, and 
every new experience you have in classrooms, with students, teaches you 
something new. Therefore, until the day you leave classrooms and students 
forever, you are always a work in progress. You are always "becoming" a 
teacher. 

Enough of that philosophical stuff, on to the grades! First, it is clear 
to me that you are reading, both broadly and in depth. I don't worry that I 
have to push you to read. (The lack of books on the cart is indication 
enough that you're reading) I can tell by your discussions and your 
presentations that you have been reading, both children's books and the 
appropriate chapters in the class text. (Though I suspect that the text is of 
less importance to you than is your exploration of the books themselves). 
Many of you indicated a need to read more chapter books. I think that is a 
wise idea. Even very young children can enjoy a good chapter book if the 
teacher is familiar enough with what's available to choose appropriately. 

The course requirements are twofold: the resource notebook! 
portfolio and attendance and participation. On both accounts I find that you 
have all excelled. Everyone seems to be well into their reading logs, poetry 
files, author studies and, genre groups. I think that you have been self
evaluating the entire time (some more than others). As for participation 
and attendance, you have, as I stated above, overwhelmed me. With a few 
exceptions the journals are providing a source of support and 
communication for everyone. Some groups might find their journals more 
beneficial if they would think about what each person wrote and respond to 
that as opposed to just making statements about what's happening. I'm glad 
that most of you found the library project of benefit. From your journals 
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it seems that many of you have read to classes and I saw many of you at the 
T A WL meetings. Thank you for the feedback about them, I think it helped 
the group to think through some issues about including new people. 

A small problem for this class has been people not attending while 
others are sharing. Those in the genre groups who have already presented, 
consistently have addressed the fact that people were not paying attention, 
were, whispering or laughing during their presentations. I, too, notice that 
quite often. When you begin to make your presentations you'll begin to be 
aware of how much you notice when you're standing at the front of the 
room. Granted, while lecturing to a class is not the most effective way to 
get or give information, a certain amount of preliminary explanation 
sometimes is a necessary precursor to discussion. I'd just like to ask you to 
be considerate of the presenters and at least appear to be interested, rather 
than obviously not attending by writing or drawing. You'll be there soon 
enough! 

In closing I would like to comment on the most consistent 
"complaint" about this class--it's unstructured nature. Believe it or not I 
fmd this class almost too structured. If I really wanted to give you 
ownership of your learning I would not have a pre-set agenda (you call it a 
syllabus). We would spend the first weeks exploring enough literature so 
you could develop some questions you wanted answered about children's 
literature (although I'm sure you have some questions about children' 
literature the first day) and then you would decide how you were going to 
go about gaining that information and sharing it with your classmates. 
Time does not allow that, nor does, quite frankly your instructional 
history. For the most part you are so conditioned (to use behavioristic 
language) to the teacher telling you what's important to learn and how you 
should go about learning it, that my attempts at not doing that make you 
feel uncomfortable. I think some of you think that the other shoe is going 
to drop soon and the feeling of freedom will be taken away. Fear not, it 
won't happen. Numerous times I've read comments about how important 
many of you feel it's been to have to take responsibility for your own 
learning. I would have to say, that if I have a goal for all my students (as a 
group and not as individuals) it's to become empowered learners, so that 
someday you too will empower your students. I apologize if you are still 
feeling uncomfortable about the unstructured nature of the course, but I 
really feel that if I make too many demands on your learning, then I am 



taking from you your learning for you and then the course becomes 
learning for me-- and the grade. 
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Well, that's it. As usual, I've gone on and on. But thanks for sticking 
with me. 
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