INFORMATION TO USERS

This manuscript has been reproduced from the microfilm master. UMI films
the text directly from the original or copy submitted. Thus, some thesis and
dissertation copies are in typewriter face, while others may be from any type of
computer printer.

The quality of this reproduction is dependent upon the quality of the
copy submitted. Broken or indistinct pnnt, coiored of pooT Quality illustrations
and photographs, print bleedthrough, substandard margins, and improper
alignment can adversely affect reproduction.

In the unlikely event that the author did not send UMI a complete manuscnpt
and there are missing pages, these will be noted. Also, if unauthorized
copyright matenal had to be removed, a note will indicate the deletion.

Oversize matenals (e.g., maps, drawings, charts) are reproduced by
sectioning the original, beginning at the upper left-hand comer and continuing
from left to right in equal sections with small overiaps.

Photographs included in the original manuscript have been reproduced
xerographically in this copy. Higher quality 6° x 9" black and white
photographic prints are available for any photographs or illustrations appeanng
in this copy for an additional charge. Contact UM directly to order.

Bell & Howell Information and Leaming
300 North Zeeb Road, Ann Arbor, Ml 48106-1346 USA
800-521-0600






UNIVERSITY OF OKLAHOMA

GRADUATE COLLEGE

CONVERSATIONS AMONG MULTIPLE VOICES
MERGING AND EMERGING STORIES OF BEGINNING LITERACY

TEACHERS AS PROFESSIONAL DECISION-MAKERS

A Dissertation
SUBMITTED TO THE GRADUATE FACULTY
in partial fulfiliment of the requirements for the
degree of

Doctor of Philosophy

By

LINDA J RICHARDSON McELROY
Norman, Oklahoma
2000



UMI Number 9980451

UMI

UMI Microtorm9980451

Copynght 2000 by Beli & Howell Information and Learning Company

All nghts reserved This microform edition 1s protected aganst
unauthonzed copying under Title 17 United States Code

Bell & Howell Information and Learning Company
300 North Zeeb Road
P O Box 1346
Ann Arbor, M1 48106-1346



CONVERSATIONS AMONG MULTIPLE VOICLES

MERGING AND EMERGING STORIES OF BEGINNING THTFRACY

FEACHERS AS PROFESSTIONAL DECISTON-NMAKE RS

A Dissertatton APPROVED FOR THI:
DEPARTMENT OF INSTRUCTIONAL LEADERSHIP
AND ACADENMIC CURRICUTLT™M

B3y
/
e ind ;“f
{
A \‘ e \\
—— '\‘
\
A0 . N /
'// ...,",72’ :(,;’f. I~ ,(,, wiz‘k .

Llcbora Z*Jjéyf_/:



¢ Copyright by Linda J Richardson McElroy 2000
All Rights Reserved



With grateful appreciation,

To my daughter and son, Lisa McElroy and Greg McElroy. for being a part of
everv minute of the process. for your understanding of the time invested. and for the
lessons vou taught me as my first and most important two students 1 have learned more
about teaching from vou than from any other sources Thank vou for vour love and
encouragment

To my parents, Glenn and Naomi Richardson, for vour sacrificial love and
unfailing support in every endeavor of myv life. and for gifting me with a vision bevond
my own capabilities You taught me to love reading and to love learning in a way that
shapes my own teaching every day

To my sisters and life-long best friends, Janell Hendrv and Karen Cunningham,
and to my brothers-in-law, Sam Hendry and Dean Cunningham, and mv niece and
nephews, Scott and Lauren Hendry and Michael and Daniel Cunningham, for loving,
encouraging, and believing in me

To my cousin, JoeAnn Dodd, without whom the journey might never have begun
Thank vou for facilitating my membership in the community of graduate studies and for
vour praverful support and encouragement through the most trving times of my life

To my doctoral co-chairs, Dr Pamela Fry and Dr Bonnie Konopak. for the
professional freedom to construct the journey and the final product in my own way, with
vour thoughtful suppor, assistance, and encouragement throughout the process

To my committee members, To Dr Debbie Rodgers. for support and
encouragement, for mentonng with a delightful mix ot concern and good humor that
helped keep me going when [ felt like the tasks were insurmountable. and for asking me
“"hard questions" that always expanded myv thinking To Dr Linda McKinnev and Dr
Michael Langenbach, for joining my “team" and providing supportive feedback and
suggestions

To members of the committee early in the process--Dr Peter Smagorinsky, Dr
John Konopak. and Dr Sally Zepeda, for teaching me to think ditYerently about schools,
about learning, and about myself Thank vou for always challenging me toward my peak
performances

To Dr Sara Ann (Sally) Beach, my onginal doctoral chair before professional
opportunities took the time and place connections beyond our control Thank vou for
giving me an entirely new vision of literacy. of teaching, and of my own professional
identity Thank you for your friendship, for expanding my understandings, for providing
opportunities that shaped the beginning of my professional journey, and for modeling the
kind of teaching I want to facilitate in my own students



To special friends To Sandy Haves, for understanding my interests and
encouraging me in an uncanningly perceptive manner To Dr Janet Young, for teaching
me what it means to be a doctoral candidate To Dr Nancy Kling, Dr Paulette Belshe.
Dr Cindy O'Donnell-Allen, Dr Sandee Goetze. Dr Georgeanne Saunders, and Julie
Collins, for encouraging me in ways that only ones who understand both the process and
the contexts could have done To other participants in the doctoral program, for
expanding my visions of the world in so many ways

To Glenda Roddy for vour role as a encouraging listener, for vour willingness to
handle details. and for vour cheerful optimism To Margaret Barbour for vour friendlv
greetings and encouragement

~ e ~rnllanonec
Sibpmldl o

o . .
Ly LU nd 3d"‘!."25!f3'.0'3 for \"pp‘\}n‘ ancouravement Qﬂd

professional opportunities throughout the process Special thanks to Dr Roy Troutt, Dr
John Feaver. Dr Charles Scott, Dr Robin Irving, Dr Vicki Ferguson, Dr Jeanne Mather,
Dr Nancy Warden, Dr Alan Todd. Dr Tina Winn, Dr Keith Harrison, Larmv Hawkins.,
Diane Holland, Judy Brawner, Linda McCov. and Nancy Hector. for vour daily
encouragement and help with the details of making this endeavor possible To Eileen
Thomas for vour friendship, pravers. and positive attitude, for transcribing carefully, and
for helping me keep the whole project in perspective

To Pat Hawkins for sharing vour time and for participating in the thinking process
with me

To many, many friends and the members of my church familiv, for vour pravers,
interest, and encouragement, for listening to my stones of tnumphs and challenges. and
for being the village that helped in the raising of my children

To my students, in the semester of data collection in particular, and in other
semesters as well, for sharing vour thoughts in ways that have been so instrumental in
shaping myv own ideas



Table of Contents

Chapter One--Introduction
Background and significance of the study
Research questions

Chapter Two--Review of related literature
Theoretical perspectives of learning and teaching
Theoretical perspectives of literacy
Theoretical perspectives of professional development
of preservice literacy teachers

CAncantiinlivsatinne A€ calf ac a toarhar ~
L UHILOCP LML LAl IV Vi OVl @0 o tSusiivg U

Initial sense of self as challenge to teacher education
Identity theories as frameworks for conceptualizations of self
Teacher development as a process of developing
a conceptualization of self
Descriptions of teachers’ conceptualizations of self
“Sense of being literate”
“A process of resonance”
“A fragile nexus”
“Holons™
A process of inquiry”
Socially constructed conceptualizations of self
as a professional
Role of self-efficacy
Role of personal narrative and life history
in learning to teach
Professional decisions and decision-making processes as a
teacher of literacy
Role of dilemmas, inquiry, reflective thinking. and
decision-making as a teacher
Role of collaboration
Role of narratives of experience and of case methods
in teacher education

€ lienrany:
s sl ULy

Chapter Three—Description of the study

Methodology

Context
University context
My dual roles as researcher and instructor
Course context
Participants and informed consent
Children who were tutored by the participants
Procedures

i

4

(VT 35 B BV ]

— —

38

41

44
46

49
49
50
50
52
52
53
54
5§



Procedures 58
Data sources 8
Survey instruments 39
Tutoring session information ol
Lesson plans, reflective journals entnes, and tutonng reports 6l
Taped documentation of individual tutoring sessions 61
Analysis of student-selected focus session ol
Student generated wnting 62
Literacy autobiographies 62
Self-introductory paragraphs 62
Reflective writing assignments 62
Peer interaction components 03
Peer collaborative group sessions 63
Peer evaluation of working portfolic 64
Student-gencrated interview questions, 65

peer interviews, and reflections
Interviews 66
Individual conferences/interviews with researcher 66
Retrospective think-alouds about video-taped sessions 67
Exit interview with outside interviewer 68
Other conversations and notes 69
Data collection and analvsis 09
Social context of the study 76
Course components 76
The preservice teachers 77
Literacy frameworks and activities 81
Chapter Four—Findings and interpretation of data 85
Theme One Conceptualization of self as a teacher of literacv 86

is multidimensional

Dimension Personal literacy history 87
School memories 88
Home memories 90
Literacy memories in other settings 92
Present roles as literate individuals 94
Dimension. Sense of self-efficacy 95
Dimension  Understandings of literacy instruction 99
Dimension. Thinking about complexity 104
Dimension Interactions in the social context 10S
Merging voices 105
Dialogue with oneself as a literacy teacher 105
Interaction with child and child's parents 106
Interaction with peers 107
Interaction with course instructor/researcher 108
Interaction with outside interviewer 112

Interaction with people outside the course 114

Vit



The social contexts of their future classrooms
Theme Two Decisions and decision-making processes related to
conceptualization of self as a teacher of literacy
Types of decisions and activities to support decision-making
Interpersonal interactions
Assessment information
Curricular decisions
Descriptive continua
Continuum. Decision-making interacts with
personal literacy history
Continuum Decision-making interacts with self-efficacy
Continuum_ Decision-making interacts with understandings
of literacy instruction
Continuum  Decision-making inte
complexity
Continuum Decision-making interacts with the
social context

Theme Three Development of conceptualization of self as a
teacher of literacy is multidirectional and interrelated
Multidirectional
Interrelated
Emerging voices
Whispers—subtle shifts
Quiet comments
Confident conversations
Shouts—ah-ha's
On-going Voices

Chapter Five--Summary of findings, implications. limitations, and future research
Summary of findings
Conceptualization of self as a teacher of literacy
Changes in conceptualizations
Tvpes of decisions and decision-making processes as a
teacher of literacy
Conceptualization of self related to decisions and decision-making
processes
NoO easy answers
Implications
Limitations
Future research

vill

1S
116

117
120
122
126
130
131

133

\P¥]
[¢ -}

146

146
151
152
154
157
160
163
167

171
171
171
172
172

173

174
174
180
181



References 183
Appendices
Appendix A Themes and dimensions of preservice teachers’ 200
conceptualizations of self as teachers of literacy and related continua
of decision-making process
Appendix B Interview formats/questions 201
Appendix C Survey instruments 203
Appendix D Informed consent forms 210



List of Tables

Table I Total Scores on Self-Efficacy Survey 9s

(Chester & Beaudine, 1996)

Table 2 Total Scores on Beliefs Items from Modified Literacy 100

Table 3 Total Scores Comparing Beliefs Items and Practices Items 101
from Final Modified Literacv Orientation Survey

(Lenski, Wham, &Griffey, 1998)



Abstract

This study examined the development of beginning teachers of literacy as
professional decision-makers during a one-semester undergraduate literacy methods
course, in which preservice teachers engaged in one-on-one tutoning of a specific
elementary child It was framed by sociocultural views of learning and literacy,
focused on the social nature of learning, and inciuded components such as
collaboration and reflection

tudy  Two research questiens rel

the first focus, which was the preservice teachers' sense of self as a teacher of
literacy (1) How do the preservice teachers conceptualize themselves as teachers
of literacy”? (2) How do the preservice teachers' conceptualizations of themselves
as a teacher of literacv develop or change, if at all, over the semester-long teaching
experiences” Two additional research questions related to the second focus. which
was their decisions and decision-making processes related to literacy teaching
(3) What types of decisions and decision-making processes do the preservice
teachers employ during the semester” (4) How do these decisions and decision-
making processes relate to their concept of self as a teacher of literacv? The
research questions addressed each focus as well as interactions between the two

Participants included one male and ten female undergraduate students
majoring in elementary and/or early childhood education Data sources included the
preservice teachers' responses to two types of pre-and-post survey instruments,
information about the tutoring sessions, student-generated writing, peer-
collaborative information, interview data. and field notes A typology developed
from the data and from previous research was used for data analysis. Triangulation

was provided by comparing the multiple sources of data
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Three overarching themes were used as the organizational framework
(1) Conceptualization of self as a teacher of literacy is multidimensional Five
dimensions were described personal literacy history, sense of self-efficacy,
understandings of hiteracy instruction, thinking about complexity, interactions in a
social context (2) Conceptualization of self as a teacher of literacy interacts with
decisions and decision-making processes. Three types of decision-making were
identified in this context types of interpersonal interactions, assessment decisions,

surnicilar decisione Five degern

¢ tive continua were develonad ac a way of
curncular gecisiens tive continua were geveiepeg away et

riptiy wa were developed as
explaining the interactions between the decision-making and the dimensions of self
as a teacher of literacy (3) Development of conceptualization of self is
multidirectional along each dimension and interrelated among the dimensions

For these preservice teachers, the interactions between their decisions and
their conceptualizations of self were complex and varied The research added to the
ways that teacher educators can understand these processes, and. therefore, helped
to describe components of teacher education programs that support the positive
development of novice teachers of literacy The implications included that
reflection, collaboration, and on-going supportive mentoring are important for

novice literacy teachers, and that longitudinal studies are needed to understand ways

that this support will be helpful in other social contexts
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CHAPTER ONE

INTRODUCTION
Background and Significance of the Study

Education has been defined as a process of change (Sikula, 1996) It has
also been described as “that reconstruction or reorganization of experience which
adds to the meaning of experience, and which increases ability to direct the course
of subsequent experience” (Dewey, 1916, p 76) Professional development of
prospective teachers is also a process of change, of “taking a novice in the ficld to
the developmental point of being an expert, one open to new ideas, fresh
approaches, and emerging challenges™ (Sikula, 1996, p xii)

The “process of becoming™ a teacher is a complex, multifaceted endeavor. in
which the "becoming™ is probably never compieted and the “process™ is forever
evolving This process of development as a professional decision-maker within the
role of being a teacher of literacy, which is the focus of this research study, 1s quite
complex It includes a process of merging some of the “experiences”™ (Dewey,
1916) that prospective teachers bring to their initial teaching experiences with
children The merging stories of their own personal literacy histories include. but
are not limited to. their childhood school literacy experiences, home literacy
experiences, experiences in discourse communities outside of their roles as students,
concepts from their teacher preparation program, influences of the political climate

of the larger community, their own views of literacy, and their knowledge of



literacy strategies

In addition to this “merging” of their past and the present, the process of
professional development includes a second component, a type of “emerging” view
of self as a teacher of literacy, supported by an on-going awareness of their own
characteristics and beliefs, as well as an emerging awareness of diversity in
students, contexts. and influences on their professional options Through this
emerging process. preservice teachers mav explore their own perceptions about
many factors as they are attempting to make sense of the diverse concepts and
experiences that have been framed by and ultimatelv shape their own beliefs and
perceptions of themselves as teachers of literacy and of their literacy practices
Both the merging and the emerging components may influence and be influenced by
the decisions and decision-making processes the preservice teachers employ

The context of a teacher preparation program mav influence this emerging
process Pearson and Stephens (1994), in explaining perspectives of literacy, stated
that “It matters whether the norms in classroom discussions privilege single versus
multiple interpretations In the one case, we see recitations in which a single voice
dominates the discussion, in the other, we see conversations among multiple
voices " Professional development can be supported by “interwoven conversations™
(Newman, 1991) among these multiple voices The voices include those of
prospective teachers who are now learning with teacher educators and who are, at
the same time. expanding teacher educators’ perspectives on literacy They include
both past and present voices of others who have influenced the participants

Additionally, the voices include those of tuture generations of children who will
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learn from and with the tuture teachers Thus, the process becomes one of
“conversations among multiple voices” based on the "merging and emerging stones
of beginning literacy teachers as professional decision-makers "~

This study explored one phase of the process of “becoming a teacher ™ It
was framed by sociocultural views of learning and literacy Therefore, it focused on
the social nature of learning and included components such as collaboration,
reflection, and support duning interpsychological tasks as a mediating force for
success with intrapsychological tasks (Vvgotsky, 1978, Dixon-Krauss, 1996)

The study examined the development of beginning teachers of literacv as
professional decision-makers during the time that they participated in an
undergraduate teacher education program It focused on the preservice teachers’
conceptualizations of themselves as teachers of literacy and the ways that these
conceptualizations influenced and were influenced by their understandings ot
literacy, including the process of professional decision making related to literacy
teaching It included examinations of their emerging sense of self as a teacher of
literacy and their reflective inquiry process as they made professional decisions over
the course of a semester when thev were engaged in one-on-one tutoring of a
specific elementary child For most of the students. this was the first extended
teaching experience where they were responsible for planning, implementing, and
evaluating literacy experiences Data sources were developed to help identify their
own questions or decision points as a process of problem-posing (Wink, 1997), and
to examine how they utilized problem-solving strategies and resources in making

their professional decisions. Data also documented their personal reflective process



and their collaborative reflections with their peers in the teacher education program
The research added to the ways that teacher educators can understand these
processes, and, therefore, helped to describe components of teacher education
programs that support the positive development of novice teachers of literacy
Research Questions

Two interrelated foci guided the study The first was the preservice teachers'
sense of self as a teacher of literacy The second was their decisions and decision-
making processes related to literacy teaching The research questions addressed
each tocus as well as interactions between the two
Concept of self as a teacher of literacy
I How do the preservice teachers conceptualize themselves as teachers of hiteracy?
2 How do the preservice teachers’ conceptualizations ot themselves as a teacher of
literacy develop or change, 1" at all. over the semester-long teaching experiences”
Professional decisions and decision-making processes as a teacher of literacy
3 What types of decisions and decision-making processes do the preservice
teachers emplov during the semester”
4 How do these decisions and decision-making processes relate to their concept of

self as a teacher of literacv”



CHAPTER TWO

REVIEW OF RELATED LITERATURE

The following discussions review the research literature that is relevant to
mv study | have orgamzed the discussion into four sections First. I descnbe the
theoretical perspectives of learning and teaching that framed the study. and then |
describe the theoretical perspectives about literacy that are important to mv research
and that are assumptions of the course in which the research was conducted  Next. |
review literature that is related to the professional development of preservice
literacy teachers | talk about research that relates to the concept of self as a teacher
of literacy, including the role of socially constructed conceptualizations of self, the
role of self-efticacy. and the role of personal narrative and life history in learning to
teach Finally, | talk about research that relates to professional development of
preservice literacy teachers in regard to their professional decisions and decision-
making processes, including the role of dilemmas, inquiry, and reflective thinking,
the role of collaboration, and the role of narratives and of case methods in teacher
education

Theoretical Perspectives of Learning and Teaching

The proposed study is aligned with progressive traditions for assumptions
about learning and about learning to teach and how the process should be studied
(Wideen, Mayer-Smith, & Moon, 1998) This view attempts to shift from

determining what beginning teachers should know and how they should be trained



to attempting to understand what they actually do know and how that knowledge 1s
acquired Studies in this tradition sometimes provide rich accounts of experiences
and voices of beginning teachers. and interventions sometimes support the
importance of having beginning teachers examine their beliefs as a first step in the
process of leaming how to teach These innovative programs seemed to provide a
“form of shelter” for students within which thev could examine their beliefs
(Graber, 1996)

The concept of an emerging, dvnamic sense of one's own literateness aligns
with theoretical perspectives that have been described bv various theonists as
soctocultural (Vygotsky, 1978), as a process of social construction (Berger &
Luckman, 1966). or as a process of appropriation wherebyv one's own
understandings are mediated by the process of participating in joint activities with
others (Rogoft, 1990) The construction of literacy in classrooms is a dynamic
process in which definitions of literate actions (“literacies™ instead of “literacy™) are
constructed and reconstructed as social accomplishment, emphasizing the
complexity and dvnamic nature of everyday life in classrooms Transformations of
teacher knowledge through the dynamics of interactions with other teachers and
rescarchers are sociallv-constructed patterns of actions (Santa Barbara Classroom
Discourse Group. 1994)

Learning to teach 1s a highlv complex matter, and so Vygotsky's
sociocultural theory of higher mental processes illuminates imponant principles for
understanding the development of these processes. Vygotsky utilized components

of dialectical and histonical materialism in higher mental processes by explaining



that everv phenomenon has a historv. which is characterized by both qualitative
(changes in form and structure and basic charactenstics) and quantitative changes,
so these phenomena cannot be examined in an experimental fashion. but can be
investigated. instead. by histonical studies of cultural products such as folktales,
customs, and language They should be studied as processes in motion and change
(Vygotsky, 1978) 1 see parallels in teacher development. in that teachers' thinking
1s influenced so heavily by their literate history In spite of the intluence of lived
experiences, however, teachers' perspectives need not be considered stagnant or
fixed. but rather can be seen as dvnamic and open to change if proper support of
change 1s available Indeed, definitions of identity development are rooted 1n
responses to cognitive dissonance and change (Marcia. 1987)

Central tenets of Vygotsky's cognitive theory include the concept of a zone
of proximal development, where a more knowledgeable other helps to facilitate
understandings of a novice, first by experiences done in an interpersonal fashion
before the novice begins to intemnalize the concepts on an intrapersonal plane Other
concepts include the notion of speech as a tool for cognition and the notion of
transformations, which are linked like stages of a single process and are historical in
nature so that cach stage provides the conditions for the next stage and is itself
conditioned by the preceding one Implications include the transformation of an
interpersonal (social) process to an intrapersonal one, the stages of internalization,
and the role of experienced leamers This notion may be especially powerful for
teacher educators in facilitating preservice teachers' development Notions of

collaboration and interaction with peers and with experts are as powerful for teacher



educators as tor teachers of small children

An important factor that researchers need to consider is the notion that a
human observer cannot observe or measure anvthing without affecting its very
nature (Weaver, 1994, Smagonnsky, 1995) Cole & Scribner (in Vygotsky, 1978, p
13-14) explained Vvgotsky's notion of “mediation”--that “in higher forms of human
behavior, the individual actively modifies the simulus situation as a part of the
process of responding to it * Transactive theory would indicate that not only is the
observed affected by the process, but the observer will also be shaped or changed
Applications in the current studv included the ways that the preservice teachers’
views are developed--views of their student(s) as well as views of themselves as
teachers of hteracy

Vvgotsky's notion of differences between simple and complex forms of the
same behavior may provide insight into the processes that preservice teachers
encounter as novices who are sometimes overwhelmed with the responsibility of
coping with all of the complexities of teaching from their very first times to attempt
the tasks The notion of auxiliary sign svstems may describe concepts that help
mediate and restructure the psychological process of bexinning teaching decisions
Speech, in a Vygotskian definitional perspective, serves as a tool and plays an
essential role in the organization of higher psychological functions Perhaps we
might also view the processes of reflection (as internalized speech) and
collaboration (interpersonal speech) as auxiliary sign svstems, and therefore lend
theoretical credence to their support of novice teacher development In numerous

ways, the use of signs as auxiliary means of problem-solving (to remember,



compare something, repon, choose, and so on) will be important in supporting
novice teachers' understandings

From the perspective of beginning teachers whose understandings of
classroom interactions are based more on their past experiences than on the ideas
they have simply heard someone talk about in their preservice programs, we might
draw a parallel between Vygotsky's notion that all human perceptions consist of
categonzed rather than isolated perceptions Therefore, the connection to prior
experiences helps shape perceptions, while the “isolated perceptions™ from
educational concepts that have not been situated in an authentic context are less
meaningful From Vygotsky's historical-cultural approach, that as human beings we
actively realize and change ourselves in the vanied contexts of culture and history,
comes a notion that can have significant implications for educators working daily 1n
the highlv contextualized and tradition-onented environments of schools  From his
idea of fossilized behavior. which he described as processes that have alreadv died
away, that is, processes that have gone through a very long stage of histoncal
development and have become fossilized. one can examine automated or
mechanized psychological processes which. owing to their ancient origins, are now
being repeated for the millionth time and have become mechanized Two parallels
could possibly be drawn to preservice teachers First, they may exhibit apparently
involuntary responses to experiences, based on their experiences as students
(fossilized behaviors based on years of experience in classrooms as students)
Secondly. as they begin to cope with the complexities of teaching interactions, they

may feel frustrated by the ease with which more experienced teachers manage the



mvriad of tasks that feel so overwhelming to them Perhaps thev would benefit
from understanding the sequence of forms of attention and realizing that the focused
voluntary attention during initial teaching experiences, when theyv are working so
diligently to accomplish what expert teachers may find routine, 1s evidence of the
torms of thinking Perhaps they can benefit from the support of others (cooperating
teachers, university faculty members, their peers. even the children thev are
“teaching”™ and who. in a transactive wav. are “teaching” them) during this stage of
their own developing understandings These interpersonal components of learning
may help to facilitate the internalization of understandings so that later in their
careers, 1t may become again more automated. but at this stage. automated at the
highest level of thinking

Spiro's cognitive flexibility theory (Pearson & Stephens, 1992) may be a
way of examining learing in dvnamic, ill-structured domains This theorv is
sometimes used to explain such complex, diverse. and dvnamic events as learning to
read. learning to teach. and learning to diagnose medical problems Components of
this theory which are imporntant for preservice teachers to understand include
avoidance of oversimplification and overregularization, multiple representations.
centrality of cases, conceptual knowledge as knowledge in use. schema assembly
(from rigidity to flexibility), noncompartmentalization of concepts and cases
(multiple interconnectedness), and active participation, tutorial guidance, and
adjunct support for the management of complexity

One type of adjunct support for managing complexity in initial teaching

situations can come from collaborative thinking and planning with peers The

10



impact of collaborative group interactions on learning can be powertul For
example. one studv by Kaufmann, Short, Crawford. Kahn, & Kaser (1996). stressed
the importance of opportunities for learners to reflect on the content and the process
of group discussions, as a means of support in their current thinking as well as to
challenge them to consider new possibilities These types of interactions are
supported by the work of Vygotsky (1978) who argued that meanings created in
sacial interactions are internalized in the form of thought These internalized
interactions are used in subsequent interactions, influencing the dialogue which
occurs within the minds of the learners and between participants  Gee (1990)
described the notion of Discourse (with an intentional capital *D™) as social
interactions that include literate behaviors appropnate for particular roles by specific
groups of people Literacy and language are both integrated with and relative to
social practices These social practices constitute the “Discourses™ that Gee
described Petrosky (1994) described Foucalt's view of “Discourses™ as practices
that systematically form the objects of which they speak Teachers, then, according
to Petrosky, “"create knowledge with language and within a particular educational
discourse in response to the varnous kinds of open-ended problems theyv solve, and
they are created as teachers and thinkers by the language they use within that
particular educational discourse”™ (p 25) lll-structured tasks, for which there are
most likely many approaches and a range of possible solutions, can serve as
“occasions for individuals to create knowledge and to reflect on what they have
created in a recursive process that privileges creation and interpretation with

language in a particular discourse as central to the understanding of individual



pertormances” (p 26) Leaming thus has its roots in a social dialectic or dialogue
These dialogues provide the foundations of learning
Theoretical Perspectives of Literacy

The theoretical perspectives about literacy that frame the study are centered
in constructivist and sociocultural philosophy The reading process is a meaning-
construction process, a state of dvnamic change and interchange, influenced by
classroom contexts, by both affective and cognitive components, and by the
influence of life expeniences (Ruddell & Unrau, 1994) ltis "a complex,
orchestrated. constructive process through which individuals make meaning
Reading. so defined. is acknowledged as linguistic, cognitive, social, and political”
(Pearson & Stephens, 1994, p 35) lItis a social process embedded in multiple
contexts Success with reading at school. according to the sociolinguistic
perspective. is not so much an indication of reading abilitv as of the child’s use of
appropnate language in educational settings as theyv learn the process of doing
school

The transactional view of Louise Rosenblatt (1994) explained reading as a
process where meaning arises in transaction between the words and the person
reading them The reader brings to the text his or her schemata, the reader's lifetime
of knowledge and experience From this perspective, data do not exist “out there.”
ready to be compiled, rather, data constitute the results of a transaction which occurs
between a teacher or researcher and a child The observer inevitably affects what is
observed In a reciprocal fashion, the observer is also affected by the observation

Clearly, then, meaning arises through the process of transaction In a sense,



meaning is that transaction. that process
Reader response theory (Squire. 1994) also holds a basic
constructivist perspective on knowledge, emphasizing that education must go
beyond the collection of knowledge Pearson & Stephens (1994, p 40). explained
the importance of this expanded view of education
knowledge alone is not enough to make schools better What 1s needed 1s

a continuing self-consciousness about the decisions we make. about the

kinds of futures we want for ourselves, our students, our educational system,

our community - We need to make informed. careful decisions about the role

literacy will play in our lives and about the role we want literacy to have in

the lives of our students we must somehow learn to live with the tension

that comes from knowing that there 1s no longer one nght answer to any

question worth asking

Theoretical Perspectives of Professional Development
of Preservice Literacy Teachers

Frequently. in contrast to the theoretical assumptions of this study.
traditional teacher education programs have been based on transmission models of
learning (Lortie, 1975) These traditional programs have assumed that teacher
educators and researchers possess a body of knowledge which must be transmitted
to prospective teachers, and some preservice teachers come into teacher preparation
programs as passive consumers of knowledge, expecting the traditional transmission
model for their professional coursework (Herrman & Sarracino, 1993) The

effectiveness of traditional programs, especially for passive students. is questionable
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(Lortie, 1975). and teacher educators continually seek more eftective ways to
support the preparation of future teachers Even though preparatory programs are
expected to be supportive, educational reform efforts in America are often
disjointed. uncoordinated, and contradictory (Sikula, 1996), and changes in schools
happen slowly, as if part of an “elephantine enterpnise” of enormous size and slow
movement (Smagorinsky & Whiting, 1995)

In our democratc society where demographic changes literally have
transformed the nature of the population in educational institutions (Sikula, 1990),
and where individualism and diversity are purportedly valued. no single role of
teacher education is appropnate or possible In this context, widelv divergent views
of teaching influence teacher education In a review of ninety-three teacher
education studies, Wideen et al (1998) examined what is currently known about
how people learn to teach. and concluded that successtul programs were typically
built on beliets of preservice teachers and featured svstematic and consistent long-
term support 1n a collaborative setting  There 1s no final solution or packageable
remedy to the many questions about teacher education (Greene. 1991) Because the
process of becoming a teacher is so complex. an appropriate role for teacher
education research may be to cnticallv narrate the tensions, contradictions, and
dilemmas that make the world of preservice teacher education so persistentlv
problematic (Britzman, 1991)

Conceptualization of Self as a Teacher of Literacy

Some research has indicated that preservice teachers' beliefs are stable and

resistant to change and that preservice educational experiences have little impact on



changing the perspectives with which students enter their teacher preparation
program (Lortie, 1975, Nespor, 1987) Many preservice teachers enter these
programs expecting the instructors to be the dispensers of knowledge and to tell the
students which components of the course content are most important. which specific
aspects the students should learn, and in what ways to demonstrate their
understandings The teacher-roles that were modeled for them while thev were
children continue to shape their images of teaching along lines similar to the ones
they experienced as children. so that often. in spite of intentions to do otherwise,
beginning teachers teach as they have been taught (Kennedy. 1991)

From a sociocultural perspective, a coherent sense of self as a teacher 1s vital
if preservice teachers are going 1o be able to teach in an effective manner over the
course of their profession and not be bufteted by changing views of instruction,
curnculum, technology, contextual issues of schools. political issues related to
education, and numerous other factors Grossman and Shulman (1994) believed
that a cnsis of identity and persistent ambiguity characterize education as a
profession, and that because the potential for individual autonomy in teaching places
greater demands on teachers’ understanding, teachers must have explicit knowledge
about their own theoretical orientations

Maxine Greene (1991) has described the process of constructing one’s
conceptualization of self as a drama marked by tension between assumptions that
mav be seen as given and perceptions of new possibilities Interactions with teacher
educators and support in both instructional and personal realms are vital (Bruneau,

1992) Gold (1996) identified four central areas that need to be addressed in



considering instructional suppont, including (1) the understanding of the structure
of knowledge and how it is transformed into content knowledge and understanding
of the structures of the content matter, (2) process or pedagogical content
knowledge. (3) adjustments for specific levels or for using a variety of instructional
materials, and (4) learning to think reflectively and cntically about their practice so
they will be able to continue to acquire knowledge about teaching and about their
academic area Research that examines the development of these professional ways
of thinking 1s needed. because prospective teachers need to be supported in ways
that will facilitate increased cognitive engagement if they are to be able to become
cntically reflective decision-makers (Bayles, 1997)

Allington (1997) stated that we know very little about teachers who are
enormously successful, and I think, from my review of the research that his
observation is especially true of preservice teachers  Many of the studies have
tocused on novice teachers who have had great difficulty with their imtial teaching
experiences Allington also mentioned that research frequently seems to be
searching for an instructional vaccine, a one-shot-cure-all dosage, and that we seem
much more concerned about students’ achieving than their living, so we rarely talk
to them about their lives in school These issues are also relevant for preservice
teacher education By focusing on the preservice teachers’ conceptualizations of
self as teachers of literacy and by examining their conversations and decision-
making processes, this research will add to the knowledge base about the
complexities of their lives as teachers and of their process of developing

professional understandings. We know, according to Allington, that teachers need
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to be able to take risks and to talk with each other to develop their potential and
sustain their professional growth, but little of the professional preparation we offer
establishes or fosters the professional support networks that might provide such
opportunities for teachers My research added information about peer support
networks, beginning in their initial teaching experience during one-on-one tutonng,
to define this type of support more clearly

Avers and Schubert (1994) described the value of ongoing studies as
contributing a dimension to the evolving image of teaching  Wideen et al (1998)
pointed out that verv little research documents data in a longitudinal manner for the
same students from preservice teaching on into the first vears of teaching The
research described in the current studv collected data in anticipation of longitudinal
studies Previous studies of interventions in one semester have had questionable
results in terms of changing students’ prior beliefs (Ullrich, 1992) The current
study examined the results in a one-semester course, not to anticipate “change™ in
beliefs so much as to record the process of “microgenesis--that is, the development
within an observable period” (Forman & Cazden. 1994) within the preservice
teachers’ perceptions as they describe their process of inquiry, of problem-posing
(Wink, 1997) and of problem solving and to consider how changes. if thev occur,
are related to this school context or to activities situated in the university
coursework These descriptions may be helpful in designing more etfective support
and interventions in the future, and they may also provide baseline evidence for

those participants who may be followed into their subsequent teaching experiences
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Initial Sense of Self as a Challenge Facing Teacher Education Programs

Some of the challenges confronting teacher education programs which seek
to facilitate the professional development of prospective teachers may stem from the
fact that every new member comes to the profession with “vears of expenience,”
based on the fact that prospective teachers bring with them a lifetime of varied roles
in schools and in other learning situations and of experiences that have shaped their
beliefs, assumptions, and expectations These experiences help shape the wavs
prospective teachers formulate meaning constructs for sense making in the world of
school (Rodgers & Dunn, 1997, Stone, 1992) Prospective teachers approach the
entrance into the profession of teaching with a set of beliefs and i1deas about
classroom interactions and with their own ideas of what it means to be a teacher.
developed during their own vears of experience in the reciprocal role of a student
They have participated in numerous classroom experiences and in relationships with
a number of teachers who may have had quite varied personalities and teaching
stvles Lortie (1975) descnbed being a student as serving an apprenticeship in the
occupation of teaching, an “apprenticeship of observation,” which he explained as
one component of beginning teachers' complex and personal definitions of teachers’
professional roles

Many preservice teachers also bring other background experiences, such as
serving as volunteers or paid assistants in schools, parenthood, or experience in
other community roles Because they have been involved in varied types of
educational settings and types of instruction, they use whatever previous

experiences they have had to help them formulate their own beliefs and perceptions
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of the roles and responsibilities of teachers (Cochran-Smith & Lvtle, 1993,
Hollingsworth, 1989, Kagan, 1992, Lortie, 1975) These attitudes and beliefs can be
important considerations in helping prospective teachers develop their thinking and
practices (Pajares, 1993, Jones & Vesiland, 1996, Richardson. 1996a, 1996b) In
fact, these tactors are so powerful for some beginning teachers that they move awayv
from ideas introduced in their teacher preparation programs and revert to their own
experiences or to the ways of teaching that are predominant in the school (Britzman,
1991, Bullough, 1989, Grossman. 1991) The beginning teacher's transition from
being a student to being a teacher may involve a great deal of stress as they struggle
with personal life and professional requirements, with a lack of self-confidence, and
with a still-evolving sense of identity as a teacher (Britzman, 1991)

The influences of their lived experiences may be especially powertful for
teachers of literacy, because experiences with literacy have been lifelong and have
been intertwined with learning experiences in other curriculum areas as well as in
simply learning to read and to write. The process of forming perceptions of school.
of teaching, and of learning begins in early childhood experiences, where definitions
of literacy are first conceived (Beach, 1995) These perceptions are further shaped
in early school experiences as children develop a sense of being literate at school
(Young, 1996, Young & Beach, 1997), and as both their home definitions and
school definitions of literacy intersect with the expectations of the particular school
climate of their elementary school and the influence of diverse views of literacy in
their cultures (Heath, 1983, Delpit, 1995) Throughout later school experiences of

childhood and adolescence, definitions of what is valued as literate activity continue
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to be influenced and refined These tvpical expenences mean that by the time a
person enters teacher education, he or she has spent 13.000 hours observing teachers
(Britzman, 1991)

The influence of these life experiences is powerful in shaping preservice
teachers’ beliefs about teaching However, teacher preparation programs can
sometimes effectivelv support changes in the beliefs espoused by the presenvice
teachers The induction process for the student teacher. it it is to be effective, needs
to include recognition of numerous factors and to provide support in a variety of
areas including pedagogical, curncular, psychological, logistical. and classroom
management issues (Gold, 1996) For example, Britzman (1991) described a study
that took into account specific beliefs held by prospective teachers and examined
how those beliefs interact and filter program experience Herrmann & Sarracino
(1993) restructured a preservice literacy methods course that emphasized reflective
inquiry and practice, joint construction of conceptual understandings through
dialectical discourse. authentic literacy teaching experiences, and collegiality and
collaboration. The results indicated that the preservice teachers learned how to
think about literacy teaching from a variety of theoretical perspectives The analvsis
suggested that one possible alternative to attempting to change preservice teachers'
existing beliefs is to build on the beliefs that alreadv exist The process involves
recognizing and incorporating past experiences into new situations and unique
contexts This process becomes an important part of constructing one’s

conceptualization of self
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Identity Theories as Frameworks for Conceptualizations of Self

The construction of one's conceptualization of self can be tramed by the
concepts of identity theories 1 will briefly review the general identity theones and
theories of professional identity I will them discuss theories of identity or
conceptualization of self as a teacher, most specificallv as a teacher of literacy
General identity theortes consider stages of identity development as resolutions to
developmental crises (Enckson. 1974), as a senes of stages based on age and
transitions as one encounters changes in life structure (Levinson, 1978), and as
identity stages or modes of resolution to a cnisis, or a period of identity development
when the individual 1s choosing among meaningful aiternatives (Marcia, 1987)

Marcia's four stages of identity development were directed toward general
tdentity development, not specificallv toward development of a professional identity
as a literacy teacher There seem to be parallels, however, in the development of a
teacher's professional identity “ldentity diftusion,” savs Marcia. is used to descnibe
individuals who have not vet experienced a crisis or explored meaningful
alternatives Some preservice teachers could be described as “identity diffused” as
they enter teacher education programs without vet understanding clear theoretical
frameworks and consequently using their own experiences as their way of knowing
the world of literacy teaching As they learn about theoretical frameworks in their
coursework, they attempt to make sense of new theoretical positions At this point
in their careers. the description of “identity foreclosed” (have made a commitment
but have not experienced a crisis) is appropniate as they perceive themselves to be

committed to a particular theoretical stance but have not vet had an opportunity to
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“experience a crisis” where they can test the theones with real children Those first
teaching expeniences may bring the preservice teachers to the point of being in
“identity moratonum” as they encounter real-world situations where varied
contextual issues challenge the theoretical stances they have taken, while their own
sense of identity is still tenuous and developing. not clearly established or defined
Finally, beginning teachers may reach the stage of “identity achievement™ as they
have experienced a crisis--an actual teaching situation--and have made a
commitment--a personal investment in what they are going to do The development
of identity--both personal identity and professional identity--is recognized to be a
long, ongoing, extremely complex process In a similar way, using the definitions
of identity development as attempts to resolve conflicts or crises, teachers'
protessional identities may develop through conflicts related to the “problematics™
of teaching.--a conceptual structure that can be identified “both by the questions it
raises and the questions it is incapable of raising”™ (Britzman, {991, p 10)

Nias (1987) contended that teachers have “a personal identity that precedes
and transcends their assumption of an occupational identity. and that the
preservation of this sense of self is. for many of them, an overwhelming priority in
their choice of career and conduct at work”™ (p 7) In an attempt to “be themselves,”
thev use this self-image to negotiate relationships with their classes and their
colleagues and to order their carcers Nias explained the self as a social product
shaped by responses of others, vet capabie of innovations such as initiating actions
and reflectinz on them  The contexts which determine these social identities change

with time, place, and role, so symbolic interactionists have evolved the notion of
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“multiple selves™ which reflect individuals’ perceptions of themselves in relation to
the different groups in which they participate These multiple selves include “ideal
selves.” “real selves,” the wav thev seem to themselves (“self as ego™) and how they
think others see them (“self as alter™) Together, these multiple “selves™ add up to a
set of relatively impermeable assumptions that one holds about oneself
Explanations of the importance to individuals of maintaining a stable self-image
come from the notion of “cognitive dissonance.” which maintains that it is
psychologically uncomfortable to hold views that are incompatible or to act in wayvs
that are inconsistent with any of the views Redefinitions of self mayv be very
uncomfortable and stressful Schon (1983) described this process of dealing with
the discomfort of cognitive dissonance as passing through zones of uncertainty
Through these types of processes. preservice teachers resolve such dissonance by
modifying views to bring them into alignment During this alignment, a preservice
teacher is more likely to defend the views that form part of his or her self-image
Thus, teachers are likely to trv to avoid holding views or taking actions that are
dissonant with their idea of themselves as a teacher

As teachers are dealing with this process of aligning their views, the beliefs
and behaviors of “reference groups™ can be a mediating factor These reference
groups provide support which individuals use for self-evaluation and as a source of
personal goals and values (Nias, 1987) Nias’ studv found that in-school reference
groups were an important means of sustaining personal identity Teachers who
failed to find referential support within their schools--that is, who had no one to

whom they felt they could talk--frequently left the profession Job satisfaction



reportedly is related to the presence of a reference group within a school Those
who found confirming responses from even one other person felt confident in
behaving consistently with their self-image Acceptance of multiple realities and
openness to change depends on the existence of a reference group that will not
simply confirm members™ existing views, but instead will help them see self-
examination and change as desirable Individuals cannot, by definition, be their
own reference group A basic condition for professional change is for individuals to
become aware of their own assumptions and how these difter from those of other
people A necessarv component is an atmosphere in which they feel free to trv new
ideas and to discuss them with their peers Even a single “critical friend”™ mav
provide necessary stimulation, discussion, and encouragement Given that many
basic assumptions are unconsciously held, discussion that facilitates seeing different
reactions to the same situation and listening to altenative explanations may be
necessary for any redefinition of self This redefinition process is important in
developing a conceptualization of self as a teacher

Teacher Development as a Process of Developing a Conceptualization of Self

Bullough (1989) pointed out that first vear teachers enter the tcaching
profession with an internalized role identitv and a teacher common sense, based
upon which they react intuitively to their environment and the problems thev face
Teacher educators face the challenge of helping preservice teachers launch their
career-long professional learning, and the most appropnate approach is to focus on
the transition to professionalism (Rosean & Gere, 1996) Bullough and Gitlin

(1996) suggested that resistance is often grounded in private theory and in beliefs



about self as teacher Potentially. then. teacher education could plav a part in school
transformation, so long as it is seen in relation to the private theones held by
students

Britzman (1994) presented this process of transition as a poststructuralist
view of construction of teacher identity  She said that poststructuralist theones are
“concerned with the inhenited and constructed meanings that position and regulate
how social life is narrated and lived™ (p 56) She argued that the problem of
constructing a teaching identity is a problem of language and of fabrication It is the
work “of carving out one’s own terntory within preestablished borders. or desiring
to be difterent while negotiating institutional mandates for conformity, and of
constructing one's teaching voice from the stuff of the past. that is, student
experience” (p S4) She contended our identities are *  overdetermined by history,
place. and sociality, are lived and imagined through the discourses or knowledge we
employ to make sense of who we are, who we are not, and who we can become™ (p
$8). as part of “the authorial process whereby one becomes a teacher”™ (p 60) In
this view, identities are shifting, colliding with, and being displaced by realities of
new experiences, and are dialogic. set among tensions and contradictions This
dialogue 1s especially clear in negotiating the conceptualization of selt as “teacher ”
It is a sense of self that is at the same time familiar and strange--familiarity based on
experiences as a student, vet very different once one steps into the teacher’s role In
this new position, “role and identity are not synonymous role speaks to public
function, whereas identity voices subjective investments and commitments™ (p 59)

The construction of self is closely aligned to language. which, according to



Britzman (1994). “inscribes experience as it positions the self” (p 62) Especially
in a profession such as teaching, where a monolithic definition of a teacher’s role is
suggested by tradition, constructing one’s professional conceptualization of self
might be perceived as a “struggle for voice and thought amidst voices that are not
ourown” (p 62) Interactions with language may facilitate the constructive process
For example, selecting the narratives to share, as representative of the experience of
teaching, mav shape the preservice teacher’s perceptions and, thereby, help to shape
the actual experience as well as the expression of the experience  The process of
participating in interviews or in collaborative conversations about teaching
experiences may provide a significant sate space tor reflections Documentation of
these interactions. however. needs to be considered simply evidence of one moment
in time, partial and incomplete, influenced by context. and not evidence of a unitary
unchanging identity Constructing one’s conceptualization of self as a teacher is a
“process of becoming, a process that requires dialogue with the past and the present.
with other people, and with the contexts and histories that coalesce in our process of
coming to know™ (p 69) Self-identity is not a singular term and is never
completed, but is instead negotiated with others. within situational and historical
constraints, and by particular onentations to knowledge All of the other lavers of a
teacher’s life and experience (i e, race, class, gender, and age) impact their
conceptualization of self as a teacher

Britzman stated that understanding conceptualization of self is concerned
with words and their meanings, with the problem of language A word such as

“teacher” has multiple meanings that cannot be isolated from the speaker, the
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listener. or the situation (Britzman, 1994) Negotiation among conflicting visions
of a teacher’s identity is, therefore, part of the hidden work of learning to teach

Descriptions of Teachers' Conceptualizations of Self

This important process of negotiating one’s sense of self as a teacher has
been described in various ways I will explain some of the ways that the process
can be described. beginning with Heath's discussion of developing a “sense of being
literate” (Heath, 1991) Following the discussion of Heath's perspective, other ways
of describing the process of developing a conceptualization of self will be

explained

“Sense of being literate.”

Shirley Brice Heath described a " separate sense’ that enables individuals
both to teel and to create harmony within their daily world 7 (Heath, 1991, p 3)
This sense is a core component of the concept that Heath explained as a “sense of
being literate ~ This separate sense “comes in different torms and works in different
wavs,” and the resulting harmonv “comes most readily for those who can call on
their literateness to help them stabilize and control their world™ (Heath, 1991, p 3)
A sense of being literate, Heath asserted. is exhibited by a person who has gone
bevond simply having literacy skills to a broader definition of literacy, demonstrated
by exhibiting literate attributes or behaviors Individuals who exhibit literate
behaviors, Heath explained. can formulate responses in which communication,
reflection, and interpretation are grounded Heath stated that, “the literateness of
any individual is also only somewhat stable, it is dynamic, iterative, and sometimes

erratic and daring in its representations” (p S) Therefore, teachers, and especially
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preservice teachers, may be continually developing and revising their own sense of
self both as a literate individual and as a teacher of literacy

Heath's definition of a sense of being literate could be expanded to describe
the perceptions of teachers of literacy about their own literate attnbutes—their
conceptualization of self as a teacher of literacy—and how those perceptions
mediate and are mediated by their experiences as a beginning teacher of literacy
Their emerging sense of self as a literacy teacher may be supported by their self-
efficacy so that they feel confident in going bevond teaching discreet skills of
reading and writing, to exhibiting literate behaviors as a teacher Expanded or well-
developed conceptualizations of self as a professional enable the teachers to
recognize * that their capabilities extend bevond recognizing and recreating  to
include presentation of self-in-revision interdependent with other speakers and
readers " (Heath, 1991, p S) Understanding what factors contnbute to preservice
teachers' feeling, or not teeling, the “sense of harmony™ that Heath described. as
they participate in their first literacy teaching experiences, what tactors they
perceive as contributing to their own ability to “create a sense of harmonv™ for the
children with whom theyv share literacy experiences and instruction, and what
problem-solving strategies the novice teachers use as they attempt to both feel and
create harmony in their own teaching situations are important objectives for teacher
educators to consider

If teachers of literacy are indeed going to be literate in the sense that Heath
described (1991), to be able to both feel and to create a sense of harmony through

the literacy activities in their classrooms, further examination of the complexities of
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their roles is warrented For example. Heath pointed out that the patterns of learning
and of use of language are quite diverse across cultural contexts The diverse
experiences of teachers (both preservice and experienced teachers) and of teacher
educators will influence their perceptions of literacy and of appropnate literacy
interactions with children The process of a teacher's development of voice and
professional identity can be mediated by the expenences they encounter in their
preservice tcacher education programs and in their later interactions with others

(students, parents, other teachers, administrators. etc ) in actual school contexts

All of these interactions influence prospective teachers as thev are engaged
in the process of beginning to construct their perceptions of school and of
themselves in the multiple roles of a teacher Conle (1996) described this process as
a phenomenon of “resonance”--a way of seeing one experience in terms of another,
as an echoing or resounding process in which something 1s produced in reaction and
in response to an event  Using definitions from physics and chemistry, she pointed
out that resonance implies amplification and enhancement of natural qualities
through interaction with an “other ™ She uses this concept as a metaphor for the
process of “resonance” in preservice teacher inquiry, an educational process of
“development of self through interaction with others at an intimate level " (p 299)
She savs that preservice teachers are exploring issues such as what it is that teachers
know and how good teaching relates to what we have learned years ago as
voungsters in classrooms—"how various areas of practical knowledge are

connected "
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In addition. Conle asserted that it is not so important for researchers to know
what teachers know as it is for teachers to know what they know She maintained
that the way someone's knowledge changes is unpredictable but that the process of
change is unavoidable Furthermore, the process of resonance permits teachers to
engage in various ways with what they know tacitly and to "move” that knowledge
without having to make it explicit She used a process of narrative story-telling to
support teachers in generating data on tacit knowledge and in this way to begin “to
know what thev know," that is, what they know tacitly and practically through prior
experience Connelly and Clandinin (1988) have called this tacit knowing “personal
and practical knowledge ~ Developing this tacit knowledge is one important
component in developing a strong sense of professionalism

“A fragile nexus ©

Facilitating the development of this strong sense of professionalism is one
role of teacher education Barone, et al . (1996) described a unifying vision of
supporting new teachers in developing educational protessionalism They defined
educational professionalism in terms of three cntical elements--the articulative, the
operational, and the political dimensions of teaching The articulative dimension
(an ability to articulate a personal perspective on educational matters) is exemplified
by professionals who can explain what they believe to be beneficial and effective
and who engage in a dialectical process of critical reflection that enables them 1o
make and express informed judgments about curmicular and educational issues
Such informed judgments are based on a “curriculum platform™ composed of

understandings of realities as well as visions of possibilities. This type of
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curriculum platform recognizes the apprenticeship of observation that Lortie (1975)
described. but includes as well “a fragile nexus of often vague attitudes, tentative
beliefs, complex dispositions, and incomplete understandings™ (Barone, et al . p
1111). This integrated svstem of beliefs constitutes “who one is as an educator
The professing of that dearly held. carefully considered nexus of beliefs constitutes
the articulation of an educational identity, the creation of a professional self”
(Barone, et al.p 1111)

The second component, the operational dimension of professionalism,
involves students in the process of implementing their platform within a classroom
setting, and includes knowing how to plan, how to teach, and how to inquire
(Barone et al . 1996) This component is influenced by external factors such as the
structure of schools--the egg-crate classroom arrangements and fragmented
schedules described by Lortie (1975), the requirements of mandated curnculum
(textbooks and teaching maternials, examinations, curmculum guides, and mandated
program goals and aims), and pressures from top-down bureaucratic organizations
A strong professional is aware of the need for congruence between ideology and
practice, is able to design and administer effective planning and teaching
approaches, and values and can defend their preferred form of practice over other
approaches

The third component, the political dimension, supports professionals as they
stnve to cope with what Cochran-Smith and Lytle (1993) described as “critical
dissonance’--an incongruity between their own professional perspectives and the

realities of constraints on their professional practice
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In discussing appropnate ways to educate future teachers who will possess a
strong professional identity, Barone (1996) identified five key dimensions of teacher
preparation programs These dimensions included goals for teachers to “(1) develop
an educational ideology for interpreting curricula. (2) acquire teaching methods, (3)
understand the general pedagogical knowledge base. (4) be responsive to a
multicultural student body. and (S) understand technology ™ (p 1110) Students
who participate in such a program of study may use critical reflectivity to make
sense of educational issues and to construct an educational platform that rests on an
“educational ideology a set of organized. ethically, and politically relevant beliefs
about the practice of curriculum and teaching, including what is worth teaching to
whom and how it should be taught™ (Barone. p 1110) The “texts” of actual
classroom life are valued. along with case studies and texts of educational theory
which are important in the process of examining varied types of educational
ideologies (Barone et al , 1996) Programs such as the one that Barone described
may help to facilitate the development of a unified professional sense of self as a
teacher

This process of developing a conceptualization of self as a teacher of literacy
can be viewed as parallel to a process of literacy development described by Weaver
(1994) She compared reading and literacy theories to a paradigm which is
emerging in the sciences Some tenets of the paradigm include a view of the basic
nature of reality as process, and one of the basic processes as transaction, so that

reality consists of transactive events in space-time The notion of transaction was

32



defined by Dewey and Bartlett (1948--cited in Weaver, 1994) as an event in which
participating entities are in some way defined or transformed through the act of
relating to one another The events are not linear but instead are simultaneous and
synchronous (wherein cause and effect are inseparable and indeterminate). and the
interrelationships and transactions blur the distinctions between self and other,
between separately identifiable parts, between cause and eftect, so that the
transactive processes shape and define views of “others™ as well as views of “self ~
Weaver explained the concept of “holons™ as units within an exceedingly
complex, multidirectional and multidimensional communication system--a
“holarchy"--with countless feedback loops and flexible strategies The holons have
both the autonomous properties of wholes and the dependent properties of parts
Weaver also explained the notion of a “system”--an entity maintained by the
transaction of its parts, thus the fundamental reality is the organized relationship of
parts, not the parts themselves Therefore, Weaver continued, cach level of
language and language processing is a system, so that systems operate within
systems (which operate within even more complex systems) holarchicallv and
multidirectionally interrelated. In this sense, Weaver (p 1199) viewed “"meaning”™ as
an ever-fluctuating dance that occurs more or less simultaneously on and
across various levels letters, words, sentences, schemata, writer, text, and
reader, text/reader and context, the present reader with other readers. past
and present, and so forth, all connected in a multidimensional holarchy, an
interlocking network or web of meaning, a synchronous dance in which

there is no clear distinction between what is and what happens
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These features of holons can metaphorically represent the complexities of
professional identity of literacy teachers

“A Process of Inquiry "

When the processes of teaching and of becoming a teacher are situated in
sociocultural perspectives instead of in a transmission model of learning. education
may be described as a process of inquiry  Bissex (1994) pointed out that teachers
develop understandings and insights into student learning and their own
instructional practices by being researchers Therefore, the inquiring teacher learns
“with dignitv” (p 88) Avers and Schubert (1994) cited Deweyv (1933) as saving
that philosophy begins in wonder and ends in understanding. Harste and Leland
(1998) believed that when education is an inquiry process, participants have an
opportunity to live a different reality Curnculum can become a metaphor for the
lives we want to live and the people we want to become A model of this
conception of curriculum as inquiry situates personal and social knowing at the
center, disciplines in a surrounding concentric circle, and sign systems as the
encompassing circle Inquiry is the overarching concept that cuts across all of the
other components

Practical inquiry takes several forms (Rosean & Gere, 1996) One form is
reflective activity, based on Dewey's (1933) notion of reflection in practice and on
Schon’s (1983) ideas of understanding the relationship between one’s actions and
their consequences when he described reflection as a process that occurs both “in
action” (during the actual teaching process) and “on action” (after the instructional

interactions are completed) Action research helps practitioners systematically
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collect data that can offer insight into local problems of professional practice
Critical inquiry goes beyond addressing local problems to support questioning,
analyzing, and considering multiple alternatives to complex problems

Socially Constructed Conceptualizations of Self as a Professional

Mitchell (1997) described teacher identity as a possible key to increased
professional collaboration This study used excerpts from teacher narratives to
explore three aspects of professional identity representation--underlying
assumptions and implicit understandings that the teachers held in relation to their
professional decorum and what that represented, preparation--their teacher
preparation and induction experiences, and their perceived levels of dedication and
commitment  Mitchell's focus on collaboration was in contrast to Lortie's views
(1975) which described teaching as marked by separation both physically and
intellectually and as characterized by the individual nature of the work, having
professional norms of isolation and privacy Lortie identified barriers to increased
collaboration, including the tradition of individualism ("I just go in my classroom
and close my door "), structural conditions in schools (egg-crate arrangements of
classrooms, and fragmented schedules), and teachers' differing pedagogical
onentations (conservative traditional viewpoint  that presupposes that there is a
body of knowledge and this bodv of knowledge must be funneled into a student in
the course of a school vear vs developmental child-centered approaches to teaching
and learning) Another barrier to increased collaboration, from Lortie's perspective,
is the absence of a shared professional identity among teachers. an identity in which

teachers hold common beliefs about themselves as teachers and common
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expectations of their colleagues In the absence of this professional identity.
advanced forms of collaboration usually fail to occur Although there is little
research that explores how teachers define and interpret various aspects of
professional identity, according to Mitchell (1997), differences in teacher identity
can be barriers to teacher collaboration

Individual views of self as a literate person are inextricably connected to
social meanings of literacy. according to Mahiri and Godley (1998) Their study of
a young Latina woman illustrated the transformation of practices of literacy and
perceptions of self which can result from intricate, reciprocal. and often conflicting
connections between socictal views of academic hiteracies and an individual's view
and value of herself as a literate person The voung woman had “accepted and
reflected many of the dominant culture's values and standards for education and
literacy™ and perceived herself to be a good student, but “significant aspects of her
socially constructed identity were challenged and changed™ when academic
expectations differed from her accepted ways Her expenences are parallels to the
disjoint that many new teachers encounter when thev begin their careers in
traditional school sites after beginning to develop theones of literacy practice that
do not align with the commonly held views in their initial teaching experiences

Role of Self-Efficacy

Perceived self-efficacy. “a personal judgment of performance capability
within a given domain of activity that serves either to motivate or inhibit learning”
(Bandura, 1982, and Schunk, 1984, cited in Henk & Melnick. 1992, p 111), exerts

diverse effects on achievement such as influencing choice of activities, task
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avoidance. effort expenditure, and goal persistence Some influential factors might
include past personal literacy experiences, the difficulty or ease and perceived
personal progress in literacy tasks, the relative performance of peers, feedback from
credible sources, and situational circumstances (Henck & Melnick, 1992) Beliefs
are mediated by the teacher's age and prior experience and by school practices such
as opportunities for new teachers to collaborate with colleagues, supervisor attention
to instruction. and the level of resources available in the school (Chester & Beaudin,
1996) Preservice teachers sometimes are quite optimistic, even unrealistically,
about their own efficacv (Tschannen-Moran. Hov. & Hoy, 1998) However,
encountering the world of schools as a teacher may offer significant challenges to
some preservice teachers, using a definition of reciprocal determinism to propose
that personal factors and environmental tactors interact to influence one's self-
efficacv For preservice teachers. this can mean that school contexts play a
powerful role in shaping their self-efficacy and their sense of professional identity
as a teacher. and that their level of comfort frequently fluctuates A sense of
community (collaboration) in the school was the greatest single predictor of
teachers’ self-efficacy (Kasten & Ferraro, 1995)

Role of Personal Narrative and_ Life History in Learning to Teach

Use of personal narratives, life histones, or autobiographies can help
teachers recognize the influence of their own background experiences in the
development of their own identity as a teacher (Mulcahy-Ernt, 1997, Olson &
Singer, 1994, Beattie, 1995, Ringler & Rhodes, 1997) Following in the tradition of

biographical research (Smith, 1994) and narrative research (Casey. 1996), various
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descriptions have been given of the concept of investigating teaching from the
personal perspective of the teachers Some have called the concept “teacher lore™
(Schubert & Avers. 1992) Others have described a process of “finding a voice”
(Featherstone. Munby, & Russell. 1997) Gomez (1996) conducted a study that
described telling stones of one's teaching as a way of reflecting on one's practices.
based on a seminar with preservice teachers Willis (1998) described narrative
research as a way to document “the interconnectedness of life, teaching. and
research”™ (p 487) Narrative research. she says, helps one construct and reconstruct
multiple identities, better understand ourselves and others, and understand our
experiences in selected cultures We are shaped and reshaped by the process of
selecting, telling, retelling, living. and reliving our stories. Whether the stones are
short personal essavs which are selected to convey relevant portions of one's life. or
autobiographies attempting to provide a contextualized storv of one's experiences
from childhood to the present. the process of selecting and telling the stones can
educate the self and others (Avers and Schuber. 1994, Bean, 1994, Clandinin and
Connelly, 1994) To understand the learning of teachers, one must listen to the
voices of teachers “Imaging™ is a process of picturing images in one's mind and
having a dialogue or conversation with oneself about the possibilities of what could
happen. Teacher lore is storytelling--a work-in-progress--which is by its nature
unfinished, provisional, partial (Carter & Doyle, 1996)

Professional Decisions and Decision-Making Processes as 8 Teacher of Literacy

Research related to teachers’ planning processes remains obscure, and

information about constructivist perspectives in planning, especially for planning by
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novice teachers, is even more limited (Roskos. 1996) Preservice teachers have
traditionally depended on teacher educators and on cooperating teachers to serve as
their reference groups (Nias, 1987) and to guide their decisions and decision-making
processes This apprenticeship of observation (Lortie, 1975) supports the
conservatism of teaching, so that traditional ways of doing school are reinforced
Doing collaborative reflection in preservice programs may help preservice teachers
envision their peers as appropnate reference groups and thereby become less
dependent on authonties for their self-identity In this sense. the research mayv
provide evidence of a way for preservice teachers to replace one apprenticeship of
observation with another (Grossman, 1991)

Preservice teachers tend to assume that all children view school and learn in
the same way they did when they were in school (Grossman, 1991) The use of
teaching cases, reflective analysis of their emerging concepts of self and of their
decisions and decision-making processes in journals, and conversations with their
peers may help them broaden their definitions of learning and of reference groups
and expand their assumptions bevond their own experiential ideas Research about
the value of using journals and of cases is relatively limited (Roskos, 1996), and the
current study added to this piece of the knowledge base Grossman (1991)
described the value of support and collaboration for novice teachers, but she also
pointed out the importance of transfer of control to the new teachers themselves
The current research study provided information about components of peer
collaboration that may help preservice teachers feel more confident about assuming

control and responsibility for decisions related to their teaching. Longitudinal

3y



research studies will provide evidence for whether the students internalize the value
of peer support systems and use similar systems as support duning their initial year
of teaching. which is frequently a time of struggling and feeling inadequate
(Bullough, 1989) Data collected for the current studv will be used as initial sources
for longitudinal studies that will examine some of the participants’ transitions into
their imitial teaching experiences

Understanding this transition process is an important part of developing
effective support for new teachers Chester and Beaudin (19906) stated that “New
teachers’ experiences in their induction vear, in many cases, determine the direction
of their career * Initial experiences of teaching embed perceptions and behaviors
regarding teaching, students, the school environment, and their role as a teacher
Teachers are more likely to leave the profession during their early vears in teaching,
with the first year being most nsky For new teachers. especially for ones for whom
practice does not lead easily to competence and who become more uncertain the
longer they teach. the process of inventing an identity can be very paintul They
may, therefore, simply assume an identity that aligns with their life experiences and
with the contexts of their schools

New teachers who find themselves in situations where the context of school
in their initial teaching experiences is very different from the student’s own ideas
about effective instruction--where the newly emerging sense of professional identity
is challenged--may retreat into a “private” self This retreat may create a particular
separation that precludes the critical elaboration of what identity feels like in the

context of teaching. Teaching may feel like a case of mistaken identity to these
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novice teachers (Britzman, 1994) The decisions they make and the decision-
making processes they use may be based on external factors such as the context of
the school more than on their own sense of professional identity

Role of Dilemmas, Inquiry, Reflective Thinking and Decision-Making as a Teacher

A myriad of dilemmas face beginning teachers (Bullough, 1989) Some
teaching dilemmas are related to integrity in teaching, in the sense that respecting
and involving students deepens the challenge of teachers’ work (Ball & Wilson,
1996) Teachers are fundamentally responsible for providing access to knowledge,
to cultural capital that provides power and access (Delpit. 1995) Dilemmas mayv
also be related to professional identity and group membership. interpersonal
relationships, teacher status, planning, and curriculum (Ben-Perez & Kremer-
Hayon, 1988)

Planning instructional activities is an important component of teachers’
decision-making processes, and there are differences in planning by novice teachers
and by expert teachers (Roskos. 1996) Student teachers. for example, focused on
short-term goals. charactenized their planning as time consuming, and struggled with
decisions about what content to cover They experienced difficulty in making
predictions about students’ responses, and during the implementation of their plans
with the students, they had difficulty making adjustments for student responses as
they attempted to carry out the instruction according to their plans They tended to
describe instructional problems in a literal way, and to look for quick solutions
They struggled with classroom discipline problems  Planning for integrated

instruction was even more challenging, as planning shifted from following a
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prescribed plan, such as that in a teacher’s guide. to formulating a plan for a specific
child or group of children in a specific instructional setting at a specific point in
time. Planning for this type of instruction was characterized as an ill-structured
problem, requiring the novice teachers to go beyond given information to make a
workable plan while dealing with multiple variables and constraints Roskos (1996)
drew a parallel between this kind of decision-making task and what Schon (1987)
referred to as “professional artistry in a situation of practice the need to use one's
abilities to frame problems and shape solutions that fit existing understandings and
circumstances” (p 122) Novice teachers encounter “anomalies,” or conflicts
between their naive ideas about teaching and learning and the expenences they
encounter in actual teaching of children This perception of conflict or sense of
anomalies may be a precursor to cognitive growth (Jones & Vesiland, 1996)

A growing body of research about teacher knowledge and teacher thought
processes addresses the importance of the cnitical and analvtical thinking of teachers
(Sparks-Langer & Colton, 1993) Schon (1983, 1987) described a “reflective
practitioner” as participating in both “reflection in action,” during the time an event
happens and as “reflection on action” when an event is finished The concept of a
reflective practitioner can be extended to examinations of teacher education in ways
that will help to scaffold and support beginning teachers at they develop varied
instructional strategies and as thev examine their own identities as teachers (Bever,
Feinberg, Pagano, & Whitson, 1989, Liston & Zeichner, 1987, Roskos, 1996,
Sparks-Langer & Colton, 1993, Wolf, Mieras, & Carey, 1996, Valli, 1992, Zeichner

& Liston, 1996). Pape (1992) descnbed reflection as the mental process at which



reorganization takes place This reorganization, Pape explained. happens because
reflectivity encourages transformation, or change in an individual's belief system as
a result of assimilating new experiences Rudney and Guillaume (1990) cited
Dewey as describing reflective teaching as a process where routine practices and
experiences are questioned with open-mindedness. responsibility, and whole
heartedness Beginning teachers' development as reflective practitioners requires a
philosophy of teaching that embraces both the metacognitive process How do |
know what | know” (epistemology), and the process of applving thought to action
How do [ use what I know” (axiology) It includes analvzing values and behaviors
to see it morality and ethics are reflected in actions (Kasten & Ferraro, 1965)
Several strategies may help preservice teachers in the process of becoming
more reflective about teaching practices and the contexts in which teaching occurs
One of the strategies is the use of action research, as a type of reflective practice, to
help develop a view of teaching as experimental, always in search of better teaching
(Avers & Schubert, 1994) Another strategy is the use of teaching cases within
preservice coursework (Richards & Gipe, 1997, Shulman & Colbert, 1992) An
additional strategy, when preservice teachers make the transition from examining
cases in which they are not a participant to experiencing a teaching case where they
are actually the teacher situated within the case, is the use of discussion and
collaboration with peers as a mediating step (Birchak, Connor, Crawford, Kahn,
Kaser, Shorn, & Tumer, 1997, Rozendal, 1997) Further suppon for preservice
teachers' reflections may include dialogue journals (Anderson & Reid, 1994) and

conversations with peers, cooperating teachers, and university supervisors.
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Role of Collaboration

A large body of research is based on leaming as a collaborative, critical
process of problem-posing (Wink, 1997) and problem-solving (Kasten & Ferraro,
1995 Klassen & Short, 1992, Short, Crawford. Kah, Kaser, Klassen. & Sherman,
1992, Bullion-Mears, 1994, Wink, 1997) Reflective practice. according to these
researchers. 1s grounded in inquiry, initiated through the continual posing and
reformulating of questions by teachers and researchers in a collaborative process
that recognizes and values multiple voices

Collaboration is at the heart of learning (Newman. 1991, Rogoff. 1990)
According to these views, learning is social, and people learn as members of
learning communities  While we each construct an individual interpretation of an
event or situation. our understanding is shaped bv contact with other peoples’
perceptions of what is taking or has taken place Collaboration may be defined as a
mutual task in which partners work together to accomplish a task that neither could
have achieved alone, and the cognitive value of this type of peer interaction
(Forman & Cazden, 1994) is centered in Vygotskian perspectives, including the
notion of internalization of social interactions and of the means (especially speech)
used in the interactions Forman and Cazden explained the statements of Levina, a
pupil of Vygotsky, about possible cognitive benefits from the use of instrumental
speech, the need to communicate verbally to others, as one attempts to break up
something unitary into its components in an attempt at verbal representation
Collaboration and instruction of peers could. therefore, be “an intermediate step

between being receptively directed by the speech of another and productively and
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covertly directing one's own mental processes via inner speech™ (p 157)

Collaboration can be a powerful mediating force for preservice teachers
(Mitchell, 1997, Rodgers & Dunn, 1997) Frank Smith (1988) described learning
situations based on collaboration as “enterprises,” authentic learning experiences,
with no grades, restrictions, coercion, or status, so that the lines between teachers
and learners are erased. so that everyone is a learner and evervone is a teacher  The
conversations are often shaped bv an undercurrent of conflict as contradictions are
explored (Newman, 1991) Bullough and Gitlin (1995) cited the work of Jurgen
Habermas (1971.1975) because. they said, they liked his vigorous cnitique of
instrumental reason, the kind that reduced human beings to numbers, the universe to
a giant, gnnding machine, and education to training Habermas, they said. moved
bevond critique and recognized the innate ability and desire of humans to relate to
one another through language as a means for generating a social and political ideal
worth striving for communication without domination With this notion in mind.
thev sharpened their awareness of the negative influence of the assumptions ot
training on students, began to explore wavs to minimize domination through
dialogue, and began to think of leaming to teach in terms of engaging students in the
critical and communal study of their own thinking and practice and of linking this
study to public theories about institutional power and education

Rudney and Guillaume (1990) suggested that teacher collaboration is an
important component in supporting reflective thinking as teachers share their ideas
and extend them by listening to others This collaboration may be in written format

For example, many teacher education programs emphasize reflection on practice by
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asking student teachers to wnte reflective journals about their teaching, but these
kinds of solitary “reflection on action™ activities can become routinized and stale
Thoughtful conversation with 4 peer has the potential to serve as a tool of inquiry
and to revitalize practice (Clark, Moss, Goenng, Herter, Lamar, Leonard. Robbins,
Russell, Templin, & Wascha, 1996, Ward & Darling, 1996) An added benetit can
be the value of reflection on reflection--looking back on past journal entries. student
teachers recognized changes in attitude and other signs of growth Other
researchers have described the value of collective reflection, so that the sharing of’
stories and insights will help others reflect upon and possibly reconstruct their own
teaching and conception of teaching (Nias, 1987, Hollingsworth, 1992, Hunsaker &
Johnston. 1992, Avers & Shubert, 1994, Ladson-Billings, 1995, Rosean & Gere,
1996) Peterson & Phelps (1990) suggested a supervisory technique to promote
reflection, where a type of dialogue journal is used. not as simply unstructured two-
way communication, but where the supervisor reads and responds to the student
journal entries with a series of written, individualized questions based on the
particular teaching context Peterson and Phelps asserted that writing responses 10
the supervisor's questions helps the pre-service teacher engage in higher levels of
analvsis. This type of written dialogue provides support for development of
reflective thinking through on-going collaboration with a knowledgeable other

Role of Narratives of Expenience and of Case Methods in Teacher Education

Narratives of experience, or using storytelling as a way of describing
expeniences with children, supports preservice teachers' observations and

interpretations of their experiences with children (Moore & Lalik, 1992) Case
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methods have been implemented as one effective way to prepare teachers to deal
with the complexities of the classroom (Grossman & Shulman, 1994) By providing
a specific instance of “the messv world of actual practice”™ (p 14), cases offer
opportunities for discussion and analysis that support integration of knowledge
about areas of teaching such as classroom management, school context. student
diversity, and the ethics of teaching In addition to studving cases of other peoples’
teaching, prospective teachers can write cases of their own teaching  Writing about
their initial teaching experiences in narrative form can serve as a vehicle for
reflection and provide an opportunity to select and analvze a particular episode of
one's teaching The knowledge and practical knowledge that teachers act upon 1s
less likely to be prnciples derived from research than to be composed of a repertoire
of cases, of what happened in specific classes with specific children Therefore,
using case methods in preservice teacher education classes can initiate beginning
teachers into explicit pedagogical reasoning (Grossman & Shulman, 1994, Metcalf
& Kabhlich, 1998)

Kasten and Ferraro (1995) found that the process of constructing case
studies in collaboration with one another helped interns find additional insight and
strategies for problem solving in a variety of situations in meeting individual needs
of students Although the individual case studies focused on differing grade levels
and learning environments, the interns were able to transfer shared learnings to their
own experiences and expand their repertoire for accommodating individual special
needs The structured opportunities for reflection assisted the interns in remaining

focused and being able to engage in shared dialogues and collegial problem-solving
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even during periods of intense stress The intemns were able to establish their own
system of support and encouragement, secing each other as a valuable resource
They were able to construct together their understanding of the role of teacher and.
in fact, became a community of leamners The cases that the preservice teachers in
my study wrote during the semester they tutored an individual child were supportive

of this type of reasoning
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CHAPTER THREE

DESCRIPTION OF THE STUDY

The description of the research studv begins with an explanation of the
methodological approaches utilized The context of the studv will be framed by an
explanation of the university where the research was conducted and of mv dual roles
as both instructor for the course and researcher for the studv A brief description of
the course in which the data were collected is given, followed by a brief description
of the eleven preservice teachers who were participants, an explanation of the
procedures for informed consent, and a description of the children they were
tutonng In the following section, the data sources will be described and data
collection and analvsis will be explained In the final section, the social context of
the study will be framed by an explanation of the procedures in the course Then, a
more detailed description of the preservice teachers who were participants will serve
as an introduction to the eleven people whose interactions in the course will become
exemplars of the findings of the studv  As the last piece of the social context, the
literacv frameworks and activities are described

Methodology

The study was a grounded theory participant-observer study (Glaser &
Strauss, 1967), situated in phenomenological and social interactionist theories
Bogdan and Biklin (1992) explain these theories as compatible approaches

Researchers in the phenomenolugical mode attempt to understand the meaning of
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events and interactions to ordinarv people in particular circumstances. Symbolic
interactionists accept the basic assumption that human experience is mediated by
interpretation, which is not an individual act but is completed through interactions
with others From these perspectives, therefore, the definition of self is constructed
through interactions with others (Bogdan & Biklin, 1992)

This study was an examination of the process of development over one
semester early in the preservice teachers' careers Wideen et al (p 148) explained
that * the process of change mav be very subtle and evident only through a detailed
interpretive analysis of individual writing and interviews Comparisons using
statistical techniques often mask such effects © The design of the study. therefore,
is that of interpretive analysis and is closelv aligned with a Vygotskian approach
where the method 1s described as “experimental-developmental in the sense that it
artificially provokes or creates a process of psychological development™ (Vygotsky,
1978, p 63) This approach is a type of dvnamic analysis, focusing on process
analysis  The basic task of research becomes “a reconstruction of each stage in the
development of the process the process must be turned back to its initial stages™
(p 63)

Context
University Context

The research was conducted at a state-supported four-year liberal arts
university in the southwest part of the United States The seventy-five acre campus
of the university is situated in a small city, located approximately fifty miles from

the major metropolitan area of the state The university has approximately 1,500
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students. and the education division is the largest division on campus A large
number of students are commuters, and non-traditional age students are the majonty
among education majors

The university utilizes a trimester system, so that the vearly calendar 1s
divided into 15-week sessions The summer tnmester includes a five-week
independent study term, and a ten-week summer term. dunng which this study was
conducted General education courses at the university are part of an
Interdisciplinary Studies sequence, a team-taught program which allows the student
an opportunity to enrich his or her major field through creative comparison of the
various disciplines General education courses extend throughout the four-year
degree program and are designed to complement and enrich the students’
professional preparation The theoretical framework of the teacher education
program at the university focuses on the role of liberal arts and of interdisciplinary
studies in the process of becoming an accomplished teacher All education students
complete a required core of professional education courses, as well as a required
group of courses for their chosen specialty area The elementary education and
early childhood education programs include a series of literacy methods courses.
including language arts, literature for voung people, and three literacy methods
courses, Foundations of Literacy Instruction, Matenals and Methods for Literacy
Instruction, and Assessment and Instruction of Literacy The first two literacy
courses, along with the language arts and children’s literature course, are designed
to help the preservice teachers understand a broad view of various frameworks and

theoretical perspectives about literacy and to help the prospective teachers develop



an understanding of a wide range of instructional strategies and materials

My Dual Roles as Researcher and Instructor

[ have been a full-time member of the universitv's faculty in the division of
education for the past five vears, and 1 was both the researcher and the instructor for
the course in which the study was completed The study was, therefore, squarely
situated “in my own backyard” (Glesne & Peshkin, 1992), that is, situated in my
own university classroom  The perceptions that | brought into the university
classroom were influenced by my own professional experiences. including my roles
as a regular classroom teacher and as a reading specialist in a Title | program in the
public schools, as a private tutor in literacy, and as an adjunct instructor and
graduate teaching assistant in a parallel course at the comprehensive research
university where my graduate work was being done

Course Context

This study was conducted during one semester of the final capstone course,
Assessment and Instruction of Literacv 1 was the instructor for the course at the
time that the studv was conducted This course addresses a broad spectrum of
assessment strategies, with a focus on assessment as a process of inquiry and
reflection, based on observations of children's participation in literacy instructional
experiences The course provides an opportunity for the preservice teachers to
expand and apply their understandings of instructional strategies as they engage in
one-on-one literacy tutoring with an individual elementary child over the course of
the semester This course is typically taken the semester prior to student teaching

This study focused on one semester of the students' professional education

hn
()



experience, but numerous additional data sources were collected and maintained as
part of a longitudinal studyv that will follow these students into their student teaching
experience and ultimately into their initial classroom teaching experiences as first,
second, and third vear teachers

Participants and Informed Consent

The participants in the course were eleven undergraduate education students
enrolled in a summer semester Pseudonvms have been used for all participants
All of the participants had previously been students in my courses They were all
aware of my doctoral program, because, in my previous courses, | had included
conversations about my research interests and about my progress through my
coursework, general exams, and prospectus development and defense

An explanation ot the research study was part of the first and second class
sessions. The explanation included the points that all of the data would come trom
required activities of the class and that no additional time bevond course
requirements would be necessary for participants The interview process was
explained, and the course calendar was adjusted to exchange three hours of class
sessions for approximately three hours of individual conterences The informed
consent forms were explained, with emphasis on the fact that although all interviews
and activities were course requirements, the students were free to choose not to be
participants in the research and to decline to have the data from their course
participation included in the data sources for the research, without penalty to their
course grades

All eleven members of the class agreed to be participants Six of the



students were elementary education majors, three were early childhood majors. and
two were pursuing dual certification in elementary and early childhood Two
students held previous bachelor's degrees in unrelated fields, one held two
Associates of Arts degrees including liberal studies and early childhood, and one
described herself as the first female in her family to ever attend college Ten of the
participants were females, and one was male One was African American, one was
Native American, and the rest were Caucasian Three (including the Caucasian
male. the African American female, and one Caucasian female) had military
experience Two were traditional-age college students, and the rest were non-
traditional age Nine of the students were parents, and two were grandparents  All
of the students reported some previous experiences with children, although their
experiences varied widely Due to scheduling difficulties and personal
circumstances, two of the students had been allowed to do their student teaching
prior to taking this course

Children Who Were Tutored by the Panticipants

An important component of the course was one-on-one literacy tutonng of a
specific elementary child for two sessions each week The tutoring sessions are
descnibed in more detail in the section of this report that deals with procedures
Children included in the tutoring sessions ranged in age from having completed
kindergarten to having completed sixth grade They had been enrolled on a
voluntary basis by their parents, with no pre-assessments being done of the
children’s literacy development One of the children withdrew from the tutoring

sessions halfway through the course due to family difficulties that made
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transportation to the sessions impossible This child was replaced with an older
sibling of one of the other children Because it was so late in the semester, we had
to find a reliable replacement very quickly The parent of this child had asked to
have him included if anyone dropped out, and the attendance of the vounger sibling
had been reliable Pseudonyms have been used for all the children

Pnor to the first tutoning session, 1 explained to the tutors that I would
request informed consent forms from the parents and the children As part of the
procedures at the beginning of the first session. the parents completed information
about their child at a sign-in table in the hallway Along with the usual information,
the parents received a brief explanation of my dissertation study and the informed
consent form, which they were asked to complete if they were willing for their
child’s work to be analvzed as part of the tutor’s participation in the research | was
available to answer anv questions they might have After the parents responded to
the informed consent forms. the tutors explained the child consent form to their
individual student dunng an early tutoning session and obtained the signature if the
child agreed for their work to be analyzed bv their tutors All parents and all
children agreed to participate and signed the forms

Procedures

The preservice teachers tutored a specific elementary child in one-hour
sessions, two times each week, and participated in class activities three hours per
week They had sixteen sessions with the child. including a student-parent-teacher
three-way conference in the final session. The tutoring was done on campus at the

university, with each tutor and student sharing a table in a universitv classroom



where other tutor-child pairs were also completing tutonng sessions Each tutor was
responsible for planning literacy activities specific to the child’s literacy
understandings and interests, providing all needed texts and materials, implementing
the literacy activities, and completing authentic assessments of the child's literacy
development, based on observations of the child’s interactions during the
instructional activities All of the tutoring sessions were audiotaped by the tutors

The tutors were placed in peer collaborative groups based on the age of the
child they were tutoring Peer collaborative sessions were held throughout the
semester In these sessions, the tutors worked on specific assignments or engaged in
open-ended conversations about the tutoring sessions and the children

Following each wtonng session, the preservice teachers wrote a reflective
journal entry describing in detail the child's response to the activities during the
tutoning session, decision-making points that the tutor recognized as potentialiy
helpful in planning further sessions, and self-assessment comments about their own
teaching | read and responded to the reflective journal entnes in an on-going
manner throughout the course

The information from the tutoring sessions and the interpretation of that
information by the tutor was used to write a comprehensive tutoring report of the
child's literacy development The writing of the tutoring report was done as pan of
an on-going process of assessment throughout the semester The introductory
section, introducing the child and describing their interests, hobbies, family. etc ,
was started as part of a take-home mid-term activity and expanded throughout the

semester as the tutor learned more about the child. As an in-class mid-term activity,
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the tutors worked in their peer groups to develop rubrics for analyzing the children's
development as readers and as writers The groups worked together to analvze
differences among the children in the groups and the wavs that the differences might
influence the critena that would be appropnate for the rubncs  Tutors were free to
adapt their group's rubric to more clearlyv evaluate their own student if necessary

For example, Valerie's student was vounger than any other child in the group.
having completed only kindergarten Therefore. her rubric assessed earlv emergent
reader cniteria based on concepts such as awareness of directionality. word
boundaries, letter recognition, etc . that were not a pnmary concern for the tutors of
the children who had already completed first grade Then each tutor used the
rubrics and analysis of his or her own notes about the student to wnite sections of the
tutoring report that descnbed the child's literacv development as a reader and as a
writer Each section was continually expanded throughout the semester as new
information was gathered from the on-going tutoning experience Descriptions from
the tutor's reflections written after each tutoning session became suppontive evidence
for their hypotheses about the child. as they tned to support each statement that they
made about the children with stones from the tutoning sessions, or became the basis
tor revisions in hypotheses and for descriptions of the child's emerging literacy
development Near the end of the semester, the tutors wrote a summary and
recommendation section, explaining strategies that had been helpful to the child
during the sessions and suggesting activities that the tutor expected would be
appropnate but that they had simply run out of time to implement  As each segment

was completed, the tutors did peer conferences to evaluate and expand their
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understandings of and descriptions of the child's literacy understandings 1 also read
and responded to each segment After this extended process-oriented assessment of
the child's literacy development, a final tutonng report was constructed. and copies
of the report were provided for the child's parent and the child’s school at the end of
the semester

Course activities were structured to provide support for the preservice
teachers' emerging perceptions about themselves as literacv teachers and their
developing beliefs about literacy instruction Some course assignments were
designed to support the preservice teachers’ awareness of their own emerging beliefs
about appropnate literacy assessment and instruction, the influence of their literacy
histones, and their self-efticacy as a teacher, both in general and in the given
context of individual tutoning over the course of a semester These activities
included writing a literacv autobiography and responding to occasional open-ended
prompts for quick-writes during class sessions or as take-home assignments,
frequently in narrative form All data were collected from all of the eleven students

Data Sources

Data sources, as descnbed in detail below, included the preservice teachers'
responses to two types of pre-and-post survey instruments, information about the
tutonng sessions (their lesson plans and reflective journal entnies. audiotapes of each
tutonng session and retrospective think-alouds about one videotaped tutonng
session), student-generated writing (their literacy autobiographies, an introduction
of self paragraph, and their responses to varied types of writing prompts), peer-

collaborative information (peer collaborative group sessions and activities, and peer
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interviews based on student-generated questions). interview data (three individual
interviews with me and one with an outside interviewer), and my field notes about
class discussions and my observations throughout the course Tnangulation was
provided by comparing the muitiple sources of data

Survey Instruments

All students completed two initial questionnaires and two parallel final
questionnaires The survey instruments are included in the appendices of this
report  One survey, modified from the Literacy Onentation Survev (Lenski, Wham,
& Griffey, 1997, 1998). was based on their beliefs about literacy instruction and
their expectations about how they would implement instruction in their own
teaching The other set, modified from the Self Efticacy Survey (Chester &
Beaudine, 1996), asked about their self-etficacv in regard to their own teaching
The selected instruments are self-report activities, which inherentlv depend on such
factors as truthfulness and diligence during completion of the questions In order to
help address these weaknesses, | explained the purpose of the survevs as helping the
preservice teachers understand themselves as teachers The on-going mentoning
relationship that I had attempted to establish with the participants over two previous
courses also helped to alleviate some of the weaknesses of the self-report data. due
to levels of trust and rapport that had been established with most students

[ stressed to the students that the survey responses should be based on their
personal beliefs. and that there were no “right” or “wrong™ answers To encourage
the students to give honest responses, the students did not place their names on the

survey instruments. Instead, the instruments were identified with only a personal
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identification number selected by each student  So that the numbers would be
completely unknown to me, the students did not select their own social security
number or phone number Thev wrote their number in their own notebooks for the
course so they could remember them and use the same number on all of the surveys
they completed. 1 assured them that I would not identify their individual surveys
until after the course was completed and grades were posted The students listed
their personal numbers on a roster. which was then placed in a sealed envelope and
locked in another faculty member's office until the course was completed This was
a precaution to ensure that the surveys could be identified if the students nusplaced
or forgot their own numbers

One of the survey instruments was a modification of the Literacy Orientation
Survey (Lenski, Wham, & Griffey, 1997, 1998) The onginal Literacy Orientation
Survey is a 30-question instrument consisting of 1S statements about teacher beliefs
and 1S statements about teacher practices developed around the principles of
constructivism At the beginning of the semester, students responded only to
modified questions from the Literacy Orientation Survey which related to their
“beliefs” about literacy instruction, because they had not done extended teaching in
an appropriate format to discuss their “practices ~ At the end of the semester, thev
responded to questions about both beliefs and practices. with the questions in the
original survey modified to reflect the one-on-one tutoring format of the course (i e,
instead of responding to a question such as “in your class " they responded to a
question such as “during your tutoning sessions . ")

The second survey instrument was adapted from the Self-Efficacy Survey
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(Chester & Beaudin, 1996) Items concerned perceptions of personal ability and of
teachers' ability in general to influence the growth of students and to influence
factors that lie outside the classroom

Tutonng Session Information

Lesson Plans, Reflective Journal Entnes, and Tutonng Reports

The tutors prepared a lesson plan prior to each tutoring session and wrote a
reflective analysis following each session Tutors completed mid-term, take-home
reflective writing assignments based on the child thev were tutonng, assessment
projects about the child's reading. and assessment projects about the child's writing
The tutors wrote a tutoring report that was given to the child's parents and to the
child's school They also completed several take-home reflective questions. which
included some self-assessment questions

Taped Documentation of Individual Tutoning Sessions

Each tutor audiotaped every tutoring session | provided the tapes, and the
students knew that | would keep the tapes at the end of the course  One tutoning
session for each tutor was videotaped for a retrospective think-aloud, as explained in
the third interview session description below

Analysis of Student-Selected Focus Session

Approximately midway through the course, the students were asked to select
one of their tutoring sessions that had been completed They were asked to listen to
the tape of that particular session and to write reflective comments about their own
teaching and about their student as they listened They submitted these notes, along

with the tape, lesson plan, writing samples, and original reflection about the session.
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Student-Generated Writing

Literacy Autobiographies

Each student was asked to write a “literacy autobiographyv™ of his/her own
life. focusing on experiences as “a literate individual © The students were
encouraged to include specific "stories" from their childhood. their school
experiences. their personal lives, and their university experiences The day that they
submitted their literacy autobiographies, they completed a quick-write in class,
describing the process of completing the assignment

Self-Introductory Paragraphs

These paragraphs were written to provide information about the students'
selection of ways of representing themselves | was acquainted with the students
trom having them in previous classes, so in order to avoid having the assignment
feel like a contnived task. 1 asked each student to write a paragraph introducing
himself or herseif to an unknown person, such as someone who might help with data
analvsis. The tutors' selection of elements to include in the paragraph was the
primary data from this activity, but | also | kept field notes about the questions they
asked and the comments they made

Reflective Writing Assignments

In addition to the reflective journal entries, described in the previous section,
that the tutors wrote describing each tutoring session, the students completed
numerous quick-writes and learning logs during class throughout the semester
These were written during class in response to course readings or to prompts that

were given. Some of the prompts were specific, while others were more open-



ended. such as simply asking the students to wnte about their tutonng sessions, their
reaction to course activities, or questions or concerns they might want to convey

At the end of the course, each student completed individual take-home
reflective writing assignments The assignments included. for example, describing a
“good™ teacher. describing their own “ideal teaching position,” wrniting a metaphor
for school. and completing a “self-report card™ on themselves as a teacher (Anthony.
Johnson. Mickelson. & Preece. 1991)

Peer Interaction Components

Peer Collaborative Group Sessions

Throughout the semester. the preservice teachers had an opportunity to
participate in several collaborative conversations, a tvpe of “enterprise” (Smith,
1988), 1n a small group format with peers in the class (Hollingsworth, 1992) These
course activities supported the preservice teachers in a process of engaging in
reflective discourse about the tutoring session, in order to create a collaborative
interpretation (Wideen et al , 1998) of the observations recorded by the tutor These
sessions provided an opportunity for extended reflexive discourse and writing in an
interpretive zone (Wasser & Bresler, 1996). where researchers' individual
viewpoints and experiences come together in a process of joint inquiry, piecing
together observations and interpretations in the manner of a “bricoleur,” a researcher
in the process of constructing a “bricolage™ or collage-like image that portrays both
the observations and the interpretations of the researcher (Denzin & Lincoln. 1994)

The students were placed in three collaborative groups, based on the ages of

the children they were tutoring. Two groups had four students and one group had

63



three The tutor for the child who withdrew from the tutonng sessions changed
from the lowest age group (four members) to the highest age group (onginally three
members) when she started working with her new student.

The collaboration time-periods in the class provided opportunities for open-
ended discussions of the children's literacv development, responses to activities in
the tutoning sessions, inquiry points that the preservice teachers were considering,
resources the tutors used for their inquiries, and the process of constructing the case
report about the child that thev had tutored In addition, the collaborative groups
were occasionally provided with prompts during a portion of the discussion time

The groups completed four tape-recorded conversation sessions  The first
two were very open-ended The tutors were simply asked to talk about their
students, their tutonng sessions, their planning, etc  The third included those same
topics, but in addition the tutors were given copies of the state's curriculum
objectives for reading and for language arts and asked to think about their students
in relation to these objectives The fourth included an opportunity for general
discussion of the children and the sessions, but the tutors were also asked to talk
specifically about the decisions and decision-making processes they had used
throughout the semester
Peer Evaluation of Working Portfolio

During one class period. the students selected a partner and exchanged their
working portfolios of lesson plans, writing samples, reflections, etc. They each
made notes and wrote comments to their partner as they read through the working

portfolio. The notes were written in a format that these students have used

64



repeatedly in my previous literacv methods courses as they have responded to peer
projects and presentations In previous courses, | have explained the process of peer
feedback in a parallel way to a format that elementary children can utilize when they
are engaged in peer editing or in responding to pieces of writing that other students
have done In this process, the peers learn 1o look for positive points, which thev
describe as “compliments * They also leamn to look for ways to expand or refine the
writing, and they describe these points as “questions ” Dunng the peer evaluation
of teaching portfolios, the students divided a piece of paper into two columns
headed “compliments”™ and “questions”, then jotted comments in each column
throughout the process of reading the working portfolio At the end of the class
period. they completed a quick-write describing their reaction to the process

Student-Generated Interview Questions, Peer Interviews, and Reflections

Following a discussion in class about the types of questions that might be
part of interviews for teaching positions, the students were interested in an
assignment to pretend that they were in charge of interviews of prospective teachers
and to write at least five interview questions that they thought would be the
important things to know about a prospective teacher They wrote the questions as a
take-home assignment and submitted them to me one week later

They then selected a partner among their classmates and met outside of class
time to interview each other They tape-recorded these sessions. Most groups met
in pairs and asked their own questions and responded to the questions written by the
same classmate One group included three students Each of these students asked

the questions he or she had written to one classmate and responded to the questions
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written by the other student in this group The day that they submitted the tapes of
the interviews, they completed a quick-write in class, describing their reaction to the
process of writing the interview questions and of conducting the peer interviews,
from the perspective of the interviewer and of the person who was being
interviewed Dunng the second individual conference with me, each student
responded to his or her own questions

Interviews

Individual Conferences/Interviews with Researcher

All preservice teachers participated in three individual conferences with me
Two of those interviews were approximately thirty to forty-five minutes long, and
one lasted about an hour and fifteen minutes The conference conversations may be
viewed as participant construct interviews (Goetz & LeCompte, 1984) While
questions were pre-planned, the wav that they were implemented in the interview
was shaped in response to the conversation that the preservice teacher initiated The
conferences focused on the preservice teachers' process of inquiry as they planned
and implemented the literacy activities with the children, including what decision-
making points they recognized and what they were learning about themselves as
teachers In addition, they were asked to comment on anv changes theyv perceived in
their own literacy orientation and self-efficacy as a teacher during the semester. to
discuss resources they had used, and to add any other comments they might have
had about the structure of the course and about their learning as they participated in
the course. The tutors brought their teaching portfolios of lesson plans, reflections,

children's writing samples, etc to each interview, and they were aware that 1 would



let them open the conference by talking about their student

During the first interview, early in the semester. the planned semi-structured
interview questions were embedded into the conference conversation if the topics
were not addressed by the students during the discussion Interview questions
included (1) Tell me about vour tutoning sessions (2) What are vou learning
about vour student” (3) What are vou learning about yourself as a teacher” (4)
What are vour previous experiences with children” (5) What goals would vou set
for vourself in this class” (6) What questions do vou have. or what else would vou
like to talk about”

The second interview, conducted approximately mid-wav through the
semester, included the following prompts (1) Talk about vour tutonng sessions (2)
Describe in detail the process vou are using for planning vour tutonng sessions (3)
What resources are vou using as you plan® (4) What changes are vou making
during the tutoring sessions” (5) Talk about the peer collaborative sessions (6) Do
vou have any questions or other things vou would like to talk about” In addition,
the preservice teachers responded to their own peer interview questions

Retrospective Think-Alouds about Video-Taped Sessions

A third conference was conducted near the end of the semester 1t provided
an open-ended opportunity for the students to make comments or ask questions
about the course, their tutoring, or any other topics that they wanted to address The
semi-structured conversation included the prompts (1) Taik about vour tutoring
sessions  (2) Talk about your expectations and goals and vour questions and

concerns about becoming a teacher. (3) What parts of the course have you found
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helpful? (4) What suggestions can you give to help make the experience you have
had in this class better”

This session also included a retrospective think-aloud (Pailliotet, 1997)
about their tutoring session which had been video-taped 1n order to lessen the
influence of the video-taping. the camera was set up in a corner of the classroom
and arranged to capture two or three sessions in progress The tutors were aware of
the day that their session was being video-taped. but the taping was not pointed out
to the children The tutors knew that the purpose of the videotaping was for them to
watch during our third individual conference while they completed a retrospective
think aloud with me Duning the interview, the tutor's own audio-tapes of the
session provided the audio for the retrospective analysis, while the tutor watched the
video-tape and talked about the session  As they talked. I asked unstructured
interview questions, focusing on the decisions they made duning the tutonng
sessions and their rationale for anv changes or adaptations they mav have made

Exit Interview with Outside Interviewer

An exit interview of approximately twenty minutes was held during finals
week It was conducted by a graduate of the university's teacher education program
who is currently teaching in the local public school This interviewer was not
personally acquainted with the students, but she was tamiliar with the structure of
the teacher education program and of the particular course in which the study was
conducted The students had completed their final surveys. and the interviewer
asked them to elaborate on their answers to the surveys The interviewer also asked

them to talk about the processes involved during the course, and she invited them to
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make any other comments they would like to make The students were informed
that | would not listen to the tapes of these conferences until after the course was
completed and grades had been posted

Other Conversations and Notes

Throughout the course and the process of data analysis, | kept a field-note
journal of my observations, class discussions, student comments and questions, and
other thoughts and ideas Frequently throughout the course, students came into myv
office to talk with me in informal conversations A few of these were tape-recorded.
and others were noted in my observation journal

Data Collection and Analysis

At the time that I was teaching the course and simultaneouslv collecting the
data, | acknowledged tensions between my dual roles as instructor and as researcher
At every point in time, | tned to consciouslv think about when | should intervene
and direct. and when [ should simply observe and analvze the preservice teachers’
decisions This type of tension is alwavs present in a teaching model that
encourages students to construct their own ideas about appropnate teaching,
especially in this particular course My awareness of the challenges in this type of
facilitator/teacher role was heightened. however, as | added the lens of researcher to
my thinking process

Data analysis began, although not in a formal way, during the time that the
course was progressing and data were still being collected The informal analvsis
began as | was reading and responding to students' reflective logs, meeting with

students for interviews, keeping copies of student-generated antifacts, and trying to
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maintain the balance between instructor and researcher--trving to consciously
evaluate my own role | kept a journal of my own thinking throughout the process

This stage of data collection and analysis was adapted in response to my
perceptions of the students. Listening to the tapes of the peer group sessions and of
the first interview and developing some preliminary hypotheses helped me decide
on types of reflective assignments that might help to clarify some of the students’
ideas that did not seem to be articulated in the data sources to that point My
reflections about the interactions in the course shaped manv of the activities that we
did in class and the assignments that I gave to the students Reflective writing
assignments were developed about topics that were of concern to the students or
about issues of concern to me as a researcher that were not being elaborated in their
reflections or in the intal interview

The second interview with each student was structured somewhat around
some common questions, but was also quite open-ended as 1 invited them to simply
talk about their tutonng In addition, | asked the students to respond to the peer
interview questions that they had personally written

The third interview was a retrospective think-aloud about one of the tutonng
sessions, which had been video taped The pnmary focus of this interview was for
the tutor to watch the videotape and describe his or her decisions during the
particular tutoring session Again, they had an open-ended opportunity to talk about
any other topics that they wanted to discuss

Transcribing the tapes and organizing the data consumed several months |

kept a journal of field notes and ideas as I transcribed Finally. the data were
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assembled. and data analvsis began with the survev results The next step was to
read interview transcripts and reflective journal entnes, trving to be aware of the
themes that surtaced again and again It was extremely ditficult at this point in the
data analvsis not to jump to conclusions, or not to make generalizations based on
my overall impressions and knowledge of the students

As a part of the analvsis process. | tound important support in dialogues of
my own | spent time in conversations with the person who had conducted the exit
interviews with the students and with other colleagues [ tfound that, just like the
preservice teachers, | valued and needed interactions with others who could help me
clarify my own questions and interpretations

Because of the interactions in the study. captunng the complexity by simpliv
looking at the data for each individual student did not seem possible Instead, the
entire group became the primary unit of analvsis The next step was to develop
ways to analvze and describe how characteristics ot individual students were similar
or diverse, and to analvze ways that smaller groups of students had reacted to the
components of the research

More formal data analvsis started with the preservice teachers' written
reflections of their individual tutoring sessions 1 selected a sample of four students,
deliberately choosing a range of students who represented diverse types of thinking
and different levels of confidence. and read through all of their reflective journal
entries, including the focus session reflections The categories of topics that the
sample students had included in their reflections became pant of a descriptive rubric

for analyzing each tutor’s portfolio of reflections Topics were diverse Some dealt
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with affective issues, either on the part of the child or on the part of the tutor Many
dealt with descriptions of the child's literacv behaviors and with descriptions of
instructional activities that had been implemented Some dealt with the tutors’
reflections about the literacy interactions, describing strategies or activities that had
worked well, discussing materials that had been utilized. making connections to
previous sessions, or setting goals for future instruction Many of the tutors
included self-evaluative comments Some of the comments described their
decisions during the tutoring sessions, and other comments analvzed their
reflections following the sessions and in preparation for the instruction that was to
come

Then | went back through the sample students' written reflections, coded
idea units for the rubric in the margins ot the reflections, and transferred a tally of
the units onto a rubric sheet for each individual student  The rubric had room for
notes about stratewies and skills taught. tvpes of matenals used. and other
comments As | coded. | constructed lists of comments that seemed to be exemplars
of each type of idea unit

After two students’ reflections had been coded. the coding categortes were
expanded shightly  For example, the oniginal category of “decoding™ was clarified
to describe the processes of identifving specific words in text, and an additional
category of “oral reading™ was used to describe issues including fluency or
inflection In the onginal rubric, the issue of spelling had been coded as one of the
conventions of writing However. the students' reflections had consistently

addressed spelling as a separate issue, so the rubric was expanded so spelling could



be analvzed apart from such issues as sentence structure, capitalization. and
punctuation The first sets of reflections were recoded to align with the new
categories An added space for “other” provided a way to document comments that
did not seem to fit into any of the general categones

The arravs of topics were organized into tentative coding categones, and the
four students’ retlections were reread and coded with the tentative coding categones
The reflections of the remaining seven students were then read and coded  Topics
and concerns that had not been mentioned by the onginal four students were noted.
and coding categones were expanded accordingly  The reflections of the onginal
students were reread in search of instances where the new topics had been
mentioned

The coding categones were noted in the margins of the reflection entnes,
and each instance of a particular code was transferred to individual coding sheets for
cach preservice teacher The number of instances of the codes was determined and
transterred to a coding summary sheet to displav the patterns of topics mentioned by
all eleven of the preservice teachers

Coding categones were grouped into topics. including (1) aftective
components. (2) descriptions of the child's literacv understandings, (3)
implementation components, and (4) evaluative and goal setting components
Subcategones were grouped within each of the overarching topics  The aftective
components included subcategories of both child affect (interest. engagement in
tutoring session, feeling of success, reluctance, etc ) and tutor affect (enjoyment of

session, feeling of success, frustration, etc ) Subcategories of the tutors' comments
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about their perceptions of the child's literacy understandings included descriptions
of varied components of reading (understanding and response to texts used in the
sessions, oral fluency. and decoding). varied components of writing (content of
ideas expressed in the child's wnting. use of conventions, and spelling
development), and descriptions of the oral discussions and interactions with the
child Subcategones of implementation components included descriptions of the
texts and other materials used in the sessions, explanations of strategies and skills
implemented. and descniptions of some of the sources of their ideas  Under the
overarching theme of evaluative and goal setting components. subcategones
included connections to previous sessions, descniptions of the child's progress or
lack thereof. descriptions of what the tutor thought he or she should have done
ditYerently. descriptions of what the tutor thought he or she did well, and plans for
future tutonng sessions

Some of the students were quite brief in their comments, while others were
very articulate and detailed Therefore, the simple tallv of the number of times that
a topic was mentioned was considered. but did not seem to be the only appropnate
type of analvsis of the tutor's perceptions  In addition, the patterns of emphasis were
noted For example, patterns were evaluated as to whether the tutor consistently
focused on one coding category much more than others or whether thev described a
broader analysis of the tutonng sessions  Affective comments were compared from
the perspective of both positive and negative comments about the child's feelings as
well as about the tutor's feelings Self-evaluative comments were also grouped into

positive and negative statements and into goals for future sessions
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The next pieces of data that were analvzed were the transcriptions of the
peer group collaborative sessions The transcriptions were read. and comments
from each of the tutors were described in a tally sheet with columns for each of the
participants in that collaborative group The comments were noted in categones of
(1) descnptions of the child thev were tutoning, (2) suggestions to the other tutors.
(3) requests for help. (4) evaluative comments of their own teaching, the success of
the sessions. and goal-setting. and (5) connections to personal literacv experiences

Finallv. the student-generated pieces of writing, the individual interviews,
and the retrospective think-aloud sesstons were analvzed for information about the
categones described above In order to develop descriptions of the tutors’ personal
histonies with literacy and the components of their own backgrounds that thev
considered relevant, individual descriptive summanes were developed for each
preservice teacher from their literacy autobiographies, their self-introduction
paragraphs. and some of the quick-write paragraphs that they completed throughout
the semester These descriptions were supplemented with their individual
comments from the data analvsis process of peer group collaborative sessions and
interviews  The responses to the surveys were analvzed. along with notes about the
comments the preservice teachers made in the exit interview that explained their
responses

From this broad collection of data. analvsis proceeded in a cross-case
fashion, looking for trends that cut across the individual students Analysis was
done both within each of the individual cases and by variables across the cases as

well (Gall. Borg. & Gall, 1996) After all of the data were analyzed and
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categonzed, | searched for themes that cut across the coding categones and across
the multiple data sources | tned to analyze holistically, as well as based on the bits
and pieces of data. This type of holistic analysis moved away from looking at the
individuality of the students to a position to consider the particular “discourse
community” we had become (Gee. 1990)
Social Context of the Study
Course Components
In this course, the prescrvice teachers were responsible for both aftective and
instructional components of literacy tutoning for one specific child over the course
of a semester The tutoring component of the class was the first extended authentic
teaching experience for most of the preservice teachers This setting was selected
for the study because it provided the students an opportunity to explore their roles
and responsibilities as literacy teachers in a less complex situation than they
encounter in field-based experiences where they have to contend with a classroom
of children and with contextual issues of the school and of the cooperating teacher
One of my perceptions, based on my prior teaching experiences, was the
importance of a risk-friendly collaborative environment in classrooms, both at the
elementary level and at the university level Therefore, | encouraged the
development of personal connections with my university students in this course and
in my other teaching roles as well  The university where the research was
conducted is small enough for faculty members to become well acquainted with
students, since faculty members generally teach each student in several courses and

interact with them through campus activities.
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Therefore. the relationship in this study was one of co-construction of
knowledge The preservice teachers were developing their own definitions of
effective literacy assessment and instruction for their assigned children At the
same time, | was developing my own understandings of the processes that the
preservice teachers were using and of more cffective ways for me as a university
educator to support students as they worked their way through building their own
understandings The process of inquiry that was used and my close interactions
with the students added depth to my interpretations of the data by making me more
keenlv aware of the thought processes and concerns of the preservice teachers
While the reciprocal construction of knowledge created a tension between my dual
roles as teacher and as rescarcher, the influence of the researcher is inherent with the
socially-constructed data in rescarch that is based on human interactions
(Smagonnsky, 1995) My awareness of the tension between my roles was constant
throughout the data collection, analysis, and interpretation

The Preservice Teachers

This discussion will begin by personalizing the demographic information
about the students The similarities and the diversities in the preservice teachers'
personal literacy histones will be briefly described as an introduction to the
individual students in the group These introductions are given to serve as a context
for the use of individual students' comments as examples of varied points of
discussion throughout the remainder of the study Although other elements were
embedded throughout the data sources, the examples have been selected as

exemplars of primary themes
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The conversations in the context of this study included ten female voices and
one strong male voice Hannah, Valerie, and Jeanette were early childhood
education majors Tammy, Elaine. Laurie, Molly, Allison. and Steve were
elementary education majors Samantha and Betty were pursuing dual certification
in elementary and carly childhood education, and due to scheduling difficulties and
personal circumstances, they had both been allowed to do their student teaching
prior to taking this course

Two of the students, Samantha and Elaine, were traditional-age college
students. in their twenties Five students were between thirty and forty vears of age,
and four were over forty Nine of them were parents, and Jeanette and Hannah were
grandparents The two traditional-age students, while not parents, had extensive
experience with younger children  Samantha was the second child in a family of
eight children, so she used her younger siblings as her lens of experience, and Elaine
used the children for whom she baby-sat regularly as her reterence group

In addition to their familv-oriented experiences. all of the tutors descnibed
prior experiences with children bevond the requirements in their teacher education
coursework. Some of their experiences had come from interactions with children in
public school settings Molly had worked as a teacher assistant  Steve had
experience as a substitute teacher and as an instructor in military settings. and he
had completed two voluntary paraprofessional experiences of one hundred hours
apiece as independent study projects dunng his teacher education program Betty
and Samantha had worked as tutors through federally funded programs in the public

schools. Elaine had been part of a tcacher cadet program while she was in high
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school Jeanette had worked with kindergarten children for four years in a school
summer program as a high-school student, and she also had experience as a teacher
in several day-care centers, including one at a two-year community college

In addition to Jeanette's experience, other tutors reported that they had
plaved roles in educational settings outside of official jobs in the public schools
Tammy had dav-care experience and reported that she had taught in a Montesson
School as well Allison and Laurie both had extensive volunteer experience in the
schools where their children were students and had worked with children in vouth
organizations Hannah had helped to raise eleven foster children and had hosted
international exchange students Valerie, and several of the others, described
working with children in church settings such as Sunday School, Vacation Bible
School. and church camps

Some students already had educational backgrounds at the higher education
level Laurie held a previous bachelor's degrees in entomology. Betty had a
bachelor's degree in psvchology, and Jeanette held two associates of arts degrees
including liberal studies and early childhood Hannah was especially determined to
complete her degree, since she was the first female in her family to ever attend
college

The students’ cultural and ethnic backgrounds had some shared components,
but diverse elements were also represented Jeanette was African American, Betty
was Native American, and the rest were Caucasian.  Five of the students, Elaine,
Valerie, Samantha, Laurie, and Molly had lived most of their lives in the state or in

similar types of cultural backgrounds Most of these students' childhood educational
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backgrounds had been in rural schools. and thev believed these types of school
settings provided a positive educational experience Betty was Native American.
and was a life-long resident of an arca where Native Americans were a significant
minority. She had set a personal goal of working for her Native American tnbe, the
Chickasaws, after graduation Hannah had lived in several surrounding states and
enjoved discussing the different ways of using language in different areas where she
had lived Four students had more diverse backgrounds which they used to shape
their understandings of the complexities of teaching, although in personal ways
Jeanette, an African-American, talked extensively about her childhood in the public
schools of Chicago and described experiences that contrasted sharply with the rural
background of many of her peers She, along with Steve and Tammy. had served in
the military Alhison and her family had lived in several states, and she described
her experiences by stating,
My husband is a pipeline inspector and travels quite a bit  One plus is that
we get to see many places in the United States It's always fun to see
people's lifestvles in different arecas  When my husband was in Montana, he
oecame friends with an elder of a German community It was interesting to
hear about their lifestvle. They had only one telephone in their community
and only the elders were allowed to use it Also. the children spoke German
until they were 12 or 13 years old. It was then that they were allowed 10
learn and speak English. The elder calls my family once a year to see how
we are doing. It is amazing how much diversity there is in this country

Allison and the other students who had more diverse backgrounds frequently shared
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their own experiences with the other tutors in the course in a way that helped to
extend the visions of their peers

Literacy Frameworks and Activities

The course experiences gave the students a broad exposure to varied types of
literacy assessments. Some experiences gave the preservice teachers an awareness
and understanding of formal types of assessments, but the primary model for
assessments and for instruction in the course was one of instructional mediation
(Dixon-Krauss, 1996) This dynamic framework is based on Vygotskian principles
of literacv as a sociallv mediated activity, so that assessment and instruction are
mutually reciprocal processes The model begins with teacher mediation within
literacy activities This interaction provides evidence so that the teacher can analyze
the student's literacy understandings, the influence of the texts and the tasks that are
included in the literacy experiences, and the influence of varied types of teacher
interactions on the child's responses This reflective analysis is part of a process of
understanding the types of literacy experiences which are appropnate within the
child’s zone of proximal development (Vygotsky, 1978) The reflective analvsis
then mediates the teacher’s decision-making processes, both dunng the actual
instructional expenence with the child and following the tutonng session, in
preparation for the literacy experiences that will follow In this decision-making
process, the teacher is expected to analyze both the reader's charactenistics and the
text's characteristics, to select and apply appropniate literacy strategies, to adjust the
activities during the tutoring sessions in response to observations about the child,

and to utilize observations of the child’s reactions to the strategies implemented as
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the basis of future planning The teacher’s understanding of this particular child.
and in a larger sense their understanding of teaching, both guide and evolve through
the social interaction occurring during the tutonng sessions (Dixon-Krauss, 1996)

The students also read professional materials which introduced the Gradual
Release of Responsibility model of instruction by Pearson and Gallagher (1983) and
the concept of scaffolded instruction. Both of these concepts are centered on the
interactions between teacher and student in an instructional event Thev emphasize
the importance of reflective evaluation on the part of the teacher in determining
interactions with the child which will facilitate leaming at the peak of the child's
zone of proximal development by providing consistent support. but no more support
than the child needs. in order 1o be successful with the challenges of a literacy
experience

The preservice teachers had the freedom to use the tutoring sessions as
opportunities to explore their own beliefs about literacy instruction and to assess
their own understandings of literacy strategies Within the context of the tutonng
sessions, they could construct their own ideas about appropnate ways to support the
child's literacy development through instruction, and then thev could use their
observations to assess the child's literacy understandings They were free (o utilize a
wide array of instructional strategics that had been presented in the previous literacy
methods courses or to develop activities based on their own ideas and resources
My role was to be available to participate in discussions of their reflective process,
and to provide encouragement and suggestions when appropniate, in a type of

instructional mediation with my students that paralleled the process that the
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preservice teachers were learning to usc in their own teaching  The preservice
teachers sometimes became frustrated that they did not have one specific model of
the "right way" to provide instruction for their student or to present their findings
about the child. but they began to understand that thev could construct their own
ideas about appropriate teaching with this child in this context

Some broad parameters and some broad categones of activities that needed
to be done were part of the course requirements For example. each tutoring session
needed to include both reading of connected text and some sort of writing activity
where the child composed and transcribed i1deas, in whatever wavs were appropnate
for that child's individual hiteracy development  For children who were not vet
reading conventionally, these activities might appropnatelv include listening to a
teacher read-aloud. participating in choral or echo reading of predictable or
repetitive text, engaging in storvbook reading behaviors (Sulzby, 1985), and writing
in pre-conventional ways such as through pictures, scribbles, pretend cursive, letter-
like shapes, random letters, or emerging stages of inventive spelling  Sometime
during the semester's tutoring sessions, each child needed to read or hear both
narrative and expository text, to read both familiar and unencountered text, and if
they were conventional readers, to read silently as well as orally Some assessment
strategies were part of the course readings or were modeled in class Examples of
these included how to do a miscue analysis and running record of a child's oral
reading; how to set up a protocol for a child's retelling of a text, how to analvze a
child’'s writing samples for both content and conventions of writing, and how to

interpret scores from informal reading inventories, s:tandardized tests, and published
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surveys Some developmental checklists were used as part of the analysis process,
including the State Department of Education’s curnculum objectives for literacy
However. the way that each tutor integrated those ideas and implemented
them with his or her own elementary student was a personal process. In this study, |
deliberately tried not to mandate specific instructional activities, but instead
encouraged the diversity of the preservice teachers' ideas and of their personal stvies
of interaction with the children. It was vital for them to complete this decision-
making process for themselves, adjusting to the reactions and literacy development
of the child they were tutoring It was also vital for me to be available to facilitate
their development by askirg questions, scaffolding and supporting their
understandings of instructional strategics and of interpretations of assessment data,
and simply by participating in the dialogues of the course  Through these
interactions, we developed into a community of learners, where we all were
ultimately concerned educators, seeking the most effective lcaming environments
for our students--myself, for the university students, just as surely as the preservice

teachers were doing for the elementary children
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CHAPTER FOUR

FINDINGS AND INTERPRETATION OF DATA

The preservice teachers' conceptualizations of self as teachers of litcracv and
their theoretical beliefs about hteracy and literacy practices which formed the bases
of their decisions throughout the semester were woven through the multiple data
sources  Sometimes these conceptualizations and theoretical positions were
expressed openly and explicitly in the preservice teachers' own words in interviews,
conversations, and written reflections At other times, their conceptualizations and
theortes were more tacit and unarticulated, but embedded nevertheless in the
decisions and decision-making processes the preservice teachers used in their
instructional role as teacher and in their interactions as professional collaborator in
this particular literacy context

The findings that emerged from the studv were complex. and separating the
varied themes for this discussion was difficult because the data sources and the data
that were collected were often overlapping and reciprocally tied to other pieces of
evidence and ways of describing the preservice teachers' conceptualization of self
This very nature of the findings was an integral part of developing the following
overarching themes of the preservice teachers' conceptualizations of self as teachers
of literacy and of the decisions and decision-making processes that these teachers
employed in this particular social context Please see Appendix A for a table of the

three themes and related findings.
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(1) Theme One Conceptualization of self as a teacher of literacy ts
multidimensional

(2) Theme Two. The decisions and decision-making processes emploved
were related to the preservice teachers' conceptualization of self as a teacher of
literacy

(3) Theme Three. Changes in conceptualization of self as a teacher of
literacy were multidirectional and interrelated

Theme One Conceptualization of Self as a
Teacher of Literacy 1s Multidimensional

One's conceptualization of self is complex and emerging From a
sociocultural perspective, conceptualization of self is personal and is constructed
difterently for cach individual 1t is also constructed difYerently for cach person at
different times and under different circumstances (Dixon-Krauss, 1996, RogoffT,
1990, Vygotsky. 1978). From the analysis of the data for this study, five
dimensions of the conceptualization of self as a teacher of literacy were examined
There were multiple topics and sub-topics throughout the data, but these five
dimensions seem to be superordinate ways of collapsing the data The dimensions
included (1) personal literacy history, (2) sense of sclf-efficacy, (3) understandings
of literacy instruction, (4) ways of thinking about and dealing with complexity, and
(S) interactions in the social context

Each of the dimensions will be introduced, and examples from each
dimension will be presented by using evidence provided by several data sources

Conceptualization of self was embedded in their literacy autobiographies, in the
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self-introductory paragraphs, in the character maps they constructed about
themselves, in other written pieces, as well as throughout their reflections about
tutoring sessions and their comments in peer collaborative groups and in interviews
In many cases, the dimensions overlap, so the separation of examples did not fall
along clean lines

Dimension Personal Literacy History

Manv of the picces of evidence about the dimensions of the preservice
teachers' conceptualizations of self as teachers of literacv were embedded in the
memories they described. both in their literacy autobiographies and in their
discussions during peer collaborations or interviews These types of evidence could
logicallv have been presented as part of their personal literacy histones (Roe &
Vukelich, 1998) or as pant of one of the other dimensions, because the dimension of
personal literacy history was reciprocally tied to all of the other dimensions The
extensive overlap of their personal literacy history with the other dimensions lends
credence to the proposition that personal literacy history is a powerful dimension of
one's conceptualizations of self as a teacher of literacy For example, tutors
evaluated their understanding of literacy instruction by making comparisons to their
personal knowledge of instruction in public schools, cither based on their own
experiences when they were children or on experiences they remembered from adult
roles in schools. Their ways of thinking about the complexity in the tutoring
situation was often tied to their memories of similar learning experiences in their
own literacy history. This process of comparisons between their own personal

literacy experiences and the tutoring experiences became one way they started to
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think reflectively about their own teaching

Each preservice teacher's personal literacy history was a powerful influence
on not only his or her views of self, but on views of school as well The
descriptions of the tutors' memories were told in their literacy autobiographies The
tutors also discussed these components in the peer conversations, in interviews, and
in student-generated pieces of writing. Whether the memory was pleasant or less
positive, the preservice teachers' conceptualization of self as a literacy teacher had
been shaped by their memories from school, from home, and from work

School Memories

The preservice teachers' own experiences in school as children sometimes
had been very positive and had influenced their goals to provide similar successes
for their students For example, in one of the peer conversations, Valerie described
a seventh-grade English teacher who had encouraged her creative writing talents as
someone who had "really changed the things | believed | could do 1 hope I can do
that for some kid someday " Jeanectte talked about a fifth-grade teacher who had
taken her aside, scolded her for "being lazy" about doing her work, and challenged
her to set high goals Mrs. Collins told Jeanette that she believed in her, but it was
up to Jeanette whether she " tumed out to be anvthing worthwhile or not 1 don't
know where 1 would be today if it hadn't been for Mrs Collins." Jeanette stated,
"but [ sure don't think I'd be sitting here, getting ready to be a tecacher "

For other students, memories of school were less positive  Molly, for
example, was one of the strongest students in the group of preservice teachers, but

her memories of school were ones of struggling.
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| realized that reading was going to be hard for me My family moved when
I was six years old | had completed kindergarten and first grade in another
state, so | was placed in second grade | really struggled with reading and
writing It was so frustrating to me that my vounger sister in kindergarten
could easily spell words I tried all week to leam 1 will never forget trving to
learn to spell umbrella, Indian, and elephant as long as I live In fact. 1 don't
want to forget that experience | want to remember this struggle so | will
realize that children can struggle, but they can also be successful readers and
writers over a period of time

Luckily for me, | was placed in a remedial reading program that used
an auditory approach with tapes of books that I followed along with the
print | do not think that | would ever have learned to read just with phonics
My memories of phonics are vague, but what | remember is that | never
could really hear the sound the teacher said was there within the letters My
steps to literacy. although unsure at times, gave me a valuable lesson in that
students can leam through different mediums, whether it be visual or
auditory  After a year of remedial reading, | was placed back into the
regular classroom  Dunng the sixth grade, my class was divided into two
classrooms At this time. schools placed high and low achievers into
separate groups | was sort of straddling the fence Consequently, | believe
being placed in the higher group was the turning point in my life It was
shortly after this time, | realized | was a reader

For students like Jeanette and Molly, whose experiences in school brought
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unpleasant memories, conceptualization of self as a teacher of literacy included the
responsibility of teaching in a way that would ensure that their future students
would have more positive memories than their own

Home Memories

Memories of literacy experiences at home also had a powerful influence on
the preservice teachers Molly said that her family had always been very involved
in supporting her literacy development. so she had consulted her mother for help in
the process of writing her literacy autobiography Her mother had reminded her that
they had read and reread manv books. including Mollv's favorite Golden Books and
Mother Goose Nursery Rhymes Her mother's favorite memory, she said. was of
Molly looking at the pictures in a book and telling a "story not even close to the
printed words " Molly made the connection between her own literacy development
and our discussions in class of Sulzby's storvbook reading behaviors (Sulzby, 1985)
She commented,

Just watching my mother and my three-year-old niece read a book about Big

Bird over and over proved to me that children actually can learn to read

through repetition and modeling My mother would read, ‘Big Bird plays the

tuba' and my niece would read 'and Little Bird plays the piccolo’ with the
same inflection my mother had read to her so many times before

Family members had also impacted other preservice teachers' memories of
literacy experiences Samantha, Allison, Jeanctte, and Valerie all exchanged stories
in one of their meetings. Valerie recalled playing letter games with her

grandmother, forming letters with a flexible yardstick. Jeanette added her memory,
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I thought of my sisters We would all be in the bed. reading to each other.
and I think that's how we learned to read. really read Even though my mom
would make us read in the evenings, | think where I really learned to read
was in bed. reading to each other, and cracking jokes about looking upside-
down at the book It was fun We all got a chance to read to each other
Allison summed up the importance of positive experiences when she said, "It's
funnv how we take things we enjoyed when we were young and use it with kids that
we come in contact with today "
Tammy's literacy experiences, she said, had "exclusivelv been positive
ones " She explained that she had developed a love of reading and a passion for
seeking out information based on those positive literacy experiences She described
many memories of her mother reading to her as a young child In acknowledging an
interpersonal connection that goes beyond just reading the books, she stated, "I
believe a child feels special and loved when a parent takes the time to read to a
child " Although both of her parents were avid readers and there were many books
in her home, her favorite memories were of riding her bike to the public library
She also enjoved recalling trips to the mall, where each of the children, as well as
her mother, went to separate areas of the bookstore to browse for books She smiled
broadly as she explained, "We appreciated new books as much as new shoes!' |
believe that if a parent takes their child shopping at the mall, they should at least
offer to go into the bookstore in the same manner they would visit the toy store "
Steve's memories of literacy in his home contrasted sharply with Tammy's,

but he still considered them to have had a positive influence on his literacy
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development He contrasted his own childhood home literacy experiences to his
perceptions of those of his student He imitated his parents’ stern voices as he
commented in one of the peer sessions,
My parents would line me up and have books, you know, and say. vou're
gonna read' . I just don’t think my guy has parents that will do that for him
Now. I think he gets that at Grandma's Grandma has books But | think
one thing is that there may be a little bit of aliteracy in the family Not
illiteracy 1 think thev can read 1 just think there are not very many books
I think I might have been just like Kevin if | hadn’t had my parents marching
me around all the time

Literacy Memories in Other Settings

Literacy experiences in work settings were frequently mentioned in the
literacy autobiographies and other data sources Molly had worked as a teacher's
assistant in a public school, Betty and Samantha had tutored elementary children as
part of federallv-funded programs in the public schools. and Elaine had experience
as a teacher cadet while she was in high school All of these preservice teachers
used examples from those work experiences to help them make decisions in the
setting of the tutoring experience and to help them make sense of the complexities
in course activities  Molly, for example, used her experience in the public schools
to analyze her student's reading. "You know, | have been an aide in a third-grade
classroom, and . I'm thinking about the texts that they will be reading She's going
to have trouble.”

The three students who had military experience used it in very different
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wavs to help develop their conceptualizations of self and their perceptions of school
and learning Steve's conceptualization of self was clearly tied to his military
background and defined his expectations of children. Military metaphors were
threaded through many of his reflections and interviews For example, when his
student surpnised Steve by his responses to activities in tutoring sessions, Steve
describe his student by saving. "He dropped a bomb on me " In one written
reflection, he wrote, "Young people have alwavs been a part of my litfe. | trained
voung soldiers for twenty vears, raised a daughter, and coached PecWee football
Teaching school is a short move from training voung soldiers My transition will be
smooth without serious problems, as the similanties between teenage soldiers and
fifth graders exceed the differences "

In contrast to Steve, Jeanette's trame of reference was primarily connected to
her day-care teaching and parenthood experiences, even after twenty vears in the
Navy However, she valued her military experience and travel as potential sources
to enrich her teaching  Tammy also differentiated her experience in the military
from her experiences with children She relied more on her day-care teaching
experience and her cxperience as a parent  Her experiences with voung children had
been much more extensive than her opportunities to work with older students She
was quite distraught when she received her assignment for her tutoring student, who
was a sixth-grade boy  She blurted aloud in class, “1 want to trade my kid in' 1
don't know what in the world to do with a big kid! Who wants to trade kids with

me” I've always worked with little kids "
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Present Roles as Literate Individuals

The preservice teachers' views of themselves as literate individuals in the
present also helped to shape their beliefs and actions Their varied current roies in
life related to their conceptualizations of self as literacy teachers These roles were
reflected in many data sources, including their self-introductory paragraphs Most
of the students seemed interested and pleased to be part of the process. | had asked
them to provide some information about themselves in case someone who did not
know them as well as 1 did might help me at some point with analvzing the data for
this study They focused to a great extent on biographical data such as their age,
information about their families, including children, siblings. and spouses, their
work and volunteer experiences with children, and other personal data that they
considered relevant  Watching them complete this task provided evidence of the
diversity among the preservice teachers, as thev approached the task quite
differently Elaine finished her paragraph quickly, then sat looking around the room
as her peers diligently worked Most of the students appeared to be very serious
about the assignment, and seemed to want to provide the best information that they
could for the research data. Several sat and stared into space for a while before they
began to write. Most of them reread their own paragraphs, made edits, and added
more information  Steve sat for a long time, staring down toward something in his
lap He had a dictionary, and he was carefully checking his spelling of such words
as "sergeant” in his own writing. At the end of the class session, as he handed in his
paragraph, he pointed out that he had worked hard on improving his handwriting.

He clearly wanted to project the best possible image of himself
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Dimension_Sense of Self-Efticacy

The tutors' sense of self-efficacy was evident in almost all of the data
sources One measure of this dimension came from the tutors’ responses at the
beginning and at the end of the course to modified questions from the Self-Efticacy
Survev (Chester & Beaudine, 1996) The modifications were made to change the
prompts to be appropriate for the tutoring sessions instead of for classrooms The
survev instrument is included in Appendix D Responses to individual items were
reverse-coded if necessarv before scoring, so that a higher score indicates a more

positive sense of self-efficacy

Table |
Total Scores on Self-Efficacy Survey (Chester & Beaudine, 1996)

Betty Flune Hannah Allison Jeanctie | aunc Mollv  Swmanthn Steve  Jammy Valene

Instaal

Score 6l 62 60l ol 07 o) 0 S8 m ol) o0
Final

Score 4 {8} 67 6 T4 - 00 S8 4 | =2
Chinge -2 +2 +4 +5 7 3 -1 0 .7 11 1

The responses to these surveys indicated that most of these preservice teachers felt
prepared to be successful in interactions with students and parents. The responses
indicated a more positive score on self-efficacy at the end of the course than at the
beginning for seven of the students, and remained equal or declined only slightly for
the others.

The information from these scores was supported by the tutors' comments
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throughout the sessions. as most of the students felt hopeful that they werc capable
of handling the challenges of teaching However, this was the dimension of the
tutors' conceptualization of self that was most likely to fluctuate dunng the time
they were working with the children Therefore, most of the description of the
preservice teachers' sense of self-efficacy is provided later in this report. in the
section that relates to the multidirectionality of changes in the conceptualizations of
self as a teacher of literacy.

Another source of information about the preservice teachers’ sense of self-
efficacy in this setting with this child came from the character maps of themselves
The tutors had placed their own name in the center of a semantic web, put
descriptors of themselves on spokes of the web, and added branches with evidence
to support each descriptor  The responses were diverse and personal, but for most
of the students were tied to their tutonng experiences in the course  Almost all of
the descriptions that the students selected were positive ones

For example, Valerie described herself as “a learner,” because she was
“finding forgotten strategies, can change during a lesson where | couldn't very
easily before. .am getting ideas from peers and indirectly from the tutoring
sessions " Allison, who had changed students midway in the course when her
onginal student withdrew from the tutoring sessions, described herself as “flexible,"
based on the changes she had managed during the course She believed she could
"reach every child and will continue to find ways to teach to meet each child's
needs.” Hannah perceived herself to be “resourceful—can use whatever | have to

make something from nothing, like to research ideas, have lots of books, lots of



ideas for activities, and lots of teacher friends ” Samantha believed she was
“encouraging—I ve always been the one on the team to remain constantly in a
positive attitude even if we were down by 10 points,” and “*humorous—I1 like to be
funny and allow a time for laughter © Tammy described herself as “stnct.
concerned, fun, caring, and fair * Betty believed she was “creative. patient, kind,
and knowledgeable © Molly chose “consistent, fair, firm, challenging to students,
caring, thoughtful, reflective, and a hard worker™ as her self-descriptions Elaine
perceived herself as “outgoing, problem-solving, motivated. organized, effective,
time managing, creative, and trustworthy ™ Laurie selected “creative. organized,
and caring” to descnbe herself’ Each of these students tied their evidence closely to
the tutoning experiences

Jeanette made very spectfic, literal connections to the tutoring, sessions as
she described herself as creative and caring and used as her evidence, "I learned this
through some of the reading activities where | used my own thoughts to create an
activity such as the Pancake Word Game ™ Steve, in contrast to his peers, almost
exclusively used evidence trom outside of the tutoring sessions to describe himself
In personal and unique ways, the students chose representations of themselves and
of their sense of self-efficacy in this particular teaching situation

Molly's experiences with children in her third-grade teacher's assistant role
had given her a realistic view of her own sense of self-cfficacy She said, "Because
of my prior experiences in education, | know I will not enter into teaching with the
rose-colored glasses of so many young new educators | will not be able to be

everything for every child, but I can do my best while they are in my classroom "

97



In sharp contrast to Molly's cautious perspective, Steve's sense of self-
efficacy was extremely positive. In the peer interview with Tammy, he explained in
great detail

I think | am an effective teacher because I've taught before and I have

experience. of course not in the public realm. That was all in the

military  1'm good with vour discovery learner and your hands-on learner

I'm a great technician That's what 1 did .so I've got a lot of the same tvpe

of the care and the want to that a lot of the public school teachers have ['ve

got some of the skills. You know, I've got the geography and the history,
the science and the math background with chemical core | put some of that
stuff together and of course there was a few things that | was lacking in and

that’s why I'm here As far as putting me against other teachers, 1 think I'm

more dedicated than most 1've always been a leader and you know working

out there in the schools we've got a lot of teachers that are followers

They re not leaders They are not great minds | think of course some of

them are | think that's something that separates the average from the above

average ['ve always been way above average in evervthing ['ve done,
including my studies here in the teacher education program 1'm one of

those people that, and I'm not only talking about personal goals but I'm

talking about the way that I'm going to attack the classroom and the kids.

I'm going to be a self-starter, nobody's going to have to tell me what to do

I've got the resources and 1'll use all the tools here. 1'm going to take the

bull by the homns and go out there and pretty much do what I've always
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done I'm certainly unique, maybe in a bothersome way. somewhat a

perfectionist 1 think I've got a lot of unusual things that set me apart from

somebody else

Interestingly. Samantha and Betty. the two students who had already
completed their student teaching before they took the current course out of the usual
sequence, still entered the semester with a low sense of self-efticacy They both
expressed nervousness before the first session, and they looked to their peers for
support in their assessment and planning, especially in the first few sessions By the
end of the semester, their scores on the self-efficacy survey had remained the same
or declined slightlv However, based on comments in their interviews and in class
interactions, their self-efficacy seemed to have improved significantly Samantha
stated that one of her personal goals was “to maintain a healthy self-confidence in
the ideas or activities I plan and not to lack knowledge, but to learn and grow and be
patient with myself " Betty, at her final interview with me, talked extensivelv about
what her plans might be in the immediate future She was wondering whether she
would find a teaching position immediately, and if she did not, she was considering
going to graduate school immediately She asked me about procedures for entering
graduate programs, then asked me if | thought she "was graduate school matenal "
For these two students, self-efficacy certainly was not a static component of the
conceptualization of self They were still negotiating their perceived roles as

teachers

Dimension:_Understandings of Literacy Instruction

Tutors entered the course having completed previous literacy courses which
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had introduced a broad range of instructional strategies and literacy related activities
that would be appropnate to utilize in the tutonng sessions with the children Even
with that shared background, there was still a wide range in their understandings of
these issues of pedagogy among the tutors. There was also a wide range of beliefs
about theoretical perspectives of literacy

One measure came from responses to the beliefs section of the modified
Literacy Orientation Survey (Lenski, Wham & Griffey. 1998) which the tutors had
completed at the beginning and end of the semester The survey instruments are
included in Appendix C The scores on individual items were reverse-coded if
necessary in order for a high score on all items to reflect a more holistic onentation

toward literacy instruction

Table 2

Total Scores on Beliefs ltems from Modified Literacy Orientation Survey (L.enski,

Wham, & Griffey, 1998)

Betv Elame Hannah Allison Jeanctte laune Mollv Sanmantha  Steve  lamms Valae

Imtal A 6S 62 ol <4 06 <7 o So 6} O
HBehiefs
Final SR o4 02 o} 50 68 7 01 S8 02 (v}
Hehets
Change 0 -1 1] +2 0 +| 0 3 42 A 2

For most of the tutors, responses to the Literacy Orientation Survey at the beginning
of the semester had indicated a holistic perspective related to theoretical beliefs

about literacy Changes in the scores related to their beliefs about literacy had been
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very slight at the end of the scmester For four students, there had been no change.
three had changed to a slightly more holistic perspective, and four had changed to a
slightly less holistic view These responses would indicate that beliefs were
relatively stable in this teaching expenence

At the end of the course, the tutors had also completed a section of the same

survey related to practices

Table 3

Total Scores Comparing Beliefs ltems and Practices ltems from Final Modified

Literacy Orientation Survey (Lenski, Wham, & Gnffey, 1998)

Betty Flume Hamah Alhson Jeantte Laune Molly Samanthn Steve  lamimy Valenie

Final SX o 02 ol SO 1) 87 [33] <R o2 18]
Behiets

Practices ol S0 ol SK 0l b So St S ol So
Iflerence 2 R 2 S 2 o | 3 4 1 X

Tutors who had a higher score on practices than on beliefs would have reported that
their practices in the tutonng sessions were more holistic than their expressed
beliefs about appropnate instruction  In contrast, tutors who had a higher score on
beliefs would have reported that their beliefs were more holistic than their practices
in this tutonng setting. Comparisons of these scores is reported simply as a
difference. Using this measure as evidence, there was more difference between the
tutors' expressed beliefs and their reported practices than there had been between
their initial and ending beliefs scores. While the beginning and ending beliefs

scores had differed by no more than three points, the differences between the beliefs
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and practices scores were different by as many as eight points
In the tutoring sessions, the tutors were experimenting with activities that
covered a wide spectrum of theoretical positions. In the peer conversations, they
brainstormed with their peers about issues of holistic instruction as well as with
issues of direct instruction about more discreet pieces of literacy such as phonics,
spelling. and sight words Their discussions frequently centered on their own
experiences with a range of types of pedagogy
Molly's experiences while working as a paraprofessional teacher assistant
had given her a chance to observe diverse tvpes of literacy instruction Her
observations had impacted her beliefs and her professional goals, as she explained
by saving
| have had the great prnvilege to work with children in school settings in the
capacity of a teacher's aide  Not only did that expenience influence my
decision on becoming a teacher, but the instructors | worked for indirectly
made my decision Those two instructors were total opposites in their
teaching methods, and fortunately for me. I was able to sec the effective
teacher's classroom first and then experience a year with a different teacher
that taught through worksheets and seatwork Although that vear was very
trying for me, | would give her the credit for creating this burning desire in
me to teach She allowed me the opportunity to work closely, not only with
the students assigned to me, but with other students also. After that school
year, | felt a calling to become a teacher. | knew there were better ways to

effectively reach students and motivate them to learn, and | wanted to be the
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person in charge of the classroom in order to teach this way

Jeanette's beliefs about the importance of understanding theoretical positions
related to literacy and of being competent with pedagogical tasks were reflected in
her definition of a good teacher as "knowing developmental theory, and renewing
her information so she stavs up to date " As she described developmental theory,
she talked about her beliefs related to emergent assessment in a developmentally
appropnate way She contrasted those beliefs about those kinds of assessment with
descriptions of her military experiences, which were most clearly connected to
issues of standardized testing She explained her fear of testing in her first
interview

I was in the Navy twenty vears, and | worked from the ground up. so when |

went in, | was a recruit, so | did all the manual labor type things that recruits

do. and | went from being a recruit to a first-class petty officer, where | was

over some, and my career moved along, but it got to coming to a stand-still

because of the testing 1 have a hard time testing, whether | study or not

And [ didn’t make rank on time, the captain, because in my mind. [ just

couldn’t get it So | worry about children in schools, and don’t want them to

worry about tests like | did, really like I still do

The preservice teachers’ developing understandings of literacy instruction
were influenced by their varied types of experiences. Concepts such as Jeanette's
fear of testing and Molly s recognition of the different types of pedagogical
decisions made by the teachers with whom she had worked were compared to

different types of assessment strategies being implemented with the children This
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process balanced their past experiences with their on-going experiences in the
tutoning sessions

Dimension' Thinking About Complexity

A central goal of the course was an increasing awareness of reflective
thinking on the part of the preservice teachers The tutors analvzed their beliefs
about literacy practice. They thought about ways to support the child's affective
engagement with activities that were interesting and enjovable Thev analvzed wavs
that their activities related to the child's literacy development

Some of the preservice teachers were thoughtful and reflective, making
statements about the child's literacy and making clear connections with evidence
from the tutoring sessions and from those obscrvations to the next instructional
planning that they would do Others made statements that were superficial, based
more on their own ideas or perceptions or connections to their own childhood
experiences

For instance, the students were tape-recording all of their own tutonng
sessions for my data-gathering purposes At first, only a few of the written
reflections indicated that the tutors were utilizing the tapes to support their analysis
of the child's literacy, and only Allison had commented on analyzing her own
teaching, such as noticing the kind of feedback she was giving to the child Then |
assigned a take-home reflective question, asking the tutors to select the tape of any
scssion that they wanted to choose, and to describe their rationale for selecting that
particular session. They were to listen through their tape once and comment on the

child, then to listen again and comment on themselves as teachers. They were
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encouraged to do their best to think deeply about their teaching, about their
interactions with the child, about the decisions they were making, and about their
own decision-making processes both during the tutoring session and following 1t
The reactions to the assignment varied, but more students began to talk about
listening to their tapes from that point forward Some of them said that they began
to value the support of hearing their own voices as they talked to the child Some of
them began to analyze their student more carefully

Dimension Interactions in the Social Context

The fifth dimension of the preservice teachers' conceptualizations of self
relates to the social nature of literacy experiences The conceptualizations of self
are socially situated, and the changes in the preservice teachers' conceptualizations
of self are mediated by the interactions in the community of practice

Merging Voices

Within our community of practice, the preservice teachers were part of a
chorus of merging voices The interactions with these varied sources of
collaboration were an important support network for the decisions they made and
became a part of the decision-making processes that they emploved

Dialogue with oneself as a literacy teacher

Some of the ways that each preservice teacher dialogued with himself or
herself have been described in the discussion of the previous dimension The tutor's
own reflective thinking processes became a more important voice in the social
context of this course because of the number of activities that encouraged and

supported reflection.
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For example. preservice teachers wrote descniptions of their own "ideal
classroom." and these descriptions were frequently tied closely to their own literacy
experiences Several of the preservice teachers had lived on farms or in small
communities most of their lives, and all of these teachers talked about preferring to
teach in small communities where, as Valerie explained, "You can know the parents
and the grandparents, and it is just nice to have that kind of support at school "
Jeanette's projected ideal teaching situation was quite different, but was closely
aligned with her literate history, as she wanted to move back closer to her family
and teach in the Chicago schools she had attended as a child Betty wanted to teach
tor her Native American tribal group. the Chickasaws, hoping to provide carly
childhood education in a tribal school Steve's wide travel experience prompted him
to be confident that he would be happy teaching anywhere, although he preferred
larger school systems with more resources than smaller rural schools could provide

Interaction with child and child's parents

For the preservice teachers, the interactions with the child they were tutoring
were a pnmary source of learning in the social context of the course Their
conceptualizations of self as a teacher of literacy and the decisions and decision-
making processes shaped, and were shaped by, these interactions between tutor and
student These interactions are described in detail in the section of this discussion
that relates to the decisions that were made by the preservice teachers

Interactions with the children's parents were a part of the course that the
preservice teachers valued as an important part of their own professional growth

Most of the parents walked into the building with their child each session, so the
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tutors had opportunities to greet them, answer questions, and suggest literacy
activities that might be done at home In addition, copies of the tutonng report they
had prepared were made for the child's parents and the child's school Leaming to
write for this kind of audience was another important interaction for the tutors At
the last tutoring session, the children and their parents were invited to a three-way
parent-student-teacher conference Many of the students were nervous before the
meetings with the parents, but all of them felt that the expernience had been positive
when they discussed the conference the following class period

Interaction with peers

The tutors expressed the value of their dialogue with their peers, both in the
collaborative groups and in other settings inside and out of class time In the peer
groups based on the age of the child they were tutonng, the conversations were
frequently brainstorming sessions as the tutors worked to plan activities, find
materials, etc  Molly had discovered at the first session that her student liked rocks,
so she asked for help "Does anybody have any books on rocks” I guess I could do

Rocks in my Socks " Steve volunteered, "Yeah, I've got that book | could bring it

toyou " Laurie suggested, "There's Sylvester and the Magic Pebble * Steve agreed.
“Yeah, | remember that one " Laune continued, "I did a unit on rocks for Reading
[ I'll hunt that out." The conversation went on to Hannah's student, and the tutors
brainstormed ideas for that child, who was interested in swimming, Barbies, and
space. Then Laurie abruptly returned to the ideas for Molly's student, as she
suggested "Stone Soup. too That's a good one  There's some more ['ll think of

them " Molly said, "Well, and | have some rocks. 1thought I'd bring my rocks "
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Laurie added. "I will hunt you that little deal that we got in our geology class The
last two weeks, all we have talked about in that class is rocks "

This conversation is only one example of the types of interactions that
happened frequently Many other examples of peer interactions are included
throughout the discussion section Other opportunities for interactions with their
peers included the peer evaluation of their teaching portfolios. the collaborative
development of assessment rubrics by the grade-level team, and daily
undocumented conversations in the hallways and classrooms

Interaction with course instructor/researcher

The students had opportunities for dialogue with me in both wnitten and oral
forms As they wrote their reflections about the tutoning sessions, most of the
students were open with questions and concerns as well as with successes  Some
asked me direct questions, or appealed for help or ideas 1 responded to their

"on

reflections primarily by noting positive comments such as "good." "neat."
"interesting." or "sounds like a good session " | attempted to allow the tutors as
much freedom to explore their own ideas as possible  Sometimes [ asked questions,
designed to scaffold the preservice teachers’ analysis of their teaching, in the
margins My typical comments included such questions as “What did this tell you
about him/her”" or "So what do vou think you need to do now”" Many of the
students started the tutoring sessions trving to determine what was "wrong" with the
child's reading and writing, by looking for missing pieces in the child's literacy

development, so some of my comments tried to scaffold their recognition of the

child's strengths as a way of describing their understandings as a point on an
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emerging continuum of literacy development. For example, after four sessions,
Tammy wrote, "Today's session went well 1 have not noticed anything new about
his reading to be concerned with " In the margin, | responded, "Great' Have vou
noticed anything new to celebrate or praise® Her later comments focused on the
amount of time the child spent in trving to complete oral reading of sections of a
tradebook that they were using as the core book of their sessions  Tammy
commented. "l never realized how long it can take a kid to read' 1 hope that by the
end of the sessions, he will be able to increase the amount of text he reads by
himself He gets tired after about a page of this chapter book, then [ help him " |
asked in the margin, "How do you help”"

If my scaffolding questions were not sufficient to prompt the tutor to
recognize inappropnate activities, | occasionally made more direct statements  For
example, when Tammy noted in her reflection, "l hope he can complete about a
chapter by himself later These chapters are only two or three pages long 1 will
clearly back off of my reading parts with him,” my margin notes reminded her of
the Gradual Release of Responsibility model (Pearson & Gallagher, 1983) by
saving. "Remember GRR and keep helping as much as he needs, but no more.
Maybe balance other forms of reading with the oral reading " In the tutonng
sessions, | had only observed Tammy's student doing oral reading of unencountered
text, so | reminded her of other forms of reading that we had discussed in class by
asking, "Does he read faster. and understand it, when he reads silently” Have you
tned choral reading? Sometimes that helps with fluency and gets them through

several pages in a hurry "
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Some of the students were still clearly trving to match my mind, at least
initially, much as they would have done in a more traditional course format
Jeanette, for example, described her process of writing the lesson plans and
reflections In her first interview with me, she stated,

I like to do the lesson plans well in advance, and that way [ can think about 1t

and see what | need to change the day before The reflections are harder,

because I'm not sure what vou are looking for, what I am supposed to put in,
so I'm just kind of putting evervthing in that happened that day. and so | do
the reflections right after so | can remember evervthing

In contrast, Elaine persisted in making her own decisions, no matter what |
said For instance, even though her student was a fairlv conventional fifth-grade
reader, Elaine persisted in using flashcards to teach a phonics lesson in most
sessions, without making the connections to real text that had been emphasized
repeatedly as an important component of instruction Another example followed a
tutonng session just after the child had returved from camp and was extremely tired
Elaine had discussed with me the idea of talking to the child's mother and telling her
to be sure the child was rested for the tutonng sessions | had encouraged Elaine not
to talk to the parent, especially since the problem had not been an on-going one In
her reflection following the next session, however. Elaine wrote to me

I know that you didn't like me talking to her mother 1 feel like [ did the

right thing. The problem was with Mae and going to bed at her house That

to me dealt with the parent. | wanted her mother to be aware of her

performance when she didn't get enough sleep the night before Her mother
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was very appreciative about this matter and said it would be taken care of

See--problem solved'

I conducted more interviews with the students in this semester than | had
done in other semesters, when I typically had only a brief mid-term conference The
value of these interviews may have been somewhat in the information | gathered
from the students’ responses to the interview questions, but it seemed to me that the
process of interaction was even more important  The students had a chance to talk
about their own professional questions and ideas Following the model they had
used in peer critiques earlier during this course and in previous courses, they
described the components of their own teaching in which they felt successful They
were all able to "give themselves compliments " Even more importantly. they all
seemed to be able to set goals for the child and for themselves  They were able to
“ask themselves questions " They had private oppontunities to ask me any questions
that they wanted to discuss They explored the process of developing their thinking
as teachers of literacy, and of expanding their conceptualizations of themselves as
literacy teachers, even though the degree to which they articulated their awareness
of these components was as varied as the preservice teachers themselves

A few of the students' comments indicated that they valued my dialogue
For example, Betty commented that she had enjoyed the one-on-one time for our
interviews, because she needed to talk to someone knowledgeable She commented,
"l can always talk to my mother, but that doesn't help as much because she doesn't
have a clue what | am talking about " Allison indicated a similar perspective when

she commented, "Well, these interviews have been neat because it gives us a chance
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to talk. and I like to pick vour brain "

During one class session, our conversations turned to the topic of
audiotaping the sessions, and | asked the students how the tapes were influencing
the sessions. Most tutors responded that they had become accustomed to the tapes
and didn't think about them Several commented that they were glad to have the
tapes to support their reflection after the sessions Most students seemed
unconcemed about the data collection process One exception, however, was
Jeanette, who started the second interview by saving, "I'm nervous'" When | asked
why, she replied. "I just hope | can say what I want to say good enough 1 hope |
can figure out how to say what | mean so vou can understand "

Samantha indicated that being a participant in the resecarch had been a
positive experience for her  In her final reflection log. Samantha wrote,

1 am both honored and intngued to be a part of vour Doctorate work What |

am intrigued with is that you are in a position of "making teachers” and that

to me is an honorable thing because vou touch us and we in turn touch
thousands upon thousands of children but it wouldn't have been possible if
we weren't cquipped with knowledge, ability, and most of all confidence in
self 1 would like to say ‘thank you' for believing in me so that | could
believe in myself It is a powerful thing that | have been shown

Interaction with outside interviewer

The students participated in exit interviews with an outside interviewer The
interview format was explained in class, and Elaine boldly asked why | needed to

have them meet with somebody else 1 explained the purpose as allowing them to
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clarify their responses to the survevs 1 also told them that they would have an
opportunity to make whatever comments they wanted to make. and that I would not
listen to those tapes until later, after the course was completed and grades had been
posted 1 encouraged them to use the interviews as a way to say whatever they
thought might be helpful in evaluating the course and making changes before the
next semester began This sort of question was one | tvpically ask my students near
the end of everv course. so most of the students just nodded Elaine. however.
complained, "If | want to gnpe, I'll just come tell vou Orif I don't want totell vou,
I'll gripe to Launie | always gripe to Laune " 1 again encouraged her, as well as the
other students, to feel free to sav whatever they had to sav during the interview At
the end of the interview process, the outside interviewer commented that she
thought most of the students had been thoughtful about their descriptions of their
responses to the surveys She noticed that a few of them, especially Jeanette, Betty
and Valerie, had appeared nervous She commented that the experience had
probably been good practice for the professional interviews the students would
encounter when they pursued teaching positions

Some students had positive comments about the semester  Tammy. in
contrast, was bold in her critiques  She did not understand why she had not reccived
grades on the reflective picces of writing, which had been done as journal entries
rather than as graded activities for the course  She said she thought that if they had
to write them, | should grade them She pointed out one survey question that asked
if she had included writing in her tutoring sessions. She had a hard time deciding

how to answer that one, she explained. She wanted to choose "always" as her
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responsc, because she remembered the course structure where each tutoring session
was expected to include both reading and writing in each session There had been
one session where she had run out of time and couldn't do the wnting activity, so,
although she had only skipped writing in one session. she couldn't decide how to
answer the question

Interaction with people outside the course.

The students also valued dialogue with others outside of the study. including
friends, parents, spouses, children, other students and university faculty, and
inservice teachers Laurie consistently included her own children in helping her to
plan She had a son the same age as the student she was tutoning, so she asked her
son to recommend books or to test activities before she tned them with her student

Valerie used her husband as her sounding board as she developed her own
ideas. and she frequently punctuated her comments with "l told Glen " as she
participated in a conversation She also used her experience as a parent to help her
define her role as a tutor In one of the peer group conversations, she told her group,

Well, my daughter is learning to read, and 1 told Glen, you know, 1
have more fun sitting in the middle of our kids and acting silly with them It
makes me feel younger It just brings back all those good memories, and it
helps when you are tutoring  You just bring in all those little neat things and
hope that they will be good ones for him.

In summary, the situated nature of leamning had a strong impact on the
development of the conceptualizations of self of these preservice teachers The

interactions with self as a part of a reflective process was one component.
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Interactions with peers, instructor, outside interviewer, and others outside the course
context were also part of the process

The Social Contexts of Their Future Classrooms

The preservice teachers in the study were thinking intently about their
conceptualization of self in the social context of the course, but they were at the
same time shaping their expectations of themselves in their own future classrooms
Evidence of their understandings of literacy and of pedagogy in those future
teaching roles was found in a definition of good teaching that they wrote in a
reflective writing assignment, in the topics that they addressed in the questions they
wrote for the peer interviews. in the self-report cards they wrote at the end of the
course, and in their comments in interviews and peer conversations They were,
predictably, all hopeful that they would become good teachers Many of them
stated in their final reflections that they realized that they were "not there vet," but
most expressed a belief that the experiences of the course had been a helpful
component of their professional development

Many of their descriptions of good teaching related to the interpersonal
relationships that they hoped to establish with their students. Jeanette and Steve
expressed the feelings of several of their peers when they talked about how much
they had enjoyed the sessions with their student. Tammy and Valeric both
described their new awareness of the need for sensitive teachers because of their
experiences of tutoring children whose typical literacy interactions were quite time-
consuming.

Many of their descriptions of ideal classrooms included elements such as



library areas and writing centers that would support holistic types of teaching  Most
of the preservice teachers also set goals for extending their understandings of
literacy strategies. They wanted to help their future students to learn in a positive
environment.

Several described their visions of ideal classrooms They described
themselves in the roles of good teachers Tammy, for instance, set her own goals as.
"I hope I can be flexible If something doesn't go according to Plan A. a good
teacher will try Plan B A good teacher can devise Plan C at any given moment'
Good teachers have band-aides. safety-pins, and extra socks hidden in their desks "
In a separate reflection, she commented, "The most important thing | have learned is
that teachers must place the needs of their student first in their planning, and it's
okay if you don't get finished with the entire lesson "

In summary, the development of the conceptualizations of self by these
preservice teachers was personally constructed, both in the context of this course
and in relation to their personal literacy histories  From the perspectives of the past,
the present, and the future, their conceptualizations were emerging in an on-going
fashion The interactions situated within this course became one of the influences
on that emerging process.

Theme Two: Decisions and Decision-Making Processes
Related to Conceptualization of Self as a Teacher of Literacy

The description of the decisions and decision-making processes will be

discussed in two segments  First, three primary types of decisions that were made

will be described Following the discussion of these three types of decisions, the
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ways that the decisions interacted with the preservice teachers' conceptualization of
self will be explained

Types of Decisions and Activities to Support Decision-Making

As part of their own personal reflective process, the preservice teachers
began their decision-making process by describing the child's literacy
understandings as they had observed them in the tutoning sessions In class
discussions. the tutors were asked to descnbe what the child did or was still learning
todo This framework was modeled as a more positive way of approaching the
assessment process than the traditional model of diagnosing what the child's
problems might be and then attempting to remediate them  This initial step of
observing and describing is a vital part of beginning to think reflectively and
critically about one's practice, and helps novice teachers move toward more
advanced types of reflective thinking, including practical action where the tutor
begins to make connections to theory and critical reflection including a high degree
of open-mindedness (Collier, 1999) Wink (1997) described the process as
“problem-posing,” including first "naming"” the observation, secondly "reflecting
critically” about the observation, and then "acting” on the reflection. Individual and
group activities were developed to help facilitate this process. For example, the
students were struggling with my requests to describe themselves as teachers, and
they also were struggling to find ways to describe the children they were tutoring.
In order to scaffold the preservice teachers' understanding of the process of making
a statement and supporting the statement with evidence, a character map activity

became part of one class period. Each student put his or her own name in the
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middle of a semantic web, then drew at least five spokes and added a self-
descriptive word to each spoke When that was done, they chose at Ieast one of the
words and added branches that would provide evidence of that charactenstic In
order to help the preservice teachers transfer the concept of making statements about
a child's literacy understanding and supporting that statement with evidence, a
similar process was done in the following class period On this semantic web. the
tutors wrote the name of the child they were tutoring in the center of the web. added
words to describe the child as a literate individual on the spokes. and gave examples
from the tutoring sessions as evidence toward cach word  All of the students were
able to find and list appropriate examples from their sessions for the child they were
tutoning

The course components encouraged collaborative discussions, which were
intended to support the decision-making processes Each class session when the
children were not present began with an invitation for the tutors to talk about their
tutoring sessions, their decisions and decision-making processes, and whatever
questions or topics were important to them at the time  They all seemed to find
support in their thinking by starting with the concrete narrative of their own
individual student As they interacted with their peers as a whole class or in the
collaborative groups, their thinking seemed to move beyond their own concrete
teaching experiences toward integrating other narratives of experience. They
gradually began to incorporate the ideas of their peers into their own teaching
Tutors were usually generous about sharing their ideas for tradebooks that they had

used in the sessions, for helpful instructional strategies, or for supportive materials
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and activities This sharing of 1deas and resources seemed to be one helpful
component in establishing a sense of community within the group Gnsham et al
(1999) has described this type of collaborative relationship in a setting with
inservice teachers as a community of practice The preservice teachers in the
current study also participated in a type of community of practice

Within our community of practice and using the process of reflective
analysis to help with planning the subsequent sessions, the tutors began the process
of "problem-posing" (Wink, 1997) These types of problem-posing or points of
inquiry were included in their reflective journal entries about the tutoring sessions as
well as in their comments in interviews, peer collaborative sessions, retrospective
think-alouds. and other data sources Different preservice teachers gave different
types of emphasis to specific themes, and some of the preservice teachers articulated
more details and made clearer connections to theoretical perspectives than others
did Based on analysis of their comments in reflections and in interviews, three
types of decisions were important. These included (1) How does one participate in
the interpersonal interactions in this context (helping the child feel interested in and
successful with the tutoring activities)? (2) How does one develop assessment
information (describing the child they were teaching and that child's literacy
understandings)? (3) How does one make cumicular decisions (teaching
appropnately based on their assessments)? Within each of these question types,
different individual questions arose A discussion of each question type will

provide examples of the preservice teachers' concerns
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Interpersonal Interactions

(1) How does one participate in the interpersonal interactions in this context
(helping the child feel interested in and successful with the tutoning activities)?

One emphasis in the tutors' descriptions was whether the child was
motivated, interested, or willing to participate, or whether he or she was resistant,
reluctant, bored, or overwhelmed A primary concern for all of the tutors was
developing elements that would make the tutoring experience more positive for the
child in terms of affective components (more interesting, more successful, more
fun) They also described their own affective responses to the tutoring sessions

A second emphasis was on determining the type of relationship to establish
The tutors were trying to adjust to their roles as teachers by deciding what tvpes of
relationships were appropriate to establish with the children At the first session,
Samantha had allowed the little girl she was tutoning to have a great deal of input

about how the session was done. They had read Frog and Toad arc Friends,

Samantha explained, then she added.
We made Frog and Toad. and she wanted to write Frog and Toad on them,
so 1 let her do that And she made both capital letters at the front, and she
wanted to call herself Frog and she wanted to call me Toad, so she kept
saying, 'Thanks. Toad Bye, Toad See you later, Toad " She kept calling
me Toad. So maybe this is going to be a theme

The negotiation of roles between Samantha and her student continued throughout

the semester. Samantha commented to me in her retrospective think-aloud

interview that she had to "work on how to be in charge of the sessions. 1 had to be
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sure that I wasn't being submissive to her. making sure that | was responding to her
as a teacher instead of a friend or a playmate, because I know that's my problem *

Molly also was thoughtful about her role with her student She was kind and
approprately professional in her response when her student continued to snuggle
close to her as Molly read aloud Finally the little girl looked up at Molly and
announced that she wished she could sit in Molly's lap Molly smiled and simply
replied that it would be nice

The issue of role negotiation is central to the issues of classroom
management and discipline that are pnmary concerns for novice teachers In some
ways, the role negotiations seemed morc intense in this one-on-one setting
Samantha realized that her student was sometimes taking the lead in the activities in
ways that Samantha did not feel were appropniate, but she was perplexed about what
todo For example, the child refused to wnite while Samantha was watching, so
Samantha chose to step outside the classroom door to see how the child would write
in her absence, then chastised herself for “letting her manipulate me like that "
Steve's student, even as a third-grader, was so distractible that Steve had to keep a
brisk pace in the lesson and change activities frequently to keep the child's attention
focused Elaine commented to me in an interview that she was really glad that her
student was not as challenging as Steve's, and that she thought Steve was doing a
good job but was "having to do everything but stand on his head to keep that child
busy. He's up and down and under his chair as much as he is working " Kevin tried
to convince Steve that they should go outside instead of working in the classroom,

and he continually begged Steve to bring rockets and toys to the sessions. Steve did
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his best to accommodate the child's interests by searching for books about cars, for
instance, and developing a board game with a theme that related to the books He
described his perplexity to his peers, based on his own surprise that the negotiation
of roles in the tutoring setting was so challenging for him

A third type of awareness in regard to the interpersonal interactions was an
awareness from the preservice teachers of the reciprocal roles of learning in this
novice teaching experience Many of the wtors recognized that they were learning
from the interactions with their student, and that in many cases, the child was
facilitating learning for the preservice teacher For example, in a discussion in the
last group session, Steve commented, "This class was good because vou've got
somebody to practice on  You get to learn from them, and they got to learn a little

bit from you I probably learned more from Kevin than he learned from me ’

Assessment_Information

(2) How does one develop assessment information (describing the child
they were teaching and that child's literacy understandings)” Based on the model of
mediated assessment and instruction (Dixon-Krauss, 1997), the assessment
information is developed through the processes of problem-posing and reflection

One way the tutors approached the assessment process was by anticipating
situations. Some tutors began the semester feeling nervous because they did not
know what to expect from the child they would tutor Neither did they know what
to expect from themselves as teachers in this new venture they were about to
undertake. One strategy that seemed supportive was to try to project anticipated

situations and to mentally rehearse what they would do in situations that they
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expected to anise  For example, Jeanette had been thinking ahead to how she might
react to the child and described her first tutoring sessions
I guess I had plenty of scenarios of my feeling of what this child was going
to be like and what | was going to do in response and how | was going to
solve the problem But I didn't know. I didn't know what she was going to
be like, so in mv head I just kinda went over what | thought she would be
like, and I would think, if she was this tvpe of student, then this is what |
would do. but if she was this type of student, 1 would have to--not coerce,
but kind of push her into learning, then I figured out how | was going to do
that, but luckily I didn't have that type of student She was very energetic
After the tutors met the children and began to form initial hypotheses about them,
the next piece of the process of the mediation model of instruction (Dixon-Krauss,
1996) that they were using was developing the assessments and instructional
activities that they expected to be most helpful for their students At this point in
the model, the students were again concerned about anticipating the situations that
they expected to occur in their next interactions with the child They planned ahead,
guessing what the child would enjoy, what they would be able to accomplish in the
time available, and what types of support would be helpful  The process of
anticipation and instruction was frustrating at times, if the child did not react in the
way they had anticipated They continued to grapple with issues that are claborated
in the following paragraphs, and their anticipation-reflection cycle became an
important type of decision-making process in this context of teaching

Another topic that the preservice teachers explored was determining



appropriate responses to a child's requests for support or assistance or to the
successes that a child experienced For example, the peer group composed of tutors
who were working with second-graders brainstormed with Hannah about how to
respond to her child. Hannah had noticed in several sessions that the child was
wormied about avoiding mistakes and frequently asked Hannah to help her even with
simple tasks Hannah described the child's concemn for perfection in her drawing of
a self-portrait by pointing out that the child commented she had straight hair, so she
drew straight hair, then she looked down at her pink shirt and drew a pink shirt
Hannah commented. "Evervthing had to be just like she was at that moment "

Molly asked, "Do you think she is being pushed to be a perfectionist or something at
home”" Hannah said. "Well. that could be true because when she would read. she
usually knew the word, but when she wasn't quite as sure, you know, she looked for
approval, if that was right * The child's mother had told her that the little girl lacked
confidence, so Hannah decided that might be an insight Laurie advised. "Lots of
praise,” but Molly had cautioned. "You have to be careful, because if vou over-
praise, then they become so dependent on having someone say, yes, that's nght, or
good job. so you have to really walk a fine line there " Steve added. "You don't
want to scare them, either "

In their problem-posing processes, tutors also explored their roles in
intervening when the child was exploring literacy activities, either in reading or in
writing They wondered about amounts and types of interventions to provide
Jeanette described one of her early encounters with her student's risk-taking by

saying,
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Well. she sat down and she saw all the books, and she picked one up—The

Cat in the Hat, and she started reading.  So she read, and 1 didn't stop her

She got to places in the book where the Cat in the Hat wore brown glasses,

the word said brown and you could see brown in the picture, but she didn’t

know the word. and she said red She would ad lib, make up her own
sentence, and so | just let her go 1f it doesn’t click 1n her mind what the
word is, she just keeps on and adds her own sentence | call it “inventive
reading ” So what | have been doing is just letting her read, then stop her at

the end. and we go from there and talk about what she did

Laurie expressed a similar philosophy in her retrospective think-aloud as she
said. "l've learned not to rush it 1 have a tendency to want to do it for them And
now [ think they should make some mistakes and just let them go And. vou know,
that is the hardest thing to do "

As one of the tew directives for the course, | required that the preservice
teachers include authentic reading and wrniting activities each session They were
free to implement this requirement in whatever ways they believed were appropnate
for the child they were tutonng. Probably in response to the course requirement, the
assessment comments consistently described the child's development as both a
reader and as a writer

One component of reading the tutors analyzed was the oral reading or
decoding aspect (fluency of reading, inflection, emphasis, recognition of high-
frequency words or words that had previously been introduced, and recognition of

unknown words). They also analyzed the child's understanding of and reaction to



the texts that they read and of the meanings of specific vocabulary words in the
texts Some of them recognized strategies that the child was using or was still
unable to use As a course assignment, they compared their observations of the
child’s literacy development to developmental checklists such as the state's
curriculum objectives.

The child’s responses to the writing activities were also the focus of many of
the tutors' assessment comments They considered the structure of the child's
writing such as use of complete sentences and the child's competence with the use of
conventions such as punctuation and capitalization They described the child's
spelling development  They sometimes described the content of the child's writing
They searched for activities that would be perceived as interesting or fun by the
child, but that would not consume too much time in the sessions  Some of the tutors
described the ways they were planning writing activities that would support and
document the child's understanding of the texts that were read and their response to
the reading activities that were implemented
Curricular Decisions

(3) How does one make curricular decisions (teaching appropriatcly based
on their assessments)? In the next part of the mediated instruction process, the
tutors worked their way through the process of dealing with different types of
curricular decisions that were important in order to support the literacy development
of the child they were tutoring. Selecting appropriate objectives for the tutoring
sessions was challenging for most of the tutors as they tried to be observant and

reflective, balancing not only the child's responses but also other issues such as time
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and matenals that were available For example. Laurie commented in one of the
peer group sessions, "l could see so many directions with my little boy, and so
many things that we could stop and work on, until it truly was a decision [ had to
decide which ones we were going to work on and what we were just going to hit "
Hannah agreed, "Yes, that was the hard pant. when vou hit on something that they
needed a lot of instruction with  You didn’t really have time to stop and devote all
that ime to 1t "

The tutors were concerned about selection of matenals, both texts to be read
during the session and adjunct materials to support the tutoring experience As they
selected the texts, they considered multiple factors  One factor was consistently the
degree of interest that the matenial would hold for the child Jeanette made some of
her judgments based on the interesting formats of some of the books, as she said, "l
asked her what she liked about this lesson, and it was the pop-up book  She likes
the pop-ups " Steve had asked his student's parents about some of the child's
interests and tried to prepare accordingly, but in the first group session. he told his
peers, "Well, | had a big problem, because the information | had was that he liked
dogs. so I brought all dog books, and he doesn't like dogs He likes cats!" Laurie
added to the conversation, "Well, my student likes dogs. and the first book he
picked to read was about giving a beagle a bath, and we talked about what a beagle
was, and | was surprised that he knew that it was a hunting dog.” Valerie's student
was fascinated with tomadoes, and she searched diligently for related books that
were appropnate for a child who had just completed kindergarten.

Secondly, the preservice teachers perceived the type of text difficulty to be
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an important consideration in their decision-making processes The tutors in the
first grade group discussed features that made the texts easier or more difficult for
the children Allison opened the discussion, "I was working with her on the
rhyming with Hop on Pop. and I noticed she got tired You know Dr Seuss books
are just too long She would get halfway through, and she wouldn't want to do it
anymore " Valerie responded, "Now, see that surprises me, because | picked Hop
on Pop because it just had a few words on each page. because | thought it's just a
few words on each page, you know, hop on pop, hop, hop " Samantha joined the
discussion, "She got tired of 1t And it was just a few words”? But it was a lot of
repetition?" Jeanette added, "VYes, it's repetitive " Allison said, "l guess | don't
know " Samantha added a new hypothesis, "Well, mavbe it was too easy " Allison
answered, "No, I don't think it was too easy It was probably just overwhelming It
just didn't grab her interest It was a thick book Those Dr Seuss books are thick "
Samantha accepted the explanation, "Oh, okay " Jeanette added her own experience
to the discussion, "And then theyv keep reading the same thing over and over, and |
think after a while, they get tired of it 1 had the same problem with Dr Seuss
books " Allison connected her analysis to her previous experience with her own
children, "Now, my son used to love Fox in Socks. and ---ahhhhh--- 1 hated reading
that thing to him because it had all those tongue twisters in it 1 just hated reading it
to him, but he loved it." Jeanette commented. “Yep. sometimes | feel that way
about my granddaughter " Allison retumned to her analysis of her own student, “1
don't know. Ithink we are just going to have to work on rhyming words, ending

sounds, and maybe find some shorter books that have a little pizzazz 1o them or
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something " Several of the tutors mentioned that these types of peer discussions
were very helpful in their own process of decision-making about the tutonng
sessions
Some of the tutors selected texts based on the content or ideas in the text. or
the type of words used in the texts that could support instruction about particular
tvpes of words, phonics elements, etc  Molly. for example. commented to her peers,
Well. 1 was kind of surprised that her favorite color was purple, and that was
what she was writing. and | thought children usually learned their basic color
words by first grade So I was kind of surprised that she didn't know that
So we are going to read the Many Colors book by Dr Seuss, and it has the
basic color words in it, to see if she recognizes them in print and just needs
practice on spelling
Molly then commented that her student was having difficulty with the vowel sounds
for "ow" and "01.," and Hannah gave a suggestion, "Have you seen The Cow that
Went 'Oink'? It has a lot of vowels and farm and animals, like 'meow’ instead of
'moo,’ but it's really fun and good because it emphasized that ‘o' and 'ow’ and ‘cow' "
Other cummicular decisions related to the selection of writing materials, which
were perceived as potentially influential in the success of the tutoring sessions
Discussions included whether the child should use lined, unlined. or handwriting
paper. Tutors described using decorated stationeryv and paper shaped to fit with the
theme of a book (fish shaped paper, paper decorated with teddy bears, etc ) They
talked about whether to have the child use pencils, pens, or markers, sentence strips

or word cards, marker boards, chalk boards, or graphic organizers.
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The entire process of instructional mediation, including the elements of
reflection and of problem-posing, was a primary component of the preservice
teachers' decision-making processes in this particular community of practicc The
process was strengthened by the opportunity to participate in collaborative
experiences related to their decision-making (Rogoff. 1990) In their decision-
making process:s, interactions occurred with the tutors' conceptualizations of self

Descriptive Continua

In an attempt to represent the range of ways that the preservice teachers'
decisions were related to each of the dimensions explained in the previous section, a
descriptive continuum for each dimension was developed based on an examination
of data in this study The purpose of the continua was to depict levels of
professional development displayed in the research data In the next section of this
discussion, the continua will be explained in relation to the decision-making
processes the preservice teachers employed

The points where the preservice teachers in this study might have been
placed on each continuum were approximate. The placements were not static, but
sometimes shifted in response to the events of the semester The tutors moved back
and forth along each continuum  Within cach dimension, each preservice teacher
told a unique story Each continuum interacted with the influence of other continua
in ways that shaped, and were shaped by, the preservice teachers’ teaching and other

participation in this particular social context.
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Continuum _Decision-Making Interacts with Personal Literacy History

Uses expencence with Recognizes and honors Focuses on own hiteracy
other chuldren as weil as differences between lustons and assuines
self as a child student and sclf student 1s like self

One continuum described the influence of the preservice teachers' personal
literacy history on their literacy teaching in this setting  The students all made
connections between their teaching and their own personal experiences throughout
their lifetimes  Evidence for this continuum came from their literacy
autobiographies, the varied pieces of writing that they did throughout the semester,
and the conversations they had with their peers and with me

At one point on the continuum, some tutors used their clear memories of
their own childhood experiences with literacy as one lens for understanding the
child they were tutoning In addition. theyv incorporated other memories of children
with whom they had interacted duning their own literate history  Some of these
memories were of their own children or siblings. some were of chiidren they had
observed and worked with in educational settings, and still others were of children
with whom they had interacted in other setungs such as church, vouth groups. or
baby-sitting These tutors were working to incorporate all their understandings of
children in literate experiences to help them plan and teach effectively in the
tutoring sessions

At another point on the continuum, some of the tutors relied heavily on their
memories of themselves as children and compared those memories with the

evidence they were gathering through their on-going assessment procedures with the



child they were teaching for the semester They acknowledged ways that their
student was like they had been as a child, but they also recognized differences that
sometimes significantly shaped their student’s reactions to the tutonng activities
They acknowledged these differences along with the similanties as they planned
and implemented the lessons
Students at the third point on the continuum relied on their own memories of
childhood literacv experiences so heavily that they assumed that the child thev were
tutoring was just like they had been They described using the same books and
activities in their tutoring sessions as they had utilized as a child Elaine chose
books she had read when she was the age of the child she was tutonng, and
incorporated poetry she had read in a parent program when she was in third grade
Steve consistentiv referred to his own childhood, his interactions with his parents,
and comparisons between his student and himself at that age He commented,
Well, I think my guy is just like me when | was that age He'd rather be
doing anything else besides reading | mean, I hated books when | was a
kid My guy even looks like me—kind of ugly, kind of stocky [ think he's
just a little on the lazy side. | don’t think he wants to be here [ find that
after a hundred words or so, he doesn’t want to be here I don’t think he
likes books
Later, in a final reflective writing assignment, Steve maintained his
comparison, when he wrote, "Although Kevin was quite a challenge, we had a sense
of bonding. | was able to understand Kevin in some ways because he reminded me

of myself at a younger age "
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Some students planned literacy experiences for their students based on their
personal preferences related to literacy genres or author At the first tutonng
session, for instance, Allison had introduced her student to books that she herself
had enjoyed as a child

| was showing her some of my favorites when | was younger, like Tikki

Tikki Tembo, and she just got so excited She said, Oh, our librarian at

school read that to us. and she grabbed the book and she was trving to read

it. and she was saving the name, and she was telling the whole story. and so |
thought that was kind of an ice-breaker for us
As another example, Molly was describing her planning for the sessions when she
explained.

Well, I think there was probably a connection between my literacy

development and the decisions that | made because I really felt like | related

to my student | used a lot of repetitive text, easy rhyming because | liked
rhyming stuff when I was growing up So that was probably how | based my
decisions on what to do, because there is so much that vou could pick from,
what you want to incorporate  You have to decide finally and take that path.

Jeanette used her own collection of favorite tradebooks in many of her

lessons She explained, "We started on The Very Hungry Caterpillar That's my

favonte book. Then we went to The Very Quiet Cricket ..and some of my old

favorite stories, like Jack in the Beanstalk, and my favorite author, Mercer Mever "
The children who were tutored by these students were receiving a clear message that

literacy can be an enjoyable, life-long experience.
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Another continuum of the preservice teachers' decision-making related to
their sense of self-efficacy as a teacher of literacy

Continuum__Decision-Making Interacts with Self-Efficacy

Scif<cflicacy hugh. Sclf<fhicacy modcratc. SelfcfTicacy low.

confident 1n own ability emerging confidence lack of confidence

Some of the tutors were calm and confident in most of their tutonng
interactions, but for all of the preservice teachers, there were times that their
confidence had peaks and other times when it slumped in response to the
circumstances in the course The issue of confidence or of questioning themselves
sometimes fluctuated in response to the child's reactions, and sometimes it wavered
or was enhanced by the interactions with peers

The middle portion of this continuum, with confidence emerging throughout
the course when their interactions with the child were successful, was an appropnate
description for many of the tutors This continuum, however, was the one where
more fluctuation occurred than anyv of the others All of the preservice teachers at
times expressed a high sense of self-efficacy in some of their interactions with the
children, with their peers. or with other course activities  All of them, also. at times
expressed some kinds of self-doubts and raised questions about appropnate plans to
make for their tutoring sessions

However, two of the students, Steve and Elaine, had such high levels of
confidence in their own thinking that they rarely wavered in their opinions that they
had found the solutions to all of the dilemmas related to their teaching. Their high

levels of confidence may have made them resistant to new ideas. They seemed to

134



feel sure that thev had alreadv found the answers that they needed to most of the
dilemmas they might face However, even these two students had concemns  These
related pnmarily to the course requirements  They both continued to think about
what | wanted them to do instead, especially in terms of constructing the final
tutonng report  They were both confident they were capable of handling any
teaching situation, but they seemed uncomfortable with the freedom to construct
their own ideas about an appropnate format for the report

Bettyv felt somewhat overwhelmed in her peer collaborative group when her
own assessment stvle in the first session was different from Elaine's and Tammy's as
they focused on identifving deficits in the students' oral reading, in spite of the
mediated model of literacy instruction that was the focus of the class Betty scemed
to assume that, since her ideas were different from the other two forcetul members
of her group. that her ideas must not be "right * In actuality. her assessment
strategies were much more closely aligned with the mediated model of instruction
(Dixon-Krauss, 1996) than her peers' assessment strategies had been

Samantha seemed to have low self-confidence at least through the initial
weeks of the semester  She struggied to find matenals and activities that would
capture her student's interests and provide an appropriate level of challenge for the
child She appealed frequently to her peers to tell her what to do

The tutors’ decision-making was related to their understanding of literacy
instruction, based on their knowledge of theory and strategies and the ways they

applied these concepts to their teaching
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Continuum__Decision-Making Interacts with Understandings of Literacy Instruction

Knowledgeable of theory: Ablc to plan instruction by Plans intwtively. without
applics stratcgics sccking sources (textbooks. understanding of
appropnately and flexibly clc.) theory and stratcgies

One point on the continuum described those tutors who had internalized
knowledge of instructional strategies to the point that they could comfortably
implement appropnate activities during the tutoring sessions These tutors were
able to adapt their strategies and activities during the sessions in response to the
child’s needs. in a type of reflection in action (Schon, 1983), as well as between the
sessions, as a type of reflection on action (Schon, 1983) At a central point on the
continuum, the tutor’s understandings of pedagogy were not as well internalized, so
they had more difficulty with the adjustments during the tutoning sessions They
had a moderately well-developed repertoire of strategies, however, and they were
knowledgeable about resources so that they were comfortable with locating
appropriate strategies for the next tutoring sessions as thev made their on-going
lesson plans At the points nearer the other end of the continuum, some tutors were
still planning intuitively and based on their own definitions of literacy practice from
their lived experiences, instead of implementing theoretically framed instruction,
either in their planned lessons or in the adaptations that were needed during the
sessions

The peer collaborative groups provided evidence of the range of these
understandings, along with the written lesson plans and reflections The peer groups

also became an important tool for facilitating development along this continuum as
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the tutors talked about their decisions and as they brainstormed together for
instructional strategies, materials, and activities that would be helpful to the
children

The tutors' understanding of pedagouical strategies for literacy instruction
was tested in this complex problem-solving situation After one session with the
children, | had asked the tutors to complete a quick-write in class describing how
they had selected the strategy they intended to implement the next day Tammy
blurted aloud, "Well, what if we sav we are doing something just because it is
something we know about” | mean, I know KWL, so | might just do KWL " Some
were pleased as the semester progressed, with their own increasing awareness of
strategies, such as when Tammy described her peer interview by saying that she had
been surprised that she "could rattle off answers that sounded like a teacher |
thought, you know, I've learned a lot more than I thought "

Even the students who had a good knowledge of strategies were still trying
to leamn to apply them flexibly and appropnately in an actual teaching situation
Betty resorted to looking back through previous textbooks, and tryving out a vaniety
of unrelated strategies Several students relied on their knowledge of literacy
instruction in the public schools to help them evaluate their teaching For example,
Hannah commented, "1 felt kind of at a loss at times because | didn't know what she
had already done, what she was going to be doing in third grade, where to go from
here, without stepping on toes " Launie told her peers, "Well. he told me he
remembered working on this at school, so maybe | am doing the right thing

Allison, however, was perplexed as she explained to her peers,
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Well. I had a six-vear-old girl and she did really well The only thing |
noticed was that when she would read. when she came to a word she didn't
know, she'd stop and she'd sit there and wait and wait, and then finally, she'd
look up at me like, 'Well? Aren't you going to tell me what this word is”
She wasn't real good at trying the word, or skipping over it and reading on,
or at looking at the pictures That was kind of a surpnise to me, because in
all these classes that we have, they say to teach the kids to try all these
things, and | just automatically expected that's how all the teachers in the
world are doing it, and I guess they aren't "
The fourth continuum dealt with the vaned types of complexity in the course
and the tutors' ways of deal with this issue

Continuum _ Decision-Making Interacts with Thinking about Complexity

Reflective thinker: Recognizes vaned complexiues,  Secks simple solutions
thinks abstructly. lcarming to analyzc, dcals with from cxtermal sources.
dcals with complexity complexaty through support complexity overwhelms

Tutors demonstrated their reflection and abstractness of thought in their
written reflections following cach tutoring session as well as in the interactions with
peers and with me in the class sessions At one point on the continuum, a few of the
tutors were able to do the type of reflective thinking that connects obscrvations to
theory and that analyzes multiple components. Many of the tutors exemplified the
middle portions of the continuum, where they were recognizing some of the
complexities, but were still puzzled about ways to appropriately address them At

the other end of the continuum, several tutors were still thinking more literally than
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reflectively Their written reflections focused on descriptions of the child's literate
behavior (Collier, 1999)

Molly consistently described her student's literacy development in a broad-
based reflective fashion. Even after a few sessions, she could articulate diverse
components, as she explained in her peer group,

My student was just delightful She was more fluent than | expected, and

she had a very good oral vocabulary When she was drawing the picture of

herself, she said, ‘My hair is the color of molasses taffy * Well. [ just about
fell through the floor because I thought that was so neat And. when she first
sat down, she had her hand in her pocket, and she pulled it out, and she
brought three rocks to show me She knew the names of everv one of these
rocks. One was turquoise, one was Apache onyx, and one was something
clse She was very interesting
Molly proceeded to describe the child's oral reading, attention to punctuation,
understanding the theme of a book about two people making friends, lack of
awareness of the vowel sounds in ‘'ow,' and writing, both from the perspective of the
ideas, and through analyzing use of conventions such as complete sentences, use of
punctuation, and spelling

Samantha recognized many complexities, but was grappling with ways to
understand them. Jeanette had explained her student's tendency to guess words
based on the initial consonant, and Samantha tried to analyze,

If she gets the first letter, then she'll just guess, right? Well, she's trying to

hurry then. She's not taking her time on each word. Or it could be just
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because it was the first dav and she was nervous She was mavbe trying too
hard Or maybe she just needs to read more, you know, she needs more
practice Maybe she just doesn't have anybody at home to help her learn
this
Sometimes the tutors looked for simple solutions, as Jeanette did when she wrote,
Well, I'm gonna have to let her read, then I'm going to have to mark the
spots, and then we go back That's the only way to teach her, and we're
gonna work on those words The only way to work on them is to keep doing
them repetitive, because sight words are not something you can sound out
No, you can't sound out 'the’, I mean, it's just ‘the ' She had her problems on
those, those are all sight words She just needs to know them when she sees
them
The tutors made decisions both during the sessions and when the sessions
were completed, as they prepared the next lesson. They evaluated not only the
children but themselves as well Jeanette, for example, descnbed her adjustments
during the sessions by saving. "I made some reflective decisions during my lessons
because she just changed the lesson so, and I've always feit that teachers should be
flexible enough if they bring something to the lesson " Samantha agreed and
advised, "Yes, don't be set in stone about what you are going to do." Jeanette
nodded and continued, "Right, because they are learning, and that's what I teach
on"

When I asked Jeanette to describe her planning between sessions by

describing where she was getting her ideas for the sessions, she said, "I just come up
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with them, out of my head " [ inquired. “How do you think they got in there””

Jeanette answered.,
1 don’t know [ always sit down and think, what is it that | have been
through. that it would help make it easier for the children if we taught them
how to get through—things like working together. sharing. feelings, all those
things are good | always think, what is the message | want them to get?
I've looked through myv books, and I've even gone to the teachers’ store, and
I got these sight word cards and this idea book. If she has trouble with a
word. | go to this, and I've got it

Jeanette then described her self-evaluation of her own teaching and interactions with

her student by saying,
My main question | keep asking myself 1s. am I teaching rnight” Even though
I have read the books, and | am doing what I know, ['m still worrying about
am | doing it nght” Am | helping her” You don't know what she really
needs to know You know what vou have observed You also know what
she talks to vou about and she tells vou, oh, my teacher tells me this, or |
have done this before, then you will know you are on the nght track, but vou
are still questioning yourself, vou are still assessing, is there something else |
could be doing”? What else can I do”
Support for the preservice teachers' development of reflective thinking in the

course seemed to come from three major sources, including their written reflections,

their own audiotapes of their tutoring sessions, and their interactions with the peer

collaborative groups. Several students discussed the value of listening to the tapes
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of their own teaching For instance, Tammy told me in her first interview.

One of the things | have noticed from listening to my tapes is my
response time in allowing Kenny to answer my questions is too short, and |
tend to answer for him the things he doesn't answer immediately 1 will trv
to increase my wait time with him, to allow him the opportunity to answer
my questions, instead of me being impatient and answering my own
questions

The most helpful parts of the course for me were the tape recording
and written reflections of the sessions 1t would have been harder to make
meaningful, beneficial reflections without having the opportunity to listen to
the session a second time | found myself hearing things on the tapes that 1
did not remember myself or my student saying
Allison introduced the topic of the audiotapes in her reflective think-aloud

session as she asked,
Is this the first time that vou have recorded the sessions” [s that what you
said? Well, | think that you should continue to do that Just because | know
how it helped me Like I said, I listened to the tapes, | don't know how many
times And you can't. I don't care what anybody says, you can't write
everything down, and vou think, okay, I'll remember this, but you don't
You just can't So later when vou are trying to put everything together, it's a
good thing to have [I'll usually think about everything as | drive home
Sometimes it's a good thing to live a ways away, vou kind of put things

together in your head, how things went and some ideas. A lot of times, I just
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want to sit down and think  Sometimes 1 listen to the tapes beforehand.

before [ type the reflection Sometimes I'll type up my reflections, and then

I'll listen and jot things down or whatever Like more specific examples [t

all depends on what is going through my head at the time

Betty and | discussed her use of more reflective thinking in her retrospective
think-aloud session as well She commented, "There is just so much to put in the
tutoring reports. and trving to make it sound professional " 1 replied. "Talk about
the process of writing vour reflections [ have just left that real open-ended Has
that been okay” Would there have been a better structure® Betty answered,

"No, it was really good, especially using the tapes At the beginning of the sessions,
[ didn't use my tapes | just used my lesson plan and thought about it But I think it
i1s better to use the tapes, because there is so much more vou can pick upon ” 1
asked, "Why did you start using them” What gave you the clue to do that”" and she
responded, "Well, my reflections started getting short  and | thought, there has got
to be more going on than this, and so | thought, well, I'm going to start listening to
my tapes, and | couldn't believe, like 1 said, all the teaching that was gotng on *

The students evaluated the written components of the course quite
differently Many talked about hating to invest the time in doing the written
reflections after each tutoring session, but finding them extremely helpful in
documenting their student's literacy development later in the course

Even though | had given very general guidelines about ways to construct the
final tutoring report, Steve's comments about the written components of the course

focused on what he perceived to be helpful to him, as he said.
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The most helpful parts of the course for me were the guidelines given me to

help in preparing tutoring reports that reported Kevin's actual performance

and learning The guidelines were subdivided into reading, writing, etc . in
ways that broke the report format into easy-to-manage segments, rather than
presenting me with the challenge of working from scratch on several
different levels

Molly analyzed her own reflective thinking process by describing the writing
of her reflections in a way that would align with Vygotsky's notion of writing as a
tool to support thinking (Vygotsky. 1978) Molly said. "I was wrnting in one of my
reflections, and | wrote something about my opinion of why this was going this
way, and then by the time | got down to the last paragraph, I had it, well, maybe it
was this, the reason that this was happening *

Tutors exhibited varied degrees of independence in the context of this
teaching experience Some were quite self-confident and planned independently,
but all of them at some time in the discussions accepted ideas from their peers A
few were consistently overwhelmed by the challenges and were dependent on others
for ideas, as Samantha openly appealed for help by saying,

Okay, what I need to know is when you have them write things, how do you

ask them” Because maybe I'm making it too hard, too big, like saying,

please write a story may be too much What do you have them write about?

Do they write right after they read” Or do you just let them write something,

just whatever they want to?

The preservice teachers exhibited varied types of thinking as they planned
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their instruction for the tutoring sessions Some were thoughtful and reflective in
their planning and implementation of their lessons Others were just beginning to
develop these characteristics, and found that the tutoring sessions, along with the
support of the social context of the course helped in their development along this
continuum Still others were dependent on others for solutions, or were satisfied
with their own unreflective ideas, in ways that hampered their instruction and their
development of their conceptualization of self Their type of thinking influenced.
and was influenced by, their interactions in the specific social cortext of the course

Continuum _Decision-Making Interacts with the Social Context

Factlitates analvsis process. Parucipatory. sccks and Lattle facthitation of
mentor to pecrs. offcrs help. cautious about collaborauon (quict
open and willing to share value of own ideas or domineenng)

The tutors often worked in pzer groups that were based on the ages of the
children that were being tutored  All of the tutors found times that they were willing
to assume a leadership role in the peer groups and to describe their child or provide
ideas for their peers  All of the tutors also used the peer group as a resource or
sounding board for their decision making at some time through the semester The
typical amount of time that cach tutor spent in these roles and interactions, however,
seemed to fall into different patterns of group interactions in the three peer groups

In the interactions in the second grade group, Molly typically took the lead
role of the questioner, almost in a teacher/facilitator role. For example, in the first
group meeting, Steve was describing his student in a very superficial way, and

Molly asked him questions that had the potential to scaffold the expansion of his
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thinking  Steve responded quickly, confident and not thinking beyond his own
initial assessment of simple solutions.  All the other members of the group joined
the conversation and asked questions that implied they might have had a different
conclusion than Steve had reached None of the group, however, confronted Steve
or pointed out that he might have made incorrect assumptions.

Typical interactions in the first grade group contrasted sharply in regard to
the amount of direct suggestions that the tutors gave to each other For example,
Jeanette directly instructed Samantha on what to do and what not to do as she
supported her student in the process of using inventive spelling All of the
preservice teachers willingly shared ideas and recetved suggestions from their peers

In the tourth/fifth grade group. the typical interactions found the tutors
engaged in parallel thinking about thetr own individual child They would listen as
another tutor described an incident from the tutoning session, then respond with,
"Yeah, it's like my child ." then engage in telling an incident from their own
tutoning experience They seemed to value the opportunity to have the other tutors
to serve as a sounding board, even though they most frequently did not go beyond
surface acknowledgment of the observations or dilemmas that their peers were
describing.

Theme Three Development of Conceptualization of Self as a
Teacher of Literacy is Multidirectional and Interrelated
Multidirectional
The ways that the preservice teachers in this study conceptualized

themselves as teachers of literacy were complex and dynamic. Change occurred in
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many dimensions of the conceptualizations, but not in a linear or unidirectional way
Instead, the change seemed to fluctuate or even reverberate or resonate (Conle,
1996) Some of the influence on the directionality of the preservice teachers’
conceptualization came from the tutoring sessions and the reactions of the child to
the instructional activities that the tutor had prepared. When the child’s response
aligned with the tutor’s expectations, for example, the tutor's sense of self-efficacy
mav have been enhanced At the same time. however. the tutor mav not have felt as
compelled to pursue other ideas for the upcoming tutoning sessions and may have
simply enjoyed the success, relying on their own personal literacy history for ideas
and settling for casy answers to the challenges of preparing lessons  In contrast,
when the child’s responses were not in alignment with the tutor's expectations, their
self-efficacy might move lower on that continuum At the same time, their
commitment to thinking about the complexity in the teaching situation may have
increased, along with their commitment to collaboration as they sought help with
their decision-making from peers

As evidence of the multidirectionality back and forth along one continuum
throughout the semester, the dimension of self-efficacy is provided as an example
For some of the teachers, each day of the tutoring brought new excitement and
success, as the children responded to the literacy activities with enthusiasm For the
teachers who had this experience, their conceptualizations of self, especially in
terms of their self-efficacy, seemed to become more positive throughout the
semester. Many of the students, for example, started the semester feeling nervous

about meecting the child and about how the interactions would develop, nervous
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about the process of assessment and of curriculum planning, and nervous about the
process of reporting their observations and reflections  Their self-efficacy about
themselves in this teaching role was tenuous After a few sessions with the child,
they began to relax and feel more confident. Their self-efficacy was more positive.

For most of the preservice teachers, however, the changes were not lincar or
even always moving forward Circumstances and children’s reactions brought
changes and challenges, and the preservice teachers’ sense of self-efficacy moved
through peaks and vallevs Some of these influences came from the children’s
reactions to the literacy sessions Samantha, for example, seemed to feel alternately
competent and distraught as the child she was tutonng had diverse reactions to the
instructional activities, and Samantha struggled to find literacy tasks where the child
could experience success Steve was alternately confident and frustrated as he
planned some successful experiences but finally realized he could neither bribe nor
simply intimidate his child into staying focused on the literacy sessions

Allison’s conceptualization of herself as a literacy teacher started very
strong, was challenged when the child she was tutoning dropped out in the middle of
the semester, and surged to a new high as she was successful with a new student.
She described the expenence to the outside interviewer who conducted the exit
interviews

Halfway through the class | had a student that dropped out—she just
stopped coming. | panicked Because I'm also very conscious about getting
my work done [ thought—Oh no, what am I going to do now. .. had to get

another student and work real fast. That was another thing that I thought



how am I going to handle this But it cnded up being a positive Because 1
got to work with a six-year-old girl who was an emergent reader who needed
a lot of work And I moved to an eleven-year-old boy who was a very good
reader and had so many interests. He loved to read, and the little girl didn't
like to read It was just two different experiences | had to really switch
gears. But [ learned how to do it. 1 learned to be flexible with both of them
I had some higher expectations with the vounger one. and | had to back up a
little bit so she could catch up But with the boy | had some lower
expectations, then [ had to boost those up to meet his needs It was a real
challenge but it all fit together just fine 1 was shocked that I made it
through ['ve become more confident 1didn’t really think | could do it, you
know [ knew I couid, but 1 didn’t think 1t would come so easily for me

That kind of surprised me, so [ kind of pat myself on the back | think I did
a pretty good job

Much research has documented that preservice teachers have overly

optimistic perceptions of themselves, or high expectations of their own self-efficacy

(Chester & Beaudine, 1996) These preservice teachers overall followed that

pattern. The surveys asked about some components that were outside of the

teacher's control, such as issues of parental involvement, and most of the preservice

teachers responded that they believed they would be able to meet those challenges

Most of these preservice teachers responded positively to questions that related to

their own self-efficacy in dealing with children in the setting of the tutoring or in

their future classrooms
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An interesting contrast to some previous research developed in these
students' responses on the post-test in comparison to the pre-test Previous studies
had indicated that novice teachers' self-cfficacy tends to decline when they first
encounter the realities of interacting with children in teaching situations (Chester &
Beaudine, 1996) The overall scores for these students, however, showed a slight
increase in overall self-efficacy at the end of the course, in comparison to their
already high scores at the beginning The gain was slight, but it seemed to be
supported by their comments in reflections and interviews

In the middle portions of the course, comments from varied data sources
indicated that the tutors' self-efficacy fluctuated from time to time The tutors
described ways that their teaching was going well and ways that they were
struggling. The predominant theme that ran through the majority of the preservice
teachers' reflections and interview comments, however, was that the tutors
themselves felt generally successful and that their overall self-efficacy as teachers of
literacy had been enhanced by the experience  For example, Jeanette commented.

[ like to let her wnite things her own way The words mav not look the same,

but for some reason, when she is writing, | can follow her Before [ started

with her, [ couldn’t tell you what this said [ think it is working with her and
thinking like a kid And now | can see what | couldn't see before

Several factors may have influenced these preservice teachers in maintaining
their high overall self-efficacy Such factors probably included the limited amount
of complexity in the structure of this initial teaching experience, as the tutors

planned for and taught only one child, without the distractions of the other children
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and the expectations of most initial teaching situations. Another positive factor may
have been the collaborative components of the course, which generally provided
positive feedback and supportive ideas to the tutors

The multidirectionality was not limited to issues of self-efficacy Other
components of the preservice teachers' conceptualizations of self as literacy teachers
also fluctuated throughout the semester

Interrelated

Interactions among the continua were complex and reciprocal, so that the
position on one continuum was influenced by positions on the other continua The
positions on some continua, however, were relatively stable for some students If
students focused extensively on one dimension, it seemed that they were so far out
on the end of the continuum that they ignored other dimensions In this case, an
extreme position seemed to limit thetr understandings and interpretations in their
own teaching One example was Elaine’s focus on her own literacy history Her
assumption that the books she herself had read and enjoved as a child would be
appropnate for her student may have limited her exploration of appropriate choices
for her tutoring sessions

Many factors influenced the preservice teachers’ conceptualizations of self
Therefore, determining the causes of their developing conceptualizations was not
always possible. Nevertheless, some of the diverse influences seemed clear For
instance, the importance of the peer support teams impacted Valerie's
conceptualization of herself as she felt somewhat isolated in her search for

appropnate literacy tasks for her student, who was the only early emergent reader in



the group

Interactions among the dimensions were complex and powertful Molly and
Allison were the primary examples of those students who were abstract thinkers,
flexible in their decision-making, and were knowledgeable about pedagogical
strategies These students were more likely to deal well with the complexities of
planning and implementing instruction based on their own observations and
reflections.  Allison. for example. had managed to construct one of the most
professional tutoring reports by the end of the semester, in spite of the added
challenge of changing children late in the course Sometimes, however, these
thoughtful preservice teachers expressed lower self-efficacy, probably based on
their more advanced awareness of how much thev still needed to leam and their
more critical reflective processes of self-evaluation Molly, for instance, was one of
the students in the group whose scores on the self-efficacy survey declined from
beginning to end of the semester In contrast to her scores, Molly expressed
confidence in her interactions with the child She was clearly, however, very
reflective and analvtical in her self-assessments of her own teaching, and was able
to set goals for herself as well as for her student  An opportunity to understand the
students in a holistic way will help with interpretation of the complexity of the data,
so that isolated data sources such as Molly's score on the self-efficacy survey are
balanced with the broader context of the participants as students

Emerging voices
In the final data analysis, the primary focus was on the interactions for which

data was available from this semester, but it was inappropriate, if not impossible, to
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ignore my personal knowledge of these students over previous courses and
semesters Therefore, in my final analysis of the tutors' development over the
course of this semester, | looked for evidence in this data to support. or to refute, my
understanding of them beyond this small snapshot of time

The students had gone bevond the expectations of the course Theyv had
indeed become, in a unique way, a community of practice From that community,
their unique voices were emerging Some of the students had grown tremendously
in their understandings of literacy assessment and instruction Some were still very
weak in their understandings of pedagogy Some were still looking for simple
solutions to complex problems Some had become comfortable with sharing their
ideas and with seeking support in their decision-making from their peers, while
others were still reluctant to admit they did not know all the answers or to accept
ideas from their peers

The students had not achieved all of the goals that they set for themselves at
the beginning of the course. However, their conceptualizations of self as teachers of
literacy had changed in some way for every student For some, changes had been
almost imperceptible For others, the changes had been more dramatic  The
interactions among the dimensions of their conceptualizations of self influenced
their conceptualization of self in diverse ways

In trying to explain patterns of these interactions, | have placed the students
into four groups. These groups can exemplify the "emerging voices" from our
community of practice: The groups include: (1) whispers—subtle shifts, (2) quiet

comments, (3) confident conversations, and (4) shouts—ah-ha's. My own voice

153



will be necessary as | try to explain the development of the students'

conceptualizations of self as a teacher of literacy from a broader perspective

Whispers--Subtle Shifts

Two students seemed to have made only subtle shifts in their perspectives
over the course of the semester For these two students, the interactions among the
continua were extreme These students would be placed extremely high on the
continuum of self-efficacy Thev were so confident in their own ability, however,
that the interaction placed them at the lowest end of the continuum related to
thinking about the complexities in the course Steve and Elaine were both good
students who had come into the course with high understanding of pedagogical
strategies from the previous literacy courses Their high levels of self-confidence
and their strong focus on definitions of appropnate literacy instruction from their
own personal backgrounds limited their thinking about the complexity They settled
for quick and simple solutions to complex problems They probably exemplified
one type of students for whom teacher education programs have traditionally had
little impact because their initial definitions of appropnate ways of teaching are so
strong (Grossman, 1991) They expected to teach in the ways that they had
described in their own literacy autobiographies  Steve focused on the practice with
reading that his own parents had encouraged for his as a child. Elaine focused on
the specific books and poems she herself had enjoyed Even for both of these
students, however, change did occur

Steve’s military background had prepared him to deliver instruction and to

expect students to obediently follow his instructions. Then he encountered Kevin,
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and realized his parallels between third graders and raw recruits were not really
applicable. He had expected to intimidate any student into complying with his
instructional objectives. He decided to try putting himself in the authority position
by wearing a tie to one session, he explained in his reflection, to see if Kevin
behaved difTerently, but Kevin did not change Steve began to discover that he had
to entice, not force, Kevin to participate  He had spent the first weeks of the
semester diligently recording and counting miscues in Kevin's oral reading  His
change in decision-making was supported in his retrospective think aloud, when he
said, [ started out not really thinking about Kevin as just a little kid ['m glad vou
told me to quit counting the miscues | learned a lot more about Kevin's reading by
counting the number of sentences where the meaning changed from his miscues ”
In a final reflective writing assignment, Steve described his own learning,
I evolved into a teacher of total literacy At first | was confused about how |
would teach Kevin [ concentrated on recorded reading and penmanship
After a few weeks of this, it occurred to me that activities involving reading,
listening, and speaking were better than rigid instruction with a few mini-
lessons. [ learned just as much from Kevin as he learned from me
Steve's tutoring report still was filled with quantifiable data, neatly organized in
chart format, in a way that Allison, his partner in the peer editing step, described by
commenting, “Well, it was interesting to look at the different ways people had put
the tutoning reports together Steve's was—well, just so *Steve ' He had found a
way to speak to the parents in his own way, while still shifting slightly in his ways

of speaking. Even more important, beyond the scope of this semester, was Steve's
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change of conceptualization of self as a teacher of literacy in comparison with his
appearance, demeanor, and vocabulary when he entered our teacher education
program two years earlier, looking and sounding much more like an army sergeant
than a prospective teacher. When he greeted Kevin's mother and grandmother for
the parent conference, he was dressed in neatlv pressed slacks and a tie with school-
related objects on it, and he supplemented his explanations of Kevin's writing
portfolio with comments such as a crisp "Yes. ma'am, Kevin worked hard *

Elaine had entered the course as a strong student whose ideas had alwavs
dominated peer-group projects in the previous literacy courses She had strong
positive memories of her own literacy experiences in her childhood, which she
directly included in her lesson plans She had centered one tutoning session around
the same poetry that she remembered reading aloud in a parent program when she
was in third grade She stated that her “primary goal in the tutorning sessions™ was

for her student to "complete reading Tales of a Fourth-Grade Nothing." which had

been the first “chapter book™ that Elaine had read Elaine expected that her student
would be exactly like she had been as a child Elaine had recognized her own way
of thinking about her student only when Tammy confronted her in the peer
collaborative sessions. In her retrospective think-aloud sessions, Elaine commented,
Well, I hated to just take my group members’ ideas and usc them with my
student. | know my ideas are good ones But I thought Tammy had a good
point when she said | couldn’t expect her to like everything I did when I was
little. So I tried to think about how we were different I was an only child,

and she had a brother. So I found some poems about siblings for her to read.



The difference in Elaine’s decision-making was indeed subtle. but it was a change,

nevertheless

Three of the preservice teachers were placed at the lower end of the
continuum related to roles in collaboration because they were such quiet members
of their groups at the beginning of the semester Laune, Valerie, and Betty made
fewer comments than most of their peers, both in the collaborative groups and in
class discussions As the course proceeded, however, they added important
comments to the peer collaborative sessions All of them had well-developed
understandings of literacy development and pedagogy They each expressed an
expanded understanding of literacy instruction and assessment as the semester
proceeded Thev would have been placed in moderate to higher positions on the
continua of personal literacy history and ways of dealing with complexity They
shifted even higher on these continua as they worked with the children Their
tenuous sense of self-efficacy at the beginning of the course probably had a strong
influence on all of the other continua. As they experienced what they perceived to
be successful tutoring sessions, their self-efficacy scemed to grow stronger

Laurie carefully considered her student's interests as she planned her lessons,
and she was observant in analyzing his use of unusual vocabulary words She
realized she needed to think beyond a simple topic and consider the other features of
a text as she selected reading materials for the sessions. In the group sessions, she
rarely asked for help from her peers, but she was a willing member of the team in

terms of analyzing the children who were tutored by her peers, suggesting books

157



and activities, and sharing matenals She went beyond course requirements to help
her peers For example, she volunteered to bring her own elementary-aged children
to campus with her so that students in the first literacy methods course, which met
immediately prior to her course, would have children available as they implemented
a read-aloud activity  Later, she thoughtfully described her children's responses to
the activity, and made specific connections to the child she was tutoring She told
me later, "I think it's a good thing they used my children instead of my wtonng
student From what my kids said, the book was kind of long 1 don't think mv
student would have been still enough to listen *
Valerie was reserved and quiet in her interactions with faculty and peers
She was an active member of the Student National Education Association on
campus, but she preferred hostessing the reception table to speaking in front of the
group Some of the reasons she was so quict were revealed in her literacy
autobiography, which was written early in the course She had described a
challenging time in her life by wniting,
When my two oldest children were four and three vears old, we watched
Reading Rainbow. [ would quickly scribble the names of the books and
authors from the show We would then go a couple of blocks to the public
library and get those and other books This was a time in my life when
actually leaving the house wasn't ecasy 1 had panic attacks 1 guess the need
for the kids to have books to read was stronger than any dumb panic attacks
Valerie described herself in the present when she completed her final take-

home reflective assignment by saying,
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I'm still learning to have confidence in myself In comparison to my peers,
I'm more of a follower [ like to sit and listen to their ideas and comments |
then decide if | agree with them and if | want to steal an idea | would have
liked to have been in some of the other age groups related to my field to see
what they were doing also My strongest feature as a teacher is that | am
willing to try any strategy to help my student to learn. The most helpful
parts of the course for me were making the lesson plans and actually using
them | was able to find out if an activity was too long, short, hard, simple
Tutoning was the most beneficial lesson | have received since I've been in
teacher cducation (I really mean this.) One goal | have set for myself is to
write some children's books that are appropnate for children like Jim to read
It was very difficult to find an easy book that wasn't just naming objects or
nonsense books The most important thing | have learned is that I can
actually teach'
Her confidence was reflected again in the exit interview, when she
claborated on her response to the final sclf-efficacy survey She explained,
Well, as far as strongly disagree, this one says teachers are not a very
powerful influence on student achievement when all factors are considered
[ just don't believe that Because | know that with my student that | tutored.
there were little things that I would say that he would just catch on. 1 just
didn't realize how much he would stan copying me We would predict and |
would say, 'Well, let's see.' and he started getting the book and asking me,

and | would go, 'l don't know,' and 1 would give him my idea and he would
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say. ‘Well, let's see.’ just copving me, even my inflections Then he started
writing 1999 on his papers because | always wrote the date on the bottom
So he started writing, and at first vou couldn't tell it was the numbers that it
should have been, but toward the end his nines were looking better Just
little things like that  So I feel like teachers reallv do have an influence
Hannah was quietly thoughtful about her student's home environment In
her reflections about the tutoring sessions, she noted several interactions that she
had with the parents Her own life experience of helping to raise eleven foster
children and of hosting international exchange students had obviously prepared her
to be empathetic and observant. In the group sessions, she often asked questions to
prompt her peers' thinking She was also quite knowledgeable about children's
literature, frequently suggesting appropnate books to her peers in her collaborative
group, and frequently loaning her own copies of tradebooks for their use in their
tutoring sessions
These three students all had outstanding ideas to share with their peers, but
they remained quiet in class discussions While their interactions in their groups
were limited, they still had important ideas to contribute to the discussions

Confident Conversations

Three preservice teachers seemed to be models of increasing confidence in
the conversations of the group. They would have consistently been placed high on
all of the continua. Molly. Allison, and Tammy were thoughtful and reflective
They were leaders in interactions with their peers. They had good understanding of

literacy development, and they were willing to share ideas and serve as mentors to
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other preservice teachers They were actively seeking ways to learn as much as
possible and to expand their own understandings of themselves as teachers

Allison had started the semester tutoring a first-grade girl who was quite
hesitant to participate in any of the activities Allison's quiet and patient
encouragement had helped the child to blossom into a more confident emergent
reader and writer Allison had served as the leader in the meetings of the other
tutors who were working with emergent readers, lending a guiding hand to the
conversations She pointed out aspects of the children's writing that the other group
members had not recognized She suggested ways to continue to expand the
children's understandings  Allison was the student who had to change to a new
child when her first one withdrew from the sessions due (o transpontation
difficulties Allison smoothly made the transition into her new peer group where the
students were working with fourth and fifth grade students She continued to be a
collaborative participant and a leader in that group as well

Molly was clearly the most professional member of the class in terms of her
understanding of literacy strategies. her thoughtful way establishing continuity in
her teaching, and in her role in the dynamics of class discussions and peer group
conversations Each class session had started by my asking the tutors if thev had
questions or comments and by inviting them to "show and tell" things they had done
in the tutonng sessions that had worked well or that had been less successful so we
could collaboratively analyze them Molly frequently brought tradebooks she had
used in her teaching and talked in class about ways she had used the books to model

an important concept for her student. She located helpful strategies in the course
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textbooks, created assessment and instructional strategies based on the ideas, and
demonstrated them to other members of the class. She modeled the wav she had
used Yo' Yes! to encourage her student to read with fluency and inflection. noticing
the use of exclamation marks  Several other tutors incorporated her ideas with
children of varied ages Shec utilized a professional journal article to develop a
manipulative game for her student and after she shared her ideas in class, several
other children had a chance to leam the strategy as their tutors used Molly's
suggestions in their own teaching  Molly's voice was definitely that of the lcader
Tammy was also a leader, although in quite different ways from Molly
Tammy's leadership was demonstrated more in her small group than in the whole
class She was confident enough to directly question some of Elaine's assumptions
about her student, in a way that Elaine was willing to accept  Tammy was willing to
ask questions in class discussions, without concern for how “silly.” in her words, the
questions might seem. Her peers relied on her to serve as spokesperson for their
shared questions This was a significant shift for Tammy, who had been so
outspoken in previous classes that her peers often had rolled their eyes and sighed
when she started to speak in class Her strongest lcadership, however, was in a
paired activity that she did with Samantha. Tammy and Samantha had both been
absent on the day that the other tutors completed their peer evaluations of teaching
portfolios. I gave them an opportunity to complete the activity outside of class time.
While the other teams had completed the activity in thirty to forty-five minutes,
Tammy and Samantha worked for more than two hours At the end of the time, they

appeared together in my office door Tammy was smiling broadly, and Samantha
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seemed overcome by emotions Tammy had helped Samantha to organize her
scattered lesson plans and reflections, had helped her analyze her student's writing
samples, and had encouraged her until Samantha felt she had experienced a
breakthrough in her own understandings about teaching Tammy stood by
Samantha's side, beaming proudly in almost a parental way, as Samantha tried to
explain how much Tammy had helped her
Shouts--Ah-Ha's

Three students made such significant gains in comparison to their
performance in carlier classes that their voices were described as shouts and ah-ha's
These are students who were still just beginning to understand pedagogy at the end
of the course They were still struggling to deal with the complexities of teaching
Their confidence in their own ideas was still quite shaky They were students for
whom movement along the continuum of thinking about the complexity and along
the continuum of roles in collaboration had gone from the lower end into the
moderate ranges By the end of the course, they had made strong movement toward
the higher end of the self-efficacy continuum, and the changes in their
conceptualizations of self were dramatic

Betty was the Native American student in the class She was very quiet and
reserved. In my earlier classes, she had listened carefully but had seldom offered
comments in class. She had had trouble with completing projects on time and
according to requircments She was one of the two students who had received
special permission to do her student teaching prior to completing the current course,

because of family emergencies that had made the regular sequence impossible. She
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was still quiet at the beginning of the course, but she had obviously learned to be
organized and professional. She utilized many literacy strategies from the textbooks
from earlier courses in her teaching with her fifth grade student. She talked
extensively in her retrospective think-aloud interview about how much she felt she
had grown duning the tutoring experience. She evaluated her own teaching
carefullv, especially noticing that she had not given her student much wait time
before she intervened She laughed at herself, shook her head. and commented,
"Okay. Betty, at least let her hold the book and tumn the pages Oh, dear'"
Remembering her shyness of a year earlier, | was astonished when she came to my
office about a week betore the end of the semester and told me that her student's
parents had said they could not attend the final conference session Betty was aware
that some of the tutors were worred about younger siblings joining their
conferences, so she volunteered to conduct an activity with the other children while
the conferences were completed She wanted, she said, to share some of her Native
American heritage with the children On the day of the conferences, Betty dressed
in traditional Native American dress, shared stories and music of her tnbal group,
and led all the tutors and children in a Native American dance She was beaming
There had been an amazing shift in her confidence

Samantha was the other student who had completed student teaching prior to
taking this course. Her difficulty in scheduling had resulted from the fact that she
had not successfully completed the second literacy course in the first semester she
had taken it. At that point in time, she was so busy with playing on the university's

softball team that she had not completed all of the assignments, so she had repeated
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the course in the subsequent semester In her interviews, she described how she had
realized the importance of studying and making her teaching career her first priority
Afier the day that she and Tammy completed the peer activity described above,
Samantha's confidence had risen dramatically She talked again to me in her
retrospective think-aloud session about that day, and how she had really begun to
understand the process of reflective thinking that day She had commented,
I think I've got it You are wanting us to do just what we are wanting out
kids to do We want them to try things out and experiment and feel
successful That's just exactly what you want us to do  This 1s really weird
I've never talked to a professor about the way | am thinking before This is
really weird
She smiled and shook her head  She repeated her comments to the outside
interviewer in her exit interview She believed she was "thinking like a teacher”
now.  Her new way of thinking was important as she finished the last of her degrec
requirements at the end of our summer session and was busily applying for teaching
positions for the fall She had utilized the state department of education’s webpage
to apply for teaching positions in opposite corners of the state She spent an entire
day driving to one interview, and arranged a weckend interview after a full-day's
drive to the other side of the state She was offered a pre-kindergarten teaching
position in a remote rural school, where she would also help coach the softball team.
The momning she received the phone call confirming her job, she bounced into the
classroom, jumping and laughing with excitement We spent the entire class period

listening to her description of her job search and interviews. She read aloud her
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cover letter. talking about being the second of eight siblings and about traveling
throughout Europe as a high school student She described how tempted she had
been to accept a teacher's assistant position in her hometown, but she stated with
great emphasis that she had not gone "through all of this to settle for not being a
teacher!" Her peers were fascinated They asked her question after question about
how to do all the steps of pursuing a job as vigorously and successfully as she had
done
Jeanette was the third student who was in the "ah-ha" group Jeanette's
determination to succeed had been strong throughout the two vears she had been in
the teacher education program, but it was even stronger after she had survived inside
her home while it was destroyed by a massive tomado just weeks before the
semester began Jeanette explained her feelings about herself
I'm learning | have a lot of strengths | attnibute it to the tormmado | realized,
['ve got this wealth of information that | haven’t even tapped into but just a
little bit of it Now I am beginning to grow and [ can see  Now that’s what 1
mean, that nothing goes by each day without doing something and adding to
it, and the tomado and all the other experiences, going overseas, being in
other countries, these are things that [ can share, and | have them to share |
guess you could call it looking at life. Years ago, it was work hard, work
hard, and that was all I could focus on, but now | know vou need to enjoy
life, take some time off for yourself, not bog yourself down Now, I'm
seeing | can do both. | can work hard and still enjoy life

Within the group interactions during this course, Jeanette had developed a
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stronger sense of self-efficacy and a willingness to assume leadership roles Jeanette
explained to Samantha in their peer group the appropriate way. in Jeanette's opinion,
of supporting her student's writing. She suggested encouraging inventive spelling to
the point that she would not tell the child how to spell a particular word This
explanation might be interpreted as somewhat ngid if one does not consider the
context of her comments In a sense, it was non-rigid, in comparison to Jeanette's
beliefs two semesters earlier Based on her incoming perceptions of the way that
school should be done, Jeanette believed at that point that a good teacher needs to be
in control of every step of instruction It was amazingly non-rigid for Jeanette to
relinquish the control of how a particular word should be spelled to a child who
could then invent her own strategies for representing her ideas in text  The role
Jeanette had assumed in the smail group conversations was another strong contrast
to that first course, when Jcanette rarcly raised her eves from her notes and
textbook, never ventured a comment or question during class discussion unless |
specifically directed a question to her, and timidly waited until class was over and
the other students had left before she approached me with a question, always
nervous to the extent of being somewhat breathless even in that one-on-one setting
with me. Now, she was confidently directing the discussion in her small group She
was confidently giving ideas to her peers Her conceptualization of herself had
grown tremendously
Qn-Going Voices
All of us, the students as well as myself, had made changes in our

conceptualizations of ourselves as teachers The following semester, | supervised
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three of the students in their student teaching In preparation for a national
conference where | expected to share the preliminary findings of the research, |
asked the three student teachers what they thought I should say about our summer
class. Their responses were almost representative of different ways of viewing
themselves as teachers that had seemed to emerge from the course

Steve focused his comments at a literal level as he made comparisons
"Well," he said. "I think the best part was the activities 1 really learned a lot of
activities from working with Kevin I don't think 1 would have had a clue about
what to do with those third-graders in my student teaching if | hadn't had Kevin "
Steve represented students who are still developing a flexible understanding of
when and how to use instructional strategies For these students, one value of the
course was the opportunity to explore varied types of strategies in a risk-friendly
collaborative environment with peers who can make suggestions and support
cognitive development in a social context (Rogoff, 1990)

Molly thoughtfully analyzed her own student teaching site, and explained
that she would love to be able to teach in her student teaching classroom the same
way she had taught dunng the summer course. It just wasn't working, she
explained, because of the context of the school She was required to follow the
sequence of the textbooks and packaged curriculum material She was very
comfortable, however, with explaining to me in detail how she would add writing
activities and other divergent experiences to the mandated curmiculum if she were
the teacher in the classroom. For students like Molly, understanding more about the

realities of vaned influences within school contexts is an important piece of
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professional development

Laurie first spoke through clenched teeth. "You know, I really hated writing
all those reflections all summer " Then she smiled broadly, shrugged her shoulders,
and continued, "But, you know, now that is how | think about these kids 1'm still
doing that reflective thinking every day 1 watch these kids, try to figure out what
they know, and try to figure out ways to teach to help them keep learning. That's
just how I think * Professional experiences that can facilitate the development of
reflective thinking are important in supporting novice members of the educational
community so that they will not be as likely to be overwhelmed by the complexities
of teaching and simply resort to teaching in the ways that they have been taught

Jeanette was not doing her student teaching at that point in time, but she was
in my oftice to return a book she had borrowed when | asked her the same question
“What should 1 tell the folks at the national conference about our summer course”"
| asked her She beamed with a broad smile, turned two thumbs up, and rephied.
“You tell them, we were good!"

Jeanette had chosen words that implied the powerful influence of the group
at the same time she conveyed how much her conceptualizations of self as a teacher
of literacy had been strengthened. She had captured in one phrase the components
of the course that seemed to have been most powerful Situated in this specific
social context, the students had shared a collaborative experience in a professional
commumty. For most of them, the experience had supported their professional
development in a way that enhanced their self-efficacy and would have encouraged

them to join Jeanette in stating, "We were good'" These two elements, professional
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collaboration and enhanced sclf-efficacy, will be important support svstems for

these preservice teachers as they move into the next phases of their careers
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CHAPTER FIVE

SUMMARY OF FINDINGS. IMPLICATIONS,

LIMITATIONS, AND FUTURE RESEARCH

Summary of Findings

This study examined two aspects of the professional development of
beginning teachers of literacy  One aspect was the preservice teachers’
conceptualizations of self as a teacher of literacy The second aspect was the
decisions and decision-making processes employed by the preservice teachers in an
initial teaching experience In summary, considering specific analysis of data
sources and holistic construction of understanding of the participants in the study,
answers to each of the research questions were developed

Conceptualization of Self as a Teacher of Literacy

1 How do the preservice teachers conceptualize themselves as teachers of literacy?

These preservice teachers’ conceptualizations of self as teachers of literacy
were diverse and personal Five dimensions of their conceptualizations of self that
were examined in this study included their personal literacy history, their sense of
self-efficacy, their understandings of literacy instruction, their thinking about the
complexities in the course, and their roles and interactions in the social context of
the course

Their conceptualizations of self as a teacher of literacy reflected diverse
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influences from their own personal literacy histories as children and as adults, in
educational contexts, at home, and in other contexts Their conceptualization of self
was evident in the present, both in the context of this course and in other settings,
and as a projected conceptualization of self as a “good teacher™ in the future

Changes in Conceptualizations

2 How do the preservice teachers' conceptualizations of themselves as a teacher of

literacy develop or change, if at all, over the semester-long teaching
expenences’

The conceptualizations of self as a teacher of literacy did indeed change for
all of the students The conceptualizations shifted in response to circumstances and
interactions. The changes were multidirectional, along each of the dimensions. and
interrelated among the dimensions  The preservice teachers’ understandings of their
roles in literacy instruction were expanded and clarified in some ways by each of the
students, although there were clearly many areas where the preservice teachers’
understandings remained novice level Some changes were very subtle, while
others were dramatic In at some least some way, however, each preservice teacher
articulated positive changes in his or her own conceptualization of self as a teacher
of literacy

Types of Decisions and Decision-Making Processes as a Teacher of Literacy

3 What types of decisions and decision-making processes do the preservice
teachers employ during the semester”
The decision-making processes were complex and addressed many types of

decisions. A primary emphasis was on the type of relationship they wanted to
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establish with their student and the appropniate interpersonal interactions they
wanted to employ. such as ways of addressing the child’s interests, scaffolding the
child’s success with the tutoring activities. and dealing with resistant learners
Another emphasis in their decisions related to ways of developing assessment
information They made decisions about describing the child they were teaching
and that child's literacy understandings They also made curricular decisions about
affective and self-efficacy goals for the child, about key concepts that needed to be
taught, and about selecting strategies and materials that would support teaching
appropnatelv based on their assessments

The preservice teachers made decisions about their interactions in the
particular social context of the course In addition to decisions about their
interactions with the child they were tutoring and his/her parents, they made
decisions about their roles in collaborations with their peers, in their interactions
with me as the course instructor, and with persons outside of the actual context of
the course such as the outside interviewer, other friends and family members, and
other professionals

The decision-making processes emploved were sometimes intuitive, based
on personal experiences. The processes were sometimes reflective, based on their
own assessments and idecas They were mediated by the social interactions Most
often, the processes were influenced by multiple components among these factors.

Conceptualizations of Self Related to Decisions and Decision-making Processes

4. How do these decisions and decision-making processes rclate to their concept of

self as a teacher of literacy”
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The decisions often interacted with multiple components of their own
conceptualizations of self and their personal characteristics as teachers of literacy
A series of five descriptive continua were developed to descnibe the interactions
between each of the five dimensions of their conceptualizations of self and their
decisions and decision-making processes.

No Easy Answers

As an overall statement of the findings, data from this study supports the
idea that learning to teach is not simple, and the complex questions that are raised
about how to make the process more effective will not have simple answers
(Bullough, 1989) The complexity was perhaps the most important finding of the
studv Examining any of the components in isolation might have missed the
implications of the interrelated nature of development in the preservice teachers’
conceptualizations of self and of their decisions and decision-making processes

Implications

Among the dimensions of the preservice teachers’ conceptualizations of self
as teachers of literacy, the study helped to describe important implications, both for
preservice teachers and for teacher educators. Implications as described relate to
each of the dimensions of conceptualizations of self

The role of one's personal literacy history in developing views of self and of
the world of teaching was a strong finding in this study It is a probable factor in the
resistance to change that characterizes many educational settings (Lortie, 1975,
Grossman, 1991). For some of the preservice teachers, concepts from their

childhood were so powerful that they overpowered other components. For others,
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the concepts from their own experiences became important ways of understanding
their teaching, their students, and themselves as teachers Implications for teacher
cducators include the importance of helping preservice teachers recognize the
influence of their own literacy histories on the ways that they teach Based on this
notion, the importance of “‘reconstructing or reorganizing one's experiences’
(Dewey, 1916, p 76) becomes paramount In this regard, the components of the
study that seemed most helpful were the personal reflections and interactions among
their peers  Making these types of understandings more explicit for novice teachers
may be one way to replace the “apprenticeship of observation™ (Lortie, 1975) with a
more effective type of “cognitive apprenticeship™ (Rogoft, 1990) In this
perspective, development is facilitated through interactions with peers as well with
the “more capable others™ that Vygotsky descnibed (Vygotsky, 1978, Dixon-
Krauss, 1996)

Implications may also be drawn in relation to the preservice teachers’ sense
of self-efficacy (Chester & Beaudine. 1996, Henck & Melnick, 1992, Tsschannen-
Moren, Hoy, & Hoy, 1998) In this literacy methods course, the collaborations
served as a facilitator in the development of the preservice teachers' own self-
efficacy and conceptualizations of self, as every student, even those who were
struggling with the concepts, took a tum with sharing ideas or matenals with their
peers. In at some least some way, each preservice teacher articulated positive
changes in his or her own conceptualization of self as a teacher of literacy The
feeling of success that came from working with the children led to a sequence of on-

going success for every tutor, even for those whose self-efficacy fluctuated. The
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role of the uroup was important for the students to develop an increased belief in
themselves as collaborators They had been able to add their voices to the
conversations, and thev bewan to value their ideas in a different way (Rogoft. 1990)
Implications for teacher education related to this dimension of conceptualization of
self include the importance of providing experiences where preservice teachers can
perceive themselves to be successful A supportive component in this course was
the dialogue in the instructor-tutor exchanges in the reflective journal entries about
cach tutoring session, where | could point out the positive components of their
teaching, as well as provide scaffolding for their instructional ideas  Another
supportive component was the peer collaborative group format (Kasten & Ferrarro,
1995). where each tutor had an opportunity to descnibe the child they were tutonng
to their peers, who then provided positive feedback and provided the instructional
scaffolding

The processes of the course served as a vehicle to strengthen the preservice
teachers' understandings of theory and pedagogy The structure of the course
provided a nisk-friendly environment for the students to explore their ideas about
literacy instruction (Graber, 1996) As they brainstormed, collaborated, and
rescarched. they expanded their understandings of appropnate teaching and of
themselves as teachers These beginning members of the profession of teaching
found benefits from the opportunity to plan literacy activities for a specific child,
based not on standardized assessment data, but on their own ideas about literacy and
literacy instruction (Dixon-Krauss, 1996) As they watched and observed, they

gathered the data they needed for planning the next steps of instruction Ina
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recurring cycle. the assessment-reflection process supported their emerging
understanding of an individual child and of themselves as teachers. Through these
interactions, the tutors learned in a reciprocal way from the children An important
role of literacy teacher-educators is to help expand understandings of theory and
pedagogy The experience-based exploration was a helpful component for most
students The students who expressed that they valued feedback were the ones who
were struggling the most with the course  An important implication is related to the
Vygotskian perspectives of the role of the more capable other (Dixon-Krauss, 1990,
Vygotsky, 1978) Even at the university level, teachers should provide enough
scaffolding and support so that the students can succeed with the task at hand For
the students who are struggling, more support should be available For the students
who are more comfortable with the teaching responsibilities, freedom to explore
should be encouraged while still providing whatever types of scaffolding are
appropnate The course components provided the opportunity for me as the
instructor and researcher to be a participant-observer in the class dialogues. to
develop a closer rapport through the interview processes, and to assess the students'
pedagogical understandings or misunderstandings by listening to the tapes of the
collaborative sessions. Implications include the importance of developing means
for university instructors to participate more effectively

The students had an opportunity to develop a more reflective, collaborative
vision of teaching (Collier. 1999, Liston & Zeichner, 1987, Schon, 1983, Zeichner
& Liston, 1996). The chance to observe and describe children's literacy

development helped some of the students move into analytical types of reflection
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In addition to analyzing the children, the preservice teachers benefited from
analyzing their own teaching. In the context of this course, Allison’s use of the
session audiotapes to analyze her own teaching demonstrates one example Molly’s
use of her written reflections as a tool for her own thinking was another example
(Vygotsky, 1976) Implications for teacher educators relate to the importance of
incorporating reflective activities in coursework

Creating a vehicle for conversation was supported by the peer teams which
helped the students to recognize and value different perspectives Sometimes the
enhanced perspectives came from sharing of ideas and suggestions Sometimes the
changes came more directly as one of the other students confronted an idea or
challenged an assumption held from their own life experiences Even when the
confrontation seemed to make little change trom the perspective of the preservice
teachers whose ideas were extremely rigid, the peers who had confronted the ngid
ideas sometimes expressed their own heightened awareness of issues of literacy
theory and instruction that thev might not have considered without the
conversations The dialogues truly became sites of meaning construction The
reciprocal nature of learning was evident (Rogoff, 1996) The interactions helped
create an increased awareness of the value of collaboration for some of the students
Implications include the importance of providing course activities that will
encourage dialogue and collaboration as part of the reflective process.

The course also helped to mediate an increased understanding of the situated
nature of literacy and literacy instruction (Dixon-Krauss, 1996; RogofY, 1990,

Vygotsky, 1976). The study added to the knowledge base about the role of
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collaboration in the initial teaching experiences of literacy teachers and about ways
that teacher educators can assist in this phase of establishing new teachers’
professional decision-making Research on collaboration in student teaching
experiences is mainly situated in professional development schools. and the studies
appeared mostly concerned with describing (or prescribing) collaboration efforts
rather than with examining their effect on beginning teachers (Wideen et al ,1998)
The current studyv examined a different classroom context and its influence on the
self-efficacy of the preservice teachers It also examined the role of collaboration
with peers in the students’ evolving beliefs about literacy instruction and assessment
and their emerging sense of self as a decision-maker in this setting  The social
context of the course was collaborative and risk-friendly, and the students all
seemed to respond positively to this kind of environment (Graber, 1996) Even in
this one-on-one setting, they began to understand the complexities more clearly and
to realize that searching for simple solutions will not provide real answers
Implications include the notion that initial teaching experiences that provide support
from peers and from course instructors, with limited amounts of complexity for the
novice teachers to handle, seemed to be beneficial in these initial teaching
encounters

The overall implications from this study, in summary, include the
importance of both the interpersonal interactions and the social contexts of literacy
methods courses in the development of preservice teachers' conceptualizations of
self and their decisions and decision-making processes. The most valued

components of the course from the perspective of the preservice teachers were their
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reflections, the tapes of their tutoring sessions, and the collaborative group sessions
Implications would stress the value of supportive components in teacher education
programs, to serve as support systems for the development of all of the dimensions
of one’s conceptualization of self as a teacher of literacy
Limitations

One limitation of the study was the small number of participants In
addition, nine of the eleven participants were non-traditional age college students
who had varied types of experiences with children Findings from examinations of
other types of populations may not align with the findings from this group of
participants

A second limitation of the studv was the fact that it examined onlv one
semester of the preservice teachers’ professional preparation  Other research has
indicated that long-range interventions are more likely to produce on-going impacts
on teaching, and longitudinal studies are more effective in providing long-term
information about teacher development

Another limitation of the study may have been my role as both the
researcher and the instructor for the course Every attempt was made to establish a
research environment that was nsk-friendly and that the students would not perceive
to be threatening to their course grades Some data was not examined until the
course grades had been posted. Nevertheless, the students may still have been
influenced by my role as they decided to become participants in the research and as
they completed the activities of the course. Many of the data sources were self-

report instruments, and my role as both researcher and instructor may have shaped
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the students' responses as well as my analysis of the data

Another limitation was that this study required a time-intensive level of
support from the perspective of the teacher educator, and was also time-intensive in
terms of the amount of class time that was invested in collaboration Providing this
level of support and commitment of time is not easy given the constraints of
requirements on teacher preparation programs

Future Research

Further research may examine processes that can help teacher educators
more clearly understand the multidimensionalitv of their students' conceptualization
of self in wavs that will effectively facilitate change and development of university
students My close knowledge of the students helped me to analyze the dataina
more holistic way than I could have done simply by reading the transcriptions of the
interviews and the student-generated wnting Further research may investigate the
impact of the instructor/researcher relationship found in this study

The issue of self-report instruments was an important concern in this
research Further research studies may examine other types of data sources that will
provide richer forms of data

This study was based on a limited number of students, and nine of the eleven
students were non-traditional age students with extensive experiences with children
Further research may examine the responses of diverse types of students to the
format of the course.

The role of the collaborative sessions may have served as support for the

preservice teachers' developing an awareness of the value of working in a
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collaborative role The experience with their peers in this course may help facilitate
their willingness to work with other faculty members in a collaborative role in their
student teaching and future classrooms Longitudinal studies will be needed to
observe their participation in those kinds of social contexts

The voices in our conversations were indeed "interwoven" (Newman, 1991)
Instead of eleven individual students and one instructor. we had become a group. a
community of practice (Gnisharn ct al . 1999), a holistic collection of teachers,
pursuing our individual professional understandings, but in mutually reciprocal
ways so that each of us influenced and was influenced by each of the rest of us
Even the informal conversations that | have had with some of the students since the
completion of the course lend credence to the concept that there are no easy answers
or quick ways to shape the development of conceptualization of self in a field as
complex as teaching. Jeanette and Betty have both retumed to my office in the
following semester at times when they were feeling overwhelmed and less capable
than they did in the supportive environment of the course Betty stated that she,
“just needed someone to talk to " On-going support and mentoring are important,
and longitudinal studies are needed to understand ways that this support will be

helpful in other social contexts

182



REFERENCES
Allington, R. L (1997) Why does hiteracy research so often ignore what
really matters” InC K Kinzer. K A Hinchman, & D J Leu (Eds.). Inquiries in

literacy theory and practice Forty-sixth vearbook of the National Reading

Conference (pp 1-12) Chicago National Reading Conference
Anderson, R § & Reid, S (1994) A collaborative conversation about
learning  Using dialogue journals for professional development. In C K Kinzer &

D J Leu (Eds ) Multidimensional aspects of literacy research, theory, and practice

Forty-third vearbook of the National Reading Conference (pp 361-369) Chicago
National Reading Conference
Anthony. R J . Johnson, T D . Mickelson, N | & Preece. A (1991)

Evaluating literacy _ A perspective for change Portsmouth, NH Heinemann

Avers, W & Schubert, W H (1994) Teacher lore Leaming about

teaching from teachers In T Shanahan, (Ed ) Teachers Thinking, Teachers

Knowing Reflections on Literacy and Language Education (pp 53-75) Urbana,

IL National Council of Teachers of English
Ball. D L & Wilson, S M (1996) Integnty in teaching Recognizing the

fusion of the moral and intellectual American Educational Research Journal, 33,

155-195

Bandura, A (1982) Self-efficacy mechanism in human agency. American
Psychologist, 37, 122-147

Barone, T, Berliner, D C, Blanchard. J . Casanova, U, & McGowan, T

(1996). A future for teacher education: Developing a strong sense of

183



professionalism InJ Sikula (Ed ) Handbook of research on teacher education (2nd

ed) (pp 1108-1149) New York Simon & Shuster Macmillan
Bayles, D (1997) InC K. Kinzer, K. A Hinchman, & D J Leu (Eds)

Inquiries in literacy theory and practice Forty-sixth yearbook of the National

Reading Conference (pp 438-451) Chicago National Reading Conference
Beach, S A (1995) Defining literacy' Implications for reading instruction

Reading Psychology, 16, 89-98

Bean, T W (1994) A constructivist view of preservice teachers' attitudes
toward reading through case studv analysis of autobiographies InC K Kinzer &

D J Leu(Eds ) Multidimensional aspects of literacy research, theory, and

practice Forty-third vearbook of the National Reading Conference (pp 361-369)
Chicago National Reading Conference

Beattie, M (1995) Constructing professional knowledge in teaching A

narrative of change and development New York Teachers College Press

Ben-Perez, M., & Kremer-Hayon, L (1988) Teachers professional

dilemmas Paper presented at the meeting of the American Educational Research

Association, New Orleans. LA

Berger, P L & Luckman, T (1966) The social construction of reality A

treatise on the sociology of knowledge New York Doubleday.

Beyer, L E, Feinberg, W, Pagano, J., & Whitson, J A (1989) Preparing

teachers as professionals: The role of educational studies and other liberal
disciplines New York Teachers College Press.

Birchak, B., Conner, C., Crawford, K., Kahn, L, Kaser, S., Short. K . &

184



Turmer. S (1997, December) Study groups Teachers talking to teachers Paper

presented at the meeting of the National Reading Conference, Scottsdale, AZ
Bissex, G. L (1994) Teacher research. Seeing what we are doing In T

Shanahan (Ed ), Teachers thinking, teachers knowing Reflections on literacy and

language education (pp 53-75) Urbana. IL. National Council of Teachers of
English

Bogdan, R C . & Biklin, S K (1992) Qualitative research for education

An introduction to theory and methods Needham Heights, MA  Allvn and Bacon

Britzman, D P (1991) Practicc makes practice A critical study of learning

to teach Albany, NY State University of New York Press
Britzman, D P (1994) Isthere a problem with knowing thyself” Toward a
poststructuralist view of teacher identity In T Shanahan (Ed ), Teachers thinking,

teachers knowing  Reflections on literacy and language education (pp 53-75)

Urbana, IL National Council of Teachers of English
Bruneau, B J (1992) Implementing whole-language instruction for voung
children Cases of teacher development and change InC K Kinzer, & D J Leu

(Eds ). Literacy rescarch, theory, and practice Views from many perspectives

Forty-first yearbook of the National Reading Conference (pp 225-234) Chicago
National Reading Conference
Bullion-Mears, Ann (1994) Developing collaboration and teacher reflection

in a college curriculum class InC K Kinzer & D J Leu (Eds ) Multidimensional

aspects of literacy research, theory, and practice Forty-third yearbook of the

National Reading Conference (pp 370-379). Chicago National Reading

185



Conference

Bullough, R., Jr (1989) First-year teacher A case study New York
Teachers College Press

Bullough. R V & Gitlin, A (1995) Becoming a student of teaching

Methodologies for exploring self and school context. New York Garland

Publishing

Carter. K.. & Dovle. W (1996) Personal narrative and life historv in

learning to teach InJ Sikula (Ed ) Handbook of research on teacher education
(2nd ed ) (pp 120-142) New York Simon & Schuster Macmillan
Casey, K (1995-1996) The new narrative research in education InM W

Apple (Ed ). Review of research in education, 21, (pp 211-254) Washington, DC

American Education Research Association
Chester, M. D & Beaudin, B Q (1996) Efficacy beliefs of newly hired

teachers in urban schools American Educational Research Journal, 33, pp 233-

257

Clandinin, D J & Connelly, M (1994) Personal experience methods In

N Denzin & Y Lincoln (Eds ) Handbook of Qualitative Research (pp 413-427)

Thousand Oaks, CA  Sage

Clark, C.. Moss, P A, Goenng, S . Herter, R J, LLamar, B, Leonard. D,
Robbins, S, Russell, M., Templin, M, & Wascha, K (1996) Collaboration as
dialogue Teachers and researchers engaged in conversation and professional

development. American Educational Research Journal, 33, 193-231

Cochran-Smith, M. & Lytle, S. L. (1993). Inside/Qutside’ Teacher rescarch

186



and knowledge New York Teachers College Press

Cole, M. & Scribner. S (1978) Introduction In Vygotsky, L S Mind in
Society Cambridge. MA Harvard University Press
Collier. S T (1999) Charactenstics of reflective thought dunng the student

teaching experience. Journal of Teacher Education, 50, 173-181

Conle, C (1996) Resonance in preservice teacher inquiry American

Educational Research Joumnal, 33, 297-325

Connelly. F M & Clandinin, D J (1988) Teachers as curriculum planners

Narratives of experience New York. Teachers College Press

Delpit, L (1995) Other people's children Cultural conflict in the

classtoom. New York The New Press

Denzin, N K & Lincoln, Y S (1994) Handbook of Qualitative Research

Thousand Oaks, CA  Sage Publications
Dewey, ] (1916) Demogracy and Education New York. Macmillan

Dewey, ] & Bartlett, A F (1949) Knowing and the known Boston. MA

Beacon

Dixon-Krauss, L (1996) Vygotsky in the ¢lassroom Mediated literacy

instruction and assessment. White Plains, NY Longman

Erickson, E H (1974) Dimensions of a new identity. New York Norton

Featherstone, D, Munby, H., & Russell, T (Eds.) (1997) Finding a voice
while leaming to teach. Bristol. PA. Falmer Press.
Forman, E. A & Cazden, C B (1994) Exploring Vygotskian perspectives

in education’ The cognitive value of peer interaction. In R. B. Ruddeli, M. R.

187



Ruddell. & H S Singer (Eds ). Theoretical models and processes of reading (4th

ed) (pp 155-178) Newark, DE International Reading Association

GallLM D, Borg, W R.& Gall.J P (1996) Educational Research. An

Introduction. White Plains, NY. Longman Publishers

Gee. J (1990) Social linguistics and literacies Ideology in discourses

BRristol, PA  The Falmer Press

Glaser, B, & Strauss, A L (1967) The discovery of grounded theory

Strategies for qualitative research Chicago Aldine

Glesne, C & Peshkin, A (1992) Becoming qualitative researchers _An

introduction. White Plains, NY Longman

Goetze,J P & LeCompte, M D (1984) Ethnography and qualitative

design in educational research Orlando, FI.  Academic Press

Gold. Y (1996) Beginning teacher support Attrition, mentoring, and

induction InJ Sikula (Ed ) Handbook of research on teacher education (2nd ed )

(pp 548-594) NY Simon & Shuster Macmillan
Gomez, M L (1996) Telling stones of our teaching, reflecting on our

practices. Action in Teacher Education, XVIII(3) 1-12

Graber, K. C. (1996) Influencing student beliefs The design of a "high

impact” teacher education program Teaching and Teacher Education, 12, 451-466

Greene, M. (1991) Foreword In Britzman, D P (1991) Practice makes

practice A critical study of Icarning 10 teach. Albany, NY State University of

New York Press

Grisham, D L., Bergeron, B, Brink, B, Farnan, N, Lenski, S D, &

188



Meverson, M ] (1999) Connecting communities of practice through professional

development school activities. Joumal of Teacher Education, 50, 182-191

Grossman, P L (1991) The making of a teacher Teacher knowledge and

teacher education New York  Teachers College Press
Grossman, P L. & Shulman, L S (1994) Knowing. believing, and the

teaching of English In T Shanahan (Ed ) Teachers Thinking, Teachers Knowing

Reflections on Literacy ad Language Education (pp 3-22) Urbana. IL  National
Council of Teachers of English

Habermas. J (1971) Knowledge and human interests Boston Beacon

Press

Habermas. J (1975) Legitimation crisis Boston Beacon Press

Harste,J C & Leland, C H (1998) Nc quick fix Education as inquiry

Reading Research and Instruction, 37, 191-20S

Heath, S B (1983) Ways with words _Language, life, and work in

communities and classrooms New York Cambridge University Press

Heath, S B (1991) The sense of being literate Historical and cross-
cultural features In R Barr, M L Kamil, P B Mosenthal. and P D Pearson

(Eds.), Handbook of Reading Research. (Vol 2) (pp 3-25) New York Longman.

Henk, W A & Melnick, S A (1992) The initial development of a scale to
measure "perception of self as reader " In C K Kinzer, & D J Leu (Eds ), Literacy

rescarch, theory, and practice. Views from many perspectives Forty-first yearbook

of the National Reading Conference (pp. 111-117). Chicago. National Reading

Conference.

189



Herrman, B A, & Sarracino. J (1993) Restructuring a preservice literacy

methods course Dilemmas and lessons learned Joumrnal of Teacher Education, 44,

96-106
Hollingsworth, S (1989) Prior beliefs and cognitive change in learning to

teach American Educational Research Journal, 26, 160-18

Hollingsworth, S (1992) Lecarming to teach through collaborative

conversation A feminist approach American Educational Research Journal, 29,

373-404

Hunsaker. L. & Johnston, M (1992) Teacher under construction A

collaborative case study of teacher change American Educational Research
Journal, 29, 350-372

Jones. M G, & Vesiland. E M (1996) Putting practice into theory
Changes in the organization of preservice teachers’ pedagogical knowledge

Amernican Educational Research Joumnal, 33, 91-117

Kagan, DM (1992) Implication of research on teacher belief Educational

Psychologist, 27 65-90

Kasten, B J & Ferraro, ] M (1995) A case study Helping preservice

teachers intemalizg the interconnectedness of believing, knowing, secing, and

doing. Paper presented at the meeting of thec Amencan Educational Research
Association, San Francisco, CA

Kauffmann, G .. Shon. K G, Crawford, K M., Kahn, L . & Kaser, S (1996)
Examining the roles of teachers and students in literature circles across classroom

contexts. InD J Leu, C K Kinzer, & K. A Hinchman (Eds.) Literacies for the

190



twenty-first century Research and Practice  Forty-fifth vearbook of the National

Reading Conference (pp 373-384) Chicago National Reading Conference
Kennedv. M M (1991) Some surprising findings on how teachers learn to

teach Educational Leadership, 14-17

Klassen, C. & Short, K. G (1992) Collaborative research on teacher study
groups Embracing the complexities InC K Kinzer & D J Leu (Eds ), Literacy

rescarch,_theory, and practice _Views from many perspectives Forty-first vearbook

of the National Reading Conference (pp 341-348) Chicago National Reading
Conference
Ladson-Billings, G (1995) Toward a theory of culturally relevant

pedagogy American Educational Research Journal, 32, 465-491

Lenski, S D, Wham, M A & Griffev, D C (1997, Dec ) The Literacy

Orientation Survey A survey to examine beliefs and practices related to the

principles of constructivism Paper presented at the meeting of the National

Reading Conference, Scottsdale, AZ

Lenski, S D, Wham. M A & Griffey, D C (1998) Literacy orientation
survey A survey to clarify teachers' beliefs and practices Reading research and
instruction, 37, 217-236

Levinson. D J (1978) The scasons of a man’s life New York Knopf

Liston, D. P, & K M Zeichner (1987) Reflective teacher education and

moral deliberation Journal of Teacher Education 36(6), 2-8

Lortie, D C (1975) Schoolteacher. A sociological study. Chicago:

University of Chicago Press.

191



Mahari. ] & Godlev. A J (1998) Rewriting identity Social meanings of

literacy and “re-visions” of self Reading Research Quarterly, 33, 416-433

Marcia, ] E (1987) The identity status approach to the study of ego

identity development. In T Honess & K. Yardley (Eds.), Selfand identity

Perspectives across the lifespan. London: Routledge & Kegan Paul

Metcalf, K. K & Kahlich, P A (1998) Nontraditional preservice teacher

development The value of clinical experience Journal of Research and

Development in Education, 31, 69-82

Mitchell. A (1997) Teacher identity A key to increased collaboration

Action in Teacher Education, XIX(3), 1-14

Moore S J & Laiik, R V (1992) Circles within circles The use of

storytelling within a seminar for preservice reading teachers InC K Kinzer & D

J Leu (Eds ). Literacy research, theory, and practice  Views from many
perspectives  Forty-first yearbook of the National Reading Conference (pp 323-
330) Chicago National Reading Conference

Mulcahy-Ernt, P 1 (1997, December) Literacy histones of teachers,

students, and researchers Paper presented at the meeting of the National Reading

Conference, Scottsdale, AZ

Nespor, J (1987) The role of beliefs in the practice of teaching Joumnal of

Curriculum Studies, 19, 317-328

Newman, J (1991) Interwoven conversations  Leaming and teaching

through critical reflection. Portsmouth, NH: Heinemann.

Nias, J (1987). Sceing anew. Teachers' Theories of Action. Victona,

192



Australia Deakin University Press
Olson, J. R, & Singer, M (1994) Examining teacher beliefs, reflective

change, and the teaching of reading Reading Research and Instruction, 34, 97-110

Pailliotet, A W (1997) Personal stories or “plastic sheets™ Preservice
teachers’ perspectives of journals and portfolios In C K Kinzer, K A Hinchman,

& D J Leu (Eds ) Inquiries in hteracy theory and practice Forty-sixth vearbook of

the National Reading Conference (pp 347-359) Chicago National Reading
Conference
Pajares. F (1993) Preservice teachers' beliefs A focus for teacher

education  Action in Teacher Education, XV(2), 45-54

Pape. S L. (1992) Personal theorizing of an intern teacher InE W Ross,

J W Cornett, & G McCutcheon Teacher practical theonzing Connecting

curnculum, practice, theory, and research (pp 67-82) Albany, NY State

University of New York Press
Pearson, P D & Gallagher, M C (1983) The instruction of reading

comprehension Contemporary Educational Psychology, 8(3), pp 317-344

Pearson, P D & Stephens, D (1994) InR B Ruddell, M R Ruddeli. &

H S Singer (Eds ), Theoretical models and processes of reading (4thed ) (pp 22-

42) Newark, DE International Reading Association

Peterson, S & Phelps, P H (1990) "S 1R "--A supervisory technique to
promote reflection. Teacher Educator, 25(3), 21-24

Petrosky, A. (1994). Producing and assessing knowledge Beginning to

understand teachers’ knowledge through the work of four theorists In T. Shanahan

193



(Ed.) Teachers Thinking. Teachers Knowing Reflections on Literacy and

Language Education (pp. 23-28) Urbana. IL National Council of Teachers of

English

Richards, J C . & Gipe.J P (1997, December) Themes in preservice

teachers' cases Rich sources of information for literacy teacher educators Paper

presented at the meeting of the National Reading Conference, Scottsdale, AZ
Richardson. V (1996a) The role of attitude and beliefs in leaming to teach

InJ Sikula (Ed.) Handbook of research on teacher education (2nd ed ) (pp 102-

119) NY Simon & Shuster Macmillan
Richardson, V' (1996b) Teacher education Research, policy. and practice

InD J Leu.C K Kinzer, & K A Hinchman Literacies for the 21st century

Research and practice  Fortv-fifth Yearbook of the National Reading Conference,

(pp 47-58) Chicago National Reading Conference
Ringler, . H . & Rhodes. C S (1997, December) Literacy

autobiographies _Qvercoming barriers. Paper presented at the meeting of the

National Reading Conference, Scottsdale, AZ
Rodgers, D B & Dunn, M (1997) And never the twain shall meet: One

student's practical theory meets constructivist teacher ed practices Joumal of Early

Childhood Teacher Education, 18(3), 10-25

Rodgers, D B, & Dunn, M (1999) Struggling toward transformation

Developing autonomy through tcamwork. Journal of Early Childhood Teacher

Education, 20(3), 271-289.

Roe, M. F & Vukelich, C. (1998). Literacy histories: Categories of

194



influence Reading Research and Instruction, 37, 281-295

Rogoff, B (1990) Apprenticeship in thinking- Cognitive development in
social context New York Oxford University Press

Rosean, C & Gere. A. R. (1996) Both sides of the desk Collaborative

self-study in teacher education Action in Teacher Education, Vol XVIII(3), 56-
67

Rosenblatt, L M (1994) The transactional theory of reading and writing

InR B Ruddell, M R Ruddell, & H S Singer (Eds ). Theoretical models and

processes of reading (4thed ) (pp 1057-1092) Newark, DE Intemational Reading

Association
Roskos. K (1996) When two heads are better than one  Beginning
teachers' planning processes in an integrated planning task  Journal of teacher

education, 47(3), 120-129

Rozendal. M S (1997, December) Facilitating our understanding of

teacher learning Examining the mediating agents in a teacher/researcher study

group Paper presented at the meeting of the National Reading Conference,
Scottsdale, AZ

Ruddell. R B & Unrau, M J (1994) Reading as a meaning-construction
process The reader, the text, and the teacher In R B Ruddell, M. R Ruddell, &

H S Singer (Eds ), Theoretical models and processes of reading (4th ed.) (pp 996-

1056) Newark, DE International Reading Association
Rudney, G L & Guillaume, A M (1990) Reflective teaching for student

teachers. Teacher Educator, 25(3), 13-20.

195



Santa Barbara Classroom Discourse Group Green, J . Dixon, C | Lin. L.
Floriana, A, & Bradley, M., with Paxton, S , Mattern, C., & Bergamo. H (1994)
Constructing literacy in classrooms  Literate action as social accomplishment In

R B. Ruddell, M R Ruddell, & H. S Singer (Eds.). Theoretical models and

processes of reading (4th ed ) (pp 124-154) Newark, DE International Reading
Association

Schubert, W H & Avers. W C (Eds ) (1992) Teacher lore Leaming

from our own experience. White Plains, NY Longman Publishing

Schon. D A (1983) The reflective practitioner How professionals think in

action. New York Basic Books, Inc

Jossev-Bass

Schunk, D H (1984) Self-efficacy perspective on achievement behavior

Educational Psychologist, 19, 48-58
Short, K G, Crawford. K . Kahn, L, Kaser, S | Klassen, C & Sherman, P
(1992) Teacher study groups Exploring literacy issues through collaborative

dialogue InC K Kinzer & D J leu (Eds ), Literacy research, theory, and

practiceViews from many perspectives Forty-first vearbook of the National

Reading Conference (pp 367-378) Chicago National Reading Conference
Shulman, J H & Colbert, J (1989) Cases as catalysts for cases Inducing

reflection in teacher education Action in Teacher Education, XI(1), 44-52

Sikula, J (1996). Introduction. InJ Sikula (Ed.) Handbook of research on

teacher education (2nd ed.) (pp xv-xxiv) NY Simon & Shuster Macmillan.

196



Smagorinsky. P (1995) The social construction of data Methodological
problems of investigating learning in the zone of proximal development Review of

Educational Research, 65 191-212

Smith, F (1988) Understanding reading A psycholinguistic analysis of

reading and lcarning to read. Hillsdale, NJ Erlbaum.
Smith, L M (1994) Biographical method. InN K Denzin& Y S

Lincoln (1994) Handbook of Qualitative Research (pp 286-305) Thousand Oaks,

CA Sage Publications

Sparks-Langer, G & Colton, A (1993) Synthesis of Research on Teacher's

Reflective Thinking Readings and Cases in Educational Psychology Allyn &

Bacon Needham Heights, MA
Spiro, R J . Vispoel, W, Schmitz, W Samaraphugavan, A | & Boerger, A
(1987) Knowledge acquisition for application Cognitive flexibility and transfer in

complex content domains In BC Bntion & S Glynn (Eds ). Executive control

processes in reading Hillsdale, NJ Erlbaum

Squire, J R (1994) Research in reader response, naturally interdisciplinary

InR B Ruddell. M R Ruddell, & H S Singer (Eds.), Theoretical models and

processes of reading (dthed ) (pp 637-652) Newark, DE International Reading
Association
Stone, L (1992) Philosophy, meaning constructs, and teacher theonzing

InE W Ross, ] W Comett, and G McCutcheon (eds ), Teacher practical

theonzing. Connecting curriculum, practice, theory, and research (pp. 19-34)

Albany, NY: State University of New York Press.

197



Sulzby, E (1985) Children’'s emergent reading of favonite storybooks A

developmental study Reading Research Quarterly, 20(4), 458-481

Tschannen-Moran. M. Hoy, A W & Hoy. W K (1998) Teacher

efficacy Its meaning and measure. Review of educational research, 68, 202-248
Ullrich, W.J (1992) Preservice teachers reflect on the authonty issue A

case study of a student teaching seminar. Teaching and Teacher Education, 8, 361-

380

Valli, L (1992) Reflective teacher education Albany, New York State

University of New York Press

Vygotsky, L S (1978) Mind in society The development of higher

psychological processes (M. Cole, V John-Steiner, S Scribner, & E Souberman,

Eds ) Cambridge. MA  Harvard University Press
Ward, A & Darling, L (1996) Leaming through conversation A

reflection on collaboration Action in Teacher Education, Vol XVIII (3), 80-86

Wasser, J D & Bresler, L. (1996) Working in the interpretive zone

Conceptualizing collaboration in qualitative rescarch teams Educational researcher,

25, 5-18
Weaver, C (1994) Parallels between new paradigms in science and in
reading and literacy theonies An essay review InR B Ruddell, M R Ruddell. &

H.S Singer (Eds.), Theoretical models and processes of reading (4th ed.) (pp
1185-1202). Newark, DE- International Reading Association. (onginal work

published in Research in the Teaching of English, 19(3). 1985).

Wideen, M., Mayer-Smith, J., & Moon, B (1998). A cnitical analysis of the

198



research on learning to teach. Making the case for an ecological perspective on

inquiry Review of Educational Research, 68, 130-178

Willis, A 1 (1998) In their own words Stornies of the interconnectedness

of life, teaching, and research. Reading Research Quarterly, 33, 487-490

Wink. J (1997) Cntical pedagogy  Notes from the real world White

Plains, NY Longman Publishers
Wolf, S A Mieras. E L. & Carey, A A (1996) What's after "What's
that®" Preservice teachers learning to ask literary questions Journal of Literacy

Research, 28, 459-498

Young, J R (1996) First grade children's sense of being literate at school

Unpublished doctoral dissertation, University of Oklahoma. Norman
Young, J R & Beach. S B (1997) Young children's sense of being literate
What's it all about” In C K Kinzer, K A Hinchman, & D J Leu, Inquiries in

Literacy Theory and Practice Forty-sixth Yearbook of the National Reading

Conference, (pp 297-307) Chicago National Reading Conference
Zeichner, K M & Liston, D P (1996) Reflective teaching An

introduction  Mahwah, NJ Lawrence Erlbaum Associates

199



APPENDIX A

Themes and Dimensions of Preservice Teachers' Conceptualizations of Self as a
Teacher of Literacy and Related Continua of Decision-making Processes

One Development of Conceptualization of Self as a Teacher of Literacy is
Multidimensional.

Dimension Personal Literacy History

Dimension Sense of Self-Efficacy

Dimension Understandings of Literacy Instruction
Dimension  Thinking about Complexity
Dimension Interactions in the Social Context

Two__Decisions and Decision-Making Processes Related to Conceptualization of
Self as a Teacher of Literacy

Continuum  Decision-Making Interacts with Personal Literacy History

Uses expenience with Recognizes and honors Focuses on own hitcriacy
other children as well as differences between lustory and assumcs
sclf as a chuld student and self student 1s hike self

Continuum  Decision-Making Interacts with Self-Efficacy
Scifcfficacy hugh, Seif<cfficacy modcratc. Sclf-cfTicacy low.
confident 1n own abtlity cmerging confidence fack of confidence

Continuum  Decision-Making Interacts with Understandings of Literacy
Instruction

Knowledgable of theory, Able to plan instruction by Plans intwtively, without
applics stratcgics secking sources (textbooks. understanding of
appropnatcly and flexibly clc) thcon and strategics

Continuum  Decision-Making Interacts with Thinking about Complexity

Reflective thinker: Rccogniszes vaned complexitics.  Sccks simple solutons
thinks abstractly, learmung to analvzc. deals wath from extemal sources.
dcals with complexity coiplexity through support complexity overwhelms

Continuum. Decision-Making Interacts with the Social Context

Facilitates analysis process. Participatory, sccks and Lattle facihitation of
MCMOr 10 PeCTS; offers help. cautious about collaboration (quict
open and willing to share valuc of own idcas or domincenng)

Three. Development of Conceptualization of Self as a Teacher of Literacy is
Multidirectional and Interrelated
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APPENDIX B

Interview Formats/Questions
All interviews were conversational and semi-structured The preservice
teachers brought their teaching portfolios of lessons plans, reflections, writing
samples. etc and were invited to talk about their portfolios or to add any topics of

their choosing The indicated prompts were embedded in the conversations

The first interview was conducted early in the semester  Semi-structured interview
prompts included

(1) Tell me about vour tutoring sessions

(2) What are you learning about your student”

(3) What are you learning about vourself as a teacher”

(4) What are your previous experiences with children”

(5) What goals would you set for vourself in this class”

(6) What questions do vou have or what efse would vou like to talk about”

The second interview, conducted approximately mid-way through the semester,
included the following prompts

(1) Talk about your tutonng sessions

(2) Describe in detail the process you are using for planning vour tutoning sessions
(3) What resources are vou using as you plan”

(4) What changes are you making during the tutonng sessions”

(S) Talk about the peer coliaborative sessions

(6) Do you have any questions or anything else you would like to talk about?

In addition, they responded to their own peer interview questions.
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A third interview conference was conducted near the end of the semester The
semi-structured conversation included the prompts

(1) Talk about your tutoring sessions

(2) Talk about your expectations and goals and vour questions and concems about
becoming a teacher

(3) What parts of the course have you found helpful?

(4) What suggestions can vou give to help make the experience vou have had in this
ciass better’

This session also included a retrospective think-aloud about one of their tutoring
sessions  Duning the interview, the tutor watched a video tape and talked about the
session  As they talked, I asked unstructured interview questions. focusing on the
decisions they made during the tutoring sessions and their rationale for anv changes

or adaptations thev may have made

An exit interview was conducted by a neutral interviewer at the end of the course
The prompts included

(1) Talk about your answers to the surveys

(2) Talk about the processes involved during the course

(3) What other comments would you like to make”

The students were informed that | would not listen to the tapes of these interviews

until after the course was completed and grades had been posted
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APPENDIX C
Survey Instruments

Self-Efficacy Survey —modified from:
Chester, M. D. & Beaudin, B. Q. (1996). Efficacy beliefs of newly hired teachers in
urban schools. American Educational Research Joumal, 33, pp. 233-237

Please indicate whether you agree or disagree with each of the following
statements.

I can get good results with students other teachers have found difficult

Strongly agrec Mildly agree Mildly disagree Strongly disagree

7 o ] 4 3 2 |
Children are so private and complex. 1t will be hard to know 1f | am getting through to them
Stronglv agree Mildlv agrec Mildhy disagree Stronglv disagroe

7 6 S ) 3 2 1

When it comes right down to it, most of a student's motivation depends on his or her
environment so a teacher can have only limited influence

Strongly agree Mildly agrec Mildly disagree Stronglv disagree

7 O s 4 3 2 l

If 1 trv really hard, I will be able to et through to even the most difficult or

unmotivated student
Strongly agrec Mildiv agree Mildly disagree Strongly disagree
7 O S 4 1 2 l

There is a limited amount that teachers can do to raise the performance of students

who begin school with low abilities

Strongly agree Mildly agree Mildhy disagree Strongly disagree

7 o 5 4 3 2 1

I am uncertain about how to teach some of the students 1 will have in my classes
Strongly agree Mildly agree Mildlv disagree Strongly disagree
7 6 N 4 3 2 1

If students aren't disciplined at home, they aren't likely to accept any discipline at
school
Strongly agree Mildly agree Mildiy disagree Strongly disagree
7 6 h 4 3 2 ]
My teacher training program has given me the necessary skills to become an
effective teacher

Strongly agrec Miidly agree Mildly disagree Strongly disagree
7 6 s 4 3 2 1

At times, | won't know how to get my student to make academic progress
Strongly agree Mildly agree Mildly disagrec Strongly disagree
7 6 S 4 3 2 1
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When my student does better on literacy activities than usual, it will usually be
because | have found alternative methods for teaching that student

Strongly agree Mildly agree Mildly disagree Strongly disagree
7 0 S 4 3 2 1
Teachers are not a very powerful influcnee on student achievement when all factors are
considered.

Strongly agree Mildly agree Mildlv disagree Strongly disagree
7 6 ) 4 3 2 1

If parents would do more with their children. | could do more

Strongly agrec Mildly agrec Mildly disagree Strongh disagree
7 6 S 4 3 2 1
If my student becomes disruptive and noisy. | feel assured that [ know some
techniques to redirect him/her

Strongly agree Mildlv agrec Mildly disagree Strongly disagrec
7 6 s 4 3 2 !
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initial Literacy Beliefs Survey
modified from Literacy Orentation Survey
Lenskr, Wham, & Gnffey (1998). Literacy Orientalion Survey: A survey to clarify
teachers' beliefs and practices. Reading research and instruction, 37. 217-236.

Directiors: Read the following statements and circle the response that indicates your
feelings or behaviors regarding literacy and literacy instruction

1. The purpose of reading instruction is to teach children to recognize words and to
pronounce them correctly.

strongly strongly
disagree agree
1 2 3 4 5

2. Reading and writing are unrelated processes.

Idcolelo Il edrnnniy
Deisiipgey LUy

disagree agree
1 2 3 4 5
3 Students should be treated as individual leamers rather than as a group
strongly strongly
disagree agree
1 2 3 4 5
4 Students should use “fix-up sirategies” such as rereading when text meaning is unclear.
strongly strongly
disagree agree
1 2 3 4 5
5 Teachers should read aloud to students on a daily basis.
strongly strongly
disagree agree
1 2 3 4 5
6. Itis not necessary for students to write text on a daily basis.
strongly strongly
disagree agree
1 2 3 4 5
7. Students should be encouraged to sound out all unknown words.
strongly strongly
disagree agree
1 2 3 4 5
8. The purpose of reading is to understand print.
strongly strongly
disagree agree
1 2 3 4 5
8. Reading instruction should always be delivered to the whole class at the same time.
strongly strongly
disagree agree
1 2 3 4 5
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10. Grouping for reading instruction should always be based on ability

strongly strongly
disagree agree
1 2 3 4 5
11. Subjects should be integrated across the cumculum.
strongly strongly
disagree agree
1 2 3 4 5
12. Students need to write for a vanety of purposes.
strongly strongly
disagree agree
1 2 3 4 5
12 Parents' attitudes toward literacy affect my students' progress.
strongly strongly
disagree agree
1 2 3 4 5

14. The major purpose of reading assessment is to determine a student’'s placement in
reading matenal.

strongly strongly
disagree agree
1 2 3 4 5
15 Parental reading habits in the home affect their children's attitudes toward reading
strongly strongly
disagree agree
1 2 3 4 5



Literacy Survey for Tutonng Sessions
modified from Literacy Onentation Survey
Lenski. Wham, & Gnffeyv (1998). Literacy Orientation Survey: A survey to clanify
teachers' beliefs and practices. Reading research and instruction, 37. 217-236

Directions: Read the following statements and circle the response that indicates your
feelings or behaviors regarding literacy and literacy instruction

1. The purpose of reading instruction is to teach children to recognize words and to
pronounce them correctly.

strongly strongly
disagree agree
1 2 3 4 5
2. When my student reads text, | ask questions such as "What does it mean?"
never slways
1 2 3 4 5
3. Reading and writing are unrelated processes.
strongly strongly
disagree agree
1 2 K] 4 5

4 When planning instruction, | take into account the needs of my student by including
activities that meet their social. emotional, physical, and affective needs

never always
1 2 3 4 5
5 Students should be treated as individual leamers rather than as a group.
strongly strongly
disagree agree
1 2 3 4 5

6. | schedule time every tutoring session for student-selected reading and writing
expenences.

never always
1 2 3 4 5
7. Students should use "fix-up strategies” such as rereading when text meaning I1s unclear
strongly strongly
disagree agree
1 2 3 4 5
8. | read aloud to my student every tutoning session.
strongly strongly
disagree agree
1 2 3 4 5
8. | encourage my student to monitor his/her comprehension as they read.
neves always
1 2 3 4 5
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10. | use a variety of prereading strategies with my student.

never always
1 2 3 4 5
11. itis not necessary for students to write text on a daily basis.
strongly strongly
disagree agree
1 2 3 4 5
12. Students should be encouraged to sound out ail unknown words.
strongly strongly
disagree agree
1 2 3 4 5
13. The purpose of reading is to understand pnnt.
strongly sirengly
disagree agree
1 2 3 4 5
14. | can recommend ideas about how parents can help my student with school.
never always
1 2 3 4 5

15. 1 organize my tutoning sessions so that my student has an opportunity to write every
day.
never always
1 2 3 4 5

16. Teachers should ask the parents of their students to share their time, knowledge. and
expertise in my classroom.

never always
1 2 3 4 5
17. My student generally moves through the processes of prewriting, drafting, and revising.
never always
1 2 3 4 5

18. In my tutonng sessions, | organize reading. writing. speaking, and listening around key
concepts.

never always
1 2 3 4 5
19. Reading instruction should always be delivered to the whole class at the same time.
strongly strongly
disagree agree
1 2 K| 4 5
20. |teach my tutoring sessions using themes or integrated units.
never always
1 2 3 4 5
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21. Grouping for reading instruction should always be based on ability.

strongly strongly
disagree agree
1 2 3 4 5
22. Subjects should be integrated across the cumiculum.
strongly strongly
disagree agree
1 2 3 4 5

23. Teachers should use a variety of grouping pattems to teach reading such as skill
games, interest groups, whote group. and individual instruction.

never always
1 2 3 4 5
24 | ask my student to write for a vanety of purposes.
strongly strongly
disagree agree
1 2 3 4 5

25. |take advantage of oppartunities to leam about teaching by attending professional
conferences and/or graduate classes and by reading protessional joumais.

never always
1 2 3 4 5
26. Parents' attitudes toward literacy affect my student's progress.
strongly strongly
disagree agree
1 2 3 4 5

27. The major purpose of reading assessment i1s to detemmine a student's placement in
reading matenals.

strongly strongly
disagree agree
1 2 3 4 5
28. | assess my student's reading progress primarnly by teacher-made and/or book tests.
never always
1 2 3 4 5
29. Parental reading habits in the home affect their children’s attitudes toward reading.
strongly strongly
disagree agree
1 2 3 4 5

30. At the end of each tutoning session. | reflect on the effectiveness of my instructional
decisions.
never always
1 2 3 4 5
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APPENDIX D
Informed Consent Forms

TUTOR INFORMED CONSENT FORM
CONSENT FORM for participation in a study entitied

Conversations among multiple voices Merging and emerging stories of beginning literacy
teachers as professional dectsion-makers

conducted through the University of Okiahoma
by Linda J McElroy. doctoral candidate
Instructiona! Leadership and Academic Curriculum, Literacy

This research project wiil investigate aspects of the topic of beginning teacher development
inciuding the preservice teachers' sense of self as a teacher of Iteracy. their beliefs about iteracy
instruction, and their reflective inquiry process as they make professional decisions in their beginning
experiences as a Iteracy teacher and as they participate in collaborative reflections with their peers in
the teacher education program These elements will be examined through their process of inquiry 1n
their intial teaching experiences. when they identify their own questions or decision points as a
process of problem posing, and when they (dentify the problem-solving strategies and resources they
have found helpful in making their professional decisions

The data will be collected through a variety of procedures, including observations, interviews
and retrospective think-aiouds wath preservice teachers, analysis of documents produced by
preservice teachers both individually and in smail groups, including their Iiteracy autobiographies
responses to prompts done in class and as take-home assignments (essons plans, reflective journal
entries followming their teaching sessions. audiotape and video recordings of class sessions, small
group discussions. and tutonng sessions Most data sources wil be part of regular class
assignments Focus participants may be asked to complete two additional interviews of
approximately one hour each

The preservice teachers who participate in the study may benefit from participation in this
study by learning more about the factors that influence their individual sense of professiona! identity
and by reflecting on their developing understandings of and beliefs about iteracy instructional
practices Soctety could benefit from understanding better the processes of preservice teacher
learning and development and the components that support these processes The research will entail
no nsks to participating group members

Participation in this study s voluntary, and should involve no addtional ime outside of
regulany assigned activities for the course Data collection should be complete by Aug 8. 1999
Refusal to participate will involve no penatty or loss of benefits Participating preservice teachers are
free to withdraw from the study at any time with no penatty

Participants will not be identified by their own names when the research is reported Only
people who are associated with the research will have access to the data in order to protect the
confidentialty of the participants Participants agree to allow copies of the observation notes, class
transcnpts, interview data. tapes. and documents produced by the preservice teachers to become part
of the researcher's property The data will be stored in the researcher's private office. in a file which is
kept locked at all imes Data will be kept on file until no longer needed

The research should involve minimal risk of injury  The research will create no addrtional
nsks than a preservice teacher would ordinanly encounter dunng participation in university
coursework. Should a paricipant become injured dunng the course of the research, he or she
assumes responsibiity for protection

If you have queshons regarding the nghts of research participants. you may contact the
Office of Resesarch Administration at (405) 325-4757 For other concerns about this research project.
please contact Linda J McElroy at (405) 527-3874

By signing below, | agree to participate in the project listed above | understand that my participation
1s voluntary and | may withdraw at any time without penaity

Participant signature Date
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PARENT INFORMED CONSENT FORM

Ihe research descnbed below 1s being conducted under the auspices of the Umiversity of Oklahoma,
Norman Campus This document 1s a lormal request for pemussion trom vou to have vour child participate as a
volunteer in the studv desenbed below

CONSENT }FORM for participsion in & study enutled
Conversations among muluple voices Mearging and emerging stones of beginmng hteracs teachers as
professional decision-makers

Investigator landa J McElrov. doctoral candidate

Instructional Leadership and Academic Cumiculum. Reading/Lateracy

College of F'ducauon

University of Oklahoma

Phone 325-149%
Facultv Advisors D Pamely bryand I Henme Ronepedt Co Chain

Instructional Leaderstup and Academic Cumculum

College of Fducaton

Umiversity of Oklaghoma

Phone 325-1498

The invesugator 1s a doctoral candidate st the Univeraty ot Ohlahoma who is studving reading and

literuey 1 the Department of Instructional Leaderstup and Acadentic Cumculum  fler research centers on how
beginming teachers make decistons related to teaching children to read and wnite

Your chuld's tutor at the Unyversity of Science and Arts of Oklahoma wall be making audiotapes and o
videotape of some of the tutonng sessions with vour chuld at USAO  The tapes wail be used for the tutor to
analvze hivher own teaching  Children's wnung samples mas also be anafvzed to help the tutors understand
how children leamn to wnite  The focus of the research studv s on the tutors and their own learming about
becormung a teachar  The children wall not be dentified m any way 1n the reseagch study

Ihe rescarch will not reguure any addational ume bevond the nonmal tutoning sessions. No nsh s
antucipated to paricipants  Data collecton should be complete by Aug 8. 1999 Participaton in this study 1s
voluntary, and retusal to participate will involve no penalty or loss ot benefits  Participants are tree to withdraw
trom the studs at any ume

Participants will not be wlenutied by thar own names when the research 1s reported. Only people who
are associated with the research will have access to the data in order to protect the contidentiahity of the
paricipants

The research should involve muintmal nsh of mjun The research wall create no additional nshs than a
child would ordinan|v encounter dunng participauon 1n tutoring sessions — Should a parucipant become inyured
dunng the course of the research, he of she assumes responstbihity {or protecuon

I vou have questions regarding the nghts of research participants, vou man contact the Oflice of
Rescarch Admuustrauon at (4051 3254757 For other concems about this research project, plesse contact Linda
J McElrov at (405) 527-3874

This is to certify that |, . give permission to
have

(Parent/guardian’s full name)

my child or legal ward,

(child's name)
participate in a study of how beginning teachers learn ways to teach children to read and to wnte as
part of an authonzed research program of the University of Oklahoma under the supervision of Linda
J McElroy, Doctoral Candidate | understand that my child or warc may refuse to participate or may
withdraw from the study at any ime without any problem

date Parent/guardian signature



CHILD INFORMED CONSENT FORM

The rescarch described below is bewng conducted under the auspices of the Unuversity of
Oklahoma. Norman Campus. This document 1s a formal request for permussion fromn you to have
vour child participatc as a volunteer w the study descnibed below

CONSENT FORM for participation in a study cntitled

Conversations among muluple voices: Mcerging, and cmerging stones of beginrung literacy teachers
as professtonal decision-muakers

Investigator Linda J. McElroy. doctoral candidate
Instructional Leadership and Acadenuc Cumculum. Reading/Lateracy
Collcge of Education
University of Oklahomu
Phonc. 325-149%

Your tutor's teacher is working on a project to learn more about how
teachers plan reading and writing activities for children. information for the
project will come from the things you and your tutor do during your tutoring
sessions. They will tape some of the sassions. look at your writing, and ask
you questions to help them decide what to plan for your next lesson  You
will not need to do anything extra. It is okay if you change your mind
anytime.

it is all right if my tutor tapes my tutoring sessions and asks me questions
about reading and writing.

Child Signature



